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ABSTRACT

For about three decades now the world’s econonstesys have mainly embraced
a neoliberal paradigm. The precept of this paradigmmore egocentric than the
capitalist philosophy ohomo economicuyghat it is not enough to have the market
determine all human or institutional relations, th#t there should be nothing which is
not the market. Neoliberalism would see surrendérdtie market to be commodified
all the services communally provided for its citigeby the state, such as healthcare
and education. Neoliberalism and its many appraacheunt formidable pressure on
states to fall to its sway. The environment credigdeoliberalism is a challenge to
states, like Sweden, that still believe in the @rgrovision of essential social services
so that the enjoyment of such services would epedd on the economic status of the
individual citizen, because in the long run thdaestaould benefit from having it so.
This research studied, given this environment, tdretthe provision of higher
education in the welfare state of Sweden coulddmensodified.

An extensive review of relevant literature was daoedefine the problem and
establish a theoretical frame. From there a quesiibe was designed and
administered to Swedish universities. The responsgs used to formulate questions
for semi-structured interviews with parliamentasamd university vice-chancellors.

The research found, among other things, a transfioom from an inward-looking
system to one of increasing globalisation; fronadetl state planning and control to a
broad degree of freedoms to act. There is a laattesire for universities to be fully
independent of the state; a desire for broaden&g@preneurialism, especially in the
areas of conversion of research results into prisdaied co-operation with the private
sector. There are statutes that hinder some eatreprial activities or limit the
universities’ ability to make money from them; aheeent stand against the
commodification of higher education for natives,t lmwalified openness for some
categories of foreign students paying for their cadion in the country. There is
diminished solidarity-thinking and the use of glbbducational contacts as a means to
support the country’s export sector.

There is no indication that the possibility existghe foreseeable future for higher
education in Sweden to move from the sphere ofipgaod to private good since an
overwhelming majority of those most closely assmdawith legislation, policy

formulation and execution are against the commecatiton of higher education.



SAMMANDRAG

| omkring tre decennier nu har varldens ekonomiskstem huvudsakligen gatt
over till en nyliberal paradigm. Regeln med denaeadigm &r, mer egocentrisk an den
kapitaliska filosofin omhomo economicusatt det inte &r tillrackligt att marknaden
avgor alla manskliga eller institutionella relatorutan att det inte skulle finnas annat
an marknaden. Nyliberalism efterstravar att dvenantill marknaden att gora till
handelsvara alla de allménnyttiga tjansterna saterstférser dess medborgare med,
som halsovard och utbildning. Nyliberalism nytigag av sina manga tillvagagangssatt
att satta formidabelt tryck pa stater att vackl@nlav nyliberalism skapade nailj
utgor en utmaning till stater, som Sverige, sontfdoande har fortroende for central
anskaffning av vasentliga sociala tjanster sa extasl atnjutande ej ska vara avhangigt
av den individuella medborgarens ekonomiska stal@istaten i langden ska vinna pa
att ha det sa. Denna forskning studerade huruvidgehutbildning, i en sadan miljo,
kunde goras till en handelsvara i valfardsstategrige.

En utforlig granskning av relevant litteratur gjesdfor att definiera problematiken
och satta den teoretiska ramen. Darifran designatiesageformular som skickades
till svenska universitet. Svaren anvandes sedanaftrformulera fragor till delvis
strukturerade intervjuer med parlamentariker odkearsitetsrektorer.

Forskningen visar, bland annat, en transformdiian ett inatvant system till ett
av vaxande globalisering; fran detaljerad statspiag och kontroll till omfattande
frinet att sjalv agera; en ovilja att universitéir ffullkomligt oberoende av staten; en
onskan efter bredare kommersialisering, sarskilt aét galler omvandlingen av
forskningsutfall till produkter och samarbete meehdrrivata sektorn; att det finns
foérordningar som hindrar vissa kommersiella akétgt eller begransar universitetens
mojlighet att tjanar pengar pa dem; en stark owlfahogre uthildning gors till en
handelsvara for svenska, men en villkorlig Oppentiet att vissa kategorier av
utlandska studenter betalar for sina utbildnindandet; forminskat solidaretstankande
och anvandandet av globala utbildningskontakter fdéimjandet av landets
exportsektor.

Det finns ingen indikation att mojligheten existeinom 6verskadlig framtid att
hogre utbildning flyttas fran sfaren for publik warill privat vara sedan en
overvaldigande majoritet av dem som ar narmast saenkna med lagstiftning,

policyformulering och utférande ar emot att hogtigldning gors till en handelsvara.
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Chapter One
INTRODUCTION

BACKGROUND TO THE STUDY

The reason this project was commenced was theed&sichange career path.
One had a nebulous idea about ‘Education Managénaewnt had an exploratory
interest in it hoping to utilise a background insBwess Administration. It was actually
on arrival in Glasgow where one was the only stutleat took Management of Higher
Educational Institutions as a research module utitersupervision of Prof Michael
Peters that the decision was made to focus onrézecd higher education.

Two things prompted interest in the subject of theearch itself. One is a
wandering mind. The mind wandered over how Swedas 30 gracious as to give free
education even to foreigners, when in countries Ekitain foreign students have to
pay three times or more the fees home students(Bagk (1998: 19) notes, in Britain
foreign students are defined as “non-European Uagowell as non-UK citizens”.

Another factor was a documentary shown on Swedilvision, where it was
said that Swedish researchers registered moretpdten lots of other countries. Yet
Sweden was at the bottom of countries that condedsearch findings into products.
It is often mentioned that foreigners buy up Swedissearch outputs. Sweden is
known for the high quality of its products. Swedsrest associated with the world’s
most notable prize for excellence — the Nobel. Whthere a mismatch between such
impressive research output and production? Is at 8wedish researchers are just
interested in doing the research for its own saic raot interested in the money they

could make from all these research findings? dsibrganisational problem?

INTRODUCTION TO THE THESIS

At Issue

Universities have become more entrepreneurial sineeadvent of New Public
Management, the public administration reforms thedgan at the end of the 1970s, as
they are required to raise more non-state fundever their costs in a period in which
their reach is widening and the basic state grandwindling. Some of the major
characteristics of this reform are managerialisnark@tization and performativity
(Tolofari, 2005).
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In line with the entrepreneurial agenda, the ursitiexs’ organisation charts have
taken shapes to reflect the new expert areas b#wsdiaditional academic structure,
to manage knowledge transfer, intellectual propentglations with industry,
internationalisation, image management, alumnidfaising and life-long learning.
Research centres are created and dissolved wittl, tezause research is geared
toward short-term returns and in favour of discipf with potential commercial

application (Marginson & Considine, 2000).

The entrepreneurial university

Some of the above activities have traditionallyrbpart of what universities did,
so the issue now is perhaps the manner in whighdhe pursued, the priority they are
given and the ideology behind this. A simple deiom of an entrepreneurial university
would be that where the head of the institutiondemts its management just like the
Chief Executive of a private company and whereehgran obvious profit motive in
the provision of services (Marginson & Considin@0@). Entrepreneurial education is
education given in return for payment and where dhgctive to make money by
providing educational services — teaching, reseact facilitative services — is
paramount. Entrepreneurialism within academia igedr and sustained by certain
internal and external factors. These factors apagmed below. They constitute the
themes explored throughout this work, whose conmfdsx are recognised and
unravelled in the following chapters. Furthermae]efinition and explanation of the
term commodification, as it is used in the highéuation discourse, is discussed in
this introduction and further argued and embellishethe body of the work and the

conclusion.

A dire need for funds

One of the major reasons for education reforms th@dntroduction of user-pays
systems in various countries, is the strain orestesources due to the massification —
not only are more people entering tertiary educatiut also people are remaining in it
for longer — taking postgraduate degrees, or tallegyees in more than one discipline;
and increasing participation in tertiary educatiowhich is the drive to recruit students
from sectors that do not as a matter of coursentgohigher education. Both variations
put pressure on the resources universities havegoond to the rising numbers of
students. Shattock (2003) records that in the UKftimding shortfall since the 1980s
Is 45%. This dearth in universities’ funds hastieda dramatic, albeit uneven and still
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contested, shift in the burden of higher educatioosts from being borne
predominantly by government, or taxpayers, to beimgyed with parents and students”
(Johnstone & Shroff-Mehta 2003:32).

They posit that this transfer of financial burdeaynake one, or more often, a
combination of these methods: tuition fees, eitiewly introduced or raised; charging
full costs for services previously subsidised,,eagcommodation charges; reduction in
grants, the award of loans in lieu, or privatisamlicies.

As universities look for ways to survive the shalitin government funding they
are forced to look for non-State sources of reveldervices begin to be marketed.
This leads to organisational and structural chamgemanagerial principles, just like

in private companies.

The neoliberal philosophy of marketization

What is significant is that these reforms wereueficed by ‘new right’ camps,
chiefly the neoliberals. Harvey (2007:2) defines tieoliberal philosophy as “a theory
of political economic practices that proposes thatnan well-being can best be
advanced by liberating individual entrepreneuriegetloms and skills within an
institutional framework characterized by strongvaté property rights, free markets,
and free trade”. In the neoliberal state, Harveycows with Olsseet al (2004) that the
“role of the state is to create and preserve atitutisnal framework appropriate for
such practices”. In the UK they “supported a mialirstate... and maintained strong
commitments to diversity [of provision methods] sducation, even opposing
compulsory schooling” (Olsseet al page 175). Neoliberals are known to generally
oppose welfarism. An example is New Zealand, wtidre Treasury’s brief to the
government ...contained a graphic account of an éducaystem that was relentlessly
squeezed between fiscal and political pressures) that the state, it was alleged,
could no longer meet public expectations and palitdemands for further extension
and improvement of education provision” (ibid). Neeralism and how it impacts the
commodification of higher education is analysedrfipage 68 to 77.

This formed the premise that informed governmeric@gs that paved the way
for education entering the market, in the hope ahare effective service to the
consumer. The people on the left of the ideologudiglde are not convinced that
education is better provided by the market. Fitzsisn (2002) does not agree that
market mechanisms will solve any problems withestancing of education. He
opines that the entrepreneurial culture that séeksommodify education is only

12



advocated because “For neoliberals it is not defficthat there is a market: there must
be nothing which is not a market.” By that paradigven higher education must

become a commodity, and educational institutionslpcers in the market.

GATS

The General Agreement on Trade in Services (GASpit of the World Trade
Organisation. The tabling of higher education aglabally tradable service at this
forum is seen by many as coming from those who mavether motive in education
than that of making money. GATS opens the way fateign ‘education markets’ in
four ways: cross border supply, by which method catlonal services could be
delivered into other countries from one countryotlgh telecommunications, Internet
or mail;, consumption abroad, which involves the seroborder movement of
consumers, e.g. students going from one countrgntther to study; commercial
presence, referring to service suppliers establgsbusinesses in other countries, e.g.
franchising or branch campuses, etc., and the pcesaf natural persons, whereby not
only is foreign direct investment made, but thatestors physically relocate to the
foreign country.

The crucial thing to note is that the GATS’ treatjes aim to remove all those
barriers, technical or otherwise, which countrievéh created to protect their home

markets and these treaty rules supersede localdad/segulations where they clash.

Globalisation
Education International (2003:5) writes in its repbat “The exchange of ideas

and research across borders has been central ttietteébopment of higher education
and research...Rather, at issue today is what rhleslé¢ govern international higher
education and in whose interests those rules shopsdate”. It posits further, “the
globalization of higher education is rooted in avertowards a globalized and
commodified higher education market” (page 7).

It is the market forces that would see everythingrkatised that dominantly
drive globalisation, using governments to make anter treaties with a view to
conquering markets for them. Support for this statet is given by Scott (1998b: 127)
who writes that the globalisation of higher edumaiis “inescapably bound up with the
emergence of a knowledge society that trades inbslimgoods, worldwide brands,

images-as-commodities and scientific know-how”.
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As Altbach (2004) argues, universities cannot escye economic, political,
scientific and technological impact of globalisatidde writes that internationalisation
is the method by which individual institutions tiy cope and take advantage of this
unavoidable impact. Such devices include ‘twinninghe award of degrees in various
countries by the same institution and franchising.

According to Shattock (2003), more than fifteen lioil students are now
annually studying abroad in other countries. Thluwe of this trade, and thus its
attraction, can be gleaned from Baty’s (2005) antdhat “Overseas students pay
£1.25 billion in tuition fees and are said by [tH&ijitish Council to be worth £10
billion to the UK economy”. Worldwide, the value thfis market could be multiplied

several times and all prognoses point to increases.
Public versus private good

A major contestation in the marketization and cordiiication of education is
whether education is a public or private good. Thasion over this argument is
between those, on the one hand, who want eductdidose in private hands, to be
treated as any other commodity, supplied to meetathel and make profit, and those,
on the other hand, who see education as a neeadl f@tizens and of which, therefore,
the state principally should be the provider, st its acquisition would not depend on
whether or not the individual citizen can afford gay for it. This is a matter of
political philosophy. Thus, broadly, those on thght of the ideological dichotomy see
it or are more likely to see it as, or desire tihatere, a private good; while those on
the left of the divide see it as and would wartbitemain in the public sphere. For a
nation, the vision of education by the ruling pafttlowing its tenets, will determine
whether education policy provides for tax-provisioheducation for all citizens or

whether it is commodified.

Education as a public good

The crux of the argument for education as a pudptiod appears to hinge on
sociological and moral factors. For the public gob@dmp education is viewed as a
human right and the argument is that there showdnb barriers, except the
incapability or disinterest of the individual, toepent education. The sociological
argument is that, as Grace (1994: 135) articulatesducation is “a democratically

provided service for the enhancement of the intali and creative potential of all

14



citizens-in-the-making, with a formal commitmentaththis enhancement process
should not be related to the class, race or gesfdée student or to his or her ability to
pay for it”. The right to education, up to somedgwhas also been entrenched in the
UN declaration of human rights. This camp fears ihahe market where education is
a commodity “to be produced, packaged, sold, tradedsourced, franchised and
consumed” (Peters & Roberts 1999:100) some wouldobers, and this is not a

situation that is acceptable in today’s society.

Education as a private good

Those in favour of education as a private goodmpmently the new liberals,
who see it as another service that is best prowd#dn the market system, depend on
the economist’s definition of public good and arghat education does not meet the
criteria to qualify as a public good. They argughfar that education had historically
been provided by the private sector and that tke-taer of education by the state was
an intervention rather than norm. Many writers dode that education does not meet
the conditions for a pure public good.

We may ask why the economist’s definition shouldessede the social, cultural
and moral, in other words, humanistic argument. Vdtbgnmodify at all, given that
some would not be able to afford it, and givenrikk that those who have the power
to provide it would determine what becomes legiten&nowledge, what purpose

education should serve and who should be giveoppertunity to have it?

Education as a Commodity

Pearsall and Trumble (1995: 291) define a commodgy“‘an article or raw
material that can be bought and sold”. They adtttiia is as opposed to a service, of
which they give two definitions that are of intdréere: “the act of helping or doing
work for another or for a community” and “the preian or system of supplying a
public need”, thus a social service. Noble (2002i&jnes a commodity similarly as,
“something grown, produced, or manufactured fohexge in the market”.

Noble (2002: 2) sees education as the “utter iatémy of knowledge and the
self”, which is a process that “necessarily entals interpersonal (not merely
interactive) relationship between people — studemtl teacher (and student and
student) that aims at individual and collectivef-kebwledge”. He says that when

education is commodified, this interpersonal relahip and utter integration of
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knowledge and self is deconstructed, because coificadihn is built on “the
interruption of this fundamental educational precemnd the disintegration and
distillation of the educational experience intocdete, reified, and ultimately saleable
things or packages of things”, such as the divarsbvidual courses or full
programmes. Noble, consequently, defines the confioaiion of higher education as
the “deliberate transformation of the educationmakcpss into commodity form, for the
purpose of commercial transaction” (ibid).

In the commaodification of higher education, therefahe objective is to turn a
social service — a public need — into an articlestme. The commodification of social
services is often a political decision (see e.gstiom, 2000; St Clair & Belzer 2007).
Nainoo (2003) also argues that with the commodificaof education any argument to
the contrary is difficult to sustain, because thge belief that the true value of an
intellectual product derives from its position adésthe realm of political influence
and the short term interests of capital has beatiertged” (page 253), because the
recognition of the exchange value of education ‘leglsto the negotiation of a new
research contract between universities, the statk siciety” where the research

function is “repositioned as one of commodity pretien” (ibid).

The case of Sweden

The economists’ definition and the neoliberal médeation philosophy would
appear to be at cross-purposes with the sociabveeifieology, the openness and broad
democratic participation characteristics of Swediststitutions. In its public
administration reforms, in contrast to other comstrSweden has held on to traditional
socialist values and its reforms have been chaisetkas a social responsibility model
emphasising humanistic concerns, rather than aetriedd model.

The issue is whether things would remain the sam@ aumber of decisive
factors are coming to impact higher education ire@wn. One is the widening access.
“The government has set objectives of 50 percerd géar group [cohort] of young
people attending higher education and providingensbudy places in higher education
for natural sciences” (Hogskoleverket 2003: 3)tHa seven years between 1993/94
and 2001/02 the percentage of working class childwo went to university, for
instance, went up from 20% to 26%. The emphasithematural science is worthy of
note, as this is one major area whose findingeasdy commercialised and forms the
basis of most university entrepreneurship. The dvwali Board for Higher Education
(Hagskoleverket) notes that, “The emerging global atloo market is also making
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itself felt and with it growing competition for stants both within Sweden and
amongst the universities and other universitiesigdahe world” (ibid, page 4). While
Sweden is very aware of the global student maikes, not yet really in it. A third
policy priority is “contacts and collaboration wibusiness and industry”. The nature
of these contacts and collaboration will deternim@ good degree the possibility and
extent of entrepreneurialism the universities efibage in.

All these three factors taken together would celyaput a lot of pressure on
resources from the state, which almost exclusivebts the cost of education. Such
demand on resources is a major argument for th&etzation of education services
elsewhere. There exist already, anyway, privatearsities and colleges in Sweden,
but they operate under the same regulations astdkes institutions.

What has been achieved in this study is the rgaiinthe empirical data on the
Swedish situation to the themes that have beerolatidbove, to examine the extent of
entrepreneurialism at Swedish universities and drethe system has been pressured
by either, or a combination, of the environmentaitérs and ideology-based political
decisions to commodify higher education in the ¢oun

Getting a foothold

The reasonable point from which to start was ttegdture. The initial search was
to discover if there were any books and academpensaon the subject. One had a
broad sweep — anything on the management of higthecation and then within this
those that concerned entrepreneurialism. The sémimrks on theentrepreneurialor
enterpriseuniversity by Burton Clark (1998) and Marginsonda@onsidine (2000)
were discovered with ease. There were also majatribations to the discourse made
by Lyotard (1979), Peters & Marshall (1996), S¢a®98), Peters & Roberts (1999),
Knight (2002, 2003), Eggins (2003), Shattock (2008porn (2003) Olssert al
(2004), Tomusk (2004) and lots of others. Theseewitarature that mostly concerned
the UK, Australia, New Zealand, Europe in generathe@ Western world in general.
Clark, Shattock, Sporn and Marginson & Considingy.,ehelped to define the
entrepreneurial university and its characterista$ich could form the basis for
identifying the entrepreneurial university or ifiversities were of an entrepreneurial
character anywhere else. Knight gave an authamatefinition of the globalisation of
higher education and an in-depth analysis of thekings of the General Agreement

on Trade in Services (GATS). Eggins and Scott de&lt many of the environmental
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influences that force universities to turn entrepexgial. Other books offer resistance
to these influences and argue for why universibsuld remain state institutions.
Such ones include Peters and Marshall and Olsesext Tomusk is in fact cynical
about the entrepreneurial university.

It was very difficult to find literature that dealtith the subject matter in relation
to Sweden. LIBRIS, the database that is a hubyer 800 libraries in Sweden and the
Swedish National Bibliography were searched onlifibe stockholdings of major
Swedish bookshops were also searched online. Thrthese efforts were discovered
Stromholm (1994), Sérlin (1996) and Bawtral (1999). The major repository of data
on higher education in Sweden is the annual andndlie reports of the
Hogskoleverket the Swedish National Board for Higher Educatithe issue of the
commodification of education itself is containedtite commission reports and the
arguments against it published in the reports casioned bySveriges Forenade
Studentkare(SFS) — the federation of Swedish student uni®hsse reports became

invaluable to this study.

Relevance

The connection between globalisation and the tmadle higher education is
apodictic. The commission set up by the Swedishtegowent at the end of 1999 to
study how to increase the number of foreign stuslé&oim fee-paying regions of the
world at Swedish universities as well as tuitiamaficing of higher education observed
(Dir. 1999:100, page 63) that “globalisation is emlity and so is even the global
education market”. It noted that “Sweden is a reddy little country that is pretty late
in establishing itself in the international educatimarket”. This late entry may
account for the difficulty in sourcing literaturelevant to Sweden on the subject.
Extant literature covered aspects that fall witii@ scope of this research only in parts.
Internationalisation/ globalisation was covered ®pper (cited in Hogskoleverket
1996), the commissions set up by the governmesitiuity how universities were doing
on the issue (Hogskoleverket 2005b, ¢, d) and uarioniversities’ websites. The
transformation of higher education and universitigre cursorily treated by
Stromholm (1994), Sorlin (1996), and in greateraddby Baueret al (1999) and
Askling (2001). Governance was treated by Asklind Baueret al Hellstrom (2007)
treated entrepreneurialism in a journal articlem@uodification, in some sense, is to be

found treated only in the commission report thaonemended tuition fees for non-
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EEA students (SOU 2000:92; SOU 2006:7) and thostheffederation of student
unions (SFS 2004, 2005).

From questionnaire responses it became also ¢laaeven now the issue is still

beclouded. Sweden’s oldest university, in respdostis researcher’s questionnaire

(Appendix 1) wrote as follows:

“After having studied the questionnaire, | must aridnately tell you that | cannot
participate as a representative of the university,reason being that too many of your
crucial questions are of a nature that the unitetsadership hasn'’t, as of today, taken
any firm stand [on]... Of course, a stand must benasoon or later, by way of formal

decision or real action, but we aren’t there yetUritzen — questionnaire respondent).

The paucity of literature and the situation tha tiniversities themselves, who

should implement any policy on the commodificatiointheir services, and whose

academicians should research and write about ign"athere yet” constitute very

strong evidence of the relevance of this rese&@ohsequently, it is envisaged that this

research could make original contributions as fedio

Since the literature search has not yet revealeg stady about the
commodification of education in Sweden, to resedtih for publication is
useful not only for Sweden but all that have or rdayelop an entrepreneurial
interest in the higher education system in Sweden.

Sweden is keen on globalising its higher educati®Glubalisation is a key
driver of entrepreneurial education. A big part tbfs research deals with
Sweden’s foray into the ‘global education markettl dhow this will interplay
with education in Sweden being either a publicrorgte good.

The commaodification of higher education could bersas neoliberal. Sweden
is a welfare state. A conflict is imaginable hddew this conflict is resolved,
or could be resolved, would be another result of tesearch that would be a
new and major contribution.

In any case, the research would document all tekees surrounding how
universities in a welfare country survive the dwing state-financing, and a
corpus of data would be gathered, collated andyaedlfor future reference on
the sources, value and uses of non-state incontassiwelfare country; as well
as the extent education could be commodified wihiégesystem still retains its
social democratic, welfare and solidarity creddstia
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Participation

In the gathering of first-hand data a number ofversities and individuals
participated. Ten universities participated in msfing to questionnaires and
partaking in interviews. The Chief-of-Staff of tMinistry of Education and six vice-
chancellors or their deputies were interviewed, vasll as Members of the
Parliamentary Committee on Education in the Swedishliament —Riksdagen—
representing five of the seven parliamentary psurtie

The questions put to them were broadly divided itm@e sections. One part
dealt with, among other things, issues having tevdb autonomy and financing. This
was to see if there were such internal factors tbatld ignite a push for
entrepreneurial education provision. Another padldwith questions on education as
a tradable commodity as well as user-pays servened other commercial or
entrepreneurial activities within the universityhel intention here was to discover if
there was an entrepreneurial attitude or frameiatlrand the extent to which various
types of entrepreneurial activities were alreadyedded in the system, in order that
one could surmise one way or the other if the codifieation of education was
possible. The last broad section raised questibgfbalisation and relations with the
fee-paying regions. Since globalisation is a maiover of the commaodification of
higher education, the answers to these questionsl cadicate the disposition of the
system to provide education as a tradable commadigne or a combination of the
methods envisaged by GATS.

One typical Swedish characteristic that this redearreally appreciates is how
persons in high positions consider themselves iasptg doing their jobs’ without
regard for the status of their positions (in cositraith the researcher’s native country,
Nigeria for instance, where the status would bddbymore important than doing the
job). Secondly, there is an absence of the typeushing bureaucracy and secrecy that
obtains in Britain, for instance. Because of th&ssors, it was easy to arrange the
interviews, simply by fetching the contact details universities’ and the parliament’s
websites and sending emails. Again, very typicaflysweden, once a time had been
appointed no further bureaucratic elements wereipuihe way; the guest is never
made to wait, there is no passing through a segreta gatekeeper, but the host
himself/herself received the guest at the appointe@. These being the case, no
further difficulties were experienced in doing tiedwork, discounting the common

non-response at the stage of administering questioes.
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Layout of the thesis

After the preliminaries, the pertinent themes toekplored throughout the work
are presented and explained in the introductidine data collation and analysis starts
with the literature review. This is executed inenparts. Part | (Chapter Three) sets
out the purposes of the literature review in geinana then looks at the repositioning
of universities, discussing their transformatioronfr the 1970s towards the
entrepreneurial paradigm. The theory of the orgdimeal pathways propounded by
Clark (1998) is analysed in detail. Here also defnit and noting its nature and
characteristics peg the entrepreneurial universigyt 1l (Chapter Four) deals with the
drivers of the entrepreneurial university. Thatitissonsiders those external influences
that come to bear on universities and force themtetide that turning entrepreneurial
is their best option. Part 1l (Chapter Five) nawsothe literature to those that
specifically deal with the subject-country, SwedeHere is considered the
transformation of the higher education system ire@&m from the 1970s. We look at
how the system has dealt with the internal pressdrsuch as funding, to the external
pressures — such as globalisation, that could fdhze system to also go the
entrepreneurial way. From all of this a good opiniwas formed on the knowledge
available and contributions that could be madehenissue, especially as it relates to
Sweden; a working definition of the key term — epteneurial university — and its
nature were discovered, and justification for thedg was derived. The study of the
literature informed the formulation of the followgmesearch questions to structure and
facilitate the collection of data:

1. What statutory framework governs the functions ana@nagement of
universities in Sweden?

2. What are the sources of finance of Swedish unitres$i

w

How does widening participation impact the resosr@vailable to
universities?

What services do universities provide and charge gtudents for?
What are the platforms of university-private sectationship?

Are Swedish universities globalising?

N o g A

Are there discernible aspects of entrepreneurialismthe Swedish
university system?

8. Is the commodification of higher education possible
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In chapters six, seven and eight the results offitld research are presented,
relating the empirical data tightly to the themkeatthave been developed in order to
properly establish the Swedish situation on theessf the commodification of higher
education. Chapter Six interprets the responsdkeauestionnaire. The analysis of
these answers contributed to the formulation ofstjaes for the interviews with
Members of the Parliamentary Committee on Educai®nvell as Vice-Chancellors.
The interview responses with the parliamentariaespaesented in Chapter Seven and
those with Vice-Chancellors in Chapter Eight.

Chapter Nine puts everything together. It is theickted analysis chapter, which
considers the entire research experience, thatiter and all phases of fieldwork, in
order to answer the overarching research questiomhether or not the possibility
exists for universities in the welfare state of 8w to also become entrepreneurial
and for the system to still retain its welfare @etials. Chapter Ten is the conclusion.
In both chapters the reasoning and analyses arended on the data from the
fieldwork, against the background of the theorétitamework. The conclusion
weaves together and highlights the common threadlysed throughout the work in a
tight summary, pinning them clearly once more te fuestionnaire and interview

data.
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Chapter Two
METHODOLOGY

This chapter gives a description of how the redearas conducted. It gives a
brief account of the research management and therrides and justifies each method
of data collection used.

The subject to research was predetermined longréefioe study was to
commence. A full-scale research proposal was dpeéloin order to give realism to
thoughts by putting them down on paper and to laaekearer picture of the scope of

the work. This included a time-table and finanaiaplications.

ACCESS, CONFIDENTIALITY AND ETHICS

The issue of access, ethics and confidentiality ewtken seriously. “No
researcher can demand access to an institutioargamisation or to materials” (Bell
1999:37). Intended research subjects, participaetondents and ‘gatekeepers’ to
documents and materials would want to be convindéede integrity of the researcher,
and the value or likely uses of the research femho co-operate. Ethical approval
was obtained from the Faculty of Education Ethicam@hittee before contact was
made with any potential participant.

An early approach was made to the individuals ammsations that were of
interest. In this early contact, the researcheiedtshe true objective of the project.
Guarantees were offered regarding anonymity over ittentity of participants,
confidentiality in the handling of information amaaterials, and access to the material
or report. All of this was outlined in a Plain Laragge Statement (see Appendix ),
which was sent in both English and Swedish.

The research itself does not aim to impinge onirttegyrity of individuals, groups
or institutions. Ethics is about being fair to silfles. Blaxteet al (1996, cited in Bell,
page 39) explain:

“Research ethics is about being clear about ther@atf the agreement you have entered
into with your research subjects or contacts. Thishy contacts can be a useful device.
Ethical research involves getting the informed emsof those you are going to
interview, question, observe or take materials frdtminvolves reaching agreements
about the uses of this data, and how its analysid@/ reported and disseminated. And

it is about keeping to such agreements when theg haen reached” (page 146).
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Even though there were no obvious ethical issuasdbuld be foreseen in this
research, steps were taken to follow the adviceéatoed in the quotation above. All
rights were spelled out and assurances given iaray The independence and self-
determination of participants is secured, by clepdinting out to them their right to
refuse, or at any time end participation. All ofsttwas made clear in the plain
language statement requesting participation. Inéofngconsent was secured in this
manner. Still this researcher was conscious ofabethat throughout the entire project

ethical considerations must be borne in mind.

VALIDITY AND RELIABILITY

Validity and reliability in this study are achieve the selection of participants,
the triangulation of methods and the sample sizepdsive selection of research
participants of persons most relevant to the higkgucation system was made —
legislators who make the statutes, representatVeébe government responsible for
policy, and vice-chancellors who execute the peticiAll these groups jointly
determine, due to the influences they have, th@gqa& and direction of the nation’s
education system.

The research is triangulated in two ways. Firgtig, three categories of decision-
makers present a possibility for comparing viewscdadly, the literature analysis,
guestionnaire and interviews each cross-checkfdatathe other sources.

The sample population served the questionnaires imtedviewed is slightly

broader than the range of other studies that haga bonducted (see page 146).

APPROACH

Since the subject to research was known from thgegnbang and the research questions
had been laid out in the proposal, it was clearre/lv@ search for answers, apart from
the literature. The first invitations to participatafter Ethics Approval was received,
were sent out in May 2006 to Swedish university iRegrs. This and all subsequent
written correspondence were sent cheaply as erSaitding the questionnaires to
Registrars turned out to be an error. It appeasttie status of Registrars at Swedish
universities was mistaken. At this point only a feegative responses were received,
including one from Uppsala University (see Intradlut, page 17)After reminders
that yielded no results, it dawned on the researtiat the best thing would be to

approach the vice-chancellors directly.
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It was recognised that the participants — membésadiament and university
vice-chancellors — were very busy people. And @mearcher must travel abroad to
meet them. This was taken into consideration ieroffy them spans of time, e.g. 30 —
31 August or 3 — 6 September. The brevity of tHerinew was also stressed. In this
way, the hurdle of questionnaire administration veésared by March 2007 and
interviews were conducted between August and NoeerB07 in three batches, over
a number of days on each occasion.

A choice between a comparative and a case studypas to the researcher. In
a comparative study it would have been necessafindoanother country that has
certain similar characteristics with Sweden for ¢benparison to be realistic. Since the
goal is to find out if there exists a possibilityr fa welfare state to commodify its
higher education, the second country also has ta belfare state, be of about the
same size as Sweden, and possibly have a compaaiemic standing, and at the
outset offer free education — not only to its ovitizens, but also to all foreigners that
come to study there. What is readily on offer atleeo Nordic countries, such as
Norway. However, for the comparison to be meanihghere should also be
appreciable differences, so a comparison with,Nagvay, would defeat the purpose
since the Nordic countries have very similar peticand direction.

A deciding factor in the end is that in comparimg tcountries, one would not
achieve the same depth in the understanding dutistioning of the system and get a
full grasp of a possible future direction on theiatal issue as attention would be
divided. The researcher, therefore, made the chmictake a deeper look at one
system, to gain a good grounding of the subjecichvhould then in future form the
foundation for a comparative study.

The enquiry is a qualitative case study. The Swedisiversity system is the
‘case’. With this mention of system, it would bepapite here to quickly adopt the
definition of a state education system, and esflg@at in the case of Sweden, given
by Archer (1979: 54) as:

“a nationwide and differentiated collection of ifstions devoted to formal education,
whose overall control and supervision is at leasttlypy governmental, and whose
component parts and processes are related to atleegh(quoted in Bray & Kai 2007:
126)
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Freebody (2003:80) narrates that:

“As part of the International Mathematics and Sc&study commissioned by the US
Department of Education, the National Institute Smdent Achievement, Curriculum
and Assessment (1999) conducted a case study efthie Japanese school system with
particular reference to the teaching and learningathematics and Science. In a sense,

the entire system was ‘the case’...”

The case the researcher reflects upon could béiagyfrom a single student to
“...an education programme, a nation’s educationcpsdi and provisions and so on”
(ibid: 82). Merriam (1998:27) explains a qualitaticase study as “an intensive,
holistic description and analysis of a bounded ph&non” such as a programme, an
institution, or a system. The motivation for thase is the challenges and options the
commodification of education would present for dfare state such as Sweden. In
other words, what is the Swedish higher educatigstesn doing about the fast
expanding commodification of education all arouimel world?

The research seeks to document all the issuesusulingg how universities in a
welfare state survive the dwindling state-finangiagpecially in this case where they
do not even charge tuition fees. A corpus of datalds be gathered, collated and
analysed for future reference on the sources, vahtkeuses of non-state incomes in
this welfare state, as well as the extent to wiidhication could become a commodity

while the system still retains its welfare credaisti

Overarching Question

This research will answer the key question: Isatkmodification of university

education a possibility in the welfare state of Sere?

Research Questions

The overarching research question was deconstrutiedhe following research
questions. This achieves two objectives. It helgsdttempt to determine appropriate
data collection tools to facilitate the data cdil®e and, the questions focus the
research on the issues concerning commodificatibnhigher education and
entrepreneurialism within the Swedish universitgtsyn.

1. What statutory framework governs the functions ana@nagement of
universities in Sweden?

2. What are the sources of finance of Swedish unitres$i
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3. How does widening participation impact the resosir@vailable to
universities?

What services do universities provide and charge gtudents for?
What are the platforms of university-private sectationship?

Are Swedish universities globalising?

N o 0 &

Are there discernible aspects of entrepreneurialismthe Swedish
university system?

8. Is the commodification of higher education posstble

METHOD
The researcher is not limited to the use of anyiqdar methods of collecting

data in a qualitative case study, (Merriam 1998):

“Unlike experimental, survey, or historical resdgrcase study does not claim any
particular methods for data collection or data ysial Any and all methods of

gathering data, from testing to interviewing, canuged in a case study” (page 28).

But certain methods are in practice preferred bgymasearchers. Such methods
include observation, where the researcher has gpertunity to directly observe the
phenomenon under study; surveys, suitable if a weide audience needs to be
reached; focus-group interviews, where it is esaktd have a representative sample
of the whole; questionnaires and interviews of masi types. This research used:
questionnaires, semi-structured interviews and oheru analysis. Each of these

methods is explained below.

Questionnaire

Following preliminary work and the planning of tfesearch, it became clear that
the questionnaire would be one of the methods leatalata. The intention here is to
use it to gather information covering the variogpexts of university activities that
would fall under entrepreneurialism, as well as #iatutory, organizational and
managerial structures that hinder or facilitats.thi

In this venture the structured questionnaire is aip@ropriate type. As Bell
(1999:119) points out, “The more structured a qaastthe easier it is to analyse”.
Why this is so is elucidated when Coletral (2000:249) write that in a well-structured
guestionnaire the response categories are knowmt Wik researcher requires doing
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then, when analysing, is to rapidly collate thevaars of the different respondents and
interpret their meanings.

The questionnaire has many other advantages.olvsyle.g., efficiency in the
use of time. It is easy to draft and the responthés little time to answer it. With the
structured questionnaire especially, the intrusionthe respondent’s time is very
minimal. And since the respondent completes thestqpenaire at his/her own time at
the place of their own choosing, the researchembaway of impacting the depth or
breadth of the answers of any one of them, e.gutiir probing, prompting or
paraphrasing, as would be the case in a face-tHfderview.

Furthermore, the questions put to all respondemetshee same, so that, as Munn
and Drever (1996:33) observe, “any variety in theveers is a true reflection of variety
of view and circumstances among respondents”. iiffees of opinion would be an
interesting factor in determining what may be passi This can also make
categorization of answers for analysis easier.

Overall, the questionnaire is reliable. Comparihg uestionnaire with the
interview, Cohen and Manion (1994:272) rate theetall reliability’ of the interview
as ‘quite limited’, while the overall reliabilityfdhe questionnaire is rated as ‘fair’. The
authors also aver that the questionnaire has feagnces of error, limited only to the
instrument or the sample.

A final point to make is that it is cheap to admtar. Bell (1999:119), however,
adds a qualification — the researcher has to b#ic¢mntly disciplined to abandon
questions that are superfluous to the main taskivéver, eliciting a good response

rate is a clear disadvantage of the questionnaire.

Questionnaire design and administration

The questionnaire for this research was designéd thie discipline that Bell
talks about, not so much in consideration of quicklroducing and cheaply
administering it, but crucially because of the intien to get direct, concise answers.

It makes good sense to test and have an idea of respondents would
experience completing the questionnaire and to haveea of how long it would take
for respondents to complete it; how easily the @iaes are understood, and to
discover any needs to reformulate any questions.

Bell (1999:128) expresses the commonsense thaallyget would be tried out

on a group similar to the one that will form thepptation to [the] study”. This was of
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course not possible. It was intended to serve thestipnnaire to all key policy and
management level officers of all universities inésl@n. However, this would not have
yielded any better result. Rather, it would have e unnecessary duplication. The
questionnaire was served to the vice-chancellors thofty-six comprehensive

universities in Sweden, that is, those that offéullarange of programmes. Specialised
universities, e.g., the Agricultural University Gollege of Music, were exempted from

the start, because they are single-disciplineturtgins.

Interviews

The interview, the second method of data collectiorthis project, has been
defined by many as a special form of conversatitoigtein & Gubrium (1997), Miller
& Glassner (1997), Stake (1995), Coletral (2000), Freebody (2003)). The objective
is to generate knowledge through the interchangaeefs in human interaction.

This objective is reached due mainly to the adalitabf the interview, as Bell
(1999:135) describes it:

“a skilful interviewer can follow-up ideas, probesponses and investigate motives and
feelings...the way in which a response is made (tine of voice, facial expression,

hesitation, etc.) can provide information that &tem response would conceal”.

Cohenet al (2000: 268) also talk of this flexibility when thesay that the
interview lends itself to changes while in progrebsits less formal structure the
interviewer is free to modify the construction @geence of questions, elucidate or
broaden them.

Further depth in seeking truth is achieved with ithierview than with other
methods. This is aided by the fact that the resear@robes and prompts the
respondent and both can reflect on what is saidraakle corrections, even coming
back to an issue that had been passed, or givaretmns where misunderstanding is
perceived.

Interviews, according to Stake (1995), elicit thesctiption of episodes, linkages
and explanations. The semi-structured interview ld/ogive the researcher more
mileage in finding out the thinking on and attitadeward the issue in question by the
people who make the decisions and implement pesli¢cigerviews in this situation will

also enable the researcher to better understandamwnentary evidence.
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The interview also has its own drawbacks. Somehete, Miller & Glassner
(1997) point out: social distance, non-comprehansibthe interview question or an
intention on the part of the interviewee to purppseisliead the researcher. No social
distance was experienced by this researcher. Peisoauthority in Sweden seldom
‘throw their weight around’ and act in an intimigtef manner. In the interview process
two languages were utilised, Swedish and Englislh, that any minor
miscomprehension was ironed out in the languagedhad best be used to explain
the issue. Since the interview questions were stmctured, deriving from
guestionnaire responses and backed by a good gnguimdthe literature, the span for

an interviewee to deliberately mislead the researalas at best very minimal.

Review of Essential Literature

Documents constitute a major repository for thisesech. Stake (1995:68)
asserts that documents often serve as “substiforesecords of activity that the
researcher could not observe directly”. Such olzgemw is obviated by the nature of
this particular research. Bell (1999) writes thatuimentary evidence would be central
to the research when access to the subject ofrobssampossible. In this research the
documents, e.g. government and the universitiggirte and publications of all kinds,
and the texts, constitute a major part of the data.

Documentary evidence allows a choice of sourcesy ttould be primary, in
which case the documents determine the directiah davelopment of the research
(Bell 1999), or they could be secondary, wheredhsralready material about the
original source. There will be no limitation topsy of document. The literature
expands knowledge of the issues under considerdiamch (2000:43) writes:

“Literature is an extremely valuable resource, ad important storehouse of
knowledge and thinking about a topic or area.dtudes previous research reports and

their findings, theorising and reflections abowt #rea”.

Many of the reports of the Hogskoleverket and othethors hint at the
commercialisation of education. Opper (1979) digtady on internationalisation,
based on Uppsala and Uin&niversities. Hogskoleverket takes up the issue of
internationalisation in many of its reports. Mosiversities also have sections on their
websites about what they are doing regarding iateynalisation. Then there are the

commission reports on attracting foreign studef@tlin treats a little bit of the
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transformation of Swedish higher education; Askl{@§01) and Baueet al (1999)
treat it in more considerable depth. Again, Asklangd Baueset al treat governance.
Commercialisation is touched by Bauetral and in the reports of Hogskoleverket as
well as Hellstrom (2007). All of these are aspexdgered by this research. The only
writing that actually treats entrepreneurialismSwedish universities is Hellstrom,
which studied policy documents of ten universifi@sanalysis. No literature has been
found that treats commodification, except the cossmon report that introduces the
question of partial commodification — the propdasatharge fees of non-EEA students.

ANALYSIS

Data are analysed on a running basis as they asemqted in the work. There is,
however, a dedicated analysis chapter (Chapter)Nafter all the data had been
presented. For this comprehensive analysis critbege been set, in order that
conclusion can be drawn, which would be seen tarlgielerive logically from the data
and facts the research has discovered.

This has been the sequence from the start. Thegh@aakd study of the literature
and documents informed the choice of questionsuded in the questionnaire. The
answers received in response were collated andysathl This analysis gave an
indication of areas that needed further explanatibmus the structured interview
guestions were based on both the analysis of thstigmnaire responses as well as the

expanded literature review.
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Chapter Three

LITERATURE REVIEW — PART I:
THE REPOSITIONING OF UNIVERSITIES

The critical review of the literature is intended serve, primarily, three
objectives. The first is that it would give a cledefinition of the key terminology
underpinning this research — Entrepreneurial Usitgrby examining the nuances of
definitions of the term. From this a working defion of the term to guide its usage in
this work would be derived.

The second objective is to peruse what academi& Wwas been done in this
field. As Fink (2005:5) says, “You may do [a literee review] for personal or
intellectual reasons or because you need to urahetsthat is currently known about a
topic”. This will itself have two prongs, firstlghe transformation of higher education
— in terms of reach, governance, structure, etwatds managerialism and the
commodification of higher education and, secondhy such development in Sweden.

Fink (2005:6) says further that the researcher:

“must either prove that nothing or very little daem found in the literature that effectively
addresses your study’s topic or that the studiasdan be identified do not address the

topic as well as you will in your proposed research

Having a good idea of what work has been done pusly would serve both to
steer this researcher away from grounds that haee lbovered and, uncovering any
lacuna, especially in the matter of the commodiitcaof higher education in Sweden,
will give justification for the project and or thapproach it would follow. That
constitutes the third objective; in order wordsfirdag theoretical parameters for the
research.

The study of higher education as an academic fiaklbeen going on for about a

quarter of a century. (Clark 1998: vii) writes that

“higher education has been high on the agenda wérgments and central to the
fortune of nations. Similarly, this same period Is®n quite massive changes in
direction, in the complexity of systems, in the erlging rationale which has

accompanied such changes and in the sheer sibe ehterprise in terms of students,

staff and budgets, not to mention social and ecanporpose. It is not surprising then
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that higher education itself has broadened and eogompasses some 20 different

disciplines”.

Twenty different disciplines may well turn out te b great undercounting even
as the field is still very young as a researchrage Tight (2003) gives account of
Teichler's (1996), Frackmann’s (1997) and his ovategorisations of the areas of
research within higher education. While Teichled @&rackmann respectively have
four and five categories, Tight expands his to eigut what really gives an idea of
how wide the field is already is that only theffio$ Teichler’s four categories, one that
he labels ‘quantitative-structural aspects of higégdication’, contains thirteen areas of

research:

“access, admission, elite and mass higher educatidiversification, types of
universities, duration of study programmes, grachgteducational and employment

opportunities, job aspects, income and status,rmstifor educational investment,

appropriate employment, mobilitf2003:5)(original italics)

Tight goes on to say (page 3) that “dozens of ba@wkt hundreds of articles are
now published each year” in the field of higher eation research. It would be
quixotic, thus, to even contemplate attemptingetdaaw all of the literature out there.
The attempt here, therefore, is to set the cross-ba a handful of the literature that
really concern themselves, as closely as can mdigted, with the issues related to
the questions that this research seeks answerEven at that, a discriminating
selection has been made for review.

In line with those factors that have been iderdifie the proposal to impact the
on-going transformation in higher education, andichserve as drivers for the
possibility that this research is considering ie tdase of Sweden, the review will seek
in the literature to find the available level of dmedge, previous work on the
transformation of higher education, the definitaord characteristics of entrepreneurial
higher education, the various drivers of entrepueaésm within the university — the
dire need for funds, the neoliberal philosophy tleaerything is a marketable
commodity, GATS, globalisation, the consideratidnbether education is a public or
private good — and, the Swedish situation, i.e. hlogvtransformation is going on in
Sweden and how these environmental factors affeetgovernance, structure and

processes of higher education in the country. frasn such considerations that we
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would be able to identify spots that have not beevered by the literature and also
attempt to answer the question about the optioes o the particular system or what
directions they may follow.

The literature review will be in three parts. InrPlaan attempt will be made to
get an understanding of the repositioning (restmiregy or transformation) of higher
education and universities in general; especiallglose look will be taken at the case
studies of Burton Clark (1998), which appears t@lseminal work on the subject, and
the transformational pathways he has identifiedt®lkk (2003), which may be termed
a participator’'s account, and those of Marginsod &wonsidine (2000), who did
similar work to Clark’s covering more institutionsut whose interpretation of the
findings and enthusiasm about academic entrepritisar do not appear to be as
romantic as Clark’s. Here also what the literatis@ys about the nature or
characteristics of the entrepreneurial university be studied. Part 1l will examine
current knowledge on the factors that drive unites to take the entrepreneurial
route and what gives them impetus to remain ergreqrial. Part Il will be devoted
to literature examining the Swedish case, thatthe statutory background, the
governance, transformation and the impact of their@mment on universities in

Sweden, as well as the possible future directicim@fon-going transformation.

THE TRANSFORMATION OF UNIVERSITIES

The higher education sector is an old sector intrnosntries, especially in the
West. It is presumable that, over the centuriehag undergone several waves of
transformations. Transformation, especially fortitn§ons that themselves, through
the results of their research and the philosopthigscome out from within their walls,
give impetus to transformations in the economigiaoand other spheres of the
society, must be a constant process. Sometimes #acisformations may be
revolutionary, at other times — probably more oftbe case — they would pass
unnoticed like the water under the bridge. The df@mation that has been in the
discourse concerning the present state and theefuiti higher education is the
transformations that began in the late 1970s, sd&m as part of the New Public
Management (Tolofari 2005) inspired by the neocorstere governments of Reagan
in the USA and Thatcher in the UK. Opinion is detdregarding its nature, in terms of

if it is revolutionary or silent. Shattock (200314, for instance, writes that:
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“the word ‘entrepreneurial’ has penetrated the alisse of higher education to
an extent that one could reasonably assume tleaiodution in the management
of universities is underway. No such revolution hewever, taking place, at

least in large parts of the UK higher educatiorteays.

On the other hand, Marginson & Considine (200(p&tulate:

“[We were not] surprised to find that an entreprerad spirit is now sweeping the
cloisters. We live in that age of business and iplain to everyone that the money-
changers have long since mortgaged the temple. \What often surprising to us,
during the course of the case studies underpinthiisgoook, was the speed and extent

of the changes now taking place”.

They go on to state categorically (page 3):

“...arevolution is well under way. Forms of universitgvernance and academic work
that survived previous restructures are now undmerdirect assault. In many places,
claims of privilege and special status outsidentfagket have been rejected. In others,
the battle over the intellectual purpose of thesersity is being fought on increasingly

unequal terms”.

While Shattock (2003) believes that there is noohaion but Marginson and
Considine (2000) are surprised by the speed arehdmf the transformations, there is
little doubt, judging from their vocabulary of clei that the direction of the
transformation is toward what is now commonly adlientrepreneurialism’. Shattock
notes that the word has “penetrated the discourfsénigher education” while
Marginson and Considine posit that the “spirit ofrepreneurialism is sweeping the
cloisters”, which to them was not surprising beeaws “live in that age of business”.

The term entrepreneurialism conjures up in the nbasiness concerns — that of
making investments or taking risks with the hopenalking profits. This is a venture
that private individuals or business interests ralyrundertake, something that, some
would argue, is not akin to the nature and sociappse of universities, or their
ownership. For, as Scott (1998: 116) notes:
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“Universities almost from their beginnings, werdiomaal institutions. They grew up
alongside and under the protection of nation st&ed the current size and influence
of higher education system is closely related teirtlperceived capacity to fulfil

national purposes in terms of strategic power, egoa efficiency, social equity and

so on”.

Scott’s view is supported by several other authttarginson and Considine
(2000), e.g., talk of “the post-second world wan@ard which saw universities accept
their place as servants of an expanding definiviotihe public interest”. This role, they

claim, is currently being knocked down by the tgbeestructuring that is taking place.

THE NEW DIRECTION
Autonomy

There is agreement on the move away from the ‘ivimwer view of the
governance, funding and traditional roles of thevewsity in the society. The literature
also makes clear in which direction the universitisee now moving in this new era of

restructuring. Universities in Europe, for instance

“[ 1 actively seek to move away from close govermtaé regulation and sector
standardisation. They search for special orgamisati identities; they risk being
different; they take chances in ‘the market'. Tlaglhere to the belief that the risks of

experimental change in the character of univessglguld be chosen over the risks of

simply maintaining traditional forms and practic€€lark1998: xiv)

Shattock (2003: 147) reinforces this view of Clarkl998) by explaining that it
means highlighting “a situation where an institatltas psychologically broken free of
the tramlines of state policies to chart an indmaldstrategy”. It would appear from the
statements of Shattock and Clark that the univessileclare themselves physically
and psychologically independent all of their owrhal would not be true. In the
neoliberal era, this independence — in fact, segnmdependence, as some say — has
been more thrust on the institutions than they Haught for it. Perhaps certain key
individuals and interest groups, e.g. executiveesbancellors and other key
managerial personnel have developed on this tootidase their positions, as we
would see later, but this independence of body amdd has been more the

engineering of governments, what Olss¢l (2004), citing Rose (1993: 209), refer to
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as the process of “govern(ing) without governingarginson and Considine (page 8)

explain that:

“Certain decisions once made by national or statwegqments about resource
deployment e.g., have been transferred to the tsiies themselves. Other decisions
once made by academic units are now determined dtmywe by professional managers

or technicians”.

How this works in reality is that the universitiglaim independence in planning their
programmes and curricula, and in the disbursemiefuinals given to them or incomes
that they earn; but the government has put in ptae#hods for monitoring and control

more stringent than when the universities were angbnomous institutions. Some
analysts are in this light even suspicious of th®m@omy the universities are said to
have been given, or claim to have arrogated themseReading (1995), e.g., argues
that universities cannot be reformed to “producewiedge more efficiently, or to

produce more efficient knowledge”, rather what tbforms are about is the question
of “production” itself. While universities are gindree reign to produce their curricula
and explore any area of knowledge they desire tisettee proviso that any knowledge

produced at the university:

“fit into the cycle of production, exchange, armhsumption. Produce what knowledge
you like, only produce more of it so that the systean speculate on knowledge
differentials and profit from the accumulation oftéllectual capital” (Reading, page
204).

Taylor (2003) gives a closer examination of how ggoments have influenced
the independence and new direction of universitidseir technologies are multi-
faceted. Taylor exposes the subtle and not sdesulatys governments use policy to
influence changes in the structures and proceskamiversities, even while the
universities have autonomy. Today’s mass attendanhaaiversities itself is part of the
governments’ social engineering, which the univ@Esihave to execute. He identifies
the reach of the university in future as coveritrgast all aspects of the economy and
society. While:

“policy statements invariably have little to sayoabmany issues that affect the quality

of life of the populations they serve, such agtk out a few at random) national and
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regional identity, immigration, environmental darmeagdrugs, food safety.
Nonetheless, the work of tertiary institutions Hasth immediate and long-term

relevance to these and to many other problems’e(ia3y.

The blurring of hierarchy and differentiation beemedifferent types of post-
secondary educational institutions is another enflze politics has had on academia.
According to Taylor (2003), before the massificatmf higher education, universities
dominated tertiary education and other forms oftqsesondary institutions were
clearly seen to be of a lower ranking order androftent by names such as colleges of
‘further’ or ‘continuing’ education. Today's empligss on diversity that recognises
many different forms of institutions as tertiargtiiutions. The objective is to achieve,
among other things, less hierarchy and socialistation by avoiding the appearance
of the institutionalization of such stratificatiomaintaining a commitment to equality
and the avoidance of dissipating public resourtes &rise from recognising some
institutions as high-status.

Yet, as would be expected, there is always resistém change. The resistance
here is two-fold. One is that of the higher stanhstitutions resisting the diffusion of
hierarchy and resistance to change within individuostitutions, for which, according
to the author, there is little academic enthusidsnthe neoliberal era, there is urgency
in bringing about structural changes within theiaey education system to prepare
them to fully embrace entrepreneurialism and grow@apitalist economies need
growth, and growth means change. Within tertiarycation, the fact that change
benefits some people more than others affects atse pand directions” (Taylor
2003:16). He writes that this resistance is tackieivo ways. One is by exploiting the
self-interest of individual players and organisasiavith a system of rewards. Among
organisations the use of ‘unified nomenclaturemawon funding formulae and similar
entry requirements, which do not rub off the pigstiof the traditional tertiary
institutions, have been employed in some counémeshave led to acceptance.

Another major change in tertiary institutions is awhs called client-focused
change. Firstly, citing the OECD, Taylor (2003: ®&plains that client in this context
is not to be thought of as meaning student, buerabracing all the institution’s
stakeholders, e.g. “employers, social partners @hdr economic and social actors
with vital interests in tertiary outcomes”.

This client-focus is a factor of the new-right ilmgpl marketization of education.
While its influence is felt everywhere the zeal itas not universal. Taylor points out:
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“The ideological features of this revolution are rmanarked in the United Kingdom,

Australia and New Zealand...[whereas] in Germanyn&gaand some other European

countries, market concepts are still a relativetydest element in tertiary policy-making,

and their importance is politically contested” (pak®).

Taylor goes on to give some reasons for studentsfogs:

that:

Past experience does not encourage the view thettigels in structure
invariably produce outcomes universally perceivedbaneficial...A focus
on the experience of students emphasizes prodi#es than structure.

In a climate of reduced per capita public expemditand lower direct taxes,
funding problems consequent upon rapid growth titention to the
possibility that a higher proportion of the costsestiary education should be
a charge against the future earnings of individgtiadient beneficiaries.

If individuals are to contribute, immediately oroppectively, to the costs of
tertiary education, they are likely to be more aned about the quality of
the teaching and learning opportunities they afered.

At a time when students are being asked to shogigster financial burden,
it is advantageous to governments to present pslici terms of the benefits
to the individual of the open access, flexible seustructures, progression
between levels and equality of esteem that charaetestudent-centred
approaches.

The conceptualization of tertiary education in nearkerms, which is an
increasingly important (although by no means umaBrfeature of policy,
puts a premium on student choice. For such choaebe exercised
effectively, individuals need much better infornoatiabout the range of
opportunities open to them than was necessary smaller and more
selective system, thus further emphasising theesiugkerspective.

This whole idea is contested of course. TaylorscRegden (1997) as suggesting

‘... many students come to the university with noyvelear idea of what they want or
what interests them. They do not have a determbettef preferences that are already

there to be catered to. Rather their preferencesshaped in the course of the
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education process... With consumer goods, the cust@raways (or most always)

right. With education, it is often a case of theather knows best™.

Apart from setting direction, the government algereises direct influence and
control over tertiary educational institutions thgh the allocation of discretionary
funds, through audits and assessments or sometimaesthrough the effective use of
the media. Governments still constitute the majourse of funds for tertiary
institutions and the manner of allocation of thasads is a tool for enhancing some
educational policy directions and inhibiting somies initiatives. Yet government

seeks not to be directly involved or to accept oespbility. Taylor (2003:22) explains:

“...it is important for government to identify thoseeas in which maximum policy
leverage can be exerted, without direct involventmihg sought in, or responsibility
accepted for, every aspect of an institution’siegfal hus per capita income may be
separated from capital provision, with institutidghemselves being obliged to find the
latter by means of loans; teaching and researcbimiecmay be treated separately,
sometimes as a means of concentrating resear@nires of excellence, sometimes in
order to build up research capacity in hitherto erpdovided locations or poorly
resourced specialties; money may be moved frompant of the tertiary sector to
another, in accordance with new policies and presj and per capita payments may
be adjusted in order to encourage the provisiocoofrses in shortage areas and to

diminish the incentive to offer those where thareversupply”.

Indeed the universities may develop their own paognes and allocate finances
as they please, but their autonomy is doubted bwesd.yotard (1979: 50), for

instance, considers why the autonomy may not amoumituch:

“The ‘autonomy’ granted the universities after thisis of the late 1960s has very little
meaning given the fact that practically nowhergeabhers’ groups have the power to
decide what the budget of their institution will; kzdl they can do is allocate the funds

that are assigned to them, and only then as thetigsin the process”.

Thus the claims about autonomy for universities mact be hyperbolic.
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Marketization

There is an abundance of literature (Clark 199&ttSt998, Peters & Roberts
1999, Shattock 2003 and Sporn 2003, etc.) that plriectly to entrepreneurialism and
marketization of education as the new directiontred university. The major pull
toward entrepreneurialism is the financial situatibat educational institutions find

themselves in, as Taylor (2003: 15) explains:

“During periods of economic stringency in HE in tlee 1970s and 1980s, and in
preparation for what they believed might be thenlgaars of demographic downturn,
many HEI looked for, and found, sources of finantger than the state. They became
entrepreneurial. They recruited larger numbers w@rgeas students and ceased to be

sensitive about pricing their services at privaetar rates”.

