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International Issues

Facing the Challenges of the
"Twenty-First Century

Jamil Salmi

Jamil Salmi is education sector manager, Latin America and the Carib-
bean Region at the World Bank. Address: World Bank, 1818 H St.,
NW, Washington, DC 20433. USA.

It is not the strongest species that survive, nor the most intelligent,
but the ones most responsive to change.
—Charles Darwin

magine a university without classrooms or even a library.

Imagine a university 10,000 miles away from its stu-
dents. Imagine a university without required courses or
majors or grades. Imagine a degree only valid for five years.
Imagine ranking institutions by their degree of Internet
connectivity. Imagine a country whose main export earn-
ings came from the sale of higher education services. Imag-
ine a socialist country that charged full-cost tuition fees in
public higher education. Are these science fiction images
or real-life stories of a revolution in higher education?

In the past few years, many countries have witnessed
significant transformations in their higher education sys-
tems. But the tertiary education landscape is not changing
as fast everywhere. The oldest university on the American
continent, the Autonomous University of Santo Domingo
in the Dominican Republic, is about to collapse under the
pressure of its 80,000 students, who are crowded into fa-
cilities designed for 6,000 students. In this rapidly evolv-
ing world, what is likely to happen to higher education
institutions unable to change?

The Challenges to Higher Education

At the turn of the 21st century, three major challenges con-
front higher education: economic globalization, the grow-
ing importance of knowledge, and the information and
communication revolution. These trends herald radical
changes in a number of areas. First, a trend toward higher
skills has been observed in OECD (Organisation for Eco-
nomic Cooperation and Development) countries and in
the most-advanced developing countries. This is illustrated
by recent data from Argentina, Brazil, and Mexico show-
ing a rising rate of return for tertiary education—a rever-
sal of earlier trends in the 1980s.

Continuing education is growing in importance be-
cause of the necessity to update knowledge and skills regu-
larly. The traditional approach of getting a degree before
starting one’s professional life is being progressively re-
placed by lifelong education. The traditional structure of
the university as a pyramid with a majority of first-degree
students and a smaller group of graduate students will be
replaced by an inverted pyramid with a minority of first-
time students, a larger group of students pursuing a sec-

ond or third degree, and a majority of students enrolled in
short-term continuing education.

The acceleration of technical progress has reduced the
emphasis on the acquisition of factual knowledge per se
and, at the same time, the increased importance of meth-
odological knowledge and skills (i.e., the ability to learn in
an autonomous manner). In many disciplines, factual
knowledge taught in the first year may become obsolete
before graduation. In this new paradigm, learning to learn
is more important than memorizing specific information,
and primacy is given to analytical skills and the ability to
find information.

A related development is the increasing attractiveness
of university degrees with an international application. In
the United States, a rapidly growing number of on-line
universities are reaching out to students in foreign coun-
tries. Jones International University, which already serves
students in 38 countries, is the first on-line university in
the world to be formally accredited. The Technology In-
stitute of Monterey has established a virtual university with
branches throughout Mexico and Latin America. Asia and
Eastern Europe have seen a proliferation of “overseas vali-
dated courses” offered by franchise institutions represent-
ing British and Australian universities.

Continuing education is growing in im-
portance because of the necessity to
update knowledge and skills regularly.

The best universities of any country can reach out
across borders by means of the Internet or satellites, ef-
fectively competing with any national university on its own
territory. The California-based University of Phoenix, one
of the most dynamic new distance universities in the United
States, already boasts an enrollment of 68,000 students. In
the United States alone, there are already more than 3,000
institutions offering on-line training. Corporate universi-
ties, of which there are about 1,000 in operation, are an-
other form of competition.

The emergence of these new forms of competition is
likely to change the nature of quality assurance. At the
institutional level, it is doubtful that the principles and stan-
dards to evaluate campus-based programs can be used to
assess the quality of on-line courses without significant
adjustments. At the national level, countries need to de-
velop information systems and participate in international
networks to be able to evaluate the quality of the foreign
programs available to their students.

New training needs and competitive challenges will
require many universities to transform their governance,



structure, and mode of operation. A key aspect is the abil-
ity to reorganize traditional disciplines, taking into con-
sideration the emergence of new scientific and
technological fields, such as biotechnology and advanced
materials science, that require the creation of inter- and
multidisciplinary programs across traditional institutional
barriers. For example, the study of molecular devices and
sensors brings together specialists in electronics, materi-
als science, chemistry, and biology.

The challenges of globalization, knowl-
edge-based economic growth, and the
information and communications revo-
lution can be seen either as terrible
threats or as tremendous opportunities.

The use of modern technology has just begun to revo-
lutionize the way learning occurs. The use of multimedia
together with computers permits the development of in-
teractive pedagogical approaches. In Brazil, a few schools
of medicine and engineering have been experimenting with
the use of computer-based programs to teach mathemat-
ics, resulting in a decrease in dropout rates from 70 to 30
percent.

The information revolution will have far-reaching im-
plications for how universities are organized and ranked.
A May 1999 article (“America’s 100 Most Wired Colleges”)
in Yaboo! Internet Life reported the results of a recent sur-
vey thatassessed U.S. universities on the basis of their com-
puter and communication infrastructure and their level of
Internet use for pedagogical and administrative purposes.
But university leaders must keep in mind the high cost of

information technology, not only the initial capital invest-
ment but also the recurrent budget needed for maintain-
ing the infrastructure.

Increasingly, tertiary education institutions will need
the flexibility to react swiftly to establish new programs,
reconfigure existing ones, and eliminate outdated pro-
grams. Effective feedback mechanisms, such as tracer sur-
veys and regular consultation with employers and alumni,
are indispensable for this purpose. But in many countries,
universities follow very rigid procedures. In Uruguay, only
when confronted with competition from new private uni-
versities did the venerable University of the Republic con-
sider establishing graduate programs for the first time.

Conclusion

The challenges of globalization, knowledge-based eco-
nomic growth, and the information and communications
revolution can be seen either as terrible threats or as tre-
mendous opportunities. Countries and higher education
institutions willing to take advantage of these new oppor-
tunities must actively launch meaningful reforms and in-
novations. While there is no one blueprint for all, a
common prerequisite may be to formulate a clear vision
of how the higher education system can effectively con-
tribute to national development and how each institution
should evolve within that system.

A final word of caution is warranted to signal the dan-
ger of focusing exclusively on technical progress and glo-
balization. Adapting to the changing environment is not
only about reshaping tertiary institutions and applying new
technologies. It is equally vital to ensure that students are
equipped with the core values necessary to live in complex
democratic societies. [ |

Author’s Note: The findings, interpretations, and conclusions
expressed in this paper are entirely those of the author and should
not be attributed in any manner to the World Bank.

World Bank Report on “Higher Education in Developing Countries” Released

Higher Education in Developing Countries: Peril and
Promise has just been published by the Task Force on
Higher Eduation and Society, in cooperation with the
World Bank. The report, prepared by a blue ribbon
panel of experts, focuses on the challenges faced by
higher education in developing countries. The task force
members examine such central issues as higher educa-
tion and the public interest, the role of systems of higher
education, governance, science and technology, and
general education. Co-chairs Mamphela Ramphele of
South Africa and Henry Rosovsky of the United States
have stressed that they wanted to provide a fresh per-
spective in the report. In addition to the narrative, a
number of “best practice” examples are provided and

useful statistical appendices are included as well.

The Task Force and the World Bank are providing
copies of the report to many of the readers of Inrerna-
tional Higher Education. Copies will be sent to a selec-
tion of names on our mailing list. In addition, the report
is available from the World Bank’s Bookshop, 1818 H
St., NW, Washington, DC 29433, USA. It is also
avaialble in full-text on the Internet. The Web site is:
<http://www.tthe.net>.

The specific citation to the reportis: Task Force on
Higher Education and Society, Higher Education in De-
veloping Countries: Peril and Promise. Washington, D.C.:
The World Bank, 2000. 135 pp (paperback). ISBN 0-
8213-4630-X.
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Community and Autonomy: What We Must Protect in the Academy

Zelda F. Gamson

Zelda F. Gamson is senior associate, New England Resource Center for
Higher Education, University of Massachusetts-Boston. Tel/fax: (508)
645-3169. E-mail: <gamson@umbsky.cc.umb.edu>.

P l ot so very long ago, saying that colleges and univer-
sities need to change was a radical notion. But nowa-

days, everyone is for changing higher education. Look at
the healthcare industry, we have been told again and again
in the United States. Why can’t higher education restruc-
ture like healthcare? Thank heavens we resisted the urge,
since there is growing recognition that the changes in the
healthcare system have led to high levels of patient and
physician dissatisfaction, increasing bureaucratization and
the sway of insurance companies and private companies,
and at the same time decreasing quality of care. A profes-
sor is sometimes described as someone who talks in other
people’s sleep. Maybe my teacher, David Riesman, has been
talking in my sleep lately, telling me to remember his
countercyclical teaching—to be suspicious when a lot of
people are jumping on the bandwagon for virtue.

So I am suspicious of a lot of people who are talking
about changing higher education today. Why? Because I
think their kind of change will destroy the most important
aspects of higher education, while perhaps marginally im-
proving other things they, like advocates of change in the
healthcare system, have been pushing—like increasing ac-
countability and lowering costs. What are the most impor-
tant aspects of higher education that we should not change?
I can capture them in two words: community and autonomy:.
While community and autonomy are sometimes seen as op-
posites, I see both as necessary to maintaining the integrity
of the academy. I use the terms to describe collective aspects
of higher education rather than individual characteristics.

By community I mean relationships among and between
the students, faculty, staff, and administrators that support
them in their work and reinforce the fact that they are part
of a worthy common endeavor that goes beyond their in-

dividual needs and interests. These communities overlap
and intertwine—within institutions, disciplines, professions,
and student groups. Community can be sustained by face-
to-face interaction or through mediated interaction over
the Internet, telephone, in scholarly papers, and through
common projects. Academic communities can be enhanced
and augmented by the inclusion of nonacademic groups,
such as grassroots leaders, politicians, and artists. Note the
appropriateness of including nonacademics in academic
communities.

When I bring in the idea of autonomy as central to what
we should not change in higher education, I am not talking
about the ivory tower divorced from the larger society and
its problems. For me autonomy means the ability of insti-
tutions—and particularly of the faculty—to carry out the
primary mission of higher education in a democracy. That
mission is to educate (not just train, as politicians and oth-
ers urge) the general population for intelligent participa-
tion in the public realm and to contribute to the
understanding (not just of knowledge, as urged by those
who think of education as the marketing of ideas) of how
physical, aesthetic, political, and social worlds work. The
autonomy of higher education is worth defending because
the mission is worth protecting and fighting for.

If someone comes along proposing a change in an in-
stitution, public policy, or ways of doing business, I sug-
gest that we all ask whether it will preserve or enhance
community and the autonomy of the academy. If the an-
swer to the question is not yes, we should resist the change
and fight it tooth and nail. Community and autonomy in
higher education are worth defending. We in higher edu-
cation should hold our heads high and tell the healthcare
industry, politicians, bureaucrats, and the media that they
might try being more like us! [}

Note: This essay is based on the author’s acceptance speech for
the Leadership Award of the Association for the Study of Higher
Education, 1999.

On the Europeanization of Higher Education

Helmut de Rudder

Helmut de Rudder is on the faculty at the University of Lineburg,
Germany. Address: Universitdt Lineburg, Institut fir Schul- und
Hochschulforschung, 21332 Lineburg, Germany. E-mail
<derudder@uni-lueneburg.de>.

Following a long period of expansion and structural
reforms of national systems after World War II, higher
education in Europe has been undergoing considerable
changes in the 1980s and 1990s. Some countries are going

in similar directions, others are following quite different
national policies. Beginning in the 1950s up until the
European Union (EU), under the treaties of Maastricht
and Amsterdam, and including the euro as a common
currency of 11 countries and the reunification of Europe
after 1989, the development of European integration is
affecting and challenging higher education in Europe in
many ways. These developments raise the question
whether it is justified to speak of a Europeanization of



higher education. The easiest answer would be: yes and
no, which I suggest is a correct answer. There are
discernable but limited tendencies of Europeanization in
higher education, but at the same time quite different
national systems of higher education prevail.

"This phenomenon is not limited to higher education,
it is a general European condition. There are tremendous
national differences that have grown up over the centu-
ries, and at the same time there have always been emerg-
ing, changing and declining European commonalities-such
as Christianity, feudalism, capitalism, absolutism, the en-
lightenment, democracy, colonialism, industrialization, na-
tionalism itself, the welfare state, the rule of law, just to
name a few. Social stratification and social change in dif-
ferent industralized European societies have been remark-
ably similar. It can be said that despite deep national
differences and antagonisms, the European nations and
societies and their institutions are variations on some ba-
sic themes.

Only since the Maastricht Treaty (1992)
has general education, under which
higher education is subsumed, become
a responsibility of the EU.

That also goes for higher education. One of the en-
during European institutions is the university as it origi-
nated in the 13th century in Bologna, Paris, and Oxford.
The basic model still persists. Over the centuries, it has
been exported worldwide and integrated into and adapted
to different cultures. The medieval universities were truly
European, and they were a system: the disciplinary ma-
trix, curriculum, methods of instruction, degrees, certifi-
cation, governance and control, organizational structures,
and funding arrangements were basically the same. For
quite some time, the jus ubique docendi conferred on ev-
ery Master or Doctor of any university the right to teach
atany other university in Europe. And there was one com-
mon language: Latin.

