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EDITORIAL INTRODUCTION 

IDGHER EDUCATION IN THE MEDITERRANEAN 
REGION 

SARAH GURI-ROSENBLIT 
RONALD G. SULTANA 

Dhis special issue has a long history behind it: friendships fonned at the 
memorable 1995 Salzburg Seminar (Session 323) dedicated to the theme Higher 
Education: Institutional Structures for the Twenty-First Century, consolidated 
one year later at a University of Malta workshop on the management of change 
and quality assurance in higher education in the Mediterranean Uointly spon~ored 
by the European Union and the Coimbra Group), and several discussions - mostly 
by e-mail- in order to plan themes, develop papers, solicit reports, edit drafts, and 
co-ordinate efforts and ideas. 

The project of producing a special issue, of the Mediterranean Journal of 
Educational Studies dedicated to higher education - and particularly to 
universities - has been an exciting one for several reasons. In the first place, we 
constantly had the feeling that we were attempting something that had not yet 
been done before. Comparative education projects in this region, where 
differences catch one's attention mOre readily than do similarities, are rare, and 
to our knowledge, non-existent when it comes to the tertiary level sector. In the 
second place, we also felt that, despite this lack of tradition in carrying out 
collaborative work in regional educational scholarship, we were tapping an 
ancient and dramatic history of humanity'S search for knowledge and 'truth'. 
Plato's academy was, after all, born in the Mediterranean, as were the first 
medieval universities. 

Nowadays, as both Sultana's overview article ·and the different country 
contributions show, the Mediterranean basin reflects a colorful plethora of higher 
education systems that vary dramatically: from very large to very small, from very 
old to newly born establishments, operating in nations that range from highly 
developed to less developed, and based on a rich texture of academic traditions 
and cultures. Despite their noticeable divergences, all of the Mediterranean higher 
education systems have been confronted in the last two decades by growing 
pressures to expand their boundaries, to respond to an array of societal demands 
and to become more accountable both to the state and the public. Some of the 
challenges that confront Mediterranean countries reflect international trends, 
whereas others portray unique national contexts and even regional dimensions. 
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This special journal issue sets out to provide a balanced representation and a 
reflective and critical account of the ongoing changes that characterise higher 
education systems in the Mediterranean. Several themes emerge from the different 
contributions that feature here. It is impossible to consider the region without 
highlighting the three' Abrahamic' religions that were born and stil~ co-exist in the 
Mediterranean, and the impact of these faiths on academic institutions and 
traditions of higher learning, with the fonner sometimes stimulating, at other times 
frustrating the latter. The question of religion is tied tip intimately with that of 
identity, and with the unavoidable conflict between trends in global~sation and 
internationalisation on the one hand, and national identity formation and 
consolidation on the other. Many of the articles and reports in this issue highlight 
this tension,' which plays itself out in a most fascinating manner in the 
Mediterranean, and which is either non-existent or marginal as a dilemma in the 
'western' world. Sabour's short, but critically important piece on higher education 
in 'Arab countries, together with that of Persianis on the interplay between the 

. search for identity in' post-colonial Cyprus and the attempt to connect with the 
~nternational academic community, powerfully highlight aspects of the dilemma 
faced by several states in the region. 

This tension in the interaction between national and international, local and 
global is heightened by the rapid change that higher education systems in the 
Mediterranean - and elsewhere - are undergoing. As practically all the papers and 
reports show, all systems of higher learning in the region are in flux, with the pace 
of change being particularly accelerated during the last two decades, and with the 
tempo likely to be kept up, if not increased, in the forseeable future. The ongoing 
changes alter both the external and internal boundaries of the various higher 
education systems, a theme developed in Guri-Rosenblit's article. The external 
boundaries define the kind of institutions that consist part of each system, and thus 
influence greatly its size. The internal boundaries reflect the institutional texture 
of each system and relate to the shifting balance between: university and non
university sectors; undergraduate and graduate studies; teaching, professional 
training and research; and different academic fields of study. Definitions of 
external and internal boundaries vary greatly from one country to another, and 
the essence of what is entitled as a 'university', a 'college' or any other type of a 
higher education institution is immensely diverse. It follows that the relative 
magnitude ·and depth of changes depends heavily on the prevalent academic 
culture and on the socio/political conditions in each national setting. 

Changes have many dimensions. First of all, there is the enonnous demand for, 
~nd cons.equently expansion of, higher education systems. Many institutions 
of higher learning in the region are new, and the rate of growth is occasionally 
staggering, as Simsek's paper about Turkey.shows. There is an expansion not only 
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in the number of institutions, but also in the numbers of students that institutions 
have to handle. The international phenomenon of massification -of tertiary level 
studies is prevalent in the Mediterranean region, with the familiar problems and 
challenges that it brings along with it, including dearth of resources, overcrowded 
lecture halls, diluting and dropping of standards of teaching, research and 
scholarship, and so on. Whether one refers to Italy, as does Todeschini in his 
revealing and acerbic insider's view of a static country that seems to be 
permanently talking of reform, or whether one refers to Algeria, as does 
Boubekeur in his carefully researched piece Cin graduates' criticisms of their alma 
mater, it is evident that the problems are there, and that they are serious. 

Change, expansion, diversifiCa~ion, the management of tensions between 
tradition and modernity - all bring into play what is often, in the Mediterranean, 
a Leviathan State. The relationship between the university and the state in the 
region is of critical importance. Sharing a common centralist tradition, most of the 
Mediterranean states' apparatus is typically top-heavy, an omnipresent 
bureaucracy, inimical to both free and open thought, and to the development of 
sharp, pertinent reactions to the riddles that confront humanity today. Saitis' 
paper, in particular, presents us with a blow-by-blow account of the maddeningly 
tedious operations of the Greek higher education bureaucracy, an account that 
leaves us gasping for the fresh breath of change. The state, however, can be even 
more of an obstacle to the fulfilment of the university's vocation, when it silences 
or co-opts the intellectual, playing on the centuries-old Mediterranean tradition of 
patronage that ensures loyalty to 'friends', rather than to the quest for 'truth' - a 
point that Sultana develops in his contribution, and which is applicable to most 
states in the region, even if the dynamics of such patronage differ from country to 
country. And yet, the state needs the university. if only to increase its legitimacy • 

. as the case of Cyprus suggests. 
Asked to cede more academic and administrative autonomy to uniyersities, 

Mediterranean states nevertheless and generally speaking, still have to CaITy much 
of the burgeoning burden of financing an expensive tertiary education system, in 
a situation where the primary and secondary education sectOrs are far from 
operating at optimum levels. The demand for resources from what are, in some 
instances, bankrupt states, can generate new tensions and dynamics. If the report 
by Hashweh and Hashweh on the status of higher education in Palestine perhaps 
paints the most dramatic picture in this regard, it is not confined solely to that 
context. Gines-Mora's paper on Spain and Cabrito's report on Portugal, for 
instance, indicate clearly how financial pressures lead a state down the road of 
privatisation, the transfer of costs of higher education onto citizens, and the 
adoption of market policies in an area which has hitherto been regarded as the 
realm of 'public good'. Some states remain generous, going beyond their means 
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to subsidise costs, and even, as in the case of Malta, covered here by Baldacchino's 
report, providing a stipend to students. This in itself raises' other issues, such as the 
extent to which state financial transfers to the tertiary education sector starve the 
primary and secondary ones, the morality of using scarce funds to support students 
who, more often than not, come from 'privileged social backgrounds (see the 
contributions by Sultana. Todeschini and Baldacchino). and the link between 
financial largesse on the part of the state, and the resultant strength of the same 
state in setting the agenda, for it is well known that it is the one who pays the piper 
who ca11s the tune. 

The dynamics brought about by the confluence of factors that include finance 
and state intervention are noteworthy. Universities everywhere, and not just in the 
Mediterranean, are being caned upon to make a more solid contribution to the 
society which supports them. This goes beyond the issue of ensuring the 
production and circulation of sCientific knowledge; it also involves the attempt to 
get a good 'fit' between the skills and profiles of graduates. and the 'needs' of the 
labour market. Baldacchino, Boubekeur, Guri-Rosenblit, Meziani, Sabour, 
Sultana. - all indicate the problems in achieving this match between supply and 
demand, particularly given the phenomenon of the inordinate 'pull' of social over 
pure science faculties in universities in the region generally, and in Middle East 
and North African countries more specifica11y. 

Financial and political considerations hav~ a reach that goes beyond the intra
state dimension. The issue of globalisation signals not only the inevitable insertion 
of the Mediterranean university in the world-system - a process facilitated by the 
new communication technologies and the mobility of students - but also what can 
be referred to as the 'new circuits of imperialism', where knowledge transfer from 
the north to the south. even when it takes place under the appealing aura of aid. 
carries with it hegemonic - not to mention 'predatory' - overtones. Kuitunen's 
article on Euro-Mediterranean cooperation in research and higher education raises 
some of these issues, which are generally absent from analyses that prefer to 
remain diplomatically technicist and anodyne. In particular, Kuitunen reminds us 
that what is considered to constitute a 'problem' is in itself political, since there 
is an assumption that the referent is necessarily the western-style university. 

These are only some of the main themes that are addressed in this rich - and 
we dare say unique - collection of papers. Key words and issues that arise in 
most, of them include: massification, diversification, globalisation, autonomy, 
accountability, quality assurance, management, privatisation, cost-sharing, 
communication technologies, language and medium of instruction, standards, 
research and scholarship, the role of the state, marketisation and corporatisation, 
r~sources, the role of the intelligentsia, the link between higher education and 
the labour market, student mobility and brain drain, technology and knowledge 
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transfer, the politics of international links in academia, the process of reform, 
credentialism and the 'diploma disease', differential access to higher learning on 
the basis of gender and social attributes. Several of these themes overlap with 
those that have been identified in the western, 'developed' world, alt/lOugh these 
concerns might here be experienced differently, with variable degrees of intensity, 
and with cultural overtones that add shades of new meaning to what might 
appear to be, on first sight, similar problems or challenges. Other themes 
- 'secularisation' immediately springs to mind - are more specific to the 
Mediterranean region. 

This is not to say that the collection is 'complete' in any sense. Some 
Mediterranean countries - notably Jordan, Tunisia, Egypt, Libya, and Syria
are not covered, except in the comparative papers by Sultana and by Kuitunen, 

, and the synthesis report by Sabour. In addition, the amount of documentation 
and the available data on different higher education systems varies greatly. 
Thus, some of the analyses are thicker and more detailed whereas others are 
slimmer in scope and perspective. The presence of both full length articles and 
shorter reports should also be noted, with the latter being embryonic projects 
that will, eventually, be developed into fuller accounts in a book that is being 
planned as a follow-up to this initial and exploratory venture. Despite these 
limitations', we are convinced that the present volume makes a worthwhile 
contribution to an area that has been both neglected and under-researched, and 
helps give voice to countries and concerns that have not surfaced to the extent 
that they should have in international literature on higher education systems. We 
trust that readers will share that conviction, and that they will feel that our 
aspirations have, however partially, been fulfilled. 
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THE EURO-MEDITERRANEAN REGION AND ITS 
UNIVERSITIES: AN OVERVIEW OF TRENDS, 
CHALLENGES AND PROSPECTS 

RONALD G. SULTANA 

Abstract - This paper argues that despite the very real differences between the 
various sub-regions of the Mediterranean, a shared political history and a 
common state of peripheralisation to the global economy make the comparison of 
the university systems of the region possible. The paper first outlines the context 
in some detail, in order to then generate a set of testable proppsitions that throw 
light on trends that have marked the region over the past years. These include (a) 
the prioritisation of the University sector, (b) a broadening of access, (c) a 
diaspora of Mediterranean students, (d) privatisation (e) the increasing 
legitimisation of the entrepreneurial university, {/} a greater degree of 
autonomous management, (g) secularisation, (h) an 'innovative accommodation' 
in resolving the issue of choice of language of instruction, and (i) the use of 
interactive pedagogies. It is argued that this set of propositions, while grounded 
in data, could constitute an init{al agenda for fur(her qualitative and quantitative 
research in order to put comparative Mediterranean higher education studies 
on a firmer footing. 

Introduction 

The Mediterranean heritage of higher learning 

lihe Mediterranean region has some of the oldest, as wen as SOD;le of the most 
recently established Universities in the world, a reflection of the particularities of 
development of the scientific community in this region throughout the ages. The 
'old world's'! first university is to be found in Fez in Morocco, where Qaraouiyine 
University was established in AD859. Almost as ancient is AI-Azhar University, 
founded in Egypt in AD970. European universities appeared later - and when they 
did, it was in Bologna (1088) and Paris (1160), major cities of Mediterranean 
powers. In the 8th and 9th centuries, at a time when northern Europe was steeped 
in its 'dark ages', the Abbasid Ca1iphate scholars were busily translating and 
teaching major foreign works - mainly Greek, Persian, and Hindi (Benhamida, 
i990) - and transmitting that classical knowledge through the nerve-centres of 
learning in' Cairo, Kairouan, Fez, Toledo and throughout Andalusia. Later on, 
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University students and teachers flocked to Moorish Spain to learn from the 
foremost intellectuals of the time, prefiguring the modern secular pilgrimages that 
are organised through 'academic mobility and exchange' programmes and schemes. 
The production and circulation of knowledge around the Mediterranean basin has 
a rich history behind it, with different indigenous and exogenous actors dominating 
the scene depending on the fluctuations of political, economic, religious and cultural 
fortunes. The power house of ideas that still fonns the backbone of much of what 
we call our cultural heritage today,' lay initially in the hands of the Greek 
philosophers, re-vitalised and transmitted onwards by Arabo-Muslim scholars 
(Vernet, 1985), with 'Europe' having the (for some, dubious) honour of heralding 
in the Enlightenment and modernity. An overview of the state of universities in the 
Mediterranean must necessarily connect with and acknowIeqge - even if briefly -
such a rich history of inquiry and pursuit of knowledge and 'truth', if anything 
because it is only in appreciating such a legacy that the significance of what today 
appear as 'trends', 'challenges', and 'prospects' can be grasped. 

Universities of the Mediterranean 

There are about 200 Universities in the non-EU Mediterranean countries, with 
close to 250,000 teachers and researchers, and more than 3 million students. 3 The 
community of students and scholars increases dramatically in size if we add the 
EU Mediterranea~ states of Portugal, Spain, France, Italy and Greece to the list. 
The figures given are undoubtedly conserv.ative. As we will have occasion to note 
further on, the University sector in the Mediterrane,an countries is in flux, with new 
institutions being established every year, barely keeping up with the explosion of 
students banging at the doors of further education. If we take the case of Turkey, 
for instance, The World of Learning (1999) refers to 30 universities. Simsek 
(1999) however infonns us that the number is 68. The statistics given for Jordan 
include 5 universities and 55645 students, but Zughoul's (2000a) count for 1999 
is 19 universities, catering for 103001 students in all. The exercise of tallying 
numbers obviously depends on what it is we are actually counting, and on what 
Guri-Rosenblit (1999) refers to as the 'internal' and 'external' boundaries of 
higher education. As in Europe and the rest of the world, this sector has, in the 
Mediterranean, become diversified, so that over and above universities we also 
find versions of community colleges, higher vocational education institutions, and 
so on. That in itself constitutes -a problem in gathering statistics from a variety of 
sources, as these do not necessarily adcipt the same definition of what constitutes 
'higher education', nor do they necessarily give details regarding the differential 
make-up of the sector. It is therefore important to establish that, for the purpose 
of this article, the focus is solely on universities. 
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The Mediterranean region 

The comparativist setting out to write about 'trends' in university education in 
the Mediterranean faces a number" of challenges, empirical and conceptual in 
nature. Empirical because, as has just been intimated, data is nol readily available, 
and is often dated andlor unreIiable,4 both due to the fact that many 'southern' 
countries have a limited capacity for the collection, organisation and reporting of 
statistics (Put year, 1995; Cook, 1998), and also because this particular 'rim' has 
not, until very recently. been the subject of comparative education studies (see 
Sultana, 1996, 1998). The conceptual challenges are many, not least because the 
definition of what this 'Mediterranean region' in fact is - or whether it 'exists' at 
all in the first place - is subject to contestation. What are we referring to when we 
speak about 'the Mediterranean', and to what e.xtent can the geographical and 
climatic unity most famously celebrated by Braudel (1949, 1992), and most 
recently by Matvejevitch (1992), also signal other forms of unity, or at least 
'affinities' or ressemblances, if that is at all necessary to carry out regional, 
comparative stu.dies?5 It is not a coincidence that much of the literature on the 
Mediterranean r;efers to the region as a 'constructed' space, one that needs to be 
defended, re/invented, imagined (Balta, 1992; Ravenel, 1995; Maalouf, 1998). 

For our purposes, a state is said to be Mediterranean if it has access to the 
basin's coastline and - as in the case of Portugal and Jordan) its hinterland. On that 
basis, delineation and definitions become straightforward: there are 22 such states, 
representing an overall population of over 416 million which can be repartitioned 
in the following manner: 176 million in the EU Mediterranean states; 26 million 
in the Balkans; 146 million in the Eastern Mediterranean; and 68 million in the 
Maghreb countries. -In this particular article, the focus will be on the 'Euro
Mediterranean', namely the 12 countries that have a close partnership with the 
European Union. These are: Algeria, Cyprus, Egypt, Israel, Jordan, Lebanon, 
Malta, Morocco, the Palestinian Territories, Syria, Tunisia, and Turkey. Libya is 
also included in our purview.6 

Unities and diversities 

This partitioning of the Mediterranean into sub-regions is symptomatic of the 
real differences that exist, and whiCh deserve to be highlighted, for while some 
characteristics are shared between universities to the 'north', 'south' and 'east' of 
the Mediterranean, the divergences are equ.ally important. Economically, 
politically, and culturally, it is obviously reasonable to group Portugal, Spain, 
Italy, and Greece together as a Southern European bloc. France, over and above 
being a continental European and Atlantic, is also a Mediterranean power, belongs 
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to this so-called 'Latin arc'. and indeed dominates it through its superiority in 
economic, political and military terms. If by 'region' we refer to a group of 
states whose pattern of co-operative (or conflictual) relations or interactions 
exhibit a particular degree of regularity and intensity, then the enactment of the 
Single European Act in 1986, the ratification of the Maastricht Treaty in 1993, 
and the intensification of the process of European integration and enlargement 
(1973, 1981, 1986, and 1995) have consolidated the intergovernmental and 
trans-national relations between the northern states of the Mediterranean 
and Western Europe (Calleya, 1997: 89, 91). Malta and Cyprus are often 
included in that bloc, both because of th~ir aspirations for membership in the 
European Union and their attempts to measure up to the BU's acquis 
communitaire, and also because of their deeply ingrained c.ultural, historical 
and religious affiliations to the old continent. Turkey too is sometimes 
associated with this sub-region in some of the 'Southern European stu~ies' 
literature - despite the cold shoulder it has consistently been shown by 
the EU for both political and economic reasons,7 and the increasing 

. permeability and influence of political Islam in defiance of Ataturk's secular 
legacy. 

The countries of North Africa (i.e. the Maghreb and Mashrek), as well as 
those of the Levant, fonn, for our purposes, another discrete bloc in the 
Mediterranean. Among their key unifying factors one can underline the Arabic 
language; the history of the Islamic Empire, the Muslim religion and (often but 
not always) economic ~nder-development.8In addition to this, there is what can 
be referred to as the 'transnational political force ofIslam' (Buzan, 1991), which 
'effectively challenges secular European nationalism which dominates an area 
that was Islamic for well over a millennium' (Calleya, 1997: 95). Israel's misl 
fortunes are very much part and parcel of the historical and political 
development of this sub-region, but its economic status differs from that of its 
neighbours, and indeed, several of the challenges that apply to Mediterranean 
universities and that are identified in this article are only of marginal 
significance to that country. The No~th African and Eastern Mediterranean 
sub-regional grouping differs from the north-western, European 'bloc' because 
while the latter's regionalism has co-operative, transnational and 
intergovernmental dimensions (Calleya, 1997: 93), in the fonner case 'most of 
the states have been too preoccupied with distinct dQmestic or regional 
subgrouping security issues to attempt nurturing a complex network of relations 
with all the states in the region. Indeed, one could say that here, centrifugal 
forces have superceded centripetal forces as the majority of states in the Maghreb 
see their future in securing market access to Western Europe' (CaUeya, 1997: 97, 
99). This despite the attempts at co-operati~n between Arab states in areas such 
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as security and energy (the Arab League, the Gulf Co-Operation Council, the Arab 
Maghreb Union), as well as education (ALECSO, ISESCO). 

The North-Eastern Mediterranean sub-region, comprising Albania and what 
previously constituted Yugoslavia are also, according to our definition, 
'Mediterranean', and indeed their older history inscribes them in the economy of 
exchange that was facilitated - indeed made possible - by the Sea. Nevertheless, 
the dynamics in this sub-region are more properly 'Balkan' than Mediterranean, 
in the sense that their present systems and institutions - educational or otherwise 
- have been deeply marked by the Cold War, and the economic, political, and 
cultural upheavals that have come with its demise. The subsequent crises in ex
Yugoslavia have generated regional dynamics which have a more direct impact on 
European relations than those of the Mediterranean. However, it is not 
insignificant that it had to be a Croat intellectual, Predrag Matvejevitch (1987, 
1992), who wrote the most moving testament to the Mediterranean this side of the 
century. For the purpose of this article, occasional reference will be made to the 
Balkans, but claims as to the convergence of higher education trends with those 
proposed for the rest of the Mediterranean region remain even more tentative and 
exploratory in nature. 

The distinctions between these different sub-groupings in the region are far 
from insignificant. Indeed, they are critical if we are to avoid the temptation of 
ignoring major differences in the present attempt to consider the higher education 
sector in regionally integI."ative tenns. Thus, the countries to the economic 'North' 
of the Mediterranean stand in stark contrast to those due 'South' when the 
commonly used indicators of development are taken into consideration. Starting 
with the economy, the annual per capita income is less than $USIOOO in the 
southern and eastern Mediterra.nean, while that of the north Mediterranean is at 
least 10 times as much. The gap is expected to widen from1:1O to 1:20 by the year 
2010 (Regnault, 1992). There is a huge negative balance of payments between the 
north and southern shores: Two-thirds of the Magbreb's commerce is with the EU 
(mainly France, Italy and Spain), but the region represents only 3% ofthe external 
commerce of the Union. Indeed, the EU ran a trade surplus of 12.1 billion ECU 
in 1993, and 9.3 billion EeU in 1994 with Mediterranean countries (Calleya, 
1995). Imports by the EU from the Mediterranean fell from 41 billion to 31 billion 
ecus from 1980 to 1993 (Labaki, 1997). While between 1960 and 1985, GDP per 
capita in Middle East and North African (MENA) countries grew by close to 4% 
per year - a growth that outperfonned every other region except East Asia, the next 
decade saw that growth fell precipitously: from about 4.5% per year to 0.5% per 
year in Egypt; from 2.2% to 1.0% in Morocco, from 2% to -2% in Algeria, from 
1% to -4% in Jordan, and 4% to 2.5% in Tunisia (Heyneman, 1997: 449). The 
north-bound flow of migrants over the past three decades (Liauzu, 1996), while 
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mitigating the. problem of unemployment, and occasionally having a positive 
boomerang effect in terms of financial, scientific and technology transfer,9 
nevertheless represents a veritable hemorrhage that further exacerbates the weak 
economic position of the south (Sabour, 1993). 

There are other significant differences between the northern and southern and 
,eastern shores of the Mediterranean. The Latin arc is characterised by a low birth rate 
regime, with a fertility ratio of 1.2 for Spain and.1.3 for Italy for instance. In contrast. 
the south is a demographic time bomb of another sort, with birth rates of over 3.1 
for all Maghreb and Machrek states (with the exception of Tunisia), topped by Libya 
where the fertility ratio is 6.4. Algeria and Morocco have doubled their populations 
since the French retreat, and Egypt will double its population in 25 years (Regnoult, 
1992). Significantly for education, the percentage of working women in the 
Mediterranean EU countries is 37.6, while that of the Maghreb is 6.7. 

Education 

A focus on education also reflects similarities and discontinuities in the region. 
The '.north' of the basin has seen major educational development and expansion of 
services following the achievement of democratic rule. with systems now 
approximating closely - in reach and achievements - those to be found in longer 
established democracies. By contrast, the south Mediterranean - despite the progress 
that marks the post-independence era - has still a large number of fundamental 
problems and challenges to come to terms with. Despite the fact that public 
expenditure on education as a percentage of GNP is - at 5.5% - higher in the Arab 
world than anywhere else in the developing world, up to 34% of students in the 
southern Mediterranean are still not receiving a primary education. The average 
Arab state spent approximately US$267 per student in 1990, while OECD countries 
spent about five times that amount, i.e. US$I,327 (UNESCO, 1995). We find high 
illiteracy rates for several Maghreb and -Machrek countries such as Morocco 
(50.5%), Tunisia (34.7%) (Gizard, 1992), Algeria (43%), and Egypt (48%) (Nucho, 
1998), and generally speaking, the quality of education in MENA countries is lower 
by a factor of seven when compared to that in OEeD countries along an index that 
combines three characteristics, namely expenditures, student flow. and classroom 
contact time (Heyneman. 1997: 456). The eastern Mediterranean fares better, 'Yith 
rates of 20% illiteracy reported for Jordan and Lebanon (ibid., 1998). The atrocities 
of war in ex-Yuogoslavia have left their usual mark on the educational infrastructure 
and services. In,Croatia, for instance, the number of pupils in primary school classes 
has had to be increased by 20%, with schools being burdened by lack of space, 
teaching aids, and a chronic shortage of teachers - 2,121 were lacking in 1995 (!BE, 
1998). The refugee situation in the Balkans is nothing short of tragic, with the 
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obvious repercussions this has for education: the count for refugees and displaced 
persons is 404,066 for CIoatia alone. The situation in Bosnia-Herzegovina is even 
worse, as the stark picture painted by Benedek (1997) shows with reference to 
various sectors of society - higher education included. 

University education in the Mediterranean 

Given the differences, it may therefore appear a foolhardy enterprise to speak 
about the Mediterranean as a unit of analysis, and to try to compare higher 
educ~tion systems in the region. As has been noted, the region has several 
discontinuities and fractures, where, to use Cowen's (1998: 69) useful phrasing, 
the economic, political, cultural and educational 'genealogies' or 'codings' of 
different states and groups of states reflect and occupy different 'sociological 
times'. And yet, there are unities which are worth highlighting in this 'imagined 
community' (Andersbn, 1982) that is the Mediterranean. Maalouf (1998) has 
made the point that this region has been quite capable of constructing its 
'mythologies of diffe;ence' , particularly those based on ethnicity and religion. lO 

In the face of this, the Mediterranean should mine its rich history of exchange 
when, under the sway of a variety of constellations of power, it displayed fonns 
of economic, cultural, and political hannony - in order to rise to the political and 
cultural challenge of building an inclusive 'mythology of unity'.1I As has been 
argued elsewhere (Sultana, 1995a, 1998), the purposeful construction of regional 
identity is not the prerogative of the European Union - particularly if, as in the case 
of the Mediterranean but increasingly less of what, from the perspective of the 
South, increasingly appears as a 'fortress Europe', that construction is centred 
around inclusive values, ones that bring together the developed and developing 
worlds, the 'North' and the 'South', the 'East' and the 'West', the different faiths 
of Christianity, Islam and ludaism. 

Comparative studies, therefore, contribute directly to the process of identity 
construction, and may indeed constitute what in the jargon of international 
relations is referred to as a 'confidence-building mechanism'. Given the process 
of globalisation, comparative study of Mediterranean higher education systems is, 
in this context, particularly promising. 

Globalisation and the University 

If, as ti1e introduction to a series of books collectively entitled Enciclopedia del 
Mediterraneo 12 sugg~sts, the development of Mediterranean regional studies is 'a 
wager', then a focus·on higher"education systems is certainly a very good place 
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to place one's bets. Of society's institutions, universities are among the most 
permeable to the influence of globalisation. Most, if not all, have regional and 
international networking as a declared goal in their charter. That networking takes 
very particular and substantial forms in the Mediterranean, with several scholars 
gaining their higher degrees in metropole countries (Sultana and Ebejer, 1997). 
Much of modern science - including information technology - is accessible 
through the medium of English and (to a lesser extent) French languages, and 
science and technology are never shorn of sets of values - as those with an :u1tra
orthodox and fundamentalist persuasion who see a dualism between the 
knowledge paradigms of modernity and of tradition, and who would reject 
'western knowledge', are so keenly aware,I3 Universities have their own 
structured rituals to ensure that interaction between similar institutions world
wide does take place - and that includes publications and attendance at 
conferences; seminars, round tables, workshops, ,bi-Iateral and multi-lateral co
operation agreements, and so on. 14 The search for scarce research (and travel) 
funds in the 'South' ensures that scholars seek to enter University networks in the 
'North', while Europeans and Americans are not unhappy to accommodate, 
genuine academic interest and commitment to aid often going hand-in-hand with 
the titillation of exoticism. 

In an age of globalisation, therefore, it is not unlikely that institutions such 
as universities - often privileged in having not only the highest concentration of 
open-minded and outward-looking individuals, but a relatively highly 
developed infrastructure for international networking as well - display common 
elements and enter into the general stream of trends that govern higher education 
elsewhere, desRite the fact that economically, politically, and even culturally 
the countries in which they are located are out of synchrony with 'the centre'. 
It is not irrelevant to point out, in this regard, that practically all Universities in 
the Mediterranean, - with the exception of Syrian and Libyan ones - generally 
have access to the internet, and that if, for many citizens who are "lucky to 
have running water, let alone a computer in their home, the concept of the 
'global village' is still a pipe dream, it nevertheless does tend to be a finn 
reality for many university academics and students, whose participation in 
a virtual, scholarly comrimnity is facilitated by the new technology of 
communication. 

In addition to the issue of permeability to globalisation, a comparative study 
of education systems in the Mediterranean seems to me to be possible because 
practically all the states bordering on the basin share a common political history 
of domination and economic peripheralisation. All the states of the Mediterranean 
- with the exception of France - have only recently emerged from decades - and 
in some cases, centuries - of either colonial domination, or dictatorial rule. Cyprus, 
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Malta, Jordan, Egypt, Palestine were all colonies or 'protectorates' of Britain, 
while Morocco, Tunisia, Algeria. Lebanon fell under 'French rule or mandate. 
Libya fell under the sway of Mussolini's Italy at a time when it was 'fashionable' 
for European states to have Empire. The tardy establishment of democratic 
government in Portugal (1974), Spain (1975), a~d Greece (1974) means that in 
these countries as well, memories of totalitarian regimes are still fresh, as are those 
of Albania (1990), Croatia (1990), Slovenia (1991), Macedonia (1991), and 
Bosnia and Herzegovina (1992). As part of the semi-periphery of the world 
economy. therefore, the Mediterranean 'rim' plays a specific role in the ,
international division of labour and capital accumulation. IS A consideration of 
a global economic regime using, for instance, a world-systems approach 
(Wallerstein, 1984; Santos, 1990) helps us distinguish between processes in the 
education sector that are common to 'central' countries and those that are 'semi
peripheral'. While the former are generally 'policy-making' countries, the latter 
are often 'policy-taking' ones. 

This shared history of permeability to globalisation forces, of domination and 
peripheralisation is therefore bound to have had an impact on the fonn, pace, and 
direction of the region's educational development, and it is certainly worth 
considering in a manner. ~at does justice to the linkages between what appear to 
be, at first glance, very different situations. Indeed, even if comparative 
Mediterranean studies are articulated in a tentative, almost eschatological fonn of 
discourse that gropes towards the identification of patterns, and reasons for those 
patterns - often on the basis of flimsy, scarce, and not entirely reliable data -
enough material can nevertheless be brought to bear on the subject of higher 
education to hazard a number of propositions regarding common 'trends' which 
could, in turn, become the focus of further and more systematically grounded 
research that contributes towards the development of the field. 

Clearly, different Mediterranean states are at different phases of 
development, and there is no claim that there is some form of ineluctable and 
linear histori~al force or 'logic' that necessarily leads higher education systems 
in the direction indicated. The argument will nevertheless be made that there is 
evidence of a movement in the same direction, despite the very real differences 
that characterise the countries in the region, and that we have taken pains to 
identify. While, as has been noted earlier, the focus will be on the Euro
Mediterranean countries (including Libya), reference will, from time to time, be 
made to Portugal, Spain, Italy, and Greece, because their location on the semi
periphery of advanced· capitalism does inscribe them within the logic of at least 
some of the forces of development- and hence trends - that are outlined below. 
References to the Balkan Mediterranean states will be limited, and very tentative 
in nature. 
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Trend 1: Prioritisation of the University sector 

In most countries of the southern and eastern Mediterranean, education 
suffered under colonial or dictatorial rule. The British and French . .in their own 
different ways. were mainly interested in education as long as this provided for the 
training of clerks fmd functionaries for the administrative service. Compulsory 
education at the primary and secondary levels was introduced very late in the day 
- often a century after those services had become available in Europe. University 
education was available only to the elite, either at what was often a solitary 
institution in the country's capital city. or in the metropole country. One report 
notes that in Morocco, for instance, in 1943 - Le. 31 years after the establishment 
of the French Protectorate - only 23 Moroccans held a first university degree, the 
licence (Nucho, 1999: 640). In some cases, education fared worse under 
occupation than before it: such is the case of Algeria where, from the start of 
French dominion in 1830 till independence in 1962, the literacy rate actually 
declined (ibid.: 14). 

A look at the development of higher-level institutions in such countries 
suggests that the establishment of a university represented a key dimension of 
a national strategy to assert identity and nationhood - either on the road to, or 
in celebration of independence. Such is the case of Egypt, for instance, when 
Britain's educational policy, solely interested as it was in training manpower 
to satisfy the needs ofthe administrative apparatus and in co-opting elites, was 
met with opposition. This led, in 1908, to the establishment of the first secular 
Egyptian university - later to be known as Cairo University - by prominent 
Egyptian nationalists (Nucho, 1998: 200). Under different circumstances but 
for similar reasons, Cyprus finally achieved its goal of establishing its 
University in 1989 (teaching started in 1992), an aspiration that it had 
harboured for over half a century but which, according to Koyzis (1993; 1997) 
and Persianis (1999) had become vitally important in order to ensure the 
State's legitimacy in the international arena, particularly after the invasion of 
the island by Turkey in 1974, and the subsequent drawing up of the infamous 
'Green Line'. In Palestine, universities became a symbol of national identity 
and of resistance to Israeli occupation. They also became a breeding ground 
for young political leaders, and the fact that they were frequently closed down 
by Israeli troops is a clear witness of the national role played by universities 
under occupation. 16 

While the setting up of universities in the Mediterranean has often been 
couched within a discourse of national economic revival, a closer reading of the 
situation reveals that the semi-peripheral State, in its search for legitimation, 
adopts Western-style discourse and models. often at the expense of neglecting 
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the needs of its own specific situation. This has led several Mediterranean 
countries to invest in the more visible higher education sector, without 
addressing more carefully the massive problems in the compulsory education 
sector. 

Several MENA countries spend much more on their higher education students 
than on those in basic education --8 times more in Tunisia, 15 times more in 
Jordan, and 15 times more in Morocco (Lewin, 1995, cited by Heyneman, 1997: 

. 454). The fact that university studies are more expensive than compulsory 
education could be considered to be normal, but it is pertinent to point out that in 
OEeD countries, the state spends only twice as much on students in the fanner 
sector than it does on those in the latter. 

The importance attributed to university education in Mediterranean 
countries following independence or despotic rule is obviously not just a 
reflection of the need to assert identity and legitimacy - it is also the result of a 
very real popular demand for further studies. This demand can be said to have 
been caused by a number of factors. One obvious reason is the fact that 
invariably. and for both ideological and economic reasons. newly independent 
states. or those which had succeeded in overthrowing authoritarian rule. put 
education at the forefront of their policies. Despite the uneven' success 
achieved. the fact remains that, in these countries. several more students reached 
the levels nonnaUy required for entrance to university-level studies - indeed. the 
numbers became so large that. as we shall see below, states have had to resort 
to a variety of strategies to cope with. and ultimately manage. control. and even 
reduce the flow. If we take the Arab states of the Mediterranean as an example. 
we find that several governments have generally placed great emphasis on the 
expansion of schooling as the primary cornerstone of nation building. The 
increasing number of secondary school graduates knocking at the doors of 
tertiary institutions far outstrips demand: In 1989 in Jordan. for instance, 26,180 
students had passed the tawjihi examinations which 'theoretically gave access 
to University - however. only 33.9% of these could be absorbed (Nucha. 
1998: 342). 

States were also partly responsible for triggering off the upsurge in higher 
educ~t!'on provision: consonant with,prevalent political ideology, educational 
acces:: to further studies was widened to avoid a situation of dependence on the 
'Nonn' for science and technology. Also, a belief in human capital theory 
encouraged many states to see a direct relationship between investment in 
human resources and economic development. In many cases, however, 
opportunities for such development did not occur in areas that required highly 
qualified personnel, but in the low or medium skilled areas such as the textile 
industry and tourisffi. 17 
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Trend 2: Broadening of access 

The' massification of the higher education sector which, in Europe and the' 
United States had already commenced by the middle of the 20th century,l' took 
off in earnest in the Mediterranean countries from 1970s onwards. Indeed, it is 
estimated that more than half of the universities in Arab countries were established 
after 1970 (Shaw, 1997), with the student enrollment figures increasing fivefold 
in most countries over the last two decades, and even more in Algeria (increased 
by 13 times), Morocco (16 times), and Jordan (by 20 times). Such an exponential 
increase is also true for Malta, with a fivefold increase in the student population 
between 1988 and 1995 (Sultana, 1995b). In Turkey, there was a 42% enrollment 
increase in fonnal tertiary education between 1983 to 1992, and within one 
academic year (1992-93), the capacity was increased by another 33% (Simsek, 
1999, drawing on Guruz, et aI., 1994). Between 1994/95 and 1997/98, Palestine 
saw a 78% increase in the number of its university students (Hashweh and 
Hashweh, 1999). The first EuroMed Civil Forum (Institut CataU, de la 
Mediterr'nia, 1996: 162) noted ·that between 1979 and 1995, the number of 
university students had multiplied ten-fold in almost all the countries of the 
Southern Mediterranean. 19 

There are important class and gender dimensions to the widening of access to 
higher education. In terms of social structuration, available data20 coincides with 
that of many other countries world-wide, namely that those from middle and upper 
classes are most highly represented in universities. With regards to gender, the 
subordinate role of women in intellectual and educational life in several 
Mediterranean states has been well documented (Fergany, 1994; Dore-Audibert 
and Bessis, 1995; Sabour, 1996; Belarbi, 1996; Morsly, 1998). The World Bank's 
higher education report (1994) notes, for instance, that women constitute only 
36% of the total enrollment in that sector in MENA countries, with wiqe diver
gences being recorded for the differe'nt Arab countries. 

Despite this, it is undeniable that the percentage of female students has 
increased steadily in several fields of studies (Beirut Declaration, 1998). The 
Libyan report to the IBE World Data Bank on Education (1998) notes that the 
country was moving away from policies that went against the interests of women, 
including the idea that university and advanced studies or fields of studies 
were unsuitable for women (see also al-Harari et aI., 1994). The same report notes 
that for 1995-6, 40% of the 160,000 students enrolled in universities were female 
- a substantial increase from the 21 % in 1980-81." In Malta, 50.5% of graduates 
in 1997 were women, compared to only 24.6% in 1980 (IBE, 1998). 

It is however important to highlight the fact that women tend to be found 
congregated in specific areas of studies (Chabchoub and Haddiya, 1995). This 
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Table 1: Third Level Education: Students and Graduates by broadfield o/Study. 1995 (Source: 'World Education Report'. France: Unesco, 1998). 
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becomes evident when we consider the data presented in Table 1. which provides 
a picture of the percentage of students (and graduates) by field of study, the 
percentage of female students in field of study. and the gender segregation index 
in the different countries of the Mediterranean, at least as these were reported, 
country by country, in the World Education Report (Unesco, 1998). Drawing on 
Hatem (1995), Mazawi (1999a) argues convincingly that gender-specific 
enroIlment policies enable 'entrenched 6lites to redraw the distribution of social 
and political power and enhance regime legitimacy'. providing women with 
sheltered educational and occupational trajectories. which lessen competition with 
men, enabling women 'to carve out their own professional and occupational 
spaces in gender-based occupations', such as medicine and education. One could 
also raise the question as to whether the availability of women on the highly
qualified job market serves to counter-balance the tendency for higher wage 
claims in that sector.22 

It would not be remiss to point out that one finds several attempts on the part 
of governments of Mediterranean states to direct or control the surge for higher 
education, to 'ensure' a better fit between supply and demand, to preempt 
problems related to armies of disaffected unemployed or under-employed youth, 
and to create conditions which improve quality educational provision. These 
strategies have included the arbitrary raising of the pass mark at pre-university 
level examinations, the setting up of provincial universities, the off-loading of 
responsibilities for training and research onto private institutions, the 
diversification of the higher education through the establishmen~ of community 
colleges w.hich absorb potential university applicants, and the increase of post
secondary vocational institutions and tracks. Egypt is a case in point, with the 
number of students entering universities in 1989 beinK 68,000 - a 26% decrease 
from the number that entered in 1981 (Nucho, 1998: 200). Libya too has, since 
1990, raised its university entrance requirements, channelling lower achieving 
students towards higher training institutes and vocational training centres (IBE, 
1998). Some of these issue~ will be considered in other sections in this article. 

Trend 3: A diaspora of Mediterranean students 

Another strategy adopted by different Mediterranean states in an attempt to 
manage the demand for higher education has been the provision of scholarships 
and other forms of incentives and aid so that students carry out their studies 
overseas. Target universities have generally been those in metropole countries, 
though increasingly the USA has become the preferred destination for study, 
given the perception that it offers a superior education in such fields as 
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engineering, mathematics, computer science, business and management -
particularly at the post-graduate level. Zikopoulos (1991) reports, for instance, 
that in 1989-90, 311 Algerians were studying at US institutions. In a survey of. 
academic educational scholarship in the Mediterranean carried out by Sultana and 
Ebejer (1997), it became clear that of the 262 respondents from 17 Mediterranean 
countries who filled in a network form set out in English and French, 102 had 
carried out their studies at foreign universities. Of these, 52 had obtained their 
doctorates from USA institutions, and 23 from UK ones. 

This is not to say that the flow of Mediterranean students has only been in the 
direction of the 'north': Jordanian students, for instance, used to go mostly to other 
Arab countries - particularly Syria, Egypt and Iraq - for their university studies 
(Zughoul, 2000a). Before the war broke out in 1975, Lebanon - and Beirut Arab 
University in particular- was the preferred destination for students from elsewhere 
in the Arab world, Africa, and Asia (Nucho, 1998: 545). Of the total 45,786 BAU 
graduates through 1990, only 18.3% held Lebanese citizenship (ibid.: 550). In the 
seventies, the majority of Palestinian students carried out their higher level studies 
in other Arab countries, mainly Jordan, Egypt, Iraq, Syria and Lebanon." 

The number of Mediterranean students studying abroad has reached staggering 
proportions, and was particularly impressive in the seventies, before declining 
economies and strained international relations took their toll (Za'rour, 1988: 21). 
The Jordanian government, for instance, estimates that 40,000 students are 
carrying out their studi~s overseas, largely _ due to lack of space in home 
universities (Nucho, 1998: 342). 25,000 go abroad to foreign universities each 
year (Burke and AI-Waked, 1997). For Egypt, the number is about 10,000 (ibid.: 
212). As many as 12,000 Cypriot students were studying abroad in 1988 
(Persianis, 1999), with the number going slightly down to 9,067 in 1994 (lEE, 
1998).24 Students from the Maghreb have, in the past, flocked to France where 
university studies were heavily subsidised. A total of 55,830 students from 
Algeria, Morocco and Tunisia carried out their higher education studies abroad in 
1983, with 78% of these going to France (Za'rour, 1988: 21). Among the Latin arc 
countries, Greece has more university level students studying abroad than does 
any other European nation (Eliou, 1988, 1992; Saitis, 1993). 

The downside of this transfer of knowledge 'southwards' is that what starts of 
as temporary m.gration becomes pennanent - Odysseus does not necessarily 
always return to Ithacaps Irrespective of whether degrees are earned at home or 
foreign institutions, the temptation for graduates to seek their fortunes in the more 
lucrative 'north' has taken an enonnous toll on human resource dev~lopment in 
the region. Gizard (1992) reports, for instance, that an estimated 250,000 
graduates have emigrated northwards and eastwards from the Maghreb alone in 
the last twenty five years, representing an average of 10,000 graduates per year. 
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For Algeria alone, and with reference to 1996/97, the Minister of Education is 
quoted as saying that 1200 university lecturers had left the country.26 

A more recent trend noted by AI-Nouri (1995) is a growing disenchantment 
with college degrees, especially those earned in Western Universities. Similarly, 
Coffman (1996: 17) reports that less Arabic students are going to the 'west' , and 
that partly as a result, the latter - and particularly the United States - has moved 
to Arab states, with several American universities setting tip programmes in 
Arab countries. Harvard University and the University of California at Davis, 
for instance, will be overseeing the academic aspects of the newly established 
and private Middle East University in Cairo (Nucho, 1998: 212). In Palestine, 
an Arab American University is to be opened in Jenin, to the north of the West 
Bank, with support from the University ofCalifornia. 27 U.K. universities as well 
- having allowed themselves to be thoroughly colonised by market ideology - are 
making the best of their erstwhile contacts in the Mediterranean to establish 
'ou"tpost campuses' or 'foreign university extensions' to offer degrees, cashing 
in on the escalating aspirations of young people, in a context of decreasing 
financial resources. This is the case with Intercollege in Cyprus, while Henley 
College. Oxford Brookes University, and Maastricht University are actively 
engaged in prospecting candidates in Malta. A recent amendment to the Higher 
Education Law in Israel has facilitated the creation of a 'transnational system of 
tertiary education suppliers', largely controlled by the U.S.A. and the U.K., and 
in response to an ever growing demand for higher studies (Gottlieb and Yakir, 
1998). The Civil Forum held in tandem with the Barcelona Conference in 1995, 
noting the American university presence in the region, fonnally proposed the 
'introduction of European universities in the Mediterranean' (Institut Catala de 
la Mediterrani.a,1996: 168) in order to enhance co-operation and influence 
(ibid.: 164). 

Trend 4: Privatisation of the university sector 

One of the strategies adopted by several countries in the developed world in 
order to cope with expanding higher education systems and contracting capital has 
been the systematic stimulation of non-public sources of higher education finance. 
This, until recently, had not been the case in Mediterranean countries, where 
legislation generally. prohibits private universities from being established or from 
operating an' outreach campus on their territory. Increasingly, however, the 
situation is changing. There are many reasons for this shift: one of these has 
already been extensively referred to. namely the impossibility for the State to cater 
for the ever-burgeoning number of students wanting to further their studies. 
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Another reason is the cost associated with providing higher education free of 
charge or at highly subsidised rates, catering for grants, scholarships, food, 
medical and accommodation subsidies and so on. In this regard, the World Bank 
(1994: 17) has noted the inability of governments in MENA countries to keep 
up with their initial investment in higher education, with average public 
expenditure per student declining from $3,200 to $1,900 in less than a 
decade. Only Israel seems to have maintained its high levels of investment 
in higher education, putting1.7% of its GDP into the sector, thus ranking 
second, after the U.S.A., in international comparisons with developed countries 
(Limor, 1999). 

That privatisation of universities has responded to a real demand can be seen 
from the fact that once such an enterprise became a legal possibility in a number 

. of Mediterranean countries, several such institutions were set up in a short space 
of time. In 1986, the Jordanian Ministry of Higher Education, in response to a 
request by expatriates, authorised the establishment ofthe private Applied Science 
University, which opened its doors to students in 1990. Within eight years, eleven 
other private universities had been set up, with an enrollment approximating 25% 
of the total student population in Jordan's universities in 1994-95 (Burke and 
AI-Waked, 1997; Zughoul, 2000a). 

Turkey approved the establishment of private universities in 1984. Seven were 
founded in quick succession, with as many being granted permission to start 
operating in the near future (Simsek, 1999). Egypt legalised private universities 
in 1992, with two such institutions being established immediately after (Nucha, 
1998: 200, 212). Indeed, it has been reported that as part of an overall strategy to 
stimulate business, the French - and specifically'the bank Societe Genera/e, the 
tourist company Accor and the telephone company Alcatel,.have invested capital 
and plan to launch a University in Cairo in the year 2001 (Murris, 1999). ID 
Morocco, private higher education schools have been operational since 1985, and 
by 1999, 79 such institutions had opened, with a reform in the pipeline which 
intends to group these schools into universities, which will remain private 
(Meziani, 1999). A private University was opened ·in 1993: an anglophone 
institution built on the anglo-saxon model, the university is named after the late 
King Hassan n, and is based in Ifrane. A new refonn under discussion forsees two 
different kinds of universities other than public institutions: private, ,and semi
public, i.e. financed by student fees and state subsidy. ID Israel, Gottlieb and Yakir 
(1998) note that the first step towards privatisation of higher education has been 
paved with the amendment of the Higher Education Law, which now licences 
foreign universities to offer degree courses, within the framework of specific 
guidelines, and in response"to a demand for higher education qualification that 
the State could not accommodate. 
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Politically useful though privatisation may be in that it decreases some of the 
pressure on the State, it is nevertheless viewed with suspicion and ambivalence in 
several Arab states as it represents a threat to government control over standards, 
curricula, and recruitment of personnel (Za'rour, 1988). Zughoul's (2000a) 
detailed account of the development of the private university sector in Jordan is 
a timely reminder of the dangers of unbridled and unregulated private involvement 
in education, where 'profiteering' takes over the traditional mission: the quest for 
excellence. Despite the fact that there is little evidence to support claims that 
private involvement in universities lead to cultural imperialism and a lowering of 
standards, Gottlieb and Wakir (1998) note that in Israel as well, foreign university 
extensions have attracted considerable criticism from the ranks of traditional 
academe. Furthermore, while privatisation may reduce economic pressure on the. 
state, it can ultimately contribute towards the increase of social pressure, since it 
is likely to reinforce and augment unequal access to the university.28 

Trend 5: The entrepeneurial University 

Within the same ideological terrain of privatisation is the reconceptualisation 
ofthe University as an entrepreneurial organisation (Clark, 1998). The argument 
behind the development of this model is that full public funding of universities can 
only be sustained in a situation where only' a small percentage of each age cohort 
aspired for and entered the higher education sector. With the burgeoning of 
numbers, that kind of investment on the part of the State could not be maintained, 
and it is now up to the University to attract funds by entering into collaborative 
projects with the _productive sector. In the more developed countries, 
industrialisation forced the universities to reconsider their inward-looking 
attitudes that protected their traditions, and began instead to participate in the 
process of development, establishing new research institutions, new curricula, and 
eventually new relationships with the productive sector of society. In peripheral 
and semi-peripheral states, where the economy was and remained largely agrarian, 
the University was not challenged to severe the umbilical ties it had with the 
structural and cultural fonns it had inherited from the Middle Ages. Indeed, social 
commentators from such peripheral couptries, who saw educational development 
as a means of indu.strial development, were often frustrated by the backward
looking gaze of these elitist institutions. In 19th century Malta, for instance, 
Wallace (1842: 7) exorted the University to seize 'the pruning knife' ,judiciously 
severing ~from the tree of knowledge the leaves of Cicero and Demosthenes and 
graft in their stead enlarged branches of scientific ... knowledge'. University 
lecturers were castigat.ed for their narcissistic fascination with the classics, 
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literature, metaphysics and theology. and were urged to shed 'vain illusions and 
motives of self-conceit. .. [and to reduce] the empty phantoms of imagination to 
the realities of a productive and fruitful active life'· so that 'a solid alliance, 
constant and unshakable in its hereditary usages, be formed between scientific 
theory and practical labour' (ibid.: 8)." 

Such a transformation, in the case of m<,loy Mediterranean universities, did 
not happen until relatively recently. and at least partly explains why such higher 
education institutions have tended to be dominated by Faculties providing 
traditional professions such as doctors, lawyers, pharmacists, architects, and 
religious specialists (Boissevain, 1982).30 Increasingly, however, and under the 
influence of globalisation, the pressure of student numbers, and the decline of 
public resources', the model ofthe 'entrepreneurial university' has begun to gain 
legitimacy. Sings of this trend are more evident in the non-Arabic 
Mediterranean universities, particularly in those countries that have strong 
linkages with the European Union. In Malta, for instance, the University 
established its commercial arm, the Malta University Services, which attempts 
to generate supplementary funding for the institution and its employees, and to 
promote faculty skills, research and products among the business community 
(Serracino Inglott, 1993: 11). This is partly due to the hegemonic pull of market 
and corporate models of financial management, which have become finnly 
entrenched in Europe. 31 

Trend 6: Greater autonomous management 

The Napoleonic tradition of centralised government has deep roots in the 
Mediterranean countries, where State authority - often coupled, as will be noted 
in another section below, with varying degrees of religious control - holds sway 
over large arenas of social life. 

Reasons that could be given to explain this trend in the different sub-regions 
of the Mediterranean include: (a) political histories of colonialism or indigenous 
autocratic regimes, where a strong State apparatus had to keep a tight control over 
the production of ideas and identities; (b) industrial underdevelopment and 
delayed modernisation, where the lack of an indigenous entrepreneurial class and 
the dynamics of the international division of labour led the State to take centre
stage in several dimensions of the country's life, including investment in human 
resources;" (c) the influence of the ideology of centralised planning which, in the 
50s and 60s, was common to most developing countries, and which led States to 
undertake manpower planning exercises and to plan and manage educational 
structures and services in view of pre-established economic goals. 
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One major stumbling block to autonomy in Mediterranean universities' is 
financial: as long as it is the State which carries the major share of the burden of 
costs, it will feel justified in maintaining power over the institution: as always, it 
is the one who pays the piper who calls the tune. As Sabour (1996: 79) notes, in 
State financed universities, faculty members are employed as civil servants, so 
that 'the hierarchy of organisation, the process of decision-making and academic 
policy-making is under the strict centralised control and supervision of the state' 
(Sabour, 1996: 79). Thus, the Arab academic 'is still in many respects dependent 
on this bureaucratic power which functions as a gate-keeper of the. state market, 
which constitutes the main space where he [sic] can invest his knowledge and 
capital' (Sabour, 1991: 226). 

In a sense, therefore, the trend towards privatisation that has already been 
noted signals not only a devolution of aspects of responsibilities that previously 
belonged solely to the State, but also - and concomitantly - a weakening of 
centralised administrative regimes, where cost-sharing necessarily leads to power
sharing. Indeed, practically every country report on higher education that was 
perused to write this article notes a trend towards decentralisation - though of 
course, nothing less that empirical and grounded research can indicate the extent 
to which such declarations represent a sop to what have become - in addition 
to ~privatisation' and the 'free market' - aspects of a fundamentalist 'world 
ideology', adherence to which signals modernity. progress and efficiency.33 The 
European Union's commitment to decentralisation and subsidiarity has been an 
important influence. not only with the Mediterranean members states, but also 
with those who look towards Europe for inspiration in reforming their educational 
sysiems (see Sultana, 1995a). With his characteristic sharpness, Weiler (1999;20) 
notes that the trend towards devolution of power to the university on the part of 
the state is not innocent: at least part of the motivation has been the sedous 
shrinking of public resources available for expanding systems ofhighereducation. 
'In this situation', comments WeBer wryly, 'it is very tempting for governments 
to transfer to the universities the increasingly unpleasant (and politically onerous) 
task of administering scarcity'. 

Another obstacle to university autonomy is 'patronage', much in evidence in 
Mediterranean societies (see Boissevain, 1974; Gellner and Waterbury, 1977). 
The more 'advanced' a society, the more differentiation there is, with less of a 
reliance on kinship systems and on patronage and more of a reliance on 
institutions that operate with a bureaucratic rationality. Developing states are 
characterised by an absence or weakness of rational bureaucracies, with the result 
that recrui.tment (and promotion) of personnel - even at higher education levels, 
is· often subject to feudal patronage ties rather than to fonnal qualifications of 
skills and proven ability. In Jordan, for instance, such wasfa or 'influence' can 
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determine the percentage of a budget that a particular university obtains from 
public monies (see Burke and AI-Waked, 1997). Across the Middle East, Shaw 
(1997: 214) reports that leading families are allocated their domain in the state 
apparatus, 'so that it is not unknown for the university to be' a-personal fief of 
a notable'. These and other practices lead Shaw (1997: 206) to conclude that in 
the Middle East 'higher education and the intellectuals are controlled and 
managed by the power holders'. that they are 'in many respects incorporated 
·into government and bought off by government employment' (ibid., 211), and 
that the only alternative to this predicament is either retaliation by the influential 
families, groups and rulers, silence, cunning or exile (Keddie 1972: 56). 
Bursalioglu's (1995) brave account - and confrontation - of the excesses of both 
the Turkish state and its minions within the higher education sector might well 
be an eye-opener, given the revealing details of ministerial meddling. 
favouritism and autocratic decision-making - but it will hardly be news to 
Mediterranean readers who have suffered (or enjoyed!) first-hand such practices 
in areas that include the granting of tenure, promotion, relatively lucrative 
administrative posts, and research grants. For many academics in the region, a 
change in government can spell fortune or disaster, depending on who's side one 
is - or perceived to be - on! 

It is only in Israel, it seems, where the higher education law grants the sector 
"total' academic and- administrative {ndependence, making the situation unique. 
Limor (1999: 28), the director general of the Council for Higher Education of 
Israel- the buffer body between goveQ1ment and academia - states that 'no similar 
law exists, in any other known country, that grants such a vast degree of academic 
and administrative freedom to institutions of higher education'. 

It would however be true to say that a definite trend towards greater autonomy 
in university affairs can be perceived across the Mediterranean basin. A few 
examples will help flesh out ~his development. Italy's 51 universities now enjoy 

. more autonomy in the management of funds and personnel, in the determination 
of fees and contributions, and in the evaluation of their own activities. In Albania, 
where up to the collapse of its totalitarian regime school and University curricula 
were strictly controlled because of the fear of the penetration of foreign ideology, 
new laws have been passed (1994, 1999) which guarantee the autonomy of 
universities and all higher education level institutions. Higher education is now 
based on self-assessment under the supervision of the State, with syllabi being 
developed by each lecturer or group ofiecturers (Musai, 2000). In Algeria, despite 
the fact that the educational system remains highly centralised, with the Ministry 
of National Education and that of Higher Education and Scientific Research 
determining the curricula for various educational levels, Regional Academies of 
higher education have been established so that deans and directors of grandes 
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ecoles participate in taking responsibility. for the academic administration of 
higher education in their respective regions (Nucho. 1998: 15). . 

Trend 7: Secularisation of universities 

One important aspect in regard to the autonomy of universities in the 
Mediterranean region is the relationship between educational institutions and 
religious. besides secular ones. As the birthplace ofthe three Abrahamic religions. 
the faiths can be said to have historically both initiated and stultified educational 
development in the region. Islam is a case in point. As al-Otaibi and Rashid (1997: 
2) note, 'from its inception. the religion of Islam honored education and strongly 
encouraged Muslims to study and learn'. Such a c6mmit~ent to learning.- as we 
have already had occasion to note, led to the development of universities in 
Islamic countries, before they made their appearance in the West. 

The issue of secular higher education in the Mediterranean is a complex one, and 
the direction of change is not entirely clear given that the struggle to establish a 
hegemonic position by either of the two 'camps' - i.e. the secularists and the 
religious - is still in balance. While in Europe it is the influence of Islamic 
fundamentalists that is given most - if not exclusive - coverage, it shl?uld be noted 
that what could be called 'aggressive conservatism' is also a feature of Catholicism 
and ludaism. and that all three religious groups have developed strategies to 
influence the fonn and direction of education, sometimes at the tertiary level as well. 

Such an influence can take varjous fonns. The character and sometimes very 
charter of the University can reflect the fact that they were founded by religious 
orders of one kind or other. Malta's only university started out as a Collegium 
Melitense in 1592, under the leadership of Jesuits. 34 Graduation ceremonies, 
'senate and council meetings, the opening of a new academic year - one and all are 
accompanied by religious rituals, prayers, and in some cases, mass. The order of 
the Jesuit fathers was also responsible for the establishment of what would later 
become St. loseph University. in Lebanon in 1881. Egypt's oldest university. AI
Azhar, specialised in Qur'anic studies, as did that of Morocco, which started off 
as Qaraouiyine University Mosque. AI-Janan University in Tropoli, Lebanon (est. 
1993). is an Islamic institution affiliated with the Muslim brotherhood (ikhwaan 
al-muslimiin), while in the same country. Balamand University (est. 1988) 
operates under the auspices of the Orthodox Patriarchate of Antioch and All the 
East (Greek Orthodox), and Holy Spirit University (est. 1949) under that of the 
Maronite (Catholic) Order. While Jewish ultra-orthodox groups tend to keep 
away from the higher education scene in Israel,35 it is pertinent to point out that 
Bar IIan University is in fact a religious institution. 
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The power of religious groups can be felt much more directly, particularly 
when alliances are made with the State. In Malta, for instance. a secular socialist 
government had closed down the Faculty of Theology at the island's only 
university in 1978. A subsequent government of christian democrat persuasion re
instated that Faculty, and established a binding agreement with the Catholic 
authorities whereby staff selected to teach Theology at the University had to first 
be approved by the Archbishop before a definite appointment was made by 
Council. The Rector hand-picked by the same government to lead the newly 're
founded' University was a priest, with the University council not having any say 
at all in his appointment. 

Hladnik (2000) describes how at the very beginning of the transition of 
Slovenian society to democracy in 1991, the Catholic Church attempted to claim 
back its traditional, political, economical, and above all educational role in society 
- roles that, for the previousJorty five years, had been limited to liturgical rites by 
the communist regime. Hladnik in. fact notes that the educational agenda is 
confronted with two opposing visions: on the one hand there is modernity, human 
rights, individualism and secularism, while on the other there is traditionalism, 
corporatism. Christian values and anti-secularism. Attempts at educational refonn 
in the former direction through the publication of a White Paper in 1996 have met 
with a fierce opposition of the Slovenian archbishop and the clergy, who vowed 
that they would never accept the reform, and that they would fight it, even ifit took 
for 'five, ten or fifty years to destroy it' (quoted in Hladnik, 2000). 

But perhaps it is in Arab universities that we see the most developed fonn of 
influence by religious - specifically Islamic - groups. There isa long history to 
this, for it was precisely the inability of the Arab scholar to prise a free space 
between the 'church' and the 'state' that led to the withering of the idea of the 
university as a separate body of masters or fellows, and rang the death knell of 
muslim academic leadership. As Clark (1987: 264) perceptively notes, institutions 
of higher learning in Islamic countries became organised around specific forms 
and associated cultures that became static. 'Notably,' Clark proposes, 'they 
concentrated exclusively on legal and religious studies. becoming in effect 
colleges of religious law. They did not themselves develop corporate legal 
personalities, even though often endowed, but remained closely bounded by larger 
religious structures and tenets ... The individual teacher or student remained 
closely constrained, and the college as a whole was restrained from moving into 
new areas of inquiry and professional practice', In Europe, the organisational 
culture that was developed in universities led guild-like units to work relatively 
autonomously, and particularly after the Renaissance, the stress on rational 
inquiry rather than tradition enabled a dynamic interaction that not only altered old 
forms of knowledge, but developed new ones as well. While both the islamic 
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madrasa and the christian university were threatened by the same sclerosis of 
thought and ossification into orthodoxy, Europe managed to emerge thanks to 
three movements that were absent from Islam. These Khoi (1998: 33) identifies 
as a critical spirit in theology that was made possible thanks to the rivalry between 
Pope and Emperor, and which led to the Refonnation: humanism, that is an 
individualism which also opposed itself to the Pope's authority; and printing, 
which islam refused till the 18th century. 

Fundamentalism is, in essence, contradicted by the spirit of open quest that is 
of the essence of universities - a quest that pennits doubt, multiplicity, and 
scepticism. As Fabre (1998: 10) claims, fundamentalisms, be they Islamic, 
Jewish, Orthodox or Catholic, are a 'product of modernity, and specifically of 
intense urbanisation - but they do not convey modernity. They suffocate culture 
and creativity under the black veil of religious ideology, becau~e they consider 
them to be illicit ... Only the One prevails, in its dangerous purity, the Multiple 
having no right to abode. A sovereign monologue of all these fundamentalisms, 
which meet each other in a concerted movement that drowns, with a vengeance, 
the polyphony that is the Mediterranean.' 

It was earlier noted that, of all social institutions, universities tend to be among 
the most permeable to foreign influence. It is precisely that which makes them the 
object of criticism of religious movements that cannot tolerate difference. 
Modelled on French or English institutions, and increasingly on American-style 
programmes, credit-system and all (Coffman 1996: 17), with curricula that are 
increasingly dependent on knowledge produced in the Western world, couched in 
language that is of the West, Arab universities are prime targets for 
fundamentalists. It is no wonder that, given the mounting concerns regarding the 
perversion of spiritual values and ideas, the exploding Algerian fundamentalist 
movement made Arabicisation of the university its primary demand in 1989.36 

Abu-I-As'ad (1994) notes that while at the turn of the century, Egyptian teachers 
had been considered to be the cream of the modernist lobby, the awint garde 
troops representing 'progress' because of their adherence to, and communication 
of modern secular ideas, the situation has today changed drastically. Teachers 
are increasingly co-opted by the islamic movement, with many of them being 
active members of such groupS.37 

Arab state leaders have had to make their own uneasy peace with Islamic 
movements,. which tend to see higher education as a filter through which Western 
technologies are introduced into society. Many Arabic universities clearly state in 
their mission statement that one of their goals is the maintenance of Arabic
Islamic values and the adaptation of the modernisation process. Islamist student 
groups have attempted to dominate several University campuses in North Africa, 
and Coffman (1996: 16) reports that governments have taken 'strong measures 
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to repress, or at least defuse, such activity. A large and visible police presence on 
campuses, as well as an effective network of student infonners, has kept 
fundamentalist activities under control'. In Syria. Islamic zealotry within the 
confines of higher education has been neutralised - with some degree of violence, 
we are told (Shaw, 1997: 209) - by the 'socialist' element of Baathist ideology. 
Nevertheless, as a cursory look at some recent publications on the matter show, 
the goal of 'islamising' all levels of education in the Arab world, if perhaps kept 
in check, is still very much alive (see Sultan, 1995, 1997; Bajunid, 1989).38 In a 
short but valuable contribution on the impact of globalisation on higher-education 
in MENA countries, Sabour (1999) notes the increasing attraction of religious 
extremism among university student who, having jumped through alI kinds of 
social, economic, cultural and symbolic hoops and hurdles, end up unemployed or 
underemployed. In this case, fundamentalism signals a disenchantment with the 
secular, western dream of credentialling and progress, vehic1ed as it has been by 
globalisation. The disenchantment with socialism and left-wing radicalism and·the 
shift to other all-embracing ideologies such as that provided by religion can 
perhaps best be seen in Palestine. In the 19805, Birzeit University was the bastion 
of the radical left, and that was reflected in both student and faculty union 
elections. Now, the most powerful political group is the Islamic Ramas and Jihad, 
followed by Fatah (pro-Arafat). The left has almost disappeared at the student 
level, and has been drastically weakened at the faculty leveJ.39 

Trend 8: 'Innovative accommodation' in the choice of the 
language of instruction 

Echoes of -the religious question - which is also, and predominantly. a 
question of identity - can be found in another major issue that confronts 
Mediterranean universities - the language of instruction. Language, as 
sociolinguists such as Trudgill (1995) and Moatassime (1992) have pointed out, 
is intimately linked to national identity, and acts as a symbolic resource to 
project feelings and ideologies of nationhood, and the position of the post
colonial State in the region and world. The language of instruction has both 
politico-cultural and political-economic components: the first related to identity 
formation on gaining political independence, the second conjuring up the 
problems related to. the dearth of resources which limits the production of 
required textbooks, as well as the marketing strategies used by international 
publishers from core countries. 