As made clear by Clark (1998) in his theory abautepreneurial universities,
his examination of successfully managed univessitly Shattock (2003) and the
attempt by Marginson and Considine (2002: 3) “tapture’ and interpret the main
features of the new kind of higher educationalita8bn now emerging, opening that
institution to scrutiny and debate”, successfuligtructured or transformed universities
have characteristically, in the words of Sporn @0IR8), “an entrepreneurial culture,
professional management, diversified funding, gracademic identity and shared
governance”. For Clark and Shattock it is cleat thare can be no other option than
entrepreneurialism. Citing the case of Warwick énsity, at which Shattock was one

of the key transformation managers, Clark commeiitts apparent enthusiasm:

“An idea came first. Warwick could cover the ten percemuntion by a ‘save half,
make half policy’ — make savings to eliminate hiaé shortfall and generate new income
to cover the other half...."We had to find ways tomemte funding from other sources;
we did not see why people or companies would sirgplg us money so we decided to
earn it' (Shattock 1994a)... What Warwick turned nstead was an earning scheme
within which various parts of the university — somdd, some new - could be
permanently put in a posture of paying for themssdnd generating annual surplus that
could be used by the entire university. The idezabe an ‘earned income policy’. The
institutional problem then became how to implemtiet policy to generate significant
income. If the government were to go on making ,cakshold back on future funding
increases, that additional income would have tanbgor. The policy pointed strongly

toward entrepreneurial action. The gathering ofdfumwould have to be done yearly; it
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would have to be systematised and administeredpitld undoubtedly require some
risky funding of new units... essentially productemted research” (1998: 16-17)
(original italics).

Marginson and Considine (2000) recognise the facforcing universities to
need to adopt new methods and adapt to the new dd@emanded of them by the
environment, to be more relevant to society andniet the high calibre labour
requirements, as well as the need for constardingtg. They maintain, however, that
this does not evacuate the university’s abilityplay its ideal role of contributing
impartial ideas for the amelioration of society.eytcaution, nonetheless, that “Being

useful to business is being widely interpretedeiadlike business”, and they query:

“the extent to which universities must mirror maskén order to serve markets, must
become corporations in order to treat with thenstwould organise themselves in the
manner of an industry in order to play a usefué ol assisting industries to innovate,
plan and manage their fortunes” (2000: 5).

Three parties — the universities themselves, themmnent and industry — each
plays roles that bring about and strengthen thve cidture of universities. All parties
have interests emanating from the more pronounedmtigation of knowledge in this
era of the ‘knowledge capital’, ‘human capital’ ate ‘knowledge economy’. Again,
contrary to other interpretations of the postulateShattock (2003) and Clark (1998)
about universities breaking free to declare thaidependence of the state, much of the
restructuring going on in the university is dueptessure from the outside, that is to
say, the government, industry and commerce. Petrts Roberts (1999: 59-60)
concisely capture this view:

“[ 1 as the knowledge functions have become evememmportant economically,
external pressures and forces have seriously iradingpon its structural protections
and traditional freedoms. Increasingly, the empghasi reforming the university
institution has fallen upon two main issues: theoueces of research and teaching,
with a demand from central government to reduce costs while accommodating
further expansion of the system, on the one hand; éhanges in the nature of

governance and enhanced accessibility, on the"other
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The expansion of the functions of the universityd ahe destratification of
universities has seen universities take on therpromes and courses that used to be
run by various kinds of non-university institutiodedicated to producing all kinds of
skills. “These are not the familiar vocational Ekibf the industrial era” claims
Hinkson (1995: 125) “because such skills now hangatgr generality”. The notion,
according to Hinkson, is the productionflExible skillsandgeneric skillsto serve the
market, because “For the first time with any geligraducation has a practice that is
able to be sold”. This is the neoliberal notiond &eters (1995: xxxvi) explains that it
is a reinvented human capital theory that sees atiduc as an area for private
investment. And the purpose of the commodificatbbreducation as such is “a major
strategy for enhancing labour flexibility and, there, for improving the overall
efficiency of the economy”. Education has thus beemoved from the realm of
knowledge for its own sake to that of knowledgea akill for the market.

Sporn (2003), on her part, considers a Europeasppetive on the restructuring

of higher education:

“The reform of higher education in Europe has bebkaracterised by a certain drift
towards the market. Formerly dominated by stateroband drawing on public funding,
as well as offering open and free access, highecabn systems in many countries
have now become more client-oriented and more atable and work closely with

industry and commercepage 122).
Widening Access

The reforms include widening access and diverdty, which groups that
traditionally did not aspire to acquiring tertigggtlucation are now encouraged to do so,
to enable them to participate in the labour madsetskilled labour. It also means a
wider range of programmes organised in differentysyaand emphasis on
internationalisation, to give students differentpesiences and prepare them for
international careers.

The view of widening access is widespread. Theleeightened demand by the
labour market for highly educated personnel. Yopegple appreciate also that they
would need higher education qualifications if thepe to compete successfully in the
labour market. In addition, governments know thatthe era of globalisation,

competitive strength lies in a populace that isilyiggducated and productive. If this is
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not the case the jobs within their borders wouldupefor grabs by international

applicants from other countries within regional mmmic organisations. Therefore, as
Tight (2003:4) notes:

“...the assumption is becoming that most people péltticipate and on more than one
occasion. Behind this trend lies, of course, thee rof the so-called ‘knowledge
society’, technological development, globalisati@md increasing international
competition. All of these trends are seen by gawvemis throughout the world as
necessitating increasing investment, by all coreskrnin education, training and
learning throughout life”.

The jury may well still be out regarding whether rot the objective of the
massification of higher education is being achieusatard said already in 1979 that
“In its function of professional training, highedwation still addresses itself to the
young of the liberal elite, to whom it transmit®etbompetence judged necessary by
each profession (1979: 49)". His foresight is boowt by the British Conservative
Party’'s Shadow Education Secretary, Boris Johnsdmg, looking at his country,

described widening access in 2007 as “collectiy@obyisy”:

“the other day, [] a group of vice-chancellors valiscussing the problems of widening

access to higher education. It was a gloomy dissoskluge efforts were being made to
reach out to schools and families that did notiti@thlly see themselves as university
feeders. Yet we are still stuck on 14 per cent@up D [poor income group] who make

it to university, and 77 per cent from group A, ahdt position has been unchanged for
20 years” (Johnson).

Control and Regulation

In this new era, Sporn (2003) says, emphasis erp#it of the state is shifting
from control to supervision. Universities are nowpected to self-regulate and she
cites the examples of Denmark, the Netherlandstrisuand Germany. What this has
led to is the managerial restructuring where th@agament of the university has the

authority to exercise executive powers and wheraidtrative personnel play more
important roles.

44



Finances

As state funding has been unable to grow in tandémthe expanding student
population, universities are forced to broadenrtiseiurces of finance and also to

introduce tighter budget controls. Sporn (2003jesr

“More diversified budgets (from fundraising, resgmgrants, extracurricula activities
and so on) can help subsidize new initiatives. drsities can thus develop management
structures to create a budget, to introduce casiuating, to align budget planning with
institutional expenditure, to control spending d@adttract additional funds outside the

state budget” (page 123).

This need has seen universities raise the stattiseof finance officers to the extent
that, according to Sporn, some have appointed geficg-chancellors for finance.

Governance

As institutions move towards the market model, ngan@ent systems are
changed to enhance it. Thus vice-chancellors beamiore executive, meaning that
they could take independent decisions and exepcg&r over university resources in
the same way that company executives do in theferisector. To give a semblance of
giving a voice to the taxpayer external boardssateup to represent the interests of the
public. Academic collegiality as a system for demismaking has waned and most
senates now serve only in advisory capacity while vice-chancellor makes the
decisions. Sporn (2003: 124) sees a problem wiih tanagerialism, where “the
faculty who provide the core academic services &ghority to act for the institution”
and the administrative periphery acquires moresilezipower.

Marginson & Considine (2000) also observe this pineenon in Australia. Like
Sporn (2003) they bemoan the structural changdshthae been made to enhance the
executive powers of the vice-chancellor for whibb ticademic collegiality has fallen
victim. They write of “the remaking or replacemetcollegial or democratic forms of
governance with structures that operationalise @kex power and create selective
mechanisms for participation, consultation andrimde market research” (page 9) as

one of the trends of the new governance systemigétrsities.
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Differentiation and Periphery

“The periphery refers to structural arrangementgnasersities which mainly deal with

the boundary spanning and bridging activities. Ademal demands accelerate,
universities have to create a strengthened pegpitetranslate external demands into
adequate internal responses. This enhanced devefbahnperiphery could include units

for technology transfer, fundraising or externdtiens” (Sporn 2003: 125).

This need has arisen because of the universitiespanse to the surrounding
environment. The system where teaching and resemttitities were organised in
faculties and departments catering for a fieldetdted disciplines and acting as a forte
on its own is no longer tenable as interdiscipfnaesearch, shared contract
assignments across faculties and research cestmesw very common and gaining
ground. Another aspect of this is that researchteaching may be separated, not only
within the faculty, but also at different levelstin the faculty. Thus, different

arrangements may be made for research at postajeadnd undergraduate levels.

Research and Development

Related to the previous section is the organisatd research within the
university today. Research is increasingly inteseglilinary; its focus is more towards
finding answers to questions put by external parti€ociety in general and the job
market in particular require solutions to compleslppems, which can be solved better
by cooperation between universities, industry angegnment” (Sporn 2003: 125).
These require that universities are amenable to sgstems for producing and
disseminating knowledge and that research is getnedrd results that could be

turned into tools for solving regional economic aleyelopmental problems.

Evaluation and Assessment

Since the early 1990s evaluation of the work mif/ersities has gained ground
in Europe. Teams of external assessors visit usitkes increasingly to examine the
systems and processes universities have to mamagguality assure their research
and teaching. Today assessment also covers thenigthative functions. Marginson
and Considine (2000) write of the paradox of delasgun: as a greater degree of
autonomy is given to universities, the more congolernments have over them.

Control manifests in the targets of all types ttiety have to meet, as well as the
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assessments and performance measurements thaypgaeted to. This kind of control
in decentralisation transcends to the faculty amghadmental levels within the
institutions. Olsseret al (2004:191) are particularly irked by the amountrgfusion

on the institutions’ independence and respongjifitit quality by outside authorities:

“In its contemporary form, managerialism is prequed, if not obsessed, with the
notion of ‘quality’. Quality has become a powerfletaphor for new forms of
managerial control. Thus, in the pursuit of qualigducational institutions must
engage in ‘objective setting’, ‘planning’, ‘reviemg’, ‘internal monitoring’ and

‘external reporting’. Policy formation and operat#b activities must be clearly
separated. Governance, management and operatm@ad distinct functions assigned
to different roles. The quality of education is wedd to key performance indicators,

each of which can be measured and reported”.

Those opposed to this kind of monitoring argue #thtcation is for the training
of minds as opposed to the logic of performativishich is that “pedagogy should
impart only the knowledge and skills necessary tes@rve and enhance the
operational efficiency of society” Fritzman (199%je further argues, in agreement
with Lyotard (1979), that when the legitimacy ofuedtion is measured in terms of
costs-benefits or input-output analysis “knowledgeot thought to have any intrinsic
worth. Instead knowledge is valued only as a comiyakat can be sold; it no longer
possesses ‘use value’, but only ‘exchange valwsg€©60).

Sporn (2003) also identifies certain environmentattors impacting the
restructuring of tertiary institutions in Europe.hése include the economy -
governments’ spending patterns have meant lessyngiven to teaching and research;
demography — Europe’s population is aging and bampmmore mixed through large
immigrant populations; globalization — which reegirhigh calibre labour forces to
meet competition as well as the production of neghnologies; telecommunication —
the Internet and other interactive telecommunicatinetworks affect the methods of

delivering educational information, and enhancepeoative research.
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TRADE IN EDUCATION
THE THEORY OF THE ENTREPRENEURIAL UNIVERSITY

The term entrepreneurial university is very closedgociated with Clark’s (1998)
Creating Entrepreneurial Universities: OrganisatenPathways of Transformation
where he proposes five signal characteristics efehtrepreneurial university. These
characteristics have since been quoted and reheaymther authors (Marginson and
Considine 2000, Shattock 2003, Sporn 2003) amadmgy st

Clark (1998) studied five European universitiesfaur countries using the
grounded theory approach, starting with just theosity to examine a question,
without preconceived ideas or any basic concegtaatework or an inkling of what
may be found, allowing the theory and even methiod$evelop from the data that is

gathered as the enquiry develops. Dey (1999: ¥)ddtes:

“Having identified a problem or topic in very geakterms and selected a site where
that problem could be studied, the researcher vhas to allow the evidence
accumulated to dictate the ‘emerging’ theory aneha@. The first thing to do, in order
to develop this agenda, was to identify ‘categomdsch captured uniformities in this

data, and then to identify their interesting préipsrand dimensions”.

Clark followed this approach, first making a shettbf interesting universities.
“Data for grounded theory were to be collected ritg through a combination of
field work methods, including observations, intewj and documentary materials”
(Dey 1999: 6). What Clark did was to make two raurad visits to his selected
institutions, during which he conducted interviewgth various groups, sat in at
meetings, observed classes in progress, visitentdadries and studied documents. His

steps and the outcome are best narrated at lamgib own words (1998: xv):

“Since | wanted to determine how each universityl lgone about changing its
organization and practices, | had to pursue peitigis and come to terms with unique
configurations. But | wanted particularly to iddpticommon pathways of
transformation, if they existed, that might compaseliments of middle range
conceptualization. Such elements were identifiewag through the research and
then pursued intensely in the second round ofsvidihus the concepts that came to
rule the study largely emerged from the researah taen were used to orient the

future work. My mode of reasoning was primarily tietive, largely bottom-up from
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analyzed experiences. It was more from “practiee™theory” than the other way
round. In the domain of universities, theory canaiot for exacting one-size-fits-all.
But we can aim for explanatory categories thattcltreacross a set of institutions,
which, at the same time, do not do violence tatutstnal peculiarities. We can devise
covering categories that explain a plurality ofesawithout distorting their uniqueness.
Such “relevant theorizing” can stand us in goodadgtén understanding university
change”.

Having completed his studies and identified the kagtors that characterise
entrepreneurial universities, Clark (1998) propautitit:

“An entrepreneurial university, on its own, activeleeks to innovate in how it goes
about its business. It seeks to work out a suliatasftift in organisational character so
as to arrive at a more promising posture for thteréu Entrepreneurial universities
seek to become ‘stand-up’ universities that areiségnt actors on their own terms.

Institutional entrepreneurship can be seen asfiroitess and outcome” (page 4).

Clark (1998) says that he chose to use the ternréj@reneurial” over, for
instance, “innovative”, despite the objectionaldarmotation it has in academic circles
with the notion of brutal quest for profits, becawentrepreneurial captures more than
any other term the spirit of those universitied theve in remarkable ways transformed
themselves. He also implies that entrepreneurialeusities are enterprising in the use
of their autonomy, to take risks in search of suspincomes. Universities are

entrepreneurial universities because, being autonsm

“[ 1 they decide they must explore and experimefthwhanges in how they are
composed and how they react to internal and exXtdamaand. They sense that in fast-
moving times the prudent course of action is tmbkin front, shaping the impact of

demands made upon them, steering instead of dyifpage 5).

For Shattock (2003:147) the entrepreneurial unityerss one that “has
psychologically broken free of the tramlines oftstaolicies to chart an individual
strategy. [It is] a truly autonomous university”.

Both Clark and Shattock choose to use the adpetnrepreneurial,deriving
from entrepreneurmeaning: (Pearsall and Trumble 1995) “1 a pewgoo undertakes

an enterprise or business, with the chance oftpoofioss. 2 a contractor acting as an
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intermediary. 3 the person in effective controlaotommercial undertaking.” They
elect not to use the adjectiemterprising deriving fromenterprise meaning: “1 an

undertaking, esp. a bold and difficult one. 2 (apeasonal attribute) readiness to
engage in such undertakings”. Thus for the entreqaneal university the profit motive

must be a very strong consideration. As can bédyeesnceived, universities have
always had contact with industry and the findin§sesearch in universities have been
converted in industrial production processes imtodg of all kinds; and universities
have always played enhancing roles in the econ@mét social development of the
regions in which they are located and the natioa afole. Kerr (1963), Sorlin (1996)
and others have written of this interaction betwé®s university, industry and the
local community. Kerr, for instance, writes of uarsities having become “bait’ to be
dangled in front of industry, with drawing poweregter than low taxes or cheap

labour” and narrates that in California:

“new industrial laboratories were located nextvto hew university campuses before the
first building was built on either of these cammiseSometimes industry will reach into
a university laboratory to extract the newest iddasost before they are born. Instead of

waiting outside the gates agents are walking thedass...” (page 89)

This is not dissimilar to the ‘science parks’ beiegtablished at a lot of
universities, often as joint ventures between thigearsities and industry. Furthermore,
what Clark has identified as the five imperativeneénts of transformation which mark
out progressive, enterprising universities from test, are processes that anyone
reengineering a business of almost any kind woalthally do — managerialism: more
centralised decision-making power (Clark'strengthened steering cQre new
initiatives: which may involve employing new ‘changanagers’, bright cool-headed,
ambitious visionaries or dreamers and some mawertblat would come up with new
ideas and new ways of doing thinggsxpanded developmental periphergld hands
would need to be bought over — sometimes with higlgpointments or new
responsibilities — and persuaded to take ownerghipe changes going on and those
who cannot bend would be weeded dhe (academic heartlanda new vision or ethos
matching the new direction of the business mustreated and good team-building
effort would be expended to see that everyone (@strof the influential people) is
carried along ifitegrated entrepreneurial cultureand of course, one of the things

consultants try to introduce when they are settiegy direction for businesses is new
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product or service lines, new markets, or new eustagroups in the same market, etc.
(that is Clark’sdiversified funding bage

So, the issue in the discourse on entrepreneurigétsities is not whether or not
universities carry out managerial, administrativel structural reform. They do very
often. It is not whether some would be enterprisiag in audacious and ground-
breaking, for they might be and have been in thst.p@he central issue in the
discourse is the uppermost motivation, and we sgm Clark (1998) and Shattock
(2003) that what distinguishes the universities/ tb@ll entrepreneurial and, therefore,
successful and exemplary, is that they are focaesegdrofit; first the money, and the
other things would follow. It is true, of courshat the money puts them in good stead
to attract high quality lecturers, administratorsl aesearchers, who themselves must
have the capacity to attract more money. It igradtl, the neoliberal age.

Marginson & Considine (2000) conducted case studfeseventeen Australian
universities forThe Enterprise University — Power, Governance &winvention in
Australia But in doing so they had in mind the extant in&ional discourse on
universities and their primary focus was the exatdm of university governance.
Their interpretations of the findings reflect maine global patterns than what the data
reveal about the individual universities studiedarlyinson and Considine (page 4) use
the term Enterprise University to describe the fiesn of university emanating from
the phenomena of executive leadership, the madaetsfand diverse changes going on
in these universities. They explain that they dided other such terms as “academic
capitalism”, “corporate university” and “entrepremi@l university” because “all those
other terms suggest a one-dimensional institutadaly dominated by profit-seeking,
an organisational culture totally reduced to theiess form”.

In their opinion enterprise denotes the nature @hdp enterprising. It is not
focused on a profit-motive, since leaders can lerpnsing even in academia as in
any other field. They acknowledge, however, thatspaf the new university are pure
business concerns, but they would not go so f&n aay that is the exclusive focus or
concern of the modern university. Enterprise, iairtlview, covers both the financial

and academic aspects. But it is discernible thauthiversities’ “academic identities, in
their variations, are subordinated to the missimarketing and strategic development
of the institution and its leaders” (2000: 5). Hwee they postulate that the objective

with the transformations valued far above the entuncand academic goals by the
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universities themselves is the ambition to “advaheeprestige and competitiveness of
the university as an end in itself”.

This researcher agrees with the preference foretime enterprise, in line with the
two meanings of the term as defined above. Clag0§) also uses this term, in the
sense of the attribute of being bold and readyngage in untested or difficult tasks.
He then decides that the term does not capturgl#@ehe wishes to advocate. He uses
the term in a manner as to indicate a stage oritondor entrepreneurialism; that is
to say, any enterprising university has the poénand should progress to
entrepreneurialism. However, only partial agreenwveitht the interpretation given the
universities’ quest for prestige and competitivenissconceded, as there is no clarity
as to how this could be for its own sake, and nvédre so, why that would be an
objective higher than those of academics and ecmsoe can, on the other hand,
easily surmise that universities seek to build ugsfige as a weapon of competition,
and competitiveness is required if they have tmaetttgreater economic benefits and

establish stronger academic reputations.

THE NATURE OF THE ENTERPRISE UNIVERSITY
Organisational Pathways of Transformation

In his attempt to conceptualise common pathwaysdbald be applicable to all
universities that in a dynamic and exemplary mannagnsform themselves, Clark
(1998) had to identify concept indicators. This w@dsne through a process of
elimination. In several rounds the raw data wasgmised and reduced in the search
for common identifiers of uniformity in all cases this way, Clark arrived at five
common organisational pathways: the strengthenedris core, the expanded
developmental periphery, the diversified fundingsdathe stimulated academic
heartland, and the integrated entrepreneurial @ltu

The strengthened steering cor@lark opines that traditionally, universities in
Europe “exhibited a notoriously weak capacity teestthemselves”, drifting, while
they waited for detailed direction from their paél patrons. He says that this might
work for institutions with well-established reputats, who have large endowments
and assets, but not for those on the margin orirtkgtutions that dared. Such
universities require a strengthened steering cbeg¢ s a concert of both central
decision-makers and persons drawn from academiartheents, to position the

university to “become quicker, more flexible, argpecially more focused in reactions
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to expanding and changing demands” (page 5). Thetiins of the strengthened

steering core were to actively seek new financaieer than the state, to set up
infrastructures and bridges between the universitgt the outside world, especially
industry and business. Such a core accords theensitly the synergy to make hard
choices, be it in its international relations osugs concerning the weeding and
restructuring of academic programmes. He seesttbiegthened managerial centre as
a “mandatory feature of a heightened capabilitycomfront the root imbalance of

modern universities” (page 138).

Opposed to Clark’s view that the strengthened memagcore is a centre where
representatives of academic units are brought iméke contributions to central
management, so that the university is in harmonyweadoforward to greater
achievement of goals, Marginson and Considine (2888 an executive power which
no other person in the university dares challefideey see the invitation to serve
extended to academics as a ploy to extend the gowofeexecutive vice-chancellors

and give effective control of the faculties to thee-chancellor:

“In many of the institutions we surveyed, VCs ahdit executive advisers described a
general shift towards limiting the semi-independauthority of deans who preside
over faculties with discipline-based mandates. Tommon strategy they define is
twofold. First, deans are being drawn upward tasiexecutive, budget and planning
bodies responsible for the university’s overalawtgy. This is viewed as a means to
curb the powers of ‘independent fiefdoms’ and ‘reblbaron’ empires. The new
central planning committees typically require deand other budget holders to submit
to a process of ‘performance-against-planning’ imiolr faculty priorities are
subsumed under a set of priorities establishecheyMC and his or her executive. In
many cases we also see a more exacting systemfofrpance evaluation of deans in
which individuals are measured against their pregrewards meeting such central
targets and objectives” (2000: 80).

Marginson and Considine (2000) claim further thather than a strengthened
central decision-making of the nature describedCigrk (1998), there are vice-
chancellors’ ‘kitchen cabinets’. “Most have inforitetatus and are not defined by
statute.” Their meetings are informal and they nedvise the vice-chancellor
informally, when s/he asks for advice, and gengralieir purpose is to support and

strengthen the chief executive against any flak thight be thrown at him/her from
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any quarters. “They are as flexible as needs bengdmble in role, agenda, members
and modus operandi, but united by a common inténetste pragmatics of power and
career” (page 87).

Expanded developmental peripher¥his is the second touchstone of the
entrepreneurial university. This periphery is olis® organised in different ways at
each individual university. But the purposes aiagypally two: internally, to bring the
different disciplines out of their forts and to wdogether, especially in the matter of
research, usually in cross-disciplinary projecented centres that are easy to build
and to disband; and, externally, to build bridge®ss to and manage relations with all
of the universities’ present and potential workipaytners. Their functions, as Clark
identifies them, encompass running professionali@etieach offices that “work on
knowledge transfer, industrial contact, intellettpeoperty development, continuing
education, fundraising and even alumni affairs” 989 6). These non-traditional
peripheries constitute the key entrepreneurial resgyiof the modern university,
attracting to the institution “the project orientett of outsiders who are attempting to
solve serious practical problems critical in ecormand social development” (page 6).
The developmental periphery is most often noticea&s extensive science parks and
joint industry-university research development oemit As “organised location[s]
within a university for the entry and absorptionndfole new modes of thinking” (page
139), they enrich both the institutions’ competesan tackling practical challenges, as
well as the bursars’ coffers.

Marginson and Considine (2000) also take up thelegoone vigour for research
at the entrepreneurial university. They are suepgithat the focus on applied and
commercial research is driven purely by profit meti They assert that research
managers are after the research that brings peeiighe university and swells its
finances. Their findings, they insist, show thatrepreneurial universities shy away
from research of the fundamental category, espobgette curiosity to unravel the

unknown; that at these transforming universities:

“regardless of their private commitments, the ariytask of research managersig
to encourage research and scholarship as endeimséives. Nor is it particularly to
encourage practices based on imagination, criticismother scholarly values. The
bottom-line is the research prestige of the unityeend its contribution to the financial
balance sheet” (2000: 135) (original italics).
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Furthermore, Marginson and Considine (2000) questiee superior value of
conducting research within inter-disciplinary rasbacentres. This is not so much with
the concept itself, but with what they see as th&sted, unproven assumption that
such centres are the best spaces to manage outgicksts and marketization than the
university’s traditional modes.

The diversified funding basePeters and Roberts (1999: 60) note that
“Universities have become more market-oriented awhsumer-driven as a
consequence of funding policies designed to engeueccess at the same time as
containing government expenditure”. While the siateeducing financial support to
the institutions, or refusing to meet rising casftsvidening access, the state is also, on
the other hand, making available funds contestablesuch a state, and with the
likelihood that the situation could be direr inutg, it is wise for institutions to find
alternative funding sources. The more diversifteel hetter. In addition, there is a logic
that it is even more secure to have surpluses dtatregularly replenished. Clark
(1998) credits entrepreneurial universities witlngewiser to these calculations. His
findings are that they endeavour to take advantdgine contestability of research
council funds by skilfully competing and creatirg tbases for qualification. They set

out to:

“construct a widening and deepening portfolio oirdfstream income sources that
stretch from industrial firms, local governmentsydaphilanthropic foundations, to
royalty income from intellectual property, earnedame from campus services, student

fees, and alumni fundraising1998:6).

The stimulated academic heartlan@lark (1998) writes that “the heartland is
where traditional academic values are most firrolyted... [but] in the entrepreneurial
university, the heartland accepts a modified bedgftem” (page 7). This modified
belief system is that of organising the facultydepartment as an entrepreneurial unit
of the university, reaching out and attracting oosrs with new programmes and
creating other forms of relationships, in orderdke in income for the university. He
indicates that the acceptance or opposition of heartland is critical for the
institution’s transformation; therefore, he seesfirculties and departments enhancing
the restructuring by accepting and participatingthe strengthened steering core,
participating actively in the expanded peripheryg agpositioning themselves to bring
in third-stream incomes.
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But the traditional ‘looking down’ on business tlsime academic disciplines
have is not easy to overcome. Clark (1998) noted fbr some departments,
“Deliberate effort on their part to go out and eafands by offering new services may
seem particularly out of place, even demeaningg€ps41). It would especially be so
since the university goals and the steering coke ta a clearly business hue. And
because the faculties and departments may be sgdrom their apparent loss of
status as “Established academic institutions inolydsenates, councils, academic
boards, departments and collegial rule have begplemented (and sometimes
supplanted) by vice-chancellors’ advisory commgtaad private ‘shadow’ university
structures” plus having to compete for room wittplfemeral ‘soft-money’-funded
entities” (Marginson and Considine 2000: 4). Inlsacsituation a sense and feeling of
indignation is well within comprehension.

The integrated entrepreneurial culturl all his cases, Clark (1998) notes that
the move into entrepreneurialism started as one &fridea or the other. However, in
the general manner of ideas, they become anchackdmead from the one activity or
problem they were meant to solve into other sphefexctivity within the institution.

In that way the idea becomes the culture or etHoth® particular institution. In
Warwick, for instance, the simple idea to earn medo cover a deficit became first an
‘earned income policy’ and then “the Warwick waydf Strathclyde University
(Scotland) the idea of *“useful learning” has becomeculture of academic
entrepreneurialism symbolised by a drive to clodee “gap between industry and
universities” that has made the institution recegdifor its scientific inventions and
the “Strathclyde Phenomenon”; Twente Universitye(fdetherlands) launched itself
from the beginning as the “entrepreneurial unitgi®ven before it could define what
that could mean and the commitment to innovatioQtalmers University (Sweden)
has become the ethos, “the spirit of Chalmers’.asddecome ethos through
widespread adoption and reinforcement becausedtegeen to give positive results.
That the entrepreneurial spirit permeates the eeffidibric of the institution is another
common identifier of the enterprise university.

Clark’s (1998) organisational pathways of transfation were quickly adopted;
so that now, anyone studying or evaluating progogsgynamism at an institution of
higher learning is most often searching to sebaké elements are to be found. Sporn
(2003) in her case study of one university eacHtaty, Switzerland and Austria,

confirms these pathways of transformation. Sheiquaarly highlights the setting of
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clear entrepreneurial missions and goals, and éshajovernance”, as a way to
integrate the “decentralised and loosely coupleadamic community” (pagel28).

Science parks and cross-disciplinary research grtwwe, for instance, become the
norm at universities, even those that have not bbskeed themselves as

‘entrepreneurial universities’.

Michael Shattock, the author danaging Successful Universiti¢3003), was
registrar at Warwick University when it executesl groundbreaking transformation.
His experience on university management is prodgidlis book not only draws from
the experience of Warwick as an entrepreneurialarsity, but has also drawn on the
examples of four other UK universities that eitfeted or succeeded, depending on
the extent of their boldness in implementing thee fipathways of organisational
transformation that Clark prescribes for entrepueiaé universities. For Shattock the
absence of these pathways must be seen as ingitdéielopment.

As the thrust of the entrepreneurial university egp to be making money and
investments — in order to make more money, througtiee book the signal emanates
that the success of a university is to be measuaregtms of how managerial it is: “The
central bureaucracy, both administrative and supgenvices, was radically cut back
and a unitary (rather than the previous ‘tertiagdministration was established under
a new registrar’ — here we need to note the usarofary” to denote what Clark calls
the strengthened steering core; how much incommegimg programmes it can
establish and cope with running effectively, anevhouch reserves it can build up in
money and reputation terms. Shattock bemoans @deehadministrators not yet inured
to the entrepreneurial spirit who “were unable halenge departments effectively on
their plans to generate income and no one wasngilto insist that a significant
element of resources earned should come to theecemtinvestment in new ventures”
(page 150).

This researcher would concede that a rich uniwergttuld have more resources
to invest in teaching and research, for instarfaeugh its capability to attract and pay
good lecturers, professors and researchers; baoultl be surmised that, in the case of
the entrepreneurial university, such resourcesapjoebe the fruits of running a good
educational enterprise. In other words, the unitsers first and foremost a business
selling educational services, before it is a plémethe production of the educated
population that the state needs for its statecrafipvation, industrial production and

the maintenance and expansion of democracy.
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Characteristics of Entrepreneurial Universities

There are certain basic apodictic characteristidhe entrepreneurial university.
Sporn (2003: 127) lists them as clear mission amalsy an entrepreneurial culture,
differentiated structure, professional managemsimired governance and committed
leadership, institutional autonomy and, diversifikothding. Some, e.g. committed
leadership, are internal factors and others arér@mwmental factors, e.g. diversified
funding. Writers agree that in themselves, thestofa are neutral. What gives them
character at individual institutions depend on ¢lreumstances and leadership of the
institution. As Sporn puts it, “Depending on thestbry of the institution, its past
experience with changes and its current situateganding resources, environmental
demands get translated into either a crisis oragegjic opportunity” (page 127).

Two things that are not mentioned directly (andhpps need not be mentioned
since they form the precept of the entrepreneudahcern) are firstly that
entrepreneurial universities are selling a comnyo@it commodities). The other is that
in the attempt to reach as wide a customer spregmbssible there is a collapsing of
the distinction between academic and vocationainirg — Sporn’s (2003)
diversification. Peters and Roberts (1999: 175)arie former:

“Education, in a marketised system, becomesommodityto be sold, traded and

purchased. ‘Education’, in this view point, canrm distinguished from any other

service or product in the marketplace — it hasxah@&nge value like everything else.”

Clark (1998: 55), citing a professor who had plagedajor role in the repositioning of

Twente University in the Netherlands, says:

“an entrepreneurial university is a universityesftrepreneurs”, one where everyone

exhibits an “income-raising vigour”.

At such a university (page 56):

“All [departments] were ‘cost-centres’, and ‘ptoftentres,” in which inattentive

administration, or unwillingness to seek incomeulddecome self-destructive”.

Universities are pressed to justify their usefutnés the community. Their
detractors demand ‘useful’ knowledge; research Ishbe geared towards solving
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practical problems faced by industries; high qualdbour should come off the
universities’ production lines. In the attempt twall of this, and also raise the funds to
remain in business when their traditional patrorsgving them less and demanding
more, universities have learnt to broaden theld fa# play. In this mission, Peters and
Roberts (1999) argue, they:

“obliterate distinctions between education and imgin vocational and academic
learning, and universities and other tertiary tasions. There is little recognition of the
public service functions of universities (theirdar cultural and social functions), and
the statutory role of the university as critic atwhscience of society is undermined”
(page 165).

This drive to commodify higher education now in &ue and other regions of
the world gives the universities the same charaaftemiversities in the USA, where
traditionally university education has never bemref or seen as a citizenship right.
This character of the university, akin to what Pe#nd Roberts (1999) are saying, is
described in Kerr (1963: 5) where he quotes froexiér (1930). He says Flexner

complained that universities:

‘were “secondary schools, vocational schools, temtfaining schools, research
centers, ‘uplift’ agencies, businesses — theseaddher things simultaneously.” They
engaged in ‘incredible absurdities’, ‘a host of dnsequential things.” They

‘needlessly cheapened, vulgarised and mechanisadstives.” Worst of all, they

became “'service stations’ for the general public.”

While many would argue that universities have netdme secondary schools,
the rest of the descriptions appear to fit and tids often been pointed out in the
discourse on higher education reformation. Thisigde is the nightmare of those who
oppose the de-stratification of higher educatiansatitutions, the commaodification of
higher education and the various forms of its @i, especially by non-academic,
fully for-profit organisations. Tomusk (2004) fanstance, is of the opinion that two
factors have come to affect the purpose of thearsity in Europe. One is the way the
institutions have been “socially constructed arehtmassified under public pressure”

and the other is their transformation into “entegpaurial bodies” in such a way that

59



“remaining non-entrepreneurial is a non-option’siation he cites Neave (1995) as
saying “is the process by which the American dréaeame the European nightmare”.

Control is a common word characteristically useddscribe the management of
the entrepreneurial university. Shattock (2003), éxample, talks of a “unitary”
administration and Marginson and Considine (200@¢niify “strong executive
control”. The new executive has powers far beyohatwvas previously possible and
structural changes are made to “operationalise utixecpower and create selective
mechanisms for participation, consultation and rivae market research” (page 9).
Marginson and Considine claim further (page 91} thane of the VCs interviewed
saw his or her executive structure as more thaeansito extend the reach of a unified
management prerogative”.

Managerialism is another salient characteristithef entrepreneurial university.
Sporn (2003) intimates that the universities emplapfessional managers, or
academics become what Deem (2003) calls “managateatcs’”. Management of
professionals is often looked upon as preoccupatitin customers’ needs, budgets,
qguality and performance measurement. These termerenmhey existed within the
administration of universities, now have new megsimrAccording to Marginson and

Considine:

“Definitions of quality and lines of accountabilitgre drawn less from traditional
public sector and political cultures, and more fridv@ private sector and the culture of
economic consumption, whether expressed througtversiiy-student relations,

university-industry relations or university-goveram relations” (2000: 4).

Marginson and Considine (2000) as well as PetedsRaberts (1999) observe a
decline in the significance of the academic discgd. This is partly due to the
restructuring to support the executive control padly the reorganisation of research
more in cross-disciplinary centres. In additionagemics have less job security as
many are employed on contract basis and greateortanre is placed on research-
only staff, and in those fields that have higheshmercial potential.

There is both a flat organisation structure andotidion of governance (Clark
1998, Sporn 2003) but this devolution has beenrdest by Askling (2001) and Mok
& James (2005) as “centralised decentralisationf. Marginson and Considine (2000:
9) “devolution is a key mechanism of the new exeeupower, part of centralised

control and not its antithesis”.
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Marginson and Considine (2000) also raise conceass to whether
entrepreneurial universities have structures thatbailt to last. Research centres are
established as need arises and disbanded wherh&veyserved their purpose. They
claim that the vice-chancellors they intervieweddmao bones about the fact that they
set up the structures, and decide who they work,wand generally showed no
allegiance to what had been established by thedqmessors.

In the entrepreneurial university, while there s atempt to have both high
guality and competitiveness in both teaching arseaech, the focus is on commercial
research. In all the cases that Clark (1998) stljdigs primarily the establishment of
systems for commercial research that turned theto inbrant, entrepreneurial
universities. Research whose findings can easilgdié, contract research and joint
research with industries are what gives them osgdional entrepreneurial credentials.
That is why Marginson and Considine argue (200() liBat the job of research
managers is “not to encourage research and schipas ends in themselves. Nor is it
particularly to encourage practices based on inaigin, criticism, or the scholarly
values”.

Big corporations know the value of maintaining &ipee public image. This is
also realised by the entrepreneurial universityTente University, Clark (1998: 44)
states that to spread its vision of becoming areprgéneurial university, the university

invested in image management from the start:

“A public figure and imposing speaker, Van den Krenberg took the case to the
national government, business, and the generalgauting as ‘the ambassador of the
university,” that Twente was or soon would be dedlg different from the classical
comprehensive universities and from what the uistih had been during its early years
of struggle... Keeping the concept simple, Van dendkenberg used the idea of ‘the
entrepreneurial university’ to help create a newligpimage that would ‘open windows’
to national industry and local government, alwaggpleasising a ‘continuous flow of
knowledge to society, not only by graduates, bsb ahrough an active transfer of
science and technology directly into enterpris@glaassen and van Buchem, 1991, p.
61)"

Shattock (2003: 121) embellishes this by compatimg university with the
corporation. He cites Fombrun (1996: 73) on theekienf corporate “brand equity as

an important determinant of corporate value”. A pamy’s good reputation enables it
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to: command premium prices, entice top recruitapply for positions, experience
greater loyalty from consumers and employees, ave more stable revenues, among
other things.

Shattock (2003) recognises that a university’s tapan effectually impacts the
expansion and maintenance of graduate programrhesietruitment of fee-paying
foreign students, the confidence people have itawdi® learning provided by the
university, the relations with industry — in terro$ all kinds of co-operation and
partnership and the employment of its graduatesyedisas the university’s ability to
raise funds. It gives the institution strategic aubages in all spheres.

He demonstrates this impact of university brand etam

“Perhaps the best example of branding and its fiahimportance to universities can
be seen in the fees charged for MBA programmes evhiez leading UK institution
(the London Business School) is able to charge rinare five times as much as lower
ranked institutions which teach a fundamentallyilsimcurriculum. What you are
buying at the London Business School is high caldtaff, a very competitive group
of MBA colleagues and the School's reputation. Whbis high fee regime is
extended, with variations, across a full range raldgate programmes the differences
in income between highly and less highly rateditutébns can be considerable. A
university with 40 per cent of its total studentpplation on high cost graduate
programmes will have a very different financial fileoto one which has only 15 per
cent of its students on low cost graduate prograsnnmwhen the overseas fee
component is added to the budget the finance dkailfor investment in future

development is multiplied yet further” (pagel22).

Shattock advocates the treatment of image andagpatas “a key institutional
asset” desiring of a strategy for its promotiong a@aching out to the various markets
of the university, “with a special concentratioteimationally on countries which send
significant numbers of overseas students to theddH to the particular university”
(page 126).
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Chapter Four

LITERATURE REVIEW — PART II:
DRIVERS OF UNIVERSITY ENTREPRENEURIALISM

The objectives of the literature review have noargded. The first part of the
literature review perused the general transformatb universities towards market-
orientation and the institutionalisation of entepgurialism. In that chapter the
meaning of the key terminology ‘entrepreneurial'ivensity was expounded. The
pathways to becoming entrepreneurial were examaret the characteristics of the
entrepreneurial university were identified. The rapées were drawn from Europe,
mainly Britain, Australia and New Zealand. In tlsiscond part, the search is for the
drivers of entrepreneurialism. What are the inteamal external pressures that force
universities to follow the route of business andmake their institutions be like
business? Some of the factors that have beenfiddrgarlier in this project include
the dire need for funds, the neoliberal philosophgt everything is a marketable
commodity, GATS, globalisation, and the consideratof whether education is a

public or private good.

FUNDING PROBLEMS

Diminishing injection of funds from the universgietraditional sponsor, the
state, is acknowledged by most authors as univePséérs and Marshall (1996), Clark
(1998), Peters and Roberts (1999), Scott (19983ft&tk (2003), Sporn (2003) and
several others identify this as the key espousatofafor the reengineering,
restructuring and repositioning of universitiesnfiréhe late 1970s. This financial spur
is basically two-fold: one is the basic grant, whis falling in terms of actual figures
and the other is the incremental allocation notcimayy the needs of the rising
expenditures of the universities. Furthermore, ersities aspire always to be
competitive in the various markets that they seflecal, overseas, industry — and to
be reputed for the standards of both their teachimdjresearch. As such, as Shattock
(2003) argues, it would be impossible for any ursitg to maintain its position as a
reputable research university without enough funtist depends solely on state
sources of income, especially when this fundingnder threat.

In all the five universities that Clark (1998) sied in Europe, except in the case
of Chalmers of Sweden where it “has played a leterthining role” (page 95), he

found evidence that the foray into entreprenewsmialivas primarily as a reaction to the
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governments having substantially cut allocationd e fear that further cuts were to
be expected. Clark (1998: 21) writes, in the cas&/arwick, that the enterprising
move towards entrepreneurialism from 1984 or tHsyag was a “strong response to
the Thatcher challenge”. The conditions and thrdasfaced Warwick were the same
that faced Strathclyde University, the Scottishiingon that Clark also studied. The
conservative government of Margaret Thatcher camedwer in 1979. By 1981
university funding had been cut across the boartl#8. Clark accounts that since the
University Grants Committee had discretionary p@mar the allocation of funds to
universities, the cuts for individual universitiegre uneven, and for some went as
high as 30 percent. In the case of Warwick Uniwgrsihe cut was 10%, which was not
to be seen as insignificant. Clark illuminates ¢hisis situation and the panic that the

universities across Britain felt:

“All the universities were faced with the problerhhmw to handle their immediate
cuts and then especially how to face a future ilcivimainline funding was likely to
continue to falter. This harsh step caused deepkshnd far-reaching anger in the

academy. A new hostile government was making threfatore to come” (page 16).

This state of affairs led the management of Warvdcdkversity to come up with
the idea of “earned income”, which led to the elsthiment in 1984-85 of an Earned
Income Group to execute the “earned income policyider the leadership of the
registrar of the university, Michael Shattock.

Shattock (2003) addresses the impact of contestsehrch funds. Since grants
are now awarded separately for research and tegctiian the funds that come to
universities vary, in some cases very sharply. &dtmns of funds follow stringent
formulae, including the criterion of minimum numbef students that have to be
recruited. Research funds are allocated basedeoretiults of the five-yearly Research
Assessments Exercise. This means that most urtieersannot expect regular cyclical
allocations. Shattock notes that because of thavalge of teaching and research
funding research intensive universities may receipeo 50% of their allocation for
research while teaching intensive institutions getlow as 6% and over 75% for
teaching (2003: 43) and that since the late 198@¢iqfunding of universities across
the board has fallen by 45% in the UK.

The case was the same for Twente University inNibierlands. Here the strain

on government finances began to be talked aborgla@tion to universities as early as
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the 1970s, according to Clark (1998). It went te #xtent, Clark gathered, that the
thinking was that either there were too many ursiiess, or that at least the spread of
fields of study and academic disciplinary units Idomot all be justified and, he cites

Maasesen & van Buchem (1990: 60), by the early 498 government was no longer
mincing words in saying that “it was necessary, dose of budgetary and other
reasons, to close down a number of faculties aograms in Dutch institutions” (page

41).

This was what got Twente to think of profiling ilfS@s an entrepreneurial
university, and to start a public relations onstaulgp establish this identity in words
and deeds. It took better care of the managemeits éhances, as Shattock suggests
(2003) is essential if a university means to tumuad and create surplus income for
investment, to the extent that, as Clark found(289€8:45) the university even:

“devised an early form of decentralised budgetiogy known around the world under
such titles as lump-sum, cost-centre, and respitibsitentre budgeting... The

operational units would be encouraged to raise tiaddl funds. Such lump-sum
budgeting can be a major shock to faculty and .stdff that freedom to raise and
spend! But then all that responsibility to make charhoices among desired
expenditures, and all that unit accountability tarkvwithin university parameters and
national standards. Twente was strict in this régamwent to ‘full-cost accounting’ in

which virtually all service/support costs, such wse of office space and of the

computer centre, were charged to the basic units”.

Thus, the university develops what is now commargarded as an internal
market. Clark implies that Twente’'s move was splibrg the decline, within the 1980s
decade, of its state funding from 96% by twenty-jveocent to 74%.

Clark (1998) claims that even at Chalmers the dvgmvernment funding fell,
from 67% down to 55% between 1980 and 1995. Bt should not be taken on its
face-value, since apparently this is due to thehoteiof calculation. The figures he
gives (1998: 95) show that the government stilaficed undergraduate education to
100%, included after 1994 an allocation for cospamises, and that “Income from
research councils, already a substantial item atitabne-fifth of total resources in
1980, rose to about 25 per cent.”

The financial difficulty is much clearer at Joensim Finland. This situation

manifested in two ways. There were budget congtrdor the government which was
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felt across the public service and, maybe as atwdighten its load, the government
floated the idea of independence for the univesitiJoensuu saw this as an
opportunity.

But it is not only in Europe that the universitieave to grapple with financial
strains. Even in Australia, as Marginson and Caneid2000) report, government
funding dwindled over the years and universitiesen®rced to look for alternative
sources. And, as observed by Shattock (2003) icdake of the UK, funding was split
into teaching and research parts, and the contkistdbrther complicated an already
dire situation for some institutions, and made th#écome doubtful in terms of
research output. Marginson and Considine recortl leaween 1987 and 1997 the
contribution to higher education from governmenirses fell from 85% to 54%. Yet
research allocations appear to have risen, becdus@ew renaissance of research in
universities. However, the authors are scepticalutalbhis. The new enthusiasm for
research is not unconnected with the contestalafizesearch grants. This they argue
(page 137), “underline the point that in the Ausrasystem success in research has
become openly equated with success in obtaimageyfor research” (original italics).
The same may also be said of the United Kingdom.

The problematic of research performance measureisiémt it affects nearly the
whole spectrum of all governmental funds cominghi university. So that success in
research means that a university can then attrdot af funds, or vice versa. For
example, to get ‘quantum grants’ — a huge amounfuofls intended to support
infrastructural development for existing researdhe-university has to secure national
contestable grants. Five years on, to securedhis, the university is also measured on
its ability to secure other industry and publictsedunds, the amount of publications
it makes and the number of higher degrees complétedVarginson and Considine
(2000) articulate it:

“In the circular economic logic of the quantum ferdan, grants begat grants. This was

decisive. It created the incentive to focus on myaraher thanthe research activity

which the quantum was meant to represent and augmrchange value subsumed

use value, price became purpose” (page 139) (atigalics).

In order to meet this requirement, then, therenky @ne viable option for the
university if it does not want to stagnate and plEar. It has to be entrepreneurial, put
the making of money above all of its primary funas. This option has two thrusts,

one is commercial research and contracts and pslnipe of all kinds with industry,
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and the other is the quasi internal market whestscare pushed on to the students and
their families.

Johnstone and Shroff-Mehta’s (2003) concern is shéting of financial
responsibility from the government or public taxusees to the individual student — a
form of “charge against future earnings” (Taylo03pP or an immediate burden to be
borne by the family. This is also termed the ussyspsystem. Johnstone and Shroff-
Mehta examine various methods by which this shkiftxecuted. Principally, this takes
the form of introducing tuition fees where they dit exist previously, or raising such
fees where they did exist. Other forms that théhanst identify are the removal of
subsidies from books sold at university bookshogsarging market prices for
accommodation and other services, e.g., food aodssfacilities, so that students pay
full costs to cover for the shortfall in governmenbventions to the university.

“In other cases, the shift of the cost burden figmuernment to student and family may
come in the form of a reduction in student graatsn the ‘effective grants’ represented
by student loan subsidies in the form of very |lates of interest. Finally, the shift may
come about through public policies shifting enrattsefrom a heavily subsidised public

sector to a much less subsidised, tuition-depenutérdte sector” (page 32).

Johnstone and Shroff-Mehta (2003) also examineptietical and theoretical
rationales for the shifting of financial burden. éphidentify three widely varying
rationales. The first is the sheer need for moreegwdo run tertiary institutions in light
of the strained government revenue at the same dsnie cohorts of university age
were rapidly increasing.

The second rationale is based on the argumenittheikes for equity if those
who benefit from education make a contribution tmlgaits cost. There are three
premises they identify that this argument is baiit one is that the tax that pays for
free education is paid by everyone, even those a¢hnot directly benefit in any way
from higher education, e.g. those who do not hdwelren; the second is that taxation
is often regressive, which means that people whdezst afford it pay proportionately
more, meaning in turn that the poor are bearing dheater burden. The third,
strengthening the latter, is that the most beraies of higher education are from
middle to upper income families, who can affordpy and whose decision to go to

university will not be affected by the costs theguld have to pay. Lastly, those in
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favour of fees argue that making provisions froresfeevenue for those who cannot

otherwise afford to pay for tertiary education abrédistribute the revenue from fees:

“A third rationale for cost-sharing in higher edtioa is the neoliberal economic

notion that tuition fees — a price, as it were, awaluable and highly demanded
commodity — bring to higher education some of titugs of the market. The first

virtue is the presumption of greater efficiencyattthe payment of some tuition fees
will make students and families more discerningstmners and the universities more
cost-conscious providers. The second virtue ateibuo the market is producer
responsiveness: the assumption that the need pbesognt public revenue with tuition

fees, gifts and grants will make universities mgponsive to individual and social
needs” (page 35).

Certainly there would be resistance to the payroéntition fees and other costs
for education. Students oppose the payment of &sea general attitude; they have
‘better things to do’ with their money. In situat®where students have to work to pay
or partially pay the fees, they may need to wossler use the money saved to meet
other needs, if fees were not charged.

The argument of market responsiveness is dismisgedyding to Johnstone and
Shroff-Mehta (2003), by academics in whose opimpooper higher education should
have nothing to do with the market. “Slavishly éoling what students think they
want, or what politicians or business think theyntvatudents to take, according to
academic traditionalists, is the road to acadenddiocrity” (page 36).

They argue also, that the many uses to which taremas put (in principle
withdrawn from education and allocated to othersysee not necessarily well thought
out or in the best interests of the citizenryslithus justified, that citizens can demand
that these monies be used to highly subsidize tatlygoay the cost of education, or

that more progressive taxation be introduced tgerenore money to finance education.

THE NEOLIBERAL PHILOSOPHY OF MARKETISATION

The rebirth of the political right is the beginnirg neoliberalism. The New
Right, composed of neoconservatives, neoliberats the religious right, gained a
platform from which to attack state welfarism in $tn countries with conservative

election victories in the USA and Britain in 19748dal979. Professionals who believed
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that their professional survival or ability to ketkyeir jobs is better served by imbibing
New Right doctrines further swelled their numbers.

Since its rejuvenation, the New Right has affecmdblic administration,
instigating widespread reforms manifesting in piizetion, devolution, marketization
and the commodification of social services. Theugrthat has been most associated

with these reforms is the neoliberals.

What Neoliberalism Means

Neoliberalism literally means new liberalism. Tosbaneoliberalism presupposes
that there was liberalism — a concept (and movemehtfreedom. Therefore, an
explanation of what neoliberalism is may best be@laed by looking first at
liberalism.

What is called ‘classical’ liberalism nowadays da@ traced to John Locke
(1632-1704) who philosophized about freedom as l#iqgad ideology, and Adam
Smith (1723-1790) who advocated freedom as an esimnioleology. As Martinez &
Garcia (2000) explain, “liberalism’ can refer tolical, economic, or even religious
ideas”.

Political liberalism is a palliative for the extresiof conservatives and religious
fundamentalism. Its value as such is that it isti@tegy to prevent social conflict”
(Martinez & Garcia 2000).

Adam Smith’s concept of economic liberalism is thawvernments should not
influence economic transactions. Thus he advocdiadthere should be no technical
barriers to the production and exchange of goodsh sas customs duties, or
restrictions on manufacturing. Liberalism aimedetmable the rational (chooses the
best, most beneficial or logical option), self-gedt (thinks of personal best interest)
and utility-maximising (excludes others) mao,act freely in the quest for profit and
wealth. Classical liberals pitched their fight agsithe intervention of the state, the
state was the enemy.

Neoliberalism is more of an economic ideology iefiging politics. With
neoliberals, the state is a partner or a tool. Tleepgnize that the state has the power
to make possible their ambition of freedom from aieym of checks in their
marketization strategy in their quest for profitdawealth. McLaren (2003: 70)
describes it as capitalism with bare knuckles. #finition captures the essence of

neoliberalism:
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“Neoliberalism refers to a corporate domination sbciety that supports state
enforcement of the unregulated market, engageBeiroppression of nonmarket forces
and antimarket policies, guts free public servicganinates social subsidies, offers
limitless concessions to transnational corporati@mhrones a neomercantilist public
policy agenda, establishes the market as the pafr@ducational reform, and permits

private interests to control most social life inrguit of profits for the feW

Other authors uphold some of the key elements dfdven’s definition. Olssen
et al (2004), Hill (2002) and others emphasise thap@sosed to classical liberalism
demandindaissez-faire neoliberalism wants a strong state, whose rotetgo build
monopoly services or enhance social justice, butréate the environment conducive
to the ‘enterprise culture’ that they want, throufgke enactment of appropriate laws,
establishment of enabling institutions, and theatom of manipulatable individuals
that would both be labourers and consumers. Theocate domination of society or
enterprise culture is explained by Fitzsimons (300@or neoliberals it is not
sufficient that there is the market: there mushbthing which is not the market.” The
role of the state is in “producing an ideologicalgmpliant but technically skilled
workforce” (Hill 2002: 3) and to aid non-resourcpersons, e.g. the unemployed, to
acquire the means to participate in consumption.

Neoliberalism not only instigates the total deragjoh of the economy,
borderless trade liberalization and the deconstmabf any ‘public goods’, such as
healthcare and education, but the neoliberal phyilbg is also that “every social
transaction is conceptualized as entrepreneuddbet carried out purely for personal
gain” (Olsseret al 2004: 137). Fitzimons (2002) argues in suppothaf by asserting
that “individuals who choose their friends, hobbisgort, and partners, to maximize
their status with future employers, are ethicakbpliberal”.

As it seeks to dominate society through such meanson-tolerance of criticism
and strict control, neoliberalism is seen to repnésa negative concept of freedom,
because it seeks “freedom from constraints antloiva no notion of freedom to act”
on the part of the citizenry (Olssezt al, page 183). This overall impact of this
negative concept is summarized in An&tnal (2000: xvii): “Neoliberalism enhances
the freedom of the powerful to dominate the lessgrtul, allowing it to hide behind

the rhetoric of the free market,” an argument witkich Harvey (2007) concurs.
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Impact of Neoliberalism on Education Policy

For neoliberals the market means everything, sthee modus operandi is to
create desire. They seek to tlnomo economicuisito manipulatable man (Olssenhal
2004). Education, for the neoliberal should firgihpduce individuals who can process
information fed to them in order to develop skillsquired by the market, get
employment and earn wages with which to purchasedgcand services. While
education is understood to be a public good (Hmtstr2000; Grace 1994), “a
democratically provided service for the enhancenoérnthe intellectual and creative
potential of all citizens-in-the-making”, irrespeet of individual circumstances
(Grace, page 135), for neoliberals education isgne more commodity to put into the
private domain and from which to make profits, anadrked by “selection, exclusion
and the rampant growth of the national and intéonat inequalities” (Hill 2002: 1).

The neoliberal strategy for education aims at achgethis objective, and this
manifests in what counts as legitimate knowledbe,diminution of professionalism,
national curricula, the commodification of educatio managerialism and

performativity. Each of these points is discusseldw.

Official knowledge

The educational system is a means of transmittmgvedge. As knowledge is
power, it is also a hegemonic tool. Grace (1994) Jostulates, “it is a powerful
source for the nurture of moral, social and comityunalues and responsibilities and
for introducing all children to moral and ethicalncepts”.

Hill (2002: 2) identifies the plan of neoliberalisior education as firstly making
education “fit for business — to make schooling dadher and higher education
subordinate to the personality, ideology and ecansaguirements of capital”.

Since neoliberalism would subordinate educationitsosway and make the
products of educational institutions subservientd@thics, it is logical that neoliberals
would want power not only over the institutionsttinatroduce young people to the
concepts of societal ethics but also the contenthisf knowledge. Apple (1979: 26),
interpreting Antonio Gramsci, says “a critical eksmh in enhancing the ideological
dominance of certain classes is the control of kedge preserving and producing
institutions of a particular society”. Apple empizas the selectivity in what

constitutes legitimate knowledge:
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“the way in which from a whole possible area oftasd present, certain meanings and
practices are chosen for emphasis, certain othanimgs and practices are neglected
and excluded” (1979: 6).

He later writes (2000: 62-64):

“Thus, the freedom to help select the formal corpischool knowledge is bound by
power relations that have very real effects... Impitalist economy, only the knowledge

required by economically powerful groups would lreedegitimate”.

Contributing to this discourse, Lyotard (1979) ddess the means of
transmission of knowledge. As the form of delivehanges from that where students
sit in a class to hear a professor, to that whamvedge is lodged in databases which
are accessed from anywhere by various technologieans, especially the computer,

Lyotard (page 4) argues that:

“Along with the hegemony of computers comes a aeftzgic, and therefore a certain
set of prescriptions determining which statements accepted as ‘knowledge’

statements”.

In effect, Lyotard (1979) is in agreement with Agpthat those who own the
means of delivery — the capitalists who own andtrobrihe use of computers — also
would have the power to determine what would beest@n databases and transmitted
as knowledge. Furthermore, as education takes rance more the form of the
transmission of computer-based information overlitternet there is the possibility,
Lyotard thinks, the control of knowledge will becertperhapghe major: prize in the
global struggle for power” (original italics). Thigould be so since knowledge, in the
form of information, is becoming an “indispensablgiwv material to “productive

power already”.

