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Principles	to	Guide	the		
Public	Financing	of	Higher	
Education
Arthur M. Hauptman
Arthur M. Hauptman is a public policy consultant specializing in high-
er education finance. E-mail: Art.Hauptman@yahoo.com.

Over	the	past	20	years,	in	looking	at	how	public	funds	
are	 used	 to	 finance	 higher	 education,	 I	 have	 worked	

with	 officials	 in	 more	 than	 two	 dozen	 countries.	 While	 I	
am	often	asked	if	certain	countries	or	states	have	exemplary	
financing	systems	that	others	might	emulate,	I	do	not	be-
lieve	any	country	or	state	is	excellent	in	all	respects	when	it	
comes	to	the	use	of	public	funds	to	support	higher	educa-
tion.	But	a	number	of	principles	do	serve	to	define	how	best	
to	use	public	 funds,	 in	paying	both	for	 the	support	of	 in-
stitutions	and	in	providing	financial	assistance	to	students	
and	their	families.	Ten	such	principles	are	described	below.

Elected Officials’ Role
Given	that	taxpayers	provide	public	funding	of	higher	edu-
cation,	it	is	relevant	that	elected	officials	be	responsible	for	
determining	how	much	public	funding	should	be	devoted	
to	 higher	 education	 activities.	 This	 role	 of	 deciding	 the	
amount	of	funding	should	not	be	delegated	to	bureaucrats	
or	other	nonelected	officials,	because	it	would	represent	a	
breach	of	public	responsibility	and	accountability.

An Institution’s Major Role
The	process	of	allocating	public	funds	to	institutions	should	
be	insulated,	as	much	as	possible,	from	political	influences.	
While	publicly	elected	officials	should	determine	the	level	
of	public	 funding	devoted	 to	higher	education,	 they	must	
not	play	a	major	role	in	determining	how	public	funds	are	
distributed	 to	 institutions.	 This	 division	 of	 responsibility	
speculates	that	political	decisions	about	allocations	are	of-
ten	based	more	on	favoritism	than	on	merit.	Thus,	buffer	
bodies	that	are	neither	fully	governmental	nor	totally	insti-
tutional	provide	a	rationale	for	determining	how	funds	are	
allocated.	Similarly,	systems	of	institutions	tend	to	be	better	
at	allocating	public	funds	than	government	bodies.

Interlinking Funding, Fees, and Financial Aid
The	 effective	 policies	 that	 govern	 the	 three	 components	
to	 public	 financing—funding	 institutions,	 tuition	 fees	
charged	to	students,	and	student	financial	aid—often	are	at	
odds	with	each	other.	For	example,	how	institutions	are	typ-
ically	funded	is	aimed	at	improving	quality,	while	student	
aid	policies	are	generally	intended	to	provide	more	access.	
Policies	may	work	at	cross-purposes.	Good	financing	strat-

egies	 should	aim	 to	 align	policy	goals	 for	 these	 three-key	
financing	components.	Financial-aid	policies,	for	example,	
should	be	tied	to	decisions	on	tuition	fees.	Also,	decisions	
about	allocating	public	funds	between	institutional	support	
and	student	aid	should	be	made	explicitly	at	the	beginning	
of	the	funding	process,	rather	than	have	student	aid	fund-
ing	be	a	residual	decision,	as	is	often	the	case.

Funding Formulas
These	typical	formulas	include	a	cost	component	that	is	a	
major	factor	in	determining	how	much	funds	each	institu-
tion	 will	 receive.	 Most	 funding	 formulas	 use	 actual	 costs	
per	 student,	 at	 each	 institution,	 or	 average	 costs	 per	 stu-
dent,	 across	 the	 sector,	 to	 calculate	 this	 cost	 component.	
But	this	approach	tends	to	lead	to	cost	escalation	over	time,	
as	 institutions	 that	 spend	more	per	 student	 receive	more	

from	the	government	for	doing	so.	A	formula	that	uses	nor-
mative	costs—how	much	it	should	cost	per	student	rather	
than	the	actual	cost—should	lead	to	lower	costs,	as	institu-
tions	have	greater	incentive	to	be	more	efficient	in	how	they	
spend	funds.

Demand and Supply
Fee	policies	should	be	designed	to	recognize	both	demand	
and	supply	side	considerations.	The	traditional	view	is	that	
tuition	fees	should	be	set	well	below	costs,	to	stimulate	de-
mand	 and	 maximize	 access	 to	 higher	 education.	 But	 the	
reality	 is	 that	 low	fees	may	restrict	access,	by	 limiting	the	
amount	 of	 resources	 devoted	 to	 the	 sector,	 and	 thus	 the	
number	of	seats	provided	at	any	level	of	government	fund-
ing.	Also,	 low	fees	tend	not	to	be	equitable	because	high-
er-income	 students	 who	 constitute	 most	 of	 the	 enrolled	
students	benefit	the	most.	A	better	policy	 is	 to	set	fees	as	
a	 share	 of	 the	 ability	 of	 the	 population,	 to	 pay	 these	 fees	
as	measured	by	median	family	 income	or	gross	domestic	
product	per	capita.	This	student-based	approach	would	also	
limit	the	adverse	effect	of	raising	fees,	the	most,	during	re-
cessions.
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Institutions’ Retention of Student Fees
Much	attention	is	paid	to	the	question	of	who	is	responsible	
for	setting	public-sector,	tuition-fee	levels—institutional	or	
government	officials.	Much	less	attention	is	paid	to	wheth-
er	institutions	retain	those	fees	or	whether	fees	are	sent	to	
government	for	reallocation,	as	part	of	the	funding	formula	
process.	Yet,	in	many	ways,	it	is	far	more	important	for	in-
stitutions	to	retain	fees,	so	that	they	have	incentives	to	en-
roll	more	students.	Otherwise,	they	will	tend	to	restrict	en-
rollments	if	they	do	not	receive	any	additional	funds	from	
enrolling	more	students.

Government Regulation of Enrollments in Public 
Institutions

One	 of	 the	 typical	 responses	 to	 cutbacks	 in	 government	
funding	 is	 for	 governments	 and/or	 institutions	 to	 limit	
their	 enrollments,	 to	 ensure	 adequate	 funds	 per	 student.	
While	 this	notion	 to	curtail	enrollments	may	make	sense	
on	 the	 surface,	 it	 violates	 important	 economic	 principles	
that	 suggest	 the	 expansion	 of	 enrollments	 until	 the	 mar-
ginal	costs	involved	in	educating	more	students	exceed	the	
additional	revenues	collected	from	the	additional	students.	
Rather	 than	putting	a	 limit	on	enrollments,	governments	
should	use	 the	 targeted	 level	 of	 enrollments	 as	 the	 mini-
mum	figure	that	institutions	must	enroll.

Nonrepayable Aid
Most	 countries	 provide	 nonrepayable	 sources	 of	 aid	 such	
as	grants,	bursaries,	or	scholarships	to	a	proportion	of	their	
students.	These	policies	 tend	 to	serve	a	multitude	of	pur-
poses,	but	 they	may	not	achieve	 their	goals.	There	 is	also	
a	tendency	to	provide	aid	to	more	students	to	seek	to	gain	
political	favor	with	middle-class	students.	To	be	more	effec-
tive,	nonrepayable	aid	should	be	focused	on	students	with	
the	most	financial	need	and/or	those	who	are	the	best	stu-
dents.	A	variant	is	to	base	nonrepayable	aid	on	both	need	
and	merit	so	that	students,	with	the	highest	need	and	the	
highest	merit,	receive	the	largest	amount	of	nonrepayable	
aid.

Supportive Student Loans
Student	loans	have	become	a	feature	in	dozens	of	countries	

around	the	world.	However,	few	loan	programs	work	well	
or	are	effective	in	meeting	goals,	and	many	also	have	unac-
ceptably	high	rates	of	default.	One	way	to	improve	student-
loan	 effectiveness	 is	 to	 restrict	 its	 use	 to	 tuition	 fees	 and	
other	 charges	 and	 to	 limit	 or	 eliminate	 what	 can	 be	 bor-
rowed	 to	 meet	 living	 expenses.	 In	 countries	 that	 lack	 the	
resources	or	the	cultural	tradition	to	support	student	loans,	
a	good	alternative	is	to	increase	tuition	fees	for	all	and	then	
postpone	the	higher	fees	for	those	students	who	cannot	af-
ford	them.

Strong Policy-Assurance Policies
Financing	 policies	 often	 provide	 powerful	 incentives	 for	
institutional	officials	or	students,	 in	certain	ways	that	will	
maximize	 the	 amount	 of	 funding	 they	 receive.	 These	 in-
centives	can	often	lead	to	shortcuts,	with	regard	to	quality.	
Strong	 quality-assurance	 processes	 are	 therefore	 needed	
to	ensure	that	public	funds	are	spent	wisely.	The	need	in-
creases,	when	governments	do	not	control	 the	operations	
of	 institutions	 or	 when	 aid	 is	 provided	 to	 students	 on	 a	
voucher	basis.	Thus,	to	curb	market	abuses,	higher	educa-
tion	sectors	that	rely	on	private	institutions	typically	require	
more	quality	 assurance	 than	when	public	 institutions	are	
the	dominant	providers	of	higher	education.

Conclusion
In	sum,	I	contend	that	if	countries	and	states	adhere	to	the	
10	 principles	 listed	 above	 their	 financing	 systems	 will	 be	
more	effective	in	meeting	important	policy	goals	for	higher	
education.		

Strengthening	Universities	
Around	the	World
Elaine El-Khawas
Elaine El-Khawas is professor of educational policy at George Wash-
ington University, Washington, DC. E-mail: elkhawas@gwu.edu. This 
article draws on a recent publication, P. G. Altbach and J. Salmi, eds., 
The Road to Academic Excellence: The Making of World-Class Re-
search Universities. Washington, DC: World Bank, 2011 (available at 
http://worldbank.org). 

Across	the	world,	university	leadership	has	been	trans-
formed	in	response	to	calls	from	government	and	in-

ternational	 organizations,	 for	 more	 effective	 governance.	
These	 requests	 reflect	 a	 broad	 consensus	 that	 countries	
must	 improve	 their	national	productivity	and	 that	univer-

For example, how institutions are typi-

cally funded is aimed at improving qual-

ity, while student aid policies are gener-

ally intended to provide more access. 



I N T E R N A T I O N A L 	 H I G H E R 	 E D U C A T I O N4 International Issues

sities	play	a	critical	role	in	developing	the	skills	for	global	
competitiveness.	A	less	explicit,	underlying	concern	is	that	
traditional	 university	 governance—deliberative	 decision	
making,	 leaders	 elected	 from	 among	 academics—cannot	
meet	 today’s	demands.	 In	country	after	country,	universi-
ties	and	tertiary	systems	have	responded—with	top	leader-
ship	 that	 is	 appointed	 and	 governing	 boards	 that	 include	
representatives	 of	 business	 and	 other	 external	 groups.	
Rectors	are	often	appointed	from	the	outside	and	expected	
to	 bring	 prestigious	 contacts,	 research	 achievements,	 or	
knowledge	 of	 competitors.	 Leadership	 has	 become	 more	
strategic	and	proactive	policy.

This	process	is	a	significant	change,	but	has	it	made	a	
difference?	 Are	 administrators	 more	 effective?	 Have	 they	
made	good	decisions	and	set	ambitious	goals	that	will	con-
tribute	 to	national	prosperity?	Or,	 is	 this	only	a	structural	
change—rearranging	the	furniture,	so	to	speak?	Some	evi-
dence	is	found	in	a	World	Bank	study,	The Road to Academic 
Excellence,	which	highlighted	progress	by	eleven	universi-
ties,	despite	differences	in	their	resource	levels	and	exter-
nal	constraints.	The	study	suggests	that	stronger	leadership	
can	make	a	difference.	Several	patterns	emerged:	strategic	
priorities	 being	 implemented;	 changes	 in	 university	 cul-
ture,	to	become	more	nimble	and	results	oriented;	and	sys-
tematic	monitoring	of	steps	toward	higher	achievement.

Strategic Links
One	striking	pattern	 is	 the	degree	 to	which	 these	univer-
sities	 address	 national	 needs	 for	 social	 and	 economic	 de-
velopment.	 Links	 to	 business	 and	 industry	 are	 strong	 at	
most	of	these	institutions,	with	research	and	development	
centers,	 liaison	offices,	 and	 incubators—such	as,	 those	at	
the	National	University	of	Singapore	 and	at	Pohang	Uni-
versity	in	South	Korea.	The	Indian	Institute	of	Technology	
network,	 in	 India,	 expanded	 its	 research	and	 consultancy	
and	strengthened	its	ongoing	education	programs	to	meet	
alumni	and	employer	needs,	for	high-skill	technology.	The	
University	 of	 Ibadan	 established	 a	 Center	 for	 Entrepre-
neurship	 and	 Innovation	 and	 obtains	 annual	 revenue	 to	
help	build	capacity	in	Nigeria’s	oil	and	gas	industry.	Other	
universities,	including	the	Higher	School	of	Economics	in	
Moscow,	established	themselves	as	advisers	to	government	
ministries.

Consistent	with	their	ambitions	to	build	global	reputa-
tions,	most	of	these	universities	adopted	a	strong	outward	
orientation.	They	sought	international	partnerships,	joined	
global	scholarly	networks,	and	prodded	their	academics	to	
conduct	research	to	meet	international	standards.	Shanghai	
Jiao	Tong	University	extended	this	initiative	to	students,	or-
ganizing	study	tours,	summer	training	at	foreign	universi-
ties,	and	dual-degree	programs.

Institution-Wide Change 
Stronger	 leadership	 enabled	 these	 universities	 to	 imple-
ment	large	changes	needed	to	pursue	transformative	goals.	
Under	 traditional	 governance,	 new	 ideas	 were	 too	 often	
debated	 but	 not	 acted	 upon	 or	 innovation	 occurred	 only	
on	 the	 periphery.	 Instead,	 these	 universities	 announced	
priorities	 affecting	 the	 whole	 institution,	 based	 on	 long-
term	goals.	Many	directed	growth	to	certain	programs	and	
limited	other	programs.	The	National	University	of	Singa-
pore	identified	academic	programs	to	grow	and	others	to	be	
capped.	 It	established	performance-based	salary	 increases	
and	gave	start-up	funds	to	newly	hired	academics.	The	In-
dian	Institute	of	Technology-Bombay	made	an	unorthodox	
but	successful	decision	to	require	its	curriculum	to	empha-
size	basic	sciences,	mathematics,	and	social	sciences.	The	
University	of	Ibadan	set	goals	for	increasing	its	proportion	
of	postgraduate	students	and	limited	undergraduate	enroll-
ment.	The	University	of	Malaya	also	directed	that	graduate	
enrollment	become	more	than	half	of	its	student	numbers.

Better Decision Making
Reformers	also	argued	that	effective	leadership	could	facili-
tate	strategic	and	nimble	decision	making.	The	World	Bank	
study	 documents	 many	 good	 decisions.	 The	 Monterrey	
Institute	of	Technology	and	Pohang	University	are	private	
universities	 in	 out-of-the-way	 settings,	 but	 both	 creatively	
built	 on	 available	 options	 for	 strengthening	 research.	 Po-
hang	University	became	distinctive	for	its	industry-orient-
ed	 research.	 Monterrey	 relied	 on	 several	 strategies,	 from	
building	ties	to	the	local	business	community	to	establish-
ing	a	revenue-generating	lottery.	The	Pontifical	University	
of	 Chile,	 recognizing	 that	 dependence	 on	 public	 funding	
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could	 threaten	 its	 independence,	 became	 more	 efficient	
and	more	successful	in	winning	competitive	research	fund-
ing.	As	with	Monterrey,	 it	enhanced	 its	financial	 stability,	
by	 developing	 its	 hospital	 and	 TV	 station	 into	 revenue-
generating	 operations.	 The	 Higher	 School	 of	 Economics	
in	Moscow	also	illustrates	nimble	decision	making,	having	
developed	rapidly	amidst	uncertainty	in	the	1990s.	With	no	
buildings	or	library,	it	overcame	these	constraints	by	decid-
ing	to	specialize	in	a	new	field,	transitional	economies;	and	
found	 international	 partners	 to	 help	 develop	 a	 distinctive	
curriculum.

Overcoming Obstacles
Clear	vision	and	goals	helped	many	institutions	to	address	
seemingly	intractable	problems.	Hong	Kong	University	of	
Science	 and	 Technology,	 as	 a	 new	 institution,	 was	 aware	
that	its	reputation	depended	on	a	strong	initial	enrollment.	
As	a	result,	it	designed	effective	outreach	to	applicants	and	
their	 parents,	 including	 invitational	 events	 on	 its	 attrac-
tive	 campus.	 At	 Shanghai	 Jiao	 Tong	 University,	 its	 ability	
to	expand	was	initially	constrained	by	the	urban,	high-cost	
location	of	its	main	campus.	Its	decision	to	develop	a	new	
campus	20	kilometers	away	was	highly	successful.	The	new	
campus	became	its	main	campus,	attractive	for	its	advanced	
technology	and	facilities,	and	its	location	near	research	and	
development	 centers	 of	 foreign	 corporations	 enriched	 its	
research	 collaborations.	 Most	 institutions	 found	 it	 chal-
lenging	to	recruit	talented	new	faculty,	 to	help	them	raise	
their	 research	 activity.	 Yet,	 strategies	 helped	 them	 make	
progress.	 Hong	 Kong	 University	 of	 Science	 and	 Technol-
ogy	reached	out	to	overseas	Chinese.	Others	also	developed	
policies	to	attract	foreign	scholars	or	research	collaboration.	
Monterrey	 adopted	 a	 grow-your-own	 strategy,	 supporting	
PhD	study	among	its	academic	staff.

Systematic Monitoring
Most	of	these	universities	developed	an	evaluative	culture,	
which	 policymakers	 had	 called	 for	 as	 a	 way	 to	 improve	
university	operations.	The	University	of	Chile,	in	a	recent	
strategic	plan,	placed	high	priority	on	developing	an	infor-
mation-management	 system	 to	 monitor	 progress	 toward	
academic	and	administrative	goals.	Pohang	University	de-
veloped	a	set	of	performance	indicators	and	publicized	its	
progress	annually.	It	also	introduced	a	performance-based	
evaluation	system	for	academic	salaries.	The	Monterrey	In-
stitute	of	Technology	created	a	strategic-planning	office,	de-
veloped	indicators	of	research	productivity,	and	voluntarily	
sought	the	scrutiny	of	accrediting	agencies.	The	University	
of	 Malaya	 regularly	 invited	 external	 assessors	 and	 indus-
try	representatives	 to	advise	on	 its	progress.	 It	also	estab-
lished	a	performance	evaluation	for	 faculty—tied,	 in	part,	

to	 international	publication	rankings.	Shanghai	 Jiao	Tong	
University	developed	performance	indicators,	affecting	all	
departments	and	schools,	and	benchmarked	their	progress	
to	peer	institutions.

Conclusion
As	 these	 university	 experiences	 document,	 new	 leader-
ship	can	raise	levels	of	institutional	excellence.	With	clear	
priority	setting,	there	has	been	progress	toward	ambitious	
goals,	opportunities	were	pursued,	and	obstacles	overcome.	
Roles,	 expectations,	 and	 the	 pace	 of	 change	 have	 been	
transformed.	 Evidence	 exists	 that	 new	 leaders	 offer	 open	
channels	for	sharing	information	and	arriving	at	decisions.	
They	 often	 consider	 various	 alternatives	 for	 implementa-
tion,	sometimes	to	phase	in	change	or	accommodate	spe-
cial	 situations.	 This	 flexibility	 does	 not	 jeopardize	 overall	
goals,	while	it	mitigates	some	negative	effects	of	change.	All	
of	 this	suggests	 that	 these	 institutions	are	stronger	 today,	
more	able	to	pursue	further	achievement,	and	contribute	to	
their	nation’s	development.	

Anarchy,	Commercialism,	
and	“Publish	or	Perish”
Philip G. Altbach and Brendan Rapple
Philip G. Altbach is Monan University Professor and director of the 
Center for International Higher Education at Boston College. E-mail: 
Altbach@bc.edu. Brendan Rapple is Collection Development Librar-
ian, O’Neill Library, Boston College. E-mail: rappleb@bc.edu. 

In	recent	years,	scholars	worldwide	have	found	themselves	
under	increasing	pressure	to	publish	more,	especially	in	

English-language	“internationally	circulated”	journals	that	
are	 included	 in	globally	 respected	 indices	such	as	 the	 ISI	
Citations.	As	a	result,	journals	in	these	networks	have	been	
inundated	by	submissions	and	many	of	them	accept	as	few	
as	10	percent	of	papers,	and	in	some	cases	fewer.	Given	that	
too	few	journals	or	other	channels	exist	to	accommodate	all	
the	articles	written,	 there	has	been	a	proliferation	of	new	
publishers	offering	additional	journals	in	every	imaginable	
field.	Complementing	the	growing	demand	for	new	outlets	
of	scholarly	work,	clever	people	have	understood	that	new	
technology	has	created	confusion	as	well	as	opportunities	
and	that	money	can	be	made	in	the	knowledge	communica-
tion	business.