In the light of the European university of the past,
present European higher education institutions are but a
European shadow. (Re-)Europeanization of higher edu-
cation means several different things at the same time.
Policymakers and planners-not just in higher education-
tend to think of reality as something they control and have
designed, planned, and institutionalized. But European-
ization of higher education is at least as much “what hap-
pens anyway” as it is the result of direct political action.

Though the political dimension of European integra-

tion has gained in importance especially in the last de-
cade, Europeanization is largely driven by the economy in
the context of globalization. That is why the changing Eu-
ropean labor market is a major driving force in the Euro-
peanization of higher education: it is increasingly a labor
market for higher education graduates in fields like infor-
mation technologies, business and financial management,
and, lately, environmental management (“sustainalibity”).

Higher education institutions respond to these chal-
lenges by institutionalizing cooperation across national
borders (study abroad and common degree programs), by
including the European and international dimension in
their courses, and by teaching courses in English (so far,
that has happened in only a very few cases). Competition
between institutions is on the increase, and by European-
izing and internationalizing programs, institutions become
more attractive.

The European Union has become a major player in
promoting the Europeanization of higher education-
through funding. Only since the Maastricht Treaty (1992)
has general education, under which higher education is
subsumed, become a responsibility of the EU. Mobility of
students and academic staff and bi- or trilateral common
studies programs (ERASMUS, SOCRATES) are a major
activity. In the present phase, the EU concludes contracts
directly with higher education institutions, without the
mediation of national governments. For this, institutions
are expected to develop a European policy. The EU aims
at a participation rate in European programs of 10 per-
cent of the student body of the member-states. Not more
than .5 percent of the EU budget goes into these programs
(versus about 50 percent for agriculture). EU higher edu-
cation policy is definitely not aiming at creating a Euro-
pean system of higher education but rather at strenthening
the European dimension of otherwise national systems and
institutions.

EU higher education policy is definitely
not aiming at creating a European sys-
tem of higher education but rather at
strenthening the European dimension of
otherwise national systems and insti-
tutions.

The other major activity of the EU in higher educa-
tion is contract funding of transnational research in a broad
spectrum of applied fields-from garbage disposal to space
technology, but hardly for European history or philoso-
phy. The funding is attractive and undoubtetdly sparks re-
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search because academics and research centers get paid
for conducting it. But the red tape is immense. National
governments (in Germany each of the 16 state govern-
ments) and regional networks of universities employ spe-
cialists and representatives (“funding brokers”) in Brussels
to penetrate the funding jungle, to get hold of EU research
grants, and to provide the know-how for successful appli-
cations. Research money from Brussels has become a ma-

jor funding source for academia in the member-states of
the EU.

Research money from Brussels has be-
come a major funding source for
academia in the member-states of the
EU.

Starting from the assumption that for higher educa-
tion European integration does not mean unifying national
systems, it follows that for exchange, mobility, and col-
laborative academic programs the different national sys-
tems have to be made more compatible-while preserving
their identity. For this, the magic formula is ECTS, the
“European Credit Transfer System,” a sophisticated net-
work of national governments, national rectors confer-
ences, and the European Rectors’ Conference (CRE). For
the mutual acceptance of degrees, exams, and course cred-
its, they must be comparable and it must be clear what
they mean, what they comprise, and what they are worth
in relation to each other. Finally, they must be harmonized.
This is the objective of ECTS, and considerable progress
has already been made. It is not just a matter of statistical
measurement, but also of vested interests and of passing
judgments. There is only a thin line between making
courses, programs, and degrees compatible and making
them more similar.

Besides Europeanization of higher education as a
policy, there is a great deal of “creeping Europeanization”:
common problems are increasingly leading to similar so-
lutions. The financial crisis of all highly industrialized Eu-
ropean welfare states and the expansion of higher education
(“massification”) have led to an underfunding of higher
education. Institutions are expected to do more with less,
become more efficient, do their own fund raising (that is
the new autonomy), be more accountable, and control and
improve the quality of what they are doing. In detail, na-
tional and institutional solutions differ widely, but the gen-
eral tendency is basically the same: what we see is a
Europeanization of problems and solutions in higher edu-
cation. National governments have not developed com-

mon policies, nor have national higher education systems
and institutions coordinated their responses. It is more like
people opening their umbrellas when it rains: similar ac-
tion without coordination.

But similar responses and solutions are greatly ad-
vanced by increasing communications within higher edu-
cation all over Europe. European nongovernmental
organizations and associations flourish in higher educa-
tion, networks grow, and electronic communication is
bringing academics and their institutions closer together
all the time. Slowly but steadily, something like a Euro-
pean consciousness, not really tangible, seems to be de-
veloping in higher education as elsewhere. It is not
replacing national identy, however, and the diversity in
European higher education is generally appreciated as an
asset, not a drawback.

The financial crisis of all highly indus-
trialized European welfare states and
the expansion of higher education
(“massification”) have led to an
underfunding of higher education.

"The limits of Europeanization in higher education are
obvious. Higher education systems continue to be a re-
sponsibility of national governments (or, like in Germany,
state governments), which also have to pay for them. EU-
funded programs are only a small proportion of institu-
tional budgets. After decades of expansion and
regionalization of higher education, most institutions are
provincial, training graduates from the region for a re-
gional labor market. The international business adminis-
tration program is just an added bonus. The large majority
of students do not study abroad and could not effectively
study in any other language but their own (with notable
exceptions in the Netherlands and the Nordic countries).
In actual fact, the European or even global labor market
for graduates is limited to relatively few professional fields.
But the Europeanization of Europe is on the move, the
tempo is increasing, and the normative power of the Eu-
ropean realities will undoubtedly make higher education
in this part of the world more European in this century
than it was in the last. [ |

Internet Resource

For more information on issues related to internatioral
and comparative higher education, visit the Centef’'s
website, located ahttp://www.bc.edu/cihe/




Asia’s Academic Aspirations:
Some Problems

Philip G. Altbach
Philip G. Altbach is J. Donald Monan, SJ Professor of Higher Education
at Boston College.

otlong ago, Singapore’s education minister, Teo Chee

Hean, articulated his government’s long-held desire
to build a “world-class” higher education establishment as
an underpinning for its “knowledge economy.” Minister
Teo makes the argument that “in a knowledge economy,
intellectual capital is a prized resource” and points out that
universities are the central institution in creating and main-
taining a highly educated population. He aspires to make
Singapore, the “Boston of the East,” pointing out that the
Boston area’s unparalleled network of academic, scientific,
and high-tech entrepreneurial resources have given it
worldwide leadership in higher education and in the in-
dustries, such as biotechnology and informatics, thatare so
dependent on knowledge.

Singapore is not alone in aspiring to use the knowl-
edge economy as a means of economic growth. For ex-
ample, South Korea’s recently announced “Brain Korea 21”
program has similar aims. Asian countries have invested
heavily in higher education and research, with mixed re-
sults. The links between universities and technology in-
dustries at Hsinchu in Taiwan, begun two decades ago,
proved to be quite successful. Japan’s Tsukuba University
has had more mixed results. Peking and Tsinghua univer-
sities in Beijing have also linked with high-tech industries,
and there is talk of merging the two institutions. While
these, and other, initiatives have yielded impressive results,
none has yet produced the “Boston of the East.” There are
some interesting reasons for this. One can build institu-
tions, but it is more difficult to instill an intellectual envi-
ronment of sustained creativity and academic innovation.

Boston’s Advantages

It is worth analyzing what has made the Boston area such a
hub of academic and scientific strength over time with a
view to suggesting how Boston’s example may be appli-
cable in Singapore, and elsewhere in Asia.

*  Scale. There are some 60 academic institutions
enrolling close to 400,000 students in the Boston area.
These rank from Harvard and MIT at the very top, but
also include other “top 50” American universities and
colleges such as Tufts, Boston College, Boston University,
Wellesley, and Brandeis. Specialized institutions such as
Babson College in management, the Massachusetts College
of Art, and the New England Conservatory add to the mix.
Scale creates synergy and possibilities for collaboration as

well as competition among both academics and institutions.
It contributes to an environment of ideas and intellectual
vitality.

*  Competition. The American academic system is highly
competitive—for students, research funds, and prestige.
The Boston area is an especially competitive environment.
Institutions, and individual academics, seek to maximize
their advantages. Institutions tend to be entrepreneurial in
that they carve out market niches and stress their specific
strengths. Bentley College, for example, has built up an
information technology—based management education pro-
gram. Schools that cannot survive in a competitive envi-
ronment die. Bradford College recently announced that it
is closing its doors because of inadequate enrollments and
financial problems.

o The private sector. The large majority of academic in-
stitutions in the Boston area are private. They are re-
sponsible for their own funding—and survival—and have
almost complete freedom to chart institutional goals and
manage their own resources. The more prominent schools
have large endowments that provide funds for special ini-
tiatives, scholarships for students, and the like. Harvard,
with its $14 billion endowment, is said to be the second-
richest private institution in the world after the Roman
Catholic Church. A half dozen other Boston area schools
have endowments approaching $1 billion each.

The environment of intellectual and aca-
demic freedom that pervades American
higher education generally and the top
sector of the system in particular is a
central factor in its success.

*  Academic freedom. The environment of intellectual and
academic freedom that pervades American higher educa-
tion generally and the top sector of the system in particular
is a central factor in its success. Research can be conducted
in any area without external constraint, and professors are
free to express their views, on matters academic or nonaca-
demic, unfettered.

o A vibrant metropolitan environment. Boston is itself an
attraction for both students and scholars. Despite high liv-
ing costs, the city’s cultural resources and its reputation as
a exciting place to live lure people to the area. The aca-
demic community is an important part of this environment,
but Boston is also home to the nation’s largest concentra-
tion of healthcare and medical research facilities, a major
biotech industry, information technology firms, and other
knowledge-based industries.
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Implications for Asia

How does all of this relate to Singapore and to Asia? It
takes more than central planning and government funding
to ensure a successful academic and high-tech future. Ku-
wait has for several decades invested heavily in higher edu-
cation, building an effective but hardly world-class or
research-based university. A tradition of academic excel-
lence is important, as is an environment of academic and
intellectual freedom. Scholars work best in an atmosphere
of freedom. Size is important, too. Small academic com-
munities can be quite good, even world-class, but can sel-
dom achieve the highest academic pinnacles. Take Sweden
or Denmark as examples.

It takes more than central planning and
government funding to ensure a suc-
cessful academic and high-tech future.

An environment that encourages but does not dictate
university development or academe’s relations with indus-
try and government has been key to Boston’s academic
strength. Diversification is important, too. Not all
postsecondary institutions can be Harvard or MIT. There
is room for different kinds of schools, with different aims,
patterns of funding, varying quality. A mix of public and
private initiative helps as well, providing more avenues for
funding and greater possibilities for diversity and the cre-

ation of niches. The possibility of failure provides an added
incentive.

Most Asian countries cannot aspire to excellence in all
fields of knowledge. Choices need to be made, and here a
combination of academic, public, and private decision mak-
ers may be the most effective way to determine higher edu-
cation policy. A fine balance of institutional autonomy and
a sense of the broader public interest is necessary for aca-
demic planning.

Singapore’s aspiration to become the “Boston of Asia”
will not be so easy. Boston, after all, started its academic
questin 1636. And the structural problems are formidable.
Some, such as commitments to academic freedom and di-
versification, are attainable. Others, such as size, are more
difficult, although regional consortia may be a partial an-
swer. Singapore’s substantial investments in higher educa-
tion, its stress on internationalization, its growing links to
some of the world’s most prestigious universities, and its
targeted research and training strategy all contribute to
building a world-class academic system.

As Singapore, and Asia, think through strategies for
participation in the knowledge economies of the 21 cen-
tury, realistic approaches to higher education development
are necessary. Universities are central contributors to a
knowledge economy, providing both the trained personnel
and the research that is necessary. Yet, universities cannot
be bought “off the shelf.” They require both freedom and
resources. They are at the same time national and interna-
tional institutions, linked to local realities as well as to the
wider world of research. They require freedom to flourish,
and yet must serve the public interest. |

Financing Higher Education in the United States: An Overview

Thomas R. Wolanin

Thomas R. Wolanin is research professor of education policy and of
political science, George Washington University, 2134 G St., NW,
Washington, DC 20052. E-mail: <wolanin@gwu.edu>.

7T “he most significant distinction in revenue sources for
A the 3,600 nonprofit institutions of higher education
in the United States is between public institutions governed
by one of the 50 states and private institutions governed by
private boards of trustees.

Sources of Revenue

Tuition payments account for only 19 percent of the rev-
enue for public institutions, but they make up 42 percent
of the revenue—the largest single source—for private in-
stitutions. Tuition is a smaller but still significant part of
the revenue for public institutions. In contrast to many
nations, all public and private institutions of higher educa-
tion in the United States charge tuition.

