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Foreword

In the global community, we have a kind of collective amnesia when it 
comes to the history of higher learning. The tradition of the European 
university is an important one for sure, and the seeds sown in Bologna, 
Paris, and Oxford have set in course a vast global network of over 
20,000 institutions. Yet this system has been overlaid on the previously 
existing multiplicity of experiences and institutions around the world. 
Higher education existed in Mesoamerica, China, and India, and more 
recently in the Islamic world, to mention just a few of the distinct tradi-
tions. Nalanda University in northeast India drew students from thou-
sands of miles away from the eastern and western edges of Asia, and its 
library collection was so extensive that when ransacked in the twelfth 
century it took three months to burn! This rich diversity has now been 
largely forgotten. While there is no doubt of the existence of some 
diversity of higher education in the different regions and countries of 
the world, for the most part it conforms to common epistemic, discipli-
nary, and pedagogical foundations.

It is well known also that higher education has always been highly 
international. In medieval Europe, and in the other cases outlined 
above, scholars and students roved between seats of learning, oblivious 



of boundaries of state, culture, and language. The period of intense 
nationalization of higher education in the twentieth century has now 
given way to what is a reappearance of the international, but following 
diverse logics. On the one hand, there is the rampant commercialization 
of marketized systems (particularly in Anglo countries), seeking to fill 
holes in university budgets through extortionate fees for international 
students. On the other hand, there is the lofty aim of intercultural 
understanding and mutual respect through authentic engagement with 
the other, the founding principle of UNESCO and the great hope for 
a world different from our own, one of universal peace and justice. And 
there exist many other aims in between. These are not entirely discrete 
logics, and often rub shoulders within the same institution.

This edited collection provides a very welcome contribution to the 
literature, through its engagement with these pressing questions of edu-
cational, cultural, political, and economic contestation. It forces us to 
awaken to the particularities of context, to language groups, to particu-
lar histories, and varieties of capitalism, but at the same time to under-
stand the commonalities, the homogenizing forces of globalization, and 
policyscapes. Its highly innovative feature in comparing groups of three 
countries provides a Rosetta Stone, in Bob Cowen’s terms, through 
which we can better decipher the complex nature of global higher edu-
cation. Furthermore, many of the countries included are rarely com-
pared, and some (e.g., Angola, Cape Verde, Kyrgyzstan, and Tunisia) 
make rare appearances in any guise in the English language literature, so 
the book fills a gap in that respect too. The juxtaposition of these con-
texts, that are unique but at the same time bound together, illuminates 
our understanding of each and of the global whole, and without doubt 
must have been a transformative process for the authors involved.

The chapters cover diverse topics including internationalization, 
student funding, governance, access, and labor market outcomes. As a 
whole, they address the struggle globally for higher education systems 
that are fair and accessible to all, engaged with their diverse commu-
nities, and oriented toward the public good. This quest is hampered 
by three dominant global trends: status competition, manifesting itself 
primarily through the international university rankings, which devalue 
universities’ actions in the sphere of social justice and local engagement; 
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commodification, through the emergence of the for-profit higher edu-
cation sector, but also the creeping privatization of public systems, and 
conversion of knowledge into packages for sale; and unbundling, the 
fragmentation of the institution of university, and of the processes of 
teaching, learning, and assessment.

In response to the numbing standardization of higher education 
around the world—particularly worrying in the for-profit sector, so 
powerful in Brazil, one of the countries most represented in this book—
there have emerged some hopeful signs of innovation, creativity, and 
imagination. Universities are being created by indigenous groups, social 
movements, local communities, environmental groups, and many oth-
ers, and forging new forms of higher education that are no longer exclu-
sive, epistemically narrow, and fenced off from society. Perhaps these 
new institutions can help us to regain the rich diversity of higher learn-
ing, and the nourishing internationalization of former centuries.

London, UK  Tristan McCowan
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1
The Contribution of Comparative Studies

and Cross-Cultural Approach
to Understanding Higher Education

in the Contemporary World

Ana Maria de Albuquerque Moreira, Jean-Jacques Paul
and Nigel Bagnall

Introduction

This chapter analyzes aspects of higher education in the contemporary
world. It is particularly concerned with aspects of globalization and inter-
nationalization. The focus of the chapter highlights various approaches
that reveal such aspects in different contexts. The chapter provides an
overview of the field of higher education policies and recent reforms in
a range of different countries and continents while developing an under-
standing of the importance of comparative studies in terms of policies
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and practices related to higher education in a range of different scenarios.
Throughout the presentation of the chapters, there is a synthesis of the
themes that emerge in the current debates covered in this book.

Higher Education Policies and Recent Reforms

Martin Trow’s seminal text of 1972, in which he considered the transfor-
mation of the university sector, based its evolutionary position on a single
factor, the institutional evolution implied by an increase in the number of
pupils enrolling. Considering the international environment of the time,
it is only necessary to evoke the consequences of the VietnamWar and the
attitude of the American youth. Nothing has so far been written relating
to the economic and social developments that are fast approaching the
world of the future.
Today, there are innumerable analyses that put into perspective the

transformations universities across the world are undergoing. The inten-
sity of speed of transformations the world is currently undergoing would
once have seemed unimaginable. The ease of material and immaterial
exchanges, through the development of both physical and digital means of
communication, and the strengthening of international economic compe-
tition, has seen the appearance of newnational actors, in particular BRICS,
as well as such economic factors as GAFA. This competition, increasingly
focusing on research and innovation, creates a context that heightens the
demands of higher education and often leads to a significant change in its
modes of action and internal organization. These global developments go
well beyond the impact on universities’ internationalization policy. They
influence the whole functioning of the university sector globally.

Probably, one of the most influential forces on higher education has
been the way the world of work has changed in recent years, with the
emergence of a knowledge society. The term knowledge society has been
coined to indicate not only the expansion of participation in higher educa-
tion or of knowledge-intensive or high-technology sectors of the economy,
but rather a situation in which the characteristics of work organizations
across the board change under the influence of an increasing importance
of knowledge (Drucker 1959). It can be considered, according to Foray
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(2000), that the knowledge economy is at the confluence of two main
evolutions: the growing importance of human capital activities and the
development of information and communication technologies. As argued
by Castells (2000) a global economy is something different than a world
economy, as taught by Fernand Braudel and Immanuel Wallerstein. It is
an economy with the capacity to work as a unit in real time on a planetary
scale (Giddens 1990). It is only in the late twentieth century that the world
economy was able to become truly global, based on the new infrastructure
provided by information and communication technologies.

Obviously, higher education is affected by this radical evolution as well
as actors. Some also question the role of the university as an agent of
globalization (Sehoole and Knight 2013; Jane Knight 2008).
Transformations are numerous and affect, apart from aspects related to

globalization, at least four domains (Salmi 2002, 2017):

• Changing training and needs (lifelong learning of working adults and
new modes of teaching and learning).

• New forms of competition (through distance teaching between local
universities, or from universities abroad, networks of universities, and
corporate universities for profit-providers).

• New forms of accountability (such as quality assurance agencies and
global rankings) and changes in structures and modes of operation.

• New disciplines meaning new departments or reorganization of old
departments, use of innovative technology, Massive Open Online
Courses (MOOCs), and open-education resources.

These transformations are the result of tensions between the global and
the local, between the autonomous identity of the institution and the
requirements of external authority (Marginson 2011a; Beck 2012). Even if
the power of the national States diminishes, because of budgetary support
they are still able to mobilize (Kwieck 2001), traditions and peculiarities
of national systems produce path dependencies that sustain cross-national
variation (Bleiklie 2005). It is obvious however, that some universities
remain reluctant to change (Salmi 2002).

Nevertheless, the international dimension is undoubtedly one of the
factors that has most influenced the evolution of higher education in
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the last 20 years. This may be evidenced and illustrated by the esteemed
position held by international rankings. Such rankings are now in the
minds of governments, university managers, and students and their fam-
ilies (Hazelkorn 2015; Wihlborg and Robson 2018). The promotion
of models of higher education, whether by international agencies (WB,
OECD, and UNESCO) or in the framework of agreements between gov-
ernments, like through the Bologna Process, does not, however, lead to a
standardization of structures. In the context of European Higher Educa-
tion Areas (EHEAs), different countries implement policies selectively and
at different levels, depending on their national higher education context
(Klemenčič 2018).
Internationalization, like the ideological vision promoting more “inter-

nationality,” has become the motto of many transformations, based on
the crossing of borders, in particular by students (Teichler 2017), into
and toward developed countries. Such a situation is also evolving between
developing countries, as evidenced inAfrica (Tamrat 2018), LatinAmerica
(Nitz 2017), and Asia (Chan 2012).
The internationalization of universities may be a competitive strategy

operating between universities (Beck 2012), however, its reality needs to
be approached with caution because the results of internationalization
can sometimes fall below expectation (Noorda 2014), carrying with it
misconceptions (DeWit 2017). It can also lead to an increased differenti-
ation between universities, between top universities and low, underfunded
ones (Marginson 2016). Additionally, such differentiationmay become an
agent against political, ideological, and religious struggles in the modern
world (Altbach and De Wit 2017).
The increasing instrumentalization of universities in national strate-

gies of international economic competition should not overshadow the
humanist dimension of higher education—developing the full potential
of students (Salmi 2002). Social engagement is the most notable activity
in Latin American universities (Mora et al. 2018) and some European
universities too (Goddard et al. 2016).
For a long time, comparisons between the evolution of higher education

policies and their associatedmodels has only been considered in developed
countries, because of the age of their systems and their influence glob-
ally, the comprehensive overview by Kaiser et al. (1994) provides a good
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example. Gradually, universities in developing countries have become
objects of analysis, through their institutional responses to changing con-
texts (Chapman and Austin 2002), or a specific attention to the BRICS
(Schwarzman et al. 2015) or to China and India when the changes of
universities are at stake (Mihut et al. 2017). African universities are receiv-
ing also increasing attention, either through the participation of African
economies in economic development (Cloete et al. 2011) or through the
role of international higher education as a vehicle for Africa’s current devel-
opment trajectory (Sehoole and Knight 2013).

However, some call for a mobilization of southern researchers in the
development of dedicated research. The last two years of research and
development have been dominated by organizations and individuals from
the developed world (Jooste and Heleta 2017).
This book intends, from an original comparative approach, to give full

voice to the issues associated with the policies and management of higher
education in developing countries.

The Importance of Comparative Studies
and Cross-Cultural Research in Higher
Educational Research

The brief was simple and clear—to jointly edit a book on higher education
with colleagues inBrazil andTurkey thatwould formone volume in a series
of books that would adopt the same format. All chapters in this book
must include data from at least three different countries, from at least
two continents. Another stipulation was that there must be at least one
developing country in the mix and that the data collection methodology
or instrument must be the same for all countries considered.

Further restrictions were added regarding the length of chapters and
the fact that they should derive from original empirical data. The book
that you are holding in your hand is the outcome of this endeavor. The
contributing authors are from a wide range of countries with vastly dif-
ferent backgrounds, spanning a range of methodological, philosophical,
and epistemological traditions. The one thread of commonality between
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contributing authors is that of a comparative approach to educational
research. Precisely what this amounts to is part of an ongoing debate that
has often been categorized as having two differing methodological move-
ments. Welch (2011, p. 197 in Markauskaite et al. 2011) refers to:

… the two methodological movements above reveals different assumptions,
emphases and omissions between modernist forms (such as survey method-
ologiesmeasuring educational achievement) andpostmodernmapping exer-
cises.

Welch’s chapter clearly outlines the historical nature of comparative edu-
cation with its emergence from several distinct disciplines including soci-
ology, anthropology, and history.

Initially the comparativist was little more than a recounter of early travellers’
tales, comparing observable phenomena such as the language, customs and
cultures of people of different regions and in different parts of the world.
(Bagnall 2011, p. 203; Markauskaite et al. 2011)

It quickly became clear to the three joint editors of this collection of studies
relating a range of travelers tales from across the world, that not all con-
tributing authors shared the same world view. The observation of Bagnall
(2011, p. 203) that “…The ways that people do things throughout the
world are not, and, arguably, despite globalisation and its homogenising
tendency, never will be the same.”Different regions have different perspec-
tives and always will. The stipulations of the original brief for the nature
of the publication have been adhered to but the major unifying thread
that runs through all the articles remains the comparative methodology.

Dasen and Akkari (2008, p. 8), in their masterful text Educational
Theories and Practices from the Majority World alert us to the need to
constantly critique Western ethnocentrism in our writing. “… the role of
the king’s fool, pointing out the dominant paradigms and the attractiveness
of alternatives, belongs to anthropology of education …” Comparative
education sometimes partakes of this endeavor, if it is not confined to
government statistics about IPBS systems.
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Oforiwaa Gyamera (2017) writing in Hans de Wit et al.’s edited text,
The Globalization of Internationalization: Emerging Voices and Perspectives
(2017), talked of the positioning that goes on amongst Higher Education
Institutions (HEIs) worldwide including those in Ghana. She draws upon
an empirical qualitative study on senior management, deans, academics,
heads of department, and students. She found that the universities in
Ghana were at different stages of development and that older and more
established institutions fared better than newer universities. As not a one
vice-chancellor said “… internationalization is a ‘do or die affair’ … either
you internationalise or you are left behind in the face of globalisation”
(Gyamera 2015, p. 112).

Mark Bray notes in his 2014 work Comparative Education Research:
Approaches and Methods that the “… nature of any particular comparative
study of education depends on the purposes for which it was undertaken
and on the identity of the person(s) conducting the enquiry” (Bray 2014,
p. 19). In his first chapter he focuses on three distinct groups who under-
take comparative studies of education “… policy makers, international
agencies, and academics.”
Themajority of contributors to this book fall into the academic category

provided by Bray. A short biography of those involved in writing the
various chapters of the book is provided.

Bray notes that while much is made of borrowing, it is often difficult
to substantiate.

From a practical perspective, much of the field of comparative education
has been concerned with copying of educational models. Policy makers in
one setting commonly seek information about models elsewhere, following
which they may imitate those models. (Bray 2014, p. 21)

The point is made by Bray, that once policy makers decide to seek ideas
worth copying, they must then decide where to look. According to Bray,
they seldom look toward countries that are less developed than themselves.
Indeed, when considering the way the OECD developed as a major player
in the education arena, there does seem to have been a tradition of looking
at successful models in developed economies as potential sources of policy
borrowing.
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Bray notes the way that policy makers have to decide where to look for
ideasworth copying and suggests that a bias exists arising from the language
or languages spoken as a major influence, “… policy makers who speak
and read English are likely to commence with English-speaking countries,
their counterparts who speak and read Arabic are likely to commence with
Arabic-speaking countries” (Bray 2014, p. 21).

Academics’ space in comparative research is often occupied by practical
assignments that may be similar in nature to those of practitioners and
policy makers. This connection may be of a collaborative nature, or as
Bray (2014, p. 38) notes “… to highlight ideological and methodological
biases.” Often the collaboration between policy makers and practitioners
is more of a check and balance than a collaborative venture.

Needless to say, the line between these three different groups of com-
parativists is a blurred one. Often the theoretical stance proposed by gov-
ernment policy makers is a point of contention for the more practically
minded interpreters of the policy, the teachers.

As noted above, the biographical details provided for contributors to
this book will enable readers to position the writers within this simple
framework provided by Bray and others.