International Issues 



I N T E R N A T I O N A L 	 H I G H E R 	 E D U C A T I O N6

Fake and Low Quality Journals
Not	 surprisingly,	 a	 large	 number	 of	 “bottom	 feeders”	 are	
now	 starting	 “journals”	 with	 the	 sole	 goal	 of	 earning	 a	
quick	profit	and	enriching	their	owners.	One	of	these	new	
journals	charges	prospective	authors	a	“transaction	fee”	of	
US$500,	to	be	published.	Others	have	alternative	ways	of	
exploiting	 unsophisticated	 authors.	 These	 so-called	 jour-
nals	have	 impressive	sounding	names	and	 lists	of	promi-
nent	advisory	editors—some	who	have	 in	fact	never	been	
asked	to	serve.	Peer	reviewing	is	touted,	but	one	suspects	
that	 anyone	 who	 pays	 the	 fee	 can	 get	 published.	 Clearly,	
authors	are	not	served	by	journals	without	academic	stand-
ing	and	which	will	not	be	read	nor	cited	by	anyone.	Many	
of	these	sham	journals	are	in	the	sciences,	with	computer	
science	 being	 well	 represented.	 The	 primary	 problem,	 of	
course,	 is	 that	 it	 is	 increasingly	 difficult	 for	 potential	 us-
ers	 to	 discern	 respectable	 journals	 from	 the	 new	 fakes.	
A	 quite	 useful	 resource	 is	 Jeffrey	 Beall’s	 List of Predatory, 
Open-Access Publishers	(http://carbon.ucdenver.edu/~jbeall/
Beall%27s%20List%20of%20Predatory,%20Open-Ac-
cess%20Publishers%202012.pdf).	 Other	 options	 include	
what	may	be	called	pseudo	scholarly	journals.	A	prime	ex-
ample	is	the	Australasian Journal of Bone and Joint Medicine 
published	 by	 Elsevier,	 a	 major	 multinational	 publisher.	

According	to	the	Scientist	 (http://classic.the-scientist.com/
blog/display/55750/),	 from	 2002–2005	 Elsevier	 was	 paid	
by	the	pharmaceutical	company	Merck—to	publish	articles	
in	that	journal	that	were	favorable	to	Merck’s	drugs	Vioxx	
and	Fosamax.	Merck’s	financial	involvement	in	the	journal	
was	 not	 disclosed.	 Elsevier	 later	 admitted	 that	 it	 had	 em-
ployed	a	similar	disregard	of	normal	peer-review	practice	in	
eight	other	of	its	journals,	in	the	early	2000s.

As	well	as	exploitative	journals	with	a	primary	goal	to	
make	money	rather	 than	 to	advance	scholarship,	a	profu-
sion	exists	of	“legitimate”	journals,	mediocre	at	best—pub-
lishing	 articles	 that	 really	 should	 not	 be	 published.	 The	
major	multinational	publishers	of	 these	 journals	have	as-
sembled	large	“stables”	of	them	packaged	and	sold	at	high	

prices	 to	 libraries.	 Though	 many	 of	 these	 periodicals	 are	
supposedly	 peer-reviewed,	 the	 standard	 is	 frequently	 low,	
and	much	weak	research	is	accepted	for	publication.	Many	
faculty	 probably	 rationalize	 that	 being	 published	 some-
where	is	better	than	not	being	published	at	all.	A	21st	cen-
tury	paradox	is	that	while	it	is	ever	more	difficult	to	get	pub-
lished	in	a	top-tier	journal,	it	is	now	easier	than	ever	to	get	
published.

The Publish or Perish Syndrome
Surely,	the	still	vibrant	“publish	or	perish”	syndrome	must	
bear	 some	 of	 the	 blame.	 Universities	 increasingly	 de-
mand	 more	 publications	 for	 promotion,	 salary	 increases,	
or	 even	 job	 security.	 Further,	 the	 pressure	 has	 increased	
to	publish	in	English-language	journals,	even	for	scholars	
in	 non-English	 medium	 academic	 environments.	 Far	 too	
many	academic	institutions—a	large	majority	of	ones	that	
mainly	focus	on	teaching—insist	that	their	faculty	publish.	
This,	their	administrators	believe,	will	improve	their	rank-
ings.	Of	course,	publishers	step	in	to	create	new	journals,	
which	publish	these	frequently	mediocre	research	articles.	
Moreover,	instead	of	publishing	all	their	research	results	in	
one	article,	too	many	authors	stretch	them	out	to	multiple	
articles	or	write	 repetitively	 just	 to	 increase	 their	publica-
tions.	Thus,	pressure	is	created	on	scholars	in	many	fields,	
who	must	consult	an	exponentially	 increasing	number	of	
articles—many	of	which	are	worthless.	Administrators	are	
happy	that	their	faculty	publish;	the	publishers	are	delight-
ed	to	sell	more	subscriptions;	and	the	game	goes	on.

Exploding Costs of Journals and Knowledge Products 
An	excessive	number	of	journals	are	exorbitantly	priced.	Ul-
richsweb Global Serials Directory lists	over	141,000	academic	
and	scholarly	journals,	of	which	64,000	are	peer-reviewed.	
Clearly,	libraries	cannot	afford	to	keep	up	with	such	num-
bers;	for	a	long	time,	libraries	have	been	canceling	journals,	
due	to	the	ever-escalating	cost	of	serials.	For	years,	the	cost	
of	 journals	 has	 been	 increasing	 at	 a	 far	 higher	 rate	 than	
the	Consumer	Price	Index,	at	a	time	when	library	budgets	
have	generally	been	decreasing.	The	highest	 journal	costs	
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are	 invariably	 in	 the	 sciences	 (the	average	price	of	 chem-
istry	 journals	 in	 2011	 was	 $4,044,	 that	 of	 physics	 ones	
was	$3,499).	The	cost	of	 some	 journals	are	 indeed	astro-
nomical,	for	example	$24,048	annually	for	Brain Research, 
$20,269	for	Tetrahedron,	and	$17,258	for	Chemical Physics 
Letters—all	 three	 journals	published	by	Elsevier.	 John	Wi-
ley	is	another	publisher	whose	journals	are	frequently	ex-
tremely	expensive.	An	institutional	subscription	to	Wiley’s	
Journal of Comparative Neurology	will	be	$30,860,	in	2012.	
Though	journals	in	non-hard-science	disciplines	tend	to	be	

substantially	 cheaper,	 they	 are	 also	 often	 subject	 to	 high-
cost	increases.	Library Journal’s 2011	Periodicals	Price	Sur-
vey	reveals	that	journals	in	language	and	literature	had	a	29	
percent	cost	 increase	 from	2009	to	2011.	Philosophy	and	
religion	were	next	with	a	22	percent	increase,	followed	by	
agriculture,	anthropology,	and	arts	and	architecture	being	
tied	for	third	at	17	percent.

Another	problem	for	 libraries	is	 the	bundling	in	sub-
scription	packages	of	hundreds	of	journals	that	often	range	
widely	 in	 quality.	 With	 the	 bundling	 model,	 the	 library	
cannot	 select	 specific	 journals	 and	 refuse	 others.	 Librar-
ies	are	locked	into	a	deal	that	often	results	in	the	acquisi-
tion	of	poor-quality	journals	with	few	readers.	Bundling	is	
a	practice	 for	publishers	 to	sell	 journals	 that	 few	 libraries	
would	subscribe	to	if	they	were	to	be	selected	individually.	
An	 additional	 difficulty	 is	 the	 nondisclosure	 agreements	
that	some	publishers	require	libraries	to	sign.	These	agree-
ments	forbid	libraries	from	disclosing	the	cost	and	terms	of	
journal	package	subscriptions.

Potential Solutions
Is	 there	 any	 solution	 to	 this	 periodicals’	 crisis?	 Several	
strategies	spring	to	mind.	Scholars	can	refuse	to	serve	on	
editorial	boards,	submit	articles,	or	act	as	peer	reviewer	for	
journals	that	are	manifestly	of	poor	quality	and/or	are	ex-
cessively	priced.	Those	applying	for	promotion	and	funding	
can	be	limited	to	submitting,	say,	five	or	six	seminal	publi-
cations—the	point	being	that	the	quality	of	one’s	research	
should	count	for	more	than	quantity.

Open-access	 e-journals	 hold	 strong	 promise.	 Many	
scholarly	organizations	and	universities	have	created	new	
open-access	journals	that	are	reliably	peer-reviewed	and	are	
backed	 by	 respected	 scholars.	 There	 are	 over	 7,000	 free,	
quality-controlled	scholarly	journals	in	the	Directory of Open 
Access Journals	(doaj.org).	Some	of	these	publications	have	
achieved	a	high	level	of	respectability	and	acceptance,	while,	
admittedly,	 others	 are	 struggling,	 and	 there	 are	 no	 doubt	
some	that	are	of	poor	quality	and	little	relevance.	It	is	early	
in	the	open-access	movement.	If	successful,	this	movement	
can	be	an	important	vehicle	for	eradicating	economic	barri-
ers	to	accessing	scholarship.	Moreover,	 if	universities	and	
scholarly	 societies,	 through	 expanding	 open	 access,	 can	
wrest	more	control	of	both	the	production	and	diffusion	of	
scholarship	 away	 from	 commercial	 publishers,	 legitimate	
and	illegitimate,	as	well	as	quality	control	and	prices	could	
be	placed	on	a	surer	footing.

It	 is	undeniable	 that	presently	 technology	and	global-
ization	 have	 brought	 anarchy	 to	 the	 communication	 of	
knowledge	in	academe	and	have	created	serious	problems	
for	the	academic	profession,	in	a	time	of	increased	compe-
tition.	A	meaningful	solution	will	take	much	dialogue	and	
probably	significant	changes	to	how	scholarship	is	diffused,	
as	well	as,	rewarded.	

New	Ways	to	Rank		
Universities
Robert Birnbaum
Robert Birnbaum is professor emeritus of higher education, University 
of Maryland, College Park. E-mail: rbirnbau@umd.edu. 

It	is	university	rating	time	again,	and	the	newly	released	
2011	 reports—whether	 coming	 from	China,	 the	United	

Kingdom,	or	other	venues—are	producing	either	smug	sat-
isfaction	or	the	gnashing	of	teeth	at	institutions	around	the	
world.	 Although	 such	 ranking	 schemes	 have	 little	 educa-
tional	relevance,	 they	have	great	symbolic,	economic,	and	
political	 significance.	 They	 give	 certain	 institutions	 and	
countries	“bragging	rights,”	and	encourage	“prestige	wars.”	
Some	 institutions	 are	 led	 to	 game	 the	 system	 by	 making	
changes	that	have	little	positive	educational	impact	but	do	
respond	to	the	criteria	used	by	the	rankers.	Driven	by	the	
rationalistic	 mantra	 of	 accountability,	 the	 notion	 that	 in-
ternational	 ranking	 provides	 some	 positive	 benefit,	 while	
frequently	asserted,	has	never	been	demonstrated.	The	con-
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cept	itself	appears	to	have	many	of	the	characteristics	of	an	
academic	 fad;	 it	 makes	 the	 ephemeral	 look	 scientific,	 in-
creases	activity,	but	leads	to	little	substantive	improvement.

To	add	an	element	of	color	to	the	otherwise	drab	rating	
exercise,	several	years	ago	I	proposed	five	alternative	ways	
to	separate	the	educational	sheep	from	the	academic	goats.	
The	 “sausage	 system”	 suggested	 combining	 all	 systems,	
regardless	of	whether	 they	rated	as	 the	best	party	schools	
or	with	the	most	Nobel	 laureates,	 to	create	a	single	meta-
ranking.	The	“Lake	Wobegon	system”	proposed	expanding	
the	 number	 of	 institutions	 that	 could	 be	 included	 in	 the	
“Top	Fifty	World-Class	Universities,”	so	that	more	of	them	
could	be	considered	above	average.	The	“Jeremy	Bentham	
system”	would	 rank	 institutions,	 according	 to	 the	 level	of	
happiness	 they	 provided.	 The	 “Olympic	 system”	 suggest-
ed	that	rankings	be	based	on	head-to-head	competition	of	
institutional	faculty	engaging	in	feats	of	physical	prowess,	
while	 simultaneously	engaging	 in	 scholarly	work.	Finally,	
the	“Jorge	Luis	Borges	system”	posited	that	a	list	of	the	one	
true	ranking	already	exists,	requiring	us	only	to	discover	it	
amidst	a	collection	of	similar-appearing,	but	flawed,	lists.

Some New Schemes
Significant	progress	has	now	been	made	on	some	of	these	
proposals.	 Perhaps	 the	 greatest	 advance	 has	 been	 made	
in	 implementing	 the	 sausage	 system,	 which	 has	 recently	
gained	purchase	due	to	 its	use	 in	analyzing	public	policy.	
As	an	example,	the	Ibrahim	Index	of	African	Governance	is	
a	widely	recognized	and	influential	means	of	assessing	the	
performance	of	that	continent’s	governments.	The	index	is	
based	on	a	number	of	sophisticated	variables	(89	at	pres-
ent).	 Ratings	 of	 these	 variables,	 including	 measurements	
of	the	extent	of	corruption,	or	the	use	of	mobile	telephones,	
are	then	combined	into	a	single	number,	by	which	govern-
ments	are	put	in	rank	order.	The	genius	of	the	final	index	
is	that	it	is	constructed	by	adding	all	the	variables	without	
weighing	them,	so	that	infant	mortality	rate	is	no	more	or	
less	 influential	 than	 is	 freedom	 of	 the	 press.	 Just	 as	 the	

Ibrahim	Index	is	used	by	nongovernmental	organizations	
and	foundations	as	a	guide	for	allocating	resources,	a	sin-
gle,	unweighted	summary	of	all	institutional	ratings	might	
be	used	someday	to	identify	the	academic	best	of	the	best.	
The	 beginnings	 of	 such	 a	 possibility	 can	 already	 be	 seen	
in	 the	 new	 U-Multiranking	 rating	 system,	 sponsored	 by	
the	 European	 Commission,	 which	 creates	 metrics	 in	 five	
areas—from	teaching	to	knowledge	transfer.	Using	this	sys-
tem,	any	group	or	institution	can	apply	its	own	weights	to	

self-selected	variables,	thus	allowing	each	to	determine	the	
criteria	by	which	it	should	be	judged.	As	the	Dodo	in	Alice 
in Wonderland	presciently	opined	after	 the	chaotic	caucus	
race	in	which	the	participants	started,	stopped,	and	moved	
whenever	 and	 wherever	 they	 liked—“everybody	 has	 won,	
and	all	must	have	prizes.”	Well,	why	not?

The	 Lake	 Wobegon	 system	 may	 also	 now	 be	 coming	
into	its	own.	While	enlarging	the	number	of	high-ranking	
institutions	is	an	obvious	way	to	spread	the	wealth,	the	idea	
of	doing	so,	by	identifying	100	institutions	as	being	among	
the	top	50,	may	have	seemed	a	bridge	too	far	when	it	was	
first	proposed.	But	this	process	now	has	been	pioneered	by	
the	Academy	of	Motion	Picture	Arts	and	Sciences,	which	
recently	 increased	 from	 5	 to	 10	 the	 number	 of	 potential	
nominees	for	annual	Oscar	for	Best	Picture.	The	implica-
tions	of	this	change	for	university	rankings	are	staggering;	
just	 as	 conceptually	no	 limitation	of	 the	number	of	films	
that	could	be	identified	as	“best”	candidates,	there	is	no	lim-
it	to	the	number	of	universities	that	can	be	judged	“world	
class.”	When	Hollywood	sets	the	trend,	can	other	social	in-
stitutions	be	far	behind?	And	indeed,	China	has	apparently	
already	adopted	a	variant	of	this	system.	In	2007,	the	Min-
istry	 of	 Education	 reportedly	 rated	 over	 80	 percent	 of	 its	
institutions	as	“excellent.”	It	cannot	be	long	before	all	are	
considered	above	average.

Does Ranking Make Us Better?
These	trends	should	not	be	unexpected.	Life	follows	art,	as	
we	know,	and	it	is	not	surprising	that	the	quest	for	the	one	
true	 university	 ranking	 should	 move	 us	 in	 strange	 direc-
tions	 originally	 dismissed	 as	 outrageous.	 Current	 discus-
sions,	 over	 which	 of	 the	 metrics	 currently	 in	 use	 is	 best,	
may	reflect	a	movement	toward	the	Borges	system.	To	be	
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sure,	assessing	a	world-class	ranking	by	using	the	Bentham	
or	 Olympic	 systems	 has	 so	 far	 not	 gained	 any	 noticeable	
traction;	 however,	 regardless	 of	 their	 usefulness	 the	 de-
mand	for	comparative	judgments	appears	insatiable.

The	 most	 recent	 support	 for	 developing	 world-class	
universities	comes	from	the	2011	Riyadh	Statement,	which,	
while	 renouncing	 rankings	 and	 league	 tables,	 still	 con-
cludes	that	national	systems	should	support,	among	other	
things,	universities	with	selective	admissions	and	research	
missions.	For	many,	if	not	most,	national	systems	the	em-
phasis	 on	 developing	 a	 world-class	 ranking	 should	 prob-
ably	 not	 be	 on	 research	 universities	 but	 on	 regional	 and	
local	 institutions,	 emphasizing	 teaching	 and	 curriculums	
based	 on	 social	 needs.	 The	 problem	 is	 that	 we	 get	 what	
we	measure;	encouraging	many	 less-developed	nations	 to	
direct	 their	 resources	 toward	 the	 establishment	 of	 world-
class	institutions	ironically	may	inhibit	the	development	of	
the	basic	educational	infrastructure	on	which	the	existence	
and	 maintenance	 of	 great	 universities	 ultimately	 depend.	
World-class	 research	 institutions	 can	come	 later,	but	only	
after	 the	 educational	 foundations	 on	 which	 such	 institu-
tions	depend	have	first	been	developed	and	nurtured.	

The	European	Medieval		
Universities,	from	the	Past	
and	Today
Miri Rubin
Miri Rubin is professor of medieval and early modern history at Queen 
Mary, University of London. E-mail: m.e.rubin@qmul.ac.uk. (A differ-
ent version of this article appears in Times Higher Education.) 

As	 a	 historian	 of	 the	 Middle	 Ages,	 I	 am	 frequently	
asked	 about	 the	 links	 between	 universities	 then	 and	

now.	Given	the	momentous	changes	affecting	modern-day	
institutions	of	higher	education	and	 the	 lives	of	 so	many	
people—students,	parents,	teachers,	and	employers—such	
questions	 have	 become	 more	 frequent	 and	 more	 urgent.	
Given	a	great	deal	is	different	between	the	medieval	univer-
sities	and	our	own	diverse	global	array	of	institutions,	this	
makes	comparisons	difficult.	None	the	less,	an	assessment	
of	the	role	of	medieval	universities	reveals	some	telling	af-
finities	that	may	hold	lessons	for	today’s	turbulent	times.

Church and State
When	universities	emerged	between	1150	and	1200	in	Italy,	
France,	 and	 England,	 they	 responded	 to	 the	 needs	 of	 the	
main	institutions	of	governance—the	Church	and	dynastic	
kingdoms.	Both	systems’	institutions	required	bureaucrats,	
trained	in	the	procedures	of	government	and	its	language,	
Latin.	Latin	still	depended	on	the	conventions	developed	in	
the	classical	antiquity,	and	these	were	transmitted	through	
the	study	of	the	liberal	arts	of	rhetoric,	logic,	and	grammar.	
Jobs	 for	 graduates—bachelors	 of	 arts—ranged	 from	 the	
drafting	of	letters,	treaties,	and	keeping	of	financial	records.

Church	and	states	managed	justice,	this	also	required	
legal	experts:	men	trained	beyond	the	liberal	arts	to	higher	
degrees	 in	 law,	 just	as	 they	progress	 in	 the	United	States	
today—from	 the	 bachelor	 of	 arts	 to	 further	 studies	 in	
medicine	and	law.	To	support	this	all-important	training—
popes,	kings,	and	emperors	were	willing	to	allow	groups	of	
students	and	teachers	to	come	together	in	Bologna,	Paris,	
Oxford,	and	Cambridge.	They	exempted	scholars	from	tax-
es	and	allowed	students	and	scholars	to	be	self-governing.	
The	 papacy	 licensed	 universities	 to	 award	 degrees	 that	
were	recognized	 throughout	Europe.	The	bachelor	of	arts	
became	the	gold	standard	for	a	certain	type	of	literacy	and	
administrative	capacity	throughout	the	Christian	world.