State government is the source of 36 percent of the rev-
enue for public institutions but only 2 percent of that for
private institutions. Revenue from state government is the
largest single source of revenue for public institutions,
which receive block grants for core functions such as their
instructional program. The small portion of their revenue
(2 percent) that private institutions receive from state gov-
ernment is usually in the form of grants or contracts
awarded competitively for a specific purpose, such as a spe-
cial research or training project. The states generally do
not supply any general operating funds for private institu-
tions.

Local government is a minor source of funding for both
public (4 percent) and private (1 percent) institutions. How-
ever, the revenue to public institutions from local govern-
ments usually consists of operating funds for local public
institutions, typically two-year community colleges. The
revenue to private institutions from local governments is



again in the form of competitive grants or contracts for
specific purposes.

The federal government provides a significant share of
the revenue for both public (11 percent) and private (14
percent) institutions. For both types of institution, these
federal revenues come in the form of competitive grants or
contracts.

Among the OECD countries, the United
States relies much more heavily on pay-
ments from households and other pri-
vate contributors and less on public
support.

Private sources provide 4 percent of the revenue for
public institutions but more than twice as much (10 per-
cent) for private institutions. The major private sources are
individuals (frequently the alumni of an institution), busi-
ness, and philanthropic foundations.

Endowment income is the source of 5 percent of the rev-
enue for private institutions but just 1 percent of the rev-
enue for public institutions. Typically, donations from
private sources (individuals, business, and foundations) to
the endowment trust are invested, and the annual income
is used by the institution for operating expenses or other
purposes. In effect, endowment income is another form of
revenue from private sources. Combining the revenue from
private sources with that from endowment income, private
institutions receive a significant 15 percent of their rev-
enue from these sources. Even public institutions get 5
percent of their revenue from such sources.

Sales and services provide an identical 22 percent share
of the revenue for both public and private institutions. The
main portion of revenue in this category comes from stu-
dents who pay rent for dormitory rooms or eat in the
institution’s dining halls or cafeterias.

Finally, to complete this sketch of the sources of rev-
enue of institutions of higher education, we must consider
the financial aid provided to students through federal gov-
ernment programs, which totaled $46 billion in the 1998-
1999 school year. Students spent much of this $46 billion
on tuition, dormitory, and dining hall charges at institu-
tions of higher education. In other words, some of the rev-
enues in the categories “tuition” and “sales and services” in
fact belongs in the category “federal government.” Since
federal student aid funds are frequently mingled with other
student funds, it is not possible to measure exactly how
much of federal financial aid becomes revenue at institu-
tions of higher education. In the final analysis, the “federal

government” share of the revenues for both public and pri-
vate institutions would be on the order of 20 to 25 percent.

Clearly, all institutions, both public and private are
heavily dependent on their ability to obtain funds from a
variety of sources. Institutions must work to attract tuition-
paying and financial-aid-receiving students. Their
dormitories and dining halls must compete with the private
sector for student-consumer spending. They must vie with
other institutions as well as private-sector vendors for grants
and contracts from the federal, state, and local governments.
They must outdo other worthy causes for the favor of
individual, business and foundation donors. Even the state
and local support public institutions receive for general
operating expenses is subject to competition. The allocation
of these funds is usually driven by institutional enrollments.
Public institutions must always struggle for more favorable
state revenue allocations. The most successful institutions
in this effort are the more flexible, dynamic and high-quality
ones.

Who Pays?

"Two groups pay for higher education: first, society as a
whole (i.e., all taxpayers), which provides support for higher
education institutions through public or government
programs, and second, the private or nongovernmental
sector. Private contributions to higher education can be
further divided between those that come from households
(i.e., students and their families) and those that come from
other private sources such as individual donors, business,
and foundations.

Because the benefits of higher educa-
tion are both public and private, contri-
butions from the two sectors are called
on to pay for higher education in the
United States and other nations.

Because the benefits of higher education are both public
and private, contributions from the two sectors are called
on to pay for higher education in the United States and
other nations. There is a very large range in the shares that
different countries assign to the public and private sectors.
For example, in Korea 84 percent of the total expenditures
for higher education come from private payments and only
6 percent from the public sector. In contrast, in Denmark
.5 percent of the total expenditures for higher education
come from the private sector and 99.5 percent from the
public sector. In the United States, 52 percent of the total
expenditures for higher education come from private
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payments, which includes 38 percent from households and
14 percent from other private contributors. This level of
private payments and household payments is exceeded only
by Korea and Japan among OECD (Organisation for
Economic Cooperation and Development) industrial or
developed countries. The average among OECD countries
is 20 percent of total expenditures for higher education from
private payments, of which 16 percent is from households.
Conversely, among OECD countries the average share of
higher education expenditures from public support is 80
percent.

Among the OECD countries, the United States relies
much more heavily on payments from households and other
private contributors and less on public support. It is also
noteworthy, however, that the total expenditures for higher

education in the United States as a percentage of gross
domestic product is twice the OECD average—2.4 percent
in the United States versus an average of 1.2 percent for
the OECD countries.

There may be a lesson here. Perhaps a system that
balances support for higher education more evenly among
the public, households, and other sources in the private
sector results in a much higher absolute level of support
for higher education. Such an arrangement enables the
United States to maintain a more “democratic” higher
education sector than other countries, one that encompasses
a larger share of the population. For example, 67 percent
of those who complete secondary school enroll in higher
education in the United States, a rate much higher than in
most other nations. ]

Changes in the Academic
Workplace in the United States

Kerry Ann O’Meara
Kerry Ann O’Meara is coordinator of the Project on Faculty Appointments,
Graduate School of Education, Harvard University, 14 Story St.,
Cambridge, MA 02138, USA.

f tenure is to survive as the standard practice in the

United States, traditional policy, as codified by the
American Association of University Professors and out-
lined in the 1990 AAUP Policy Documents and Reports, may
have to adapt to changing circumstances in the academic
world. In his 1998 American Association for Higher Edu-
cation (AAHE) New Pathways Series working paper, Ideas
in Incubation: Three Possible Modifications to Traditional Ten-
ure Policies, Richard Chait considers three possible modi-
fications to traditional tenure practices: tenure by objectives
(a reconfiguration of the probationary period), posttenure
reviews that focus more on departments than on individual
performance, and guarantees of academic freedom with-
out tenure. These considerations are in keeping with the
prevailing public disposition to “mend, not end” tenure.

Tenure by objectives (TBO) seeks to reduce the stress
and anxiety of tenure-track faculty experience stemming
from ambiguous standards; vague measures of success; and
uncertainty about the appropriate mix of teaching, re-
search, and service. The alternative is to base tenure deci-
sions on explicit criteria, performance-based agreements,
and demonstrated competence.

How does it work? At the start of a faculty member’s
first year, the candidate, department chair, and a mentor
committee establish a written workplan that describes per-
formance-related goals to be achieved over the course of a
probationary period. The plan outlines an appropriate
weighting for teaching, research, and service—reflecting

the tenure candidate’s interests and the department’s needs
and priorities. The plan also specifies what constitutes ap-
propriate and ample evidence of proficiency in each area
of faculty work. Candidates submit a portfolio of work
samples to substantiate competency and goal achievement
in specific areas of their workplan as part of each annual
review. If the department chair and mentor committee or
a panel of internal experts are satisfied that competency
has been demonstrated in a particular area, the faculty
member becomes “certified” in that area and itis no longer
at issue for tenure.

TBO might be particularly helpful in the areas of
teaching and service, where questions such as “what con-
stitutes good teaching?” and “whatkinds of service are most
important?” keep candidates guessing in traditional ten-
ure systems. It could also resolve confusion in the research
area about the relative importance of quality and quantity,
or refereed versus nonrefereed publications, and journal
articles versus books or book chapters because the
committee’s preferences would be carefully laid out in the
workplan. Under TBO, candidates would continue in their
positions as long as the department observed satisfactory
progress toward their objectives. Instances of substantial
evidence of inadequate progress would lead to
nonreappointment with due notice. An upper limit of 10
years might be advisable, but the process would be driven
by results rather than deadlines. Not all members of a co-
hort would reach the point of tenure at the same time.
"This option is not unlike doctoral degree programs, which
delineate at the outset the requirements for the degree—
including the specific mix of courses, comprehensive ex-
ams, dissertation proposal, and defensible thesis. Students
finish when the requirements have been met.

Different components of the TBO system have been
piloted in the United States. The Department of Small
Animal Medicine and Surgery in the College of Veteri-
nary Medicine at Texas A&M University assigns a mentor



committee to each tenure-track faculty member. A recent
study by the Carnegie Foundation for the Advancement
of Teaching found that 26 percent of the institutions sur-
veyed had already installed a policy allowing individual
faculty to negotiate the length of the probationary period.
The study is the subject of the 1997 book, Scholarship As-
sessed: Evaluation of the Professoriate, by Charles Glassick,
Mary Huber, and Gene Maeroff. While this option has
flaws, TBO may create a more transparent process and
better guidance for junior faculty than traditional tenure
systems.

Posttenure review of faculty is the most popular of
the proposed modifications to conventional tenure policy.
In their 1997 AAHE New Pathways Series working paper,
Post-Tenure Review: Policies, Practices, Precautions, Christine
Licata and Joseph Morreale conclude that well-conceived
posttenure reviews enhance faculty development; allow fac-
ulty to emphasize teaching, research, or service in their
careers; match faculty career goals with institutional pri-
orities; and clarify performance expectations. Yet, indi-
vidual posttenure reviews are likely to involve extensive
time and effort. They rarely resultin an increase in fund-
ing for professional development that faculty desire or
an ousting of nonperformers as some policymakers in-
tend.

Posttenure review of faculty is the most
popular of the proposed modifications
to conventional tenure policy.

Chait argues that a more effective alternative might
be posttenure reviews of departments, embedded in the
larger context of comprehensive departmental assessment
performed every five to seven years by both internal and
external peer experts. The program review would include
evaluation of a department’s standards, criteria, and pro-
cedures used for routine or annual faculty evaluations;
documentation of faculty development activities; the de-
gree to which the department awards excellence; and the
process invoked to reinvigorate or prune subpar perform-
ers. If on the basis of substantial evidence, an intensive
internal and external program evaluation concludes that
the department performs satisfactorily or higher, no evalu-
ation of its tenured faculty members would be necessary.
However, if the review uncovers significant problems or
concerns, then the dean or provost and program review
committee would institute a performance review of all ten-
ured faculty in the department. Individual posttenure re-
views could be activated under this system by a peer

determination thata particular colleague’ performance was
unsatisfactory. The program review option would likely
be more time- and cost-effective than individual posttenure
reviews because a university could review 50 departments
over seven years, as opposed to review 500 faculty in that
same time. Northwestern University has a nationally rec-
ognized model of program reviews, though it is not tied to
posttenure review.

Ensuring academic freedom is often
held up as one of the primary ration-
ales for tenure.

Ensuring academic freedom is often held up as one of
the primary rationales for tenure. While most colleges and
universities would like to describe themselves as guaran-
teeing academic freedom to their faculty, in 1995 half of
all full-time U.S. faculty were hired on non-tenure-track
lines, and almost two-thirds of faculty at two-year institu-
tions and one-third at four year institutions were in part-
time positions. If academic freedom is primarily linked to
tenure, then one-half the faculty workforce is operating
without the guarantee of academic freedom. In the 1997
AAHE New Pathways Series working paper, Acadenzic Free-
dom without Tenure, J. Peter Byrne outlines key elements
of a procedure that would conceivably provide all faculty
with academic freedom. The general principles articulated
by Bryne have been codified by Martin Michaelson in “Aca-
demic Freedom Policy and Procedures,” which appears in
Richard Chait’s Ideas in Incubation—cited at the beginning
of this article.

Whether in a small liberal arts college in Ohio, at the
University of Amsterdam, or at McGill University, it is
challenging to find faculty evaluation systems that respond
to economic realities and public demands for accountabil-
ity while at the same time meeting local needs to preserve
traditions of academic culture. The overall interests of the
academy are best served by new ideas and robust and civil
debate about the purposes of faculty evaluation and best
practice. The three modifications to traditional tenure de-
scribed in this article are offered in that spirit. ]

Author’s Note: This article summarizes the essay by Richard
Chait, Ideas in Incubation: Three Possible Modifications to Tradi-
tional Tenure Policies, New Pathways Series, Working Paper no.
9 (Washington, D.C.: American Association for Higher Educa-
tion, 1998). The publication can be ordered from the American
Association for Higher Education, One Dupont Circle, Suite
360. Washington, DC 20036-1110. Tel: (202) 293-6440, Ext.
11, fax (202) 293-0073, e-mail: <pubs@aahe.org>.
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Special Focus: The Southern Cone in Latin America

Argentina: Between "Tradition
and Modernization?

Monica Marquina and Leandro Haberfeld
Monica Marquina is a specialist in politics and education in the
Department of Education at the University of Buenos Aires. She is currently
a Fulbright scholar studying in the Higher Education Administration
Program at Boston College. E-mail: <marquinm@bc.edu>. leandro
Haberfeld is an economist in the Center of Studies for Development
Planning at the University of Buenos Aires. He is currently studying in
the Higher Education Administration Program at Boston College. E-mail:
<haberfel@bc.edu>.