Commaodification of education

Fitzsimons (2002) has stated that for neoliberathing should exist which is not
marketable. Holstrom (2000) and Grace (1994) intintd the neoliberal definition of
education as a private, marketable good. This, rdowp to Peters (1995), is the

rejuvenation of human capital theory, which seegcation as a commodity which
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calls for individual investment. Hill (2002) writedhat neoliberals’ business plan for
education is for private entrepreneurs to contral mmake profit out of it, even if such
privatization results in dumbing down. For them,Rasberts (1998) eloquently states,
education is a commodity “to be produced, packagedd, traded, outsourced,
franchised and consumed”.

Roberts (1998) writes further that the trend ipriwatize processes, programmes
and functions, introduce competition, make userg, mnd demand quality and
accountability. Hill (2002) and McLaren (2003) atltht neoliberals also want to
provide the content and management. In so doingy tlwould suppress critical
thoughts, drive through curriculum and pedagogy émsures economic reproduction
that benefits the rich.

The commercialisation of education is obvious iarges in education policy,
privatization, business-university partnershipsg dne increasing contract research.
Perhaps even more decisive is that business leadéerthe educational agenda for
governments. Hursh (2001) narrates that what laechdihe neoliberal capture of
education in the USA was the series of educatisnaimits sponsored and held at
IBM offices. In Europe the specific educational ag@ of dominant economic and
political interests, according to Hill (2002), istsby the European Round Table, a
representative group of forty-five of Europe’s lead companies from sixteen
countries. It also sets the educational agendeén&European Union.

There are varying aspects of entrepreneurialisthemnumerous activities of the
university (Tomusk 2004; Hellstrom 2007). But meginificant in the discourse on
commodification is that which concerns the primamystomer’ of the university, the
student. Higher education is pushed by certairreste as a private investment, for the
advancement of the individual that acquires it ahéyefore, this individual student
should pay for it. Universities have since a lomget ago adopted the notion of
regarding and referring to their students as custemYet one crucial question has
managed to escape nearly all debaters in the dseEoReter§1995b: page xxii) asks
what the student is buying, and why the studenttrpagicipate in manufacturing or

baking ‘the product’?

“Yet on any analysis of the commodification of edticn it is not clear what the student
(or her family) is buying: Is it the skills of theacher? Is it the program or course? Is it
the certificate or qualification at the end of tt@irse or program? In no other example

can | think of a “product” (or service) where theustomer” actively participates and
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constructs the “product” she buys. Such activei@psdtion is an essential or inherent
part of the “product” such that if participationngssing, then there is no “product” (or
service).”

Peters (1995b) then argues like many others, thiata distortion of reality to
suggest that a seller and buyer relationship ekstween a university and its student,
for it “is difficult (if not impossible) to adequelly capture in market terms; that the

relation can not logically be reduced to a modearfsumption” (ibid).

Executive leadership of institutions

A key strategy in the neoliberal onslaught on ursitees is the diminishing
collegial decision-making process, and its replaa@nwith an executive, business-
type of university leadership. Marginson and Com&d2000: 9) explain that, “The
disciplines, and the collegial cultures and netwoskich sustain them, are often seen
as a nuisance by executive managers and outsidey{pohkers”. With this

managerialism based on business methods, as thédy ymiversity:

“governance became a new process by which theypgbals of politicians, business
interests and other key groups became expressel@sigble transformations of the
modus vivendof university life. Administrative structures armslitines became the chief
venue for the working out of ‘the good univesitghd thus of ‘good scholarship™ (page
38).

To support this assertion, they recount that intilis, the Government’s white
paper (July 1988):

“demanded ‘strong managerial modes of operationl mrore ‘streamlined decision-
making processes... with minimal timelag between mgkiand implementing
decisions’. It complained that governing councilerev too large, and academic
structures too committed to representative politker than corporate efficiency” (page
59).

Performativity

In the view of Johnstone & Shroff-Mehta (2003: 38¢ introduction of tuition
fees and other forms of user-contributions is du¢he neoliberal philosophy. They
explain some of the arguments of this philosophyeéilation to these. One is that
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neoliberals see tuition fees as “a price, as itewen a valuable and highly demanded

commodity”. This in itself is premised on two graisn both market-oriented:

“The first virtue is the presumption of greaterig@éincy: that the payment of some
tuition fees will make students and families monecedrning consumers and the
universities more cost-conscious providers. Thesgwirtue attributed to the market is
producer responsiveness: the assumption that ted tee supplement public revenue
with tuition fees, gifts and grants will make unisigies more responsive to individual

and social needs”.

Olssenet al (2004) make an in-depth comparison of classidarélism and
neoliberalism. They support the stand that clak$ilmaralism is about the freedom of
the autonomous individual from the shackles ofdfae; but that neoliberalism, on the

other hand:

“has come to represent a positive conception of dtete’s role in creating the
appropriate market by providing the conditions,daand institutions necessary for its
operation” (page 136).

They see the individual in classical liberalism @ceptualised to have the
power to exercise freedom, dependent on the siefast of the individual and that the
combined self-interest of all individuals amountedhe interest of society (invisible
hand theory); but in neoliberalism “the state setksreate an individual that is an
enterprising and competitive entrepreneur”, whidterapt to transform the self-
interested man to the “perpetually responsivaiahipulatable mah(original italics)

Olssenet al (2004) go on to say that the premise for this aught on the
independence of the citizen is that neoliberal vilat the individual is lazy and needs
to be made to work, and his output measured agalhkinds of standards to ensure
that he is working. They conclude (page 137):

“It is not that the conception of the self-intemsbsubject is replaced or done away with
by the new ideals of neoliberalism, but that inage of universal welfare, the perceived
possibilities of slothful indolence create neceéssitfor new forms of vigilance,

surveillance, performance appraisal and controkegdly. In this new model, the state
has taken it upon itself to keep us all up to ma@he state will see to it that each one of

us makes a continuous ‘enterprise of ourselvesiq@uq 1991: 44)".
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In this wise, Fritzman (1995: 60) writes, “The fris of performativity urgéhat
pedagogy should impart only the knowledge and skikcessary to preserve and
enhance the operational efficiency of society’.may show that the operational
efficiency sought is that required to increaserttagerial output in the society, since as
Fritzman further states, “The content of what isigtat is determined by the
technological requirements of the system, and ddigaare evaluated by how
efficiently this content is conveyed”. Lyotard (B)7pines that this would become the
desired objective of higher education. It would tcinute to the best performativity of
society by teaching or transmitting skills thasfiy, strengthen the competitiveness of
the nation-state, or which the university itselh cgll on the world market, for this is
an era in which education is no longer designegbffeparing an elite for leadership.

Olssenet al (2004) explain two more characteristics of neallism. One is the
assumption and “celebration of, and assumed sufgtiof the market, as well as the
ability of the market to determine a level playirgd for each and everyone according
to ability and output. This of course, fails to agnise the fact that some groups and
individuals are basically disadvantaged in the rmaarkrhe other is that while
neoliberals castigate the large state, and cramaimnal state, what they actually want
in reality is reduced state bureaucracy, but notrob Their view of the state is then
explained as that of “instigator” and “mediator” tife success of the market, i.e.
allowing those who have power the freedom to acany way they deem fit, and

subject “manipulatable man” to their whims. Olss¢al state (page 138):

“In this model ethics becomes a matter for the gigvindividual, it is no longer a

concern of the state. Thus the assertion of thig merality not only entails revised

conception of the individual, but a revised conmepbf the nature of democracy, of the
role of the state, and by implication, of the pgplrnaking process and its outcomes.
State support for egalitarian policy initiativestiught to be an attack on ‘enterprise
and endeavour’, ‘self-reliance’, ‘responsible sabdinagement’ and ‘personal sacrifice’
(Keat, 1991; Peters, 1992)”

Peters and Roberts (1999) claim that the neolis@@hstruct this need. They arghat
what is called the needs of the consumer seldomesepts what is essential, as
opposed to the desire that has been created to pele to want. They say further
that it escapes many how these needs ewastructed shaped and modified” as the
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why and how of this supposed need, and its consegse s little examined in any

detail. They believe that usage of the term needslucation:

“corresponds with the shift further towards a fulgnsumer-driven system of tertiary
education. In such a system, so-called ‘needse-démands of students, employers and
the government — are all that count in determinrgdistribution and use of resources.
All decisions in tertiary institutions and organisasialriven by these imperatives are
ultimately based on the criterion of ‘giving thestamer what he or she wants™ (page 45

— original italics)

THE GENERAL AGREEMENT ON TRADE IN SERVICES (GATS)

The General Agreement on Trade in Services (GA3 $pait of the World Trade
Organisation. The tabling of higher education &mdable service in the global market
at this forum is seen by many as coming from theke have no other motive in

education than that of making money by forcingrtiagll on others.

The underlying objective of GATS is, as in the cak&ade in goods, to remove
all barriers to trade between nations. This hasetgeen as technical barriers — those
statutory and other regulations set up by statgwdtect local systems of provision,
especially of social services and other sectorgngao do with security and protection
of vital sectors of their economy — since commutiica barriers are more or less
eliminated, with the improvements in and low caofstransportation and the wide use
of information and computer technology. With GATS i$ intended to achieve
“progressively higher levels of liberalization ohdle in services through successive
rounds of multilateral negotiations” (WTO 1995a528

The agreement, in Part | Article 1, defines tradservices as trade:

a) from the territory of one Member into the territafany other Member;

b) in the territory of one Member to the service consu of any other
Member;

c) by a service supplier of one Member, through conerakpresence in the
territory of any other Member;

d) by a service supplier of one Member, through preser natural persons of

a Member in the territory of any other Member.
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These four definitions are otherwise called (a)sstborder supply; (b)
consumption abroad; (c) commercial presence; ahgr@sence of natural persons.
These terms are defined by the WTO (1995b: 2) lksnfs:

Cross-border supplis defined to cover services flows from the tergitof one
Member into the territory of another Member (e.gnking or architectural

services transmitted via telecommunications or )nalil

Consumption abroadefers to situations where a service consumer {eugist

or patient) moves into another Member's territorghtain a service;

Commercial presendenplies that a service supplier of one Memberldisthes
a territorial presence, including through ownershiplease of premises, in
another Member's territory to provide a servicg.(eomestic subsidiaries of

foreign insurance companies or hotel chains); and

Presence of natural persorm®nsists of persons of one Member entering the
territory of another Member to supply a servicey.(@ccountants, doctors or
teachers). The Annex on Movement of Natural Perspasifies, however, that
Members remain free to operate measures regardizgnship, residence or

access to the employment market on a permaners. basi

These are known as the four modes of supply imglbieal trade in services. Each
member country of the WTO is expected to make &etaccess commitment before
this entry into its market would be possible. Hoemwnce it gives market access, the
country must adhere to two important principlesosth of Most Favoured Nation
(MFN) and National Treatment (NT). The MFN prineps that, once a nation has
committed itself to market access, it must treatmember-state less favourably than
any other. However, it may, from the outset, stpeilcertain limitations, in relation to
Article XVI(2). Should the nation not stipulate tlegemptions, then this Article will
apply. The Article states as follow, WTO (1995a5p9

1. With respect to market access through the modlesipply identified in
Article I, each Member shall accord services andise suppliers of any other
Member treatment no less favourable than that deavifor under the terms,

limitations and conditions agreed and specifiedsrschedule.
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2. In sectors where market-access commitments radtertaken, the measures
which a Member shall not maintain or adopt eithertloe basis of a regional
subdivision or on the basis of its entire territoupless otherwise specified in
its Schedule, are defined as:

a) limitations on the number of service suppliers Wketin the form of
numerical quotas, monopolies, exclusive service plkens or the
requirements of an economic needs test;

b) limitations on the total value of service transawes or assets in the form of
numerical quotas or the requirement of an economéds test;

c) limitations on the total number of service openasior on the total quantity
of service output expressed in terms of designatederical units in the
form of quotas or the requirement of an economexisdest;

d) limitations on the total number of natural perstms may be employed in
a particular service sector or that a service sapphay employ and who
are necessary for, and directly related to, thelyupf a specific service in
the form of numerical quotas or the requiremerdroeconomic needs test;

e) measures which restrict or require specific typedegal entity or joint
venture through which a service supplier may supgrvice; and

f) limitations on the participation of foreign capita terms of maximum
percentage limit on foreign shareholding or thaltetlue of individual or

aggregate foreign investment

Jane Knight's (2002: 3) analysis of GATS was ‘“ited for university
managers, administrators and academics who wamiréhand version of what GATS
is about and how it can affect higher educatiomiight sees the debate on GATS as
polarized between those who see education as &mdad and those who see it as an
economic commodity. Her objective with the repstie states, is to give a balanced
assessment of the advantages and disadvantageAT® @ the tertiary education
institutions. She explains (2003: 2) that whileréhbas always been cross-border trade

in higher education:

“it has never been subject to international tradesruntil recently, [and] has not really
been described as commercial trade... The introducidsATS serves as the catalyst
for the education sector to move more deliberdtaty examining how trade rules may

influence higher education policy, and determinimigether the necessary national,
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regional and international education frameworks areplace to deal with the

implications of increased cross-border educatiocipding commercial trade”.

She tabulates the current state of trade in higtacation services as in the table

below:

Mode of Supply
According to
GATS

Explanation

Examples in Highe
Education

Size /Potential of
Market

1. Cross Border
Supply

- the provision of a
service where the
service crosses the
border (does not
require the physical
movement of the
consumer)

-distance educatiorn
-e-learning

-virtual universities

-currently a
relatively small
market

-seen to have grea
potential through
the use of new
ICTs and especially
the Internet

2. Consumption
Abroad

-provision of the
service involving
the movement of
the consumer to the
country of the
supplier

-students who go tg
another country to
study

) -currently the

largest share of the
global market for
education services

3. Commercial
Presence

-the service

provider establishes

or has presence of
commercial

facilities in another
country in order to

D

-local branch or
satellite campuses

-twinning
partnerships

-growing interest
and strong potentia
for future growth

-most controversial
as it appears to set|

render service -franchising international rules
arrangements with | on foreign
local institutions investment
4. Presence of -persons traveling | -professors, -potentially a
Natural Persons | to another country | teachers, strong market givemn
on a temporary researchers the emphasis on

basis to provide

service

working abroad

mobility of
professionals

Table 1. GATS Modes of Supply: Application to Higleducation

Source: Knight, J. (2002)

Knight alsoraises and discusses what she calls controversestigns and issues.

These arise from the terms of GATS that are opemattous interpretations. E.g.,
GATS’ definition of services (Article 1(3)) is that
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services” includes any service in any sector gtceervices supplied in the

exercise of governmental authority;

“a service supplied in the exercise of governmkatahority” means any service
which is supplied neither on a commercial basis,in@ompetition with one or

more service suppliers”.

Such definitions leave a great deal of room foerptetations. Since services
provided in exercise of governmental authority éemed to be non-commercial and
non-competitive, Knight (2002) rightly asks whamgant by non-commercial and not
in competition. She articulates the argument ofdtiics of GATS and illuminates the
point that:

“Education critics of the GATS maintain that dueti® wide-open interpretation of
‘non-commercial’ and ‘not in competition’ termsgtpublic sector/government service
providers may not in fact be exempt. The situattoaspecially complicated in those
countries where there is a mixed public/privatehbigeducation system or where a
significant amount of funding for public institutie in fact comes from the private
sector. Another complication is that a public ediereainstitution in an exporting

country is often defined as private/commercial wheamrosses the border and delivers
in the importing country. Therefore, one needs testjon what ‘non-commercial’

really means in terms of higher education trade.

“The debate about what ‘not in competition’ measduelled by the fact that there
does not appear to be any qualifications or liroitsthe term. For instance, if non-
government providers (private non-profit or comniedjcare delivering services, are
they deemed to be in competition with governmenviglers? In this scenario, public
providers may be defined as being ‘in competitiby’ the mere existence of non-
governmental providers. Does the method of deliveflyence or limit the concept of
‘in competition’? Does the term cover situationsenén there is a similar mode of
delivery, or for instance, does this term mean fhdilic providers using traditional
face-to-face classroom methods could be seen tmimpeting with foreign for-profit

e-learning providers?” (2002: 9).

Only 44 of the 144 members of the WTO have madectheial market entry
commitments in the education sector. These inclese developed countries that have
made commitments, in the hope, presumably, ofditiginvestments to develop their

education sector. Only 21 of these 44 countriee l@mmitted to higher education,
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with the EU setting limitations on all areas excépbnsumption abroad” (Knight
2002). That is to say, they would allow non-EUzsgtis to come to the region to study,

but suppliers of educational services of any forenumwelcome.

Knight (2003) updates her analysis a year latee $bints out nuances in
definitions and usage of terminology by differeetct®rs. For instance, she reveals

(page 3) that:

“A review of reports and articles by trade expedseals that often when they talk
about internationalization of education they adjuate referring to international trade
in education services. When educators talk abdatnationalization they are talking
about a broad range of activities some of which lditave absolutely nothing to do

with trade”.

She contrasts further the understanding of inteynak trade in education
services by noting that for educators ‘trade incadion services’ means only those
cross-border services they know to have commeveilie or the primary purpose of
which is to bring in income. On the other hand,tfa trade sector and for economists,
even where there is no obvious commercial purpade the transaction, it could still
be seen as trade and bear a monetary value. Forpéxastudents and lecturers on
exchange for short periods.

Knight (2003) also gives insight into trergeted demands for the removal of
barriers to trade in services as they affect higkgrcation and also how powerful
states, e.g. the USA, while seeking to abolishibarin other countries, set limitations
to protect their own countries

In addition, Knight (2003) gives the rationdler the export and import of
educational services and examines the policy impbas for states. The rationales

identified are:

On the part of exporting nations —
* excess national capacity in higher education
* income generation
* international recognition and branding
» strategic cultural, political, economic and edumatlliances
* institutional strengthening and innovation

* atool for further internationalization of domegtistitutions

82



e education as a conduit to access trade in otheiceesectors.

Why countries import-

» limited domestic capacity to meet growing demarncdigher education

» provide greater access to specific knowledge di-lsased education
and training

* improve the quality of higher education provision d&lowing market
access to prestigious/reputable foreign providers

e create cultural or political alliances

» secure trade ties, aid, development projects amdisfu

* develop human capital and stem ‘brain drain’

» foreign competition may improve cost effectiveness domestic

institutions

imported programs may offer better value than shglgbroad.

Knight (2003) concludes that it is national selielest that is the pre-eminent
motivation for trade in educational services. Tikisspecially demonstrated by the fact
that nations want to commit less of their own megkihan they are asking other
countries to open up to their nationals. Judgingheyoffers and commitments made,
and the extent each country is pursuing the mattene have observed, rightly, that
nations want to strengthen the areas in which #reyweak and take advantage of the
strengths they have in their negotiations.

However, with the elevation of higher education GATS as a tradable
commodity “education is projected more strongly aosvthe economy [and] [f]or the
first time with any generality education has a picacthat is able to be sold” and
knowledge ceases to have value in itself — whatdrgb(1979) calls “use-value”, but
acquires only exchange value. Lyotard (page 4)axplfurther that:

“the relationship of the suppliers and users afvidedge to the knowledge they supply
and use is now tending, and will increasingly telodassume the form already taken by
the relationship of commodity producers and congamnte the commodities they
produce and consume — that is, the form of valumvi{edge is and will be produced in
order to be sold, it is and will be consumed ineorid be valorised in a new production:

in both cases, the goal is exchange”
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GLOBALISATION

Marginson and Considine (2000: 47) define glob&bsaas follows:

Globalisation’ refers to the growing impact of wd systems of finance and
economic life, transport, communications and meldiaguage and symbols. It is as
much about the cross-global movement of people ideds as about markets and
money, and more about networks than about pattdrosmmodity trade or off-shore
production”.

While this definition captures most of the elemeoitglobalisation, it is yet not
specifically related to higher education. Bruch aBarty (1998: 28), citing Sven
Casperson, Vice-chancellor of Aalborg Universitgfide the often interchanged term

internationalisation, as:

“influencing the following areas: curriculum, larage training, studies/ training
abroad, teaching in foreign languages, receivingifm students, employing foreign
staff/ guest teachers, providing teaching materaf®reign languages, and provision
for international PhD students”.

Another useful definition to take along, which eledites the definition of
Marginson & Considine (2000), is given by Yang (2002):

“It is generally agreed that globalization is thesult of the compression of time and
space that has occurred since advanced technollogyed the instantaneous sharing
of information around the world, leading to a crbssder flow of ideas, ideologies ...

capital and financial services, knowledge and telduies, creating a borderless world
economy. It has a material base in capitalism amddaological genesis in neo-

liberalism”.

The globalisation of higher education, as it hagagk been, is primarily about
the exchange of ideas, often but not always, inaglthe movement of people across
borders. This transmission has in the last decadeave become explosive and the
expectation is that it would only grow. Educatioriernational (2003:5) writes in its
report that:

“The exchange of ideas and research across bdrderseen central to the development
of higher education and research...Rather, at issdaytis what rules should govern

international higher education and in whose intsré®se rules should operate”.
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It posits (page 7) that:

“the globalization of higher education is rootedardrive towards a globalised and

commodified higher education market”.

To illustrate, Bruch and Barty (1998) give two mas for internationalisation in
Britain. Without mincing words, they indicate thiae primary reason is to get the cash
that foreign students bring to the institution. Tdtler is the hope that international
students would give the programmes and servicabeoinstitution an inter-cultural
character, thus achieving what is termed internatisation-at-home. If this happens
in reality, and to what extent, has not been @iitycexamined. All of this is supported
also by the research of Elliot (1998). He expldioth the perspective of home students
and that of foreign students who come to Britaisttady. From Elliot’s analysis can be
seen both the geopolitical as well as economic icapbns of the globalisation of

higher education. He writes (page 37):

“Unlike EU students, many of whom study in the UK itnprove their English or
enjoy a different cultural experience, fee-payinglents...will have opted for the UK
only after making value for money judgements aboamparable ‘products’ in
Australia or the USA. Persuading them that the Wgresents a ‘better deal’ and
sending them home as unofficial ambassadors aof Ateia Maters usually has to take
priority over considering how their presence canteinationalise’ the experience of

British students”.

Elliot (1998), however, does not think that in epif international students
accounting for 11% of the student population oftddn, it could be said that higher

education in the country is internationalised:

“if that is taken to mean that the curriculum,deiag staff, language of instruction,
orientation of research or quality assurance aganagts have been changed specifically
to expose the British student population which stay home to an ‘international’

dimension” (page 37).

Scott (1998b: 126-127)) examines both internatisatibn and globalisation as
representing two different aspects of the intecactbetween citizens of different
nations. He sees internationalisation as represgrdi world in which nations are
independent states, though influenced by “neo-c¢algratterns of association, and the

geopolitics of great-power rivalry”. In internatialisation, he opines, the stress on
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relationships is strategic, even in the sphere wfhdr education, where the
“recruitment of international students, staff exofpas and partnerships between
universities in different countries are all conalittd to a great extent by this
geopolitical context”. On the other hand, Scottssgebalisation as the “inescapable”
end product of the emergence of the knowledge sodie internationalisation “the

inequalities between rich North and poor South ianmominent”; but while the

competition is mainly between the “great marketcblaof the United States, the
European Union and east-Asian nations”, there éatgr cooperation between North
and South in globalisation, through global compaditess and division of labour. But

Sadler (1998: 101) uses control instead of competiess:

“Whatever specific characteristics we tend to assecwith the concept of
‘globalisation’, it is an expression of ‘new geoifiok’ in which a control over territory
is of lesser importance than the control of anessd¢o all kinds of markets, the ability
to generate and use knowledge and the capacityevelap new technologies and

human resources”.

That view is also held by Lyotard (1979), who, hoem sees more worrisome
signs for the future in relation to the global samssion of knowledge, geopolitics and

competition:

“Knowledge in the form of an informational commadihdispensable to productive
power is already, and will continue to be, a majgrerhapshe major — stake in the
worldwide competition for power. It is conceivalilat the nation-states will one day
fight for control of information, just as they Hatt in the past for control over
territory, and afterwards for control of accesama exploitation of raw materials and
cheap labour. A new field is opened for industdatl commercial strategies on the

one hand, and political and military strategiegt@nother” (page 5 — original italics).

Writing under the title Contemporary Transformasiasf Time and Space, Urry
(1998) explains the transformation of states friwunded societies’ to the global
world and contrasts the two, questioning whetheridea of the social is not at risk of
extinction. He talks of the rights, duties and sigi both globalisation and citizenship

of a state and gives different conceptual defingiof globalization.
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He explains (pages 1-2) that:

“societies are typically presumed to be sovereigciad entities with a State at the
centre which organises the rights and duties df eaember. Most major sets of social
relationships are seen as flowing within the teridl boundaries of each society. The
State possesses a monopoly of jurisdiction overténatory of the society. It is
presumed that especially economies, but also pa&litulture, classes, gender and so
on, are societally structured. In combination suelations constitute the social
structure in terms of which the life chances of heawember of that society are
organised and regulated. Moreover, through théardependence with each other, all
societies are constituted as self-regulating estitsignificantly defined by their

differences from other societies”.

Urry (1998) postulates that globalization chandeswtery nature of society. Yet
there is a transformation from society to global@aabout which “individual nation-
states seem relatively powerless to resist and twkiearly disrupt a variety of
nationally organised structures and programmesjeis.

Urry (1998) goes on to give several concepts oft¢he globalization. The first
is globalization as an ideology, which he claim&Moured by “those with interests in
promoting worldwide capitalist relations and undming national identity and the
kinds of social democratic project that such idesdiunderlie and authorise”. In the
usage of big transnational corporate entities ¢ tglobal could also be strategically
employed, such as is demonstrated by the mannewspefation of transnational
corporations, who bear no allegiance to the reguat of any one country,
governments or labour forces. A third concept isde globalization as an underlying
tactic for mobilisation of resources. Again globay also refer to images employed in
political discourse. Organisations that wish temsgthen their appeal may advertise
themselves as global and seek to have followersmpany countries across the world.

Globalisation involves not just the movement of lambeings across borders,
but also the rapid transference of information amohey as well as technologies.
States, Urry opines, “are unable or unwilling taitrol” such flows.

Subotsky (2003) and Urry (1998) addressftrce of globalisation on nation-
states. They both talk about the powerlessnessatéssin stemming the destructive
transmutational effects of globalisation on thegamised coherence” (Urry 1998) of
individual states as well as its inevitability. Yr(page 4) says that globalisation
relocates people, not in the certainty of the emnments they are familiar with, but in
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new networks of “signs, money, information, tectogdés, machines, waste products,
as well as people”. Basing his argument on thesidgaRose (1996), Urry postulates
that:

“with globalization...there is a de-socialisationaspecially economic government — a
decoupling of economic strength and social welfarepntradiction between the social

and the economic and a more general collapse gfatver of the social (page 12)".

These networks and decoupling effects they haveoarety appear to be something
governments are unwilling or unprepared to arrest.

The reason for this inability to resistts be understood in the analysis of
Subotsky. The first reason is that governments‘@ositioning [themselves] squarely
within the prevailing neoliberal paradigm of derkged markets and capital flows”
(2003: 180). The second is the inability of the tef face-off with the political right,
who dismiss any “leftist aspirations and alternadivto globalisation discourses as
anachronistic in relation to the hard realities d#y-to-day government and the
globalising political economy” (page 182). And,tlgsbecause of the powerful nations
behind this drive for borderless markets and thdability of all services, including
higher education, there is “a fear of ostracismmfrglobal economic, financial and
diplomatic networks if ‘messages’ about the herpticsuit of such alternatives were
broadcast” (page 182). A combination of such elgm@m the discourse, Subotsky
concludes, “changes the possibilities we haveHmking ‘otherwise’ and thus limits
the range of our actions” (ibid.)

Yet a more common view is that there isyasno one in full grasp of what
globalisation would or might lead to. Some seesititee bringer of opportunities for
development and others see it as removing any ginatebarriers whatsoever that
some nations have and leaving them totally openefgloitation. Some have even
used the term “neo-colonialism” without the physicecupation of lands. This
dichotomous agitation of the mind on this issuaicely articulated by Eggins (2003:

8) in her contribution to the discourse on its ctariy:

“Globalization is itself a complex force that affecall aspects of our global and
national education system. On the one hand is tiletgwards co-operation, social
cohesion, social harmony, transparency, equity tandnabling greater numbers to
participate in HE. On the other hand are the fif@nissues, the neo-liberal agenda

that calls for competition, free trade, the domoerof the market. The flows of
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change move first in one direction, then anotheyuity, inequity; convergence,

divergence; change, non-change; inclusion, exahysiee global, the local”.

EDUCATION AS A PUBLIC OR PRIVATE GOOD

A key contestation in the marketization and comrficalion of education is
whether education is a public or private good. Tnasion over this argument is
between those, on the one hand, who want eductdidose in private hands, to be
treated as any other commodity, to be providedafmrording to demand, and from
which to make profit. And those, on the other hamidp see education as a need for all
citizens and which the state should provide, sbiteacquisition would not depend on
whether or not the individual citizen can afford gay for it. The argument seems
always to take as its point of departure the ecastsindefinition of what a public
good is. It appears to be that the intention & fio establish if goods have the qualities
of public good in the sense that the economist tisederm, and then anything that
does not fit into that definition may be regardsdoavate goods. In another sense, and
this is the sense in which Anton (2000: 9) seesverything is assumed to be a
saleable commodity unless it meets the test ofgoaipublic good. As he puts it, the
proponents of the idea “have thought of public gooals those that resist
commodification, goods that resist the unspoken mandment: Thou shalt
commodify whatever possible, for a good should besgpmed a commodity until
proven public”. Anton is of the view that, in talgirthis stance, those who argue for
private goods “presuppose the unquestioned resuhistory and, in that way, beg the
guestions of political philosophy about the coris for the legitimacy of markets in
the first place”.

Definitions

Anton (2000), Grace (1994) and Tooley (1994) gikie tefinition of public
goods. Grace and Tooley identify three condititiiat goods must satisfy, in the
meaning of the economist, in order to qualify gsublic good. The goods must have
the characteristics of indivisibility (or non-conpieeness), non-excludability (or non-
exclusiveness), and non-positional (also non-dapilty or non-rivalrous). Tooley
explains that what is sought to be indivisiblehs benefit that each user would derive
from the good. He takes the general position thdatcation does not meet any of the

conditions for being a public good.
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Indivisibility or non-competitiveness means thae tgood can be used by
anybody, and that there is no marginal cost astutiaith an additional person using
the good, e.g. a bridge over a river, or an emgitway seat. Tooley (1994) argues that
education does not satisfy this condition, sinceah easily be seen that if some
students enjoy the attention of a good teachen #suene others cannot benefit from
her attention. Tooley explains that “Non-rivalnessirtually the same as this, [except]
that it is the benefits available to every membiethe public which are not reduced,
rather than the amount of the good”, which is e@asynderstand. Yet he goes on to
exemplify non-rivalness with some children not Imavthe attention or having less of
the attention of a good teacher because some oiliidrhas her attention. Firstly, he
falls on his own argument that the discourse isahaiut the quantity of the good but of
the benefit. It is possible that a child who hassleof the teacher’s attention,
presumably, in one lesson, can still derive a fdienefit from the interaction with the
teacher, even in that same period. But the greater is to reduce the discourse to one
classroom and to misinterpret the ‘benefit’ tha ftudent is expected to get from the
teacher. The benefit that the child is expectedyudph education, to get from the
teacher is the knowledge that the teacher transtmitsim, not the attention. This
knowledge is indivisible, irrespective of how mapypils the teacher transmits it to.
One might in fact say, as some have wisely argitedan only improve in value.
Furthermore, education should be imagined as ttierved the oceans. It is one body
of water that runs in all the oceans, seas andksrak around the world. That people
swim in it in Nepal, wash in it in Guatemala anshfiin it in Nigeria does not reduce
the benefit of the Norwegian who wants to wateriskit. The benefit that pupils are
there to derive in education is knowledge and skdhd the teacher can keep dishing
out the benefit to class after class, day after alagy cohort after cohort, without it
being divided or anyone receiving less of it — @ther things being equal, as the
economists are wont to say. Anton (2000) saysttitemexample used by Adam Smith
was that of a lighthouse, which he said could nafugle any ship from benefiting
from its beams. But Anton argues that it was unimagle in Smith’'s days that
technology, for instance — he mentions the useg/stemic fibres — can be used to bar
non-paying ships from benefiting from the beamsaofighthouse. Therefore, he
surmises, non-competitiveness is not an inherealitguwf public goods since those
who wish to commodify a good can find the technglog surmount this obstacle.

Also, there may be no marginal cost of an additipeason using a good, a seat on the
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train, e.g., but that does not mean that there iBnancial implication. There is indeed
a ‘negative’ marginal cost. Each unfilled seat be train is a cost that will appear in
the accounting books even as it does not affeatahéent of the till.

Non-excludability presupposes that no individual ba prevented from enjoying
the good. Tooley (1993) again argues that it iarcta particular child can be excluded
from, e.g., a classroom, or refused access to goutam theatre, cinema or other
educational opportunity”. Grace (1994) supportss targument. Grace also gives
defence as an example where nobody can be excladédyhich is, therefore, a public
good. Anton however counters by saying that exduitha is political. Anton (2000:
9) writes that:

“Whether this excludability condition is met depleron an agency of enforcement (e.qg.,
a state with a monopoly of force) as well as ondhmblishment of widespread social

discipline, reasonable assumptions of interger@raticontinuity, and the current state
of technology”.

In his opinion, while it may be impossible to exdd¢upeople from fishing anywhere in
the wide ocean, if protecting a part of the oceamithe interest of groups within the
country and if the state determines that it is bera to the nation to prohibit other

persons from fishing there, then a political desisivould be made to:

“promote the development of exclusion-promotinchteaogies or patrol its territorial
waters with great vigilance. It would certainly dkadown on rogue fishermen and
their ilk, who don’t recognise the new norms, armligd most likely teach children to
resist the romantic appeal of fish pirates whiléhatsame time they learn to value the
heroic protectors of well-ordered sea lanes. Suthby decision to undertake or not to
undertake such policies might reasonably be calleldical. The labour of several
generations of young people could conceivably biéigally conscripted, under the
banner of national competitiveness through econe@fficiency, to labour in the ocean
at the task of making fish a private resource. Suohatization is expensive, however,
and would have to be paid for by the state”.

Beside the expense, the conscription of young geapl the enforcement of
exclusion on the sea lanes will require a degrderat that only the state can stand to
provide. “The state, with its monopoly of violenaed definitions of legality, plays a

crucial role in both backing and promoting thesecpsses” (Harvey, 2007: 159). This
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is one of the roles that neoliberals and all theke desire “the diminution or erasure
of various forms of common property rights” wang state to play.

Even when we look at the example of a child bexgusled from a classroom as
given by Tooley (1994), it can be argued that whéeng excluded from the classroom
may coincide with being excluded from the benefitaolesson, exclusion from
education is actually not the same as being exdlddsn a lesson or a class, and a
child who is excluded from the computer class oth@atics lesson can still receive
the benefits of education in these fields. On tlleeilohand, a person cannot enjoy
defence if the person is not within the countrgeographic area being defended.

Grace (1994) uses non-positional also to diffeetativhat Tooley (1994) calls
non-rivalrous, and defines it as the situation wh#re value of the good is not
determined by its scarcity. Education is said alsb to have this intrinsic quality.
However, others have argued that education hasléwals of value, one being the
general advantage that it confers, and the othéchamtherives from its scarcity. For,
certainly, the esteem of university-educated pedaplgenerally higher than that of
those without academic education, and if fewer gesdhad university education, or a
field of specialty, then their esteem is still legh

Grace (1994) actually wrote in defence of educatisra public good. However,
he did not make any attempt to counter the argusneinthose who say that based on
the economist’s definition education does not dyals a public good. Why he simply
accepted that definition is not understandable where are cogent arguments against
it.

On the other hand, Tooley (1994) who set out tewsdntly argue for education
as private and marketable commodity, saying thatg historically so, and describing
the action of states providing education as anusmte and perhaps unnecessary
“intervention” ends up taking a middle course. Hdts the centre of the argument to
two new grounds. He argues, like Anton (2000), teahnology, and craftiness can
always negate the quality of non-excludability, dhdt people could be excluded or
exclude themselves even in the case of defencans$teince, preferring to live in a
nuclear-free zone. Thus, he writes, the argumesinagpublic goods could have been
countered by saying “although schooling is not &lipugood in [the economist’s
sense], neither are many other so-called publidgo®here might not be arpure
public goods” (page 144; italics in original). Teecond anchor of his argument is that

education, while it definitely is not a public goadn be presented as an “externality”.
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Economists define externalities as the possibiligt the actions taken by one person

directly impacts the utility of another. He therp&ins in relation to education:

“That is, there are likely to be benefits to thenoounity or society at large if there are
educational opportunities available, in terms ofuady of opportunity, social
cohesion, democratic benefits, law and order, emomagrowth, and so on [ ].
Crucially, these externalities do, in general, bitha large degree of non-exclusion (it
is possible or it is costly to exclude people frimase benefits or costs) and there are
usually considerations of non-rivalness or indhiily — the external benefits or costs

are likely to be available to all with zero mardinasts” (1994: 144).

All of this tends to give the argument some degremalleability. It then begs
the question as to whether the argument is rarsedder to justify the marketization of
education, or whether the marketization of educaisobeing justified with theoretical
logic. It is like the chicken and the hen puzzlehiétorical perspective to the puzzle is
given by Anton (2000). The argument appears to litasveots in when people started
to claim private ownership over bits of naturallyisting — and to many, common
goods. Anton (2000: 14) postulates that “Therermreommaodities in nature and thus
for an item of nature to become a commodity, soowat process must have taken
place”. He cites the example of Locke (1966) artiogato himself the ownership of a
field, claiming “the grass my horse has bit, théstumy servant has cut, and the ore |
have digged in any place... become my property withiogl assignation or consent of
anybody”. What Locke was doing was no more thamntakor his sole benefit and
excluding others from what must have been partantl Ithat existed in nature, and
which all in that society had until then seen asicmn to all, or as Harvey (2007: 146)

puts it, “enclosing the commons for the benefithaf few”.

Education as Public Good

The notion of public goods has one underpinningmise, that there is
‘community’ or ‘society’ — simply, a group of assattng human individuals, with
broadly common aspirations and who basically supga welfare of each other. In
realising this, they accept that some things, wihehindividual may not be able solely
to provide for herself, or be able to efficientlydaregularly do so, should be provided
jointly by the entire community for the entire commnity. This position is made
succinct by the formulation of Olssenal (2004: 183):
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“A more communitarian approach has attractionsafiothose who think of society as a
community of individuals and who think the well-bgiand liberty of individuals as in
some way dependent upon the good or well-beingoofes). One argument of
recognising the importance of society independertfy the individuals which
constitute it relates to the fact that there areega interests, social benefits and public

goods which cannot be identified with the interedtmdividuals”.

The theme is not only supported also by Holstro@0(@, but this author goes on
to state why public goods do exist. She identifimsr characteristics, namely, the
satisfaction of the need of one person also sasighie need for everyone else, most
people cannot provide the good for themselves miyait is easier and better
provided centrally, and economic considerations maly matter, e.g. in the case of
clean air. Holstrom goes on further to explain pugbods as follows:

“There are various kinds of public goods, and saveenses in which they may be
public goods. But all public goods have certaimgisiin common. Public goods are by
definition goods for all or most of us and they d@nsatisfied for one only if they are
satisfied for others. This may be for intrinsicesttrinsic reasons. Public goods are as a
matter of empirical fact better than most peopleld@@chieve privately. The extent to
which this is true varies, depending on what kifiggublic good it is. A good public
education or medical care system provides bettecatbn and medical care than most
individuals could achieve on their own. Public magtovide what only very wealthy

people can provide for themselves” (page 69).

Further support on the communal theme is given bgc& (1994:. 130). He
stresses not the question of ability, but of thedhand benefits of goods provided
centrally for the generality of the people in aegivcommunity. He expresses the fear
that placing education in the private domain anbjwggating it to the mechanisms of
the market would relegate it to the sphere of “edbties”, the category to which
Tooley (1994), for instance, concedes that it migakong. In that case, he writes,
“issues to do with education for democracy, faaiitg equality of educational
opportunities and encouraging moral, social and manity values could be

undermined”.

But the premise of ‘community’ or ‘society’ doestrappeal to the right of the
political divide. The British prime minister whotmduced neoliberal policies into

Britain with her ascendancy to power, Mrs Thatclefamously credited with saying
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that there is no such thing as society. Peters Mashall (1996: 25) think that is
something that has long been recognised by Marasta tenet of capitalist societies.
Where ‘community’ exists in a capitalist societlyey say, it is to be found “restricted
to isolated and fragmented pockets based on kinsimg proximity (the local
neighbourhood)”. They go on to argue that in a tedipt society the state is not an
impartial arbiter between citizens, but an entityhwsectional interest; which, “Far
from standing above the self-seeking of the matket state, on the Marxist view, sets
the conditions for exploitation by one class oftaeo’ (ibid).

The sociological argument is that, as Grace (19298) puts it, education is:

“a democratically provided service for the enhamest of the intellectual and creative
potential of all citizens-in-the-making, with a fioal commitment that this enhancement
process should not be related to the class, ragemter of the student or to his or her

ability to pay for it”.

The right to education has also been entrenchéteitUN declaration of human rights.
Those who argue against education as a private fggadthat in the market where
education is a commodity “to be produced, packageid, traded, outsourced,
franchised and consumed” (Peters & Roberts 1999 d@®e would be losers.
Education as a public good, in the opinion of mawthors, would reduce
inequalities in society and build the foundationda egalitarian society that is healthy
and wealthy. Olssept al (2004) consider it from a human capital model viemd
Tooley (1994) accedes when he calls it an extdyndlhe human capital model sees
the education of the populace as having a dirdetiebn the productive capability of
the society, which impacts the nation’s economid-imeing. Olsseret al see it, this is
a self-feeding situation. Human capital theory sesigcation and skills acquisition as
improving the individual's knowledge, which thenproves their productive capacity.
This generally improves their earning capacity,chhs a yardstick for human capital.
Furthermore, since a private provider of educatidhonly be interested in economic
considerations, education as a private good cameet some of the needs of society,
“including the potential to develop the moral, etij social, cultural and political
awareness of all citizens, as well as to assisthm effective operation of the
democratic process” (2004: 14%) concluding Olssert al advocate a communitarian

approach to education, which has something to afewho accept that society is
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made of individuals whose well-being and freedora dependent on that of the
collective.

Developing further the arguments of Holstr¢2000) and Olssemt al (2004),
Stiglitz (1999) argues that knowledge is @ldbal or international public good”.
Stiglitz, Senior Vice President and Chief Econoroisthe World Bank, advocates that
“The international community, through institutio&ke the World Bank, has a
collective responsibility for the creation and e@issnation of one global public good —
knowledge for development”. He argues that knowdedigs the qualities of non-
excludability and non-rivalrousness. He recognibes some types of knowledge are
impure public goods and exhibit characteristicsiwdlrousness and excludability. But
he explains that such excludability from this tygeknowledge is compensated for by
patent rights which last for a number of yearsgl®#s argues further that the
knowledge required for development, especially ly developing countries, do not
fall into this category and need not be a privaiedy because they are often just ideas

and theories. He explains:

“Most knowledge is a global good: a mathematicabtiem is as ‘true’ in Russia as it
is in the United States, in Africa as it is in Awdia. To be sure, there are some kinds
of knowledge which are of value only or mostly tmge living in the country, e.g.
knowledge particular to a country’s institutionseather, or even geography. But
scientific truths — including many of the propamits of the social sciences — are
universal in nature. The problems with which ecoimsmieals, such as scarcity, are

ubiquitous, and the ‘laws’ of economics are acauylyi universally applicable”.

Education as Private Good

The proponents of education as a private good abgsecally that there is no
reason it cannot be a tradable commodity, sincantbe provided conveniently and,
they claim, more efficiently by individuals or camations; since it was historically
provided privately until the state decided to im&sre, and since education is an
excludable, rivalrous and positional good.

Tooley (1994: 150) argues that the statervened in education “seeing its role
as the suppression of dissent and the inculcafiobedience to the established church
and the state”. As negative as this may soundi ifha time it was the national
objective with state intervention, it could be ased to have been a ‘necessity’ for the

entire society. It was necessary for the state¢ots it that young people did not, in the
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interest of society as a whole, pass up the oppiytwffered them by the clergy to
receive an education. Today’s interventions are akscessities, which only the state
has the capability to enforce, e.g., that theraushbe compulsory schooling up to a
certain age, and that there is a necessity noxttu@e sections of the society on the
grounds of their economic status, gender or otharameters that a private
entrepreneur may use. The imperative is thus whaecessary for the collective, and
in achieving that, as those on the left have argeedry individual will also benefit,
thus satisfying the right’s individual utility manisation desire. However, as has been
pointed out elsewhere in this work, and by numeimrgributors to the discourse, the
new right and proponents of education as a prigated, do not see the state as an
enemy. Indeed, while they have accused the stateefliciency in the management of
the education sector, they welcome state intereeniihey welcome state intervention
not as a neutral arbiter, but as the enforcerdaatcreate the conditions conducive for
their unhindered progress at marketization. TheyaddOlssemt al (2004: 136) reveal,
invite state intervention when it suits them, “tanmmise market distortions or offset
certain dysfunctions”.

Tooley (1994) accepts that the market breeeiguities. He claims, however, that
equality and inequity cannot be taken literallytinms discourse. He seeks to replace
equality of educational opportunities with “adecuaducation”. He explains this to
mean (page 147) “The ‘grounds for distribution’ exfucation would be educational
need. Provided that an ‘adequate’ education wasgb&tquired by all, even extreme
inequalities of educational provision would not taat Arguing against a possible

postulation that education is an “impure” publiodpTooley writes:

However, schooling (and the provision of other ediomal opportunities) is likely to

fail to be even an ‘impure’ public good. For schoglis likely to have a very small

exclusion costs or the costs could even be negdhageis, there would be educational
benefits from exclusion of certain children. (ltutd be cheaper to get marginal
improvement in an average child if those who labk tappropriate skills and

backgrounds are not allowed to retard the progretige rest) (1994: 144).

Tooley (1994) does not explain what “adequate eilutawould mean for
different individuals. It is presumable, howevehatt since education would be
determined by both resources and purposes, theuatdeeeducation that Tooley
proposes would mean the ‘quantity’ and ‘quality’ ofthat can be ‘purchased’

depending on the bank balance of individual stuzi@md their families. Purpose in
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itself would depend on who is making the decisibne powerful in the society may
decide that the purpose and, therefore, what iscfadte’ education for a person (or
group) is enough education for that person to deraestic servant, a street cleaner, or
an engineer or nurse. What if, in that case, thgpgae of the individual does not
coincide with that of the decision-makers? Yesithose in Tooley’'s camp who also
argue for customer choice in what education to meqirhis is what has been feared
by, among others, Apple (1979), Peters & Marshafi96) and Peters & Roberts
(1999). Tooley’'s views may have been influencedhis/ class in Zimbabwe, from
where he immigrated to the UK, probably after thiédf lan Smith’s regime. (See, for
instance Manzon (2007: 87) on the education systefypartheid South Africa, which
was designed to exclude some groups, and Kubow gslfo (2003: 111) cited in
Manzon). His arguments give credence to the featheopeople on the left, that the
purpose of neoliberalism is to deepen the clagsrdifce in society, where there would
be roles created for perpetual vassals and lordh hose “who lack the appropriate
skills and background” eliminated, then the edwratwould become as Cameron
(1978: 8) describes it:

an education suitable for free men as contrasteéd wien who are enslaved, or are
preoccupied with getting their bread by hard phaisiwork, or are absorbed in

commerce. Liberal education goes with a certaigelaess in style of life of teachers and
taught, material cares are assumed to be, if tmgether banished, at least not to be too

consuming.

Olssenet al (2004) attack the neoliberal concept that is bagethe notion that
the individual is egoistic and seeks only his saiérest, what Holstrom (2000) calls
the individual utility maximisation model. Like Hgitom, Peters & Roberts (1996),
Olssenet al argue that this conception ignores or misintegptbe drives of the
individual and the basis of collective action. Pet@nd Roberts reject the construction
of individual need as “almost never supported byaarount of what isiecessaryas
opposed to merelgreferred,for the individual or groups being referred toage 45,
original italics). Holstrom holds that people da atways prefer to act in personal self-
interest. In her opinion, individual utility maxisation model is a parochial account

that overlooks the gregarious nature of human IseiBge writes (page 84), that:
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human beings individuate themselves only in thetexdnof society. The individualist
model, indeed the very concept of the isolatedviddial — arose only at a certain stage

in history, in the context of a particular kindsafcial organisation and connectedness.

There is only one central argument for educatioa pevate good: education can
be provided for money, just like any other commypdir service, because the
proponents of education as a private good do no¢apto have presented more than
the disputed (Fitzsimons 2002, Marginson & Congd000, Olssent al 2004, Peters
and Marshall 1996, Peters and Roberts 1999, damg of the greater efficiency of
the market. Instead, they demand proof of othershtmv how and why education is
not a private good. Their claim is thus given as tine glaring truth about the
discourse, which others have to falsify. Marginsma Considine (2000: 62) note this

when they write:

When legitimate debate about the best and mosiezifimeans to achieve a diversity of
scholarly purposes becomes an orthodoxy regarding true path’ to greatness we have

left the world of discourse and entered the gréeial pull of ideology.

Tooley’s (1994) arguments confirm this theory.addition, it makes clear the
need for education to be provided by the state@msbic good. What Tooley proposes
can only lead to the situation that Olsssnal (2004) have already observed as the
effects of the new right agenda for education. mée right agenda, they write, bears

with it;

several undesirable effects: they protect prividegbey deny all students equal access
to education; they deny all students exposuretesradtive perspectives; they limit the
community’s progress as a democratic community,thag undermine the basis of its

integration, socially and politically (page 208).
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Chapter Five

LITERATURE REVIEW — PART llI:
THE CASE OF SWEDEN

The literature review set out to peruse the exiterature to find out the extent
of coverage of the area of research interest andeto if there are any new and
meaningful contributions that can be made. The goof@ the research is on the
possibility of entrepreneurial education in the fard state of Sweden. In order to
determine this, an close study of the literaturecgrally related to the transformation
of higher education in Sweden is called for. Hevigh particular reference to Swedish
universities as a system those factors that hage laentified as the characteristics of
entrepreneurial universities and the drivers ofcational entrepreneurialism would be
examined. Here the works of Askling (2001), Bawtral (1999), Sorlin (1996),
Strsmholm (1994) and the various reports commissiometpablished by the National

Agency for Higher Education (Hogskoleverket) fotme imajor collection of literature.

HIGHER EDUCATION REFORMS IN SWEDEN

Sorlin (1996) recalls that irUniversity Reform published in 1945, the author
“gave a gloomy picture of Swedish academic lifekeBlish academic institutions were
“unwieldy, bureaucratic, they had not understood tmportance of a supporting
professional infrastructure, they were very smatl ghereby immature to take on the
big, really challenging projects” (page 11).

Sorlin (1996) accounts for this difference by expleg that Sweden was after the

Second World War, a closed society:

50 years ago the politicians were quite sure omtdwaves that the investments in
knowledge paid itself within the country’s own bers. Swedish companies were
essentially working in Sweden. Innovations that eaout of research could be
expected to give rise to production and new jolse héhome. Profits and capital were

reinvested here, it was rare that it floated abimad large scale (page 13).

This certainty on the part of policy-makers mayéés roots in what both Sérlin
(1996) and Stromholm (1994) describe as “uniquedsshesituations”. According to
Sorlin, there is “a particular introversion witmadasometimes too much emphasis on

the Swedish situation” (1996: 11). Two such uniqtie@racteristics are a small
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population with “strong homogeneous traditions iany important areas” and the fact
that the country is one with limited resources tt@tsequently lacks the possibilities
open to a large country with more resources. Anoihe¢he “long tradition of close
relations between the state (and the church anguhkc) and the schools” (Bauet

al 1999: 45).

Sorlin (1996:37) also justifies that inward lookp&ining that it was common
before WWII for all countries to look inward, togad university education as
education for “professionalized and specialisedlabmarkets in each country”. The
mobility of intellectuals that characterised earkpochs in Europe had by this time
diminished and co-operation due to the need f@elanvestments in equipment, e.g.,
was a phenomenon that was still to come in therdutuniversities in Sweden were
governmental authorities, just like any other ahd staff of universities were civil
servants. A further reason, also not peculiar tedem, is that innovations at this
period were rarely made as a result of consciogsareh effort, advancements in
science and technology were not easily connectetesearch he claims. Sweden
depended on its advanced handwork-based meansddigtion, its natural resources
and what was called “genius industries”.

A further explanation Sorlin (1996) gives for tmsvard focus of the educational

system is that:

When science [research] eventually, after the S&¥darld War, was recognised as an
important productive force, this political awakemimccurred first in the central
political context, the territorial states. Scieweas mobilised, sharply expressed, as a
weapon in the peaceful competition between thensatand with the aim of achieving
economic and social development in their own cgunin Sweden the modern
organisation of research, among others, the ra@seatmcils, came about as a result of

this view of the role of science (page 37).

But Sorlin (1996) also reveals that decision-makemk note of the criticisms
contained inUniversity Reformwhich accounts for the difference in the situation
today — an era of massive investments in tertiadycation and research, with
emphasis on research and higher education as aneefuy economic and national
development. Additionally, it is recognised thaistlis no longer dependent on the
capabilities of individual nations. Some of thes@as for the change in the Swedish

attitude, according to Sorlin (1996: 38), are:
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Co-operation at large establishments is now comiBaredish researchers take part
in several international projects.

The labour market is internationalised, especiallyhose areas where dependence
on context is little. Specialised work assignmenmitkiin the natural sciences belong
to this group, as well as the accounting and coarqubfessions.

The authority character of the universities is diistiing. The reforms in the higher
education and research system have led to the msitige being freer to determine
degrees and programmes by themselves.

Innovations are now often research-based, espediallthe expansive areas of
business and pharmaceuticals, computers and tetegoitations.

Research-based innovations no longer occur in matigituations. There is a
growing realisation that the classical chain ofeegsh-innovation-production is
partly shorter (the so-called lead times diminighgrtly that it can no longer be

expected to occur locally or even within a teridbstate.

Reform of the system of tertiary education in artoy could be said to be a

continuous process of little changes. Such margam@nges may not be noticed.

Reforms are noticed when there is major structana@nge, perhaps initiated by, or

driven by a super-ordinate political authority. Baet al (1999) posit that this has

been true of universities for centuries:

Throughout the centuries, universities have sud/iwe transforming themselves under
the impact of extrinsic pressures and intrinsidugs, and thereby succeeded in
keeping their position as the major higher eduacatitstitutions and the center for

developing and transmitting advandeaowledge (page 13).

In their discussion of the major reforms of Swedighher education, Bauet al

(1999) apply two definitions of the term. The firstthat reform is the setting of “a

complex of goals” with an indication of the mearisaohieving the goals, while the

second definition sees reforms as a “link or pardimore comprehensive social and

political process of change”.

Change is always for a purpose. Bagteal (1999) examine the transformation of

the Swedish university system by looking at changeshe purpose of higher

education and the distribution of power in the psses of change, both at the national

and institutional levels.

Changes in higher education governance are infecerity a frame factor —

externally set limitations on actions; arenas digydormulation and policy realisation
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— the concept that there are different arenasdbcyformulation and implementation,
having different philosophies and approaches thagct it; space of action and related
autonomy — this is the relationship between therattdegree of autonomy and the
ability of individual actors to fully utilise or fiato utilise the formal freedom of action
or authority that they are given.

Baueret al (1999) consequently conceptualise changes in igiieeh education
system at three levels: macro (national/policy-mgki meso (institutional
/governance) and micro (individual /operationahisTthesis focuses on the macro and
mesofor answers. At the macro level, there are tweetisible paths that policy may
follow: one is what is desirable and the other fgtus preferred. Discussing the two
options, under the logic of “appropriateness” aradoml “preference-driven”, the
authors highlight the influence that political dBon-makers exert on policy
formulation and policy implementation. Followinglessection of the higher education
policies and reforms under both the Social Demscrabhd the Conservatives
(Moderaterna) governments they conclude that pdbaynulation and implementation
in Sweden has more often followed the path of agteference even though some
actions, e.g., the move toward the ‘knowledge sgci@are based on the logic of
appropriateness.

Baueret al (1999) give support to Sérlin (1996), that thevensities produced
specialised and professionalized manpower. They the system historically from the

fifteenth century, when the universities assumedréisponsibility:

for training almost all kinds of higher civil sena in accordance with a fairly strict
degree system, which reflected the demands ofdhienal state and its schools, church,

and judicial system (page 45).

Baueret al (1999) also confirm that the university was trdags part of the civil
service and dictated to by the state in mattere@wring the recruitment of teachers,
and the positions of professors were filled byestgipointees. The universities had no
autonomy whatsoever. But Bauetr al admit that the rules and regulations governing
the institutions, while laid out by the governmemsually had their origins in “long
and respectful negotiations between the governraedtthe professors”. But despite
the subordination of the educational institutiomsninute state control and the fact that
most academic studies were aimed at producing gsimheals that would most likely
work for the state, “the academic world was clogediricted and dominated by the
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academic professoriate”. Accordingly, the “goalsd acontent of undergraduate
education were self-evidently set by the acadethiesiselves” (page 46).

The literature discusses two major reforms, therne$ of 1977 (H-77), under the
Social Democratic government and the reforms of 319%4-93), under the
Conservative (Moderaterna) government. However,eBat al (1999: 49) mention
also the reform of 1966, when the government set apmmission with “the sole task
of restructuring all undergraduate education inoengrehensive system of national
study lines”. The ‘study lines’ matched the profesal or craft training outside the
university system, so that instead of studying inith discipline, one could choose
courses that led to a professional qualificatiome Buthors consider it significant that
all the members of the commission were civil setvyam change from previous
approaches to systematic reform, where the governomsulted long and hard with
the professors before coming up with decisionsighified greater control over the
universities by the government.

The 1966 reforms strengthened the uniformity in stricture of the tertiary
education system (Soérlin 1996, Stromholm 1994) ehwer “through legislation,
regulations and curricula, the state issued detailstructions and rules on educational
activities and on the spending of state fundingskiig (2001:200). This disposition
to organise higher education as a “unitary systemetording to her, is still much
favoured in Sweden. The proponents of the libeatibs of the system see this
uniformity as a disadvantage while others argueitfan the basis of its historical
merits. Stromholm (1994), for instance, argues thas the nature of the Swedish
society that a certain degree of uniformity betweamnous institutions is inevitable. He
argues further, that:

There is a too often forgotten reason for maintegjra somewhat well-developed and
nationally common framework around the university, structure, organisation and
work. Today’s decentralisation mood and liberali@atappears often to fail to
recognise the civilising contribution, the decisivaising of standard, that the
legislative and organisational work at the obvigusd hated and central national level
has made and makes. In our poor and sparsely gedutauntry “the nation” is a

heroic victory over poverty, division and distanatich only the ignorant mocks.

A national framework does not represent only a command already valuable,

standard: it also means an obvious good work osgéioih, and a good use of scarce
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resources, that each vice-chancellor will not write their own regulations, maybe

different from the neighbour’s.

National regulations mean in addition — and an mmirig organ, that stands a step
above the concerned interest — guarantees for tokijgcwhich here has its given

value but which is not easy to reach at the laeoatll (pages 144-145).