Medieval Realities
Yet,	 potential	 employers	 who	 stood	 to	 benefit	 most	 from	
well-trained	 personnel	 did	 not	 provide	 comprehensive	
funding	 for	 students.	 They	 exempted	 universities	 from	
some	dues—just	as	much	of	today’s	educational	sector	en-
joys	charitable	status	 in	many	places—thus,	each	student	
needed	 to	seek	support.	For	some	students	 this	was	easy.	
Clever	 monks	 were	 supported	 by	 their	 religious	 houses;	
bishops	sponsored	men	on	the	condition	that	the	scholars	
worked	 for	 them	 after	 graduation;	 lords	 of	 manors	 sup-
ported	talented	local	boys	who	would	return	as	household	
chaplains,	secretaries,	or	parish	priests.	Most	students	had	
to	create	packages	of	funding,	based	on	patronage,	family	
support,	and	paid	work.	Accordingly,	dropout	rates	in	me-
dieval	universities	were	very	high;	the	lists	of	matriculated	
students	were	always	much	longer	than	of	those	who	grad-
uated	with	the	bachelor	of	arts.	For	students	who	relied	on	
the	whims	of	benefactors,	any	breakdown	in	 the	relation-
ship	could	force	them	to	drop	out.	Given	the	more	precari-
ous	supports	for	university	study,	students	are	less	likely	to	
complete	their	courses.	If	students	are	required	to	beg	and	
borrow	support,	they	may	well	fall	out	of	the	system—wast-
ing	the	time	and	the	funds	already	invested	in	them.

Another	interesting	point	arises	from	the	high-dropout	
rate	at	medieval	universities.	Those	who	left	before	graduat-
ing	were	still	able	to	use	the	skills	acquired	to	secure	em-
ployment.	The	skills	were	highly	transferable	and	in	such	
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short	supply,	 that	even	people	who	had	studied	for	only	a	
year	or	 two	had	an	advantage.	They	could	become	one	of	
thousands	 of	 teachers,	 tutors,	 scribes,	 and	 recorders	 that	
medieval	society	required—modest	medieval	equivalents	to	
Steve	Jobs	and	Mark	Zuckerberg.

Finance	 of	 universities	 was	 closely	 linked	 to	 student	
enrollments	during	the	Middle	Ages.	Outside	certain	areas	
of	present-day	Germany	and	 Italy,	most	 landed	and	 titled	
people	 educated	 their	 sons	 at	 home.	 Their	 heirs	 did	 not	
need	 to	 follow	 a	 profession	 taught	 and	 accredited	 by	 the	
universities.	Nor	were	universities	 the	sole	 recruiters	and	
trainers	of	bright,	ambitious	men.	Whole	areas	of	activity	
were	not	 taught	 in	universities.	There	were	guild	appren-
ticeships	for	surgeons,	merchants,	and	notaries;	the	Inns	of	
Court	for	aspiring	lawyers;	Chancery	training	for	civil	ser-
vants;	workshops	for	artists;	and	military	training	at	royal	
and	aristocratic	courts	and	within	fighting	units.

Finally,	 regarding	 creativity,	 the	 futility	 of	 some	 as-
pects	of	medieval	university	learning,	especially	the	system	
known	as	scholasticism,	has	 long	been	the	subject	of	sat-
ire—just	as	it	was	lampooned	in	the	Middle	Ages.	Scholas-
ticism	was	a	method	of	training	through	dialectical	probing,	
applied	 to	 questions	 ranging	 from	 medical	 to	 theological	
studies.	Dialectical	questioning	 for	and	against	a	preposi-
tion	was	familiar	to	all	educated	people	and	enabled	some	
sharp	and	radical	thinking.	The	philosopher	Peter	Abelard	
(1079–1142)	 used	 it	 in	 Paris	 (albeit	 before	 the	 university	
was	founded)	to	question	the	existence	of	God;	the	theolo-
gian	 John	Wycliffe	 (ca.	 1330–1384)	 in	Oxford,	 to	question	
the	nature	of	the	sacraments	and	the	relationships	between	
church	 and	 state;	 and	 the	 biblical	 scholar	 and	 theologian	
Martin	Luther	(1483–1546)	at	Wittenberg	University,	to	as-
sail	a	1,000-year-old	system	of	Christian	belief	and	practice,	
changing	 it	 forever.	 Far	 from	 being	 stale	 and	 predictable,	
medieval	universities	produced	not	only	civil	servants	and	
ecclesiastical	bureaucrats	but	also	 radical	 thinkers,	whose	
work	had	real	 impact	and	who—despite	 their	challenging	
critiques—died	in	their	beds,	not	in	prison	cells.

Contemporary Lessons
With	millions	aspiring	 to	university	education	 in	Europe,	
the	United	States,	India,	and	China—we	face	the	challenge	
of	making	universities	an	effective	training	ground,	while	
also	 a	 center	 for	 creativity	 and	 boldness.	 In	 the	 medieval	
universities	 young	men	were	 set	 apart	 for	 a	period	of	 in-
tensive	intellectual	and	social	interaction,	away	from	home,	
among	 peers,	 and	 in	 the	 presence	 of	 inspiring	 teachers.	
The	skills	 imparted	were	highly	transferable	because	they	
were	generic:	 the	ability	to	analyze	texts,	argue	a	case,	ex-
amine	 problems	 from	 all	 points	 of	 view,	 and	 interrogate	
questions	in	order	to	reach	solutions.	Their	liberal	arts	cur-
riculum	was	already	hundreds	of	years	old,	and	it	combined	
instruction	 in	 verbal	 dexterity	 with	 training	 in	 numbers	
and	proportions.	Like	graduates	today,	some	in	the	Middle	
Ages	expected	to	serve	and	manage	in	their	own	countries,	
while	 others	 aspired	 to	 travel	 beyond	 on	 missions	 or	 for	
further	study—armed	with	highly	transferable	skills.	They	
studied	all	that	was	essential	for	the	critical	understanding	
of	 systems,	 for	 managing	 complex	 entities,	 for	 observing	
the	world	and	for	the	forging	of	solutions	to	ever-emergent	
challenges.

Such	 educated	 men	 expected	 to	 interact	 throughout	
their	careers	with	people	accomplished	in	other	skills	and	
trained	 otherwise:	 surgeons,	 notaries,	 architects,	 paint-
ers,	merchants,	 soldiers,	 and	map	makers.	Guilds,	 courts	
large	 and	 small,	 Inns	of	Court,	 and	 family	workshops	 all	
trained	people	to	crafts	that	could	lead	to	financial	reward	
and	renown.	A	combination	of	bookish	learning	and	guild	
training	was	necessary	to	produce	such	marvels	as	the	13th-
century	 remaking	 of	 Westminster	 Abbey	 or	 the	 poetry	 of	
Geoffrey	Chaucer,	a	century	later.

Lessons for Today
Thinking	about	medieval	universities	might	provide	some	
beneficial	lessons.	Perhaps	we	should	not	burden	students	
with	 having	 to	 seek	 finance	 during	 this	 crucial	 period	 of	
training.	 Such	 burdens	 lead	 to	 suboptimal	 performance	
and	the	wasteful	abandonment	of	precious	university	plac-
es.	Since	their	skills	are	a	common	good,	everything	should	
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be	 devised	 and	 encouraged—comfortable	 student	 loans,	
scholarships,	state	support,	and	charitable	endowment—to	
keep	universities	free	at	the	point	of	access.

Another	lesson	is	that	the	universities	are	not	alone	in	
fostering	 excellence.	 While	 the	 skills	 of	 high-level	 critical	
thinking	and	communication	are	essential	 to	all	 forms	of	
governance,	other	forms	of	reasoning	and	practice	also	de-
serve	support	and	remuneration—design,	craft,	engineer-
ing,	and	more.

Transferability	of	skills	should	be	central	to	higher	edu-
cation.	As	students	are	challenged	by	 the	rich	heritage	of	
human	 understanding—literature,	 languages,	 arts,	 social	
theories,	 sciences,	 and	 philosophy—they	 develop	 out	 of	
those	specialized	intricacies	the	ability	to	analyze	and	build,	
correct,	 and	complement.	What	 is	worth	studying	should	
not	 be	 decreed	 by	 crude	 utilitarianism.	 For	 training	 the	
mind,	we	need	both	Latin	and	mathematics.

At	a	 time	of	flux	 in	modern	higher	education,	policy-
makers,	presidents,	and	academics	should	not	overlook	the	
past	when	mapping	out	the	future.	

What	International	Advice	
Do	Universities	Need?
Philip G. Altbach and Jamil Salmi
Philip G. Altbach is Monan professor of higher education and director 
of the Center for International Higher Education at Boston College. 
Jamil Salmi is coordinator of the World Bank’s network of higher edu-
cation professionals. E-mail: jsalmi@worldbank.org. 

The	 latest	 accouterment	 of	 world-class	 universities,	 or	
those	aspiring	to	world-class	status,	is	an	international	

advisory	 group.	 Heidelberg	 University,	 in	 Germany,	 has	
one	headed	by	a	former	Oxford	vice	chancellor;	the	Higher	
School	of	Economics	committee,	in	Moscow,	is	chaired	by	
a	 Nobel	 Prize–winning	 American	 economist;	 and	 several	
prominent	 Saudi	 Arabian	 universities	 have	 committees	
composed	of	top-ranking	academics	and	a	few	business	ex-
ecutives.	 	The	 launch	of	national	Excellence	 Initiatives	 in	
various	 parts	 of	 the	 world—China,	 France,	 Germany,	 the	
Russian	 Federation,	 Spain,	 and	 South	 Korea,	 to	 mention	
only	a	few—has	often	been	associated	with	the	creation	of	
such	advisory	boards	at	the	institutional	level.

The	laudable	goals	of	such	committees,	which	meet	on	
an	occasional	basis	to	review	and	evaluate	the	institution’s	
plans	 and	 performance,	 include	 bringing	 new	 ideas	 and	
analysis	 from	 the	experience	of	 academe	beyond	 the	bor-

ders	and	especially	from	the	pinnacles	of	higher	education	
globally,	and	hopefully	assist	the	institution	to	understand	
itself	and	to	improve.	The	committee	members	have	a	con-
tinuing	 relationship	 with	 the	 university	 and,	 presumably,	
a	commitment	 to	 its	welfare	and	 improvement.	They	can	
be	called	on	for	occasional	advice,	generally	on	a	pro	bono	
basis.	

These	committees	may	also	bring	added	prestige	to	the	
university.	A	distinguished	group	of	internationally	respect-
ed	academics	provides	 luster—having	 connections	with	a	
Nobel	Prize	winner	helps,	even	if	in	an	advisory	group.

Such	committees	meet	once	or	twice	a	year,	usually	at	
the	university,	and	their	sessions	are	typically	attended	by	
the	 top	management	of	 the	university.	Sessions	 last	 for	a	
day	or	two	and	often	include	a	consideration—not	only	of	
the	broad	performance	and	plans	of	the	institution	but	often	
a	specific	analysis	of	one	or	more	programs,	departments,	
or	initiatives	thought	to	be	worth	detailed	consideration.

Who Serves—and Why?
Although	not	based	on	a	careful	and	systematic	analysis	of	
advisory-committee	membership,	it	appears	that	most	com-
mittees	 consist	 of	 prominent	 academics	 and	 institutional	
leaders,	 from	a	range	of	disciplines	chosen	from	top	uni-
versities	worldwide—with	a	predominance	of	participation	
from	the	major	universities	in	the	English-speaking	world.	
The	natural	 sciences	and	 the	“hard”	social	 sciences,	 such	
as	economics,	seem	to	be	predominantly	represented.	Per-
haps	 the	 largest	 numbers	 are	 senior	 administrators	 from	
top-tier	universities—sitting	or	recently	retired	presidents,	
vice-chancellors,	rectors,	and	the	like.	Few	members	seem	
to	 be	 from	 middle-ranking	 universities	 or	 emerging	 aca-
demic	 systems,	 and	 there	 are	 rarely	 members	 from	 uni-
versities	within	the	country.	An	occasional	business	leader,	
often	from	the	high-technology	sector,	is	included.	Senior-
ity	and	maleness	tend	to	predominate	on	the	committees.	
From	the	university,	members	are	often	the	senior	manage-
ment	team—president,	provost,	vice	presidents,	and	deans.

Advisory-committee	members	generally	 focus	on	ser-
vice	to	overseas	colleagues	and	assisting	other	universities.	
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Many	enjoy	a	bit	of	academic	 tourism,	and	some	wish	 to	
learn	some	useful	lessons	from	the	university	or	commit-
tee	colleagues.	Few,	if	any,	are	able	to	devote	a	significant	
amount	of	time	to	the	enterprise.

Do the Benefits Outweigh the Costs?
International-advisory	committees,	while	not	a	major	part	
of	any	university’s	budget,	entail	considerable	costs.	While	
the	members	typically	serve	without	significant	remunera-
tion—with	 some	 exceptions—expenses	 are	 not	 inconse-
quential.	 Direct	 costs	 usually	 include	 business-class	 air	
transportation	and	related	 travel,	and	hospitality	while	on	
campus.	Indirect	costs,	often	not	considered	carefully,	are	
not	negligible—including	the	time	of	members	in	the	en-
tire	senior	management	team	of	the	university	during	the	
meetings,	 considerable	 preparation	 time	 mainly	 by	 the	
president	and	senior	staff,	and	 logistical	arrangements.	A	
two-day	 international-advisory	 committee	 meeting	 might	
cost	well	over	US$100,000.

Characteristics of an Effective Committee
Members	must	not	only	be	committed	to	the	university	but	
also	require	being	knowledgeable	about	the	institution	and	
its	challenges.	Thus,	they	must	be	provided	in	advance	with	
appropriate	documentation	and	be	committed	to	preparing	
well	before	arriving	to	the	actual	meeting.	An	advantage	of	
the	 committee	 is	 a	 continuing	 relationship	 with	 the	 uni-
versity,	and	thus	trust	and	insights	are	built	up	over	time.	
Committee	 members	 need	 some	 hands-on	 experience	 at	
the	 host	 institution—through	 conversations	 with	 profes-
sors,	students,	and	other	key	stakeholders	plus	interactions	
with	top	management.

The	 topics	discussed	at	committee	meetings	must	be	
relevant	and	within	 the	purview	of	expertise	of	 the	mem-
bers.	These	policies	might	involve	long-	and	medium-term	
institutional	 strategy,	 proposed	 polices	 relating	 to	 gover-
nance,	 the	 academic	 profession,	 new	 curriculum	 plans,	
internationalization,	 and	 other	 macro	 issues.	 Detailed	
administrative	 actions,	 specific	 personnel	 policies—the	
promotion	 of	 academics	 for	 example—and	 other	 detailed	
management	and	academic	decisions	are	not	the	purview	
of	advisory	committees—although	policies	concerning	pro-
motion	and	evaluation	of	academics	might	be.

The	meetings	themselves	must	be	carefully	prepared,	
with	sufficient	time	allocated	for	themes	so	that	the	discus-
sion	can	be	effectively	organized.	Lengthy	presentations	by	
university	administrators	must	be	avoided.	A	good	balance	
between	providing	information	on	the	one	hand	and	allow-
ing	for	in-depth	discussion	on	the	other	is	of	basic	signifi-
cance.

While	the	size	of	the	university	group	that	participates	
in	the	meeting	must	be	small	enough	to	permit	productive	
discussions,	the	advisory	board’s	contribution	can	be	more	
useful,	 along	 with	 a	 wider	 representation	 from	 the	 aca-
demic	community.	Senior	faculty	members	and	also	junior	
colleagues,	as	well,	may	constructively	be	included	in	meet-
ings.	It	is	relevant	that	the	discussions	remain	confidential,	
so	the	careful	choice	of	local	membership	is	important.	

The	university	must	be	willing	to	expose	problems	and	
even	 crises,	 as	 well	 as	 to	 present	 good	 news	 and	 accom-
plishments.	The	advisory	committee	should	not	be	consid-
ered	as	a	rubber-stamping	group	but	must	be	seen	as	part	
of	the	academic	community.

Unlike	a	formal	university	board	of	trustees	or	gover-
nors,	which	exercises	statutory	supervisory	responsibilities	
that	 sometimes	 place	 university	 leaders	 and	 board	 mem-
bers	in	an	antagonistic	relationship,	a	major	benefit	of	an	
international	 advisory	 board	 is	 that	 it	 can	 provide	 a	 non-
threatening	platform	for	candid	feedback	on	the	host	uni-
versity’s	performance	and	for	sharing	relevant	experiences	
to	inform	the	university’s	strategy	and	new	projects.

Conclusion
Distinguished	 outsiders	 can	 bring	 an	 original	 perspec-
tive,	 help	 raise	 awareness	 about	 new	 challenges,	 provide	
relevant	advice	based	on	 long	experience	 from	a	range	of	
institutions,	and	perhaps	present	innovative	approaches	de-
rived	from	international	good	practices.	Dialogue	between	
the	university	community	and	knowledgeable	and	sympa-
thetic	outsiders	can	yield	useful	insights.	Moreover,	there	is	
nothing	wrong	with	the	added	prestige	of	an	international	
advisory	committee.	
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National	Policies	on	Mobility	
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Europe—the	continent	that	brought	us	the	wildly	success-
ful	 student-mobility	 program,	 ERASMUS	 (European	

Community	Action	Scheme	for	the	Mobility	of	University	
Students),	more	than	20	years	ago—may	at	first	glance	ap-
pear	to	be	highly	united	in	its	enthusiasm	for	international	
student	mobility.	The	situation	on	the	ground,	however,	(in	
terms	of	both	policy	and	practice)	 is	much	more	complex	
than	the	“grand	discourse”	on	European	student	mobility,	
of	recent	years,	might	seem	to	indicate.

This	situation	represents	both	a	strength	and	a	weak-
ness.	On	the	one	hand,	Europe	(whether	understood	as	a	
configuration	 of	 27	 European	 Union	 member	 states—or,	
the	broader	group	of	47	Bologna	process/European	High-
er	 Education	 Area	 signatory	 countries)	 presents	 a	 richly	
diverse	 higher	 education	 landscape.	 This	 variety	 clearly	
extends	to	the	profiles	presented	by	each	country,	when	it	
comes	 to	policies	 for	 international	 student	mobility.	Hap-
pily,	this	diversity	allows	different	approaches	to	be	tested—
and	accepted	or	rejected—according	to	unique	national	or	
institutional	characteristics.	The	European	Union	works	to	
help	its	member	states	moving	toward	the	realization	of	a	
European	 Union-wide	 benchmark	 for	 mobility	 by	 2020,	
following	 the	 endeavors	 of	 the	 European	 Higher	 Educa-
tion	Area	to	articulate	its	own	set	of	mobility	objectives	for	
the	 rest	 of	 the	 decade.	 However,	 the	 lack	 of	 a	 systematic	
approach	to	mobility	at	the	national	level	may	prove	to	be	a	
major	stumbling	block,	on	the	road	to	achieving	European-
level	policy	goals.

Mobility Policies in the European Context
Mobility,	 when	 understood	 in	 the	 context	 of	 European	
higher	 education,	 is	 closely	 associated	with	 the	European	
Union’s	 ERASMUS	 program—with	 good	 reason.	 Since	
its	 inception	 in	 the	mid-1980s,	ERASMUS	has	 stood	out	
as	 the	 largest	 and	 arguably	 the	 most	 “successful”	 fund-
ing	program	for	short-term	student	exchange	(hereinafter:	
credit	mobility)	in	the	world.	With	the	introduction	of	other	
mobility	initiatives,	such	as	ERASMUS	MUNDUS,	mobil-
ity	has	acquired	an	array	of	new	meanings,	beyond	 intra-
European	 credit	 mobility	 in	 the	 European	 Union’s	 policy	
discourse.	 Attention	 is	 now	 being	 given	 to	 opportunities	

for	non-European	students	to	attain	full	degrees	in	Europe	
(hereinafter:	incoming	degree	mobility)	as	well	as	academ-
ic/research	staff	mobility.	However,	recent	research	in	this	
area,	conducted	by	the	Brussels-based	Academic	Coopera-
tion	Association,	has	found	that	these	new	mobility	modes	
have	not	yet	gained	the	same	level	of	attention	in	national	
policy	circles,	as	the	longstanding	credit	mobility	activities.