Intercultural Studies in Higher Education:
Policy and Practice

The methodological challenges proposed in this book present three major
themes:

• The reforms between global and local dimensions.
• The expansion of access and democratization of higher education.
• Relevant aspects in the organization and management of higher educa-

tion.

These themes necessitated the organisation of chapters into three distinc-
tive passages:
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• Higher education themes within the context of globalization and inter-
nationalization.

• Access to higher education and the characteristics of students.
• Diverse perspectives on higher education policies and practices.

Higher Education Themes within the Context
of Globalization and Internationalization

The first theme covers those reforms in higher education that depart
from guidelines of a supranational sphere to national and regional areas.
Between the global and the local, this process approaches the strains and
tensions that emerge in different contexts of higher education. These may
be regional, national, or institutional in nature.
The global dimension emanates policies formulated by transnational

corporations—OECD, UNESCO, the World Bank, and the WTO—
directed by the main trends within higher education in the last 30 years:
expansion, globalization, and internationalization. These trends involve
market rules associated with new versions of neo-liberalism. They also
encompass the rationality of the management and autonomy of HEIs.
Alongside these they also include the institutionalization and diversifica-
tion of courses. And finally they consider the reformulation of educational
curricula, evaluation systems, access, equity and quality, as well as the
financing of higher education.

Among these challenges is the internationalization of higher education.
As a guideline and an international trend for higher education systems, the
internationalization process receives different interpretations depending
on the context inwhich it is implemented, and the resistance it encounters.
Considered locally, this process can be analyzed from a national point of
view (Chapters 2 and 3) or from the point of view of higher education
institutions (Chapters 4 and 5).
The approach of internationalization in emerging countries and young

democracies shows how international policies can be absorbed within
political and economic forces, as well as they can influence the trajec-
tory of higher education in each national context (Chapter 2). Likewise,
determinations from international institutions, such as the World Bank
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and the OECD, point to the “diversification within the system.” This
may lead to differences relating to “access and affirmative policies.” It may
also affect “institutional autonomy,” which may be implemented depend-
ing upon the political stage of each country. The political system of each
country faces many different conflicts of interest. These are aligned to the
political, economic, cultural, and even religious orders prevalent among
countries included in this book.

At the local level, political, economic, social, and cultural aspects influ-
ence the stage of national systems of higher education. Each country, in this
sense, assesses the implementation of a global agenda which involves dif-
ferent tensions. On the one hand, by national priorities and conditions in
the definition of strategies for the expansion of access to higher education
and the adjustment of institutions, and, on the other hand, by movements
of criticism and resistance to standards imposed by commercialized and
highly competitive models (Chapter 3).
The tensions occur simultaneously in the macro and micro levels:

the relationship between public and private, institutional configuration,
management of HEIs, the curricula, the meanings applied to teaching
and learning, and the transmission of knowledge. The forms of teaching
and learning and the use of information and communication technology
underpins many of the chapters in this book.

In spite of perceived resistance, the conditions for the imposition of
a new order in the universities remains durable and demonstrates the
emergence of new models and challenges for higher education in the
future.

As complex organizations, HEIs also react in different ways and at
different times to internationalization strategies. Therefore, to understand
the behavior of an institution, and to explain the way it organizes and
defines its strategies for internationalization, becomes a significant step.

National contexts, within which a country’s HEIs fall, may well be
at different stages when it comes to policies of internationalization. To
understand these stages in young HEIs within different countries, the
model developed by Minna Söderqvist (2007) has proved to be greatly
applicable (Chapter 4).
According to Söderqvist’s model, HEIs can be classified into five levels,

considering the breadth and stage of integration of internationalization
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action among senior management, departments, and courses. The model
has proved to be useful for the identification of barriers and institutional
challenges, in particular concerning the flow of communication and insti-
tutional alignment for internationalization.
The management and governance of policies of globalization and inter-

nationalization, driven by international bodies and associated with the
vision of New Public Management (NPM), are causing changes in HEIs
(Chapter 5). Despite the significant differences between the organization
and funding of higher education systems, common strategies were iden-
tified between institutions regarding rationality and the adoption of the
principles of NPM in its governance.

Access to Higher Education and the Characteristics
of Students

The steady growth of enrollment in higher education courses throughout
the world and the change in the profile of the students scored, according
to Trow (2000), constitute important aspects in the evolution of the par-
ticular character for the massification and the universalization of access to
higher education. However, this process has occurred without any guar-
antee that a student will benefit from democratic entry into an HEI. This
is especially evident in terms of accessing undergraduate courses. The evi-
dence available seems to beg the question “for whom is higher education
meant?”

Despite the significant increase in enrollment numbers inHEIs globally,
in recent years, gaps have been shown to exist in certain sectors, predom-
inantly those with economic, social, political, cultural, and geographical
factors. Addressing such matters is crucial if equal access to higher educa-
tion is to be the end goal (Chapters 6, 7, and 8).
The growing trend in enrollment is distinct in developing countries in

Latin America (Chapter 6) and Africa (Chapter 7) from European, devel-
oped countries.The inequalities in entry, permanence, and the conclusion
of higher education courses aremostly determined by socioeconomic strat-
ification. Observations suggest that the difficulties faced by disadvantaged
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groups, such as blacks, indigenous peoples, and people with disabilities
(Chapter 6), remain.

In African countries, such as Cape Verde and Angola, and Latin Ameri-
can countries, such as Brazil andMexico, there is a large young population
who are still without access to higher education. To change this reality,
public policies need to consider both university selection systems and
funding models. It is essential that the formulation of such policies con-
siders current knowledge of the factors that lead to educational inequities
and provides a thorough diagnosis. Without taking these two factors into
consideration, they risk contradicting the principle of education as a fun-
damental human right.

In this sense, studying the perceptions of governing boards regarding
exclusion factors, highlights just how easy it is for inequities in higher edu-
cation to appear. Such factors as personal characteristics, family situation,
institutional features, public policies, and phases of development of uni-
versity students are discussed in Chapter 8. Such analyses have led to the
classification of predictors of vulnerable groups in two major dimensions:
intrinsic, related to individuals, and extrinsic, related to institutions.

In order to change the effects of these inequalities within undergradu-
ate students, the authors point out some challenges to achieving a more
inclusive higher education, involving information systems, leadership and
management, as well as the priority of associating institutional action
to community initiatives. These strategies have significant potential to
progress complex, heterogeneous inequality scenarios.

Diverse Perspectives on Higher Education Policies
and Practices

As well as the tendency to consider higher education as a global phe-
nomenon, internalization is also considered a worldwide phenomenon.
In spite of the trends in internationalization of education, some aspects
that relate to national and regional scenarios may interfere with its expan-
sion. Government policies and the cost of study generally help to expand
domestic capacity. The use of English as an international language of
teaching, e-learning, the growth of the private sector, and quality assur-
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ance and control all influence the continued expansion of education as
a saleable commodity (Altbach and Knight 2007). Thus, policies and
practices that focus on curriculum (Chapter 9), assessment (Chapter 10),
systems of financial aid (Chapter 11), and relations with labor market
outcomes (Chapter 12) deserve special attention because they evidence
how national systems work in terms of such challenges.

From the perspective of internationalization, the growth of transna-
tional higher education (TNHE) is increasing the provision of courses
and programs in various areas and focusing on the development of inter-
cultural skills (Chapter 9). TNHE is performed in different formats, more
often than not employing virtual education, partnership programs, joint
or double degree programs, studying abroad, and international branch
campuses.
The case study in Chapter 9 deals with the discipline of management

in international programs, offered in three different countries and con-
tinents, with the goal of promoting the development of skills in cross-
cultural management, requiring that the development of methodologies
of teaching and learning be differentiated.
The results affirm that curricula and international programs need to

take into account the context of global and local aspects, as well as the
incorporation of cross-cultural perspectives on pedagogical discussion and
the training of tutors.

Assessment policies assumed greater relevance from themid-nineteenth
century to the twenty-first century and represent one of the ways of ensur-
ing quality and greater control over the expansion of education systems
throughout the world. As national policy may be powerfully directed by
guidelines drawn at the supranational level, evaluation is, at the end of
the day, the responsibility of the state. This is the case in the majority
of national systems of higher education. Thus, the state plays a central
role, but one that is linked to the political, economic, and educational
systems of individual countries and whether HEIs are profit or non-profit
organizations.
The study of three systems of evaluation of higher education, using

data on mechanisms of assessment, enrollment, and type of HEI—profit
or non-profit—provides evidence of a direct relationship between charac-
ters of the major responsibility for the offer and the characteristics of the
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evaluation. The regulatory nature of quality assurance in the higher edu-
cation sector is considered in Chapter 10. Despite this, results of higher
education assessments provide stakeholders with information that is help-
ful in terms of decision making. How stakeholders use such results, and
how the state communicates such results to society represent significant
future challenges.

Another fundamental issue, evident in the process of the expansion
of higher education, in the scenario of globalization and internalization
and local contexts, is funding. It is a fact that such an expansion is not
occuring equally worldwide.One challenge is to resolve the issue of financ-
ing higher education to expand the number of enrollments, taking into
account inequalities and scenarios of low economic growth and reduced
state investment in education. Thus, planning for the growth of higher
education needs to consider student financing and, consequently, the
mechanism of student financial aid.

A study of the systems of financial aid in two developed countries
and one developing country highlights the similarities and differences
between countries as well as the ways that they approach funding growth
(Chapter 11).Themain similarity is that decisions about funding and reg-
ulation occur at the national level of government. The differences are con-
nected to the criteria andmechanisms adopted regarding student financing
systems. After analysing the three loan schemes, the authors present sug-
gestions for reforms in the student financing system in Brazil, proposing
a format that means to be integrated, fair and efficient.

Another important point raised inChapter 11 is the institutionalization
of tuition fees in public HEIs in Brazil, with higher education being free in
state institutions. The authors defend such a position arguing that tuition
fees are necessary also in the Brazilian state institutions.

However, this is a controversial issue that awakens many debates.
To conclude the studies in this third and final section, policies and

practices of higher education, are related to an essential function of a
university in society, that is, the formation of qualified professionals for the
labor market. Thus, it is expected that making higher education available
to more people will have a positive impact on the labor market.

However, historically, this relationship is not linear and/or direct. In
many situations, this expectation is frustrated, for many different reasons.
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This effect is emphasized in the comparative analysis of the labor force in
Muslim and non-Muslim countries, taking into account three dimensions:
country, gender, and educational level (Chapter 12). In addition to these
dimensions, the expansion of access to investment in higher education
is also considered—the focus being on the participation of women with
higher education in the labor market.
The results of this analysis highlight that differences between the partic-

ipation of men and women in the labor force occur in different ways and
as a result of a combination of factors: economic, social, cultural, educa-
tional, and religious. The expansion of women’s participation in the labor
force is not determined only by higher qualifications. Thus, studies are
required to deepen the analysis of relations between higher education and
the labor market in different countries—a critical dimension that needs to
be considered in order to increase our understanding of higher education
as a public good.

Conclusions

This book was charged with the task of studying policies and practices
of management within the diverse body that consists of Higher Educa-
tion globally. The adoption of a range of international and comparative
methodology practices enabled many different countries to be compared
throughout this volume. By using a variety of comparison techniques
across the various systems included, institutions, programs, innovations,
results and cultures were able to be successfully contrasted and compared.
As one part of a series of such Intercultural Studies in Education, each
chapter was required to include at least one developing country and must
include countries from at least two distinct continents. This stringent pre-
requisite of the book allowed for a very specific and unique comparison
to be made.

In the template of internationalisation and globalisation, the compara-
tive perspective of analysismet in the book expanded visibility to dilemmas
and challenges that pervade the multivarious national systems of higher
education, each in different stages of development. The results offered
within this edited volume has allowed for the emergence in a general
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manner from what was from the beginning a fairly consolidated perspec-
tive.
The dynamics involved within all societies where knowledge is taken

to be the propelling factor of the economy, while also being linked to
the political, social and cultural rights of those respective countries is
clearly evidenced. The need to enable greater expansion and accessibility
to further improve the quality and sustainability of higher education in
all contexts studied remains as the guiding mission of this work.
While the attempt to portray the heterogeneity and diversity in higher

education is a complex task, it is possible to do so. Further, itmay be argued
that it is considerably more complex to compare countries at different
stages of economic and social development. In all analyses presentedwithin
this volume, the perspective is to look at the recent changes globally and
then to present these changes to enable the identification of those relevant
aspects within the context of the role of higher education in the future.

In the growth observed in the increase of enrollment and the diversifica-
tion of courses and institutions worldwide, tensions inevitably exist.These
may be seen between the public/private sector, the commodification of
education, financing systems and the role of the State in the development
of these multifarious sectors. This clearly demonstrates the importance of
debates about higher education as a public good, in individual and social
benefits (Marginson 2011b), or as a product of the market.
This discussion invokes the priority of policies for equity and equality,

which are conducive to entry into Higher Education institutions. The
potential, therefore, to ensure the permanence and quality of training with
groups of non-traditional students in higher education is assured. The
inevitability of exclusion to some sectors in a wide range of vulnerable
situations may therefore be eliminated. Such factors that must clearly
be allowed optimum opportunity may include but are not necessarily
restricted to issues associated with the social class, race/colour, ethnicity,
gender and religious beliefs of aspirants to the sector.

Finally, one of the embracing requisites required by all contributors to
this book was that it stood out just how important the open nature or
character of the book was. This enabled different positions and analyses
in respect of topics relating to higher education to unfold and emerge.
Finally, the necessity for such an approach to cross-cultural studies became
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clear. Such a democratic character was deemed as an essential aspect in the
scientific production of education encapsulated in this volume.

Definitions

BRICS refers to the strong economies of the newly emerging nations,
Brazil, Russia, India, and China.
GAFA is a term coined in France referring to themost powerful companies
in the world, namely, Google, Apple, Facebook, and Amazon.
IPBS stands for Institutionalized Public Basic Schooling. As Dasen and
Akkari point out, this model has become so widely accepted through-
out the world that it is no longer seen as Western. “Scientific knowledge
about education is typically seen asWestern and, if anything, non-Western
contexts are only the objects of study upon which Western paradigms of
inquiry are imposed” (Dasen and Akkari 2008, p. 8).
OECD is the Organisation for Economic Co-operation and Develop-
ment. It was founded originally in 1961 and initially had only economi-
cally advanced countries as members. It now has 36 members and was one
of the first organizations to use education indicators in support of what is
now commonly referred to as human capital theory.The theory being that
the stronger the education sector the more developed an economy would
be. Theodore Schultz is widely acknowledged as the principle protagonist
who linked human education standards with economic success—many
adopted the mantra. He was awarded the Nobel Prize in economic sci-
ences in 1979. There is certainly a connection between the robustness of
an education sector and the strength of the national economy.
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Brazil, Russia, and Turkey: How New
Democracies Deal with International

Models of Higher Education?