Argentina’s peculiar public university model may evoke
as much horror as admiration, but no one can deny
that it is almost unique: great academic and institutional
autonomy; a democratic tripartite university governance
structure, composed of professors, alumni, and students;
periodic competitions to select professors; a free tuition
policy; and a budget decided and allocated each year by the
parliament. These were the main elements of the university
of the golden years—a model that is today in crisis.

The last decade has been a real challenge for the uni-
versities. In a context of scarce resources and high demands
for access, universities have had to contend with maintain-
ing their traditional character or following international
trends. Today, Argentina’s public universities are confronted
by serious problems, and the institutions seem to be un-
able to solve them without external aid. The main chal-
lenge for the new government is to decide what role to
play in this situation.

A Decade of Modernization?
Between 1989 and 1999 Argentine university policies were
marked by the concentration of resources at the federal
level in order to foster major reforms. Throughout this
period of financial constraints, the government applied
policies associated with international trends in higher edu-
cation, supported to a significant degree by international
agencies. For instance, the government attempted to de-
sign a performance-indicator-based budget allocation sys-
tem—with no success. It also encouraged, with good results,
extensive diversification of the graduate tier, which im-
proved the financial position of institutions in many cases.
The government also created a voluntary national system
of incentives to professor and researchers. Many full-time
faculty members received a significant increase in their mea-
ger salaries after fulfilling specific criteria for academic pro-
ductivity. Another significant change was the creation of a
national agency for evaluation and accreditation of the uni-
versities.

"The public universities were organized as a system, with
a powerful center supplying resources and in charge of
implementing the new policies. It can be said that the re-

forms were focused more on the goals of the whole system
than on those of each institution. Statistical data on the
university system were compiled and published; and there
were attempts at institutional coordination through the
creation of intermediate bodies. However, these changes
were made without the genuine support of the universi-
ties, which found themselves negotiating from a position
of financial weakness. In addition, the changes were not
accompanied with an adequate increase in the budget. Any
increase in resources for the sector in those 10 years was
absorbed by the growth in enrollments and the creation of
new institutions—which produced the rise in the fixed costs
of the system.

The university sector as a whole took a defensive atti-
tude in response to the attacks on its autonomy. In a con-
text of financial crisis, the institutions neglected their
internal academic and administrative operations, as well as
the task of institutional development.

Current Government Policy

The administration that assumed power in 1999 recently
announced its goals in higher education. In contrast to its
predecessors, the current government has the potential to
create a consensus with the university sector and enjoys
the political support of the students and many university
presidents. Moreover, the government has decided to use
the parliament to enact its policies.

Many full-time faculty members re-
ceived a significant increase in their
meager salaries after fulfilling specific
criteria for academic productivity.

Contrary to what one might expect, Argentine higher
education policy for the coming period will follow the in-
ternational trends of quality improvement, efficiency, and
equity. As a central goal, the government will create a
mechanism of resource allocation among the universities
based on equity criteria and incentives for the institutions
that show productivity improvements. It has also announced
accountability mechanisms for university planning as a
counterpart to autonomy and academic freedom. The gov-
ernment also plans to evaluate graduates and to continue
with the centralized program of incentives for professor-
researchers. Another goal is to look for alternative sources
of funding, while retaining free tuition. Government will
create mechanisms whereby students and graduates pay
society back for the services they receive. Students will have
to join a social service program, and graduates will be re-



quired to fulfill the terms of the “intergenerational solidar-
ity act,” which involves financing scholarships for work-
ing-class students.

The relationship between the university
system and its parts—the institutions—
also needs to be reexamined.

Future Challenges

Without a doubt, a higher education policy defined at cen-
tral levels of government will be required to rescue
Argentina’s universities from the current situation. The
government will have to face structural problems affecting
teaching—such as inadequate academic salaries, which rep-

resent between 85 and 90 percent of each university’s bud-
get. Another issue to be revisited is the contest system of
faculty recruitment, a tremendous tool that today requires
greater transparency and efficacy. The relationship between
the university system and its parts—the institutions—also
needs to be reexamined. A concern pointed out by several
international specialists is that pressures toward greater
institutional uniformity through rigid criteria or formulas
may limit innovation by reducing the wealth of institutional
diversity.

At present, the public autonomous universities are fac-
ing difficult circumstances. It is possible that the govern-
ment will move to limit autonomy in an effort to ensure
accountability and a manageable academic structure. We
believe that the Argentine public university is a central part
of the academic system and that it plays a central role in
research as well as in economic development. Weakening
the public university would be a mistake. ]

Impediments to Private Higher
Education in Uruguay

Warren Roane
Warren Roane is director of the Center for University Studies,
Montevideo, Uruguay.

he Republic of Uruguay is the administrative center

of MERCOSUR, the South American economic con-
sortium consisting of Argentina, Brazil, Uruguay, and Para-
guay. This small country of three million people needs to
prepare itself for this task, at a time when its only public
university has been paralyzed by debate over the purpose
of the university. Although Uruguay only began to experi-
ment with the privatization of higher education in 1985,
the Ministry of Education is contemplating the recogni-
tion of more than 30 private universities. These institu-
tions are quite diverse in origins and offerings and already
account for more than 10 percent of postsecondary degrees
awarded annually.

The first private institution to be recognized, Catho-
lic University, grew out of Jesuit outreach. Some institu-
tions, like ORT, developed by building on its longtime
programs in technology. Still others were formed as alter-
natives to the public university by disgruntled faculty at
the national university—albeit while keeping their tenured
positions at that university. However, most of the new in-
stitutions focus on a particular field—computer science or
the MBA—and seek recognition only as a way to enhance
the job prospects of graduates. Such programs are also of-
fered by universities in Spain, Chile, and Argentina.

Uruguay is one of the last countries in the Western

Hemisphere to offer private higher education despite its
historic reputation of being a modern (and model) state.
Three key factors have impeded the growth of private uni-
versities: the low impact of the Catholic Church on soci-
ety, a history of educational excellence, and state-imposed
restrictions.

The Catholic Church

The Catholic Church has had less of an impact on Uru-
guay than on other Latin American countries. Absolute
separation of church and state is a long-revered tradition
in Uruguay. Only in modern times has the Catholic Church
paid attention to this small nation; previously, it was con-
sidered an annex of the Argentine church. For example,
the first archbishop was not named until as late as 1853.
"The first (and only) Catholic university was opened in 1985,
whereas many Latin American countries had Catholic “uni-
versities” soon after the time of the conquistadors. Some
see the opening of Catholic University, at the time of the
dictatorship (1973-1985), as a response to the pressure of
special interest groups as well as the revenge of the mili-
tary on the “liberal” public university. Though it sees itself
as the “mother” of the national university, only recently
has the church reclaimed tertiary education.

Educational Quality

A second impediment to privatization is that there simply
has been no need for other universities in the past, due to
the small population size and the general satisfaction with
the national university. However, public opinion on the
quality of the public school system and the national uni-
versity has changed dramatically. Now, despite the historic
monopoly of the public university, a growing number of
students and parents are “voting with their feet” and pur-
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suing options other than the national university. The fact
that there are more private than public secondary schools
in Montevideo signals a change in postsecondary educa-
tion as well since students historically have chosen to at-
tend public rather than private secondary schools to
facilitate their entry into the national university. Corre-
spondingly, the number of students in private higher edu-
cation is growing. The number of students graduating from
just two private universities (ORT and Catholic Univer-
sity) in 1996 was 216, while 2,724 graduated from the pub-
lic university.

The Catholic Church has had less of an
impact on Uruguay than on other Latin
American countries.

Government Regulation
A third factor limiting privatization is the barriers created
by government. The national university has jealously
guarded its position within higher education—even in re-
lation to other state-run educational institutions. For ex-
ample, the national normal school, which is responsible for
primary and secondary school teacher preparation, is nota
part of the university system and has long been viewed as
the competition by the university’s College of Education.
Not surprisingly, the national university has also opposed
the recognition of private universities and believes that if
they must exist, they should be regulated by an autono-
mous body—namely, by the national university itself.

At the present time, the government regulates private
tertiary education by means of a special eight-person com-

mittee. However, the national university still exerts an in-
ordinate degree of control: only two seats go to private
universities, whereas three go to the national university
outright and another three to government administrators
who are alumni and former employees of the state univer-
sity. The national university openly admits that it promoted
the law regulating privates and that its ongoing involve-
mentin the process is “without bias.” The Ministry of Edu-
cation, which is usually headed by a former rector of the
national university, has put several conditions on the rec-
ognition of private universities that discourage the pres-
ence of foreign faculty and the existence of specialized
institutions. In 1995, on the 10th anniversary of the found-
ing of Catholic University, an additional 20 institutions had
already been approved by the Ministry of Education, while
up to 15 more were secking approval. Nevertheless, in the
latest (1997) Ministry of Education report only two pri-
vate institutions are listed under postsecondary education.

Conclusion

Of the three factors shaping private higher education in
Uruguay, only the third, government barriers, has remained
unchanged. The Catholic Church has reasserted its tradi-
tional influence in education. Private higher education en-
rollments continue to increase as dissatisfaction with public
schooling grows. The Uruguayan education system has
changed, and it is time for the government to reflect this
new reality. The government must take steps to depoliticize
the recognition process, reducing the role of the national
university. As former President Lacalle noted, the govern-
ment must get out of the business of private tertiary educa-
tion; the tutelage of the state should end. Private institutions
must have sufficient autonomy from external controls to
respond to local needs. They must not be burdened by the
bureaucracy that has handicapped the public university. B

Challenges for Public Higher
Education in Uruguay

Rodrigo Arocena and Judith Sutz
Rodrigo Arocena and Judith Sutz are on the staff of the Universidad

de la Repiblica, Montevideo, Uruguay. E-mail: <roar@fcien.edu.uy>.

Uruguay is a small South American country with a
population of 3.2 million. From the end of the 19th
century it was transformed by a process of massive immi-
gration, mainly from Europe. Since the early 20th cen-
tury, education has been a tool for social progress, as
reflected in the early extension of free public basic educa-
tion. While much has changed, some things survive—the
welfare state, for instance, which the people have not al-

lowed to disappear completely. Uruguay is now the least
unequal country in Latin America in terms of income dis-
tribution. Education continues to be a high priority for
the Uruguayan people, and the country is second only to
Argentina, in Latin America, in terms of the proportion
of the age group entering university.

Until 1985, Uruguay had only one university—a pub-
lic one: the Universidad de la Republica (UR). Nowadays
there are a number of private universities, but the bulk of
Uruguayan higher education continues to be represented
by the UR. It is a big university in Latin American terms,
with 60,000 students. The vast majority of them study in
the capital, Montevideo, which has a high concentration
of higher education institutions.

The distinctive characteristics of the UR are thatitis
totally free of charge and students may choose what to
study, since there are no limitations on admissions or en-



trance examinations to any part of the university—includ-
ing the medical school. UR is also the only institution of
higher education that offers teaching in all the main pro-
fessional fields, along with undergraduate courses in the
arts, humanities, and basic sciences. The UR budget comes
entirely from the state. Only recently have research and
consulting contracts begun to have some significance in
budgetary terms.

The UR belongs to the important historical tradition
of the Latin American university reform movement. Thus
the UR has full autonomy for choosing its senior adminis-
trators, and the governance of the university lies with its
“citizenry”—the teachers, graduates, and students. The
university’s three missions are teaching, research, and “ex-
tension” (i.e., cultural diffusion and technical assistance to
support the most deprived sectors of the population). The
social engagement of the public university was greatly fos-
tered by the student movement. Since 1950, this has led
to close relationships with trade unions and other social
movements and strong enmities with right-wing govern-
ments.

In the early 1970s, as part of a wave that affected not
only Uruguay, democratic rule was overturned by a mili-
tary dictatorship that lasted until 1985. This had major
consequences for public higher education, for the military
government expelled the senior administration of the UR,
dismissed hundreds of teachers, banned open discussion
and free association, and caused the massive migration of
scientists and researchers. Many programs fell into aca-
demic decline, research activities ceased in several areas,
and for over 10 years the research infrastructure was not
updated. On the other hand, the people’s fight for democ-
racy found strong support among UR students and many
of its faculty, which reinforced the view that the public
university is the “university of the country.”

The situation for the UR has greatly improved, but
major difficulties, both old and new, affect its performance.
The old problems are diverse. The bulk of the student
population continues to come from the middle or upper
classes, in spite of efforts to facilitate the entrance of work-
ing-class young people. The “massiveness” of the UR’s
structure complicates and slows down the process of
change; this is particularly the case with the professional
schools, whose organization hampers interdisciplinary
work. The budgetary constraints are severe. Public spend-
ing on higher education is only .59 percent of GDP. Sal-
ary levels are extremely low, and competition from the
private sector and from abroad transform into a Sisyphean
labor the effort to build up teaching and research infra-
structures and staff.

The new difficulties relate mainly to the government’s
claim that the UR must continue selling “knowledge ser-
vices” to obtain revenues. This is easier said than done:
the country spends only .25 percent of its GDP on re-

search and development, and neither the state nor private
enterprises have generated a strong demand for domesti-
cally created or applied knowledge. The UR is the only
Uruguayan research university—in the Humboldtian
sense—and produces 70 percent of all research done in
Uruguay. The research function is especially important in
a country like Uruguay, as it contributes to understanding
the history and traditions of the nation, and of interpret-
ing science and scholarship. The UR is basically the only
research institution in the country and, as such, is of spe-
cial importance.