Despite	 the	 high	 importance	 attached	 to	 mobility	 by	
national	governments,	in	general,	few	European	countries	
have	articulated	a	national	policy	to	deal	in	a	systematic	man-
ner	with	the	different	types	of	mobility	now	in	evidence	in	
their	higher	education	systems,	although	many	believe	they	
have	such	policies	in	place.	A	handful	of	nations—among	
them,	the	Nordic	countries	(notably	Finland	and	Denmark),	
the	Netherlands,	and	two	Baltics	(Estonia	and	Lithuania)—
may	be	said	to	acquire	something	close	to	a	national-mobil-
ity	policy.	 In	most	cases,	 though,	where	 there	 is	evidence	
of	some	national-level	constructs	concerning	mobility,	their	
elements	are	found	scattered	across	a	number	of	different	
policy	 documents	 and	 purviews,	 ranging	 from	 education	
and	research	to	immigration	and	labor.	The	Academic	Co-
operation	Association’s	research	in	this	area	finds	that	the	
breadth	and	depth	of	mobility	policies	vary	to	a	great	extent.	
Often	it	is	even	doubtful	whether	the	national	governments	

have	a	clear	understanding	of	the	distinctions	between	dif-
ferent	mobility	types	(degree	versus	credit,	incoming	versus	
outgoing,	etc.)	when	setting	national-mobility	priorities	and	
targets.

Mobility: International or Intra-European
Up	to	now,	clearly	credit	mobility	 in	Europe	has	a	strong	
intra-European	orientation,	while	degree	mobility	meets	a	
strong	 external	 dimension,	 aimed	 at	 third	 countries	 (i.e.,	
non-European).	However,	both	types	of	mobility	are	gener-
ally	referred	to	as	international	mobility.

Outgoing	credit	mobility	is	the	top	priority	for	national	
governments	 in	Europe,	 in	contrast	with	outgoing	degree	
mobility.	Most	countries	clearly	do	not	want	to	see	outgoing	
degree	mobility,	fearing	brain	drain.	Not	surprisingly,	how-
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ever,	a	growing	number	of	European	national	governments	
appear	to	be	actively	interested	in	incoming	degree	mobility,	
although	this	is	not	without	its	risks.	On	the	one	hand,	at-
tracting	fee-paying	degree	students	makes	a	good	economic	
option,	and	is	a	trend	seen	clearly	in	such	countries	as	the	
United	 Kingdom,	 Ireland,	 Malta,	 and	 Cyprus.	 However,	
others	have	registered	deep	concern	about	the	high	influx	
of	students	from	neighboring	countries	into	their	national	
systems,	with	perceived	burdens	placed	on	local	taxpayers	
and	 local	 students	 seeking	access	 and	a	high-quality	 (i.e.,	
not	overcrowded)	educational	environment.	Austria’s	expe-
rience	with	large	numbers	of	incoming	German	students	is	
a	prime	example	of	this	dynamic.	Nevertheless,	many	Euro-
pean	countries	still	attach	high	priority	to	incoming	degree	
mobility	(presumably,	from	outside	Europe)—with	specific	
interest	in	PhD	and	master’s	degree	students,	which	is	in	
line	 with	 the	 dominant	 discourse	 of	 attracting	 talent	 for	
“enhancing	innovation”	and	“strengthening	the	knowledge	
economy.”

Moving Targets?
The	 quantitative	 targets	 and	 geographical	 foci	 mentioned	
in	 European	 national	 discussions	 of	 mobility	 are	 defined	
in	 surprisingly	 vague	 terms.	 Agreement	 seems	 to	 be	 co-
alescing	 in	many	circles	 around	 the	notion	of	 aiming	 for	
20	percent	or	more	 for	outgoing	mobility	 and	around	 10	
percent	for	incoming	mobility.	The	geographical	locations	
of	particular	interest—for	both	sending	and	receiving	stu-
dents—include	Europe	itself	(i.e.,	intra-European	mobility),	
followed	by	Asia	and	the	United	States/Canada.

However,	 Europe’s	 mobility	 aspirations	 are	 rarely	 de-
fined	in	relation	to	any	specific	type	of	mobility.	As	a	result,	
ambitious	but	vaguely	defined	mobility	targets	are	seen	as	
high	as	50	percent,	which	left	undefined	could	refer	to	mo-
bility	experiences	as	short	as	one	week	or	mobility	activities	
only	 tangentially	 related	 to	 study	 and/or	 research.	 More-
over,	it	is	unclear	whether	countries	aiming	for	50	percent	
mobility	aspire	to	have	50	percent	of	their	annual	cohort	of	
students	undertaking	a	study-abroad	experience	in	a	partic-
ular	year	or	if	50	percent	of	their	graduates	within	a	certain	
time	frame	should	have	been	mobile.

Similar	loose	ends	are	found	with	regard	to	geographic	
targets.	While	these	objectives	seem	to	be	clearly	identified,	
it	is	not	always	apparent	which	types	of	students	might	be	
the	focus	of	these	mobility	actions.	Without	clear	parame-
ters,	such	targets	remain	largely	symbolic	signals	of	nation-
al	aspiration,	with	little	indicative	value	for	guiding	mobility	
development.	 The	 lack	 of	 clarity	 on	 these	 important	 spe-
cifics	also	makes	comparing	the	mobility	objectives	across	
Europe	exceedingly	problematic.

Laying the Groundwork for 2014–2020
The	 European	 Union	 is	 poised	 to	 introduce	 a	 new	 pro-
gram	 in	 2014—ERASMUS	 for	 All.	 Unlike	 the	 original	
ERASMUS,	the	new	architecture	foreseen	by	the	European	
Union	 for	 cooperation	 in	education	and	 training	 through	
2020	will	likely	encompass	all	levels	of	education—as	well	
as,	 cooperation	 efforts	 with	 third	 countries,	 particularly	
those	in	the	European	Union’s	neighborhood	region.	This	
is	likely	to	introduce	further	complexity	into	the	concept	of	
mobility	in	Europe,	in	light	of	the	possible	extension	of	the	
heretofore	“Europe	only”	ERASMUS	program	to	countries	
outside	 Europe	 and	 the	 inclusion	 of	 intra-European	 de-
gree	mobility	at	the	master’s	level.	As	these	developments	
unfold,	careful	reflection	on	the	current	state	of	affairs	 in	
European	 national	 policies	 on	 mobility	 is	 essential.	 More	
significantly,	 a	 systematic	 approach,	 based	 on	 clearly	 dif-
ferentiated	mobility	 types	and	well-defined	 targets	among	
other	key	considerations,	is	most	necessary	for	the	formula-
tion	of	robust	national	policies	for	advancing	mobility.	

Ideas	of	Student	Mobility	in	
Germany
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The	European	Union’s	decision	in	1986,	to	establish	the	
ERASMUS	 program	 for	 the	 promotion	 of	 temporary	

student	mobility	within	Europe,	was	understood	as	nondur-
able	 in	 scope.	 Moreover,	 ERASMUS	should	be	discontin-
ued,	not	only	 if	 it	did	not	have	a	major	stimulation	effect	
but	also	if	it	was	successful.	In	the	latter	case,	all	European	
countries	would	take	over	the	funding	nationally.

In	Germany,	public	funds	for	the	mobility	of	students	
and	young	researchers	traditionally	have	served	two	priority	
areas:	 support	 for	 inwards	 and	 outwards	 mobility	 of	 doc-
toral	candidates	and	support	for	students	from	developing	
countries	for	degrees	of	any	kind	in	Germany.

Initially,	the	ERASMUS	program	was	not	well	received	
in	 Germany.	 Gov-ernments	 objected	 it	 as	 the	 European	
intrusion	 into	 national	 and	 regional	 policy	 domains.	 The	
credit	 system	 within	 ERASMUS,	 starting	 in	 1989,	 was	
viewed	as	incompat-ible—with	varied	education	and	exami-
nations	across	European	countries.	According	to	evaluation	
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studies,	German	university	professors	were	 least	 inclined	
to	recognize	study	abroad	as	equivalent	to	study	at	home.

The	 situation	 changed	 in	 the	 mid-1990s.	 Germany	
became	 one	 of	 the	 key	 drivers	 for	 the	 establishment	 of	 a	
bachelor’s	and	master’s	degree	structure	in	Europe,	 to	fa-
cilitate	student	mobility.	Around	2005,	a	target	was	set	to	
have	 about	 20	 percent	 of	 foreigners,	 among	 all	 students,	
enrolled	in	Germany,	by	2020.

Available	 international	 statistics	 on	 foreign	 students	
seem	 to	 indicate	 that	 Germany	 has	 hosted,	 over	 decades,	
above-average	numbers	of	 students	 from	other	 countries,	
in	 absolute	 and	 relative	 terms.	 Studying	 abroad	 among	
German	 students	 has	 also	 seemed	 above	 the	 average	 in	
economically	advanced	countries.	As	widely	accepted,	these	
shares	should	be	above	average	in	the	future,	and	no	con-
troversies	have	emerged	hitherto,	regarding	costs	and	fund-
ing	of	such	objectives.

Experiences in the Bologna Process
The	ministers	in	charge	of	higher	education	in	many	Euro-
pean	countries	suggested	in	1999,	in	the	Bologna	Declara-
tion,	 to	 introduce	a	bachelor’s	 and	master’s	degree	 struc-
ture.	This	policy	was	considered	as	 instrumental	 for	both	
increasing	the	attractiveness	of	study	in	Europe	for	outside	
students	and	facilitating	intra-European	mobility.	

However,	as	shown	in	two	studies—EURODATA	and	
Mapping	Mobility,	published	by	the	Academic	Cooperation	
Association	 in	 2006	 and	 2011—internationally	 available	
statistics	are	in	such	a	deplorable	state	that	the	goal	achieve-
ment	 can	 hardly	 be	 measured.	 Most	 countries	 measure	
citizenship,	but	not	mobility	for	the	purpose	of	study.	Yet,	
available	in-depth	data	suggest	that	one-quarter	of	foreign	
students	 in	Eu-rope	have	 lived	 in	 the	country	beforehand	
and	that	one-tenth	of	 the	mobile	students	are	not	 foreign	
but,	 rather,	 returners.	 Only	 about	 half	 of	 the	 temporarily	
mobile	students	are	included	in	the	available	international	
statistics.	 The	 international,	 data-collecting	 agencies—
UNESCO	(United	Nations	Educational,	Scientific	and	Cul-
tural	 Organization),	 OECD	 (Organization	 for	 Economic	
Cooperation	and	Development)	and	Eurostat	(the	statistical	
office	of	 the	European	Union)—even	recommend	exclud-
ing	short-term	mobility.	International	statistics	of	doctoral	
students	are	unreliable.	Recently,	many	European	countries	
have	begun	to	gather	data	on	genuine	student	mobility,	al-
though	not	yet	a	complete	picture.

The	 above	 named,	 Mapping	 Mobility,	 study	 presents	
the	 following	 estimates	 to	 assess	 the	 impact	 of	 the	 Bolo-
gna	process.	The	absolute	number	of	 students	 in	Europe	
originating	from	outside	doubled	within	eight	years.	Intra-
European	student	mobility	might	have	grown	slightly,	but	
it	is	doubtful	whether	the	Bologna	process	had	speeded	up	
the	growth	process.	Graduate	surveys	indicate	that	the	pro-

portion	of	students	having	spent	a	study	period	in	another	
country	during	their	education	varies	dramatically	by	coun-
try—from	 about	 2	 percent	 to	 almost	 30	 percent.	 In	 Ger-
many,	student	mobility	has	grown	in	all	respects	discussed	
above.	The	proportion	of	 incoming	mobile	students	 from	
other	European	countries	raised	from	3.2	percent	in	1999	
to	4.5	percent	in	2009	and,	from	outside	Europe,	from	2.8	
percent	 to	 4.4	 percent,	 as	 well	 as	 study	 abroad,	 from	 2.8	
percent	to	5.4	percent.	More	than	15	percent	of	recent	grad-
uates	in	Germany	have	spent	a	period	of	study	in	another	
country.

Concurrent	structural	and	functional	changes	of	intra-
European	 student	 mobility	 occurred	 among	 various	 stud-
ies.	In	some	countries	the	readiness	to	study	temporarily	in	
another	country	seems	to	have	decreased	slightly,	because	
it	was	considered	too	difficult	 to	spend	a	meaningful	and	
recognizable	period	abroad—in	these	shorter	overall	peri-
ods,	up	to	a	degree.	Additionally,	more	students	study	the	
whole	 master	 program	 abroad.	 Finally,	 the	 difference	 of	
international	employment	and	work	between	formerly	mo-
bile	and	nonmobile	students	declines	over	time—possibly	
as	a	consequence	of	internationalization	in	general	and	an	
internationalization	at	home	policy	of	higher	education	in-
stitutions.	Thus,	new	curricular	strategies	might	be	needed	
to	revitalize	the	value	of	mobility.

Policy Responses
In	the	second	decade	of	the	21st	century,	European	govern-
ments	and	respective	stakeholders	continue	 to	advocate	a	
growth	of	student	mobility,	without	major	changes	of	mo-
dalities.	However,	concern	grew	about	the	increasing	costs	
for	accommodating	inward	degree-mobile	students—nota-
bly	those	from	outside	Europe.	Some	countries	introduced	
or	discuss	the	introduction	of	moderate	tuition	fees	for	stu-
dents	from	outside	Europe.	Some	countries	suffering	from	
the	 current	 international	 monetary	 crisis	 consider	 many	
means	of	reducing	public	expenditures	and	might	change	
their	attitudes	toward	foreign	students,	in	this	context.

The	 European	 Commission	 recently	 has	 published	
various	proposals	for	the	future	of	education	and	research.	
Expenditures	for	mobility	of	students	and	young	research-
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ers	should	grow.	ERASMUS	should	continue	to	be	the	flag-
ship	 of	 the	 European	 Union’s	 educational	 policy—under	
the	 name	 “ERASMUS	 for	 all.”	 Intercontinental	 financial	
support	in	this	domain	should	be	increased.	Promoting	the	
mobility	of	doctoral	candidates	should	be	part	of	programs	
concerned	with	young	researchers.	Finally,	European	loans	
should	 be	 provided	 for	 students	 spending	 for	 the	 whole	
master’s	program	in	another	European	country.

In	Germany,	increasing	public	expenditures	for	educa-
tion	and	science	are	widely	accepted	as	“investment	into	the	
future.”	There	is	no	contested	discussion	about	public	good	
versus	 private	 good.	 Clearly,	 vocational	 training	 in	 Ger-
many	 is	 traditionally	 largely	paid	by	employers,	 advanced	
vocational	 training	 by	 the	 learners	 themselves,	 and	 study	
provisions	in	higher	education	by	public	sources—without	
fundamentalist	discussions	about	costs	and	benefits.	

Similarly,	 the	 tradition	 of	 development	 assistance	 in	
Germany	 is	 not	 challenged	 according	 to	 which	 support	
should	 be	 made	 available	 for	 persons,	 from	 low-income	
and	middle-income	countries,	to	study	or	to	undertake	doc-
toral	research	in	Germany.	There	are	no	major	fundamen-
tal	 debates	 whether	 this	 should	 be	 understood	 as	 charity,	
economic	 investment,	 international	 crisis	 prevention,	 or	
whatever	 else.	 There	 are	 no	 plans,	 as	 exist	 in	 some	 non-
European	 countries,	 to	 differentiate	 between	 first-class	
national	and	possibly	European	students	and	second-class	
other	students	who	have	to	pay	high	fees.	In	those	domains,	
no	policy	changes	in	Germany	are	in	sight.	

Investing	in	Leadership		
Development:	The	UK		
Experience
Robin Middlehurst
Robin Middlehurst is professor of higher education at Kingston Univer-
sity, London, and director of the Strategy, Research and International 
Leadership Foundation (www.lfhe.ac.uk). E-mail: r.middlehurst@
kingston.ac.uk.

Across	 the	 world,	 in	 developed	 and	 developing	 coun-
tries,	higher	education	is	seen	as	central	to	economic	

growth	and	regeneration	as	well	as	to	social	well-being	and	
cohesion.	 It	 is	 also	 tied	 into	 the	 spread	 of	 globalization,	
through	 expanding	 trade	 in	 transnational	 education	 and	
global	networks	of	research	and	innovation.	National	com-

petitiveness	agendas	are	mirrored	by	competition	between	
institutions	and	higher	education	systems,	in	a	global	race	
for	status	and	reputation.

Institutions	 operating	 in	 this	 environment	 have	 be-
come	large,	complex,	and	increasingly	focused	businesses.	
Taking	two	UK	examples	in	one	city:	the	University	of	Man-
chester	 now	 has	 40,000	 students,	 including	 7,400	 inter-
national	students	from	180	countries	on	its	campus.	It	has	
9,755	staff,	making	it	one	of	the	biggest	employers	in	the	
northwest	region,	and	claims	to	have	a	financial	impact	on	
the	 region	 of	 £1.4	 billion,	 annually.	 The	 newer	 Manches-
ter	Metropolitan	University	has	34,000	students,	including	
2,800	 international	 students	 from	 109	 countries.	 It	 has	
4,300	staff	and	claims	to	have	an	economic	impact	on	the	
region	 of	 £690	 million.	 To	 run	 these	 organizations—as	
successful	not-for-profit	businesses,	and	 as	 engines	of	 lo-
cal	and	regional	development,	and	as	world-class	academic	

institutions—calls	for	a	wide	range	of	skills	and	experience.	
New	 management	 structures	 and	 working	 practices	 that	
build	 cooperation	 between	 academic	 leaders	 and	 profes-
sional	managers	are	also	needed.	The	European	Commis-
sion	recognizes	 this	 in	 its	 communiqués	on	 the	modern-
ization	of	higher	education	(2006,	2011)	arguing	both	for	
restructuring	 and	 more	 investment	 in	 professional	 man-
agement.

Such	an	agenda	is	not	new	to	the	United	Kingdom,	as	
successive	governments	have	put	pressure	on	universities	
to	 diversify	 income	 streams,	 become	 more	 efficient,	 and	
contribute	broadly	 to	public	policy	goals.	 In	 response,	 in-
stitutions	 have	 created	 executive	 management	 structures;	
developed	 top	 management	 teams;	 reduced	 committee-
based	 decision	 making;	 increased	 budgetary	 and	 staff	
management	responsibilities	for	heads	of	department	and	
deans;	and	strengthened	leadership	at	all	levels	(albeit	with	
different	balances	of	collegiality	and	managerialism	across	
the	165	universities	and	colleges	of	the	United	Kingdom).	
Senior	 academic	 leaders	 from	 deans	 to	 vice	 chancellors	
(presidents)	 are	 now	 typically	 selected	 for	 their	 positions	
and	 appointed	 on	 fixed-term	 or	 permanent-management	
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contracts;	 and	 engagement	 in	 management	 preparation	
and	 development	 increasingly	 counts	 as	 part	 of	 selection	
criteria	for	leadership	roles.

Vice Chancellors Vote for Leadership Development
A	significant	boost	to	senior-level	leadership	development	
came	in	2003,	when	vice	chancellors	voted	to	set	up	a	Lead-
ership	 Foundation	 for	 Higher	 Education,	 owned	 by	 the	
sector.	A	grant	from	government	of	£10	million	now	rep-
resents	 just	 20	percent	 of	 its	 income;	 the	 remaining	 rev-
enue	comes	from	fees	for	programs	and	membership	dues	
(almost	90%	of	UK	universities	and	colleges	are	in	volun-
tary	membership).	The	foundation	offers	a	range	of	United	
Kingdom-based	and	 international	programs	for	 leaders	at	
all	 levels;	 programs	 for	 new	 and	 experienced	 governors;	
professional	 networks	 for	 leaders	 and	 managers;	 topical	
leadership	conferences	and	events;	tailored	in-house	man-
agement	programs;	individual	coaching;	audits	of	effective	
governance;	 top-team	 development;	 and	 wider	 organiza-
tional	change	initiatives	(such	as	the	Change	Academy	for	
cross-functional	 teams	 working	 on	 institutional	 projects).	
The	foundation	also	 invests	 in	 the	sector	by	commission-
ing	 research	 on	 leadership	 issues,	 creating	 management	
resources	for	institutions	and	providing	competitive	devel-
opment	grants	for	institutional	and	cross-institutional	ini-
tiatives.	Notably,	this	much	expanded	national-level	activity	
has	not	diminished	institutional	effort.	In	2000,	70	percent	
of	 higher	 education	 institutions	 reportedly	 provided	 little	
formal	development	for	senior	leaders.	By	2010,	73	percent	
of	 institutions	 reported	 having	 systematic	 leadership	 and	
management	development	 in	place.	Interestingly,	90	per-
cent	of	academics	surveyed	believed	it	to	be	advantageous	
to	their	careers.