Jean-Jacques Paul, Maria-Ligia Barbosa
and Elizaveta Bydanova

Introduction

The issue of higher education in developing countries has attracted
increased attention from international institutions, as evidenced by several
reports published by the World Bank and academic centers since 1994.
There is also a great deal of research concerning developing countries in
general, and BRICS in particular. This vast literature focuses on the issues
of access and equity, higher education and social cohesion, and the interna-
tionalization of higher education (Altbach and Peterson 2007; Forest and
Altbach 2011). Internationalization can be conceptualized across different
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dimensions (Knight 2007): student mobility, teaching in other countries,
multinational research groups, etc. For this study, internationalization will
be considered as the integration of an international, intercultural, and/or
global dimension (Knight 2007, p. 207) into models and conceptions of
higher education systems.
The objective of this chapter is to address the issue of the international-

ization of higher education in Brazil, Russia, andTurkey—three emerging
countries with very different geographical and historical contexts. This
issue will be addressed from the angle of national translations of inter-
national influences and trends in higher education systems, as well as
resistance to such paradigms. These three countries share the characteris-
tic of being a young democracy—something that for a variety of reasons
represents an important challenge to their higher education systems.
The consolidation of young democracies is often based on a strong

national sentiment that may be at odds with the global dimension of edu-
cation. This question will be addressed in the first section of this chapter.

After a brief comparison of the resources devoted to education by
the three countries, we will present the role played by existing models
in the construction of national educational systems, before moving on
to the three dimensions considered strategic by the doctrine of interna-
tional institutions, particularly the World Bank and the OECD, namely
“diversification of the system,” “access and affirmative policies,” and
“institutional autonomy.”1

Young Democracies, Nationalism, and the
Internationalization of Higher Education

According to Anderson (2006), who defines the nation as an “imagined
community,” national sentiment appears as an important cement when a
new nation is born, whether it is newly created, after a colonial period,
or when it emerges as a new entity through a process of democratization.

1See for instance the report prepared in 2000 by the Task Force on Higher Education in Devel-
oping Countries, convened by the World Bank and UNESCO: “Higher Education in Developing
Countries: Peril and Promise.”
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As Freyburg and Richter (2008) stated, national identity plays an impor-
tant role in the democratization processes because, in the nation-building
phase, it can empower democratic forces to fight an autocratic regime.
However, at the same time, it can also undermine democratization when
it is used against ethnic differences.

As Hammond (2016) argues, national identity may at some point con-
tradict the vision of a global higher education—consideration here should
be given to Japanese and Chinese cases. The same issue can be considered
when comparing Brazil, Turkey, and Russia. These three countries are in
three different continents, South America (Brazil), Europe (Russia), and
Asia (Turkey). Each has its own history but all share the similarity of being
emerging countries and new and fragile democracies, which may give
them a peculiar perspective on nationalism and globalization. This issue
will be considered via the national translations of international influences
and trends in higher education systems as well as through resistance to the
paradigms they represent.
To be a young democracy oftenmeans going through periods of political

turmoil and economic growth, with its ups and downs. In some circum-
stances, building a new democracymay involve dealing with different peo-
ple and minority groups and fighting against the adverse interests of other
countries. In such contexts, the promotion of a national feeling by public
authorities represents a means of consolidating the nation. Nationalism
constitutes the glue that unites a new country. Nevertheless, this funda-
mental nationalism can constitute an obstacle to internationalization, be
it the internationalization of economic exchanges or the normalization of
ways of life, dimensions that we find today in the context of globalization.
Although one would expect that higher education, because of its associ-
ation with science and knowledge, would be less affected by nationalist
resistance, it is significant to see how these three new democracies, with
different histories and cultural contexts, have dealt with the dimensions
advocated by international organizations for higher education.
The history of these three countries, though different in terms of time

and conditions of emergence, show remarkable similarities concerning the
fragility of democratic life and the influence of nationalist ideas.

Brazil, after its independence in 1822 and the emergence of the First
Republic in 1889, experienced a turbulent history with civil conflicts,
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alternating phases of democratization and authoritarian governments, and
periods of both economic growth and crises.

In Brazil, democratic life was suspended during the 21 years of the
military government (1964–1985).The return of democracy did not bring
with it a peaceful political life, as shown by the violent political tensions
after the Lula presidency (2003–2011). After many political crises and
the largest economic recession ever, Brazil currently faces the possibility
of electing a military professional as its president.

Nationalism was more marked in the periods of the constitution of
the Republic (Lessa 2008) and found its translation in certain socioeco-
nomic theories (Cardoso’s theory of dependence). The nationalist feeling
in Brazil today is far from those times (Cleary 1999), however, it remains
sensitive, as revealed by recent episodes in Brazilian politics (Sousa 2015)
and the strong appeal of national populism in the campaigns for the 2018
presidential elections (Lamounier 2016).
In Russia, democratic life, which emerged after the collapse of the Soviet

Union in 1989, reached its limit with the autocratic power of Putin,
which relies partly on a new nationalism, as distinct from the nationalism
promoted by the socialist regime. As Khazanov (2002) stated, “Russian
nationalism, as a post-imperial syndrome, shows common traits with those
of other countries which experience political uncertainty and economic
hardship. The Russians would not yet have overcome the identity crisis
brought about by the disintegration of the Soviet Union.” “Indeed, Rus-
sian nationalism remains anti-modernist, anti-Western, anti-democratic,
illiberal, authoritarian, and offensive, although nowadays sometimes in a
defensive disguise.” The author reminds us that a large number of peo-
ple in power today in Russia were indoctrinated with ideas of Russian
nationalism, before the perestroika period.
Some authors see common traits between the modern nationalism of

Russia and Turkey, because of historical similarities: at the end of the
Russian and Ottoman Empires people feared the potential dismantling of
their countries and were driven to an almost paranoid vision of foreign
influences.

After the disintegration of theOttomanEmpire and foreign domination
following the defeat of 1918, the Attatürk Republic promoted nationalism
as the beginning of the constitution of a newnation.However, “Compared
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with the more secular nationalism seen under Mustafa Kemal Atatürk’s
presidency and earlier governments, this new nationalism is assertively
Muslim, fiercely independent, distrusting of outsiders, and sceptical of
other nations and global elites, which it perceives to hold Turkey back”
(Halpin et al. 2018).

Has the political instability and resurgence of nationalism, which seems
to constitute to varying degrees, features common to these three countries,
influenced their higher education policy? Further, how does their position
in relation to the major trends in the evolution of this level of education
compare to that promoted by international organizations more generally?

The Resources Devoted to Education

The three countries belong to a group of upper middle-income countries
(56 countries), as defined by the World Bank, with a GDP per capita in
2016 of US$8650 for Brazil, US$8748 for Russia, and US$10,863 for
Turkey. They have all benefited from strong growth in the last 20 years,
despite a slowing down in Brazil and Russia in more recent years. They
represent one quarter of the total GDP of upper middle-income countries
and they absorbed 28% of the total foreign investment to this group of
countries. They became important international economic partners from
2000 onward (Table 2.1).

Of the three countries, Brazil appears to be the country concentrating
most effort into education—devoting almost 6% of its GDP to education
(the world average for 2012 being 4.6%). In this respect, Russia’s expen-

Table 2.1 Government expenditure on education and students (2012)

Government expenditure on
education total (% of GDP)

Government expenditure per
tertiary student (% of GDP per
capita)

Brazil 5.80 26.5
Russia 3.86 14.6
Turkey 4.06 23.4

Source World Bank
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diture appears lower—the same being true for its expenditure per higher
education student.

The International Dimension of the Origin
of Universities

In Turkey, as in Brazil, the idea of attending university is relatively recent,
dating back to the 1920s. This is for different reasons: the weight of
religious tradition in Turkey and the colonial legacy in Brazil. The first
universities in Russia were created in the eighteenth century, following
European tradition.

In Turkey, the first higher education institutions (HEIs) were two
madrasahs, teaching science and medicine, founded at the end of the fif-
teenth century and at the beginning of the sixteenth century by Mehmet
the Conqueror and Suleiman theMagnificent. However, these prestigious
madrasahs in the Ottoman world faced, over many centuries, a decadence
due to bigotry and nepotism—those involved living behind closed doors
without any concern for surrounding society (Umunc 1986).

Since Ottoman power needed military engineers, it established engi-
neering schools in the eighteenth and nineteenth centuries. Other spe-
cialized HEIs formed since 1839 in the fields of economics, law, and civil
engineering. The first university was founded in 1865 but burned down
and closed the same year. Due to conservative movements in society, it had
a succession of openings and closings. It was inaugurated for the fourth
time in 1900, with its academic level being on par with the level achieved
during the decadence of the Ottoman Empire (Umunc 1986).

A law on higher education, promulgated in 1933, following the founda-
tion of theTurkish Republic by Attatürk in 1923, reorganized the Istanbul
University with a clear administrative, fiscal, and pedagogic framework.
“This was the first time the word University appeared in Turkish law”
(Dogramaci 2010). University reform had been conducted on the advice
of a Swiss professor of education, Albert Malche, invited as an expert
by the Turkish government. Subsequently, and through his intervention,
some 30 prestigious German professors, fleeing Nazi persecution, joined
Istanbul University, and helped to create a modern university system (Ege
and Hagemann 2012).
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Later, the major reform of 1981, which established the present struc-
ture of Turkish higher education, emphasizing the university as a unique
educational structure, was of American inspiration. As proclaimed by one
of its drafters, “I emphasized the importance of the USA model at every
opportunity” (Dogramaci 2010). This was right after the military took
power in 1980.

Institutions of higher education were not allowed in colonial Brazil. In
contrast to the Spanish Conquerors—the first American University was
created in SantoDomingo, in 1538—thePortuguesemonarchs prohibited
higher education in Brazil until 1808, when they came to the country
fleeing Napoleon and established two courses in medicine (in Salvador
and Rio de Janeiro) and a Naval Academy in Rio (Martins 2002). Courses
in law, engineering, the arts, and agriculture were opened during the time
of the Brazilian Empire (1822–1889).
The first Brazilian university, in 1920, was the University of Rio de

Janeiro. It was not considered a true university since, in order to bestow
the title of doctor honoris causa to the king of Belgiumduring his visit to the
country, the federal government had to join three isolated colleges under
the title of a university (Vonbun et al. 2016). In many states/provinces the
same model of merging pre-existing colleges was used from the 1920s to
the 1950s.
The University of São Paulo, created in 1934, independent of federal

government, could be viewed as the first attempt to have an institution
conceived to operate as a higher educational structure. Young European
professors, especially French, were called upon to strengthen the founda-
tions of this new university.

A new model of the higher education system was stabilized during the
military government, with the University Reform of 1968. An attempt to
modernize Brazilian higher education, the reform kept institutions under
the dependency of the Ministry of Education, but introduced many traits
similar to those of the American universities: the old “chair” system was
replaced by academic departments, full-time contracts for faculty mem-
bers were adopted, and sequential courses were substituted by a credit sys-
tem in undergraduate education. It also created a legal and institutional
framework for graduate education (Neves 2015, p. 74).
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The first universities in Russia were established in the eighteenth cen-
tury and initially followed the German education system, subsequently
known as the “Humboldt”model of autonomousHEIs, grouping together
research and higher education training. However, two distinctive features
were then introduced: a separation between higher education and research
(the Russian Academy of Science was founded at the same time as the first
university and it started the separation between higher education train-
ing and research which has been sustained further over time, including
during the soviet period) and a strong state control over HEIs (already at
this time, the autonomy of HEIs in Russia was considerably less impor-
tant in comparison with that of European universities) (Saltykov 2008,
p. 8). The separation between research and higher education was rein-
forced during Soviet times. At the beginning of the 1930s, the Academy
of Sciences of the USSR was transferred from Leningrad (currently Saint
Petersburg) to Moscow and placed under direct authority of the govern-
ment. It became de facto a ministry in charge of all fundamental research;
while universities were placed under the authority of the Public Com-
missariat for Public Education (Narcompros)—its role was limited to the
training of engineers and researchers. There were a few exceptions to this
organization: the Moscow Institute for Physics and Technical Engineer-
ing (known as “Fiztech”), Novossibirsk Public University, and Moscow
Institute for Electronic Engineering. In these institutions students could
take part in research during their studies, notably through their close links
to research offices or centers (“NII—nautchno-issledovatelskiye institu-
ty”; “KB—kostruktorskiye buro”) under the authority of the Academy of
Sciences or the military industrial sector (Saltykov 2008).

Since the growing economy of the Soviet Union needed engineers for
industrialization, the number of graduates in fundamental sciences was
much higher than in human sciences—numbers being 7–10 times higher.
In the United States, numbers of both types of graduates were similar.
Despite this organizational rigidity, the Soviet Union accomplished con-
siderable progress in enlarging access to higher education: the number
of students rose from 127,000 in 1914/1915 in the Russian Empire to
811,000 in 1940/1941; the number of HEIs grew from 105 to 817 over
the same period.
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The Quantitative Evolution of HE Systems
and Their Diversification

Enrollment has grown remarkably in all three countries since 2000, both
in terms of number and enrollment ratio for Brazil and Turkey and in
terms of enrollment ratio for Russia. Today, at 95.4%,Turkey is one of the
countries with the highest tertiary enrollment ratio in theworld (according
to UNESCO statistics for 2015), ahead of South Korea (93.3%) and the
United States (88.9%) (Table 2.2).
These positive developments are due to the proliferation of institutions,

the diversification of supply, and the implementation of equity policies.
Over the past 15 years, the number of HEIs has doubled in Brazil and

has increased by 2.6 times inTurkey. If universities are considered the only
institutional form of higher education in Turkey (vocational higher edu-
cation schools are officially attached to them), then greater diversification
is found in Brazil. Similarly, private higher education, although dynamic
in Turkey, occupies a much more important place in Brazil (Table 2.3).
Since 1996, when the Brazilian Education Act (LDB) was passed, many

laws and minor regulations have been introduced to allow for academic
diversification and some social inclusion. The Brazilian higher education
system has become a complex system of public (federal, state, and munic-
ipal) and private (religious, communal, philanthropic, and private for-
profit) institutions. In terms of academic organization, institutions have
different levels of autonomy and are divided into universities, university

Table 2.2 Evolution of enrollment

Total enrollment Gross
enrollment
(%)

2000 2015 2000 2015

Brazil 2,781,328 8,285,475 a18.2 50.6
Russia 5,751,539 6,592,416 55.8 80.4
Turkey a1,464,740 6,062,886 a25.3 94.7
a2001
Source UIS
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Table 2.3 Number of HEIs

Brazil Turkey Russia

2000 2015 2000 2017 2000 2013

Total 1180 2364 72 185 965 969
Public 176 295 53 112 607 578
Private 1004 2069 19 73 358 391

Source INEP Brazilian Census of Higher Education; YÖK and Digest of Education
Statistics in the Russian Federation, 2014

centers, and non-university institutions (integrated and isolated colleges).
The last group lack the autonomy to create and reorganize courses. For
years the most common format for the private sector has been the small,
isolated professional school offering a few undergraduate courses. In the
last 10 years, a consolidation process has led to the creation of some
large, for-profit institutions (Balbachevsky 2015). Many such institutions
gained autonomy as university centers or universities—one has more than
a million students.
This expansion driven by the growth of private higher education is

similar to higher educational development in other countries. While the
public sector grew by 80.5% (1980–2000) and 120.7% (2000–2014),
rates for the private sector were 104.1 and 224.6% for the same periods.
Nowadays, the country has 2364HEIs, ofwhich 87.5%are private. Private
colleges cater to 75.7% of all undergraduates in the country, most of
them attending for-profit institutions (41.5%) (Higher Education Census
2015). During the 1990s, the expansion of this sector occurred through
the creation of new small- and medium-size institutions, however, since
the 2000s there has been a strong movement of acquisitions and mergers,
led by large business groups, with foreign capital participation (Sampaio
2011; Corbucci et al. 2016).