A small nation like Uruguay cannot work its way out
of underdevelopment without adding knowledge value to
its production. That is why an “economicist” and short-
term view of public higher education that strangles its re-
search function is a real danger for the country’s future.
Thus, a key political issue is to preserve and increase that
function, as well as to encourage the whole society to be-
come an active partner in the harnessing of knowledge to
human development goals. ]
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log on to our website <http://www.bc.edu/cihe> and
follow the instructions in the middle of the page. Once
signed on, you will receive the table of contents of each
new IHE publication, with links to the full text of ev-
ery article. This new service will put in you touch with
our articles immediately on publication, will permit
you to send our articles to colleagues, and allow you to
communicate with us through the Internet.

You may not be aware that our on-line site also
provides a comprehensive index of articles published
in International Higher Education, to include links to
the full text of each article. In this way, you can easily
find past information concerning the countries, top-
ics, and authors that have been previously published
in IHE—a unique service valuable in research and
policy analysis. In addition to the index, our website
offers links to other higher education sites, to publica-
tions related to the Center for International Higher
Education, and to additional information concerning
higher education.

These initiatives are just a part of our effort to
provide our readers with efficient electronic access to
the latest information and analysis concerning higher
educaton worldwide. The programs of the Center are
supported by the Ford Foundation and by Boston Col-
lege as a service to the university community.
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Willing Hands and Hearts:
The Rebuilding of the Royal
University of Cambodia

Pit Chamnan
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he Royal University of Phnom Penh, formerly Khmer
Royal University, was founded in January 1960, with
a Faculty of Letters and Humanities and a Faculty of Sci-
ence and Technology. The language of instruction was
French. The university closed in 1975; between 1975 and
1979, under a regime that targeted the educated, most of
its faculty were killed. Of those who survived, few remained
once the borders opened. Deserted for almost five years,
the campus became another victim of the grim civil war.
In 1981, the university reopened as a teacher training
college and a foreign language institute (FLI). The pur-
pose of both was to provide surviving graduates of primary
school (grades 1 to 5) or above with crash training as teach-
ers. In 1988, the college and the FLI merged to create
Phnom Penh University, later the Royal University of
Phnom Penbh. In the past decade the university has grown
and now includes the faculties of social science and hu-
manities (history, sociology, philosophy, geography, psy-
chology and Khmer literature); science (mathematics,
chemistry, biology, physics, and computer science); and
foreign languages (English and French).

Between 1975 and 1979, under a re-
gime that targeted the educated, most
of [the university’s] faculty were killed.

In the undergraduate program the primary language
of instruction is Khmer, although some courses are taught
in French and all students are required to take three years
of English or French. The university has a new library,
donated by Prime Minister Hun Sen. Although only four
years old, the library is already too small. Over 600 stu-
dents a day use the one-floor building. The library has over
26,000 books in Khmer, French, and English, donated by
embassies and foundations. The process of translating ba-
sic science texts into Khmer has been slow, in part because
faculty lack adequate background in the subject matter.

The laboratory facilities in physics, biology, chemis-
try, and environmental studies have been reestablished more

slowly. While faculty training is an issue, poor facilities and
equipment play a role. Last summer with the help of Irish
volunteers a successful program was offered in lab man-
agement and experiments for high school science teachers.
The university also has a computer center to serve univer-
sity and departmental needs. Faculty and students also have
access to the Internet through the library and the career/
academic counseling office.

The University of Technology Sydney, in Australia,
assisted the Royal University of Phnom Penh by providing
hardware initially and helping the registrar’s office to de-
sign a software program for student records and transcripts.
A locally based nongovernmental organization provided
additional equipment and ongoing support.

Many of the students who come to the
university have a clear need of
remediation.

The teaching staff is made up of 200 persons, 12 with
Ph.Ds, 20 with master’s degrees, and the remainder with
undergraduate teaching degrees from Phnom Penh Uni-
versity. In addition, various international and nongovern-
ment institutions as well as some private groups provide
adjunct faculty, who not only teach but often serve as peer
mentors. The need for faculty upgrading is both obvious
and urgent. The faculty development plan stresses gradu-
ate degrees and general improvement of content and teach-
ing methodology. Unfortunately, since government and
donor support has not been available for faculty develop-
ment progress is slow and erratic.

Although the teaching staff seems large relative to the
enrollment, with 1 faculty member for every 4.5 students,
most staff are not full-time. The average civil service sal-
ary, including that of primary teachers and university fac-
ulty, is U.S.$20 per month. This is only about 25 percent
of the World Bank estimate of the salary for a family of five
living below the poverty line. In real terms, this means that
even faculty who do get extra teaching hours must scramble
to support their families. There are also about 176 admin-
istrative and support staff spread across three campuses.
These staff must contend with the same training needs and
salary issues as the teaching faculty.

Students are admitted to the university through a se-
ries of national entrance examinations held annually by the
Ministry of Education, Youth, and Sport. Enrollments for
the 1998-1999 academic year totaled 4,577, of which only
23 percent were women, reflecting the fact that through-
out the primary and secondary subsystems the enrollment
and retention of girls remain a serious problem. Many of



the students who come to the university have a clear need
of remediation. Outside of Phnom Penh and other major
urban areas few schools have libraries, much less laborato-
ries. In addition, most students from the countryside have
had little exposure to foreign languages. Thus, as the uni-
versity moves toward a credit unit system, it is likely that
somewhere near 155 credit units will be required for gradu-
ation rather than on average 120 units required in the
United States.

Within the context of sharply constrained national re-
sources and the lack of large donors, the resource issues
have been persistent. To help solve them, government has
recently granted the university permission to charge tu-
ition. It is hoped these funds will be used to enhance aca-
demic quality through the rationalization and upgrading

of staff and further program development.

In a country where up to 90 percent of the educated
population were killed, we have a long way to go to pro-
duce graduates with the dedication and skills needed to
guide Cambodia into a secure future. But we have also come
along way. The university has been reestablished. Improve-
ments, even if small incrementally, have a large cumulative
effect. Growth has been constant: enrollments and pro-
gram offerings have increased, library and laboratories re-
opened, faculty and staff given short-term training, and a
few sent for higher academic degrees. This progress is in
large measure owing to the efforts of the university’s Cam-
bodian staff, who despite difficult conditions and low pay
have given willing hands and hearts to the work of build-
ing the future. u

"Two Years after the “Thaitanic”

Edward Vargo
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fter Thailand floated the baht on July 2, 1997, the ba-

sically bankrupt country had to request a $16.7 billion
loan from the International Monetary Fund. With nega-
tive growth of -9.4 percent in 1998, the economy is now
expected to grow 3 to 4 percent in 1999. This past Sep-
tember, the government did not have to take the final in-
stallment of its IMF loan. Policy makers express guarded
optimism that the economy is on the way to recovery,
spurred on by a stable macroeconomic environment, im-
proved investor sentiment, and successful implementation
of key legal reforms. Even so, the recovery is slower than
many had hoped. Huge non-performing loans currently
stand at 45 percent of total lending for the entire financial
system. While re-capitalization and massive debt restruc-
turing continue, Thailand’s real per capita GDP is not ex-
pected to return to the 1996 pre-crisis level of 70,000 baht
until the year 2005.

Budget Cuts

Within this context, higher education in Thailand has had
to face its own challenges. Early attempts to institute bud-
get cuts have continued with belt-tightening policies on
the use of office supplies and utilities, organizing or at-
tending conferences, and opening new courses. In some
individual units of public universities, extra revenues from
community service projects help to purchase badly needed
equipment or offset the lack of central funds in other ways.
However, only larger, more popular departments have such
resources with which to support themselves.

According to Brother Simeon Anupatt P. Yuttachai,
Vice-President for Financial Affairs at Assumption Uni-
versity, the crisis has demanded new projections of monthly
cash flow in order to assure completion of its new campus,
now in construction for over five years. Nothing has been
scrapped in the original plans, but construction has slowed
down to match possible monthly payments. The campus is
still scheduled for a soft opening in June 2000, with fewer
buildings completed. At other universities, like state-owned
Srinakharinwirot, buildings under construction are being
completed, but new construction that has already gained
approval has been put on hold.

Like most other universities, Assumption
University declared a freeze on hiring
last year.

Hiring Freezes

Like most other universities, Assumption University de-
clared a freeze on hiring last year. However, this policy is
implemented with great flexibility so that departments un-
der expansion may still hire additional full-time staff. State
universities have a more rigid policy. Only 20 percent of
the positions made available by retirement may be replaced,
and the hiring freeze will stand until a new salary range for
non-civil servants is set. Many have taken government in-
centives for early retirement in units like Ramkhamhaeng’s
Faculties of Law and Political Science, but the 20 percent
replacement rate applies to the entire university rather than
to individual units. As a result, the situation may become
more labor-intensive for remaining lecturers because class
sizes necessarily become larger. In departments that were
overstaffed, however, the hiring freeze will not have so nega-
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tive an impact upon instruction. Moreover, restructuring
to eliminate duplication of services helps to pool resources
and to equalize workloads from department to department.

Shifts in Student Enrollment

While Thailand’s forty private institutions of higher learn-
ing have all experienced expansion in their life-span of the
past 36 years, they have had to face a reduction in student
enrollments since the inception of the crisis. These stu-
dents are gravitating to the state-run Rajaphat Institutes,
universities upgraded from former teachers’ colleges like
Srinakharinwirot, and the open university Ramkhamhaeng,
where enrollment increased some 20 percent in the past
year, for a total now approaching 100,000 students. Even a
prestigious private university like Assumption, which has
not experienced significant decreases in the past two years,
has had a smaller number of students applying for the sec-
ond semester intake than a year ago. Of course, student
enrollments affect a university’s cash flow. With its mass
numbers of students, Ramkhamhaeng is likely to have
enough funds to meet its obligations even after autonomy
from government control. Conversely, a decrease in stu-
dent numbers can lead to losses of income that may affect
development or force some private universities to curtail
existing programs.

Prognosis for the Future

Given the state of flux in which Thai society finds itself at
the moment, it is hard to predict the future for Thai higher
education. Many are convinced that the present govern-
ment is strongly committed to quality education on all lev-
els, despite recent criticisms of the way it is handling
privatization. However, elections are slated for next year,
and what the next government will do for education re-
mains a key question. Historically, there has often been a
lack of continuity in policy from government to govern-
ment, with a temptation for vested interests to return to
square one with each new government.

Thai universities can expect to cope with more stress,
more staff pressures, and larger classes in the years to come.
In a context of strong competition for qualified staff, less
established universities will need stronger human resource
development and better professional training of existing
staff. Overstaffed Faculties will have to become leaner and
meaner. For things to turn out well, universities will need a
system of greater accountability and greater rewards, espe-
cially higher, equitable salaries and a good working atmo-
sphere to maintain morale.

As Ministry control is lessened or eliminated by the
year 2002, some nation-wide unit for evaluation like the
National Education Commission will probably take on the
role of accrediting agency. As the universities gain more
independence from Ministry control, each will need to
strengthen quality assurance through internal audits. At

present, external examining committees are only in place
for the private universities. In the future, instructors in the
public universities can expect a similar system together with
performance evaluations by students like those already used
in some graduate schools.

According to Brother Bancha Saenghiran, Vice-Presi-
dent for Academic Affairs at Assumption, private universi-
ties need to proceed with caution. They must find ways to
cope with major changes outside their control. Investment
must go on, crisis or not, and they must uncover new sources
of funding for continued development. In order to survive,
not to mention compete, they must above all raise existing
programs to national and international standards.

Thai universities can expect to cope with
more stress, more staff pressures, and
larger classes in the years to come.

One positive impact of the economic crisis that Brother
Bancha has observed is a wiser set of attitudes towards
spending and consumerism in the general public. Students
and their parents increasingly demand a stronger correlation
between cost, course, and outcome. They also recognize
the need for better structuring of operations across the
board. They are becoming greater stakeholders in the
educational enterprise than in the past. On the national
level, a greater stress upon quality assurance and good
governance comes not only from reflection on failed
practices, but also from the new national constitution in
effect since 1997. Its stress upon the timely values of
transparency, accountability, and participation is leading to
a shift in models in society that will also affect every aspect
of education.

In Higher Education in the 21 Century: Global Challenge
and National Response, Philip G. Altbach and Todd M. Davis
have identified ten “issue clusters” as “central to current
developments in higher education worldwide.” The eco-
nomic crisis has intensified Thai responses to some of these.
With their need to find alternative funds, universities are
opening more certificate programs, short-term courses,
company training programs, and graduate courses. Coin-
cidentally, these programs help meet the increasing “de-
mand for education throughout the life cycle” so that “those
in the workforce” can cope with the evolving nature of work.
Likewise, the many students returning to the country as a
result of the crisis may assist in finding ways “by which
talent can flourish in the soils that originally nurtured it”
and thus reduce brain drain. As with every crisis, opportu-
nities lie hidden in its folds. |
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D uring the Soviet period the higher education system
in Armenia was quite well supported and funded. Un-
fortunately, in the transition to a market economy the uni-
versities are now struggling to survive in the free market.
"The social, economic, and political changes in the country
have had an impact on the entire system of higher educa-
tion. Some of these changes were initiated by government,
others arose in response to market forces now that institu-
tions have become more autonomous and competitive.
Meanwhile, declining government support and new fund-
ing arrangements and methods have created uncertainty
and volatility. Universities can no longer rely on govern-
ment financing and are turning to other sources of rev-
enue—including student tuition, management of university
properties, local businesses, donors, and foreign aid orga-
nizations. Despite these challenges and many unforesee-
able factors concerning national development, great efforts
are being made to update the country’s higher education
system.