The	developmental	 landscape	 today	matches	 the	vari-
ety	of	institutional	needs	and	individual	career	trajectories.	
Particular	features	of	UK	higher	education	include	a	wide	
range	 of	 disciplinary	 and	 professional	 experience,	 among	
leaders	and	managers;	 increasingly	blurred	roles	between	
academics	and	professional	staff;	and	entry	into	the	sector	
of	numbers	of	senior	managers	from	business,	health	care,	
and	local	and	central	government.	Cross-cultural	skills	and	
understanding	are	increasingly	important,	as	staff	and	stu-
dents	become	more	diverse.	To	prepare	themselves,	heads	
of	 department,	 deans,	 and	 professional	 service	 managers	
mix	 on	 master	 of	 business	 administration	 and	 master	 of	
science	programs	on	higher	education	management,	while	
potential	 chief	 operating	 officers	 and	 chief	 executive	 offi-
cers	work	together	on	the	top	management	program.	Pre-
paring	 for	strategic	 leadership	attracts	academics	wishing	
to	benchmark	their	skills	and	leadership	potential	against	
others.	 Vice	 chancellors	 (presidents/rectors)	 have	 tailored	
opportunities,	 such	 as	 individual	 coaching;	 paired	 pro-

grams	 with	 the	 chair	 of	 their	 board;	 or	 an	 intensive	 pro-
gram	 on	 transitions:	 personal,	 institutional,	 and	 system	
level.	In-house	programs	are	equally	important	and	include	
cohort	 programs	 for	 100	 senior	 leaders	 and	 managers	 in	
a	university;	a	specific	focus	on	team	building	for	the	top	
team;	and	targeted	initiatives	for	developing	new	cadres	of	
research	team	leaders.

International	 opportunities	 include	 twinning	 pro-
grams,	policy-oriented	study	visits,	and	strategic	leadership	
programs	for	cohorts	of	leaders	and	ministry	officials	from	
other	countries.	Programs	are	designed	to	achieve	mutual	
benefits	for	individuals,	institutions,	and	higher	education	
sectors	in	the	United	Kingdom	and	overseas;	they	can	also	
benefit	 local	 communities	 and	 leverage	 higher	 education	
business	links	across	regions.	As	universities	develop	their	
internationalization	 strategies,	 there	 are	 opportunities	 to	
use	 leadership	development	 creatively—to	 facilitate	wider	
international	partnerships	in	teaching,	research,	and	enter-
prise.

Lessons of Experience
While	there	is	a	constant	need	for	innovation	in	response	
to	a	dynamic	and	volatile	higher	education	landscape,	some	
lessons	 from	 three	 decades	 of	 experience	 may	 have	 con-
tinuing	 utility.	 First,	 leadership	 development	 needs	 to	 be	
tailored	 to	 day-to-day	 management	 agendas,	 so	 that	 it	 is	
relevant	 and	 timely;	 second,	 it	 should	 challenge	 thinking	
and	 practice,	 as	 well	 as	 provide	 support	 and	 a	 safe	 space	
for	 discussion	 and	 experimentation;	 third,	 development	
needs	to	be	conceived	within	a	“whole-systems”	philosophy	
of	engagement	at	individuals,	groups,	and	sector	levels,	if	
substantive	 change	 is	 the	 target;	 and	 fourth,	 if	 designed	
strategically,	leadership	development	can	offer	much	more	
than	individual	preparation	and	development,	by	providing	
a	 vehicle	 for	 developing	 academic	 business	 through	 rela-
tionships	and	partnerships,	nationally	and	internationally.
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Managing	and	Leading		
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Globalized	World
Pius Coxwell Achanga
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The	leaders	of	African	universities	face	an	urgent	need	to	
expose	the	critical	aspects	of	operating	universities	in	a	

globalized	world.	In	the	21st	century,	managing	and	leading	
universities	present	enormous	challenges—owing	to	their	
complexities,	such	as,	multifaceted	 institutions	with	 large	
budgets	 and	 the	 effects	 of	 cross-border	 education.	 This	
article	 explains	 the	 need	 for	 African	 university	 leaders	 to	
undertake	some	training	in	the	nature	of	university	gover-
nance,	as	a	prerequisite.	In	1960,	only	20	universities	were	
operating	in	Africa.	Today,	there	are	more	than	500	univer-
sities	 (both	public	 and	private).	This	 sudden	explosion	 in	
the	number	of	universities	attributes	to	certain	factors,	in-
cluding	universal	secondary	education	and	the	perception	
of	 higher	 education	 as	 a	 lucrative	 and	 viable	 commodity.	
However,	with	the	rise	in	the	number	of	universities,	a	high	
level	of	demand	arises,	for	good	leadership	to	manage	these	
universities.

Leadership Challenges 
Within	 most	 African	 states,	 the	 selection	 of	 university	
management	and	leadership	has	been	based	on	academic	
achievement	and	government	endorsement.	In	most	coun-
tries,	top	university	leadership,	such	as	the	vice	chancellors	
and	rectors,	gains	access	to	such	positions	on	the	basis	of	
being	renowned	scholars.	While	such	a	phenomenon	may	
be	considered	a	positive	value,	in	reality	it	would	be	worthy	
to	engage	potential	university	leaders	in	training,	to	enable	
them	 to	 face	 the	 related	 challenges.	 In	 Uganda,	 few	 vice	
chancellors	 have	 participated	 in	 rigorous	 leadership	 and	
management	 training	 programs,	 and	 few	 programs	 have	
been	set	up	to	provide	a	localized	African	context.	Yet,	most	
African	university	 vice	 chancellors	are	 faced	with	numer-
ous	administrative	and	human-resource	challenges.

Emergence of the Private Provider
In	the	African	context,	an	emergence	of	new	providers	to	
university	education	has	occurred—“the	private	providers.”	
The	 rise	 in	 the	 number	 of	 these	 private	 providers	 in	 the	
university	arena	 raises	a	number	of	 issues,	because	most	
of	these	universities	fail	to	deliver	quality	education.	More-
over,	 they	 experience	 enormous	 hardships—sometimes	

forced	to	close	operations	as	soon	as	they	are	licensed	(see	
the	Ugandan	newspaper,	the	Monitor,	May	21,	2010,	on	the	
closure	of	Lugazi	University).	Conversely,	within	the	private	
sector,	many	times	 the	vice	chancellors	are	not	chosen	as	
good	scholars	but	because	 they	are	part	of	 the	ownership	
(promoters	 or	 members	 of	 the	 board	 of	 trustees).	 Thus,	
the	problem	gets	compounded	since	the	person	entrusted	
with	 the	 stewardship	 at	 a	 private	 university	 may	 lack	 the	
basic	know-how	of	running	an	 institution	of	such	a	mag-
nitude—hence,	creating	a	high	rate	of	weaknesses,	such	as	
poor	teaching.

The Way Forward
As	the	custodian	of	higher	education	institutions	in	Ugan-
da,	 the	 National	 Council	 for	 Higher	 Education	 embarked	
on	a	three-year	management	and	leadership	training	pilot	
program,	to	bolster	Uganda’s	emerging	university	leaders.	
The	Management	and	Leadership	Training	Program,	spon-
sored	 by	 the	 Carnegie	 Corporation	 of	 New	 York,	 aims	 to	
identify,	prepare,	and	equip	150	emerging	university	lead-
ers	with	crucial	higher	education	management	skills.

Based	on	a	needs	assessment,	it	was	resolved	to	develop	
nine	 modules.	 The	 first	 module,	 entitled	 “African	 Educa-
tion	in	a	Globalizing	World,”	introduces	the	concept	of	glo-
balization	and	other	related	factors—such	as,	 internation-
alization	and	cross-border	education.	The	second	module,	
“Leadership,	 Institutional	 Innovation	 and	 Development,”	
covers	 the	 subject	 of	 leadership	 in	 universities,	 which	 is	
viewed	as	a	crucial	lever	in	moving	the	institutions	toward	
their	desired	destinations.	The	third	module,	entitled	“Cor-
porate	Governance	of	Universities,”	is	designed	to	facilitate	
a	deeper	understanding	of	the	corporate	governance	issues	
facing	universities.	The	fourth	module,	the	“Management	
of	Resources	of	Universities,”	aims	at	equipping	universi-
ties	managers	with	the	knowledge	of	resource	acquisition	
and	management.	The	fifth	module,	the	“Management	of	
Academic	 Processes,”	 looks	 at	 the	 processes	 of	 academic	
provision	 in	 universities.	 The	 sixth	 module	 handles	 the	
issues	 of	 socioeconomic	 development	 and	 articulates	 the	
notion	of	universities	as	key	actors,	 in	reshaping	 the	eco-
nomic	landscape	of	nations.	The	philosophy	underpinning	
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the	module	selection	is	based	on	the	premise	that	partici-
pants	(trainees)	are	given	opportunity	to	determine	what	to	
be	rolled	out	as	the	eventual	module.	This	aspect	of	module	
development	 is	 captured	 during	 respective	 training	 ses-
sions	and	refined	by	carefully	selected	module	writers,	with	
good	knowledge	of	curriculum	development.	The	seventh,	
eighth,	and	ninth	modules	shall	adopt	a	similar	strategy	but	
are	 forecast	 to	 embody	 the	 strategic	 issues	 (thinking	 and	
planning)—engulfing	higher	education	as	a	whole.

To	achieve	its	objective	of	attracting	credible	actors	to	
the	 program,	 the	 Management	 and	 Leadership	 Training	
Team	 undertook	 an	 intense	 participant	 selection	 process,	
by	 conducting	 initial	 workshops	 at	 universities	 to	 iden-
tify	potential	 leaders	committed	 to	 the	 three-year	 training	
program	 and	 the	 higher	 education	 system.	 The	 outreach	
strategy,	 adopted	 by	 the	 Management	 and	 Leadership	
Training	 Team	 of	 engaging	 universities	 to	 directly	 in	 the	
selection	process,	realized	excellent	results.	The	plan	pro-
vided	 a	 wonderful	 opportunity	 for	 both	 the	 Management	
and	Leadership	Training	Team	and	the	university	commu-
nity,	to	clarify	issues	and	deal	with	anxieties	and	potential	
problems—early	 before	 the	 training	 time.	 The	 program	
identifies	current	and	 former	vice	chancellors	as	 trainers,	
who	 would	 refrain	 from	 lecturing	 but	 adopt	 a	 facilitative	
approach.	Such	an	approach	constitutes	developing	a	pool	
of	training	facilitators	in	university	leadership	and	manage-
ment,	 on	 the	 continent.	However,	 as	part	of	 the	 training,	
participant	cohorts	are	required	to	provide	reform	projects	
for	 their	 institutions.	 The	 program	 is	 currently	 working	
with	12	universities	(public	and	private	chartered),	in	Ugan-
da,	 and	 is	 monitored	 by	 the	 Evaluation	 Research	 Agency,	
based	at	Stellenbosch	in	South	Africa.

The Outcome Thus Far
Three	 cohorts	 of	 middle	 and	 top	 managers	 and	 leaders	
from	 the	 participating	 universities	 have	 been	 trained.	 In	
each	case,	the	project	has	witnessed	great	enthusiasm	and	
openness,	to	revising	their	worldview	and	to	learning	new	
things.	The	eagerness	to	implement	the	reform	projects	in	
the	 respective	 universities	 promises	 outstanding	 success	
for	the	project.	Participants	have	been	able	to	demonstrate	
the	ability	to	distinguish	the	roles	of	and	relationships	with	

the	 various	 stakeholders	 in	 higher	 education.	 Moreover,	
participants	have	shown	a	good	degree	of	analytical	assess-
ment	and	are	determined	to	chart	strategies	for	aiding	their	
progression.

Conclusion
The	number	of	universities	in	Africa	will	continue	to	grow,	
as	nations	seek	to	acquire	knowledge	for	economic	devel-
opment.	Managing	and	leading	the	emerging	universities	
pose	 theoretical	 and	 practical	 challenges.	 The	 onus	 is	 on	
university	leaders	to	prepare	themselves.	Embracing	inno-
vative	initiatives	such	as	the	Management	and	Leadership	
Training	Program,	by	Carnegie,	can	propel	potential	 lead-
ers	 to	embrace	 the	 reform	process	and	set	 the	 leadership	
style	for	university	graduates	who	become	the	nation’s	own	
leaders.	

Partnerships	in	Africa	in	the	
New	Era	of	Internationaliza-
tion
Damtew Teferra
Damtew Teferra is the founding director of the International Network 
on Higher Education in Africa at the CIHE. E-mail: teferra@bc.edu.

One	of	the	popular	approaches	to	revitalize	higher	edu-
cation	in	Africa	and	the	buzzword	of	the	sector	is	cur-

rently	partnerships.	To	be	sure,	higher	education	in	Africa	
has	always	been	an	international	affair,	owing	to	its	history	
and	trajectory;	and,	thus,	this	development	may	not	appear	
surprising.	This	article	analyzes	emerging	trends	in	higher	
education	 partnerships	 in	 Africa	 and	 explores	 opportuni-
ties	and	challenges,	based	on	recent	developments	and	past	
experience.

Marketplace of HIgher Education Partnerships
It	was	once	thought	that	Africa	would	become	less	attrac-
tive	to	the	rest	of	the	world	with	the	cessation	of	hostilities	
between	the	Cold	War–era	rivals.	In	20	years,	that	predic-
tion	proved	to	be	wrong	as	the	contemporary	economic	and	
(geo)political	realities	have	prompted	the	re-engagement	of	
both	“historical”	and	emerging	powers	regarding	Africa.	

As	part	of	that	larger	global	reality,	higher	education	in	
the	 region	 has	 also	 reignited	 interest	 globally—including	
the	European	Union,	the	United	States,	Canada,	China,	In-
dia,	and	Brazil.	The	snapshot	of	some	of	these	partnerships	
follows.
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Africa-US higher education initiative.	 In	 July	 2007,	 a	
group	 of	 universities,	 based	 in	 the	 United	 States	 and	 Af-
rica,	 came	 together	 to	 launch	 a	 partnership	 initiative	 to	
strengthen	African	higher	education’s	capacity	 to	contrib-
ute	in	priority-development	areas.	The	2010	US	Omnibus	
Appropriations	bill	commits	US$15	million	for	the	partner-
ship	(http://www.aplu.org).

Canada–Africa higher education partnership.	The	Asso-
ciation	of	African	Universities	(AAU),	in	partnership	with	
the	 Association	 of	 Universities	 and	 Colleges	 of	 Canada	
(AUCC),	 has	 launched	 “Strengthening	 Higher	 Education	
Stakeholder	Relations	in	Africa.”	This	plan’s	three	compo-
nents	include:	Strengthening	African	University	Outreach,	
University-Industry	 Linkages,	 and	 Strengthening	 AAU	
Stakeholder	Relations	working	in	partnership	with	AUCC	
(http://www.aau.org).	

Southern Africa–Nordic partnerships. University	 coop-
eration	 between	 Southern	 African	 countries	 and	 Nordic	
university	 cooperation	 (SANORD)	 is	 a	 partnership	 of	 25	
research-led	higher	education	institutions	from	Denmark,	
Finland,	Iceland,	Norway,	and	Sweden;	and	institutions	in	
Malawi,	South	Africa,	and	Zambia.	SANORD	aims	 to	ad-
vance	 multilateral	 academic	 collaboration	 between	 insti-
tutions	 in	 the	Nordic	countries	and	 the	Southern	African	
regions,	addressing	challenges	of	innovation	and	develop-
ment	(http://sanord.uwc.ac.za).

European Union–African Union partnership in higher 
education.	The	European	Union	Commission	and	African	
Union	Commission	are	partnering,	in	different	schemes,	to	
vitalize	the	higher	education	sector	in	Africa.	These	include	
the	 launching	of	 the	 Intra-ACP	Mobility	Scheme,	what	 is	
now	called	the	Nyrere	Consolidated	Scholarship	Program,	
Harmonization	 and	 Tuning	 Project,	 and	 the	 PanAfrican	
University	Initiative.

Scandinavian partnerships.	Partnerships	between	Scan-
dinavian	and	African	universities	 is	probably	 a	most	 sus-
tained	and	impressive	cooperation.	Norway	and	Sweden	in	
particular	have	committed	a	large	sum	of	funds	for	several	
decades,	even	when	support	for	higher	education	in	Africa	
was	out	of	favor.	At	a	National	Seminar	on	Norwegian	Sup-
port	to	Higher	Education	in	Tanzania	in	Dar	es	Salaam,	in	
November	 2010,	 it	 was	 reported	 that	 NORAD	 granted	 in	
excess	of	750	million	NOK.

The German Academic Exchange Service (DAAD).	 For	
more	than	two	decades,	DAAD	has	also	been	a	significant	
player	of	university	partnerships	in	Africa.	Currently,	there	
are	 more	 than	 35	 partnerships	 with	 one	 or	 more	 African	
partners.	 Additionally,	 five	 new	 African	 centers	 of	 excel-
lence	and	five	new	international	centers	of	excellence	with	
participation	 from	 African	 universities	 are	 supported.	 A	
new	 partnership	 approach	 enables	 the	 collaboration	 of	
DAAD	 and	 the	 German	 University	 Association	 with	 uni-
versity	associations	and	higher	education	regulators	on	the	
development	 of	 quality-assurance	 systems	 (http://www.
daad.de).

The “Historical” Partners 
Guided	 by	 a	 variety	 of	 objectives	 and	 interest,	 numerous	
university	cooperations	between	Africa	and	its	other	“his-
torical”	partners	now	exist.	These	include	the	Austrian	Part-
nership	 Program	 in	 Higher	 Education	 and	 Research	 for	
Development	 (APPEAR),	 the	 University	 Commission	 for	
Cooperation	 with	 Developing	 countries	 (CUD,	 Belgium),	
the	Irish	African	Partnership	for	Research	Capacity	Build-
ing	 (IAP),	 the	Netherlands	Organization	for	International	
Cooperation	in	Higher	Education	(NUFFIC),	and	the	Unit-
ed	Kingdom’s	Education	Partnerships	for	Africa	(EPA).

The Emerging Partners 
Emerging	economic	and	political	powers—such	as,	Brazil,	
China,	and	India—are	also	engaged	in	a	host	of	university-
development	support,	as	well	as	the	capacity-building	effort	
in	Africa.	Russia	and	other	 former	eastern	bloc	countries	
are	also	throwing	themselves	into	the	act,	after	two	decades	
of	 absence	 from	 educational	 engagement	 in	 the	 region.	
South	Africa,	 the	 regional	powerhouse,	 is	 also	 striving	 to	
establish	university	partnerships	with	other	African	coun-
tries.	

Internationalization as Instrument of Capacity  
Building

Needless	to	say,	partnerships	are	vital	for	capacity	building	
in	teaching,	learning,	and	research.	Joint-research	activities	
play	an	important	role	in	fostering	research	capacity,	nur-
turing	 research	 culture,	 pushing	 the	 frontiers	 of	 knowl-
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edge,	as	well	as	benchmarking	quality.	Meticulously	devel-
oped	 long-term,	 joint-research	 partnerships	 have	 shown	
successful	results.

In	Ethiopia,	 for	 instance,	 interuniversity	cooperations	
sustained	through	the	support	of	the	Swedish	International	
Development	Agency	(SIDA)	and	the	Flemish	Interuniver-
sity	 Council–University	 Development	 Cooperation	 (VLIR-
UOS),	 in	 Belgium,	 have	 had	 impressive	 results.	 A	 large	
pool	 of	 PhDs	 were	 produced;	 numerous	 programs	 have	
been	developed;	and	sustainable	capacities	have	been	put	
in	place.	The	same	 is	 true	 for	Tanzania	 through	NORAD	
support.	Many	agree	 that	such	results	would	have	simply	
been	 impossible	 without	 the	 financial,	 logistical,	 and	 hu-
man	resources	made	possible	through	long-term	joint	com-
mitment.

Nurturing the Good and Uprooting the Bad
When	capacity	building	in	the	context	of	university	cooper-
ation	is	often	invoked,	the	perceptions	are	that	the	southern	
partners	are	the	predominant,	if	not	the	sole,	beneficiaries	
of	 cooperation.	Even	more	disenchanting	 is	 that	 this	per-
ception	is	often	internalized	by	the	southern	partners.	Yet,	
while	 their	 benefits	 have	 not	 been	 clearly,	 and	 explicitly,	
documented,	the	northern	partners	also	gain	from	the	part-
nerships	in	many	ways.

Even	without	regard	to	the	immediate	and	visible	ben-
efits,	the	know-how	to	address	such	problems	generates	in-
stitutional	and	national	knowledge	capital	for	the	north.	In	
the	current	global	realities,	where	the	global	is	local	and	the	
local	is	global,	the	mutual	benefits	from	such	cooperation	
should	not	be	underestimated	and,	for	sure,	not	overlooked.