In Turkey, one of the authors of the 1981 law lamented not to be
able to promote private institutions (Dogramaci 2010), since an article of
the constitution stated that universities could only be established by the
state through an act of parliament. But in 1982, an amendment to the
constitution allowed private universities to be founded, provided theywere
strictly non-profit. Nowadays, Turkey has 68 private universities as part
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of its 180 universities in total, representing 15% of the total enrollments
(from undergraduate to doctorate).

Independent of the statistical importance of the private sector, it is
worth considering the role of this sector. As Gürüz (2006) mentions “Pri-
vate universities have contributed only slightly to overcoming the chronic
supply-and-demand imbalance in Turkey.” However, among the 68 pri-
vate universities, Koç, Sabanci, and Bilkent fall within the highest ranked
and can be considered world-class research universities. Despite the fact
they require fees of around US$15,000, these universities are in high
demand for social sciences, science and technology, and medicine. Most
other private universities attend to the requirements of the fragment of
candidates unsuccessful at entering no-fee state universities.

In Brazil, diversification of higher education has alsomeant an improve-
ment in the supply of vocational courses at the tertiary level, the tech-
nological ones. Since the LDB 1996, three types of degrees are avail-
able: bachelor or graduate/professional, teaching license, and technolog-
ical degree. Despite the remarkable preference for the first, technological
courses are increasing their enrollment (from2% in 2000 to 14% in 2015).
In Turkey, for the same period, enrollment in post-secondary vocational
schools attached to universities and in independent post-secondary voca-
tional schools climbed from 16 to 39% of the total of undergraduate
enrollment.

Growing enrollment in distance education also contributed to the
expansion of the Brazilian higher education system. Students in distance
education represented 18.9% of the total enrollment in 2015 (mostly
in private sectors) and represented roughly one third of matriculation at
teaching license courses (Barbosa et al. 2017).
In Turkey, more than private universities, the Open University copes

with demand from students not attending traditional universities. The
Open Education Faculty was established in 1982 by Anadolu University.
Today, this large university registers 3.1 million students, representing
45.5% of the total undergraduate enrollments.

Like many other countries, Russia has experienced a sharp rise in higher
education participation rates over the past 25 years. After a decrease in the
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1980s and the beginning of the 1990s,2 demand for tertiary education
began to grow sharply from 1994 onward, driven by demographic dynam-
ics (the number of births increased rapidly in the second half of the 1970s
and early 1980s before stabilizing around 1983–1987), a relative economic
revival in the mid-1990s, and the appearance of the private sector.

Despite the economic crisis in August 1998, demand for higher edu-
cation continued to rise in the beginning of the 2000s: between 1997
and 2003, the participation rate more than doubled, from 3,248,000 to
7,065,000; the rise continued until 2008, peaking at 7,513,000.The num-
ber of universities increased as well: from 880 in 1997, to 1046 in 2003,
and 1134 in 2008 (Rosstat data, various years of compilation).
The steady progression in higher education participation rates was

largely permitted by the rise of the private sector in higher education.
Private HEIs had existed in Russia since the eighteenth century, before
disappearing during Soviet times (Kastouéva-Jean 2013, p. 261).The Law
on Education of 1992 allowed for the foundation of non-public HEIs and
set out procedures for their licensing and accreditation. Since then, the
number of private HEIs and enrollment numbers have progressed rapidly:
in 1993, there were 78 private HEIs with 70,000 students enrolled. Num-
bers continued to grow: from 302 HEIs with 202,000 students in 1997
to 474 HEIs with 1,298,000 students in 2008 (Kastouéva-Jean 2013).

Although showing rapid growth, the private sector in higher education
does not benefit from a good image in society. “Students and their parents
want a solid and reliable higher education. That is why they choose public
higher education institutions,” said a former Minister for Education and
Research, Mr. Andrei Foursenko, in 2009 (Kastouéva-Jean 2013, p. 255).
This citation illustrates the generally negative perception of private higher
education in Russia. The situation of private universities appears unequal
to public universities that benefit from public subsidies and do not depend
solely on tuition fees from students. Relying on income from students and
their parents, in the context of a weak development of study loans, kept
private universities dependent, allowing them little freedom for student
selection.

2Between 1980 and 1993 tertiary enrollments in absolute figures diminished from 3,046,000 to
2,543,000, and in terms of the number of students per 10,000 inhabitants, decreased from 219 to
176 students.
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Because of a sharp demographic decrease, the higher educational system
appeared oversized by the end of the 2000s. This context was a real chal-
lenge for universities: the number of first year places available at universities
being 25% higher than the number of secondary school graduates. As a
result, between 2008 and 2011, around 20 HEIs disappeared (notably as
a result of closure, but also reorganization and merging) and the number
of students dropped by 460,000 (Kastouéva-Jean 2013, p. 21).

Another distinct feature of the expansion of enrollment rates in Rus-
sia was a sharp increase in the number of regional branches of universi-
ties, multiplying 10 times between 1993 and 2008 (Mototva and Pykko
2012, p. 27).Most such branches were situated in small- andmedium-size
cities making higher education accessible in remote areas and serving local
demand for higher education. During the 2010s, several branches were
closed as the quality of their educational provision was not considered
good enough by the government.

In Russia, the shift in economic structures generated a new demand
for higher education graduates. This led to a sharp increase in enroll-
ment numbers in human sciences, with a very weak interest for exact
sciences. Enrollment structure in terms of field of study changed. While
Soviet education emphasized mathematics and science, and downplayed
the humanities, the new market economy of Russia drove the develop-
ment of human and social sciences. Increasing demand for these fields
was observed throughout the 1990s, up to the middle of the 2000s, while
demand for engineering courses strongly dropped. The Russian economy
in the 1990s could be described as “merchant capitalism,” in which buy-
ing and selling, rent seeking, short-term financial speculation, and per-
sonal services were themain sources of economic gain—not production or
long-term investment. At that time, many big former socialist enterprises,
plants, and factories closed or suspended their productive activities. Thus,
such an economy did not need engineers and specialists with technical
education, contrary to economists, accountants, and lawyers who felt a
high demand in the labor market. In 2010, 528,000 students enrolled
in courses in economics and management, against only 24,000 in metal-
lurgy, mechanical construction, and metal engineering or similar energy
and electrical engineering courses (Kastouéva-Jean 2013, p. 20).
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Selection Procedures and Affirmative Policies

Selection Procedures

Access to universities is organized in the same way in all three countries
and suffers from the same social bias. Selection at entrance takes the form
of a competition, with prestigious institutions being the most selective.
In this competition, students better prepared in top-quality high schools
are best placed. However, access to these high schools is strongly socially
biased.

In Turkey, access to university is based upon the results of a “stu-
dent selection and placement examination,” that is administered every
year. Examinations administered by different universities had been imple-
mented in the 1960s to cope with the rapid increase in student appli-
cations. In 1974, a common “Student Selection and Placement Center”
(ÖSYM)was established and affiliated to theCouncil ofHigher Education
in 1982.

Competition to enter university and attain a place on a bachelor’s pro-
gram is particularly fierce: in 2017, there were 423,000 places for 1.5
million candidates. However, the chances of being successful differ con-
siderably between high schools. For instance, for the same year, the prob-
ability of success for a student from a private high school was 45%, for a
student from a selective public high school, 35% (Anatolian high schools),
and for a student from a regular public high school, only 11% (calculations
based on data from ÖSYM).

For these reasons, demand for “elite” high schools is high. Because grad-
uates from these schools are more successful at university entrance exams
they find themselves in high-quality, “respected” universities with high
demands. Secondary education statistics and surveys reveal that access to
these schools in Turkey is more dependent on socioeconomic factors. For
example, 42% of the students in Anatolian high schools (the most pres-
tigious ones) come from families with the highest socioeconomic status,
whereas 30% of the students of regular secondary education institutions
have the lowest socioeconomic rate of 20% (Bülbül 2017, p. 164).

In Brazil, entering higher education requires not only a secondary
education certificate but also approval as a result of a selection process.
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Selection processes used to be conducted in each institution, but scores
at ENEM (National Secondary Education Examination) increasingly
replaced them in both the public and private sectors. In 2017, 4.5 million
students participated in selection. ENEM allowed enrollment into most
of the best public institutions (universities in São Paulo finally included a
percentage of students selected via ENEM) and allowed the students to be
funded in private universities. Thus, ENEM is key to the analysis of the
two sides of expanded access to higher education: the selectivity of elite
public universities and the funding of courses at private institutions.

According to Neves (2015), the expansion of higher education in Brazil
was limited by the terrible situation of secondary schools and by the neg-
ative consequences of the social game played at the transition from sec-
ondary to tertiary education: educated middle classes being able to afford
good secondary schools for their children and so guaranteeing them access
to free public universities. Children from less privileged parents receive a
poor (or even very poor) secondary education and therefore cannot gain
access to such elite universities.

Good universities tend to be selective in terms of access to their courses.
In the case of Brazil, tuition-free public universities are those with the
most challenging access requirements (20 candidates for 1 seat in federal
universities in 2014).

One important factor behind institutional selectivity is the possibil-
ity of offering evening courses: Paul and Valle-Silva (1998) showed that
with identical achievement, poor students choose to enter less prestigious
careers for which there are evening classes. In 2015, after two waves of
expansion, 51% of enrollment was via evening classes and 85.5% of
evening class students enrolled in private institutions.

In Russia, during the early Soviet times, a democratization of access
to higher education took place to provide the new country with a highly
qualified labor force. In 1925–1926, the children of workers and peasants
accounted for 50%of the total enrollment numbers in higher education. In
the 1960s, an overproduction of higher education graduates, combined
with a lack of workers and mid-level qualifications covering only one
quarter of the country’s economic needs, brought about more selective
access to higher education, that was increasingly socially biased. Some
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60% of higher education students in this period were the children of
intelligentsia, who represented only 20% of the total population.

During the 1990s, the emergence of newly opened private universities
and fee-charging programs in public universities enabled the expansion of
access to higher education, although mostly to those classes of the popu-
lation that could afford tuition fees (varying in terms of annual fees from
US$200 for the most inexpensive, US$1500 for the more prestigious, and
up to US$10,000 for the most prestigious). Since the middle of the 2000s,
a worsening of the demographic situation, which resulted from a sharp
slowdown in birth rate during the 1990s, put pressure on university enroll-
ments and forced them to enroll studentswithmore diverse academic levels
and backgrounds in their study programs.This new expansion of access to
higher education mostly benefited the more socially favored, while their
low motivation for study and academic achievement had a negative effect
on the quality of higher education in the country in general.

In parallel to greater access to fee-charging programs and HEIs, com-
petition for those rare places that were still covered by the state budget
(amounting to around 20% of total enrollments) became fiercer and facil-
itated corruption and bribery practices. In 2008, according to an opinion
poll, 80% of Russians estimated that entry to higher education depended
on money or parental relations, with only 17% believing that academic
knowledge could guarantee university admission (Kastouéva-Jean 2013,
p. 18). To eradicate the illicit behavior that gradually became widespread
in the Russian higher education system, a unified national testing system
(“EGE—edinyy gosudarstvennyy ekzamen”) that aimed at tackling cor-
rupt practices, enabling an equal assessment of competences at the end of
the general education cycle, and permitted a unique system of university
recruitment throughout the whole territory, was put in place in 2009.
The new mechanism proved somewhat efficient, although it attracted
much criticism from different classes of society in Russia, regarding its
assessment methods—mostly in “test” form (with a predefined number
of answers)—while the Russian academic tradition is mostly based on
an “essay-writing” culture. Still today, this examination raises polemics
and public debate. Evidence of “incoherent” marks (abnormally high in
some cases) that arise in the media or are witnessed by university staff also
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raises questions regarding its effectiveness as a tool against corruption and
bribery in the national education system.

Affirmative Policies

Both the World Bank and the OECD advocate that affirmative policies
are needed to enhance equity in tertiary education. As stated in a World
Bank report (World Bank 2002), “The limited base of research findings,
however, does seem to indicate that many affirmative action interventions
at the tertiary level come too late to assist the vastmajority of disadvantaged
students, who have already suffered institutionalized discrimination in
access to primary and secondary education.” An OECD (2008) report
recognizes that there is a trend toward the use of affirmative action for
selected under-represented groups.

In Turkey, one concern of the Muslim party, AKP, has been to promote
easier access to universities for disadvantaged populations, from a regional
or social point of view. Polat (2017) mentioned that a clear effort has been
made to set up universities in less developed regions of Anatolia.
This expansion not only favored the less developed eastern provinces

but markedly changed the gender composition of enrollment between
2000 and 2016, in favor of females whose representation climbed from
41 to 47%. Authorities also increased dormitory facilities, particularly
important for female students from conservative family backgrounds.The
end of the headscarf ban also facilitated easier access for female students
to universities.

By the end of 2012, nearly 1.5 million students gained access to edu-
cation credits, grants, or fee waivers. In 2013, university fees in public
universities were abolished for all students.
The study conducted by Polat (2017) concluded that “comparing the

periods before and after expansion, we find that college access has increased
with college proximity and this expansion led to a re-distributive effect in
favour of girls with low paternal education background.”

In Brazil, with the same purpose as in Turkey, the federal government’s
REUNI program aimed to expand the public system of higher education.
According to data from the Ministry of Education, there was a physical
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expansion of the federal network, with the creation of 14 new universities
and 100 new campuses. In this context, there was a significant expan-
sion of enrollment in federal institutions. In 2007, when REUNI was
introduced, these institutions accounted for 12.61% of enrollments in
higher education. This rose to 16.71% in 2014. In addition, the creation
of evening courses, especially in the area of education, probably increased
the participation of less-affluent students and those that were in work.

Perhaps more importantly, many affirmative policies were developed at
all government levels to include students from public secondary schools
(social quotas) as well as black and indigenous students. When access to
higher education is considered, there is undoubtedly a marked openness,
allowing entry by students from sectors previously excluded from this level
of schooling. For example, the number of “students enrolled in federal
educational institutions has doubled from 2003 to 2011; and that of
blacks quadrupled between 1997 and 2011” (Neves and Anhaia 2014).
Improvement in the social profile of students in Brazilian higher edu-

cation is undeniable. Black or brown people and those from the poorest
strata increased their participation in enrollment in proportions higher
than those of white people and the rich.Women also increased their share
in higher education—however, significant differences exist among fields
of study deserving a more detailed analysis of this suggestion. Anyway,
according to theBrazilianCensus ofHigher Education in 2015, non-white
students represented 27.1% (total missing data 35.4%!), women repre-
sented 57.2% (no missing data), and students from public high school
(a proxy for lower income because there is no information on the topic)
64.5% (missing data 6.2%).

Affirmative policies do not seem to be at the core of public policies in
higher education in Russia. There is more concern about the quality and
modernization of the higher education sector, which had gone through
difficult times because of previous economic turmoil and currently faced
more challenges linked to increasingly intense international competition
and demographic crises, as explained previously. The government passed
reforms enabling the concentration of financial resources on a selection of
the “best” universities (i.e., a new status of national research universities
and federal universities was created with more financial resources allo-
cated to them). However, progressively, an awareness is growing among
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education-steering authorities that education is a social elevator, improv-
ing life opportunities.