For Arabic countries especially, language represents a major symbolic issue 
over which countless ideological battles have been fought. An account of the 
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herculean efforts on the part of Arab states towards Arabicisation (maximising 
the use of Arabic) - including the setting up of a Bureau for Coordination of 
Arabicisation in the Arab World, established in 1961 by ALECSO, is provided by 
Zughoul (2000b). Arabicisation of higher education has been on the cards for at 
least three decades, and comprehensive use of Arabic was supposed to have been 
achieved by the year 2000 (Barkho, 1984). But there are serious doubts as to the 
extent that the movement has succeeded in getting close to this goal, as Zughoul 
(2000b) points out. With perhaps the exception of Syrian universities, where all 
subjects are taught in Arabic (de Leeuw, 1996), university instruction in science, 
technology. and business in the Arab world is still generally conducted in French 
or English. This to the extent that students have experienced a compulsory school 
system that teaches through Arabic - have to spend a whole year at University 
improving their language proficiency before embarking on their course of studies. 
It is increasingly being found that one year does not suffice (Massialas and Jarrar, 
1991: 99-107). A similar situation exists in Malta, where university students are 
often requested to follow remedial courses in English to be in a better position 
to profit from the courses they follow. 

Most Arab countries do not appear to be unduly perturbed by the situation, 
showing a greater degree of openness towards linguistic plurality within the 
university than in the immediate post-independence years. Zughoul (2000b) notes 
what is possibly a major trend - what he refers to as 'innovative accommodation' 
- with lecturers and students code-switching between Arabic and English (or 
French) in order to get their points across. Anybody who has interacted with 
Maghrebin scholars knows the extent to which this code-switching is not only 
frequent, but almost instinctive, producing an effortless and seamless flow of 
language that is comprehensible and acceptable within the academic 
community.40 This 'innovative accommodation' has also been the subject of 
research in Jordan (Zughoul and Hussein, 1985) and in Malta (Schembri, 1999), 
where empirical data exists on the code-switching behaviour of lecturers in a 
number of faculties. It is certainly an aspect of the problem that deserves further 
investigation. 

Other countries are, however, less tolerant of the situation, even if - as always 
with language policies - legislation cannot control the linguistic habits of 
interlocutors. In Algeria in particular, there has been much controversy over the 
language of instruction, with a law being passed in 1991 requiring that education 
and training in all sectors at all educational levels, in all specialisations bar foreign 
language teaching, be in Arabic (Nucho, 1998: 15). Despite such legislation, 
French continues to be the language of instruction in applied sciences, technology, 
architecture, medicine, veterinary medicine, planning and statistics, physical 
education and d~mography (ibid.: 31). Even when presented with a choice 
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between Arabic and French, students will tend to opt for the latter medium, 
particularly since Francophone lecturers tend to have a higher degree of expertise 
in their area of studies, given their studies in France.4 ( Increasingly. English seems 
to be displacing French across North Africa, as unpublished British Council 
reports, cited by Zughoul (2000b), indicate. Sometimes, this shift is encouraged 
by government policy - in Algeria. for instance, and as from 1993, students were 
allowed to choose English instead of French as a second language from the fourth 
year of primary schooling onwards. 

The earlier reference to the situation in Malta highlights the fact that the 
language question at universities is not limited to the Arabic world. There are other 
places in the Mediterranean where the dual role of universities in affirming a 
nation's identity, while at the same time opening doors to .the outside world, 
constitutes something of a dilemma. In Cyprus, for instance, Cypriot nationalists 
and Greek politicians and scholars bitterly opposed the use of English as one of 
the languages of instruction, a proposition that had received unanimous support in 
the House of Representatives when the matter was raised in 1981 (Persianis, 
1999). Instead, Greek and Turkish were adopted. One could also refer to the 
Spanish situation, where there is constant code-switching, in some universities, 
between Catalan and Spanish. 

Trend 9: Interactive pedagogies 

The evolution of universities from elite to mass institutions has had a major 
repercussion not only on the identity of the institution, but also on the pedagogic 
interaction between teacher and taught. In the guild-like set-up of the medieval 
university, the student was apprenticed to the 'master' or 'doctor', and initiated 
into realms of knowledge and tools of inquiry. That relationship is today only 
possible in those few privileged and generously funded research institutions 
(which sometimes, as in France, are in fact not universities, and which tend to 
export the fonnal teaching component to universities), and in the context of 
dissertation supervision. Mass lectures with hundreds of students has generally 
had a deleterious effect on the quality of teaching in higher education everywhere, 
and the response to this has been positive, to some extent, as academics have 
begun to make their own teaching the subject of sustained reflection and 
research, and to integrate the new technology in their repertoire of instructional 
strategies.42 

As we have already noted, massification of higher education is also a feature 
of the Mediterranean region. In addition to the challenge that numbers have for 
the development of interactive and effective teaching methods, there is another 
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aspect of Mediterranean culture that has a negative impact on pedagogy. The 
authoritarian relationships that have tended to prevail in MediterraneaI'! 
societies, and the magisterial modes of teaching that are common at the 
compulsory education level reinforce instructional over educative concerns in 
most Arab universities (Za'rour, 1988: 13-14; Benrabah, 1999: 149ff.; 
Boubekeur, 1999; Beirut Declaration, 1998) and in many others across the rest 
of the Mediterranean (Boissevain, 1982, 1990). Shaw (.1997: 215), writing about 
Qniversities in the Middle East, notes that after schooling 'the survivors often 
arrive at higher education socialized to transmissive teaching and dependency 
on the text'. Beorabah (1999: 149), drawing on Bouda1ia Greffou (1989) and 
Rebah (1991), refers to what he terms 'pavlovian pedagogy' in an Algeria under 
the grips of an islamist onslaught. Boubekeur (1999), reporting on research 
carried out at Algeria's University of"Constantine, notes a general 
dissatisfaction among students with the standard of teaching, even when this 
refers to the theoretical elements of the courses they follow, which is supposed 
to be the University's traditional strength. Reports from several Arab (Za'rour, 
1988; Bubtana, 1992; Beorabah, 1999; Boubekeur, 1999; Hashweh and 
Hashweh, 1999) and other Mediterranean countries (Baldacchino, 1995; 
Bursalioglu, 1995; Bertoldi, 1999; Ledic et aI., 1999), suggest that the formal 
lecture method, memorisation of notes and textbooks, and examination-oriented 
teaching are the norm, with students' having little opportunity for discussion, 
questioning, or meeting professors.' 

In Jordan (Heyneman, 1997: 454) and Malta (Baldacchino, 1995), to 
mention only two examples, students tend to do least well in precisely those 
areas where strength is required in modern economies, namely problem-solving 
in new and unanticipated circumstances. The fact that there are very high 
faculty-student ratios in most subjects - and especially so in the humanities -
does not facilitate instructional styles that lead to critical interrogation of set 
curricula. Neither does the fact that in several subjects teaching takes' place in 
English or French (see Salmi, 1987). In Albania, the totalitarian regime in place 
since the Second World War led to the imposition of a rigid, totalitarian 
pedagogy (Musai, 2000). 

Studies such as these at least serve to signal the beginning of an important 
shift - namely, that university staff are beginning to 'study and research their own 
practice and effectiveness within the institution. Several initiatives have been 
reported indicating that quality auditing measures - including staff evaluation 
by students - is on the agenda in the Mediterranean (Sultana, 1997). An Arab 
Network for Staff Development has, for instance, been set up to encourage a 
shift in the learning process-from passive absorption of knowledge to active 
participation (AI Hares, 1994). 
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Conclusions 

Clearly, the nine trends that have been identified in this article are not the only 
ones that apply to the Mediterranean context; other trends can, I am certain, be 
identified, particularly' when the propositions a~vanced here are subjected to 
further reality checks, and when data are collected in a more grounded fashion 
from the different national contexts. Neither, it must be added, are these trends 
unique to the Mediterranean region. Connections between the 'problems and 
challenges in the higher education systems of the Mediterranean and other semi
peripheral and peripheral states can easily be established, and parallels noted, by 
perusing the work ofZiderman and Albrecht (1995) for instance, or of Brock-Utne 
(1999) or Abagi (1997). Caught up as they are in the process of globalisation (see 
Brock-Utne, 1996), universities of the South seem to be struggling to shape 
themselves according to the mould of the corresponding institutions in the North. 
The trends towards privatisation, entrepreneurship. massification, and so on echo 
the footsteps trodden earlier by the universities of the more economically and 
industrially developed nations. Indeed, we can -use Pampanini's (1999) useful 
image, suggesting that 'Medi-terranea' lies not only betwixt and between 
geographical terrains, but economic ones as well. Compared to the situation in 
black Africa, for instance, Mediterranean states are the 'middle class' of this 
world, despite the scarcity of resources reported by the likes of Palestine 
(Hashweh and Hashweh, 1999), for instance, or the serious deficiencies in 
standards in places such as Algeria (Benrabah, 1999). It would be easy - if perhaps 
slightly simplistic - to argue that a continuum exists whereby a number of the 
different trends outlined above apply, with various degrees of intensity, to 
universities internationally, whether we are speaking of the more or of the less 
developed worlds. 

This should not lead, however, to the kind of theory of mimetism that argues 
that poorer individuals/groups/nations are psychologically disposed - 'driven' 
even - to emulate the echelons above them, and to 'catch up' with them. The 
challenges facing Mediterranean universities, while coinciding with those that 
have had to be faced earlier by the North, have their own specificity. Certainly, 
universities of the Mediterranean will have to find ways of better managing 
themselves as mass institutions without succumbing to the temptations of elitism 
or mediocrity, how to find alternative sources of funding without losing their 
"'soul' in the process, how to distance themselves from the political and elite class 
without alienating them as sources of support. Mediterranean universities have to 
rise to the challenge of maintaining their identity - linguistic and cultural- without 
disengaging from the universal mission that is at the heart of their institutional 
ethos; of affirming the religious and ethical principles that are often so much part 
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and parcel of their heritage of scholarship, without denying alternative view 
points, closing the doors to an 'open society' , or succumbing into what Arkoun 
tenns (1977: 22) - with particular reference to Islam. but which is here used to 
refer to the different religions of the region - 'an idealized and const~icted vision' 
of orthodoxy, 'forged under the defensive imperatives of a community threatened 
from within and without'. Certainly, universities. of the Mediterranean -like those 
of the more developed and wealthier regions of the world - have to find the right 
balance between quality teaching and generative research, in their search for 
relevance in a cl?mplex and fast-changing world. They have to do this in contexts 
of scarcity that would alarm any scholar from the first world, who takes the 
availability of a modicum of resources for granted.43 But they have to do it 
nevertheless. The alternative is too unpalatable to consider, even though many 
institutions may be hovering over the brink and staring that particular phantom in 
the face, sucked as they are into a situation where what matters is screening and 
certification, rather than knowledge transmission and creation. 

That process of transmission and creation has to have a critical edge about it. 
Scholars of the Mediterranean must. while learning from the North. maintain their 
grounded-ness in pertinent issues and problems, and apply knowledge to solve the 
most pressing questions that have to do with securing the dignity of all citizens. 
Rather than uncritically adopting dominant paradigms from western countries, 
straight-jacketing local data to fit fashionable accounts in order to gain legitimacy 
and currency in the international circulation of ideas (Bonal, 1995; Brock-Utne, 
1996). scholars need to engage in useful research that empowers and speaks to the 
locale, providing the conceptual, analytic, empirical and operacy tools that are 
required to generate a fruitful and productive dialogue both internally and in 
interactions with the international community. 

Notes 

* I am indebted to several colleagues from Mediterranean countries, and scholars in Comparative 
Education Studies, who made comments about earlier drafts of this paper. I mention them because 
they were, in a very real sense, part and parcel of the methodology used to generate the empirical data 
that is reported in this paper. Through their reactions, I could carry out a 'reality check' that could not 
have otherwise been done. New information was added. and changes and modifications made to 
incorrect or partially correct statements. This is a list of the scholars who kindly agreed to give me 
feedback: Mohamed Miliani (Algeria); Helen Phtiaka (Cyprus); George F10uris (Greece); Sarah 
Guri-Rosenblit and Yaacov!ram (Israel); Marc·o Todeschini (Italy); Ragi Abou Chacra (Lebanon); 
Ahmed Meziani (Morocco); Maher Hashweh (Palestine); Belmiro Cabrito (Portugal); Miriam
Milharcic Hladnik (Slovenia); and Xavier Bonal (Spain). In addition to these Mediterranean-based 
scholars. I would a1so like to acknowledge the very helpful remarks made by Abdel-JaJil Akkari 
(University of Fribourg); Mark Bray (Comparative Education Centre, Hong Kong); Bob ·Cowen 
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(London Institute of Education); Byron Massialas (Florida Atlantic University); M'hammed Sabeue 
(University of Joeosuu); and Ken Shaw (University of Exeter). Needless to say, I remain wholly 
responsible for any errors of fact or judgement that remain. 

1. This is a Euro·centric view. of course. Lt; Thanh Kh6i (1995: 212 ff.) speaks of 'universities' 
when referring to the centres of higher learning in India and the Far East, developed under the influence 
of Hindu and Buddhist monasteries. He specifically refers to the university of Nalanda. founded in the 
first century, and which in its heydey had 1500 teachers catering for 8500 students from Tibet. China, 
Korea, Japan, Sri Lanka, Tokhara and Mongolia. In a sense, it all boils down to our definition of a 
'university', which in the west is generally taken to be an institution which fulfils two criteria. that of 
a Papal or imperial charter. and ajuridical personality which finds expression in the studium generate 
or the approved course of studies backed by the pertinent guilds. When commenting On this definition. 
Farrugia(1993: 41) points out that Byzantine scholars refer to the University of Constantinople. which 
was founded by Theodosius 11 in 425 A.D .• even though it only fulfilled the first of these two criteria. 
Others would .claim that the first institution of higher learning was Plato's Academy, founded in about 
387 B.C. Definitions are not merely pedantic and petty academic squabbles: the way we define what 
a university 'is' or 'should be' detennines what we consider to be 'nonnal' and what we judge to be 
'problematic' (see Kuitunen, 1999). 

2. Alfred North Whitehead has famously asserted that 'the safest general characterisation' of 
Western thought is that 'it consists of a series of footnotes to Plato' (Honderich 1995: 284). Newman 
noted in one of his lectures 'Looking, then, at the countries which surround the Mediterranean Sea as 
a whole, I see them to be, from time immemorial, the seat of an association of intellect and mind, such 
as to deserve to be called the Intellect and the Mind of Human Kind. Starting as it does and advancing 
from certain centres. till their respective influences intersect and conflict. and then at length 
intenningle and combine. a common Thought has been generated, and a common Civilisation defined 
and established. Egypt is one such starting point, Syria another, Greece a third, Italy a fourth, and North 
Africa a fifth - and afterwards France and Spain. As time goes on, and as colonisation and conquest 
work their changes, we see a great association of nations fonned, of which the Roman empire is the 
maturity and most intelligible expression; an association; however, not political, but mental, based on 
the same intellectual ideas, and advancing by common intellectual methods' (quoted in Serracino 
Ing1011 1992: IX). " 

3. To my knowledge, none of the major organisations that provide educational statistics - such 
as DEeD, the World Bank, and Unesco - identify 'the Mediterranean' as a category for the aggregate 
presentation of infonnation: the researcher interested in this region must collate data on a country-by
country basis. and extirpate infonnation from groups of countries that have been bundled together 
under a different - perhaps more immediately apparent - logic. 'Europe', 'Middle Epst and North 
Africa', 'Balkan', 'Arab' are some of the categories with wider purchase and legitimacy in 
comparative studies. It must be noted, however. that the OECD did have a Mediterranean Region"al 
Project in the sixties. 

4. Bursalioglu (1995: 175) provides one example of how educational statistics are manipulated 
by the state - in this case, Turkey - in order to curry favour with international funding agencies. 

5. One could claim that comparative education should be at least as interested in identifying 
differences as corrimonalities, particularly where they are least expected to be found. 

6. Despite more than a 1000 kilometres of Mediterranean coast-line, Libya has been, for several 
reasons, distant from the Euro-Mediterranean partnership project. It has been reported, however, that 
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the constituent session of the Euro-Mediterranean parliamentary forum, held in Brussels on October 
27-28 1998. adopted a final declaratiori recommending the participation of Libya (and Mauritania) in 
the Mediterranean process launched in Barcelona (Arabic News.com, 29.10.98). 

7. The political issues revolve around Turkey's human ~ghts record ill relation to the Cypriot and 
the Kurdish questions, while the economic concern is Turkey's level of underdevelopment requires a 
level of aid that would drain the EU's reserves and funds. Turkish ambivalent attitudes towards their 
own westward-looking identity is caught brilliantly by the ironic comment of the novelist Orhan 
Pamuk, who, with more than a pinch of sarcasm notes that the Mediterranean represents, for the Turks, 
a necessary myth to encourage the many attempts that, over the past two centuries and not always with 
great success, they have launched in order to westernise their country. Pamuk (1998: 46) argues that 
'it seems that to aspire to be Mediterranean is like winning a second class ticket to the West. The image 
of the Mediterranean is neither totally western, nor totally oriental: it is an acceptable, middle-of-the
road identity, easy and accessible' (my translation from the French). I would personally build on 
Pamuk's insight in more positive tenns: for many in this region, identification with a Mediterranean 
identity represents a creative way of taking a position against fonns of fundamentalist implosions that 
mark their national context, without necessarily metamorphosing into 'Europeans' and losing deeply 
cherished values and world views - and a sense of one's own dignity in the process. 

8. Within the Arab world there is a gap between the 'north' Which, with the exception of Algeria 
and Iraq, groups the nine oil-producing countries with small populations, and the 'south', which groups 
the remaining twelve Arab nations. Calleya (1997: 99). drawing on Biui (1994: 90), notes that while 
the GDP of the fonner group was $US300 billion in 1990, that of the latter group was only $US119 
billion. . 

9. In this regard, Meyer and Brown (1999) have argued that the new phenomenon of networked 
scientific communities (e.g. the Tunisian Scientific Consortium) has the potential of transforming the 
'brain drain' into a 'brain gain' phenomenon. with knowledge transfer being facilitated not only by the 
'return' option, but also by the 'diaspora' option. 

10. It is worth noting, for instance, that historically, the wars and conflicts between christians 
outnumber those between christians and muslims. 

11. This is not the place to rehearse the way in which the Mediterranean basin has evolved as a 
region. with leading actors continuously challenging one another's authority in the area. That task has 
been addressed by historians (Rose. 1933; Sraudel. 1949), anthropologists (inter alia .Pitt-Rivers, 
1963; Peristiany. 1965, 1976a. b; Gellnerand Waterbury, 1977). economists (Amin and Yachir, 1988; 
Yachir. 1989~ Baeck. 1994), international relations specialists (GiIlespie, 1994; Calleya. 1997). with 
education comparativists making a rather belated appearance on the scene (Sultana, 1996. 1998, 2000; 
Pampanini, 1999; Cowen, 1998). 

12. This is one of the rare and exemplary co-operative ventures in publishing in the region. It is 
a co-production by the Tunisian Academy of Science. Humanities and Arts, and the Italian Embassy, 
in collaboration with French and North African publishing houses. Each book appears in Italian. 
French, Spanish and Arabic. The publications appear under the Jaca Book imprint. 

13. Al·Faruqi (1988: 16), for instance, chides Muslim scholars who add new subjects to curricula 
in Islamic schools without realising that such imports contain 'alien values'. 'facets of an integral view 
of reality, of life and the world, and of a history that is equally alien to that of Islam'. Meyer (1984). 
on her part, provides a useful discussion of the problem posed by modernity to the traditional structure 
of knowledge in Islam. 
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14. With specific reference to the Mediterranean region, one could refer to the EU-funded Med
Campus scheme which encouraged interaction and knowledge transfer between Universities of the 
'North' with those of the 'South'. The Med-Campus programme by itself has promoted the setting up 
of more than a hundred Euro-Mediterranean networks concerned with a great variety of scientific 
disciplines. These have led to the participation of around 10,000 students and more than 1,000 
academics from 300 universities from the Euro-Mediterranean countries (Instilut Catala de la 
Mediterrania, 1996: 165). More rarely, we find 'horiiontal' interaction schemes between 
Mediterranean universities. These have tended to be led by NGOs, such as Italy's Community of 
Mediterranean Universities (located in Bari), the Laboratorio Mediterraneo (located in Naples), 
and UniMed (located in Rome). 

15. In this sense, therefore, the Caribbean is the American 'Medi-terranean', while the space 
between Indochina, South China, the Philippines, and Indonesia constitutes an Asiatic 'Medi-
terranean' (Lacoste, 1993: 1000). ' 

16. I am indebted to Maher Hashweh for this information. 

17. I am indebted to Abdel-Jalil Akkari for this point. In this regard, Xavier Bonal also comments 
(personal communication) that the more peripheral and semi-peripheral countries receive foreign high 
technology companies, the more the rates of return for highly qualified jobs. 

18. In Western Europe, about 2% of each age cohort went to the University at the end ofthe 19th 
century. By the 1960s, the proportion had gone up to 10%, while today it is 35% and climbing (Halsey, 
1991). Hobsbawm (1996) notes that the massive growth of higher education was, together with the loss 
of peasantry, one of the worldwide changes that marked the 'social revolution' of the post-World War 
II era. 

19. Most Mediterranean countries lag behind European levels of university enrollment. To reach 
those levels, Turkey would have to multiply its capacity for admittance by 3.5, Morocco and Algeria 
by 5, Tunisia by 6, and Egypt by 3 (lnstitut Catala de la Mediterrania, 1996: 162). 

20. See, for instance, Papas and Psacharopoulos (1987) for Greece; Sultana (1995b) for Malta; 
Sabour (1996) for Morm;;co; Viera da Fonseca (1996) and Cabrito (1999) for Portugal; Bertoldi 
(l?99) for Italy. 

21. It is possible that the fact that Libyan families have supported coeducation in universities 
has encouraged this trend (AI-Nouri, 1995: 137). 

22. I am indebted to Xavier Bonal for this point (personal communication). 

23. According to Maher Hashweh (personal communication). 

24. These were repartitioned as follows: Greece 39.9%; U.K. 27.4%; U.S.A. 20.2%, Germany 
2.6%, and other countries 9.9%. ' 

'25. For some countries, the brain drain takes on another dimension, given the intolerance shown 
intellectuals in the country of origin. Such is the case of Algeria, for instance, where thousands of 
academics and artists had to flee for their Jives given the systematic carnage addressed against them. 
As a result of this, 75% of University teachers are at the 'assistant' Or 'maitre-assistant' level 
(Benrabah, 1999: 172). Schmid (1998), in a series of interviews, captures the thoughts and feelings of 
such intellectuals in exile. . 
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26. As reported to the author by Mohamed Miliani. 

27. Infolll1ation provided to the author by Maher Hashweh. 

28. I am indebted to Xavier Bonal for this point. 

29. For the very same reasons, Napoleon closed down the University of Malta during the eventful 
two years of French occupation of the islands (1798-1800) after centuries of rule by the Order of the 
Knights of St John. In its stead, Bonaparte promoted the establishment of more vocationally-oriented 
institutions that could generate wealth among the miserably poor population. 

30. Other reasons as to why degrees in the arts and humanities have, until quite recently, been 
more heavily subscribed than science and technology include (a) the fact that contrary to western' 
societies, higher education preceded industrialisation, with the State being the 'only or main employer 
of graduates. Employment opportunities were available in the state bureaucracy, rather than in 
industry; (b) Universities have tended to impose artificial barriers (e.g. raising of entry qualifications) 
to such courses as medicine, engineering. and technology - rather than social sciences. humanities and 
the arts. The reasons forthat include the higher cost per student forthese kinds of courses, the perceived 
necessity to preserve and improve quality provision, and the strength of some professions. relative to 
others. to exercise occupational closure. 

31. See Mora (1999) for an account of the development of such a model in Spain. 

32. As authors such as Bonal and Rambla (1996). Gomes (1996) and Kanakis (1996) have noted, 
the problem of centralisation is the result of a mismatch between production and social consumption 
- Le. while consumption and social rights patterns and expectations were repressed under autocratic 
indigenous or colonial rule. a new-found liberty leads to incessant demands that are at a level which 
is closer to central capitalist countries than is development of production. As a result. the State is 
continuously forced to face a situation where the demand for new social rights (e.g. to widen access 
to higher education) is not accompanied by capital accumulation. The State is obliged to spread out 
its regulatory action into a very wide arena. in order to be in a better position to act as arbitrator. and 
ends up playing a central role in social and economic regulation, even though its direct role in 
production or in service provision is very limited. 

33. Some of the problems with these 'assumptions are explored by Green (1997). The devolve
ment of the State from its responsibilities as the guardian of education as a 'public good' raises issues 
as to what happens to entitlement and equity. 

34. Ignatius ofLoyo)a, the founder of the Society of Jesus, had planned to open a college in Malta, 
an island he had identified as ideally situated to open the doors for missionary activity among the 
Islamic communities of North Africa (Sauve, 1993). 

35. Infolll1ation provided by Yaacov Iram. 

36. In a personal communication with the author, Mohamed Miliani noted that there are often 
reports that 'too much preaching and n~t enough teaching' goes on in a number of Universities in Algeria. 

37. In this regard, however, it is useful to consider Herrera's (1998) warning, namely Ihat while 
private Islamic schools have indeed increased in number in Egypt, we need to be careful not 10 think 
of them as if they were all characterised by the same qualitie$ - such as entrenchment in tradition, 
priority to religious ritual. subordinate place to women, etc. She in fact criticises Ihe way the West 
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writes about 'Islamist movements' as if they were the same, and focuses on Caliph Oman Islamic 
Language School to show hybrid identity in what is increasingly being referred to 'post-Islamism' (see 
Bayat, 1996; Rey. 1998), In a critically important review of comparative education studies of Arab 
states, Mazawi (1999b) also makes the point that there is a need to focus on processes at the classroom, 
school and community level rather than simply on macro and structural-functionalist approaches. if we 
are to understand educational dynamics. and how it is not only society that produces education, but also 
how education produces society. 

38. Bajunid quotes from documents published by the International Institute of Islamic Thought, 
which compares the contemporary goal of Islamising modem knowledge to the task of the early 
Muslims who succeeded in Islamising Greek, Persian and Indian knowledge: 'The modem Muslim 
scholar', is the injunction of the Institute, 'must Islamize the intemationallegacy of modem knowledge 
to refonn its methodologies and establish systematic and scientific approaches in all fields of social 
and human sciences and other fields· of studies from an Islamic point of view' (1989: 3). That mission 
was reasserted at the Sixth. International Conference on Islamic Education, held in Cape Town, South 
Africa, 20-25 September 1996 (see Saqeb, 1997 for a report). 

39. I am indebted to Maher Hashweh for this infonnation. 

40. In this regard, Benmbah (1999: 177) notes how in Algeria, despite the official policy of 
enforcing the Arabic language as a means of communication, linguistic intemction takes on a life of 
its own, marked by a 'conviviality and tolemnce between all the extant languages: Algerian arabic, 
Berber and French. On tlie streets of Oran, Algiers or elsewhere, the Algerian uses occasionally one, 
or the other, or a mixture of two or three idioms'. [my translation]. 

41. Infonnation shared by Mohamed Miliani (personal communication). 

42. Fine examples are to be found in the issues of the journal Teaching in Higher Education, 
recently launched by Len Barton and his colleagues (first issue, 1996). 

43. Several Mediterranean countries report a situation where academics find themselves obliged 
to supplement their regular salaries by taking on additional employment, to the detriment of excellence 
in teaching and research. This is true of Egypt (Klausner, 1986), Greece (Eliou, 1992), Malta (Shattock, 
1990), and Turkey (Bursalioglu, 1995) among others. In the more developed world, the swelling of 
student numbers and the drying up of resources has also led to the whittling down of the advantages 
that used to be enjoyed by the academic cadre. In particular. a 'reserve army of academic labour' has 
been created, with conditions characterised by marginality and insecurity (Collins, 1999). These are, 
however, nowhere near the deprivations that have to be faced by scholars in the intennediately 
developed and developing world. 
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HIGHER EDUCATION AND STATE LEGITIMATION 
IN CYPRUS 

PANAYIOTIS PERSIANIS 

Abstract - This paper will investigate the state's utilisation of higher education 
policy as 'compensatory legitimation' within the Cypriot context in the late 1980s. 
It argues that not only the establishment of the University of Cyprus in I989 - after 
thirty years of strong nationalist opposition during the British colonial 
administration and another thirty years of state hesitation and postponement 
during political independence - but also the character of the established 
University (state-based and linked to the international community of scholarship) 
can be explained mainly as the result of the state's decision to utilise higher 
education in order to make up for its serious deficit in legitimacy. It also maintains 
that the state used the policy strategy of expertise and to a lesser extent the policy 
strategy of participation in order to legitimate the process that determined 
the character of both the University and the knowledge that it was expected to 
produce. 

Introdnction 

IIn a number of articles Hans Weiler cogently showed how the concept of 
state legitimacy and, in particular, the theoretical construct of 'compensatory 
legitimation' as a determinant of educational policy strategies, can be a very 
useful tool fat the comparative analysis of educational policy in advanced 
capitalist societies (Weiler, 1983, 1988, 1989, 1990). By using instances of 
educational policy strategies in the Federal Republic of Genuany, the United 
Stat~s, and France, he demonstrated how the modern state, which today faces a 
rather serious problem of credibility and acceptability among its citizens, tries 
hard to make up for as much of this legitimacy deficit as possible by adopting 
educational policy strategies well suited for a compensatory purpose. Weiler 
identified three such policy strategies that seem to be particularly conspicuous 
in the policy behaviour of modern states. These are: (a) the 'legalisation' or 
'judicialisation' of educational policy in te~s of the increased invocation of 
legal norms and institutions; (b) the utilisation of scientific expertise in the 
policy making process, especially through such devices as experimentation and 
planning; and (c) the development and stipulation of client participation in the 
policy process. 
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This paper is an attempt to apply the theoretical construct of 'compensatory 
legitimation' in an effort to explore the political dynamics of the policy process 
regarding the establishment of the University of Cyprus. It will argue that this 
theoretical approach can proyide a satisfactory answer to the two central questions 
related to the case of the University of Cyprus, namely: 

(a) what was the legitimacy for the establishment of a University which was 
fiercely opposed by the nationalist faction for sixty years, and how were their 
objections to the establishment of a University finally satisfied? and 

(b) what was the justification for the state's decision to encourage the new 
University to establish strong links with the international community of 
scholarship from the very beginning? 

A research project was designed to answer these two questions and the 
findings will both contribute to the ongoing discourse on this issue and widen the 
understanding of the dialectics between state and higher education' in a country 
for which this experience is very new. 

The paper comprises three sections. The first section analyses the specific 
characteristics of the Cypriot context which compelled the state to search for 
compensatory legitimation; the second is an interpretation of the strategies 
employed by the state to promote the establishment of a University for the first 
time in Cyprus; and the third is an interpretation of the strategies employed by the 
state to secure legitimacy for the character of the University, the knowledge it was 
expected to produce, and the decision-making process itself. The last two sections 
also provide an answer to the two major questions put forward above. 

The specific Cypriot context 

Offe (1972) and Habermas (1975) have elaborated on the problem of 
. governability of the modern state and the resultant spiral of increasing legitimacy 
needs. The state of Cyprus is-no different from any modern state in this respect. 
It can be even argued that there are three features particular to the Cypriot context 
which make the precariousness of the state legitimacy deficit much more serious 
than in other cases. These are the following: 

(a) the problematic nature of the Cypriot state and the divisive provisions of 
the 1960 Constitution; 

(b) the contradictory demands for state legitimation after the Turkish invasion 
of Cyprus in 1974; and 

(c) the pressure of uncertainty and apprehension over the future of Cyprus. 
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The Cypriot state has been plagued by a serious inherent problem oflegitimacy 
from the very first moment of its establishment. With independence in 1960 Cyprus 
is not a true nation-state, but rather a political construct of partnership between two 
ethnic communities, imposed by international treaties (the 1959 London-Zurich 
Agreements) on the Greek and Turkish communities of the island and guaranteed 
by the three guarantor powers (Greece, Turkey and the UK). The people of Cyprus 
were given a Constitution but were not given any right to abolish or modify it. The 
Greek community has always expressed its dissatisfaction and disapproval of the 
Constitution, and especially of the privileges afforded to the Turkish community (a 
veto right to the Turkish Vice-President, 30 percent representation in the c~vil 
service and 40 percent in the police and the anny, compared to its 18 percent share 
in the population). Until 1974 the ill-feeling was so strong that a part of the Greek 
community (mainly the nationalists who had fought against the British rule (1955-
59) for the cause of political Union of Cyprus with Greece) held the Cyprus flag 
in contempt and openly demanded the abolition of the state. 

The first two decades of independence were marked by events which 
aggravated rather than solved the legitimacy crisis: the inter-communal strife in 
the 1960s, the coup d' etat by forces ofthe Greekjunta against President Makarios, 
and finally, the subsequent Turkish invasion in 1974 which led to a de facto 
division of the island into the northern Turkish part and the southern Greek part. 
Since 1974, the Greek Cypriot government of the south (which is internationally 
recognised as the only lawful government of Cyprus) has been torn between two 
contradictory legitimacy needs: the need to fight effectively for the interests ofthe 
200,000 displaced Greek Cypriots, and the need to reunite the country and support 
the interests of the Turkish Cypriots despite the fact that the latter have occupied 
the displaced person~' houses and property. The lawful government believes that 
its support for the Greek Cypriots is an act of justice while its care for the Turkish 
Cypriot interests is an obligation stemming from its internationally recognised 
capacity as the only lawful administration of the state: 

The blatant refusal of Turkey to withdraw its troops and the "repeated failure 
of the inter-communal talks held under the auspices of the UN to reach an 
agreement have created sincere fears for the survival of both the state and the 
Greek Cypriots as a national community and have aggravated the state's 
legitimacy crisis. The general feeling is that the state is extremely fragile and can 
little sustain internal strife. This feeling of weakness forced the government to 
utilise material gratification as its main strategy for compensatory legitimation for 
a very long time. Thus, practically every demand for salary increase by employees 
in the civil service and the semi-governmental sector was met. This, however, 
proved insufficient to shore up the state's legitimacy deficits and every time the 
inter-communal talks failed, the legitimacy crisis reached a new climax. 
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A severe blow to the legitimacy of the Cyprus state was the constitutional 
provision (articles 86-111) which deprived the state of any power over education 
and instead delegated it to the two Communal Chambers (Greek and Turkish) that 
were established under the same provision. This meant that the power to detennine 
the curricula and the syllabi continued to remain in the hands of the two 
communities, as was practically the case during both the Turkish (1570-1878) and 
the British (1878-1960) rules of the island. 

In 1965the Greek community abolished the Greek Communal Chamber under 
an emergency act and established a ministry of education which, nonetheless, 
continued to have authority over Greek education only. 

The Constitution contained no stipulation regarding higher education, which 
left open the possibility for the state to establish either a communal University 
solely for the Greek community or a bi-communal University that would bring the 
two communities together by educating their future intellectual and political 
leaders. In 1976 an Intenninisterial Committee was appointed by the Council of 
Ministers to advise the government over this very acute dilemma. However, in 
view of the constitutional·subtlety of the issue and because the Greek Cypriots 
wanted to uphold the constitution which safeguarded the state's internation~l 
recognition, the Committee was forced to proceed very cautiously 
(Interministerial Committee, 1976). The failure in 1986 of the international talks 
and the establishment of three universi~ies (two of them international) by Turkish 
Cypriots and foreign entrepreneurs in the north (Athanasiades, 1998) resulted in 
a new legitimacy crisis for the Cypriot state. The thought of the minority 
establishing three universities and the majority being unable to establish one was 
unbearable.' 

Politically, the latter development was highly significant in promoting the 
establishment of the University of Cyprus. Additionally, and at the same time, the 
Greek community strongly desired international prestige and recognitio!1 through 
locally producing knowledge of international status. A university was not 
particularly needed in Cyprus, either for profe.ssional training or for reasons of 
equal opportunity (Matsis, 1997). The great number of Greek Cypriots studying 
abroad (approximately 12,000 in 1988) and in the private schools of higher 
education in Cyprus (approximately 3500 in 1988) (Statistics of Education, 1995-
6)2 more than covered the professional needs of the island (there are currently 
about 8,000 unemployed university graduates) (Phileleftheros, 20 Dec. 1998, 
p.B4). 

On the other hand, the generous offer of scholarships for undergraduate and 
graduate studies from various foreign agencies such as the American Fulbright 
Program, the Commonwealth Scholarship Scheme, and European governments, 
especially the then Soviet Union and the fonner communist countries (Scholarship 
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Board's Report) provided ample opportunities for able secondary schoolleavers 
~ith limited financial means to pursue university studies. It is noteworthy that 
even the very strong communist .party of Cyprus (about 33 percent of the 
electorate) was, until the early 1970s, against the establishment ofa university in 
Cyprus, arguing that the improvement of primary and secondary education was a 
priority over a university (Persianis, 1981). . 

After 1974, however, under the threat of Turkish expansionism and the urgent 
.need for international moral support, the belief in a university in Cyprus which 
would produce knowledge of international status became politically 
recommendable, as it would gain international status and recognition and bring 
much needed moral support to the state. For the first time there was a general 
consensus on the project of establishing a university. 

In sum, it can be said that as a result of features particular to the Cyprus context 
during the first three decades of independence, the state was plagued by problems 
of governability, insecurity and a precarious legitimacy. As it will be explained in 
the next section, the establishment of a university was regarded as a suitable policy· 
for the administration to retrieve much needed legitit:nacy. 

The establishment of the University as an act of state 
compensatory legitimation 

Greek c::ypriots have traditionally cherished a very strong respect for education. 
Illiieracy has been considered both an individual and a national disgrace in Cyprus 
(Persianis, 1978) and education has been regarded as indispensable for individual 
economic and social-mobility and national development (Persianis, 1981). They 
have considered national intelligence as 'the most valuable national resource' 
(Persianis, 1981). At the same time, the great number of Greek Cypriot scholars and 
researchers abroad. h~s encouraged Cypriots and empowered them to compete 
intellectually with more advanced nations. 

This belief has been reflected in the economic policy of the independent state 
throughout the thirty eight years of its existence. It has never refused to increase 
spending for education (and national health care) even during times of economic 
stringency and the 1990s moratorium on public spending. 

There has also been a deep respect for foreign expertise which can be traced 
to some degree in the Greek Cypriots' need to identify with Europe during the era 
of Turkish rule. Desire for identification with Europe was reflected in the foreign 
languages curriculum at secondary schools (English, French, sometimes Italian, 
but no Turkish) (Persianis, 1978, 1981) and in the importation of expertise from 
abroad (Persianis, 1994). 
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Despite all these, the efforts to establish a university failed for thirty years 
before Independence, and for another thirty years after, because of internal 
opposition, In 1989, however, all political parties - right, left and centre - voted 
unanimously for the establishment of a university (Law 144/1989),' 

There is no doubt that this decision reveals a deep change in both societal 
structures and processes and the politics of education in the island. Cowen focused 
on the impact of societal changes on education. Elaborating specifically on the 
issue of the dialectical connection between a society and its formes) of educational 
knowledge, Cowen argued that 'the legitimations of forms of educational 
knowledge stand in reciprocal relationship to the society in which the educational 
knowledge is located: such legitimations reflect certain major characteristics of 
the society and the educational knowledge creates nationally differentiated, and in 
certain circumstances. subnationally differentiated, reality definitions among 
educands' (quoted by Welch, 1991: 515-516), 

Cyprus experienced drastic societal changes during the 1960s, 1970s and 
1980s. A major change was the modernisation of the society as this was reflected 
in urbanisation (the number of inhabitants in urban areas increased from 205,983 
in 1960 to 351,600 in 1988 while those of rural areas decreased from 367,583 to 
193,000) (Census, 1960, 1973; Social Statistics,1992), There were also other 
important changes: a shift in the economy base from agriculture to industry and 
the services, especially tourism (the people working in farming decreased from 
94,800 in 1960 to 35,800 in 1988 while the manpower in industry and the services 
increased from 49,300 and 64,400 to 70,600 and 130,200 respectively) (Social 
Statistics, 1992); expansion of the civil service (from 9,730 in 1960 to 22,753 in 
1988); expansion of literacy (from 82 percent in 1960 to 94 percent in 1988); and 
the large increase in the number of university students abroad (from about 2,000 
in 1960 to about 12,000 in 1988) (Statistics of Education, 1992), 

The Greek Cypriot community also underwent a dramatic change with regard 
to ideology, The political ideal of Union of Cyprus with Greece was sustained for 
~ome time after Independence in 1960, but it was virtually destroyed by the 1974 
Turkish invasion. The worst blow, however, came from the 1974 coup d'etat by 
Greek armed forces stationed in Cyprus, The fact that the coup led Turkey to 
invade Cyprus tremendously affected for some time Greek Cypriots' loyalty 
towards Greece. This legitimised the government's decision to follow an 
independent educational policy with no fear of recrimination for de-emphasising 
ties with the Greek motherland. 

This change in ideology was strengthened by the rapidly increasing number of 
Greek Cypriot students in non-Greek universities (about 5,000 students in 1988 
compared'with 600 in 1960) (Statistics of Education, 1992), The flow of Greek 
Cypriot students to European and American Universities can be attributed to two 
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factors, namely (a) the· higher status and the greater employability of their 
. graduates compared to Greek university graduates, and (b) the improved financial 
situation of parents that allowed for the required increased expenditure for these 
universities. 

The increase in European and American university graduates led to the 
formation of an assertive group in Cyprus that questioned the nationalist politics 
followed until 1974 and supported a more moderate policy. Among the group's 
members were many young communists (Le. Greek Cypriots who had studied in 
great numbers in the Soviet Union and other countries of the Soviet Block). This 
new group of American and European university graduates questioned the validity 
of knowledge prevalent in Cyprus and supported a new kind of knowledge that 
would put more emphasis on scientific and technological rationality (Koyzis. 
1997a, 1997b). 

The detennination to join the European Union also strengthened the move for 
change. The process towards the European Union began in 1972 with the signing 
of the Association Agreement, and continued in 1988 with the signing of the 
Protocol for a Customs Union (Republic of Cyprus, Cyprus: The Way to Full EC 
Membership, 1991: 18-19). These agreements underlined the importance for 
Cyprus of developing local expertise to prepare for the competitive relations ofthe 
international economy in which it was entering. 

All these factors caused both a shift in power and a change in the legitimation 
of knowledge. More dramatically, it caused a deep change in what Dale has called 
'politics of education', that is the processes and structures through which macro
societal expectations of educatiori as an institution are identified and interpreted 
and constituted as an agenda for the education system (Dale, 1994). As could be 
expected, this change in knowledge legitimation changed the way the social and 
educational problems were constructed and interpreted and thus affected the 
popular stand towards the idea of establishing a university. A number of 
progressivists. liberals and communists fanned a group under the name of 
'Friends of the University' and campaigned to convince the general public of the 
need for a university.· The group was spearheaded by the then minister of 
education (1976-1980) who convinced the ministerial council in 1978·to decide 
for the establishment of a university. Although the decision was made in principle 
only and was not supported with the earmarking of any money in the budget, 
psychologically it was a major step towards preparing the public. From then on the 
administration was increasingly pressured to proceed with the project. 

It however took ten more years, and the determination and the skill of a new 
progressive administration, to take the steps required to implement this project. 
The initiative came from a private entrepreneur who, as an independent candidate 
for th~ 1988 presidential elections, campaigned for 'a new era' and used the 
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symbolism.of 'change' and 'innovation' to compensate for his lack of experience 
in the political arena. He promised the utilisation of the 'hundreds of competent 
new scientists who never had the opportunity or the possibility to offer their 
services and their knowledge for the common good', the establishment of a 
'Scientific and Industrial Research Council' and the foundation of 'High 
Technology Units' as the means through which he wanted to give an outlet to 'the 
industriousness and entrepreneurship of the Cypriots'. The most important 
.element in this symbolism of chang~, however, was 'the establislunent and 
operation of an independent, autonomous and high-level university' which would 
contribute to 'the intellectual and economic development of Cyprus and would 
create free and reflective people' (Vasiliou, 1988: 2, 11, 17,21,33). 

From the factors and context surrounding the decision to establish a university 
it can be inferred that this decision was not based on an incremental change in 
policy or ideology - it marked a major break from the past. There is only one 
possible explanation for such a major development: the importance such a project 
had for the state in its effort to cope with the increasing deficit of its legitimacy. 

This notion coincided with the sense that all the strategies the state had used 
until then to shore up its legitimacy claims had failed. During the 1960s and 
especially after the 1964 inter-communal troubles, President Makarios subtly 
attempted to revive the old ideal of Union between Cyprus and Greece (Persianis, 
1994/95). After the tragedy of 1974 the economic ideal won priority over the 
nationalist one with the administration promoting rapid economic development -
it spoke of an economic miracle. It utilised also the expansion of social services 
(education and health) and material gratification. However, as a result of the 
repeated failures of inter-communal talks, especially their dramatic collapse in 
1986, and the ensuing feeling of political in security, the state legitimacy deficit 
reached critical levels. This was especially painful for those politicians whose 
political advantage depended entirely on their long experience with the Cyprus 
problem. Material gratification as a strategy of legitimation also lost its· force and 
there was a growing sense of anger among the tax-paying people towards policies 
of public overspending. 

Under these circumstances new sources of legitimacy were sought; one of 
them was the establishment of a university. That the.establishment of a university 
was used as a means for compensatory legitimation can be also inferred from the 
fact that the state preferred a state-based bi-communal to a communal university, 
despite the fact that the Turkish Cypriots' initiative to establish their own 
communal universities made the establishment of a bi-communal university 
redundant to a certain degree. 

The importance of the University for state compensatory legitimation can also 
be gathered from the great flexibility the state showed with regard to the problem 
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of the language of instruction at the University. In 1981 the House of 
Representatives unanimously voted for English as one of the languages of 
instruction. This provoked a bitter attack by both the nationalists in Cyprus and 
politicians and scholars from Greece (Persianis, 1994/5). That is why in 1989 the 
administration, in a smart move to avoid more conflict and further delay. made no 
provision for the language issue in the draft bill it submitted for the University. 
The administration justified this omission by arguing that such a provision was 
redundant since the two official languages of the island (Greek and Turkish) were 
inferred from the constitutional provision (Philippou, 1997). Nonetheless, the 
House of Representatives added an article stating specifically that the languages 
of instruction would be Greek and Turkish. 

It is obvious that in its strong will to proceed with the "establishment of a 
University the administration considered these problems as only minor and would 
not alIow them to hinder procedures. They considered the international status and 
the high standards of the University to be the significant issues. Of course, the 
exclusion of the English language was a great contradictio.n since it largely limited 
the international character of the University by virtually excluding non-Greek 
speaking faculty and students. However, because a significant number of Greek 
and Greek Cypriot academics were already affiliated with foreign universities, the 
potential for the new University to participate in the international knowledge 
network was great. The administration was confident that the foreign affiliations 
of the academic staff to be appointed would pave the way for international 
networks and connect both the University and Cyprus to the Community of 
Eur9pe. 

The character of the University and the nature of the decision
making process as acts of compensatory legitimation 

In the previous section it was argued that the act of establishing the University 
of Cyprus r.esulted primarily ft:om the state's need to cope with its legitimacy 
deficit. In this section it will be argued that both the character of the University 
and the decision-making process itself are also due to the state's pursuit of 
legitimacy. 

The University which has finally been established is very different from the 
universities of Greece. The majority of Greek universities offer professional 
training, and therefore most do not have graduate schools nor do they emphasise 
research (Frangos, 1978; Pesmazoglu, 1994; Rokos, 1991). The University 
of Cyprus, on the other hand, emphasises academic education and research. 
According to the University Prospectus (University of Cyprus, 1996-97: 109), 
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'The primary goals of the University are the promotion of 
scholarship'through teaching and research and enhancement of the 
social and economic development of Cyprus. It is generally agreed 
that the quality of research at an educational institution. will 
determine its place in the international academic .community. It is 
also the primary means of enhancing scholarship. The University of 
Cyprus is committed to this vision and has significantly extended its 
research activity, in spite of its being a very new university. This 
strategy has resulted in a number of research programmes which 
cover a wide range of fields and which correspond to the current 
specialisations and University departments'. 

The Chairman of the University Council also stressed the great importance of 
research: 

'Research will help the University maintain a standard as high 
as that of similar international universities. This will attract good 
professors to come and work at the University of Cyprus. If the 
standard is lowered, the good professors will probably leave. 
Research is also directly linked with the students' education and the 
faculty professional development' (Triantafyllides, quoted in 
Eleftherotypia, 28 May 1995). 

Although primary and secondary education has been modelled on Greek 
schools for almost two hundred years, the administration that came to power in 
1988 believed that Cyprus needed a university of international status and high 
standards rather than a communal university which would essentially be a 
peripheral Greek university. A university after the Greek model would in fact be 
almost redundant, as Greek Cypriots could easily - and at no great expense - attend 
universities in Greece. In 1988 there were seven thousand Greek Cypriot students 

.in Greek universities (Statistics of Education, 1992). The administration was 
confident that Cyprus needed a University of high reputation which would ensure 
internal and external recognition and attract top talent to both the faculty and the 
student bodies. resulting in more resources and more power for the University. 

To achiev€? its objective of high standards the administration offered 
competitive salaries to prospective faculty; in so doing it hoped to attract 
professors from prestigious universities world-wide. Moreover, in the law about 
the University the state made a provision stipulating that the electoral committees 
include three scholars from universities representing three different foreign 
countries. The objectives of the administration were threefold: (a) to make the 
University internationally known; (b) to safeguard high standards; an~ (c) to 
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safeguard the autonomy of the University by having foreign professors act as a 
kind of buffer zone against any local interference, favouritism or nepotism. 

The administration assumed that the surest way to ensure high standards was 
to enact laws and regulations concerning the governance of the University. Thus, 
the law on the University made no provision for any type 'of assessment or 
evaluation in contrast to private schools of higher education which were required 
to have external assessment and accreditation (Law, 111987). 

A university of international status and high standards implied that knowledge 
produced would be of international standard. It was thought that such a university 
would automatically serve the Cypriot society. Papamichael, the University Vice
Rector, echoed general sentiment when he asserted that Cypriot society could be 
served. by both applied and pure research. Applied research· has been already 
undertaken in co-operation with the Ministry of Health, the Planning Bureau, and 
Banks; pure research is reflected in publications in international scientific journals 

. and contributes to raising the prestige of Cyprus among the international scientific 
community (Papamichael, quoted in Phileleftheros, 24 June 1997). 

Another benefit for the Cyprus state can be seen in the development of a new 
academic discourse and a new communication code at the University. As one 
faculty member stresse.d, 

'Our future partners in Europe will definitely not be willing to 
lower their own communication code ... Consequently, we must 
acquire the economic, versatile, cold and aggressive language of 
science, which functions not unidimensionally but at multiple levels 
of high and very subtle shades of intellectual meanings' (Spanos, 
1996). 

The statement implied that the knowledge to be produced at the University 
must be different from that produced prior. to its establishment. Until then there 
was only one public research centre, the 'Centre for Scientific Studies', which 
produced knowledge mainly in the fields of Cypriot history, archaeology and 
language. These studies essentially aimed to highlight the Greek Cypriot past as 
a way of proving the 'Greekness' of the island (Persianis, 1996). Although some 
of these studies were of very high standard, their narrow scope prevented them 
from acquiring international recognition. 

The progressive administration which came in power in 1988 did not think 
highly of this kind of knowledge - not because of their communist affiliations or 
limited enthusiasm for Greece and Greek models, as they have been accused 
(Simerini,. 19 July 1996) but because this kind of knowledge tended to secure 
legitimacy for the Greek community rather than the state. And because the 
administration wanted an institution that would help the state retrieve legitimacy, 
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it preferred a university that would produce scientifiC knowledge through 
empirical research. This would promote a scientific and technological rationality 
that would help Cyprus leave behind its nationally-orientated, rather monolithic, 
knowledge, and tragic past, and move forward into a new era. 

The administration also expected that a prevalence of thi~ type of knowledge 
would contribute to' or cause a change in the hierarchy of knowledge and in the 
balance of power on the island. As long as the commpnity-orientated knowledge 
had the hegemony, the dominant and politically influential groups were Church 
leaders, nationalists, and the graduates ·of Greek universities, all of whom had 
prevented the establishment of a university for so long. Emphasis on scientific and 
technological knowledge on the other hand could encourage the internationally
orientated group to claim the upper hand and could lead to substantial changes in 
the political life of Cyprus. 

To achieve the desired character of the University the administration utilised 
to a great degree the strategy of expertise. Twelve Greek professors affiliated with 
recognised foreign universities were app~inted to form a Preparatory Committee 
(PC); their task was to make specific proposals regarding the character of the 
University and the processes to be followed to ensure it (Philippou, 1997). 

Careful analysis of the strategy followed reveals two specific characteristics in 
the utilisation of the strategy of expertise as it applies to the University of Cyprus: 
the conscious political decision to promote expertise as a strategy: and the 
coupling of expertise with both participation and an emotional dimension. During 
the first thirty years of Cyprus' independent existence, government officials most 
often used foreign ,expertise in order to forestall crisis and manage opposition. 
They invited foreign experts to submit reports on important issues, and 
subsequently· shelved any report long enough for it to lose its relevance and 
usefulness. 

In the case of the University, however, the initiative came from a new 
politician who not only put forward the establishment of a university as an election 
pledge but who also realised that his successful election depended very much on 
keeping that pledge. Thus, he could not permit any delayi~g tactics of bureaucratic 
interference.3 

The second characteristic is the unique coupling of expertise with two other 
strategies, those of participation and an emotional dimension. The 12 members of 
the PC represented a wide participation, and this naturally made the validity of 
their advice much stronger. Furthermore, their participation comprised a strong 
emotional dimension: it was an opportunity for the state to express its appreciation 
to Greek Cypriots who had distinguished themselves and honoured their 
motheriand abroad in the noble field of science and scholarship; and it was a 
chance for those scholars to offer their services to their small country. 
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The strategy proved a great success. The PC's proposal had tremendous 
political potential. The proposal formed the basis for the drafting of the bill for 
the establishment of the Universitx. Only one member of Parliament questioned 
some of the proposals of the PC, while all the others welcomed the proposals as 
the o~tcome of scientific expertise which they were grateful to have (Minutes 
ofthe House of Representatives, 13 July 1989:2961-3039). 

The same strategy was used also for legitimating the decision-making 
process. The fact that the administration asked its legal department 
to draft the bill on the basis of the PC's proposals signified that the 
establishment of a university was something unique which required expert 
knowledge. The appeal to the scientific paradigm was again meant to give the 
impression that the administration was acting both democratically and also in a 
very modern way, appropriate to the present" technocratic era. The 
administration made no secret of its preferred model for the University 
(Philippou, 1997). By using the strategy of expertise, however, it managed to 
promote its favourite model and at the same time secure legitimacy for the state 
and its decision-making process. . 

They achieved this through careful selection of the professors appointed as 
members of the PC, who were for the most part professors of natural science and 
engineering. In a way, this was certainly representative of the kind of expertise 
Greek Cypriot professors have in foreign universities. There are very few 
professors of social and political sciences; the majority represent the so-called 
neutral, value-free sciences. On the other hand, the fact that they were selected 
because they were internationally known meant that they represented the 
international rather than the national knowledge network. The administration 
knew in advance that the selected professors were seriously committed to the 
hegemony of scientific knowledge, and this detennined their selection. This was 
also a decisive factor in the recommendations they made . 

. The utilisation of the strategy of expertise is easily understood in a 
country torn by internal conflict and held in check due to lack of consensus. 
By appealing to the scientific paradigm with regard to both the character 
of the University and the decision-making process, the administration was able 
not only to manage the conflict but also to achieve· unanimity in the 
implementation of the project. Scientific expertise was used to lend credibility 
to both the decision and the decision-making process. At the same time the 
administration described the character of the University as a synthesis of 
elements from American, British and Irish universities, taking into 
consideration the special features of Cyprus (Philippou, 1997), thus giving the 
impression that the decision was essentially technical and based on value-free, 
scientific criteria. 
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To sum up, it can be said that in the establishment of the University of 
Cyprus the state utilised the strategy of expertise by entrusting the framing of 
policy options to experts. This strategy not only secured legitimacy for the state 
but also institutionalised a new kind of knowledge. 

Conclusion 

Analysis of the Circumstances, procedures and motivation behind establishing 
the University in Cyprus reveals a state initiative of major political and social 
significance. Three important features in this initiative stand out: 

<al it was a venture in a project in higher education, which was completely 
new for Cyprus; 

(b) it was a venture touching a constitutionally very sensitive area.in a 
country bound with an unchangeable constitution; 

(c) it was a venture in a field which had generated enormous political 
conflict for sixty years. 

The paper has argued that such a bold state initiative can only be explained as 
t~e state's effort to secure compensatory legitimation. And in the case of the 
Cypriot state it has been shown that there were specific reasons that made 
legitimacy both extremely difficult and highly crucial. 

Up to that time the state had used material gratification and legalisation 
to cope with its legitimacy crisis. In the case of the University, however, 
it utilised the strategy of expertise. This strategy secured for the state three 
advantages: 

(a) it could legitimate the character it wanted to give to the University as the 
outcome of an objective, scientific, value-free, expert, recommendation; 

(b) it could legitimate the very delicate and nationally precarious decision 
of preferring a state-based university linked to the international community 
of scholarship to a community-based one which would be a replica of Greek 
universities; 

(c) it secured additional legitimacy for itself by presenting the processes as 
both democratic and scientific, and as an initiative designed to pay tribute and 
offer recognition to Greek Cypriots who had distinguished themselves abroad in 
th~ noble area of intellectual.activity. 

There is no doubt that thdlegitimation of the character of the University and 
especially its differences from the Greek universities was rendered easier by the 
already existing surplus of professionally trained p·eople in Cyprus. This situation 
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allowed the state to emphasise academic knowledge and research as University 
priorities as opposed to professional training which Greek universities offered. On 
the other hand, there is no doubt either that the impression which the 1989 
administration tried to giv.e that the decision of the character ofthe University was 
based on the recommendations of experts and therefore was value-free, scientific 
and objective, is completely inaccurate and misleading. Moreover, it in no way 
reflects the very complex nature of the problem, as it excludes the wider 
perspective for understanding the dialectics between the state and education. 

The nonnative implications of that policy decision have been enonnous for 
Cyprus as can be seen more clearly today. A group of nationalist intellectuals 
under the name of 'University Initiative Group' are invoking several 
constitutional, cultural and intellectual reasons to change the.state character of the 
University or establish additionally a second Greek communal university 
(University Initiative Group, 1996). The intellectual and social dynamics created 
by the University, however, are such that even if the new administration which 
came in power in 1993 had wanted to abolish the University, it would have been 
impossible. Such a move would incur an enormous political cost to the state, both 
nationally and internationally. 

In fact the intellectual and social dynamics currently act in exactly the opposite 
way. The initial decision about the University provided for only ten departments, 
(Greek studies, Philosophy and History, Education, Foreign Languages and 
Literatures, Social and Political Sciences, Turkish Studies, Mathematics and 
Statistics, Natural Sciences, Computer Science, Economics, and Public and 
Business Administration), mainly due to limited .financial resources and the 
envisaged professional training needs of the country.4 However, only two years 
after the opening of the University, political and other expedience led to the 
approval of two more departments and today there are popular demands for 
engineering, medicine, and law schools, which are -claimed to be justified for 
economic, scientific and national reasons (ETEK, 1997; Theocharous, 1997; 
Angelides, 1997; SEM, 1997). 

All this implies that the decision of the state to establish the University of 
Cyprus has been catalytic not only in the intellectual but also in the social and 
political fields. The establishment of a University in Cyprus represents much 
more than the establishment of a simple educational institution. It represents the 
institutionalisation of scientific and objective knowledge 2.nd the determination 
to produce new knowledge in Cyprus, and it has been the cause for a change in 
the knowledge hierarchy, the balance of social and political power in Cyprus and 
the politics of education. The dialectic relationships of the University with 
the society are also expected to act as catalysts in the societal development of 
the island. 
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Notes 

1. In the academic year 1998-9 the number of universities in the north increased to six and the 
number of students to 19,185 (Athanasiades, 1998). 

2. Their number in the academic year 1997-8 was 5,491 (Statistics of Education), 
3. A Greek Cypriot professor at the University of Southern California reported a very interesting 

experience during a visit to the Minister of Education. He related that the Director General availed 
himself of a short absence of the Minister to stress to him that it is the D,Gs who decide and not the 
ministers. Today, when the University of Cyprus is producing new knowledge, government officials 
resent any criticism from the University with respect to the quality and the standards oftheir work and 
for the most part have been defensive and hostile rather than co-operative. Some very illustrative 
examples are the, Ministry of Education's reactions (a) to the criticism in the case of the low 
performance of Greek Cypriot children in mathematics and science in the international lEA's Survey 
(TIMSS) (Cyprus Mail, 18 Dec. 1996), (b) to the criticism made by the Chairman of the University 
Department of Education (Phileleftheros, 13 July 1997) for the backwardness of Greek Cypriot 
secondary education, and (c) to the criticism made in the Unesco Appraisal Study of the Cyprus 
education system (Unesco, 1997; Phileleftheros, 25 May 1997). The government officials are still 
unwilling to concede to academics and experts any part of the hegemonic power they have enjoyed 
for so long. 

4. In March 1998 the faculty of the University consisted of 19 professors, 46 associate professors, 
52 assistant professors and 40 lecturers (University Senate Minutes, 6 May 1998). The number of 
students in the same academic year were 2217. Of them 2161 'came from Cyprus, 55 from Greece -and 
1 from another country. Undergraduate students pay no fees, while graduates pay 2000 Cyprus pounds 
yearly (about US$ 4,000). The University Budget for the year 1998 was CY£19,123,749 (about US$ 
38,500,000), 

Panayiotis Persianis studied literature and philosophy at Athens University and 
education in the London Institute of Education. He is the author of the books Church 
and State in Cyprus Education (1878-1960), and The Political and Economic Factors 
as the Main Determinants of Educational Policy in Independent Cyprus. He also wrote 
several books and articles in Greek on different aspects of Cypriot education. He is 
now associate professor in the Department of Educational Sciences, the University of 
Cyprus. Address for correspondence: 11. Othonos. Akropolis, Nicosia 2008, Cyprus. 
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MANAGEMENT IN THE GREEK SYSTEM 
OF IDGHER EDUCATION 

CHRISTOS SAITIS 

Abstract - This article aims to outline the relationship between the Ministry of 
Education and the institutions of higher education in Greece. The co~ordination of 
this relationship is an issue vital for both the academic institutions - which require 
a degree of administrative independence to do their work on behalf of society; and 
for the State - which wishes to assure itself that the institutions of higher education 
are serving adequately the needs of society. The article concludes by arguing that 
the Ministry of Education exercises its control in the higher education sector 
through laws and regulations and ~'ntervenes in the day-ta-day administrative work 
of the academic institutions. The institutions in higher education are entirely 
subordinate to the State and have a limited voice in the decisions affecting their 
future development. Therefore. ministerial supervision may be considered as a case 
0/ 'bureaucratic overcentralisation' rather than as 'guidance' o/the State. 

Introduction 

On this study we focus on the organisation and management practice of Greek 
academic institutions and their relationship with the State, aspects of higher 
education which are becoming increasingly significant in many democratic 
countries. The co-ordination of the relationship between the State and institutes of 
higher education (IHE) is as old as the institutions themselves and is an issue vital 
for both. In the first place. institutions require a degree of independence to do their 
work justly and properly, on behalfof society; and in the second place the State 
wants to be assured that the IHE are adequately serving the needs of society, 
providing an efficient and comprehensive system. 

The problem of integrating and co-ordinating institutions of university 
learning into a coherent system of higher education occurs in every country 
because in today's world the IRE perform an indispensable public service. The 
provision of such a: service is increasingly expensive, however, and is made so by 
the number of students and faculties involved and by the cost of expensive 
facilities such as library resources and laboratory equipment. In some countries 
cqsts are mainly carried by the private sector, while in Greece, almost all funds 
are provided by the State. and that of course implies that the relationship between 
higher education and the state is critically important. 
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The current sceue of higher educatiou iu Greece 

Higher education is offered at a variety of educational institutions, which can 
be divided into two main sectors: University-level education and the non
University level education. These institutions -are financed and sup~rvised by 
the State ~nd are. organised in line with specific laws which deal with. their 
operations. 

University-level education 

Historical development 

Greece has a long tradition in the fields of philosophical and scientific thinking 
and education, initiated by the famous philosophical schools of the classical 
period such as the Academy of Plato and the Lyceum of Aristotle. It is therefore 
not surprising that soon after the constitution of the new free Greek State, the first 
university institution, the University of Athens, was founded (in 1837). The 
university was established according to the German pattern (Dimaras, 1978) and 
included four faculities: theology, law, medicine and philosophy. . 

The Greek system of higher education developed rather slowly in the 
beginning (Saitis, 1988). Two other institutions, the National Technical 
University and the School of Fine Arts, were founded in Athens almost 
simultaneously with the University of Athens; the former was only granted 
university status in 1914, and the latter in 1930. 

In 1-920 two new institutions of higher education were added to the list of full 
universities. These were: (a) the Athens School of Economics and Business 
Sciences (now the Athens University of Economics and Business) and (b) the 
Agricultural College of Athens (now the Agricultural University of Athens). By 
1920 Greece had four !HE - all of them with their seats in Athens. This leads 
to the conclusion that the elementary strategy relative to the full development of 
the country as a whole was ignored. 

The first Greek university outside the capital, the University of Thessaloniki, 
was founded in Northern Greece in 1925. Unlike the university of Athens, the new 
university placed an emphasis on certain distinct features of higher learning. For 
specialisation purposes; each faculty was subdivided into several departments, 
many of which were totally new to the Greek academic community (Margaritis, 
1976). 