THE 1977 REFORMS

One remarkable element of the 1977 reforms wasolapsing of the prestige
barriers of the university by a redefinition of whaigher education’ meant. In this
redefinition, all post-secondary education was ghbuwunder one higher education
ordinance, generally referred to as ‘Hogskolan’ &edted as education of the same
level (Baueret al, 1999; Hogskoleverket 2003; Tengner 2003, Hogskaolest 2006).

In addition, the universities took on the vocatiopgppgrammes that were previously
offered in specialised institutions, e.g. nursing &geachers’ education.

Control of universities was still firmly in the hds of the government. The
parliament introduced two new means of controlechthe humerus clausugrinciple
and the 25:4 rule. By theumerus clausuprinciple the government decided for each
university how many students to admit into eachdaodc/professional programme,
and thus for the entire country. By this methodrihenber of each professional group
produced by the universities each year was limifdte decision as to numbers was
based on the expectations of the needs of the labwarket for the particular
profession or academic education, or politicallyfirte needs (Baueet al 1999;
Tengner 2003).

By the 25:4 rule anyone who was twenty-five yeairaige and had four years
work experience was deemed to have the qualifieatfor entry into a university, so
long as the person satisfied the basic requiremehe Swedish language and English.
Furthermore, the individual universities did nov@anuch say in the selection of their
future students as there was a central admissiaay bvhich allocated to the
universities students that it deemed to have gadists own requirements. The 25:4
rule was intended to get more people, especiatiynfworking-class families, into
higher education (Bauet al 1999).

The numerus clausugrinciple has been criticised for drastically reihg the
number of graduates in the labour force of Swedeoomparison with other OECD

countries. Also, in a proposal for reforms in 194page 3), the Ministry of Education

105



and Science claimed that the 1977 reforms had betcised by both academics and
students for “the fixed educational programmes...which the course material

emphasised the width rather than the depth ofiglésfof study”. There was also the
question of whether, in the first place, the goweent should plan higher education for
the institutions in such detail.

Summarising the experience of the 1977 reforms Betual (1999: 55) say:

...the reform in 1977 created a higher education esystmarked by several
contradictory characteristics: It was first of all,strange combination of restricted
admissions and mass education. Second, it createmvaorganization of centrally-
designed vocational study lines in the facultieshafmanities, social sciences and
natural sciences (within the other faculties ttaitional professional line structure
remained) in combination with decentralization meas aimed at supporting local
innovation and change within this uniform systemrtker, there was a plea to remain
true to Humboldtian ideals of research connectedndergraduate education while
most institutions were denied permanent funding fesearch and, additionally,
deliberately developing towards sectorial and nyaagplied research. The vocational
orientation reflected the old tradition where thmghler educational system was
sensitive to the needs of the state and the gpgi@atus, including the urgent needs of
the politicians at that time, to establish an esien public sector rather than to the

needs of the private sector to get qualified persbn

THE 1993 REFORMS

The 1993 reforms were the work of the Conservagmeernment that came into
power in the autumn of 1991. Askling (2001) statest it introduced a revolutionary
decentralisation of decision-making that gave theversities the power to plan and
produce their own curricula for programmes/ coursed to administer themselves.
This is not to say that the government no longerdantrol over the universities, for as
Askling and Baueret al (1999) point out, control switched from pre-plamniand
detailed regulation to “state governance througttrob of outcomes”.

The ideological grounds for the changes contaimedhe 1993 reforms were
published in the statement by the Ministry of Edisraand Science in March 1992:

A society which appreciates pluralism and is avadrthe risks implicit in the power of

an all-embracing state must protect the countenbadg forces. Free universities and

university colleges belong to these forces (198R:
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The purpose of the reforms and its direction aréatalitate the movement of
Sweden from an industrial to a knowledge societytlfe other reason for the reforms

was, according to the Minister, of a qualitativéune:

Universities and university colleges, which areeipendent, possess the best possibilities
of providing education of the highest quality. Adead development of knowledge

requires freedom, independence and competition2(139

The universities’ attention was drawn to the issoéschoice, competition,
accountability and rewards. Universities were enaged to differentiate themselves
through their performance in order to attract trestbstudents. The government
proposed also to introduce financial allocatiort thauld be a reward system for high

performance. The Ministry stated:

Universities and university colleges possessingtgreindependence must be assured
such working conditions that the competition betmvéleem becomes vital. Freedom
without incentives for creative competition coulth@rwise run the risk of leading to the
opposite of good results (1992: 3).

Competition would also assure quality in stendard of education and research to
serve as a competitive instrument on the internatiscene. The Ministry of Education
states that ‘good’ is not good enough, due to thentry’s paucity in population and its
location on the outpost of the world. The strivingst be towards excellence. The way

this would be achieved is envisioned by the Miristr Education and Science:

Our way of achieving this objective must be througiganisational pluralism,
powerful incentives to think in terms of qualityinsulation of individual acceptance
of responsibility and leadership, as well as thécieht utilisation of material

resources. Swedish university degrees shall berdedanternationally competitive.
The students’ choices must be able to affect theidyr and profiles of the universities

and university colleges (1992: 4).

With this reform, the government withdrew itselftbee background, with the task
of only making over-arching laws, while the univeées made their decisions and
managed their organisation. For instance, instéddeoprevious detailed planning by

the government of what courses to run and how nsinglents to admit for each
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programme, the new ordinance merely stipulatedyjpes of degrees that universities
were allowed to offer. The institutions themseldesided what courses to create and
offer, and the students were given the choice sfitutions where their aspirations
would best be satisfied (Hogskoleverket 2006).

In true Conservative norm, there was great emplasisvaluation and checks.

Askling (2001: 201) states this ideological impawctthe reforms:

When the new higher education policy was formulateg the Conservative

government in the early 1990s, the ideological ichpaf New Public Management
(and the corporate enterprise model) was evidertus-was on evaluation and control
(of quality and efficiency), competition among iagions and demands on strong

institutional leadership.

Once the 1993 reforms came into force, tertiaryitungons could establish their
own professorships and make the appointments. dfoenns also barred lecturers that
did not possess doctorate degrees (except indltedf Arts and other creative fields)
to be employed at universities, probably as a whyssuring quality or higher
standard of education. The freedom espoused b¥388 reforms was so far-reaching
that it allowed for private universities and resganstitutions. Willing entrepreneurs
could establish their own universities and the éegllip of existing institutions would
be supported with public funds to run their indtdos as private foundations (Bauetr
al 1999). Baueet almean that the government was very eager to hdfexadit kinds
of universities. This is perhaps what the Ministof Education refers to as
‘organisational pluralism’.

The organisational structure of the national agshaoncerned with tertiary
education was also streamlined, as Tengner (2008jspout. In 1995, though under
the succeeding socialist government, a Nationalndgdor Higher Education was set
up, having the responsibility for evaluation, assasnt, development, research and
analysis of higher education, as well as compasiswith foreign higher education.
Admission is still centrally done by the Nationaldrissions Office to Higher
Education, but now a percentage of the admiss®as the discretion of the individual
universities.

The National Agency for Higher Education (HOgskalket) is favourably
looked upon by the universities. In their final aadion report published in 2005, the

International Advisory Board on higher educationtesothat despite its formal
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authority for evaluation and control, the Hogskeldwet works more as a co-operative
learning partner with the universities. The Advisdoard also remarks that the
institutions have realised that they could talk dpewith the agency and expect no
censorship or threats to their budgets. This haslted from the mutual understanding
that the HoOgskoleverket “in most cases aims at tiogaan environment and
institutional culture that allows the institution learn more about its own operations,
its own successes and relative failures”. Thisas gnother of the unique Swedish
characteristics, which as the board observes, dstan marked contrast with the
relationship between governmental evaluation agsnend institutions of higher

learning in other countries” (Hogskoleverket 2005).

Autonomy and Governance

Contrasting the periods before and after the 18&®ms, it can be seen that the
type of governance at universities in Sweden isrdahed by the amount of autonomy
the institutions have. In other words, how mucled@m the government gives them.
The two major reforms of 1977 and 1993 reveal theplogical steering of social
policy, especially as it concerns higher educatidns discernibly defines the purpose
that education, and especially higher educatiotg gerve in the country.

Baueret al (1999) typify purpose and authority as two axekeng the vertical
axis represents the sharing of authority betweengivernment and the individual
institution (or the tertiary education system). S fauthority would be a continuum
between centralised (state control) and decergdhliauthority (autonomy). The
horizontal axis is a reflection of what the stakenks is the purpose of higher
education. This axis is also a continuum, fromwraltto utilitarian values. The authors
posit that:

cultural values would emphasise the disinterestesyit of knowledge, given the

understanding that in such pursuit, the goals ofetp are best met in the long run.

Utilitarian values would, on the other hand, emjesocially determined goals (page
73).
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Autonomy
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Cultura Purpos Utilitarian Purpos

Figure 1: Authority and Purpose of Higher Education
Source: Bauer et al (1999) (modified)

Prior to 1993, simply stated, the purpose of higidrrcation was solely to satisfy
the nation’s need for a limited amount of specalisnd professionalized classes. The
universities produced graduates mainly in the $@gaences to work for the state;
colleges produced teachers or nurses. As Sorliag)lfostulates, then innovation and
technological advancement was not dependent orciomssresearch effort. National
needs were the paramount considerations in planedugation, with the knowledge
that all the ‘products’ of higher education would bonsumed at home, to cover
critical domestic demands. Thus, in a country wheverything else was centrally
planned, the universities were also seen just &erotlepartments of the state,
education was seen as one other service that hiael ptanned for (Stromholm 1994,
Sorlin 1996; Baueet al 1999; Askling 2001).

Thus, the most important purpose of education wdedd the domestic market.
The 1977 reforms widened the ‘study lines’ to fiak,of them based on considerations
for the requirements of the labour market. Baaeral (1999:81) quote the then
Minister of Education as declaring that “all stuidyes in [the] faculties will contain
elements of work preparation”. There were, in addijtthe necessity for “plans for the
student capacity under different study lines [te]ld®tter adjusted to the opportunities
on the job market which are predicted for a palkiiceducation”. In line with this
purpose, each study line within the university had committee, on which
representatives of the labour market sat, as a snearproviding “a meaningful
connection to the area in which the students expedte participating (Gov. Prop.
1975:9, p. 518)". Perhaps the clearest view ofphgose of higher education at this
time is gleaned from the comments on the propostdms in the early 1970s by the
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largest blue-collar umbrella organisatidmndsorganisatione(LO), cited in Baueet

al (page 112). Tertiary education institutions:

must, like the other parts of the educational sysite general, be an instrument which
supports a more equal distribution of economicjadpand cultural values and a wider
development of democracy...the universities [shodlelyelop to a greater extent than
before contacts with arbetslivet {working life} ifthe] planning and prioritisation of

research as well as in the form and content fahieg.

To achieve this, then, the management of the utsiit must reflect the close
relationship between it and the labour market/itguprimarily and the society in
general. It cannot be an isolated academic ingtitutpursuing cultural instead of
utilitarian values. It was, therefore, understameldbat there was central planning of
higher education, in detail, by the state.

It must be noted, however, that despite the staking detailed plans for the
institutions, there is usually a considerable psscef consultations before decisions
are made. Bauest al (1999: 109) call this ‘social corporatism’ andiolathat this

approach has been a feature of policy-making indeweince the 1940s:

Structured consultation and corporate representatiovere an established part of this
policy-making style. During the late 1960s and 197is corporatist style mainly
dominated higher education policy-making as wellnd helped ensure that the

function of the system would be the satisfactiopdiftically defined welfare goals.

The socialist ideology in the 1970s — 80s stressguhection to the job market,
but this was not with the intention that the unsiées should provide education as a
service sellable as a commodity. This was rathettHe purposes of making higher
education useful to society and for economic dgwekent and equality. Whether this
was a conscious application of human capital themryot, it is obvious that the
intention is to empower the individual citizen te la productive member of the
community and thereby contribute to the developnoétite society in general.

The 1993 reforms promised freedom for excellendds Theant devolution of
power to the institutions themselves. Each indiglduniversity was statutorily given
the power to pursue its own course, within theamily set objectives. One obvious
objective was international competition, both inme of the quality of the education

and research within the Swedish higher educatisteay compared to others, and the
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fact that the labour market was now internatioatcording to the Ministry of
Education and Science (1992) competitiveness andlg@ment would come about
only through advanced development of knowledge,clwhivould be impossible
without freedom.

Devolution of authority, or independence for theversities meant, as Askling
(2001: 201) puts it:

The state has retired (although not always in alipt@le manner) from being the
monolithic commissioner, planner, provider, andtgctor of the higher education

system, its institutions and its members.

With this devolution, Swedish universities begiretgerience the characteristics
that Clark (1998) has identified as the pathwaysstitutional transformation. There
is executive leadership, enlarged peripheral admations to support the central
administration, there is a broadened resource baskthere is the stimulated academic
heartland. There is also, broadly speaking, whaiglht (2002) calls ‘terminology
creep’, where the normal educational jargon begpnise replaced by business terms,
introducing marketization into people’s consciousmeStudents are referred to as

‘customers’, there is talk of ‘demand’ and ‘choice’

Executive Power

The 1993 reforms put the vice-chancellor firmlytls chief executive over the
academic and administrative management of the rsilye He/she sits on the
governing board, the majority of whom are from aésthe university and appointed
by the government (Higher Education Ordinance 19&eret al 1999; Askling
2001). According to Askling (2001), this executp@wer has not been unproblematic,
because it is an unusual phenomenon within the SWwddgher education system:
(page 206):

Previously, at the universities, the ideal uniwgri&ader was a collegial co-ordinator
who was elected by his (and more seldom her) apies. The leader could claim
authority in accordance with the tradition of prerinter pares and in the capacity of a

member of a community of academics.

Collegiality had broken down even within the unsigr in matters of

appointments at departmental levels. Today, ibtsemough to be a good or reputable
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academic, leadership and management skills areregqtor internal appointments.
Priority is given to personal qualities over seijorAgain, Askling (2001) puts it

plainly:

The internal hierarchy, based on scholarly repomatis being replaced by a more
unofficial institutional hierarchy based on a p@&a&oreputation as a dynamic and

successful research manafeage 206).

This new phenomenon is not confined to the educatimstitutions alone. Bauer
et al (1999: 70) cite a study dbemocracy and Power in Swedehich concludes that
the importance of consultation is diminishing, wehihere is “expansion of lobbying
and opinion building by various societal actorse tgrowth in direct forms of

influence/contacts...”

Strengthened Steering Core

In entrepreneurial institutions elsewhere, oneuigahas been the collection of a
managerial core around the vice-chancellor, to suppnd sustain his executive
leadership. Often, these people are professionabgeas employed from outside the
university and are more concerned with financiahagement than the educational and
research purposes of the university (Clark 1998attSbk 2003, Marginson &
Considine 2000). Bauat al (1999) and Askling (2001) note that even in Sweitthen
vice-chancellors have tackled the increased maragesponsibilities by building an

administrative core around their offices. Baatal (page 172) write:

The vice-chancellor is dependent on the capacdypetence and willingness of the
academics to take an active part in the renewabrofjrams and courses, in the
preparation of research proposals, in the creatbnnew centres and in the
management of extensive research projects. Thechiaacellor is, thus, dependent on
the loyalty of the deans, the heads of departmants the academics. The vice-
chancellor is also, as a manager, dependent oralifiegh staff of administrators in

order to undertake investigations, and preparedrackd materials.

Vice-chancellors have resorted, in some cases, pfmiating deputy vice-
chancellors or forming advisory groups. In someesasays Askling (2001), vice-
chancellors have created “special support unitacfteg/learning centres, research

policy centres, quality development centres, centoe external affairs), often staffed
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with highly specialised academics” (page 207). Mahyhese appointees hold these
positions in addition to their normal academic jalosl stay within their departments.
They thus create broader areas of contact betweemrtdntral management and the
faculties or departments.

In this way also, the academic disciplinary stroesuare not diminished in
importance. Askling (2001) argues that this williegs on the part of academics to
become “manager academics” and take on much iregte@anagerial functions has
blurred the boundaries between administrators aadeaics. The congenial attitude
on the part of Swedish vice-chancellors in the @sgerof (or rather, in the refusal to
exercise business-type) executive power, even thatagutorily empowered to do so
contrasts markedly with the attitude reported ia thse of Australia in Marginson &
Considine (2000) or Clark (1998).

Internal Devolution

Baueret al (1999) and Askling (2001) write that there wadiahiconfusion
within institutions as to how power would be dewadvo the units. They identify three
models of devolution, which they describe as hahimal, federal and triangular.
These models reflect different approaches to paharing within the university,
between the vice-chancellor’s office and the faesland departments.

In the hierarchical model there is one straighe lof authority and information
and resources flow downward or upwards. Howeves érgued that in an era when
the institutions managed their own resources aee®gpected to also earn money from
non-governmental sources, this created disaffe@®the faculties, e.g. business and
medicine, which earned better than others felt tweye being short-changed. As a
means of quelling such disaffection the central aga@ment reacted by giving each
faculty or school a wide degree of autonomy. Theultewas that some faculties
assumed more powers than they were given (AsklD@LP In the federal model of
institutional governance each faculty or school wdministered as an independent
part of the university. The shortcoming of this rabddentified by Askling, is that the
vice-chancellor was too far removed from them teehéne kind of close overview or
exert the kind of authority that was demanded Isyn@w role as chief executive. The
triangular model places the vice-chancellor inrniddle in relation to all the faculties
and departments. It goes two-steps down. Fromehgea position the vice-chancellor

could consult directly with the faculty head or ttepartmental head.
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Another aspect of internal devolution has to dohwsbnsolidation and inter-
disciplinary co-operation. Bauest al (1999) observe within the Swedish tertiary
education system that larger departments/ faculbiage been created at most
universities and colleges since autonomy was giWalated courses/ programmes
have been merged. They however note remarkablatiars, both within different
faculties within the same institution and betwesstitutions. They report that between
two medium-sized universities the number of depantswas 130 in one and only 18

in the other.

THE 2005 RESEARCH BILL

In March 2005 the government, under the Social Deate Party, submitted a
research bill to the parliament. It was subtitRdsearch for a Better LiféWVhile
research policy is reviewed and approved every @ngeriod, this bill was
outstanding in the significant “permanent increasethe allocation for research that
was proposed: 2.35 billion Swedish crowns overttitee years up to 2008, and the
focus on applied research, with special emphasishenareas of medical research,
technology, as well as such areas as design armtkgessearch. It is also proposed to
put emphasis on research to support sustainablelageuent. 521 million of this
money will go directly to universities over the dbr years, while the rest goes to
research institutions, foundations and researctifignbodies. Perhaps more crucially,
the bill emphasises the commercialisation of resefindings and proposes the setting
up of structures within universities to carry ouist Educational institutions are urged
to “prepare action plans for commercialisation &mchnology transfer” (Ministry of
Education 2005:2). In October 2006 the new govemimeder the Moderaterna
Samlingsparti announced the allocation of an aalttti one billion crowns for research
in its first budget. The money will be spread 02807 to 2009%venska Dagbladet, 16
Oct. 2006.

A wide spectrum of institutions and interest growamncerned with research,
industry and development contributed to the contérihe bill. Universities, research
funding bodies, the Swedish National Innovation t&ys (Vinnova), foundations,
trusts, academies and other interest groups wekedas submit research and
knowledge strategies.

The philosophy behind the proposal is stated devisl (Ministry of Education,

page 7):
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Research contributes to development and renewadngthens economic growth,
increases the understanding and co-operation wéibplp in other countries and
improves the citizens’ possibilities to live a gotite... Research advances the
democratic society through favouring critical gimshg and supports freedom of
thought and expression... In times of fast technahlagidevelopment, increased
globalization and widespread cultural contactsaegeis needed to find the answers
to new questions that the development gives risRésearch also fulfils an important
function in educating competent and creative peopith advanced specialised

knowledge that can raise the competence in theingtite.

The reasons for emphasising research are of caotseew, more a reiteration of
the same views that have been the foundation twareh allocations for years. There
is also the ambition for Sweden to continue torbthe forefront of the most advanced
research nations in the world. The new coalitionnister of Education, Lars
Leijonborg, was quoted as saying that “To moreroften the competition of the best
researchers, so that Swedes would stay and forsigmeve here, this type of
allocation is important”$venska Dagbladet, 16 Oct. 2006

The major intention of this bill is to focus attemt on applied research as
opposed to blue skies research. The government aniakegear, however, that the
intention is not to shift from one to the othert that the two should be jointly carried
out with equal vigour. The overriding intention iapplied research is that research
results have to be commercialised. The governmgands to support this financially
as well as statutorily by removing obstacles to emrcialisation of research results by
universities. Part of the action with regard to #alier is the extra allocation for
research and research education, the allocatiofummds for improved research
infrastructure and the financing of research caentreinstitutes. The 2005 research bill

urges the universities to prepare action plansdonmercialisation that:

create professional and sustainable structurdshwith researchers and outside actors as

well as financiers, holding companies, technologgide foundations, etc. (page 13).
A detailed explanation of this involvement of ext@ractors, holding companies

and financiers, with the internal structures thegahto be set up both to co-ordinate the

work as well as help the universities’ researchetth such issues as patent
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registration, company registration and preparatibbusiness plans falls in line with
the “expanded periphery” of Clark (1998), SpornQ@Pand Shattock (2003).

One statutory obstacle to commercialisation of agge results at Swedish
universities is the ownership question. There isitvw called the “teacher exemption”
(lararundantage), which gives ownership and patent right of reskeaesults to the
individual researchers or research groups. The rgovent proposes to remove this
exception. The intention is to find ways to elintmahe ignorance or the lack of
finance and interest on the part of researchetomercial research results, and to
utilise the financial benefits that would come fraemmercialisation of such results.
There is however strong opposition to its remosalthe government has instituted a
study to come up with ways of renegotiating it dadcome up with a system that
would benefit both the researcher and the uniwersit

FUNDING

From Warwick in the United Kingdom to Joensuu inl&nd, Clark (1998) found
that the major driving force for universities begogentrepreneurial is the shortage of
funds. This shortage, and the threat the univessitelt that governments of rightist
influence would make the shortage more acute, nizel® look for ways to broaden
their sources of funds. They all turned, as Ckr#l Shattock (2003) appear to advise
is the only sensible thing to do, entrepreneuf@dusing on making money, investing
and reinvesting and building up reserves; they mec@ducation businesses. The
exception in the five universities that Clark stdjiin the matter of funding shortage,
was Chalmers of Sweden. While the others were publialire conditions to look for
innovative ways of solving their problem, Chalmappeared in the first instance to
have become entrepreneurial because of an innevspivit or a spirit of independence
and took advantage of an opportunity presentedhey Gonservative government
(Moderaterna) in the early 1990s. It would be adytieat Chalmers is enterprising
rather than entrepreneurial (See Chapter Threa$. ishdiscussed further in Chapter
Ten.

In considering the funding situation within the Skl higher education system,
the examination has to be made of the total fundeggme for universities. This covers
the statutory allocations, research grants (evessethfrom government research

funding bodies), as well as financial aid to assigtients to study.
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Student Aid

The Swedish Higher Education Ordinance (1993) statecinctly in Article 1,
paragraph 10: “Education at the universities dbalfree of charge for the students.” It
has always been so and still remains so, and #ssbbeen echoed by, among others,
Hogskoleverket (1996), Bauest al (1999), Hogskoleverket (2003), and Tengner
(2003). “It should be noted that foreign students’'tlpay tuition fees in Sweden”,
states the National Agency for Higher Education, gskdleverket (1996:36;
2005b:20). This is in contrast to countries like tHK and the United States, where
home students pay tuition fees and foreigners pdygh as three times or more.

In addition to this “a fundamental principle in Sdigh higher education is that
all students who need help to finance their studlesuld receive assistance from the
central government for this purpose” (Hogskoleverk896:10). This assistance is
almost automatic and is administered by an indepeindjovernment agency -
Centralstudiestodsnamnde{CSN). It is to cover cost of living. Support cae b
received in full up to the age of forty; but afterty, it tapers down until the age of 51,
from which no study support is given. The studsistance is of two parts, a loan and
grant. The grant, which is free, is about 30% ef$hm approved. The loan has to be
repaid, with not more than 5% of annual income wtienrecipient begins to work.
The interest on the loan is fixed at 70% of the tednbank lending rate
(Hogskoleverket 1996; 2003).

Funding For University Operations

Undergraduate education and research education ¢BtiBes) are fully financed
by the government. Government financing includesdéufrom the central, regional
and local governments (HOogskoleverket 1996; Bateal 1999). Baueet al narrate
that funding has never been regarded as a prolle&wedish higher education. As far
back as 1958 universities received per head funftinghe number of students that
were admitted. Following the reforms of 1977 theses an explosion in admissions.
At the foremost universities the increase was clws&0%. With this increase in
student numbers the institutions received additidmads from the government and
experienced no shortage of funds.

The 1993 reforms linked funding to through-put,tisat per capita funding was
given for the number of students who completedrtpengrammes and took their

degrees. Apart from this, universities generallyaeed the Conservatives’ plan to
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introduce performance indicators and a performastaed funding regime. Even with
this through-put, a funding surplus rather thanrslye, in the absence of additional
funds, was revealed, Baugtral (1999: 151):

...the expansion in student numbers has been cheapghéo state. Almost all
institutions allowed for a certain number of drags among the students and,
therefore, they admitted more students than theesponding funding allowed for.
This was done to avoid not reaching the predetexthimumber of exams [degrees]
contracted by the funding estimate. Over the tlyese-period, every institution, with
just a few exceptions, made a small ‘over productid/hen the figures were finally
available and the total ‘over production’ was surdmi became evident that the
institutions had offered study places to about @0,&tudents without claiming
corresponding resources. This is the same as s#lyaighey have offered teaching
which, if regularly financed, corresponds to 537lion Swedish Kronor. Thus, with
regard to the three-year contracts, one could lsatythe higher education system at
large provided, without any extra funding, eduaatiequivalent to that of one

university for one year.

This ‘overproduction’ has subsisted since 1993. sfoteverket (2006:39)
reveals in its account of this overproduction tihatas as high as five percent of the
financed ceiling in 2004, but fell to just undertyercent in 2005.

It means that in the same decades that universitiegher countries were having
serious financial difficulties, Swedish universitiead buffers enough to be able to take
on additional burdens without feeling any pinchr Fois allocation of funds, the
universities have three-year contracts to produedugtes. The allocation per student
is dependent on the faculty. The same amount ofemavas given irrespective of
university or the type of tertiary institution (Hslgpleverket 1996; 2003). An example
of the figures involved for various courses is give Hogskoleverket (2003: 18) for
the budget year 2002:

Compensation to universities per capita in theafisear 2002 for full-time students
who complete their courses on schedule varies lgeiw20,098 kronor for the
humanities, theology, law and the social scienges 283,627 kronor for operatic
training. Per capita compensation in the fieldtechnology and the natural sciences is
73,530 kronor, and in medicine 108,462 kronor pedent.
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Sweden, thus, appears to follow the crowd on tl@4%ogue of decentralisation
and autonomy, but still maintain almost full stateding, including increases at the
period that in other countries the trend was taekese fundingln addition, funding is
separately given for the maintenance and renewaliiddings and equipment.

For PhD students financing comes from the fundscatkd to faculties, which
the faculties themselves decide to use as grant® @mploy the student as, say,
research or teaching assistant. This grant or gmp#at is usually for a period of four
years, covering all postgraduate years. There ai@murse those who go to pursue
doctorate programmes on their own, and in suchscy must find other sources of
financing. In 1998 the policy was slightly changethat any university admitting a
student into a PhD programme must take on the peasoan employee, with full
benefits (Hogskoleverket 2003; Tengner 2003; Enkw#806). This method of
financing has its roots in the understanding tlatarate studies are full-time research
engagements. By the end of 2005 fifty-five percehtall doctorate students were
employed by the university as graduate or reseassistants, seven percent had other
types of employment within the university, ninetgaercent had grants or bursary

awards, ten percent had employment outside thestsity (Hogskoleverket 2006).

Research Funding

Research funding is one of the major external ssuaf alternative income by
which universities such as Warwick and Twente dile@mselves out of the doldrums
and became famous for their entrepreneurial spihiich showed in the way they
attracted non-government research funds. In théednkKingdom and some other
countries, the research performance of a univedigctly affects how much state
money it gets from state funding bodies since fugds tied to performance output,
evaluated cyclically. The same is true of many otmeintries, e.g. Australia, based on
which Marginson and Considine (2000:133) give teaegal view of the emphasis on
research, especially non-state funding for research

In a competitive higher education system, rese@ntong other things) is a means of
defining value and manufacturing symbols of excelée It is a primary source of
institutional prestige and income: in its most piogorm, research is the pre-eminent
‘numbers game’ in the Enterprise University. Reseananagement’s objective is to
succeed in that numbers game. By externalisinguttieersity’s research it can be

imagined as a single quantifiable system.
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In Sweden allocations of research funds are mardkcttli to the faculties of
universities and include financing for postgraduaucation. This method still
subsists. The Conservative Moderatarna governnmed®94 used savings in ‘Wage
Earners Funds’ (pension investment funds) to astaliesearch foundations, thus
increasing by a huge leap the amount of money abdail for research at the
universities and other research institutions. @ndther hand, the budgetary allocation
for research was reduced by this government. Betuai{1999) argue that the research
funds from the foundations make some faculties iwitmiversities richer than others
since the allocation that goes to each faculty a®ea result of the research efforts
and applications of individual researchers. WhatdBat al narrate here could be
contrasted with the case of Warwick (Clark 1998at8itk 2003), where the external
funds earned by the various research groups orriegats are pooled together, to
make a redistribution possible, as not to starvetloel departments that traditionally
lack the capacity to earn income. It also allowesdbntral administration to have funds
for general development and investment in orddwuitd up surplus funds.

16 research schools were established at variowensities by the government in
2001. This is also an indication of the new surgthe focus on research. The ambition
appears to be matched by spending in cash ternesy8dr 2002 recorded a 4.5% rise
over the previous year in what was spent on reBeand research education at all
Swedish universities, “a rise considerably morentttee average for the most recent
five-year period” (Tengner 2003:18). Tengner al®xords that this kind of
expenditure rose, in fixed terms, by 15% betweediv1&hd 2002.

Furthermore, Swedish universities get funds frontside of state budgetary
allocations and governmental research funding lsodMecording to Tengner (2003)
non-direct funding accounted for one-third of abkearch funds in the early 1980s.
However, the contribution of external sponsorsesearch has risen constantly since
then. Stromholm (1994) writes that this in some wgagn indication of the extent of
research the institutions were engaging in. He ueto that in the academic year
1991/92 external funding accounted for 40% of resedunds at the Karolinska
Institute (mainly medical sciences research), 3T% e Chalmers Technical College,
36% at Uppsala University, 32% at Lund and 28% é&teBorg University. These
incomes reflect the disciplines that attract fuigdmost, as well as the prestige of the
educational institution. By 2002 external fundingrem research councils, funds and

trusts, local and regional governments and othtabéshments — had overtaken direct
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allocation to the faculties in covering researchemses, accounting for 55% (Tengner
2003). However, according to Tengner, public fugdinvhich includes all these
sources, still makes the most contribution, acaagrfor 80%. What has happened is
that the dynamics of funding changed. As direciding went down, public funding
came in through other sources, e.g. research deuand host local authorities. It
needs to be mentioned that the volume of researthe country is much more than
the research carried out within the tertiary edocasystem. Stromholm (1994:14)
gives the indication of this when he writes thal 891:

In a wider perspective, the share of the univesitf the total outlay on research and
development (R&D) was much smaller than many walalck to imagine. Just over two-
thirds (68%) of the country’s total expenditureR&D in 1991 [] was within the private

sector. With 29% the universities were in secord@l

On the whole, the total expenditure on higher etlocan Sweden, using 2002
figures, was 1.8% of the country’s gross natiomadpct. In 2002, using figures from
three years earlier when the expenditure was 1.7%DP, Sweden was placed' 5
within the ranks of the OECD’s top spending cowsron higher education. Of the
total of 41.5 billion crowns expended, 65% was airgovernment allocation, 23%
came from other public sources and only 12% carom fprivate sources. Thus the

public sector accounts for 88% of all expenditunehagher education (Tengner 2003).

Research Funds
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Figure 2. Sources of Research Funds

Source: Hogskoleverket 2006, page 74

Legend: DSA — direct state allocation; G&FI — gran& financial incomes; Cl —
incomes from contracts; Ot — others.

122



In 2005 for the first time since 1993 research &iadailable to universities went
down. Between 2004 and 2005 it went down by 1.2%hduld be noted, though, that
the direct state allocation was unchanged andad tlve funds coming in from external
sources that diminished. Public sources still antdar about 80% of all research
funds at the universities. In 2005 Sweden spent3of its GNP on research and
development. 20% of the research was carried outnbyersities, with 22.5% of the
funds. This is above the 3% target set by the EU ffth highest in the world
(Hogskoleverket 2006).

THE 2006 TUITION FEE PROPOSAL

In January 2006 a special commission set up bygtheernment of Sweden
submitted its report, recommending that studemis foutside the European Economic
Area (EEA) should pay tuition fees for undergraduand Masters level education at
Swedish universities. The recommended tuition fie800000 Swedish crowns (SEK)
is the next highest in Europe, close — even thauglor second — only to that of the
UK.

The Initiative
Baueret al (1999) in their discussion of policy formulationcaimplementation

in Swedish higher education note that reform hasdefinitions. It is either the setting
of “a complex of goals” with an indication of how &achieve the goals, or a “link or
part in a more comprehensive social and politicatgss of change” (page 19). Such
changes, they further opine, follow either the dogf appropriateness or are actor
preference-driven, which is more often the cas&weden. Thus, if Sweden moves
from a non-fee paying to a fee-paying regime inghavision of higher education, the
demand for tuition fees must be “part in a more pahensive social and political
process of change”. The goal here is to increasatimber of foreign students and the
means is to empower universities, through statudongndments, to be able to charge
fees of a category of foreign students. What tteethe overarching socio-political
change? We can understand this by looking at thteitet concerning fees in higher
education and the source of this initiative forstee

Higher Education Ordinance
The Swedish Higher Education Ordinance (1993) statecinctly in Article 1,
paragraph 10: “Education at the universities shalfree of charge for the students.”
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Furthermore, the National Agency for Higher EdumatiHOogskoleverket (1996:36;
2005a: 20) also explains, “It should be noted foatign students don't pay tuition

fees in Sweden”.

Terms of Reference

By the terms of reference, the primary task ofdabemission was to:

Propose a system in which state universities (Hethgrge fees for education
at the first and second levels to students frormtras outside the European
Economic Area (EEA), that is, the 25 EU member &atlceland,
Liechtenstein and Norway. (SOU 2006:7 page 13)

The commission, thus, was not set up to examitieeife was a need for tuition
fees and if so, who should be asked to pay the fEes authority setting up the
commission, i.e. the government, had already ddcidat tuition fees must be
charged, and only of persons from outside the EE third directive of the terms of
reference is for a legislative proposal, to empgdesvho was included and who was

excluded:

Propose legislation that expresses the princigledtucation should be free of

charge for students from EEA countries (lbid.)

This legislative proposal would be a revision t@wide the provision contained
in the Ordinance of 1993, Article 1, paragraph EQrthermore, a new paragraph is
added to Article 1 of the Higher Education Act 198®pulating tuition-free education
for persons from within the EEA but empowering ti@/ernment or authorities to
whom the government delegates such powers to dieietmw much should be paid in
tuition fees by the persons from outside the EEWRe Bwedish parliament decided on
the amendments in February and the governmentdssigee amended Act in March
2006.

It is clear thus, that the government, not the ersities, takes the initiative.
However, research conducted by the Swedish Natidnaln of Students (SFS) shows
that a majority of university leaders are in supmdrfees for non-EEA students. The
commission was not a fact-finding one. Its work w@secommend ways and means of

implementing a line of action the government hadaaly decided to follow.
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The government’'s drive in this direction began withe setting up of a
commission in 199%pllowed byarguments for fees for foreign students put fodazy
the then Minister of Education, Thomas Ostros.tsnDir. 1999:100 the government

commissioned a special investigator to:

find out the conditions for increasing the numbestadents from other countries,
especially outside the EEA, at Swedish universtias colleges

« find out the information given about Swedish ediacain these countries

e survey the international development concerningioiifinancing of education as
well as to what extent and on what grounds othantees charge fees of foreign

students
» study the question atharging tuition fees for the education of studdmm
outside the EEA

The issue is raised already here in a mannernldatates that charging non-EEA
students tuition fees is in the offing. The thindlet point above is perhaps a tentative
exploration of the possibility of charging feesather categories of foreign students
and even Swedes. This may have accounted for #reefgressed by the students
union and university teachers over the issue.

The commission recommends a yearly intake of 1@0@esits from outside the
EEA for up to five years, as a pilot. The commissatso recommends three courses of
action. One is that no additional spaces are ateatel the universities incur no
additional costs. The problem with this is that #@0 foreign students would be
taking up the places of Swedish and EEA studerits. Second alternative is to retain
the free of charge education while these additiehadients are admitted. This would
cost the state SEK 525 million. The final altermatis to charge non-EEA students
tuition fees. The financial outlay for scholarshgrsd other necessary expenses would
amount to SEK 320 million.

The commission observes (page 63) that “globatieas a reality and so is even
the global education market”. It gives examplestbier countries that are very active
in this market, noting that “Sweden is a relativitile country that is pretty late in
establishing in the international education mark#tadvises that if Sweden does not
formulate a national strategy for marketing its @ion abroad it would “lie at the

edge of the most important markets” (page 64).
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The government chose to adopt the third recommemdedse of action. The
impression the dispassionate observer gets isthigis about joining the education

market.

The Recommendations of the Commission
Motive

As has been elaborated above, changes in policyofsea part of a bigger
change. In this case, the big change is discernitdy Sweden is positioning itself to
take advantage of globalisation. Some of the odwgi reasons for this change as
stated in the commission’s report are to achievermationalisation at home (laH),
establish crucial contacts with other countriesulgh foreigners who have studied in
Sweden, to have a pool of Swedish-educated peopiereign countries from which
Swedish international companies can find recrn®o 2000:92; SOU 2006: HSV
1996:17, 2005). There is perhaps also an ambiborsiveden to establish itself as a
knowledge production centre. But it certainly irdennow to earn income for
universities and relieve the government of soméefburden of financing by taking
advantage of the huge international flock of feghpg students. This is a sellers’
market, a market that is ever rising. It is saidtt@hina alone has a shortfall of two

million university places each year (SOU 2000:92).

Argument for Tuition Fees

The arguments for charging tuition fees of studéms outside the EEA were
first articulated by the then Minister of Educatidhomas Ostros, on #2February
2004 when in an article iDagens Nyhetehe distanced himself from his earlier stand
on the matter and talks of the reforms being madiéch would enable the recruitment
of more foreign students and, with regard to tledpressed doubt that Swedish
taxpayers should bear the cost of educating sudpl@e University leaders, in
interviews conducted by the Swedish National Urob&tudents (SFS), then echo this
at the policy implementation level. Other reasores that Swedish students pay fees
abroad, and that if foreign students do not pag,féleey would “squeeze aside” or
inundate Swedish students.

It is unlikely that these reasons explain why antifees are being proposed. At
least one university vice-chancellor indicated aenlikely reason:
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...in a situation where more and more countries elljng education, it is important that
Sweden should be among them from the beginningeard what it means (SFS 2004:
27).

The matter, as is clear from all the data availabtewell as the debate, is not
about shortage of funds. For undergraduate educati@n if universities could always
do with more, “Sweden is resource-wise very priyglé compared with the other
countries in Europe” (SFS 2004: 22). However, thigrea division between basic
education and research. Here, there is the opth&twhile Sweden is in the forefront
within the OECD, there is a desire for more pulsictor investment, which is low
compared to other countries worldwide, because @b%e investment in research in
the country is done by the private sector. The kmm@n can be drawn that there is
actually no acute shortage of funds, both for uggetuate and research education that
the income from foreign students from poor cousts@ould augment. Other options
exist for raising additional research funds, dlge,removal of restrictions on tax rebate
for companies and individuals that make financianations to universities for
research, as has been argued among others, by &eega (2006).

The SFS discovered, among those who support feesofeEEA students, most
emphasised that they would not have fees for Sweslisdents or Europeans. The
argument that Swedish students pay fees abroadthandfore it is only fair that
foreign students pay reciprocal fees in Swedenatery. Swedish students pay fees in
Britain but British students will not pay fees inv&len. On the other hand, it is not
known that Swedish students go to Africa or LatmeXica — some of the regions that
the intended fee-paying students would be recrutiaoh — to receive education and
pay fees for which Sweden now wants reciprocal. fEasthermore, while on the face
of it all non-EEA students are eligible to pay théses, it is very likely that fees would
be fetched only or mainly from Africans, some catggof Asians (for instance Japan
may not fall in here) and Latin Americans sincedstuts from North America — USA
and Canada — Australia, New Zealand and Japan are likely to come on exchange
programmes as they traditionally do and be exemngob ftuition fees. These countries
do not lack educational facilities at home nor ldeytneed to come to Europe in search
of higher quality education.

The argument that if non-EEA foreign students d¢ pay fees they would
squeeze out Swedish students, alarmist on its @valso gauche. British, Polish or
French students can squeeze out Swedish studewsllass Asian or Latin American

127



students would do, but they will not be charged flemediscourage them from coming
in such numbers that they squeeze out Swedishrggide

Therefore, there is strong indication that the erait just the matter of joining
the market, succumbing to the global neoliberahdras well as geopolitics. This
represents a change in political ideology. If noghelse, it represents a move away

from seeing education as a global public goodwhacle for global solidarity.

Sweden’s Competitive Advantage

The commission lists the factors that give Swederpmpetitive edge in the
international education student market (SOU 20@@&gdes 36-37). These factqis
italics) are commented upon. An analysis of these factorddnilluminate the purpose
intended to be achieved with charging tuition fees.

Sweden has a well-developed higher education ante s@ our universities are

internationally well-known.

For whatever such rankings are worth, Sweden hasofiothe best 100 and 11 of
the best 500 universities in the world. 34 of tl@ best are in Europe (ARWU 2006).
Yet this may be a fact known only to educationakesgchers and not to the potential
student customers and their parents seeking ptac@sedish universities.

Sweden has for many years invested in the intemnalisation of its higher
education and the universities carry out widespreaadthange programmes,
where the interest to a growing extent is directedards countries outside
Europe. Several universities also invest in spegedgrammes directed at
foreign students, and the number of courses andrpromes in English is rising
continuously. In the National Agency for Higher Edtion’s evaluation of the
work with internationalisation within higher educat (Hogskoleverkets rapport

2005: 1R) were shown almost 200 Masters programm#ss direction.

Data would show that internationalisation has béwmused on the West and
students coming to study in Sweden from the regibas would be eligible to pay
tuition fees is negligible, about .01% of the tadaddent population. This figure may

include those from these regions ordinarily residenSweden and exempted from
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fees. Compare with Britain’s 11% (Taylor 2003). Whthe factor of English being the
medium of teaching is crucial, it would make moease for the foreign student to go

to a country where all programmes and all commuiaicare in English.

The studies in Sweden are free of charge. Evdmeittost of living is high, the
situation that the studies themselves are frednafge has been witnessed to as a

positive factor when foreign students choose cquoitistudy.

This positive free of charge education is what tiesv proposal wants to put a
stop to. There is even a contemplation of askirggeéhstudents to pay the entire
financial requirement of their sojourn into Swedishnks before the issuance of
student visas. In addition to a very high costiahfy and almost non-existent chance
of employment the likely effect is to reduce theminer of students choosing to study

in Sweden instead of attracting higher numbers.

For foreign students it is naturally a matter offedy to be able to communicate
in a language they can themselves understand asaksf hat a large number of
Swedes speak English facilitates the contacts lestvi@reign students and the

Swedish society.

The foreign student will feel safer in a countryesd English is spoken not only
by a large number but by all. If the foreign studerknow little English,
communication would not be made easier by Englahdonly a second language in

the country of study.

Sweden has high security, good environment andsadoeexperience nature.

Sweden for the student from Latin America or Afriwauld perhaps be only as
secure as any other country she could go to studlye West. What is likely to be of
greater importance to fee-paying foreign studentghtmot be experiencing nature but
employment opportunities, both while studying and tlae end of the studies,
something that is next to nil in Sweden. The rejgsdlf points this out. To highlight
the importance of work to foreign students, Yonea42005) reports of a nearly two-
fold increase of foreign students in Japan betwi399 and 2003 to 105,000 students
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due to a liberalisation of working regulations 00D, even though Japan was in

economic depression.

The person who has residence permit for studiaiosved to work without work

permit. The person who has applied for the extensiahe residence for studies
is allowed to work even while the application isinige processed, if the

application is submitted while the earlier permst still valid and concerned a
minimum of six months.

It is true that the commission recommends the ifatbn of conditions for
foreign students to seek employment during theudesmtships and afterwards.
However, employment is a question of the availgbihf jobs and the willingness of
employers to employ foreign students. The expedeat immigrants from these
regions living in Sweden does not give hope. Wil tssue not arise that this category
of foreign students would “squeeze aside” Swedisth BEA students from jobs? Will
Swedish employers give jobs to foreign students wlbonot know the Swedish
language? This is something that has a zero chaWdeat kinds of jobs would this
category of foreign students be able to secure?yMareign students would want
employment from which they can earn enough monepay the tuition fees or to
cover their living expenses in the country of stutty relieve their parents of the
burden, and even take a savings home at the etitbiofstudies. Others would want
jobs that give them relevant professional expegandheir fields of study.

The only group that has actively challenged thgpsed introduction of tuition
fees for students from Africa, Latin America anda\s the Swedish National Union
of Students. It has commissioned two reports aggton why the free education that is
the tradition of Sweden should be maintained. Rebkeearried out by the SFS shows
that 63% of university vice-chancellors are in suppf the fees. Those who claim not
to support it appear not to have taken a standchagdieither. The university teachers
union wanted to issue a statement opposing it,wag overruled by its executive
council. Among politicians the left wingadsterparti and their youth wing opposed it.
The conservative Moderaterna and its youth winghefsupported it. The move has
been initiated by the Social Democrats. It app&alse an elevation of the market over
the social by the Social Democrats, just like tabdur Party under Tony Blair.
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Financial Impact of Tuition Fees for Swedish HigherfEducation System

The income from the tuition fees will not be deegsin the continued provision
of higher education in Sweden, including for pess@tom the envisaged fee-paying
countries, considering that the contribution of flee-paying students would only
cover the cost of their education and they arelikety to be more than 3000 out of
about 400 000 students nation-wide.

SOU 2006:7 itself does not make calculations of hmouch money the higher
education system would raise in this venture, ev haich it would cost in advertising,
establishing or acquiring new facilities and empigynew lecturers and administrative
personnel. The earlier report, SOU 2000:92, putscibst of creating additional 1000
places yearly for five years at SEK 250 million, mfllion for scholarships and 243
million for other related acts (e.g. marketing, elewing courses in English,
strengthening the Swedish language, foreign geestiers, etc). That gives a total of
570 million. In addition, the universities will aimeir own need to spend money on
worldwide marketing and reception activities. Tastlcost has not been added an
essential outlay on the provision of student accoghation.

On the income side, the student union (SFS 208514} makes a calculation
based on 4000 foreign students and tuition feeB0d852 crowns. The recommended
tuition fee is 80 000 crowns per student annuatigl the figure that the commission
arrives at is 1650 students. Based on the datalthey used, the SFS calculates that
the income for all HEIs would be SEK 239 milliori.the correct data is used, the
income over five years would be 400m crowns. WhHenrhajor universities such as
Uppsala, Lund, and Stockholm University have tatkengiant share of this, it may not
be worth the effort to engage in this businesafost HEIs; indeed, some of them are

likely to run into deficit.

Overriding Socio-political Objective

Charging tuition fees as a way of attracting mauglents from countries outside
the EEA to Swedish universities is a weak caserd@ing them tuition fees as part of
Swedish international co-operation is also a gawijament since Sweden would be
siphoning developmental money away from just thentdes that need such money
most to develop their own educational infrastruetieaching and research. Norway,
e.g., is adamant about not charging tuition feestuwdents from these countries just for
this reason (SOU 2006:7).
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Perhaps when the government talks of attractingeriooeign studentshey mean
more students from the EEA and OECD, persons whmaldy would come under one
or the other exchange agreement and are guaramyebe amended Higher Education
Act not to pay fees, but who are desirable paricip in this exchange of knowledge
and new ideas. Against that background the intentigith tuition fees is
comprehensible, in that it would mean the Swedisbegiment wants to finance the
desired increase in EEA and OECD students by ogatpaces for a significantly
smaller number of students from the developing teesywho would be charged fees
to subsidise the others. The need for this increaséd be the national strategy of
greater co-operation, possibly influence, withia tiear vicinity in major policy areas.
That is what appears to be the case, for the fgmgatudents must “not ‘squeeze
aside’ Swedish and other EEA students” (SOU 20@&ge 53). If this were not the
case, it would be difficult to understand why alesebf higher education services
would exclude the larger part of its potential otede from paying for the services,

especially when this larger client group is alsorexnically more capable of paying.

INTERNATIONALISATION/ GLOBALISATION

The statutory basis for internationalisation wotkSavedish universities is the
Higher Education Act 1992. The Act states in Adicl, paragraph 5 that “The
universities should furthermore in their activitippomote understanding of other
countries and of international conditions”. Thubke twork carried on by tertiary
education institutions in this regard concernsphmesses by which they bring about
this understanding of other peoples and internaticconditions, and how this
understanding is transmitted. These processes Mmeace influences from the
international, national and local arena. The natiorfactors that impact
internationalisation include the political framewas well as the programmes, funds
and organisation that exist for such activities. f@a international level Sweden’s
involvement with various organisations at regior(@lg. the Nordic Council),
continental (the European Union) and global leyelg. OECD and UNESCO), as well
as WTO, provide the framework within which intetipaalisation work is carried on

by the universities (Hogskoleverket 2005c).
Definition
An idea of the content of these processes of iatemalisation can be derived

from definitions of the term. In 2003 Hogskolevdrlset up a body to carry out a
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“thematic quality evaluation of internationalisatiof basic and research education at
Swedish universities and colleges”. Their termsrefierence were to survey and
evaluate the work with internationalisation, andoato spread good examples and
name the institution that was best at internatisaibn (HOogskoleverket 2005a:7).
The work was completed in March 2005. For a deénitof internationalisation the

task committee adopted (page 16):

Internationalisation at the national, sector anstittional levels is defined as the
process of integrating an international, interaatuor global dimension into the
purpose, functions or delivery of postsecondarycation (Jane Knight, Journal of

International Higher Education, no. 33, Fall 2003).
Internationalisation is also:

influencing the following areas: curriculum, langeatraining, studies/ training
abroad, teaching in foreign languages, receivingifm students, employing foreign
staff/ guest teachers, providing teaching materafereign languages, and provision
for international PhD studentBiuch and Barty 1998: 28).

The elucidation of individual elements of what mi&ionalisation encapsulates
given in Bruch and Barty (1998) complements thaKoight. While Knight points out
in broad outline that internationalisation covemng furpose, functions and delivery
systems of higher education, they give detailsheis¢ functions, such as language
training, receiving foreign students and teachingtemals. The purpose of higher
education may be influenced when the curriculundrigwn up with the mind of
“integrating an international, intercultural, oroghl dimension” in the system.
Delivery mechanisms may be internationalised byhgisieaching materials from
foreign countries or multicultural composition ¢&fs.

When the breadth that is covered by these two idiefis is considered, it
appears that the evaluation committee worked wittnaarower definition. The
committee itself elaborates its own understandingy imternationalisation as
(Hogskoleverket 2005b:17):

» The visit of Swedish students, lecturers and gbleesonnel abroad
* Internationalisation at home
» Recruitment of programme students from other coestr

* International co-operation
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This view fails to cover the crucial areas in théhep definitions, e.g., the
internationalisation of the course content througtulticultural curricula, the
employment of foreign teachers from different crdgi The definition applied by this
body evaluating internationalisation within thetigy education system may have to
do with the purpose or national objectives of in&tionalisation. One thing that has
influenced the committee’s parochial definition & they indicate, the fact that the
government set the direction annually in whichwwek of internationalisation should
proceed. They write (Hogskoleverket 2005c:17) that the period immediately
preceding their evaluation, the focus for intemaiisation determined by the
government was active measures to “raise intenmaltionobility and to increase the

internationalisation of programmes offered to stus®n their own campuses”.

Objectives of Internationalisation

Sporn (2003:122) writes that universities in Euanpstates have also focused on
internationalisation and exchange in order to plevexperiences to students with
different ethnic backgrounds, regional interests am interest in international careers.

For any nation and for regions as well, an undegyfact with the need to
understand other countries and world situationthé it is of national or regional
strategic interest. Within the European Union, iftstance, two such strategies have
been, firstly, the objective to create ‘Europedizenship’, using “student mobility as
a means for increasing mutual understanding, kraiydeof other European cultures
and languages and the development of a feelingeloiniging to Europe as a political
entity” (OECD/CERI 2003:16). The other is an ecomostirategy both for the growth
of Europe within a single market — whereby ‘Eurapedizenship’ would facilitate the
free movement of workers and people, and for glafmhpetition in the higher

education market:

In addition to strengthening European identity aoeoperation in higher education,
policies supporting the internationalisation of Heg education have increasingly
integrated the idea of worldwide competition forghily qualified students and

knowledge workers. The potentially revenue-genegatiature of higher education
implicitly underpins this new stance, which may\wewed as an attempt to prepare
the European higher education sector for worldwédenpetition. At the European

level, this new rationale has led to the launcla oflew mobility programme targeting
extra-European mobility: ERASMUS MundW@ECD (ibid.)
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In the Swedish case key motives have also beerilipalif workers and the
building up and sustenance of competitive strengifnat may make the Swedish
strategy slightly different is the ambition to lligolidarity with poor countries, even
though how this works out in practice has mainlgrberiticised, among others by
Sorlin (1996) and Opper (cited in Hogskoleverke9@9 who had first studied
internationalisation at Swedish universities for fRhD thesis in 1979. The basic

strategy, however, is well-documented by Hogskaleten its report (1996:17):

The goal to internationalise higher education heenbvery prominent on the agenda in
Sweden for the last two decades. The point of depmaias a major action-oriented
study by the Commission on Internationalisationtlie early 1970s. There were
several reasons for the actions taken at that t@®neen the dependency of Sweden’s
mixed welfare economy on her success on the gloimket, the country had to

remain competitive. Swedish companies were expgratimoad, and internationalising
education was one of the ways to ensure that Swedetd be capable of filling

important positions abroad. To this motive was ddal@ew sense of global concern in
the 1970s, a promotion of active solidarity withuotvies and cultures in the non-

industrialised world.

The concepts embodied in this strategy are refleicteéhe overarching strategies
and goals of the individual universities, as intkdain their responses to the
questionnaire of the evaluation team. The evalnaeam summarises these goals and

adds brief comments as follows (Hogskoleverket 20@8, italics in original):

1. Academic quality This is mainly discussed in the same terms, Ltlt somewhat
varying emphasis. One frequent formulation is “..dlwement in the international
academic community”.

2. Training for an international labour markeThis is formulated for instance as “...
to provide students with the capacity to work iternational environments”.

3. Making programmes and research competitiveomparison with programmes and
research offered in other countries, often witlerefce to the Lisbon Convention.

4. Fostering international peace and solidarity this context reference is often made
to the third world.

5. Understanding and awareness of other cultuiidgs point can often be linked to the
featuresascribed to the Humboldtian educational ideal @lifjed and critical

citizens.
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In adopting these overall goals, the universities adapting themselves to both
the national strategies that have been there shee970s as well as report of the
analysis of the world environment carried out i®8®y Hogskoleverket. The specific
focus of this study was to evaluate the universitieternationalisation work directed
at the world outside Europe and North America, whigtre majority of the world’s
population lives, and to recommend methods of imgneent (Hogskoleverket 1998:
5).

The study identified the following factors to haaestrategic impact, where the
universities should be paying greater attentiontheir programmes or develop
programmes to create and disseminate knowledgewds the institutions should
because of these factors take steps to expanddbaperation/ interaction with the
rest of the world, especially outside of North Amarand Europe.

The borderless economyThe study identifies four groups of characteristics
First, the economy is being globalised. “A strikirggult of this is that world trade has
grown faster than world production and that the iis foreign direct investment is
even higher” (Hogskoleverket 1998:17). Another @mpusence is that wealth has
increased in many countries, both in the developed underdeveloped regions.
However, everywhere there is greater gap betweri¢h and the poor.

A second characteristic of the borderless econ@pat “some of the poorest
countries are becoming poorer and the gap betweenadh and the poor is increasing
both within and between countries” (ibid.). Formmymmunist countries are now
mainly underdeveloped, while in these same couwntwne individuals have amassed
so much wealth that was never before imagined.

Because the world economy has become borderless ihegreater economic
integration of the structures for production andrketing, barriers to trade are being
removed, and location of industries is now deteediwith the entire globe in mind.

Lastly, the increased movement of financial capiad led to the weakening of
the nation-state. It is no longer the individuatiom state but considerations of the
global market that “forces and controls far-reaghohanges in the labour market,
choice of technology, political and social situasoas well as (not the least)
educational system and research efforts” (Hogslkoleat 1998:17).

Regionalisation and nationalisation Nations are finding that they can be

stronger and have greater room for manoeuvre witbgional organisations. At the
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same time, nationalism is on the rise within statgth extreme right groups that are
both against such regionalisation and immigratiéagskoleverket 1998).

The global environmental probler@limatic changes due to industrial fumes, the
disappearing rain forest and the use of fossilsfaeé highlighted. It is noted that there
is inadequate scientific knowledge on the mattdossil fuels, for instance, and this is
used both by politically powerful players and somgerest groups across borders.
There is also the matter of water shortages, easlbecin Africa and Asia
(Hogskoleverket 1998).

The global pattern of sicknes¥hey point out the differences in the levels of
healthcare between the developed and developintglwiney suggest there has been
general improvement in the developing world’s Hezdte levels in the past decade,
but it is still so that there is high infant moitylrate, and that many curable diseases
still create havoc in the developing world. Thisishallenge for countries in southern
Asia and Africa. They note the seriousness of tiwésidn over the care for Aids
between the industrialised countries and the uredeidped world, while the affliction
is a globally transferable sickness (Hogskoleveilef8).

After post-colonialismAnother issue of global concern is the develognwén
formerlly colonised countries. It is said that #nevere high hopes for these countries
when the yoke of exploitative colonialism begariaib away, but the nationalist spirit
that led them to independence in some cases frodele independence leaders in
many cases turned themselves into dictators. Tikerew, however, renewed hope and
with the fall of apartheid there is talk of an ‘Afan renaissance’. Strides are being
made in Asia. There is now talk of the period aftest-colonialism. Yet there are
countries in Africa that appear to be hopelessjgilag behind (Hogskoleverket 1998).

Nation-building after communisnThe era after communism is of great interest,
firstly because of the rapid economic changes apnditf taking place in China and
Vietnam, which has had long historical connectiovith Sweden. Apart from the
Baltic countries, former Soviet countries will bd great interest, especially
Azerbadjan, Kazakstan, Kirgizistan, Turkmenistanl dradzjikistan, because of the
considerable finds of crude oil in the area (Hodskerket 1998).

The strong role of religionReligion should also come into focus for academic
research and learning. The study identifies retigas one of the most obvious

international phenomena of the past twenty yeacause of its manifestation in
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Africa, Asia and even Europe, filling the ideolaglizacuum created by the fall
of communism and the cold war.