Inequality is not a recent phenomenon in the Russian educational sys-
tem, but it has significantly intensified during recent years. In the begin-
ning of the 2000s, 32% of people aged 17–21 from the poorest families
were HEI students, compared with 86% from the richest households.
According to Gerber, in Soviet Russia the goal of social equality has not
been attained. “Although the Soviet regime raised the educational level of
the Russian population over the course of the 20th century, it failed to
reduce substantially educational stratification based on social origins and
place of residence” (Gerber 2000). He argues that if parents have Commu-
nist Party affiliations, education, and occupation they have a strong effect
on the probability that their children will complete secondary school and
enter HEIs—a trait of both Soviet times and new Russia.

According to David L. Konstantinovskiy, one of Russia’s best-known
sociologists of education, themyth about equality of life chances, like some
other myths, was an important part of Soviet ideology. However, children
from privileged groups of the population traditionally received education
and enteredprofessionswhichweremost advantageous to the development
of their careers. Recent investigations indicate that new conditions in
Russia are not eliminating the social differentiation of the young. A series
of research projects carried out in different regions of Russia from 1962 to
1998 showed a considerable rise in the inequality that exists in the system
of higher education. Such inequality begins during secondary education, if
not earlier, and is aggravated during transition to post-secondary education
and particularly to university. “Nowadays we observe the transition to a
‘parentocratic’ pattern inwhich a child’s education increasingly depends on
parents’ well-being and not his/her abilities and efforts” (Konstantinovskiy
2012, p. 21).
According to Morgan and Kliucharev, the Soviet education system in

general, and higher education in particular, maintained a balance between
two poles—egalitarian and élite. The first sector was more or less acces-
sible to millions of ordinary people (mostly secondary school graduates),
although standards and quality were not very high. The second sector,
definitely high quality, had limited access, apart from children of the
ruling communist party nomenklatura and local élite families, especially
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prominent in the non-Russian republics of the Soviet Union. However,
the huge demands of a centrally planned economy, the vast amount of
natural resources, and the comparative isolation from a competitive world
economy induced complacency about the Soviet system of education
—driven ideologically and meeting the political and economic demands
of a command economy and society (Morgan and Kliucharev 2012, p. 3).

Onemay also note that during the 2010s, reforms and diversification of
HEIs did not generate more equity in access to higher education. On the
contrary, the introduction of fee-charging forms of education intensified
social differentiation. The entrance exams to HEIs are easier for graduates
from prestigious high schools or those having received specialized tutor
training courses. Paying for these types of preparation was unaffordable
for many parents. Corruption at the entry point to university was another
serious problem that affected equal access to higher education (Froumin
and Kouzminov 2015, p. 116). Corruption existed at the level of individ-
ual examiners as well as at the institutional level. Each HEI operated its
own entrance exams, which usually required additional training. Appli-
cants wishing to enter specific universities could hardly expect success-
ful enrollment without completing very expensive preparatory courses.
The corruption in university entrance exam processes was widespread.
The introduction of a unified national testing system (“EGE—edinyy
gosudarstvennyy ekzamen”) partly contributed to combating this prob-
lem (Froumin and Kouzminov 2015).

Institutional Autonomy and the Present
Political Debate

From its very first report on higher education, the World Bank (1994)
proclaimed the importance of university autonomy.TheOECDshares the
position (OECD 2003). Nevertheless, autonomy remains a weak concept
in the three countries considered in this chapter. The political debates
occurring inside institutions may also reveal the limitations of academic
freedom.
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Institutional Autonomy

When governance is at stake, institutional autonomy does not receive the
same consideration in all three countries. In Brazil, “the public institutions
operate with the traditional Latin American concept of self-government
and internal democracy”; in Turkey, the Council of Higher Education
exercises a rigorous and fussy control in all respects, i.e., universities, pub-
lic, and even to a lesser extent private, education; andRussia sits somewhere
between these poles.

In Brazil, rectors are elected by the entire academic community (aca-
demics, support staff, students, according to a college system). If the federal
or state government does not intervene in the internal decisions of uni-
versities, the autonomy of public universities remains limited insofar as
they depend on central power in terms of financial resources and staffing
contracts.

According to a previous president of the CoHE (Özcan 2011), in
Turkey, the autonomy of HEIs, especially public ones, is very low—in
some areas of their functioning it does not exist at all. The existing highly
centralizedHigher EducationLawprevails forHEIs and limits their auton-
omy in terms of enjoying full academic and financial freedom regarding
services and disclosure of their performance.

Decisions taken after the coup attempt of July 2016 strengthened the
control of central power over universities. According to a decree inOctober
2016, the electoral system in public universities that comprised of sending
the CoHE a list of the three candidates in university teacher elections,
ended. Fromnowon, theCoHEwould directly propose three names to the
president of the republic who appoints the rector. In private universities,
the rector was appointed by the board of directors of the foundation. Now
a rector is appointed by the president, based on the proposal of the CoHE.

Ideological control and centralization were characteristic traits of Soviet
higher education. Strong state supervision operated in all areas: teaching
(Marxism–Leninism was the unique and “right” way to think), research
(including state appropriation of research results), and management of
higher education. The number of graduates was defined by the Public
Committee for Planning (“Gosplan”).
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During the transition period, Russian higher education experienced a
progressive democratization and a withdrawal of ideological control over
governance and educational content. More recently, a new reform had
been put in place to diversify the autonomy of different HEIs. A recent
federal law “On Autonomous Institutions” (No. 172, 2009; amendments
came into force in 2011) introduced a distinction between three categories
of HEIs: (1) “state financed,” (2) “budget,” and (3) “autonomous.” The
first group is 100% financed from the federal budget and has no right to
undertake any commercial activities: all their profits to be put back into
the state budget. These are institutions connected with defense, psychi-
atry, etc. The state as proprietor is responsible for their obligations. The
second category ofHEIs obtains money from the federal budget according
to “state order” (i.e., for teaching a certain number of future specialists
required for the economy). The remaining budget required is to be earned
by the university independently, e.g., through “fee-paying” students.Most
state organizations (including universities) now have this status, but in the
future it seems likely that only medical institutions, schools, theaters, etc.,
will be able to maintain the status of “budget” institutions. Regarding
institutions comprising the third group, a transfer to an autonomous sta-
tus means more freedom, while remaining state property. For example,
freedom to earn and invest, freedom to define the size of salaries and
bonuses, to hire specialists on short-term contracts, and so on. However,
at the same time, more responsibility and transparency is required. For
autonomous universities, non-core activities may only be funded from
profits (the state will not provide any subsidies). In turn, this means that
these universities must practice outsourcing and improve university man-
agement. The Autonomous University Board comprises representatives of
theMinistry of HE and other state bodies (not more than 30%members).
A rector is appointed by the Ministry of HE (Block and Khvatova 2017,
p. 764)

Despite differences across these three groups of HEIs, in general one
may say that recent reforms have tended to increase the autonomy ofHEIs,
together with a demand for transparency and public accountability.
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The Present Political Debates Inside Universities

The issues within the three countries considered in this chapter are totally
different. Whereas in Brazil, debates revolve around the question of the
role of universities for democratizing society, in Russia, the main question
at stake concerns the quality of higher education. In Turkey, nowadays,
universities are confronted with issues that are far from the pure academic
sphere: relating to societal problems associatedwith religion and, especially
today, to political conflict.

In Brazil, social competition over higher education is driven by some-
what powerful stakeholders, who try to settle governmental regulations
and market delimitations (Balbachevsky 2015). According to this study,
such stakeholders are organized in coalitions, unified by their concep-
tion of higher education as a public good (egalitarian coalition) or as
a private good (utilitarian coalition). The latter is not so powerful and
brings together higher education providers, the relevant parts of business
interests, regional authorities, and professional oligarchies.The egalitarian
coalition is very powerful: composed of public sector unions, the student
movement, most of the top bureaucrats of the Ministry of Education,
central authorities at teaching-oriented public universities, political actors
on the left of the spectrum, and members of the judiciary—this coalition
tends to translate into administrative and academic practices and regula-
tions in terms of the perspective of public good. This coalition also sustains
that universities should be “an instrument for addressing social inequal-
ities” (Balbachevsky 2015, p. 207). These values and perceptions have
gained support in many areas, whichmight explain the under-valorization
of the private sector of higher education. It might also explain the domina-
tion of a Humboldtian notion of university: according to Brazilian law, to
qualify as a university, a HEI must work on teaching, research, and com-
munity outreach. Any teaching or vocational-oriented institution faces
discreditation for not being able to fulfill the demands of this legal model.
Interestingly enough, most public institutions follow the research univer-
sity model (even if it is more a model than a reality) and most private ones
effectively offer mass teaching–oriented and low-tuition courses. There
are certainly many exceptions. Small and new public universities, created
in the interior of the country, tend to be teaching-oriented. Community
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institutions (in general, public–non state, but part of the private sector)
count as some of the best quality research universities, such as the Catholic
universities in Rio, Campinas, Porto Alegre, and Belo Horizonte.
The prevalence of the Humboldtian model probably explains the “aca-

demic bias” (Schwartzman 2011) that characterizes Brazilian higher edu-
cation and constrains the building of a legitimate model of modern and
democratic universities. The Brazilian system, characterized by the coex-
istence of private and public segments, with a prominence of federal insti-
tutions, concentrates the prerogative to “formulate policies, supervise,
control, and evaluate the public and private systems.” Even after many
attempts to diversify higher education, the offer of courses and forma-
tions is only slightly differentiated and the models of funding (strongly
public sources) compromise the expansion of enrollment and social inclu-
sion (Neves 2015, p. 74).

In Russia, the problem of poor quality is one of the most actively
discussed aspects of Russia’s higher education (Knyazev and Drantusova
2015, p. 227). According to the Public Opinion Foundation, in 2012,
only 12% of respondents thought that the quality of Russian higher edu-
cationwas good. Surveys of employers show that two thirds of them are not
satisfied with the quality of university graduates (Knyazev andDrantusova
2015).

Some believe that the quality of higher education has decreased because
of weak selectivity regarding entry. Over the last decade, the number of
secondary school leavers has declined from 1,457,800 to 789,300, while
the number of state-funded places at universities has remained almost
unchanged: in 2000 it amounted to 586,800 places and in 2010 to
519,000 places (Institut statisticheskikh issledovanii i ekonomiki znanii
GU-VShE 2012a, cited in Knyazev and Drantusova 2015, p. 222). Thus,
higher education has become accessible to practically everyone regardless
of academic competence.

Driven by the will to improve quality and the attractiveness of Rus-
sian higher education internationally, but disposing of limited resources
to cover the whole sector, the Russian government has favored reforms dis-
tinguishing several types of HEIs with different amounts of state support
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(national research universities3 and federal universities4), while trying at
the same time to reduce the number of HEIs and their regional branches.
In 2014/2015, there were only 950 universities (compared with 1134 in
2009)—of which 548 were state and 402 private. The number of uni-
versities is envisaged to reduce to 877 by 2020—mainly the branches of
state universities and low-quality private universities will be downsized
(Kommersant 2015, cited in Block and Khvatova 2017, p. 766).

In Turkey, religion has often been at stake when higher education is
considered. As already mentioned, the first HEIs in Turkey, the Ottoman
madrasah, were ruled according to religious principles. The university
system introduced by the Republic was a secular one, without any refer-
ence to religion. The issue came to the fore in the 1980s. In 1982, the
Council of Higher Education introduced a dress code that required “mod-
ern” dress at universities. This dress code targeted mainly the use of the
headscarf—commonly referred to as the headscarf ban. The implementa-
tion of this ban varied from one university to another. In the late 1990s,
increasing political conflict between secular and conservative parties led
to a number of restrictive regulations, including a reinforcement of the
headscarf ban at universities (Polat 2017).
When the Muslim Party came to power, it progressively accentuated

the weight of religion in the public sphere, including universities. The
headscarf ban was abolished by a decree promulgated in 2007 and the
constitution changed in that respect in 2013.
This religious issue interfered with the nomination of rectors,

as already discussed. In the 1990s, some rectors or winners of the
rector elections were dismissed because of their religious behav-
ior (http://factcheckingturkey.com/domestic-politics/political-history-
rector-appointments-turkey-325).
Presently, a fight by President Erdogan against any form of opposition

inside society and particularly universities, can be witnessed.

3Twenty-nine national research universities (NRU) that combine various educational and large-scale
research activities. The status of federal university is awarded forever, while the status of NRU is
awarded for a period of 10 years and can be withdrawn at any time if performance indicators are
not achieved.
4Nine federal universities representing every federal district of Russia.

http://factcheckingturkey.com/domestic-politics/political-history-rector-appointments-turkey-325
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As the online newspaper Al Monitor mentioned in its February 2017
edition, more than 4000 academics have been expelled from universities
across the country. The government claimed that the purges targeted sup-
porters of the US-based preacher Fethullah Gulen, accused of being the
mastermind of the putsch.

However, things changed, and academics from various allegiances, all
critical of the government, fell within the hit list. A decree on February
7 expelled more than 300 academics from their universities, including
signatories of a peace declaration in January 2016, that condemned the
military crackdown in Kurdish-majority cities and towns.

FromDecember 2017, hundreds of academicswhohad signed the peace
declaration were summoned to appear before judges. Many academics
resigned rather than being fired, losing their right to pensions—others
decided to emigrate.
To what extent will these expulsions affect academic life and the aca-

demic performance of universities? This question is difficult to answer.
Some universities are more affected than others. Probably the worst
affected was Ankara University, which has so far lost about 100 academics
as a consequence of signing the peace declaration.

Conclusions

Three emerging countries in three different continents show higher edu-
cation systems with many common dimensions and issues but also reveal
differences that stem from both their own history and current specific
political issues.
The most obvious common characteristic is the strong growth of their

higher education systems since 2000. Although this dimension is found
in most countries today, it is still particularly strong for Brazil and even
more so for Turkey, where enrollment in higher education appears almost
universal. Although the rate of enrollments has also increased in Russia,
investment in tertiary education is much lower than in the other two
countries, a likely result of its demographic and economic difficulties.

As recommended by international organizations, the three countries
have used private education to cope with the evolution of the workforce,
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with an opening up of for-profit education in Brazil. In Turkey, due to a
strong and centralized administration, the weight and autonomy of private
HEIs is weaker. In that country, public distance education has represented
an important means to manage the growth of enrollment, as is the case in
Brazil, but to a lesser extent.

Access to universities is managed in the same way in all three countries,
with competitive exams: national exams in Turkey and Russia; local and
national exams in Brazil. If Brazil andTurkey seem to be concerned about
establishing affirmative policies, this is not the case in Russia, whether
considering new Russia or during the time of Soviet Russia.

One of the most striking differences, despite all being emerging coun-
tries, is that national history and the history of their HE systems is dif-
ferent. Universities have an old tradition in Russia, molded by Western
influences, whereas they are a rather new idea in Brazil (because of the
pressure of the Portuguese colonial system) and in Turkey (because of the
influence of Islam under the Ottoman regime).