Governance and Funding

A major aspect of the change process is the self-governance
of institutions. There are no laws guaranteeing the au-
tonomy and freedom of institutions of higher education,
but the institutions themselves are highly centralized with
significant power concentrated in the office of the rector.
Faculty have only a slight involvement in governance. As a
result, in many cases change has been a lower priority than
simple institutional survival.

Currently, universities receive 80 percent of their rev-
enue from tuition fees (which range from U.S.$300 to
$1,500 per student), 45 percent of which are returned to
the state budget. Only a small amount of the state’s re-
ceipts are reinvested in higher education. Thus, as the gov-
ernment provides less money for the management of
universities, the primary concern of rectors and adminis-
trators is funding. Universities have started to charge fees
for the use of university properties and for various services
to generate income for staff salaries.

As a result of various factors—including high unem-
ployment rates, new career aspirations, and significant deep-
ening of inequality in access to education—the number of
young people seeking to continue their studies after high
school has risen sharply. Some 80 percent of high school

students planning to go on to higher education enroll in
private classes to prepare for admissions exams, at an aver-
age cost of $588 per subject. In addition to the 15 previ-
ously operating state institutions of higher education, there
are now 87 private universities and institutes. As of Janu-
ary 1, 1998, state institutions of higher education had en-
rollments of 35,900 students—19,100 state funded (i.e.,
tuition-free), while the rest were charged tuition. In addi-
tion, private institutions enrolled 20,000 students. The state
budget for state-funded students is very low and has been
declining year by year: for instance, during the 1996-1997
academic year the expenditure was just $261 per student.
However, the absence of a clear concept of the struc-
ture of state-funded education remains a serious issue. Af-
ter more than a decade of reform, the National Assembly
of Armenia only recently ratified the law on education. The
delay can be explained by the frequent changes within the
Ministry of Education and Science as well as by the diffi-
culties in defining the extent of state-funded education.
One of the changes involves accreditation. Graduates
from private universities did not have the same standing as
those from state universities. However, some of them have
gained equal standing due to recent standardized accredi-
tation procedures. This is especially true of those institu-
tions that ensure quality and possess modern facilities and
revised and up-to-date courses in such areas as business
management and international law, among others.

Unfortunately, in the transition to a
market economy the universities are
now struggling to survive in the free
market.

Curricular Change

The demands of new social and economic development
require reshaping of the curriculum. A key effort has been
the increase in both the quality and number of course of-
ferings. Since the 1980s, attempts have been made at uni-
versities to achieve a balance between economics-oriented
and social science programs. These progressive develop-
ments have involved existing departments, as well as newly
created ones—such as departments of political science and
public affairs. In addition, universities have enrolled ex-
perts to design a curriculum that addresses the social and
economic needs of today. For instance, they have intro-
duced social science approaches in business and economics
courses. In most cases, these improvements—based on
Western models—have succeeded. However, some cases
require more detailed research and a deeper understand-
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ing of the specific context of the region. It is not enough
just to transplant Western curricula, they should be trans-
formed to work in a specific setting.

Faculty Updating and Training

The decline in funding for higher education has also af-
fected the economic position of the faculty. University pro-
fessors who have spent their careers transmitting what is
already known, are not equipped to create new, advanced-
level knowledge. For instance, those who formerly taught
“scientific communism” may now be teaching “political
science.” However, they retain traditional methods and
programs. It is mostly the senior academic staff (doctoral
candidates or degree holders) who are in need of an updat-
ing of their disciplinary knowledge and expertise.

However, today a reevaluation of these disciplines is
under way. Universities are attempting to reorganize aca-
demic faculties by recruiting experts whose ideas are con-
sistent with the reforms (i.e., persons with advanced training
in Western universities) or by recruiting staff (from lab as-
sistants to the highest rank of professors) on a competitive
basis. The Ministry of Education and Science has also re-
cently developed a distance-learning program to fill the
gaps in expert training. Language training, especially in
English, is required to enable faculty to communicate with
colleagues in their field outside Armenia.

Many universities and institutes now realize that train-
ing new and old academic staff for the new curriculum will
require a long-term commitment. Still, the existing envi-
ronment complicates the task of faculty training. Some pro-

fessors feel on the defensive and unsure about the validity
of the changes. Others, especially senior faculty, are still
opposed to change. Moreover, the fact that the faculty are
often forced to find outside work to supplement their sala-
ries decreases the amount of time they can spend on teach-
ing and research. Besides, only teaching has been broadly
funded, while research funding is in very short supply. Even
when a proposal is approved, after peer review, by the Na-
tional Academy of Sciences of Armenia and the Ministry
of Education and Science, it often dies for lack of funding.
"This situation has resulted in a brain drain problem for the
country’s education system.

An Action Plan

Finally, to bring the universities and their faculties into line
with higher education in the West, an 8-to-10-year action
plan is being developed, based on the achievements and
lessons of the transition period. The plan includes the fol-
lowing goals: 1) improve communications among univer-
sities in order to provide better coordination; 2) stimulate
the formation of a dynamic system of higher education to
encourage improvement of quality and expanding the range
of programs offered; 3) raise the profile and value of accredi-
tation of programs and institutions of higher education; and
4) foster and introduce innovative institutional structures and
make the most effective use of new technology. [ |

Author’s note: This article was supported in part by the Bureau of
Educational and Cultural Affairs of the U.S. State Department.
The opinions expressed here are the author’s own.
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he successful functioning of the educational system

as a social institution requires maintaining continuity
and consistency between different levels, especially second-
ary and higher education. This poses a challenge for edu-
cators and policymakers seeking to ensure sustainable
development of a national system of education. In Russia,
the interaction between secondary and higher education
has become a serious problem that must be resolved in the
near future.

Rising Demand

Traditionally, Russian higher education was designed to
prepare highly qualified professionals or specialists. Admis-
sion to public universities, which comprise about two-thirds
of all Russian universities, is based on applicants’ perfor-

mance on entrance examinations. In the last five years, the
demand for higher education has grown to historic levels:
in 1999, there were 246 students per 10,000 population.
Nevertheless, the proportion of the population in Russia
that participates in higher education (2.4 percent) is much
smaller than that in most developed countries. University
entrance examinations have become much more competi-
tive. In 1999, there were more than 200 applicants for ev-
ery 100 places in public universities. In the most prestigious
universities, the number of applicants can amount to as
many as 12 to 14 for each place.

Admissions Requirements

A major problem is the significant gap between highly de-
manding university entrance examinations and the insuffi-
cientlevels of knowledge that school graduates possess. This
gap means that secondary school graduates need additional
preparation to gain admission to higher educational insti-
tutions. According to some estimates, no more than one-
third of students enter university while relying solely on



the knowledge acquired in school. Another one-third take
special preparatory courses; approximately one-fifth hire
private tutors, and as many educate themselves.

The burden of extra work and expenses weighs heavily
on secondary school students and their families. Private classes
to prepare for entrance examinations cost between U.S.$10
and $40 an hour. Given the current economic crisis and the
low standard of living of most Russians, many young people
find it difficult to gain admission to institutions of higher
education. Also, the system creates abundant possibilities
for corruption (bribes, favors for the well-connected, etc.).

Traditionally, Russian higher education
was designed to prepare highly quali-
fied professionals or specialists.

The other side of this problem is that the “quality” of
incoming students, in the opinion of many faculty mem-
bers, is diminishing from year to year across the country.
The level of students’ general knowledge and skills is quite
low. They are unable to work independently and lack ini-
tiative. It can be said that students need the additional
courses and tutoring, not just to pass the entrance exami-
nations but also to prepare them for their university stud-
ies. The new regulations that prescribe strict
correspondence between courses taught in secondary
schools and university admission requirements have not yet
raised academic standards.

Filling the gap between secondary and higher educa-
tion and finding a balance between educational levels are
very important issues in Russia. The dilemma is deciding
how to address these issues: should we lift secondary edu-
cation up to the level of higher education or should we
lower the standards of admission down to current standards
at the secondary level?

Meanwhile, demographic trends in Russia have moved
the debate over these problems to another arena. Stiff com-
petition for admission to universities is expected to last until
2004, when the number of secondary school graduates will
begin to decrease. By 2009 entrance examinations will be
meaningless because the number of secondary school gradu-
ates will be less than the number of available places in pub-
lic universities (1.3 million school graduates and 1.7 million
places in higher educational and secondary professional
institutions). Moreover, this situation will occur in some
regions (including the major cities of Moscow and Peters-
burg) in just four years. The reason is a demographic de-
cline in the age cohort. All this is throwing out new
challenges for Russian education and society. Which should
have priority: providing advanced professional and voca-

tional education for everyone or maintaining the competi-
tion for the spaces in the university? Also, the absence of
competition for admission to public universities would lead
to a decline in the number of students at private universi-
ties. Only the most successful private institutions would
survive (there are now 251,000 students in private univer-
sities and 3,347,000 in public ones).

An active search recently ended for strategies to re-
solve this and other problems in Russia. In January 2000, a
new “national doctrine of education in the Russian Fed-
eration” was discussed at the All-Russia meeting of educa-
tors. The doctrine, which was developed over a two-year
period, defines the issues of high priority in Russian edu-
cation—namely, financing and future development. It was
recently passed into law by Parliament and guarantees tu-
ition-free professional and higher education for 50 percent
of the students (those who pass a competitive examination)
and tuition-free graduate education for those who pass an-
other examination. Those who do not score well enough
on the examinations will pay tuition.

To fill the gap between secondary and higher educa-
tion, there is a need to change existing admission proce-
dures in higher education institutions. One option under
discussion is admissions based on secondary school gradu-
ation certificates. This system is followed in France and
Germany. However, in Russia such a system would seem
to be unrealizable as yet due to major descrepancies be-
tween standards of secondary education in urban and vil-
lage areas. Village areas account for about 70 percent of all
schools, and the quality of education there is quite poor.
Another option is introducing a system of centralized na-
tional testing (as in the United States), which also has its
own pros and cons.

Stiff competition for admission to uni-
versities is expected to last until 2004,
when the number of secondary school
graduates will begin to decrease.

Bridging the gap between secondary and higher edu-
cation also requires greater continuity and consistency in
the curricula of secondary and higher education; establish-
ing multilayer educational institutions that include both
secondary and higher educational institutions; negotiating
contracts between schools and universities about coopera-
tion; and upgrading teachers’ qualifications, among other
things. Finally, a gradual transition to a 12-year school sys-
tem will reduce the excessive workload on secondary school
students and enhance preparation for the university by
improving the quality of education. [ |
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In recent decades a widely discussed aspect of higher
education policy has been the relationship between
universities at the center and those at the periphery—that
is, between universities of the highly developed countries
and those of developing countries. The debate has focused
on the universities in developing countries and their
disadvantage in the highly sophisticated, rapidly changing
international or global knowledge network. The case of
South Africa’s research universities illustrates the dilemmas.

Itis generally agreed that only a relatively few central,
research-oriented universities are the producers in the
international knowledge system. The peripheral higher
education sectors in developing countries—thinly
resourced, operating under adverse conditions and
struggling with a lack of textbooks, libraries, and laboratory
facilities—are identified as second- or third-level
distributors of knowledge. Moreover, the higher education
systems in countries such as South Africa often live a
schizophrenic existence looking both outward and inward
as they try to serve the twin masters of national relevance
and international credibility.

Research and Development

South Africa is in a unique position on the African conti-
nent. Its wealth and academic traditions permit it to have
“first world” universities if it wishes to do so. South Africa
is a very minor player in the world of research and devel-
opment (R&D). Its total R&D expenditure in 1992 was
about 0.223 percent of the total world spending on R&D
and it has about 0.282 percent of the world’s R&D scien-
tists and engineers. However, on the African continent
South Africa is the major player, accounting for about 60
percent of all R&D expenditures and about 28 percent of
all R&D scientists and engineers. As it does in R&D spend-
ing, South African universities dominate research on the
continent. For example, South African university faculty
publish approximately 44 percent more articles in the sci-
ences than academics in Egypt, which is the second-most
prolific country in Africa.

However, as is to be expected, the research capacity of
South African universities is not evenly distributed but is,
rather, concentrated in six universities: Cape Town,
Witwatersrand, Natal, Pretoria, Stellenbosch, and the Or-
ange Free State. It is evident these six universities domi-
nate R&D in South African higher education. Moreover,

by most commonly accepted benchmarks (e.g., compre-
hensive faculties, extensive graduate and professional pro-
grams, R&D expenditures, faculty publications, etc.)
several of South Africa’s universities have the potential to
be the only international-standard, research-oriented in-
stitutions, for the immediate future, on the entire conti-
nent.