They posit (Hogskoleverket 1998:20) that “In soneses [religious factors]
contribute to border-crossing internationalisationgther cases to the strengthening of
the sprouting nationalism”. They give as examples #Middle-east conflict, where
“especially the Palestinian conflict is impossilbbeunderstand without consideration
of the religious factors” (ibid: 21). Here the peaprocess is threatened by the
extremism of both Muslims and Jews; and there ishan USA the well-organised
religious right. They conclude that “awareness @ligious differences and global
patterns of belief are important for understandimgworld today” (page 21).

Economies in dynamic developmeBkamples of these economies are to be
found in southeast Asia — Singapore, Taiwan andgHKong that have stronger
economies than some European countries; Malaybii)ahd and Indonesia that have
had the highest growth rates in two decades. Tomsatries are being forced by global
situations to conform to the global system, whiabuld only make them grow faster.
China is experiencing phenomenal growth. Accordanthe World Bank, Botswana in
Africa is the country in the entire world that Hesd the fastest economic development
in the last thirty years (Hogskoleverket 1998).

Democracy, human rights and equaliffhere is a general movement in the
world toward democratisation. Yet there are largmbers of dictators, which makes it
difficult for universities in democratic countriés work together with universities in
such countries, “since scientific relations aredeyinition characterised by freedom of
thought and expression” (ibid. page 23). While iakes academic co-operation
difficult to establish, it is noteworthy that exparce has shown that probably the most
effective ways to undermine such dictatorships lssar scientific and cultural
contacts. The world also still condones the opjpowassef women, and this unequal
treatment is very evident in the fields of eduaatiand research (Hogskoleverket
1998).

The multicultural societyTo internationalise higher education means that t
institutions have to see themselves as multi-caltand multi-ethnic societies. There
are in many countries large groups of immigrants eefugees. This means that the
need to understand other cultures becomes imperatiof the various groups in the
society will attend universities and there is némdimmigrants to also come into the

institutions as workers and academics. Yet it fpermeating characteristic in many
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countries that the competence of immigrants istakén advantage of in the labour
market. In this respect there is a range of chg#erfor both the labour market and the
universities” (Hogskoleverket 1998:23).

Developmental co-operationThe world analysis shows that certain global
economic terminologies no longer have relevanceun@ees can hardly now be
categorised as ‘developed’ and ‘underdevelopedérdlis also the view that the word
‘aid’ ignores the co-operative work and joint respibility for development between
donor and recipient countries. It is more fashid@abow to say international
development co-operation to capture the spiritastrgership and contributions of both
sides (Hogskoleverket 1998).

The global education markethere are countries with excess capacity andethos
that have been unable to build up their educaticaphcities and facilities. There is
thus a huge market for education and educationaices, which is worth billions.
“This new market creates networks and contactgedtgsignificance. They contribute
in high measure to the production of knowledgeha host countries”, as well as
significant industrial and trade networks. But thex a down side to this development,
in that large numbers of foreign students leavimgirtown countries to study abroad
could delay the development of their home countrieslucation systems
(Hogskoleverket 1998:24).

All of what has been analysed by HOogskoleverketwvaldorm what is now being
developed as Global Citizenship Education (Seanstance Peterst al 2008). With
all this in mind, how has Swedish internationalmatplayed out in practice? Neave
(2005) writes:

Sweden’s commitment to international outreach lmagressed along three axes: close
and sustained exchange and dialogue within the iBlombuntries; bi-lateral
relationships with its European neighbours priojdiaing the European Union; last

and very certainly the most remarkable, an abiding self-imposed obligation to

aiding and assisting in the countries of the Sauthemisphere.

There is confirmation of this view by Sorlin (19983), who does not mention

any interaction between Swedish higher educatiahtla® developing world:

the Swedish intellectual contact landscape, whichrisngfly concentrated on Europe
and North America. To be exact Swedish R&D contecrictly taken localised to a

geographic neighbourhood in the Nordic countriesttmwest Europe and USA

139



(including southern Canada). Within these areadclwlencompasses less than 5
percent of the earth’s surface (and not more titapetcent of the earth’s population)
it is furthermore a few “scientific regions” withstrong concentration of universities,

research and high technology industries that makidaei real contact surfaces.

Opper (cited in Hogskoleverket 1996:18) narrows ldle contact surface
further in her bruising critique of Swedish intetinaalisation almost twenty years
after she studied the subject for her PhD thesis:

What we have seen in Sweden is internationalisaBsna stepping stone to
Europeanization, with a strong side interest ikdme to the US. Moreover, | have
witnessed not so much a pan-Europeanism in Swed®ri®st in internationalisation

as a concentration of effort on Germany and theddidingdom.

This observation is made by several other writémgernationalisation has a
number of aspects, the most obvious and commorc&speing mobility of persons,
which is a two-way traffic of outgoing and incomirsgudents and academics, and
collaborative actions between institutions. Swedegictive in these aspects, within the

frame of the observations presented above.

EU/EUROPE, NORTH AMERICA
Going Abroad

The literature on mobility of students divides &nts going abroad for studies
into programme students and ‘free movers’. The @&rms made up of students
participating in exchange programmes between utgltits, or in regionally organised
exchange programmes, e.g., the EU ERAMUS prograriinee. movers are those who
go abroad to study on their own. In GATS termss thould be termed ‘consumption
abroad'.

Hogskoleverket (1996:31) states that the USA istthditional destination of
Swedish students outside Europe for free moverghidViEurope, France and the
United Kingdom are the favourites. And for exchasgedents the UK, Germany and
France, in that order, are the most popular ddstima The preference for the USA
and the UK may have to do with the English languagech most Swedish students
already have a sound knowledge of. Germany, ownttier hand, has historical trading
and cultural links with Sweden, and many young peopew France as an exotic

country — a place to experience fashion, romandegand food.
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Region All students On exchange
studygi abroad progmmes
Nordic countries 2232 261
Europe excl. Nordic countries 15708 3921
Africa 179 105
North& Central America 4 458 978
South America 423 134
Asia 966 497
Oceania 2871 549
Total 26 838 6 445

Table 2. Swedish students studying abroad 2004/05
Source: Hogskoleverket 2006, pagelll (adapted)

68% of those who went to Africa on exchange prognas as well as 60% of the total went to the

Republic of South Africa. This reflects the busmagerests of Swedish companies.

Internationalisation at Home (laH)

Region Foreign Students in Sweti HEI

1996/97 2004/05
Nordic countries 2195 2 755
Europe excl. Nordic countries 3898 9119
Africa 141 840
North& Central America 605 1 336
South America 95 278
Asia 469 3579
Oceania 108 327
Unknown 2262 4 979
Total 9773 23213

Table 3. Foreign Students at Swedish HEIs 1996A872804/05
Source: Hogskoleverket 2006, pagel13 (adapted)

The figures include both ‘free movers’ and studemtexchange programmes, but there is no clarity as
to what proportions they are. Again, the movemédrstadents reflect the business interests of Sweden
which is one of the key objectives of the interoaéilisation drive. In Asia, e.g., the continentigigest

and the world’s fastest growing economies, Indid &tina stand for about 50% of all the foreign
students from that region, due to targeted effoftee same picture is reflected in the case of Latin
America, where the region’s giant, Brazil aloneaats for 25% of students from the South America

continent.

Internationalisation within Europe is mainly withithe framework of EU
internationalisation projects, the most notableneERASMUS and the Bologna
Process. ERASMUS is focused on mobility and coltabon between institutions and
is said to be a glowing success. In 1994/95 14{B88®moving Swedish students went

abroad to study. In that year approximately 40Q@estts participated in exchange
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programmes within the Nordic countries (Nordpluahout 400 within bilateral
arrangements between universities, while ERASMU&wacted for about 1,800, 60%
within the age range 20-24 years. For the sam@ge8wedish universities expected
to receive around 3200 foreign students, but noréig are presented for the number
that actually came, except for those who came withe Nordplus project, which
accounted for 600 students (Hogskoleverket 1996).

The consumption of education services abroadvd®&h students continued to
grow, fuelled by the fact that from the early 19®¥gedish students could take loans
and grants from the national agency for studenpsugo read abroad, plus the entry
into the EU. As Hogskoleverket (2005b) reports, thenber of Swedish students
going abroad within the ERASMUS programme trebleebver 3000 by 1997/98. In
2000 20% of all students studying abroad were arhaxge programmes. Table 2
shows data for 2004/05.

The number of students coming to Sweden from atbantries has also steadily
risen since 1992. Under the ERASMUS programme ticeease is recorded to be
about 33%, from under 1000 students in 1992/93ver &000 foreign students in
2002/2003 (Hogskoleverket 2005b). Receiving inteomal students in Sweden to
impact the higher education system and the attibid®wedish students towards other

people and cultures falls under InternationalisaibHome (laH).

Bologna Process

The Bologna Process was launched in 1998 (andexhtify EU ministers in
1999) as a:

harmonisation process aimed at establishing a Earogdigher Education Area by
2010... In light of the fact that more non-Europetudsnts choose the United States
than Europe for study abroad, this initiative seébisenhance the ‘international

competitiveness of the European system of highecatn’ (OECD/CERI 2003:16)

Its purpose, then, is to create, within the EU zamesystem of education as
uniform as possible, so that within the proposedopean Higher Education Area,
education would be “more compatible and comparatiere competitive and more
attractive for our own citizens and for citizensdascholars from other continents”
(European Commission: 2003:2). This would be in pefition with the US, Australia
and New Zealand for the students from Asia, SoutteAca and Africa.
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The Third Report on the cyclical reviews of Swedisgher education by the
International Advisory Board remarks that Swedistiversities have not given any
considered attention to aligning themselves toBbogna Process. They note that,
along with countries such as the UK, Germany, Hat@amd Lithuania, there is in
Sweden much less discussion of the Bologna prdbessin other signatory countries.
The Advisory Board observes that there are refosmmslar to the Bologna Process,
but such reforms are not viewed by Swedish ingbitigt as being part of the process
(Hogskoleverket 2003).

A factor that accounts for this lack of enthusiaisnthe fear that changing the
duration of courses in line with the number of yescommended by the Bologna
consensus for certain programmes would only unsacds “lengthen an education
that the branches concerned think is good” (Hogslaket 2005b:30). Another is the
fear that it would thus make the programmes mopeesive to run. Yet the inaction
of most universities has been because they arengdir firm indication from the
government that the reforms should be implemernitad. study on internationalisation

at Swedish universities found that:

Many institutions have indicated that the inabilitiithe government to implement the
intentions of the Bologna Process hinders the dgweént of Swedish higher education

and its relation to Europe (ibid).

THREE WORLDS - AFRICA, ASIA, LATIN AMERICA

As would be understood from the sections abovepfilihese exchanges are
mainly with Europe and North America. Yet Swedescduse of its “abiding and self-
imposed obligation to aiding and assisting in theurdries of the Southern
hemisphere”, but probably more because of econarteations, also wants to expand
the academic contacts with the developing world.

The 1998 study of the contacts between Swedisheuwsities and countries
outside Europe and North America observed, (Hogslesket 1998:15) that:

A global (and partly virtual) academic society la@sne into being, parallel with the
global financial market, the global media socighg global big business operation and

the developing global political system.
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Therefore, as the world is changing the universitieed to:
collaborate in creating increased international petence through transmitting ‘entry
knowledge’ (language, etc.), ‘regional knowleddaidwledge of cultures, religion and
social systems) and ‘knowledge of the global cotoes’ (food provision, population

issues, climatic changes, health, etc.) (ibid. g8ge

During the period covered by this report only 3%adifstudents from Sweden
who travelled abroad to study went to the threetinents Africa, Asia and Latin
America. It would be safe to assert that these aery likely be immigrants from
these regions permanently residing in Sweden. Thay have particular reasons for
going back to do some studies in their countrie®nigin. Recommendations were
therefore made to improve the contacts. Today tlaeeea number of programmes
directed towards these regions. One such progransnghe expansion and
strengthening of the Minor Field Studies (MFS) pabdjand the programmes of the
Stiftelsen for Internationalisering av Hogre Uthidgen (STINT) with more funds
from the Swedish International Development Ager8iD@A). SIDA also finances the
Linneaus-Palme programme. In addition, the NordidcAn Institute (this is an old
institution) provides funds for research gearedaimhAfrica.

Minor Field Studies provides funds for undergradustudents to take brief fact-
finding trips to third-world countries, for periodd 8-10 weeks to get materials for
their projects or essays. STINT states its missam that of supporting the
internationalisation of Swedish higher educatiord aesearch, by creating wider
networks for Swedish academia. Linneaus-Palme gpsnSwedish teachers and
students to study in the third world, and also rsak@ossible for third world students
and teachers to spend some time in Sweden. Theds &we given to institutions and it
is the institutions that use these funds in th&mn dilateral arrangements. So, if a
Swedish university does not have a bilateral ptajeco-operation with any university
in a certain country, it would be impossible folyaxchange to take place with that
country. And so far, there does not appear to beyn#rican, Asian and Latin
American countries that have exchanges with Swedishersities (STINT website;
Programkontoret; Hogskoleverket 2005d).

GENERAL AGREEMENT ON TRADE IN SERVICES (GATS)

Sweden has shown no eagerness about educatiotmeaable service within the
framework of GATS. But this is not unique to Swedsem are many member-countries
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of the WTO. Sweden being among the top twenty serexporting countries in the
world is indeed eager that service export shouldbtmadly and comprehensively
liberalised. But this will be under the basic cdimh that such liberalisation occurs in
line with national policies, especially those tletable the state to take necessary
independent actions in its interest. The standwédgn is that education, including
adult education and privately financed educatioe,public sector concerns. Yet there
is, in principle, the possibility for private fogs investors to establish educational
institutions in Sweden, so long as they meet thadards set for such institutions and
that they would not award degrees or expect gremtsheir students, even though
there could be exceptional circumstances (Hogskoket 2002).

Thus Sweden has not committed itself to the GAT8 s higher education
system is so far not influenced by the negotiatiom$GATS. However, Sweden takes
cognisance of the fact that greater attention tl paid to education as a tradable
service in future because of its growing internadionature, the fact that more and
more private entrepreneurs are providing the sendand because of its growing
financial importance (Hogskoleverket 2002; 2003b)is likely that GATS would
bring a lot of influence to bear on Sweden in thiife because there will be growing
interest in the Swedish ‘education market’. ThetebhiStates, for instance, has tabled a
request, within the GATS framework, for Swedendddpt a policy of transparency in
government licensing and accreditation with respedtigher education and training”
(Knight 2003:9). Such a request is of course onthefpreparatory actions for entry.

Licensing and accreditation here may be referrinthé right to award degrees.
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Chapter Six

PRESENTATION AND INTERPRETATION
OF QUESTIONNAIRE RESPONSES

Seven answered guestionnaires were returned, egpireg a twenty-five percent
response from Swedish universities. While the etgtien was greater, this does not
affect the data that has been supplied in a negatay. Previously aspects covered by
this research and taken up in the questionnairee hdneen researched.
Internationalisation (globalisation) was studied@yper (1979). Her entire study was
based on Uppsala and Umea universities only. lit gtedy of the transformation of
higher education — governance and structure — @sopan international comparative
study, Baueet al (1999) focused on four Swedish universities oty medium and
two large. And the government commission that sidhe progress of globalisation
within the higher education system focused on sixersities. The issue of tuition fees
was studied on commission from the national stubedy (SFS); the report was based
on interviews with six persons who were “very casamt with Swedish education
policy”. By comparison, then, the amount of resgangeceived is within the general
scope to be expected. One of the responses washmlippsala University, Sweden’s
oldest university. While they did not answer theesfionnaire, they explained why
they could not do so. Their response is not callatéh the answers of others. It has
been referred to in the Introduction and is takeniru Chapter Nine because of its
significance to the research.

The small numbers involved obviates the need tcstegestical instruments in the
presentation of the data, thus the analysis isedntdescriptive. In the first place, the
questions are designed in such a way that, in th@rity of cases, they would be
answered with a ‘yes’/‘positive’ or ‘no’/‘negative’Since there are no scales of
agreement or disagreement the use of scaled aralytstruments such as the Likert
scale, e.g., is also obviated. Where written answeg required, the questionnaire has
been designed to elicit very brief answers. Thofiaton and analysis is made much
easier.

The questions are grouped under the ten headiniggentfees, accommodation,
user-pays student services, enterprise, earnednmcaourriculum, interaction with
larger society, governance, internationalisatiotgbglisation, and education as a
tradable service. Under each section there arerynganumber of questions. The
groupings cover the drivers of entrepreneurialisagh as globalisation and the view
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of education as a tradable commodity; they coveo #hose structural changes, e.g.
governance, that universities carry out to posittbemselves for entrepreneurial
provision of education, as well as those entrepreakactivities they carry out in
order to earn money, e.g. university-industry releghip and earned income policies;
major areas of earned income are also coveredchignwiay the answers are easily
categorised as part of the interpretation process.

In Chapter Three the entrepreneurial university defned following the theory
expounded by Clark (1998). Depending on the worksCtark, Marginson and
Considine (2000) and Shattock (2003), amongst sihibe drivers and characteristics
of the entrepreneurial university were also esshleld in that chapter. In this chapter
we shall examine the answers given by various usitves and collating their answers
would enable us form opinion on whether there ig iadication of an entrepreneurial
drive. The criteria for analysis also follow thettpan of the categorisation of
questions. In this regard, however, the intentsotoifind out how well each university,
and collectively the higher education system, pmsit themselves for
entrepreneurialism, judged against the drivers ahdracteristics of the ‘typical’

entrepreneurial university that have been idermtifie

Tuition Fees
Question/ Answer Yes/ No/ Unanswered
Positive | Negative | /Other
1. Given the choice, would the university 1 5 -
charge tuition fees of foreign students?
2. Would foreign students be expected to - 5 1
pay more?

4%
[ —
N
w

3. What is the view of the university on thg
SOU 2006:7 proposal to charge tuition
fees of non-EEA students?

4. Would the university support the - 6 -
introduction of fees for home students?,

Table 4: Universities’ views on tuition fees
Source: Constructed from Questionnaire responses
5. How many students at this university fall into theoposed fee-paying
category?
In answer to this question the number of studeiMsngby different universities
as coming from these regions range from 150 to 1000

Some of the answers given to qualify the ‘yes/psior ‘no/negative’ were:
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» “Tuition fees is agreed to providing the univerditys substantial
scholarships (grants) at its disposal”.
* “[Tuition fees] Will probably be a reality”.

« “Decision will be taken in November [2006]”

One university did not answer questions 2 and #eetlother universities did not
give any answer for question 3. No Swedish uniteisdntemplates charging fees of
Swedish students. Only one of the responding usitves would be willing on their
own to charge fees of foreign students. Five owgbotuniversities will not charge fees
if they had to decide themselves. Only the onearsity that would on its own charge
tuition fees of foreign students is also positivdtte government proposal to introduce
tuition fees for foreign students by autumn 2008.uMiversity indicates a readiness to
charge higher fees of foreign students than it wdwdme students, if the situation
arises.

However, as one respondent answered, fees fogforudents “will probably
be a reality”. The government has already adoptedptroposal and parliament has
passed the relevant legislation to effect this.

The responding universities give the number of ifprestudents at their
institutions as ranging from 150 to 1000. Therarse® have been, in those cases with
very high numbers, either a misunderstanding ofgihestion “How many students at
this universityfall into the proposedee-paying categof/ or an oversight of the
details of the fee-paying categories. There areynexemptions in the proposal, e.g.,
persons from the fee-paying regions who are ordynaesident in Sweden. Some
universities must have put together all studentthatr institutions that come from
these regions without taking these exemptions aumount. In this way the statistics
fall at great variance with the figures that thenoaission of study (SOU 2006:7) had
come up with as the total number of students atrallersities that were eligible to pay
fees — a paltry 1650. Furthermore, the earlier casion that studied the ways and
means of attracting foreign students to Swedishvarsities (SOU 2000:92)
recommended a yearly recruitment of 1000 studentslf institutions. It is unlikely
that they would recommend such an annual intaksomhe universities can already
boast of 1000 students from these areas. See alde TO: no university indicated that
high a number of foreign students in their questére response.
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With the insistence of universities not to chargesf of Swedish and EEA
students, they would be excluding the by far greptation of the source of fees
income, both in terms of numbers and the abilitypy. This does not seem
entrepreneurial.

User-pays Student Services

1. Does the university charge its students for antheffollowing services?

Service/Answer Yes No No Answer
[Other

1
[ —

Photocopying
Printing

Bookshop (a mark-up on prices)

= = 01 O
1

Yearly registration

Participation in graduation ceremony -

- ® 2 0 T p

Issuance of certificates or result transcripts -

Athletics/ gym

- @

1
Late return of library books 4
4

Cafes/ restaurants (mark-up on prices)
J.  Student programmes -
Others -

(32 NS 2 I T S UG NS N N
L = T R S e e

Table 5: Charges for user-pays student services
Source: Constructed from Questionnaire responses

Some of the qualifiers were:

“Bookshops are privately owned, not owned by thgarsity”.

“Sports clubs are privately run, not run by the werisity”.

“Café/Restaurants are privately owned”.

“The commercial caterers charge”.

One respondent did not answer this question. Giyeath universities make
charges for photocopying and printing from compauté€ne out of every six Swedish
universities does not, however, charge fees fa taturn of library books. Also, in
Sweden, the Hogskoleverket has, at the instantkeoSFS, made a very detailed but
still not exhaustive list of what the students dbqoay for and what they should not

pay for.
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The charges are not exploitative, with the intentio make profits, and would
form a totally negligible part of the incomes ofuaiversity. “Yes” answers for
cafes/restaurants and bookshops indicate that rikiatg entrepreneurs put a “mark-
up”. These are not incomes that go to the uniweksit the private entrepreneurs.

Accommodation

1. Does the university own and operate property it tsemas student
accommodation?

No Swedish university has its own student accomriaala
2. Does the university charge lower/higher than magkate?
This question became irrelevant.
3. Does the university charge same as market price?
This question became irrelevant.

The provision of accommodation to rent to studesita major area for earned
income in those countries where university eduocatf entrepreneurial. In Britain,
e.g., taken per square metre, or even in nominahgaalue, student accommodation
IS more expensive than privately rented accommoddtiroughout the whole country.
Even in Sweden, where student accommodation isged\by council-owned property
companies, they cost much higher in rent. No Svedrisversity owns student hostels
that it operates, thus they are not exploring eomsgurce of income, contrary to what
institutions with entrepreneurial spirit would dgince the answer to question 1 in this
section is negative, questions 2 and 3 becamewvaat.

Enterprise

Question/Answers Yes No No answer/
Other

1. Does the university actively seek, primarily floe
purpose of the revenue?

a. Consultancies

b. Contracts (e.g. to carry out research)

c. Commercial production of research findings

N N O
A b B O
1

2. Are there research projects engaged in priméoilyhe

purpose of the funds?

Table 6: Entrepreneurial activities of the univeesi
Source: Constructed from Questionnaire responses
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3. How is outreach (business contact) organised?

The answers given to this question were:

“These tasks are handled by the External relati@i$ice at [...] under the
supervision of a Vice-President for the third noessibusiness and community liaison”.

“Dedicated unit in the university. Also individugalby researchers”.

“[...] university has a technology transfer office”.

“A small central coordination department and decafized specific ‘outreach
staff’ close to the research groups and educatiamats”.

“Through a university owned holding company andtigh daughter companies
to that holding company”.

“There is a unit for external affairs. A number pifofessors/researchers have
longstanding contacts with enterprises, where jgwnbjects are created and co-
funded”.

Few Swedish universities actively seek consultangranarily for the purpose of
making money. Most engage themselves, howevegadkisg contracts from both the
private sector and from governmental organisatmmnauthorities. Such contracts may
be for designing and delivering courses and progras Some universities also seek
research assignments for the purpose of making ynofteere is also now a rising
trend of the commercial production of researchifigd, but still not on a massive
scale. It is important to note, however, that reseeooming from such contracts belong
to individual researchers. In fact, the initiatifee such contract production of courses
and programmes or research engagements is usakdly by individual researchers or
research groups. This would be the explanatiortiferfact that there is active search
for contracts, as the individual researcher takegriitiative as well as the benefits.

All universities appear to have an “expanded penphand specialised outreach
units to make contacts with industry and to handkues such as patents, etc.
However, the similarity with universities in som#her countries seems to end here.
Not only does the individual researcher or resegrolup have title to the funds, they
also exclusively own the results of the researclhithV8everal researchers having
neither the time nor the knowledge of how to cohu@eir research results into
tangible goods, the innovation of dedicated urotshandle this is spreading. Some
universities are just “starting to do”, i.e. buigh such peripheral units. However, it
appears what the university stands to gain, sifiagghts belong to the researcher, is

the reputation as the locale where the innovatias made. Changes to this situation,
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that would enable the university either to havatj@wnership of title/patent rights, or
at least share in the benefits of commercial prodagcare likely, because that is one
of the major propositions of the 2005 Research Bils worthy of note here also, that
the initiative for this change has not been takgrihe universities but is a top-down

action taken by the government.

Earned Income

Question/Answers Yes | No | No answer/
Other
1. Does the university commercialise its researchirfigsl 2 3 1

through fully- or partially-owned companies?
2. Does the university rent out, sell or build spifi-of

companies with patented research results? 3 2 1
3. Does the university make any other types of invests

for the sake of the financial rewards? 1 4 1
4. Does the university obtain endowments/ grants from

private persons and companies? 6 - -

Table 7: Commercialisation and other non-staternmes
Source: Constructed from Questionnaire responses

Some of the explanations given to qualify the amsweere:
In the case of question 1:

“Yes, partially”.

“In Sweden the universities do not own the resednetiings. It is the scientist
who owns his/her research results. The universign delp the scientist to
commercialize the results through its innovatiostegn which consists of the holding

company and daughter companies”.

In the case of question 4, by one university a very small degree”

5. How is non-state income distributed within theversity (who owns it/ has
control over it)?

The answers given to this question were:
“In Sweden the universities do not own the resednetiings. It is the scientist

who owns his/her research results. The universign delp the scientist to
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commercialize the results through its innovatiostegn which consists of the holding

company and daughter companies”.

“Vice-chancellor has the ultimate control, but theal control is with the project
leader or with a programme board”.

“The university”.

“After application”

“It defers, some by the president/vice-chancel&wme directly by researchers.
“Such income is distributed directly to the resdeerc concerned, who also has

control over and owns the income”.

Fewer universities use fully or partially-owned qmuanies to commercialise their
research findings than those that do not. Thix@agned by the fact that the findings
belong to the individual researchers. However, dheeresearchers have shown the
interest and been able to cross the obstacles tohge patent, a good number of
universities build spin-off companies for the pusp®mf commercialising the research
finding. Very few Swedish universities make othgpds of investments for the
purpose of making money. However, they do recemwdoements and grants both
from individuals and companies, in varying degrees.

Non-statutory state allocations may come in twar®ronly — endowments/
grants and incomes from contracts and commercsdareh. From the answers to
question 5, it would appear that all incomes comié name of the university. That is
why “the university” and “vice-chancellor has ulabe control.” However, actual or
“real control is with the project leader or a pragr board.” Those funds that may
come to the university as a whole, e.g. gifts olamment will be under the vice-
chancellor’'s control and will be given “after apgaltion.” Again, it is clear, that both
the income that comes in for research or contracdyction of courses and
programmes are decided over by the researchemb@ct groups concerned and any

incomes are also theirs.

153



Curriculum

Question/ Answers Yes | No | No answer/
Other

1. Does the university, in designing its programmes
respond to:

a. The need to produce the kind of skills that the| 6 - -

labour market requires at the moment?

b. The need to meet the interests of potential 6 - -

students?

c. The interests of academics within the university?6 - -

2. Has the university had to discontinue courses/ 6 - -

programmes due to economic non-viability?

Table 8: The structure of curricula
Source: Constructed from Questionnaire responses
3. If yes, in what fields have courses/ programmes lokscontinued?

The answers to this question were:

“Electrical engineering, mechanical engineeringiammatics.”

“In humanities, social sciences, natural scienced gchnology.”

“Continuous changes in offered courses/ programregst. Major changes
during the last years involve the technical fieldimhy.”

“Humanities.”

“Engineering, economy [Accounting, Business Stjdiesl maybe some more.”

“Due to insufficient finances there is a discussigaing on concerning the
subject area traditional land management.”

Explanatory comments include:

“Yes, but very rare”.

In designing their curricula all universities calesi the three broad interest
groups — the labour market, the desires of potestiiglents and the skills/ interests of
the lecturers. By taking into consideration the dseef the labour market and the
academic or professional interests of potentiadestts the universities are fulfilling the
so-called Third Objective in the goals of higheueation. All universities also say that

they have had to discontinue courses for econogaisans.
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The discontinuation of courses on economic groumag be seen not in terms of
not earning enough money or lack of resourcesnala courses or programmes, but
more likely due to too few applications for the sms. That is to sayDue to
insufficient finances” courses that cost money heeahe places are not filled become
untenable, e.g. Traditional Land Management. Thalagmation could also lie in the
general fall in student applications and the strdagline in applications to technical
courses. The report of the National Board for Hrgiducation shows that admission
figures for autumn 2006 show that the number ofirbegs fell for the second
consecutive year. The aggregate for the autumikant@ompared to the previous year,
is 9% and for the spring semester the intake feB% (Hogskoleverket 2006: 26). Yet
as evidenced by the answer of one university, &dr changes during the last years
involve the technical field mainly”. The detail dfis situation is that, according to
Hogskoleverket (2006), while all fields of studynaitted fewer in the 2004/05
academic year, technical courses have had steadyalén beginners over several
years, so that in civil engineering, for instartte number of first-timers has halved in
five years (page 8). Further evidence is that whiilere are higher numbers of
applicants than places available, the pressuredrigchnical fields is the lowest. E.g.,
for the autumn 2005 admissions, while there wereethapplicants for each person
offered admission in fields such as healthcareretiveere only 1.2 applicants per
beginner for courses oriented towards natural segnmathematics and computers
(page 27). Discontinuation of courses could alspdot of the process of “Continuous
changes in offered courses/ programmes” that exbme universities.

At comprehensive universities the discontinuatidrcaurses affects all of the
programme areas, the Humanities and Social Scieascesll as Natural Sciences and
Technology. In the more specialised universitiegcdt programme areas are
affected, e.g. “Electrical engineering, mechaniealgineering, informatics.” That
discontinuation of courses cuts across all fieldsans that the pattern that exists in
other systems where non-income bringing fieldshsag Arts and Humanities, suffer
cuts in courses is not the case here. In effear;ses are not discontinued because they
are not making money/ profit for the universityt because they are not economical to
run in terms of the resources that need to be egphplihen the numbers of applicants

are too few.
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Interaction with larger society
1. How does the university justify its value to thegker society?

The answers given to this question were:

“Engineering methods and knowledge are currentlyuge in totally new, and
until recently totally unexpected, context withih areas of social and industrial
development.”

“By applied research in collaboration with outer paers.”

“Through the third assignment.”

“Being a university with its specific tasks, eduoatand research.”

“The university is given defined goals from the gyovnent for education and
graduate studies.”

“By graduating well educated students on bachetoaster and doctorate level.
By doing high quality research. By cooperating mjects with enterprises, and local

and regional communities.”

2. How does the university view itself in relationdther non-university research

institutions (Competition/ Co-operation)?

The following answers were given to this question:

“[...] strongly supports co-operation with institutis outside the academy.”
“Both cases; sometimes we collaborate, sometimesowgete of fundings.”
“Competitive.”

“Both.”

“Research is generally built on co-operation andmetition regardless this is

with university or non-university research instituts.”

Swedish universities justify their place in the isbc through problem-solving
research in co-operation with organisations outfideuniversity system, “within all
areas of social and industrial development”. Thisg do this by feeding the society’s
need for highly skilled and educated persons, wloalev fill vacancies both in the
private and public sectors. In doing this theyas® fulfilling the “specific tasks” that
they are given in the “defined goals from the gaweent for education and graduate
studies”. These government-defined goals constitiiée Third Objective by which

each university enters a three-yearly contract with government to produce highly
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educated and skilled people to meet society’s neHusrefore, while each university
or the university system might safeguard their, tthéy both compete and co-operate
with other, non-university research institutionfieTmajority, in any case, take a co-
operative stance than a combative one toward @t®dearch organisations, even
though they may compete for funds and status.

Co-operation in research often takes the form aftatate students doing their
research at companies, or the reverse, where eegdopf companies become
doctorate students while still in the employ of d@mpany and carrying out all the
practical aspects of their research at the comparibere is no indication of joint

industry-university research on a large scale.

Governance
1. How would you describe the pattern of devolutiomothority at your
university? (Tick)
» Hierarchical (a single line of authority)
» Federal (collegial/democratic decision-making)
* Triangular (the central authority can deal vatth faculties and
departments and vice-versa)
Some of the answers were:
“All three options are valid in some respects”.
“Mainly federal”

Two universities indicated that they had a hiermalhgovernance system; four
ticked the federal system and two indicated tridsaguThe more often case is a
mixture of two or all three types. The triangularstem of governance itself is
operationally made possible by the federal systEmat most universities still follow
the federal, collegial/democratic decision-makimgian long after the 1993 reforms
that established the vice-chancellor as the exeezuiead of the university may be
indicative of the Swedish characteristic of dembcrdecision-making. In the case of
university governance, it is more likely to be icative of what Baueet al (1999)
have characterised as “space of action and relatednomy”, which explain the
relationship between the actors’ degree of autonand/their individual capacities to
act, in other words, the ability of the individwadtor to fully utilise or fail to utilise the

formal freedom of action or authority that he/skegiven. It means that in most
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universities there is an absence of the busingss-thief executive that some authors
eulogise as one of the characteristics of the préneurial university, even though the
government has conferred on the vice-chancelloptveers of a chief executive. One

university explains the decision-making proces®Hhsws:

Mainly federal. We have a university board in whitte chairman and the
majority are appointed by the government, we haxe faculty boards and we
have boards at every department. The daily decsiare made by the vice-
chancellor, the five deans and the heads of theariegnts (respondent’s

answer).

Internationalisation /Globalisation
1. How do you define ‘internationalisation’ in the ¢ert of higher education,
from your university’s standpoint?

“Internationalisation is being a university with aextensive research co-
operation both on an individual and network bagis. extensive international student
exchange is also an essential criterion.”

“Incoming and outgoing of students and teacher&gaeshers. Also
collaboration with foreign universities.”

“Exchange of students and teachers between ourewsity and universities in
other countries. Co-operation in research betweererists at our university and
scientists in other countries.”

“Internationalisation at home + mobility.”

“International collaboration in research and eduaa. International exchange
of students and staff. International textbooks gmarnals. Intercultural issues in
education and research.”

“Knight (1993): The process of integrating an imeational dimension into the
research, teaching and service function of highéraation.

“Operationally this unfolds the following activige Internationalization of the
academic curricula. Teacher and student mobilitytefnationalisation at Home.

Global-Local networking.”

2. How do you define ‘globalisation’ in the contexttufher education, from your

university’s standpoint?
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The following answers were given in response te thuestion by those
universities that did not take the word globalisatto mean exactly the same thing as
internationalisation:

“Incoming of foreign students. Adopting the Bologmeocess enable[s]
globalisation.”

“That the exchange and co-operation will be betwemm university and
universities in all continents.”

“Globalization refers to ‘forceful changes in theaomic, social, political and
cultural environment, brought about by global comitpen, the integration of markets,
increasingly dense communication networks, inforomatiows and mobility’ (Reichert
and Wachter 2000). This leads to a worldwide coitipetbetween higher educational
systems and between individual institutions. Thsdbearing on the fields mentioned
above which are our university’s current tools fa@nhancing (globally) its

attractiveness.”

3. What are the regional backgrounds of your foretgdents?

Exchange students

North South
EU Europe | America| Asia Africa | Oceania] America

0-5 - -

6-10 - -

11-15 -

16-20 -

V= [
1
1
1
1

21-25 -

26-30 -

31-35 - - - - - - -

36-40 - - - - - - -

41-45 - - - - - - -

46-50 - - - - - - -

51-55 - - - - - - -

56-60 - - - - - - -

61-65 - - - - - - -

66-70 - - - - - - -

71-75 - - - - - - -

76-80 - - - - - - -

81-85 - - - - - - -
86-90 - - - - - - -
91-95 - - - - - - -

96-100 - - - - - - -

100+ 3 1 - - - - -
Table 9: Exchange students from various regiontbeflobe.
Source Constructed from Questionnaire responses
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Two of the responding universities did not answesgion 3 in this section. One
university each has five or less, possibly no, erge students from North America,
Asia and Africa. One university has between six tamdexchange students from North
America. One university each indicate they havéesix to twenty students from each
of Europe outside the EU, North America and Asialyne university has between
twenty and twenty-five exchange students from Eerautside the EU. Three
universities have EU exchange students in exced49®@fand one university has non-
EU European students in excess of 100 on exchamogggmmes. One university gave
the answers as percentages: 73% of all exchangerdtuare Europeans, including
69% that are EU members, 15% are from North Ames€a from Asia, 3% from
Oceania, 1% from South America, and none from AfriOne university did not
answer this question. On the whole, only one usitiereach has exchange students

from Africa and South America and they are not ntbea five in number.

Direct admissions (only persons NOT ordinarily resient in Sweden)

North South
EU Europe| America| Asia | Africa | Oceania America
0-5 - 1 1 - 1 1 1
6-10 2 1 -
11-15 - 1 1 -
16-20 - - -
21-25 -
26-30 1 - - -
31-35 - - - -
36-40 - - - - - - -
41-45 - - - 1 - - -
46-50 - - - - - - -
51-55 - - - - - - -
56-60 - - - -
61-65 - - - 1 - - -
66-70 - - - 1
71-75 - - - - - - -
76-80 - - - 1 - - -
81-85 - - - - - - -
86-90 - - - - - - -
91-95 - - - - - - -
96-100 - - - - - - -
100+ 1 - - - - - -

- 1

1
1
1
I el
1
1

Table 10: Non-resident free movers.
Source: Constructed from Questionnaire responses
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Five respondent universities have five or fewedstis directly admitted from
Europe outside the EU, North America, Africa, Odaaand South America. Two
universities each has between six and ten free radk@m EU member-states and one
has the same number of students from Europe outs&l&U. Between eleven and
fifteen students have moved from each of South AgagNorth America and Europe
outside the EU to study in Sweden on their own. @neversity claims to have
between sixteen and twenty students from Africag @udditional university has
between twenty-one and twenty-five free moving édn students. Twenty-six to
thirty students from each of Oceania, Africa anthimithe EU are on direct admission
at each of three Swedish universities. One unityeesach has between forty-one and
forty-five, sixty-one to sixty-five, sixty-six toewenty and seventy-six to eighty
students from Asia who are not on exchange progmsn@nly one university claims

to have over one hundred EU national students wio@t on exchange programmes.

4. What factors determine the choice of universaglntry with which your
university has exchange agreements outside tfte EU

Responses given in answer to this question are:

“Highly respected universities with good quality.”

“Often based on research collaboration.”

“Usually personal connections through collaboratidon

“Quality.”

“Good academic quality, interesting area for ouugénts, academic contacts,
language of instruction — English.”

“All schools at [...] university have an operativesgonsibility for initiation,
maintenance and development of their respectivenpainstitutions, always based on
their specific need for developing internationatizgprograms, sometimes joint
educational programs. In the near future there v (I hope) unfolded a general
policy and strategy for Internationalization at [. uhiversity, comprising the following
activities: Internationalization of academic cumi@, Teacher and student mobility

operations, Internationalization at Home, Globaldab networking.”
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5. Does the university influence the following mattevigh regard to foreign

students?
Issue/ Answers Yes | No | No Answer/ Other
a. Visa regulations 1 5
b. Residence permits 2 4
c. Employment 2 4
d. Communally provided accommodation 5 1

Table 11: Entry facilitation for foreign students.

Source: Constructed from Questionnaire responses

Explanations given in response to how the univiessiinfluence these matters
are:

“By sending an admittance summary list to the Migma board and to Swedish
Consulates all over the world.”

“Bring up problems with the Migration office.”
“Giving students the correct information.”

6. Why would international students choose tmedo this university to study?

This question was answered in the following wayshgyvarious universities:

“Interest in Sweden, interest in a specific prograhre fact that we do not charge
tuition fees.”

“Our university is a dynamic university with highuaity in education and
research and a lot of programmes and courses irfli&imgWe have a vital campus and
the student life is extremely rich in sports anéture. The city of Umed has a young
population with a lot of international colour due the roughly forty different nations
represented.”

“No tuition fees. Old and good university relatiomMice region, city and campus
facilities.”

“Well known, comprehensive university.”

“Some special programmes (e.g. space technologg)location in the north.”

“[...] has a good reputation and does not charge &mtion fee.”

A significant number of universities define intetioaalisation and globalisation
in the same way. In their definitions, they havantyadepended on the internationally
accepted definitions given by Knight (1993) and dRert & Wachter (2000). In
practice, globalisation means mainly exchange oflestts/lecturers and “extensive

research co-operation both on an individual andvord basis.” Only one university
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mentions “international textbooks”. Internationatisn also means adopting the
Bologna Process, a process about which Swedislensities are so far ambivalent, as
well as “worldwide competition between higher edimaal systems and between
individual institutions.” This is principally witiEurope and North America, as the
literature shows. The majority of buyers of edumadi services outside their own
home countries come from Asia, South America andcaf With these regions, as
both the data and literature attest to, there tsansignificant exchange, there are no
traditional ties, there is little contact, and mmail effort at recruitment. The
recognition that globalisation also means compmetifor universities means a number
of things. In the least, it would mean competitiimn positions of excellence, and
competition in the global education market for sttd. This would naturally mean
mainly fee-paying students, where the focus isqyoadly on the Masters Degree level
students as fewer students go abroad for undergr@adtudies and doctorate students
are exempted from Swedish fees regime. Since htudersts cannot be contemplated
to pay fees, and since the data shows that fewpdgerg students would come from
other developed nations with adequate higher entunzdt facilities at home, the
students have to come from the developing countfibs is why the target for fee-
paying students that has been proposed is theajerglregions.

The overriding determinant of contracting exchangeogrammes with
universities or countries is “good academic qudlityuch co-operation is initiated
through “usually personal connections.” The couirtryhich the foreign university is
located has to be of interest to the Swedish stsdend researchers, and the
universities have to offer instructions in Englifgin exchange to be possible. All of
these criteria would tend to exclude, and may emphlahy there is little exchange
between the regions Africa, Asia and Latin Ameaoa Swedish universities, and why
Swedish universities are focused on other Westatioms. Quality is not defined and
when globalisation is also tied to the Bologna Bss¢ an intra-EU academic
integration process, and English, then a large gut@m of the world is excluded as
possible networking areas.

From the answers to the questionnaire, there afadications of ways in which
Swedish universities influence policies on visa residence permits for foreign
students coming to Sweden to study. What they dmig to confirm to the relevant
authorities that a student has been offered adomsEioreign students in Sweden who

desire, or even need, to work to raise money mayebhelp from their universities.
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Unless of course they are doctorate students, wigo raquired to be offered
employment by the university. The universities, boar, have arrangements with
communal housing authorities to provide studenbasnodation.

The question “Why would international students &®ao come to this
university to study” seeks to find out the uniqualisg proposition of both the
Swedish higher education system as a whole as asleach individual higher
educational institution. The key selling point ofrejority of the universities is that
education is tuition-free. Some universities alsoehthe strong point that they offer
specialised programmes that are not availablehedr atniversities in the country, e.g.
Space Technology. Other advantages the universit@m to have include “good
reputation” and “Old and good university relation¥he use of English in teaching
some courses and in communication within the cquaiso counts as a selling point.
A good number of respondents also highlight thehegiss and social life, both of the
university campus as well as the local city or oegiCampus aesthetics and social life
constitute some of the tools of attraction emploggdentrepreneurial universities, as
Clark (1998) indicates. Some universities also khihat a general interest in the
country would attract foreign students to theirtimsions. This is often true of
European students on exchange programmes who waxperience the environment
and culture of Sweden for a short period. Outsil&Ewrope and the West, a few
people might be curious, but it is doubtful how mmyoung people know of the quality

of life, environment and culture of Sweden to kheaated by such to come study there.

Education as a Tradable Service
1. What is the view of the university on educatioraasexport industry?

The answers were:

“[...] considers a large number of international semts as an incentment
[incentive] of increasing the quality, both of the studentd ahthe education at [] as a
whole”.

“We don’t consider education as an industrial aiiv.

“Not an ‘industry’ as we are not allowed to ‘earromey’ on education”.

“The university does not see education as an expdustry”.

“The university has not decided on a definite posit
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Question/Answer Yes/ No/ Unanswered

Positive| Negative Other
2. Given appropriate conditions, would the 3 2 1
university engage in the commercial
provision of educational services?
3. Does the university have the capacityfo 3 2 1
deliver education as a trading good?
4. What is the view of the university on 1 1 4

GATS, the General Agreement on Trade
in Services, which highlights
educational services as trading goods

NJ

Table 12: Views on the commercialisation of edwrati
Source: Constructed from Questionnaire responses
5. What would be the most likely option(s) for expogtiHE services, and why?
(Tick)
e Cross-border supply
e Consumption abroad
« Commercial presence

* Presence of natural persons

Some of the universities see the global commeseaiitin of education as an
incentive to improve the quality of the educatidreyt offer, in order to be more
competitive. Other universities do not see edupatis a tradable commodity —
education services for them do not constitute “adustrial activity.” Only one
university answered question 5, indicating the sflosrder supply option of delivering
educational services — distance education via redleg or virtual universities. One
university did not answer question 2. Half the nemtif responding universities would
engage in the commercial provision of educatiomegithe chance. This may not be
different in style from what they already do, ofifgy contract programmes both at
home and abroad. The same number of universitsesthinks they have the capability
to offer education on commercial basis. A good nendd respondents are negative to
the commercial provision of educational servicese hearly equal division between
those who are positive to it and those opposed tnight mean that they may be
positive to selling it, but negative to openingfop competition on their own ground,
e.g. having foreign private universities competiogstudents and financial resources
with them in Sweden. Most of the universities diot mxpress an opinion on the
General Agreement on Trade in Services, which hggtd education as a tradable
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commodity. Few of the respondents are positive ameéqual number of respondents
are negative to it. That most Swedish universitedgase to express opinion on GATS
and educational services is indicative of the dmeSwedish situation that most policy
initiatives are taken by the government and thesteted by the universities. Thus it is
the government that has to take a stand about G&ioSthen the universities will tow
the line. Meanwhile, however, the universities “am allowed to earn money from
education”. On their part, the universities empteadly refuse to see educational
services as tradable goods. The preference fos-trasler supply on small scales
while refusing to accept education as a commeagavity is indicative of the absence

of entrepreneurial ardour.
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Chapter Seven

PRESENTATION AND INTERPRETATION OF
INTERVIEWS WITH MEMBERS OF PARLIAMENT

Interviews were conducted in two phases, with regmeatives of the three
categories of institutions that determine and eteechigher education policies in
Sweden. These were the Ministry of Education, whbke Chief of Staff stood in for
the Minister; the parliament, where education sppkesons representing various
political parties on the Parliamentary CommitteeEalucation were interviewed. Only
two of the seven parliamentary parties declinedo¢éointerviewed. Finally, Vice-
Chancellors of universities were interviewed. Inmgo cases the deputy vice-
chancellors stood in. Some of the universities Wexrte interviewed were very old and
others were new; comprehensive as well as spemialisiversities were interviewed.

In this chapter the interviews with the legislatargl the Ministry of Education are
presented. There were eleven questions in all,ethva governance, five on
entrepreneurialism and three on globalisation. Tjuestions and responses are

presented below.

1. How much autonomy would your party like universite have?

Different interviewees understood autonomy as whfie degrees of freedom and it
was the word they also used most frequently inglafcautonomy. For some patrties,
the “basic view is to have sort of free universitieHowever, they do not envisage
them to be as free as the foundatianiversities established in the early 1990s. Othe
parties think of autonomy as relating to academmeedom, because “it is very
important for the Swedish system, the academicdbee that a researcher decides
what he would research, that education is not etedrom the political end”
(Damberg). There are those, however, for whom iamseboth independence as an
institution, as well as academic freedom within thstitution. This freedom would

enable the university:

! Established in 1994 by the Conservative governntemindation universities are privately run. They
are registered as stock companies. In a teachishgemearch contract between the government and
Chalmers University, the university was referre@sblogskolebolaget- university corporation. See
http://www.chalmers.se/en/sections/about_chalmiststly/a_brief history of c/the_new_chalmers
(accessed 13/02/08)
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to be able to criticise the society and should In®tsteered in detail, in any case
politically, but that they should be able to resbasind put questions of any type, even

the ones that politicians do not like (Nilsson teimiewee).

The Vansterpartiet, in any case, thinks that thgreke of freedom is becoming
bothersome, since in the latest advance in thattiim the government has given the
universities the right to appoint their own boardswhich the vice-chancellor could
even be the chairperson. The party makes a coropabistween the university and a
company and wonders if there was any company wiaeneanaging director appoints
the chairman of board”.

The government's view is expressed by the Ministfy Education. The
government, on its part, also desires to give thieeausities greater freedom, especially
relating to “issues that concern property and reatters” as well as greater influence
over their own budgets.

Generally, all the parties, as well as the govemtmeant to give universities
greater freedom, but there is actually no indicatizat any of them wants to give the
universities complete independence. What is unoedsby autonomy here is not as
Clark (1998: xiv) envisages it, wherénéy risk being different; they take chances ire‘th
market” or Shattock (2003: 147), “a situation where an ingttuhas psychologically
broken free of the tramlines of state policies bart an individual strategy” but the
freedom to operate within given frameworks of regjohs without detailed planning
of the day to day operations of the university gy government. Freedom also means
the freedom to decide on some aspects of the opesadf the university, e.g. the
curriculum, the programmes and how to appropriated$ that have already been
allocated to the university.

While the politicians want greater freedom for theversities, there is no clarity
about how free they should be. The major party loa ight, Moderaterna, think
“perhaps not foundation, it could be...” but the mmngortant thing is a higher degree
of freedom “compared to the current situation”. Eveith greater freedom the
Vansterpatrtiet thinks “the boards or heads shoatde [constituted of] only an elite...
but that the general public is also representethis Btatement is a reference to the
newly instituted change whereby the governmenbongér appoints board members to
represent the interests of the public.

The rights of students, especially potential stisleare also a concern in the
discourse on autonomy. The rights of potential etisl should be secured, in such a
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way that an autonomous university would not stifgulentry qualifications that could
prevent sections of the society from gaining entrio higher education. While
academic freedom is very important and universifboeuld have freer hands over

certain matters:

It is clear... society has an interest in watchinthlto see that there is quality and to
steer to some extent so that there is educatiamd@nwhole country and there are
certain types of education. The academic freedoweig important... but the type of

education available in the country is somethinggb#tical system must have views
on, since it is important both for economic growatid welfare in Sweden that we have
highly educated people that would carry out th@seises that are required (Damberg

- interviewee).

Universities in Sweden are seen as part of thastructure in the society. They are
there as machinery to be used to achieve certdionah objectives, e.g., as cited
above, provide the high calibre manpower that watichulate economic growth and
generate ideas and personnel to maintain the \eeitate.

2. Would your party support financial autonomy fortstaniversities, i.e., that

they earn their own money and be self-sustaining?

No interviewee envisages that universities shouldvould be given financial
autonomy. They see financial autonomy for the usities as meaning that the
universities have greater freedom in appropriatmglifferent operations the funds
allocated to them. Moderaterna — to the right ef itteological dichotomy — is of the
opinion that this freedom would give universitigsmancial stability”. They hold that
the foundation universities have financial stapildue to their foundation status.
Another centre-right party advocates a “mixturehisT mixture means that the state
continues to finance universities as it does today, that the universities develop
further sources of income. They could, e.g., eaoore from contract education and
research for companies, organisations and pubtlwaties, both at home and in other
countries. Other likely sources are more entrepnealecommercialisation of research
results, donations, endowments and alumni fundagisAll other parties and the
government are also agreed on this. There is, hesveaution from the parties to the
left of the divide, about institutions receivingda sums of money from the private

sector. The Milpartiet (the Greens), for instance, is wary thabtld lead to research
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developing in a certain direction”, whereby theseas articulated by the Vansterpartiet
(the Left Party):

the risk that what they decide to engage at theeusity is only things that are
commercially viable. Then there is the risk thatatdver is not [commercially viable]

falls apart (Dinamarca — interviewee).

One additional possible source of earned incomeheruniversities is fees from
foreign students. Here the opinions are apart,gatbe lines of the ideological divide.
The parties on the right would support it and thoisehe left are against it. Some also
take a middle ground. They think that it is goodtfte universities to cooperate more
with private industry, not only as a means of défging their income base but for the
benefits of technology transfer this would meantif@r society in general.

One thing that would strengthen the universitiesamcial freedom is the right to
own real estate, which Swedish universities aralldwed from doing today. The
parties all support this and the Ministry of Edumatsays moves are afoot to make
enabling legislative changes. Such a move woula dhe universities a hitherto
unavailable means of boosting their own income g plus resources for their
activities that they would have total control oaed deploy as they deem fit.

Even when and if the universities broaden theioime sources and raise a lot of
money themselves, no interviewee envisages thaittte would give less on account

of the incomes the institutions raise themselves:

because we believe that it is the state’s dutyotatribute to such, those things that
private enterprise does not contribute to... we bkelithat the state must take the

responsibility of providing money for blue skiesearch (Nilsson — interviewee).

A further reason, given by another party, why tketes cannot give less is the

experience of some other countries:

... the experiences from other countries frighten es@iso. The experience we have
seen of other European countries has not beerotitat they start to charge fees for
higher education the universities and collegesraatwally earned a lot more money
to use afterward. It has often happened that thie $iad withdrawn its responsibility

and reduced the support so that the colleges avergities have as much money as
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before, except that they get it through fees imktfatax money, and one has got the

inequality problem instead (Damberg - interviewee).

Greater freedom to act is envisaged. Yet, in lind whe purpose of the university
and the societal interest in it that the state toaprotect, this freedom has to exist
within “certain boundaries”. There also has to lmfgrmativity and control. The
resources budgeted for the universities by the sadbuld be seen to be giving results.
These results must be measurable. In this way tite s€an satisfy itself that the
monies go to the purposes the taxpayers allochted for and not misappropriated.
Therefore the legislative and executive arms of ¢ta@te are in the process of
developing a new funding system so that the funaisiersity receives, different from
current practice, Nilsson explains, “will be tiedrfly to the quality of the research
[and teaching] and partly to the number of stude¢htd seek admission to it”. The
freedom to spend also comes with an accountingoresipility. Since it is tax money
that is the source, “it has to be so that everea @iniversity has to submit to the public
audit so that they do not spend the money in aawfal way, on things that the money
has not been allocated for”. It is likely that tlsigsstem becomes effective during this

mandate period.

3. Would your party allow fully independent privatavearsities?

The parliamentarians cannot contemplate fully gelyaowned universities. Some
“‘don’t think it will be a major competitor to thew®dish universities today”
(Hjalmered) and others “don’t think it will be swssful”. They emphasise that higher
education must be funded by tax money, so thatsadsenot determined by the wealth
of the parents of potential students, and so tiggiteln education can serve as a vehicle
for social mobility. They “are not discussing” thgossibility of fully private
universities side by side with state universitiBlsey point out, however, that there are
three foundation universities. These are consideredte universities, even though
they operate on exactly the same legal frameworth@gublic universities, get state
funding on exactly the same criteria and are alggervised by the higher education
board. Thus, it is only in this light that the rigf centre parties that can think of fully
private universities can accommodate such. Evesethparties do not contemplate
private universities that would be independenttafesfunding and which would have

to charge fees of students for their education. tlm part of the government —

171



constituted of a centre to right coalition — theinigtry of Education points out the

existence of the foundation universities, which avalowed by the last Conservative
government, but stresses that “there is no placotdinue in that direction just now”

(Wallgvist).

However, should any educational entrepreneurs elésistart private universities
in Sweden, the law is silent on it. And the legista cannot think of passing a law to
prohibit it. However, such a private university nah automatically qualify for state
subvention as the foundation or the state univessitin effect, what ‘private’
universities means in Sweden is that groups ofviddals, for themselves as
entrepreneurs, are managerially responsible foririsgtutions and make financial

gains from them.

4. Swedish universities are waiting for political dg@on regarding participation
in GATS (the General Agreement on Trade in Servi¥bat is your party’s

view on this?

There is generally little awareness of GATS. Acaogdto the Ministry of
Education, “it is not something the political leeslgp has discussed”. Reference is
made by many interviewees to the Bologna Procesgshasmain route to the
internationalisation of Swedish higher educatiomaddition to the bilateral agreements
with universities in various countries and the agrents between Sweden and some
countries. However, the Bologna Process, as idlyiginderstood, concerns European
integration and is firstly intended to create adp@an Higher Education Area. In so
far as trading in educational services is concernedhe higher education area
succeeds, systems within the region are streambneédthe quality is raised, then the
region can compete for the rising number of inteomal applicants in the
international student market.

The interviewees recognise that there is a growitgrnational education market
and Sweden has to participate in some way, but paditipation must not mean that
Swedish or European students pay to receive eduncatiSweden. As the Folkpartiet's

spokesman explains, a balance is required:

my party is positive to the free market and priviatéative and so on but at the same
time we think that education is a societal respaulitsi also and everyone’s right to

receive an education and everyone’s possibilitsttly irrespective of their economic
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status must be secure. So it is not easy to sayittehould be totally commercial...
We are not ready to go as far as some other cesntiie ready to go (Nilsson -

interviewee).

While the political parties on the right of the adiegical divide are open to the
commodification of education, they think of a condification that affects only non-
Swedes and non-Europeans. Furthermore, they areirigiof commodification more
in terms of contract education, paid problem-sayvirresearch and the
commercialisation of the results of viable blueeskiesearch, and not at all in the way
that GATS thinks of the higher education as a tremlamodity. For the parties on the
left, they “do not have the view that basic edwratr healthcare is a trade issue in the
first place but welfare issues” (Damberg) and theiyl not allow, e.g., for universities
to be, or for research to be as any other tradeuotd (Pertoft).

For both sides, positive or negative to educatismaaradable service Swedish
education for Swedish people has to remain a welfaovision, where, as Nilsson and
Hjalmered both contributed, “Swedish students whwehfinished secondary school
have the right to study on favourable terms, andlvaot need to pay money for it”,
because “the basic thing in Sweden is pay by tax”.

5. What are your party’s views on universities activaberating to earn money?

This question was explained to interviewees as mgahat “there is a permeating
thinking about earning money, so that in whateher/tare doing the universities are
thinking about earning money”.

“We do not have those types of universities andegek really in Sweden,” was a
direct response to the question given by the reptative of the Social Democratic
Party. He then pointed out that even at the fouodatniversities any excess incomes
over expenses are reinvested in the operatiorteeahstitutions.

However, all the interviewees are open to Swedisheusities making better effort
to earn money. Nonetheless, any earnings they nvaké&l not come from tuition fees
or through selling their basic services to theidsints as individual paying customers.
They think the universities should earn money tghouhe commercialisation of
research results by setting up holding companiek establishing departments that
actively work with patent registration and pursuiogmmercialisation, etc. Some

parties are contemplating enabling legislative gearand the Ministry of Education is
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thinking of providing funds to enable universitest up hubs to provide such services
jointly. They also want universities to earn montgyough working in closer
cooperation with public departments and privateasecompanies and selling their
research services to solve problems. In these wways services, products and jobs
would result, which could earn money for the inditns and improve the economic
development of the surrounding area.