Of the three countries, Turkey appears to be the most centralized in
terms of the management of higher education, with direct steering orga-
nized from the presidency of the republic.We are witnessing the transition
from a secular Kemalist state to a conservativeMuslim state, where the cen-
tral power remains extremely strong. The recent developments in Turkey
tend to show that the Turkish authorities consider universities more from
an ideological point of view, forgetting that they are intellectual training
and research institutions, since some universities are currently unable to
function normally.

In Russia, the freedom given to HEIs resulted in quality problems.
Presently, the federal government has taken back control in an attempt to
strengthen universities by enabling them to compete internationally, and
by closing the weakest.

In Brazil, the fragility of political power at the federal and state levels,
due to economic crises and corruption scandals, seems to have led to only
minor importance being assigned to higher education policy, giving more
freedom to HEIs.
What seems to link these three countries and explain the problematic

evolution of their systems of higher education is the relative youth of
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their political system, which remains exposed to conflicting, political,
economic, and even religious pressures.
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The questions considered are: What are the tensions that the global-
ization of education introduces into national education systems? How
is this tension, associated with the commercialization of education, neo-
management, and the standardization of educational systems, expressed?
Is an alternative, cooperative globalization based on solidarity possible, a
counter-hegemonic university for public good, as Boaventura de Sousa
Santos points out (2007)? Finally, in that context, what role does ICT
play in this phenomenon, where globalization stresses education systems?
To begin such an analysis, it is impossible to consider the formation

of relations between national higher education systems and global higher
education without a methodological understanding of the processes of
the relationship between globalization and the knowledge society, global-
ization and neo-liberal policies in the sphere of education, and academic
capitalism and the knowledge society.

Globalization and Neo-Liberal Politics in Education

Neo-liberal policy in the field of culture (which also includes education)
has led to not only commercialization, i.e., “transformation of cultural
goods from the status of relatively free to not free,” but also to the dis-
placement of the recipients of these goods “from an independent person
to a consumer with neutral cultural affiliation” (Bikbov 2014). According
to Bikbov, the basic principles of neo-liberal policy are:

• An arrangement of conditions to accumulate capital and political power
in economically elite circles.

• A denial of the concept of nation, and, consequently, a promotion of
an idea that governmental interference in the economy is dangerous (in
this case in the form of a minimization of governmental interference in
education).

• Assistance in the independent and stable functioning of the whole edu-
cation system including all its levels and elements (schools, institutes,
universities, etc.).



3 System of Interaction Between Global Education … 57

This neo-liberal policy brings a total marginal character to all educa-
tional systems when marginality serves as the constitutional principle of
the organization of an educational space. Marginality of executors means
that those who are directly involved in the educational process should
recruit a large number of practitioners to the teaching process (in accor-
dance with the requirements of the Bologna Process), i.e., persons who
have no work experience at the university. Marginality of the technolo-
gies used by executives means they borrow technologies that previously
have not been typical for certain disciplines and are not necessarily related
to other fields of science. Marginality of developing fields is the preva-
lence of interdisciplinary spaces in educational programs and practices.
The principle of marginality is neither accidental nor spontaneous, and
is the result of the construction of the knowledge development model.
The classical model, which was fundamental until the 1920s–1930s, was
built on the principle of independence of each field of science. Modernist
models originated at the beginning of the twentieth century and had been
widely developed up to the beginning of the twenty-first century are con-
sidered as an interdisciplinary approach for explanations of phenomenon
by another science languages. It represented a view from the outside. The
current model uses an interdisciplinary approach as an opportunity to
build new fields of scientific knowledge. This is the stage of mixed knowl-
edge where traditional fundamental knowledge of the classical model is
transferred to the rank of applied science: a new fundamental knowledge
is formed for every newly formed independent interdisciplinary direction
(Sharonova et al. 2015, p. 642).

According to Gary Rhoades and Sheila Slaughter (2004), this aca-
demic capitalism is a regime, which entails the participation of educa-
tional institutions in the formation of market-oriented behavior. More-
over, this type of behavior is transmitted not only to the students but is
primarily extended to educational organizations. Reduced state funding
for education and serious loss of support resulted in the self-sufficiency of
educational institutions not only in Russia but also abroad. Such a tran-
sition led to major changes in academic practice, with issues of income
holding greater importance than the process of gaining broad and deep
knowledge. In addition, there was a substitution of the concept of “ac-
cess to education,” with the concept of “accessibility to education,” where
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expanded access to education among students facing economic, social,
and cultural barriers shifted to an affordable and convenient way to obtain
education for people working in business or people able to pay for edu-
cational services. However, Rhoades and Slaughter noted that a revenue
growth in educational institutions does not represent a revenue growth in
entrepreneurship, business, and society as a whole.

Higher Education in Russia

The Specificity of the National System of Higher
Education in Russia

Modern higher education inRussia is going through a long transformation
period, initially called reforming (1990s), but over time acquiring the label
of modernization (2000s). The main task of this transformation was the
transition to the Bologna Model. However, neither the goal of such a
transition, nor the benefits Russian education and society might actually
get from this transformation have been explained to Russian society.

Russian scientists in their studies pay great attention to the problems of
globalization and the impact of globalization processes on Russian higher
education. Sociologists in their empirical studiesmainly focus on the prob-
lems linked to higher education system actors’ perceptions of the changes
occurring in higher education, as a result of prolonged modernization.
For our research, we turn our attention to the work of L. P. Kostikova
(2008)—work that is devoted to the methodological interpretation of
the dialogueness of cultures. “Dialogueness is a special quality of cul-
ture, striving for wholeness. This quality ensures the mechanism of self-
preservation and self-development of the culture. It helps to avoid its stag-
nation, petrification, and ritualization. Dialogueness allows one to accept
other people’s arguments and experience, as well as it always looks for bal-
ance and compromise” (Kostikova 2008, p. 6). In this context, Kostikova
sees the globalization of the higher education system as an equal dialogue
for national education systems. O. G. Petrovich (2009) tries to find the
methodological roots of understanding the phenomenon of globalization
through the revelation of the concept of “education globalization,” on a
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par with which, the scientific community uses synonyms—internation-
alization, integration, informatization, and westernization. He comes to
the conclusion that “under the conditions of globalization, none of these
processes can be regarded as the main one, since they all need to develop
more or less organically. Of course, for each country, there are unique pref-
erences among these processes, though they are not always implemented.
For Russia, as well as for the majority of other non-Western countries,
integration development is more preferable, since it preserves the national
component of education” (Petrovich 2009, p. 34).
Analyzing the impact of Russia’s specific steps to enter the global com-

munity considering the example of accession to theWTO,Y.N. Polokhalo
and Y. V. Kosov (2007) note that, on the one hand, “the state of the educa-
tion system and the potential opportunities for its further development are
directly related to the issues of ensuring the national security of the Russian
state …. It is quite obvious that the economic and military security of the
state are impossible without qualified personnel, since the technological
security is unthinkable without scientific developments” (Polokhalo and
Kosov 2007, p. 113). On the other hand, “it was quite difficult for the
Russian education system to survive the economic and political reforms
taking place in the country in the last decades of the 20th century. It
showed high survival in extreme socio-economic conditions. However,
the significant, and perhaps the major part of the resources, has been
expended during the specified period … It was in the mid-1990s, when
Russian higher education faced the problem of intellectual migration”
(Polokhalo and Kosov 2007, p. 113). In the opinion of these scientists, in
terms of the management environment, even at the state level, “there still
reigns the point of view that education will become a priority only after
Russia’s achievement of economic prosperity,” although, the experience of
Southeast Asian countries shows that on the contrary, the concentration of
political and economic effort in terms of a higher education system ensures
a country’s access to the world market. They also express concern about
the tendency to put on the back burner the formation of the spiritual and
scientific potential of society, the preservation of cultural traditions, and
the development of science, regardless of its practical applications—the
desire to provide the labor market with human capital at the expense of
obtaining fundamental theoretical knowledge.
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The Reaction of Russian Society to the Globalization
of Russian Higher Education

During the past 5 years, Russia has been actively eating into the global uni-
versity ranking system. To increase ratings given to Russian universities,
the state-driven Project 5-100 was developed and implemented. The goal
of Project 5-100 being to maximize the competitive position of the lead-
ing Russian universities on the global market of education and research
programs. The project began in 2013. Fifteen universities were included
as part of it. In 2015, six further universities were added. The main task
of this project being to help at least 5 Russian universities find a place
among the 100 best universities in the world, according to the 3 author-
itative world ratings: Quacquarelli Symonds, Times Higher Education,
and Academic Ranking of World Universities.
To evaluate the reaction of theRussian academic society to the process of

globalization of Russian higher education within the framework of Project
5-100, a content analysis of speeches provided by experts in mass media
and social media was made for the period 2015–2018. Expert opinion is
divided into two groups.Official representatives of universitymanagement
structures are more inclined to evaluate Project 5-100 positively.
The Deputy First Vice-rector of Tomsk Polytechnic University, Andrei

Lider believes that the project has allowed the achievement of a new level
of strategic planning of university activities, focusing on attaining specific
results and indicators over certain time periods. Orientation toward the
best global examples of scientific and education activity, new opportuni-
ties for students and university staff to study and train in world-leading
scientific and education centers, and the possibility of inviting leading
foreign and Russian-speaking scientists to Tomsk Polytechnic University
for joint programs all allow movement away from “provincialism.” This
particular university became attractive to young talent from all over the
region of Siberia and nearby foreign countries, recently weakening the
centripetal tendencies of Russian higher education (Project 5-100 2017).

Grigory Yudin, senior researcher at the Laboratory of Economic and
Sociological Research at the Higher School of Economics (HSE) is confi-
dent that much has been done in the framework of this program in order
to increase researchers’ publication activities in a number of disciplines.
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Project 5-100 allocates funds according to indicators on the road map
of the project: all universities were divided into three groups accordingly.
The financing of universities depends on their place in a particular group.
As the Deputy Prime Minister Olga Golodets said, for the first group
financing was about 780 million rubles per year, for the second group,
480 million rubles, and for the third group, 100 million rubles. In total,
she said the project planned to spend 10 billion rubles annually. Perhaps
the positive evaluation of the project might be explained by this financial
dependence.

However, the Nobel laureate, the academician of the Russian Academy
of Sciences, Zhores Alferov believes that “we should judge not by ratings,
not by formal things, but by real achievements that change our economy
and the education system” (Alferov 2016).
The journalist Alexei Polovnikov agrees: “The project ‘5-100’ makes

nothing to the development of the education system of Russia, including
higher education. It does not determine the level of development of the
education system. The level of development of the education system is
determined, first of all, by the approved programs, by the level of teaching
personnel, by the competent and qualified alumni being in demand in
real production and in real sectors of the economy. Not by the inflated
(false) ratings” (Polovnikov 2017).
In the opinion of Yuri Smyslov, Deputy Director of the Center for Eco-

nomic Development and Certification: “Joining the international univer-
sities ratings system is not an ultimate goal, but an intermediate goal. If
you ask any employer, you will get a completely different rating with other
evaluation criteria than an international rating system has. The employer
does not care howmany scientific publications a year university professors
have. Companies need qualified and bright-minded alumni with neces-
sary knowledge and skills, rather than diplomas of prestigious universities.
In a word, it would be good for the Ministry of Education to take care of
the competitiveness of universities in the domestic economy, and then to
forge into international ones” (Smyslov 2016).

Ambiguity in the evaluation of the project by government representa-
tives manifested itself most clearly after the report of the Accounts Cham-
ber of the Russian Federation in January 2016. The audit of the Chamber
of Accounts showed that, despite substantial federal support (more than
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30 billion rubles in total), none of the universities, being financed in
2013–2015, was able to get a placing in the top 100 world leading univer-
sities. In the opinion of the Accounting Chamber, universities included in
the project spent almost 60% of received funds on salaries. The Account-
ing Chamber emphasized, “At the same time, salaries for foreign scientists
are several times higher than for Russian scientists. For example, in 2014 in
Tomsk Polytechnic University foreign scientists received 380.4 thousand
rubles a month, and Russian—only 98.8 thousand rubles” (TV2 2016).
In addition to this, Project 5-100 caused social tension amongprofessors

and teachers. So, in January 2015 Tyumen State University teachers put
together a petition expressing their concerns:

1. The existence of two types of higher education programs—“elite” and
“ordinary”—leads to discrimination in the education process.

2. Labor relations at the university in addition to the Labor Code of
the Russian Federation will be further regulated by a system of so-
called “effective contracts,” which demonstrates the ultimatum nature
of scientific publications. The most valuable researchers are those who
are published in foreign journals, indexed by the international rating
network systems, such as Web of Science and Scopus.

3. Graduates of Tyumen State University will not be allowed to work as
university personnel according to the principles of Project 5-100. The
latter breaks the Russian academic tradition of the most influential
scientific schools.

4. Reformation of the university management system, based on a system
of open international competition, makes it possible for a foreigner to
be nominated for the rector of Tyumen State University. This reform
contradicts basic principles and thereby cannot guarantee the country’s
national security.

Moreover, the need to teach most university courses in English is an issue
that lacks clarity for many scientists and university professors. A transition
to English may lead to the loss of Russian mentality among students
and contradicts the National Security Strategy of the Russian Federation,
which states that there is great need to “increase the attractiveness of
learning the Russian language throughout the world” (Torez 2016).
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The problem of state security was raised by Olga Chetverikova, teacher
at the Moscow State Institute of International Relations (University):
“Why does Project ‘5-100’ encourage the publication of graduate sci-
entific papers in English?” Many leading universities—mainly technical
ones, including personnel from the defense industry of Russia—invite
foreign teachers and foreign students for joint programs, thus moving
toward an international standard, thereby integrating into the global mar-
ket of education. Olga Chetverikova states that by 2020, “at least 10% of
the university teachers and 15% of the students included in these joint
programs will be citizens of foreign states” (Chetverikova 2016).

Universities abroad are more experienced in taking part in the global
rating systems that started in 2002. This experience allowed Western
researchers to identify certain trends that influenced global ratings for
national higher education systems (Hazelkorn 2014; Kehm 2014; Rauh-
vargers 2014; Marginson 2014; Münch and Schäfer 2014; Locke 2014;
Erkkila 2013):

1. The pursuit of reputation and world rating status changes the political
and social environment of higher education both at global and national
levels.

2. The ratings carry out the transformation of “quality to quantity” and
promote marketing competition between higher education institutions
(HEIs).

3. Problems of vertical higher education stratification compel the search
for horizontal variants of stratification.

4. Universities use all possibilities to be succeed in gaining global rankings.
This may involve using deceptive tricks or intrigues.

In short, it is possible to argue that in Russia the search for classification
at the international level has affected the functioning and structure of
universities. In this sense, globalized education has resulted in an invitation
to foreign teachers, with the development of skills being based on the
demands of the market. Thus, Russian universities seem to have denied
themselves of local characteristics with little resistance from within.
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Higher Education in Chile

The research in this chapter is focused on higher education and its main
objective is to identify the areas of social tension that arise from the col-
lision between the process of globalization of higher education and the
specificities of national education systems.
To approach the Chilean case, we follow a trajectory that begins with

the study of universities, the institutions that represent higher education.
Inspired by the classic work of Derrida,The UniversityWithout Condition,
we consider the locus where the zone of social tension occurs. Next, we con-
sider the phenomenonof globalization and its linkwith neo-liberal policies
applied to education. Analysis is focused on the competence model as an
expression of the technical–instrumental rationality in education, con-
sidering two of its fundamental axes: standardization and measurement,
instituted as a regime of truth (Foucault 1975). Finally, focus falls upon
an analysis of higher education in Chile.