Eleven years later another IHE, the Panteios School of Political Sciences, 
(now the Panteios University of Social and Political Sciences) was established, 
again in Athens. By 1~58, two Scho,?is of industrial studies in Piraeus (now 
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University of Piraeus) and Thessaloniki (now Macedonian University of 
Economics and Social Sciences) had rec.eived charters.' These institutions are an 
outgrowth of the Free Schools ofIndustrial Studies which were founded in 1938 
and 1948 respectively. 

Thus, in the 1950s, the Greek system of university education inc1ud',. three 
universities and six university-level schools, all of which were located in urban 
centres either in the capital, in Piraeus, or in Thessaloniki. This fact has led many 
Greek peasants, who place a high value on educating their children, to see these 
cities as the best place to live in, so that the exodus of the population from the rural 
areas to the above cities, between 1950 and 1960, can be partially ascribed to the 
centralisation of the universities as well as other government services in the three 
big cities. 

In the 1960s the second phase in the development of Greek higher education 
started. In fact, the social pressure for greater access to higher education, the 
need for further economic and cultural development (especially in outlying 
areas) and the demand to modernise the structure and organisation of the Greek 
universities led to a sequence of decisions. The.main developments during this 
phase, which is still in progress, are the creation of a series of new universities 
in the regions and attempts at further modernisation of the structure and 
organisation of the Greek universities. From 1964 to. 1992, ten new universities 
- the University of Patras (1964), the University of Ioannina (1970), the 
University of Thrace (1973), the University of Crete (1973), the Technical 
University of Crete (1977), the University of the Aegean (1984), the Ionian 
University (1984), the University of Thessaly (1984), the Charokopeio 
University (1990) and the Open University (1992) in Patras - were established, 
bringing the number of higher education institutions in Greece to a total of 
nineteen (see Table 1). 

From the above description it is clear that in the last thirty years higher 
. education in Greece has received special attention and assistance by the State. This 
is indicated by the founding of new universities in the regio.ns as well as by a 
number oflegislative measures (e.g. Law 815 /1978, Law 1268/1982, Law 2083 
/1992) aiming to match the Greek higher education system more closely to the 
ever-growing scientific technological and social demands of the country. 
Associated with this growth are a number of problems that the Greek government 
has to face. Among the most important of these are (a) the concentration of 
students in Athens, Piraeus and Thessaloniki, which between them absorb 76.9% 
of aB the student population in the higher education sector (see Table 1); (b) the 
problem of student emigration;' and (c) the problem of the highly centralised, 
highly. bureaucratised politico-administrative system within which education 
operates (OECD, 1997: 191). 
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TABLE 1: Teaching Staff and Student Population in Greek Universities 

Academic Year 1997-1998 

Institution !Faculty-Department 
. Students'" All Teaching Staff 

Staff*'" IStudent 
Ratio 

1. UNIVERSITY OF ATHENS 
Faculty of Theology 1708 41 1/41.6 

I, Faculty of Law, Economic and 
Political Sciences 6041 189 1/32.0 
Faculty of Arts 7239 231 1/31.3 
Faculty of Sciences 4051 407 1/10,0 

Faculty of Health Science 3578 836 1/4.2 
Independent Departments 
Dept of Sciences Physical 
Education and Sports 1885 82 1/23.0 
Dept of Primary Education 1431 33 1/43.3 
Dept of Pre-school Education 1861 17 11109.4 
Dept of Communication and Mass 
Media 499 15 1/33.2 
Dept of Music Studies 164 10 1/16.4 
Dept of Theatre Studies 288 II 1/26.1 
Dept of Philosophy and History of 
Science 147 14 1/10.5 ; 

2. NATIONAL TECHNICAL UNIVERSITY OF ATHENS 
Dept of Civil En.e;ineeri~K 1024 65 1115.7 
Dept of Electrical and Computer 
Engineering ]]50 74 1/15.5 
Dept of Architecture 693 104 1/6.6 
Dept of Chemical Engineering 829 76 1/10.9 
Dept of Mechanical and Mineral 
E~gineering 324 34 1/9.5 
Dept of Mechanical Engineering 895 42 1/21.3 
Oept of Rural and Surveying 
Engineering 618 35 1117.6 
Oept of Naval Architecture and 
Marine Engineering 279 16 I 117.4 
General Department - ]]6 -
3. ARISTITELE UNIVERSITY OF THESSALONIKI 

Faculty of Theology I 1882 I 52 I 1/36.2 
Faculty of Law and Economic I 4309 I 114 I 1/37.8 
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Facultv of Arts 5037 225 1/22.3 

Faculty of Sciences 4282 346 1112.3 

Faculty of Health Sciences 3292 602 1/5.4 

Faculty of Geotechnical Sciences 2438 254 1/9.5· 

Faculty of Engineering 5036 303 1116.6 

Facultv of Fine Arts 788 35 1/22.5 
Faculty of Pedagogical Studies 1020 56 1118.2 

Independent Departments 
Dept of Science of Physical 
Education and Sports 1712 87 1/19.6 
Dept of Journalism and Mass Media 
Studies 180 5 1/36.0 
Branch of Primary and Pre-school 
Education (in Florina), 315 14 1/22.5 
4. ATHENS UNIVERSITY OF ECONOMICS AND BUSINESS 

Dept of Economics 854 23 1137.1 
Dept of Business Administration 1261 23 1/54.8 

Dept of Statistics 275 14 1119.6 

Dept of International and European 
Economic Studies 427 15 1128.4 
Dept of Management Science and 
Marketing 351 11 1/31.9 
'Dept of Applied Informatics 427 21 1/20.3 
5. AGRICULTURAL UNIVERSITY OF ATHENS 

Dept of Agriculture 498 31 1116.0 
Dept of Animal Production 185 17 1110.8 
Dept of Agricultural Biology and 
Biotechnology 170 20 I 18.5 
Dept of Agricultural Economics 237 

, 
16 1114.8 

Dept of Agricultural Industries 259 24 1/10.7 
Dept of Land Reclamation and 
Agriculture Engineering 204 13 1/15.6 
General Department . 23 -

6. SCHOOL OF FINE ARTS 

Dept of Pictorial Arts I 770 I 44 I 1117.5 
7. PANTEIO UNIVERSITY OF SOCIAL AND POLITICAL SCIENCES 

Dept of Political Sciences and 
History 946 20 1/47.3 
Dept of International and European 
Relations 1893 25 1/75.7 
'Dept of Communication and Mass . 

Media Studies 409 12 1/34.0 
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Faculty ofE~gineering I 1239 I 87 I 1/14.2 
Independent Departments 
Dept of Law 1749 45 1/38.8 
Dept of MediCine 419 63 1/6.6 

Dept of Science of Physical 
Education and Sports 726 18 1/40.3 

Dept of Primary Education 245 18 1/13.6 
Dept of Nurserv Education 270 9 . 1/30.0 

Dept of History and Ethnology 256 15 II17.0 
Dept of Greek Literature 187 2 1/93.5 

Dept of Social Administration 113 - -
13. UNIVERSITY OF CRETE 

Faculty of Arts 876 58 1/15.1 
Faculty of Science 1427 113 1/12.6 . 
Faculty of Health Science 509 92 1/5.5 

Faculty_ of Social Sciences 657 24 1127.3 
Faculty of Education 664 35 1/18.9 

14. TECHNICAL UNIVERSITY OF CRETE 

Dept of Electronic and Computer 
Engineerinv 169 12 1/14.1 
Dept of Production and 
Management Engineerin~ 272 11 1124.7 
Dept of Mineral Resources 
Engineering 142 12 I /I 1.8 
General Department - 13 -

15. UNIVERSITY OF AEGEAN 

Facu~ of Social Studies 447 30 1/14.9 
Faculty of Administrative Studies 411 12 1/34.2 
Facultv of Science 289 11 ·1/26.2 
Faculty of Greek and Mediterranean 
Studies 604 17 1/35.5 

16. IONIAN UNIVERSITY 

Dept of Foreign Languages 
Translation and Interpreting 266 II 1/24.1 
Dept of Music Studies 145 3 1/48.3 
Dept of History 228 13 II17.5 
Dept of Archieve and Library 
Sciences 137 5 1/27.4 

17. UNIVERSITY OF TIIESSALY 

Faculty of Humanities 300 12 1/25.0 
Faculty of Technological Sciences 580 38 l1I5.2 
Faculty of Health Science 323 17 1/19.0 
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Independent Departments 
Dept of Science Physical Education 
and Sports 122 3 1 140.6 

18. CHAROKOPIO UNIVERSITY OF HOME ECONOMICS· 

Dept of Home Economics 125 4 1/31.2 
Dept of Die tics .]25 . 5 1/25.0 

To t a I 114,778 7,189 1/15.6 

Notes:· "im\ctivc" students arc not incJudtrl (viz. student that have remained at University mueh 
lo~er than the minimum period of time to complete their studies). 

** It includes speeial teaching staff(E.E.P.). 

Source: MNERA. Athens, 1997. 

Academic structure 

The institutions of university education are compos~d of faculties. The 
fa'culties are divided into departments which constitute the basic academic unit. 
The syllabus of a department leads to a unifonn degree. Responsibility for 
formulating teaching and research policy in connection with the subject areas for 
which degrees are awarded now lies with the departments. The sections are 
responsible for implementing the basic policy decisions taken by their respective 
departments. Each department is run by a general council which formulates 
teaching research policy and exercises control over all of the department's affairs. 

The teaching and research staff consists of full professors. associate 
professors, assistant professors and lecturers. Full professors and associate 
professors have tenure. 

Administrative structure 

The organisation, structure and management system of Greek universities are 
~imilar. According to Law No 1268 11982, the highest governing body is the 
Senate. It has principal authority in academic and financial matters and consists 
of the Rector, the two Vice-Rectors, the Deans of the Faculties and representatives 
of the teaching and special administrative staff as well as of the students of the 
institution. The Rectorial Council, responsible for the implementation of relevant 
decisions of the Senate, consists of the Rector, two Vice Rectors, one 
representative of the students and one representative of the administrative staff as 
an adviser. 

At the level of Faculty and Department, there are the following bodies: the 
General Assembly of Faculty, the Deanship, the General Assembly of the 
Department, and the Board of the Department. These bodies consist of members 
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of teaching staff, special administrative staff and students of the Faculty or 
Department. The Dean of Faculty is elected by the members of Faculty for a three
year term. The Head of the Department and the Director of the Sector are elected 
by the members of department and sector, respectively. Finally, the Head of the 
Secretadal office is elected by the Senate, for a three-year term. It should be noted 
that all the above officers and members of university bodies are appointed by the 
Minister of Education on the nomination of the Senate. 

In conclusion we can say that firstly, the university officers of each level have 
limited powers - compared to those of some other public organisations - in the 
sense that the power lies with a decision-making body comprising either the whole 
staff of the unit or at least representatives of each group. Secondly, the collective 
bodies of Greek universities do not include members outside the university and so 
one might say that policy and power lies in the hands of academics and students. 
Finally. the existing structure of university bodies lead' to a 'serious' 
fragmentation of university work. Particularly. the university organs constitute a 
'chain' which place responsibility for final decisions in the hands of upper level 
committees, Senate or Rectorial Council. .There is no doubt about the 
democratisation of the decision-making process within the field of university 
government. The problem, however, is the efficiency of university management 
because as we shall see below, the administrative apparatuses outside the 
academic sector (e.g. Ministry of Education, Ministry of Finance, Council of the 
State, etc.) raise questions about the efficiency of Greek universities. 

Non-university level education 

The Institutes of Technological Education (TEI) belong, together with the 
Universities, to the higher level of education. The TE! are self-governed legal 
entities subject to public law and receive financial support from the State. In 
other words, as in the case of universities, there is no private provision of TEls 
in Greece. 

Historical development 

Unti11970, most higher technical schools were in private hands. The exceptions 
were three State Higher Schools for sUb-engineers in Athens and Thessaloniki. 
The demands for higher technical and vocational education were chiefly met by 
various private schools and these three state schools. The ever increasing number 
of young people in higher education and the growing demands of the labour 
market for highly trained personnel in the 1960s made it unavoidable for the State 
to take the necessary steps towards organising the non-university higher technical 
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education on a realis.tic and systematic basis. The outcome was the law for higher 
technical education of 1970, which established the legal frame for a modern 
system of technical training . 

. Act 65211970 provided for the creation of State-operated Centres of Higher 
Technical Education (KATEE in Greek) with many branches of specialisation, 
which gradually became the main institutions for non-university tertiary technical 
training. The objective of these Centres is 'to provide its students with the 
necessary theoretical and practical knowledge, so that they may become higher 
level technical specialists, able to assist in the development of the national 
economy'. In 1983 Act No 1404 reorganised the Institutions of Higher 
Technological Education. By this Act the hitherto controversial KA IDEs were 
abolished and replaced by Technological Educational Institutions, known as TEL 
Greece currently has 14 TEls (see Table 2). 

Despite the rapid development of regional TEIs in the last two decades, the 
student population oft~ese institutions is relatively small and their contribution to 
technological higher education rather limited in this respect. In the academic year 
1996-97 there were approximately 70,384 students at the TEIs; 50% ofthem were 
concentrated in the AthenslPiraeus and Thessaloniki urban centres, where only 
three TEIs are located. The remaining 50% are divided among the other eleven 
TEIs (see Table 2). 

Academic and administrative structure 

The TEIs are distinguished from universIties, in term of their purpose, 
function, staff qualification and hierarchy, the length of programmes, and the level 
of studies they offer. However, their organisation and operation is similar to those 
of the universities. Each TEI comprises at least two faculties and each faculty at 
least two departments. Each department is subdivided into different classes. Each 
class corresponds to a specific academic and technological level. Freedom of 
academic teaching ·is guaranteed within the framework of the curriculum, 
scientific research and the communication of ideas in the TEI. 

The permanent teaching staff are grouped according to three scales: laboratory 
. professors, assistant professors and professors. Within the framework laid down 

in Educational Act 1404/1983, the existing administrative structure ofTEIs is the 
following: Assembly of TEI, TEI Council, President and Vice-President. At the 
level of Faculty and Department, there are the following bodies and officers: 
General Assembly of Faculty, Director of Faculty, General Assembly of 
Department, Head of Department. The governing bodies of the TEI are elected by 
all members of teaching staff, representatives of the administrative staff and the 
students. 
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TABLE 2: Teaching Staff and Student Population in Greek T.E.l.s. 

Academic Year 1996-1997 

Technical Educational 
Institutions Students* 

All Teaching Staff/Student 
Staff*· Ratio 

. 

1. TEI of Athens 16619 1469 1111.3 

2. TEI of Thessaloniki 10240 1001 1110.2 

3. TEI of Patra 5009 438 1111.4 

4. TEI of Larissa 6427 533 1/12.0 

5. TEI of Heraklio 4895 678 117.2 

6. TEI of Kozani 3556 230 1115.4 

7. TElofMessologi 1721 177 119.7 

8. TEI of Piraeus 8392 632 1113.2 

9. TEI of Kavala 2627 227 1111.5 

10. TEI of Serres 3089 281 1111.0 

11. TEI of Chalkida 3011 242 1112.4 

12. TEI of Kalamata 1649 104 . 1115.8 

13 .. TEI of Hepeiros 1316 229 1/5.7 

14. TElofLamia 1833 261 117.0 

Total 70,384 6,502 1/10.8 

Notes: * (1) temporary data 
(2) "inactive" students are not included 

** It includes nonpermanent teaching staff (62.4 percent). 

Source: MNERA, Athens, 1997 
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However democratic the structure might seem, there are some doubts about the 
effectiveness of the management within the TEI in the sense that: (a) most ofTEI 
decisions need ministerial approval (see below), and (b) the members of 
governing bodies (mainly the President, the Vice-President and the Heads of 
Departments) are not elected according to their administrative ability but 
according to criteria foreign to their experience and skills. 

Central administration: the Ministry of National Edncation 
and Religious Affairs (MNERA) 

Mission and role 

The central education authority in Greece is the Ministry of National 
Education and Religious Affairs (MNERA). It is the role and mission ofMNERA 
to develop and lead educational policy (Law No. 17511973), and it is therefore the 
state which carries the responsibility for ensuring the provision of knowledge and 
national identity to all children and young people of Greece through schools and 
universities. 

This ministry is a 'productive' public agent because education is, without any 
doubt, the most important and efficient enterprise on which the substructure of a 
nation is based. It increases the flow of skills and assists people to acquire new 
technologies. Education, therefore, helps to strengthen the economy, for it is an 
investment in human power (Kokkotas, 1978; Psacharopoulos and Woodhall, 
1985; Cohn, 1979). However, quantity of education by itself is not enough. It must 
be geared to the needs of the people and prepare them for life and change. 

The function of the Ministry is defined by law as the promotion and 
dissemination of education and religion. In the field of education the Ministry is 
responsible for the integrated planning and coordination for the development of 
improvement of educational services at diff~rent levels and in different areas. It 
also provides guidance and advice to regional education authorities, and operates 
a number of educational establishments, such as the Institutions of Higher 
Education. Finally, it assumes various responsibilities relating to the 
administration and management of these establishments. 

Organisation structure and staffing 

The MNERA is the highest administrative unit of education and it is directly 
under the jurisdiction of government. Its task is to execute the policy of the 
government, report to government on educational developments and work at all 
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levels of education. Supreme responsibility for the function perfonned by the 
Ministry falls upon the Minister who is usually of Cabinet rank. He or she is 
appointed by the President of the Republic upon the recommendation ofthe Prime 
Minister and is therefore responsible to Parliament, to Government and to public 
opinion for the decisions of the civil service in the Ministry. The undersecretary 
Ministry and the Secretary-General are politically appointed and are the 
Minister's chief assistants. The Minister and the chief assistants are assisted by a 
·small civil service staff organised in what is known as the Private Offices. 

The Minister, Undersecretary and Secretary General are assisted in their work 
by the Heads of General Divisions, each of whom is concerned with certain 
aspects of the Ministry's work. Following Presidential Decree No, 14711976, the 
General divisions of the Ministry are divided up into divisions and each division 
into departments, each of which deals with a clearly defined block of work and is 
usually under the charge of the head of division. There are also 'independent' 
divisions and d.epartments, such as the Inspectorate. the Library division, and so 
on. These perform duties which, in one way or another, concern all the other 
departments .. Close contacts are maintained between the departments on all 
matters of common concern and this principle is followed throughout the central 
administration of the MNERA. 

Today the Central Service of the MNERA consists of 6 General Divisions, 35 
divisions and about 115 Departments; in 1995 it had a total staff of about 947. An 
analytic breakdown of the composition of staff in the Central Service of the 
MNERA shows that: 

245 are graduates of university-level institutions. 
52 are graduates of technological education institutions. 
255 are graduates of secondary schools. 
46 are graduates of primary schools. 
350 are teachers who have been detached from their schools to undertake 
various educational and occasionally administrative task in the MNERA. 

From the above description it is evident that: 

(a) The administrative structure of the MNERA is horizontal. All Divisions are 
under the Secretary-General, while further up the structure, and depending on their 
role and function, they fall under the authority of the respective Deputy Ministers 
and/or the Minister himself. The Minister nevertheless remains responsible for all 
activities. This type of organisation leads to the over-concentration of important 
a~ministr&tive responsibilities under the jurisdiction of the Secretary-Ge'oeral and 
the Ministers - in spite of considerable delegation of power to the heads of 
divisions and departments. 
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(b) While the nature of the composition of the staff of the central services of 
MNERAmay be sufficient for the day-to day executive process, it does not induce 
one to believe that employees can contribute very much to the promotion of 
educational development strategies. This is because in the first place, they spend 
nearly all their time in fulfilling executive functions (e.g. in considering 
appointments and the promotion of teaching and administrative The 
administrative structure of the MNERA is horizontal. All Divisions are under the 
Secretary-General, while further up the structure, and depending on their role and 
function, they fall under the -authority of th~ respective Deputy Ministers andlor 
the Minister himself. The Minister nevertheless remains responsible for all 
activities. This type of orstaff), and secondly, the employees are not qualified 
to carry out research on educational matters, or to make suggestions for the 
formulation of educational policies. 

(c) There is not a rational distribution 0f employees among the divisions and 
departments, with some baving one or two, others two or three, and some more 
than five employees. 

Today. it is increasingly being recognised that there is a need to reorganise the 
Central Service of the MNERA so that greater efficiency and delegation of work 
can be achieved (Exoysia, 1996). 

However, this awareness has not led to reform, as public administration has 
remained imperviolls to changes for the past decades, despite the severe criticism 
that has been addressed in its direction (Makrydimitris, 1996). Restoration plans 
have had to be shelved and it is doubtful whether they will find their way to 
Parliament. Consequently I more of the aims of reorganisation can be attained 
since the Greek Government does not seem to try hard enough (Kathimerini, 
1996). 

Relationship between the MNERA and the IHE 

Statement of the administrative sectors 

Our concern iri this study lies in the analysis of the administrative activities 
connected with the MNERA and the IRE. These activities belong to the following 
sectors: 

- Organisation and established of the IHE. 
Personnel (Appointed according to qualifications). 

- Financial Budgeting and Expenditure. . 
Students (Admission to the IRE and scholarships). 
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Arrangements for international and national conferences or meeting of 
teaching staff. 

What a coun~y needs is a contemporary administrative system in order to 
correspond with the current public needs. Therefore, good management can act as 
an instrument that helps fonnulate policy under political direction, establish how 
to achieve aims, get the parts working together, and see how well the operation is 
doing and identify any necessary modification "(Garrett, 1980). 

How the administrative work is carried out 

Example from the financial sector: budgeting in the IHE 

Almost all the activities of an lHE involve the expenditure of money. The 
financial- sector, therefore, can be considered as the most important area of a 
university's organisation. The main function of this sector is the drawing up and 
the approval of a Budget. In the broadest sense the 'Budget' itemises the 
organisation's sources of income and describes how the income will be spent over 
a specific period of time. The period covered by a budget is usually a year, referred 
to as a financial or fiscal year. 

Like other public units of public administration, the Greek Institutions of 
Higher Education are, in budgeting tenns, firmly tied to a comprehensive system 
of government resource allocation and expenditure contro1. This means academic 
institutions are bound by the Central Government budget. The procedure for 
preparation and approving the IHE budgets follows the stages given below: 

Stage A: Activities 'within the IHE 

Decisions of Faculties about expenditure for the next financial year; 
Sending budget documents to the Financial Division of University or TEI 
administration for the formation of a budget; 
Preparation of the Institution's budget by the appropriate Division and then 
sent to Senate or TEI's Council for approval; 
Senate's or TEl's Council approval obtained it is sent for typing and then to 
MNERA.. 

Stage B: MNERA's activities 

Registration of the budget by the MNERA; 
Referral to the approp!iate section of the financial management of MNERA; 
Estimation and classification of expenditure checked; 
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Ministerial,decision drawn up and signed by the Minister; 
Forwarded to the Ministry of Finance. 

Stage C: Activities in the Ministry of Finance 

Receipt of the budget by the appropriate Division and Section; 
Ministerial decision about the approval or otherwise of the budget drawn up; 
Final decision made and Minister's signature obtained; 
Notification of decision to the MNERA and to the THE. 

Stage D: Activities in the IHE 

Once the size of the Ministry of Finance's grant is known the IHE can put into 
operation its budget according to their instruction. At first glance, the above
mentioned procedure may be considered short. The main problem, however; is in 
the utilisation of particular accounting methods in the exploitation of the public 
money. For example.·a special service of the Ministry of Finance in the MNERA 
checks and controls all university and TBI spending. Our experience suggests that 
for the same university matter (e.g. filling of an academic vacancy) the Ministry 
of Finance checks and controls it at least four times (Saitis, 1985). 

While, clearly, the Ministry of Finance is the centre of the government 
machine and it is its Minister who is responsible for overall financial policy, it is 
nevertheless important to note that: 

the IHE do not receive their money in equal monthly installments but they may 
. receive the first 15% of the total amount and then the 25% and so on. As a 

result, IHE do not receive all the money approved by the government; 

transposition of the appropriations from one code number to another code. 
number is forbidden, since it has not been approved by Parliament. In such a 
case, special procedures have to be taken to secure the Ministry of Finance's 
approval. Transposition of university, or TEI funds thus requires a new 
bureaucratic process similar to that for the approval of the Budget. 

It is obvious then, that Greek IHE are not free to manage their own money as 
they wish to do, and the existing budgeting system is overcentralised and 
inflexible. Centralised financing means more centralised control and indicates the 
direct intervention of politicians in the various aspects of public administration in 
contrast to other countries (e.g. Great Britain) where universities are autonomous 
self-governing corporations (Saitis, 1986: 237-242) which are, in budgetary terms, 
firmly tied to a comprehensive system of government" resource allocation and 
expenditure control. 
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Example from the Personnel Sector: request for leave of a member of the· 
teaching staff for educational reasons 

Here our example will be the request for leave by a member of the teaching 
staff of the TB! for educational reasons. According to the law (No 1404/1983 
article 20) a member of the teaching staff must submit hislher application and all 
n'ecessary documents to th~ MNERA through the appropriate department and the 
TBI's Council. More particularly this administrative work requires the following 
procedure: 

Stage A: Activities within the TEI 

Teaching Staff Member's application registered with the appropriate 
Department; 
Chairman of Department/appropriate clerk/studies all the data and then 
writes his suggestion for the general Assembly of the Department; 
General Assembly of the Department decides about teacher's application; 
Minutes ratified by the appropriate clerk, and a document drawn up for the 
central administration of TEI; 
Document goes through the departmental hierarchy for Chairman's 
signature; 
Document sent ·to the Central Administration (for the council of TEI); 
General Secretary forwards document to relevant section; 
A suggestion is made regarding the request for teacher's leave, and this is 
sent to the Council of TB!; 
The Council meets to issue a decision; 

- Minutes are ratified, and a clerk draws up a document for the MNBRA. 
Chairman's signature is obtained; 

- Registrar of TB! sends it to the MNBRA. 

Stage B: Activities within the MNERA 

- Register of the MNBRAlclerk. 
Appropriate department. 

- Appropriate clerk/checking all documents/drawing up a document-decision 
about teacher's leave for educational reasons. 
Hierarchy/General Secretary's signature. 

- Typing of document/Sending it to the appropriate·TBI. 
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Stage C: Activities within the TEI 

Register of the TEll General Secretary. 
Appropriate clerk notifies the Ministerial approval to appropriate teacher/ 
Department. ' 

When we consider this procedure in an analytic manner, we note that there are 
19 bureaucratic interventions, involving approximately 70 people over a period of 
four months. The question which arises is, naturally: Is such a procedure 
necessary? At first sight, the Minister's approval could be considered as a 
necessity in the sense that the MNERA is responsible for the national education 
policy and so it has to cOritrol and coordinate all the activities of IHE. The 
implication here is that institutional management is controlled" and influenced by 
the Ministry of Education, while the relations between MNERA and !HE are 
characterised by day-ta-day activities and routine matters. 

However, one could imagine a different state of affairs, where the decision is 
arrived at by the appropriate TEI's Council. In this way the procedure would be 
shorter, with the TEI's administration taking responsibility for its own activities. 
An added advantage would be that it is this council which knows the needs of its 
own institution, and presumably understands them more than those in the top
management positions in the Central administration of the MNERA. 

On the basis of what has been said, one could conclude that, from a managerial 
point of view, some of the Ministerial approvals can be considered as needless 
work in the sense that the MNERA'is a primary, self-existent unit of the State, and 
as such should engage more in staff tasks (e.g. developing educational policies), 
and less in day-to-day bureaucratic activities. As things stand, the present methods 
of administration entail over-staffing at the centre, without providing adequately 
the services required by the country. The characteristic features of the Greek 
administrative system could be therefore said to be centralisation, over-staffing, 
complexity and traditional methods of work. As a result, there is very little 
difference between the system as it is now, and the way it was in the past (Saitis, 
1986: 277-289). 

Towards greater efficiency in the system of higher education 

From the above analysis we realise that the Greek IHE are not organised or 
managed in a way which has enabled them to cope with the problems of modern 
s9ciety. We therefore propose a series of changes in the structure of the IHE's 
administrative system. A programme of reform should include administrative 
decentralisation, a change in financial regulations, an internal reorganisation of 
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the !HE, and a restructuring of MNERA. It is to a consideration of these aspects 
that we now turn. 

Administrative decentralisation 

Within the field of IRE, the phrase 'administrative decentralisation' means 
that the decisions about the university problems ,md affairs should be taken by the 
Senate or TErs Councils, or management of the IRE. Actually, according to the 
Greek Constitution, the IRE are self-governed organisations supervised and 
financed by the state. It implies that the IRE should have their charters and 
function as 'self-governing' public institutions while the 'supervision' of 
MNERA should have been confined to the control of the legality of IRE's acts. 
In our vie"" the day-ta-day administrative control of MNERA over the IRE's 
acth-:ities is a strong bureaucratic expression rather than constitutional 
'supervision' because, as the examples outlined earlier made clear, the MNERA 
does not scrutinise the legality of IRE's activities but carries them out. Thus, we 
believe that by administrative decentralisation the IRE can be justified as an 
efficient provider of public services in ways which the MNERA cannot match. 
There is the argument that Higher Education Institutions' authorities will know 
and understand their needs and wants far better than central administration, and 
can also respond to changes in these far more effectively than could the centre .. 
Moreover, it is efficient because it is democratic and expresses the IHE's opinion, 
it cuts down routine and loss of time and bureaucratic action, and it overcomes 
the physical inability of central administration to deal with detailed problems up 
and down the IRE. 

To giv.e, therefore, the Greek IRE real self-administration it is necessary for 
the parliament to pass a new law which would include: . 

(a) First, the devolution of power from the MNERA to the IRE. At this point 
it is very important that the legislator defines exactly the authority afIRE because 

.authority is the basis for accountability. Accountability here means that the IRE's 
body concerned shall render an account of its action to secure higher authority 
(viz. MNERA) and that this authority, if dissatisfied, shall take radical steps to put 
matters right This suggests that the IRE have to run exactly on the lines laid down 
by their charter and may not go outside these powers. 

(b) Secondly, such a law would pr~)Vide for an effective control system, as 
control is one of the basic managerial functions and involves the definition of what 
people and units are to do, the establishment of criteria against which performance 
of their activities is to be assessed, and a feedback of information as to what has 
taken place. In other words. it is useless to try to make management accountable 
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if responsibilities are not clearly defined, because it is impo-ssible to decide 
whether tasks have been performed in the way required and, if not, who is 
responsible. Given that (a) the Greek !HE functions with public money. and (b) 
the constitutional doctrine. on which parliamentary oversight of administration 
rests on ministerial responsibility, then 'responsibility' in the IHE means not only 
responsi~eness to public opinion but also accountability to the organ of 
government which confers legitimacy on the decisions and actions of the 
executive. But it does not mean that the Minister ofMNERA must involve himself 
in day-to-day administration of IHE. The ministerial supervision and 
responsibility must be confined in the educational policy and control the 
legitimacy ofIHE's activities at the end of the financial or academic year. Thus, 
a clarification of methods of controlling university activities through, for example, 
inspectors to scrutiny the budget, recruitment, and so on will be a useful 
instrument to protect the public from the abuse of IHE authority. 

Improvement of financial law 

Today the Greek IHE function as departments or divisions of the MNERA. 
This conclusion comes from the fact that all their· activities are carried out through 
the management of the MNERA. But if we accept that: first every administrative 
act has its financial implications. and.secondly the IHE are self-governed public 
institutions, then we can say that they must spend their money according to their 
budgets and the state can check their accounts at the end of the financial or 
academic year. In this way, universities and TEIs will have the opportunity to 

.perfonn without the governmental intervention while the MNERA, responsible 
for the efficiency of !HE. will have the right to scrutinize .their activities. This 
innovation demands a change in the financial law, given that the existing one 
requires exactly the opposite, i.e. first there is the proposal of IRE, then there is 
the control of central administration, and finally the procedure for the university 
or TEI to act. 

Internal reorgranisation of IHE 

The above-mentioned innovations are not enough to increase the efficiency 
of IHE. In addition, these innovations, are based on some presuppositions .. We 
cannot, for example, decentralise duties and responsibilities to IHE when their 
Senates and TEI's Councils act under traditional managerial methods, nor can we 
change the financial law when the university and TEI financial managers Jack 
knowledge and experience in managing the financial affairs ofIHE. Given that the 
Greek IRE remain too traditional in form and function, then it is evident that some 
internal arrangements in the administrative structure of the IHE's are a necessity. 
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Reorganisation of MNERA 

Decentralisation of administrative power from the MNERA to !HE does not 
mean only organisational arrangements in the IRE services, but reorgranisation of 
the MNERA, too. More particularly the refonn should provide: 

changes in the internal organisational structure of the MNERA and the 
replacement of traditional work methods; 
the creation of policy planning units and ministerial 'Cabinets' (one for each 
educational level) of specialist advisers, to facilitate the rational examination 
of policy options and plans under the direction of the Minister. The members 
should be appointed by the Minister, after nomination of. the authorities to 
which the members belong and for an adequate period of time; 
the creation of a team of administrative 'watchdogs' who will scrutinize the 
administrative and financial activities of Higher Education. 

Summary 

The study of management has mainly been conducted on the basis that, by 
analysing past experience, it should be possible to determine theories and methods 
about the way IHE work now, and how they can be made to work better in the 
future. These ideas should be tested in practice. Although managers often express 
doubts over the applications of theory to their problems, it must be recognised that 
good ideas can take their place withi~ the developing body of management 
principles. In this way, the study and practice of management should serve to 
promote administrative health, in much the'same way as the study of medicine is 
designed to promote physical health; 

In the sphere of Greek reality there are several problems of management in the 
civil service that need more consideration. Among these are over-centralisation, 
personnel management, audit, review and control, and so on. Over-centralisation 
of administrative power in the centre, for example, is the most characteristic 
phenomenon in the Greek public administration. Students of management, 
therefore, might usefully analyse such activities and processes, so as to warn 
ministers and central officials of the difficulties and c'osts implicit in over
centralised planning. 

This study has been concerned with presenting the state of our present 
knowledge about the common phases of management work devoted to the effort 
of achieving effective performance of the Greek IRE. But efficiency is not some 
mechanical goal or an intrinsic eI,ld-value. Effective performance means more 
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than this. It means sath;factory service. responsible performance and efficient 
management. 

The effective function~ng of IHE in Greece is an absolute necessity for the 
country's national survival. This conclusion is warranted on two grounds: first. 
because the higher education is a fundamental factor for socio-economic-political 
development of a country. and secondly, because history teaches us that the idea 
of higher education is Greek and from Greece we must start again in order to make 
·a successful higher educational system. 

Notes 

1. About the foundntion of the Industrial Schools in Piraeus and Thessaloniki. see: L&w, No 
387611958. 

2. For exampl..:. the number of Sludents who were studying at foreign universities, wa~ 29,213 
in 1994. See: O.E.C.D. (1997: 62). 

Christos Saitis is Assistant Professor at the University of Athens. Address for 
correspondence: 84Ag.lonnou Street, 15342 Ag. Paraskevi, Athens, Greece. TeI. 003-
01-3623604. 
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CHANGING BOUNDARIES IN ISRAELI 
HIGHER EDUCATION 

SARAH GURI-ROSENBLIT 

Abstract - This paper analyses the main changes that took place in the Israeli 
higher education system in the last dec~des, and accounts for the reconstruction 
of its external and internal boundaries. It also provides a conceptual JramewQrk 
for comparing national higher education systems/rom a comparative perspective. 
The paper examines the developments that characterise the restructuring of the 
Israeli higher education from an international comparative outlook, and relates 
to the following parameters: (a) expansion in size; (b) diversification of the higher 
education institutions; (c) the emergence of new academic fields of study; (d) the 
upgrade of many professions and occupations to an academic status; (e) the 
redefinition of graduate degrees; (f) the impact of the new information 
technologies on shaping academic environments; and (g) the influence of the 
globalisation and internationalisation trends on the development of national 
higher education systems. 

Introduction 

III igher education systems have both external and internal' boundaries. The 
external boundaries define the kind of institutions that consist part of each higher 
education system, and thus influence greatly the size of the system. In the USA, 
for example, most tertiary level institutions, including the two-year colleges, are 
considered as an integral part of the American higher education system. The same 
is also the case in Canada and in Australia. In many other countries, including 
Israel, only institutions that grant academic degrees (from bachelor degrees on) 
are defined as part of the higher education system. All other ·post-secondary 
establishments, such as teacher training colleges, professional schools for 
practical engineers, many para-medical institutions, Yeshivas (religious higher 
learning institutions for ludaic studies), operate outside the higher education 
boundaries. The definition of external boundaries is not merely an arbitrary one. 
It reflects.the underlying assumptions as to what constitutes a university or another 
type of a higher education institute. The accreditation procedures between 
institutions are heavily influenced by the legal and official status of each 
institution. Given the fact that the two-year colleges in the USA are an integral 
part of the higher education system, it follows quite naturally that there are special 
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arrangements and contracts that enable their graduates to enter universities, and get 
an academic accreditation for their previous learning. In California. for instance, 
the Higher Education Plan enables a percentage of able graduates of two-year 
cOlleges to continue their third year studies at a university, even at prestigious 
universities, such as the University of California at Berkeley (Rothblatt, 1992). 
Such an arrangement is unthinkable in the context of the Israeli academia. 

There are also internal boundaries which have an impact on the definition of 
the status of various types of higher education institutions, the relations between 
what· is considered as undergraduate versus graduate studies, the prestige of 
different disciplinary areas and fields of study, the status of professional schools 
within and outside universities, etc. In some systems there are cl~ar-cut boundaries 
between universities and the non-university sector, as compared to other systems 
in which these boundaries are quite blurred. There are systems in which most 
academic professional schools; such as law, medicine, engineering, busiQess 
administration, are integrated into a comprehensive university structure, whereas 
in other countries most professional training is conducted in schools, institutes and 
academies outside the classical universities. In some systems all higher education 
institutions are entitled to grant all types of academic degrees from bachelor to 
doctoral levels, as compared to countries which limit the non-university 
institutions to award only first degrees. There are systems in which the private 
institutions are most respectable and influential, while in other systems the private 
sector is either non existent or peripheral to the mainstream universities. And 
the nature of 'first' and 'advanced' degrees varies greatly in different national 
contexts. 

Throughout their long history, universities in various locations have changed 
gradually, some even drastically, adapting themselves to new societal conditions 
and demands. The changes that took place in the last century were the most 
impressive o'nes. The dominant elitist nature of most universities throughout the 
world moved towards a mass-orientated approach (Trow, 1974). Many reasons 
account for the change of both the external and internal boundaries in higher 
education systems in the last three decades: a greater demand for higher education 
and a huge increase of students; the creation of new types of higher education 
institutions and the diversification of the systems; the development of new fields 
of study, mainly in the social sciences; the upgrade of many professions and 
occupations to an academic status; market demands; the emergence of new social 
ideals, such as the life-long learning philosophy; the growing impact 'of the new 
infonnation technologies on all spheres of life; influential trends of globalisation 
and internationalisation. 

Israel has a relatively 'young' higher education system, as compared to the 
nearly 900 years of history of the first medieval universities in Italy, France and 

92 



--
England. Its first higher education institutions were established in the 1920s, a 
quarter of a century before the foundation of the state of Israel. Both the Technion 
in Haifa (which was established in 1924) and the HebrewUniversity in Jerusalem 
(which was established in 1925), were shaped on the basis of the German 
Humboldtian university ideal of unity of research and teaching (Ben-David, 1986; 
Guri-Rosenblit, 1993, 1996). The other five university-level institutions (the 
Weizmann Institute, Tel-Aviv University, Bar-Ilan University, Haifa University, 
Ben-Guricn University) that were established between 1934 and 1965 tended to 
follow the model of the two veteran institutions. The research orientation features 
very highly in the Israeli universities. Until the mid-1970s the Israeli higher 
education system was quite homogeneous in its nature and its underlying 
operating characteristics. In i974 the Open University of Israel was established, 
which by its very natiIre differs from the comprehensive research universities. It 
has been based on the model of the British Open University, and adopted an open 
admission policy enabling anyone to register for academic studies without any 
entry requirements. In· the same year of 1974, a first non-university institute was 
authorised to grant academic degrees, the Rubin Academy of Music and Dance in 
Jerusalem. Since then, the Israeli higher education system has been c:onfronted by 

. many challenges and has changed drastically both in its size and composition 
(Gottlieb and Chen, 1995; Guri-Rosenblit, 1993, 1996; Svirsky and Svirsky, 
1997). The last decade, in particular, was characterised by a rapid pace of change 
that has shaken the relatively stable and conservative foundations of the Israeli 
higher education. The changes were reflected by: a tremendous growth in the 
percentage of the relevant age cohorts participating in higher education; a fast 
expanding non-university sector; the initiation of private institutions; the 'import' 
of many extensions of foreign universities; and significant changes of some 
internal boundaries within universities, relating to academic curricula, the nature 
of graduate degrees, accreditation procedures, collaborative ventures and the 
integration of new technologies. This paper analyses the main changes that took 
place in Israeli higher. education in the last decades, and have altered its external 
and internal boundaries. 

Expansion 

The Israeli higher education system has expanded immensely since the 
establishment of the State of Israel both in its absolute and its relative size. In 1948 
about 1,635 students were enrolled at the Hebrew University and the Technion 
(Herskovic, 1992), and they constituted less than 3% of the relevant age cohort 
(21-24 in Israeli statistics), as compared to 163,725 students studying in higher 
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education institutions in 1997 (Herskovic, 1997; Mendelzweig, 1998) that 
constituted nearly 30% of an average age cohort. If we add to these numbers 
students in tertiary level institutions that do not grant academic degrees, the 
percentage of the age cohort participating in post-secondary institutions rises to 
56,6% (ibid), 

The expansion of the external boundaries of the Israeli higher education 
system was influenced by five major tre'nds: immigration; a significant increase 
'ofthe number of matriculants in high schools; the upgrade of several tertiary level 
institutions to an academic status; a consistent growing demand for higher 
education; and the initiation of new types of higher education institutions. 

Israel bY,its very nature is an immigration society, serving as a melting pot for 
a most heterogeneous and diverse population, originating from dozens of 
countries and plural cultures. When the State of Israel was established in 1948 its 

. total population was around 800,00 - four-fifths were Jews, and one fifth were 
Arabs of Muslim, Christian and Druze religions (Mazawi, 1994). In its first decade 
of existence its population nearly tripled. Its population in 1999 counted 6.1 
million inhabitants, of which 79% were Jews, and 21 % non-Jews (mainly Arabs) 
(Central Bureau of Statistics, 1999). Each wave of immigration expanded tbe 
society, and the number of students in higher education. Some immigrations, like 
that of the previous Soviet Union Jewry, since the early 1990s, imported to Israel 
a highly-educated human capital, among which 40% of the working manpower 
were academics (Guri-Rosenblit, 1993). The participation rate of 'dominant' and 
'subordinate' social groups in Israeli higher education is dealt with further on. 

The primary source of undergraduate students in Israeli higher education 
institutions are graduates of high schools, holding a 'Bagrut' diploma, which is the 
Israeli matriculation certificate, equivalent to the German 'Abitur' or French 
'Baccalaureat'. Until the late 1960s the Israeli high school system was highly 
selective, enrolling around 30% of the 15-18 age group and granting the 'Bagrut' 
to less than 17% of the 18-year-olds (Maagan, 1999). Since the early 1970s, 
secondary education became more accessible, and composed of a large 
heterogeneous student body. In 1997 nearly 80% of the 17-year-olds studied in 
twelfth grade classes (the last grade of the high school), and 41 % of this relevant 
age group got the 'Bagrut' certificate (ibid.). The absolute number of the 
matriculants increased .in the last decade by over 95%, from approximately 23,000 
in 1984/5 to 45,000 in 1995/6 (Herskovic, 1992, 1997). 

The upgrade of some tertiary level institutions to an academic status, entitling 
them to grant first degrees, constituted an additional important factor in the 
expansion of the external boundaries of the Israeli higher education system. The 
non-university sector expanded most dramatically mainly in the last decade. In 
1982 only 2,027 students studied in the non-university sector; in 1985 their 
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number rose to 2,881; in 1995 - to 19,402, and they amounted to 41,108 in 19971 
8 (Central Bureau of Statistics, 1998). Most of the non-university sector 
institutions are fonner training and.vocational colleges. Since the 19808 many of 
the teacher training colleges were authorised to grant a B.Ed degree. In 1997/8 -
17,735 students studied in teacher training colleges that were upgraded to a status 
of academic institutions, as compared to 8,141 students in non-academic teacher 
training colleges (Central :aureau of Statistics, 1998), Some other institutions that 
were upgraded to an academic status include practical engineering colleges. 
nursing and para-medical schools, art design institutes, business and 
administration training schools. A more detailed portrayal of the non-university 
sector is provided further on. 

The demand for higher education in Israel, as in many other places around the 
globe, is in a consistent growth. Many non-traditional groups of applicants. other 
than high school graduates, are willing to pursue higher education studies 
nowadays. University studies are not considered anymore as the privilege of the 
elite sectors. The Open University of Israel, for example, was initiated in 1974 to 
provide an opportunity for willing and able adults, lacking the 'Bagrut' diploma, 
or the appropriate conditions to study at a conventional university. to pursue 
academic studies wherever they live and at their own convenient pace. The open 
admission policy however is combined with stringent quality control mechanisms 
in the study process and high level graduation requirements. In 1997/8 it enrolled 
around 32,000 (President's Report, 1998). Its students are by and large older than 
the traditional age cohorts entering conventional universities (21-24 in Israel, due 
to the three-year military service). Older students are also entering traditional 
campus universities aiming to achieve various goals: to study for graduate 
degrees, enrich their- knowledge in fields other than their working expertise, get 
professional upgrade or refresher courses through short postgraduate diplomas. 
and just study to improve themselves. It is not only the older bracket of students 
that constitute new recruits to the university; younger students are doing so as 
well, taking up concurrent studies at a high school and at. a university. Over 1,500 
high school students were enrolled at the Open University in 1997/8 (President's 
Report, 1998), and also some other institutions, such as the Technion in Haifa, 
the Weizmann Institute in Rehovot, and Tel Aviv University offer special tracks 
of study for high school students. 

The emergence of new types of higher education institutions, mainly private 
colleges from the mid-1980s, introduced into the Israeli higher education system 
a growing element of competition. and account as well for the broadening of its 
external boundaries. Some of the new institutions were initiated by internal groups 
of academics and financial entrepreneurs, and some were imported as extensions 
of mainly British and American universities. The extensions f!.re not considered 
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today as part of the Israeli higher education system. A recent decision of the Israeli 
Go·vernment from October 1999 suggested to limit the degrees of freedom of the 
nearly 50 extensions, and authorise their operation only under the guidelines of the 
Israe1i Higher Education Council, as app1ied to Israeli higher education institutes 

. (Haaretz, 1999). The leaders of these extensions, as well as some Israeli interest 
groups, declared that they are determined to fight against this decision. At the end 
of this struggle, it will be decided to what extent the foreign extensions constitute 
an integral part of the Israeli higher education system. 

While relating to the expansion of the Israeli higher education system, it is 
important to examine the gaps between the repres_entation of various social groups 
pursuing academic studies. The data of the Central Bureau of Statistics and the 
Council for Higher Education refer traditionally to three distinct groups 
distinguished by demographic characteristics of sex, continent of origin and 
religion. Detailed demographic infonnation on the continent of origin exists only 
for the universities, and is available only up to 1993/94 (Herskovic, 1997). It was 
decided to discontinue the collection and publication of such data, on the grounds 
of possible social discrimination. ' 

Women are currently represented in the student population of higher education 
institutions above their share in the total population (which was 51 % in 1997). 
Women constituted 43.3% of the total student body in 1970. Their percentage 
grew to 46.2% in 1980; 50.8% in 1990 and 56.3% in 1997 (Central Bureau of 
Statistics, 1998). Tbe percentage of female students rose at all degree levels in the 
last decades. In 1997/8 they constituted 56% of the first degree graduates, 57.2% 
of master degree students (as compared to 26.1 % in 1970), and 49.2% of doctoral 
students (as compared to 19.3% in 1970) (Herskovic, 1997; Central Bureau of 
Statistics, 1999). Also, the percentage of the female Arab students among Arab 
students in Israeli higher education grew from 10.3% in 1967/8 to 20.2% in 1976/ 
6, and to 36.4% in 1989/90 (Mazawi, 1995). 

The proportion of Jewish students of African/Asian origin in high school and 
in higher education has been throughout the years lower than their percentage in 

'Israeli society. However, over the last two decades there has been a recognisable 
improvement in the proportion of students of African/Asian origin among 
matriculants relative to their proportion in the 18-year-olds population, and among 
students at universities and other higher education institutions. In 198617 the 
students of African/Asian origin constituted 53% of the total population of the 18-
year-olds cohort, but just 36.8% of the high school matriculats (Herskovic, 1997). 
Only 28.3% of the 18-year-olds in this social group got a matriculation certificate 
in 198617, as compared to 58.8% in the group of the IS-year-olds ofIsraeli origin 
(whose father was born in Israel); and 51.1 % in the group of European-American 
origin (ibid). In 1995/6 the percentage of the matriculants among students of 18-
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year-aIds of African/Asian origin grew to 33.1 %, as compared 50.6% of students 
of Israeli origin and 46.7%.of students of EuropeanJAmerican origin. In addition, 
it is important to mention that the relative size of these three ethnograp~ic groups 
is chao"ging constantly, as more students join the group of those whose father was 
born in Israel. Furthenno~e, immigration from African/Asian- countries slowed 
down significantly in the last decades. as compared to a huge wave of immigration 
from the former Soviet Union in the early 1990s. In the universities, the proportion 
of the students of African/Asian origin in the total student population rose from 
21.3% in 1980/1 to 26.1% in 1993/4 (Herskovic, 1992,1997). As was mentioned 
earlier, infonnation on the distribution of students according to countries of origin 
is not available 'anymore. 

The non-Jewish population is composed mainly of Muslim, Christian and 
Druze Arabs. There are significant inequalities in high school gradu~tion and in 
university enrollment rates between Arabs and Jews, as well as between the 
different religious groups within the Arab population. In 1985, only 1.4.9% of the 
non-Jewish 18-year-olds obtained a 'Bagrut' certificate, and in 1995 their 
percentage rose to 18.3% (Herskovic, 1997), as compared to 31.1 % and 40.3% 
respectively in the Jewish population. The situation in higher education is even 
grimmer. In the mid-1960s Arab students constituted just 1.3% ofthe total student 
body in Israeli universities, and their proportion grew to ·5.8% in 1989/90. 
However, these figures portray a distorted picture, since they do not include 
students who studied and study outside Israel, either in Arab universities in the 
West Bank, Jordan and other Arab countries, as well as in Eastern and Western 
Europe and in the USA. Mazawi highlighted the fact that significant differences 
exist in the participation rates of Muslims, Christians and Druzes (Mazawi, 1995). 
In 1986, for instance, 5.7% of the male Christians in the 25-29-year-olds group 
were enrolled at Israeli universities, as compared to 3.8% of Muslims and 2.5% 
of Druzes. 

Diversification 

The" diversification of higher education systems all over the world is a natural 
outcome of massification trends. The continuous and tremendous increase in the 
number of students entering higher education constitutes the most noticeable 
development in many higher education systems since the 1960s. The 
massification of higher education systems first took place in developed countries, 
and since. the early 1980s it also characterises the development of most higher 
education systems in the developing world; and is clearly reflected in most 
Mediterranean states. Many more.students means also diffe.-ent types of students. 
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Not only is it impossible to provide elite-type education on a mass basis due to 
financial constraints, it is also inappropriate to offer a restricted and confined 
model of higher education to heterogeneous clienteles, characterised by diverse 
demands and abilities. The proliferation of new types of universities, colleges. 
academies, higher schools, and other types of higher education .institutions 
occurred in direct response to the growing numbers and growing heterogeneity of 
student poputations in many countries around the globe. 

The diversification of the Israeli higher education system started slowly in 
the mid-1970s, and constituted a sharp break with the prevalent and dominant 
academic culture. Unlike countries that have had diverse higher education 
institutions from their very start, the Israeli higher education system was 
composed of only research oriented universities and institutes, and adopted 
piously the German research university idea more than any other country in the" 
world, including Germany itself (Ben-David, 1986). No other model of university 
or college, such as a collegiate university, a federal university, liberal arts colleges," 
developed in Israel for fifty years. The supremacy of research dominates the 
academic culture of Israeli universities to this date. Israeli universities account for 
almost all basic research done in Israel. In addition to their basic research 
activities, the universities supply R&D services to various sectors of the economy, 
such as industry, agriculture, education, d~fense, and construction. Articles in 
refereed scientific journals provide an important channel for both the exchange of 
scientific work with colleagues all over the world and for academic promotion. All 
other types of higher education institutes in Israel are looked down as somehow 
inferior in status, and have to justify their academic credibility and respectability 
on the basis of the yardstick of academic standards defined and guarded by the 
research universities. 

The university sector is composed of eight institutes: five comprehensive 
research universities; the Technion (Israel Institute of Technology) that resembles 
the model of a German 'technical university', and offers tracks of study in 
engineering, natural and physical sciences, mathematics and computer science, 
and in medicine; the Weizmann Institute of Sciences, which is by and large a 
research institute, teaches only towards graduate M.Sc and Ph.D degrees; and the 
Open University of Israel that in many respects is considered as a 'stepchild' in 
the university sector by the veteran research institutions. Most of the first degree 
stude"nts in Israel study at the universities. In 1997, the total number of first degree 
students accounted to 100,715 (not including the 28,500 Open University 
students). Around 64% of the first degree students were enrolled at the universities 

. and the Technion (Mendelzweig, 1998). 
The non-university sector is much more diverse in its texture as compared to 

the university sector, a~d was composed in""1997 of fifty institutions of at least six 
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different types: (I) specialised professional colleges which confer specific first 
degrees in music,- arts, agriculture, technology, textile and fashion, law, optics! 
insurance, business administration; (2) teacher training colleges which grant B.Ed 
or B.Ed.Tech degrees; (3) technolog'ical colleges which award B.Tech degrees to 
practical engil),eers; (4) private general colleges and academic centers that focus 
mainly on highly demanded fields of study, such as· - business administration, law, 
computer science, accounting, etc.; (5) full-fledged regional colleges that offer 
general studies in a wide array of subjects; (6) regional colleges that operate under 
the auspices oithe research universities (students study there for the first t~o years 
and the third year is completed at the 'mother' university). 

As was mentioned earlier, the immense expansion of the non-university sector 
took place in the last decade. In 198516 only 11.6% out of the undergraduates 
studied at colleges and other non-university academic institutions, as compared to 
nearly over 36% in 1997 (Herskovic, 1997; Mendelzweig, 1998). Between 1986 
to 1997, the average annual growth of students in the non-university sector was 
16.1 % as compared to 4.2% at the university sector (ibid.). The forecast of the 
Council for Higher Education projects that in the next decade, first degree students 
will be evenly distributed between the universities and the non-university sector. 

Furthennore, it is important to emphasise that the figures cited neither include 
thousands of students enrolled at extensions of foreign universities, nor students 
in post-secondary institutions that do not award academic degrees. The students 

. in Yeshivas, which are religious higher learning institutions for Iudaic studies, are 
not included in the statistics of the Council for Higher Education of post
secondary institutions, whereas in some other countries, including several 
Mediterranean ones, comparable institutions are considered as part of the higher 
education system, and some are even entitled as universities (vide Sultana, 1999 
- in this issue); 

New academic fields of study 

For centuries teaching at most universities over the world was mainly based 
on the delivery of discipline-directed learning as a way of inducing students into 
the accumulated knowledge in sciences and humanities. However, there is no 
resemblance left between the academic curricula of the medieval universities, 
either based on Septem Artes Liberates subjects or on professional training in law, 
theology and medicine, and current academic programmes and tracks of study at 
modern universities. Not only have the traditional disciplines of humanities and 
sciences changed, but also many new fields of study gradually penetrated into the 
universities' curricula. 
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In the last century two distinct shifts characterise the change of internal 
boundaries between academic fields of study at universities and other higher 
education institutions: the emergence of social science disciplines as lead~ng and 
highly demanded fields of study in many higher education systems· all over the 
world; and the growing importance and respectability of professional schools 
(such as - medicine, engineering, computer science, business administration) in 
academia. Clearly, the,emergence of new fields of study and the strengthening of 
status of professional schools, change the internal boundaries both within higher 
education institutions and between, different higher education establishments. 

Information on curricular emphases and the nature of academic degrees and 
diplomas in various national settings is quite scarce and is rarely provided in 
macro-level portrayals of national higher education systems. But differences 
between academic curricula, and academic tracks of study in various states do 
exist, and sometimes the differences are vast. What is considered as a mainstream 
academic curriculum in one context, can be totally peripheral in another one. 
Study programm,es, study requirements, length of studies of various degrees vary 
greatly b~tween countries, between institutions, and within institutions. The 
academic curriculum of any given university or other type of higher education 
institution can be strongly research-oriented or directed towards vocational or 
professional training; programmes can be based on disciplinary lines or on inter
and trans-disciplinary principles, they can be short (of a two-year duration) and 
very long (last for five to eight years), etc. 

One of the most conspicuous phenomenon in the Israeli higher education in the 
last decade relates to the growing demand of social science subjects, as compared 
to humanities and sciences. Table I presents the number of candidates per enrolled 
student in selected subjects between 1991-1996. 

Table I shows clearly that the number of applicants to universities in the 1990s 
remained quite stable (around 30 thousands per year), and so is the average 
enrollment ratio. Approximately One out of two applicants to universities were 
.admitted. But there are immense differences between the demand patterns for 
various disciplines and subjects of study. The most unbalanced demand took place 
in 1993. Only one out of 8.1 applicants was admitted to business administration, 
as compared to ,a ratio of 1:1.5 in history, and 1:1.8 in mathematics. Since 
universities are free to safeguard the relative size of each department and faculty, 
they have not responded to the growing demand for social science subjects and 
law by expanding the size ofthese departments. On the contrary. they have posed 
different and higher entry requirements in the highly demanded fields of study, not 
necessarily justified on the basis of the intellectual demands in the relevant fields, 
in order to keep the existing balance between the .different fa'culties, i.e. - they 
refused to change the internal disciplinary boundaries within the universities. 
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TABLE 1: Candidates for Undergraduate Studies per Student in Selected Subjects: 

1991-1996* 

1991 1993 1995 1996 
n;25,985 n;29,495 n;32,112 n;32,421 

Business Admin. 4.5 8_1 504 4.7 
Economics 2.2 2.6 2.2 2.0 
Accounting 2.6 3.4 2.8 2.7 
Law 3.8 4.9 2.7 2.4 
Computer Science 1.8 2.0 2.1 2.2 
Psychology 2.6 2.6 2.4 2.2 
Education 2.1 2.3 1.8 1.9 
History 1.6 1.5 1.5 1.6 
Mathematics 1.6 1.8 1.8 1.9 

Total 2_1 2.4 2.0 1.9 

* Based on Herskovic, 1997, Table 2.10 

The fact that since 1995 the relative number of applicants to universities in the 
popular fields decreased is a result of the initiation of several private colleges that 
identified the growing demand and the reluctance of the universities to respond to 
it, and offered tracks of study exactly in these fields of growing popularity. Most 
of the new colleges, as well as the international extensions, offer studies in 
business administration, marketing, communication, education, law and computer 
sciences. This development shows clearly how the emergence of new academic 
fields can alter both the external boundaries (by adding more and different types 
of students), and the internal boundaries of a higher education system (by the 
emergence of new types of higher education institutions, and by the gradual 
chatige of status of various departments and faculties within universities). 

Upgrade of professions 

The training of many professions and occupations, that for centuries was 
conducted in schools and institutes outside the academic world, was upgraded in 
the last decades to an academic status in many national settings. Some of the 
training institutions got an autonomous academic standing, and many others have 
been merged into comprehensive universities. In addition, one of the dominant 
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trends in the last decade has been the growing linkage between the promotion 
ladders in a rich variety of occupations and academic credentials, be it full 
undergraduate or graduate degrees, or short diploma studies. Salary increases and 
various professional bonuses are rewarded today on the basis of academic 
diplomas. As a result, many students all around the world are willing to study at 
universities and colleges for professional upgrade purposes. . 

One of the consequences of such a development was the initiation ,?f many 
professional study tracks, targeted for student clienteles, that already possess a 
first degree, but are re-entering the universities in order to refresh and upgrade 
their professional knowledge, or alternatively in order to get a diploma that entitles 
them for financial rewards at their working places. The proportion of postgraduate 
students studying in short diploma courses or aiming at getting a professional 
master degree, is growing steadily in many higher education systems. This 
development changes the internal balance· between the percentage of 
undergraduate versus graduate students, and between the number of students 
studying for a degree, and those enrolled in a variety of postgraduate short diploma 
study tracks. 

As presented earlier, many tertiary level professional schools in Israel were 
accredited since the'1970s as academic institutions, entitled to award first degrees. 
The 41,108 students that were enrolled in non-university institutions for higher 
education in 1997 were distributed between the following professional fields: 
17,736 were studying in teacher training colleges; 6,231 in technology colleges; 
6,134 in economic and business administration fields; 2,50lin arts design and 
architecture; 3,808 in law; 1,236 in communication; and 3,463 in social sciences 
(Central Bureau of Statistics, 1998). Nursing and para-medical schools are not 
included in these statistics, since their academic upgrade was perfonned through 
a collaborative venture with the universities. The professional and clinical training 
is perfonned at the professional schools, and the theoretic studies are conduced at 
nursing departments in three universities. 

The growing demand for postgraduate professional studies has significantly 
increased the proportional number of master degree students in Israeli 
universities, and prompted the. establishment of the international extensions, as is 
explained in detail in the next topic, dealing with the redefinition· of graduate 
degrees in Israel. The highly demanded fields at master level studies in the 
extensions are education and business administration. Teachers, police and anny 
officers, nurses, and many more employees, mainly in the public sector, are 
getting generous rewards on the completion of their academic studies. The recent 
government's decision, from October 1999, purporting to limit the operation of 
the international extensions, has very little to do with trying to preserve academic 
quality, and was prompted in an attempt to cut prospective high expenses on 
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rewarding thousands of employees, that are currently enrolled in these extensions. 
The government's intervention provides an illuminating example of the current 
close links between higher educa~ion. the labour market and the state, and the 
constant shifting balance between these actors. 

Redefinition of graduate degrees 

Degree and diploma requirements in different countries show great variety and 
variation. Even specific tenns, such as a 'first degree' or 'diploma'. have different 
meanings in different national settings (lablonka-Skinder and Teichler, 1992). To 
complete a first two-year cycle in a French University differs significantly from 
a four-year first degree in the USA, and the long first degree of five-year duration, 
in most European countries, both Western and Eastern, is in fact equivalent to a 
second degree in Anglo-Saxon countries. The length of the studies towards a 
degree, the accumulation of credits, accreditation of prior learning and the content 
of programmes, have an immense effect both on access and completion rates in 

L different countries. Yet, such information is rarely provided explicitly in national 
! reviews of ~igher education systems, and thus access and attrition statistics when 

used in comparative studies might be quite misleading. 

.L 

The development of the second degree in Israel provides an illuminating 
example of how the combination of two different academic cultures might 
sometimes create a distorted entity. As mentioned earlier, the Israeli higher 
education system was greatly influenced by the Gennan academic tradition. Thus, 
the Hebrew University and the Technion have adopted.the model of a five-year 
first degree, that is equivalent to a masters level degree in Britain and in the USA. 
In the 1950s, some powerful academics in the Hebrew University, including its 
President, who were socialised in the American academic culture, were 
detennined to change the degree structure in Israel, and divide the long five-year 
degree into two degrees, as is the case in the Anglo-Saxqn world. At the end, the 
long five-year degree was divided into two: a three-year bachelor degree; and a 
two-year master degree. But unlike the situation in the USA, where the first degree 
is mostly a wide liberal arts degree, and the master degree is a specialised one, and 
constitutes also an integral part of the graduate studies towards a Ph.D, no clear 
differentiation has been made between the nature of the first and second degrees 
in israeli universities. Both degrees are focused in specialised disciplinary areas, 
and quite often third year undergraduate students are studying in the same 
seminars with first year master-level students. 

Throughout the years, in order to provide the second degree a special and 
unique status, high research requirements were attached to it, and the demands of 
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a master thesis are somehow comparable in many fields to those of a Ph.D. < 

dissertation in American universities. The stringent study and research 
requirements towards a master degree resulted in a slow progression of studies and 
in a high dropout rate (Herskovic, 1997). The standard length of studies for a 
master's degree in most fields in Israeli universities is two years. If we add an extra 
year for completing the research thesis, student.s are expected to receive their 
master degree within three years from commencing their graduate studies. But in 
reality, only 12-13% ofthose beginning master's degree students in any given year 
manage to obtain their degrees within a three-year period. After an average period 
of six years of studies only around 50% of the master students are entitled to get 
the degree, and more than 40% drop-out in the study process (ibid.). 

The growing popularity of social studies in universities, and market demands 
of the public and private sectors, increased the demand for master level studies 
.most remarkably in the last decade. The number of master level students at the 
research universities grew from 10,050 in 1979/80 to 28,720 in 1997/8 (an 
increase of 185%); as compared to a growth of 80% in the number of first degree 
students in the corresponding period (from 54,480 in 1979/80 to 72,640 in 19971 
8) (Central Bureau of Statistics, 1998). The more applied nature of many social 
science subjects and the high attrition rates of master level students, mainly at the 
stage of preparing their theses, has prompted many university departments to offer 
a master degree without a thesis requirement. These special tracks require the 
students to obtain more credits, as compared to the thesis tracks, and they are also 
'tenninal' in academic terms, since they do not enable their graduates to pursue 
doctoral studies. In spite ofthis severe limitation, many more students chose in the 
last decade the no-thesis tracks, and they currently outnumber the students in the 
master thesis tracks. In 1998 - 59% ofthe master degree recipients had completed 
a no-thesis master, as compared to 27% in 1991. This constitutes a dramatic shift 
in the pattern of second degree studies, pointing to the fact, that many graduate 
studies are currently oriented towards professional upgrading, mainly in social 
science fields. 

The upsurge in the demand for second degree studies was only partially 
answered by the. universities; and this growing imbalance between demand and 
supply of master level studies in highly demanded fields of study resulted in the 
establishment of the international extensions (Kadosh, 1999). Since the non
university sector institutions were prohibited by law to offer graduate level studies 
beyond the first degree, the international establishments undertook the challenge, 
particularly for profit reasons. Currently, nearly 50 such extensions do exist in 
Israel, and they offer mainly master degree programmes to an estimated number 
of 15,000 students. Their tuition fees are tremendously high (sometimes three or 
four times more than the tuition fee at an Is~ae1i university); but they enable their 
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students to complete their studies within a year or two. Many of the extensions are 
criticised by Israeli academics as responsible for lowering the academic study 
standards, and for 'selling' diplomas. 