Even so, some parties warn against the profit rediecoming the most important
thing, and it is envisaged by most other interviesvihat the earnings will be ploughed
back into the facilities and services of the ursies. However, Pertoft (interviewee)
also wants the universities to be on the alerte® that this does not lead to them
becoming “dependent on certain companies and th@ducts”, because there is
always, as Damberg also fears, the:

risk that this could come to steer the educatiahr@search so much that it would no
longer be the academic freedom that would be dperain the researcher’s
understanding of what is important to research dnly those projects where they

believe they would get money from outside (Dambengterviewee).

While the Arts and Social Sciences do not usualdkenmoney, it is still easy to see
the outcomes of research in these areas in théagewent of culture, the advancement

of democracy and improvements in the quality & bf the society.

6. Does your party think universities should focusrthesearch on outcomes that

can be commercialised to make money for the itistits®?

It is of course not possible to know in advance tha result of a research project
would be a marketable product. This was realisedlbinterviewees. They think the
universities and researchers should decide whesie tbcus would be, whether it
would be on blue skies research or applied rese&vtiat the politicians would rather
do is support the commercialisation of researchult®sinto products and create
employment opportunities.
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7. Does your party think that the suggestion to chafges of students from
outside the EEA should at some point in time benebed to cover all students

at Swedish universities?

The Moderaterna will accept the introduction of sfeler non-EEA students,
provided there are scholarships for poor studdrits. Social Democrats have nothing
against it, so long as legislative provision is m&ulensure that Swedish and European
students do not pay fees. Such legislative prowidias already been made, yet
according to the Ministry of Education, the goveeminhas not given the executive
order for it to come into force. The Vansterpartéiat the Miljopartiet are against fees
for anybody.

Even for the parties that support fees for non-EE#dents, and for the
government, there is the dilemma of whether it wWdu beneficial for the fees to be
introduced. One reason lots of foreign studentsharme coming to Sweden is because
some universities are recruiting them to meet tigeimtas to qualify for full grants
from the government. It is then because of thesaginumbers that some think they
should introduce fees. The Ministry of Educatiomkis this “is a forced route”. Yet
the Ministry also thinks that the free educationSweden might give outsiders the
impression of poor quality education. In any caséroduction of fees has to be
accompanied with funds for scholarships, othentlsze is the fear, divulged by the
Folkpartiet, that for:

a little country like Sweden, it is not certainttiwge can get lots of students. We need
international students; why would they choose Swetli is as expensive as studying

in the USA, for example? (Nilsson — interviewee)

So, even though the proposal has been acceptdee lgovernment and the legislative
provision has been passed guaranteeing SwedistEBAdstudents free education,

implementation has been put on ice.

8. Does your party support the removal of the exchisight of university-based

researchers to the research results?

This issue has been actively discussed for seyerak but a resolution appears to
be still far off. Opinion is divided over its remayv The Moderaterna think that it
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should remain; they believe it would encourage o#twademics to go into research,
and because it has always been there. Folkpalsiettlainks that it should remain and
change should only come about if it is pushed high degree of commercialisation of
results, which forces the researchers to realiae ttie university is better suited to
commercialise their findings and that they needive this right over to the university
to exercise. It definitely has to be negotiatedm8acalso see it as an incentive for
foreign researchers. Folkpartiet (the Liberal Pagputs together the argument as
follows:

We believe that as long as the universities aqgoas as they are in Sweden to get out
research into companies | think that it would bedgw-boxing to remove the
exclusive right. We think it could be an incentifer, among others, foreign
researchers who would like to remain in Swedeny tkeow that they can earn

something from their research (Nilsson — intervieyve

Both the Ministry of Education and the Social Denatg think that resolution is
difficult. They see that there are arguments bothkkeping or removing the teacher
exemption. But the Miljopartiet argues that “if tipeofessor would work for Astra
Zeneca, he would never own the research resulestdf®).

All parties agree on one thing though, that theyntwhe commercialisation of
research results to be taken seriously by the wsities, strengthened and expanded,
and that should be the point of departure for dising what to do about the teacher
exemption. Even the parties that see no reasontvghypuld remain agree on this.

The broadest argument for removing it is made leyMBEnsterpartiet. They argue
that removing the teacher exemption is the wayraate the best chances for the
commercialisation of research results. They menbenmark, Norway and Germany
that have removed it, and suggest that Finland welly likely remove it. Their
examples include also Italy, which recently introéd it, but where the researcher is
obligated to report all discoveries to the univigrsivhich has the right to fifty percent
of the income from the commercialisation of theutesTheir argument, just as all
others, has the facilitation of commercialisatidnr@sults as its basis. Their written

supplement to the interview concludes:

The reason to remove the teacher exemption ishabthie universities and colleges would

receive higher incomes but that more researchteeaguld be made into products. In the
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cases that the higher educational institution kesefinancial reward from the discovery,

that ought to be reinvesté®@inamarca — interviewee).

9. What is your party’s view on Swedish universitias’y weak interaction with

institutions in Africa, Asia and Latin America?

There is an interesting ambivalence about the arssteethis question. On the one
hand all the interviewees think that the level @bgeration with these regions needs to
be improved. One of the ways they suggest thisdcbalfacilitated is by tying part of
the aid that Sweden gives to developing countriesctlly to education. On the other
hand the politicians, in a general sense, refusassnme responsibility for this poor
level of contacts. They say the universities deeuthech countries or institutions they
cooperate with. And they normally elect to worketiger with reputable universities
around the world.

Yet the politicians show concern for the situatimmd so does the Ministry of
Education. The Vansterpartiet, however, says tatweak contact between Swedish

universities and institutions in Africa, Asia andtln America:

is not a problem just when it concerns educatiexahange... | think it is a problem
we have, because the society as a whole does wetdaatact with those continents
really... I think the reason for that is that we wmlipcs do not ourselves develop those

contacts (Dinamarca — interviewee).

While this interviewee sees it as a general sdgeetdblem and gives part of the blame
to the politicians themselves, another expressefrtistration that the political leaders
feel over the way the universities leave out cerparts of the world and focus mainly

on Europe and North America.

But it is clear there is some frustration in thditimal arena when we talk of Sweden
as a big aid country, e.g., development aid. Wesaying that the aid is only a part of
what is needed for the development. How the knogdettansfer is that ought to
happen in the world, that is cooperation that odghie... | think if globalisation has
to be really of benefit then Swedish universitiesl @olleges have a lot to gain by

being on the ground even in those parts of thedvor(Damberg — interviewee).
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This view is shared by many others. One interviewasts the universities to view
these countries and their universities as the nsgad future research development and
invest in them, considering the age of the universl Europe and America. The
Miljopartiet posits that:

the future, the coming universities, they are ndeurope. In Europe we have had... or
the United States ....universities for like... centsri®Ve have seen now how the
universities in India, in China are becoming bigeThext continent, well, to wake up,
So to say, is Africa and why | think this [is] aghssue for Swedish universities, to help

them to grow, also to learn, to build bridges (Bfer interviewee).

Some express the hope that while they can undersktet most researchers are
attracted to the United States, working through Blaédogna Process would make it
easier for Swedish students and researchers to com® other countries. Another
hope is that a European Union that is more opetcommerce and trade would also
create opportunities for continents such as Afeiean in the educational field.

10.Does your party have an explanation for the thigkbehind the decision to
charge fees of students from Africa, Asia and Lafimerica but not

Europeans?

Most interviewees explain that Europeans do notehavpay fees because of EU
regulations. European students must receive sirtigatment as Swedish citizens, so
even though Swedish students pay fees in Britamexample, British students cannot
pay fees in Sweden, since Swedish students doaydeps in Sweden.

Yet this does not explain why students from outdite EEA have to be charged
fees. The interviewees do not really have an exspian for this. It came through,
however, that the suggestion has come about bechaseinflux of Chinese students,
especially to the medical school — Karolinska sttt — and the Royal Institute of
Technology (KTH) in Stockholm.

...that countries like China, for example, should pay a part of the costs of their
students studying in Sweden without paying tax we&en... would be a bit

remarkable, not the least because of the econoruigtly that China has today. With
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that development they should be able to make sangilution in any case to the

education that they receive in Sweden (Dambertgriiewee).

Apart from that, the only explanation given is thhe introduction of fees at
universities, if it comes into force, would follothe pattern of “basic education for
small children. One cannot have free educatiorwed®n if one is not resident here. |
believe it is in parity with that, that it is thosesident in Sweden that have free
education” (Wallqvist).

However, they point out two things. One is thahi fees are actually introduced,
then there would be scholarships to aid poor stisdéom Africa, Asia and other
developing countries. The second thing they indicathat the fees are not likely to be

introduced as proposed in autumn 2008. While thikgpaent has passed the law, it is:

understood..as a decision in principle to make it open bunttiee government has to
make the decision for it to go ahead. The parliarhas given the possibility but the

government has not taken the decision yet (Nilsstterviewee).

This is confirmed by the Ministry of Education. Whit is open for discussion for the
major parities, it is not however something thetlRdrty or the Green Party wants to
consider at all. For them, there is no reason stisdieom poor countries that Sweden

should be helping to develop should come to Swéal@ay fees to receive education.

11. Swedish universities’ contacts with Africa, Asiaddratin America appear to be
focused on the big economies in these continett® -Republic of South Africa,
China, India and Brazil. Is Sweden more interesied using educational

cooperation for promoting business instead of swltgl?

With this question “You have put your finger on ary difficult point” the
researcher was told. All the parties once morentlghat politicians do not steer
decisions regarding which countries the universiaee focusing their attentions on.
Damberg’s postulation for this is that “the sucéassountries have it easier to have
cooperation”, not only in the sphere of academidsiother areas too.

The Vansterpartiet answered yes directly and exgéhtice answer no further. The
free-standing Miljopartiet affirmed and indicatddat “honestly... Sweden has moved

in the last ten-fifteen years more from solidatity business”, but this party would
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rather see the country go in the opposite direcfidgre argument of this party, which
claims it has fought for the raising of Swedishemtational development aid to one

percent of the country’s GNP, is that:

...you are thinking too short [term] if you just tkibusiness. Thinking of solidarity in
the first instance is a way ...a longer term [waytbfhking business, because all these
countries, also in Africa, will rise and will be obusiness partners in the future.
Maybe it takes ten years or twenty years, | dondw, but if we invest in solidarity

now it will be in business in future (Pertoft -éntiewee).

Only one political party, the Moderaterna, thinksigood for universities to focus
firstly on business. Again China is cited as dwsttation of how the business focus

and solidarity are combined:

If you have a certain university in Sweden thatssag want to start a new campus
perhaps in another country or some sort of coojperatith another university | guess
China could be, is definitely interesting. | medat's a growing economy; lots of
Swedish companies are present in that country; ave la history of lots of Chinese
students participating in Masters programmes ind&ne So, not the least based on
that | think that’s an interesting country. Em...ttlmbusiness and solidarity. | would
say it's more business than solidarity when it cente | mean, how they act. And |
think that's a good starting point for universitias well, to be honest (Bmered —

interviewee).

While other parties do not come out straight aveagay that it is business or that it
Is solidarity, the impression is that they think gituation is skewed, and what they do
Is try to go round the question by giving explaoas for why it is so, and to offer
possible solutions. Apart from saying that the srat decided by the universities and
that the institutions prefer other universitieshwé substantial level of resources and
considerable level of research, one other explanasi that Sweden must regard these
growing economies as competitors and must not comgpete with them globally, but

must also have meaningful presence in those cesntri

...one has to understand that a technological coliky\Sweden is going to face very
terribly hard competition from China, India and skocountries. Therefore, it is very

important that we should also be there and compéte.only compete but to be in

180



those markets... we must have intensive contact téke countries that already have
a lot of highly educated people. If Sweden shoirdapl/ end the contacts with these

elite Chinese universities and so on, we can quield behind (Nilsson - interviewee).

The country just “has to hold on to two paths”, maining the intensive contacts
with the fast-developing countries while focused aiding business, as well as
working with the poorer countries focusing on depehent. The solutions they offer
to improve the skewed situation include, firstigyinig to hold Swedish international
aid at a high level. Through this educational adifferent forms could be given to
poorer countries. It is also recognised that theatibn whereby fast-developing
economies are preferred as cooperation partnesemqiea great risk that the poorer
ones sink deeper into poverty due to the absenceooperation. A “new view of
developmental policy” is suggested. This new viesv that such educational
cooperation by the universities should be closelypted with the external aid policy.
To bring about this, there must be “some form a@ftestengagement because the
universities themselves do not appear to be abteqe with this” (Damberg). This has
to be done, anyway, in a way that the universdi@sot experience it as too expensive
for them to take on the aid role also.

In effect, educational cooperation should not beedasolely on the level of
development and academic standard of the foreigwersity, but must also take into
consideration the need to show solidarity and lhelgkward universities/ countries to
advance. Therefore, while the universities sho@djiven as much freedom of choice
as possible, there is need for the government 0 ateer the matter of external
cooperation to a degree. Doing so must howevercoote at an extra cost to the
university. It might mean re-appropriating sometled resources already available for
international development aid. For Damberg, théestahould be a driving force,
maybe within the framework for aid policy, coop@atthat makes it profitable even

for universities to work in this way”. Additionatly

There is this balancing act. | think that we hawébé smarter than that. We have to
find a way of saying that it is not just economigahteresting but that there is a
developmental potential. Not the least, all thesigarsities and colleges that position
themselves within development work, within politisaience, environmental issues ...
it is embarrassing that universities want to worithwsustainable development or

greenhouse effect without looking at, have coopsratvork with, the poorest
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countries in the world. There is not going to Ing good sustainable [development].
There ought to be both moral and scientific argunfiencooperation. But | think we
decision-makers should work with smart steeringtesys that make it extremely
[easy] so it is not felt as extremely expensivevtwrk with this. That is something |

think we should think about (Damberg — interviewee)

The other solution is a regional one. Some padiasn they are working within
EU to “open the EU in a totally different way bathterms of education and trade to

less rich countries in Africa and Latin America”ildgéon).
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Chapter Eight

PRESENTATION AND INTERPRETATION OF
INTERVIEWS WITH UNIVERSITY VICE-CHANCELLORS

In the preceding chapter the first part of the rwvieavs, with members of the
Parliamentary Committee on Education in Sweden, prasented. This second part
deals with the interviews with vice-chancellors sébme Swedish universities.
Interviews were conducted at six universities, éhestablished in the 1990s and three
others established between 1477 and 1965.

The questions put to both the parliamentarians thedvice-chancellors were
similar in many respects. E.g., the question omraany was put to parliamentarians
as: how much autonomy would your party like uniutexs to have; whereas the same
question was put to vice-chancellors as: how mudoreomy would you like your

university to have? The results are presented below

1. Please explain how the central administrationha& university is set up and
supported to indicate the key influences in denisimking and resource

allocation.

All the universities basically have a three-tiermragement system. These levels
are the board of the university, the university aggment and the faculty boards. They
also have the traditional administration that haadiccounts, personnel management,
student and technical services. There are of coamme variations at different
institutions. One such variation is that at onevarsity they have a University
Director, “who is a type of CEO of the whole unis#y”. Another university has a
dean for all academic matters, whose position iardjel” to that of the vice-
chancellor. One vice-chancellor reveals that a kenagement group within the
institution is the “Vice-chancellor’s Council”, wth is an informal organ made up of
the university management and four deans of fasulti

The boards of the universities were until receaibpointed by the government
and were composed of representatives of industdytha civil populace as well as
academics and students. The board is nominateldebyrtiversity to the government to
confirm, and it then appoints the vice-chanceldnp is also a member. The university
board decides over budgets and overarching steaesgies, regular or annual accounts

as such, “and it is understood that the univetsitgrd cannot have influence over the
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daily running of the institution” (Bremer). The bidamakes its decisions based on
proposals laid before it by the vice-chancellor.eTproposals follow the policy
direction for higher education indicated in the ggment’s annual budget. Usually
the board meets six times a year.

Common to all universities is that the vice-chalucehas the responsibility for
the day-to-day management of the university, havémgived the assignment from the
board. The vice-chancellor makes all formal deadisjas assisted by the university
management, the composition of which varies shgfittm one university to another.
They normally discuss the structure of the budgegas of investment, etc. The
management helps to formulate the general poliayttie vice-chancellor executes.

At the faculty tier, the faculty boards developkdor the departments. Such
tasks cover undergraduate education programmesedreh areas, research profiles
[and] to develop research to support the reseaxdiigs of the university” (Palmer).

Funds that come to the university from the basiochklallocation from the
government come to the central management andheisice-chancellor who decides
how resources are allotted to faculties. The vitaacellor generally devolves the
funds to the faculties, who in turn share them deamis to the departments.
Competitive research funds belong to the individheglearcher or the research group
that has secured the grant, but they are still &isnrunder the control of the vice-
chancellor.

On the whole, however, decision-making and resoualtecation are very
decentralised. Decisions directly affecting theufdaes and the departments are made
by the faculty boards and resources are sent domaswia where the jobs are actually
done. This is summarised by one vice-chancelldoléswvs:

One can then also say that the university is deziésdgd in that way, that a lot of
decisions and issues are delegated downwards eitheghe faculty or to the
departmental level. And we broadly send down tofdétoellties most of the money we
have and the faculties send down most of what tlaen to the departments. So we do
not have... at the university level, e.g., thereasreserve pot... On the other hand,
there is a university board decision that the wlancellor or the university
management simply can take any amount that is defedestrategic investment. One
can say that the pot is zero and everything. Tdwsd has meant that quite a lot of
millions have been invested on strategic investsddt pop up. We can then find the

money afterward. That is about how the universtsnanagedBremer - interviewee).
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2. Please explain the relationship between the unityeasd the state, in terms of

funding, supervision and monitoring.

Swedish universities are state authorities. Theytlggr policy direction spelled
out yearly in the government’s budget, and theg gkt their funds from the budgetary
provision. Each university prepares a budget uageidr the Ministry of Education,
which then submits an input to the budget for alivarsities. The government then
makes a proposal for the approval of the parliament

All, or almost all, of the funding for undergradeatudies is directly allocated to
the universities by the government in its annualdai. What a university gets depends
on how many students in each programme it has tala@gr to educate and how many
complete their programmes. In effect, there isxadiprice for educating each student
depending on the programme, with those in the seerand Music being the most
expensive and the Humanities and Arts the cheapiestappens also that some
companies sponsor students and they pay for theagdo. At one university the
income from this source accounts for only 0.5 parc€he universities negotiate each
year with the government what their limits in adsios to each programme will be.

The direct allocation for postgraduate educaticsbigut forty percent. The rest is
competed for from funding bodies. However, the fagdbodies also are giving out
state money. In addition, universities may get tgpaowards research from companies
and the EU or from other research funding bodieddawide.

Once the universities get the funds, they havesatgteal of freedom in how they
allocate the funds to tasks. The new right of @ntralition government that came to
power in September 2006 has indicated it would dhe universities still greater
freedom. It has demonstrated this, as Myhrman sgyapt itself earmarking the extra
research funds allocated to universities this yeetead, it is in a special pot and we
have the trust to allot between the different acdagudy”.

There does not appear to be any close monitoringpeiSision of the
universities’ work is carried out both by the Hoglverket and the universities
themselves. The Hogskoleverket evaluates all usityeprogrammes in six-yearly
cycles. So far it has not happened, but the wbiet ¢could occur is that a university
that is performing very poorly in an area couldeldse right to award degrees in that
particular area. The supervision by the board &ls® to do with ensuring that the

universities work within the framework of the higheducation act, especially
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concerning the rights of students, ensuring tharethare always possibilities for
students to exert influence on how the programmesieveloped.

Research education is not evaluated by the boatdhemne is no central body for
such. This is instead done internally by the ursigrand to some extent by the
research funding bodies, notably the Swedish Acgd#$ciences, in connection with
the projects for which it has given funds to thevarsities. The internal audit often
takes the form described by the Vice-ChancelloKaflstad University: “a faculty
looks at another faculty, wholly, that is, researgaching and management; internal
peer-review, one can say”. It also takes the fofrfiregular collegial peer-review,
where colleagues from all over the world evalubteresearch” (Palmer).

The six-yearly evaluation by the Higher EducatiooaR®l does not lead to a
ranking of the universities, as is done in Britattowever, there is still a pecking order,
depending on the size and age of the universitye dlder and larger universities
appear to receive higher allocations of funds whiite them an edge. This is

explained in this way by Nybom at Orebro University

The competitive funding is precisely as in the UKe law of Matthew occurs, those
who have get more and those who do not have getorey. There is that tendency

and very strong also

3. How autonomous would you like your university t@ be

The issue of autonomy is “a very central questi@at is being discussed between
vice-chancellors of universities and higher edwcsti institutions in Sweden and we
all will have a higher grade of autonomy” (Bremekiuitonomy is generally interpreted
as degrees of freedom to act. There is rarely boaight of autonomy as total
independence from the state, what in Swedish igedtajalvstandighet This state of
mind is understandable since autonomy is coupldat vasources. Only those who
have the resources to be independent can be tddépendent.

One degree of freedom the vice-chancellors desidoing away with the status
of state authority. “The universities have a sdealace in the knowledge society and
they ought to have a special place in relation tieeo authorities”, according to
Snickars of the Royal Technical College. The defgirehis special place is explained
by another vice-chancellor as follows:
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And we all will have a higher grade of autonomy amdhat we think is

bothersome...what the universities think is bothersasn.. the fact that the universities
are state authorities. A state authority shall rimqiple carry out the government’s
policy. We think it is an odd situation that unisigies should carry out government
policy. We think rather that universities shouldvéaan independent power in the
society, its own voice. That is what even manytmadins think. At the same time, there
must be [some] sort of influence from the geneudlic through the government and the
parliament about what the universities are doingt 8is is a question that is often
discussed. We have a higher education law and heghecation ordinance that regulate
the universities, what the universities can do hade to do. We think that it is too
detailed, a thick book, with a lot of detailed steg of how we shall behave, when we
employ professors and lecturers, for example. W halked for a long time that we
should remove such massive detailed direction aedgbvernment also thinks that it

should be reviewed but not much has happened (Brermerviewee).

Others have a different view regarding this kindaotonomy. Another vice-
chancellor sees the university as part of the stfugture of the society and should act
as such so that it would contribute to society eahig its objectives, especially the

social objectives:

But | understand also... even as a citizen | thirdt tmiversities and colleges should
also have as their point of departure the publiicpoconcerning equality, equal
opportunities in all its possible forms. Equal treent, if one takes an example, the role
of seeing to it that admission is so wide-spreatbaver all areas, so that it is not only
traditional student groups that come into educat@a are, you understand, a part of the
society, an important resource in the society. Wistmaturally take part in working to
see that the society’s goals are achieved. Forhee tis no conflict with the academic

freedom, so long as we hold it at a general |eRelrfer - interviewee).

Rather, the autonomy to safeguard in this cadeeistademic work, the freedom
to determine what to teach and what to researchetisas the quality of the teaching
and research. Furthermore, universities yearndhefrfrom detailed steering when it
concerns the employment of professors and othelegraf personnel.

Some university leaders do not think that auton@mguld mean freedom from

the state. Some would like foundation institutieatiss. Some think of a status where
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they are “public but not state”. Freedom from theteswill bring about uncertainty in
the flow of money for the university’s work, whesedependence on the state gives
stability and freedom. Greater autonomy would mikleeuniversity become more like
a business concern. Noren opines that in such & ‘ca® must function as a very
active company to compete for resources”. Stileahthink that the universities should
progress towards being more like business. Theyt wagir own form that would
enable them to build up the business aspects afrthversities’ activities. They would
even go as far as the transformations that haverzt with telephone and railway
companies, which used to be state-owned works.

That autonomy has much to do with funding is a vikat is expressed by many
interviewees, recognising that the university cobtl formally autonomous but be
unable to assume the autonomy in reality becausbeofack of own resources. It is
lamented that “there is a shortcoming in the Swedistem in that one does not have
one’s own resources to be able to use the autorasmmuch as one would like to”
(Nybom).

4. Is there a drive for this autonomy and what are thternal factors that

influence the university’s drive for autonomy?

The answers to this question indicate a drive fdo@omy. However, it is not

individual institutions that are fighting to be anbmous. It is true that if:

one goes to a department, researchers, professdrsoaon, they are naturally for as
little control as possible. We are agreed on tleattpbut it is not they that pursue the

issue, but the vice-chancellors collectively (Breménterviewee).

The internal factors that ginger this drive forangmy, perhaps not surprisingly,
are articulated only by a few of the respondentélaktialens University says that its
internal drive for autonomy is its long traditioi working together with industry.

Autonomy would enable it to expand and extenddbiperation.

What is our ... what is this college and universitytving force is that we have a long
tradition of cooperation with industry and now wee avorking on a strategy that
would enable us to further extend it. So | wouke lto form partnerships and establish

common organisations in another way — companieglitain cases, because that has a
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clear structure — with businesses to pursue cerggi@arch and development activities

(Palmer — interviewee).

Autonomy would thus give this institution “greateossibility to structure the
way we work, not be bound by state authority, wheeecannot enter into agreements
really”.

The Royal Technical College sees the question afitguas the driving force for
autonomy. It would like to have the autonomy ansbteces to plan longer-term, in
order to achieve higher quality. An example givethiat research funds competed for
from funding bodies, even when described as longstéare never longer than the
research council’s programme periods, which cathtee to five years, perhaps up to
ten, but on our part, we invest in professors vegrity, thirty years when we employ
them” (Snickars). The university believes that thek of independence to plan on
longer terms is an “important factor in our compedi ability in the international
research society” (ibid.)

Some are cautious about the debate about auton@ng.vice-chancellor says
that autonomy may enhance only the academic freetionvever, those who advocate
autonomy are thinking mistakenly that they couldadahey please, “what they do not
realise is that they would do less of what thegkland more of what the head wants if
we become autonomous” (Noren).

However, the debate is on, and in the words of Nybib is “a very intensive
discussion in the whole of Sweden, that the oltustéhat the university has must be
reformed”. At this time, how and when the changk @@me can only be guessed since
the people who can influence it have different apis about it. But some strongly

believe it will go towards a system that is “pulidiat not state”.

5. Do you envisage a time when the university woulddautonomous it would

consider the state’s contribution to its sustenainsggnificant?

The answer to the question about the possibilitthefstate’s financing of higher
education becoming less significant is a strongTin@re are two major considerations
for this. One is the welfare aspect and the debplyed notion that education is a
public good. One vice-chancellor answered, “Newest me higher education and
research are common goods that have to be alwagaced by the state with tax

resources” (Snickars).
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The second point of consideration is the size aakiilgy of the funding. Today
all or almost all of the funding for undergraduatedies comes from the state. While
direct allocation for research education accouotsabout forty percent of the funds,
the competitive funding from research councils I actually state financing. One
university points out that the state allocation fesearch education has been falling
and universities are actively looking for other m®$ of funding; they are, for
instance, building up alumni and fund-raising atesg, “but it is still naturally so that
the contribution of the state is significant. It lerge” (Myhrman). Another vice-
chancellor paints the following very vivid pictutetally encapsulating how difficult

the question is:

But it is difficult to say that it is possible. Fore it is a very long way. | cannot say that
in the next twenty, twenty-five years it would bespible to change the system so that
we can depend on student fees and company comnisuand donations and such. We
are carrying on such discussion with the regiondustries and the councils, and it
shows how difficult it is really, to get a volumbat is in any way near the state
contribution. | think it is little, but it is wayi@ger than what is possible to gather
together. Think how difficult it would be to raigiéty, hundred million at once. And

with the state it is every year, year after yeterafear. It is several hundred millions. It

is difficult to raise (Palmer — interviewee).

6. Swedish universities appear to have a weak intenre&ATS, which is the

General Agreement on Trade in Services. Could yplaa why?

There is not much awareness of, or thoughts ab®uGATS. Answers to this
question include, “I don’t know anything about dhd “I don’t believe that GATS
comes up in the Swedish discourse a lot”. Any tinsigbout the commodification of
higher education concern the conversion of reseasits into products and building
holding companies to facilitate this. Otherwisenooodification of higher education is
thought of in terms of the contract education iegbackaged for organisations, local
authorities and companies.

There are two discernible reasons for this. Onthas the ordinance forbids the
commercialisation of education, where the individsudent pays to receive
education; that is, the ‘normal activities’ of theiversity cannot be carried out with a

profit motive. This is the tradition. As one integwee explains, “...with the tradition
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that we have, we don’t see ourselves as part of[ttzmle] sector. It's that simple, in

the same way that we don't see the health senased service belonging to the trade
sector (Palmer). It is suggested, instead, thatag fer the society to recoup the
investment in education could be by developing stesy that enables a smooth
transfer between education and the labour markethat those who have received

higher education can meaningfully contribute todegelopment of the society.

7. If you were to decide to charge fees, what wouldedit and who would

you ask to pay?

One interviewee, Snickars, vehemently opposesrttreduction of tuition fees
for even foreign students. “My position is that ealion is a common good,”
according him. Two other interviewees are also spdao tuition fees. One of them
proposes that if the worry is the number of foregfndents that would come to
Sweden to take advantage of the non-fee regime, tine government could set a
ceiling on the number. A further reason for notaducing fees for non-EEA students,
in the opinion of this interviewee, is that thosestitutions in other countries that
charge fees do so “very much to earn money, with litile thought about the
possibilities of raising the quality and internaiiisation of the studies this should
mean”(Noren). The other opposes fees for studeats butside the EEA because, as
has been suggested, it will not be profitable far winiversities, anyway. The provision
is for the universities to charge only the cospaviding the education and nothing
more. It would cause bureaucracy within the systand would be politically
unrealistic.

Some universities think, though, that fees willilieoduced at some point in the
future. One vice-chancellor points out that allestRuropean countries except Sweden

and Norway have fees of some kind:

| believe the first [step] is to start to take féesm non-European students and then it
comes. But | believe it would still be a long way the American fees or even the

English fees (Nybom — interviewee).

Still some would like to have fees. And they engesdhat everyone, including
Swedes should pay. One university that wants fesduced does not see it as a

means of making money from the students, but asorsrad mechanism. The
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interviewee suggests that the universities makartetid provide facilities and make all
arrangements to do their work, but there are ncesponding demands whatsoever on
the students. Many students do not complete thregrammes and they do not care
since they have made no contribution. Studentsddratheir programmes once they
get jobs, and the trend rises in times of a goaheay. Generally, students want to
live the same standard of living as every othes@erin the society. The interviewee
says that students want to spend their own monefymonvhile parents “and the state
should be responsible for the necessary thingsdbiat appear to be fun” (Palmer).
The vice-chancellor suggests a token fee, not amythear the American or English
fees, but something to make the students feel #reymaking a contribution and
ensure their commitment to their studies.

But falling state allocation is the reason anotheirversity would want students
to pay fees. Uppsala University claims that thereawadays “a poorer precondition
for providing our education. Our students recee little teaching if we compare to
other countries”. Since more than the state gigemseeded to “provide as good an
education as possible”, one way of getting suchtiadeél funds would be “by making
some students pay”. But there is uncertainty ashto should pay, and the university
cannot speculate on “where the state is goingrid’lan this, except that so far the

suggestion on the table is that students from deitisie EEA could be charged fees.

8. At Swedish universities the individual researcheresearch group controls
the research grants and owns the results of theare. Does the university
bear the cost of the facilities used for the resb@rAnd how does this affect

commercialisation of research results?

A slight correction was made to the premise of testion by a number of
interviewees. It was pointed out that the univgrsdr faculty board, had formal
control of the research grants. But, yes, usuliéyresearch group got everything that
came to them.

It is true, though, that the individual researcbethe research group owns the
results of the research. It is callédarundantaget To remove or not to remove it, that
is the question. All interviewees say that it hastmuously been debated for a long
time. Still there is a difference of opinion asti@ value of removing or retaining it.

Not only do the opinions of the vice-chancellorBetj but the Ministry of Education
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and government also disagree over it, a vice-chlmnaeveals. The debate is further
confused by the fact that studies of other coumtsieow some introducing it where
they did not have it previously and others removingf is like a mud fight, because

the opinions of the universities are not delineatadthe basis of their sizes or ages;
both old and new universities stand on both sidéseoargument.

One vice-chancellor speculates that if Swedish amsities become more like
business then the teacher exemption will be remavechuse it would not be tenable
in the logic of a business environment, but if theynain as they are now, then it
would be difficult to remove it. Another opines, tlose agreement, that if the
universities become very successful at commeraiglithe results of research then the
teacher exemption would go.

Many interviewees are agreed on the limiting effefcthe teacher exemption on
the commercialisation process. One vice-chancalys that it is limiting “because
there is no incentive for the universities to pdevsupport for the researchers or to see
to it that the results are well exploited since th@versity gets nothing for it”
(Bremer). There is disagreement even about itsifigneffect on commercialisation of
research results. One vice-chancellor says thanecactually knows that it does since
no one has studied this matter. For some, it lgerdiimiting to consider this question
from the point of view of cost” (Snickars), becaasefar as we can look into the future
“incomes from commercialised research results meler be an important source of
income for the educational institution” (ibid.).

Still, all universities are seriously pursuing cosmgialisation now, using various
approaches and egged on by the government. At mimeraity an audit of all research
groups has been taken and they have been offezeabsisstance of the Director for Co-
operation if they need assistance with commeraitia and many researchers are
happy with this. Of course it is known that manyéaet up holding companies or
other such arrangements have been made for thpogelr Yet one vice-chancellor
thinks that some universities are not equipped,whadly lack the professional skills to
engage in the commercialisation of research reslifis suggestion of this interviewee
is that it would be better for the university tondaover the research results to another
organisation that has the professional competencd the seed money to
commercialise the results, knowing that most attsngm not come to fruition but

result in financial losses for the institutions.illSat another university they are
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expanding their activities relating to commerciatlisn, and “it is deal all the time” as
the researchers negotiate terms with the univeimitthe university’s help.

On the gquestion of payment for university facibtiesed for research many
interviewees say that researchers who get competdgrants normally contribute

something to the common pool for facilities, thasp laboratories and equipment.

9. The Hogskoleverket has published a long list oVises university students
should pay for or not pay for. Do students pay ¢alts for those services they
pay for, e.g. photocopying and which of those sess/ithe board has barred

would you charge for, if the university were automoas?

The list compiled by the higher education boardveésy long, yet still not
exhaustive. Examples of what should be paid fduohe course books, license fees for
those taking professional courses like piloting, @hings that should not be paid for
cover anything that has to do with the basic faesdi for delivering the education.
Many interviewees appear not to be very conversg@htthe document. However, they
are generally aware of what students pay for,ghgtocopying or late return of library
books. Those things the students pay for they dmstt or subsidised prices. There is
no indication that students pay market prices @owises provided by the university.
The payment for late return of library books isem@lty intended to aid effective use
of resources.

The vice-chancellors all have examples of thingsy tthink the students should
pay for but which as it stands the higher educabioard has decided otherwise on.
One vice-chancellor narrated that students wertroexcursion trip and paid their own
transport fares but the board forced the univensityefund the fares to the students.
The university would want students to bear suchost ¢themselves. But another
interviewee thinks differently. This intervieweaertks that paying for such excursion is
a student recruitment expense since it is a wagtttact students to the university.
Another interviewee thinks that students who gooabtliron placement for short
periods, e.g., going abroad for a month or so islpap their language skills, should
pay their own living costs, which the universityedonow. The vice-chancellor sees it
as the students making a contribution towards tbein education, sharing in the

responsibility for it.

194



It appears, though, as one interviewee explairag,wihat decides it is whether or
not the programme element for which the expensesgyrisuch as travel expenses, or
expenses in relation to practice placement in @aratbuntry, is an obligatory part of
the programme. If it is compulsory, then the ursitgrought to bear the cost, but if it
is something the student him/herself decides tatlten the student should pay for it.
Another vice-chancellor suggests that it might bgoad idea to look for ways of
arranging practice locally, so that instead of stid studying Spanish travelling to
Spain for a month of practice, this practice isetalsomewhere/ somehow in Sweden
so that the issue of extra expenses does not arise.

10.Please briefly illuminate your university’s bilag¢ror other forms of contacts
with universities from the following regions andpkn the paucity of

programme students from these regions: Africa, Aeia Latin America.

All interviewees declare a burning interest in engiag the internationalisation
of the education at their universities. A risingmher of international students are
coming to Swedish universities in general and tlaeesteps being taken to facilitate
home students travelling abroad to spend some @iartheir study periods at
universities in other countries.

However, the main focus is on Asian countries. M&8medish universities have
ties with large numbers of universities in sevehdsian countries such as China,
Singapore, Hong Kong, Japan, Thailand and IndiarAjpom this “regular and quite
large cooperation” some are in the process of “edjpey exchange agreements with
Asia”. One relatively new and small university renk that it has up to two hundred
exchange agreements with Asian universities, inotudhaving premises in India for
receiving its Religion and Education students ait.vi

Another university has secured scholarships fromgelaSwedish international
companies that have interests in Asian countriesutfh which twenty-five students
annually come from India to do a Masters progranainthe Swedish university. The
university profiles itself in computer programmiragnd software engineering. The
Indian universities that the companies work in @rafion with select the students.

As one vice-chancellor pointed out, “Quite a loth&ppening in Asia and the
development is very strong there” (Bremer). Ondtieer hand, “In Africa there is very

little happening, unfortunately” (ibid.). Cooperaii between Swedish and African

195



universities is focused mainly on the Republic ou® Africa, which “has a long
connection with Swedish educators”, according t® Yhice-Chancellor of Karlstad
University. There are also mainly doctorate stuslenoh fulltime or sandwich
programmes, mainly from eastern African countrisach as Tanzania, Uganda,
Mozambique and Kenya. At undergraduate level progras they are almost not to be
found. Outside of South Africa and these eastemica&h countries, one university
mentioned the other African university that thewldothink of would be Alexandria.
“Other parts of Africa are very much behind”, ig thssessment of one vice-chancellor.
One university has discussed cooperation with GhanslVest Africa that would
include student and personnel exchange, “but ngthdame of it". The Vice-
Chancellor of Malardalens University narrates wimght be a common picture of
what relations between Swedish and African unitiessiin the near-future would be
like: “In our new internationalisation strategy A&f is not prioritised”.

The interviewees indicate that it is the same Wdtin America. Students are
coming from that region to Swedish universities they are “significantly fewer,
because of different reasons”. One reason is layggua vice-chancellor explains that
with other regions it is understood that Engliskhis language of cooperation, but with
Latin America it has to be Portuguese or Spanishtlis creates a barrier.

This of course does not mean a total absence. I&okUniversity has an
Institute for Latin American Studies and has “a W@t teaching in Spanish and
Portuguese” because Latin America is an area efast for this university. Some
other universities are making inroads into the aegand have gone into agreements
with universities in such countries as Bogota amdt& Rica, in the areas of Public
Policy and Education, at post-graduate level.

Three explanations are given for the paucity ofistus from regions such as
Africa and Latin America especially, bordering arsts, quality and the strategies of
the universities. The matter of cost is given by amterviewee as an explanation for
the near-absence of students from these regiomsdargraduate programmes. Since it
is expensive to live in Sweden, this interviewepregsed doubt that the students could
finance their stay in Sweden for their degree work.

Almost all foreign students from Africa, Latin Amest and Asia at Swedish
universities are on postgraduate programmes. Themses the matter of quality as
explanation for the little numbers. One vice-chdocexplains that “it is difficult to

determine the quality of the undergraduate dednatthe applicants have” (Palmer)
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and it is expensive to recruit students from abraen the university is uncertain of
their prerequisite background. The strategy of Rakruniversity now is to work with

a reduced number of universities in these countrd®re we know the quality of the
undergraduate degree and their prerequisite kn@®léal select exchange students that
can come here”. In India, e.g., this university kgomwith Swedish international
companies that already work with Indian universiad can determine the quality of
the prerequisite knowledge the Indian students hisewill be selected to come to
Sweden.

Another university that has a large number of bt agreements with foreign
universities but “relatively little focused cooptoa strategy” is the Royal Institute of
Technology (KTH), which is now in the process ofring out “the definition of
focused strategies for different countries or geop countries”. The university has
started with China. Again this looks at the podlgede level and does not explain why
there are few undergraduate students from Asia espkcially Africa and Latin
America. The university recognises that researctthis most globalised sector” and
thinks that having achieved a very large networis ihow “important that we focus
because we have something from which to focusabge “in that situation it is better
to let the initiative come from the activity”. Thigould mean that the countries where
KTH has a lot of activities with universities wousdso be areas to focus on in this
what appears to be a downsizing strategy. The teffiethis strategy again, would be

that the areas where there is presently littleaxiniould not be prioritised.

11.Swedish vice-chancellors are all in favour of studefrom Africa, Asia, and
Latin America paying tuition fees, but they are agjainst Europeans paying

fees. Could you explain the thinking behind this?

This question was hardly fully answered by the riitavees. The thinking
behind the European students not paying fees iplsirhs members of the EU they
have to be treated by the state of Sweden just Sikedish students. Thus, since
Swedish students do not pay fees at Swedish uitiestsother European students
cannot be asked to pay fees. Some vice-chancehork that Swedish students are
having a bad deal since they have to pay tuities fa some other EU countries, such
as Britain. This European Union regulation does hoivever, explain why there is

support for non-EEA students being proposed tofpes.
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Two explanations are, however, evident. One viackllor says that the report
does not properly reflect the views of Swedish \dbancellors; that when the question
was put in a questionnaire to them, many vice-chldors answered it with a number
of exceptions. E.g., many would want a scholargitipgramme to exist that would
ensure that students from poor countries in regsuth as Africa and Latin America
have their tuition paid for them. The support fees by foreign non-EEA students
arose due to the rising number of Chinese studsmtsng to Sweden to study and it
was felt by some that since China is now a richntgy Swedish taxpayers should not
pay to give free education to Chinese studentl.n&iny vice-chancellors individually

have changed their minds about any foreign stupglaying any tuition fees:

Now | have thought about this thing since I've beerthis tour, a month ago... | would
have answered no to that question if | think weusthantroduce tuition fees if | was
asked today. For me, perhaps there are a lot oplcations and | don’t think we shall
gain anything financially. | think we have quitéo&to gain in being able to say we don't

get paid. That is how | would like to have it (Brem- interviewee).

The other discernible explanation is the protectbiurf. This is a unique idea

explained by another vice-chancellor:

| believe that the thinking, which the vice-chahmed have not said expressly, is that
education and research constitute one of the ni@gegic sectors of the economy, so

they want to in this way protect their own econdi@gickars — interviewee).

Why this protection is needed is that, accordin¢pitn, some countries — China
was again mentioned as an example — send theierggido the top universities in
Europe to study in the most strategic fields andtfem to return home to set up
research centres in these strategic and intereatie@s. This means that while “the
basic production of knowledge is not a competigeetor but a cooperation sector” it
gradually “goes over to a competitive sector”. Themme may see the introduction of
tuition fees as a way of limiting foreigners froncgairing knowledge in these
strategically important and interesting fields thatuld later enable their countries
compete in these fields of knowledge. It is wortiynote that such argument is also
going on in Britain about Chinese intentions indieg students to Britain and other
European countries to study (Gill 2008).
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12. Swedish universities contacts with Africa, Asia aatin America appear to be
focused on the big economies in these continentise—Republic of South
Africa, China, India and Brazil. Is the globalisati of Swedish higher
education focused on serving the interests of legsimstead of solidarity?

Only one of the vice-chancellors interviewed expessthe opinion that the
contacts between Swedish universities and counimi¢se developing world are not
about supporting Swedish businesses in the largefast-developing economies in
Africa, Latin America and Asia. The explanationtlois vice-chancellor is that it has to

do with Swedish universities’ egoism in seekinglijya

We are interested in exchange and with outstandivigersities that have international
reputation for high quality, and then, there areaynsuch in Asia, some but not so many
in Latin America and very few in Africa, e.g. Capewn, Alexandria and perhaps some.
That is the driving force, that is what we go fand what | confess also is that it is with
such universities we seek to cooperate. So we ilarfSlouth Africa instead of other
African countries. It is happening in a rising extdn China but also in Japan,
Singapore, Hong Kong, Korea they invest a lot oheyin their universities so they are

becoming better (Bremer - interviewee).

The Vice-Chancellor of Karlstad University argubattit is both solidarity and
business and actually attempts to strictly separetewo aspects. The explanation is
that basically cooperation work with universitias the third world is driven by
solidarity, however, Swedish companies do a |diusdiness selling, e.g., machinery to
foreign countries, thus the need arises to tratronals of those countries on how to
use these machines, or to support the companiesiiket their products abroad. This
is done in cooperation with the Swedish internaiocompanies, who pay for the
education. This aspect is handled at this partiauhaversity by a special business unit
and is separate from the normal work of the unitseiis delivering education and
research.

Other vice-chancellors agree that contacts withsgheountries are primarily
about serving the interests of Swedish business&¥®s, certainly. Absolute fact.”
That is how one interviewee answered this questid®m.went on to explain that
Sweden has an ‘over-productive’ economy; it produsrich above what it should,

considering its size. The country’s economy is ekpgependent. It follows that
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perhaps all sectors of the country are geared tsvaupporting the companies to
export their products. Education directed at ‘entnyowledge’ and which bridge
cultural gaps is one way to facilitate this. “Saturally, it has nothing to do with
solidarity, or only on the margins” (Nybom - integwee).

Another vice-chancellor answers that “We do notehewoney because we give
aid. It cannot be helped” (Palmer - interviewee)hat/this means is that for the
country to remain rich, its businesses must gepaeupfrom even the educational
sector to remain in business, especially in this agglobal competition. This vice-
chancellor, however, wishes that education coutd aerve solidarity goals. Making
universities part of the country’s internationatl @ystem could achieve this. Thus,
universities would, e.g., have some internatiomaletopment funds at their disposal to
award scholarships to students from poor countitegome to study in Sweden.
Another step in the promotion of solidarity, whickas expressed by another
interviewee, would be to have the same arrangenteatsexist for cooperation at
postgraduate levels to trickle down to undergraglsaidies.

One unique explanation given for the support fosibess is that it is a way of
giving support to the foreign students who haveaay come to Sweden to study. The
Swedish universities are “giving them as good pmitses as possible to carve out
careers for themselves” (Snickars - interviewed)l &other explanation by another
vice-chancellor for focus on fast-developing ecoremrand attracting students from
there is the demographic situation of Europe. Asgbpulation of Europe is aging, “to
be able to maintain the same level of service awldp knowledge we have to import
people here, otherwise Europe will become poor&lérén - interviewee). In this
regard, it is hoped that some of the bright stusldérging recruited from universities
with international reputation in Asia especiallydabatin America would remain in

Europe after their studies.
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Chapter Nine

THE COMMODIFICATION OF HIGHER EDUCATION
IN THE WELFARE STATE OF SWEDEN: AN ANALYSIS

This crucial chapter will attempt to put togethlee review of the literature and
the data gathered from all three phases of fiel@wbhnis entails an analysis of the data
that has been laid out so far, in order to answer dverarching question of the
research: is the commodification of higher eduecatiopossibility in the welfare state
of Sweden?

Parameters for this analysis are drawn from therditire review since that
constitutes the basis for the theoretical framewgiking an indication of the scope of
what has been done and with specificity to Swedsnyell as giving the justification
for this research. Each aspect taken up departs the literature and then takes in the
responses to the questionnaire and the answens gi\the interviews.

The parameters include the following:

« Environmental influences: EU and the Bologna Preceeoliberalism and
the commodification of social services, GATS ane tiorld education
market; influx of foreign students and the tuitibees dilemma, Stiglitz
(1999) and education as a ‘global common good'.

* Ruling political ideology: will it make a differeec who constitutes
government, Conservatives or Social Democrats? Betual (1999) talk of
‘actor preference-driven’. What do decision-makers both sides of the
ideological divide think; what are their antecedentthis matter?

* View of education as a public or private good: wisathe thinking; what is
the attitude? Will thinking or attitude change e foreseeable future?

e Clark’'s (1998) organisational pathways to entrepweialism: are the
universities following these pathways; are thesthways identifiable at
Swedish universities?

» Shattock (2003) defines the entrepreneurial unityeras one that has
psychologically broken free of the tethers of tha&tes a truly autonomous
institution: have Swedish universities broken fieen the tramlines of state
control; is there indication of any intentions teedk free; is it a possibility

for a public institution such as a university t@dk free of the patronage of
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the state? Do they have enough of own resourcesrothey raise enough
resources to be independent? Are they working tasviris autonomy?

* Marginson and Considine (2000) identify the charastics of the enterprise
university: are there legal frameworks for Swedistiversities to assume
these characteristics; have Swedish universitissnagd these characteristics;
to what extent?

* Hellstrom’s varieties of university entrepreneusal: are Swedish
universities engaged in any varieties of entreprgaksm; what could be the
consequences of this on universal entrepreneuralighin the university?

» Lararundantagetand commercialisation of research results: doedehacher
exemption limit commercialisation; does commereatiion of research

results mean the universities are entrepreneurial?

Environmental Influences.
Commenting on Clark’'SCreating Entrepreneurial Universities: Organisatein

Pathways of Transformatidi1998), Tomusk (2004) comments:

Professor Clark’s latest work rapidly became moadnant a study on changing
universities. Falling like rain on the desert ofrépean higher education, it has
become a scientific-sounding justification and ntielnig force for turning it into the

fertile ground of the marketplace — work enthusialy welcomed by politicians.

While administrators and bureaucrats ardently pati politicians’ boat, academics
hesitate. Instead of working under the guidancehef philosophy faculty and the
protection of the state, they are now forced talpogknowledgeor sale (page 106 —

original italics).

This statement essentially captures the reactioBusbpeans to the work. Soon
after it was published some European academics, 8mttock (2003) and Sporn
(2003), joined in the propagation of the entrepueia university in their own works.
Reading Shattock it is easy to agree with Tomusk042 106) that “The
entrepreneurial university is being sold under ghetext of progress and its pioneers
heralded as colonizers conquering the Wild WestichSpioneers, that became the
subjects of Clark’'s ground-breaking study, includéarwick University, where
Shattock was at the time the Registrar and hedldeofransformation project. Tomusk
adds that the enthusiasm shown by politicians aripservants was so strong that
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while academics resist producing knowledge for,dhkey have failed to stem the tide
of the “forces that have led to a situation wheredaypaining non-entrepreneurial is a
non-option” (ibid).

If this is the case, then universities around Eardpcluding Sweden, would be
adopting what Clark (1998) calls the organisatiopathways to transforming
themselves into entrepreneurial institutions. Ey@eceding that, they should be
afflicted with the same problems that drove Warwidkensuu, Twente and others,
such as a dearth of cash for their operations, elé @& be driven by the same
ambitions/visions or succumb to the same environahéactors, such as the neoliberal
drive to commodify social services. Furthermores politicians and public servants
would show the same kind of enthusiasm that Ton(28R4) talks about.

The most decisive factor is funding. The experieoic&/arwick, for instance, was
that the Conservative government of Margaret Thatchad cut allocations to
universities at once by 17% on the average, buh exeto 30% for some individual
universities. In the Netherlands the experiencelwknte University was that the
government cut the university budget expecting ersities to reduce the number of
faculties or programmes. But the experience in ®wesas different. Clark’s (1998)
study included one Swedish university, Chalmerswds the only one of the five
European universities in the study that was natedriinto entrepreneurialism by funds
shortages. From the interviews with both parliaragahs and vice-chancellors
reported in chapters seven and eight it is clear @halmers has not become a ‘stand-
up’ university that acts significantly on its owarms. It operates under the same
regulations as all other universities in the copm@ind gets its operational funds from
the state by the same funding formula. This is bseaas the parliamentarian Damberg
explains, while all universities are not state-odiso long as they follow the general
system, they get public funding for their studdnisn the state”.

This assertion is confirmed by the vice-chanceadfovalardalens University:

They are... they are still very dependent on theedtattheir financing. A large part of the
undergraduate studies at both Chalmers and Jornkdpfinanced by the state, a large part

of the research also. They are financed in the seayeas we are (Palmer — interviewee).

Damberg’'s view is furthermore emphasised by hisligraentary colleague,

Hjalmered, who is of the opinion thahé& main focus should be on the normal education
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system [non-private]. And | think it is importanbat it is tax-funded” (Himered —
interviewee)

It is also gathered from Hogskoleverket (2006), @ai al (1999), (see page 119),
that in the decade that universities in other Eeappcountries were experiencing fund
shortages Swedish universities were in fact in fpreduction’, that is, they were
admitting and graduating more students than the weceiving per capita allocation
from the state for. Bauest al recount that even after the 1993 funding reforha t
introduced a more stringent funding regime, with tmiversities receiving per capita
funding for the number of graduating students edtef the number admitted, the
overproduction was so high that “the higher edocatsystem at large provided,
without any extra funding, education equivalenthtat of one university for one year”
at a cost of 537 million Swedish crowns. Interview@&lilsson and Damberg assert that
the state cannot give less than it is giving toversities, firstly because it is the duty of
the state to finance education, and also becatise ftate were to give less in the hope
that universities would acquire resources from o8wurces, a situation might arise

where they short-change themselves. Nilsson states:

| do not know if | would say that the state shopld in less money because we believe
that it is the state’s duty to contribute to sutiose things that private enterprise does not
contribute to. Private companies and private chpita good at finding out need-based
research, company research and so on, but we éetleat the state must take the
responsibility of providing money for blue skiesearch. There are two areas, and one
must say that both blue skies research and compsmarch are needed. And it is the

state’s particular responsibility to invest in thiae skies research (Nilsson — interviewee).

There has to be an acceptance of entrepreneuridlismght be agreeable that in
the countries where entrepreneurialism took oyauplic pressure”, as Tomusk (2004)
says, played a very important role. Such publicguee translates into the enthusiasm
of politicians and administrators. Academics argled to accept the changes or
forced in some way, e.g., with threats of budgés$ cu legislative changes that pull the
carpet from under their feet. This kind of enthesiaappears to be absent in Sweden.
Obviously the degree of enthusiasm differs at diifié periods of time. Between 1991
and 1994, for instance, when the Conservative Maidera ruled, there was more
enthusiasm to move toward the privatisation of arsities. Privatisatiorper seis

interpreted as marketization. To the interview goesof whether or not their political
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parties would support fully private universitiesaiBberg and Hjalmered say that they
have nothing against private universities and poirttthat there are no laws against
private universities nor would the parliament lé&ges against such. But they are
sceptical about the success of private universihi@sson, for instance, answers: “We
are basically open to private universities”, sagl@s they operate within the regulatory
system supervised by the National Board for Higeducation in order to assure the
guality of the education they provide. He refersthe period 1991-94 when the
Conservative government tried to privatise stateearsities. Perhaps only the limited
time they were in government prevented full prisation and transformation to
entrepreneurialism, with the universities that dajeickly becoming only foundation
institutions. The Social Democratic Party that geced them in power back-tracked
on this. However, it was the Social Democratic y#nat raised the issue of tuition
fees for some categories of foreign students. Tdleg went as far as making the
enabling legislative changes. Still there is naneyally speaking, any eagerness to
turn entrepreneurial discernible even on the pérthe government. In one of its
reports (HOogskoleverket 2005b) the Higher EducaBmard compares the Swedish

higher education system with those of Britain aimdahd and writes:

The Swedish management is also different in othayswAs an example can be
mentioned that one of our closest neighbouring tes— Finland — the government
has set up quantitative goals for the number akifm undergraduates’ and in Britain
the government in 1999 laid down a strategic ptarttie marketing of British higher
education (page 21).

The reason effort is directed at foreign stusl@nd a marketing strategy is planned
to lure them into the country’s educational ingidgos is the obvious link between
foreign students and fees income (pages 214-218). But the fees issue in Sweden has
become a real dilemma. Responses to the questierufaihis research and interviews
reveal an open acceptance by a number of univdrsags that the provision of higher
education to students from developing countriegbsut economic globalisation, i.e. to

support Swedish global business. They say, to cuéde:

Yes, certainly. Absolute fact. We don't have ty sanything about it, because we

often forget what is said about Sweden and Swinrerkhat these two countries were
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economically globalised long before anybody elsaglbefore Britain ... naturally it
has nothing to do with solidarity, or only on thangins (Nybom — interviewee).

and
Yes, | think | should be able to give a straighswaer to that. We do not have any

money because we give aid. It cannot be helpedn@tat interviewee).

This can be interpreted in two ways. Apart from tieious fact that Sweden has
distanced itself from its earlier view of globatism — “the most remarkable, [] abiding
and self-imposed obligation to aiding and assistmmghe countries of the Southern
hemisphere”’asNeave (2005) observed it, or the way Opper (citetidgskoleverket

1996) narrates it (see below), this indicates{lyirsaa state of mind that may easily

accept trading in educational services in relatmthese countries.

Certainly, along the way there have been debates the super-ordinate aim of

internationalisation as an educational goal. ThHeage been strong advocates of
placing a ‘global solidarity’ goal premier, streggithe need to prepare Swedes to work
to improve the standard of living and national emoit chances of countries who are

not as well off as Sweden (page 18).

This of course would be trade in the basiacfions of the university with the
student as customer. Governmental authorities agdngations as customers of
universities is already an established mode of $&hkedniversity entrepreneurialism.
What may be discerned from this elimination of gafity-thinking is that the internal
solidarity within the country itself, whereby evene is his brother's keeper or the
Swedish concept offolkhemmét which makes almost everyone unquestioningly see
education as a citizens’ welfare provision, carvblebly challenged. This means that
those within the Swedish society who in the pastade or so have been advocating
fees for all students, even home students, thoughnsignificant and non-vocal
minority now, would grow in number. This could beterpreted as a readiness to
accept that Swedish students, like students inrathantries, should also make an
inescapable financial contribution toward their eation. Questionnaire responses are
confirmed by interview answers showing there aceaghancellors who will not mind
their students paying fees, or universities thattamking of augmenting shortfalls in
state allocations “by making some students pay”hivhan ponders the question in

this manner:
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Yes, if we want to do like the rest of the worlcethwe will charge fees for our
education places. And why we would do [s0] is thatstate’s money has become less
and less. We have now a poorer precondition fovigiog our education. Our students
receive too little teaching if we compare with atbeuntries and it makes us think we
need more money to be able to provide as good acaédn as possible, to give our
students better conditions to complete their sgidfend we can do this by making
some students pay. Eh... it would then be the stsdibat pay... The big question is
whether we can augment our state resources witmes from students who have to

pay for their education, so that we can be compatalother countries.

Well, | don’t know where the state is going to laMéhat is being discussed now is the
non-European students, if we are going to hav@therwise... it is a problem that we
have free movement within Europe in some way. Wliere going to land | don't
know. There is an ongoing study that will submitegommendation (Myhrman —

interviewee).