While	the	modality	and	scope	of	partnerships—to	be-
come	specific	higher	education	partnerships—are	diverse,	
complex,	and	numerous,	these	practices,	however,	are	not	
always	 successful;	 nor	 are	 they	 effective.	 In	 many	 cases,	
partnerships	 do	 not	 simply	 live	 up	 to	 expectations	 for	 a	
number	of	reasons:	from	paltry	financial	resources	to	weak	
logistical	 support,	 from	poor	planning	 to	 substandard	ex-
ecution,	 from	 bad	 policy	 to	 cumbersome	 guidelines,	 and	
from	unstable	leadership	to	inconsistent	follow-up.

Conclusion
With	the	declaration	of	higher	education	as	a	vital	develop-
ment	tool,	multilateral	and	bilateral	regimes,	foundations,	
and	other	development	partners	now	favor	the	support	of	
the	sector,	though	still	with	constrained	enthusiasm	as	the	
latest	African	Commission	Report	 (2010)	 indicates.	How-
ever,	 prevalence	 of	 competing	 donor-driven	 agendas,	 lack	
of	sustainability,	unpredictability	of	donor	resources,	poor	
harmonization,	 and	 weak	 coordination	 and	 management	
still	hamper	this	development.

As	 the	 number	 of	 institutional	 partnerships	 grows,	

their	impact	on	institutional	resources	(time,	funding,	and	
infrastructure)	and	institutional	dynamics	(cohesion,	com-
plimentarity,	and	priorities)	may	be	considerable.	This	may	
be	particularly	so	in	countries	with	few	“partnerable”	insti-
tutions,	in	a	region	that	tends	to	attract	more	development	
support.

Finally,	it	is	imperative	that	the	marketplace	of	partner-
ships	discoursed	in	the	region	is	guided	by	well-informed,	
responsible,	and	pragmatic	stakeholders	 in	 the	south	and	
the	north.	At	the	end,	it	is	in	the	best	interest	of	all	the	stake-
holders,	both	in	the	north	and	the	south,	to	have	a	sustained	
impact	and	meaningful	outcome	in	the	reengagement	with	
Africa.	

Widening	Participation	in	
Higher	Education	in	Ghana	
and	Tanzania
Louise Morley
Louise Morley is a professor at the Centre for Higher Education and 
Equity Research, at the University of Sussex, UK. E-mail: L.Morley@
sussex.ac.uk. For additional analysis, see www.sussex.ac.uk/education/
cheer/wphegt.

An	interrogation	under	way	is	whether	policies	for	wid-
ening	 participation	 in	 sub-Saharan	 Africa	 are	 work-

ing.	 That	 was	 one	 of	 the	 key	 questions	 addressed	 by	 the	
research	project	Widening Participation in Higher Education 
in Ghana and Tanzania: Developing an Equity Scorecard.	
Research	 teams—at	 the	Universities	of	Sussex,	UK;	Cape	
Coast,	 Ghana;	 and	 Dar	 es	 Salaam,	 Tanzania—found	 that	
the	 policies	 were	 working	 in	 the	 sense	 of	 increasing	 the	
overall	number	of	students,	especially	women,	participating	
in	higher	education.	However,	they	found	that	poorer	and	
mature	 students	 were	 still	 absent	 from	 many	 of	 the	 pro-
grams	investigated	in	one	public	and	one	private	university,	
in	both	Ghana	and	Tanzania.	The	universities	included	in	
the	study	did	have	quotas	for	students	from	disadvantaged	
backgrounds,	but	failed	to	fill	them	or	monitor	how	many	
poorer	 students	 were	 participating	 and	 completing	 their	
studies.	Students	who	did	succeed,	in	entering	university,	
shared	helpful	insights	into	their	lived	experiences.

Student Voices
An	 original	 aspect	 of	 the	 study	 contained	 two	 hundred	
student	 life-history	 interviews	 about	 their	 experiences	 of	
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primary,	 secondary,	 and	higher	 education,	with	questions	
about	their	motivations,	transitions,	support,	decision	mak-
ing	 and	 first	 impressions	 of	 higher	 education,	 its	 impact	
on	them,	and	their	future	plans.	Students	from	a	diversity	
of	backgrounds,	including	underrepresented	groups—such	
as,	women,	mature,	low	socioeconomic	status,	and	disabled	
students—discussed	entering	and	experiencing	higher	ed-
ucation.	 Financial	 concerns	 ran	 through	 the	 entire	 study.	
Many	students—especially	 those	from	low	socioeconomic	
backgrounds—reported	 that	 their	 participation	 had	 been	
entirely	dependent	on	loans	and	bursaries.	Mature	students	

reported	the	strains	and	stresses	of	earning,	while	learning,	
often	with	extended	family	responsibilities.

The	 evidence	 revealed	 many	 committed	 and	 caring	
individuals	 working	 in	 higher	 education,	 in	 both	 African	
countries,	 and	 students	 appreciated	 the	 support	 that	 they	
had	 received	 from	 lecturers,	 counselors,	 and	 advisers.	
However,	a	significant	number	complained	of	poor-quality	
tuition	 and	 a	 lack	 of	 learning	 resources	 and	 facilities,	 in-
cluding	libraries	and	information	technology.	Disabled	stu-
dents	were	particularly	affected	by	low-standard	and	often	
inaccessible	 facilities.	 Many	 students	 reported	 problems	
with	large	classes	and	overcrowded	classrooms	and	wanted	
fewer	 large-scale	 transmission	 lectures	 and	 more	 interac-
tive	and	engaging	pedagogies.

An	 area	 that	 attracted	 plenty	 of	 attention	 was	 assess-
ment.	Not	only	was	 it	 the	 focal	point	 for	considerable	 joy	
or	 sadness;	many	students	 felt	 that	 the	process	 itself	was	
often	 precarious	 and	 lacking	 in	 transparency.	 A	 common	
concern	was	that	lecturers	did	not	seem	accountable	to	any	
wider-quality	assurance	procedures	and	often	appeared	to	
make	 unilateral,	 tardy,	 and	 inconsistent	 decisions	 about	
grades	and	curriculum	content.

Gender Inequalities
The	 transformative	 and	 instrumental	 potential	 of	 higher	
education	was	noted	by	many	women	students—securing	
financial	 independence,	 professional	 identity,	 and	 status.	
However,	while	the	numbers	of	women	as	undergraduate	
students	were	 increasing,	 there	were	questions	 about	 the	

gender	inequalities	and	discrimination	that	many	women,	
who	once	entered,	experienced.	Sexual	harassment	was	dis-
cussed	by	staff	and	students	in	both	countries,	especially	in	
relation	to	some	male	tutors	pressurizing	female	students	
for	sex,	in	return	for	grades.	This	led	to	extreme	difficulties	
for	female	students’	physical	and	mental	well-being	and	de-
terred	them	from	seeking	tutorial	support	from	male	tutors	
or	making	themselves	visible	in	class.

Women	 students	 also	 reported	 how	 they	 were	 pres-
sured	by	male	students,	sexually	and	socially,	with	the	men	
appropriating	female	students’	domestic	labor	for	cooking,	
laundry,	 etc.	 This	 disturbed	 and	 distracted	 women	 from	
their	 studies	 and	 left	 them	 with	 limited	 lifestyle	 choices.	
Having	a	boyfriend	was	the	norm,	and	those	women	who	
did	not	succumb	to	this	pressure	were	stigmatized	and/or	
marginalized.

Becoming a Somebody
In	spite	of	 their	often	serious	concerns	about	quality	and	
dangers,	students	generally	felt	that	higher	education	had	
transformed	their	social	identities	and	potential.	For	many,	
it	 represented	 a	 means	 of	 “becoming	 a	 somebody.”	 They	
reported	that	being	a	student	had	enhanced	their	sense	of	
self-efficacy	and	self-esteem,	and	many	wanted	to	use	their	
newfound	 social	 and	 intellectual	 capital,	 for	 national	 eco-
nomic	and	social	development.	Others	simply	wanted	the	
“good	life”	and	an	escape	route	from	rural	and	urban	pov-
erty.	Any	negative	experiences	seemed	to	be	erased	by	their	
aspirations	to	succeed	in	societies,	where	they	believed	that	
being	 a	 graduate	 guaranteed	 comfortable	 lifestyles.	 Many	
wanted	to	continue	into	postgraduate	study.

Doing More With Less
The	interviews	with	two	hundred	staff	and	policymakers	of-
ten	highlighted	capacity	challenges	and	how	widening	par-
ticipation	policies	were	 introduced,	 without	 additional	 re-
sources.	They	talked	extensively	about	the	impact	of	poverty	
on	 student	 participation	 and	 the	 crucial	 role	 of	 the	 loans	
systems	in	enabling	poorer	students	to	gain	access	and	suc-
cessfully	complete	their	studies.	They	suggested	that	Edu-
cation	for	All	policies	and	Millennium	Development	Goals	
needed	 to	be	more	 integrated	 in	higher	 education	policy;	
currently,	all	 the	policy	emphasis	was	based	on	 including	
more	socially	disadvantaged	young	people	in	basic,	rather	
than,	higher	education.

There	was	significant	pride	in	the	increase	of	women	
students,	especially	in	science	programs.	Many	of	these	in-
terviewees	felt	that	this	could	be	attributed	to	the	affirma-
tive-action	efforts,	which	had	been	introduced	and	funded	
by	international	donors.	However,	many	noted	the	absence	
of	effective	data	and	management	information	systems	that	
would	 allow	 them	 to	 monitor	 and	 evaluate	 access,	 reten-
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tion,	and	achievement	of	different	groups	of	students.

Mapping Inequalities
A	distinctive	feature	of	the	study	was	to	set	the	interviews	
alongside	 statistical	 data.	 One-hundred	 equity	 scorecards	
were	compiled	largely	from	raw	data	on	admission/access,	
retention,	completion,	and	achievement,	for	four	programs	
of	 study	 in	 relation	 to	 three	 structures	of	 inequality:	gen-
der,	socioeconomic	status,	and	age.	They	yielded	a	nuanced	
overview	of	the	intersected	effects	of	gender,	age,	and	socio-
economic	status	and	revealed	a	number	of	facts	that	often	
contradicted	 narrative	 accounts.	 Most	 programs	 enrolled	
few	 (or	 not	 any)	 low	 socioeconomic-status	 students.	 Low	
socioeconomic-status	students	who	were	present	tended	to	
be	on	programs	with	low-exchange	rates	in	the	labor	mar-
ket.	However,	once	given	 the	chance	 to	enter	higher	edu-
cation,	fewer	low	socioeconomic-status	students	withdrew,	
and	they	performed	as	well	as,	and	sometimes	better	than,	
other	groups.	The	group	most	 at	 risk	of	withdrawal	were	
mature	 students.	 Women,	 especially	 low	 socioeconomic-
status	and	mature	women,	were	still	underrepresented	on	

science	programs,	but	more	women	were	entering	private,	
than	public,	universities.

This	research	project	illustrated	how	there	is	still	a	toxic	
correlation	between	poverty	and	access	to	higher	education.	
Unequal	geographies	of	knowledge	and	some	archaic	pat-
terns	of	participation	in	higher	education	were	found	in	the	
two	 countries.	 Globally,	 participation	 rates	 are	 rising	 but	
not	from	a	range	of	social	groups,	in	Ghana	and	Tanzania.	
For	 many,	 widening	 participation	 was	 seen	 in	 relation	 to	
quantitative	change	of	one	particular	group,	usually	wom-
en,	into	science	subjects.	There	was	less	policy	engagement	
with	qualitative	experiences	of	students	who	once	entered,	
with	monitoring	educational	outcomes	including	retention	
and	completion,	or	with	intersectionality	of	social	identities.	
The	findings	 raised	questions	about	 the	need	 to	 intersect	
quality	and	equality	and	how	the	value	of	higher	education	
should	be	considered	 in	 terms	of	wealth	distribution	and	
poverty	alleviation,	as	well	as	wealth	creation.	

What	Organized	Business	
Wants	from	Higher	Educa-
tion:	A	Look	at	India
Daniel C. Levy
Daniel C. Levy is State University of New York distinguished profes-
sor, at the University at Albany, State University of New York. E-mail: 
dlevy@albany.edu.

IHE publishes	occasional	articles	from	PROPHE,	the	Pro-
gram	for	Research	on	Private	Higher	Education,	headquar-
tered	 at	 the	 University	 at	 Albany.	 See	 http://www.albany.
edu/.

In	November	2011,	the	Federation	of	Indian	Chambers	of	
Commerce	and	Industry	(FICCI),	which	proclaims	itself	

Industry’s	Voice	for	Policy	Change,	hosted	a	major	confer-
ence	on	the	future	of	Indian	higher	education.	Participation	
amply	involved,	though	not	limited	to,	Indian	business	in-
terests	and	private	higher	education.	FICCI	 laid	out	orga-
nized	 business’s	 basic	 views	 about	 the	 appropriate	 policy	
agenda	for	the	future	of	Indian	higher	education.

The	 main	 FICCI	 tenets	 are	 strikingly	 close	 to	 those	
seen	 at	 a	 business-oriented	 higher	 education	 seminar,	 a	
year	before	in	the	Philippines.	Likely,	the	FICCI	view	focus-
es	the	organized	business	sector	in	many	developing	coun-
tries.	 This	 view	 might	 be	 broadly	 characterized	 as	 liberal	
modernizing—overlapping	aspects	of	what	is	often	labeled	
neoliberal.	It	 translates	 into	an	agenda	of	growth,	priority	
attention	to	private	higher	education,	academic	moderniza-
tion,	and	limited	government	regulation.

Growth
The	business	community	appears	as	eager	as	public	opinion	
for	Indian	higher	education	to	expand,	rapidly	and	greatly.	
Indeed	expansion	has	been	immense,	with	now	14.6	mil-
lion	students.	Yet,	this	expansion	still	leaves	a	gross-enroll-
ment	rate	of	only	13.8	percent,	up	from	10	percent	in	2000	
but	substantially	below	China’s,	for	example.	FICCI	speaks	
approvingly	of	the	government	goal	to	reach	30	percent	by	
2020,	which	emphasizes	the	great	excess	of	future	demand	
over	the	present	supply—without	labeling	that	demand	as	
excessive	or	the	meeting	of	it	as	pandering	to	political	pres-
sures	that	are	economically	or	academically	injurious.

On	 the	 contrary,	 FICCI	 considers	 immense	 further	
growth	 as	 necessary	 to	 a	 knowledge	 economy,	 national	
development,	 and	 business	 interests.	 This	 growth	 must	
prominently	 include	 robust	 expansion	 of	 high-quality	
graduate	education	and	research.	FICCI	laments	the	many	
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size	deficits	in	the	higher	education	system—such	as,	infra-
structural	needs	and,	above	all,	sufficient	faculty	trained	to	
meet	even	the	present	student	enrollment.
The Private Sector
Though	 FICCI’s	 pro-growth	 position	 encompasses	 both	
sectors	of	higher	education,	it	gives	most	attention	to	pri-
vate	 higher	 education.	 Amid	 different	 figures,	 it	 appears	
that	 30	percent	 is	a	good	estimate	 for	 the	private	sector’s	
share	of	total	enrollment.	Of	course,	in	countries	like	India	
and	China,	respectively,	private	higher	education’s	ability	to	
hold	its	own	proportionally	or	moderately	expanding	share	
is	remarkable	given	the	unprecedented	public	growth.

The	variability	of	figures	on	private	higher	education	is	
a	result	of	multiple	factors,	including	the	lack	of	a	central-
ized	plan	for	the	sector,	rapid	expansion,	enormous	diver-
sity	of	 institutional	 type,	as	well	as	overlapping	categories	
for	 labeling	 institutions.	 Deemed	 university,	 professional	

institute,	business	groups	(e.g.,	Manipal	Education	Group),	
unaided	private	 institutions,	distance	education,	and	a	di-
versity	 of	 international	 partnerships	 are	 all	 higher	 educa-
tion	forms	that	have	a	private	higher	education	component.	
The	 most	 dramatic	 setting	 of	 the	 private	 sector’s	 growth	
lies	in	professional	applied	fields,	such	as	engineering	and	
management.	The	majority	of	deemed	universities	are	pri-
vate.	International	partnership	listings	are	more	common	
in	private	higher	education	than	in	public	higher	education.	
The	unaided	private	 sector	 (without	government	 subsidy)	
has	enjoyed	large	proportional	growth.

FICCI	 approves	 and	 promotes	 private	 higher	 educa-
tion’s	 explosion	 of	 various	 institutional	 types.	 It	 explicitly	
declares	in	favor	of	both	growth	within	existing	institutions	
and	establishment	of	new	institutions	and	varieties.	FICCI	
particularly	cheers	the	spread	of	“state	private	universities,”	
established	by	India’s	state	legislatures.	The	cheers	are	for	
their	relatively	high	autonomy	and	flexibility.	FICCI	is	en-
thusiastic	about	the	growth	rate:	94	percent	of	state	private	
universities	have	been	established	in	just	the	last	five	years.

Academic Modernization
What	business	wants	from	higher	education	is	based	main-
ly	 on	 both	 sectors.	 Higher	 academic	 quality,	 relevance	 to	
the	 job	 market,	 and	 internationalization	 are	 among	 the	

prime	 examples.	 However,	 business	 speaks	 on	 behalf	 of	
changes	within	the	public	sector	that	can	be	seen	as	partial	
privatization.	Some	of	 that	agenda	stems	from	business’s	
keen,	direct	stake	in	private	higher	education	and	therefore	
in	 intersectoral	 issues.	For	example,	FICCI	calls	 for	 level-
ing	the	playing	field	by	moving	toward	“student-side	fund-
ing,”	whereas	government	money	for	higher	education	has	
mostly	been	for	institutions,	basically	public	institutions.

FICCI	manifests	concern	over	the	low	academic	quality	
of	many	of	the	private	institutions,	often	termed	“demand-
absorbing.”	 Concern	 characterizes	 the	 view	 of	 the	 mind-
boggling	explosion	 to	31,324	 institutions	of	higher	educa-
tion,	up	from	11,146	in	2001.	On	the	other	hand,	most	of	
FICCI’s	attention	is	on	the	upper-end	of	private	higher	edu-
cation,	which	we	 can	 term	“semi-elite.”	 Indian	organized	
business	certainly	has	the	global	bug	for	its	country	to	go	
further	 and	 build	 “world-class”	 universities.	 These	 would	
be	more	ample	than	the	world-class	institutes	that	already	
exist,	and	they	would	be	private	as	well	as	public.

Regulation
FICCI	is	at	pains	to	make	clear	that	business	is	not	antireg-
ulation.	The	real	problems	of	low	quality	and	fraud	are	le-
gitimate	targets	for	government	rules.	Regulations	promot-
ing	transparency	and	helping	students	are	welcome.	Keen	
to	protect	and	promote	private	higher	education,	business	
does	not	want	 to	allow	bad	apples	 to	 spoil	 the	status	and	
legitimacy	of	that	sector	in	Indian	higher	education,	overall.

But	the	thrust	of	FICCI’s	position	on	government	regu-
lations	is	that	they	must	be	limited.	The	lamentable	reality	is	
a	“plethora	of	regulators	and	regulations.”	The	regulations	
undermine	the	autonomy	needed	for	institutions	to	strike	
their	own	paths	and	govern	themselves	coherently.	Private	
higher	education	is	thus	overregulated	but	undergoverned.	
Based	on	the	basic	critiques	that	business	usually	has	about	
government	regulation	of	the	private	sector,	FICCI	claims	
that	regulation	of	inputs	is	excessive;	for	example,	require-
ments	to	have	computer	laboratories	often	conflict	with	the	
reality	 that	 students	 use	 their	 own	 laptops.	 Input	 regula-
tions	slow	private	growth,	innovation,	and	diversification.

Perhaps	 for	 political	 purposes,	 FICCI	 sometimes	
frames	its	complaints	in	terms	of	government	hyperregula-
tion	 of	 higher	 education	 overall,	 in	 India.	 However,	 own-
ers	of	many	private	institutions	feel	government	is	hostile	
to	the	private	sector	and	targeting	it.	A	good	example	lies	
in	 the	Unfair	Practices	bill	before	parliament.	FICCI	also	
looks	 to	 government	 to	 lift	 its	 regulatory	 restrictions	 on	
foreign	providers	 (a	bill	 tabled	 in	2007	still	has	not	been	
passed)	and	on	for-profit	providers.	Business	sees	both	re-
strictions	as	undermining	growth,	private	investment,	and	
competition.	
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Temples	and	World-class	
Universities
Philip G. Altbach
Philip G. Altbach is Monan professor of higher education and director 
of the Center for International Higher Education at Boston College.  He 
has been an Erudite Scholar of the Government of Kerala.

It	is	not	a	routine	event	that	a	Hindu	temple—or	anywhere	
else—would	 discover	 US$22	 billion	 (approximately	 Rs.	