These developments led the Council for Higher Education to initiate in 1998 
a breakthrough in graduate degree granting regulations in Israel. It has been 
decided that from 1999 onwards, colleges possessing the appropriate academic 
infrastructure will be entitled to teach towards 'taught master' degrees (masters 
with no research theses), mainly in highly demanded professional fields. Such a 
decision was a sharp departure from a very strong convention of the Israeli higher 
education, namely - only universities can teach towards graduate degrees. This 
decision was encountered by a strong opposition from all universities' heads, and 
generated a vigorous debate in all media channels, and academic circles. It has 
been decided meanwhile, to postpone the implementation of this decision to 2001, 
in order to enable the potential colleges to build an appropriate infrastructure and 
prepare carefully their master programmes. In addition, a strong campaign against 
the low standards of most extensions was launched. An amendment to the Law of 
the Council for Higher Education that passed in the Knesset (the Israeli 
Parliament) in February 1998 empowered the Council for Higher Education to 
supervise the operation of the extensions, and to ensure that the programmes they 
offer are comparable in their content and requirements to those of the 'mother 
university'. However, the Council is n'ot auth.orised to intervene in matters related 
to the quality of the academic curricula. As mentioned earlier, the Israeli 
government lately took action in trying to limit the operation of the international 
extensions. The last word has not been said yet on this issue. Evidently, the 
changing balance bet~een the proportion of graduate versus undergraduate 
students, the authorisation of some non-university institutions to award master 
degrees, and the operation of the extensions, have changed drastically some 
internal boundaries in the Israeli higher education. 

Information technologies 

It is evident that we are living in a period of transition between an industrial 
society and an information society. New infonnation technologies affect many 
spheres oflife, both in developed and developing countries. As industrial societies 
become information societies, conventional communication systems are 
becoming information systems. From depending on transport systems to get 
people and paper to places where business is done and education is performed, 
society depends more on telecommunications to move infonnation to where it 
is needed (Tifflin and Rajasingham, )995). The Internet is nowadays a world-
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embracing enterprise, affecting education, research, politics, trade, commerce and 
communication; and in many domains it is transcending national borders and 
institutional boundaries. No university can allow itself today to ignore its 
existence. Nevertheless, the harnessing of the new infonnation technologies by 
various higher ec;lucation institutions all around the globe is still at various 
experimenting phases (Trow, 1999). There are still more questions than definite 
answers as to the" efficacy, relevance, costs and functions of the yarious 
technologies in academic research and teaching. 

In Israel, as in many other countries, universities, together with other higher 
education institutions, are today experimenting with a variety of technologies in 
different domains. All of the university libraries utilise various computer search 
engines. A handful of courses in various fields of study are offered as 'virtual 
classes', in which the students converse with the professors via e-mail and 
computer chat groups. In many departments and faculties, an introductory course 

" on the relevant computer applications has become a compulsory requirement. 
Some large lectures are delivered via satellites. Bar-lIan University, for instance, 
transmits some of the lectures to its students in northern regional colleges through 
a satellite. Ben-Gurion University delivered some _experimental lectures in the 
framework of an international virtual class over the last two years, with students 
which were scattered in Israel, France and the Gaza strip. Clearly, the new 
infonnation technologies make it possible to ignore national borders. In this sense, 
they enable higher edu~ation systems to expand their external boundaries in many 
creative and flexible ways. The Open University of Israel, for example, currently 
teaches Judaic studies to more than 5,000 students, scattered in over two hundred 
cities of the former Soviet Union (President's Report, 1998). In addition to 
sending them study materials translated into Russian, it also delivers theptlectures 
from Israel through a satellite. The Open University. also teaches thousands of 
teachers and many of its 'regular' students through dozens of satellite programmes 
(entitled as 'Ofek', which means 'horizon' in Hebrew). The Open University has 
plans to expand its activities in" the future in Jewish communities around the world, 
as well as in the surrounding Arab world. This future agenda will be greatly 
facilitated by interactive technologies, through satellites and computer 
communication networks. 

Aside from enabling the higher education systems to expand their external 
boundaries, the new technologies challenge the organisation of academic life and 
might have a crucial impact on altering the nature of the teachingllearning 
processes in universities. Interactive technologies already affect, and will 
definitely affect to a greater extent in the future, the relations between students and 
faculty. They change the nature and essence of academic curricula and alter the 
ways in which knowledge is both acquired and generated. A scarce number of 
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academic courses in Israeli higher education institutions are curr~nt1y based 
around dynamic data bases made up of bibliographies, case studies, full texts of 
books and articles, and an ongoing access to Internet locations. The number of 
such courses is likely to grow in the very near future. The Open University of 
Israel, for instance, plans to put most of its courses on the computer in the coming 
decade, and this will facilitate their ongoing update, and enable an inten:lctive 
communication between the 'distant' students with tutors and faculty. 

The new technologies have an impact on the redefinition of the faculty roles 
in higher education. Faculty members in the future will be expected to lead 
teleconferencing sessions via computer or video and audio channels, design 
comput~r software, become more expert in desktop publishing, put their lectures 
on a the World Wide Web, and so on. Tel-Aviv University established in 1998 
a special centre designed to improve the level and quality of its faculty teaching, 
offering special courses on effective teaching strategies, as well as new teaching 
methods through technological devices. Also the status and roles of students are 
in- a continuous process of change. The new infonnation technologies enable 
students to build more flexible curricula: to study concurrently in several 
institutions; to combine a mixed-mode style, studying part of the courses 
through distance,teaching methods and most others "in a conventional classroom 
setting; to be active in generating and retrieving relevant knowledge in any 
taught course, rather than being a passive recipient of information transferred by 
the expert professor; to participate in international chat groups in fields of 
interest, etc. Evidently, the new information technologies have set many 
challenges to the academic world, which are only at infancy stages of 
exploration. 

Internationalisation trends 

'Internationalisation' and 'globalisation' have become the dominant slogans 
for characterising the economic, political and educational development in the last 
decade all around the world. Unquestionably, the global economy and politics 
have a sweeping impact on the operation of higher education institutions. Many 
universities today engage in enrolling international students, becoming partners in 
international schemes and pushing forward the drive towards globalisation, both 
in their research and teaching practices (Skill beck, 1997). Students, academic staff 
and curricula are transferred and exchanged between institutions; accreditation 
agencies ensure promptness in accrediting previous learning in different national 
academic institutes; and governments append their signatures to cooperative 
projects in higher education (Guri-Rosenblit, i999). European Community 
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networks and organisations anticipate the emergence of mobile professionals, who 
will move through different countries, and study in diverse national environments. 
In the international market, individual students are, and will be even more so in 
the future, able to approach any university whose access policy encourages and 
extends to international students. Strengthening agreements between academic 
institutions within a particular country and across national borders will be 
particularly central to the mobility of adult students. 

As a matter of fact, Israeli academics have been strongly oriented towards 
international collaboration and participation in international research projects and 
conferences, from the very initial stages offonnulating the Israeli academia. Some 
mechanisms have been built i.nto the career ladders of the senior academic faculty 
that encourage them strongly to go on sabbaticals, initiate cooperative research 
projects, participate in international forums and symposia, and publish their work 
in international journals. The strong international orientation is also reflected in 
the promotion procedures to a higher academic rank. The evaluation process is 
usually long and stringent, and the assessment of one's works by colleagues from 
abroad constitutes an essential part of this process. The higher the academic rank, 
the more external scholars are involved in the evaluation procedures. The 
international orientation is clearly manifested in the higher prestige of 
publications published in international referred journals as compared to tho~e 
published in Hebrew journals. 

However, the strong internatio~al orientation in the research domain has been 
scarcely manifested in teaching and in academic curricula planning in Israeli 
higher education. When the 'War of Languages' took place in the 1920s, it was 
decided that the language of instruction in Technion will be only Hebrew, and not 
Gennan, as some of the professors wanted. The language of instruction in 
academia constitutes a most delicate issue in states which are in the process of 
building and safeguarding their national identity, and is clearly reflected in the 
policies of many Mediterranean states. No general rules can be applied to such 
decisions. For example. while Cyprus has decided that the languages of instruction 
at its only national university will be Greek and Turkish (Persianis, 1999), Turkey 
has established recently several universities that are teaching in English (Simsek, 
1999). The dominant language of instruction in Israeli higher education is 
Hebrew, though some lectures are also delivered in English, mainly to 
international students (such as medicine students participating in a collaborative 
programme between Tel-Aviv University and New York University). The Open 
University enables to carry on some of its tutorials in Arabic, and also Arab 
students are permitted in some courses to submit their assignments in Arabic. 
Occasionally. guest lectures of academics from abroad are also delivered in 
English to Israeli students. English, which is obviously the dominant international 
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language in academic world, is widely used in the teaching process of most 
courses in Israeli universities. A proficiency exam in English constitutes an 
obligatory requirement of all first degree students, and actually they are not 
permitted to continue their second year studies without completing the English 
proficiency requirement. The majority of textbooks and readers used across 
various disciplines are in English. 

The last decade has witnessed a growing tendency of Israeli universities and 
colleges to initiate collaborative study programmes with universities abroad. One 
such programme was designed in the mid-1990s by the School of Business 
Administration at Tel-Aviv University and Northwestern University in the USA, 
and is offered as a highly prestigious master programme to executives in the public 
and private sector. Another comparable programrt;Ie was initiated by Ben-Gnrion 
University and Boston University, and for different reasons has, been lately 
discontinued. Many colleges have engaged in the last decade in collaborative 
programmes with external universities, in order to enable their students to 
continue directly towards a master degree, after completing their first degree in a 
college, This policy was one of the background factors that prompted the entrance 
of the British and American extensions into the market of the Israeli higher 
education. 

In addition, as mentioned earlier, the new information technologies will 
accelerate and facilitate international collaboration in the very near future: many 
more students living in various parts of the world, both Israeli and of other nations, 
will be able to enroll at Israeli higher education institutions, and vice versa - more 
Israelis will enroIl in universities outside Israel, without leaving the country. 
Currently, several thousands of students, mainly Israelis, residing in nearly 40 
different countries, study at the Open University of Israel (President's Report, 
1998), 

It is most likely that in the nexrdecade more collaborative ventures will be 
formed between Israeli universities and colleges and institutions of other countries 
in designing interdisciplinary programmes, planning software, and interchanging 
students and faculty. There are currently some 1imited relations between Israeli 
academics and colleagues in universities of Arab neighbouring countries, as well 
as most limited student exchange initiatives. Several prominent research institutes 
in Israeli universities are dedicated to the study of Arab and Mediterranean 
countries, from various disciplinary and interdisciplinary perspectives. The 
acceleration of the peace process is likely to bring to a growing normalisation of 
the interrelations between Israel and the Arab world, and lead to a growing 
c,?llaboration between their academics, both in research and in teaching/learning 
domains - a collaboration that has a great potential to benefit all participating 
parties. 
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Concluding remarks 

This paper had a twofold purpose. First, it intended to depict the major trends 
that characterise the development of the Israeli higher education system in the last 
two decades,-and explain the expansion of its external boundaries and the change 
of its internal composition. Second. it purported to provide a conceptual 
framework for comparing national higher education systems from a macro-level 
.perspective. All higher education systems around the world have external and 
internal boundaries,. the definitions of which might vary greatly from one system 
to another. Some higher education systems include all tertiary level institutions, 
whereas others confine the borders to only degree granting institutes; and the 
nature of what is entitled as a 'university', a 'college' or any other type of higher 
education establishment is immensely diverse. No matter how the boundaries of 
each national system are defined, they seem to be in a continuous process of 
change, that has particularly been accelerated in the last two decades. 

The seven parameters that were chosen to examine the change of boundaries 
in the Israeli higher education system apply equally to other national settings, 
including all of the Mediterranean countries under scrutiny in this special issue of 

, the Mediterranean Journal of Education Studies, ranging from most developed to 
underdeveloped countries, from very large to very small states, and from having 
very old to newly born higher education systems. All of the examined higher 
education systems expanded in the last decades in their absolute and relative size; 
most systems became more diversified and have integrated both new academic 
institutes and a more heterogeneous student constituency; new subjects and fields 
of study have penetrated their academic and professional curricula; in many of 
them the training of some professions and occupations, that had been traditionally 
outside the boundaries of higher education, was upgraded to an academic status; 
and promotion criteria in the labour market, both in private and public sectors. are 
based nowadays to a greater extent on academic credentials; the balance between 
undergraduate versus graduate degrees and between degree and diploma tracks of 
study is shifting constantly; most higher education systems are experimenting to 
some degree with harnessing advanced information technologies into their 
teaching/learning practices; and most of the Mediterranean countries are 
attempting to find the optimal balance between safeguarding their national 
identity and the sweeping globalisation and internationalisation trends. 

As to the future developments or'the Israeli higher education system, it seems 
quite clear that both its external and internal boundaries will continue to shift and 
change in the future. It will enroll many more students, the majority of whom will 
be absorbed in the relatively new and fast growing non-university sector. It is 
likely that additional professional and. vocational schools. operating currently in 
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the non-academic tertiary level sector, will be upgraded to an academic status. 
New colleges and new types of higher education establishments, such as multi
disciplinary centers, consortia-type institutes and virtual universities and colleges, 
will be probably initiated in the coming decade. A recent interesting initiative of 
the Council for Higher Education relates to the ultra-orthodox religious sector. 
The education system of this sector, from nursery level up to higher learning 
Yeshivas, has been traditionally separated from the mainstream education of the 
state apparatus. The Council for Higher Education declared recently that it intends 
to establish two new colleges (focused mainly on the training for high tech 
professions) for this special clientele, in the framework of which women and men 
are not allowed to study together. An additional strategy purporting to encourage 
this population to pursue studies in universities and colleges. centers on defining 
accreditation criteria that will enable to accredit part of the studi~s at Yeshivas 
as academic studies, by developing a mechanism of validating procedures and 
special examinations. 

The external boundaries of the Israeli higher educatic,)fi system will also be 
influenced by a growing trend of fonning collaborative ventures between Israeli 
and external universities. The long tradition of international orientation that 
characterises the research in Israeli academia from its very initial setting, will 
extend also to the domains of programme planning, developing sophisticated 
software and teachingllearning practices. Furthennore, it is likely that in the 
foreseeable future many more students will be able to enroll in Israeli 
universities and colleges through the mediation of the interactive information 
technologies. 

The uncertain and shaky status of the foreign extensions will be stabilised. 
Some of the extensions of the foreign universities have already submitted requests 
to be considered as Israeli higher education institutions and asked to undergo the 
stringent approval procedures applied by the Israeli Council for Higher Education 
for Israeli unive.t:sities and colleges. Some are likely to get approval, and some will 
be denied. The official joining of some extensions to the Israeli higher education 
will naturally diversify its institutional fabric. 

The greatest and deepest future changes in Israeli higher education apply 
mainly to its internal boundaries. As portrayed in this paper, the non-university 
sector grew immensely in the last decade, and this phenomenon encountered 
criticism emanating from the universities. The resistance against the emergence 
and. expansion of the non-university sector, as expressed by many university 
leaders and academics. is quite natural. Universities in Israel enjoyed a total 
monopoly of higher education teaching for more than fifty years, which tempted 
them to believe that their supremacy will last forever. The emergence of the non
university institutions and their fast expansion have seriously shaken the 
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underlying premises of the universities operating practices. It is likely that the 
non-university sector will continue to grow in the future. As forecasted by the 
Council for Higher Education, within a decade undergraduate students will be 
evenly distributed between universities and non-university institutions. A growing 
population of master level students, mainly in professional areas of study, will also 
study at colleges. Such a development will force the research universities to 
redefine their p"riorities in relation to teaching and research, examine their logistic 
planning, devote more resources for marketing and competing for able students 
both at undergraduate and graduate levels. Students are going to be the main 
beneficiaries of such a future competition between universities and colleges, and 
between universities and themselves. Since demand always superseded supply in 
the Israeli universities, the needs and preferences of students were rarely dealt 
with and catered for until recently. 

Some additional shifts of internal boundaries in the Israeli higher 
education will relate to the change of balance between undergraduates and 
graduates (mainly in universities) in the favour of the latter. Not only the 
number of master degree students will grow in the very near future, but also 
the nature of the graduate degrees will change most significantly. The research 
master will gradually disappear, and in most sciences and humanities 
disciplines a direct track towards doctoral degrees will be offered to students 
who wish to continue towards an academic research career. In social sciences 
- taught masters will be offered in many popular and highly demanded fields 
of study, such as business administration, accounting, communication, 
education, and so on. . 

The emergence of new fields of study will constitute an additional shift of 
the internal boundaries between departments and faculties in universities and 
colleges. Many of the new study programmes are likely to be more inter
disciplinary in nature, more applied to real needs of the industry and society at 
large, and carried on through collaborative ventures between the universities 

. and the business and industry sectors. Unquestionably the volume of 
collaboration between higher education in Israel, between Israeli institutes and 
international ones, and between universities and the labour market is likely to 
grow in the future. Throughout their long history universities have been wary of 
extensive cooperation with other institutions, and always sought to maintain 
their specific and unique identity. This trend is likely to change dramatically in 
the future, not only in Israel, but in most higher education systems around the 
world. The global economy and the internationalisation trends are already 
forcing universities to engage in a wide-ranging dialogue with the society, and 
the leading sectors within it, to ensure and secure their future development and 
relevance. 
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CHANGES AND CHALLENGES IN SPANISH 
IDGHER EDUCATION 

JOSE-GINES MORA 

Abstract - Significant political and sociological changes have occurred in Spain 
in the last two decades. These changes have considerably affected the higher 
education system. While the results may he considered positive in general, many 
aspects still could and should he improved. Higher education in Spain currently 
has to cope with new challenges in order to place the system at the desirable level 
of quality. The main changes that have occurred in the Spanish higher education 
system, and its current challenges, are discussed in this paper. 

Introduction 

During the last two decades, Spain experienced a period of profound changes 
affecting its social and economic systems. The most noteworthy transfonnations 
have been the consolidation of democratic institutions,. the shifting towards an 
urban, service-based economy, and a remarkable increase in the average 
educational attainment of the population. Political and economic changes have 
considerably affected the higher education system. Universities, which were 
completely controlled by the central government, are currently autonomous. They 
have moved from depending on central government to depending on autonomous 
regional governments. They have changed from an hierarchical internal structure 
where all university officials were appointed by the government, to an extremely 
democratic way of I?ehaving. Curricula, which were the same in all universities, 
are now distinct in each university. 

The organisation of the curriculum, which had a rigid structure, is now 
modular. Higher education financing, research funding, and funds for student aid 
programmes have been greatly increased in recent years. All these changes took 
place in a very short period of time, during which the number of students increased 
dramatically as well. These events have motivated a very dynamic process of 
change that has not yet ended.· While the results may be considered positive in 
general, many aspects could and should be improved. Higher education in Spain 
currently has to cope with new challenges in order to place the system at the 
desirable level of quality. The main changes that have occurred in the system in 
r~cent years, and the challenges that should be coped with by Spanish universities, 
are discussed in this paper. 
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Access to higher education 

Compulsory education lasts 10 years in Spain, from 6 to 16 years of age. After 
finishing these compulsory levels, students can follow two additional years of 
upper secondary education. After finishing secondary education, students have to 
pass an entrance exam to enter higher education. The main goal of this entrance 
exam is controlling standards of educational achievement in the secondary 
schools, public and private. A high percentage of students pass this exam, and 
those who pass it receive a total SCore (selectivity score) that is the mean of the 
score obtained in the entrance exam, and the average score obtained in the last year 
of secondary education. The selectivity score is used to assign students to 
programmes depending on their preferences and the availability of places. 
Generally speaking, access to higher education in Spain is quite open. The 
percentage of new entrants to higher education among youths at the theoretical 
starting age, reached 43.3 per cent in 1992 (OECD, 1995). Nevertheless, the 
rigidity of the access system causes a considerable mismatch between the wishes 
of the students and the programmes which they are eventually enrolled in. 

Higher education institutions 

Higher education in Spain consists almost exclusively of universities. There 
are forty-five public universities, and twelve private ones. Two of them are 
Distance Universities. One third of the universities are less than a decade old., and 
only twelve are more than thirty years old, but among these twelve, .nine were 
founded in the Middle Ages. These figures give a clear indication of the relevance 
of recent changes in the higher education system. There is also an incipient 
vocational post-secondary education outside the university system. Most students 
enrol in public universities, although the increasing number of private universities 
.enrolled roughly 4 per cent of higher education students. There are three basic 
types of university programmes: short-cycle programmes, which are more 
vocationally oriented, and last three years; long-cycle programmes, which last five 
or six years; and doctoral programmes, which add two years of course work and 
require the preparation of a research-oriented thesis after a long-cycle degree. 
Doctoral programmes are primarily pursued by students interested in an academic 
career. 

Although there are three universities specifically focused on Engineering, 
most universities have a broad range of programmes. from Engineering to 
Humanities. There is no significant diversity amo~g universities, though some 
newer universities, many of which were created by the segregation of campuses 
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of older ones - and nonnally located in smaller cities - ·are more focused on short
cycle programmes. 

A relevant characteristic of the Spanish public universities is the average size 
of the institutions, very big when international standards are taken into account: 
the average number of students is over thirty thousand. Only ten universities have 
less than ten thousand students, eight have more than fifty thousand, and two, the 
National Distance University and the University Complutense of Madrid, exceed 
one hundred thousand students. 

The legal framework of higher education 

The current structure of higher education was established in 1983 by the 
University Re/ann Act (Ley de Reforma Universitaria, LRU). This brought great 
changes to the legal framework of Spanish universities, which until then had been 
wholly regulated by the central authorities ofthe Ministry of Education. The LRU 
fanned the basis for the process of emancipation of higher education from the 
control of the State. The main changes introduced by LRU were: 

a) Universities became autonomous entities. 
b) The direct responsibility over universities was transferred from the central 

government to autonomous regions. 
c) The establishment of private universities became a possibility. 

Under the new legal structure, power over the universities is shared by: 

a) Central government. General and legal issues concerning staff (most of them 
tenured civil servants) and basic legal rules for governing universities depend 
on this level. 

b) Regional governments. Responsibility for financil).g public universities and 
planning higher education in the region lies at this level. 

c) Universities. Internal organisation, detailed curricula of programmes, 
selection of staff (restricted by the general rules for civil servants), 
organisation of research, and internal budgeting decisions are made by 
universities. . 

The Council of Universities was established as a co-ordinating body for these 
three groups which share power over universities. The Council of Universities is 
composed of all the rectors of the universities, one representative of each Regional 
qovernm~nt, and several members of the Ministry of Education. Aspects related 
to basic guidelines for curricula, rules on students' access, and the quality 
assessment programme are co-ordinated by this buffer body. 
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The LRU initiated democratisation of the internal structure of universities. The 
power over big decisions was transferred to collegiate bodies where non~academic 
staff and students are present in a considerable proportion (roughly, one third of 
the members). The University Senate has considerable power,' including the 
election of the rector. Boards with large numbers of members make the decisions 
in faculties and departments, and elect deans and heads of departments. The Social 
Council (patterned after boards of trustees in other university systems) was also 
established as an external body representing the wide interests of society in the 
University. N~vertheless. the real influence of this body is quite low, due to a lack 
of tradition and to an unclear legal definition of its role. 

Higher education students 

As in other countries, the growth in the population of students in higher 
education in the last decades has been dramatic. As can be observed in Table I, 
since the 1960's the expansion of the higher education system has been 
continuous, almost duplicating each decade. However, the increase has slowed 
down in the last years, and a stabilisation (if not a decrease) in the number df 
students is foreseen to take place very soon due to the remarkable decrease in the 
size of the cohort of youths reaching the age for entering higher education. 

TABLE J: Growth of university students 

1950-51 
1960-61 
1970-71 
1980-81 
1990-91 
1991-92 
1992-93 
1993-94 
1994-95 
1995-96 
1996-97 

Total 
(thousands) 

151 
178 
357 
649 
1,140 
1,208 
1,291 
1,378 
1,440 
1,498 
1,534 

Source: Consejo de Universidades (1996) 

118 



-
The proportion of women in the higher education population has surpassed the 

proportion of men during the last decade, although the biggest jump for women 
occurred earlier. In 1970, the proportion of women was just 26 per cent, but by 
1980 had reached 44 per cent. In i986 the proportion reached 50 per cent and 
continued increasing since then, currently reaching 54% of the higher education 
population. . 

The distribution of students by fields is presented in Table 2. Social Sciences 
(where Economics and Business are the most popular disciplines) and Law 
account for more than half of the students. This field has had major growth in the 
last thirty years, shifting from less than 25 per cent in 1962 to the current 52 per 
cent. Two reasons explain the expansion of this field: <a) the perception that 
graduates of this field have higher possibilities for employment and flexibility in 
the labour market; and (b) the no-restrictions policy for entering this field, due to 
the lower cost that these programmes require. Traditionally, Engineering has been 
in high demand, but the number of places offered has been scarce and the level of 
difficulty for students very high. Recently, the establishment of new programmes, 
especially short-cycle programmes, and the increasing participation of women 
have increased the share of Engineering students, reaching 23 per cent. 

TABLE 2: Distribution of students by field (percentages) 

1996-97 

Humanities 10 
Experimental Sciences 8 
Health Sciences 7 
Social Sciences & Law 52 
Engineering 23 

Source: Consejo de Universidades (1996) 

To have a more accurate picture of the Spanish university system, it is 
important to note that students spend considerably more time finishing their 
studies than is formally required. Therefore, the number of students graduating 
each year is relatively low, despite the large numbers of people enrolled in 
universities. This is explained by the high number of drops-out and students who 
fan behind. For instance, in the academic year 1992-93,22 percent of the students 
who enrolled in the first year were repeating their studies, and only 32 per cent of 
the students in the fifth year had entered the programme five years before. 
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The socio·economic background of university students 

Table 3 presents the distribution by the educational level of the parents of 
university students in different fields and types of programmes. We can appreciate 
how the educatiomd family background is detenninant for the choice between 
long and short-cycle programmes, in such a way-that children from more educated 
families have a clear preference for long-cycle programmes. The parents' 
educational level is less influential on the choice of field of study. Nevertheless, 
the most prestigious fields which lead to the most appreciated careers, like Health 
Sciences and Engineering. are also preferred more by children whose parents have 
a higher education degree. 

TABLE 3: Students of different fields by the educational level of the father 
(columns add 100) 

Total Long-C. Short-C. Human. Soc. Se. Exp. Se. Health Eng. 

IIIiterates 8 7 10 9 8 8 6 7 
Primary 37 33 45 41 38 36 33 34 
Secondary 28 28 27 26 28 29 26 29 
Higher education 28 33 I7 24 27 28 35 30 

Source: Elaborated from data of the Consejo de Universidades (1996) 

In Table 4, we present the socio-economic category of the main householder 
in families with children who have entered higher education. As reference, we also 
present in the first column the proportion of each category in the entire population. 
We may observe that: 

Although families whose main householder is a manager or director, are only 
10.5 per cent of the population, their children represent 25 per cent of the young 
entering higher education. 

On the other hand, children of agricultural workers and unskilled workers, who 
represent 10.9 per cent of the population, make up only 3.6 per cent of the 
higher education population. 

The young people in families in which the main householder is a skilled worker 
either in the industrial or in the service sector, have a reasonable representation 
in higher education. Together, children from these families (53.7 per c~nt of the 
population) account for 46.3 per cent of the higher education population. 
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On the whole, one half of the higher education population comes from families 
which are classified as workers, either skilled or not, while the other half 
belongs to families which main householder is an owner, employer or manager, 
despite this group representing only one third of the considered- population. 

TABLE 4: Soda-economic background of the young population by job of the main 
householder (columns add to 100) 

Total Youths in 
Higher&!. 

Agdcultyre workers 8.0 2.0 
Unskilled workers 2.9 1.6 
Skilled industrial workers 32.3 21.2 
Service-sector workers 21.4 25.1 
Agriculture employers 7.9 5.5 
Professionals and employers 17.0 19.7 
Managers and directors 10.5 25.0 

Source: Mora (1997a) 

TABLE 5: Sodo-economic background of the young population by deciles 
offamily income per household member (columns add to 100) 

Total Youths in 
HigherEd. 

Decile 9.5 2.9 
2 Decile 10.6 5.8 
3 Decile 10.8 7.5 
4 Decile 1l.4 9.3 
5 Decile· 11.6 10.8 
6 Decile 11.8 13.2 
7 Decile 10.8 13.0 
8 Decile 9.8 13.2 
9 Decile 8.2 12.8 

10 Decile 5.6 11.5 

Source: Mora (1997a) 

121 



In the second part of the table we present data on the family income per 
household member. The distribution of higher education population per decile is 
closer to the distribution population (obviously 10 per cent in each decile). 
However, the proportion of higher education population in the first three deciles 
is clearly below 10 per cent. We could conclude that approximately 30 per cent 
of the population with fewer economic resources are under-represented in Spanish 
higher education. Nevertheless, starting from the fourth decile, the distribution of 
higher education population is relatively uniform. We could conclude that in spite 
of the improvement in equity, less privileged groups are still under-represented in 
th'e higher education population. Low educational levels, low-skilled jobs, and 
low family incomes decrease the opportunity for children to enter higher 
education. 

The financial system 

Before the LRU, universItIes were directly financed by the central 
government. The LRU represented the beginning of a profound financial change. 
In the current financial model, regional governments grant funds to universiti.es as 
a lump sum which they freely allocate internally. However, the main items ofthe 
expenditure budget (costs of personnel) and of the income budget (appropriations 
from regional governments and tuition fees) are fixed exte.rnally. 

Not only did the financial system change, but also total funds devoted to 
universities increased enormously after the LRU. The total higher education 
expenditure in Spain reached 0.99 per cent of the GDP in 1994 (Table 6). This 
percentage is still below the average in developed countries, but considerably 
higher than the same figure in Spain ten years before: in 1985 the total expenditure 
in higher education was only 0.54 per cent of the GDP. Although this dramatic 
increase in the last decade is unique among developed countries, none of them had 
such a poor level of financing for higher education. Increasing the financial 
resources was an indispensable requirement for modernising universities and 
implementing reforms. Thus, this noteytorthy increase could be considered as a 
national necessity for improving the access and quality of higher education, and 
bringing it up to international standards. Nevertheless, while public funds 
increased, allocation models based on explicit and rational criteria were not 
implemented to assign public funds among universities. 

Unlike other European countries, Spanish universities have always charged 
tuition fees. Tuition fees accounted for about 20% of the university budget at 
the beginning of the 1980s. Private participation in higher education financing is 
0.17 per cent of the GDP. Most of this comes from fees to public and private 
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. universities. Participation of enterprises in university financing is still incipient. In 
the last decade, the increase of public funds to higher education has been higher 
than the growth of private funds., also a peculiarity of Spain in the recent 
development of higher education financing among developed countries. 

TABLE 6: Higher education expenditure (as percentage o/the GDP) 

1985 1990 1994 

Expenditure of public u!1iversities 0.47 0.72 0.88 
Student aid 0.04 0.08 0.09 
Total public expenditure in HE 0.43 0.70 . 0.82 

Total private expenditure in HE 0.10 0.12 0.17 
Total expenditure in HE 0.54 0.82 0.99 

Source: MH (several years), Consejo de Universidades (1996), Ministry of Education 
(unpublished data) 

Some regional governments and experts became conscious at the beginning of 
the 1990s of the necessity to change the financing system. They recommended 
setting up criteria to finance universities and to allocate public funds. This would 
at the same time stimulate quality and competitiveness among the institutions. The 
Council of Universities drafted the Report on Financing of the University 
(Consejo de Universidades, 1995; Mora and Villarreal, 1996) that proposed 
changes in the financial system to regional governments, introducing criteria 
based on inputs, outputs, and performance. The Report recommended that though 
a major part of the financing of universities should remain public in the future, 
self-financing in universities (fees and external contracts) should be increased, 
and some part of the public funds given to universities should be based on 
competitive criteria to promote quality'. Nevertheless, three years after the 
publication of the Report, no actions have been implemented to carry out its 
recommendations. 

Tuition fees and student aid 

Tuition fees, that vary slightly in different regions and programmes, are 
approximately between 400 and 600 dollars per year, and do not represent a 
substantial obstacle in access to higher education. Middle and upper class families 
can afford to send their children to universities with little difficulty. As most 
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students commute, few of them have to face housing costs. On the other hand, in I 
a situation of high unemployment among young people, opportunity costs are also 
scarcely significant. 

In Spain, and perhaps in other Mediterranean countries, the economic f 
support for higher education students is socially considered as a private matter 
and, consequently. student expenditure is almost exclusively supported by the 
families. Student aid programmes are not as well developed as in other 
countries. Though stud"ent aid programmes have grown considerably in the last 
decade (Table 6), currently they only represent 0.09 per cent of the GDP. 
Student aid programmes are composed exclusively of grants. Academic 
performance and economic level are the major factors determining the receipt 
of a grant. The percentage of beneficiaries of any type of grant is about 16 per 
cent of the higher education students. This percentage is insufficient to offset 
social inequalities. Increasing total funds to promote equality in access to higher 
education, and the mobility of students, should be an objective for the 

'. development of higher education. 
As a consequence of the poor student aid system, albeit for cultural reasons, 

geographical mobility is very low. Few people study in a university out of the 
region where their families live, and most students live with their parents. On the 
other hand, in most cases students do not have a job, not even a temporary or 
se.asonal one. Thus, they are extremely dependent on their families. 

Graduate labour market 

As a consequence of the rapid increase in schooling, the educational 
composition of the population has changed noticeably during the decade, as we 
can appreciate in Table 7. In just ten years, for instance, th~ percentage of people 
with secondary or higher .education has shifted from 34 to 49 per cent, and the 
percentage of people with a higher education degree multiplied by 2.3. 

TABLE 7: Distribution of the adult population by educational level 

Educational level 1977 1996 

llliteracy 8.9% 4.2% 
Primary 70,7% 46.7% 
Secondary 16.2% 39.5% 
Higher education 4.2% 9.6% 
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The other face of the recent and fast educational development is 
unemployment. As can be seen in Table 8, unemployment is very high in Spain, 
though it decreases with the age groups and educational levels. In the case of 
higher education graduates, unemployment rates are very high for the younger 
groups but decrease dramatically for older groups. Women's unemployment is 
always higher than men's. This fact explains the massive incorporation of women 
. in higher education, and why they are surpassing men in educational achievement 
at every level. For women, accumulating human capital is the best alternative 
they have to cope with a complex labour market. 

Why is the labour market so difficult for young higher education graduates in 
Spain? Table 8 gives us a historical perspective of this phenomenon. In this table 
we can observe the development of the total number of individuals and of the 
unemployment rates, for both the whole population and higher education 
graduates. The growth in the number of graduates has been impressive. It has been 
multiplied by five. Nevertheless, the growth in the number of employed graduates 
has been slower, in such a way that the unemployment of graduates has increased 
steadily since 1975. In short, during this period, the Spanish economy has been 
able to create 1.6 millions of new jobs for graduates. The problem is that it has not 
been able to create the almost 1.8 million jobs that would be necessary to avoid 
unemployment. 

TABLE 8: Population (16 years and over) and higher education graduates 

Year Total ('000) Unemployment rate 

Population H. Ed. Orad. Population H. Ed. Orad. 

1964 23,179 572 2.1% 0.9% 

. 1970 24,850 775 1.2% 0.8% 

1975 26,174 1,001 4.0% 2.8% 

1980 27,031 1,335 11.7% 9.9% 

1985 28,583 1,732 21.6% 16.4% 

1990 30,334 2,316 16.2% 11.9% 

1995 31,784 2,894 22.9% 16.2% 

Source: Elaborated with data the Labour Force Survey (1964 to 1995) 
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Several reasons explain this lack of jobs for graduates: 

a) Demography. People between 20 and 30 years of age are the baby-boomers in 
Spain. 

b) Educational growth. The young generation is not only the most numerous but 
also the most educated. 

c) Economy. The Spanish economy is not focused enough on developed 
technology, and does not have the capacity to generate enough jobs for 
graduates. 

d) Finally, the higher education system in Spain, as in other Mediterranean 
countries (namely France and Italy), is focused on professional education. The 
educational system has been historically based on the transmission 9f 
knowledge and professional skills needed for occupations. When the type of 
occupations and competencies for jobs change very fast, this system is too 
rigid to adapt to the changing labour market. Consequently, competencies that 
students learn in the Spanish higher education system are not the most useful 
to cope with new situations. 

Curricular changes 

The traditional organisation of coursework in Spanish universities was a 
consequence of the centralised system which existed before·the LRU. Curricula 
were closed, almost identical in every university, and had a very limited 
proportion of optional courses. Besides, courses were strongly focused on 
theoretical aspects of knowledge, leaving out the practical aspects. Courses were 
very long and e~tended over the entire academic year. The rigidity of this system 
was ~vident. Adaptability to society's needs, to students' curricular demands, 
and to the variability of labour market demands, required a substantial refonn 
in the curriculum. This process of reform began several years ago when the 
Council of Universities fixed basic criteria for fulfilling new curricula for the 
programmes. Universities had extensive freedom for elaborating the detailed 
curricula of programmes according to their own objectives. The development of 
new curricula was carried out in each university in ad hoc committees for each 
programme. In these committees, a conflict arose between what was in the 
interest of academics, and the suitability of adapting curricula to the consumer 
and labour markets. How this conflict was resolved differed in each university 
and· programme, but overall, the interests of academics were favoured too 
greatly. 

126 

1 

~ 



1 

I 

.... 

~ 

The new curricula have a modular structure, the courses are delivered in 
semesters, the proportion of optional courses is high and the practical approach 
has been enhanced in every course. This new organisation of teaching has 

, introduced a pedagogic revolution into Spanish universities, and has enhaced a 
trend towards a market-driven policy, J since it tries to respond to the variable 
demands and needs of both students and eomployers. Nevertheless, very few years 
after the implementation of the new structure, it is evident that these goals are not 
going to be met. On one hand, teachers were not trained and motivated to 
introduce significant changes in the way they teach (traditionally lectures with 
limited interaction between teacher and students and among students) . .on the 
other hand, the still scarce financial resources in Spanish universities are 
incompatible with the growing proportion of optional courses and. emphasis on 
practical concerns in most courses. At this moment, a counter-refonn is taking 
place limiting the number of courses offered and reducing the teaching hours to 
avoid overloading students. 

Accouutability aud assessment 

The traditional higher education system, monopolised and completely 
regulated by the State, obviously did not concern itself with accountability. 
However, the more autonomous the system becomes, the more necessary 
accountability is. Accountability and assessment are two basic tools to infonn 
society of how higher education institutions are functioning. In Spain, higher 
education accountability and assessment are quite recent; but over the last decade 
it has become a very-rapidly developing area. Research started to be evaluated in-
1986 as a prerequisite step for receiving special funds for projects, but generalised 
assessment of individuals and institutions began only in the 1990s. In trying to 
develop accountability and quality in universities, the Council of Universities 
implemented an Experimental Programme for the Evaluation ofthe Quality of the 
University System (Garcfa et al., ·1995) in 1992, adapting the ·usual means for 
institutional evaluation to Spanish universities. This pilot programme evaluated 
teaching, research and managem~nt in several universities. The process ended in 
1994 and the success of the project encouraged the Council of Universities to 
establish the National Programme for Assessment of Quality in Universities 
(Mora, 1997b; Consejo de Universidades, 1997; Mora and Vidal, 1998). This is 
a general evaluation process that is currently underway. Both promoting quality 
in the'institutions. and developing accountability, particularly to their main clients 
(students) and those responsible for finance (regional governments), are the goals 

. of this process. 
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The structure of power in the universities 

Legal and structural changes have produced a change in the structure of power 
in universities. They have begun to loosen from the State control. Nevertheless, 
these changes do not necessarily mean that universities are moving quickly 
towards the market, in Clark's (1983) use of that term. Strong attractive forces 
from the State and from the academics are slowing dowp the approach to a more 
extensive influence of the market. 

In spite of autonomy, the power that central and regional government have 
over universities remains strong, due to: 

The substantial economic dependence of public universities on the financial 
resources from the regional governments (for basic financing) and from the 
central government (for research funding). 

Governments still play a role in university management because they regulate 
tuition fees and staff salaries, both academic and non-academic. The 
equalisation of the earnings of staff in different universities or programmes, 
along with a rather generalised aversion Spaniards have towards geographical 
mobility, severely limits the ability of institutions to bid for the best staff. On 
the other hand, uniformity of tuition fees avoids sending market signs to 
potential clients on the value or the quality of the services that universities are 
offering. 

Regionalisation has increased the relative politfcal value of universities and 
regional governments frequently demonstrate the desire to exert an internal 
influence (Neave, 1994). 

On the other hand, the power that academics have over the higher education 
system is too strong. due to: 

The almost exclusive influence of academics on governing and managing 
universities. The democratic development of the Spanish university at the 
beginning of the 1980s was necessary to break down old structures and reduce 
dependence on the State. Nevertheless, the risk exists that the academic 
oligarchy will become the onry dominant force in the higher education system. 

The small influence of community as a whole on the governing of universities 
due to the limited power of the Social Council. 

The lack of tradition in the Spanish university in considering itself as a service 
to community. Consequently, the lack of mec.:hanisms for assessment and 
accountability, as a tool for informing society. 
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Challenges to he coped. with 

The development of the Spanish higher education system in recent years could 
be considered as very positive. The increasing autonomy with the corresponding 
structural changes, the amount of resources, both financial and human, aimed at 
higher education, and the shift to a mass higher education sy'stem, have 
dramatically transformed the higher education system which could be considered 
significantly better now than it was two decades ago. Nevertheless, the higher 
education system is now facing a change which has developed gradually 
throughout the last thirty years: the stabilisation of the number of students, and the 
slowing down in the increase of resources given to higher education. Universities 
are entering a new situation of stability where quality is the most important 
challenge to be coped with. It is generally assumed that it is necessary to introduce 
legal and organisational changes in universities in order to confront this challenge 
with success. The defi~iencies that have come up during the last period of fruitful 
transformation should be eliminated to improve the overall quality of universities. 

Recent changes have moved the Spanish higher education system from the 
category 'State', in the well known scheme of Clark (1983), to another position 
closer to the category 'academic oligarchy'. Although market forces are gaining 
influence in Spanish higher education, the system is still too far from the 'market' 
(Mora, 1997c). In our opinion, market forces shquld be incremented in order to 
develop competitiveness and increasing diversification among institutions, with 
the aim of giving better service to students and employers. 

In recent times, the main impetus for the reform was the modernisation and 
democratisation of universities, along with the adaptation o.f the higher education 
system to the socio-economic needs of an industrialised country. Now, it is time 
to introduce market forces in higher education. Bearing in mind that this is a 
general trend elsewhere, it is presumed that market influences will eventually 
become an important co-ordinating factor in Spanish higher education. It is 
unlikely that the market will ever reach the preponderous influence it has achieved 
in other countries, but it is quite likely that the Spanish higher education system 
will move towards an equilibrium point in which the State (as the surrqgate for all 
of the community), academia (as the experts in the production process), and the 
market (as the best means for satisfying the needs of students and employers), will 
act harmoniously. 

From our point of view, the introduction of market forces in Spanish higher 
education requires some structural changes. They should be the key factors which 
w.ill allow.for further actions in improving quality in the near future. At least, the 
following three aspects of the current structure of the higher education system 
could be considered as key factors for further advancements: new financial 
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. arrangements. student mobility, and new governing structures for institutions. 
Each of these is considered in turn. 

New financial arrangements 

The current financial system has two aspect~ that should be changed: (a) the 
allocation system of public funds; and (b) the capacity of institutions to control 
their own financial resources. The need for these changes is not specific to Spain. 
There is a general trend in other countries recommending action on these same 
aspects (OECD, 1990; Eicher and Chevaillier, 1993). 

There are different mechanisms for introducing performance and quality
related funding. The objective of an allocation system should be to stimulate 
quality and diversification in univer~ity services. When funds are linked to 
specific objectives. there suIt should be a stimulus on the innovation and quality 
of universities. Some of these mechanisms were proposed in the Report mentioned 
above (Mora and VillaITeal, 1996). 

Another important transfonnation that should be implemented is giving 
universities a greater control over their own resources. Universities should haye 
more freedom to detennine tuition fees. They should be set according to the 
regional governments but depending on the demand and quality of services 
offered by each university or by each programme. 

Mobility of students 

Before the LRU, all universities offered the same curricula, and degrees were 
granted by the State, not by universities. The country was divided in sectors with 
each one having one university. Students living in a sector were allocated to this 
university if the programme in which they wished to enrol in was avail.able. This 
system c:hanged, and now students may apply at other universities. Nevertheless, 
most students still choose the university nearest to their homes. Although 
universities are diversifying, potential students do not perceive differences in 
goals or quality, mainly because it is only recently that universities began to give 
indications about their unique qualities. Financial reasons also prevent students 
from attending universities in other regions. It is difficult for young students to 
obtain funds from a pan-time job. This, coupled with the strong fondness that most 
Spaniards feel for their local area, makes university students prefer to live at home 
with their parents. 

The mobility of students, and the possibility of selecting programmes among 
a wide number of universities, either Spanish or European, should be a key factor 
in moving the Spanish university system to be more market-driven. Although it 
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is difficult to change aspects finn'Iy rooted in the traditional culture, an effective 
programme for grants and loans should have an important effect on the selection 
that students have to make on the io.stitution. The availability of resources of their 
own would allow students to select programmes and universities based on the 
quality of the institution. At the same time, they ,:"ould be more involved in their 
work as students during their stay at a higher education institution. This financial 
mechanism would help students turn into partners in the educational process, and 
not be mere consumers of education (Phillips. 1989). 

New governing structure of institutions 

As we have mentioned before, the governing structure of universities changed 
dramatically during the eighties transfonning them into institutions with a high 
level of internal democracy. This change has had a very positive effect on the 
renewal and management of higher education institutions. Nevertheless, wha~ was 
adequate for the change and the growth of the system is not so for the new situation 
in which institutions have to compete for resources and students, and where 
quality is now the main goal. The need for changing the governing structure of 
universities in order to make them more entrepreneurial and more efficieJ.1t, is a 
general feeling among experts and analysts of higher education. 

It is considered among experts that the main change to be introduced is the 
method for electing the rector, and in the whole way of running universities. The 
current election system by staff and students should be changed and replaced by 
a new system in which community has greater, if not total influence. A Board, 
composed of representatives from community as a whole, should be the body in 
charge of universities, and responsible for the appointment of rectors. They should 
be appointed according to their managerial abilities for running big companies, 
because big corporations are precisely what universities are currently becoming. 
A new type of rector should also introduce new managerial styles in running 
universities, taking part of the strong power that professors currently have. The 
university autonomy should be seen as the capacity that institutions and academics 
have for freely teaching and researching, but not as an exclusive right for the 
management of institutions by academics themselves. 
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THE TURKISH HIGHER EDUCATION SYSTEM 
IN THE 1990s 

HASAN SIMSEK 

Abstract - This paper attempts to document the challenges facing the Turkish 
higher education system. Our analysis suggests that the nature of these problems 
and issues resonate closely with those that have sparked major reform initiatives 
in other parts of the world. Among the most important of these are the demandfor 
enrollment expansion in the face of declining public resources; inadequate levels 
of teaching staff of high quality; inefficiencies exacerbated by shrinking public 
funding; the need for alternative ways of diversifying revenue sources; the 
problem of extremely tight governmental regulations and bureaucracies in the 
organisation and administration of higher education; and the deterioration of 
quality in many areaS. 

Introduction 

F1Jigher education systems have been characterised by a dramatic worldwide 
restructuring since the early 1980s. This restructuring was sparked off by a series 
of events and developments. with the Oil Embargo of 1973 being the last kick by 
which industrialised countries sensed the need to develop new perspectives for 
their economies. Soon after, by the early years of 1980s, the political scene in these 
countries changed and parties advocating new liberal tones began to hold power 
(U.S., Britain, Gennany, Australia). Consistent with the essence of their economic 
policies. they also raised doubts about public establishments. education. health 
and others based on efficiency and -accountability measures. Drastic restructuring 
efforts followed in many nations in elementary and secondary education. Higher 
education was no exception. 

In a series of articles titled 'Towers of Babble: Whatever Happened to 
Universities?' The Economist issued a critical evaluation of the modern 
university: Knowledge production activities are increasingly running out of the 
academe to non-academic research institutions, life-long learning is becoming 
important (and universities are' apparently not ready to respond to this need), 
governments are more critical today about financing higher education and they 
t:nake them accountable. In conclusion to such an analysis, the claim is made that 
what is needed is the 'Re-invention of the University' (The Economist, 
December 25. 1993-January 7. 1994). 
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In other words, for many national higher education systems in the world, the 
1990s have been years of reflection and refonn. The theme of accountability, for 
instance, is running strong in the American public higher education sector. Many 
contend that the 'golden years' of the 1960s which were characterised by 
unlimited growth with abundant finance capacity is no longer the case (Simsek 
and Heydinger, 1994). Over and above accountability, the restructuring of the 
American higher education sector has focused on the following five areas: 

1. Restoring quality - given that during the years of growth and expansion. 
various aspects of quality (such as teaching, advising and orientation, services. 
campus facilities, etc.) eroded to such an extent that it could be said that 
American higher education became mediocre. 

2. Accountability - in that legislatures and the public are more stringent on the 
unaccountable use of public monies, and they are more ready to raise questions 
about the direction and flow of public resources (Kerr, 1990: 9; Altbach and 
Finkelstein, 1996: 2). 

3. The increasing deficits of Ph.Ds - in that 'demand for new faculty will rise 
faster than supply as faculty members employed in the 1960s began to retire 
and as enroUment start to rise again' (Kerr, 1990: 13). 

4. Restoring the sense of community which has declined over the years due to 
competing interests and extreme professional specialisation. 

5. Restoring the role of the university in the state's and nation's economic 
development and industrial competitiveness, a role which has now appeared 
under the name of 'partnership university' (Stauffer, 1990). 

This state of flux is also symptomatic of many European national higher 
education systems, who either have gone through or are going through major 
reforms. In Germany, for example, the higher education system must cope with 
the difficulty of an ever-increasing student population demanding higher 
education. The scenario of expansion is not expected to be matched, however, by 
a corresponding level of resources al1ocat~d to higher education. We therefore 
have a situation where the number of students has almost doubled from 1975 to 
1991, but where the number of teaching staff has increased only by 20%. This fact 
alone has serious implications for several aspects of higher education, including 
administration, organisation, curriculum, staffing, teaching, and research (Mitter 
and Weiss, 1993). 

In the Netherlands, the Dutch government initiated a number of restructuring 
projects in 1985 to make the higher education system more efficient and effective, 
diversified, flexible, and adaptive. The first thing that was done to achieve this 
goal was to lift stringent government regulations and extensive control 
mechanisms on higher education institutions, thus givin'g greater autonomy to 
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institutions and encouraging diversification for the national system (Maassen and 
Potman, 1990). 

Similar patterns of refonn are observed in other traditionally centralised and 
bureaucratic higher education systems. The governments of Sweden, Austria and 
France developed plans to decentralise th.eir higher education systems to make 
them more flexible, responsive. accountable and diversified. In all three systems, 
there is an apparent move away fro11J. the classical collegial system to a diversified 
market system (Brandstrom and Franke-Wikberg, 1992; Langer, 1990; The Times 
Higher Education Supplement, June 15, 1993). 

Similar refonn initiatives can also be observed in higher education in the Arab 
World, where education at all levels is highly centralised, with ministries 
maintaining tight control over curriculum, admission and recruitment. To remedy 
this, many Arab governments consider deregulation of the higher education 
system, and privatisation is increasingly on the agenda. Along with the strategy of 
privatisation, some Arab governments have freed up regulations in order to allow 
foreign universities to offer degree programmes either in collaboration with 
national institutions or through distance education mechanisms (Coffman, 1996). 

The World Bank and UNESCO have recently conducted studies on general 
trends in world higher education systems. The 1994 World Bank document titled 
'Higher Education: The Lesson of Experience' diagnosed the problems of 
higher education in the following areas:· low quality stemming from expansion 
in enrollment with limited resources; inefficiency in terms of waste of public 
resources, programme duplications and high drop-out rates; inequity in terms of 
higher public subsidies in favor of higher education compared to primary and 
secondary education; and, management and institutional leadership in higher 
education (Kent, 19%: 3). The UNESCO document, on its part, tracks out three 
important trends in the world's higher education systems, namely enormous 
quantitative expansion, inadequate diversification of institutions and academic 
programmes, and financial constraints for an ever expanding system (Kent, 
1996: 3). 

All in all, there are various common themes running across reform efforts in 
individual national higher education systems as we reported above. Some of these 
common themes can be summarised as follows: 

1. Quality vs. Quantity: While many higher education systems are facing an 
increasing demand for higher education services, systems also are struggling 
to maintain quality. 

2. Centralisation vs. Decentralisation: In traditionally centralised systems where 
there have always been stringent government regulations and control, there 
is a consistent worldwide trend towards a more decentralised, flexible and 
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autonomous configuration. This trend can be characterised as a move from 
classical bureaucratic/collegial structures to a market orientation. In some 
systems that have traditionally been identified with a loosely coupled, market 
orientation, there are signs of increasing government interventions in terms of 
imposing more accountability measures and standards, as is the case with the 
American higher education system. 

3. Monopolisation vs. Diversification: In many countries where the higher 
education system has traditionally been dominated by public institutions, there· 
are signs of reform either in the form of privatising public education or 
developing incentives for private and non-governmental organisations to enter 
into the higher education sector, in some instances, even inviting foreign 
institutions. 

4. Specialist vs. Interdisciplinary orientation: Traditional academic 
specialisation is giving way to interdisciplinary approaches in research and 
teaching. This eventually will have an enormous impact on the internal 
organisation and processes in higher education institutions. It is reasonable to 
expect that such structures and processes must be diversified and decentralised 
to allow more interchange and collaboration among the faculty members in 
different fields .. 

5. Public funding vs. Cost sharing: ,Government subsidies for higher education 
are no longer abundant anywhere. In developing countries in particular - where 
access to higher education is limited and where only the well prepared can get 
through - there is a widespread beliefthat public subsidies for higher education 
are covertly channelled to the wealthy. Cost-sharing, as a means of 
supplementing limited public resources, is therefore appearing on the agenda 
of many countries which had never considered such mechanisms before. 

The Turkish higher education system: an overview 

It is important to provide a brief overview of the development of Turkey'S 
higher education system before making connections between the trends outlined 
in the previous section, and the present state of the Turkish university sector. In 
Turkey, Turgut Ozal came to power in 1983 following two years of military rule. 
He was quick and successful in implementing his right wing, liberal policies, 
focusing in particular on the economy, and banking, telecommunications, 
transportation and other services. Within less than a decade, the face of the country 
was dramatically transformed, much to the.surprise of many foreign agencies and 
individuals. However, in contrast to his counterparts in other nations, education 
and higher education were not high on the priori(y list of Ozal's reform agenda, 
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except in terms of several loan agreements with the World Bank concerning 
tertiary education and the establishment of the Council of Higher Education to 
coordinate activities of higher education institutions in the country. Although 
higher education does not have a long history of change, the need is apparent and 
voiced by various circles of reform minded individuals and establishments since 
the early 1990s. 

According to Guruz et aI. (1994, 151), when the Turkish Republic was founded 
in 1923, the Turkish higher education system and its institutions (with the 
exception of the Istanbul Technical University) had not ~volved 'naturally' as it 
had done in Europe, namely on the foundation of institutions that had evolved over 
centuries as a result of experience and of struggles. Many institutions were merely 
transplanted from the European system by the Revolution's reformist leaders. 

The period offormation (1773-1946) 

We do not find a strong tradition of higher education in the Ottoman Empire. 
The first higher education establishment was founded in 1773 as a military 
institution in engineering for the Navy right after the defeat of the Ottoman Navy 
at the hands of the Russians. Several years later, a higher section of this institution 
was founded, and following the Revolution this became the Istanbul Technical 
University. The foundation year of this single establishment proves that Ottomans 
lagged 800 years behind Europe, considering the fact that prototypes of modern 
European higher education institutions were founded in the 11th and 12th 
centuries (University of Bologna in 1088 and University of Paris in 1160) (Guruz, 
et aI., 1994: 151). 

Numerous unsuccessful attempts were made to establish institutions of higher 
education between 1827 and 1900. The Ottoman University was founded in 1900, 
offering programmes in law, medicine, religion, literature and biology. This 
institution was to be later reorganised under the name of Istanbul University after 
the Revolution. . 

Robert College was founded by the American missionary Cyrus Hamlin in 
1863 in Istanbul. It was first opened as a liberal arts college under the ordinance 
of the State of New York. In 1912, engineering departments were added to the 
College's academic programmes. In 1971, Bosphorus University was founded in 
1971 on the original campus of Robert College, 

As Guruz et al. state, the emergence of the modern Turkish higher education 
system coincides with the War of Independence, which was followed by the 
proclamation of the Turkish Republic in 1923. Until this date, all higher education 
establishments were located in Istanbul, and there was no single higher education 
institution in the rest of the country. After Ataturk's designation of Ankara as the 
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capital city of the Republic, the School of Law (now the Faculty of Law at Ankara 
University), the Gazi Institute of Education (now Gazi Faculty of Education at 
Ankara University), and the School of Agriculture (now the Faculty of Agriculture 
at Ankara University) were established in 1924, 1926, and 1930, respectively. 

An incident deserves attention here b~cause of its importance as a turning point 
in the Turkish higher education system. A Swiss profes~or, Albert Malche, was 
invited to Turkey to evaluate the status of Istanbul University in 1932. Professor 
Ma1che raised awareness of the need for a body that would be responsible for the 
University. He also pointed out that the University was distant and isolated from 
society. Following the evaluation of this report, Law 2252 was legislated in 
parliament in 1933 in order to reform the higher education system in a number of 
ways. Among the aspects that were focused on, one could mention organisational 
and administrative structures, teaching, research, academic programmes, and 
operations. Some new terms - such as 'rector' (president), 'dean' and 'faculty' -
were used for the first time (Kisakurek, 1976, 18-19). Due to these and other 
developments, it could truly be said that 'The 1933 reform is indeed the beginning 
of the history of modern university in Turkey' (Guruz et aI., 1994: 153). 

Between 1933 and 1946, three new faculties were founded in Ankara, namely 
the Faculty of Language, History and Geography (1937), the Faculty of Science 
(1943) and the Faculty of Medicine (1945). 

The period of growth (1946-1973) 

The year 1946 is considered another turning point in the history of Turkish 
higher education. Law 4936 which was promulgated in that year granted 
Universities autonomy in governance, including the authority to elect rectors and 
deans. 

After the 1950 elections, the new government opened new universities on the 
American Land Grant model, with the belief that the high-quality technical 
personnel that were needed by the country would be better educated within the 
framework of this model. These universities - the Egean University (1955), the 
Black Sea Technical University (1955), the Middle East Technical University 
(1956), and Ataturk University (1957) were designed to be campus universities. 
However, except for the Middle East Technical University. the other three 
universities later evolved much like other typical Turkish universities due to the 
fact that they were placed under the governance of the Ministry of Education. 
In addition to that, they were supervised and supported in the foundation years 
by the academic personnel of Istanbul and Ankara Universities, who were 
traditional and conservative in their approach. Only the Middle East Technical 

138 

p 
i' 



r 
i~ 

l 

University has successfully evolved in a manner that is consistent with the 
original foundational idea, and it is now one of the several prestigious 
universities in the country (Higher Education Council 1996: 3). Until 1976, it 
w~s governed by a'Board of Trustees. . 

Law 1750 was promulgated in 1973, setting !lP, for the first time, a Higher 
Education Council to coordinate and plan the higher education system. The Law 
did not focus on funding and internal administrative structures of universities, 
which were in fact quite archaic. Its main purpose was to regulate the higher 
education system in tenns of administration, coordination, control and planning at 
the national level. 

The period of unregulated growth (1973-1981) 

Law 1750 was however largely ineffective for a number of different reasons. 
University personnel tended to see the coordination and planning function of the 
Higher Education Council as a threat to academic freedom, and a strong resistance 
to interference was put up. As a result, between 1973 and 1981 the system 
continued to grow in an unplanned manner. For example. ten new universities 
were opened outside of three big metropolitan cities (Istanbul, Ankara and Izmir), 
with each university administering its own admission procedures. The increasing 
number of universities in different provinces of the country, together with 
variations in admission criteria and procedures, became a serious problem for 
students. They had to travel from university to university, from province to 
province to apply for admission and to sit for examinations. To solve this, a 
Student Selection and Placement Center was established in 1974. 

Dver the. years, this uncontrolled growth created a serious problem for the 
higher education system containing various kinds of institutions of higher learning 
with different goals, duration and status. Fourmajor categories of institutions were 
observed in this period (Guruz et a1.1994: 156): 

1. Four-year undergraduate programmes provided by faculties in universities; 
2. Four-year undergraduate programmes provided by Academies of Engineering 

and Architecture, of Economics and Commerce, and of Art (these were 
independent establishments which had no relation With universities); 

3. Two-year higher vocational institutions and four-year academies of sports 
supervised by various ministries and by the Ministry of Education; 

4. Three-year teacher training institutions run by the Ministry of Education. 

There was clearly a need to regulate and consolidate the system, a task that was 
embarked upon in 1981. 
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The period of regulation and consolidation (1981-1995) 

The higher education enrollment rate out of the relevant cohort age was only 
5.9% in the academic year of 1980-81, far behind many developing countries 
comparable to Turkey. For instance. the higher education enrollment rate during 
that same year was 37.7% in South Korea, 27%.in Greece and 17.8% in Syria. In 
addition to that, only 17 out of every 100 university students were able to cOIl.lplete 
their university education. 10% of all first year students were dropping out at the 
end of the their first academic year, while 33% of all entering students were 
dropping out in their second, third and fourth years of study. It was widely 
recognised that universities were not using their full capacity, that there was a 
serious unequal distribution of academic staff among the universities, and that 
universities were functioning without any clear visions for the future needs of the 
country, besides being detached from each other (Higher Education Council 1991 : 
I). The need for regulation was clear. This time, partly due to the 1980 military 
takeover, the academics could not muster enough strength to block refolTIl 
initiatives as they had done in the past, on the basis of arguments in favour of 
academic freedom and autonomy. In 1981, The Higher Education Law 2547 was 
put into effect. 

This Law came to be considered as one of the most comprehensive higher 
education provisions since the 1933 refolTIl. It related to many domains of higher 
education, including the revitalisation of the Higher Education Council as an 
intermediary body to regulate and coordinate the system, the creation of a 
number of new concepts (s'uch as graduate schools, a department-based 
academic organisation, academic promotions based on international 
publications), and the introduction of such structural 'changes as the 
consolidation of 166 different higher education establishments under 9 new 
universities, and transfolTIling teacher training institutions into faculties offering 
four-year programmes within a university setting. As the Turkish Higher 
Education Council has recently noted, 
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'With the reform, a unified system of higher education was 
introduced and a coherent and interrelated pattern of institutional 
diversity created. All the academies, teacher training institutes and 
vocational schools were reorganised; while some of them were, 
where viable and c6nvenie.nt, amalgamated to form new 
universities, some were transformed into new faculties and 
affiliated to the universities in their own regions. Thus, with the 
establishment of nine more state universities in 1982 and one 
foundation university in 1984, the total number of universities rose 
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from 19 to 28. In 1992,24 new state universities were established 
in different regions of the country. At present, there are 61 
universities altogether in the country, four of which are private' 
(Turkish Higher Education Council, 1996b: 2). 

Since the publication of this report, seven new private universities were 
established - all in Istanbul, bringing the total number of Turkish universities 
to 68. 

Within a decade, i.e. between 1981 to 1991, the number of students enrolled 
in four-year university programmes increased five times, from 41,574 to 199,571. 
Enrollment rates increased from 5.9% to 9.6%. The number of teaching staff 
increased by 65% from 20,917 to 34,469. The number of assistant, associate and 
full professors went up from 4905 to II ,070, an increase ilf 126%. At the same 
time, the reform had a positive impact on the quality of higher education in terms 
of number of students per'teaching staff and the graduation rate. The number of 
students per teaching staff was 84 in 1978,46 in 1981, and despite a substantial 
increase in enrollment, the number of students per teaching staff dropped to 39 in 
1991. The graduation rate increased from 50% to 80% in science and engineering. 
and from 70% to 90% in health sciences. 

The Turkish higher educatiou system in the 1990s: 
issues and constraints 

The issues that the Turkish higher education system must address in the late 
nineties can be categorised under the following headings: (1) Pressure for further 
expansion and inefficient distribution of enrollment in various kinds of post
secondary institutions; (2) demand for qualified teaching staff in adequate 
numbers; (3) shrfnking public resources, inefficiency and diversification of 
funding for higher education; (4) organisational and management issues including 
institutional diversification, and (5) quality. Each of these will be tackled in turn 
in the sections below. 

Pressure for further expansion and inefficient distribution of enrollment in 
various kinds of post-secondary institutions 

Although enrol1ment rates in Turkish tertiary-level institutions have increased 
exponentially, there is still an increasing demand for higher educatio.n. According 
to the" Student Selection and Placement Center data, the number of applicants 
for higher education increased from 361,158 to 1,389,776 within the fourteen 
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years from 1983 to 1996. This figure shows that the total number of university 
applicants 'has increased almost four times. The number of students actually 
enrolled in higher education programmes, including those enrolled in the Faculty 
of Distance Teaching, increased from 105,246 to 384,885 between 1983 and 1996. 
Although the capacity of higher education expanded 2.5. times for formal (full
time, institution-based programmes) and 10 times for non-formal education 
(primarily through distance teaching), the gross age-cohort enrollment rate is still 
12.2% for formal education and 21% overall (Le. including non-formal 
education). In this sense, Dundar and Lewis (1996: 11) are con'ect when they note 
that 'Turkey has one of the lowest higher education participation rates among 
comparable developing and OEeD countries', 

The problem of demand for higher education will be exacerbated due to the 
expected increase in enrollment rates at the secondary education level. These were 
32% in 1985-86, but increased to 48% in the academic year of 1994-95. It is 
projected that this trend will continue over the next years. In sum, as the Higher 
Education Council notes, given that Turkey has a low enrol1ment rate in higher 
education, and given that the trend of increasing participation in secondary 
schooling is expected to continue, 'the Turkish higher education must inevitably 
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grow without sacrificing quality' (Higher Education Council, 1996a: 15). . i 
There are a number of possible ways to address the potential for growth: 

increasing the number of higher education institutions, both state and private; 
increasing the capacity of current higher education institutions; increasing the 
capacity of non-formal education; and increasing the number of two-year 
programmes, including two-year post-secondary vocational and technical schools 
(Dundar and Lewis, 1996, 3). . 