There are even others who want the studentay because university students in
Sweden enjoy too high a standard of living and shovappreciation for the resources
the state expends on them or the efforts the inistits make to deliver to them the best
possible education. This category of universitylega wants students to pay some fees
as a method to commit them to their studies. Bubm®can predetermine where such a
step would lead to. We can cite here the cogitatioh the vice-chancellor of
Méalardalens University:

I am in fact divided on this, because naturallfihk it is in many respects positive
that we have free education in Sweden. In additierhave very high cost of living in
Sweden. So the costs for the students are mucletighn in other countries. But the
students think that is just the standard, they exihait standard. They are not ready to
share rooms, or quite basic living environment dtcis a high expense just for
maintenance. If we add tuition fees to that thewaould be very expensive. At the
same time | think it is bothersome in some respéebtt these are free resources and
they are used a little too much in that way, beeati® students do not take
responsibility for their choices. It does not casithing to take up an admission and
then ignore to use it as it was intended. Thiseesnsvery clearly now in the kind of
labour market we have. This is what happens inyncatieges and universities. There
are many students who commence their studies @amdthiey get jobs and they simply

go. And this is becoming more visible every yeaw. Uiversities and colleges are
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expected to provide resources, teachers, classrooonsputers and every possible
thing and there is no counterbalancing demand erstihdents. It bothers me. | don’t
think it is healthy to get things without a dematadperform. So, something... it
should cost something. | was attracted by the Bhgliystem a few years ago when
they introduced fees. It doesn’t have to do witlyfaovering the costs, as in the USA
or other places in any case, but that they shoaydappart. These are not unreasonable
costs. It would not be remarkable to invest fiftypasand or twenty thousand a year,
whatever it would be in one’s education. That isatvhthink when | see what they
spend money on. | can think that it should applipdth adults and young people. We
are behaving like teenagers. Our own money we wasspend to have fun; mama,
papa and the state should be responsible for tbessary things that don't appear to
be fun to pay for. Well, maybe not fifty thousabdt five or ten thousand per semester
should not be unreasonable, so that it costs samgethind they will also see that they
have made an investment in their future. It plaxe®mand. It is a tool to make them

take it seriously (Palmer — interviewee).

The attitude in Sweden is not different today ewath a coalition of right-of-

centre parties in government. Both sides showdes® enthusiasm at all for either the

privatisation of universities or even the tuitioee$ by students from developing

countries. What this indicates is that any intendgdnsformation toward

entrepreneurialism between 1991-94 is now halteatlidPhentarians representing

various parties think that education should be ftaanced, so that access does not

depend on the ability to pay for it. This is a fantental tenet of thielkhemmet

I mean, for me the basic thing in the Swedish skheducational system, is that it
should be funded by taxes, in the meaning that heeild be able to... | mean, all
Swedes, if they have the brain ability, they shcagdable to... study at university...1

mean money should not [be the deciding factor].

But let me also say that | think [universities] alibtake fees when it comes to people
outside the EU and EES area, but ... | also thinlskauld also have stipendium, what
is it called...scholarships, some sort of scholarslygtem, meaning that we will give
possibilities to great students to be able to ua#terthe Masters studies in Sweden or
participate in PhD studies, so we have both the &el the scholarships @Hnered —

interviewee).
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But a hint of the dilemma with fees is given byssn:
We in principle have said that we can accept fegbk charges for students outside
EEA but it is not certain that we are going to tiobecause one reason is that free
education is very important for Swedish studentg. &&n accept it but again a little
country like Sweden, it is not certain that we @t lots of students. We need
international students, why would they choose Swefl is as expensive as studying

in the USA for example? So it is not at all certdnat we are going to implement it.

| understood it as a decision in principle to méakapen but then the government has
to make a decision for it to go ahead. The parli@rh@s given the possibility but the
government has not taken the decision yet. | ddalve it would be implemented in

2008” (Nilsson — interviewee).

They would like to see more of the outcomes of asse commercialised. Even the
parties to the right do not envisage entreprenkadacation. They do not even think
that they would go as far as allowing any of theesuniversities now converting into
foundation universities. Hjalmered, whose partynfral991 to 1994 made the

privatisation move, speaks on autonomy:

Basically one could say that we want it to be agdeal of autonomy. Our basic view
IS to have sort of free universities. As you areag@nwof we now have an alliance of
centre-right wing parties forming government. Laste, at the beginning of 1990s,
two universities in Sweden, JOonkodping and Chalmeesame foundations, free
foundations and | think that we have the ambitiorsiich reforms as well this time,
meaning that we want them to be free, perhapsaustdations, it could be, but | think
it is more important to see how we could make alle@ish universities more

free...compared to the current situation.

The establishment of fully private univiées by business people in Sweden has
no statutory barrier, but the general thinkinghattsuch universities will not succeed
in the country since they would compete againststage universities and it cannot be
imagined that they could survive on tuition incorBamberg and Hjalmered say they
have nothing against private universities and pouttthat there are no laws against it
nor would the parliament legislate against it. Titerviews also uncover scepticism
about the success of private universities in corpetwith state universities in a

country where education is otherwise a welfare igrom. There is also a rejection of
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the notion that, in that case, Swedish studentddvoave to pay for education and the

acquisition of education would come to depend @wtkalth of families:

There is nothing that says one could not do itwe&n. On the other hand, it would
be very expensive.... | don’'t know if there is a gneeed for a totally independent...
we are not discussing the issue | can say, but't doink it would be forbidden. It is
clear there is possibility of establishing totghisivate universities but | don't think it

will be successful.

It is a hypothetical question. | don't think it wdthappen. But we think, the ones that
the state finances, there we shall not have feas.ifBthis should happen, totally
private, by the side, | don’t think we are goingheve a law against it, but | would not
welcome such a development because then it woulthrtieat higher education will
become a matter of the size of the wallet instdatieotalent the person has and that |
think is a wrong step. | dontielieve there are such forces in Sweden that widk@do

do it (Damberg — interviewee)

Tomusk (2004:110) implies that “the range of emeepurial adaptations in higher
education is almost infinite”. One is the commdisaion of research results and
another is contract education or research. Hefts{{Z007) in his study and analysis of
the research strategies of ten Swedish universigésly identifies commercialisation
within the Swedish university system as geared tdwde achievement of the
statutory objective of interaction with the commynand acting as vehicles for
regional development. Such commercialisation takesforms, mainly, of outreach
activities and knowledge or technology transfer.tr€ach activities has a broad
spectrum, from that of providing facilities for Elcorganisations to run conferences
and workshops, or acting as consultants, to hawegnbers of the local business
community or public service representatives on thwards of universities, or
establishing joint collaborative bodies. Citing hi@n and Harman (2004: 154)
Hellstrom says that technology transfer distinatheans “the process of turning
scientific discoveries and inventions into markétalproducts”. The issue this
researcher has to raise with Hellstrom is thanbterchanges ‘commercialisation’ with
‘entrepreneurialism’. He defines commercialisataan“that which the university does
that involves, at some point, selling to a custoferprofits” (page 480). However,

what the university does, even though it may deswme profit from it, is actually
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selling excess by-products from its basic functiohteaching and research, or selling
excess capacity in the case of facilities like eoafice halls. An essential element is
missing for these activities or income earning c#gdo constitute entrepreneurialism.
This writer would hypothesise that entrepreneismali would exist where the
infrastructure and processes of the universitydasigned with profit motive, with a
permeating rent-seeking state of mind and attituifleis must be what Liesner
(2007:451) rightly illuminates, when he observest ih the entrepreneurial university
lecturers and researchers are not simply that dnat &lso conceived as consumers of
institutional offers by using infrastructure, byeating networks, or by participating in
further education”. In the same manner, he furihestulates that students are not
merely students receiving teaching, but are alssidered as “individualised subjects,
presenting themselves as targets for investmerglistiom (2007) did not find such a
state of mind. Even those holding companies anonaumtous business units that many

universities have set up do not exhibit such atud#. His evaluation is that:

In many ways, these units have suffered from awdnd gaze’... which has caused
them to lose a foothold in the commercial arenastdad, it seems that many of the
universities have found, and are finding, new fiord for these stand-alone business

units (page 483).

Even the perception of the university as serviaeviger, the student as customer
and education as a commodity is vehemently resisggueople closely concerned with
the Swedish higher education system. For the pmlits, “the basic thing in Sweden is
pay by tax” (Hjalmered — interviewee) because “wveentt have the view that basic
education or healthcare are trade issues” (Dambengterviewee). Their stand is

consolidated by the vice-chancellor of Malardalgnsversity:

Well, with the tradition that we have, we don’t seeselves as part of that sector; it's
that simple, in the same way that we don't seehttadth service..It is another thing
that it is possible that we can use marketing aagh® earn some money, but it is very

marginal (Palmer — interviewee).

This means that the student is not recognised ‘asistomer’ of the education
system buying a private commodity. In questionnainswers, the universities said

education was not viewed as an “industrial activitiy “as an export industry”. To the
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question as to whether the universities could becas autonomous as to be self-
sustaining, which they could only do if their sees were commodified, one vice-
chancellor answered, “Never!” And he answered #éagaication should never become a
tradable good (Snickars — interviewee).

Environmental influences appear to have little iotpan the higher education
system. The neoliberal philosophy, as articulatgddime writers, that there should be
nothing which is not the market appears to haike limpact on the Swedish higher
education system. There is frequent mention of ‘tf@bal education market’, but
Sweden appears not to have strongly positionedf itseplay in it. There is the
conscious thought of it, but there appears notet@fy systemic strategy or concrete
strategies on the part of individual institutiores lhe active players in the global
education market. At home, in any case, the stanery strong within academia and
amongst political decision-makers against educatlemg a commodity and for
education provided with tax money, so that anyoaeirty the ambition to acquire
higher education can do so.

Yet the foregoing has to be pitched against élternal forces and alternative
ideologies bearing on the state. One universityvanag the questionnaire adopts a
definition of globalisation as “forceful changesthe economic, social, political and
cultural environment”. GATS for instance, and nketalism, with its principle of
individualism, the challenge of the welfare systdéh®e philosophy that education —
especially higher education is a private good — twedstand that the ‘market’ should
be arbiter over all things, is sweeping acrossonati Nybom (interviewee) observes
that even in the Nordic countries it is now onlyrivay and Sweden that offer free
education to both home and foreign students. Bingalp the idea of tuition fees for
foreign students Sweden is already moving away fribi position of Norway.
However, Sweden is recognised to have resistedoeeal ideas before. Harvey (2007)
recounts how the neoliberal onslaught was “sidppstd” earlier in Sweden due to
public resistance, led by the labour unions. Apmyneoliberal principles to social
welfare areas such as health and education apfedis taboo. Once again we may
recall the rejection both by politicians and videancellors of the idea that education
could be a tradable commodity in questionnaireiatetview answers.

Furthermore, little notice is taken in tbeuntry, both by the parliamentarians
closely working with the issues of higher educatamu research as well as leaders of

academic institutions of the General Agreement oadd@ in Services (GATS) by
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which the WTO is pressing for the commodificatioh ligher education. The

questionnaire identifies only one respondent usitgrpositive to GATS. Some

interviewees, mainly the parliamentarians, adnuk laf any deep knowledge about
GATS. The Ministry of Education said “It is not sething the political leadership has
discussed”. One university vice-chancellor alsal She did not “believe that...GATS

comes up in the Swedish discourse a lot” (Norehpsg who were more conversant
with GATS take the stand that Swedish universitiesnot belong there, even though
Nybom suggests that there might be a division afiop between the comprehensive
universities and the more specialised universigsash as the Karolinska Institute and
KTH, who he claims are preparing to respond to GAF&mer, vice-chancellor, says
“we don’t belong to that [trade in services] sett®ertoft, parliamentarian, holds that
the aim of his party and that of GATS regardingcadion are diametrically opposed,

and Bremer explains Swedish universities have been:

focused very much on the development of acadenvevladge and less on engaging in
working together with the society in general ordevelop the possibilities of selling

education or knowledge (interviewee).

The position is slightly different with tipan-European Bologna Process. Even as
the Hogskoleverket (2005b) notes that it is onthefareas of global events capable of
affecting the internationalisation process of ursitees “that both require being
watched and analysis”, the Bologna Process is wmwedi almost as if in passing by
political policy-makers and university leadersislin fact the politicians who mention
the process in interviews. In questionnaire resgsmsie university mentioned that the
Bologna Process would enhance globalisation, mgdne® movement of students and
academics within Europe. Swedish universities showivalence toward the Bologna
Process. On one hand, they express fears abouit wavuld affect their programmes,
for instance, some programmes might become unreadgdsng, or expensive to run.
On the other, some universities think that to aghiglobal competitive strength they
need to join this regional consolidation strategkere is a realisation that it would
change things, since it may be unavoidable as ampiBi¢ct, but it appears there is
little confusion, resulting from a lack of graspoab what the changes might actually
mean. In any case, Swedish universities are waitingthe government to firmly
commit to the Bologna Process. That they are wagifor the government to give

directive again confirms how little autonomy theivamsities exercise. One likely
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benefit of the Bologna Process is the capabilitgatld have of strengthening the
position of the universities for global entrepremna&uprovision of higher education

within a strengthened European Higher EducatioraAes envisaged. If they are not
taking the initiative, then, it is an indication laick of entrepreneurial spirit. A higher
education system that has entrepreneurial driveldvoy their own enthusiasm work

toward that goal and even influence the governrteeatt faster.

Globalisation, often interchanged with internatie®tion, on the other hand, has
growing implications for the commodification of Saeh higher education. There is
an apodictic link between globalisation and eneeapurialism. Education International
contends in its report (2003:7) that the moderrppse of worldwide higher education
Is a “globalized and commodified higher educatioarket”. Hogskoleverket (2005b:
20) endorses this postulation when it posits time imhibition to globalisation is the
“prohibition to take payments from individuals feducation”. And an interviewee

advocates:

a discussion on how proper it is that students froall over the world should be able to
study free in Sweden. There, we Social Democrate lsaid that that is a discussion we

must have...Is it proper that Sweden as a country should lyofalance with our tax

money other countries’ studentd@@?amberg)

It is recognised, thus, that a decision on the pérthe government to expand
internationalisation is a decision to enter theébglostudent market. Or, at least, that to
cope with a rising number of global students, eigigcif new spaces need to be
created for such international students, raisesntged to demand payment for the
education. The prohibition is no longer there, sirtbe last Social Democratic
government changed the statute and created théjibgdor universities to demand
fees, but the country is not yet ready to procedl v Hogskoleverket has asked the
universities about their readiness to collect faed reports, “Our conclusion is that
Swedish educational institutions in general ané st prepared for that” (2005b: 66).

The difficulties with it are explained by a viceatcellor:

So there is a special study to introduce tuitioesfeBut the narrow directive from the
former Minister of Education, Thomas Ostros, metiias we should collect tuition fees,
the fees must cover the whole cost, but we mustaket more, we must not get any profit

out of it, and in that aspect it would only intr@gua lot of bureaucracy and bother for the
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universities. That kind of solution | wouldn't watat have, | don't think it will be realised

(Bremer — interviewee).

Snickars prefers a different approach to couplifapgisation and fees that is
more logical. In fact, he suggests that the inffWoreign students need not raise the
requirement for fees. He challenges the proceduréhle recommendation of fees as

that of putting the cart before the horse:

It is naturally so that the discussion about fedsch says that fees should be a way to
expand the internationalisation, which was the fpofrdeparture for the earlier Swedish
study about fees, is meaningless. There is a Is#tidy that is being done which looks at
internationalisation as the point of departure nktbere we can know what values, what
societal economic values will be created by thdowmfof international students and
international research. From there how a fees systan be introduced could be
discussed. It is for example true that no one guilkstion the fact that there is a fee that
is equivalent to the universities’ direct investmeri resources to give service to
international students. It is really a questiorifafie should have a system whereby we

earn money from other services from the internatistudents’ inflow (interviewee).

Interviews with members of the Parliamentary Contemiton Education and vice-
chancellors also indicate unwillingness on the pérthe majority of them to charge
fees of foreign students. One vice-chancellor ssigghat the entire Swedish economy
would gain from the living expenses and contributia the labour market of the
foreign students (if they can work), and that woldda greater benefit than the tuition
fees they would pay to individual universities. Rt now our development is stopped
by the fact that we cannot prepare those studerke dasters level, the international
students we have at the Masters level, to movecttjrento the Swedish labour
market” (Snickars). Another thinks that in thosmumtries where they charge such
fees, there is greater interest for the income thancontribution to the quality of the
education which the presence of foreign studentuldhrepresent (Noren). Vice-
chancellors, for instance Bremer of Stockholm Ursitg, who tentatively supported
the charging of tuition but then have toured somthe countries fee-paying students
are expected to come from, have changed their naibdst it.

There is a burning desire to internationalise Ssledducation. The issue has been

studied since the 1970s. Nilsson (interviewee) roaatthe Globalisation Committee
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that was set up in 2006 and is chaired by the N&nief Education and his party’s
support for the Bologna Process. There is alsdherother hand, the realisation that a
free-flowing internationalisation, such as they éav Britain and the USA would not
be possible without, like these other countrie® tdommodification of the basic
function of the university. Yet neither the govemmhnor the universities are ready for
it, even where it concerns only foreign student®e ¥én refer again to Damberg,

quoted above, and another interviewee, Bremer,avhoes in like manner:

| think it is proper with some sort of payment érde student groups come from
countries that in fact have the capability to payg | mean in fact China. There are
many poor citizens in China but China is no longgxoor country and we should not

pay for that education’

The Chinese should pay because they are comingrinlarge numbers and China
is not a poor country even though there are aflpoor citizens there. If China were a
poor country, then the issue might not arise fom&tand spill over to all other non-
EEA countries. What can be surmised additionallghst the primary motive with
globalisation is not the commodification of edueati but to support the Swedish
export industry, by developing international manpowith global cultural awareness

for Swedish businesses abroad. In Opper’s words:

Given the dependency of Sweden’s mixed welfare @mgnon her success on the
global market, the country had to remain compditidwedish companies were
expanding abroad, and internationalising educatias one of the ways to ensure that
Swedes would be capable of filling important posis abroad (cited in
Hogskoleverket 1996: 17).

Regarding globalisation, Sweden’s solidarity-thigk as noted by both Neave
(2005) and Opper (1979), needs also be considdieel.national student body has
already in their reaction to the tuition fees pregdalecried it as an ideological change.
Stiglitz (1999) identifies the sharing of knowledgéhich comes through education, as
a global common good, which requires the conceettait of all countries to help the
developing world. He calls it, in fadtnowledge for developmerit would be difficult
for Sweden as a major developmental aid-giving ttyuie shy away from this call or
to ignore the fact that possibly the best way tbless developed countries out of their
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poverty is to share knowledge with them. Indeed Eduncation spokesman for one
parliamentary party notes that the whole world wobk better off if industrialised

countries like Sweden help the poorest countriggetmut of poverty:

...it is extremely important that those countriesttlase poor today and have poor
economic development should get good economic dpwednt, they get education and
research. It is important for solidarity and itingportant for the whole world. The world

will function better if we do not have a lot of pamuntries Nilsson —interviewee).

Political decision-makers express the willingnéssmake the globalisation of
Swedish education form part of the country’s aichoatment to developing countries.
They want to tie in educational opportunities ittie national aid scheme but they are
yet to draft it as a policy proposal coupling deyghental aid to support in the area of
education as a national approach. This is a revaintpe thinking in the 1970s, de-
emphasised along the way, which is now resurfacifiige politicians consider
themselves restricted since the universities allepandent in so far as how they co-

operate with institutions in other countries. Dangb@welt on this:

But it is clear that there is some frustrationhie political arena when we talk of Sweden

as a big aid country, e.g., development aid...

...1 think if globalisation has to be really of beit¢hen Swedish universities and colleges
have a lot to gain by being on the ground evehdse parts of the world where we are not

really... we are very [focused] on Europe and USA...

...what | would like to see is that in the framewavk have for developmental and aid

work that we have in Sweden we tie in the univesimore clearly.

“Not the least, all these universities and collegbat position themselves within
development work, within political science, envinoental issues ... it is embarrassing that
universities want to work with sustainable develepimor greenhouse effect without
looking at, having cooperative work with the pooéresuntries in the world. There is not
going to be any good sustainable ... There oughetodth moral and scientific arguments
for cooperation. But | think we decision-makers @didowvork with smart steering systems
that make it extremely... so it is not felt [by theiversities] as extremely expensive to

work with this. That is something | think we shotihihk about” (interviewee).
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Damberg’'s proposal is supported by his parliamgntaileagues. Nilsson, for
instance, suggests that there is nothing prever8iwgden from, “as part of the aid
policy but even principally ...welfare policy, [talgha good number of students from
poorer countries in Africa and Asia to study fadt. And Hjalmered adds

I mean, how they [the universities] act [focusing economic globalisation] and | think
somehow that's a good starting point for univeesitas well, to be honest. | mean, that
doesn’t mean that they shouldn’t think in the teohaid, but | think it's more of a system
for ...a question for the political system to seeyhtm we use all this money we put in aid
each year, the state money or the money funde8NdA? Perhaps [these] could be tools
in order to work more actively in focus with quesis when it comes to solidarity

(interviewee).

This procrastination leaves out the larger parthef world’s population and the
more needy part for that matter. On their part,uhiwersities also express the desire to
have more co-operation with these regions in thkbalisation efforts, yet somehow
they find it difficult to stretch beyond a sectiohthe Western world that Soérlin (1996)

reckons:

encompasses less than 5 percent of the earthacsuidnd not more than 10 percent of
the earth’s population) students and researchers from Asia, Africa andnLati
America are not a common occurrence amongst usselbontinents dominate the
world’s population but in the statistics of Swedighiversities they make up a

negligible sundry head (page 83).

The universities attribute it to their discrimirati towards dealing with foreign
educational institutions of high reputation. Brernencedes that “there is naturally an
egoistic perspective on the part of Swedish unitress We are interested in exchange
and with outstanding universities that have intBomal reputation for high quality”
and Palmer says that at the Masters level, whithcié most foreign students, “it is
difficult to determine the quality of the underguade degree that the applicants have”.
Yes, indeed, they are trying; many vice-chancellerg. Bremer and Noren, narrate of
recent endorsements of new cooperation agreenteuitshey are reaching out toward
the fast-developing economies in Asia with fastfioying universities. “It is

happening in a rising extent in China but alsoapah, Singapore, Hong Kong, Korea,
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they invest a lot of money in their universities they are becoming better”, says
Bremer.

But what is aid, especially developmental aidf ijaoes to those who can manage
on their own? None could counter Hickling-Hudso@d2: xiv) that:

...wealth confers the privilege of being able to df®do pour massive resources for
innovation and improvement into aspects of edunatias also clear how much more the

wealthy could do to help poorer countries and gsadopgmprove their education systems.

Furthermore, this notion of selecting quality umgsrges to cooperate is challenged by
Scott (1998) who posits that co-operation is toigmicant degree determined by
geopolitics, which sometimes results in ignorings most in need.

On the whole, entrepreneurialism seems to be goungvard. That is to say,
Swedish universities are taking their operationside Sweden, running programmes
for governments, companies and organisations, catpg with universities and even
opening campuses outside Sweden. Beyond EuropeNariti America all of this
effort is focused on the best Asian economiesnAtéid number of foreign students are
coming, more of course now than at any other timf@re, but the numbers may not
grow much since without commodification it wouldtrme possible or desirable, from
taxpayers’ point of view, to admit more. Or theraynibe quantitative targets set, which
the vice-chancellor of Karlstad University suggeSisch quantitative limits will mean
that the pressure of globalisation as a driver ofmmodification is lessened.
Consequently, even here, it can be seen that tisemo fertile ground for the
commodification of higher education.

What about the huge attractions of the ‘global etioa market’ then? These
attractions must not be seen only in terms of tigeramounts of money to be earned
by both the universities and the economy in gentrah foreign students. Other
benefits include the cultivation of diplomatic aadltural ties, internationalisation-at-
home for home students, potential business linksla@mour pools for Swedish firms in
foreign countries, the ‘capture’ of some of theth@ains from other countries as some
of the young people who come to Sweden to study Ioegyersuaded to remain behind
and contribute to the Swedish economy as profealsi@r researchers.

A government study in 2000 (SOU 2000:92) reveads @hina alone has a yearly
excess of over two million students seeking admrsdd universities. One of the
fastest growing groups of free-mover students toced®m is Nigerian, where the
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population is over 130 million and the universitiask adequate facilities and places
are scarce in relation to the yearly number of iappts. Foreign students mean a lot of
money to any economy, and this is the most obvadube benefits, both in terms of
the fees they pay and their living expenses, abagdheir labour in employment. The
UK earns £10bn, Australia US$11.5bn and New Zea@b&b6 of its GDP from the
foreign students at their universities (Hodges 20@%metrics 2000; Chronicle of
Higher Education 2008). There is no pretence thet global student market is not
attractive to Sweden. It appears, though, thairttezest in the global student market is
mostly on the part of the government. The goverrirhas shown a desire, by the two
commissions it has set up, one to study how t@citimore foreign students and a
subsequent study to recommend ways of introduaintgom fees for students from
outside the EU/EEA. The commissions noted the desr understand the global
education market and the need for Sweden to hdmseause it is a late entrant and
player in this market (see page 124/125). “Swedem lielatively little country that is
pretty late in establishing in the internationalieation market” (SOU 2000:92), the
commission notes and advises that if the countgsdwt develop a national strategy
for trading in education services, it would “lie #ite edge of the most important
markets” (ibid). This is in recognition of its sizand monetary value. The
government’s desire that the country should make@eypdrom this market is even
readable from the terms of reference of the comomgsee pages 123/124). The terms
of reference direct the commission to find out wai/sicreasing the intake of students
from the regions earmarked to pay fees, find ow I8wedish education could be
marketed abroad and, study tuition-financing ofcadion in other countries. For the
purpose of demonstration, “Higher Education is &bl business to the United
Kingdom’s export market” (Hodges 2005).

In Essays on Higher Educatigiffomusk 2004: xvi) intimates of a “global regime
where knowledge is produced in a limited numbergtdbal centres and only
distributed by peripheral universities”. This, aatiag to Sorlin (1996: 8), arises from:

...globalisation, which brings with it the concenitbatof the production of knowledge
to a number of scientific regions and thereforetiGoutes to the formation of the new

economic and intellectual geography.

This means that for Sweden to play an active pattieé global education market as
a seller, it has to establish itself as a produacteentre, in competition against
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countries, like the USA, UK, Canada and Austrdtat tare known as global traders in
knowledge products. Sweden certainly produces ¢iducthat is amongst the highest

quality in the world. For instance, Swedish reskears:

...publish more articles calculated per capita tleir tcolleagues in other countries within
the EU and OECD. When one compares citations iitiaddSwedish research belongs to

the highest quality in the worldinistry of Educatior2005:18).

The country is also closely linked worldwide to thebel Prize. Nybom’s patriotic
reflection (see below) should also attest to thaliuof its higher education. The
country has to capitalise on this and create analistrategy for establishing itself as a

global knowledge production centre to successfidlgl in the global student market.

...we often forget what is said about Sweden andZéwé#nd that these two countries
were economically globalized long before anybodgegllong before Britain...
Sweden has an industry structure that... [like] Seviend that is totally too
large.Sweden has an industry structure... that really atrpuhe size of Spain ought

to have (interviewee).

But playing in the global education market may hate to do only with earning
money from students. It also has to do with guardjeopolitical turfs and ensuring the
individual country a stake in the global power gamdready Tomusk (2004)
succinctly advances the position that “The globalrkat is a global war”. Lyotard
(1979: 5) expands on this, but not less ominousigmhe predicts that:

Knowledge in the form of an informational commodihdispensable to productive
power is already, and will continue to be, a majgrerhapshe major — stake in the
worldwide competition for power. It is conceivalttat the nation-states will one day
fight for control of information, just as they Hatt in the past for control over
territory, and afterwards for control of accesama exploitation of raw materials and
cheap labour. A new field is opened for industeatl commercial strategies on the

one hand, and political and military strategiegtenother (original italics).

The veracity of Lyotard’s prediction is confirmey Nilsson, who explains:
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...one has to understand that a technological colikySweden is going to face very
terribly hard competition from China, India and skocountries, therefore, it is very
important that we should also be there and compété.only compete but to be in

these markets.

Sweden cannot say no to the contacts with theseties that are fast developing;
otherwise we would lag behind ourselves...If Swedsrukl simply end the contacts
with these elite Chinese universities and so orcarequickly lag behind and become

a country that can compete only with low wages smdn (interviewee).

This obvious desire of the government to pirehcountry into the global education
market is pitched against the socialist instincttted Swedish populace as with the
resistance of the academic system to change, eaflgects aversion to
commodification that would tarnish the Humboldtideal. What the government has
set out to do with this foray into the questionfe#s and talk of the global education
market is a study of the possibility @omusk2004: 160)

Imposing the primitive rules of the market on umsiges, forcing them to spread

knowledge that sells rather than the truth accorébnour best understanding of it

This has happened in many countries. The eagistof entrepreneurialism by the
academia in Sweden, to be seen in light of maimgirthe intellectual role and
traditional mission of enlightenment of the univfss laudable. Such resistance is an
expression of the fear, again articulated by Tom(&»04), that the discourse to
mobilise universities to become like business igipy these:

institution[s] of free intellectual inquiry... undéne pressure of the logic of capitalist
production. At the point at which graduates aneéaesh are defined as products akin
to other products of the capitalist economy, freguiry ends. Only such inquiry is

possible that can be sold on the marketplace (p&ge

This fear is expressed in interviews also leytétt and Dinamarca among other
Swedish political decision-makers, including thdbat are for entrepreneurialism
within academia (see pagel69). University leadersticue to see, despite this
pressure, their institutions as organisations shauld remain as centres of academic
inquiry. So, while politicians have been able tslpuhrough their proposal and even
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make legislative changes to enable the universitiesee students as customers, the
institutions are still not ready to do so. The doyis universities are still standing at

the edge of “the most important markets”.

Ruling Poalitical | deology.

There are, roughly speaking, two ideological pollecks in the Swedish political
arena, the Social Democratic and the conservatrive.right of the divide is led by the
Conservative Moderaterna and the left is led by Sleeial Democratic Party. Both
have their coalition partners. In the last sevaigyity years, the Social Democratic
Party’s rule has been interrupted only on threeasions, once by the Centre Party in
the 1970s and from 1991-94 by the Moderaterna hadnow ruling right of centre
coalition led by the Moderaterna Party. The pdiiticleology of the ruling party’s
imprint on the purpose of higher education andat®nomy that the universities have
is always clearly marked. Reference can once dgaimade to the four-dimensional
typology devised by Bauat al (1999, chapter 4)0 demonstrate the influence of the
government on the university. Their continuum thapresents the purpose of
education runs from ‘cultural’ — “emphasising thsikerested pursuit of knowledge.
In addition, there is a high awareness of the ugities’ role in ‘forming student
character (Clark 1995c, p.58) as evidenced by traitions of Oxford and
Cambridge” — to ‘utilitarian’ — where they also &gle the traditional ‘welfare state
model’, with socially defined goals for higher edtion and research” together with
“academic objectives [that] are subsets of soagéctives which can be laid down by
systems and university managers’ (Kogan 1992a28)I9pages 77-78)

When this purpose continuum is juxtaposed with ¢batinuum that represents
how authority is shared between the governmentthaduniversity, four models of
state interference are derived. In one case (sgard-il) the state acts as ‘Security
Guard’ to protect the Humboldtian ideal of unhiretemtellectual enquiry. Bauet al
(1999) describe the second model as ‘Honor Sociggpified by the trust the state has
in the university to run itself in terms of botheth substantive and procedural
autonomy. In the third typology, the purpose orstabtive autonomy of the university
is very limited. The government determines the cibje and programmes of the
university in order to achieve social goals. Thehats label it the ‘Social Goals’
model, which is also in the discourse called themmand or managerialist model.

Finally, there is the ‘Invisible Hand’ model, whiahirrors(page 78)
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the theoretical possibility of academics functioningain open market as providers of
services to clients who are willing to purchasenth&tudents will be buying courses,

and research will be supported by external sporesmtscommissioned projects.

In this model, the level of autonomy the instibatihas to decide the purpose of
education is limited not only by the government &isb by the ‘market’, ‘clients’ and
‘customers’ who would have a say on programmesgaiadity of service.

The model that is operative is dependent, conseyi®n what the government
views as the purpose of higher education and hoshnmeedom of action it wishes to
allow the universities. This, in its turn, is a ddon of the ideology of the ruling
party. This fact is demonstrated by the differenaleserved concerning matters of the
national objectives of higher education and theemixtof state control over the
universities between the era before and after Z8Bivhen the Social Democrats were
in power, compared to that period of interregnumtliy Moderaterna. The political
decision-makers will themselves pursue either asmwf “appropriateness” — to be
understood as what is desirable, most suitableeded. Or they may simply let policy
follow actor “preference” — what, despite all paeders of analysis, they like to do.

For the Social Democrats the purpose of higher athre is utilitarian. It should
help less advantaged citizens to advance themsele@somically and socially; it
should lead to the enhancement of equality. Howdhery have also had the ‘market’
as a central pillar in their education policy. Imst case, it was the internal labour
market. The introduction of five ‘study lines’ diteéd to the universities was to
streamline teaching and research at the univergitly the demands of the labour
market. In effect, the universities were to prodgcaduates to feed the labour market.
It was a Human Capital developmental approach. ,Thatl the expansion of the
welfare state, was the essence of their reformgha 1970s and 1980s, with
incremental changes that took recognition of chang#ecting higher education
around the world (see Chapter Five; Baekeal, chapter 5). The theme of ‘market’ in
the Social Democrats’ policy had nothing to do witk provision of education for sale
as a commodity to whoever was ready to purchade gummary their policies were
utilitarian and followed the logic of appropriatese

On their part, the Moderaterna live out the tradiél conservative values, the
central pillar of which is the individual and heeferences. When they came to power
in 1991 they quickly worked to give greater freedtmnthe universities, regarding the
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design of curricula and admission of students dtteéimpting to introduce performance
measurement and tying financial allocations to ieusneasurements of quality; they
worked to do away with the study lines even thoulgay also desired that the
universities produced high quality manpower for kbeal labour market; they paved
the way for state universities who desired to ddcsestablish themselves as private
institutions, introducing also some degree of ®fitiinto university education. When
they were removed from power in 1994 the Social Denats immediately reversed
some of these policies. The analysis of Baataal (1999) is that most policy decisions
by the Moderaterna ensued from actor-preferencey Shmmarise the 1970s to 1990s

reforms:

On the horizontal axis representing ‘purpose’ oésl not seem evident that a dramatic
shift has taken place. Rather the situation is nocoraplex, allowing for a mixture of
both cultural and utilitarian purposes, but witkteonger emphasis on utilitarian. The
question in the 1990s is also one of ‘what type’ utilitarian purpose is state-
determined, incorporating goals such as socialsciapiality, regional development
and needs of the job market. This type dominatetién1970s and 1980s. During the
early 1990s, the Government'’s legislation provideshift towards the ‘invisible hand’
type, with the movement toward decentralisatioro athanging the nature of the
‘utilitarian’ purpose — with a variety of differemeeds raised by various ‘market’

actors (page 142).

This research identifies a shifting of the groumdboth sides. The data reveals that
the Social Democrats appear to have moved to embhac'market’, now in the sense
of education being available for sale to willingybts, albeit to an indeterminate target
market. Shortly before it lost power to the rulic@alition, it introduced the possibility
of tuition-fee financing of higher education. ThHa the Social Democrats ought to
raise some moral issues affecting the whole tehsbdal democracy and the party’s
ideology. In what may pass for self-critique theci@bDemocrat Damberg agrees that
“it would be very wrong to so do for many reasopattly ideological, that it would
shut out groups from higher education”. On the othend, while some coalition
partners of the right-wing parties now in governingme open to a mixture of private
and state, the Moderaterna no longer wish to puithe privatisation of state
universities, according to Hjalmered, maybe notnefaindation status as they did in

1991-94. The Ministry of Education says that th&egament is not thinking in that
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direction either. This could also be critiqued asadmission that the earlier move had,
at best, been hasty. There is commonality of view lmth sides regarding

commercialisation and the introduction of tuitiome$ for non-EEA students, with
certain conditions, which no side is ready to mtwvenplement. They are also agreed
on the continued tax-financing of education for 8es and EEA students. On the
authority side, both sides desire both that unitiesshave greater ‘autonomy’, about
which there is lack of consensus on scope, and thigb there is need for close
supervision so that state resources are useddee thbjectives they are allocated for.

However, one thing that Bauet al (1999) point out is that policies are designed
more on the basis of actor-preference than thatiwisimost desirable. And right now,
the situation is in a state of flux. This meanst t& possibility exists for Swedish
universities to turn entrepreneurial on the prefeeeof a ruling coalition.

This of course would not mean full autoryofihat is not a realistic situation for
any university that has not been established frbenldeginning as a full business
venture, or which, even if it were so establistoimks get a considerable state grant (or
even patronage) towards its running costs. Theilpbgsis indicated mainly by two
things: the first is the overarching decision-makpower of political leaders over the
universities on major policy direction, e.g. th&aduction of tuition fees for non-EEA
students. Coupled with this is the disinteresthaf ainiversities in taking initiative on
such matters, as well as their evidenced standnstgahe commodification of
education. All of this is to say that if the goverent decrees it, it would happen. As
Nilsson and Damberg confirm in interviews, awaitiggvernmental commencement
directive is the reason it is not yet enforced. Mlast at the Ministry of Education
states, “..we have not, as | said, come to a decision onghestion”. Interviews with
two vice-chancellors further illustrate this poifithey mention the ongoing discussions
and new studies (that would be third) about tuifiees, and indicate that they “don’t
know” “if it will happen”, “where the state is gagnto land”. What this indicates is,
firstly, that this is not an initiative that the iversities are taking in order to earn
themselves money, and secondly, that they arengditir the statéo land, or let them

knowits intentions. In other words, whatever the stegeides is what they would do:

Well, | don’t know where the state is going to laMéhat is being discussed now is the
non-European students, if we are going to hav@therwise... it is a problem that we
have free movement within Europe in some way. Wliere going to land | don't

know (Myhrman - interviewee).
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...there is a suggestion now to ask fees of non-Ebkida students... If it will happen
| don't know.... | believe also that we are comingerdy the remaining Nordic
countries. | believe the first is to start to tdkes for non-European students and then

it comes (Nybom - interviewee).

The question then is whether the government coutttit. There is indication
of that. There is evidence that the government ccauccumb to the neoliberal
avalanche that the country had resisted. Evidewcethis with regard to higher
education is the fact of the Moderaterna’s 1991n8aves when they attempted to
privatise state universities and perhaps more ousiypthe fact that it was the Social
Democrats that legislated the tuition fees regiorenon-EEA students, after having
halted the move towards privatisation of univeesiti Another indication of the
possibility is the fact that the present ruling tcerio-right coalition appears to be set
on the course of neoliberalisation, evidenced Hmirtactions in the first year of
government, on income tax, property taxes, unenmpéoyt benefits, rent regulation,
the openness principle in recruitment to fill topbpc service positions, and their
dissolution of the boards of over 300 state autiesti making the chief executives the
alpha and omega without the supervision of boartie. boards not only ensured the
proper management and accountability of these atids) but were also seen as
signifying democratic participation. To give onenceete example, a commission set
up by the coalition government is going to submifpril 2008 recommendations for
public utility (allmannyttan housing companies to be run as private sectanésses,
so that they would “strive for the highest profitsssible”. The law establishing these

companies would be changed so that:

. The companies will be run on business basis.
. The local authorities will not take any actionsttheuld mean an advantage for
the companies.

. The local authorities will run the companies in g@ne way a private investor

would.
. Investments will be made only if they are expedtedive market-level returns.
. If the local authorities will get better returns IBglling properties to housing

associations they must sell.
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. The companies must pay market-level returns forldbal authorities’ guarantor

undertakings.

. The objective must be the highest profits posqiBerglund 2008)

These public utilities normally make excellent jpofat their current ‘non-
market’ rent levels. There is nothing to contradioy suggestion that the next step
might be to sell off these properties to those Wwhee money today to buy them. That
happened under Margaret Thatcher's Conservativergawent in Britain, resulting in
high rents and poor standard apartments as bugrtolandlords take advantage of the
poor. Furthermore, the fear may be nursed thahi@ppens with public housing, and is
happening to some degree with healthcare and adpagsions, then it could well
happen with education. This could be surmised dsliaerate corroding away of the
welfare system, which would appear to have thecetdé making the average person
poorer and putting more money into the hands ot#patalist class. This perfectly fits
with Harvey’s (2007) typology of neoliberalism. ldlaims that neoliberalism is either
a utopian economic project or ‘faolitical project to re-establish the conditions for
capital accumulation and to restore the power ohemic elites” (Page 19). As part of
the machinery of this project, he argues, neolisedta not like democracy, they move
towards authoritarianism. Some may interpret thesalution of boards and the
recruitment of top public servants without advéntysthe vacancies as setting course in
that direction.

However, resistance is to be expected, among otfrera the national student
body and organised labour. As Harvey (2007) nasraarlier neoliberalisation efforts
in Sweden were stunted by public resistance ledriggnised labour. For a policy of
commodification in the area of higher educatiolécome reality the coalition, if they
remain in power long enough, must win over labdloe, universities — both staff and

students, the media and the public service. Thest neeckon with a real battle.

View of Education as a Public or Private Good

It is accepted that there is a correlation betwteeneconomic system in a country
and the pattern of provision of higher educationEurope, for instance, neoliberal
Britain has its universities quickly embracing epteneurial provision, whereas in
what Donald Rumsfeld and Tony Blair refer to as Bidope the idea of education for
those who are ready to pay for it has not been aoalr Accepted most European

countries charge their students fees of some dmut, mainly these represent
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insignificant sums of money and provisions are matdgoorer students. The crucial

thing here, between the hyper-capitalist count@esl those where socialism is

embedded is their view of education either as eageior a public good (see pages 89-
99). The stand of the political leadership of artopy would determine to a great

degree if education is a social provision or a giBvgood. As St Clair and Belzer

(2007) argue, “changing the context of educatioes¢arch is a political issue” and not
just a scientific one on which academic freedomresuand which is the decision of the
universities.

Swedish higher education policy makers are unanabiguabout the status of
higher education in the country. It is a socialvsmn. This is entrenched in the
Higher Education Ordinance. The right to cost-freducation has long been
established. In the early 1990s some groups andidio@ls spoke up for charges for
students at universities but this did not have féece Even as the Social Democratic
government changed the law in 2006 to facilitatees regime for foreign students,
home and EEA students were still in the revised daaranteed tuition-free education.
All of this gives strong indication that the stag#ll views education as a welfare
provision, instead of a private good. This standassolidated during interviews with
members of the Parliamentary Committee on Educatibemy of them pronounced
vehemently that the education of young peoplepsogect in the national interest; it is
not a good that only the rich should purchase. Ekese parties furthest to the right of
the political divide see education as a public gdedlucation empowers the nation to
be productive and competitive; it is a way of gumseaing the democratic and
economic development of the country.

It is apposite here, in order to crystallise theegee view on whether education
is, and should remain, a public or private goodntwre extensively cite the interview

responses of parliamentarians and university vieicellors

...my party is positive to the free market and pevaitiative and so on, but at the same
time, we think that education is a societal resfimlity also and everyone’s right to
receive an education and everyone’s possibilitgttaly irrespective of their economic

status must be secure.
But we think that universities should be able th services. We think the universities

should be active concerning the commercialisatibmesearch. We think for instance

that they should be able to sell places to forelpth foreign and Swedish companies
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and so on. On the other hand we have up to nownggildoth my party and the coalition
government, when it concerns taking fees from Sskedind European students (Nilsson

— Folkpatrtiet).

We do not have tuition fees for higher educatiorsweden. We Social Democrats are
against it, we don’t believe in it. We think it widube very wrong to so do for many
reasons, partly ideological, that it would shut gubups from higher education, eh,
disfavour talented students from parents that dohage a lot of money and it would
make Sweden lose the reserve of talents that ttietgamought to use. We think it is a

waste of resources in that way (Damberg).

We think it is a very important principle that edtion should be tuition-free (Wallgvist

— Ministry of Education).

...we have stood against charging school fees froatesits at all [irrespective of where

they come from] (Dinamarca —adsterpartiet).

| mean, as | said, we are positive to universigiasiing money in several ways, but not
through student fees and not in such a way that become dependent on certain

companies and their products.

Well, we have a fear that if we start introduciegs for students in Sweden it will very
easily develop to cover all. But we are also gdheopposed to fees at all for students,
because, to say, e.g., non-EES students should tege well, | think it is very
important, just for...especially for those countriest the EES members, to have the
possibility to send their students to Sweden... We'tdike that [fees proposal] at all
(Pertoft — Milj6partiet).

I mean, for me the basic thing in the Swedish sklemtucational system, is that it should

be funded by taxes.

But as | said, | mean, the main focus should b¢hemormal education system. And |
think it is important that it is tax-funded becasseh a system could encourage sort of
social mobility and | think that education is thesbthing in order to encourage such
mobility... Therefore, | think the main thing is thashould be tax-funded (Hmered —

Moderaterna).
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The same views are expressed by university leadérs,also, without exception,
see education as a social provision for all citizeFhey see educational institutions,
like healthcare installations, as part of the malanfrastructure to which everyone
should have access. Education has the quality ofemcludability and it is best

provided by the state with common resources:

Never! For me higher education and research arenmongoods that have to be always

financed by the state with tax resources (Snickdeyal Technical College).

Well, with the tradition that we have, we don’t seeselves as part of that sector; it's that
simple, in the same way that we don't see the heaitvice... | see education and research
as part of the infrastructure of the society, toal@p the society... | think it is in many
respects positive that we have free education iredew (Palmer — Blardalens

University)

Yes, | don't believe one can... in the Swedish systees would be difficult to make a
social directive... If it will happen | don’t knovror that matter right now there are really
only three countries where there are no fees...ikbelScotland has no fees; otherwise it
is Sweden and then Norway. All other European aiesithave fees of some kind. |
believe also that we are coming there, the remgiNiordic countries. | believe the first is
to start to take fees for non-European studentstlagwl it comes. But | believe it would
still be a long way to the American fees or evea HEnglish fees (Nybom -érebro

University).

There is a debate in Sweden about charging festidénts from outside the EEA, that is
EU, Iceland, Switzerland and ... The reason is, asbeen put forward, is that Swedish
taxpayers should not pay for the education of arynas possible from other countries
when it becomes easier for them to come here. Enthink we should not do it... | think

also that it is not co-operative (Noren — Karlstadversity).

It is in the ordinance that we must not do thirgg tencroach on our normal activities, |

mean offer education tuition-free to students.
| have thought about this question very much aiglbroadly debated in Sweden. There is

a political ...old agreement, philosophy, one can, saySweden, that higher education

should be free, tuition-free. Since that is theectms Swedes, it should also apply to EU
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citizens according to agreement, and it is applecai all even if one comes from outside
the EU...

| think we have quite a lot to gain in being aldesty that we don't get paid (Bremer —

Stockholm University).

Considering this view, then, even here, a critdaver of entrepreneurialism is
missing in the Swedish higher education systeme>¥itancellors narrate that their
institutions are state authorities (Bremer, Palrivi@hrman). A public social service is
one from which money is not to be made in a busirsnse, except in neoliberal
states. Indeed, the Higher Education Ordinancelglspells out that education should
be at no cost to the student. Furthermore, thatstaprevent the universities to engage
in crucial activities that would make them entreygnerial, even though these are being
debated, Hellstrém (2007: 482) writes:

...In at least two ways, universities are legallyverged from turning themselves into
‘entrepreneurial universities’. Firstly, the ‘te@chexemption clause’ from 1949, which
gives faculty full ownership of their discoverieg thefault, is still in place, and, secondly,
the universities themselves are not allowed to @noperty (by dint of being public

institutions).

What is clear from all this is that the higher eahiom system is discouraged from
seeing itself as anything than an arm of the sjas¢ like the judiciary or the military,
existing to train high calibre manpower for the aeeof the nation through the

unfettered pursuit of knowledge.

Organisational Pathways to Entrepreneurialism
The entrepreneurial university has a managemesttbat is strengthened to steer

its activities. Or, to be entrepreneurially compredi such astrengthened steering core
should exist. The first question put to vice-chdloce was for them to explain how the
central management of the institution was set up supported to indicate the key
influences in decision-making and resource allocatiThe answers would give an
indication of how the ‘strengthened steering casebuilt up at each university. A

strengthened steering core would mean that morgl@e@oe pooled together to support
what originally constitutes the management grotufollows then, that either they are

performing new tasks — created out of necessigntble the entrepreneurial university
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respond to the demands of its customers — or that wonstitutes the management
tasks are distributed, or that the management teemgates more powers. While Clark
(1998) eulogises this set-up as an apparatus afrgynand broad participation,
Marginson and Considine (2000) show a scepticisiat thismisses the talk of
devolution as “a key mechanism of the new execupigeer, a part of centralised
control and not its antithesis” (page 9). The facaind departmental boards are the
traditional levels of management at the universifthe 1993 reforms statutorily
provide for the executive vice-chancellor, reflagti“the ideological impact of New
Public Management (and the corporate enterprisestjia@skling 2001) in the policy
formulation of the Conservative government. The @owf the vice-chancellor has
again been boosted by the new conservative caalitiat came into power in 2006.
The university board can now be appointed by theeusity itself, and the vice-
chancellor could also be its chairperson.

There is also, at each university, core groups dbaist the vice-chancellor to run
the institution. Askling (2001) describes them apectial support units”. We can
categorise them into two groups. First is the iasesl number of deputy vice-
chancellors, who are academics but whose rolegpastids are managerial. They are
described as ‘Executive Officers’ and have titlashsas ‘Director of Co-operation’,
‘Head of Development’, ‘University Director’, etdhese are often in addition to the
traditional deputies in charge of academic matteoserseeing programme
development and teaching and research quality.s€bend group is constituted of the
heads of such quasi-autonomous offices as thoseoitreach and self-standing
Business Units. The establishment of such unigtréoutable to the expanded interest
of the universities in commercialising their resdafindings, being more useful to
society, through technology transfer. It is undmrdable how the presence of these
units to engage in broadening contact with the eésbciety and stimulating regional
development, can stretch the supervision of thef@xXecutive. This may then account
for why the vice-chancellor needs more deputiesfabt, it might be more rightly
described expanded steering core. With the maasdit of higher education and the
expanded outreach activities that have necessithiedestablishment of many and
varied special support units, the executive vicarcellor has to depend on
handpicked, managerially capable academics or dmutgrofessionals to extend his

reach and authority.
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The academic heartlandnust be maintained as the inspirational sourceéhef
university. Teaching and learning, with the studestthesine qua nonis theraison
d’étre of the university. The academic heartland is dlstisirengthened at Swedish
universities. The observation of Bawral (1999, which is confirmed by this research
at the questionnaire stage, is the fact the ‘exegutice-chancellor rarely acts like the
business executive. Asked to categorise the typmariagement relations between
various tiers of authority most universities anssdethat they had federal type of
governance, but also that those who have beenrapgdddy the vice-chancellor remain
in their departments and faculties, as managereaci@d. Marginson and Considine
(2000) interpret such appointments as not indieat decentralisation or actual
delegation of power, but that such appointees semseto advance the interests of the
executive vice-chancellor and that by appointingnitithe vice-chancellor brings their
faculty and departmental budgets under his/herrabmanother take on this could be
that by remaining in their faculties some of thevpo exercised at the university’s
headquarters is in practice moved to the facultdepartmental level. The professors
are not removed from their academic and researtksdiut their status is enhanced
in actuality by the addition of management dutieshieir positionsTheir new status
gives them new impetus as deans or heads of degradrand in that way the academic
heartland is maintained.

Clark (1998) demonstrates that the entrepreneumalersity engages in a far
wider range of activities than a traditional unsigr. There is a vision of development
that has to be catered for layy expanded developmental peripheBporn (2003)
expatiates that “As external demands acceleratéversities have to create a
strengthened periphery to translate external demantd adequate internal responses”.
According to questionnaire data, they materialis@aaious Swedish universities as
“External Relations Office, with Vice-President fibre Third Mission”, “Technology
Transfer Office” or “dedicated Central Co-ordinati®epartment”. One university
carries out some of these activities through aihgld&dompany. It is logically the
expanded developmental activities that have givea to the strengthened steering
core. These expanded developmental activities arth® two fronts of both the core
business of the university and the peripheral.dperial activities are those that focus
on such issues as contacts and cooperation witlsindand the local community,
business, contract research, commercialisation, géma management,

internationalisation, etc. At various universitibgre is determined work with setting
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up business units, science parks, strengtheneditreent drive for international
students. It is not clear whether all of this is:iéon aid of market entry, even though
the coupling between internationalisation and tharketization of education is
established. These activities may also be engaged a way of measuring up to the
competition without financial reward being the pairp or major objective. In other
words, universities in other countries are buildisgience parks, expanding
commercial activities and promoting themselveslaba institutions to make money
and this is helping build up their reputations. 8are need to compete with them on
the global arena for high quality researchers amatgstudents, so Sweden must also
do these things to compete on the academic fradedd, one university stated in its
guestionnaire response that globalisation “leada t@orldwide competition between
higher educational systems and between individugtitutions”. The parliamentarian
Nilsson emphasises this need at an interview wigeargues that Sweden would face
stiff competition from countries such as China &mla, and that was a good reason to
be present and compete in these markets, other@wgeden would lag behind.
Academic programmes are being restructured and pmneses are on offer and being
developed to meet not only the capabilities of acaids but the prefrences of potential
students and the needs of the market. Resear@mding towards cross-disciplinary
projects as the norm, while greater cooperation jamdt ventures with industry is
actively sought. But are these developments cawigdas entrepreneurial ventures?
The answer, in the Swedish case, is yes and ndioAte, the expansion of the
peripheral activities appear to have the objectivsatisfying the state’s need for the
universities to contribute to regional developmimbugh cooperation and technology
transfer. Abroad, however, the intention is to jlevthese services for money. Yet
even this appears to be indirectly. Interview reses indicate that, primarily, Swedish
universities’ programmes abroad are in supporthef éxpansion of Swedish export
companies. The universities’ interest in countrezsncides very often with the
countries in which Swedish international compamies most active. The arrangement
between Malardalens University and companies likesson and ABB exemplifies
the point.

The core idea with a university turning entreprersuis that it demands
independence. Autonomy means self-sustenancefaheréhe university must have a
diversified funding basélhere is a determined drive to diversify the fugdbase of

Swedish universities. This drive is not only on thert of the government putting
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pressure on the institutions to convert more oéaesh output into products — a major
objective of the 2005 Research Bill — but that tmversities themselves feel that
necessity, and they realise that they cannot géh@imoney they need from the state.
Universities (Uppsala and Karlstad are examples)eatablishing peripheral business
units to take care of negotiations with lectur@s#archers on processing patent rights
and so on; they are setting up alumni and othed-faising activities where these did
not exist before; they are expanding their contdativery of programmes and courses
both locally and abroad. Few university leaders @s® open to fetching tuition
incomes from non-EEA students, if and when thisobses possible. In all of this,
they have the backing of the government. All thdigaentarians interviewed in this
research yearn for the expansion of the commesatabn of research results, not
mainly as an income source for the individual ursitg, but because of the impact on
the Swedish economy, as Nilsson, Damberg and Hj&linkighlighted at interviews,
in terms of spin-off companies, employment andaegi growth. The government, as
the Ministry of Education revealed in the intervjeis considering making funds
available for this purpose. Some political decismakers also support the universities
earning tuition incomes from non-EEA students. Whil could be said that there is
frenzied activity in this direction, the progressslow in terms of what is being realised
in crowns terms. This is hinted, among others, byhivhan and Palmer. Swedish
universities are entering this field newly so itciear that a lot of work will be done
before the funding base becomes really diversified.

Whatever be the case, however, there is no indicatet, that this diversification
would mean being more like business or a degremutdhomy that would mean the
patronage of the state becomes insignificant arel uhiversities would sustain
themselves, as rent-seeking organisations, frorfitptbey make from their activities.
Clark (1998: 55) postulates that an entrepreneunalersity exhibits “income-raising
vigour”. This ‘vigour’ is at best doubtful at Swetli universities, while the intention to
raise money from other sources is firm. They erijgg/ security of knowing that the
state patronage is totally reliable since educasoa public good. They know that no
other sources of incomes they could turn to coult enatch the patronage of the state,
which must give hundreds of millions year on yesee( page 190). The expression
articulated by an interviewee, that if the univerdiecomes autonomous in the spirit
expressed by Clark (1998) and Shattock (2003), fiTthere will be a more uncertain

inflow of money. It means that one must functioraagery active company to compete
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for resources” shows feeble income-raising vigoBwedish universities are not
seeking that kind of autonomy also because theykihat any other funding sources
they could turn to would be short-term, while theged to plan long-term to remain
globally competitive.

Integrated entrepreneurial culturéd good place to start this minor subsection is
Clark’'s quotation of his interviewee on the dedioip of the entrepreneurial
university: “an entrepreneurial university is awersity of entrepreneurs” (1998: 55).
The permeating attitude to take risks and to maidditpis not only crucial but is
paramount to being entrepreneurial. Clark also ril@ss how this works in reality:
“All [departments] were ‘cost-centres’, and ‘proftentres,” in which inattentive
administration, or unwillingness to seek incomeuldobecome self-destructive”. At
Warwick or Twente University perhaps an unwillingaeo seek income would be
self-destructive for a department, for the simmason that they are entrepreneurial
and what entrepreneurs do is to seek surplus incdime should be contrasted with
universities, on the other hand, that deliver dipwgervice with financing provided by
the state. At such universities it is unlikely te belf-destructive not to seek surplus
income. Earlier in this chaptethis researcher proposed that an entrepreneurial
institution is not one that merely sells excessacdp resulting from successful
research or management efficiency. It is one whieganfrastructure, programmes and
processes are designed consciously to delivercast earn income and make profits.
This was the view with the establishment of Scidhagks at Warwick, for instance.

What has been noted about Swedish universities) evéhose areas where they
engage rigorously in commercial activities, is ttiety are selling excess capacity and,
there is a more conscious drive now to turn thellt®f successful research into
products. An integrated entrepreneurial culture bandly be identified anywhere
within the system. Contrary to that, in answersdigestionnaires and interview
guestions, university leaders take a stand thatearly opposed to such an attitude.
“We don’t consider education as an industrial aigtly “Not an ‘industry’ as we are
not allowed to ‘earn money’ on education” and “Tumeversity does not see education
as an export industry” are some of the answersngingesponse to the question on
education as a tradable export commodity. Whilelights majority of those that
answered the questionnaire were open to engagirtgeircommercial provision of
educational services, it is clear that what theyamis offering contract programmes

both at home and abroad and conducting paid prebtdwing research for the private

237



sector. It is the vogue now to set up special umiid holding companies to deal with

all commercialisation of inventions. However, Hetign (2007) discovers that:

There is a notable lack of discussion or explicaiio strategy documents as to the
economic relation between these holding companies the university, other than

some recurring notion that ‘revenues will be retutito research’ (page 483).

An entrepreneur with vested financial interest wlobave clearly defined economic
goals, closely direct the activities and measurecess. Such a drive was not
discovered by Hellstrom. Instead, his further fiiglis that no zeal has been shown
either toward the goal of stimulating entrepreraurthinking through the
dissemination of information about the processesoaimercialisation.

Irrespective of the expanding activitieghwthe conversion of research results
into products, the universities themselves caneosdid, based on this, to be on the
path to entrepreneurialism. We recognise that mamyersities have units now that
deal with this matter, but the following citatioffem interviews reveal the possible
limitations that these units have due to the teaekemption. This is also the view of
many vice-chancellors, except Nybom, who arguesttige is no research supporting
the hypothesis that the teacher exemption limitaroercialisation, and Snickars, who
thinks that it is a non-issue because “incomes fommmercialised research results
will never be an important source of income for #dicational institutions. It will

never be so”.

We have set up a fairly big service where we hbefpresearchers to commercialise
their research resulf one wants then one can pay there for the .hiélpne wants to

do it in another way, the person can share withuthigersity. One says, e.g., if | get
help with commercialisation you get ten percerthefresult or so. | mean, it is deal all
the time. One can do it in different ways but orses o pay for the competence

(Myhrman — this author’s italics).