98,000	crore)	buried	in	the	basement.	Now	that	the	Sree	
Padmanabhaswamy	 Temple	 in	 Thiruvanathapuram,	 the	
capital	of	 the	Indian	state	of	Kerala,	has	 this	windfall,	ev-
eryone	is	suggesting	ways	of	using	the	funds.	Here	is	one	
idea	that	would	make	a	real	contribution	to	India	and	to	the	
state	of	Kerala	and	is	much	in	keeping	with	the	mission	of	
developing	culture,	science,	and	civilization:		build	India’s	
first	truly	world-class	university.

Surprisingly,	 India,	 despite	 its	 rapidly	 growing	 econ-
omy	and	 its	 long	 tradition	of	 intellectual	 excellence,	does	
not	possess	a	world-class	university—no	existing	university	
scores	highly	in	the	rankings	and	none	of	the	institutions	
are	considered	top	level	globally.	Only	the	Indian	Institutes	
of	 Technology	 and	 the	 Indian	 Institutes	 of	 Management	
are	well	known,	but	they	are	not	universities.	Establishing	
a	world-class	university	would	not	take	all	of	the	available	
funds,	and	of	course	all	items	of	religious	or	historical	value	
would	need	 to	be	preserved—in	a	museum	related	 to	 the	
university.	 Perhaps	 US$200	 million	 (approximately	 Rs.	
900	crore)	can	be	used	to	build	a	top-level	campus	in	Thiru-
vanathapuram,	 seat	 of	 the	 former	 Travancore	 kingdom—
and	another	US$8	billion	(approximately	Rs.	35,000	crore)	
set	aside	for	an	endowment	that	would	conservatively	yield	
(at	a	7	percent	payout)	about	US$560,000,000	(Rs.	2,500	
crore)	 annually	 for	 operating	 the	 university.	 That	 would	
leave	more	 than	half	 the	current	estimate	of	 the	 temple’s	
worth	to	keep	or	spend	for	other	purposes.

Sree	 Padmanabhaswamy	 University	 would	 serve	 sev-
eral	 important	purposes	at	once.	A	world-class	 institution	
would	provide	a	model	 for	higher	education	 in	India	and	
the	 developing	 world.	 The	 university	 would	 contribute	 to	
Kerala’s	economy	and	indeed	jump-start	key	fields,	such	as	
information	technology	and	biotech.	

Kerala	is	the	ideal	place	for	a	world-class	university.	It	
calls	itself	“God’s	own	Country”	for	good	reasons.	A	pleas-
ant	and	green	environment	is	combined	with	decent	infra-
structure,	and	the	society	lacks	many	of	the	tensions	found	
elsewhere	in	India.	The	state	has	good	links	with	the	rest	of	
the	 world	 through	 the	 Gulf.	 Kerala	 has	 universal	 literacy,	
and	18	percent	of	young	people	access	higher	education—
double	the	Indian	average.	

What Would Kerala’s World-class University Look 
Like?

Just	as	important	as	financing	a	top	university	are	the	ideas	
behind	 it.	 Sree	 Padmanabhaswamy	 University	 will	 be	 in	
virtually	all	respects	un-Indian.	It	will	be	neither	public	nor	
private	but	rather	 independent	and	controlled	by	a	public	
trust	linked	to	the	temple	and	to	civil	society	in	Kerala.	Its	
controlling	 trustees	 would	 be	 chosen	 from	 among	 these	
groups	 and	 would	 include	 the	 most	 senior	 member	 of	
the	 Travancore	 royal	 family,	 with	 some	 additional	 distin-
guished	international	educators.	Similar	to	the	great	private	
universities	in	the	United	States,	Sree	Padmanabhaswamy	
University	 would	 have	 an	 independent	 board	 of	 trustees.	
Its	 funding	 will	 be	 assured	 by	 its	 endowment,	 although	
tuition	would	be	charged	 to	students	who	could	afford	 it,	
and	 income	 might	 be	 earned	 through	 research	 contracts.	
Additional	philanthropy	will	be	encouraged.	The	university	
would	be	free	of	the	politics	and	bureaucracy	that	are	so	sti-
fling	to	India’s	public	universities.	And	it	will	be	free	of	the	
for-profit	motives	or	the	capriciousness	of	business	moguls	
who	control	some	of	the	new	private	universities.	

The	 university	 would	 be	 international	 in	 vision	 and	
scope.	Professors	 and	 students	would	 come	 from	around	
the	 country	 and	 the	 world.	 The	 university’s	 endowment	
would	 finance	 both	 salaries	 and	 scholarships	 that,	 while	
they	might	not	match	the	richest	universities	in	America	or	
Europe,	would	be	attractive.	

The	curriculum	and	focus	would	be	consciously	inter-
national.	At	the	same	time,	the	university	would	stress	is-
sues	of	importance	to	Kerala,	south	India,	and	the	subcon-
tinent.	Sree	Padmanabhaswamy	University	would	not,	like	
many	recent	efforts	globally	to	establish	world-class	institu-
tions,	focus	only	on	the	sciences.	It	would	be	a	comprehen-
sive	university,	 choosing	carefully	 those	fields	 in	which	 it	
could	excel.	Some	subjects	of	clear	importance	to	the	econ-
omy	of	 the	state	and	region—including	information	tech-
nology,	some	fields	of	agriculture,	and	perhaps	some	areas	
of	biotech.	Because	of	 the	university’s	 link	 to	 the	 temple,	
it	 would	 aim	 to	 be	 the	 top	 university	 in	 the	 world	 in	 the	
study	of	Hinduism	and	Indian	religions;	and	because	it	is	
in	Kerala,	which	has	large	populations	of	Hindus,	Muslims,	
and	Christians,	it	could	cultivate	an	interreligious	dialogue.	
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The	university	would	also	focus	on	the	history,	art,	and	soci-
ety	of	Kerala	and	south	India.	Foci	will	be	chosen	carefully,	
and	 faculty	 strength	 built	 deliberately	 to	 create	 strategic	
strength	and	distinction.

Governance and Management for the World-class  
University

Governance	 is	 central	 to	 any	 university.	 Sree	 Padmanab-
haswamy	University’s	academic	staff	should	be	central	 to	
making	key	academic	decisions.	At	the	same	time,	world-
class	universities	must	be	effectively	managed,	and	top	uni-
versity	leaders	should	have	significant	control	over	strategic	
decisions.	The	university’s	vice	chancellor,	deans,	and	other	
key	 leaders	 will	 be	 chosen	 for	 their	 talent	 and	 leadership	
capacity—and	not	because	of	personal	connections.	

The	university	must	be	a	fully	meritocratic	institution.	
Both	 faculty	 and	 students	 would	 be	 chosen	 for	 their	 aca-
demic	quality.	Academic	staff,	once	hired,	will	be	carefully	
evaluated	for	 their	 teaching	and	research	over	a	period	of	
years,	prior	to	being	given	permanent	appointments.	Stu-
dents	will	be	chosen	on	merit	and	without	 the	strict	con-
straints	of	the	reservation	system—although	able	students	
from	 disadvantaged	 groups	 could	 be	 given	 some	 special	
consideration—and	provided	with	scholarship	and	bursary	
assistance	and	academic	support.	

India	 has	 a	 unique	 opportunity	 to	 establish	 a	 world-
class	university	with	some	of	the	unparalleled	resources	of	
Kerala’s	Sree	Padmanabhaswamy	Temple—using	the	best	
international	practices	and	focusing	on	the	needs	of	Kerala	
and	south	India	in	an	international	context.	The	chance	to	
build	 a	 world-class	 university	 free	 of	 the	 constraints	 of	 a	
bureaucratized	system	is	unique.	Higher	education	is	very	
much	in	Kerala’s	traditions,	and	the	state	is	a	logical	place	
for	a	well-funded	university,	 far	from	the	distractions	and	
politics	of	New	Delhi.	

A	New	Approach	for	Classi-
fying	Chilean	Universities
Claudia Reyes and Pedro Rosso
Claudia Reyes is executive director of Red Universitaria Cruz del Sur, 
in Santiago, Chile; Pedro Rosso is rector emeritus and professor of pe-
diatrics at Pontificia Universidad Católica de Chile, in Santiago, Chile. 
E-mail: Claudia Reyes and Pedro Rosso: barriga@uc.cl.

Over	the	last	few	decades,	particularly	during	the	1980s	
and	 1990s,	 most	 university	 systems	 in	 the	 develop-

ing	world	underwent	an	impressive	transformation—with	
several	 fold	 increases	 in	 the	number	of	 students	enrolled	

and	the	opening	of	many	new,	mostly	private,	universities.	
One	of	the	consequences	of	this	expansive	change	has	been	
a	marked	increase	in	the	heterogeneity	of	the	institutions	
comprised	in	the	various	systems.	Beyond	its	academic	di-
mensions,	heterogeneity	poses	serious	problems	to	systems	
attempting	to	classify	the	universities	for	research,	ranking	
or	public	policies	purposes.	Chile	 is	a	good	example.	The	
first	attempt	to	classify	national	universities—based	on	se-
lectivity,	 size,	prestige,	and	nature	 (public	or	private)—re-
sulted	in	eight	categories.	Despite	some	of	its	merits,	this	
classification	 was	 criticized	 on	 conceptual	 and	 practical	
grounds,	including	the	fact	that	the	categories	were	not	ex-
clusive	ones.

Other	observers	have	 tried	 to	classify	Chilean	univer-
sities,	using	selectivity	and	annual	publications	as	primary	
criteria,	and	the	number	of	students	and	the	years	of	accred-
itation	granted	to	the	institution	as	secondary	criteria.	They	
described	seven	categories	of	institutions—some	improve-
ments	over	the	previous	ones.	However,	this	classification	
was	also	flawed	on	several	accounts,	 including	 the	use	of	
selectivity	 as	 a	 main	 criterion.	 For	 example,	 one	 category	
listed	 selective	 research	 universities,	 while	 another	 group	
was	desribed	as	nonselective,	teaching,	large-size,	and	low	
accreditation	institutions.

A New Approach to Classifying Universities
A	recent	approach	faced	the	challenge	of	classifying	Chil-
ean	universities—using	as	main	criteria	the	existence	and	
number	 of	 accredited	 doctoral	 programs	 and	 the	 annual	
number	 of	 internationally	 indexed	 publications.	 Applying	
the	 first	 criterion,	 the	 universities	 were	 divided	 into	 two	
groups:	 (a)	without	 accredited	doctoral	programs;	 and	 (b)	
with	doctoral	programs.	Then,	those	without	doctoral	pro-
grams	 were	 subsequently	 divided,	 according	 to	 the	 num-
ber	of	publications,	in	two	categories:	(a)	with	less	than	20	
annual	publications;	and	(b)	with	20	or	more	annual	pub-
lications.	 The	 first	 category	 was	 named	 “teaching	 univer-
sity”	and	comprised	23	institutions.	The	second	one,	called	
“teaching	 university	 with	 limited	 research,”	 included	 11	
universities.	In	turn,	the	universities	with	accredited	PhD	
programs	were	divided	in	two	categories:	(a)	those	with	up	
to	five	programs,	and	(b)	those	with	more	than	five	doctoral	
programs.	 The	 first	 category	 was	 called	 “university	 with	
research	and	doctoral	programs	 in	selected	areas,”	and	11	
institutions	met	this	criterion.	The	second	one	was	named	
“research	and	doctoral	programs	university”	and	comprised	
6	universities.

Main Characteristics of the Different Categories
As	expected,	the	four	categories	had	marked	differences	in	
the	mean	values	of	the	variables	used	as	“primary	classifi-
cation	criteria.”	Thus,	 the	 teaching	university	group	aver-
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aged	4	publications	per	year,	 the	 teaching	university	with	
research	 projection	 group	 averaged	 41	 publications	 per	
year;	 the	“university	with	research	and	doctoral	programs	
in	selected	areas”	group	averaged	94	annual	publications;	
and	the	“research	and	doctoral	programs	university”	group	
averaged	636	publications	per	year.	In	turn,	while	the	aver-
age	number	of	doctoral	programs	was	2.2	in	the	group	of	
“university	with	research	and	doctoral	programs	in	selected	
areas,”	it	averaged	18.5	in	the	group	of	“research	and	doctor-
al	programs	university.”	“Consequently,	the	primary	classi-
fication	criteria	had	successfully	grouped	Chilean	universi-

ties	 in	 markedly	 different	 categories.	 Particularly	 striking	
was	 the	 tenfold	 difference	 in	 the	 number	 of	 publications	
observed,	between	 the	 two	 “teaching	universities”	 catego-
ries—indicating	 that	 on	 this	 aspect	 the	 category	 “teach-
ing	university”	is	indeed	quite	different	than	its	“teaching	
university	with	research	projection”	partner.	On	the	other	
hand,	this	difference	implies	that	in	approximately	30	per-
cent	 of	 the	 Chilean	 universities	 practically	 no	 research	 is	
conducted.

Additional Characteristics with the Four Categories
The	 four	 categories	 were	 also	 compared	 on	 the	 values	 of	
institutional	 size	 and	 academic	 performance	 (accredita-
tion)—unrelated	to	the	publications	and	doctoral	programs	
indicators	used	 to	define	 the	 four	 categories.	The	 statisti-
cal	significance	of	variations	 in	mean	values	between	cat-
egories	 was	 tested	 using	 a	 one-way	 analysis	 of	 variance.	
This	 test	 provides	 a	 method	 to	 establish	 whether	 or	 not	
the	means	of	several	groups	are	statistically	different.	The	
analysis	of	variance	test	was	complemented	with	post	hoc	
tests,	which	do	establish	more	specifically	means	that	were	
significantly	 different,	 from	 each	 other.	 Results	 indicated	
a	major	diversity	in	mean	values	in	most	of	the	indicators	
explored,	including:	number	of	students,	number	of	facul-
ties,	percentage	of	 faculties	with	 advanced	degrees,	num-
ber	of	faculties	per	study	program,	percentage	of	accredited	
study	 programs,	 and	 years	 of	 institutional	 accreditation.	
The	main	differentiations	were	found	between	the	“teach-
ing	 university”	 and	 the	 “research	 and	 doctoral	 programs	
university”	 categories,	with	mean	values	of	 the	other	 two	
categories	falling	in	between.

New Classification for Comparative Studies
The	categories	defined	by	 the	new	classification	are	asso-
ciated	with	basic	institutional	characteristics	and	academic	
performances.	Thus,	for	comparison	purposes,	the	institu-
tions	included	within	a	given	category	could	be	considered	
to	be	“academic	peers.”	The	latter	seems	a	relevant	point,	
since	most	of	the	available	comparative	studies—including	
national	 and	 international	 university	 rankings—generally	
overlook	this	aspect.	From	this	perspective,	it	is	unfortunate	
that	 the	 research	 universities,	 especially	 those	 considered	
to	be	“world	class”	have	become	the	paradigm	of	academic	
quality.	While	recognizing	the	need	for	any	country	to	have	
a	“critical	mass”	of	those	institutions,	from	the	stand	point	
of	diversity	and	their	intrinsic	value,	the	only	paradigm	that	
a	 university	 should	 have	 is	 the	 best	 institution	 within	 its	
own	category.

Classifying Universities in Developing Systems
The	new	classification	used	for	Chilean	universities	can	be	
applied	 in	 other	 countries,	 with	 some	 adaptation	 to	 local	
realities.	For	example,	other	cut-off	points	for	annual	pub-
lications	or	number	of	doctoral	programs	accredited	by	 a	
national	agency	could	be	used.	The	new	classification	also	
might	provide	an	overall	diagnosis	of	a	system,	in	terms	of	
the	percentage	of	 teaching	and	research	institutions	pres-
ent.	 In	 university	 systems	 diversity	 represents	 a	 value	 in	
itself,	since	it	implies	both	for	the	students	and	the	faculty	
more	options	to	decide	where	to	study	or	work.	

When	classifying	and	comparing	universities,	particu-

larly	 in	developing	systems,	 all	 classifications	do	 freeze	 in	
time	 essentially	 dynamic	 situations.	 In	 the	 future,	 many	
institutions	will	reform	their	category	as	research	activities	
expand	and	new	postgraduate	programs	are	created.	On	the	
other	hand,	faithful	to	their	missions,	many	other	universi-
ties	will	remain	in	the	same	category,	while	improving	their	
academic	performance.	Ultimately,	 in	the	academic	world	
what	really	counts	is	coherence	between	mission,	human,	
and	financial	resources	and	the	will	to	achieve	the	highest	
possible	 quality	 standards.	 Thus,	 it	 is	 crucial	 to	 properly	
classify	universities.	

Latin America

One of the consequences of this expan-

sive change has been a marked increase 

in the heterogeneity of the institutions 

comprised in the various systems. 

From this perspective, it is unfortunate 

that the research universities, especially 

those considered to be “world class” 

have become the paradigm of academic 

quality. 
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Economic	Growth	and	High-
er	Education	Policies	in		
Brazil:	A	Link?
Simon Schwartzman
Simon Schwartzman is president of the Instituto de Estudos do Trab-
alho e Sociedade in Rio de Janeiro, Brazil. E-mail: simon@iets.org.br.

Brazil	is	one	of	the	new	“emerging	economies.”	It	is	flex-
ing	its	muscles	to	become	a	leading	international	play-

er,	and	 thus,	 it	needs	good	university	 institutions	capable	
to	produce	the	scientists	and	engineers	needed	to	keep	the	
momentum.	Therefore,	clear	policies	are	 required,	 to	 im-
prove	the	standards	of	universities	and	the	quality	of	higher	
education	institutions,	based	on	a	clear	identification	of	pri-
orities.	 However,	 contrary	 to	 the	 assumptions	 and	 expec-
tations	of	 external	observers,	Brazil	does	not	have	 such	a	
strategy.

Brazil	experienced	cycles	of	rapid	economic	growth	in	
the	1930s,	after	World	War	II,	in	the	1970s,	and	again	after	
2002.	 Each	 of	 these	 cycles	 can	 be	 explained	 by	 favorable	
external	 conditions—the	 revenues	 created	 by	 the	 agricul-
tural	and	mining	sectors,	the	influx	of	international	invest-
ments,	and	the	use	of	such	resources	to	finance	a	growing	
public	sector,	the	steady	transfer	of	the	population	from	the	
countryside	to	the	urban	centers,	and	generating	a	growing	
internal	 consumption	 market.	 These	 developments	 were	
also	preceded	by	internal	reorganizations	of	the	economy,	
controlling	inflation	and	increasing	the	governments’	abil-
ity	to	raise	taxes,	as	it	happened	in	the	late	1960s	and	more	
recently	 in	 the	 1990s.	 In	none	of	 these	cycles	 is	 a	 causal	
link	found	between	investments	in	education,	science,	and	
technology	and	economic	growth.	On	the	contrary,	the	cau-
sality	seems	to	be	the	opposite.	With	more	resources,	gov-
ernments	 became	 more	 generous	 and	 willing	 to	 respond	
to	the	demands	of	an	emerging	middle	class	for	more	ben-
efits,	including	free	access	to	education.	Thus,	the	existing	
network	of	federal	universities	was	created	during	the	pe-
riod	 of	 economic	 expansion	 after	 the	 Second	 World	 War;	
and	 the	 current	 network	 of	 graduate	 education,	 research,	
and	technology	was	set	up	in	the	late	1970s,	when	the	“eco-
nomic	miracle”	of	the	previous	years	was	about	to	implode.

The	 economic	 boom	 of	 the	 last	 10	 years	 was	 mostly	
fueled	by	the	macroeconomic	stability	achieved	in	the	late	
1990s,	 the	favorable	winds	of	 international	 trade	blowing	
from	China,	and	 the	ability	of	a	small	sector	of	 the	econ-
omy—mostly	 the	 agrobusiness	 and	 mining	 companies.	
With	 economic	 stabilization,	 high	 interest	 rates,	 and	 an	
overvalued	currency—the	country	became	attractive	to	for-	
eign	 investments,	generating	more	 jobs	and	employment	

for	the	middle	classes.

The Expansion of Public Expenditure and Education
With	the	economy	growing	at	the	steady	rate	of	4	to	5	per-
cent	 a	 year,	 public	 expenditures	 increased	 to	 almost	 40	
percent	of	the	gross	domestic	product,	most	of	it	spent	on	
social	 security,	 the	payment	of	 civil	 servants,	 and	 the	ser-
vice	of	 the	public	debt.	The	federal	government	benefited	
from	 the	growing	 tax	base,	 to	distribute	 some	benefits	 to	
the	poor,	with	the	conditional	cash	transfer	programs	and	
increases	 in	 the	 value	of	 the	minimum	wage;	 to	 the	 civil	
servants,	 increasing	 their	 numbers,	 raising	 salaries	 and	
social	benefits;	 to	 the	rich,	providing	cheap	subsidies	and	
generous	contracts	for	public	works	and	services;	and	to	po-
litical	allies,	through	widespread	patronage	and	tolerance	to	
corruption.	For	the	middle	class,	one	benefit	was	to	provide	
growing	access	to	free	higher	education	in	public	and	pri-
vate	 institutions	 and	affirmative	 action,	 to	 respond	 to	 the	
demands	of	organized	social	movements.	