University Without Condition

It is argued that the interaction between global and local systems gener-
ates social tension in higher education.The scenario of higher education is
clouded by the vortex that neo-liberal order imposes on social life; there-
fore, it seems appropriate to observe its permanence and transformation.

Derrida (2001) points out that universities must be without
condition—this means an unwavering commitment to search for truth
from an unconditional freedom that is a critical resistance to the powers
of dogmatic and unjust appropriation. Principle that establishes the limits
of what is professed in the university: the teaching of knowledge, knowl-
edge without condition that expresses the faith in the university and in
theHumanities. In line with these reflections, Boaventura de Sousa Santos
(1998) presents his idea of universities and the university of ideas. Uni-
versities, he points out, face a difficult situation given the requirements of
society and the state; from the multiplicity of its functions arise a series
of contradictions that generate three major crises: of hegemony, of legiti-
macy, and of institutionalism. The first refers to contradictions that exist
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in the traditional functions of universities, e.g., among the recipients and
the type of knowledge to which their pursuits must be focused—on hard
work or on the elites? The second refers to the contradiction between
specialized and standardized knowledge and the sociopolitical demands
of democratization and equal opportunities; and, the third, to the con-
tradiction between the struggle for autonomy in the definition of values
and institutional objectives and subjection to the criteria of efficiency
and productivity, of origin and business nature (Santos 1998). The latter
is the crisis that monopolized reformist pursuits at the beginning of the
twenty-first century, characterized by twomain processes: the reduction of
state investment in public universities and the commercial globalization of
universities. With regard to this neo-liberal globalization, which is based
on the systematic destruction of national projects, an alternative, solidary
and cooperative, anti-hegemonic globalization, based on universities as a
public good is proposed, as a political project involving social forces, the
university itself, the national state in an option for the globalization of
the university and the individual or collectively organized citizens, social
groups, unions, among others, and the national capital. All this, within
the conviction that the state must encourage public universities and not
be concerned with promoting private universities (Santos 2007).

Hegemonic Globalization and Alternative
Globalization

Contradictions, crises, and tensions constitute devices to unveil neo-liberal
globalization and think about the utopia of alternative globalization that
inspires Santos (idem.). They also help with the task of identifying areas
of social tension arising from the collision between the process of glob-
alization of higher education and the specificities of national education
systems—which represents the purpose of this research.

In his work Imagined Globalization, García Canclini (1999) proposed
to describe the cultural changes of globalization, one such change being
the opposition between global and local. His intent was to explore the
alternatives to managing change. Considering the error in the term global-
ization, the author addresses the paradoxes that his presence arouses, that
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oscillate between a technological optimism and a cultural pessimism—
mercantile expansion, relocation, loss of prestige and power of the classic
political–social characters. In the second half of the twentieth century,
economic, financial, communication, and migratory processes accentu-
ated the interdependence between vast sectors of societies, generating new
flows or structures of supranational interconnection. These are processes
of homogenization and, at the same time, fragmentation of the world,
that reorder differences and inequalities without suppressing them.

In this fashion, at the end of the twentieth century and the beginning
of the twenty-first century, the development of a neo-liberal globaliza-
tion process accentuated the social tensions linked to our research. These
fundamental keys hold:

1. Only a mechanism of prices operating in free markets, allows the
achievement of an optimal use of the means of production, leading
to the satisfaction of human desires.

2. The state is responsible for determining the legal regime that serves as
a framework for this.

3. Other social goals can be replaced by the economic objectives already
stated.

4. The state can and should allocate funds for the collective financing
of national defense, education, scientific research, and certain social
services. (Baudin 1953, in Guerrero 2009)

The consequence of such globalization is privatization and a reduction of
state activity. Note that the International Monetary Fund and the World
Bank have developed a privatizing crusade, e.g., through educational poli-
cies (Guerrero 2009).

Neo-liberal consumer societies promote a process of social disintegra-
tion, depoliticizing the loss of projects for which they fight—utopia as a
leitmotif. One of its effects is individuation: neo-liberal citizens retreat-
ing to their own private space. This expresses another of the paradoxes of
globalization: the proposal of global integration as part of totality and, in
turn, the social disintegration of old and new segments (Cádiz 2003).
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Architecture of the Competences Model:
A Neo-Liberal Logic

Some of the manifestations of this social order are incorporated into uni-
versity discourses and practices, in a process of neo-liberalization. In this
context, the competence model, and its technical–instrumental rational-
ity are studied. The study focuses on curricular policy, however, its under-
standing requires that we at least outline aspects of university management
policy.

How is neo-liberal logic articulated with the logic of the competency
model? In the context of globalization, the competency model impacts
higher education from the core of an educational institution, i.e., the
curriculum. The logic of the competency model is based on a process of
disciplining knowledge, within the normalizing function of which it is
possible to discover a progressive incorporation of neo-liberal discourses
and practices. The following outline of the competence model, focusing
analysis on the processes of standardization andmeasurement, allows us to
observe how this process of normalization configures a triad of disciplinary
orders in university knowledge: a logical–analytical order that configures
a worldview; a moral order that normalizes and imposes a regime of truth;
and, an order of power that imposes certain patterns of knowledge (Pop-
kewitz 1994).
The Bologna Process forms a system whose curriculum code, despite

presenting a mixed focus, is radicalized toward technical–instrumental
rationality. The new curricular architecture formulated by the Ministry
of Education of Chile, as part of the Program of Improvement of the
Quality and Equity of Higher Education (Mecesup2 2005–2010), and
implemented with the financial support of the World Bank, in tune with
the Bologna Process and the Tuning agreements, is evidence of this. Note
that in these 3 aspects: based on learning results and demonstration of
skills and in tune with the world, together with the definition and imple-
mentation of a system for the transfer of academic credits (Credit Transfer
System-Chile, compatible with European ECTS) it allows the mobility of
students and an advance towards the articulation of the different levels of
higher education (Mecesup2 2005–2010). What kind of architecture is
this?
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Product curriculum or curriculum focused on learning results; demon-
stration of competences, modularization of the curriculum; implementa-
tion of a System of Transferable Academic Credits, which is a part of its
manifestations. Note, the product curriculum or focused on the learning
results, whose technical rationality built on the measurement and on the
objective of behavior (expected learning), founded on scientia, configures
an instrumental perspective of means-end. One of its manifestations is the
modularization of the curriculum inspired by the technical perspective in
the engineering sciences that appears in the educational field, in profes-
sional training, in the mid-1990s. Regarding higher education, it appears
linked to the Bologna Process, “the modularization demands to contem-
plate the entire career as a process of creating precarious skills, which are
oriented towards a professional activity, the starting point is a list of skills,
any module to carry out a specific and exactly defined competition, whose
value is measured in terms of its contribution to the set of capabilities
that is presented, hence the learning experiences, methodically defined”
(Terhart 2006, pp. 289–290). For this, the Transferable Academic Credit
System defines credit as the measurement of time required to achieve the
expected learning in each curricular activity. Its implementation in Chile
must contain an innovation process: the competency model.
This curricular architecture is implemented with a management model,

based on accountability linked to the control and measurement of the
results of the newpublicmanagement and its orientation: to the client, pri-
vatization, the market and competition, the business-management focus,
management by objectives and results and the agency (Guerrero 2009).
This educational order, which measures and standardizes at all costs,

corresponds to a policy of globalization which represents the process of
production and reproduction of neo-liberal politics (Bourdieu 2002).

Higher Education in Chile: The Vicissitude
as a Permanent Phenomenon

Here we consider higher education in Chile, where the universities goes
through a series of vicissitudes as a permanent phenomenon. Here we
consider which adverse phenomena will prevail at the behest of the
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neo-liberal order and its instrumental rationality, introduced by the objec-
tives model in the education reform of 1965, and financed, in part, by the
United States and its Alliance for Progress.
The study of Chile requires attention to be given to the consequences

of its colonial condition, a result of the colonial expansion of Spain and
its policy of domination that decimated the indigenous population. This
process that has marked the destiny of Chile, as a kind of wake or per-
haps an historical stigma, that has impacted irremediably on educational
policies (Oliva 2008).
The 1980Constitution enshrined the idea of subsidiarity, the axis of the

great neo-liberal reform driven by the Chilean civic–military dictatorship
(Nef 1999). The principle of subsidiarity argues that no higher society
can arrogate to itself the field that to its own specific purpose can satisfy
minor entities, especially the family, nor can it invade what is proper and
intimate of each human conscience (CPRCH 1980. Chile). Under the
subsidiary role of the state and the civil–military dictatorship, the reformof
higher education in 1980 occured where higher education policies moved
from state control to trusting in the market (Salazar and Leihy 2013). Its
manifestations included:

• An opening of higher education to themarket, based on the principle of
freedom of education–understood as a freedom to create and maintain
educational institutions.

• Diversification of higher education through the establishment of three
institutional levels: (1) universities that could exclusively award univer-
sity degrees; (2) professional institutes for professions not exclusively
associated with a university; and (3) technical training centers to train
technicians to a high level.

• The establishment of non-profit private universities allowed the opening
up of the higher education system to competitive demands. The entry
of natural and legal persons into the higher education market being
facilitated by a system of minimum requirements, creating institutions
of higher education and non-university higher education.

• Division of the two state universities—the University of Chile and the
State Technical University—thereby forcing them to part with their
regional headquarters.
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• Creation of competitive financing instruments to encourage
improvement of quality and the capture of resources in the market
(BCN).

This is the normative context since the reform of 1980, which is driven
and motivated by a policy of globalization in which the model of compe-
tence is higher education in its dimensions: regulations, management and
curriculum, in summary, throughout the educational institution.

Higher Education in Brazil

It was in the 1990s that policies promoted by international capital bodies,
notably the United Nations Educational, Scientific and Cultural Organi-
zation (UNESCO), the World Bank Group (WB),1 and the World Trade
Organization (WTO), strongly influenced the implementation of Brazil-
ian higher education programs, projects, and actions.
This literature review intends to demonstrate the influence on asymmet-

ric relations between countries, often under the pretext of interculturality.
Sometimes these influences are related to financial and developmental
aspects, as well as the provision of loans to peripheral countries, but above
all to the economic, cultural, and political control exercised with the cred-
itor countries by the exigency of compliance with contingencies, disguised
by technical guidelines of some international organizations. These condi-
tions express the interference of these organisms in the macroeconomic
policies of the sectoral policies of the debtor countries.2

1The World Bank Group comprises the International Bank for Reconstruction and Development
(IBRD), the International Finance Corporation (IFC), the Multilateral Investment Guarantee
Agency (MIGA), the International Development Association (IDA), the ICSID for International
Dispute Resolution and, more recently, coming under the Bank’s coordination, the WEF (World
Environment Fund).
2Contingencies include the process by which financial loans granted by international organizations
are conditional on the implementation of reforms in macroeconomic policy and sectoral policies in
light of the corporate capital project. See Leher (1999).
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Thus, a literature review of higher education in Brazil is marked by its
relations with these international organizations,3 allowing an evaluation
that the expansion of access to this level of education occurred during
the 1990s and was triggered by the expansion of private space not only
in activities directly linked to economic production, but also in terms of
the social rights won as a consequence of the struggles of the working
class, which generated a deepening of the commodification of education.
This process is also expressed in higher education in terms of the discourse
of international organizations emphasizing that larger amounts of public
funds should go to higher education than basic education. In this regard,
such a policy should be reversed by guaranteeing funds for basic education
by diversifying sources of funding for higher education.
When the discourse of the international organizations of capital con-

siders the need to reduce public funds for education, especially higher
education, opening the possibility for other sources of funding of edu-
cational activity through private sectors, it is evident that, in order to
guarantee expansion in access to education, it is essential to strengthen
the expansion of private education. Contrary to this, the literature review
points highlights the democratization of access to higher education with
the strong participation of the private sector. The current number of stu-
dents enrolled in public HEIs is 1,990,078, while universities, university
centers, and private colleges total 8,058,623, according to data from the
Higher Education Census (BRASIL. MEC 2016).
These data reflect, in part, the role that privatization plays in the his-

tory of higher education in Brazil: (1) the expansion of private institu-
tions through the liberalization of educational services; (2) directing pub-
lic institutions to the private sphere through foundations under private
law, charging fees and tuition fees, cutting vacancies for workers in educa-
tion, and, among other things, cutting funding for infrastructure. In the
document La enseñanza superior. Las lecciones derivadas de la experiência,
published in 1994 by the World Bank, four strategies were presented for
the reform of higher education in Latin America, Asia, and the Caribbean.
The first provided for the diversification of HEIs under the assumption

3For an analysis of the WB’s performance in educational policies in Brazil in the 70s and 90s, see
Fonseca (1998), McNeely (1995), Leher (1999), and Gentili (2001), among others.
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of the development of public and private universities and non-university
institutions, including polytechnic courses, short courses, and distance
education through open universities via modern electronic means.
The diversification of the funding sources for public universities was the

second strategy, based on the following guidelines: (1) to mobilize more
private funds for higher education; (2) to provide support to qualified
students unable to pursue higher education due to insufficient family
income; and (3) to improve the allocation and utilization of fiscal resources
among and within institutions (World Bank 1994, p. 7).
To this end, theWorld Bank defends the need to collect registration fees

and tuition from students, to cut public funds for non-education activities
(housing and food), and to use private funds from the donations of com-
panies and alumni associations, that is through the development of short
courses, consultancies, and research agreements signed between univer-
sities and companies—such agreements being mediated by foundations
that are considered administratively more flexible structures.
The third strategy was to redefine the functions of the state: from exe-

cuting agency for higher education policy, to becoming an agent that facili-
tates the consolidation of a new political and legal framework, enabling the
implementation of the privatizing guidelines of education: “the types of
reforms discussed above are profound changes in the relationship between
government andpostsecondary education.They also imply, formost coun-
tries, a considerable expansion of the private sector at that level of educa-
tion” (World Bank 1994, p. 61).

Finally, the fourth strategy was the implementation of a policy of “qual-
ification” of higher education is conceived from the efficient service to the
private sectors: “The institutions in charge of the advanced programs of
education and research should be guided by representatives of the pro-
ductive sectors. The participation of private sector representatives on the
boards of public and private HEIs can help ensure the relevance of aca-
demic programs” (World Bank 1994, p. 79).
Thus, the growing process of privatization of higher education is under-

stood by the World Bank as the “democratization” of this level of edu-
cation, breaking this way with the logic of universal access to education.
Three publications seem to reflect the homogenizing nature of some of the
recommendations in works, such as Higher education—lessons derived
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from experience (UNESCO, 1995); Policy Document for Change and
Development in Higher Education, or the document resulting from the
World Conference on Higher Education in 1998, appeared to differ from
the World Bank-designed strategic guidelines. However, in these doc-
uments the recommendation to adapt countries and individuals—the
local—to a “rapidly changing world” (global) prevails in these documents.
The emphasis is on the conception of education in the precepts of the the-
ory of “human capital” (Schultz 1964) as a fundamental strategy to qualify
workers in the face of current reorganizations in the world of work and for
the consolidation of a cultural policy that both legitimizes and reproduces
the process of exploitation of capital in relation to labor.
The influence of this set of international recommendations, in the form

of interculturality, can be verified in the most recent legislation on edu-
cation in Brazil: the Law of Guidelines and Bases of National Education
(LDBEN 9394/96) provided for the possibility of using ICT resources
in one of the modes of education known as distance education (EAD).
However, according to the recommendations of international organiza-
tions, HEIs in Brazil could offer up to 20% of the total time of each
course recognized by the Ministry of Education in a semi-presential way,
that is, using ICT resources, duly regulated in the Ordinance MEC n.
4.059 / 2004. Although it is a recommendation, these indications are
consolidated as laws in Brazil.