Clearly several of these six universities, for whatever
grim historical reasons, have the capacity, skills, and expe-
rience to provide support for policy development and imple-
mentation. These universities also have the infrastructure
to supply an important portion of the basic and applied
research needed to build the economy and help the nation
meet the needs of its citizens. For South African higher
education policymakers the questions are clear. Do you want
to have institutions that seek to be at or near the center of
the world knowledge system? Does the nation need such
institutions? Can it afford them? Can South Africa prosper
without them?

These six universities have the potential to become
powerful economic engines and great magnets for attract-
ing badly needed international investment capital. Main-
tenance and enhancement of their role would appear to
warrant special consideration by both the South African
government and the international donor communities.
Unfortunately, this may not be occurring.

Enrollment in South Africa’s 21 univer-
sities is dropping dramatically at a time
it was expected to expand.

The Impact of U.S. Assistance
U.S. Agency for International Development support for
South African higher education may not help to ensure that
South Africa will have institutions at the center of the world
knowledge network. On the contrary, the effect of that sup-
port—as currently designed—may be to place South Af-
rica securely at the periphery. In accordance with the South
Africa’s Higher Education Act, U.S. aid to South African
higher education is focused on trying to improve the qual-
ity of education at more than 15 historically disadvantaged
institutions (HDIs). In many ways, this focus may be quite
appropriate. However, because the agency excludes the re-
search-oriented universities this approach may not provide
a basis for a sustainable reform and enhancement of qual-
ity in South African higher education.

Enrollment in South Africa’s 21 universities is drop-
ping dramatically at a time it was expected to expand. In
the two years preceding 1998 enrollments declined by ap-



proximately 10 percent, to 352,000, and are expected to
drop even more in the next couple of years. The HDIs
have borne the brunt of these declines, as far fewer black
students are qualifying for university admission. Moreover,
the black students who do qualify are deserting the HDIs
and enrolling at the historically white institutions—espe-
cially the more research-oriented universities whose de-
grees are perceived (correctly, by almost any measure) to
be of higher quality.

Increasingly, South Africa’s more research-oriented
universities are being called upon to educate the nation’s

black elite while providing the technical expertise and re-
search required for economic growth. South Africa needs
to find a way to provide these universities with the support
necessary to maintain their critical missions and to keep at
least a few South African higher education institutions near
the center of the knowledge system. [ |

Author’s Note: An expanded version of this paper was presented
at conference sponsored by the University of the Orange Free
State’s Unit for Research into Higher Education in Bloemfontein,
South Africa, September 1999.

Reform in Hungarian
Higher Education

Anthony Morgan
Anthony Morgan is professor of educational leadership and policy at
the University of Utah, USA. E-mail: <morgan_a@gse.utah.edu>.

Hungarian universities, like those in other Eastern Eu-
ropean countries, have roots in the Prussian model
of a strong state apparatus and a semiautonomous profes-
soriate. During the four decades of Soviet occupation, state
dominance was strengthened in an increasingly centralized
system. A second important structural characteristic of
Eastern Europe generally and Hungary in particular is a
relatively high level of institutional fragmentation—that s,
the existence of many small institutions offering a limited
number of programs. The Soviet years saw a significant
increase in the number of small, specialized institutions and
also a separation of the research function from universities
into scores of research institutes controlled by the Hun-
garian Academy of Sciences. These legacies of state domi-
nance and institutional fragmentation have important
implications today for the shape of reform.

Hungarian higher education reform in the 1990s has
been driven by two primary forces. The first is the
government’s desire to have mzore for less—to expand access
to higher education but at a lower cost. Expansion has been
driven largely by a desire to “catch up with Europe” in both
economic and educational terms. The second driving force
is a reform platform formulated by reformers in both Hun-
gary and the World Bank. The bank’s increasing interest in
loans to develop human capital was welcomed by some in
Hungary as a means to finance badly needed improvements
in the higher education infrastructure. A World Bank loan
of $150 million, negotiated in 1997, was intended to fund
infrastructure needs and technical assistance for program-
matic reforms.

The objectives of the joint government-World Bank
reform program were to increase higher education’s respon-

siveness to changing social and economic conditions, to
use resources more efficiently, to mobilize nonstate re-
sources and to create a more equitable financing system.
Elements of the reform program range from the integra-
tion or merger of smaller institutions to a more flexible
and transferable curriculum.

One element of reform, and a major focus of contro-
versy, is institutional mergers. The government and the
World Bank have been interested primarily in eliminating
duplication and achieving economies of scale. The gov-
ernment stipulated that mergers would be made on a geo-
graphic rather than mission basis—that is, dissimilar
institutions in common geographical areas would be merged
rather than similar universities in different locations. An
important implication of geographically based mergers—
one that is rarely discussed at the governmental policy
level—is a breakdown of the binary system and merger of
different organizational cultures.

One element of reform, and a major
focus of controversy, is institutional
mergers.

An interesting dynamic in the processes shaping inte-
gration is the issue of who decides on the specific mergers.
Under the previous government, proposals submitted by
institutions were reviewed by a newly established coordi-
nating body for higher education, with the final determi-
nation then being made by the government. Believing that
this essentially bottom-up process had produced less than
optimal results, the current government took steps to cen-
tralize the process within the ministry to a greater extent.
The current integration plan calls for 41 university-level
institutions being merged into 17 universities and 22 col-
lege-level institutions being merged into 13 colleges.

A second element of reform is the introduction of lay
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boards at both national and institutional levels. The na-
tional board, known by its Hungarian acronym, FT'T, is
composed of 21 members: half nominated by the higher
education sector, half coming from users such as employ-
ers and professional associations, and one government rep-
resentative. The FTT is purely an advisory body to the
Ministry of Education, but its powers are significant—rang-
ing from the development of an overall strategic plan to
the allocation of admission places in universities.

The rationale for including boards in the overall re-
form program was twofold. First, boards represented a
structural solution to the reform objective of “responsive-
ness” to changing social and economic conditions. Boards
composed of users of higher education’s products could help
clarify and promote needed changes. Second, from the
universities’ point of view, boards could serve a classic “buff-
ering” function of protecting them from the vicissitudes of
political forces.

Implementation of both reform elements illustrated
here has been a struggle. Structurally, the Prussian model
has difficulty accommodating the emergence of power in
the middle—anything between the state and the professo-
riate. Additionally, each case illustrates the powerful lega-
cies of the socialist system in shaping attitudes toward
reform. One of the central dynamics of socialist systems
has been the state bureaucracy’s control over allocation and
aresulting culture of subordination. Ministry officials would
not allow the FT'T to function as the principal advisory

body for higher education on issues of integration or any
other major policy arena. Another closely related charac-
teristic of socialist societies is the absence of “civil society”
or nongovernmental institutions occupying the interme-
diate space between government and individuals. Boards
are a foray into this intermediate space and it has been a dif-
ficult pioneering venture in terms of legitimacy and power.

Clearly integration and other elements of reform have
encountered the classic dynamics of interest group behav-
ior found in all societies. Integration leaders come from
regional universities eager to increase their influence and
resources. Resistance comes from the larger and more pow-
erful Budapest universities protecting their status. The lega-
cies of socialism have further shaped and reinforced this
dynamic through an established pattern of networks be-
tween ministry bureaucrats and institutional leaders cre-
ated to cope with the constraints of a “shortage economy”
characteristic of socialist countries.

After the euphoria of 1989, the realities of significant
reform in higher education in Hungary have become ap-
parent as some groups resist change and seek to protect
perceived interests and beliefs. However, the legacies of
socialist systems constitute deeply rooted ways of thinking
and acting that lie not in the particular political system but
in the social and economic structures upon which these
societies were built. Many involved in higher education
reform in Hungary have concluded that change will take a
generation or two. |

Brain Korea 21:

A Development-Oriented
National Policy in Korean
Higher Education

Gilton Eun-Jun Lee
Gilton Eundun lee is a doctoral candidate in the higher education ad-

ministration program, Boston College. E-mail: <leeeh@bc.edu>.

O nJune 15,1999, about 1,000 professors demonstrated
in the street in Pusan, the second-largest city in Ko-
rea. Their slogan was “Withdraw Brain Korea 21!” Three
weeks later, about 900 professors gathered for another dem-
onstration in the capital, Seoul. Their demand was the same,
“Withdraw BK21!” In the history of Korean higher educa-
tion, there has never been a national education policy
against which university professors have publicly protested.

The Brain Korea 21 Project
In spring 1999, the Korean government established a new
national education policy to prepare Korean higher educa-

tion for the 21st century. The policy, “Brain Korea 21”
(BK21), has several purposes: to develop world-class re-
search universities, foster the creation of human resources
through graduate schools, nurture quality regional univer-
sities, and reform higher education. To accomplish this,
the government has decided to invest 1.4 trillion won (about
U.S.$1.2 billion) into higher education over seven years.
Three-quarters of the budget will be invested in support-
ing graduate schools in certain fields in the natural and
applied sciences, humanities, and social sciences. The goal
is to develop selected graduate schools and universities into
leading world-class research universities in the near future.
The remaining institutions will become regional universi-
ties that will create the human resources required by local
industrial societies.

The project operates on the principle of “selection and
concentration.” All universities applying to the project must
establish research consortia of collaborative networks
among competent university researchers. Each research
consortium consists of one leading university and one or
more participating universities. The government provides
financial resources to selected consortia.

The most distinctive feature of BK21 is that graduate
students in the selected graduate schools will be the direct



beneficiaries of the project. Research funds will not go di-
rectly to professors in the form of grants. In large part the
budget will be used to provide a supportive educational
environment for graduate students in the form of stipends,
financial support for overseas study, research infrastructure,
and so on. That is the main reason why the project s called
Brain Korea 21.

The government and the Ministry of Education pre-
dict that when the project is completed, the universities
selected for support will have been transformed into world-
class research universities. They anticipate that 2,000 gradu-
ates with doctorates and 200 with professional degrees will
be produced in selected research fields each year and that
the amount of scientific research registered with the Social
Science Citation Index will be dramatically increased.

The Pros and Cons of BK21

BK21 is an unprecedented policy in terms of its scale and
planning—ambitious in its attempt to reform and develop
Korean higher education. Proponents argue that past poli-
cies in higher education finance have focused on distribut-
ing of limited resources fairly among all colleges and
departments. BK21 will change the focus to efficiency of
investment rather than equality of opportunity in the dis-
tribution of research funds. Supporters of BK21 also main-
tain that various research consortia supported by the project
will create the intellectual foundation for Korean higher
education and society. Furthermore, shifting the focus of
higher education from undergraduate to graduate educa-
tion will mitigate the overheated competition for entering
top-tier universities.

The opposition to BK21 is based on concerns among
many faculty about the possible negative impacts of the
project. First, the opponents argue that most professors in
Korea, except some in top-tier universities, have always had
trouble obtaining research funds. If the traditional top uni-
versities are selected and supported by BK21, the principle
of “selection and concentration” will prevent most profes-
sors in nonselected colleges and universities from getting
their research funded. Furthermore, BK21 may be detri-
mental to fair competition among universities, reinforcing
the traditional pecking order, which has long been perceived
as an obstacle in the development of Korean higher educa-
tion.

Second, most academics suspect that the government
is trying to reform Korean higher education through the
enforcement of BK21. The Ministry of Education requires
a prerequisite for participation in the project: every selected
university must undertake educational reforms under the
direction of the Ministry of Education—such as, reducing
the number of undergraduate students, hiring professors
who teach only at the graduate level, and improving uni-
versity curricula. Considering that most Korean colleges
and universities have lacked autonomy in many ways, the

administrative devices of BK21 may further depress au-
tonomy levels in Korean higher education.

Third, although the goal of BK21 was to strengthen
research capacity in Korean higher education, critics argue
that the project will seriously weaken research activities in
the majority of colleges and universities because of insuffi-
cient numbers of graduate research assistants. Universities
supported by BK21 will receive enough funds to support
their graduate students and will thus have a great advan-
tage in attracting well-qualified students to their programs.
By contrast, most graduate schools in nonselected univer-
sities may loose students due to a relative lack of research
facilities and financial support for graduate students. In fact,
since the Ministry of Education announced the results of
the selection process, many more undergraduate students
have applied to graduate programs in the selected univer-
sities and academic fields supported by BK21.

Considering that most Korean colleges
and universities have lacked autonomy
in many ways, the administrative de-
vices of BK21 may further depress au-
tonomy levels in Korean higher
education.