With regards to the creation of new universities, the number of institutions 
increased from 19 to 28 (including the first private university in the country) in 
1984. Twenty four new state universities and seven private universities were 
established in 1992 and in 1996 respectively, so that, as noted earlier, the total 
number of universities in Turkey is now 68. Establishing new universities is fat: 
from remedying the problem because of the- inherent problems with 'supply side 
policies'. For example, as Dundar and Lewis (1996) have pointed out, such 
policies cause internal inefficiencies given that most of the newly established 
universities in the country have higher costs of instruction as well as higher unit 
~osts per student than the older universities. Moreover, 'although the number of 
institutions and students have more than tripled in the decade between 1970 and 
1996, the amount of recurring public resources allocated to higher ~ducation has 
only increased in real terms by about 15% to 20%' (Dundar and Lewis 1996: 5). 
Thus, dividing a little pie into even further pieces ends up detracting from the 
relatively high quality instruction offered by older institutions. 
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Concerning the capacity increase in current higher education institutions. 
Guruz, et al. (1994: 168) report that from 1983 to 1992, there was a 42% 
enrollment increase in formal educatiop, and within one academic year (1992-93), 
the capacity was increased by another 33%. The authors state that 'the Turkish 
higher education system has already exceeded the 9ptimal capacity at the faur
year, undergraduate level' (Guruz et al. 1994: 168). This is to say that any further 
push for capacity increase in formal higher education will undoubtedly damage 
quality. One could argue that the diversification of higher education through 
increasing the share of private and non-governmental institutions should be 
seriously considered. Today. the share of these institutions in the total higher 
education enrolIm_ent is about 2%. However, since these institutions currently 
aspire to play an elite role, a sudden and significant increase in their enrollment 
figures is not expected in the foreseeable future. So, the burden for capacity 
increase will substantially be on the public sector of the higher education in the 
near future. 

Expanding the capacity for non-formal education can be another alternative 
for increasing enrollment in higher education. Non-formal education has grown 
phenomenally since the 1981 reform. For example, from 1983 to 1993, the number 

.! of students admitted to higher education programmes increased from 105,246 to 
324,402. The share of non-formal education in the same period jumped from 
14.2% to 47.8%. That is, about half of the total enrolled students in post-secondary 
education is composed of enrollment in the Faculty of Distance Teaching. The 
increase in the period of 1983-93 is 934%, a tenfold difference. Moreover, the 
share of non-formal education in post-secondary enrollment has always been very 
high in Turkey, and it ranks second after Thailand (50%) in world national systems 
(Guruz et al. 1994: 168; Higher Education Council 1996a: 21). In thissense, rather 
than further increasing the enrollment in non-formal education. it needs to be 
substantially reduced considering the fact that demand for non-formal education 
is in decline (whereas there were 575,220 places available for admission, only 
167,933 registered in non-formal education programmes). 

The last alternative that could be expl,ored to broaden the capacity of the -higher 
education Sector is to increase the number of two-year post-secondary vocational 
and technical schools. The number of students attending two-year vocational
technical post-secondary institutions was 126,347 in the 1995-96 academic year. 
The share of this sector in the total higher education enrollment is 13%, which is 
one of the lowest rates compared to o~her comparable national systems. For 
example, this ratio is 22% in South Korea and 63% in Singapore (Higher 
Education Council 1996a: 20-21). Many observers of the Turkish higher 
educ~tion sector generally agree that a substantial increase in the share of the two
year vocational and technical post-secondary enroIlment is the only viable 
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solution to expand the capacity in fonnal higher education (Guruz et aI., 1994; 
Dundar and Lewis, 1996). 

Demand for qualified teaching staff in adequate numbers 

Since the 1981 refaml, there has been considerable success in increasing the 
number of teaching staff in the Turkish higher education system. The number of 
total teaching staff increased from 19,757 to 50,259 between 1983 and 1995, a 
154% increase. Excluding research assistants, instructors and other full time 
teaching personnel, the number of academic personnel (full, associate and 
assistant professors) rOse from 6,826 to 16,317 in the period of 1984-1995, a 139% 
increase in academic staff with Ph.D.s (Higher Education Council, 1996a: 28-29; 
Guruz, et aI., 1994: 181-82). 

Despite these dramatic improvements in the number of teaching staff, student! 
faculty ratios as a better indicator of quality in higher education need to be 
examined. Concerning this, student/faculty ratio was 25 in fannal education in 
1980, and 24 in 1994, a slight decrease. This is still alanning considering the fact 
that Turkey again scores second after Thailand (the ratio is 29) in tenns of student! 
faculty ratio. This ratio, for example, is 12 in Brazil, 18 in France, 15 in the United 
States, 10 in the UK, and 7 in Japan (Guruz, et aI., 1994: 183; Dundar and Lewis, 
1996: 19). 

Two other points deserve attention at this stage. Besides a faculty shortage in 
general, the problem is even more urgent in some fields such as education, 
economics, management, electronics, biotechnology, molecular biology, 
infonnatics, fotonics, robotics, ceramics and composite materials (Guruz, et al., 
1994: 188). 

Three strategies can be used to solve the problem of faculty shortage: joint 
graduate programmes between advanced and newly established universities, 
providing scholarships for following degree courses abroad, and changing the 
mission of some high ranking universities into elite research institutions. 

As to joint graduate programmes between advanced and newly established 
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universities, the Higher Education Council amended a regulation in 1983 to make .! 

the higher education system more flexible to allow inter-university degrees and 
programmes. Under this regulation, research assistants, especially those working 
at newly established. universities, are allowed to enrolI in the graduate 
programmes of more advanced universities. Only 723 individuals benefited from 
this regulation since 1983. The policy has not been as successful as expected due 
to several reasons: first is the lack of the necessary material conditions, since there 
is no support mechanism designed for students' residence in host universities. 
Given that all advanced universities are located in the largest metropoles of 
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Turkey, it is very costly for students to pay high rents. Second, there is no financial 
aid offered to students to cover expenses incurred in the preparation of their thesis. 
In ~ddition to this, instruction in two of these advanced and most sought-after 
universities (i.e. the Middle East and the Bosphorus Universities) is in English and 
students need to reach the required level of English proficiency. The regulation 
does not specify who has to pay for the tuition in English. Third, there are no 
manadatory provisions in the regulation. As a result, in many newly established 
universities, research assistants are assigned courses to teach and administrators 
are reluctant to provide such an opportunity to their research assistants. 

Concerning the scholarships for degrees abroad, it has widely been 
documented that graduate education has always been weak in Turkish higher 
education institutions. For example, the number of total graduates of Ph.D. 
programmes increased form 805 to 1,352 in 1985 which was much lower than 
the increase in undergraduate enrollment. So, it was obvious that domestic 
institutions were unable to solve the problem of faculty shortage. To remedy this 
problem, the Higher Education Council initiated a policy in 1987 to provide 
scholarships for Masters and Doctoral degrees for research assistants working 
at universities. Since 1987, the number of total students sent abroad for graduate 
degrees increased gradually. By 1995, this number was 3,090. However, the 
approximate monthly cost of a student studying abroad is about SUS 1 ,800 (the 
cost is about one fourth of this in a good Turkish university), which equals to 
an annual cost of $US42 million (Higher Education Council, 1996a: 39). This 
is, no doubt, a very hig~ cost, and the Higher Education Council is now 
considering utilising a number of high ranking local institutions by providing 
them with institutional incentives such as a reduction in intake of undergraduate 
students, and extra funds for research and graduate education. There is also a 
serious proposal to create a two-tier higher education system in which there will 
be some elite research universities (currently no more than 4 or 5) and, the rest 
will be composed of mass teaching institutions. This issue is elaborated further 
in the discussion of organisational and management Issues that the Turkish 
higher education system has to confront. 

Shrinking public resources for higher education funding and the need to 
reform a public funding scheme of higher education 

Although the Higher Education Council was established at the end of 1981 and 
started operating fully thereafter, it was only in 1983 that the higher education 
budget was separated from the general budget of the Ministry of National 
Education and that the Higher Education Council has become an autonomous 
authority responsible for coordinating university budgets. 
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The main source of income for the universities and their affiliated institutions 
is the State subsidy allocated for each fiscal year by Parliament. This sum is based 
on the budget proposals which the Higher Education Council submits through the 
Council of Ministers, and which is arrived at by taking into consideration th~ 
individual budget proposals of the universities themselves. The budget thus 
allocated for each university mainly consists of two parts. infrastructure 
investments and recurrent expenditures. Infrastructure investments are 
.coordinated by the Stat~ Planning Organisation, and it is upon the initial approval 
of this agency that allocations are made for infrastructure investments (Higher 
Education Council, 1996b: 20). It is evident that the system of financing of higher 
education in Turkey is inefficient, based as it is on negotiated, incremental line

'item budgeting. It hardly provides opportunities for wise and efficient use of 
resources, and greatly reduces accountability. For example, in 1993, in a typical 
institution's budget, 62% went to personnel salaries, 10% to other recurrent 
expenditures, 23% to investments, and 5% to transfers (Guruz et aI., 1994: 201). 
The prescription is quite clear: developing a different funding scheme by which 
institutions are allowed to use resources flexibly, and .. in turn, would be held 
accountable. . 

In Turkey, public spending per person in education reached the highest level 
~ver in the history of the modern Republic of $US1l4 in 1993, then dropped to 
$68 in 1996. In the same period, appropriation for education from the national 
budget decreased from 22% to 9.8%. The ratio of appropriation for education to 
GNP dropped from 4% to 3%. The higher education's share of the national budget 
was 4.1% in 1993, and 2.6% in 1996. By the same token, the ratio of higher 
education appropriation to GNP decreased from 0.9% to 0.8% in the same period 
(Higher Education Council, 1996a: 53). 

Public spending per student in fonnal education stayed almost constant from 
1981 to 1990 ($US2,100), and dropped sharply since 1993 ($USI,509in 1996). 
This clearly indicates that the public financing capacity for higher education has 
not kept up with the enrollment increase especially in recent years. As Dundar and 
Lewis (1996) observed, this funding problem has seriously weakened the quality 
of higher education in many respects. 

To tackle this problem, policy-makers have considered diversification of 
funding primarily through cost-sharing with students. 'About 97.5% of all the 
funding for higher education in Turkey currently comes from public funds and 
these funds consume about one-quarter of all public outlays in education. Even as 
a majority of all students in higher education have historically come from middle
and high-income families, there has' been little success in cost-recovery through 
tuition. Higher education is essentially no-ta-low cost and almost totally financed 
by the central government in Turkey' (Dundar and Lewis, 1996: 16). According 
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to 1995 Higher Education Council data, the share of student tuition in total 
university budgets constitutes only 3.5%. 'Although a national tuition policy was 
introduced through legislation in 1984 and such fees could be generated from 
undergraduate students for up to 25% of recurrent expenditures of the university, 
this policy was never implemented' (Dundar anq Lewis, 1996: 17). 

What is even more striking is that the 3.5% income collected through tuition 
fees is primarily spent in subsidising student services rather than for instructional 
purposes. For example, 50% of this income was spent for nutrition, 18% for 
health, 4% for sport, 4% for housing, 4% for cultural activities, and 4% for other 
social services in 1995 (Higher Education Council, 1996b: 57). On top of this 
small amount of tuition, almost 40% of all students receive interest-free loans for 
their payments, 40% receive interest-free credit for personal expenses, and 30% 
live in highly subsidised units. As a result, private rates of return to higher 
education in Turkey are estimated to be very high, much higher than in many 
developing countries (Dundar and Lewis, 1996: 17). The picture is quite clear, and 
cost recovery schemes must be implemented through higher tuition and fees which 
should be close to 20% to 25% of recurrent expenditures as stated in the 1984 
legislation. This becomes even more critical considering the fact that students' 
share of total recurrent expenditures is much higher in other countries comparable 
to Turkey. For example, it was 26% in Chile, 25% in Indonesia, 23% in South 
Korea, 20% in Spain and Israel, 15% in the Philippines, 9% in Taiwan, and 5% 
in India in 1992 (Guruz et aI., 1994: 246). 

As has already been intimated earlier, the funding mechanism for public higher 
education (negotiated, incremental line-item budgeting) in Turkey has to be changed 
to make the system more efficient and accountable. The findings of the Dundar and 
Lewis study (1996) based on an extensive analysis of the system indicate that the 
Turkish higher education is highly inefficient. Guruz et al. (1996) suggest that the 
Turkish higher education system must get away from a highly inefficient funding 
scheme of negotiated, incremental line-item budgeting. Instead they propose that 
university budgets should be simplified by omitting unnecessary details through a 
'lump sum" appropriation scheme. Through this, they state, university 
administrators will become the owners of their budgets, and this would lead to a 
much wiser'use of resources, under some accountability measures supervised by an 
intennediary body, such as the Higher Education Council. 

Organisational and management issues including institutional diversification 

An organigram of the Turkish higher education hierarchy would show the 
Higher Education Council at the very top. The Council is made up of24 members, 
including the presid,ent. This also constitutes the Higher Education Council 
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General Assembly which is the main decision and policy-making body. Among ! 
the 23 members, 8 are selected for the Executive Committee that ensures the I 
execution of policies adopted, and implementation of resolutions passed by the 
General Assembly. Moreover, in order to maintain close cooperation and 
collaboration with the universities, an Inter-university Board and a Rectors' 
Committee function for the coordination and planning of higher education 
policies. Since its inception as the coordinating and supervising body of higher 
education in 1981, the Higher Education Council has always been an issue of 
debate in academic and public as well as political circles. 

In the 1960 Constitution, a purely collegial approach was accepted for 
universities, where the appointment of rectors and deans was made on the basis 
of elections. Some refer to this organisational pattern as 'an academic oligarchy' 
(Clark, 1983). Especially between 1973 and 1980, universities did not effectively 
respond to changes in society, and they became introverted, isolated, and inert. 
The 1981 refonn accepted the principle of the appointment of rectors and deans, 
and did away with elections. As can be expected, the 1981 reform provisions 
concerning such structural changes promoted by the Higher Education Council 
were met with a strong resistance by a sizeable portion of faculty in universities. 

The financing pattern of higher education, as outlined above, involves a heavy 
State involvement in institutional and college-level operations. This, in turn, 
explains another aspect of the Turkish higher education which is dominated by 
State authority - what Clark (1983) refers to as a 'bureaucratic model.' Drawing 
on Clark's typologies, Guruz et al. (1994) conclude that the Turkish higher 
education system is one which is controlled both by State authority (hence, the 
'bureaucratic model') and an academic oligarchy. Taking their cue from Clark's 
'coordination triangle'. whereby a third dimension is market or society (the 
entrepreneurial university), the same authors propose that the Turkish higher 
education system should move in the direction of the market, and adopt the 
entrepreneurial university model. 

As reported earlier, many national higher education systems which were 
traditionally dominated by both state authority and academic oligarchy (such as 
France. Sweden, Austria. Italy, and several institutions in Arab countries) have 
adopted reforms in the direction of decentralisation and institutional 
diversification. thus hoping to make their university systems more aligned with 
market forces. There are several points 'that almost all sim'ilar refonn initiatives 
uniformly accept. First, primarily through flexible funding patterns, universities 
are given more autonomy in institutional and financial operations. Second, while 
shifting a great deal of decision-making to institutional levels, intennediary bodies 
are created to make the institutions more acco1:lntable to society by various 
coordinating, supervision. planning and control strategies. Third, to we:;tken the 
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classical public dominance (which has led to inefficiencies) in higher education, 
institutional diversification is strongly sought either through privatisation or 
pennitting the private and non-governmental institutions to enter into the higher 
education sector. 

All these three provisions are seriously considered in Turkey today. First, there 
are legislative proposals to make the Turkish higher education institutions more 
autonomous in spending the appropriated public funds as well as to have them 
diversify their income sources. Second, the Higher Education Council will 
function as an intennediary body to develop performance and accountability 
measures and to oversee the. system based on social priorities. This requires 
redefinition of the role of the Higher Education Council which is currently 
associated with unnecessary bureaucratic matters. Third, institutional 
diversification is also on the move. The Turkish Parliament has recently legislated 
the establishment of seven private universities, with several other requests for 
permits to set up other such institutions waiting in line. 

As to the institutional diversification, there are also proposals to diversify the 
public higher education by creating a two-tier system out of the current public and 
private institutions. One of the tiers will consist of elite research institutions, and 
the other will be mass teaching institutions. The need has arisen from various 
trends and developments in the Turkish higher education system. On the one hand, 
it is commonly believed that to rely primarily on degrees abroad is not a feasible 
way to solve the critical faculty shortage in universities. Part of the reasons are its 
enonnous monetary cost, and the difficulty of finding qualified people who have 
necessary language skills to study abroad. On the other hand, an important source 
of inefficiency in the Turkish higher education system originates from newly 
established public institutions (Dundar and Lewis, 1996). Furthermore, since all 
universities are treated equally in appropriations of public funds (sometimes 
newly established institutions are indeed favoured over the older ones because of 
their substantial -needs for infrastructure), advanced and highly developed 
institutions lose their highly qualified faculty and research potentiaL 

As Dundar and Lewis stated (1996), all universities (newer or older ones) in 
Turkey unifonnly aspire to the role of teaching and research at the same time. 
However, research, for instance, requires a critical mass of_qualified faculty with 
less teaching load and high expenditures for laboratory and other materials. In 
order to reduce inefficiencies and to respond to the problems stated above, Guruz 
et al. proposed that some older and internationally recognised universities should 
be made 'centers of excellence' with different funding and administrative 
schemes .. They also identified five universities that could carry out this function 
successfully: the Middle East Technical University, Bosphorus University, 
Hacettepe University (primarily in medicine and health sciences), Istanbul 
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Technical University, and Bilkent University. Except for Bilkent University, the 
other four universities are public institutions (Guruz et al., 1994: 238). 

Quality 

Observers of the Turkish higher education system generally agree that 
enraIlment growth between 1980 and 1995 has resulted in a substantial decline in 
quality in many respects: quality of instruction, quality of both undergraduate and 
graduate programmes, quality of faculty, quality of research and publication, 
quality of student services and educational materials, and the quality of physical 
facilities. Dundar and Lewis report the following in this respect: 

'We found, for example, that the average rate offaculty research 
and publication has declined as faculty have been added to the 
expanding number of institutions. We also found that almost all 
facu1ties have assumed a joint undergraduate and graduate 
education mission and that many of the new programs and faculties 
have had very low graduate enroIlments. In several cases, the new 
schools barely had senior academic faculty to staff their 
undergraduate programs to say nothing about staffing their graduate 
programs, Indeed, it does appear that quality has been diminished 
in many institutions ... The quality of faculty and staff has also 
declined as a result of 'poor quality' graduate programs, lack of 
faculty development, and limited opportunities for international 
experience and exchange' (Dundar and Lewis, 1996: 18). 

Part of the reason for a decline in quality is the unplanned growth of public 
higher education in recent years, with as many as 24 new universities being 
established in the early 1990s. On top of declining public funding for higher 
education, there exists a serious waste in the system. For example, there is great 
deal of programme duplication among the universities geographically located in 
close proximity. AIl institutions assume the mission of both undergraduate and 
graduate programmes, as well as teaching and research. As Dundar and Lewis 
(1996) note, resources devoted to administrative and support services exceed the 
resources spared for academic purposes in some institutions (in many institutions, 
the number of administrative and support personnel is higher than the teaching 
staff). 

These quality issues can be partially solved by developing strategies to make 
the system more efficient. For this, some radical strategies should be developed 
to streamline and channel the resources towards some specified strategic 
priorities. A restructuring effort in a pl1:blic institution is instructive in this respect. 
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The Middle East Technical University, under the leadership of its new president, 
initiated a plan to realign the priorities of the university. Priorities of the university 
were defined to strengthen gradu~te programmes. to increase the quality of 
research and publications by some objective indicators that would, in turn, be used 
for faculty promotion. to increase the quality. of instruction through some 
measurable performance indicators. As part of the plan, some seemingly 
inefficient and small undergraduate departments were closed or merged with other 
programmes. A substantial cut in the population of undergraduate students is' 
planned until the year 2000. For wiser use of resources, objective resource 
allocation patterns were developed within the framework of possibilities 
permitted by the present legal structure, and university revolving funds were 
channelled to prespecified areas of research, library, and communications 
infrastructure (Simsek and Aytemiz, 1998). Similar institutional reform efforts 
need to be encouraged and disseminated within other institutions the system. 

Summary and conclusions 

No higher education system is an island, an entity in a vacuum. All higher 
education systems are influenced by national as well as international trends and 
developments. Internationally, new ideas, practices and policies are quickly 
disseminated from one system to another, so that higher education has more 
learning opportunities in today's world than in past decades when national 
boundaries were much more rigidly defined. Besides this international spread of 
trends, each higher education system has also the capacity to produce reform ideas 
by carefully analyzing the anomalies which are developed by country specific 
forces, trends and changes. In other words, both internal and external dynamics 
shape the future ·of higher education. Interestingly enough, similar sorts of 
anomalies have led to similar sorts of prescriptions in the reform efforts of many 
higher education systems in the 1990s. 

In this paper, we attempted to document the challenges facing the Turkish 
higher education system. Our analysis suggests that the nature of these problems 
and issues resonate closely with those that have sparked major refoon initiatives 
in other parts of the world. Among the most important of these are the demand for 
enrollment expansion in the face of declining public resources; inadequate levels 
of teaching staff of high quality; inefficiencies exacerbated by shrinking public 
funding; the need for alternative ways of diversifying revenue sources; the 
problem of extremely tight governmental regulations and bureaucracies in 
the organisation and administration of higher education; and the deterioration 
of quality in many areas. " 
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Policies and strategies to meet these challenges resemble closely those adopted 
in other countries which have faced similar sorts of problems. The general pattern 
of reform moves in the following direction: to strengthen quality without 
sacrificing the demand for quantitative expansion, any further expansion of formal 
four-year university programmes must be curtailed, and excess quotas, as some 
argue, should be channelled to two-year vocational and technical post-secondary 
programmes. Moreover, to strengthen quality, measures must necessarily be 
developed to change the public funding scheme for higher education. Financial 
responsibility must be shifted to institutional levels, intermediary bodies should be 
created to maintain system-wide efficiency and accountability, and the national 
higher education system should be streamlined to overcome duplication. Critical 
faculty shortage can be solved by both utilising degrees abroad programmes and 
expanding the capacity and increasing the quality of graduate programmes 
especially in advanced older universities. Declining public resources for higher 
education can be compensated through cost sharing or cost recovery mechanisms 
(that is, higher tuition rates and fees) as well as easing the regulations to allow 
institutions to aggressively seek external funding. 

To sum up, the worldwide trends in higher education that were outlined in this 
article are generally valid for the present state of higher education in Turkey. It is 
evident that there is a move from quantity to quality, from centralisation to 
decentralisation, from public monopoly to institutional diversification, and from 
public subsidy to cost recovery. 

Hasan Simsek is an associate professor in the Department of Educational Sciences 
at the Faculty of Education, Middle East Technical University, Ankara, Turkey. 
Phone: (312) 2104038; Fax: (312) 210 1254; E-Mail: simsek@tutor.fedu.metu.edu.tr 
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TOWARDS AN INNOVATIVE UNIVERSITY 
IN THE SOUTH? INSTITUTIONALISING EURO
MEDITERRANEAN CO-OPERATION IN RESEARCH, 
TECHNOLOGY AND IDGHER EDUCATION 

JORMA KUlTUNEN 

Abstract - This article deals with the strategies 'of institutionalising scientific, 
technological and educational co-operation in the context of recent Euro
Mediterranean relations. In order to understand the process of creating a new 
kind of Euro-Mediterranean cooperation policy in those areas of activity. it is 
necessary to have a broad view of the social contexts that determine that same 
process. The newest phase of socia-,economic modernisation, what is often 
referred to as the 'information era', is responsible for changing both the concept 
and the institutional structures of international cooperation between universities 
and in the science and technology sectors. One of the key aims of the renewal of 
the co-operation policy before and after the ministerial conference held ~n 
Barcelona 1995 is the promotion of the vision of the innovative university in the 
southern and eastern Mediterranean countries, one that actively responds to the 
needs of the new political economy an'd new strategies of scientific, technological 
and educational cooperation, in the Euro-Mediterranean region. This article 
critically addresses this ideal for the southern university, taking into account the 
fundamental issue of socio-cultural sensitivity, as this is manifest or absent in the 
Barcelona framework. It is argued that the broad consensus that was present 
among the various European and non-European participants of the working 
groups at the Forum Civil Euromed - a consensus that emphasised the gap in the 
southern Mediterranean countries with respect to technology and urziversity
based research - could be said to be the direct result of the way in which these 
'fora' were organised. It is claimed that different voices might emerge, and 
therefore the conceptual basis of cooperation broadened, if participants from 
other sectors of civil society were 10 be involved. 

Introduction 

IIcientific. technological and educational interaction between Europe and the 
southern and eastern Mediterranean world has been extensive throughout the long 
colonial period as well as during the first decades following the achievement of 
independence of states in the region. This interaction has been mainly marked by 
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asymmetrical relations, with European ideas about science and education being 
used as a modernising strategy by colonies or nation states. 

The focus on asymmetrical patterns of interaction, together with the 
conceptualisations that underlie such relations, are, however, too limited in scope 
when one considers the situation over a longer historical perspective. We may, for 
instance, refer to the golden era of philosophytarid science in the Arabo-islamic 
world during the Middle Ages. The tmnslations and comments of classic 
Hellenistic science made by such figures like Ibn Sina (Avicenna) were passed on 
to European researchers. The impact of the Arabic-speaking world on the birth of 
modern empirical science and scientific-technological culture at large has been 
crucial (Goichon, 1969; Lindberg, 1978). Moreover, as noted also by Sultana 
(1999) in his article in this issue, the institutional history of higher learning is 
generally much longer along the southern rather than the northern shore of the 
Mediterranean. The transfer of knowledge, in this perspective, followed rather 
more a south-north rather than a north-south trajectory. 

The eurocentric view of the history of 'Western' science and technology lacks 
cultural sensitivity towards the early institutionalisation of higher education and 
scientific studies in the Arabo-islamic or, more widely, in the oriental world. The 
issue of socio-cultural awareness in scientific, technological and educational co
operation between European and Arabo-islamic Mediterranean states has a long 
history, and one can indeed tease out continuit,ies between that tradition and the 
contemporary world. Such continuities can be postulated despite the foapid changes 
brought about by the globalising economy and its effec.ts on the international system. 
At the same time, though, we have to have an open mind in order to discern the 
relevant changes in the structures and patterns of interaction and co-operation 
between the north and the south. It is necessary to keep in mind such complexities 
if we are to understand the state and the nature of co-operative relations in the areas 
of research, technology and education (hereafter referred to as RTE) and the 
challenges that have to be faced in the present-day Euro-Mediterranean context. 

My focus will be specifically on the more recent developments in the co
operative structures ofRTE in the E~ro-Mediterranean region. In doing that, I will 
attempt not to lose sight of the continuity that marks scientific interaction in the 
region, despite the fact that the concern is with changing structures. Operationally 
this will mean a mOd'erately critical stance towards current eurocentrism and the 
ahistorical ways in which RTE co-operation is both conceptualised and 
institutionalised. Such an epistemological starting point will also keep at bay an 
unreflective and sceptical attitude towards new possibilities for socio-culturally 
sensitive and sustainable institutionalisation of RTE co-operation. 

If we are to understand how a new kind of Euro-Mediterranean RTE 
cooperation policy can be developed and implemented, it is essentiai to keep a 
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broad outlook on the changing international scene. The newest phase of socio
economic modernisation - what is often referred to as the information era - is 
changing both the concept and the institutional structures of the major institutions 
of higher learning. Indeed, one could argue that the ministerial conference held in 
Barcelona in 1995, when focusing on RTE co-operation policies. had the 
innovative managerial, financial and pedagogical structures of the universities in 
the Mediterranean Arab countries keenly in mind. Obviously, this begs the 
question regarding the extent to which such RTE co-operation policies are marked 
by socio-cultural awareness, and whether the ideals projected for the university as 
an idea are congruent with different socio-r:;ultural realities. 

A road to a multilateral co-operation concept 

As has been noted in several discussions and publications (e.g. Melasuo, 1995; 
Turunen, 1996), the Barcelona meeting has been regarded as an important turning 
point in the history of political, economic and (perhaps also) cultural relations 
between the European Union and the twelve non-member countries in the Southern 
and South-Eastern Mediterranean. Specifically, the meeting brought to a head the 
process of change in the EU's Mediterranean policy, a change that had commenced 
in the latter part of the 1980s. One of the most important challenges in that process 
has been the end of Cold War, since it made possible the strengthening of EU 
integration -with Eastern Europe and gave a new strategic meaning to North Africa 
and the Middle East as a 'neighbourhood' area for an expanding EU macro region 
(Lorca and Nunez, 1993; Smith and Lahteenmaki, 1998). 

The Barcelona declaration and its preparatory EU documents show us that the 
European Union as well as its partner countries acknowledge the crucial 
importance of RTE co-operation in the Barcelona process (Kuitunen, 1997). The 
partnership programme aims at launching a new generation of co-operation 
programmes ,under the comprehensive policy of Euro"-Mediterranean 
relationships. This has facilitated the birth and growth of many other activities 
outside the immediate patronage of the EU administration. 

De·spite many encouraging initiatives, the launching of new co-operative 
activities in. the fields of RTE seem to be more difficult than was thought. 
Simultaneously, the pressure towards realising concrete positive results is 
increasing. This fact is evident in the Eura-Mediterranean partnership at large. The 
basic question is how to create new forms of co-operation despite the many 
obstacles that exist, many of which are directly related to momentous political, 
economic and cultural issues - such as the complex matter of the Middle East 
peace process. 
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This overall situation renders the institutionalisation of co-operation - together 
with the sensitivity towards the socio-cultural context on which such co-operation 
is based - major areas of concern for the future of the Barcelona process. This 
c1early is relevant to the area of RTE co-operation as well. For example, it can be 
suggested that the' science poIic'y dimension of the Euro-Mediterranean co
operation policy has been strongly based on the general lines of the science and 
t.echnology policy of the EU. If this is the case, then the crucial question is how 
to build co-operation practices which are socio-culturalIy more in tune with the 
specific contexts of the Mediterranean region - in other words, the challenge is 
how to construct a specific Euro-Mediterranean policy of research and education' 
co-operation that is organic to the prevailing situation. In fact this tendency 
towards a regional co-operation concept has gradually increased in the short 
history of RTE cooperation between the European Community and the 
Mediterranean South. 

The bilateral system of financial and technical aid, - one that involves scientific 
and technological components as well- has, since 1978-, been the main framework 
throughout which the EU regulated its relations with developing countries 
(European Commission, 1994). The special focus on scientific and technological 
development cooperation took off when the Science and Technology for 
Development (STD) programme was started. In the STD programmes (1982-
1994), the Mediterranean region was just one geographical area among many, 
with co-operation agreements reflecting a more general policy that had no regional 
specifications apart from some flexibility in country by country agreements. An 
important step towards a' region-specific system of cooperation was taken when 
the ICS (International Scientific Cooperation) programme was established in 
1984. It focused geographically on the newly industrialised. developing countries 
in Asia, Latin America and the Mediterranean region. The European Union has 
strengthened the economic interaction and development co-operation with those 
areas and scientific and technological interaction has been one aspect of this 
general trend. 

During the 19905, a multilateral and regional approach to Euro-Mediterranean 
co-operation has been introduced in parallel to, and supporting, the dimension of 
bilateral structures, The development of a regional approach and the multilateral 
MED-programmes reflecting this - programmes such as Med-Invest, Med-Urbs, 
Med-Media, Med-Campus, Med-A vicenne - have led up to the Barcelona 
framework, where key elements have been a focused approach to the southern 
and eastern Mediterranean countries as a whole, and regional integration inside 
the area. 

The turn towards a regional approach to Mediterranean co-operation could be 
said to have started fonnally in 1992, as a result of several transfonnations in the 
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working environment of the international community. In point of fact, the process 
towards a 'New Mediterranean policy' and even towards Eure-Mediterranean 
partnership goes back to the latter part of the 1980s, soon after the northern 
Mediterranean states of Spain, Greece and Portugal joined the Community. 
According to the guidelines of EU's Ministerial Council at the end of 1985, the 

, priority areas of the reform process were to be the promotion of local food 
production as well as the widening of industrial, scientific and technological co

. operation, which were to also include the mutual integration of southern 
Mediterranean countries (Niblock, 1997: 122-123). 

Scientific and technological co-operation has therefore been regarded as one 
of the principal strategies in promoting socia-economic development in southern 
and eastern Mediterranean countries and making the Mediterranean co-operation 
policy 'more efficient. The pressure for policy refonn has increased after the poor 
economic perfonna.nce of many Arab countries in the mid- and late 1980s, as well 
as due to the radical geopolitical transfonnations taking place at that time. Both 
economic and .security aspects as well as poor results of the fonner Mediterranean 
policy gave evidence of the great need for reform. By launching Med
programmes, including those focusing on university networking (Med-Campus) 
and research and technology (Med-Avicenne), the EU wanted to construct a new 
kind of cooperative structure and to test its implementative instruments in practice 
before confirming a major reform of the overall framework. The gradual shift 
towards a more comprehensive politicisation of s9cio-economic relations in the 
Euro-Mediterranean region? and the increasing importance given by Europe 
towards the development of a Mediterranean policy, can be seen as a general trend 
behind the process of this renewal (see Lahteenmaki and Smith, 1998; 
Linjakumpu, 1995)., 

Mediterranean university co-operation within the framework of Med-Campus 
was divided into four thematic areas. These included (1) regional, social and 
economic development, (2) management in private and public enterprises, (3) 
environmental management, arid (4) cultural exchange. There were a number of 
conditions which had to be fulfilled in order for a country to benefit from financial 
support. Joint projects were only possible, for instance. in countries which had 
adopted liberal market politics, and in situations which were marked by 
institutional stability. There had to be ongoing development projects which could 
benefit from the new expertise offered by the co-operation agreement. Such 
conditionalities clearly indicate that university and higher education co-operation 
was closely linked to a policy of structural adjustment. Such a conclusion is also 
warranted because the university courses that were generated focused on themes 
which generally have direct or indirect effects on the development of modern 
socio-ecoilOmic infrastructures. Due to the direct relevance of co-operation in the 
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science and technology areas in promoting development, the programme Med
A vicenne had an even more rigorous connection to the aforementioned goal of 
structural adjustment. 

We may therefore conclude that the decentralised Med-programmes 
foreshadowed the spirit of the Barcelona process. The strengthening of the science 
and education policy dimension has been one strategic element of that process. 
Due to administrative problems, however, many of these programmes were 
tenninated soon after" the Barcelona meeting. After a long delay, Med-Campus 
was given a new lease of life in 1998. Med-Avicenne disappeared from the scene 
in 1994, when it was merged with a new programme of international scientific and 
technological co-operation between EU and third countries (INCa). 

Following the Barcelona conference, the INCa programme was established in 
order to co-ordinate all the EU's scientific and technological co-operation with 
third countries, one section of which is developing countries (INCa-DC). INCa 
belongs to the EU's framework programme of research and technological 
development. As with co-operation in tenns of the framework programme in 
general, the INCa-DC is based on a multilateral system. In other words, the joint 
projects are not organised in tenns of bilateral governmental agreements but in a 
more flexible way between university departments or research institutes and 
enterprises from three or more partner countries. The national priority areas are, 
however, agreed upon in negotiations with developing countries. 

The thematic focus of INCa-DC has been on four areas:' sustainable 
management of renewable natural resources, improvement of agricultural and 
agro-industrial production, health issues, and other areas of mutual interest. The 
last part has increasingly been directed to co-operation in infonnation and 
communication technology, but non-nuclear energy, biotechnologies as well as 
material and production technologies have also been supported. 

Despite the growing differences between third world countries, INCa-DC has 
not been specified geographicaUy to the southern Mediterranean 'or any other 
developing regions. The Monitoring Committee of Euro-Mediterranean RTD co
operation has considered this to hinder efficient co-operation. As a result. a special 
INCa-MED programme has been launched in the fifth framework programme. 

More important than INCa's operational modes is, naturally, the overall co
operation policy and politics behind its implementative structures. As a whole, 
INCa is clearly detennined by the EU's RTD co-operation policy in general, the aim 
of which is to strengthen the European scientific and technological base and, through 
it, to promote industrial competitiveness in a global economy. INCO is structured 
around the idea that international scientific and technological co-operation is an 
increasingly important condition for economic vitality and, moreover, that the 
increasing co-operation between the EU countries is not sufficient for that purpose. 
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Information technology has become one of the main areas of co-operation 
between the ED and developing countries. As explained in the five year 
assessment of the INCO programme, the aim is to integrate developing countries 
- and especially the rising economies of the newly industrialised ones - into the 
global information society by increasing their information technology expertise, 
productive capacity ,and regional networking (European Commission, 1997). This 
policy of co-operation can be ,seen as useful both for local employment and 
development aims and for European information technology corporations. It is 
assumed that co-operation will increase understanding of the socio-economic, 
political and institutional environment in developing societies and the conditions 
of technology transfer to them. In addition to this, a greater awareness and 
understanding of the global information society contributes to a deeper 
commitment to technology on the part of key actors in a developing country. This 
line of argument may, at first sight, appear to be merely rhetorical, with the intent 
being to encourage .European enterpris'es to invest in the possibilities of 
multilateral co-operation. But the logic behind the argument also reflects deeper 
changes in the interaction patterns of science and technology on the global scene. 

Science, technology and developing countries in the era of 
global changes 

Global enterprises have not only brought their production to newly 
industrialised countries but also dispersed some of their RTD activities in them. 
The opening markets for high technology products in the developing world 
presuppose \sufficient local knowledge about technology as well as a 
consciousness of the economic and societal functions of research and of the need 
for the development of appropriately"qualified human tesources. The globalisation 
of RID is one aspect of a more general shift towaras the vision of a global 
information society, expectations of profit connected to it, and new kinds of co
operation activities between North and South. It is evident that the EU countries 
do not want to 'lose' these trends if their aim is to promote the development of 
their industrial base and to help launch new useful modes of co-operation. 
According to the prevalent ideology in this regard, this is also what the developing 
countries need if they want to lessen their economic and social problems and to 
benefit from global trends. 

The INCa programme, like the EU's other RTD programmes, is essentially 
the result of these kind of trends. The RTD co-operation system of the EU is 
adapting itself to the restructuring of the international political and economic order 
after the cold war. -r:-he increasing differentiation of the third world is one result 
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of such radical changes. Many of the developing countries and newly 
industrialised states have increasingly integrated themselves into the global 
economy by transforming their economic policy from import substitution and 
strong public governance to export oriented free trade and privatisation of state 
functions. As mentioned by Shinn et at. (1997: 18), this turn towards a new 
paradigm of development is closely connected to globally oriented techno
economic frontiers of telecommunication, microelectronics, infonnatics, new 
materials, and biotechnology. 

Many countries in Latin America and in South-Eastern Asia (,Asian tigers' as 
well as China and India) have, since the 1970s; systematically developed their 
scientific and technological equipment, as well as their scientific staff and their 
policy for science and technology. This trend has followed the lines of 'science and 
technology for development' thinking and can to some degree also be discerned in 
Arab countries. In the process of global transformations, the expansion of higher 
education and progress in scientific capacity have appeared to be an important 
usable resource. Through the globalisation of norms in research and education 
policy as well as through giving space for other institutional renewal, the developing 
countries can essentially better their chances to integrate themselves in the global 
economy (Shinn etal., 1997). However, in the case of Arab countries, many experts 
of science policy have seen structural problems whi~h have been detrimental to the 
prerequisites for scientific and technological capacity and its efficient use in societal 
development (AI-Hassan, 1979; Zahlan, 1980; Khasawnih, 1986; Daghestani, 1993; 
Qasem, 1996, 1998a, 1999; cf. also Workshop, 1996). Many of these evaluations are 
not very up-to-date and significant changes are possible. For example, the rapid 
privatisation of the Jordanian university sector during the last few years is one 
instance of the opening up to structural change (with its positive or negative results 
for the various segments of society). 

The preconditions for taking part in the global economy, which are 
increasingly and evidently dividing the third world countries into developing and 
declining ones, are increasingly seen to be dependent on scientific and 
technological capacity and ability to adapt research and education systems to the 
new demands of the global environment. For example, it has been regarded crucial 
that developing countries have the ability and willingness to adopt a new 
conception of technological innovation and new kinds of institutional interactio.ns 
between academic research community, public governance and private enterprises 
(in the studies of science and technology policy this has often been called 'triple 
helix' - see, for instance, Etzkowitz and Leydesdorf, 1995). A few developing 
countries with strong scientific capacity have shown this kind of will and ability. 
Tbis seems to be closely connected to the early institutionalisation of strong 
research centres, science policy organs as well as to the establishment of a research 
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community of science policy studies and educational degrees in science and 
technology management (Shinn et al., 1997). Unlike some countries with either 
a Muslim majority or a significant Muslim minority in the Far East, Arab countries 
seem to have been slow to give ·strong political priority to science policy or 
institutional support to systematic studies of science policy as a complex 
phenomenon, despite the fact that science policy organs were the subject of 
institutionalisation relatively early. 

From the overview above, we can draw the conclusion that there is a common 
political consensus about the new structure of co-operative activities between 
developed and dynamic developing countries. They use a common language about 
science and technology as a precondition for economic success and integration in 
the global economic space. This will provide new possibilities for international 
scientific and technological co-operation as compared to the policy of self-reliant 
development and demand for structural reformation towards a more just world 
which was inspired by dependency thinking and its tendency towards political 
criticism. It is important to note that referring to those new possibilities is not a 
normative commitment to the trend as such but is rather an analytic remark. In 
order to make a normative evaluation in terms of democratic principles one could 
ask,for example, (I) how comprehensive the poliiical consensus is in the society 
at large? (2) What are the short and long-tenn effects of the new policy on large 
segments of ordinary people? and (3) To what degree has a working balance 
between global and local been found? 

The new consensus of science policy and partnership between North and South 
is strongly accompanied by a general change of the development thinking in 
international and national fora. The common voc\abulary of. development co
operation is neither- modernisation in its conventional mode nor dependency 
tenets. Instead, it is closely connected to a normative construction of a global 
information technology-based society and a neoliberal politico-economic 
philosophy underpinning it. The neoliberalistic turn has given rise to a new 
interpretation of relevant societal facts, purposes and practices in almost all 
sectors of society and the international community (Rothenberg, 1984). What is 
most important, neoliberalism is an effective ingredient in the change of political 
and economic climate in which the capitalist system has reacted to the world-wide 
economic crisis since the first part of the 1970s and gradually rejected the 
combination of Key ne si an macro economic policy and compensative social policy 
typical to the welfare state. In other words, neoliberalism has offered political 
legitimacy for societal change away from the mass production system of the 
welfare state, towards the information society and its different conception of the 
state. The new policy of information society has given more space to the logic of 
market forces on the local, national, macro regional and global level. 
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The neoliberal turn is also evident in North-South relations and in the role of 
developing countries therein. Changing conceptions of economy and government 
in society as well as in international community have been legitimated by referring 
to changing realities and to new interpretations of such essentially nonnative 
concepts as freedom, rights, justice, and democracy (Boreus, 1997). Accordingly, 
the explanations for the uneven global development have changed radically. 
UnHke the propositions of both modernisation theories on the one hand, and 
dependency theories on the other - both of which put emphasis on the aid coming 
from international community to the developing countries - neoliberal thinking 
focuses on the internal structures of a poor country. According to the neoliberal 
programme, financial aid should be conditional to institutional modernisation in 
which privatisation of the state sector, opening the markets for foreign trade and 
development of needed infrastructure for foreign investments should be realised. 
Societal reforms concerning the productive sector, together with those concerning 
many purely government-driven social sectors like health and education, ru:e to be 
realised with the support of the dynamic private sector rather than through public 
planning \ and finance. These are basically the same prescriptions which are 
generally meted out to economies in the developed world. 

It has become evident enough that neoliberal development philosophy is 
closely connected to changes towards the information society and its innovation
based economy. The analysis proposed by van Audenhove and his colleagues 
(1999) about Africa's Information Society Initiative adopted by the UN Economic 
Commission for Africa in 1996, refers strongly to the conclusion that the Western 
information society paradigm has shifted to developing countries without 
sufficiently problematising its institutional presuppositions and societal 
relevance. The same argumentative strategy about the positive effects of 
privatisation of the communication sector in 'society and investments in the 
telecommunication infrastructure is used as in Western countries. Moreover, 
powerful international orga!1isations an~ multinational enterprises have many 
possibilities to realise their policies according to the logic of this kind of argument. 
I agree with the authors that the capability and need of socio-cultural evaluation 
of the role of information technology in the national policy of a developing 
country will become a crucial issue. 

In dealing with that issue, it is important to note that information technology 
is not just a sector among technological innovation activities but a very compelling 
techno-economic and socio-cultural paradigm. As Manuel Castells (1996) has 
shown in his broad analysis of changes towards global informational society, the 
information paradigm has led to the rising global network economy on which the 
competitiveness of local, national and macro regional economies are increasingly 
seen to depend. That is why this paradigm has so strong a normative and political 
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appea\. It is comparable to the Fordist model of mass industrialism which was the 
dominant techno-economic paradigm of the welfare state period. 

Thus far, I have attempted to give an account of global changes and their 
effects on North-South relations in scientific, technological and (to a lesser 
degree) educational co-operation. It is crucial for the purposes of this paper to see 
how the trends that have been identified will help us understand the science policy 
dimension of the Euro-Mediterranean partnership framework. The role of science 
and technology in the globalisation processes and changes in the international 
political economy are major detenninants of RTE co-operation policy in the 
Mediterranean basin as well. In trying to demonstrate this I will turn, in the 
following sections, to the analysis of the co-operative policy of various sectors of 
civil society in the Euro-Mediterranean area. 

The co-operative thinking of Enro-Mediterranean civil 
society actors 

A major new aspect of Mediterranean policy in the Euro-Mediterranean 
partnership framework was that civil society was regarded as essential to the 
promotion of the Barcelona process. This represents a qualitative change from the 
past. As fonner vice- president of the European Commission Manuel Marin said 
in 1996, this shift basically reflected a concern with the question of legitimacy. It 
became clear that the institutionalisation of widening Euro-Mediterranean co
operation could not be sustained unless it received the support of - and was 
actually implemented by - a wide range of representatives from partner societies. 

The civil society conference has been a visible counterpart of the ministerial 
meeting in Barcelona as well as of the follow up conferences in Malta (1997) and 
Stuttgart (1999). Several other Euro:Mediterranean meetings have also seen the 
active participatjon of civil society actors. In this context I will concentrate on the 
important meeting of Forum Civil Euromed (hereafter 'Civil forum') which was 
organised immediately after the ministerial conference in Barcelona. The meeting 
was sponsored by the European Commission, Spain's foreign ministry, and 
UNESCO. Operational preparation and management was carried out by a Spanish 
institute dealing with Euro-Mediterranean interaction (Institut Catah'i del la 
Mediterrania d'Estudis i Cooperaci6). 

The Civil forum gathered together about 1200 representatives from business, 
universities, trade unions, arts and other sectors of society. The meeting was held 
in, the 'high spirit of Barcelona' in which strong, optimism about opening a new 
era in the Euro-Mediterranean relations was typical. The Civil forum organised 
the discussion on ways to promote Buro-Mediterranean partnership aromid eleven 
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thematic sessions ('working fora') extensively reflecting social, economic and 
cultural dimensions of co-operation. Many fora addressed issues related to 
research, technology and higher education. The working groups that focused most 
directly on these issues were the ones dedicated to 'Technology and co-operation' 
as well as 'Universities and research', In addition, the forum on 'Investments' 
spoke much about educational development and co-operation. Due to limited 
space and many simi1arities between the fora, I shall only give an account of, and 
attempt to analyse, the discussions that developed in the first two fora. The overall 
aim behind this is to unravel the way Euro-Mediterranean RTE co-operation was 
conceptualised and, moreover, to understand such a process as a region-specific 
version of more general trends. 

From the methodological point of view it is important to highlight the fact that 
the sessions of the Civil forum represented different actors and interests of 
significant segments of civil society in the Northern and South-Eastern 
Mediterranean. Actors from, say, the business or university world, have specific 
and often contrasting ways of conceptualising and articulating phenomena, that is 
to say, they have their own ways of 'seeing' and interpreting meaningful facts 
about the world, a.nd represent nonns according to the way they are accustome<;l 
to organise their own professional activities. 

It is important to delve a little deeper into this methodological point by 
focusing on the forum dedicated to 'Universities and research'. This workshop 
gathered together representatives from the academic world in the region. Of 91 
participants, an overwhelming majority came from European universities, with 
only about ten coming from North African or Middle Eastern universities and 
research institutes. There were also experts from the European Commission and 
key personnel from the Mediterranean university networks· (the Community of 
Mediterranean Universities and the University of the Mediterranean) as well as a 
few Med-Campus co-ordinators from a number bf European universit~es. This 
forum, therefore, was made up of very experienced people reflecting a high level 
of expertise in Mediterranean research and university co-.operation. Compared to 
the official rhetoric of the Barcelona declaration, the focus on what actors have to 
say about the concept of co-operation can lead to a more concrete analysis of the 
promise and pitfalls of co-operation in the region. 

The report of the Civil forum meeting in Barcelona (F6rum Civil Euromed 
1996), which is used as it source (and to which I shall refer only by page numbers), 
is comprehensive and written with care. It is clear, however, that the report could 
not possibly mirror every voice that was raised during the discussions at the fora. 
Rather, it reflects the organisational logic that underpinned the meeting, as well 
as the thematic and procedural choices and interpretations made by the 
co-ordinators and secretaries in relati.on to the discussions as well as to the 
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conclusions of each session. As with any other well-organised meeting, the Civil 
forum and its report were produced in a specific way. and 'Such a production cannot 
be strictly separated from the official results of the conference. 

Technological cooperation 

'The Mediterranean must plot a path towards tomorrow's 
infonnation society - that takes into account the realities and 
necessities of the region - as the rest of the world is doing. 
Geographic proximity will only be converted into vital cultural and 
ec~nomi<: proximity when there are communications structures and 
infrastructures that make it possible, and society has integrated this 
technolol,'Y into its culture.' (F6rum Civil Euromed, 1996: 119) 

'Intensification of Euro-Mediterranean exchanges and access to 
the nascent information society will be facilitated by more efficient 
information and communication infrastructures.' (Work 
programme of the Barcelona declaration) 

As the above quotations suggest, the point of departure in the technology 
forum is the importance of new information and communication technology in a 
process of transformation towards the knowledge and information society. Like 
the Barcelona declaration and its work programme, the forum takes this socio
economic and cultural scenario as a common challenge for the Euro
Mediterranean region. Moving to a more operational level, the forum emphasises 
that the success of supranational co-operation will depend on the will and ability 
of par~ners to agre~ on specified common targets for co-operation activities 
(p.120). Those.targets and suggestions of concrete projects were produced mainly 
by actor-specific views of businesses in telecommunication and health 
technology. Of 97 participants, 15 came from Arab partner countries. 

In specifying the crucial role of telecommunications in the EUi"O
Mediterranean transformation towards the information society and ways to 
institutionalise co-operation in that frontier of new technology, the forum refers 
to the same priority areas as those highlighted in the Barcelona declaration: 
regulation and standardisation of telecommunication networks, regional 
infrastructures and their connections to European networks, and access to services 
in the most important fields of application (p.122). This similarity demonstrates 
the fact that, concerning information technology co-operation, the forum and the 
Barcelona framework represent the same agents or at least a common frame of 
thoughts. However, the Civil forum discussions permits us to get'a much more 
comprehensive view on that frame. ' 

167 



The specific proposals for developing the Euro-Mediterranean infrastructure 
in telecommunications arose from two basic issues: the .highly uneven 
development of the infrastructure and ways to promote joint activities among a11 
relevant actors. The key question was the latter one - namely ,the efficient 
institutionalisation of co-operation. It was the topic in which the technology forum 
made both sophisticated conceptualisations and relevant concrete 
recommendations. 

'Through the proposals for concrete action the forum aims at 
creating co-operation mechanisms which will ensure continuity, 
systematic evaluation, and realisation oflong-tenn objectives .. This 
was the idea in suggesting, among other things, the development of 
Mediterranean telecommunication partnership and preliminary 
platforms for co-operation which could make proposals for 
common technical standards, the interoperability of networks, and 
co-operation in research and technical development strategy or, on 
the other hand, deal with broader conditions of co-operation like 
liberalisation of markets' (p.125). 

For the technology forum, the institutionalisation of Mediterranean co
operation is a long-tenn and gradual process (pp.129-130). At first, it is necessary 
to have personal contacts which will help to build up mutual understanding and 
confidence between the participants and future associates (as the technology 
forum remarks, the F6rum Civil Euromed had this very function). The next step 
is to identify areas of common activity and acquire detailed infonnation on the 
partners as well as the competitive advantages of each of them. Only on this basis 
is it possible (to establish the goals of co-operation, in order to work cooperatively 
in the definition, realisation and evaluation of the project' (p.130). 

Concerning services and applications, the thoughts of the technology forum 
were focused primarily on ~uman resource development and its essential role in 
the development of an information society in the southern and eastern 
Mediterranean. In addition to that, the issue of socio-cultural responsiveness was 
regarded as an important one. The forum felt that the heterogeneity o~ the Euro
Mediterranean region (i.e. the technological development gap) should not only 
mean the simple needs of technology transfer but a much broader reflection 
process and evaluation of differences which would enable the creation of genuine 
networking of people and organisations. In developing education and training in 
information technology, it was vital, according to the forum, to take into account 
the special ties and experiences of all partners and encourage multi-disciplinary 
and multi-institutional association projects (e.g. between universities and 
technological innovation centres). The forum also made (pp.126,128) many 
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concrete proposals concerning the use of infonnation technology in education and 
training at all educational levels, hence promoting a broad societal basis for 
understanding technological innovation. 

The technology forum emphasised that technological systems cannot be 
transferred to different socio-cultural environments without adequate cultural 
awareness and expertise. By highlighting this point, the forum . underscored its 
agreement with the criticisms that h~ve often been made regarding technical 
development aid. Several instances have shown the extent to which Western 
expertise has failed to bring about long-tenn development in social, economic and 
technical infrastructure unless there was a strong collaboration with local actors, 
and unless the latters' cultural knowledge was respected. Such an approach is very 
much in line with the perspectives adopted by structural dependency theory, 
which stateS that technology transfer carries with it the transfer of the socio
cultural codes that underpin it (Morehouse, 1978179; Rahman, 1978179). [fthis is 
not taken into account, the friction of different socio-cultural frames will destroy 
or lessen the continuity of co-operation and its overall results. 

This wisdom was constitutive of the proposals of the technology forum 
concerning co-operation in health technology (pp.134-135, 138). The use of 
(European) knowledge and expertise in the development of medical services in the 
South presupposes the close participation of local officials. According to the 
forum, it is not enough to transfer medical technology and models of evaluation 
of medical services. Rather, it is also necessary to promote the relevant cultural 
values that go along with them. This was operationalised through a proposal which 
aimed at organising exchange of experts and training for medical service officials 
in the South. 

Despite the thoughtful manner in which the institutionalisation of co-operation 
was conceptualised at the forum, it can still be said that the model 'adopted 
betrayed cultural asymmetry. Socio-cultural responsiveness and partnership with 
local actors is needed not only to enable the transfer of technology as such, but also 
to adapt its necessary cultural frame to local environment. The best agents of this 
acculturation process are not the Western consultants but the local people 
themselves. They can be encouraged to conceptualise the conditions of co
operation in a socio-culturally reflective way and, thus, promote long-tenn 
structural institutionalisation and continuity of co-operation. 

The structural acculturation and institutionalisation of partnership is a highly 
critical issue for the success of the Barcelona proce~s. For the, technology forum 
the previously implicit aim has now been made explicit - it is the scientific and 
technological culture and the efficient institutions that support such a culture that 
must be transferred, and not merely their products. The· development of RTE 
capacity and a new kind of comprehensive culture of innovation is a principal 
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instrument in the society that is oriented towards information, and which is in a 
process of transformation towards a neoliberal framework. In t~e end, however, 
we could ask: how has this scenario of meaningful reality been chosen and are 
there any alternatives in realising it? 

University and research cooperation 

The highly academic university forum is self-interested enough to underline the 
essential role of universities in the social and economic development ofa knowledge 
society. But under the surface there seems to be some uncertainty about the identity 
of universities in the increasingly demanding environment they have to operate in. 
As we know, universities have traditionally been seen as autonomous and self
organised communities of scholars in which teachers and researchers have great 
freedom to focus on seeking new knowledge without outside demands of immediate 
practical applications. Up to the recent past, it was sufficient for society and state -
as major patrons of universities - to ~elieve that academic learning and scientific 
knowledge were useful in the long run. Although this image of the university does 
not reflect the actual situation and is - as a reflection of reality - rather more of a 
myth, it is not wise to deny its effects on the thinking of academics. Neither is its 
normative relevance and continuity to be underestimated. 

In raising this issue I want to highlight the actual challenges and difficulties 
that must be faced to find a well-functioning balance between traditional elements 
and th~ modernisation tendencies that surround universities. The un~asy 
transformation from the more or less traditional university concept to an 
innovative and entrepreneurial one is a global trend and it was the major frame of 
thought at the Civil forum as well. The basic question of the university forum was: 
how does one institutionalise an innovative university in the Mediterranean south 
and, additionally, how does one organi'se co-operation policies and practices that 
promote this aim? This is a special case of a more widespread need to find a 
balance between traditional university structures and new demands between 
the local and the global. 

As with the technology forum, the problems of the southern university 
institutions and research work as well their backwardness in relation to the current 
European norms was a main issue behi.nd the co-operative thinking of the 
university forum. How these problems were interpreted has a crucial meaning 
for the conceptua1isations of Euro-Mediterranean co-operation of higher 
education and research. Thus, it is reasonable to focus first on this issue and then 
move to the second part of analysis concerning the forum's thinking about 
institutionalisation of university and research partnerships. 
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Before dealing with that, it would be useful to clarify the issue of the 
'europeanisation' of the concepts of university co-operation. Although a relatively 
small minority of participants came from Arab countries, we cannot claim that the 
thinking ofthe forum was totally organised by European perspectives - that would 
be tantamount to saying that the Arab participants did not have had any significant 
impact on the ways problems and proposals were interpreted and articulated. On 
the contrary, it is my belief that Arab perspectives did have a constitutive effect 
on the conclusions of the forum, particularly by virtue of their first-hand 
experience and knowledge of academic structures and cultures in the South. 
However, this does not deny the importance of the European and global trends in 
the discussions at the forum. It was clear that the referent and basis for an 
interpretative consensus during the discussion was the idea of the modernising 
university, one steeped in a culture o·f global innovation. As such, the academic 
forum worked completely in the spirit of neoliberal structural modernisation 
typical of all the Barcelona framework. Therefore, when speaking about the 
modes of dec.entralised co-operation in research and higher learning, the forum 
stares: 

'All these actions should be conducted with the objective of 
modernising the economic and social structures of the southern 
Mediterranean countries, increasing their capacity for innovation 
and their competitiveness and improving their possibilities of 
adaptation to the conditions oftlie world market.' (p.166) 

The modern innovative university - or rather, a visionary construction of it 
produced by recent discussion about reform of higher education - worked as a 
frame of reference o~the university forum reflecting mainly the consensus of those 
of 'us' in the North. The conceptualisation of the problems of 'them' in the South 
can bee seen as the other side of the coin. Those features in the southern 
universities which will not suit 'our' norms are easily interpreted as 'problems'. 
It is then possible that. the problems are not conceptualised in relation to the socio
cultural environment from which they hail. Rather, the difference as such may 
sometimes give a sufficient reason to the specification of what is, indeed, a 
'problem'. This tendency has been referred to as 'otherness' in certain discussions 
of the relations between European and Arabic-Islamic cultures. 

From the modernisation perspective adopted at the forum on universities, the 
strict dualism between northern and southern universities appears as essential and 
constitutive of the discourse. Although the northern universities (i.e. 'our' 
institutions) evidently have a long way to go in developing their practices towards· 
an innovative university culture, the critical eyes of the forum looked at the 
failings of the southern university institutes alone: 
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Their structures of action have not been sufficiently modernised. 
Their resources are still poor. 
They are too closed in relation to their own societies as well as to universities 
abroad. 
They have been obliged to fight problems produced by a one-sided policy of 
democratisation and massive expansion. 
Their quantitative explosion has happened mostly without clarified and 
internationally up-ta-date picture of the mission of higher education in society 
The perfonnance of their research activities has been low, the research has not 
given enough support to teaching and, moreover, the studies has been oriented 
thematically too much to the internal issues of their societies or culture at large 
especially in the social sciences. . 
They have worked without a co-ordinated research policy and, as a result, the 
research work has not focused on societally relevant topics. 

This interpretation of the problems in universItIeS and higher education 
policies of the South is used as a basis for legitimating the forum's thinking about 
co-operation, 'and the strategy for institutionalising it. We may tentatively ask how 
informative this summary of problems could be. The picture of the problems is 
supported by the evidence of those reasonably rare (English) research reports 
which have been made concerning Arab research and science policy or higher 
education. They have regularly produced very simiJar conclusions about the rapid 
expansion of university sector, the lack of societal relevance, the inefficient use 
of the academic labour force, and so on (EI-Sanabary, 1992; Massialas and J arrar, 
1983,1987,1991; Ta1bani, 1996; Tibawi, 1972; Salmi, 1992). On the other hand, 
the list of problems does not illustrate apparent successes in the educational policy 
of many Mediterranean Arab partner countries. For example, the democratisation 
and expansion policy of higher education in Jordan has worked very successfully 
for many years, when the surplus of educated people found jobs in the oil
producing neighbouring countries (Ray and Williams, 1992). 

All in all, the massive quantitative expansion of universities in the Arab 
countries is, despite its shortages, a result of conscious efforts to ease access to 
higher learning. Without such a policy, scientific, technological and educational 
capacity would be much lower today. As Antoine Zahlan, the prominent 
researcher of Arab science and research policy, had already strongly emphasised 
in 1980, the main problem is not the lack of scientific capacity in Arab societies. 
but, rather, more complex problems concerning the societal roles of science in 
them (Zahlan, 1980). If the massive growth of the university sector in Arab states 
(Qasem, 1995) before and after 1980 has not been used enough for the benefit of 
those societies, this is not only an issue of structures of higher education or science 
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policy but, to repeat, a larger societal question. The participants of the university 
forum surely knew it, but this point of view was not presented clearly enough in 
the forum's report. That is why it can easily give the reader an overly one-sided 
picture of the Arab university sector. 

Like the forum 'Technology and co-operation', the forum 'Universities and 
researcb~' presented a highly developed strategy for institutionalising the Euro
Mediterranean co-operation in its'actor-specific fields of operation. The first part 
of the strategy dealt with higher education and the second one primarily with 
university research and policy of research. 

In the task of programming higher education co-operation, the forum basically 
expressed the view that the duty of the European partners is to serve the southern 
universities in modernising their organisation and curriculum. and in developing 
educational systems which are able to follow (and promote) current economic and 
social changes. The following proposals have been presented as concrete ways to 
realise cooperative interventions (pp.168-169): 

Establishing European universities in the Mediterranean region. 
Offering aid to start specialised studies in the most relevant disciplines . 

. Increasing the admission capacity of European universities to Ph.D. students 
and young teachers from the southern Mediterranean. 
Co-operation in the design of professional training structures that suit the 
needs of their businesses. 
Helping southern countries to share their educational resources by increasing 
mobility of students and professors in South-South and North-South direction 
and by recognition of diplomas and curricula. 
Creating centres of excellence for the best students of the Euro-Mediterranean 
region. 
Stimulating distance learning and information gathering of the teaching in 
each countries in the South. 

As with the forum 'Investments'. the institutionalisation of 'co-operation in 
higher learning is conceptualised as an issue of structural harmonisation in keeping 
with the newest trends towards a more occupationally-oriented policy. Although the 
norms of this policy emerge from ongoing discussions on university reform in the 
developed world and, hence, have been produced in certain economic and socio
cultural contexts, the shift of contexts in moving from North to the Mediterranean 
South does not seem to be the subject of serious reflection (despite some notes on 
a need for that). As a result, the forum's policy of co-operation appears to be quite 
eurocentric and globalistic. 

It may be argued that the structure of the forum, made up as it was of mainly 
European and pro-modernisation elite representatives of Arab universities, can 
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partly explain the consensus in the forum about the relevant facts, concepts and 
nonns of co-operation. This is not to deny the relevance of the structure and the 
validity of the forum's knowledge base as such. Rather, it is an effort to understand 
why this interpretative consensus was possible and why other, different opinions 
and 'truths' failed to emerge. In other words, the actual aim is not to deny the value 
or legitimacy of the modernisation stance but to ask if there could be other kinds 
of thoughts which are also important for the institutionalisation of co-operation. 
This remark may be applied to the research policy dimension as well. 

It is evident that a country's science policy, together with the financial backup 
committed to it, can have a significant effect on the research that is carried out, 
including the topics that are chosen as a focus and the development of the 
infrastructure that is necessary to support scientific activities. This is the reason 
why the science policy dimension has been considered to be fundamental for the 
institutionalisation of co-operative structures in the context of European Union 
and in the Mediterranean region as well. The quote below will summarise the 
university forum's conception of th~ institutionalisation process and the role of 
research policy in it: 

'To participate in the development of research on the southern 
shore also implies increasing European means in the region. This 
could, be achieved, as is being demonstrated at the present, thanks 
to the setting-up ofEuro-Mediterranean networks. However, as the 
debate reflected, trans-Mediterranean scientific research should be 
institutionalised in order to assure co-operation and in this way 
achieve overall continuity and coherence, so necessary in the field 
of the accumulation of knowledge. 

Moreover, this institutionalisation effort could favour a 
beginning of a scientific policy in the southern countries. This 
means the implementation of a group of coherent projects in the 
fields that approach social problems, such as .. .' (p.170) 

The forum's proposals concerning research policy aimed, among other things, 
at widening the thematic and geographical perspectives of studies and deepening 
the theoretical level of basic research. More specifically, the forum underlined the 
fact that studies in southern societies should go beyond the description of those 
societies and develop conceptual tools whose validity went beyond the 
geographical area they referred to. The forum also thought that Euro
Mediterranean networks could encourage the researchers of the South to take up 
the whole Euro-Mediterranean region as an object of research. Moreover, the 
Euro-l\1editerranean networks of fundamental research and the favouring of their 
localisation in the southern countries also suggested ways to develop the scientific 
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capacity towards international standards and to prevent brain drain (pp. 170-171). 
As the forum itself puts it, • .. .in this way co-operation in research matters could 
advance towards the sharing of research objectives, methods and means within the 
most varied ambits of the applied and fundamental sciences'. In other words, this 
was to be a strategy to expand the contact area of researchers through giving more 
emphasis to the horizons of the common Euro-Mediterranean scientific space. 