On the other hand, there is the teacher exemptiomaybe it influences the
commercialisation of research results.... What weehdone here is that the Co-
operation Director has carried out an inventorgf[all the research groups and spoken
with all individual research leadets offer help and support if they wishWhen the
support is available there is possibly little opgpos from the individual teachers and

they escape doing it themselves, so to sdyut.it is clear that it presents a degree of
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limitation. And | am aware that there is disagreetmeithin the government and the
department as to whether the exemption should Latam@ed or not (this author’s
italics).

Nowhere! No. | think it is coupled to.If the university becomes more like a company
then the teacher exemption disappears, becausatoogic; but if the university is a

state institution it is another type of logic, soamains. That is what | think (Noren).

Some other universities reveal in their ¢oesaire responses that some
researchers have long established contacts witlpaoms to whom they send their
research results. Besides, whether or not the éeaekemption limits wide-spread
commercialisation, so long as it is the individuasearcher that has the rights to the
results, it is not the university that earns mofreyn it. Deals may be made on a case
by case basis, but the university would hardly legatiating from a position of
strength and never likely to be principal benefiziaNoren agrees above with a
number of parliamentarians (Hjalmered, Pertoft afiters) that no other employer
allows the employee to keep title to the resultkisfher work within the organisation.
Another perspective is presented by Nybom, who dhetnates with the example of the
USA, where the sharing of benefits is groundedh@nargument that the state invests
in establishing the universities and owns the itaed while the researcher provides the
brainwork.

Characteristics of the Entrepreneurial University

With the 1993 higher education reforms by the Matlgna, Swedish university
leadership moved from one where the vice-chancellas first among equals, a
coordinator appointed by his mates (Askling 200d)one where s/he was given
executive control. Exercise of the executive postesuld be akin to that of the CEO of
a business concern. However, this power is raredyctsed in this manner at Swedish
universities. Most universities have a federal aystof decision-making; there is
delegation of authority and even financial conisallevolved.

One can then also say that the university is degiésed in that way that a lot of decisions
and issues are delegated downwards either to tityfaor to the departmental level. And
we broadly send down to the faculties most of tlomey we have and the faculties send

down most of what they have to the departmentsi{igre— interviewee).
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Some universities have up to five layers of autipfrom the board, the vice-
chancellor’s office, the deputies, down to the depants. In general, the reality is that
the vice-chancellor has to depend on lots of peaplerder to wield the executive
power. Dependence can in fact mean vulnerabilitievertheless, the vice-chancellor
has what looks like enormous powers if the incumigshes to use them. While there
is usually wide consultation within the academy, ¥ice-chancellor in principle makes
all executive decisions. In that sense, the viamchllor nominates the board of the
university to the government to appoint. Even tisahistory now, because the new
policy of the ruling conservative coalition is th#fte vice-chancellor and the
management could appoint the university board. &uta further example of the
reluctance of Swedish vice-chancellors to exeredsecutive power, “now a majority
of the Swedish universities have decided to fol[dve old] model” (Noren). The vice-
chancellor nominates the deans and the deputiene Sace-chancellors also have
‘kitchen cabinets’ that are thie factomanagement groups of the universities. And the
vice-chancellor has control over all the finaneedources of the university, in such a
way that it is within his/her power to move mon@®und, irrespective of budget
provisions. The vice-chancellor has no slush fube¢cause all funds are pushed
downwards to the faculties and then to the depanrtsndut s/he “simply can take any
amount that is needed for strategic investmentis kKind of power puts at the vice-
chancellor’'s disposal a slush fund that “is zera @averything” at the same time
(Bremer — interviewee).

Another characteristic of the entrepreneurial ursitg is that it has “a distinctly
corporate character...marketing mediates much of rétaionship with the world
outside, and performance targets are superimposedsaholarly honorifics”
(Marginson & Considine 2000: 4). It is, in otheonds, “a university of entrepreneurs”
that exhibits “income-raising vigour” Clark (19985). Such characteristics are not
exhibited at any Swedish university that was stidiaring this research. There are
three notable private universities, the StockholmsiBess School, Chalmers and
Jonkoping University, but as has been noted befibrey operate under the same
regulations as the state institutions, even thotigly have greater leeway in the
disposal of funds, taking as example the investnpatiterns at Chalmers Technical
University that Hjalmered cited. Where they makg profits, “it is not as if there is a
private person in the management of Swedish unfiessand colleges who sits and

takes out money as profit from the universitiesagiberg — interviewee). Any profits
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are reinvested in the core concern of the instihgi There is no money-making zeal
and neither politicians nor academics “have thewvvibat education or healthcare
issues are trade issues in the first place butaneslissues” (ibid). Thus, there is also
testimony that the market does not define the icglahip of the university and its
environment. While everyone is conscious of thewgng global student market, it
appears a national or systemic strategy has nat feemulated for how to truly enter
it, participate in it, and how to make money fromSee the confusion about tuition
fees, which is in fact the basis of the very impott‘global education market’ —
putting the cost of education on the individualdsiot. This is a hurdle the system is
still grappling with. Performance measurements Wgide bodies were rejected by the
universities; there are no British-type league @ablThe universities have the
responsibility to maintain quality standards throwg system of internal peer-review
and self-evaluation (see pages 185/186), and tygseinted to strengthen the steering
core are usually academics of repute. Researchngiimbdies also control quality in
relation to the funds they disburse for projectsereview could be extended to
include external assessors. Then there is thesassas by the Hogskoleverket. All of
this helps to maintain quality.

Entrepreneurial universities choose their prograsiraed activities “from an
increasingly restricted menu of commercial opti@msl strategies” (Marginson and
Considine 2000). The evidence from this researakelation to Swedish universities is
that options are not selected with commercial asrstions. It may be part of the
performativity culture of entrepreneurial univeiest to discontinue programmes that
are not bringing in surplus incomes, but in Swedemere courses have been
discontinued this has been across the board anddtagflected the income earning
capacity of particular courses. Questionnaire arswedicate discontinuations in
“Electrical Engineering, Mechanical Engineering, fohmatics” and “In [the]
Humanities, Social Sciences, Natural Sciences aotifology”. The reasons have had
more to do with shortfalls in the numbers of apglits and the technical universities
and departments have suffered the most discontimsatThe questionnaire data (see
Table 8) shows that programmes, rather than consa@amercial viability, have been
designed to satisfy the capabilities of acadenties demands of potential students and
the needs of the labour market.

Vice-chancellors’ ‘kitchen cabinets’ are supplenmagptthe traditional structures,

such as faculties and departments; nuances of wealtlegiality may result also.
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Partly, this is a way of coping with the new powefsndependence and the expanded
scope of activities of the universities that hasdéd upon them the need for new and
perhaps unusual structures. In the Swedish casecliéar that these are not structures
established to support entrepreneurialism, especaice the entrepreneurial spirit is
lacking and the fundamental view of education pslaic good is hardly shaken.

The entrepreneurial university also has‘pseudo-market’ in fee incomes...
contested earnings for new enrolments and resegastts”. A major aspect of this
market is the education of international studeimsy a key element of the enterprise
culture”. In the welfare state education is seem ascial welfare provision, a vehicle
for the emancipation of the citizens, for the adeament of democracy and the
development of skills for the progress of the siycik is then easily understood that a
welfare state would take up as a communal cosbdinéen of providing education for
its citizens. When the provision of higher educatibansmutes into a commercial
regime, where fees are charged for that provistos, still easily understandable that
the state exteriorises indigenous students fros rggime. Were indigenous students
not excluded, the state may be obliged to stilll fivays of supporting them to pay the
fees, as with the different examples that Austrbba experimented and works with
(SOU 2006:7; Australian govt., Wikipedia). It migbhly create the bureaucracy of
shifting state monies round and round. The altereatvould be that the welfare goals
of education would not be achieved, if only the lgacan acquire higher education, a
view shared by all interviewees. All this is clear.

The problem arises when the foreign stuglarg cleaved in two: those who must
pay and those who should not pay. The exclusiostudents on exchange does not
form part of this problematic, because it is in teure of exchange programmes
agreements between institutions. We can now loogpatific examples to illustrate
this argument. Sweden decides to introduce feesgampts its natives from paying.
Foreign students have to pay. However, it exemptsnambers of the EEA from
paying tuition fees, while Africans and Latin Aneans, e.g., must pay. In light of
regional solidarity, it is easy to comprehend tiiswever, we begin to question the
logic, or the criteria for this separate treatmehtforeign students, when we move
away from regional generalities to individual caweg. For example, we may question
why Nigerian or Mexican students must pay, but Botish or Polish students. The
membership of the European Union explains thisrilisnation so that even while

Swedish students must pay fees in Britain and Riolarts and Poles will not pay fees
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in Sweden. The principle is simple: a member stdtdhe European Union must treat
the citizens of all other member states as it digeswn, like the biblical injunction to
love thy neighbour as thyself. In effect, a Briton Pole in Sweden becomes, for
welfare purposes, a Swede. Yet some countriesaiBrihotably, have not fully
subscribed to the principle. E.g., citizens of themer Eastern bloc countries that are
now EU members can be denied social welfare benediten work permits, for a
number of years. Still, while EU membership woulkplain the exemption of EU
citizens from paying the proposed tuition feeshimg in the policy explains why non-
EEA citizens are being asked to pay where no fééerto exist. We can venture to
suggest only two possible reasons. One is higldiyfiity Snickars in explaining the
exemption of European Union students, simply thatership of fraternities confers
some exclusionary privileges, which non-membersoaenjoy. Otherwise it could
only be explained as trade with education.

What is clear from this division of foreign studend that the proposal of tuition
fees does not indicate any financial need thateéhs income would ameliorate. Were
this the case, it would obviously be defeating pluiepose to exempt from payment
those who are more likely to come to Sweden toystifdfor no purely academic
reasons, because of propinquity, and because eicttreomic and social integration for
regional solidarity promoted by the EU. The exemptof Britain and Poland also
defeats the argument that tuition fees are a recgbraction for Swedish students
paying fees abroad. While Swedish students payife@oland and Britain, it is not
known that Swedish students, as routine, go toystod say, Nigeria, Mexico or
Vietnam for their degrees and pay fees there, foickv Sweden now demands
reciprocal fees.

This analysis shows that the proposal dfidwifees is not an entrepreneurial
venture. In the leading countries in educationélegmeneurialism indigenous students
pay fees. Many other countries, even within the Ebarge fees of indigenous
students, even though they are very low fees. Theegthey enjoy is that they pay
‘home fees’,which may be a third of what foreign students asked to pay.
Entrepreneurial universities in Sweden may be distexl the grace for home students
and argue that, then, all foreign students woulddlesd to pay fees once they are not
on exchange programmes. When regional solidarittaken into consideration, the
option is there to demand discriminating leveldesds. Britain, for example, charges

EEA students the same fees as indigenous studamischarges non-EEA students
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three/four times that. If the argument about remfy is not to be stood on its head,
then at least, Sweden would ask those memberseoEtinopean Union who charge
fees of Swedish students to pay fees equal to wiegt charge Swedish students in
their own countries. Some Swedish vice-chancelharge voiced, at interviews with

this researcher, the unfairness in Swedish studevisig to pay for their education in

other European countries:

| think it is unfair from a Swedish point of vievetause... Great Britain and England

have a right to charge fees of Swedish studentm@?ha

But it will be wrong for our students because awidsnts will then have to borrow
their money to pay fees, maintenance and all. k@irtdividual student it will be a bit

wrong (Myhrman).

The parliamentarian Nilsson doubts that feeslld/ be introduced in Sweden, but
expects that if it does, then “all the countriediare Swedes pay fees should also be
charged. However, it is doubtful if he has also E&untries in mind, or how this

would be practicable with the statute expresslyrgxteng them.

If it is implemented as such, then it depends, theloes not apply only to Africa but
also to USA and all the countries that themselemrge fees of Swedish students

(interviewee).

By excluding Europeans from the fees reginveed®n has excluded those who are
more likely to come to Sweden to study and who wdafm, as all statistics indicate,
by far the largest proportion of its potential oliele (see e.g. Tables 2, 3, 9 & 10). If
financial reasons were the consideration, it wadoédquestionable logic to exclude
those who form the greater proportion of the paé¢ctientele from paying, especially
when they are also economically more capable oingayhis is against the spirit of
entrepreneurialism. Furthermore, as Snickars affioma (see page 215), it is a
patently illogical strategy to want to attract figre students by asking them to pay the
second highest fees within the EU, especially asy ttvere not coming in any
significant numbers when education was free.

The traditional public sector accountability cudumvould emphasise the

population of the public that receive a service #mal quality of the service. In that
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respect, quality measurement at the university wexlamine the quality of teaching
and research, the employability of the graduateshaf university, the number of
admission-seekers who make that university theist fichoice, etc. At the
entrepreneurial university quality measurement satue the tradition of the “private
sector and the culture of economic consumption” r(Mbeson & Considine 2000)
expressed in its relations with all of its audienoe stakeholders. Again, this reflects
the state of permeating profit-seeking and theiberl attitude of rent-seeking in all
relations. This is the culture in which all depastits are cost and profit centres
(Clark’s 1998). Such an attitude is not found ae8ish universities. Departments may
be cost-centres as a popular accounting systenmésabeen adopted. Like every other
organisation with limited resources, universities also cost-conscious, and may even
be forced to do more with less, but again and agaiost vice- chancellors (e.g.
Bremer, Palmer and Snickars) stressed that thesfotall the university’s operations
is the delivery of high quality education. When tbgiolitical decision-makers and
academia refuse to see the university as busimgssieations or its ‘product’ as a
tradable good, it is clear that private sector -s@king cultures are not acceptable
within the academy. Swedish universities have stagdinst invasive controls and
performativity measurements, as well as the ranlohginiversities into elite and
ordinary, even though Nybom suggests that ther@ matural perking order and the
Law of Matthew operates. Here again, another elémewhat makes a university an

entrepreneurial institution is found lacking.

Varieties of Entrepreneurialism

Hellstrom (2007) proposes that there are ‘varietied university
entrepreneurialism’ and ‘the range of entreprem@adaptations in higher education is
almost infinite” (Tomusk 2004). While both are @mot, entrepreneurialism within the
university system can be broadly divided into twadegories: user-pays services to
students, and business services. User-pays seteictgdents include all the services
within the university that students are asked ty fm, e.g. photocopying, hostel
accommodation, and tuition fees for the teachimy tteceive (which may include rent
for the facilities used in the process). Businessises cover all the cooperation in aid
of the Third Objective with governmental authostiecompanies and organisations
both locally and abroad, as well as the successbohmercialisation of research

results. The term ‘commodification of education’ yna#ot rightly be used to describe
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the payment for services such as photocopying,r&ten of library books, and such,
which all would be part of the varieties of entepeurial adaptations.
Commodification would rather be applied where tineversity takes tuition fees and
where these fees go beyond the actual cost of girayithe education, e.g. as in the
UK. That is, where the university sets out to makeney from selling its ordinary
functions of research and teaching to the primacyprent group — its own students. In
addition, the university would also design its asfiructure and processes to facilitate
the delivery of its services to make profit. Unsiéies normally get paid for business
services. Those who order such services expecaydqr them. This kind of service
for payment has happened all the time. From allftinegoing it is also visible that
even Swedish universities engage in entrepreneaclities; it is not a totally dry
desert situation. The discourse on university @némeeurialism is really about the
commodification of education. This does not happeSweden. Apart from all of the
participants in this research insisting that edocais a welfare provision, universities
are not allowed to make money from education, tdeynot see themselves as
belonging in the business sector (Palmer) butae ststitutions, and it is a pertinent
affirmation of all this that the proposal to empowe universities to introduce tuition
fees, is something they do not like (Noren) and fidobthink [] is politically realistic in
the first place” (Bremer).

In conclusion, an entrepreneur dealing in rice, poters, or Public Relations
service would invest his own money (including lofmsn banks and family or money
from risk capital investors). The sole motive isttake profit by providing goods and
services for which there is demand. With input obd sense, necessary time and
energy he would, all things being equal, make dé live on. But he may also suffer
losses, which he has to bear alone. The lossed imégéo great that he is forced to fold
up the enterprise. This is the true nature of @néreeurialism. Most universities that
seek to ‘move on’ or ‘develop into’ entrepreneuagjanisations, on the other hand,
have been established and maintained for decades centuries, with public funds. If
they become entrepreneurial organisations, it shaukan, in tandem with the
computer dealer, even allowing for the investmdmpublic funds already made, that
they would offer services with principally a profitotive and, equally vitally, they
would have to survive on their entrepreneurial mes. They should, in the words of
Shattock (2003) become “truly autonomous”. The mady understanding of this is that

they have “broken free...” and can no longer lookdestenance from the state.
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Consideration could even be given to the naturthefentrepreneurial service of
the university, and which thus should differentigtiEom the rice dealer or PR service
and on this account be favourably biased toward=oit, the service the entrepreneurial
university offers is one in which the state hastegsnterest — the development of
higher levels of knowledge and skills of citizerfey the advancement of both
democracy and economic development. Let it be gdatiten, that the state continues
to make a contribution in order to ensure thisthe independent, entrepreneurial
university. Even so, certain conditions need tatexi

1. There has to be principally a profit motive fortésgishing and) providing the
services of the institution;

2. There has to be a system-wide general entreprehedisposition at the
institution. Taking all institutions within the cotry, the higher education
system as a whole also must have the entreprehdissition;

3. The support from the state, if any, must be argimcant part of the incomes
and financial needs of the university, extende@ quid pro quabasis.

It is against this backdrop that the question dfegmeneurial universities should
be examined. With all the analysis done so farjrideeation is that these elements are
lacking or are not possible in the Swedish higltercation system. The programmes,
processes and infrastructure of the institutione aot designed for delivering
educational services with the profit motive uppestnca mind. The research by
Hellstrém (2007) considering varieties of entreugialism and this study itself found
no permeating entrepreneurial disposition withie gystem. Indeed, this research
confirms a strong stand for education as a socelfane service that should be
financed with tax money. Even the collection ofian fees from foreign students is an
area where a majority are opposed to, are notd&wbdigh or do not find worthwhile to
venture into. This is so on the sides both of acaaend politicians. There is a clear
recognition by the universities that the state latidy allocations to them cannot be
replaced by any other income source. “But it i séiturally so that the contribution of
the state is significant. It is large” (Myhrman ntarviewee). “Think how difficult it
would be to raise fifty, hundred million at oncendAwith the state it is every year,
year after year after year. It is several hundrdtioms, it is difficult to raise” (Palmer
— interviewee). It can never become an insignifigaart of the financial needs of the
institution. The government on its part is readythie same spirit of seeing education

as a public good, to shoulder the responsibilitynigher education funding. Today the
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state funds undergraduate education by nearly 1808odirectly or indirectly funds
research education by 80%. Thus the condition sppetisability of state funding does
not exist. It has to be concluded, therefore, ti@t entrepreneurial university in
Sweden would be, as the Swedes $aygsokt— it is a stretch of the imagination.
Higher education provision will continue to be,fasas can be seen into the future, a

welfare provision. As a lawmaker passionately at#tes it:

And | think it is important that it is tax-funde@&ause such a system could encourage sort
of social mobility and | think that education istbest thing in order to encourage such
mobility. | mean, that you could be something, yanuld get a better future than your
parents had, based on your own abilities when liteto education. That's the nicest
thing. It could give you great opportunities. THere, | think the main thing is that it

should be tax-funded (Hmered — interviewee).
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Chapter Ten

CONCLUSION

If a university is looked at as an enterprise, aivd without doubt be one of the
most complex of any organisation in a country. divd be difficult to imagine another
enterprise with ‘members’ or stakeholders from sanyndifferent countries and so
many different sectors of society, pursuing withite same organisation so many
different individual programmes or personal objpeti Thus, just the study of any
aspect the institution and its operations — manageémrecruitment of students,
personnel development, curricula or funding — imiaiedy presents the researcher
with a complex task. It is perhaps more complexmwthe study is not just a review or
an evaluation of what holds, but goes further iarce of the possibility that a future
policy development might occur. That the subjecthis commodification of higher
education in a welfare state increases its comglexot only because, as Noble (2002:
1) notes, “both education and commodification... @ften used with little precision”,
but also because this welfare state, just like lotsothers, is pressurised by
environmental factors, such as globalisation, net@xamining its strongly held tenet
that education is a public good.

In an attempt to unravel this complexity in this tgowe have defined and
analysed the pertinent terms as well as the fathatsbear on the system, which lead
to the “distillation of the educational experieno#& discrete, reified, and ultimately
saleable things or packages of things” (Noble 20)02:

Bearing in mind the definition of a commodity givbg both Noble (2002) and
Pearsall and Trumble (1995), the commodificatiorddication is taken as defined by
Noble (page 2), as the “deliberate transformatiénthe educational process into
commodity form, for the purpose of commercial taston”. Consequently, when a
university commodifies its services, it is, foremosot selling excess capacity or
byproduct, as in the conversion of research resofits products. Rather, education is
commodified if the institution puts both a pricedaa mark-up for profit on the
‘product’ of its basic functions — teaching ande@€h, to its primary client group — its
own students. That is, deliberately turning itsveer into a service to be sold and
bought (Pearsall and Trumble 1995, Noble 2002)oidder that this definition is
crystallised as we examine the Swedish system ® isehigher education is

commodified or could be commodified, other relatens such as commercialisation
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and entrepreneurialism are also explained, borrgyriom Clark (1998) and Hellstrém
(2007).

It has been argued that a major influence on whetthecation is commodified or
not in a country is the ruling political ideologwhich may be reflected in the
philosophy of whether education is seen as a publgrivate good. The complexities
of private and public goods — the underlying plolgsies, definitions and theories —
have been discussed at length in this work (seega§-16 and 89-99). This question
is especially pertinent for higher education, beealower levels of education have the
backing of global treaties and bodies, e.g. theddnNations, that has declared them
citizens’ rights. We proceed from the premise #dwtial policies have their genesis in
the ideology of the ruling party. Let us demongratith the difference between
England — where education is commodified — and |&edt— where the welfare-
oriented Scottish National Party (SNP) now in goweent after the defeat of the
Labour Party, has abolished student fees in pudduits vision that everyone should
have access to higher education, unhindered byoewarsituation. This confirms the
arguments of Naidoo (2003) and several otherswthather a good is private or public
is mainly determined by politics. The political d8on to remove tuition fees for its
students can be interpreted as the SNP declaraighigher education in Scotland is a
service we believe that every citizen should hdvihey desire it' and thus higher
education becomes a public good, paid for by tlaestOn the other hand, since
England fetches tuition fees from its citizens ititerpretation would be that the view
of political decision-makers in England is thatgher education is a service we think
the individual wants to have’ and so the individaabuld pay for it. This makes it a
private good in England. A decision to make high@ucation a public good elevates
its ‘secondary’ utility to the society above thatits ‘primary’ value to the individual,
since education has two types of value: ‘use’ dilityf value (what the holder of
higher education — or the society collectively A ese it for or benefit from it) and
‘exchange’ value (how much money can be earnedabving it or selling it) (Lyotard
1979; Shumar 1997; Johnstone & Shroff-Mehta 2003).

It is of course recognized that the fees in Englarel subsidized by the state.
Nonetheless, it should be clear that it is not phee paid for a commodity which
defines it as a commodity but the fact that itaklsand bought. We can recall again the
definitions of Pearsall & Trumble (1995) and Nol{®002). Subsidy, thus, is in

consideration of the secondary utility value to Suxiety. England is thus saying,
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‘higher education is something individual citizemant to have, but we recognize that
the more citizens that acquire higher educatioa,ttore society in general stands to
also benefit, therefore, we will encourage citizegssubsidizing the cost'. If a father
says to his son, ‘here is my house, take and hvi# because you are my son’, the
house is an entitlement. If, on the other hand fdtiger says, ‘here is my house, it is
worth £1m in the market, but as my son, pay me 62Q0k for it’, it is no longer an
entittement but a commodity. The son has a biakisnfavour in the setting of the
price, because he is a son, yet that does notendgatfact that he pays for the house,
or that if he wants to own the house he has tofpait. In fact, price discrimination —
as a subsidy, discount or as different prices fifierént market segments or in
different markets — is a common marketing technique

We can confirm the political determination of wiet higher education is a
public or private good in the Swedish case withabeount of Baueet al (1999) of the
changes in higher education policy between the dkec#he Social Democratic Party
was in power and when the conservative Moderatem@ in power between 1991
and 1994 (see pages 223-225). The two parties lace c@ntrasted by interview
respondents Myhrman and Bremer. The degree of dreedllowed universities as
opposed to control over them; the social objecti¥&igher education as opposed to
the attempt to privatise and marketise higher egluté®y one party or the other reflect
their philosophies of the purpose of higher edwecatn the society and the methods by
which they want to achieve the purpose. All theigie$ that flow from the ideology
serve to promote education either as a public gwa private good. It is granted that
the ideology itself or its manifestation in a peautar policy decision/action at a
particular point in time may be built on some pardar event or situation, for example,
the UK’s economic stagflation. Yet ideology is lwadiy just a manner of thinking
peculiar to a group or class.

As a public good, education is viewed as a sodialipion from which, like
defence or protection under the law, no citizenldd@e excluded. Its purpose thus can
be summarised as that of empowering the individodle able to better him/herself
and consequently, collectively, contribute to tldvamcement of the society. As a
private good, education is viewed by those infl@ehdy capitalist or neoliberal
thinking as solely for the individual’s own good) @&quipment’ the individual may
need for his life journey, depending on what classociety it is his aspiration to

belong. As such the individual who needs highercatian because it would move him
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up from one social class to another should also tpagcquire it. The argument is
different in Sweden. The quotations of vice-chalocgland members of parliament,
pages 228-231show an overwhelming expression of the desire &wdeeducation
firmly embedded in the sphere of public goods, Whigould make it difficult to
change to an alternative system of provision. B@n®le, in questionnaire answers,
universities said “We don’t consider education asralustrial activity”; “we are not
allowed to ‘earn money’ on education” and “The wmnsity does not see education as
an export industry”. In interviews, Snickars of tReyal Institute of Technology, for
example answers, “Never! For me higher educatiah rasearch are common goods
that have to be always financed by the state waithrésources”, while his counterpart
at Stockholm University, Bremer, says “I do notnthiany school fees will be
introduced for Swedish students and EU citizensrfany years” and Nybom argues
that “in the Swedish system fees would be diffidoltmake a social directive”. This
view is also held both by politicians on the riglot, whom the norm is each individual
for himself, and those on the left, for whom themas the collective. In Sweden, we
find that even while higher education is recogniasca class journey, policy makers
still elevate its benefits to the society well abats benefits to the individual and insist
that it should be provided at communal cost so tltabne misses the opportunity to
acquire it if they so desire. For example, theiparéntarian Damberg stresses, “Earn
money from teaching..? We do not have tuition feeshigher education in Sweden.
We Social Democrats are against it, we don't beligvit. We think it would be very
wrong to so do for many reasons, partly ideologitedt it would shut out groups from
higher education”, a principle the Conservative liHgted also expresses when he
emphasises that “I mean, for me the basic thinthé Swedish school, educational
system is that it should be funded by taxes, innieaning that... | mean, all Swedes,
if they have the brain ability, they should be atulestudy at university”. Our premise
Is that the parliamentarians are voicing the viefvsheir constituents and the vice-
chancellors express themselves as people who hairefingers on the pulse of the
society because they are also ordinary memberdhefSwedish society, they are
parents, and they are university heads in touch wie youth of the society. What
possibly could explain this is the fact of Swedeing a welfare state and choosing to
remain so, despite globalisation, despite the reggneoliberal paradigm and despite
what its neighbours are doing. The tenet on whith is grounded ifolkhemmetand

in this paradigm education is a public good.
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From another perspective, whether or not highecaiilon is commodified has to
do with the entrepreneurial spirit that champiohs tsystem of provision. This is
affected by several of the environmental factoet tiave formed the themes for the
discussion throughout this work, such as a unityersr the educational system
positioning itself for producing and marketing edtiocn as a tradable good, the
pressure of globalisation as large numbers of matéwnal students troop into the
country and strain the financial and other resairaeailable to the universities,
membership of international treaty organisationg, the General Agreement on Trade
in Services (GATS) which is working to remove natibprotections for the provision
of higher education as a public good, etc. Withm einiversity, if entrepreneurialism is
taking root, this would be recognised through theanged -characteristics of
governance and structures of the institution, @skQJ|1998), Marginson and Considine
(2000) and Shattock (2003) have elucidated. Inrotdeanswer the question of this
research, therefore, in addition to the treatmehtthe complex issues of the
philosophical view of education as a public or ptevgood and defining what we mean
by the commodification of education, it is pertiheio also peruse how these
environmental factors play on the Swedish systetheaamine the characteristics of
Swedish universities to see whether they are eminepirialen routeto producing
education as a service for sale.

The research set out by perusing the availableatitee on the world-wide
transformation higher education towards entreprealeuprovision and then
concentrating on that of the Swedish higher edanatystem, taking particular note of
the macro and mesolevels; that is, the governmental level that ssafod policy and
the institutional management level that standsf@cution. Especially essential at the
policy level are the educational policy objectivéshe government from time to time,
and how the government steers the universitiesrdleroto achieve these objectives,
e.g. through its funding formulae and the degreevhich it determines what the
universities do — directing detailed planning doaing a wide berth of autonomy. In
seeking to understand this, the typology of Baaied (1999) on how the government
marries needs and ideological preferences was hapful. At the institutional level
the researcher was looking for those charactesigtigovernance indicative of a desire
to be like business — questions about seeking aatgnto break free and act out of
own free will; a state of mind to seek as well &gxous search for surplus incomes

that would be reinvested in research and teachimgr@der to attract more surplus

253



funds), a very active professionally-manned, bussrariented periphery that is always
concerned with output, measured using quantitatidestrial methods; an executive
head that commands and has the ambition to buikehgvire and personal reputation,
etc. These were the themes around which the questi®@ was designed and questions
were put to the policy makers and policy execuiatsrviewed, so that we could
confidently conclude if the transformation was todgaentrepreneurialism, turning the
universities into business corporations — whereltieg and research are commodified
and the student is customer.

The next step in the search was for the indicaibetrepreneurialism within the
Swedish university system and its characteristisstteeorised by Clark (1998),
Marginson & Considine (2000) and Shattock (2003hil&/accepting the postulations
of Tomusk (2004) and Hellstn (2007) that there are various types of
entrepreneurialism within the system adaptablelimoat limitless ways, the position
of this writer is that, similar to the case of coodification, an educational institution
does not become an entrepreneurial institution usecéd commercialises its research
output, or exchanges ideas and technology withrélgeonal government companies
and receives some financial consideration, in purfuset national policy objectives
of contributing to regional development. An indidm is also not an entrepreneurial
university because it is enterprising, in the sehaeit is daring, breaking new grounds
or interrogates convention. This writer has propabat an entrepreneurial university
is one where the infrastructure, processes andcualarare designed with the mind of
providing the university’s services in return fayment, with the profit motive being a
determinant factor in what it elects to do or rotdb. This is also what Marginson &
Considine (2000), Noble (2002) and Naidoo (2008),anhean. We may build one
banal scenario to illustrate the meaning of en@egpurialism proposed here. Let us say
the reader is traveling away on holiday for thremnths. Afraid for the bills and safety
of her property she rents out her apartment for gegod and receives financial
payment. This is of course a commercial transactsimce space is exchanged for
money, and there may even be a surplus. Howeve, tthnsaction is not
entrepreneurial and the space in this case is gotranodity (even in the meaning of
Pearsall and Tumble 1995) as it was bought toszllin, and so she is only selling
excess capacity. To contrast with this and drivendadhe point, if, on the other hand,
the reader were a buy-to-rent landlord, then tieniion would be, from the outset, to

rent the apartment out at a price above the coghdt case the commercial exchange
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of space for money is entrepreneurial and the aq@ent is a commodity, because the
motive for buying the apartment is to deliberatgdyovide it for commercial
transaction.

Since no university that is not truly autonomous ckesign its facilities and
processes in the manner described above, the srimpial university must also have
such a degree of autonomy that financial inputgstesustenance and operations from
the state will be replaced or made insignificantilsyown earned incomes. In other
words, it has to have other streams of income ar@hmuned incomes from the state
must be a negligible portion of its financial needatonomy is driven and sustained
by financial independence. The institution that Has autonomy and is minded to
trade in its services to make profit may provide services as an entrepreneurial
concern. Two vice-chancellors who were interviewlsgbom; Noren) clearly made
this connection between financial resources andnamy. Nybom argues that
autonomy “depends on if they have the resourcebetmutonomous. You can be
formally autonomous but you don’t have the resoaitoebe autonomous. There should
be a balance between your duties and your resoufbes one can be autonomous”
and Noren, that “Then there will be a more uncertaflow of money. It means that
one must function as a very active company to coenfue resources. Autonomy has
more to do with financing”. Even those that did oweertly say it, made it clear that
universities within the Swedish system do not hénee kind of resources that could
make them autonomous. The parliamentarian Damlesgridbes the talk of autonomy
as a “beautiful thought” and explains that “it pneges that they have money, their own
money and one will not be more dependent than §na some way, and the Swedish
universities and colleges do not have any sigmtiegealth that they would be able to
survive on their own. They are very dependent @ndiate financing and so long as
they are so dependent the discussions on freedaontrol will always be there”. As
Myhrman, Palmer and Snickars (institutional heaake clear, it is unlikely even that
the institutions could ever meet their yearly fio@h needs through tuition financing,
commercialisation of research results or funds igetirom other, non-state sources.
Palmer thinks, for instance, that “Financial indegence would be [possible] if we
could have a very rich sponsor, an oil sheik osi that is not realistic. We are never
going to be financially independent ... Think howfidiilt it would be to raise fifty,
hundred million at once. And with the state itvely year, year after year after year, it

is several hundred millions, it is difficult to s&’. Considering even the cases of
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Chalmers andsdikeping universities that are foundation, non-stasditationsper se
but who still are financially dependent on theestiatr their nurturing, the problematic
of breaking free without adequate own resourceemonstrated. Therefore, autonomy
in the Swedish higher education system has comedan progressive degrees of
freedom to act or decide on specific aspects ofptieeesses of the institution. “The
vice chancellor or the university management singay take any amount that is
needed for strategic investment” at a point in t{@eemer), but that would be monies
already allocated to the institutions by the goweent.

Do the universities desire autonomy? The revelaiom the interviews is that
total freedom — independence — is not desirable. Uiiversities have welcomed the
reforms that have given them the power over cuajqorogrammes and appointments.
Not at institutional level, but at systems levdilg tvice-chancellors are demanding
greater freedoms in recruitment matters (BremdrE government is considering
allowing the universities to own property (Wallgyjsthe universities would like the
freedom to explore new avenues for earning incomegich would be invested in
their operations and make them stronger in competivith each other and with
universities globally (Snickars, Myhrman, Palmexind some universities would like
the freedom to organize their relations with indush a different: “I would like to
form partnerships and establish common organisstioranother way, companies in
certain cases because that has a clear structutte,businesses to pursue certain
research and development activities. So that ist whaould like to have, greater
possibility to structure the way we work, not to beund to be a state authority, where
we cannot enter into agreements really” (Palmer).

It would have been expected that there would lolevision between the older
Swedish institutions and the newer ones that aeduimniversity status in the 1990s;
that the newer universities would be more operetagentrepreneurial, but there is no
such division.

The centre-point of the aversion to the commodifoce of higher education or
the running of universities as if they were bustnegyanizations is the consideration of
Swedish and European students. Here thereoissensus ad idemamong both
academic and political leaders who are firm thae&gh natives and their cousins
within the geopolitical zone defined by the Eurapésconomic Area (EEA) should
have their education paid for with tax money. Fae8es, according to the Ministry of

Education, “it is a very important principle thatlueation should be tuition-free”
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(Wallgvist) and this has been clear for a long timmed thus enshrined in all the higher
education statutes. This is pointed out by mosruitwees, both political decision-

makers and university vice-chancellors, e.g. Brem®@nickars, Damberg and

Hjalmered. “There is a political ...old agreementilggophy, one can say, in Sweden,
that higher education should be free, tuition-fi8mce that is the case for Swedes, it
should also apply to EU citizens according to agwes, and it is applicable to all even

if one comes from outside the EU” (Bremer). Thidespite the fact that within the

European Union, almost all other countries charmgs fof their native students. The
voices that called for tuition fees for Swedish dstts in the 1990s were an

insignificant minority that was mainly ignored amdhich now appears to be silent.

This is a strong reaffirmation of the welfare tenéthe country. Still, this does not

mean that the issue is no longer up for discussion.

There is no such convergence of opinion, on therofland, where it concerns
non-EEA students. “What is being discussed noviésrton-European students, if we
are going to have it” (Myhrman), which may alsodeda further discussion about fees
even for Swedish and EEA students, as Nybom spesuldor that matter right now
there are really only three countries where thezena fees... | believe Scotland has no
fees, otherwise it is Sweden and then Norway. &leo European countries have fees
of some kind. | believe also that we are comingdahthe remaining Nordic countries. |
believe the first is to start to take fees for furopean students and then it comes”.

Sweden has been studying and talking about glcliais since the 1970s.
Internationalisation aimed, and still does accaydim the findings of this research, to
support the Swedish economy’s export-dependenee gis&tions of Nilsson, Nybom
and Palmer, pages 203/204 & 220), by creating @llawareness of various countries
for Swedes — this is called entry-level knowledgand by having Sweden-aware
foreigners who have studied in Sweden that coulcbime local labour in various
countries. The link between globalisation and gméeeurial education is made, not
only from knowledge of other countries, but alsanfrwhat it would cost the taxpayer
to receive international students and educate tigion-free and the notion that this
could not be justified. Universities are urged xpand their globalisation activities and
are evaluated by the National Board for Higher Edioo on how well they perform
on this score (see e.g. Hogskoleverket 2005d).aYe¢w view of what globalisation
should mean was introduced towards the end of thetias decade, when the

government set up commissions to find out how t@eit more international students
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to Sweden, and to investigate both tuition finagcof higher education and how
tuition fees could be fetched from non-EEA studefitse government’s intention, also
explained in newspaper articles by the then Minist€Education, was clear: that non-
EEA students would be charged fees anyway. Thal tterm of reference also
appeared to tentatively explore even Swedish stadamentually being asked to pay.

As a consequence of this new view thinking on disbton, the Ordinance of
1993 was revised with legislation to override tlmevgsion that higher education was
free for everyone at Swedish universities, irreipec of geographic origin.
Furthermore, a new paragraph was added to Articté the Higher Education Act
1992, stipulating tuition-free education for persofrom within the EEA but
empowering the government or authorities to whom gbvernment delegates such
powers to determine how much fees should be pastuments from outside the EEA.
These provisions are made primarily to allay therdeof those groups, e.g. university
teachers and students, who fear that chargingdieesn-EEA students would only be
the harbinger of even Swedish students being askpdy fees (see citation of Nybom
preceding page).

This research reveals now, however, that neitheptiiticians nor the academic
leaders show commitment to these fees. There light sajority totally rejecting the
idea. Snickars and Pertoft (interviewees), for eplamagree with the concept of global
public good proposed by Stiglitz (1999) and argoe ifternationalisation of higher
education for its own sake: “It is so that my piositis that education is a common
good. It means that | am in principle against dirdees. | am for the
internationalisation of the Swedish system that d@gher education as a right. It is
naturally so that the discussion about fees, wisays that fees should be a way to
expand the internationalisation, which was the pah departure for the earlier
Swedish study about fees, is meaningless” (Snitkdisose that are open to fees
condition it on there being scholarship funds thatild make it possible for students
from poorer countries and regions of the world ¢odble to study in Sweden without
having to pay for it. For instance, Nilsson poiotg that his party had not suggested
fees for anyone, “But then if it should be implergehthere is nothing that says that
we cannot as part of the aid policy but even ppalty ...welfare policy, cannot take a
good number of students from poorer countries incafto study for free”. Even
Hjalmered, who supports fees for non-EEA studéhts,think we should also have

...scholarships, some sort of scholarship system,nmgathat we will give
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possibilities to great students to be able to ua#lerthe Masters studies in Sweden or
participate in PhD studies, so we have both the & the scholarships”.

The universities even understand the enabling lEma to mean that the
government has to issue another directive askiegitto commence collecting fees.
Myhrman, for instance, says: “Well, | don’t know &rk the state is going to land... if
we are going to have it". Many had not even disedss and even the few that were
positively disposed to it waited on the governmengive the go-ahead. That directive
has not come and is not expected. Members of thkafantary Committee on
Education interviewed also understand it in thay:.wéThe parliament has given the
possibility but the government has not taken thasiten yet. | do not believe it would
be implemented in 2008” (Nilsson), if ever at all the foreseeable future. The
Ministry of Education confirms that “the governmdrds not taken a position on if
tuition fees should be introduced for persons foutside the EEA” (Wallgvist).

Rudiments of Sweden’s fabled solidarity concerngoorer nations of the world
still remain. That is why one problem some politideaders, as well as vice-
chancellors, have with the proposal is the categbpeople expected to pay the fees.
On the face of it, all non-EEA foreign students Vdopay. However, students from,
say, USA, Canada and Oceania could not in readétyhle targets for tuition incomes.
Firstly, the main reason that students move abtoastudy is the lack of adequate
facilities at home or the pursuit of better quaétjucation. These countries do not have
that need. Secondly, they are recognised “knowleggeduction centres” and
established global traders in educational servitbgdly, when students from these
regions come to Europe to study, they most oftemecon exchange programmes,
which obviate their paying tuition. So, in effed¢hat leaves students from poor
countries, with poor educational facilities, in i&f, some parts of Asia and Latin
America as the target markets. Even though thectiliee is that the fees collected by
the universities should not exceed the equivalest af providing the education for the
international students, without a mark-up for pgrafiot only would a fees system be
siphoning money from poor countries to a much e, as in the cases of Britain
and the USA, but also that the countries would Hese of already calamitously scarce
resources for the development of their educationfthstructure and to invest in
teaching and research. A solution suggested byyewmeris that there should be a
scholarship scheme alongside the fees. But untydesaaders, Bremer and Noren, for

example, think it would introduce cumbersome buceacy.
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The suggestion also presents the universities mgthin other ways. One such,
which Damberg identifies, is that “the experience have seen of other European
countries has not been that once they start togehtees for higher education the
universities and colleges automatically earnedtariore money to use afterward. It
has often happened that the state had withdrawre#gonsibility and reduced the
support so that the colleges and universities laaw@uch money as before, except that
they get it through fees instead of tax money, anel has got the inequality problem
instead”. The avoidance of this inequality is oneic@l argument against the
commodification higher education.

Two other issues, both connected, that impact pregneurialism at Swedish
universities are commercialisation of research Itesand lararundantaget —the
teacher exemption. Universities already do comrabse the by-products of their
basic functions — teaching and research. In terirteaching, they are contracted to
produce programmes and run courses for organisatiogovernmental or private,
locally and abroad. In terms of research, theyycaut joint research or they share
discoveries with companies for conversion into picid — by loaning out or selling the
patent or arranging joint production. They may atsmnmercialise the results of
research by setting up their own holding company gining it the right to produce
(see Table 7). They do also act as consultants oergmental authorities or
companies. At home, this is partly to contributerégional development through
exchange of ideas, knowledge and technology transéev jobs may be created when
companies are built around the discoveries or mmad. Abroad, it is partly in aid of
Swedish global companies and also to earn monealeeth Hellstm (2007) and
questionnaire answers confirm that many univessittave set up free-standing
business units to take care of these matters. retbddy the government, there is
heightened activity with commercialisation. Yet tiigestion may be put: how much of
this commercialisation is the institution’s own, apposed to those of individual
researchers and research groups? Who actually eanosey from the
commercialisation, the institution or the individlwesearchers? And, therefore, who is
the entrepreneur, the university or the researcher?

Since 1949 university-based researchers in Sweaes lad the right to own the
results of their research, even though the unitessbpwn the facilities and employ
them. Myhrman and Palmer (interviewees) say tregarchers make contributions to a

pool for the maintenance (or acquisition) of fa@k from their research grants, which
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in principle comes under the control of the vicewotellor. However, concerning
convertible results, it is theirs. If we agree witkllstsm (2007) that what most of the
business units are doing is looking inward for glesstead of forging outside links and
negotiating commercialisation contracts, then afavpportunities are probably being
bypassed. Most of the vice-chancellors (Bremer,eNpPalmer) interviewed in this
research are of the opinion that the teacher exem|pmnits the extent of conversion of
research results. Amongst other things the unittessihave little incentive to
wholeheartedly engage in the work that is essetttiget research results into tangible
products. “I think that it is limiting, because thas no incentive for the universities to
provide support for the researchers or to see thait the results are will exploited
since the university gets nothing out of it” sayeMer. Even if we take onboard the
objection of Nybom (also interviewed) that therens research confirming this
supposed limiting effect of thirarundantaget and agree that a lot of conversions
into products do take place, it would be mainlybahalf of the individual researchers
because they own the patents. Myhrman and Noretergiawees) say that the
universities make deals, case by case, with thesearchers who seek the aid of the
peripheral sections tasked with this assignmenesé&hare deals that the university
could hardly enter into from a position of strengtimce the researcher can take his/her
patent/finding directly to a company, which manydesl researchers have the
experience of doing. Universities that try to tradé the products that legally belong
to some individual, and for which negotiations h&wde made each time, depending
on the willingness of the researcher to co-operaa, hardly establish themselves as
entrepreneurial organisations.

Readings (1995) is suspicious of the freedom givamersities to act. In that he
is not alone, for other writers, e.g., Marginsod &onsidine (2000), also challenge the
talk of devolution within the university as decepti because those appointed by the
executive vice-chancellor only extend the vice-c®lior's executive power. Still
others, e.g. Olssegt al (2004), assert that freedom to act amounts toimgpthith the
performance measurement checks and controls thanhstead put in place (take for
instance the Research Assessment Exercise anahgaoikuniversities in Britain). But
Readings’ concern is about the entrepreneurialiiithat universities are pressured
into. He means that while universities are givesefreign to produce their curricula
and explore any area of knowledge they desiregtisethe proviso that any knowledge

produced at the university “fit into the cycle ofroduction, exchange, and
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consumption. Produce what knowledge you like, garlyduce more of it so that the
system can speculate on knowledge differentials@néit from the accumulation of
intellectual capital” (page 204). In effect, theiversity should develop a permeating
entrepreneurial culture, one which, as Liesner T20@arrates, sees even its own
lecturers and students as consumers of its wamsc@stomer groups to entice with
new investments. This pressure, subtly or coamahfied, is what creates the situation
that Tomusk (2004) narrates, where the universit@se to believe that remaining
non-entrepreneurial is a non-option. This reseahds found no permeating
entrepreneurial culture at Swedish universities ttonceded, as has been dealt with in
this work, that there are entrepreneurial actigig@ing on and the potential for this
growing is indicated. However, this does not cduostia state of mind that continually
seeks rent in all daily activities. We can cite Istebm (2007) arguing that even where
universities have set up holding companies theioglship between the companies and
the university is hardly clearly defined, except tioe expectation that if profits accrue
they would be ploughed back into the operationshefuniversity. In questionnaire
responses, universities express instead the dtatend that the educational process is
“not an industry” and they “are not allowed to makeney on education”. It would
require fundamental changes in the view of edundtipindividuals and the society in
general, as well as changes in laws, for an ergngurrial culture to begin to take root
over a long time. Laws could be changed, e.g.|/ltavauniversities to understand that
they could seek to make money, e.g. through acguaind renting property, or even
recruiting students, especially from outside ardedigeopolitical zone, for the sake of
the fees they would pay. So far “Swedish univegsitand colleges to a high extent
have been focused on primary research, focused megh on the development of
academic knowledge and less on engaging in workoggther with the society in
general or to develop the possibilities of seliatyication or knowledge”. Furthermore,
it appears to this researcher, when we consideatpements against fees made by
vice-chancellors and parliamentarians, e.g. NoMNilgsson and Bremer, even in the
case of foreign students, that it would be diffictd change people’s minds to see
education as a tradable commodity. For example,vibe-chancellor Palmer says,
“with the tradition that we have, we don’t see @lwss as part of that sector; it's that
simple, in the same way that we don’t see the hestvice. It is something... we are
part of the infrastructure in the society. | seeicadion and research as part of the

infrastructure of the society, to develop the siytieAnother vice-chancellor, Noren,
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posits that universities that commodify educatigrnrdcruiting foreign students “do it
very much to earn a lot of money, with too littleotight about the possibilities of
raising the quality and internationalisation of #tadies this should mean. | don't like
it”. And her counterpart, Bremer, who talks of free education in Sweden as “an old
philosophy”, adds also that “I think we have qutkt to gain in being able to say that
we don't get paid. That is how | would like to hat/e

The parliamentarian Hjalmered explains this abseic entrepreneurial state
of mind at Swedish universities and why it is vialkeep education as a public good.
Education gives opportunities to the citizenry ttér themselves — education keeps
the scourge of poverty at bay, it makes it possibteeach generation of citizens to
have a better life than the preceding one, whido aheans that it leads to the
advancement of the society. If the acquisition dbication were to depend on the
financial ability of the individual or her parentthen it would be as another
parliamentarian, Damberg, sees it, a waste of hueswources. Were higher education
to become a commodity in Sweden, the inequalityptihiglic system of provision has
put at bay would plague the system, there wouldimste of human resources that this
could result in, and the benefits to the societiectively as a vehicle for advancement

because each individual betters him/herself woeltbbt.
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APPENDIX I: PLAIN LANGUAGE STATEMENT

Facultyof Education

Date: 30 May 2007 UNIV}S}{SITY

- . GLASGOW
Sowaribi Tolofari

Flat 1/1

173 Killearn Street

Glasgow G22 5HY

Tel: +44 79 4440 7455

E-mail: s.tolofari.1@research.gla.ac.uk

INVITATION TO BE RESEARCH INTERVEE

You are invited to participate as an intervieweeyresearch.

The Entrepreneurial University in the Welfare State Sweden: Exploring the
Possibilities is the title of my research. The imtew seeks information that would
enable me to answer the strategic question: Isctmamodification of university
education a possibility in socialist Sweden?

The interview will cover the following three broaeas: policy and governance,
entrepreneurialism within higher education, anddlabalisation of higher education.
It is estimated that the interview will last 35 mias. The interview can be conducted
either in English or Swedish whichever is convenfenyou. | would like you to give
me a date on any of the following days: 30 — 31usignd 3 — 7 Sept.

Your involvement in the research will only be liedtto your answering the interview
questions. You have been selected because of wsitigm within the political system
of Sweden. Your name and contact were taken froaor géficial public source. All
other persons holding the same or similar positiitkin political parties in Sweden
are being invited to participate in the same way.

If you accept to participate, let it be understabdt you do so freely because you
desire to do so. Even when you do agree to paatieigou may at any time withdraw
your participation. Your agreeing to be interviewedll imply that you have
understood this and consented.

All information you give at the interview will beahdled confidentially. | will ask for

personal details for the purpose of authenticitgwidver, if you wish your name not to
be mentioned while using the information you supghen care will be taken to
honour that, and to ensure that data is presemted way that you will not be

recognised by any reader. Information suppliedrdptine interview will be kept safely
in my personal custody.

The report of the research will be seen in the filace only by the university and only
for the purpose of academic activities. It will ppgblished as a thesis, to which | will
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have title and ownership. As is usually the cake, thesis, once accepted by the
university, will become a document to which otheople, e.g. researchers, may refer.

The research is being carried out to satisfy tig@irement of a thesis for the degree of
Doctor of Philosophy (PhD) in Educational Studigsthe University of Glasgow.

The contact of the faculty is:

Faculty of Education
University of Glasgow
St Andrew's Building
11 Eldon Street
GLASGOW G3 6NH

+44 (0)141 339 8855

Any further concerns about the conduct of the netemay be cleared with:

Dr George Head

Faculty of Education Ethics Officer
Department of Educational Studies
University of Glasgow

St Andrew's Building

11 Eldon Street

Glasgow

G3 6NH

Prof Robert G. Matthew Director of the Centre for Teaching, Learning and
Assessment is my supervisor and can be reachéelephone: 0141 330 3197; email:
R.Matthew@admin.gla.ac.uk

Thank you for your participation.

Sowaribi Tolofari
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APPENDIX II: QUESTIONNAIRE

Faculty of Education
UNIVERSITY

of
GLASGOW

QUESTIONNAIRE

Name of institution:

Position at institution (e.g. Vice-chancellor, Deputy Vice-chancellor, Ragis Dean
Faculty of Education, Head of Student Affairs Dépem)

| do not want my name to be cited in any writingandthe information | give is used
| do not mind being cited by name ple@se cross one optipn

(This questionnaire is part of the work of gathgrifata towards a thesis in
Educational Studies. It is strongly preferred thaerson or persons who can give
authoritative answers to the questions completgti@stionnaire. It is most desirable
that the completed questionnaire is returned taekearcher within 21 days.)

Tuition Fees

1. Given the choice, would the university charge tutiees of foreign students?
Yes/ No
2. Would foreign students be expected to pay more?
Yes/ No
3. What is the view of the university on the SOU 200groposal to charge
tuition fees of non-EU students?

4. How many students at this university fall into gfreposed fee-paying
category?
5. Would the university support the introduction oé$efor home students?
Yes/ No

266



Accommodation

1.

2.
3. Does the university charge same as market price? Yes/ No

Does the university own and operate property ityas student
accommodation? Yes/ No
Does the university charge lower/higher than mapkee? Higher/ Lower

User-pays Student Services

1. Does the university charge its students for antheffollowing services?
* Photocopying Yes / No
e Printing Yes/ No
* Bookshop (a mark-up on prices) Yes / No
* Yearly registration Yes/ No
« Participation in graduation ceremony Yes/ No
» Issuance of certificates or result transcripts s ¥No
» Athletics/ gym Yes/ No
» Late return of library books Yes / No
» Cafes/ restaurants (mark-up on prices) Yes / No
e Student programmes Yes / No
» Others Yes / No
Enterprise
1. Does the university actively seek, primardy the purpose of the revenue?
» Consultancies Yes/ No
e Contracts (e.g. to carry out research) Yes/ No
* Commercial production of research findings Yes/ No
2. Are there research projects engaged in primarilyHfe purpose of the funds?
Yes/ No
3. How is outreach (business contact) organised?

Earned Income

1.

2.

Does the university commercialise its researchirigsi through fully- or

partially-owned companies? o/

Does the university rent out, sell or build spifi-@dmpanies with patented
research results? Yes/ No

Does the university make any other types of investsifor the sake of the
financial rewards? Yes/ No

Does the university obtain endowments/ grants fpoivate persons and
companies? Yes/ No

How is non-state income distributed within the @msity (who owns it/ has
control over it)?
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Curriculum
1. Does the university, in designing its programmespond to:
* The need to produce the kind of skills that thelalmarket requires at the
moment? Yes/ No
* The need to meet the interests of potential sts@ent Yes/ No

e The interests of academics within the university? es/MNo

2. Has the university had to discontinue courses/narmgies due to economic
non-viability? Yes/ No

3. If yes, in what fields have courses/ programmes lokscontinued?

Interaction with larger society

1. How does the universitv justifv its value to thedker societv?

2. How does the university view itself in relationdther non-university research
institutions  Competition/ co-operation

Comment:

Governance

1. How would you describe the pattern of devolutiomothority at your
university? (Tick) O
» Hierarchical (a single line of authority)
* Federal (collegial/democratic decision-making) [l
e Triangular (the central authority can deal vatth faculties and
departments and vice-versa)
Internationalisation /Globalisation

1. How do you define ‘internationalisation’ in the ¢ext of higher education,
from your university’s standpoint?




2. How do you define ‘globalisation’ in the contexttagher education, from your
university’s standpoint?

3. What are the regional backgrounds of your foretgents?
* Exchange students Number
o EU
o Europe
o North America
o Asia
o Africa
o Oceania
o South America

» Direct admissions (only persons NOT ordinarily desit in Sweden)
Number

o EU

o Other Europe

o North America

0 Asia

o Africa

o Oceania

o South America

4. What factors determine the choice of unigrsountry with which your
university has exchange agreements outside tfve EU

5. Does the university influence the followingtters with regard to foreign
students?

* Visaregulations Yes/ No
* Residence permits Yes/ No
*  Employment Yes/ No
e Communally provided accommodation Yes/ No

6. Why would international students chooseaime to this university to study?

Education as a Tradable Service

1. What is the view of the university on educatioraasexport industry?
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2. Given appropriate conditions, would the universibgage in the commercial
provision of educational services? Yes/ No

3. Does the university have the capacity to delivercation as a trading good?
Yes/ No

4. What is the view of the university on GATS, the @&t Agreement on Trade in
Services, which highlights educational servicesading goods?
Positive /Negative

5. What would be the most likely option(s) for expogiiHE services, and why?
(Tick)

« Cross-border supply [

e Consumption abroad n

« Commercial presence L]

* Presence of natural persons O
THANK YOU!

Please return as e-mail attachmerg.tolofari.1@research.gla.ac.akby post to:
Sowaribi Tolofari. Flat 1/1, 173 Killearn Streetla@gow G22 5HY, Scotland.

Sowaribi Tolofari
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APPENDIX III: INTERVIEW QUESTIONS

Faculty of Education L

UNIVERSITY
of

INTERVIEW QUESTIONS CLASGOW

Name of institution:

Position at institution (e.g. Vice-chancellor, Dean of ... faculty, Head of ...
department

Governance

1.

Please explain how the central administration eftthiversity is set up and
supported to indicate the key influences in deoisiaking, and resource
allocation?

Please explain the relationship between the urityeasd the state, in terms of
funding, supervision and monitoring.

How autonomous would you like your university t&be

Is there a drive for this autonomy and what ardrternal factors that
influence the university’s drive for autonomy?

Do you envisage a time when the university woulédd@utonomous it would
consider the state’s contribution to its sustenansignificant?
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Enterprise

6. Swedish universities appear to have a weak interéSATS, could you
explain why?

7. If you were to decide to charge fees, what wouldedit and who would you
ask to pay?

8. At Swedish universities the individual researcheiresearch group controls the
research grants and owns the results of the rdsdaoes the university bear
the cost of the facilities used for the research@ Aow does this affect
commercialisation of research results?

9. The Hogskoleverket has published a long list alvises university students
should pay for or not pay for

* Do students pay full costs for those services tragyfor, e.g.
photocopying?

* Which of those services the board has barred wgaldcharge for, if the
university were autonomous?

Globalisation

10.Please briefly illuminate your university’s bilaé¢or other forms of contacts
with universities from the following regions andpéain the paucity of
programme students from these regions: Africa, /esia Latin America.

11. Swedish vice-chancellors are all in favour of sihuddrom Africa, Asia, and
Latin America paying tuition fees, but they areaghinst Europeans paying
fees. Could you explain the thinking behind this?

12. Swedish universities contacts with Africa, Asia &adin America appear to be
focused on the big economies in these continetite Republic of South
Africa, China, India and Brazil. Is the globalisatiof Swedish higher
education focused on serving the interests of legsimstead of solidarity?

Sowaribi Tolofari
s.tolofari.1@research.gla.ac.uk
+44 79 4440 7455
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APPENDIX IV: LIST OF INTERVIEWEES

Universities
Professor Kare Bremer
Dr Ulla Myhrman
Professor Kerstin Norén
Professor Thorsten Nybom
Professor Folke Snickars

The Swedish Ministry of Education
Theresa Wallqgvist

The Swedish Parliament
Mikael Damberg
Rossana Dinamarca
Lars Hjalmered
UIf Nilsson
Mats Pertoft
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