Remaining Issues

Over the objection of many academics, the Ministry of
Education is proceeding with the project, with some mi-
nor modifications. Despite any problems inherent in BK21,
certain universities and fields of study may receive a sig-
nificant boost from the project. In economic terms, such as
maximizing the benefits of limited resources, BK21 may
be a rational policy that will yield visible achievements in
the near future. However, the professors’ protests and ob-
jections against BK21 imply a failure in the agenda-setting
process. In fact, the Ministry of Education did not publicly
consult with the higher education community and failed to
hold any public hearings before the official announcement
of the project. Moreover, other controversial issues—such
as uneven development among academic fields and the
overdependence on government funding—may also weaken
the effort to promote academic autonomy in Korean higher
education. The success or failure of Brain Korea 21 will
show the effect on higher education of a development-ori-
ented and government-controlled educational policy. N

Author’s Note: I would like to thank Dr. Sungho Lee (Yonsei
University, Korea) for helpful comments on an earlier draft of
this article.
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News of the Center and the Program in Higher Education

ork continues on two important Center projects.
"The inventory of centers and programs of higher
education worldwide is mostly completed. Dave
Engberg has been providing leadership to this work.
We will publish the inventory as a book and will post it
on our website as well. The Ford Foundation and the
International Education Research Foundation have pro-
vided support for this effort. Our African higher educa-
tion handbook continues to progress. Damtew Teferra
is the lead researcher on this project, which will result
in a comprehensive volume featuring research-based
essays on all African countries. The Ford Foundation is
providing support. Our collaboration with the Univer-
sity of Amsterdam in the Netherlands continues. The
Center organized a weeklong seminar on American
higher education for a group of University of
Amsterdam senior administrators in Washington, D.C.
and Boston this past fall. Prof. Karen Arnold, coordi-
nator of BC’ higher education program and Philip
Altbach coordinated this effort, and Kevin Sayers as-
sisted with the logistics. Patricia Maloney of the Ameri-
can Council on Education provided assistance in
Washington.
Prof. Philip Altbach is organizing a research con-
ference in collaboration with Harvard University’s
Harvard Project on Faculty Appointments, the Univer-

sity of Amsterdam, and the Gesamthochschule
Universitit Kassel, in Germany, on the changing aca-
demic workplace in Europe and the United States in
late March. This research project, funded by the HPFA,
will result in a book on faculty appointments and aca-
demic work.

The Center welcomes Dr. Julio Durand of the
Universidad Austral in Buenos Aires, Argentina as a vis-
iting scholar. Dr. Durand is a senior Fulbright scholar.
Fr. Charles Beirne, SJ, the incoming president of
LeMoyne College in Syracuse, New York and a long-
time friend of the Center, will join the Center as visit-
ing scholar in the late spring. Fr. Beirne was, until
recently, the academic vice rector at the Landivar Uni-
versity in Guatemala.

The Boston College higher education administra-
tion program will welcome Fulbright-sponsored stu-
dents from El Salvador, Cambodia, and South Africa to
its master’s program. Under the leadership of Prof.
Kathleen Mahoney, the program is beginning a special
emphasis on religion and higher education. This will
feature a “track” in our graduate programs and a special
summer seminar for incoming senior administrators in
Catholic universities. Professors Karen Arnold and Ted
Youn have received funding for research on Rhoades
scholars. ]

New Publications

Guide to Higher Education in Africa.
Compiled by the Association of Afri-
can Universities and International As-
sociation of Universities. London:
Macmillan Reference, Ltd., 1999. 420
pp- U.S.$65 (paperback). ISBN 92-
9002-164-0. Address: Macmillan Ref-
erence, 25 Eccleston Pl., London
SW1W 9NF, UK.

A comprehensive country-by-
country listing of African universities,
this volume is the first such reference
work. Information concerning enroll-
ments, field of study, and related issues
is provided, as well as a brief overview
of each country’ higher education sys-
tem.

Private Higher Education in Malaysia.
By Molly N. N. Lee. Penang, Malay-

sia: School of Educational Studies,
Universiti Sains Malaysia, 1999. 116
pp- (paperback). ISBN 983-9700-68-
5. Address: School of Educational
Studies Monograph Series, USM,
Penang 11800, Malaysia.

Private higher education is one of
the fastest-growing segments of the
Malaysian educational system. This
book includes essays on the globaliza-
tion of higher education, the economic
crisis and its impact on Malaysian
higher education, public policy and
private higher education, and related
topics.

Higher Education at the Crossroads: Tra-
dition or Transformation? Edited by
Ingemar Figerlind, Icara
Holmestrand, and Gorel Stromqpvist.
Stockholm: Institute of International
Education, Stockholm University,
1999. 266 pp. (paper). ISBN 91-7265-

021-4. Address: Institute of Interna-
tional Education, Stockholm Univer-
sity, S-106 91 Stockholm, Sweden.

This book contains a wide-rang-
ing discussion of contemporary issues
in higher education, including quality
in Scandinavian higher education, aca-
demic excellence in South Africa, mass
higher education, global higher edu-
cation issues, and others.

Internationalization in Higher Education:
A Paper and Seven Essays on Interna-
tional Cooperation in the Tertiary Sector.
Edited by Bernd Wichter. Bonn:
Lemmens Verlag, 1999. 172 pp. (pa-
per). ISBN 3-932306-33-3. Address:
Lemmens Verlag, Kénigswinterer Str.
95, D 53 227 Bonn, Germany.

An essay dealing with the various
aspects of internationalization, includ-
ing governmental and institutional
policies, motives and rationales, and



European patterns is followed by re-
sponse essays with more specific foci
such as internationalization in Finland,
the global job market, the export of
higher education from the Nether-
lands, and the African brain drain.

Towards the European Model of Post-
graduate Training. Edited by Osmo
Kivinen, Sakari Ahola and Piivi
Kaipainen. Turku, Finland: Research
Unit for the Sociology of Education,
University of Turku, 1999. 283 pp. (pa-
perback). ISBN: 951-29-1562-6. Ad-
dress: RUSE, Himeenkatu 1,
University of Turku, Turku 20014,
Finland.

Postgraduate (graduate) education
is one of the most rapidly growing ar-
eas of European higher education.
"This volume discusses the “state of the
art” in Germany, Finland, the Neth-
erlands, France, the United Kingdom,
Italy, Portugal, and Hungary. The fo-
cus of the book is, in part, on the labor
market for recipients of advanced de-
grees.

Faculty Misconduct in Collegiate Teach-
ing. By John M, Braxton and Alan
Bayer. Baltimore, Md.: Johns Hopkins
University Press, 1999. 238 pp. $34.95
(cloth). ISBN 0-8018-6125-X. Ad-
dress: JHUP. 2715 N. Charles St., Bal-
timore, MD 21218, USA.

One of the first full-scale studies
of faculty misconduct, this volume de-
fines teaching norms in different dis-
ciplines, discusses issues of
misconduct, and means of dealing with
it. Based on a survey of U.S. faculty
members in several different disci-
plines and types of institutions, this
volume sheds light on a topic for which
there are few established norms or pro-
cedures.

The Chicago Handbook for Teachers: A
Practical Guide to the College Classroom.
By Alan Brinkley, et al. Chicago: Uni-
versity of Chicago Press, 1999. 185 pp.
$9.00 £6.50 (paper). ISBN 0-226-
07512-5. Address: University of Chi-
cago Press, 5801 S. Ellis Ave., Chicago,

IL 60637, USA.

A brief and insightful guide to un-
dergraduate teaching by a team of U.S.
faculty, this book provides guidance on
such matters as preparing a syllabus,
exams, the use of electronic resources,
classroom discussions, and other
teaching-related topics. While focused
on the U.S. undergraduate classroom,
the book may provide useful insights
in other contexts.

The Price of Admission: Rethinking How
Americans Pay for College. By Thomas
J. Kane. Washington, D.C.: Brookings
Institution Press, 1999. 130 pp. $15.95
(paper). ISBN 0-8157-5014-5). Ad-
dress: The Brookings Institution, 1775
Massachusetts Ave. NW, Washington
DC 20036, USA.

A multifaceted analysis of how
higher education is financed in the
United States, this book provides both
an overview of a very complicated fi-
nancial arrangement that involves the
state and federal governments, indi-
viduals and families, and many aca-
demic institutions. Kane argues that
the present system does not deal with
persistent inequality in access, and ar-
gues for a package of reforms.

The Publications Series of the Na-
tional Center for Postsecondary Im-
provement, United States. The NCPI
is a nationally funded research and
policy institute headquartered at
Stanford University. It sponsors re-
search and publication on a variety of
topics relating to current issues in
American higher education. It has an
active publication series and issues oc-
casional papers, research reports, and
other publications. Among the topics
covered are funding issues, stratifica-
tion in American higher education,
quality assessment, and many others.
For further information, write to the
NCPI at 520 Galvez Mall, 508
CERAS, Stanford University,
Stanford, CA 94305, USA.

The University Gets Religion: Religious
Studies in American Higher Education.

By D. G. Hart. Baltimore, Maryland:
Johns Hopkins University Press, 1999.
321 pp. (cloth). ISBN: 0-8018-6210-
8. Address: Johns Hopkins University
Press, 2715 N. Charles St., Baltimore,
MD 21218 USA.

D. G. Hart analyzes the study of
religion in American higher education.
"This topic is largely ignored by main-
stream scholars, but religion has tra-
ditionally been a subject of
considerable importance. Stimulated
by the rise of the Protestant denomi-
nations and of Protestant colleges and
universities, religion has been part of
the curriculum throughout American
higher education. Hart argues that at
present there is a revival of interest in
the study of religion.

Higher Education in Germany: Develop-
ments, Problems and Perspectives. By Bar-
bara M. Kehm. Wittenberg, Germany:
Institute for Higher Education Re-
search, and Bucharest, Romania:
UNESCO European Center for
Higher Education, 1999. 145 pp. (pa-
per). ISBN: 92-9069-157-3.

A brief but comprehensive survey
of German higher education, this vol-
ume provides a discussion of the key
elements of the academic system, in-
cluding the role of higher education
in society, national and state policy is-
sues, quantitative developments, fac-
ulty structure and academic work,
institutional governance, students, and
the pattern of studies.

Managing International Students: Re-
cruitment to Graduation. By Christine
Humfrey. Buckingham, UK: Open
University Press, 1999. 164 pp. (paper)
$32.95ISBN: 0-335-20307-8. Address:
Open University Press, 22 Ballmoor,
Buckingham MK18 1XW, UK.

Writing from a British perspec-
tive, this volume provides a “hands on”
guide to working with international
students. Included are discussions of
institutional planning for international
study, marketing foreign study, work-
ing with international students on the
campus, and related topics.
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Managing Academic Staff in Changing
University Systems: International Trends
and Comparisons, edited by David
Farnham. Buckingham, UK: Open
University Press, 1999. 365 pp. (cloth).
ISBN 0-335-19961-5. Address: Open
University Press, 22 Ballmoor,
Buckingham MK18 1XW, UK.

The chapters in this anthology
provide an international perspective
on changes in the academic profes-
sion. Case studies from a dozen Eu-

ropean countries, several from Asia
and 2 from North American exam-
ine such issues as collegiality, chang-
ing employment relationships,
structures of universities and the im-
pact on the profession, and others.

Teaching for Quality Learning at Uni-
versity. By John Biggs. Buckingham,
UK: Open University Press and the
Society for Research Into Higher
Education, 1999. 250 pp. (paper)

$29.95 ISBN: 0-335-20171-7. Ad-
dress: Open University Press, 22
Ballmoor, Buckingham MK18 1XW,
UK.

A practical guide to teaching in
postsecondary education, this vol-
ume deals with all of the key elements
of the teaching process, including
clarifying curriculum objectives, en-
riching large-class teaching, teaching
international students, assessing
quality, and others. [ |

A New Initiative in International Higher Education

Introduction

he Boston College Center for International Higher Education provides a unique service to colleges and univer-
sities worldwide. While it has as its primary aim providing information and publications to colleges and universities related to the
Jesuit tradition, it also has a broader mission to be a focal point for discussion and thoughtful analysis of higher education. The Center
provides information and analysis for those involved in managing the higher education enterprise internationally through publications,
conferences, and the maintenance of a database of individuals and institutions. The Center is especially concerned with creating dialogue
and cooperation among academic institutions in the industrialized nations and those in the developing countries of the Third World.
The Boston College Center for International Higher Education works in a series of concentric circles. At the core of the enter-
prise is the Jesuit community of postsecondary institutions—with special emphasis on the issues that affect institutions in developing
countries. The next ring of the circle is made up of academic institutions in the Catholic tradition. Finally, other academic institutions

as well as governmental agencies concerned with higher education may participate in the
activities of the Center. All of the Center’s publications are available to a wide audience.

Programs and Resources
The Boston College Center for International Higher Education has as its purpose the
stimulation of an international consciousness among Jesuit and other institutions con-
cerning issues of higher education and the provision of documentation and analysis relat-
ing to higher education development. The following activities form the core of the Center’s
activities during its initial period of development:

* newsletter;

® publication series;
study opportunities;
conferences;
bibliographical and document service; and
networking and information technology.

The Program in Higher Education

The Program in Higher Education offers masters and doctoral degree study in the field
of higher education. The Program has been preparing professionals in higher education
for three decades, and features a rigorous social science—based approach to the study of
higher education. The Administrative Fellows initiative provides financial assistance as
well as work experience in a variety of administrative settings. Specializations in higher
education administration, student affairs, international higher education, and others are
offered. The Higher Education Program works closely with the Center for International
Higher Education. Additional information about the program in Higher Education is
available from Dr. Karen Arnold, Coordinator, Program in Higher Education, Campion
Hall, Boston College, Chestnut Hill, MA 02167. Fax: (617) 552-8422 e-mail:
<arnold@bc.edu>. More information about the program—including course descriptions
and degree requirements—can be found online at the program’s WWW site:

http://infoeagle.bc.edu/bc_org/avp/soe/hea/HEA .html
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