As it has been repeatedly stated, the recommended ways to promote co
operation between Euro-Mediterranean universities and scientists are basically. 
and rightly one might add, focused on the institutionalisation of partnership. 
'Institutionalisation' has a specific meaning in this context. It refers to the aim to 
create sustainable modes of co-operation through which the suitable infrastructure 
and culture of higher education _and research work in the South can be developed 
as a long-tenn process. What is important to note is that the policy is not to set up 
unwieldy fonnal structures but rather to create a flexible co-operative network 
management with capability for co-ordinated activities and with enough 
continuity. The opposite would be ad hoc projects without a systematic policy of 
co-ordination and without taking long-tenn objectives and results seriously. In the 
latter case, co-operative projects tend to only bloom during a period of financial 
support, with very little tending to happen after that. 

It is very easy to agree with the university and technology fora that flexible 
institutionalisation is the basic condition for successful co-operation and that it is 
necessary if the overall targets, whatever these may be, are to be effectively 
reached. Moreover, the awareness of - and sensitivity to - the socio-cultural 
realities of the local environment is evidently one of the crucial presuppositions 
for long-term partnership between North and South. It is noteworthy that the 
'technocratic' technology forum as well as the forum on 'Investments' led by 
representatives from the business sector took this last issue more seriously than the 
university forum did, despite the fact that the latter represented what it itself 
referred to in its final report as the 'humanistic' tradition. Despite some 
differences, all three fora clearly recognised both managerial efficiency and socio
cultural responsiveness as key institutionalisation strategies leading to mutual 
benefits of co-operation in research, technology and higher educ~tion. There 
remains, however, one critical issue: the nature of and the basis for this consensus. 

Conclnsions 

Certain theoretical aspects have been essential in writing this article about the 
institutionalisation strategies of scientific, technological and educational co
operation in the context of recent Euro-Mediterranean relations. For example, I 
chose to review ongoing changes towards a real and nonnative vision of the global 
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infonnation society as well as changing RTE interaction patterns between North 
and South. The new generation of the EU's multilateral RTE cooperation 
essentially reflects those general trends. The institutionalisation strategies have 
been strongly based on the information society oriented vision of transformation 
towards a global economy and society. . 

Despite the usefulness of explicating linkages of Euro-Mediterranean RTE 
cooperation and more general trends, this may not be a significant result as such. 
Otherwise the conceptualisations and institutionalisation strategies of Euro-

. Mediterranean partnership programme and participants ofF6rum Civil Euromed, 
would not be well-infonned about the changi~g structures of contemporary world 
- which is naturally not the case. What I would like to summarise and discuss 
a little further in this last section is the essence and nature of socio-cultural 
responsiveness in the institutionalisation strategies of RTE partnership. 

It is clear enough that the Eure-Mediterranean cooperation framework reflects 
a sophisticated cooperation policy. Instead of transferring technology and giving 
financial aid as such, the aim is to transfer efficient infrastructures as wen as a 
culture and policy of science, technology and higher education. In this framework, 
RTE cooperation inevitably needs a basis of broad socio-cultural understanding 
and, hence, more genuine co-operative partnership with local actorS. Giving more 
space for local expertise and actors representing various civil society segments 
is really an essential strategy (and not only a rhetorical one) for the effective 
institutionalisation of partnership. 

Concerning the nature of RTE partnership and the infonnative consensus 
behind it, the question arises as to how broad a letigimation basis exists among 
civil society actors in the Arab countries. We may ask, for example, what is a 
concept of an Arab society in this case. As we know, these societies have often 
strong internal divisions of opinion. The discussion about RTE cooperation could 
also be widened to include more traditional aspects of civil society - such as the 
university and science community - which may be critical of Western ideas about 
science and educatiol1 and which may not be so eager to follow the newest trends 
(e.g. intellectual discourse about islamisation of knowledge and science). Despite 
probable differences between frames used. there could also be the space to 
strengthen the legitimacy and knowledge basis of co-operative strategies. 

Widening the scope of civil society partnership may be highly important for 
the purposes of the institutionalisation process, and mutually beneficial in the long 
run. In that case the policy could move to a deeper and even more conscious level 
of structural modernisation by seeking sustainable s,oiutions to the classic tensions 
between the modern and the traditional, as well as between the global and the 
local. Cooperation is therefore not necessarily conceptualised as a process of 
modernisation of southern universities, which are supposed to diminish their 
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development gap according to universalised norms of global trends. Instead of 
that, the policy of institutional modernisation would go beyond the old historic 
model of normative acculturation.> which has mostly happened without deep 
consciousness of the nature of the structural asymmetry they represent (Tibi, 
1988), In this position, institutional modernisatil:;m will neither be realised as an 
imitation of European (global) norms nor as an uncritical rejection of them. This 
would mean, for example, the need for more comprehensive knowledge about the 
traditional structures of science higher education in Arab countries and in their 
societal relations (cf. Gottstein, 1986). 

As we have seen, the notion of an innovative university in the Mediterranean 
South is generally in congruence with more general trends concerning a 
globalising world and changing patterns of scientific, technological and 
educational interaction. In that sense, the innovative university may be a relevant 
aim both from the European and the local socio-economic perspective. However, 
a heavy orientation towards eurocentric or globalistic frameworks can be 
counterproductive. Broad and genuine civil society support and regionalism. 
which are not solely organised according to current global trends, may help to go 
beyond an 'uncritical dualism' and find a balanced way to facilitate co-operation 
in the spirit of mutual partnership. One of the major contributions which 
'innovative universities' can make in to the development of cooperation policies 
in both the North and in the South is to cultivate their traditional responsibility for 
acquiring a broad knowledge basis for 'truths' in society and - what may be an 
even more demanding and sensitive issue for scholars - about themselves as 
'mirrors of society' . 
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SPECIAL ISSUE REPORTS 

DES DIPLOMEs ALGERIENS PARLENT DE LA 
FORMATION UNIVERSITAIRE 

FARID BOUBEKEU:R 

Introduction 

lIous presentons ici, une contribution relative a }'evaluation de la formation 
universitaire en AIgerie. Ce travail continue une recherche realisee dans le cadre 
du programme de re~herche sur les politiques et gestion de l' enseignement 
superieur en Afrique avec le concours de I' Association des Universites Africaines. 

L' objectif est de mettre en exergue les lacunes et les insuffisances de la 
formation que dispense }'Universite. Dans ce travail, nOllS avans opte pour une 
approche qualitative DU il s'agissait de recueillir grace a des entretiens libres avec 
quelques diplomes un veco universitaire. 

Les points de vue, les avis et les jugements des diplomes sont interessants et 
dignes d'interet car la qualite de leur insertion professionnelle constituent un 
indicateur de la realisation d'un des objectifs principaux de la fonnation 
universitaire qui est l'efficacite. 

Generalement en AIgerie,l'evaluation de la fonnation ou d'une institution de 
fonnation repose sur des criteres quantitatifs internes (taux de reussite. taux 
d'echec. taux d'encadrement, taux d'abandon, etc;:.) et, non pas sur des criteres 
externes. Nous avons pour notre part donne la parole aux p,ersonnes qui ont subi 
le processus de fonnation. En leur demandant au produit de l'Universite de donner 
son point de vue sur son propre processus de fabrication, nous soumettons 
I'Universite a une sanction-externe. Il s'agit done d'une evaluation retrospective, 
qui se fait avec des criteres externes, I'insertion et l'efficacite des diplOmes. 

Echantillon 

Nous aVOns interroge huit dip16mes issus des' differents instituts de 
l'Universite de Constantine. Des instituts scientifiques comme genie c1imatique, 
Architecture, Infonnatique et des instituts des Sciences Humaines (comme 
Sciences Economiques, Droit, bibliotheconomie, Psychologie et Sociologie). Les 
dip16mes interroges appartiennent a des promotions anciennes et recentes, de 
1977 a 1996. Des dip16mes qui ont etudie en fran,ais et des dip16mes qui ont 
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etudie en langue arabe et, enfin des hommes et des femmes. Nous avons interroge 
un ingenie~r en genie-climatique qui exerce en prive, une architecte qui travaille 
dans une direction de la jeunesse et des sports. un technicien superieur en 
Infonnatique charge de la PAD de la revue de l'Universite, -un economiste et un 
sociologue qui exercent dans un organisme public de statistique, une psy~hologue 
dans une clinique specialisee, une archiviste/documentaliste dans les archives de 
la wilaya et un juriste dans une I'administration universitaire. 

Cette diversite des cas et des trajectoires devra nous assurer dans une certaine 
mesure une diversite des points de vue et par-la meme une diversite des problemes 
de la fonnation. 

Pour s'assurer de la sincerite des points de vue et de I'objectivite des 
infonnations, nous avons mene des entretiens avec des diplomes panni notre 
entourage. 

Signalons la difficulte que nous avons rencontre pour recueillir des recits de 
vie. Il etait au depart question de laisser les diplomes raconter tres librement leur 
passage a l'Universite comme une tranche de vie et, de soumettre les contenus des 
recits a une analyse du discours. 

Les diplOmes etaient tres peu loquaces et, il a fallu poser des questions precises 
sur des aspects precis de la formation qu'ils ont re~ue pour recueillir des opinions 
et des avis. Ceci nous a conduit a unifonniser un guide d'entretien pour les huit 
diplOm,es, et, d'envisager une analyse de contenu thematique. 

Analyse des entretiens 

Nous analysons les entretiens selon la demarche classique de l'analyse de 
contenu. Question apres question, nous ressortons les themes, les elements du 
processus de fonnation et, les proble"mes poses. 

L' efficacite de la formation 

L'analyse de la premiere question relative a la realisation des objectifs de la 
fonnatio"n Iaisse apparaitre une unanimite des interroges. Tous affinnent que lors 
de leur recrutement ils n'etaient pas operationnels. Dans le meilleur des cas, la 
psychologue et le juriste estiment leur efficacite respectivement a 20 et 30%. Pour 
tous les autres, cet objectif de la fonnation n' est pas du tout at,teint. 

Tous affinnent avoir exerce plusieurs annees apres la formation avant d'etre 
efficaces et productifs. 

Cette inefficacite de la fonnation universitaire s'explique selon les diplOmes 
interroges par diverses causes qui sont: 
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La premiere cause, qui est avancee avec un large consensus est celle relative au 
caractere th60rique de la formation universitaire. Le contenu des programmes 
est'theorique disent-ils et, la formation pratique est quasiment inexistante. 
La deuxieme cause est relative a la faiblesse de la formation. Les connaissances 
theoriques transmises sont superficielles et manquent de coherences. 
La troisieme cause qui se degage est l'inadequation entre le profil de la 
formation et le profit de l'emploi. C'est le cas de la formation des ingenieurs 
en genie climatique qui parte sur la conception des appareils, alors que les 
ernplois qui sont proposes aux ingenieurs consistent a installer et a reparer les 
appareils existants. C' est le cas des etudes de psychologie qui presentent cette 
discipline en tant que science academique (son objet. ses domaines, ses 
theories, ses instruments et ses techniques de recherche), alors que la 
competence attendue du psychologue dans les institutions est celle du praticien 
psychotherapeute. Ce probleme d'inadequation entre le profil de la fonnation 
et le profil professionnel se pose pour toutes les formations universitaires. 
La langue des etudes, l'arabe a constitue pour deux cas, un handicap majeur 
4ans l'insertion dans les administrations qui fonctionnent en franc;ais .. 

Il ressort des reponses que l'Universite ne transmet pas aux etudiants les 
competences professionnelles que reclame la societe, mais une culture generale 
dans un domaine donm:;. Cette culture ne pennet pas aux diplOmes de s'inserer 
facilement clans la vie active. 

Les points faibles du processus de formation 

Les points faibles du processus de la formation sont envisages dans les 
entretiens en termes de lacunes. manques et d6faillances. 

Les diplomes interroges sont invites a approfondir I'analyses des causes de 
l'inefficacite de la formation en tant que processus. De l'examen des -reponses 
nous d6gageons les categories suivantes. 

I. L'absence de la formation pratique est due a la non-utilisation par les ~nseignants 
des moyens mat6riels et des equipements existants (appareils, instruments, 
materie! didactique). 

2. Les connaissances prevues durant le cursus sont insuffisantes. Beaucoup de 
notions utiles dans hi vie professionnelle ne sont pas enseignees. C'est le cas par 
exemple des notions de psychanalyse pour la Psychologie, des notions d' electricite 
en genie climatique, des techniques comptables en sciences financieres. 

3. Les connaissances transmises sont depassees voire obsoletes. En Infonnatique, 
les programmes n'ont pas change depuis plus d'une decennie. Its sont remis en 
cause par les nouveaux systemes e.t par la micro informatique. 
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4: L'insuffisance du volume horaire qui se retrecie en raison des greves. 
5. Le desinteret des enseignants qui se traduit par leur desengagement. 
6. L'absence de methodes chez les enseignants, fait qu'ils enseignent de maniere 

empirique, sans pedagogie et sans psychologie. 
7. Les examens continus consistaient a reproduire le cours teI qu'il a ete dicte par 

l'enseignant. Et, taus les interroges insistent sur l'injustice relative a la 
subjectivite de la notation. 

8. L'insuffisance de la documentation rend le travail personnel de recherche 
impossible. . 

9. L'absence de stages en milieu professionneI pour s'impregner de la realite 
professionnelle. 

Ce constat est general chez taus les interviewes; femmes ou hommes, 
arabophones ou francophones, de promotion ancienne ou recente, de formation 
d'ingenieurs ou de licencies en sciences humaines. 

SeIon eux Ja qualite des etudes universitaires ne s'ameliore pas et, pire, eBe se 
degrade au lieu de s'ameIiorer. Cette degradation touche pratiquement taus les 
aspects du systeme de formation. 

Les points forts de la formation 

Par points forts nous entendons, les qualites et les aspects positifs de la 
formation qu'ils ant ret;ue. 

Comme sur ceUe question les diplomes ont ete tres peu 'loquaces, nous 
presentons quelques citations representatives. 

1. 'le ne vois"pas de qualite ou de points forts dans la formation que j'ai ret;ue'. 
2. 'Ce qui est positif it l'Universite est la possibilite d'apprendre seul, sans pour 

autant dependre de l'enseignant'. 
3. 'La qualite de la formation universitaire est l'acquisition d'une ffiethode de 

travail' . 
4. 'La qualite de la formation universitaire est I'interdisciplinarite'. 
5. 'Le milieu universitaire est en lui-meme stimulant'. 
6. 'Les enseignants economistes qui exercent param~lement dans des cabinets 

prives de comptabilite, nous ant transmis certains elements techniques et 
pratiques qui nous manquaient' . 

7. 'Ce qui est positif it l'Universite est la libert" d'apprendre. C'est la possibilit" 
de choisir un sujet de recherche et de l' exposer' . . 

8. 'Ce qui est positif a l'Universite est la possibilite de critiquer et de discuter'. 
9. 'Le milieu univer:sitaire en soi est tres positif'. 
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Nous remarquons que les points de vue cites comme etant des aspects positifs 

ne portent pas en general sur le processus de fonnation lui-meme. Il est toujours 
considere comme defaillant. Le seul aspect positif qui concerne les enseignants est 
evoque pade diplome e:n Economie qui declare que les enseignants qui exercent 
param~lement une autre activite professionnelle sont d'un apport pratique et 
technique. 

La majorite des points de vue favorables concerne l'univers universitaire. Ce 
qui est mis en exergue, c'est la liberte d'apprendre, de chercher, de critiquer. 

Les evenements marquants durant la formation 

A la question posee : quel est l'evenement qui vallS a marque pendant vas 
etudes it l'universite 7 Nous avons recueilli les reponses suivantes: 

Les evenements marquants d'ordre negatifs sont legions. 

1. La desorientation, qui est le fait de se retrouver affecter vers des etudes non 
envisagees et non desirees. 

2. L'evaluation du travail des etudiants. Le mode d'evaluation et de notation est 
injuste. Certains enseignants donnent la note dix a tous et, font reussir tous les 
etudiants. Ceci decouragent et demotivent ceux qui travaillent. 

3. La mauvaise qualite des relations entre enseignants et etudiants. 
4. La bureaucratisation des rapports entre l'administration et les etudiants. 
5. Le peu de serieux de la part de I' administration de I' institut dans I' organisation 

des stages et l'encadrement des memoires de fin des etudes. 

Enfin, un evenement marquant positif. 

6. Les comites pedagogiques constituent un moment de synergie. 

11 ressort de l'evocation de ces evenements que les diplomes ont gardes de 
beaucoup plus des mauvais ,que de bons souvenirs de }'Universite. Les mauvais 
souvenirs concernent surtout la nature des relations que leur imposent les 
-enseignants et la maniere de servir de l'administration. 

L'incident majeur dans la vie active 

Les diplomes relatent ici un probleme majeur auquel ils ont fait face des 
l'insertion professionnelle. 

1. L'ingenieur: 'le me suis trouve face a la resolution de problemes electriques 
que je ne maitrise pas'. 

2. Un sociologue sous employe: 'Du fait que je realise les fonctions d'un agent, 
je n'ai pas rencontre de difficultes majeures' .. 
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3. L'architecte: 'La difficu1t6 majeure est d'une part, le fait de travailler dans le 
domaine de I'architecture sportive et. d'autre part, dans le domaine de la 
gestion et de la communication. On n' est pas prepare a communiquer et a gerer 
une equipe de travail'. 

4. L'infonnaticien: 'Les rapports avec la ~ierarchie' . 
. 5. La bibliothecaire: 'La crainte de ne pas etre a la hauteur des taches confiees·. 
6. La psychologue: 'L'incapacite a repondre a la demande des patients'. 

Les reponses des interroges valident les resultats de la premiere question. Les 
diplomes deTUniversite attestent taus avoir rencontre des situations - prohlemes 
auxquelles la formation ne Ies a pas prepares. En plus des difficultes liees it la 
specialite, ils eprouvent des difficultes sur le plan des relations h,umaines. C'est un 
autre volet de la formation, totalement. 

Conclusion 

Ce qui ressort des propos des diplomes interroges. c'est que les insuffisances 
. et les lacunes la formation universitaire perdurent depuis le debut des annees 80. 
Et, touchent pratiquement toutes les disciplines. 

Le probleme principal, nous semble etre l'inadequation de la formation avec 
l'emploi. Les profils de formation de nature theorique et aca~emique ne 
correspondent pas aux profiIs professionnels qui font appel a la conception, la 
realisation et I' application. 

Les diplomes en exercice signalent en plus beaucoup d'insuffisances et de 
lacunes a tous Ies niveaux du processus de formation (contenu, pedagogie, 
enseignants, administration). 

C'est un diagnostic assez severe qui est fait avec les diplomes. Il traduit en fait 
leur insatisfaction d~ la formation re\=ue. 

L'amelioration de la qualite des enseignements necessite une renovation 
pedagogique. Mais, avant cela, tous les aspects du processus de formation doivent 
etre soumis a I'evaluation. 

Comme aussi, I'amelioration de la quaUte de la formation en vue d'une 
efficacite externe n'est pas l'apanage des universitaires. EIle necessite a notre avis 
une implication des recruteurs et des employeurs des diplomes. Avec eux une 
adequation entre la formation et l'emploi doit etre rech~rchee. 

Farid Doubekeur enseigne a /'Universite de Constantine. Son e-mail est: 
fboubek@caramail.com 
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THE UNIVERSITY IN ITALY: HISTORICAL 
BACKGROUND AND CHANGING TRENDS 

MARCO TODESCHINI 

Introd.uc1ion 

D have known Italian universities from the 'inside' for forty years, first 
when starting out as a student in 1959, "and then through direct experience as 
an academic, both through teaching but also through a focus on comparative 
education research. I have been privileged in working in universities in 
several countries. That heightens my awareness of the challenging task of 
effectively and accurately describing the strange, contradictory, and complex 
reality that Italian higher education represents, and of minimising the risks of 
perpetrating misunderstandings which, in this area of study, are particularly 
plentiful. 

To write a full and sound analysis of higher education in Italy today would 
require analysing a large amount of contradictory documentation, relating to a 
process of transformation that has been on for at least a decade, a process which 
has not produced a comprehensive and coherent pattern of reform, even if it has 
introduced a "few innovations. The latter, infused into a traditional and virtually 
unchangeable context, have elicited a variety of confused - and confusing -
contradictory reactions. 

A foreigner coming to Italy aiming at understanding its university system 
would face a very hard task and would be easily disconcerted. That was indeed 
the case when twenty years ago,' Burton Clark, in his ponderous study 
Academic Power in Italy, made the brilliant 'discovery' that the university in 
Italy is based on guilds and on what he calls 'the Guild System'. This raises 
at least two questions, namely: (1) how could one possibly announce such a 
'discovery', when the notion is universal and conventional wisdom in Italy? 
And (2) How could one support the thesis this aspect of universities is a 
specific and differential feature, as if it is not characteristic of other 
universities world-wide, the United States included? A much more useful, if 
challenging, exercise would have been to try and explain why the University 
as an institution is so resistant to change and why at the tertiary level there 
is virtually nothing left outside it. That well-known adage that 'Those who 
ignore history will be condemned to live it again' is very relevant here. How 
could we possibly understand the contemporary situation without looking 
backwards? 
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The nature and function of the university 

Some word!) are tricky and misleading: and among these is the word 
'university'. Many would have us think that the word has to do with the 
.'universality' of knowledge. If this is true for the Greek name of the institution 
(Panepistimion). it does not hold true for the Latin name, whose original meaning 
was 'Guild' (and in fact the structural pattern of the guilds of craftsmen was the 
model of the original institution, the oldest of which started in Italy in the 11 th 
century), when the name of the institution was Studium. 

Along with the name (that soon, from Universitas Studiorum ... Bononiensis. 
Parisiensis, Oxoniensis .... became University of .. ,), the structure changed and 
what is now left of the medieval origins is possibly just the titles of its degrees: 
BaccalaureuslBachelor, MagisterlMaster. Doctor. 

What makes comparative education a worthwhile exercise is the detection and 
the interpretation of differences rather than similarities. However, as experience 
suggests, there must be some difficulty in preventing oneself (virtually anyone) 
'from projecting, if implicitly, one's view of the world (as well as one's e11.1pirical 
experience) upon foreign realities. This is particularly frequent vis-a-vis socio
political customs, rules, and institutions. Among societal institutions, those 
dealing with fonnal education are considered, only too often, to have a sort of 
'objective' nature· and are expected to share some common and universal 
features ... which they actually do, if at all, only to a very limited extent. It should 
be clear that the exercise of detecting differences, overt or covert, can be more 
important than simply appreciating analogies. Failure to recognise this could 
result, -as it often does, in misunderstanding and equivocation. 

Aware ofthe problem, and knowing how plentiful the peculiarities of Italy are, 
it might be appropriate to give som~ background infonnation before sketching 
changes cl!rrently under discussion. 

This strange 'animal' we call 'university' 

We all know that centaurs and sirens - mixes of human and animal - do not 
exist in the real world and belong to mythology. 'Chimera', another mythical 
animal, has become a synonym of illusion, or something that has no concrete 
existence. Yet we may "encounter among living animals very strange mixes, like 
the Australian duckbilled platypus (watermole, duck-mole), whose scholarly 
name has the peculiar Greek form of ornitorhynchus (bird's beak). 

As a metaphor, that peculiar animal has been chosen by somebody having 
a strong and profound experience of what a ~niversity is - indeed of what 
universities aroun~ the world are - to define the University in Italy. 
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'A he-goat-stag (hircocervus, Lat., tragelaphos, Gr.). A centaur. 
A hippo griff. In a word, a monster. A jigsaw puzzle of different 
species. just like his· ornithorinchus. This is what is, for Umberto 
Eeo, the Italian University. A massive and mass-oriented big
bellied body with an elite heart. with impervious lectures open to 
everybody. overcrowded lecture halls, Rwanda-like flights and a 
scanty vanguard of excellent graduates. A sterile omitorynchus 
therefore, laying valuable eggs with a dropping tube.' 

These are the opening lines of one of a recent series of interviews with eminent 
scholars and professionals first hosted by a leading Italian newspaper, and then 
reprinted as a book carrying the ambitious title and subtitle Suifers of knowledge: 
Ten proposals for the year 2000.' 

It would be interesting to explore Eeo's analysis and proposals, but it would 
take us further than we can go in this short article. Suffice it to remark that the 
metaphor is a quite effective synthesis/diagnosis of the current situation of higher 
education in Italy. We are referring here to the whole of HE rather than the 
University alone, given that in Italy the two notions are virtually synonymous. 
Why is this so? To understand it we cannot confine ourselves to the present and 
we need to look backwards, to find explanations in history. 

The past as a mirror to the present 

Saying that Italy is an old country may sound a truism - hence a waste of time. 
Yet truisms - by and through their triviality - may be of help, arresting one's 
attention: 'Sounds obvious. But. .. is it really so?' Saying that Italy is an ancient 
land would raise no perplexity. But now, is it true that 'Italy is an old country'? 

Yes and no. It is not and old country because it only knows its beginning as 
a nation-state since the second half of the 19th century, when, after a millennium, 
Italy regained unity and political independence. In that sense, it.is much younger 
than the US - the eponym for 'young country' - let alone, therefore, when 
compared to France or Spain. 

And yet Italy is an old country. And this is where we come to the tricky point, 
one that is easy to make, but all but easy to explain in a satisfactory manner. If 
Italy, as a nation, is lively, active, fast-changing, and can be labelled 'modern' and! 
or 'young', as a state it is not. 'Italians do it better', but the institutions of Italy are 
ossified. After 85 years of monarchy, Italy has been a republic for more than fifty 
years. Though the change implied a new constitution, modernisation and the 
innovation of the legal system (laws, byelaws, rules, regulations, circulars ... and 
so on), the country did not, in fa.ct, change in any really significant manner. 
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Now coming to educational structures and policies. The backbone of the 
fannal education structure, from primary through university, is older than the 
nation-state itself. What is constantly referred to as Legge Casati was issued in 
1859 as an act ofthe Kingdom of Sardinia, the official name of the Savoy kingdom 
that had set in motion the process of political unification of the land and whose 
king, Victor Emmanuel n, became the first monarch of Italy (even though it was 
not yet a a fully unified Italy then). The same Legge Casati was extended to all 
the regions that were later incorporated in the Kingdom. 

If in 1859 the Act was modern and - relatively speaking - progressive,' it 
cannot but reflect the social structure of the time, when the idea of universal 
education, if at all present, was limited to the three Rs, i.e. to the pri.mary school. 

For centuries the raison d'etre of secular higher education had been to educate 
the upper class and essentially to open the way to liberal professions. Apart from 
militarY schools, all secular HE at the time was within the University. More than half 
the articles ofthe very lengthy Legge Casati concern the universities of the Kingdom 
of Sardinia and their rules were later expanded to include the whole of Italy. 

Not that since 1859 there has been no legislation at all concerning HE! 
university in Italy: far from that! Legislative bodies in Italy are inordinately aver
productive. Yet the skeleton. of post-secondary education did not know significant 
changes for more than a century, ignoring social change and the consequent state 
of siege to elitist institutions resulting.from social pressure put on them. 

In most countries, the response to increasing social pressure has been 
diversification. Far from'throwing elitist institutions away, new institutions were 
set up alongside older ones in order to host an increasingly wider section of the 
population - and opening the way to what has eloquently been christened in some 
countries as 'the credential society' (an issue that cannot obviously be dealt with 
here). To quote just an example, think of the evolution in theUK from Oxbridge 
through the Red Brick universities, through the polytechnics, to a virtually general 
universitisation of HE. 

Massification, 'democratisation', and access 

This has not been the case in Italy. Figures are revealing: while during the 
1950s the overall enrolment in all Italian universities was around 250,000, i.e. 
0.5% of the total popUlation, it had reached 500,000 in the sixties - one among the 
many profound consequences of the industrial boom that has been referred to as 
the 'economic ,miracle'. Italy knew its 1968 as well, and the sudden explosion in 
student numbers contributes to an understanding of that phenomenon. Until quite 
recently, however, while the overall matriculation rate (Le. the % of students 
entering the HE system on the overall population) had increased by more than 
5 times, no radical refonn was initiated. 
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In the absence of structural change. an act was voted in 1969 by which the 
doors of universities were opened wide to let virtually everybody in. A unique 
feature of the Italian case is that, while, as everywhere else in the world, a formal 
certificate (of a post-compulsory iong - quinquennial - school) is required to 
give access to a third level institution, the same is also (with minor exceptions) 
considered a sufficient condition. Rules and criteria may vary, but everywhere 
in the world access is regulated: that the number of places made available be 
related to existing facilities is a minimum condition that nobody would ever 
think of objecting to - with the exception of Italy! Quality-wise, detailed 
specifications for access may result in tough. and very selective competitions. 
This is, once again, not the case with Italy, where anybody holding an upper 
secondary school certificate (maturita, the equivalent of Baccalaureat or 
Abitur) is entitled to claim entry to any course programme of the university of 
his/her choice, in any university, irrespective of the number of applicants, let 
alone of available resources. 

The overall result of such a distorted idea of 'democratisation', with a rash 
policy of uncontrolled access, is essentially twofold: monstrous overcrowding of 
less than ten mega-universities, while other institutions are underutilised; and less 
than one third of students who start a course actually finish it successfully and 
obtain their degree. 

This is a well known and scandalous pathology of Italian universities that 
raises, among others, the issue of regulating access to HE in general and to 
individual institutions in particular, as it is common practice the world over. 

Certification 

Rules that· govern access and fonnal accreditation should be connected: 
outside Italy, those institutions whose degrees are granted legal recognition and 
accreditation set very selective access criteri~~ entrance competitions are so 
challenging that it may be more difficult to get in than to complete the course, 
as is often the case in French Grandes Ecoles. In spite of the stubborn 
persistence of the fetish, the really important credentials have less and less to do 
with formal degrees: the same degree issued by two different institutions - both 
public - may differ in weight. In tenns of future· income, social prestige, and 
job-placement after studies, some Italian institutions have a standing that has 
nothing to do with formal certification: if a Nobel-prize factory (from Enrico 
Fermi to Carlo Rubbia) has ever existed in Italy, that is the Scuola Normale 
Superiore of Pisa, whose graduates hold degrees (granted by the University of 
Pisa) that are entirely equivalent to those of other students leaving 'standard' 
universities. 
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Pathways in higher education 

Yet this issue of regulating access leaves another structural peculiarity that 
deserves more attention: namely that kind of articulation that one could refer to as 
'horizontal', where progress towards a particular goal is attained through the 
following of a set of clearly defined steps. Acces.s to the liberal professions, or to 
academic and scholarly activities. has always required everywhere the highest 
academic degrees, what can be referred to as 'postgraduate' (UK) or 'graduate' 
(US) studies. If the Casati university was meant to prepare for such social 
functions, producing graduates in medicine, engineering, architecture, law and so 
on, it focused primarily on the postgraduate/graduate track, totally ignoring the 
undergraduate level. This can be seen clearly when one considers that all those 
who reac.h the academic degree called laurea are entitled to be cal1ed - as they are 
indeed called - DOllore. 

It would be reasonable to suppose that if the higher education path was 
structured in a modular fashion. i.e. in tiers, with each tier leading to a fonnal 
certification. then a significant number of those 75% of matriculated students who 
drop out along the way would have obtained a fonnal qualification - thus reducing 
individual frustration and social waste. The lack of this tiered structure has led to 
a number of bizarre situations. Thus, when individual universities established 
postgraduate courses in such areas as management, they made no effort to find a 
suitable name for the degree they conferred, and called it, in Italian (1), Master 
in ... (for instance) gestione aziendale (i.e. management), given that the Master's 
degree in the English speaking countries is a second level degree. But this is 
confusing, since wurea is - wrongly - considered to be a first level degree solely 
because the first cycle does not presently exist in Italian universities. In Rome 
located pontifical universities such as the Gregoriana. for instance, there is the 
Baccalaureate before the Licence, the latter being equivalent to the Italian laurea.4 

'The winds of change? 

. As a starting point of the difficult and slow process of changing tertiary 
education in Italy we can take the ActlLegge 168/1989, through which the 
competence regarding university affairs was taken away from the Ministry of 
Education (MPI - Ministero delta Pubblica Istruzione) and transferred to that of 
research, thus creating the Ministry of University and Research on Science and 
Technology (or MURST - Ministero delt'Universita e delta Ricerea Scienti/ica e 
Tecnologica). A first step in the direction of autonomy was made by those articles 
concerning new statutes that individual institutions were invited to produce and 
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implement. No institution introduced revolutionary innovations in its statutes. If 
the main reason was the highly conservative attitude of the powerful oligarchy of 
full professors, attention should be also paid to the rigidity of the overall structure, 
stating autonomy on the one side but keeping national compulsory ,Tabelle (what 
at primary and secondary level would be called 'syllabi') on the other. In this 
perspective, Burton Clark had a point when he perceived Italian public 
universities as local articulations of a single national structure; at the secondary 
level there are thousands of -individual schools, but they can altogether be 
considered as a body. 

An effort aimed at changing the architecture of the University was made by an 
Act of 1990 (Legge 341190, Ordinamenti didattici). While the doctorate in the full 
sense of most countries ('Ph.D.' in the English-speaking countries) had been 
formalised in 1980, leading to the title of Dottore di ricerca, the explicit 
formalisation of tbree cycles/steps (roughly equivalent to BNBSc, MAlMSc, and 
Doctorate of the Anglo-Saxon structures) came only with that act and the tbree 
final certificates are Diploma Universitario, Laurea. and Dottorato di Ricerca. 

To recapitulate, the university proper (state, or 'recognised,' non-state, i.e. 
following rules and guidelines of the National Ministry for University and 
Research), after Act 341 of 1990 (Ordinamenti didattici) thus far makes provision 
for the following: 

CO,:!fses leading to diploma unive'rsitario (three years); 
courses leading to laurea (four years in most cases, five for some lines, six 
years for medical studies); 
programmes leading to dottorato di rice rea (inter-university programmes, 
three years, entrance by competitive selection); 
schools of specialisation (postgraduate, parallel to doctorate, certificate not 
equivalent to doctorate, two to five years, according to the sector; mostly in 
the field of medicine); . 
the university' sector comprises, so far, the intennediate sector of the 'para
university schools'. with a variety of courses of the average duration of two 
years., most of which should become diploma courses. 

University structure,s 

50 odd towns host 70-odd institutions (some of which have more than one 
location: UCSC, Universita Cattolica del Sacro Cuore, for' instance, has four). 
93% of the universities (all but ten) are state universities. The only American-style 
university with an autonomous campus, situated in a suburban or extra-urban 
location, and residential for stude'nts and teaching staff, is the Universita della 
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Calabria, outside Cosenza (see below: G. Berto). A few others (some of the 
oldest) are located in very small towns (e,g. Urbino, Camerino) where they 
become a sort of pivot of social and economic life of the town. Most are located 
within the urban texture, which raises a number of problems in tenns of housing 
and other services for non-resident students. 

With University students totalling some 1,570,000, each institution should 
have an average student population of around 22,000, which most countries would 
consider as large universities. But the figure is misleading: free access policy 
results in such an irrational distribution that the total number of registered students 
at the first State University of Rome (La Sapienza) is 157,000 as against the 
18,000 of the second (Tor Vergata); Bologna has 91,000, while Ferrara, 30 miles 
away, has 14,000 (data from the statistical service of the Ministry, July 1999). Half 
the student population comes from outside the provincia ('county') where the 
university is located. This is a national average but the figure can rise t6 80%. 
There are several reasons to that: free access, together with a severe lack of 
information and guidance leads would-be students to make their choice on their 
own. Mobility is made necessary to same extent because not all universities have 
the same structure of schools and faculties. None offers in full the entire range.of 
corsi di laurea (programmes) which are officially recognised. It should be noted 
that, despite the alleged autonomy of universities, programmes have to be 
authorised by the Ministry: presently they amount to 88, together with another 
79 corsi di diploma universitario. 

Virtually all attempts at regulating the intake and flow of students in and 
through individual institutions have been countered by verdicts of the courts -
generillly on the ground of lack of national legislation on the matter. This leads to 
the institution being obliged to enrol those whom it would have left out on the 
basis of qualitative selection. The high level of centralisation makes 
organisational patterns and output profiles so homogeneous, that ~he Italian 
university can be seen as a single, large multi-plant enterprise. While crucial 
decision-making takes place at two differentlevels - Ministry, and individual 
universities - such decisions, at whichever level they are made, fail to take into 
account indicators of need or of product. 

Resources 

The burgeoning enrollment rates of some universities would suggest a parallel 
growth of physical facilities (lecture rooms, laboratories, libraries, staff rooms, 
etc.). Far from that: in most cases, the intake of students has been faster than 
physical growth. The obvious consequence is overcrowding, which would be 
infinitely more horrendoJs had the majority of registered students to attend in a 
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full-time capacity. Many students, however, take on part-time jobs to support 
themselves, and others simply take examinations and do not attend lectures and 
other activities, not because they do not want to, but rather because it would be 
physically impossible for them to do otherwise. 

The main features outlined so far (rigidity, lack of articulation with societal 
needs, no regulation of access resulting in overcrowding and shortage of all sorts 
of facilities in the bigger universities, and under-utilisation in the smaller ones), 
combine together to give a very low rate of productivity, as seen earlier, although 
the total number of graduates has increased over. the past five years, reaching 
40% at the laurea level (long programme), and 75% at the diploma level (short 
programme). 

Who's afraid of academic autonomy? 

There is plenty of evidence that artists can have a deeper insight than academic 
researchers (let alone politicians). Possibly some of the most effective keys to 
understanding contemporary Italy. are to be found in the literary works of writers. 
Topping the list, in my view, are three Sicilian authors, Giuseppe Tomasi di 
Lampedusa, Leonardo Sciascia, and Andrea Camilleri. Probably better known 
worldwide (thanks to movies) is another contemporary journalist author most 
effectively interpreting postwar rural Italy, Giovannino Guareschi, of the Don 
Carnillo and Peppone fame. Another novelist, Giuseppe Berto, writing around the 
end of the sixties, gave his reflections on Italy through a series of perceptive 
articles later collected in a small book carrying the ironical title~ Conversations 
with my Dog. The third of these articles is titled 'The Calabrian university'. Here 
- in a dialogue with his dog Cocai - Berto comments about the recent governmental 
decision to create a university in Calabria, the southernmost Italian region on the 
continent, opposite Sicily. That new university had been conceived in a form that 
would have been strongly innovative: suburban campus, fully residential for both 
student and teaching staff, with regulated and limited access and other features 
that would have been a revolutionary change from the prevailing pattern of 
traditional universities. At one point he writes: 

'The Italian university is maggoty, and the Calabrian university 
will be an Italian university; when one links a living thing to a 
corpse, it is generally the living thing that loses. A remedy could be: 
make the Calabrian university a non-Italian one. To avoid 
misunderstanding, what this means is to give it the largest degree of 
autonomy, leaving it as much as possible free from the bureaucratic 
apparatus of national education and of the political forces standing 

195 



on it. My god, then the terrible problem will be that of finding - and 
daring to engage (from outside the university environment perhaps) 
- those capable of running a new university; but this would be a 
minor problem compared to the crucial one - 'that of autonomy.' 

Try and find anybody in Italy (as most probably in any other country) who 
would explicitly object to the principle of autonomy. Looking closer you realise 
that it is virtually always a sort of liturgical lip service shrewdly used as a shield 
against one (the dark one, probably ... ) of the two faces Of autonomy, namely 
accountability. 

In recent years significant steps have been taken in that direction . .The 
government has been engaged in a tightrope walking act: dismantling the heavy 
and ever-prevalent bureaucratic mentality - one that allows' no local initiative 
without prior scrutiny by the ministry and its entourage, and at the same time 
keenly avoiding the risk of a centrifugal dispersion of a myriad initiatives falIing 
outside the purview of 'objective' evaluation. 

What is really new and starts to show interesting consequences is the concrete 
implementation of an autonomy which, in the Italian case, has given rise to a 
puzzling anomaly, where it is oft asserted but not practiced. 

If most countries - including those whose institutional structure is strongly 
centralist (France, Spain until 1975, and so on) - show a high level of real 
autonomy for the academic body as a whole, and for individual universities and 
their units, this is not the case with Italian universities, where until quite recently 
no critical decision could be made unless it had the nod from the Ministry. The 
lack of substantial autonomy has long been justified as a consequence of the need 
to guarantee the valore legate (accreditation by the law, government control) of 
degrees. 

A more than nominal autonomy appears to be only possible whell third level 
institutions enter into competition with one another, especially if a substantial 
p6rtion of their resources is submitted to social evaluation and quality assessment 
(by governmental structures, of course - as in the case of the French Committee 
for academic evaluation - but more' importantly by professional and scientific 
associations, unions, and so on). 

In a comparative perspective the crucial point comes out clearly_ As long as 
academic degrees are expected to carry a legal value,S with a public support, 
backing and guarantee, their 'autonomy' is constrained into very narrow 
guidelines. If and when the social and market value of a certificate is linked. to the 
public prestige of the issuing body or institution, these should be in full mastery 
of their own procedures. A paradigmatic case is that of Belgium, withjob-oriented 
(short) higher education institutions acting within the guidelines set by national 
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ministries, and universities with a high level of autonomy concerning all matters. 
Access to professions is subject - everywhere - to selective assessments. 
Academic degrees may be (or may even not be) necessary conditions but they are 
not sufficient by themselves. Professions (in the English sense) may well be 
socially controlled, but they would not be considered professions. were they not 
self-regulated: is the academic profession fully a profession? 

In a 'simpler' country, the goal of true autonomy for each individual university 
would have been attained if the legislative and administrative bodies would have 
taken the straight-forward way of producing a single comprehensive framework 
act and the relevant set of rules and regulations needed to support its 
implementation (interesting ct?mparative examples cOll:ld be the British Education 
Acts, one of which - that of 1944 - has lived almost fifty years,.or the French Loi 
d'Orientation of 1968, or the Spanish LOGSE), giving to individual institutions 
the necessary amount of responsibilities and accountabilities. This has not been 
the case in Italy. The legislative production has been complex and some of the 
rules affecting acaderriic institutions were fonnulated within budgetary laws, 
within much broader acts aimed to bring about deep bureaucratic refonns. Such 
is the case of the Bassanini laws, a series of Acts that are known by the name of 
'the minister of the Funzione pubblica/civil service, charged with the Herculean 
task of modernising Italian red-tape. 

Reforming Italian universities 

The coming academic years 1999-2000 and 2000-2001 may well lead to a real 
turning point in Italian higher education as a result of the funambolic and often 
contradictory governmental exercises. 

1999·2000: Going corporate 

A brand new phenomenon which became visible during the summer of 1999 
is the invasion of elaborate advertisements - placed by individual, mostly state 
universities - in the press and the internet. 

This is a visible result of new rules of what is called 'autonomy' and should 
be more appropriately referred to as 'going corporate' • since they are related rather 
more to the financial than the scholarly side of autonomy. It is worth looking a 
little bit closer at this aspect . 

. In comparative tenus, the amount of public resources invested in HE is lower 
than the average in EC countries. In spite of that, due to severe difficulties, of 
public finances, a significant increase of resources is unlikely to come from the 
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(central) state through the Treasury. If two-thirds of students do not attain their 
degree, the cost per graduate - despite a relatively low cost per enrolled student -
is high. The Italian university as an industry mobilises an amount of resources that 
is disproportionate to the results attained, particularly if one considers 
instructional services. Moreover, international comparison clearly shows that one 
of the main anomalies of our system - in spite of relatively low fees - is to put most 
of the overall burden (i.e. the costs of living) on students. Lack of productivity of 
the system can reasonably be attributed, to some extent, to this peculiarity. An 
objection however can be made to an increase of. public resources: individual 
benefits accruing from higher education militate against the principle of offering 
(virtuaIly) free instructional services. This effectively means that the state gives 
a bonus to each student - irrespective of his or her income or financial standing. 
The regressive effect is clear: taxpayers, whose average socio-economic 
distribution is lower-middle class, pay instructional costs to students, whose 
average condition is still upper-middle class. The government is acting in fact as 
a counter-Robin Hood: drawing fiscal resources from the less well-off to finance 
the education of the more well-to-do. 

An increased cost-effectiveness of available resources could only co~e 
through their functional reallocation. 

As a matter of fact. the first step of a concrete implementation of the principle 
of autonomy has been on fin.ancial matters. Instead of earmarked streams of 
contribution to each one of the many items of a rigid budget, the Ministry allocates 
a lump sum to each individual institution according to size and a set of assessment 
criteria. This implies that fees paid by students, if almost nominal (far as they are 
from actual costs), are an essential part of the income of universities. Students' 
fees in actual fact contribute nearly 15% of expenses; contributions differ among 
universities: matriculation and registration fees - determined by the government 
- are common aB over the country and are almost nominal; tuition fees can be 
defined locally by Administrative councils and vary according to i~stitution, 
programme, and family. income level. 

The issue of costs vs. prices calls for a remark. Vocally appealing to an 
undefined 'right to study', there are frequent protests among students about tuition 
fees. The most radical advocate an unrestricted right to absolutely free studies: 
free of charge, free of obligations, free of assessment. .. Meanwhile private 
providers of auxiliary services flourish, promising accurate and effective support 
in preparing examinations in planning, organising and writing final dissertations, 
and son on. These are not philanthropic institutions, of course. Quite the opposite! 
These are strong and flourishing businesses and they charge for one single ex:am 
(to be taken in public universities, of course) the same amount that universities 
charge - on average and for all services - for a full academic year. Overseas 
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businesses - such as a fancifuliy named 'New Yorker University' - pay for 
advertising spots on TV claiming to offer 'Bachelor, Master, and Doctoral degrees 
(a title that they can be used, even though it is not recognised in Italy) in six 
months'. Unbelievable, yet unfortunately true. 

1999-2000: Walking the tightrope between autonomy and national guidelines 

The general architecture of university programmes is about to face radical 
changes after the fonnal reorganisation planned by Act 341 of 1990 (diploma 
universitario, laurea, dottorato di ricerca; diploma di speciaUta): 

- The universe of programmes, based so far on the traditional structure of 
centuries-old and/or more recent faculties, each one hosting a variable number 
of degree lines (cors; di laurea) shall be reorganised in five broad areas 
(humanities, health, engineering and architecture, social and political sciences 
and law. science and technology). . 

- Access wIn be filtered: immediate for students coming from a secondary 
school stream that is matching the university area chosen, subject to entrance 
examinations in case of mismatch. 

- The path of HE will be structured in three steps for all, (according to the 
organisation set up in 1990, a newly matriculated student chooses at the 
entrance. poin~ either the three years diploma programme, or the laurea 
programme, which lasts four to six years: the two types of programme did not 
nece.ssarily fit into a sequence). 

The wording of at) official ministerial paper (Schema di Regolamento in 
Materia di Autonomia Didattica degli Atenei, submitted on 19/3/99 to the 
National University Council to solicit evaluation) i.s bureau-baroque-byzantine, 
and therefore much in the spirit of what Italy has been accustomed to, and which 
will takes ages to change. The result is somewhat puzzling. While the structure has 
three layers, or steps, plus postgraduate specialities that are a parallel alternative 
to doctorate (3+2+3), the text reads on as follows:' 

I. Universities deliver first and second level degrees. The first level university 
degree is the laurea diploma (DL). Second level university degree is the 
doctorate diploma (DD). 

2. Universities also deliver a specialist diploma (DS) and the diploma of research 
doctorate (DR) 

Doesn't sound consistent, does it? 
Be it as it may, the significant innovation is to let the first cycle of HE 

eventually emerge explicitly as it has long been in most countries. So far. so good. 
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What raises perplexities and some skepticism is the a-critical adoption of a 
mythicised and misunderstood 'credit system', here formulated in a bureau
baroque-byzantine way by which academic paths will be arithmetised (or rather 
kabbalized, alas!): 60 credit per academic year, each credit 25hrs student work, 
totalling 1500 work hours per year ... 

Another word that has become trendy and keeps hitting the headlines these 
months is 'flexibility'. When opposed to 'rigidity' it is all right, of course. But 
does the proposed way to implement the - quite reasonable - principle of 
accreditation really show flexibility? The rationale as declared by decision
makers should be to facilitate and promote transferability. In this connection it is 

, nothing new, as Germany has known for at least three centuries a very high level 
of mobility across universities without arithmetising. Italian universities have 
always had procedures to allow transfer through accreditation of previous work, 
and the mythicised North American 'credit system' has never been mechanical 
and unrestricted. The name is a transparent metaphor. Anybody holdi~g an 
account in a bank is entitled to close it, opening a new one elsewhere, and there 
will be no loss of money in transfer except technical charges. Now, even the 
various campuses of the biggest public universities in the US (like SUNY or the 
University of California) have such a level of autonomy that they do not guarantee 
full recognition of previous work in case of transfer. One may well suspect that 
such a ,ridiculous mimickry of engineering, or the transfer of a secondary school 
pattern to the tertiary level, is an indirect way to implicitly suggest that a fair 
assessment, evaluation and grading is to be considered impossible in other ways. 

These legislative changes are about to set in motion an unprecedented reform 
process. Far from eliciting all expected results, however, the process may further 
entangle the situation. How much of the old structure will survive, and how far 
will the new deal be successful, is still unclear. 

Not a reformist country, Italy is used to living great protest movements and 
simultaneously to endure, beyond any reasonable limit, the immobility of the 
political guild, lacking any experience of how to manage reform processes. The 
recent history of the Italian university is a history of legislative stagnation on the 
one side, and of violent (sometimes 'explosive') students' movements (1966, 
1968, 1977, 1989) on the other. It is therefore extremely difficult to anticipate 
whether these reforms will remain on paper or will succeed. 

It is not easy to identify the actors performing on the stage of higher education 
policy, nor to follow a debate. that is all but lively and hot. Multiple subjects and 
parties are involved in this cycle of change: students, teaching staff, rectors and 
their Permanent Conference, unions, political parties, the National University 
Council (CUN). Public debates, however, have looked so far like brilliant 
monologues by ministers, all other actors appearing 'as dummies. There are many 

200 

r 



r 

~. 

reasons to that, some of which due to the difficulty of setting a process of change 
in motion. Students are promised a better instructional offer; at the same time they 
are being asked to submit themselves to more efficient controlling procedures: and 
that is what the student body seems to perceive most of all. Students cannot 
become an effective negotiable counterpart to the government, untrained as they 
are to set up and manage effective unions. In other words, they are unable to 
express their voice within the institutional debate. As a result, either government 
proposals are approved without even recording student opinion, or are hindered by 
the explosion of movements (as in 1989-90). The teaching staff, though obviously 
involved, is neither threatened by heavier obligations, nor solicited by new 
incentives. Despite the possi.hility of facing an increase in their responsibilities 
in administrative and instructional tasks, a change in the salary structure is not 
foreseen. 

Consultative and self-governing bodies - particularly the ConJerenza 
Permanente dei Rettori and the Consiglio Universitario Nazionale, almost 
entirely composed of full professors - did not take dear and overt positions. 
These bodies (whose competencies are limited, anyway) are more inclined to 
preserve the traditional caste order of the academy than supporting change. 
Unions, traditionally active when university policy is affecting salary and careers . 
of their members, have been neutralised by the decision not to change the status 
of teaching and non-teaching staff. It should be remarked that staff has been the 
only sector concerned by the 1imit~d innovations introduced in the university 
system during the seventies and eighties. 

Marco Todeschini lectures in the Dipartimento di Filosofia of the Facolta di Lettere 
e Filosojia, Universita degli Studi, Via" Festa del Perdono, 71-20122 Milano. Ph+Fx 
+390258113574; email <mett@mailserver.unimi.it>.<mt1940@hotmail.com> 

Notes 

1. The hint refers to Umberto Eco. Kant e I'Ornitorinco. Milano, Bompiani. 1997. especially 
to 2.5 and 4.5 

2. 'Umberto Eco. Omitorinchl Jaureati', in Riccardo Chiaberge Navigatori del sapere. Dieci 
prop0ofte per il2000. Milano, Raffaello Cortina Editore. 1999, first published as 'ECO. J'universita? 
E' un omitorinco' in Corriere de/Ja Sera 11/3/1998. 

3. The minister of education of the Savoy cabinet. Casati. who had flown to Turin after the 
repression of insurgence in Milan, March 1848, had been deeply influenced by the Austrian school 
organization. 
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4. A remark in passing can be useful: the average quality of infonnation about education and 
training at all levels is in Italy quite poor. No periodical comparable to the British Times Educational 
Supplement and Times Higher Education Supplement or the French Le Monde de l' Education. 
delivering qualified infonnation to the general public. can be found in Italy. But also academic and! 
or professional journals do not seem to care much about accuracy: the epitomizing example is the 
universal statement that school leaving age is in Italy set at 14. while since 1962 it had been raised from 
14 to 15. The minister himself. when referring to a recent parliamentary decision by which the number 
of years of compulsory schooling has been increased from 8 to 9. says in public ~lnd writes that the 
leaving age has npw reached 15. . 

5. Whatever that may mean: the printed statement on a banknote that it is legal tender does 
not protect it from inflation ad therefore gives no guarant~e as to its real value. 

6. This structural change is often said to be a consequence of the so-called Sorbonne Declaration 
of 25 May 1998 by which ministers of education offour European countries agreed to 'harmonise' the 
architecture of the European HE system. What, then, about the so much beloved and praised 
'Autonomy' of HE institutions? That statement is in fact the result of widespread misinfonnation and 
confusion reaching 'experts' and decision-makers, among others. In a working paper prepared for a 
Conference on the issue held in Bologna On 16 June 1999. entitled 'Project Report. Trends in Learning 
Structures in Higher Education', (a project supported by the EU Commission and undertaken by the 
Confederation of European Union Rectors' Conferences and the Association of European 
Universities) an appendix signed by Guy Haug (,The Sorbonne Declaration: What it does say, what 
it doesn't') discusses the issue and at point 2 (,The controversial proposal for a European-wide pattern 
of qualifications after 3,5,8 years in higher education'), Haug remarks that: 'The main confusion 
surrounding the Sorbonne Declaration stems from the nearly simultaneous release in May 1998, in the 
same city of Paris, of the Sorbonne Dec1aratio~ and the Attali report. This report sets out a series of 
recommendations for key changes in the higher education system in FRANCE, but bears a surprising 
title ('For a European model of higher education'), one not warranted by its content - but maybe by 
the context in which it was chosen. This led to confusion between the two documents, which seems 
to be amalgamated in the mind of many players in the higher education community ( ... ).' The Attali 
report, in spite of its title, should therefore be seen for what it is: a national report addressing national 
issues, within a perceived European and international context. Its pertinence and relevance for policy 
setting in Frnnce are clearly an issue that is totally outside of the scope of this paper. The main aspects 
relevant to the debate concerning post-Sorbonne developments are two: (a) the 3-5-8 'model' on which 
the recommendations are based is far from an established common feature, even though it is important 
to locate and measure convergence trends in Europ~; (b) reactions, mainly negative ones, have affected 
the perception of the Sorbonne Declaration, albeit it does not even mention the 3-5-8 pattern. What the 
Sorbonne Declaration does mention is the need to have first cycle degrees which are 'internationally 
recognised' as ' an appropriate level of qualification', and· a graduate cycle 'with a shorter master's 
degree and a longer doctor's degree' with possibilities to transfer from one to the other'. It also says 
that such a two-cycle system 'seems to emerge' and 'should be recognised for international comparison 
and equivalence' .. 
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Appendix 

STUDENT ENROLMENT (LAUREA PROGRAMMES) 

Year total change Academic student! Fuori change 
enrolment staff staff corso* 

number % number ratio number % 

1992-93 1518874 4.6 54570 27.8 479399 31.6 

1993-94 1575358 3.7 56789 27.7 481508 30.6 

1994-95 1601873 1.7 57445 27.8 526706 32.9 

1995-96 1617140 1.0 58111 27.8 555460 34.3 

* Students that have gone through the legal duration of the programme (4 to 6 years according 
to areas) but did not complete the required exams and final dissertation can enrol until 
completion of all requirements. 

MATRICULATION (1ST YEAR) IN UNIVERSITY PROGRAMMES 

Academic Laurea Degree Diploma Degree Total % on 19 
(Long) (Short) 

Year number change number change number change Yrs 

1993-94 336967 .8% 18069 8.9% 355036 1.2% 40.6 

1994-95 317030 -5.9% 19465 7.7% 336495 -5.2% 40.9 

1995-96 310890 -1.9% 24232 24.5% 335122 -0.4% 43.3 

1996-97 304238 -2.1% 27980 15.5% 332218 -0.9% 45.1 

1997-98 289724 -4.8% 30692 9.7% 320416 -3.6% 45.1 

1998-99 275216 -5.0% 34828 13.5% 310044 -3.2% 43.7 
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ACADEMIC YEAR 1998-99 

Students Enrolled and Gratuated (Laurea) % 

Fuori Corso* 607844 38.6 

1st Year 275216 

Total of Regular Years 965208 61.4 

Total Number (R+FC) 1573052 100.0 

Graduates 129169 

Of Which Fuori Corso 114244 88.4 

* Students that have gone through the legal duration of the programme (4 to 6 years 
according to areas) but did not complete the required exams and final dissertation can 
enrol until completion of all requirements. 

GRADUATIONS IN ALL UNNERSITIES 

Year Laurea (long) Degree Diploma (short) Degree Total 

Number increase of age number increase of age number increase 
range range 

1993 92057 2.7% 10.0% 6422 6.3% 0.7% 98961 2.9% 

1994 98057 6.0% 10.5% 6897 7.1% 0.8% 104936 6.0% 

1995 104877 7.0% 11.2% 7511 9.2% 0.8% 112388 7.1% 

1996 115024 9.7% 12.3% 9433 25.6% 1.1% 124457 10.7% 

1997 121785 5.9% 13.3% 10202 8.2% 1.2% 131987 6.1% 

1998 129167 6.1% 13.8% 10959 7.4% 1.3% 140128 6.2% 

Sources: MURST statistical service, ISTAT. CENSIS (from ISTAT) 
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RECENT DEVELOPMENTS IN HIGHER EDUCATION 
IN MALTA 

GODFREY BALDACCHINO 

The legacy 

'{The] shared history of permeability to globalisationforces, of 
domination and peripheralisation is therefore bound to have had an 
impact on the/arm, pace, and direction a/the region's educational 
development ... ' (Sultana, 1999:15). 

l!Development in the peripheral island state of Malta is a clear case study of the 
persistent impact of external agents and the subservient role of local institutions 
as 'policy-takers' in the wake of exogenous initiatives. A country with hardly any 
commercially exploitable resources and without presenting any physical obstacle 
to sea-based invasions, Malta and its people have had no geographica1~ economic 
or cultural hinterland to which to retreat and from which to entertain notions of 
self-reliance and national identity (Busuttil, 1973; Spiteri, 1997). Colonial 
penetration has been deep, total and millennial: the Maltese cannot envisage a time 
when theX were not located within the economic and political circuitry of a larger, 
regional power. Benevolent dictatorship or fiscal sponsorship has been typically 
preferred in relation to the dangerous risks of 'going it alone'. Indeed, the island's 
economic psyche as a rentier stat~ revol~es perennially -. and nervously - around 
the injection of outside finance - foreign direct investment; tourist currency; and, 
more recently, the titillating promise of European Union Structure and Cohesion 
Funds (Vella, 1994; Baldacchino, 1998). 

The demographic basis for such a condition is not difficult to consider. Malta 
today is the second most densely populated state in the world, beaten only by 
Singapore. Almost 400,000 citizens seek to survive on a se"mi-desert rock 
formation of just 315 square kilometres which is bereft of natural water supplies, 
has a poor topsoil and equally poor contiguous fishing grounds. That the Maltese 
survive," and survive rather well, bears testimony to their ingrained, historically 
learnt ability to tap the external. The external agent, in turn, has been able - at times 
willingly. at other times begrudgingly - to somehow meet these expectations. 

Malta's economic and political history for many centuries has been a question 
of extracting value from foreign sources for local use and consumption. The 
building of its Baroque capital city, Valletta, from scratch with European funds 
after 1566 - an antecedent to the EU Structural Policy? - was a wise move 
capitalising on an upbeat Christian Europe thankful to Malta for halting and 
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defeating a massive Turkish invasion force. The Knights of St John - in their own 
way, a medieval, theocratic version of the European Union - transferred largesse 
from their European lands, and from their own, or delegated, corsairing sprees, to 
Malta for two and a half centuries (Mallia Milanes, 1992: 125). Britain, the last 
colonising power, was soon obliged to purchase the loyalty of the Maltese by 
effectively subsidising the local economy, from the 1830s to 1979 (Baldacchino, 
1988). It has been essentially big government, playing host to foreign investment 
in manufacturing and the deployment of tourism industry. along with mass 
emigration, which have collectively enabled the Maltese to propel their externally 
dependent fortress economy into a 'post cold war' era where strategic location can 

. no longer be cashed in. 

Impact on education 

The relationship between this legacy and educational development is an 
intimate one. The very foundation of what is today the University of Malta in 1592 
- the oldest tertiary education institution in the British Commonwealth outside 
Britain - is to be understood as part of the building of Valletta and the attraction 
of foreign funding for this noble cause (Maxwell, 1980). Schooling under the 
British was mainly in the interest of co-optative acculturation, as well as a means 
of recruiting literate workers into the lower echelons· of the burgeoning civil 
service (Pirotta, 1997). The initiative to develop adult literacy skills has been very 
closely tied to the acceptability of the Maltese as settlers to countries which had 
been targeted as potential destinations for Maltese emigrants (Zammit Marmara, 
1997; Vancell, 1997). The bitter and long drawn out 'language question' -
concerning the supremacy of either the Italian or the English language - was a 
front for the attempted ascendancy of a .particular, new economic middle class 
over a traditional, c1erico-professional bourgeoisie (Frendo, 1979; Piroita, 1997). 
And the emergence of technical, vocational education in the early 1970s was also 
closely matched to the perceived exigencies of the foreign manufacturing investor 
(Sultana, 1992). Note that, in all these debates, the arguments for or against 
anything local were not a priority and any gains for Maltese identity and language 
were typically unintended or secondary consequences. 

Another effect of these developments is that education has become widely 
recognised as a key instrument for occupational, if not also social, mobility in 
Malta. One reason for this is because the quantity and quality of certification has 
become a legitimate instrument for sifting job applicants, even where the aptitude 
being certified may not be even remotely related to the job in question. l A second, 
less obvious, explanation is because the interaction with fellow stu,dents and other 
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peers may - in a small social universe where it is fairly.easy for people to know 
each other or to know someone else who does - foster those social networks which 
may eventually translate into infonnaqts, contacts, gatekeepers and patrons - all 
useful tools for landing a desirable job,' 

Focus on the university 

Higher education in Malta is almost the exclusive responsibility of the 
University of'Malta. Apart from a vocational Institute for Tourism Studies,3 all 
tertiary and various post-secondary education programmes,4 not to mention other 
initiatives,s operate under the aegis of the Alma Mater. This is a situation which 
has come about rather abruptly over the last decade and represents a sea change 
in the role which the University of Malta has been expected to play in the national 
context. 

Where a university is financed by public funds, it must always somehow 
justify its funding through its contribution to the economic, social and cultural life 
of the nation. All the more so in a small jurisdiction where the University enjoys 
a practical monopoly in higher education and where the institution can easily 
tower head and shoulders as much in political prioritisation as in social prestige. 

Compulsory primary education was only introduced in Malta in 1946; 
secondary education was extended to all as from 1970. State education was free, 
being paid for by indirect taxation, and this exemption from fees was extended to 
the University of Malta as from 1970, 

The 16-year spell of a Labour Government propelled a series of radical 
reforms which sought to orient the educational institution more closely to the 
needs of the economic infrastructure. Tertiary education was envisaged as 
requiring a rupture beyond the high status, traditional professions, solidly 
protected and reproduced on campus; and more explicitly vocational courses were 
launched, with new faculties of education, health care, dentistry, engineering arid 
business established. 

Reforms and counter-reforms 

Most notable of these reforms was the so-called 'student-worker scheme' at 
:University. and its equivalent 'pupil-worker' scheme at post-secondary level. 
Both of these entailed a system of 51h months of study and 51/2 months of work 
during each year of full-time tertiary education. Students were sponsored by their 
employer - entry to University was also conditional on'clinching such a 'patron' 
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- and received a salary, thus ensuring that no one would dismiss tertiary education 
because of financial hardship. In return, undergraduates entered into a contract to 
work for their sponsor for a set number of years after their graduation. This 
sponsorship system was meant to ensure the availability of jobs to graduates, 
dispelling the spectre of graduate unemployment, while obliging all 
undergraduates to spend time at work, ,thus discouraging elitism and fostering a 
respect for all types of work, manual or otherwise. 

Parallel to these reforms, a Technician Apprenticeship Scheme (TAS) was also 
piloted in 1981. The idea was to extend the education-work partnership to 
vocational, post-secondary education. A combination of theory-oriented learning 
and hands-on practice over a number of years was meant to produce a crop of 
technically qualified journeymen.' An Extended Skills Training Scheme (ESTS) 
followed suit in 1990, providing a similar arrangement but at a lower, craft level 
of academic and technical competence. 

The student worker and pupil worker schemes met vicious criticism: they 
clamped down savagely on access to University education reduced the academic 
content of courses; introduced a rigid and mechanical fonn of graduate manpower 
planning which was difficult to work in any context, let alone in a small and open 
labour .market which depends to a large measure on flexibility. Postgraduate 
degrees were effectively embargoed; entry to .other courses was restricted by 
means of a numerus clausus; the Faculty of Theology was forcefully privatised 
and the non-vocational Faculties of Science and the Humanities were closed 
down. An ebb of just 1,680 students enrolled at University was reached in 1984. 
This represented an abysmally low rate of participation by ,the 18-24 age cohort 
in tertiary education in Malta, compared to, other countries.7 

Nevertheless, these refonns did usher in a change of perspective - and perhaps 
of culture - which survived the re-foundation of the University by the Nationalist 
Government when this returned to power in 1987. The concept of 'waged 
students' and the financial ind~pendence which i~ generated amongst a growing 
cohort of post-16-year-olds was also politically and economically difficult to 
contain. The end result is' that, the student-worker and pupil-worker sponsorship 
scheme became, after 1987, a stipend. The fiscal handout remained while the 
obligations to rope in an eventual employer and work for part of the year with the 
same were summarily dispensed with. The stipend was transfonned from a 
payment for labour into an incentive to encourage post-secondary and tertiary 
education. 

The incentive appears to have worked: along with the lifting of the numerus, 
clausus; the re-foundation and re-integration of the Faculties of Science, 
Humanities and Theology; the number of students enrolling for tertiary education 
shot up dramatically. 8The options available for further study also increased: over 
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60 different degree and diploma courses are now being offered, from 10 Faculties 
and 18 other Institutes and Centres; the student population had grown to 6,500 by 
1996. While there were only 250 graduating students in 1988, there were 1,250 
in 1995. 

Of course, the increase in the student population has also meant that the 
number of stipend beneficiaries has expanded to suit, with significant strains on 
the public purse. Successive governments have sought to somehow manage this 
issue, while fully cognisant that the stipend was also a fann of national investment 
in human capital, a social benefit and an instrument of financial independence 
for youth.' 