None	 of	 these	 options	 required	 a	 national	 policy	 for	
good-quality	higher	education	and	effective	and	economi-
cally	 relevant	science	and	 technology.	Brazil	 spends	 today	
about	 5	 percent	 of	 gross	 domestic	 product	 on	 education,	
mostly	through	states	and	municipalities	for	basic	and	sec-
ondary	schools.	In	spite	of	recent	investments	in	public	uni-
versities,	the	provisions	cover	about	25	percent	of	the	enroll-
ment.	While	some	institutions	and	professional	schools	are	
of	good	quality,	most	of	them	are	not;	and	there	is	no	mech-
anism	to	stimulate	quality.	The	assessments	carried	on	by	
the	government	only	affect	poorly	rated	private	institutes	in	
medicine	and	law,	largely	in	response	to	the	pressures	from	
the	professional	corporations.	Graduate	education	and	re-
search	continue	to	expand,	mostly	in	the	State	of	São	Paulo,	
in	selected	federal	universities	and	in	a	network	of	federal	
research	institutes.	It	is	by	far	the	largest	research	and	de-
velopment	and	graduate	education	establishment	in	Latin	
America.	But	research	is	mostly	academic,	with	little	factors	
in	 terms	of	patents	and	applied	 technology,	 and	 is	poorly	
connected	with	the	country’s	economic	and	social	needs.

There	 are	 some	 counterexamples:	 Embraer,	 Brazil’s	
successful	airplane	company,	grew	out	of	the	Aeronautical	
Institute	 of	 Technology	 	 (ITA)—a	 technological	 institute	
and	engineering	school	established	by	the	Air	Force;	and	at	
least	part	of	the	achievements	in	agriculture	is	explained	by	
new	 varieties	 developed	 by	 Embrapa,	 Brazil’s	 agricultural	
research	agency.	The	National	Service	for	Industrial	Train-
ing	(SENAI),	a	vocation-training	agency	run	by	the	Federa-
tion	 of	 Industries,	 has	 a	 history	 of	 success	 in	 the	 qualifi-
cation	of	specialized	workers	for	the	industrial	sector.	All,	
tellingly,	are	outside	the	realm	of	the	Ministry	of	Education	
and	the	Ministry	of	Science	and	Technology.

In	 short,	 as	 the	 Brazilian	 society	 modernized	 and	 its	
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New Publications

“Access and Equity in Financing Higher 
Education in Arab Countries.” Prospects no. 
157, 1–176, March, 2011.

This special issue of UNESCO’s Pros-
pects focuses on access and financing in 
the Arab countries. Following a comparative 
analysis of trends in the region, this publica-
tion includes a series of case studies. These 
include Jordan, Egypt, Lebanon, Syria, Mo-
rocco, and Tunisia. The issue concludes with 
a discussion of international trends in public 
and private financing of higher education.

Bhandari, Rajika, and Peggy Blumenthal, 
eds. International Students and Global Mo-
bility in Higher Education: National Trends 
and New Directions. New York: Palgrave 
Macmillan, 2011. 243 pp. $85 (hb). ISBN 
978-0-230-61878-7. Web site: www.palgrave.
com.

Focusing on key countries engaged in 
international student mobility, the chapters 
provide an overview of trends over time for 
regions and countries and include useful sta-
tistics—concerning flows of students, as well 
as analysis of policy and practice. Among the 
countries and regions included are the Unit-
ed States, India, China, Africa, Latin America, 
Germany, the United Kingdom, and Canada. 
Useful overviews are also included.

Bolman, Lee G., and Joan V. Gallos. Refram-
ing Academic Leadership. San Francisco:
Jossey-Bass, 2011. 254 pp. (hb). ISBN 978-
0-7879-8806-7. Web site: www.josseybass.
com.

The authors recognize that universities 
are a special type of organization, and thus 

the challenges of leadership in academic in-
stitutions are unusual. This book is a practi-
cal guide to leadership in American universi-
ties. It stresses how leaders can be effective 
on academic context and stresses creating a 
humane environment, as part of the respon-
sibility of leadership.

Cimic, Charles, Neil Gross, and Michéle 
Lamont, eds. Social Knowledge in the Mak-
ing. Chicago: Univ. of Chicago Press, 2011. 
471 pp. $30 (pb). ISBN 978-0-226-09209-6. 
Web site: www.press.uchicago.edu.

A highly original sociological study of 
aspects of academic culture includes the 
use of archives, the role of theory in sociol-
ogy, the role of peer-review panels in several 
academic contexts, the role of objectivity in 
regulatory science, and others. The cases are 
all from the United States, and the perspec-
tive of the research is sociological.

Cloete, Nico, Tracy Bailey, Pundy Pillay, Ian 
Bunting, and Peter Maassen. Universities 
and Economic Development in Africa. Wyn-
berg, South Africa: Centre for Higher Edu-
cation Transformation, 2011. 188 pp. (pb). 
ISBN 978-1-920355-73-9. Web site: www.
chet.org.za. 

The focus of this volume is how univer-
sities in Africa can contribute to economic 
development. Case studies from Botswana, 
Ghana, Kenya, Mauritius, Mozambique, 
South Africa, Tanzania, and Uganda discuss 
this theme. Authors conclude that universi-
ties need to focus more specifically on this 
goal; and the academic core of the university, 
and particularly the faculty, needs to be em-
phasized.

DeMillo, Richard A. Abelard to Apple: The 
Fate of American Colleges and Universities. 
Cambridge, MA: MIT Press, 2011. 320 pp. 
$27.95 (hb). ISBN 978-0-262-01580-6. Web 
site: www.mitpress.mit.edu.

This wide-ranging discussion of the past 
and future of universities, focusing mainly on 
the United States, links history with high-tech 
development to analyze how universities can 
best serve modern society. A main theme is 
how technology is changing higher education 
and what its role should be in the future.

King, Roger, Simon Marginson, and Rajani 
Naidoo, eds. Handbook on Globalization 
and Higher Education. Cheltenham, UK: Ed-
ward Elgar, 2011. 539 pp. $260 (hb). ISBN 
978-1-84844-5857. Web site: www.e-elgar.
com.

A comprehensive discussion of the vari-
ous aspects of the key themes of globaliza-
tion and higher education, this book features 
29 research-based chapters. Among the top-
ics discussed are the university as a global 
institution, higher education and the new 
imperialism, globalization and inequality, re-
gional responses to globalization, themes in 
steering higher education globally, competi-
tion in the global labor market, and a series 
of country-based chapters.

Lane, Jason E., and Kevin Kinser, eds. Mul-
tinational Colleges and Universities: Lead-
ing, Governing, and Managing International 
Branch Campuses. San Francisco: Jossey-
Bass, 2011. 116 pp. (pb). Web site: www.
josseybass.com.

A multifaceted discussion of aspects of 
international branch campuses, this volume 

I N T E R N A T I O N A L  H I G H E R  E D U C A T I O N

economy	grew,	higher	education	institutions	also	expanded	
in	size	and	some	of	them	even	in	quality;	they	were	and	are	
still	part	of	the	same	wave.	Clearly,	higher	education	could	
not	have	grown	without	economic	development,	but	the	re-
verse	(so	far	at	least)	is	not	true,	although	it	may	become	so	
in	the	future.

The Future
This	 situation	 may	 be	 transforming.	 As	 the	 economy	 be-
comes	more	complex	and	sophisticated,	it	requires	a	more	
skilled	 population	 and	 more	 relevant	 research.	 There	 are	

signs	that	this	 is	already	happening,	with	new	companies	
complaining	 for	 the	 lack	 of	 qualified	 engineers	 and	 mid-
level	 technicians;	 and	 multinational	 corporations	 import-
ing	 qualified	 manpower	 from	 abroad.	 To	 respond	 to	 this	
situation,	higher	education	in	Brazil	will	have	to	change	its	
priorities	 from	 uncontrolled	 growth	 and	 access	 to	 quality	
and	relevance—not	an	easy	transition.

29
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is written mainly from an American perspec-
tive. Among the themes discussed are mul-
tinational quality assurance, managing aca-
demic staff in multiple countries, replicating 
the student experience, operational consid-
erations in operating a campus abroad, and 
others. A select bibliography of key items is 
included. This book is part of the “New Direc-
tions in Higher Education” series.

Lindow, Megan. Weaving Success: Voices of 
Change in African Higher Education. New 
York: Institute of International Education, 
2011. 218 pp. (pb). ISBN 978-0-87206-342-
6.

Focusing on how the Partnership for 
Higher Education in Africa contributed to de-
velopment, this book mainly examines how 
the various programs affected Africans. Nine 
African countries are profiled, as are a series 
of other initiatives concerning libraries, the 
development of data, and other programs.

Luescher-Mamashela, Thierry. The Universi-
ty in Africa and Democratic Citizenship: Hot-
house or Training Ground? Wynberg, South 
Africa: Centre for Higher Education Trans-
formation, 2011. 118 pp. (pb). ISBN 978-1-
920355678. Web site: www.chet.org.za.

Student involvement in politics has a 
long tradition in Africa. This volume reports 
on what is perhaps the first multicountry sur-
vey of student opinions about politics and 
governance of higher education. Countries 
included are Kenya, South Africa, and Tan-
zania. The book reports on student attitudes 
toward democracy, student involvement in 
governance, and related issues.

Magolda, Peter M., and Marcia B. Baxter 
Magolda, eds. Contests Issues in Student Af-
fairs. Sterling, VA: Stylus Publishing, 2011. 
504 pp. $34.95 (pb). ISBN 978-1-57922-584. 
Web site: www.styluspub.com.

Focusing on the United States, this vol-
ume provides a discussion of key controver-
sial issues in the field of student affairs. Or-
ganized around 24 “contentious questions,” 
the contributors deal with the philosophical 
foundations of student affairs, the challeng-
es of promoting learning and development, 
achieving equitable learning environments, 

and organizing student affairs practice.

Marginson, Simon, and Erlenawati Sawir. 
Ideas for Intercultural Education. New York: 
Palgrave, 2011. 221 pp. $80 (hb). ISBN 978-
0-230-11793-6. Web site: www.palgrave.
com.

Based on interviews with international 
students studying in Australia, Marginson 
and Sawir discuss patterns of life, study, and 
intergroup relations and develop generaliza-
tions about their experiences. The focus of 
the book is on how the academic and other 
experiences of international students can be 
improved.

Marginson, Simon, Sarjit Kaur, and Er-
lenawati Sawir, eds. Higher Education in the 
Asia-Pacific: Strategic Responses to Global-
ization. Dordrecht, Netherlands: Springer, 
2011. 465 pp. $189 (hb). ISBN 978-94-007-
1499-1. Web site: www.springer.com.

This comprehensive book focuses on 
how nations in the Asia-Pacific region—and a 
few other countries such as Saudi Arabia and 
India—have dealt with globalization in the 
context of their universities. Several chapters 
focus on broader issues, such the Confucian 
model of higher education in Asia and trans-
national higher education. Most discuss 
countries or specific universities in the re-
gion. Not surprisingly, China receives a good 
deal of attention, but chapters on Vietnam, 
Cambodia, Papua-New Guinea and several 
others discuss areas not often analyzed. 

Parra-Sandoval, Maria Cristina, Ana Julia 
Bozo de Carmona, and Alicia Inciarte Gon-
zalez. University: The Last Call? Maracaibo, 
Venezuela: Universidad de Zulia, 2010. 235 
pp. (pb). ISBN 978-980-12-4428-8. Web 
site: www.luz.edu.ve.

This book presents an argument for a 
new concept of the university, focusing on 
Latin America and using Venezuela as a case 
study. The concerns of this study are the re-
alities of higher education and the needs of 
developing countries. The authors argue that 
a new model of higher education is emerging 
in Venezuela. 

Pasztai, Gabriella, ed. Religion and Higher 
Education in Central and Eastern Europe. De-
brecen, Hungary: Center for Higher Educa-
tion Research, Univ. of Debecen, 2010. 310 
pp. (pb). ISBN 978-963-473-372-0. Web site: 
www.revacern.eu.

This volume provides case studies of 
religiously affiliated higher education institu-
tions in Poland, Romania, and the Czech and 
Slovak republics. Additional analyses of reli-
gious faculties in Slovenia, Austria, Bulgaria, 
Ukraine, and several others are included as 
well. Several analyses of the religious views 
of students in Hungary and Poland are pro-
vided.

Post, Robert C. Democracy, Expertise, and 
Academic Freedom: A First Amendment Juris-
prudence for the Modern State. New Haven, 
CT: Yale University Press. 2012. 177 pp. $30 
(hb). ISBN 978-0-300-14863-3. Web site: 
www.yalebooks.com.

This short book discusses the American 
legal concept of academic freedom and the 
current challenges it faces in the context of 
free-speech challenges in the legal system. 
There is some focus on higher education in 
the analysis.

Regini, Marino, ed. European Universities 
and the Challenge of the Market. Chelten-
ham, UK: Edward Elgar, 2011. 233 pp. (hb). 
ISBN 978-1-84980-403-5. Web site: www.e-
elgar.com.

This analysis, by Italian researchers, fo-
cuses on how European universities have re-
acted to the pressures on higher education of 
the past half century. An overarching theme 
is the impact of “market ideas” on higher 
education. Case studies from six countries—
the United Kingdom, the Netherlands, Ger-
many, France, Italy, and Spain—are included.
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Philip	 G.	 Altbach	 and	 Liz	 Reisberg,	 both	 members	 of	 the	
planning	committee	for	the	3rd	Riyadh	conference	on	higher	
education,	will	travel	to	Saudi	Arabia	in	April	to	participate	in	
the	conference.	Altbach	will	give	one	of	the	conference	ple-
nary	presentations.	A	member	of	the	international	advisory	
committee	at	the	Higher	School	of	Economics,	he	will	travel	
to	Moscow	for	the	annual	meeting	of	the	committee	in	late	
May.	

The	 Center	 has	 a	 collaborative	 arrangement	 with	 the	
Institute	of	Advanced	Study	at	 the	University	of	Campinas,	
in	Brazil.	Liz	Reisberg	is	assisting	to	organize	a	leadership-
training	seminar	at	Campinas	 in	 July.	Among	 the	speakers	
are	Philip	G.	Altbach	and	Karen	Arnold	of	the	higher	educa-
tion	program	at	Boston	College.	

The	Center’s	partnership	with	the	American	Council	on	
Education	(ACE)	has	resulted	in	the	first	of	our	International 
Briefs for Higher Education Leaders,	focusing	on	emerging	op-
portunities	and	challenges	for	higher	education	cooperation	
with	 China.	 ACE	 and	 the	 Center	 will	 produce	 two	 publica-
tions,	annually.	Each	report	will	be	followed	by	a	webinar	or-
ganized	by	ACE.	This	new	series	will	be	available	by	subscrip-
tion	only,	available	through	ACE.

David	 A.	 Stanfield	 has	 joined	 the	 Center	 as	 a	 research	
assistant	and	doctoral	student	in	higher	education	adminis-
tration.	Liu	Jin	from	the	Huazhong	University	of	Science	and	
Technology	in	Wuhan,	China,	Kazuhito	Obara	of	Tamagawa	
University	in	Tokyo,	Japan,	and	Dr.	Dan	Lincoln	are	visiting	
scholars	for	the	current	semester.	

News of the Center

Critical International News at a Glance on Facebook and Twitter

Do	you	have	time	to	read	more	than	20	electronic	bulletins	
weekly	in	order	to	stay	up	to	date	with	international	initiatives	
and	 trends?	We	thought	not!	So,	as	a	service,	 the	CIHE	re-
search	team	posts	items	from	a	broad	range	of	international	
media	to	our	Facebook	and	Twitter	page.

You	will	find	news	items	from	the Chronicle of Higher Ed-
ucation, Inside Higher Education, University World News, Times 
Higher Education, the Guardian Higher Education network UK, 
the Times of India, the Korea Times,	 just	 to	name	a	 few.	We	
also	include	pertinent	items	from	blogs	and	other	online	re-
sources.	We	will	also	announce	 international	and	compara-
tive	reports	and	relevant	new	publications.

Unlike	 most	 Facebook	 and	 Twitter	 sites,	 our	 pages	 are	
not	about	us,	but	rather	“newsfeeds”	updated	daily	with	no-

tices	most	 relevant	 to	 international	educators	and	practitio-
ners,	policymakers,	and	decision	makers.	Think	“news	mar-
quis”	 in	Times	Square	 in	New	York	City.	Here,	at	a	glance,	
you	can	take	in	the	information	and	perspective	you	need	in	
a	few	minutes	every	morning.

To	follow	the	news,	press	“Like”	on	our	Facebook	page	at:	
http://www.facebook.com/pages/Center-for-International-
Higher-Education-CIHE/197777476903716.	 “Follow”	 us	 on	
Twitter	at:	https://twitter.com/#!/BC_CIHE.

We	hope	you’ll	also	consider	clicking	“Like”	on	Facebook	
items	you	find	most	useful	to	help	boost	our	presence	in	this	
arena.	Please	post	your	comments	 to	encourage	online	dis-
cussion.

We	will	keep	you	informed	and	save	you	time!

International Higher Education	was	first	published	more	than	
15	years	ago.		Although	hard	to	remember,	the	Internet	was	in	
its	infancy	and	electronic	subscriptions	to	journals	like	ours	
were	unusual.	 	 In	 the	early	days,	IHE	was	distributed	only	
as	a	paper	edition.	Technical	progress	now	makes	it	possible	
for	us	to	deliver	IHE	more	quickly	and	at	a	lower	cost	in	an	
electronic	version.

We	have	many	subscribers	who	have	been	with	us	since	
1995	for	whom	we	have	no	e-mail	address.		In	fact	we	have	
not	heard	from	many	of	our	subscribers	since	our	first	mail-
ing!		It	is	urgent	for	all	subscribers	to	have	complete	profiles	
registered	in	our	database	in	order	to	continue	to	receive In-
ternational Higher Education. 

We	would	like	to	be	able	to	include	all	subscribers	in	our	
occasional	electronic	bulletins	with	news	of	 the	Center	and	
our	projects	as	well	as	the	electronic	distribution	of IHE.		If	
you	do	not	receive	the	electronic	version	of	IHE,	we	do	not	
have	your	e-mail	address.	We	are	happy	to	continue	to	send	
paper	versions	as	well	as	electronic	versions,	but	we	need	to	
confirm	who	truly	wants	them!		Therefore,	we	would	greatly	
appreciate	it	if	you	would	take	the	time	to	update	your	sub-
scriber	profile	online	at:

http://www.bc.edu/content/bc/research/cihe/ihe/sub-
scribe.html

Thank	you!

Please Keep Your IHE Subscription Up to Date
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The Center for International Higher  
Education (CIHE)

The Boston College Center for International Higher 
Education brings an international consciousness to 
the analysis of higher education. We believe that an 
international perspective will contribute to enlight-
ened policy and practice. To serve this goal, the 
Center publishes the International Higher Educa-
tion quarterly newsletter, a book series, and other 
publications; sponsors conferences; and welcomes 
visiting scholars. We have a special concern for 
academic institutions in the Jesuit tradition world-
wide and, more broadly, with Catholic universities.

The Center promotes dialogue and cooperation 
among academic institutions throughout the 
world. We believe that the future depends on ef-
fective collaboration and the creation of an in-
ternational community focused on the improve-
ment of higher education in the public interest.

CIHE Web Site

The different sections of the Center Web site support 
the work of scholars and professionals in interna-
tional higher education, with links to key resources in 
the field. All issues of International Higher Education 
are available online, with a searchable archive. In ad-
dition, the International Higher Education Clearing-
house (IHEC) is a source of articles, reports, trends, 
databases, online newsletters, announcements of 

upcoming international conferences, links to profes-
sional associations, and resources on developments 
in the Bologna process and the GATS. The Higher 
Education Corruption Monitor provides information 
from sources around the world, including a selection 
of news articles, a bibliography, and links to other 
agencies. The International Network for Higher Edu-
cation in Africa (INHEA) is an information clearing-
house on research, development, and advocacy ac-
tivities related to postsecondary education in Africa.

The Program in Higher Education at the 
Lynch School of Education, Boston College

The Center is closely related to the graduate program 
in higher education at Boston College. The program 
offers master’s and doctoral degrees that feature a 
social science–based approach to the study of higher 
education. The Administrative Fellows initiative pro-
vides financial assistance as well as work experience 
in a variety of administrative settings. Specializa-
tions are offered in higher education administration, 
student affairs and development, and international 
education. For additional information, please con-
tact Dr. Karen Arnold (arnoldk@bc.edu) or visit 
our Web site: http://www.bc.edu/schools/lsoe/.
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