Implications of expansion 

The very rapid increase in student enrolment in higher education carries a 
series of other implications. The first effects have already been felt on the campus 
itself. The lack of lecturing space, limited library facilities and resources, the 
demand for more lecturing staff, the expansion of currricula ... these have already 
met with some response in terms of recruitment, new and upgraded facilities and 
classrooms, new departments and institutes to cater for new disciplinary and 
interdisciplinary areas of knowledge and research. 

A second, more serious, wave of effects are now being felt by the world of 
work. The student boom is now being translated into a boom of graduate labour 
supply. The change in ihe quantity and quality of the graduate 'product' has been 
having significant effects on the small local labour market Herewith are the most 
salient ones. as emergent from empirical research: 10 

The spectre of graduate un- and under-employment. Whereas there was not a 
single unemployed graduate in summer 1993, more recent years have seen a few 
scores of graduates registering for work. The issue 'is a complex one, since 
graduates would tend to be looking for job opportunities whiCh match fairly 
closely to their education, especially if they have pursued vocational courses such 
as education, management. accountancy or law. Furthermore, various graduates -
particularly from Engineering and Science courses - who do land jobs nevertheless 
complain that their current duties are essentially routine and/or administrative and 
therefore unchallenging. even frustrating and de-skilling. In reaction to these 
complaints, employers are quick to point out that graduates tend to have entertain 
unrealistic and grossly inflated expectations about the nature and content of work. 
Essentially, employers argue, it is up to the graduate employees to prove their-salt 
by adding value to their existing employment and increasing the element of 
enterprise and challenge therein. 
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Conflicting interpretations of the importance of being a graduate. Indeed, 
employers consistently insist that simply having a degree is no automatic passport 
to a good job and a good salary. While graduates may assign a lot of discretionary 
value to their paper certificate per se, employers are more on the look out for such 
attributes as motivation, experience, leadership, flexibility, discipline, 
perseverance, and the ability to deploy analytic, social and communicative skills. 
When graduates are employed, it is either because there is no choice - as in the case 
of warrant holding posts - or else because their qualification is taken to represent 
a command of the essentially non-academic criteria outlined above. 

Some graduates are more equal than others. The increase in the nation's 
graduate stock has not been distributed equally. In spite of policies enacted to 
render the route to tertiary education blind to internal societal differentiation, there 
remains evidence that the equalisation of tertiary education opportunities has not 
occurred. 11 First of all, the fashionable, upper middle class areas of Attard, Balzan 
and Lija have the highest relative concentration of graduates in the population; in 
sharp contrast, the declining working class towns along the southern rim of the 
Grand Harbour, traditional sites for port services and ship-repair, enjoy a gr:aduate 
density which is a staggering 20 times less. Turning to gender, the male to female 
student ratio has now stabilised at a rough 1: 1; but female students remain 
concentrated in the faculties of education, arts and health care; and various female 
graduates claim that their gender has been an obstacle towards the pursuit of 
desirable jobs. Finally, a distinct inter-generational transfer exists in relation to 
certain graduate professionals, as is the case with graduates from the Faculty of 
Laws. One third of sampled Law graduates have at least one parent or one elder 
sibling'who is already in the profession. Access to higher education, it seems, is 
clinched not only on the basis of achieved but also ascribed criteria. . 

The relative-disregard/or self-employment. In certai'n courses, such as Law, 
Dentistry, Phannacy, Accountancy and Medicine, it has been fairly common to 
find graduates taking up private praciice as self-employed individuals or as 
members of some partnership. Apparently, the- attraction of such an employment 
status may be dwindling, given the greater competition in the job market which 
reduces the likelihood of sustainable self-employment. This in turn, increases the 
pressure on major employers, particularly the state, to open up employment 
opportunities for graduates. It is a pity that the percentage of self-employed 
graduates is much less than that for the whole Maltese working population, 
suggesting that higher education is stifling, rather than fostering, those 
entrepreneurship skills which become even more crucial in an open and 
liberalising economy. Sampled graduate workers from all faculties complain that 
the University of Malta's weakest contribution to their occupational competence 
has been in the area of the development of creativity and initiative. 
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Merit versus seniority. A much larger number of graduates seeking 
employment increases the likelihood that such graduates land super-ordinate 
jobs; this means that non-grad1.lates who would have otherwise gone up the ranks 
and obtained promotion mainly on the basis of competence plus seniority 
have suddenly found their career paths thwarted, or at least challenged, by 
typically younger and less experienced but more qualified individuals. So far, 
the tension has not escalated, because many of those who have to decide the 
balance between these two criteria of selectivity are themselves not graduates. 
Once those responsible ~or selection and recruitment become themselves 
graduates, they are likely to assign a different, higher weighting to academic 
cred~ntials. 

More hands-on education. Sampled graduate workers claim that their own 
independent work while at University - assignments, dissertations, research work 
and seminar presentations - proved to have their greatest contribution to their 
working lives. Lectures, lecture notes, tests and examinations scored least. Such 
statements indicate the value of practical oriented learning and confirms the 
importance of such pragmatic pursuits as practicums, placements, extra-curricular 
credits, site visits and case studies in one's university education. The value of such 
activities increases when one notes the fiercer competition for jobs in the graduate 
labour market and how the lack of work experience translates as the major obstacle 
to young graduates seeking employment. 

Conclusion 

The magnitude and the rapidity of the shifts and changes undergone recently 
in the field of higher education in Malta, laid out over the smorgasbord of a small 
and sensitive labour market, carry crucial implications for those involved, whether 
on the demand or supply side. Clearly, the nu.mber, nature and profile of jobs in 
the local Maltese economy is substantially a techno-economic given and not an 
issue at the discretion of local policy makers. This enhances the importance of a 
generalist educational programme which postpones, as much as possible, the early 
channelling of individuals into hard-and-fast, specialist, narrow, job-related 
competences. It also highlights the importance of flexibility as a key component 
for a survival strategy. 

The opening up of Central and Eastern European economies to foreign 
investment is attracting foreign capital which could have otherwise considered 
Malta for its manufacturing location. Furthermore, the need to rein in the state's 
burgeoning budget deficit to sustainable levels, the liberalisation of the hitherto 
protected domestic market and the streamlining of the public and parastatal sectors 
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via the privatisation of management and/or of assets, are collectively likely to 
usher in a period of high structural unemployment. Ironically, it may be to 
selective emigration and/or to self-employment that the Maltese labour force may 
have to turn in the near future as a response to these consequences of painful 
restructuring. Higher education, then, must bear a major responsibility to equip 
individuals with the skills and cultural orientations necessary to take up such 
options and manage them successfully. 

Notes 

1. This relates to the phenomenon of 'qualification inflation' (Mallia, 1994; also Oichia, 1994), 
whereby 'individuals may be asked to attain qualifications which are above the demands made by the 
task' (Rizzo, 1994). 

2. See Baldacchino (1993). The importance of education for occupational mobility in Malta was 
empirically deduced by Boswell (1982). 

3. The University of Malta did attempt to take over the ITS in the early 1990s, but without 
success. Nevertheless, ITS does not grant degrees and its students have to proceed to the University 
of Malta for a topping up final year course to qualify for a University of Malta degree. , ~ 

4. Other exceptions here relate to higher degrees awarded by foreign universities like Maastricht 
(The Netherlands) or Henley (BruneI University, UK) and which are run by private educational 
organisations, often in collusion with University of M~lta staff! 

5, These include the National Swimming Pool Complex, a score of research centres and 
institutes, a subsidiary University of the Third Age -U3A- and, for some time, the building of a massive 
hospital. 

6, Yes, many of those who benefit from these schemes are men. The very low relative number 
of females who follow vocational courses in Malta - unless they are related to either health care, pre
school education or secretarial work - remains a moot issue, Female participation in the Technician 
Apprenticeship Scheme amounted to less than 4% ofthe total participation in 1994/1995 (Ramboll 
Report, 1996- Main Report, Table 6.7 & Annex IV. p.5). 

7. According to the 1985 National Census, only 3,500 Maltese had a University degree or better 
(COS, 1986, p.79), This ru:nounts to a paltry 1 % of the Maltese popUlation. 

8, The number of graduates had shot up to 19,000 by 1995 (Abela, 1998: 52) and is still rising. 
The University of Malta has projected a student population of 8,000 in 199912000 and of8 .285 in 20001 
2001. 

9. The short-lived Labour Government (1996-1998) cut down on the value of stipends. 
introduced a fixed value irrespective of the course or year being followed, and introduced a loan 
scheme suppo~ed by the local banks; the re-elected Nationalist Government (elected in 1998) 
extended the stipend to all post-secondary and tertiary students, but maintained the fixed nature of the 
stipend. The Student Stipend Scheme Commission (1999) has also recommended that stipends would 
not be revised in line with inflation for at least 5 years and has hinted at the introduction of fees. even 
if notional ones. Government has not as yet committed itself on these sore points, 
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to. The research consisted in two sets of semi-structured. fact-to-face interviews held in summer 
1993. The first was with a stratifled random sample of workers who had graduated from the University 
of Malta between 1986 and 1992. The second was with the respective employers. personnel managers 
and/or heads of department of the sampled graduates. For full details of the survey results and the 
methodology deployed, consult Baldacchino et al. (1997). 

11. Sultana (1995) argues that some 25% of University students come from what may be broadly 
defined as working class backgrounds, even though that sector represents some 56% of the. total 
Maltese occupational cluster. 

Godfrey Baldacchino is a· Lecturer and Research Officer at the Workers' 
Participation Development Centre, University of Malta. He is a sociologist concerned 
with labour market, human resource developmerzt, industrial democracy and 
employment relations. E-mail address:gball@um.edu.mt 
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THE SYSTEM OF HIGHER EDUCATION IN MOROCCO: 
A BRIEF INTRODUCTORY REPORT 

ARMED MEZIANI 

Introduction 

Bince its independence in 1956, Morocco has understood that its economic and 
social progress depends very largely on the knowledge and skills of its people. 
This is why it has put so much emphasis on education and training. For that 
purpose, it set itself four objectives: (1) the arabisation of the school and 
administration sectors, (2) the moroccanisation of the personnel, especially in 
teaching and public administration, (3) the unification of the school systems, and 
(4) the generalisation of schooling to all school age children. 

While moroccanisation and unification have so far been largely satisfied, the 
other two objectives stilllag far behind. Concerning higher education - which was 
supposed to pave the way to these objectives - there was not 'a single University 
in the country in 1956. There was, of course, the Quarawiyine University in Fes._ 
which is one of the oldest in the world. But this institution provided (and still does) 
traditional education such as religious studies, Islamic law, Islamic tradition, 
Arabic language and culture. There were, however, a few institutions of higher 
education which were part and parcel of the French University in Bordeaux. This 
is why just one year after independence, the first modern University was created 
in Rabat with just the two faculties of letters and law. Other institutions were 
created later in the early sixties, viz. medicine, engineering, and public 
administration .. 

The main aim of higher education in Morocco was then to provide the 
country with citizens with specialised skills. At first, this work force was to 
replace the French personnel in administration and teaching, as well as to 
provide qualified manpower for the various agricultural and industrial fields. In 
line with its major planning priority of increasing the output of persons with 
specialised skills at all levels, the Government established in 1964 the Sous
Secretariat d'Etat pour l'Enseignement Technique, la Formation 
Professionnelle et la Formation des Cadres. In the late eighties the Ministry of 
Education was split into the Ministre de l'Education Nationale, responsible 

. for primary and secondary education, and the Ministre de l'Enseignement 
Suprieur de la Formation des Cadres et de la Rechrche Scientifique. It is against 
this background that the system of higher education in Morocco will now be 
presented. 
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Higher educatiou in Morocco 

Higher education in Morocco, which has developed quite rapidly owing to a 
fast growing population and to the system of free education for all, is catered for 
by three types of post-secondary institutions. These are: (1) the public university 
system, (2) the public non-university system, and (3) the private system. 

The public university system 

From independence and up to the late 70s, the University in Rabat was the only 
institution for higher education in the country. catering for about 62,000 students· 
in 1978. From this date and up to the year 1990, twelve other universities were 
created resulting in a student body of 243,000 in 1997-1998. Of these, 
227,920were pursuing their education at the University level, 9,100 in institutes 
of higher education, and the remainder in pedagogical schools. Table 1 gives 
details of the repartitioning of this population according to the institution attended. 

In the sixties however, the higher education system was still very small 
providing place for less than 1% of the school age group. In 1963-1964 for 
example~ there were just over 8000 Moroccan students pursuing higher education, 
of whom 7,000 were studying in Morocco, and the remainder abroad, mainly in 
France and Belgium. At that time, nearly half the students were studying law, 
economics, and social and political sciences. A further fifth were studying Arts, 
while just over one fifth were studying agriculture,. engineering, and other 
scientific and technical subjects. A further 8% were following courses of study 
and training to become secondary school teachers. During the academic year 
1994-1995, the picture has changed a little: 28.8% were studying Letters and 
Social Sciences, 36.6% were studying Law and Economics, 27.2% Sciences and 
Science and Technology, 3.3% Medicine and Pharmacy, and the remainder were 
studying other subjects like Islamic Studies, Engineering, Translation, Business 
~nd Marketing. 

Non-university public higher education 

This type of education is provided by 36 schools and institutions of training 
which operate under the umbrella of various ministries, e.g. agriculture, mining, 
fisheries, architecture, health, tourism," transport, etc. Usually, the number of 
students in these schools is limited because access to them is via exams or 
necessitates a (very) high average in the high school Baccaleaureat exam. 

However, even if these schools are supposed. to fonn a skil1ed personnel 
to work within their respective ministries, many graduates find work in other 
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TABLE 1: Repartition o/undergraduate students by University for the accademic year 
1997-1998 

·University Moroccans Foreigners Total 

Total Women Total Women Total Women 

Rabat -Souissi 13915 6510 239 74 14154 6584 

Rabat-Agdal 23643 11362 301 96 23944 ·11438 

Fes I 26510 10304 191 24 26701 10328 

Fes-Quarawihin 5939 2057 29 5968 2057 

Qujda 19062 8400 184 32 19246 8432 

Marrakesh 32207 11928 207 27 32414 11985 

Casa.1 28823 14404 379 119 29202 14526 

Casa2 16246 7955 66 12 16321 7967 

Tetouan 9837 4658 92 25 9929 4683 

Meknes 21917 8405 86 7 22003 8412 

Agadir 11120 3962 85 20 11205 3982 

Elladida 7761 3552 35 10 7796 3562 

Settat 3089 1268 46 10 3135 1278 

Total 227922 98419 1982 403 229904 98882 

Source: Annuare Statistique du Maroc - 199f1 

departments. This tendency has been on the increase recently, resulting in an 
internal brain drain. 

In 1997-1998, the total number of students registered in these institutions was 
9,043 of whom 5,850 were pursuing their studies in science and technology 
dominated subjects, and the remainder were studying other subjects such as 
economics, law, literature and Arts in general. 

Private higher education 

The p.rivate sector of higher education has been able to function only since 
1985-1986. Thirteen years later, the number of private schools reached 79. The 
total number of graduates from these schools reached 8,500 in 1998, excluding 
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Al Akhawayn University. The latter is a private anglophone institution built on the 
Anglo-Saxon model. It opened for the first time in Ifrane in 1993 with a student 
body of 500. 

This type of schooling is open to only a small category of the student 
population, owing to the fact that they have to pay tuition fees, which at times are 
quite high. Courses offered at these institutions usually centre around computer 
science, marketing, business and finance and the like. In general, this type of 
education seems to favour the practical and applied side of the courses chosen. The 
language of teaching is French with some rare exceptions. In fact, there is only one 
University (AI Akhawayn in Ifrane) and two institutes where the teaching is done 
in English. A new refonn to take place shortly, projects to group the various 
private institutions in Universities which will remain private. 

The Moroccan university: a state institution 

Autonomy 

Moroccan Universities are public organisations governed by the Ministry of 
Higher Education. They are created and controlled by law like any other public 
institution in the country. The type and length of study. as well as that of exams 
are instituted by government decree. The Ministry of Higher Education elaborates 
and oversees the carrying out of the official policy concerning higher education. 
It signs and" oversees all agreements between national and international' 
universities. 

Each University is presided over by a Rector who, like. all faculty deans, is 
appointed by royal decree after a proposition of the Minister of Higher Education. 
The Rector makes sure that the Government decisions concerning Higher 
Education are carried out. He is, in theory, helped by a University Council, but the 
latter has mere consulting power. 

Financing 

The University financing is supplied by the State which controls all 
expenditure. The Ministry of Economy and Finance decides on the yearly budget 
to allocate to each University. The budget of the Ministry of Higher Education is 
about 10% of the National budget. A large part of this budget, however, goes to 
the salaries of the teaching staff. The Ministry also gives scholarships to students 
and subsidises very highly their accommodation and meals. During the academic 
year 1997-1998, it did so for 35,000 students and 6,300,000 meals. 
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Teaching Staff 

,University teachers, like all its other staff, are government employees and ~e 
therefore paid a monthly salary by the Ministry of Economy and Finance. In 1997-
1998, there were 9,667 teachers of whom one fourth were women. Of these, 1 634 
were full professors (Professeurs de I'Enseignement Suprieur), 1,357 were 
associate professors ( Professeurs Habilits), and the remainder Assistant 
professors and Assistants. The larger number of the latter group testifies to the 
relatively young staff of the Universities, especially of those recently created. A 
cursory look at the development of the number of the teaching staff during the last 
five years is presented in Table 2. 

TABLE 2: Development of teacher population in higher education 

1993-94 1994-95 1995-96 1996-97 1997-98 

University 7566 7927 8620 9418 9627 
Women 1698 1818 1991 2201 2274 
Non University 1106 1113 1124 1271 1229 

Source: Annuaire Statistiqlle du Maroc. 1998 

Concluding remarks 

This report has tried to give an objective and clear - albeit brief - picture of the 
Moroccan system of higher education. Obviously, many areas had to be left out 
for obvious reasons. The alert reader, however, will forsee the presence of several 
pr<:>blems resulting from such a system. Let us ask just one question to make the 
point. Can this centralised system, at the dawn of the 21st century and in the age 
of globalisation, produce the necessary wo/man- and brain-power to launch the 
economic and social development of the country. or will it continue in its rigid 
structure to produce citizens with higher degrees that do not fit the job market as 
is the case now? 

Ahmed Meziani lectures in the Faculty of Education. University of Rabat. Morocco. 
His e-mail addressis:meziani@fse.um5souissi.ac.ma 
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HIGHER EDUCATION IN PALESTINE: CURRENT 
STATUS AND RECENT DEVELOPMENTS 

MAHER HASHWEH 
MAZEN HASHWEH 

Background 

~ . 

aalestine. located at the eastern shores of the Mediterranean, was, as part of 
greater Syria, under Ottoman rule for about 400 years. After World War I, 
Palestine fell under British mandate. Subsequent to, or c~ncurrent with, the 
creation of the State of Israel on the majority of the historic land of Palestine in 
1948, Palestinians stayed in two areas in Palestine, while the rest became refugees 
in other countries. The area of the West Bank is 5,860 square kilometers and the 
area of the Gaza Strip is 380 square kilometers. In 1967 both areas were occupied 
by ~srael. and in 1994 the Palestinians were granted some autonomy that included 
control of the educational system in these areas. 

The population of the West Bank, including Jerusalem, and the Gaza Strip, in 
1997 was 2.68 million inhabitants, in comparison with the population of the 
previous year, which was 2.53, with an increase of 5.9 percent. The Palestinian 
society is a young society; the percentage of people younger than. IS years old 
ranges from 40.2 percent in the Jerusalem district to 50.3 percent in the Gaza Strip 
districts. 

The modern educational system in Palestine was established during the British 
Mandate period. The West Bank became part of Jordan after 1948; consequently, 
school.s were integrated into the Jordanian educational system. Egypt 
administered the Gaza Strip, and schools adopted the Egyptian educational 
system. After 1967. the educational system in these two. areas continued to use the 

. Egyptian and Jordanian curricula with some modifications that were introduced 
by the Israeli military 'Civil Administration' which directed the educational 
system. In 1994, the Palestinians took control of a system ofpre-tertiary education 
that was governed by the British, Iordanians, Egyptians, and finally the Israelis; 
prior to that, therefore, Palestinians had never controlled the system. 

When the Palestinian Ministry of Education assumed control in 1994, the 
system was in a state of neglect. The Palestinians' priorities focused on building 
new schools and repairing existing ones, and they set low priority to improving the 
quality of education. postponing the tackling of this issue to a later stage. 
However;with the very high population growth among Palestinians (the student 
population in schools is around 815,000 students in the year 1999/2000 and grows 
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at about six percent annually) they are forced - after almost five years of taking 
control of the educational system - to grapple with the quantitative problem of 
providing education for all rather than improving the quality of education. 
Examination of recent reports about the status of school education in Palestine 
(World Bank. 1994. Palestinian Ministry of Education. 1995).indicates that the 
most important problem facing the system of per-tertiary education is still one of 
quality; schools emphasise knowledge transmission and rote learning. and neglect 
teaching the skiIls. knowledge and attitudes needed for the twenty-first century. 

At the tertiary level. two-year colleges existed since the fifties. These institutes, 
which focused on teacher training. technical educational or liberal arts, were private, 
governmental or belonging to the UNRWA (United Nations Relief and Work 
Agency). In the early seventies three universities that granted bachelor degrees were 
established. Most existing institutes of higher education came into being under 
occupation with the secret help of the Palestine Liberation Organization, which was 
illegal at the time. These institutes were part of individual and collective efforts to 
preserve the Palestinian identity and to provide young Palestinians with the 
opportunity to pursue higher education after it became increasingly difficult for 
them to pursue it abroad. Prior to the Gulf War. about 60 percent of the community 
colleges and all the universities were funded with contributions from Arab countries. 
After the Oslo II Agreement, international donor organizations fund the major share 
of the costs of higher education inPalestine·. 

Current status 

Universities 

There are eight Palestinian universities and four university colleges that offer 
Bachelor degrees. Most of these institutions are public, with only two that are 
directly supervised by the Palestinian' Authority, and two supervised by the 
DNRWA. The total number of students registered at the Palestinian universities 
and university colleges is about 52,000, with males constituting 56.4 percent of the 
total. The largest proportion of students is enrolled in the faculties of education 
(23.9%). while the smallest proportion of students is enrolled in the faculty of 
medical professions (0.05%). The proportion of students enrolled in science 
faculties or science-based professional schools is less than 25 percent. 

There are large differences between one university and the other in numbers 
of students, and in indices of quality of education, such as qualifications of faculty 
members, . and extent of facilities and resources such as books and scientific 
equipment. The average ratio of students to teachers in the different universities 
and colleges is 36. ranging from 74 to 11. 
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The total number of teaching staff is 1726 individuals, 86.3 percent of whom 
are males, while Ph.D. holders constitute 46.2 percent, ranging from 0.0 percent 
to 67.3 percent. The average ratio Qf books to students among universities is 11, 
ranging from 2 to 99. 

Colleges 

There are 16 Palestinians colleges that offer programmes leading to a Diploma. 
There are four governmental colleges supervised by the Ministry of Higher 
Education, three colleges supervised by the UNRWA, and nine private colleges. 
There are 4299 students registered in Palestinian colleges, 45.3 percent of whom 
are males. The largest percentage of students (34.5%) can be found in the field of 
business and finance. The smallest percentage (1.1 %) is in the field of social work. 
The average ratio of students per teacher is 16, ranging from 26 to 5. The number 
of teaching staff is 366 teachers; of these, 71.3 percent are males. Ph.D. holders 
constitute only 4.9 percent of the teaching staff, while Bachelor degree holders 
constitute 57.9 percent. The average ratio of books to students is 39, ranging from 
214 to 4. 

Recent developments 

While there have been a number of reports issues recently which provide 
detailed analyses of the tertiary educational system in Palestine (Hashweh, 1998; 
Ministry of Higher Education, 1997; MAS and World Bank,1997), in the context 
of this short report we can only focusoD the most important challenges facing the 
system. We are categorising these under three headings: policies, programmes, 
and finance. We will deal with each of these in turn. 

Policies 

There are indications that the newly-established Ministry of Higher Education 
(MOHE) is facing difficulties in implementing policies and regulations in a 
situation characterised by lack of proper administration, planning and policy
setting in most of the institutes of higher education. The situation is made more 
challenging because there is an absence of legislation, (sin~e the draft Law of 
Higher Education has not been adopted by the Palestinian Legislative Council 
yet). As an example, not all universities adhere to set admission criteria. In the Fall 
of 1996, Al-Azhar University, situated in Gaza, had a very high student to faculty 
ratio (48:1), but in order to improve this ratio in the direction of the set guidelines, 
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and considering the low ratio of library books per·student, the university was asked 
not to admit more than 1,000 students .. The University, however, admitted over 
2,000 students, as a result of a'political decision to respond to the closure imposed 
by Israel on the Gaza Strip, and the inaccessibility of Gaza students to West Bank 
institutions. In 1997/98, the student to faculty ratio has jumped to 74: I. Table I 
shows the total numbers of students in universities and two-year colleges four the 
last four years. 

TABLE 1: Number 0/ students in Institutes 0/ Higher Education in Palestine between 
1994195 and 1997198 

Type of Institute Academic Year 

1994/95 1995196 1996197 1997/98 I 
Community College 4110 3822 4599 4299 I 

Universities 29380 37094 46176 52427 

Total 33490 40916 50775 56726 

Source: MOHE, 1998; PCBS, 1997 

The Table shows that the enrolIment in universities is increasing at a rate that 
is seriously threatening the quality of higher education in Palestine: it is clear that 
the Pale~tinians do not have the material and human resources necessary to sustain 
such a development. On the other hand, despite the various calls for the expansion 
of technical education, the enrolIment in these two-year institutes has remained 
relatively stable. 

Another example is that although guidelines to limit duplication in 
.professional schools were issued, the CBE did not have the political or executive 
authority to implement such polities. Thus, there are engineering schools at three 
universities: Birzeit, Najah and Gaza Islamic; two phannacy schools, one at Al
Azhar and another at Najah; two law schools, at Al-Quds and Najah (with a third 
one being contemplated); and two schools of agriculture, at Najah and Hebron. 

The institutes of higher education are usually governed by boards of directors. 
There are problems with the selection process of the board members, the 
qualifications of the members, and the definition of rights and duties of the boards. 
There are, also. serious management problems at the universities, where qualified 
senior staff are difficult to find, especiaUy at the ~alary scale avai1<\ble. Few, if 
any. training programmes are available for potential staff at the middle or senior 
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management levels. Again, it is not .clear how much power the MOHE has to 
enforce its regulations and dir~ctives on existing universities. The possible 
interference of the political structure has, in the past, complicated matters, and 

. continues to be used as a pretext to violate regulations and procedures. However, 
the MOHE is now in the final stages of introducing a new policy that makes 
a distinction between the licensing of institutions of higher education, and 
accreditation at the programme level. 

Programmes 

Examining the programmes at the Palestinian universities and colleges reveals 
problems in the efficiency, relevance and quality of higher education in Palestine. 
According to a recent report by the Ministry of Higher Education (MORE, 1997), 
there are several departments in the social and natural sciences which are duplicated 
at every university and whose graduates find difficulties in employment. Continuing 
education programmes initiated by universities and colleges seem to manifest a very 
high degree of duplication; and they do not fit within any coordinated plan, with 
clear and measurable objectives. Many university-level programmes which are 
currently offered are irrelevant to societal and market needs. The present curricula 
at the community college level tend to be abstract and theoretical. and are not in tune 
with rapid technological change. On the other hand, there is no mechanism for 
continuous curricular development and adjustment which could incorporate input 
from employers in the private sector. The programmes were designed, delivered and 
assessed without quality assurance mechanisms that could ensure competency. 

As to the qt;Iality of education, the same MORE report asserts that 'in the 
absence of a detailed micro-analysis of the quality of programs, the prevailing 
perception is that the overall quality of the output of the university-level academic 
training is low: both in tenns of providing relevant skills to be used locally. as well 
as providing a solid academic grounding to allow the graduate to compete 
successfully, regionally and internationally.' (MOHE, 1997: 57). 

The report continues to point out that research activities, where they are carried 
Ollt, tend to be isolated from the teaching activity, and that the present structure 
at the universities presents the students with a compartmentalised and unreal 
approach to human knowledge. Finally, the report points out to the weakness of 
the graduates in language and communication skills. 

Recently, some universities have started re-evaluating their programmes. 
However, the greatest developments are occurring in the technical colleges, where 
a new IDpdular competency-based curriculum is being developed, and some 
programmes leading to a Bachelor of Technology in high technology areas are 
being designed. 
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Finance 

Since the Gulf War, a high degree of dependency on external funding 
developed, with the European Union being the main contributor. Efforts are being 
made by the MOHE in order to diversify the sources of funding, However, there 
is no concerted effort by the institutions themselves. A recent report by the World 
Bank (1997) asserts that the financing of the post-secondary level has still to be 
rationalized. 

The MORE recent1y reported that, given the prevailing economic situation, it 
could not support a policy whereby tuition fees were raised substantially in order 
to generate sufficient resources for the different institutions. Such a policy would 
also be generally resisted, given that there is a strong belief that access to higher 
education is a right, and that costs should be subsidised to a very large extent. 

Other problems include the fact that the resources and facilities at u'niversities 
and colleges - such as libraries, laboratory equipment, and so on - are not used to 
their fullest capacity af~er class hours. This decreased their cost-effectiveness. 
There are no noticeable ·serious attempts by most universities at developing 
income-generating activities as a means of increasing their revenue base. 
Universities do not exercise a serious budgeting process, which separates between 
operating and developmental needs. On the other hand, there is a rapid and 
uncontrolled expansion of course programmes, without any serious cost analysis 
and .examination of their sustainability. Finally, there is no sustained, graduated 
government subsidising, or regular budget allocations, although the MOHE has 
presentep a proposal to the Palestinian National Authority for revenues through 
service and consumer taxes. One can understand, therefore, why currently there 
is a serious public debate within the Palestinian Government and the Legislative 
Council regarding the financing of higher education. 

Conclusion 

We have painted a somewhat gloomy picture of the state of higher education 
in Palestine, a picture indicating that we have reached a situation where a system 
that used to be the pride of the Palestinians a few years ago - especially in the light 
of its contribution to the steadfastness 6f the Palestinians under occupation and to 
the preservation of national culture and identity - is now seriously on the verge of 
collapse. The system is characterised by poor governance and planning, by lack 
of an adequate finance structure, by a rapid and at the same time often unjustifiable 
expansion of study programmes, and by indications of a deterioration in the 
quality of education. However, there are some important signs of hope. Chief 
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among these is the fact that our most "important resqurce for painting this picture 
was a report by the Palestinian MOHE that also includes a rationalisation plan to 
improve the situation. In addition, designs of new study programmes (and 
particularly in the technical colleges), serious efforts to enforce new policies by 
the MOHE. and public debate about the crises of higher education - all these 
provide indicators that, at the public and officiai'levels, efforts to confront the 
crises are under way. 

Maher Hashweh is Assistant Professor of Education at Birzeit University. Address 
for corresponde.nce: Department of Education, Birzeit University, Birezeit, 
Palestinian Autonomy Areas, via Israel. Tel.!Fax.: +972.2.2956567. E-mail.' 
mhashweh@arts.birzeit.edu. Mazen Hashweh is Head of Expert Team on Vocational 
Training, Palestinian Ministry of Labour, Ramallah. Address for correspondence: 
4 Ibn-Batuta Street. East Jerusalem. via Israel. Tel.lFax. +972.2.6284181. 
E-mail:muhanned@mol.pna.org 

References 

Hashweh, M. (1998) Education and Training in Palestine. Ramallah. Palestine: Palestinian 
Ministry of Labor - Expert Team on Vocational Training. 

MAS and The World Bank (1997) Development under Adversity: The Palestinian 
Economy in Transition (Draft 2). 

Palestinian Central Bureau of Statistics (1997) Education Statistical Yearbook 1996/1997. 
No.3. Ramallah. Palestine: PCBS. 

Palestinian Ministry of Education (1995) Education: Palestinian National Program of 
Action. Ramallah, West Bank.: Ministry of Education (March). 

Palestinian National Authority: Ministry of Higher Education (1997) Rationalization Plan 
for the Higher Education Sector (1997-2001). Ramallah, Palestine: MOHE. 

Palestinian National Authori~y: Ministry of Higher Education (1998) Statistical Yearbook 
of Palestinian Universities and Colleges: 1997/1998. Ramallah, Palestine: MOHE. 

The World Bank (1994) Emergency Assistance to the Occupied Territories. Washington, 
DC: World Bank. 

227 



,.
",

 
; 

';
 

,$
 

·.
,4

) 
, 

-' 
A

'X
C

. 
kJ

I-U
A[

t!t
t:z

;J
!£

lin
r; 

"4 



..... 

RECENT DEVELOPMENTS IN THE PORTUGUESE 
IDGHER EDUCATION SYSTEM 

BELMIRO CABRITO 

On the past decades the Portuguese higher education system has gone through 
some important developments. Following in the footsteps of trends that have been 
evident in western European countries, Portugal's tertiary education level has 
been marked by three main trends, namely democratisation, diversification, and 
privatisation. Each of these is considered briefly in this short report. 

The democratisation of the system 

As in most other developed countries, the social de~and for higher education 
in Portugal has grown exponentially, and at a very rapid pace, over the last thirty 
years. Up to the sixties, the higher education system was an elite one, frequented 
mostly by the higher classes. University attendance in a sense provided a 
guarantee to the political and powerful classes that social reproduction would go 
on unhindered. Besides university studies, there was also the possibility of 
attending post-secondary schools in engineering and accounting. These post
secondary schools, only to be found in Lisbon, Coimbra and Oporto, were 
relatively small institutions, attended by some middle class students and a small 
number of students from working class backgrounds. 

The democratisation of the political regime in the seventies led to the 
transformation 'of Portugal's higher' education system from an enclave of the elite 
to one that allowed mass access. However, it would be correct to say that truly 
radical changes in this educational sector o'nly came about in the late eighties. 
Student numbers exploded from 24149 in 196011961, to 344 868, in 199711998 
(see Table I). 

At the same time that the number of students enrolled in higher- education 
increased, one can also note a widening of representation of students from 
different social backgrounds, indicating a trend towards democratisation in access 
to higher education. Indeed, this tendency becomes quite obvious when one 
compares the background Qf higher u.niversity students nowadays. with that of 
thirty years ago (see Table 2). 

This tendency in the democratisation of access can also be observed when 
we compare the academic background of students' fathers over the years (see 
Table 3). . 
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TABLE 1: Number of students enrolled on higher education 

Year Number Year Number Year Number I 

1960/61 24149 1987/88 124444 1993/94 270022 I 

1965/66 33972 1988/89 136563 1994/95 290353 
I 

1970171 49461 1989/90 157869 1995/96 313495 . 

'1975176 70912 1990/91 186780 1996/97 334125 

1980/81 82428 1991192 218317 . 1997/98 344868 

1986/87 116291 1992/93 242082 

Source: Ministry of Education. Department of Statistics 

TABLE 2: Academic level o/resident population (in ~o a/total Portuguese population) 

Academic level 1960 1990 

4 years of school attendance 83.9 61.5 

Higher education attendance 0.9 6.3 

Others 15.2 32.2 

Source: lNE - National Institute of Statistics 

TABLE 3: Academic level a/higher education studentfathers (in %) 

Academic level 1963/64 199411995 

4 years of school attendance 35.3 40.2 

Higher education attendance 36.2 26.2 

Others 28.5 33.6 , 
-

Source: 1963/1964: Vieira, M. (1995) 'Transfonnayao recente no campo do 
ensino superior', Andlise Social. 30 (131-132). 
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1994/1995: Data from a survey carried out by Cabrito in 1995, with a 
national sample of the students enrolled in Portuguese universities. 
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As with most western, European countries (see, inter alia, Williarns, 1996; 

Neave, 1996), the present Portuguese higher education system can be said to be 
characterised by a massive demand on the part of students from both wealthy and 
less wealthy classes. However, this is not to say that equity in access and equal 
representation of students from different social backgrounds - across the board and 
in different types of courses - has been achieved .. That is in fact far from being the 
case. Had we to compare the social structure of the Portuguese population and that 
of the social backgrounds of higher education students, it would be possible to 
argue that the Portuguese higher education system is still marked by elitism, 
despite the recent tendency towards democratisation (see Table 4). 

TABLE 4: Social Structure a/Portuguese population, in 1991. and social structure of 
students enrolled in universities. in 1994 

Class Portuguese population University students 

Lower classes 38.0 12.5 

Middle classes ,52.2 69.9 

Higher classes 9.8 17.6 
.-

Source: Portuguese Population - National Institute of Statistics. University students: data 
from a survey by Cabrito. carried out in 1995, with a national sample of the students 
enrolled on Portuguese universities. 

Diversification of the system 

The answer of the tertiary level education sector to the increasing social 
demand for studies at that level has been to diversify the supply of higher 
education. Such diversification occurs, firstly, in the higher education system 
itself. From the mid-eighties we have seen the one track system being replaced by 
a dual higher education one. The old system offered only one path, the university 
one. Here, most courses took five years to complete - with the exception of 
medical degrees which took six or seven years - and allied to good jobs, in state 
departments, banks or finns. 

Over the past decade, a non-university sector of higher education has been 
created - the Polytechnics System. This track offers three years courses in such 
vocational subjects as engineering, accounting, business and administration, as 
well as basic teacher education. It IS a higher education system that is linked more 
closely to the job market. This system, placed between secondary and university. 
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studies, nevertheless leads to a bachelor's degree, and is expected to produce 
higher qualified workers, particularly for the sectors of industry and services. 

The diversification of the higher education system is also related to another 
important feature: decentralisation. Prior to the mid-eighties. there were only 
four universities in three cities, namely the University of Coimbra. that of 
Oporta, and of Lisbon. There was also a Technical University in the capital city. 
By the late. eighties. the number of public universities had grown to ten. These 
were located in eight different cities, and each institution having very high 
student enroHment rates. 

At the very same time, Polytechnics sprung up all over the country, in order 
to attempt to cater for students who did not succeed in their attempt to enter the 
Universities. In the academic year 1998/99, more then 25% of applicants to the 
higher education are to be found on the polytechnic track. 

Privatisation of the system 

As has happened in most countries - where some quasi-markets appeared in 
order to satisfy the social demand for such public services as education. housing, 
social assistance or health (see inter alia Le Grand et al .. 1993; Whitty et aI., 1998) 
- the higher education sector in Portugal has, since the mid-eighties, been marked 
by a tendency towards privatisation. 

This tendency can be observed at two levels: in the provision of higher 
education, given that a number of private universities were established; and, in the 
funding of public higher education, given that students must pay aJee to attend 
tertiary level institutions. 

Up to the last decade, higher education was almost exclusively supplied by the 
State. In line with the European· tradition, and following the democratic 
Revolution of 1974, higher education has been considered by the Portuguese state 
as a 'public good'. The fee that students had to pay to attend state universities 
during the seventies was very low. In addition to this, there was only one non-state 
institution at this level, namely the Catholic University. The latter offered some 
courses .in social sciences, law and business and administration. 

Despite the diversification of the higher education system noted earlier, state 
institutions did not succeed in satisfying the increasing demand for education that 
marked the eighties and nineties. In other words, public supply (of university and 
polytechnic places) did not match social demand. Given the policy of liberalism 
that has marked the last decade, the state has allowed private entrepreneurs to offer 
higher education, both with regards to the university and the polytechnic paths 
(see Table 5). 
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TABLE 5: Access to higher education 

Academic Applicants to Admission in Admission in Total 
Year public education public education private education admission 

. 

1986/87 31873 15266 6407 21673 

1990/91 58867 24446 20475 44921 

1994/95 66871 31891 25007 56898 

1995196 80576 33473 29617 63090 

1996/97 68798 32873 26750 59623 

1997/98 54950 35452 21614 57066 

Source: Ministry of Education, Higher Education Department 

Initially, private higher education supplied courses in social sciences, law 
and business and administration. Technical and laboratory-based studies, 
which require more financial investment, were supplied only by the State. This 
situation is now changing. albeit gradually. Over the past d~cade. then, the 
number of universities and polytechnic institutions established by private 
firms and investors has greatly increased, to the extent that today. more then 
one third of higher education students are to be found in the private sector 
(see Table 6). 

TABLE 6: Students enrolled on higher education 

Academic Year Public education Private education Total 

1986/87 94652 21639 116291 

1990/91 135350 51430 186780 

1994/95 186291 104062 290353 

1995196 198775 114720 313495 

1996/97 212726 121399 334125 

1997/98 224091 120777 344868 

SOllrce: Ministry of Education, Higher Educatirm Department 

233 



At the same time. the State budget suffered 'cuts' or did not grow in proportion 
to the social needs of the population. Conseq'uently, government faces the 
challenge of having to meet the ever-increasing social needs of a more educated 
and better informed citizenry, with a limited budget. In a context where different 
social services have to compete for scarce State budget resources (Ray et al., 1988; 
.Farchy et al.. 1994). the Portuguese government has ended up having to justify 
the 'user pays' system. 

This has happened in the tertiary education sector, where institutions 
could no longer offer free tuition. As in several other European countries 
(WiIliams. 1990). students are now obliged to pay a fee to attend public 
institutions. In 1998/99. the total amount of fees paid by students to public 
universities and polytechnics constituted up to 10% of the global budget of 
these institutions. 

Additionally, public higher education institutions are directed to get funds 
from other sources than the students and the State, namely by selling service~ to 
the community, researching in co-operation with state and private research 
institutions and/or by getting finn subsides. In this way, diversification of sources 
of funding has accompanied the tendency towards privatisation. It must be said, . 
however. that the State still contributes more than 80% of the total current 
budget of public higher education. 

It should also be noted that the fee that students pay for attending state tertiary 
level institutions is the same, irrespective of the branch of study followed, the 
institution atte~ded, or the financi~l capacity of the students. In accordance with 
the Law 113/97. that annual fee is equal to the minimum wage of Portuguese 
workers, which is established annually by government. 

In the private higher education sector, fees vary from institution to institution; 
the state, however, establishes the maximum ceiling that can be charged. That 
ceiling is very high, and is generally equivalent to between five to ten times what 
students pay in public institutions. 

Belmiro Cabrito can be contacted at the following address: University of Lisbon, 
Faculty of Psychology and Educational Sciences, Lisbon, Portugal. His e-mail 
address is: b.cabrito@fc.ul.pt 
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THE IMPACT OF CULTURAL AND ECONOMIC 
GLOBALISATION ON THE PLANNING AND FUNCTION 
OF HIGHER EDUCATION IN NORTH AFRICA AND 
THE MIDDLE EAST 

M'HAMMED SABOUR 

11 he Middle East and North Africa (the Arab Countri~s) did have since the 8th 

century their higher institutions of learning (e.g. AI-Azhar in Egypt and AI
Qarawiyine in Morocco). During the Golden ages of the Islamic-Arab civilisation, 
these institutions were the centre of encounter for students and scholars 
representing various cultures and social backgrounds, from Asia to Europe. 
These institutions, in their own way, were promoters, of cosmopolitanism. 
internationalism and cultural exchange (Sabour, 1994). 

When the Arab Countries fell under the domination of European powers, the 
Western educational systems were introduced in this area. While traditional 
universities have kept a part of their prestige in the field of theology, juridical and 
human sciences, they have lost ground in the other fields. The foundation of 
modern universities has maintained close contact with the metropolitan 
institutions (e.g. teaching, exchange of students) in the West. These universities 
were also integrated into the global aca:demic system. Aimed a1 producing a highly 
educated and trained intelligentsia, they are under the strict control of the State 
and are expected to help in the process of nation-building and to enhance the 
legitimacy of State power. 

These universities, whose vocation is to teach global values like freedom, 
human rights, peace, international· knowledge and skills, find themselves in 
contradiction with the political and ideological paradigms practiced by the ruling 
elite (Sabour, 1988, 1991. 1993a; Ade Ajayi. 1996). During the last decade, under 
the influence of globalis.tion (e.g. 'Ideascapes' in the term of Appadurai, 1990) 
and the increase in demands for more democratisation, the universities have 
become·a force of opposition and challenge to the dominant ideology. In other 
words, thanks to students' and teachers' awareness of the global values referred 
to above, the universities became one of the most socially sensitive fields in 
society. ' 

The impact of globalisation on the university in the Arab World has different 
dimension.s. The positive influence is concretised in the openness of the university 
to· the world and its involvement in global intellectual and scientific activity and 
culture. It can, therefore, fertilise ~md enrich its national culture and knowledge. 
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But globalisation is also seen in academia as tantamount to westernisation and 
subsequently as a source of domination and imperialism. 

In this respect, globalisation is considered by Islamic activists as a danger and 
threat to islamic values. One of the most visible instances for observing the 
rejection of globalisation is the rise of so-called 'religious fundamentalism'. 
Universities in the Arab World are a fertile domain for this fundamentalism (Tibi, 
1995; Marfleet, 1998). In addition to challenging the ruling elite, this group is 
rejecting the giobalisation vehicled by Western values. It promotes and endorses 
simultaneously an ideology of 'Islamic globalism' (Turner, 1994). One of the 
paradoxical aspects in Islamic ideology is that it wants the know-how and 
technology of the West but not its cultural values. A thing which is paradoxical 
because culture is always .inherent in any scientific and technological creativity, 
problem-sol ving and use. 

Their contention is that globalisation's main goal is the interference in the 
Arab states' decision-making, and the submission of their economic planning and 
social development to the influence of neo-liberal market economy and trans
national' corporatism. Among the sectors which could be endangered by this 
policy is academia and education in general. 

The suspicion toward the goals of the logic of globalisation can be also 
explained, according to Tibi (1990), by other factors. He contends that 
giobalisation is seen as a conveyor of Western moral, cultural and political 
symbols (e.g. sexual freedom, women's liberation, western democracy) which 
eventually undermine the Islamist conception, whose ideological aim is the 
de-Westernisation of Arab societies. This conception is often based on rigid 
conservatism and authoritative philosophy. In other words, this perception is 
supported by the so-called 'Neo-Third Worldist' assumption which •... sees the 
latest wave of the Islamic resurgence not as the consequence of Islam's 
pecularities but rather as a combination of economic deprivation, social alienation, 
and political disfranchisement' (Hunter, 1998: 73). 

If the policy of the entrepreneurial university is in vogue in the Western world, 
most universities in the Arab countries are still under the cupola of the State and 
managed accordingly. The 'ideology of entrepreneurship is still at its embryonic 
stage but gaining momentum. In fact, in some countries there is a commencement 
of a retreat of the State from its obligation and responsibility as guardian of the 
'common good', in the benefit of privatisation policy and liberal economy. This 
policy is seen as a menace to the right for education and social equality. 

As argued by Appadurai (1990) the new 'ethnoscape' created and stimulated 
by the process of globalisation has encouraged people movement and 'cultural and 
intellectual nomadity'. One of the most striking phenomenon, as far as the Arab 
Countries are concerned, is the brain drain. Due to the lack of job prospects, to the 
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economic uncertainty and the dearth of logistic and research resources' and 
support. the Arab World represents one of the hot spots for brain expatriation 
(Yassine, 1984). This immigration, which has become part of the global reality, 
has beneficial aspects. Many of the expatriated transfer to their countries of origin 
economic capital, scientific knowledge and. know-how. and an inyisible 
conception and a set of world-views and symbols (e.g. principles of democracy. 
human rights awareness, Western ratiomility). But it has also considerable 
negative consequences on these countries w4en their best brains find refuge in 
Western academic institutions, research centres and industrial firms (Sabour, 
1993b). 

As mentioned above, the globalisation of economy has a deep impact on the 
Arab World. In fact, due to the burden of foreign debts, the continuous political 
instability, the weak capacity to compete on the global marke~ many of these 
countries (with the exception of some oil-producing countries) are freezing or 
cutting the budget ofthe higher education. This provokes the decline in the quality 
of teaching and research (Haddad, 1997). Moreover, because of massive student 
enrollment, the university has become a producer of diplomes-chomeurs 
(unemployed graduates). Many of them are ill-educated, bearers of bookish
knowledge who lack the required abilities and skills for meeting the increasing 
exigencies and demands of the local and international labour market. Due to the 
weakness of the private. sectors, the State bureaucracy and apparatus remains the 
main employer of this large armada of graduates. Because of unemployment, an 
important segment of them accept underpaid and undervalued work, a fact which 
underpins the prestige of the university studies (especially in the field of social 
sciences, humanities, economics, etc.) and reinforces the spread of the so-called 
'diploma disease' (see Dore, 1976). In this regard, the grip of the multinational 
firms and World Bank on most of Arab Countries' economy does not only 
impoverish their social change and make them more dependent than ever, but also 
undermine their capacity for providing efficient fonnal culture, education and 
proper qualification for facing the demands of a globalising society (McGinn, 
1997). 

This global negative impact on education is also reinforced by an ill-organised 
national academic policy. This policy. which, is often carried out in an 
authoritative and anti-intellectual atmosphere, deprives the university from its 
autonomy and its genuine- vocation of providing independent knowledge, and 
creative academic activities. The State, as the main sponsor of the university,' 
imposes its will and aims on it and shapes its policy. This implicates the 
consideration of the political aspect of globalisation. Because of the sensitiveness 
of the university toward.political and social.issues, it is always seen with caution 
and suspicion by the ruling elite and therefore lives tinder the rapacious eyes of 
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its academic police and army. The policy of the ruling elite aims at the 
preservation of its monopoly of power,_ on the one hand, and attempts to seduce 
and convince possible foreign investors and international firms regarding the 
stability of society. on the other. Often these are some of the direct or indirect 
conditions stipulated by the global market forces for providing development aids 
and sponsorships. 

Apart from that, the students are stuck 'between the devil and the deep blue 
sea.' Having invested in higher education (reaching the level of university is an 
achievement of the happy few: from the primary school to the university the drop
out is relatively around 60% and 85%), and after having managed to overcome all 
sorts of social, economic, cultural and symbolic hurdles. the student is confronted 
with job uncertainty. It is not surprising that the ideology of religious extremism 
is flourishing in most Arab campuses. It is partly a reaction against Western 
globalisation. 

M'harnmed Sabour is Professor of Sociology at the University of Joensuu, Finland. 
He is also the managing editor of the International Journal of Contemporary 
Sociology. Address for correspondence: Department of Sociology, University of 
Joensuu, P.O. Box 111, FiN-SOJ01, Joensuu, Finland. Tel. +35S.13.2512332; Fax. 
+35S.13.2512714; e-mail: mhamrned.sabour@joensuuJi 
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CONFERENCE REPORT 

THE FIRST SELMUN SEMINAR: JUNE 1999 
'INNOVATIVE STRATEGIES IN MEETING COMMON 
EDUCATIONAL CHALLENGES IN THE 
MEDITERRANEAN' 

Declared Goal of the Selmun Seminar 

The Mediterranean Education Project initiatives share the same goal, namely: 
"To develop South-South and North-South dialogue in the field of education, and 
through this, to enhance the possibility a/mutual understanding and co-operation 
among the people of the Mediterranean in the various spheres of life ". 

The Selmun Seminar, on its part, is an annual, high profile event, creating a 
distinctive and distinguished forum by bringing· together education scholars of 
international repute as representatives of each Mediterranean country. The 
scholars present state-of-the-art reviews of educational development in their 
respective systems, as well as propose and pursue collaborative educational 
research projects on topics judged to be of regional concern. The Selmun Seminar 
therefore contributes directly to the strengthening of the links between countries 
of the South, facilitating mutual understanding, co-operation, and the transfer of 
kilOwledge. 

The 1999 Selmun Seminar 

The June 1999 Selmun Seminar was the first of these annual meetings. The 
vision that, was established for the Seminar, namely (1) the presentation of 
rigorous, high quality academic papers, (2) an intimate, friendly atmosphere 
conducive to frank interchange, (3) social activities that enrich the interaction 
among the group, leading to personal and academic growth - were all achieved. 
Participants from 17 different Mediterranean countries met each other for six days 
in order to present case studies of educational innovation in their respective states. 
The Seminar led the participants to tease out commonalities in the region, and 
more specifically to embark on the construction of a discourse around the idea of 
the 'Mediterranean'. What is the Mediterranean? How can one describe it in 
economic, poli,tical, cultural, religious, educational tenns? This was the leitmotif 
that underscored 'the whole Seminar, as participants discussed case after case, 
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noting similarities and differences, attempting to come up with analytical 
frameworks that could make sense of complex, often conflictual situations. 

Evaluation of the Selmun Seminar '99 

Participants were clearly touched by the VISIon for the Selmun Seminar, 
showing an enthusiasm -and commitment that exceeded my expectations as its 
organiser. Indeed. the feedback has been 50 encouraging as to persuade me that 
this attempt to forge an educational identity for/in the Mediterranean is critically 
required and timely. It is revealing to quote some of the more relevant and striking 
excerpts from the evaluation fonus that participants filled in: 

About the location: 

'Perfect setting .. .'; 'An excellent place .. .'; 'Nice view and service .. .'; 
'Beautiful and inspiring location'; 'A pleasure!. . .'; 'Superb environment. . .' 

About the organisation: 

'Excellent. .. every single little decail was taken care of, and' participants were 
made very welcome from the start'; 'The number of participants made interaction 
possible'; 'Exemplary organisation, well-designed and perfectly executed'; 'r 
have never attended a conference or seminar organised in such a perfect way'; 
'Thanks to you, we felt we were in our own country'; 'Efficient time-management, 
and a high level of seriousness - the Seminar was demanding, but good 
organisation made the demands possible'; 'A lot of work, and it showed: our every 
need was anticipated and catered for'; 'Outstanding .. .'; 'Couldn't have been 
better" " 

About the papers: 

'Great intellectual stimulation': '1 have never been to a conference that left 
such an impact on me'; 'Most of the papers were very good, and we learned from 
presenters'; 'Wise selection of academics'; 'Thought-provoking papers'; 
'Stimulating papers, raising issues which. are serious, significant, and worth 
investigating ... The intellectual challenge of the Seminar has been well attested 
in so many heated discussions'; 'The papers were delivered with passion .. .'; 
'Discussions were subtle, exploring, of an extremely high leveL .. '; • An excellent 
intellectual and social experience'; 'T~e work on the papers and the discussions 
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were really something extraordinary ... We must keep t~is spirit'; 'Excellent 
papers and even beu.er debates and interaction ... Actually, this is the most exciting 
intellectual experience I ever had!' 

About the social programme: 

'More than excellent .. .'; 'Rich, diverse, and relaxing'; 'Very good, very 
hospitable'; 'Couldn't have been better ... in itself, the programme was educa
tional - paideia' . 

Follow-up to the Selmun Seminar '99 

There was agreement that the Selmun Seminar experience should not stop 
there. While other Selmun Seminars will be organised, if funds are available, the 
1999 Selmun Fellows decided to build on the community spirit that had been 
developed, and to meet again in 2000 to explore further themes related to 
education in the Mediterranean. In particular, the group felt that the journey 

. towards the discovery of the regional identity in educational matters had just 
begun, and that further intellectual work had to be done in order to develop 
frameworks of understanding in the construction of insights related to the 
Mediterranean in an age marked by globalisation. The Selmun Fellows adopted 
the appellation 'Ithaca', with reference to the famous Greek poem that speaks 
about a journey where the process of discovery, as much and perhaps even more 
than the actual destination reached after travaiUtravel, is of value. 

As to the papers presented, Selmun Fellows felt the need to revise the first 
drafts on the basis of the Seminar experience itself, and in reaction to feedback 
received throughout the discussion. The papers will most likely be published as 
a special issue' of the Mediterranean Journal of Educational Studies; in 
collaboration with, and thanks to supportive funding from IBE. A'number of case 
studies will be summarised and presented for inclusion in the IBE INNODATA 
data base. 

The Selmun Seminar 2000 

Encouraged by the response to the Selmun Seminar '99, the remaining funds 
from the Unesco grant, together with supplementary funding to be sought from 
other organisations, will be utilised for the organisation of a second Seminar, 
this time dedicated to the theme; 'Teacher Education in the Mediterranean: 
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Trends, Challenges, and Prospects'. It is hoped that each annual meeting will 
create an ever-widening circle or ripple of Selmun Fellows who share the spirit 
that has marked this event: intellectual stimulation, friendship, conviviality, 
and learning the lesson of tolerance in a region plagued by rifts and marked 
by divisions. 

* * * 

Ronald G. Sultana 
Selmun Seminar Co-Ordinator 

TheSelmun Seminar 1999: 
Reminiscences of a Selmun Fellow 

"The tenn is about to start. New students are crowding the corridors, tanned 
colleagues are flying passed, the photocopier never stops working, the phone 
never stops ringing. course timetables are being distributed, course syllabi are 
being printed - an orderly chaos. 

There is a vase of flowers on my desk - visitors smile meaningfully (who 
brought them to you?) I smile back mysteriously (lots of secret lovers in stall!). 
The flower shopkeeper smiles more than any of us (she knows that I regularly get 
fJowers to ornate my desk - and it is the beginning oftenn for God's sake, we have 
new, very young students who come and knock timidly o.n the door, never hear 
your reply, when they finally do, they get in the office hesitantly accompanied by 
their mother (!), flowers cheer them up a bit. 

We are all happy! 
In the rare moments of peace I look at myself smiling behind the flower vase 

on a very special frame placed on my desk. I am embracing Xavier (a Spanish 
colleague), I am supported by Mirjiam (a Slovenian colleague), behind me stands 
in a great pose Hasan (a Turkish colleague) and next to"him a smiling Muhammad 
(an Algerian colleague) hands on his sides. Smiling faces all around on a warm 
quick tour of the Mediterranean, each smile a different country! All the 
Mediterranean embraced in one endless smile under the blazing sunshine. Behind 
us the 'powerful stone wall of the SOImun Castle warmed up from the Maltese 
sunlight. Seventeen smiling faces, seventeen different countries, seventeen 
Selmun Fellows. 

When I received the special invitation to participate at the Selmun Seminar a 
few months back I groaned! Not another presentation! Not another paper! I was 
heavily pregnant with my second child, right in the middle of a teaching term, full 
of teaching, research administrative and other commitments. But the invitation 

. looked very serious, the seminar well thought through and intellectually 
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promising, a visit to Malta in June sounded like a good idea as I tried to project 
myself a few months later, the baby having been born, the work having found its 
regular rhythm again, the house move complete. the office move done with, me 
needing a break from all this! 

What did I expect? 
Another conference, the delivery of my paper, some discussion, listening to 

some other papers (would they be interesting?) a quick visit to Malta, nothing long 
lasting. I accepted. 

In the months that followed the organisers were very persistent, the demands 
with abstract and paper delivery very high, the response very prompt, the keeping 
of deadlines very important, the information update very fast. I kept Selmun 
Seminar at the back of my mind as sweeping changes were taking place in my 
personal and professional life. I made sure I was professional in my response to 
queries from Malta as professional was the organisation of the whole affair and I 
felt obliged not to let the organisers down. I prepared and e-mailed my paper on 
time, and I got on with life. 

When the time came for departure I was hesitant. The baby was just five 
months old. I was still breastfeeding. A pile of boxes waited for me to tidy them 
up at home following our house move. Another pile was waiting for me in the 
office following our office move. Was this really a time for me to be away? Did 
I really need this break? Would the fainily cope without me? Was it fair on them? 

The organiser's statement was clear: 
'If you undertake this commitment be sure that you will follow it to the end.' 
'You will be here representing your country. If you are not here your country 

will not be represented.' 
Did I want to let him down? No! Did I want to let my country down? 
I did not. I made emergency arrangements at home and left for Malta. 

• I expected to have to find my own way 
to the hotel. 

I expected a regular hotel. 
• I expected a very formal first meeting 

with the organiser. 

• I exp.ected the other delegates to look 
as badly serious as their pictures had 
looked. 

• At the airport I was greeted by a 
friendly student who spoke perfect 
English! 
I was faced by a five star treatment. 
As I was exploring the castle on 

. arrival I bumped into a busy bee who 
gave me a very warm welcome. Hu 
turned out to be the organizer! 
'You don't at all like your picture!' 
were my greeting words to Hassan. 
He didn't! 
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I expected a - same as any other - all 
bright, all boring new, conference hall. 
I expected to hear endless papers of 
little interest dealing with this that and 
the other half asleep on my chair., 
I expected the discussion, to be - as 
usual - turning around topics we all 
knew and had long debates about. 

I expected to come away knowing a 
bit more about Education. 

I expected delegates to clap politely at 
the end of my talk. 

I expected a reserved tour of some 
Maltese historical sights. 

I expected that at the end of it we 
would all shake hands and wish each 
other well. 

• I expected that it was possible to meet 
up with the other delegates some time 
in the future if we happened to attend 
another conference together. 
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I found myself amidst the walls of a 
medieval castle reeking ,with history. 
The papers turned out to be so 
stimulating that I was falling off my 
chair asking for pennission to speak. 
The conversation shot off in a million 
of different directions, afI of us 
making new academic, historical, 
cultural connections. 
I went away enriched in educational, 
poJitical, historical, cultural and 
religious Mediterranean knowledge 
and experience. 
I found colleagues, friends, anxious 
to know what I am going to do 
next! 
I found myself somehow right in the 
middle of the Maltese history and 
making a multitude of comparisons 
with Cypriot history and people, 
rediscovering Cyprus by comparing it 
to Malta. 
At the end of it (and even before that) 
we were furiously planning our next 
meeting, adoring it with novel ideas 
such as national cooking. 
We kept in touch all summer through 

, e-mail, sharing news about babies and 
feelings about anniversaries, concern 
about bad news from each other's 
countries, holiday memories, and 
through the post sharing photos and 
papers, designing symposia and 
special issues and exchanging news 
on future conferences. 
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In short. .. 
.. . Nothing in the Selmun Seminar was as I expected it to be, for the simple 

reason that the Selmun Seminar was unlike any other conference I had ever 
attended in my many years of academic activity. No other had such a profound 
impact on my thinking, no other had such a lasting effect on me intellectually and 
emotionally. no other gave me such a profound· new sense of mission and vision 
in the re-discovery of my geography, history and culture, and, most importantly, 
no other seminar ever gave me such a close and powerful circle of friends that 
connect me with each corner of the Mediterranean basin. Never before in a 
conference I learned so much about mine and others' history, and never before did 
I get the feeling on departure that if any questions arise I can call on Marco or 
Gertrudes, or Muhammad or"Devorah and they will connect me to the relevant 
people in Italy or Portugal, or Jordan or Israel to answer my questions. 

It is for this reason that I would like to grow old with these people. I would like 
to see Andreas become a grand-father, and I would like to follow .the educational 
changes in Albania through the eyes of Bardhyl, and I would like to see how 
Ronald's thinking develops on the Mediterranean issue, and I would like Nagwa 
to come and tell me that the Long Distance Education Programme has found an 
amazing response among Egyptian women. And - of course - I would like to share 
with them my personal struggle about special education in Cyprus and the 
development of a new University and a young family, I would like to follow their 
cognitive development and to help develop my personal academic thinking, And 
I would like to brag to them about the first tooth of my baby daughter and the first 
school day of my toddler son. 

Is this too much to ask of an academic seminar? 
Not of the Selmun Seminar! 
But you will not know it until you participate in it. So if you have the luck to 

be among the chosen few, don't ·think for one second. If you are asked to 
participate, just answer: 

YES, PLEASE! 
And then you will find out for yourself ... " 

Helen Phtiaka 
University of Cyprus 

249 



-
--

--
--

--
--

--
--

"
-

--
--

--
_.

 



! 

1 

BOOK REVIEWS 

Peter McLaren, Schooling as a Ritual Performance (3rd edition), 
Rowman·and LittIefield, Lanham, Boulder, New York, (USA), Oxford 
(UK), 430 pp., 1999, ISBN 0·8476·9196·9 - $US22.95 (pbk); 0·8476· 
9195·0 - $US60.00 (hbk). 

Peter McLaren's book Schooling as a Ritual Peiformance, a highly original 
and disturbing work when it was first published in 1986, is now in its third edition 
by Rowman and Littlefield - Maryland (1999). The book is a classic in its area, 
having been written by one of North America's. leading sociologists of education, 
and having received strong endorsements by Henry Giroux, Stanley Aronowitz, 
Stephen Ball, David Purpel, and Michael Apple. It continues to have a powerful 
message 13 years after its highly acclaimed first publication. It is a strong voice 
for individual and institutional freedom coming from the US at a time of the global 
tyranny of the one superpower and of the forceful destruction of human rights -
in the very name of human rights! 

In this new edition, McLaren has included a lengthy new introduction, some
thing of a manifesto on critical ethnography. The new introduction is a strong 
indictment of many fonns of postmodemist critique. The author advocates a new 
position that strongly endorses historical materialism anq a re-engagement with 
Marx. 

Educational hegemony stems from political hegemony, as McLaren makes 
clear in this book. The motives behind massive recent educational changes world
wide can be understood and explained perfectly well if one accepts McLaren's 
view that 'rituals symbolically transmit societal and cultural ideologies', and that 
'it is possible to know how ideologies do their 'work' by examining the key 
symbols and root paradigms of the ritual system' (p.3). 

In this work McLaren 'seeks the limits of our present methods of interpreting 
the schooling process' (p.ll) in an attempt partly to 'alert the educator to adjust 
his or her perceptions to include the symbolic dimensions of classroom activities I 
and partly to 'explore the way rituals serve as seedbeds for social change'. Both 
are acutely important and useful tasks at a time when - more than ever it seems 
- education is internationally a target for modifications with few open and 
expressed and many hidden goals aiming to reduce teachers to pawns of an all 
powerful centrally placed decision making body, namely the government. 

Work like this-is vitally important at the initial teacher training in order to 
prepare and protect young teachers to be from what is coming. It is equally crucial 
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during in-service training to awaken and alert the naive among us who, dedicating 
uncritically ourselves to our work ad we do, consider that we are serving the 
human race and preparing a better future. 

For a Mediterranean audience McLaren's work is particularly important 
because it illustrates the functions of its 'other self across the Atlantic (the school 
uses a sample of.larg~Iy Portuguese population which seems to share a number of 
features with other Mediterranean cultures). For a Balkan audience, or indeed any 
other sensitive area audience in the world game of politics who has been very 
concerned by recent declarations that 'this is the way it is going to be f~om now 
on' (Madeleine Allbright, April 1999), the book is a reassuring voice thatAmerica 
is not just the State Department and the will of the strongest; a viable alternative 
to Star TREK and to Pax Americana. 

For Catholics (and non-Catholics) around the world, the book vividly 
illustrates the 'symbolic and ritualistic nature of everyday school activities, 
bringing to the fore the philosophies which underlie them. 

For the area of inclusive education which is my particular interest, McLaren's 
work is extremely useful. It iI1ustrates wi.th vivid ethnographic examples from 
the mainstream sector what we have almost tired of arguing in special/inclusive 
education for the last 10 to 15 years: that education h~s to be one and united because 
one and united - albeit multi-faceted - is our culture and our society. Every division 
into mainstream and special is unproductive and meaningless. Unproductive 
because it has proved to work against the principles it declares (Barnes 1994; Ware 
1994) or at best to fail to address them (Phtiaka, 1997), and meaningless because all 
individual needs are special needs and all have to be addressed in the education 
system. It also exemplifies our belief that segregatory education only serves a 
segregatory society at times when we need to be striving together through an 
inclusive education for an inclusive society. Barton (1999: 140) puts it very 
succinctly when he writes: 'Inclusion is concerned with openness, engaging with 
difference in dignified ways and necessarily raises questions about current 
conceptions of what schools are for and whose needs schools serve.' 

McLaren's expositions can help us identify and neutralise the school 
mechanisms which serve these external interests and thus helps us in our 
'relentless and serious commitment to the task of identifying, chanenging and 
contributing to the removal of injustices' and arriving at a 'socially just school' 
(Barton 1999: 140). Barton's words meet those of McLaren: 'Not only must we 
dream a better world, but we must master the civic courage which requires us to 
act 'as if' we are living in a democratic society' (p.259) in a common effort to 
modify schooling for a broader social change. Reaching out across disciplines and 
other unnecessary divisions to infonn and awaken the educator and to chaHenge 
the. educational status quo, is McLaren's strong point. . 
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The book is difficult, witty and optimistic. It is difficult because it is highly 

theoretical at times, written in a rich language which will be enjoyed by many but 
will not enthuse the scholar with a limited use of English. It is witty because our 
every day life in school is witty, and McLaren is extremely skillful.in capturing 
this atmosphere. And it is optimistic because it concludes with the message that 
there is a viable alternative to the hegemony of 'effective schooling'. 

McLaren states that his 'study seeks t9 illustrate rather than make grandiose 
proclamations' (p.12). Yet, his whole effort is a proclamation illustrating as it does 
very clearly for us aspects of schooling that traditional ethnographic work has left 
untouched for decades. 
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Godfrey Baldacchino and Peter Mayo (eds.) (1997). Beyond 
Schooling: Adult Education in Malta, Malta, Mireva Publications, 
pp. 531, ISBN 1-870579- 55-0 (pbk). 

What is adult education? It encompasses an immense sphere of activities that 
are virtually innumerable, extremely varieg~ted, and aimed at achieving different. 
and sometimes incompatible, goals. It has also become a field of scholarly inquiry 
that cuts across traditional disciplinary boundaries, attracting the attention of 
academic intellectuals and professional researchers from such diverse areas· of 
expertise as cultural analysis, sociology, policy studies, anthropology, industrial 
relations, gerontology, communications, as well as, of course, education and 
pedagogy. No simple definition or concise description, then, can adequately 
convey the diversity and complexity of the manifold phenomena, activities, and 
institutions that together constitute the field of adult education. 

The title of this volume, Beyond Schooling, is intentionally ambiguous. What 
lies beyond schooling? In many instances, more schooling. There are many adults 
who voluntarily or, more often, out of necessity enroIl in courses or programmes 
of study that differ only marginally, if at all, from those we normally associate 
with secondary and tertiary fonnal education. An adult who aspires to master a 
foreign language will find herself or himself in a classroom setting and will 
receive the kind of instruction that will surely bring to mind hislher days as a high 
school student. The same is true of those adults who are compelled to 're-train' in 
order to meet the ever-changing exigenCies of industry and stave off 
unemployment. Similarly, numerous individu.als seeking to enhance their income 
and social status by moving to better-paying jobs or more prestigio~s posts 
willingly (though not always happily) subject themselves to the rigors and the 
tedium of formal schooling. The holy grail of the majority (though by no means 
all) of these grown-up students is a diploma, a certification-something to show to 
a prospective employer and to append to one's surname in the telephone directory 
and other listings. Should this be called education? Is it not better described as 
'instruction or training? 

Beyond schooling, however, there are also many other fonns of what one 
could call continuing education that are not reducible to 'more schooling,' 
Professional organizations of all kinds organize conventions, symposia, and 
seminars to enable their members to exchange information about new 
developments or discoverie~ in their fields. Trade unions, citizen groups, non
governmental organizations, the church, and other entities in civil society offer a 
plethora of conferences, cIasses, and lectures not just to provide instruction 
and disseminate knowledge but also to raise awareness about certain social and 
political i.ssues and to generate public, infonned' discussion on problems and 
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questions of interest to society at large, or to specific sectors and interest groups. 
Though formal or quasi-formal in character, these initiatives, more often than not, 
have little in common with formal schooling. The relationships among the 
participants, their motivations, the milieu in which they gather - they bespeak a 
kind of educational activity that is, in many respects, instructive, and yet quite 
distinct from training and traditional instruction. 

For the most part, however, the continuing education of adults takes place 
outside any formal setting. Newspapers, books, periodicals, radio, television, the 
internet: these are some of the means through which adults acquire information, 
elaborate their world view, fonnulate opinions, and so on. Visiting museums, 
using the public libraries, going to the theater, watching films, attending concerts, 
traveling-these, too, are forms of education. 

Providing a more or less comprehensive picture of everything that falls 'under 
the capacious rubric of adult education is tantamount to drawing a map of dvil 
society. Godfrey Baldacchino and Peter Mayo set out to capture, within the covers 
of this large volume, 'the amorphous nature of the field [of higher education]'; as 
a result, they produced a rich, multifaceted portrait of civil society in Malta. That 
is not, however, their greatest achievement. They offer something mucl). more 
valuable than a surveyor an overview; they present the reader with a critical 
viewpoint, a provocative set of questions with which to approach the study of the 
phenomenon of adult education in general and in Malta in particular. The editors' 
lucid introduction, together with John Baldacchino's concluding essay 'Imposing 
Freedom: The Cultural Game of 'Adult Education". raises prov'ocative questions 
about the character and the putative goals of adult education; questions that should 
compel all but the most indifferent of readers to adopt a critical stance vis-a-vis 
the specific phenomena and activities discussed in the individual chapters. 

If this book were used as a text book in a course on M~ltese society, oron adult 
education in Malta, it would be as much a stimulus to debate as a rich source of 
information. And that is as it should be, for as Baldacchino and Mayo (who are 

. strongly inspired by the ideas of Paulo Freire) point out, what should distinguish 
adult education from conventional schooling is precisely engagement, 
participation, debate, critique as opposed to passive receptivity. the unquestioned 
reproduction and dissemination of idees re(:ues. 'Adult education,' they write, 'is 
not only about certificates and job acquisition ... but also about socio-political 
activism, generally guided by an overarching 'modernist' vision of collective 
human emancipation.' John Baldacchino reiterates this observation even more 
poignantly: 'unless adult education proceeds to reject taught learning it could 
never achieve what it propounds to stand for [Le. the acquisition of autonomy].' 

The opening and concluding essays in this volume deal with a number of 
fundamental th~oretical issues; yet, their authors never stray into pure abstraction. 
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Godfrey Baldacchino and. Peter Mayo, no less th'm John Baldacchino, keep 
directing their readers' attention towards the specific, concrete situation in Malta, 
prodding them to reflect on some very disquieting issues. A good instance of this 
is found in the introduction: 'Would Malta yet experience a social revolution were 
adult education practices of the emancipatory type to gather momentum?' In a 
similar vein, John Baldacchino draws attention to. the debilitating confonnism that 
has generally characterized Maltese education and. indeed, Maltese culture in 
general, by bringing into reIiefthe 'false cultural unifOImity fancied by a dominant 
intelligentsia who could not accept difference in Maltese society.' 

The body of the book is divided into four sections, each one of which is 
prefaced by a relatively brief introductory comment. The first section is devoted 
to 'The Historical Context' of adult education in Malta. Two of the essays in this 
section - Desmond Zammit-Marmara's 'Manuel Dimech's Search for 
Enlightenment' and Ronald Sultana's 'Adult Education and the Politics of 
Knowledge: The Relevance of Malta's Dun Gorg Preca' - chronicle some of the· 
earliest efforts to provide adults from the less privileged classes with an 
opportunity to educate themselves. They also remind us of the stiff resistance put 
up by the secular powers as well as the ecclesiastical hierarchy, both of which 
dreaded the challenges to entrenched privilege and established authority that an 
educated populace would predictably pose. Dimech and Preca, so utterly 
dissimilar, both experienced first-hand the horror with which the upper echelons 
of Maltese society. regarded any. educational initiative aimed at democratizing 
knowledge and empowering-.subaltern social groups. Less controversial aspects of 
the early stages of adult education at the popular level are treated in Paul Pace's 
balanced assessment of 'Adult Education in the Maltese Church', and in the 
transcript of Joseph VanceIl's illuminating interview with Captain Paul Bugeja on 
the latter's efforts in the post-war period to address Malta's massive illiteracy 
problem by means of night schools (also commonly referred to as evening 
classes), Reading this section one cannot help bemoaning the negative role played 
by the upper bourgeoisie in Malta in the field of education-besides retarding the 
progressive forces of modernization from penetrating the island, they also left 
the populace ill-prepared to deal with the profound transformative effects of 
modernity. 

Until relatively recently, the fortress mentality that characterizes much of 
Malta's history extended to realm of culture. The 'governing class and the 
intellectual elite ~ought to stave off by. all means possible the introduction and 
dissemination of ideas and practices that posed a challenge to established, and 
highly stratified, social, political and religious order. Well into the 1960s, the 
mainstream press and Redifusion was still supplying the population with massive 
doses of moralistic commentary and belletristic fhiff, while censorship ensured 
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that no 'dangerous' or 'corrupting'"materials sullied the eyes and minds of the 
dutiful citizen. The circulation of ideas, however, cannot be suppressed 
indefinitely. Rapid developments in mass communication, higher levels of 
education, a"heightened awareness of political and aesthetic currents in W~stern 
Europe, and the significant rise in the number of Maltese who spent extended 
periods of time abroad-all of these factors contributed to the breaching of the 
cultural fortress that was Malta. To be sure, no radical transfonnation has taken 
place, but significant change ensued. Many of the important effects wrought by the 
influx of new ideas and the activities they inspired or influenced are examined in 
the second section of this volume. The essays gathered under the title 'Adult 
Education Practice: Alternatives to Chalk and Talk' deal with a wide range of 
topics: radio, television, and the theater, among other things. Especially 
noteworthy are Christopher Bezzina's essay on 'Adult Education for Peace', 
Anthony Schembri's account of the development and current status of 
'Programmes for the Education of the Elderly', and Godfrey Baldacchino's 
contribution on 'Co-operative Learning' which are indicative of the different 
directions in which the reach, no less than the content, of adult education in 
Malta has grown. 

As its title indicates ('Worker Education: Developing Worker 
Resourcefulness'), the third section of this volume has a more specific focus, and 
yet it brings to the fore most poignantly the profound differences that separate the 
views of education espoused by industry on "the one hand and by workers and 
labour" movements On the other. Antoinette Caruana's essay, 'Developing 
Workers on the Job', offers valuable insights into the basically humane but, 
nonetheless, market oriented and profit driven approach of the corporate world 
towards educatio~. The ultimate goal of workers' education by and for business 
is to produce a more efficient (Le. productive) workforce. The worker, on the other 
hand, has different needs and goals. Contrary to the well-worn dictum: What's 
good for General Motors is not necessarily good for its employees! The education 

. of workers, its goals, and its massive implication for society as a whole are 
explored from diverse perspectives by Peter Mayo in his chapter on 'Workers' 
Education and Democracy', David Caruana in 'The Labour Movement" and Adult 
Education', and Godfrey Baldaccllino in 'The Information Age: Implications for 
Trade Unions and Worker Education.' 

Since the middle of the nineteenth century workers' parties and trade unions 
have been among the most powerful and successful agents of social 
transfonnation. More recently, however, new movements"have arisen which have 
played an impressive role in eradicating widespread forms of injustice, 
championed the cause of the marginalized and subordinated sectors of society, and 
challenged the indiscriminate exploitation and private expropriation of natural 
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resourc~s. Of these new movements none have had a greater impact than those 
concerned with the status of women in society and with the increasing degra<;lation 
on a global scale of the natural environment. One of the very best essays in this 
vcilume deals, precisely. with Women's Studies. In her lucid. illuminating 
contribution on 'Women's' Studies in Adult Education', Mary Dannanin 
poignantly observes how 'common to Women's Studies and Adult Education is 
the desire to get close to the life experience of people/subjects. and to think of 

. education as a project for liberation.' She provides an' exemplary instance of a 
form of education that is the polar opposite of the passive absorption of knowledge 
and the routine transmission of unexamined values that generally takes place in 
formal schooling. The other essays in the final section of this volume •• Adult 
Education as a Change Agent' are likewise devoted to the question-or, better, to 
the ideal-of 'education as a project for liberation'. Anne Marie Callus offers 
'Some Considerations on Raising -Environmental Awareness Through Adult 
Education'; Saviour Rizzo contrasts the tendencies towards socialization and 

1 

mobilization in adult political education; in analogous fashion Anthony Azzopardi j. 
reflects on the difference between the adult learners who remain passive students . 
and those who become engaged in the re-fashioning of society; Carmel Borg. f 
lennifer Cami1leri and Peter Mayo examine the su.baltern status of Maltese I 
emigrants; and Charles Mizzi writes on the special educational and creative needs 
of senior citizens. 

In Beyond Schooling. Peter Mayo and Godfrey Balda.cchino have done their J 

best to go beyond merely presenting a more or less comprehensive picture of the t 
state of adult education in Malta. With this volume they have, in effect, issued a i 
puhJic invitation for a vigorous critical discussion on the state of civil society 1 
in Malta. . 
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Michel Chossudovsky, The Globalization of Poverty: Impacts of IMF 
and World Bank Reforms., Zed Books and Third World Network, 
London, New Jersey & Penang, 280pp, ISBN 185649 401 2 (hb). 

At the time of writing this review, the Argentinean Minister of Labour, upon 
his regular visit to the Washington-based International Monetary Fund (IMF), 
remarked to the media that 'if Argentina was not indebted to the IMF, it would 
certainly question having to explain its policies to an international organization', 
and lamented that an indebted country had no choice. The external debt of 
developing countries, which has reached two trillion dollars, constitutes a crucial 
element in explaining the process of economic restructuring imposed by 
international creditors on these countries during the last two decades. This is 
precisely Chossudovsky's task. 

In a period when globalization is glorified daily in the media as the expression 
of progress, freedom and democracy. when governments all around the world 
embrace the neoliberal policy agenda. and when mainstream economists proclaim 
the indisputable success of laissez-faire models, Chossudovsky's book provides a 
much needed critical perspective on the detrimental effects of current economic 
reforms on both human societies and the environment. The analysis is insightful 
and well-documented, and the author succeeds in developing clear explanations 
of complex issues for readers who are not necessarily familiar with the economic 
jargon. He shows, with lucid explanations and plenty of empirical evidence, that 
the new economic order that began in the 1980s is creating both. growing 
inequalities among and within nations, and the conditions for its own crisis. In the 
context of unprecedented levels of overproduction and capital mobility, the crisis 
arises from two contradictory dynamics: the consolidation of a cheap-labour 
economy, and the search for new markets. Hence, the author argues, IMF
sponsored reforms seeking to ,minimize labor costs lead to a decline of consumer 
demand, eventually undermining. the expansion of capital itself. 

The text is organized in two main parts. The first provides the general 
framework and the historical context necessary to interpret the underlying logic 
of the internationalization of macro-economic reform. This part is very useful 
because Chossudovsky presents a good analysis of economic globalization, with 
a focus on the role of international financial institutions. But for those readers 
unfamiliar with these issues (arguably the intended audience of the book) it can 
be a frustrating experience: since sections are so concise and brief (usually ranging 
form one paragraph to one page), the -reader often has to take the author's 
criticisms at face value. For example, one section entitled 'Good Governance': 
Promoting Bogus Parliamenta1}1 Institutions, consists of the following three 
sentences: 
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'Democratization' has become the motto of the free market. So
called 'governance' and the holding of multi-party elections are added 
as conditionalities to the loan agreements. The nature of economic 
~erorn:ts. however, prevents a" genuine democratization' (p.67). 

Unfortunately for the reader, this par~graph is free-floating: it neither 
continues a discussion from the previous section. nor is expanded in the next 
section. Organizing the text in semi-autonomous sections allows readers to access 
the book ~t any page without the need to read the preceding pages in order to 
understand it. This journalistic style makes the information more appealing and 
accessible, but at the same time hinders the development of an in-depth argument. 
Despite this limitation, the author provides a comprehensive understanding of the 
dynamics of global concentration of capital and the effects of structural 
adjustment programs on income distribution and the provision of public services. 
It makes clear that the 'free market' rhetoric is contradicted daily by a new 
regulatory framework that imposes strict conditionalities on indebted countries 
and shifts power from South to North and from labor to capital. 

The second part explores the implementation of rieoliberal policies in twelve 
developing countries from four regions: Sub-Saharan Africa (Somalia and 
Rwanda); South and South-East Asia (India, Bangladesh and Vietnam); Latin 
America (Brazil, Peru and Bolivia); and the former Soviet Union and the Balkans 
(the Russian Federation and the fonner Yugoslavia). These national case studies 
illustrate the negative impact of IMF World Bank interventions on the self
sufficiency of national economies and on the quality and coverage of public services 
in many developing countries. They describe the submission of elected officials of 
supposedly sovereign states to the demands of international bankers and creditors. 
They illustrate· how World Bank programs, instead of eliminating poverty, are 
eliminating the poor. They identify relationships between macro economic policy 
and the laun~ering of money by criminal mafias. They show the connections 
between structural adjustment programs and collapsing public services, 
unemployment, deterioration of labor conditions, famine, social polarization, 
environmental degradation and even civil war. Country by country, references to 
education recurrently depict draconian budget cuts, privatizations, and increasing 
attrition and segmentation. In these case studies, which reflects a deep and laborious 
field work, Chossudovsky reminds us that in the globalization game Washington 
and Dhaka are not equal partners, and that dependency and unfair trade policies still 
persist. These cases provide valuable infonnation on the bridges between global 
geopolitics and national settings, however the author does not explain why the he 
selected these countries and not others. I submit, for instance, that this volume would 
have benefited by including the cases of Chile or New Zealand, which are relevant 
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because they have been used as showcases by international agencies and received 
mostly favorable reviews in terms of the success of their neoliberal policies . 

Regrettably, the book lacks a concluding chapter, which would have been 
helpful to summarize the main arguments and raise issues for future research 
agendas and social action. The only hint at this appears at the end of the 
introduction, where the author argues that only social struggle and international 
solidarity could reverse the massive· concentration of economic and political 
power. However, one question still remains unanswered: Is it possible to have both 
globalization and equity? If Chossudovsky's answer is yes, the issue is how to 
shift away from the current model of neoliberal globalization and build an 
alternative one. If the answer is no, it may have been appropriate to discuss the 
relative feasibility of returning to policies that may restrain globalization trends, 
such as protectionism and trade barriers. 

As the book was in print, The World Bank began to review the impact of its 
structural adjustment programs with nongovemmental organizations and civil 
society, and launched the Structural Adjustment Participation Review Initiative. 
This initiative is part ofthe so called 'Second Generation Reforms,' through which 
the Bank attempts to redress the impact of the macro-economic reforms and 
structural adjustment programs on income inequality and poverty increase. This 
Second Generation agenda, aiming at garnering political support (particularly 
among the poor) for the sustainability of First Generation Reforms, is not 
explicitly discussed by Chossudovsky, probably due to timing. However, he 
criticizes the poverty alleviation programs implemented by the Bank for heing 
mainly a public relations strategy to resemble a commitmel}t to social change that 
do not oppose neither the unjust social foundations of the global market system 
nor the neoliberal 'policy prescriptions that protect it. 

Overall, this is a valuable contribution to the emerging literature on the dark 
side of neoliberal reforms. Neoliberalism claims that its formula is based on 
'short-term pain for long-term gain.' After two decades of implementation, an 
evaluation of results - measured not in terms of macroeconomic indicators, but in 
the quality ofHfe of real human beings- is a necessary endeavor. The 'theoretical' 
part of this book, which skillfully unveils the mechanics of global domination, is 
well complemented by the evidence provided in the countty chapters. In my view, 
this is a commendable text. Its accessibility and direct style, insightful analysis, 
clear tables, additional footnotes and extensive bibliography will satisfy a wide 
array of readers. Its critical an~lysis reminds us that there is nothing given or 
inevitable about current trends, and that poverty alleviation programs are l:10t 
likely to succeed as long as existing power structures remain unchallenged. 

Daniel Schugurensky 
Ontario Institute for Studies in Education! University of Toronto 
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Paolo Federighi (guest editor), Convergmce, Vol. XXX, Nos. 2/3, 
Special issue on the Transnational Dimension of Adult Education, 
pp.160 , Toronto, International Conncil for Adnlt Education, 1997, 
ISSN. 0010-8146. 

For several years, adult education has had a" transnationaI dimension, but the 
'adult education world' chose to be more or less absent from this reality. The 
military, media and financial powers were involved while 'adult education' 
structures were more or les~ absent. Why? 

I think that it was a hot issue and the West" and East superpowers were also 
controI1ing educational affairs, leaving the South powerless. Today. the persons 
involved in the adult education structures, comprising research, policy making and' 
training, are afraid to contest the 'unidimensional way' of thinking. 

I do not know why the Mediterranean Journal of Educational Studies invited 
me to provide an appraisal of this issue of Conv£!rgence. Maybe I guess because 
I am still a 'critical animal'. When in 1985 I wrote Lifelong Education and 
International Relations (Croom Helm), few adult educators made r.eference to tl.J.is 
book because, I think, I raised the issue of the manipulation of adult education 
organisations (national and international. governmental and non governmental), 
Make no mistake. the manipulation is still there, 

In this review of the special issue of Convergence. I shall stress both its 
weaknesses and positive aspects. Its first positive aspect is that of underlining 
the importance of the transnational dimension of adult education, and the 
negative aspect here is that of not providing an analysis of the ambiguity of the 
concepts of 'civil' and 'civic' society. Another positive aspect is that of 
examining the growing need to integrate general and vocational education and 
training, while the negative aspect here is that of not exploring carefully the 
conditions under which such an integration can take place. Another excel1ent 
idea is that of being concerned with the relationship between adult education and 

. democracy, but there is no analysis of the manipulative use of adult education 
to 'teach democracy', when the process generally involved is that of 'one way 
democracy,' 

The paper titled 'The Tao of Mangoes, Adult Education and Freire: The 
Continuing Challenges and Dilemmas' provides us with an excellent approach. 
The dilemmas and challenges which are proposed render this piece very 
stimulating and the issues raised are relevant to adult education movements and 
to such organisations as the International Council for Adult Education (ICAE). 
, ... can the mango fanner be the resource person at the local agricultural college 
instead of the foreign trained professor or expert?' .(p. 24) This question provides 
food for thought. 
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The references to Paulo Freire are very pertinent but are adult educators 
incapable of discovering other 'Paulo Freires' in the Southern part of the world 
and quoting them in their articles? If one looks at the bibliographies in this issue 
of Convergence, one finds only Northern authors or references to institutional 
documents, and this in an issue devoted to the 'international dimension of adult 
education' ! 

The social class dimension is more or less absent in those articles concerning 
'Citizenship', 'Popular Education', the 'Third Age' and 'Women in Academia'. 
The one notable exception here is the article that deals with 'Life Affirming Work, 
Raising Children and Education', where it is noted that 'social exploitation and 
self-oppression are highly intertwined.' 

Very high targets are set for this particular issue: 'Here we identify criteria 
that enable us to evaluate the sense of the theories and policies that are proposed 
or imposed in the transnational sphere.' And yet the criteria in question are 
not listed. This notwithstanding, we are still provided with a valuable issue of 
Convergence. 

Let us live 'political games' in adult education and engage with political 
economy and political theory. Adult Education policies and activities requir~ 
both. Let us explore al1 the ambiguities of the much used concepts of 'civil' and 
'civic' society and, at the same time, analyse the positive and negative aspects 
of the State's involvement in adult education. How about some engagement with 
the question of dialectics and adult education? These concerns . strike me as 
being germane to a discussion focusing on adult education in its international 
dimension. 

Ettore Gelpi 
Paris 
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Panayiotis K. Persianis, History of Education of Girls in Cyprus: A 
study of social and educational modernization of Cyprus (in Greek), 
Ministry of Education and Culture of Cyprus Nicosia, 319p., 1998, 
ISBN 9963-8116-1-2. . 

. The book comprises four parts and twenty chapters, a catalogue of tables. a 
foreword. an introduction, a conclusion, an epilogue, a bibliography and finally an 
Appendix. In this study. the history of education of girls in Cyprus is connected 
with the social and educational modernization of Cyprus and offers a very 
interesting historical, social and educational approach to the subject. 

In his introduction, the writer underlines the significance of ,the history of 
education of girls in general, refers to the purpose of the book and points out his 
theoretical framework, his sources (documents, official papers and laws. teaching 
materials. newspapers etc.) and also explains the contents of the whole book 

Part A. which is entitled 'The social position of woman in Cyprus during 19tb 

century and at he beginnings of20tb and the influences on the education of girls'. 
comprises two chapters; the first chapter 'The social position of woman during the 
end of 19tb century and at the beginnings of the 20tb " refers to the three basic 
elements that characterized the society of Cyprus in the 19th and 20tb centuries and 
which directly influenced the position of women: a patriarchal society. an agrarian 
economy and the negative attitudes displayed towards women concerning their 
inferiority in the economic and social life; the second chapter of this Part focuses 
on 'The influences on the education of girls' due to the previous mentioned social 
~haracteristics of the society in Cyprus during that period. These influences had 
to do with their participation in the educational system, with the goals and the 
content of the kind 1)f education provided and with the 'formation of their 
character' . 

Part B of the book presents aspects of the process of social modernization in 
Cyprus and its consequences with respect to the education of girls. The third 
chapter in particular describes the factors of social modernization in Cyprus that 
have to do with the changes in socio-economic life. It provides analyses of some 
of the ideologies and values related to these factors (European Enlightenment, 
influences of English colonization, tensions caused by europeanization, 
humanism. the ideologies of Hberalism, socialism and communism, ideology of 
human rights and feminism, new 'mental states' and institutions that influenced 
the social, economic and education position of woman and social life); in the 
fourth chapter, the author explains the characteristics of the social modernization 
in Cyprus related to the disadvantages suffered by women, in comparison 
with men, with' respect to the tnodernization process. He also writes about the' 
acceptance of new europeanisation technologies and' about the role of some 
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'foreign paradigms'; In the fifth, sixth, seventh and eighth chapters, the author 
analyzes the effects of social modernization on the education of girls and refers to 
the social discourse concerning the social position of women, the educational 
demand concerning girls' formation, the provision of education for girls. and 
finally. the dynamic interaction between social and education modernization 
in Cyprus. 

Part C focuses on the approach to educational modernization; the author refers 
to quantitative and qualitative developments. So, in the ninth chapter, the author 
analyzes the difficulties and problems concerning the education of girls in Cyprus. 
In the tenth chapter. he presents and comments on quantitative data concerning the 
primary education of girls in comparison with that of boys during the end of the 
19" century and at the beginning of 20". In the eleventh and twelfth chapters, the 
author describes the provision of secondary and tertiary education for girls. Also, 
in the thirteenth chapter, he refers to the existing educational discourse concerning 
the education of girls. In the fourteenth chapter, he analyzes the factors that 
contributed to the development of the content of this type of education. In fifteenth 
chapter, the author approaches the development of the content of girls' primary 
schooling in c.Yprus. In the sixteenth chapter, he refers to the development of the 
content of girl.s' secondary education. Finally, in the seventeenth chapter, he 
describes the whole ambiance surrounding the schooling of girls during that 
period of their life (school life, hidden curriculum, etc.). 

Part D of the book deals with the female teachers and their role in the process 
of social and educational modernization in Cyprus. The eighteenth chapter 
presents the image of female teachers and their contribution to the education of 
girls on the island. The nineteenth chapter refers to the formation of female 
teachers in Cyprus and finally. the twentieth chapter incl~des some representative 
abstracts of speeches of four distinguished female teachers in Cypr,us. 

The author uses various documents and sources. He provides important new 
critical approaches to the history of education of girls in Cyprus and attempts to 
bring research to bear on this fascinating analysis of the education of girls within 
the context of educational modernization. The book not only makes possible a new 
understanding of education and society. but also raises critical new concerns about 
this subject. It is a book that certainly deserves to be read by the researchers of the 
history of education, by teachers, by future teachers and by all those who are 
interested in studying the socio-cultural aspects of life in Cyprus via the history 
of education of girls. 

Pella Calogiannakis 
University oJ Crete 

265 



Agnieszka Bron, John Field and Eva Kurantowitcz (eds), Adult 
Education and Democratic Citizenship II. Impuls Publisher, Krakow, 
pp. 233, 1988, ISBN 83-86994-86-X (pb) .. 

Without doubt, this volume represents an important contribution to the current 
debate abollt the role of education in our rapidly changing society. Indeed. some 
of the papers (Strain, Shanahan) leave no doubt thatthe shape of the 21st century 
society will be, among other factors, crucially influenced precisely by this 
relationship. This is an obvious truism noted already by numerous volumes 
produced on this topic by supranational agencies such as the OECD, the World 
Bank, and most recently by the European Union, and many others. 

This apparent agreement among some notably neoliberaJ oriented agencies 
and this collection of papers, most of which come from a critical-humanist 
perspective, pinpoints the culprit responsible for our societal inability to reach a 
consensus on the way human affairs, including educational issues, should or ought 
to be looked at - namely, the global arid predominantly neoIiberal macro
economic interests show a remarkable reluctance to consider the impact of their 
own policies on the individual lives of the growing number of those excluded from 
the core-worker society, while the cultural critics concentrate on building up a 
local resistance, which draws on spontaneity, sentiment, and the defiance of the 
logic of globaHsm, as Michael Strain argues in this volume. 

In consequence, the macro and micro levels of social action fail· to meet. Yet, 
as Harvey (1993: 24) pointedly argues, the local opposition might be able to 
dominate the local space, but the power of capital still coordinates the total 
economic activity across universal fragmented space, which, in the final analysis, 
tends to decide what can be marginally achieved within the local space. 

Thus, on the one hand, we have 'bad guys', who promote the logic of global
system integration. Among them are those who directly represent the interest of 
global capital, but also the supranational agencies. such as the OECD, the 
executive arms of most national governments and numerous technocrats working 
at multiple international levels of what really approximates some form of global 
governance. In this scenario, the global fiscal and exchange relations are here to 
stay, and, more importantly, are to remain private and out of reach for public 
interest. Everything else, including the nation-state politics, has to adapt. Even the 
intentionally progressive DeIors Commission, Education for the Twenty-first 
Century (1996), takes the global condition as its starting point. Of course, 
globalization itself need not be necessarily unfriendly to public interest, as the 
present volume also argues (e.g., Field). 

The solution to the problem of globalism might, perhaps, depend on our ability 
to bring life world interests into the sphere of global policy-making. The issue is 
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thus really about discourse ethics - who should be making the global decisions 
which effectively constrain the local policy-making and thus the survival of the 
local in the long run and how? Paradoxically, even the economic-system
dedicated GECD has conceded as early as 1995 that the Conservative government 
policie.s, over the last 16 years, when combined with the fiscal austerity measures, 
proved to be socially dangerous especially in the area of education and training. 
No doubt, in this case, the GEeD was e:ritical of the industrial trainers 
programmes contained, among others, in its own educational manifesto, 
Education and the Economy in a Changing Society (1989). This document argued 
very strongly in favour of labour-market relevance of skill-development in post
compulsory education and training. The view presented is an overtly economist· 
vision of society, with a strong emphasis on vocationalism, socialisation, and 
social control. What is missing in this perspective is what Michael Strain, in this 
volume, refers to as sociality, or the resilience of the local. The question~ however, 
remains: Can the global and the local meet outside the shopping-maUs? Which, in 
turn, brings me to the 'good guys'. 

In opposition to the pure system integration a la Durkheim, this volume argues 
for a revision of the concept of adult-education. In this respect. Peter Shanahan 
identifies four tendencies in adult education, as practised today: academic Of 

theoretical, training and vocational, professional education, and empowerment. I 
would add that in many respects these categories broadly correspond to 
Habermas' categories of knowledge interests: technical, practical and 
emancipatory. Now the implication here is, and I believe a correct one, that the 
current global discourse about education and training, which tends to be rather 
exclusionary in the sense of who is admitted as a legitimate stakeholder and whici.t 
ideological perspective may be brought to the round-table debates, tends to be 
dominated almo~t if not entirely by vocational training and practical-manipulative 
skills issues. 

That the type of academic knowledge, which fails in the promise of immediate 
profitable usefulness, even though its expulsion from the universities will 
inescapably carry a loss of our socially reflexive intelligence, has presently lost its 
currency is supported, for example, by Stockley (1993) and Pannu et al. (1994), 
who argue that the Australian and Canadian universities have now been virtuaUy 
driven to become self-sustaining accumulating units, increasingly dependent on 
marketing programmes- conc_erned chiefly with developing practical skills for 
their corporate clients. 

As for emancipatory concerns in the sense Habermas or Shanahan discuss 
them, I believe we all bear witness to their salient absence in most basic schooling 
~nd adult education classes. By and large, this volume emphatically advocates 
the integration of the above mentioned tendencies in adult education. But such 
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demand would put the onus on the providers of adult education classes to rephrase 
the social purpose of education so that it would include the wider spheres of 
people's lifeworld. In particular its content would be formed around the notion of 
citizenship (Aittola: 117). 

Aittola's claim thus inadvertently constitutes a pivotal focus in the research 
interest of this volume. Some of the key questions' asked include: should learning 
be organised? Where does learning take place? Who attends adult education 
classes, and why are many discouraged from attending? The themes i,nelude 
problems of identity formation, the role of social capital, the clear dissonance 
between schools' teaching practice, concrete needs and perceptions of young 
people, and the rhetorical claims about participation. democracy, autonomy and 
so ori', globalism and the controversial role of mass media, historical studies of 
voluntary organisations, study circles, the role women play in de-industrialised 
regions, and adult education experiences in various parts of Europe. In total, this 
collection of papers can be very useful as a resource book for faculties of a9ult 
education. 

I will now proceed to address what I consider the volume's major advances in 
the problematic of adult learning. The key concern of the volume is the 
relationship between the practices and institutions of adult learning and their 
ability to enhance civic engagement in the general population. The appropriate 
starting point then is the concept of citizenship, - how do we define it, and how 
could we understand the relationship between a competent citizenry and a 
competent society? There are two theoretical sources which inform the volume's 
understanding of this problematic - T.H.Marshall (1981), and the British 
Commission on Citizenship (1990). Citizenship is thus understood in terms of 
civil, social and political rights, with an implicit addition of economic and cultural 
rights (cf. Turner, 1990; Kymlicka, 1992). 

In more general terms, Benn and Fieldhouse offer a summary definition: . A 
reasonably representative definition of citizenship can be taken as ho~ the 
individual activates him or herself to be able to consciously influence their own 
situation and the situation of others in a democratic society' (p. 44). . 

Drawing on Habennas' theory of communicative action, and in opposition to 
system-linked rationality, Larson introduces into the debate the conditions of 
social action oriented towards understanding. Here I would suggest that this 
section would be helped by noting also Habermas' conditions of validity claims 
pertaining to the universal discourse ethics. This is an important point, especially 
in relation to identity formation in the context of Study Circles, the context which 
specifically frames Larson's argument. In this sense, adult educators need to 
consider individual pre-theoretical knowledge (or foreknowledge) of the 
participants in discourse. In other words, the question is not only the relevance of 
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the educational programme to the individual student needs, but also what sort of 
personal and ideological baggage do participants bring into adult education 
classes. 

In this respect, I believe there is some tension between what Larson calls a new 
grammar of study circles, which defines learning experience in terms of 
participants' control of the study agenda, on the one hand, and their ability to view 
their own social construction of reality critically. on the other. It is precisely here 
that the conditions of validity claims are so vital. 

If we apply the principles of the new grammar of learning to adult education 
in general, it becomes obvious that the teaching strategies and the actual role of 
the teacher also have to be modified. The teacher's role should change from that 
of a 'provider/programme organiser and administrator of adult education centres 
and classes to that of facilitator/cQunsellor/designer of learning resource' (p. 96). 
It is at this moment that the individual lifeworlds would enter the study agenda. 

Yet here an extreme care should be given to the learning stage and style of the 
learner. Let us remember that our task as educators is to help students liberate and 
enlighten themselves, or to use PauIa Freire's language, to develop critical 
consciousness, not to embellish their subjective biases. 

'J1.1e new teacher then needs to be highly sensitive towards student needs, which 
are now defined more with respect to problem solving, coping with everyday life, 
helping those within their immediate circle, and securing both material goods and 
meaning in their lives. Clearly, and I believe most appropriately, the indication here 
is that adult education should move towards restoring a balance between the 
economic/administrative system demands and the lifeworld interests of the learner. 
In this respect, it should also be most strongly noted that the financial and 
organisational support from the state is of a crucial importance: In the present 
environment of fiscal austerity this condition will Clearly represent one of the biggest 
challenges to the restructuring of adult education. 

The pedagogical strategy of progressing from a dependent learning style and a 
subjective learning perspective '(cf. Grow, 1991; Heidbrink, 1996) towards 
becoming an autonomous learner and' developing a social or deep-structure 
perspective is mostly indebted to the tradition of critical pedagogy. Larson, for 
example, identifies six key factors relevant to critical learning: developing agenuine 
interest, focusing on the use value rather than on the exchange value, developing a 
learning and cooperative community, promoting self-esteem, encouraging learning 
oriented towards a lifeworld-relevant social change, and the infonnality of the 
interaction in opposition to fonnal emphasis on examination and certification. 

The implicit assumption is that not only in theory, but also in practice it is 
possible to develop an educational system dedicated to the promotion of 
citizenship competencies. On the other hand, what is, perhaps, missing is a clearly 
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established relationship between the type of political environment within which 
educational institutions have to work, the hegemonic economic regime, and the 
connecting (Le., political) mechanisms detennining the shape of educational 
provision. In other words, what is absent is a clear sociological relevance of what 
is essentially a humanist stance centred largely around the notion of social 
movements, understood here as a vehicle for some fann of individual and 
collective self-realisation. 

The phenomenon of social capital, for ex"ample. cannot be understood as 
something that can be manipulated or altered at will, in any case, not without 
major restructuring of social relations of production. My question then is: Is it at 
all possible to develop a critical and usable approach towilrds adult education 
without an analytical understanding of the actual economic and political 
constraints imposed on educational institutions by the post-Fordist and the post
Keynesian regimes? 

Fixing up the flaws of the system from within is c;:ertainly valid. On the other 
hand, it is also valid to question the system's political will to take seriously the 
radical-humanist critique. Jessop's (1983) analysis conceptualising the notion 
of the margin for manoeuvre within the context of hegemonic regimes, 
Leborgne and Lipietz's (1992) analysis of competing developmental models, 6r 
Philip Wexler's (1987) critique of the New Sociology of Education are relevant 
here. 

Nevertheless, as argued above, the individual papers do make important 
contributions especially at a micro and mesa levels of analysis. Still, the volume's 
purpose would be better served by way of providing a general theoretical 
introduction, which could tie up individual arguments in a more meaningful 
whole. 
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CONFERENCE ANNOUNCEMENTS 

'Good neighbours and faraway friends: regional dimensions of 
international education' 

11 th Annual Conference of the European Association for International 
Education, 2-4 December 1999, Maastricht, the Netherlands. E-mail: 
j .dovermann@fb.unimaas.nl 

'XenophilielXenophobie et diffusion des langues' 
15-18 decembre 1999. Informations: Claudette Soum, ENS Fontenay I Saint 
Cloud, 2 avenue Pozzo-di-Bo'rgo, 92211 Saint-Cloud. Tel. 33 141123561; 
Fax: 33 1 41 128507; e-mail: soum@ens-fcl.fr 

'The state, teacher education and policy development: control and the 
politics of possibility' 

RutIand Hotel Conference Centre, Glossop Road, Sheffield, UK. January 4-6 
2000. E-mail v.a.stokes@sheffield.ac.uk 

'Powerful teacher educators leading in the 21st century' 
ATE 80lh Annual meeting, February 13-17, Orlando, Florida. Contact ATE, 
1900 Association Drive, Reston, VA 20191-1502. 

'Facing the 21St Century: what do we know? What can we contribute" 
CIES annual conference, March 8-12 2000. Venue: Menger Hotel, San 
Antonia, Texas. Conference URL: http://www.indlana.edul-comped/ 

'Higher education, organizational transformation, and student learning' 
41h North American Conference on the Learning Paradigm, March 15-182000. 
E-mail inquiries learncon@palomar.edu. Further details: www.palomar.edu/ 
learn. 

'Leading educational management in_learning societies: research, 
policy and practice.' 

British Educational Management & Administration Society (BEMAS), March . 
29-31 2000. Venue: Robinson College, Cambridge. E-mail inquiries; 
BEMAS@open.ac.uk. URL: http://www.shu.ac:ukibemas 
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.Biennale internationaIe des chercheurs et des prcacticiens de I'education 
et de la formation' 

Organised by APRIEF, April 12-15, 2000, Paris. E-mail: biennale' 
@wanadoo.fr Further information from http://www.inrp.fr 

'Educational assessment in a multi-cultural society' 
International Assessment and Evaluation Association, May 14-19 2000, 
Jerusalem. E-mail yoav@nite.org.il 

'E~erging democracies and human rights education' 
CIDREE, JuneI8-21. Enschede, Netherlands. E-mail inquiries: Mr. Jeroen 
Bron, j.bron@slo.nl 

'Education for social democracies: changing forms and sites' 
International conference, Culture, Communication & Societies Group, 
Institute of Education. University of London. 3-6 July 2000. Further 
information from: Dr Paul Dowling: p.dowling@ioe.ac.uk. Website: 
www.ioe.uklccs/conference 2000 

'Children's spirituality' 
International Conference, July 9-12 2000, to be held at Chichester Institute of 
Higher Education, Chichester, West Sussex, UK. E-mail: ota@mistral.co.uk 

'Including the excluded' 

International Special Education Congress (ISEC 2000), 24-28 July 2000, 
University of Manchester, School of Education. Centre for Educational Needs, 
Oxford Road, Manchester Ml9 9PL, U.K. Fax: 00 44 161 2753548; e-mail: 
ISEC@man.ac.uk; Website: http://www.isec20oo.org.uk 

'Teacher education and global co-operation: a way of life for life-long 
learning' 

251h Annual AWE Conference, 28 August - 2 September 2000, University of 
Barcelona (UB). Further information from ULTRAMAR Express, Diputaci6, 
238 3r, 08007 Barcelona, Spain. E-mail: amanach@uex.es 

'Knowledge society: fro~ clerici vagantes to the internet' 
19th European Congress of Comparative Education, September 3-7 2000, 
University of Bologna. E-mail: cese-org@scform.unibo.it. URL: http:// 
www.unibo.itlCESE-conference. 
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'Bringing the outside inside: experiential learning as the mainstream of 
the third millennium' 

7th International Conference on Experiential Learning (ICEL), December 
2000. Further information from Nena Benton, rCEL 2000, clo Centre for 
Maori Studies and Research, University of Waikato, New Zealand, Private 
Bag 3105. E-mail: nena.benton@waikato.ac.nz 
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ABSTRACTS 

UNIVERSITIES AND THE EURO-MEDITERRANEAN 
REGION: AN OVERVIEW OF TRENDS, CHALLENGES, 
AND PROSPECTS 

RONALD G. SULTANA 

eet article d6montre que malgre les differences bien reelles entres les diverses SOllS

regions de la M6diterranee, une histoire politique partagee et un etat commun .d~ 
peripheralisation a l' economie globale rendent la comparaison des systemes 
universitaires de la region possible. L'artic\e presente le contexte de fa90n detaillee 
afin de generer ensuite un ensemble de proposition pouvant etre testees 
empiriqqement, qui mettent en lumiere certaine tendances, certain defis, et perspec
tives lies a l'enseignement sup6rieur en M6diterranee. Les transformations qui sont 
identifiees dans la region inc\uent des tendances vers (a) la prioritisation du secteur 
universitaire (b) un elargissement de l'aces (c) une diaspora des etudiants 
mediterraneens (d) line privatisation du secteuf universitaire (e) un plus grand degre 
de gestion autonome (0 une secularisation (g) un accomodation innovatif pour 
resoudre le probleme du ehoix de la langue d'enseignement (h) l'utilisation de 
pedagogie interaetives (i) et la legitimation eroissante de l'universite-entrepreneur. 
L'artic1e soutient que eet ensemble de propositions base sur des donnees pourrait 
constituer un programme de recherche quantitative et qualitative afin de placer les 
etudes d'education mediterraneene eomparees sur un pien plus fenne. 

Dan l-artiklujipprovajuri kif, minkejj. d-differenzi lijeiistu bejn is-s6tto regjuni 
differenti tal-Mediterran, il-fatt li dawn ghandhom storj. politika simili u qaghda 
komuni fuq il-periferijia ta' l-ekonomija globali jippermetti analiii komparattiva 
tas-sistemi universitarji tar-regjun. F'dan l-artiklu. l-ewwel hemm deskrizzjoni 
dettaijata tal-kuntest, Ji ghab-baii tieghu jigu ggenerati sett ta' propoiizzjonijiet 
li wiehedjista' jeiamina b'mod empiriku u Jijitfghu dawl fuq uhud mix-xejriet, 
sfidi u prospetti ta' l-edukazzjoni gholja fil-Mediterran. Il-bidlietjinkludu (a) il
prijoritizzazzjoni tas-settur universitarju; (b) it-twessigh ta' I-access; (c) diaspora 
ta' studenti Mediterranji; (d) privatizzazzjoni; (e) legittimizzazzjoni tal-hidma 
entreprenerjali ta' l-universitii; (t) tishih "fl-awtonomija ta' l-universitii; (g) 
sekuJarizzazzjoni; (g) akkomodazzjoni innovattiva fl-uiu tal-lingwi differenti 
ghat-taghlim; u, fl-ahhamett (h) it-thaddim ta' pedagogijainterattiva. L-argument 
hu li dawn il-propoiizzjonijiet jistghu jiffurmaw agenda ghal ricerka kemm 
kwalitattiva kif ukoll kwantitattiva aktar profonda biex tissahhah l-edukazzjoni 
komparattiva tas-sistema universitarja tir-regjun tal-Mediterran. 
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HIGHER EDUCATION AND STATE LEGITIMATION 
IN CYPRUS 

PANAYIOTIS PERSIANIS 

DaDS cet article nous proposons de mettre en evidence les intentions de I 'Etat 
chypriote en matiere de politique educative universitaire dans les annees 80. 
NoDs demontrerons que la creation meme de I'Universite en 1989. ainsi que le 
caractere qui lui etait assigne - Universite d'Etat reIiee a la communnaute 
academique internationale - devrait servir a legitime"r I'Etat lui-meme. 
L'opposition des nationalistes sous I'administration coloniale britanique, d'une 
part, et une serie d'hesitations etd'ajournements apres I'Independance, d'autre 
part, ont retarde de plus de 60 ans la creation de I'Universite a Chypre. Creee, 
enfin, en 1989 elle etait destinee a compenser I'absence quasi totale de 
legitimation dont souffrait I'Etat. L'Etat, par la strategie politique d'expertise et 
par celle de participation, a voulu legitimer le processus qui est 11 l'origine de la 
decision concernant aussi bien le caractere de l'Universite que le savoir que 
ceIJe-ci devrait produire. 
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To cp8po OIEPWVC HI XPIlOII.lOnoiIlOIl ano TO KpCTOe; Tile; 
EKnQlOWTlKrie; nOAITlKrie; OTIl ~a8J.Jioa Tile; aVWTEPIle; 

EKnaioEUOIle; Yla OKonOUe; "avTloTa8J.JIOTlKrie; vOJ.JIJ.JonoiIlOIle;", 

onwe; aUTri OUVE:~1l OTIlV nEpinrwOIl Tile; Kunpou Karc TO TE:AOe; 
Tile; OEKaETiae; TOU 1980. YnooTllpi~EI nwe; 0XI J.Jovo 11 iopUOIl 
TOU navEmoTIlJ.Jiou KunpouTO 1989 . J.JETC TplcvTa XPovla , . 
10Xuprie; aVTi8EOIle; TWV E8vIKIOTWV, KaTc TIl OlcpKEla Tile; 

BpETavIKrie; anolKlaKrie; oloiKIlOIle;, Kal. CAAa TplCVTa xpovla 

KpaTlKWV EvOolaoJ.JWV Kal ava~oAWV, J.JETC TIlV· nOAITIKri 
aVEl;apTlloia . aAAC Kal 0 xapaKTripae; TOU lopU8E:VTOe; 

naVWIOTIlJ.Jiou (KpaTlKO Kal OUVOEOEJ.JE:VO J.JE TIl olE8vri 

aKaOIlJ.Ja"lKri KOIVOTIlTa) J.Jnopouv va EPJ.Jllvw80uv Kupiwe; We; 

anOTE:AEOJ.Ja Tile; anoq>aOIle; TOU KpCTOUe; va XPIlOIJ.JonolrioEI TIlV 
aVWTEPIl EKnaioEUOIl Yla va avanAIlPwOEI TO oo~apo TOU 
E:AAEIJ.JJ.Ja vOJ.JIJ.JonoiIlOIle;. YnooTllpi~EI Eniolle; nwe; TO KpCTOe; 

XPIlOIJ.JonoiIlOE TIlV nOAITIKri OTparllYIKri Tile; EJ.JnElpoyvWJ.JO· 

OUVIle; Kal OE J.JIKpOTEPO ~a8J.J0 TIl oTparllYIKri Tile; OUJ.JJ.JETOXrie; 
Yla va VOJ.JIJ.JonolrioEI Tie; olEPyaoiEe; nou ooriYlloav OTle; 
anOq>COEIe; Yla TO xapaKTripa TOOO TOU naVEnlOTIlJ.Jiou 000 Kal 

Tile; YVWOIle; nou aUTO avaJ.JEVOTav va napCYEI. 
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MANAGEMENT IN THE GREEK SYSTEM OF 
HIGHER EDUCATION 

CHRISTOS SAITIS 

Le but de eet article est de donner un apen;u de la relation entre le Ministere de 
I'Education et les institutions de I'enseignement superie)..lf en Grece. La coordi
nation de cette relation est vitale a la fois pour les institutions universitaires - qui 
rquierent un degre d'independance administrative pour faire leuT trava~l all nom 
de la societe, et pour I'Etat, qui souhaite s'assurer que les institutions de 
I' education superieure satisfont de fa~on adequate les besoins de la societe. En . 
conclusion. eet article montre que le Ministe:re de l'Education exerce son 
contrcHe dans le secteur de I'enseignement superieur par des lois et 
reglementations et intervient dans le travail administratif quotidien des institu
tions academiques. Les institutions de l'education superieure sont entierement 
subordonnees a I'Etat et ont tres peu droit a la parole en ce.qui concerne les 
decisions qui affectent leur d6veloppement futur. On peut done considerer la 
supervision ministerielle comme un case de. 'surcentralisation bureaucratique' 
de I'Elat. 

To ap9po aUTO ETTlX£lpEi va OKlavpa<jJ~O£l TI~ A£lTOUPVIJ<t~ O)(tO£l~ 
~ETO~U YrroupvEiou nmoEia~ Km TWV Iopu~aTWV T~~ TpITO~o9~la~ 
EKTraioEUO~~ (AEI Km TEI). 0 oUVToVlo~6~ aUT~~ T~~ O)(EO~~ EfvQI et~a 
{wTlK6 KOI VIO TiC; OUO TTAEUpt~: To AEJ KOI TEJ TTOU OTTOiTOUV IJEvoAuTEPO 
~a9~o aUTOoloiK~O~~ . Kal ~ nOAITEia rrou 9tA£I va ~E~QJw9Ei OTI TO lopu~aTO 
T~~ TpITO~o9~la~ EKrraioEUo~~ E~urr~pETouV OE IKavorrol~TIKO ~a9~0 T1~ 
ov6:VKE~ TOU KOIVWVIKOU ouv6Aou. 

To TTop6v ap9po OTTOOEIKVUEI 6TI TO YTTOUpyeiO nQloEio~ _ OOKEi T'lV 
ETTomEio TOU OTO AEJ KOI TEJ IJEOW v6JJwv KOi aMwv Kov6vwv olKoiou KOi 
rrapE~~ajv£l ora OIOIK~T1KO tpvo TWV aKao~~a"'Kwv IOpU~aTWV. Ta AEI Km TEI 
EiVQJ E~apT~~va (0IKOVO~IK6 Km OI0IK~TIK6) arro TO Kp6TO~ Km EXOUV 
rrEplopIO~EV~ E~ouoja VIa T~ A~"'~ o~~aVTIKWV arro<jJOOEWV. na TO hOvo aUTO 
~ aOKoU~EV~ urroupVIK~ ErromEia ~rropEi va 9EWp~9Ej W~ "vpa<jJ£loKpaTIKO~ 
urrEpOUVKEVTPWTIO~6~" ~6Mov, rrapo W~ "KpaTIK~ Ka90o~v~o~". 
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CHANGING BOUNDARIES IN ISRAELI IDGHER EDU· 
CATION 

SARAH GURI·ROSENBLIT 

Cet article analyse les changements principaux survenus dans l'enseignement 
superieur des vingt dernieres annees, et lenT impact dans la modification de ses 
frontieres exterieures et interieures. L'analyse inclue egalement un modele 
comparatif des system~s d' enseignement superieur dans le monde. cl'une maniere 
generale. Par le biais de cette methode comparative, sont examines les 
d6veloppements ayant mene ,h la restructuration des frontieres de I' enseignement 
superieur en Israel, quand la recherche se focalise sur les parametres suivants: (a) 
Expansion du systeme d'enseignement superieur; (b) Diversification de ses insti
tutions; (c) Emergence de nouvelles disciplines et leur insertion dans le systeme 
educatif academique; (d) La re-evaluation de nombreuses professions a un niveau 
academique; (e) La redefinition des dipl6mes de maftrise et autres dipl6mes 
superieurs; (t) L'impact des nouvelles technologies d'information surle modelage 
des paysages academiques; (g) L'influence des tendances a la gIobalisation et a 
I'international.isation sur le developpement des systemes nationaux 
d'enseignement su~erieur. 
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CHANGES AND CHALLENGES IN SPANISH 
IDGHER EDUCATION 

JOSE-GINES MORA 

Des changements politques et sociologiques importants ant eo lieu en Espagne 
pendant les deux dernieres decennies. Ces changements ont considerablement 
influe sur le systeme 6ducatif superieur. S'il est vrai que les resultats peuvent 
etre consideres comme globalement positifs, toutefois de nombreux aspects 
pourraient et devraient etre ameliores. L' education superieure en Espagne doit 
en ce moment faire face a de nouveaux defis afin de placer le systeme a un 
niveau de qualite adequat. Les changements principaux qui ant eo lieu dans 
le systeme educatif superieur espagnol, et les defis actuels sont examines dans 
cet article. 

Durante las dos ultimas decadas, ha habido en Espafia cambios polfticos y 
socio16gicos muy profundos. Estos cambios taI11bien han afectado al sistema de 
educaci6n superior. Este sistema es actualmente muy diferente del que era tan solo 
hace dos decadas. En general,los cambios han sido muy positivos para el conjunto 
del sistema. Sin embargo, muchos aspectos pueden y deben ser mejorados todavia. 
Para elevar la calidad del sistema universitario espafiol es necesario afrontar 
nuevas reformas en el sistema En este articulo se analizan tanto 10s cambio 
ocurridos, como los retos de futuro a los que se enfrenta el sistema universitario 
espafiol. 
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THE TURKISH HIGHER EDUCATION SYSTEM 
IN THE 1990s 

HASAN SIMSEK 

Cet article est une tentative de documentation des defis auxquels le systeme 
d'education superieure turc doit faire face. Notre analyse suggere que la nature de 
ces problemes et de ces questions fait echo a ceux qui ont decienche des initiatives 
de refonnes majeures dans d'autres parties du monde. Panni les plus importantes 
on trouve un nombre croissant d'etudiants face a des ressources publiques sur le 
declin, un manque de personnel enseignant de bonne qualite, des inefficacites 
exacerbees par un financement public qui diminue, le besoin d'alternatives 
pour diversifier les sources de revenus, le probleme pose par les regles et la 
bureaucratie governementales tres strides en ce qui concerne l'organisation et 
I'administration de I'education superieure, ainsi qU'une deterioration qualitative 
dans de nombreux secteurs. 

Bu makale Tiirk yiiksek ogretiminin 1990'larda yiizyilze oldugu sorunlan 
irdelemeyi amaylamaktadir. Yaptlglmlz anaIiz, Tiirk yiiksek ogretiminin kar~l 

kar~lya oIdugu sorunIarm diinyanm diger yilksek ogretim sistemlerinde 
reforma yol a9an sorunlarla benzerlik gosterdigini ortaya koymaktadlr. Bu 
sorunlann en onemlileri ~unlardlr: daralan kamu kaynaklarma ragmen yiiksek 
ogretime olan talebin siirekli artiyor oImasl, yiiksek niteIikli ogretim 
elemani eksikligi, yilksek ogretime ayrllan kamu kaynaklarmm verimsiz 
kulIamlmasl, gelir kaynaklarmm ye~itIendirilmesine yoneIik altematif 
yoIlann aranmaSl ihtiyacI, yiiksek ogretimin orgiltlenmesinde ve yonetiminde 
bUrokrasi ve a~lfl merkezi kontrol, ve pek yok alanda niteIigin azalmasl. 
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TOWARDS AN INNOVATIVE UNIVERSITY IN THE 
SOUTH? INSTITUTIONALISING EURO·MEDITERRA· 
NEAN CO· OPERATION IN RESEARCH, TECHNOLOGY 
AND IDGHER EDUCATION 

JORMA KuniJNEN 

Cet article examine les strategies d'institutionalisation de la cooperation 
scientifique, technologique et educative dans le contexte des relations euro
mediterraneennes recentes. Afin de comprendre le processus de cr6ation d'un 
nouveau type de politique de cooperation euro-mediterraneenne dans ces secteurs 
d'activite, it est necessaire d'avoir.: une vision large des contextes sociaux qui 
determinent ce meme processus. La phase la plus recente de la modernisation 
socio-economique, a laquelle on fait souvent reference sous le nom d' ere de 
J'infonnation, est responsab.le du changement du concept et aussi des structures 
institutionnelles de la cooperation et dans les secteurs scientifiques et 
technologiques, Un des buts-cM du renouvellement de la politique de cooperation 
avant et apres la conference ministerielle de Barcelone en 1995 est la promotion 
de la vision d'une universite innovative dans les pays de la Mediterranee du sud 
et de I'est. une universite qui reponde activement aux besoins d'une nouvelle 
economie politique et de nouvelles strategies de cooperation scientifique, 
technologique et educative dans la region euro-mediterraneenne. Cet article exam
ine de facton critique cet ideal pour l'universite du sud, en prenant compte la 
question fondamentale de la sensibilite socio-culturelle, selon qu'elle soit 
manifeste ou absente a la conference de Barcelone. Le large consensus que l'on 
a obtenu panni les divers participants europeens et non-europeens des groupes de 
travail du Founn Civil Euromed - un consensus qui a fait ressortir le retard des 
pays du sud de la MediteITanee pour la technologie et la recherche basees a 
l'universite pourrait etre considere comme le resultat direct de la facton dont ces 
forums ont ete organises. L' article soutient que differentes voix pourrait emerger. 
et donc que la base co~ceptuel1e de cooperation pourrait etre elargie, si les 
participants d'autres secteurs de la societe civile etaient impliques. 

Artikkeli kasittelee tieteellisen, teknologisen ja koulutuksellisen yhteistyon 
institutionalisoinnin strategioita viimeaikaisen Euro-Valimeri -yhteistyon 
kontekstissa.Voidaksemme ymmartaa uudentyyppista Euro-Valimeri -yhteistyon 
politiikkaa mainituilla toiminta-alueilla, on vaIttamatonHi suhteuttaa yhteistyon 
determinantit laaja-alaisesti sosiaalisiin ja taloudellisiin yhteyksiinsa. Tuorein 
vaihe sosio taloudellisessa modernisaatiossa, jota on usein luonnehdittu 
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globaaliksi infonnaatioajaksi, on aiheuttanut ffiuutoksia tieteellis-teknologisen ja 
yliopistojen valisen kansainvaIisen yhteistyon kasitteeseen ja institutiomialisiin 
rakenteisiin. Tama tulee ilmi myos Euro Valimeri -yhteistyon uudistusprosessissa 
seka ennen Barcelonassa 1995 pidettya ministerikokousta etta sen jalkeen. 
Yhdeksi keskeiseksi tieteeUisen'yhteistyon tavoitteeksi on asetettu innovatiivisen 
yliopiston edistaminen eteHiisenja kaakkoisen VaIimeren maissa eH se, etta niiden 
yJiopistot reagoivat Euro-VaIimeri -alueen uudentyyppisen taIouden ja poIitiikan 
tarpeisiin seka tutkimukselIisen ja koulutuksellisen yhteistyon strategioihin. 
Artikkelissa arvioidaan taman yhteistyopolitiikan luonnetta ja vakiinnuttamisen 
tapoja tieteen, teknologian ja korkeakoulutuksen globalisoituvien 
yhteisty6trendien valossa seka analysoimalla niiden soveltamista Euro-Valimeri 
-yhteistyon kontekstiin F6rum Civil Euromed -nimisen kansalaistapaamisen eri 
toimijoiden ajatuksia. TalIOin vaitetaan muidean muassa, etta mainitun 
kansaiaistapaamisen laaja konsensus, jossa seka pohjoisen etta etelan edustajat 
korostivat etelaisen Valimeren teknologian ja yliopistojen jalkeenjaaneisyytta 
yhteistyopoIitiikan Iahtokohtana, perustuu paJjoIti si~hen tapaan, jolla tama 
tapaaminen organisoitiin. Laaja-aIaisempi pohja yhteistyon kasitteeIlistamiseIle 
ja sosio-kulttuuriseIIe legitimiteetiHe olisi saavutettu, jos myos toisentyyppisten 
'kansalaisfoorumien' ajatl,lksiIle olisi ollut sijaa. 
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Michelle, adieu! 

INMEMORIAM 
Michelle Kefala (1945 -1999) 

On June 2nd, a hot and sunny Wednesday, we quite unexpectedly and unbe
lievably lost Michelle Kefala. This is a small tribute to her memory so that she may 
rest in peace. 

MicheI1e was a lovely, warm hearted and friendly Greek Cypriot woman 
academic who dearly loved the Mediterranean - so unassuming and so welcoming 
in the tough and competitive world of academia. A sociologist by training, she 
carried out all her studies in France and she then retl:lrned to her beloved Cyprus 
to fight for a million causes for which her big heart had room. 

It was hardly a surprise to see that there wasn't a single important social 
organisation in Cyprus, which was not represented at her funeral. These were her 
people. She was theirs! because MicheIle was a woman who cared a lot for all 
things commont 

She was a strong believer and activist in the women's movement and she was 
deeply convinced that Greek and Turkish cypriot women had a vital role to play 
in bringing about peace in this heartbroken island of ours. A small village girl from 
a fanning family, her mother widowed very young, Michelle had a strong passion 
for the injured and the weak in every sphere of life. This passion she passed on to 
her students who were deeply shocked by her loss at the age of 54. She left early, 
the University of Cyprus bereaved, before she had time to participate in the 
discussions being featured in the Mediterranean Journal of Educational Studies, 
her only contribution to it being a book review in Vol. 2, No. I of 1997. We are 
left to continue the work she would have aspired to: to find ways of making the 
v~ice of the disadvantaged heard in the Mediterranean. 

MicheIle dearest, rest in peace. This we shall do! 
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Notes for Contributors 

The MJES publishes original contributions in the field of education that focus on 
Mediterranean countries and the diaspora ofMe,diterranean people worldwide. To 
ensure the highest standards all submitted articles are scrutinised by at least two 
independent referees before being accepted for publication. Published papers 
become the copyright of the journal. 

-Phe MJES features articles in English, though occasionally it will also publish 
papers submitted in French. Authors who are not fluent in English should have 
their manuscripts checked by language specialists in their Universities or 
Institutes. When this is not possible, the Editorial Board can offer its assistance. 
In exceptional cases, articles that make a particularly strong contribution to 
Mediterranean education studies will be translated to English, depending on the 
resources that the Editori.al Board has at its disposal. A fee is normally charged for 
language editing assistance and translation. The Editorial Board is also willing to 
promote English versions of high quality articles that have already been published 
i~ any of the Mediterranean .languages that do not have wide regional or 
international currency. In such cases, however, responsibility for copyright 
clearance rests with the author/s, who carry all responsibilities for any 
infringement. 

All contributors should be aware they are addressing an international audience. 
They should also use non-sexist, non-racist language, and a guide sheet is 
available in this regard. 

Manuscripts, preferably between 6,000 and 8,000 words in length, should be sent 
to the Editor MJES, RonaId G. Sultana, Faculty of Education, University of 
Malta, Msida MSD 06, Malta, accompanied by an abstract of between lOO-ISO 
words. The abstract should be provided in English. the author's mo"ther tongue, 
and possibly Arabic and French. Research Notes, Project Reports, and Comments 
(I,SOO to 3,000 words in length) are also welcome. 

Three complete copies of the manuscript should be submitted, typed double
spaced on one side of the paper. A diskette version of the article (preferably 
formatted on Word for Windows) should be included with the manuscript. It is 
essential that the full postal address, telephone, fax and email coordinates be given 
of the author who will receive editorial correspondence, offprints and proofs. 
Authors shqllld include a brief autobiographic note. To enable the refereeing 
procedure to be anonymous, the name(s) and institution(s) of the author(s} should 
not be included at the head of the article, but should be typed on a separate sheet. 
The surname of the authorls should be underlined. 
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Figures and tables should have their positions clearly marked and be provided on 
separate sheets that can be detached from the main text. 

References should be indicated in the text by giving the author's name followed 
by the year of publication in parentheses, e.g. ' ... research in Mahmoudi & Patros 
(1992) indicated .. .', alternatively this could be shown as ' .... research (Mahmoudi 
& Patros 1992) showed .. .'. The full references should be listed in alphabetical 
order at the end of the paper using the following formula: 

Book: Surname, Name initials (date of publication) Title of Book. Place of 
. Publication: Publisher. 

Artiele in Journal: Surname, Name initials (date of publication) Title of article, 
Title of Journal, Volume(issue), pages. 

Chapler in Book: Surname initial/s, Name initials (date of publication) Title of 
chapter. In Name initials and Surname of (editor!s) Title of Book. Place of 
Publication: Publisher. 

Particular care in the presentation of references would be greatly appreciated, and 
ensure earlier placement in the publication queue. 

Proofs will be sent to the authorls if there is sufficient time to do so, and should 
be corrected and returned immediately to the Editor. 25 offprints of each article 
will be supplied free of charge together with a complete copy of the journal issue. 

The Editorial Board welcomes suggestions for special issues of the MJES dedi
cated to a special theme. 
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