Possible Conclusions

The fundamental purpose of this chapter has been to identify the areas
of social tension arising from the collision between the processes of glob-
alization of higher education and the specificities of national education
systems in Russia, Chile, and Brazil.

It was initially evident that the perception of global technologies, like
ICT, was that they would be complimentary to traditional modes of teach-
ing and would allow a fresh view of education–even at its higher levels—
for both students and teachers with different levels and dimensions of
knowledge. Such differences in appropriation of scientific knowledge vary
between local and global, but require a constant dialogue mediated by
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research and exchange of experiences with other students and teachers.
Undoubtedly, the role of teacher is strongly modified within the enviro-
ment of tension between local and global. The main teacher’s purpose is
to constitute the differential using resources both for the formulation and
dissemination of new knowledge that will promote changes at the local
level and interact with the global context. In this sense, one of the most
necessary social functions postulated by Postman (1994) would be ful-
filled. To avoidTechnopolis, the surrender of culture (local) to technology
(which tends to be part of the global culture), so that these, in the near
future, may play a role in training. They do not ignore, but rather show
evidence and implement actions to develop ICT resources as instruments
of both local and global interlocution.

Specifically in the case of Chile, there is an evidence of a macro-area of
tension that reaches the influenced university, in a direct or indirect way
through globalization.

• Regarding institutional matters, globalization is functional to the
change of guaranteed education by the State to its opening to the mar-
ket.Main tensions are: the segmentation in the universities by socioeco-
nomic levels of the students, the increase of the socioeconomic inequal-
ity, the indebtedness of students and families.

• Inmanagement, globalization is functional to the neo-management that
applies themanagerial-approach to educational systems. Esto tensiona a
los diferentes actores del sistema, por ejemplo, profesores y estudiantes,
que se ven exigidos frente a un sistema fundado en la ciencia y su
medición. This stresses the different actors of the system, for example,
professors and students, who are required in front of a system based on
science and its measurement.

• In the curriculum, the technical-instrumental rationality and its com-
petence model, linked to accreditation and the hegemonic role of mea-
surement, is also impacted by globalization.The discipline of university
knowledge in the triad: competences, modularization, SCT-Chile cred-
its, is an example of the technification of the University, which hinders
the possibilities that the university is the place to think.
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It is possible to assert that in Chile the University without condition, is
today an university, negatively, conditioned by the market. Faced with
this mercantile globalization, the challenge of alternative, solidarity and
cooperative globalization appears, a counter-hegemonic one, based on the
university as a provider for the public good and further as a political project
(Santos 2007).

So, the lack of sense of the local seems to be themain feature of the three
countries analyzed in this chapter. Despite these traces of resistance which
appeared very strong in Chile, the conditions of imposing a new order on
the structure and functioning of the universities seems to be a possible look
at the issue of tension that challenges educational practices at a higher level
in all three countries. In Russia, we find a set of practices of imposition
of the demands of international rankings and training for global market
competitions imposed from within the Russian parliament. In Brazil, by
various means such as the introduction of distance methodologies and the
use of ICT as a mode of light training and introduction to global culture,
they are part of a delicate moment of an institution that had not yet built
its local identity fully. On the issue of the dilemma that the imperatives of
global and local placed upon the three different higher education sectors,
one may draw upon the words of Sguissardi (2009, p. 12) who said, “…we
live in nights of darkness that await clear days”.
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Phenomenon with Regional

Differences—Perspectives of Young
Universities in Austria, Chile, and Peru
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Introduction

The term “internationalization” has been recognized for many decades,
but its rise in popularity in the higher education (HE) sector dates back to
the early 1980s. Developing a new definition that fits current global con-
texts must consider its application to many different countries, cultures,
and education systems. In her updated definition, Knight (2015) thus
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defines it as “the process of integrating an international, intercultural, or
global dimension into the purpose, functions or delivery of post-secondary
education” (p. 2).

International activity inHE is by nomeans a recent phenomenon. Edu-
cational institutions are, however, complex entities, which do not always
easily adapt and react to change. In this sense, a growingmovement toward
a global knowledge economy and higher demand for international expe-
rience has resulted in unprecedented internationalization efforts in HE.
Higher education institutions (HEIs) recognize the need to provide stu-
dents with the relevant skills to succeed in globally integrated economies,
culturally diverse societies, and multinational organizations (Harder
2010). Nonetheless, integrating a global dimension into the university
structure is not an easy task. Turbulence and transformation still appro-
priately characterize internationalization in HEIs (Knight 2000, 2015).

Inmost universities internationalization has moved from being a subor-
dinate issue, aside from the main business, to a central item on the agenda
of university management (Brandenburg and deWit 2015). This shift has
occurred as a consequence of moving from a formerly elitist to a more
democratic way of thinking, by placing the focus on transformation of
curricula instead of mobility in the first place. Outgoing and incoming
mobility is starting to be seen as an integral part of the curriculum to
ensure that everybody can benefit from internationalization as opposed to
the mobile minority of the early years (Salmi et al. 2015).

Different approaches toward the promotion and implementation of
internationalization are adopted. Minna Söderqvist (2002) has elaborated
a model describing the stages which HEIs pass on their way to truly inter-
nationalizing their offers. In this model, the awareness of the need to
internationalize, commitment to planning, and implementation of differ-
ent programs for enhancing the mobility of students constitute the first
stage. The second stage starts with the awareness of faculty to interna-
tionalize in order to pave the way for the internationalization of curric-
ula, based on faculty exchange and cross-border research. This goes hand
in hand with gradually introducing English as a medium of instruction
(EMI). The third stage is reached upon embracing an internationalization
strategy and forming strategic alliances. The final stage is reached when
educational products are commercialized (Söderqvist 2002).
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HEIs all over the world struggle in their attempts to properly define
their internationalization approach and to move through its stages.
Depending on age and experience, location, and networking with other
universities, the process of moving forward through internationalization
stages can be fast or slow. Most HEIs worldwide have moved beyond what
Söderqvist (2002) defined as the “Zero Stage,” catering for international-
ization as a marginal activity. Leading universities, however, have already
arrived at stage four and started to commercialize education to an extent
which carries the potential of “creating severe problems for academic
institutions and systems in smaller or poorer nations” (Altbach 2015).

Even though evidence shows the importance of internationalization for
HEIs, the different approaches and stages of this relevant phenomenon
has seldom been analyzed and compared among young universities and in
regional contexts in Europe and Latin America. This contribution aims to
analyze the internationalization efforts of three comparable, youngHEIs in
Austria, Chile, and Peru and to compare the approaches they use, referring
to the model proposed by Söderqvist (2002), using qualitative interviews
as the main data source.

A short overview of the European and Latin American education sys-
tems and some specific characteristics of HEIs in Austria, Chile, and Peru
(section “Higher Education Systems in Europe and Latin America”) will
be followed with descriptions of the methodology and methods used to
gather data and analyze findings (section “Methodology and Methods”).
The results are presented per university (section “Results”), followed by
a discussion and conclusion (sections “Discussion” and “Conclusions”,
respectively), where universities are classified under the Söderqvist (2002)
model and research questions answered.

Higher Education Systems in Europe
and Latin America

In Europe, major transformations inHE took place during the first decade
of the twenty-first century and resulted mainly from the Bologna Dec-
laration. The main goal was to establish a European HE paradigm that
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allowed an increase in international competitiveness, attractiveness, and
similarity among national HE systems (European Commission 2015a).
The agreement signed in 1999 by HE ministers from 29 European

countries created a European Higher Education Area (EHEA) and ini-
tiated a cooperation process that has radically changed HE (Bologna
Process). Reforms have affected countries within and beyond Europe,
and the number of official signatory countries has risen to 48 to date
(Salmi et al. 2015; European Commission 2015b; EHEA 2018). Sig-
natory countries have implemented reforms on the basis of common
key values, such as freedom of expression, autonomy for institutions,
independent students’ unions, academic freedom, and free movement
of students and staff. Countries, institutions, and stakeholders of the
EHEA continuously adapt their HE systems to assure more compatibility
and to strengthen quality assurance mechanisms. Increased compatibility
between education systems makes it easier for students and job seekers to
move within Europe and render European HEIs and colleges more com-
petitive and attractive to the rest of the world (European Commission
2015b).
The European Credit Transfer and Accumulation System (ECTS) has

become a key tool within the EHEA to increase transparency, compara-
bility, and quality of degree programs and course syllabi. ECTS has been
adopted as the national credit system in most countries of the EHEA. In
other regions of the world, it is increasingly used with underlying local
credit systems, based on comparable criteria, playing an important role
in the growing global dimension of education and encouraging the shift
from a teacher-centered to student-centered learning approach (European
Commission 2015a).
Differences between academically and professionally-oriented institu-

tions are still formally present, but—partly due to the Bologna Process—
such differences are shrinking or have discontinued to jointly exist. This
means that while there might be a (formal) distinction between institu-
tions, there are no differences between the degrees awarded in many cases
(European Commission 2015b). In this sense, HEIs differ in their selec-
tivity, curriculum, administration, cost, academic versus practical orienta-
tion, and prestige. For example, they distinguish themselves by means of a
vocational and professional focus in undergraduate teaching for bachelor
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or associate degrees (including master’s degrees but not Ph.D.’s). Another
distinction lies in the local or national scope of graduate employability,
which determines what students are trained for and the research efforts
undertaken. These institutions are generally characterized as younger and
more entrepreneurial in comparison with research-oriented universities
(Yemini et al. 2014).
The type and number of HEIs also vary among EHEA countries. They

might be academically or professionally oriented; public or private; or have
other distinctions applied in a country context.The number ofHEIs varies
considerably across the EHEA countries with between 11 (Montenegro)
and 900 (Russia) institutions (European Commission 2015b).
The past decades have been marked by great change and growth for HE

in the Latin American region, where the late 1980s can be identified as the
period when this transformation process began to gather momentum. By
2013, more than 24 million students were pursuing some form of tertiary
education in the region, a striking increase from about 10 million in the
year 2000 (Brunner and Villalobos 2014). Although access to HE largely
increased in the last decade in Latin America (LA), unfortunately it is still
relatively low and unequally distributed in terms of socioeconomic groups
and countries. There are substantial differences across HEIs and systems
among countries in the region. Moreover, the financial sustainability of
HE systems is becoming a concern in the face of increasing international
competition and rising costs (UNESCO 2013; OECD 2015; Brunner
and Miranda 2016). The expansion of enrollment rates has been associ-
ated with a considerable enlargement of private supply, and the increased
demand for HE in LA has been mainly absorbed by private universities
that have grown at a faster pace than public ones. The LA region has the
highest percentage (48.6%) of private enrollment worldwide, well above
that of OECD countries (30%) (OECD 2015; Brunner and Miranda
2016).
When considering the homogeneity of HE systems among LA coun-

tries, some initiatives can be found with the aim of creating a common
HE area, however, no solid agreement has been sought or signed by the
ministries responsible for HE from all countries in the region. No general
and uniformly applied academic credit system has yet been put to use to
replace or unify existing diverse practices that have different levels of depth
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and scope. In this sense, the Latin American Reference Credit (CLAR),
was developed under a project supported by the European Commission
which geared toward the establishment of a common credit system for
HE in LA. It was created to display the relative complexity of different
curricular components to facilitate the assessment and comparability of
learning results within different contexts of qualifications, degree pro-
grams, and learning environments (Tuning Latin America Project 2013).
Despite the fact that no common academic credit system has yet been
applied uniformly in the region, several universities and nations in Latin
America are known to have already strengthened their efforts to validate
local credit systems in alignment with ECTS criteria. This opens the path
for internationalization and interchangewithEHEAuniversities and other
universities worldwide.
The UNESCO International Institute for Higher Education in Latin

America and the Caribbean (IESALC) is one such institution devoted to
the promotion of HE in the region. In the declaration of the Regional
Conference of IESALC in 2008 it was indicated that “Latin American
and Caribbean academic integration is an urgent task,” and “that it is
necessary to create the future of the continent” (Conferencia Regional de
Educación Superior de América Latina y el Caribe 2008, p. 24). Since
then, the main actors and representatives of HEIs in Latin America and
the Caribbean (LAC)made commitments to foster regional integration—
a platform for the mobilization and articulation of academic cooperation
in the LAC region was created (Espacio de Encuentro Latinoamericano y
CaribeñodeEducaciónSuperior, ENLACES).AtCRES2018,ENLACES
was duly instituted, representing a real opportunity to put forward an
agenda of concrete action to build a common space for HE and promote
the integration of LAC (Conferencia Regional de Educación Superior de
América Latina y el Caribe 2018).

Higher Education in Austria

In 2006, the Austrian university system adopted the European three-tier
system of degrees according to the Bologna Process. The old two-tier sys-
tem still exists in some subject areas and universities. The oldest university
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in Austria was founded in 1365 (Universität Wien) and is the oldest uni-
versity in the German-speaking world (BMWFW 2016; OeAD 2017).

According to the Federal Ministry of Science, Research and Econ-
omy (2016), the current Austrian university system comprises three types
of HEIs: universities (traditional), universities of applied sciences (Fach-
hochschule/FH), and university colleges of teacher education (Pädagogis-
che Hochschule). The total number of students enrolled in tertiary educa-
tion, including all university types in 2016/2017 in Austria was 383,517
(Statistik Austria 2018).
Based on the Bologna Declaration, the traditional research universities

offer programs in the form of diploma studies, bachelor’s degree programs,
master’s degree programs, and doctoral and Ph.D. programs. Austria has
13 public universities, 6 universities of arts, 3 medical universities, and
12 private universities with “traditional university” status. Universities of
applied sciences (UAS) provide scientifically based vocational education
and training with a strong occupational focus. Based on the Bologna
Declaration, UAS offer bachelor’s degree and master’s degree programs.
There are 21 UAS in Austria. University colleges of teacher education are
legal entities under public law with restricted autonomy. They offer and
provide teacher education as part of initial teacher training: bachelor’s and
master’s degree programs to obtain teaching credentials for the primary
sector, as well as bachelor’s andmaster’s degree programs to obtain teaching
credentials for the secondary sector. Nowadays, there are 14 HEIs of this
type in the country (BMWFW 2016; OeAD 2017).

Higher Education in Chile

TheChilean tertiary education systemdisplays a diverse and complex insti-
tutional infrastructure. There are the so-called “traditional” universities,
all created prior to 1980, including 2 public universities and 6 private uni-
versities with partial public funding. In the reform of 1980, the 2 public
universities were dismantled into 11 regional universities, 2 pedagogical
universities, and a single technological university.The 6 traditional private
universities maintained their original character, except for the Pontificia
Universidad Católica de Chile, which underwent a split giving rise to 3
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new Catholic universities. The original 8 universities gave way to 16 state
universities and 9 private universities. All these universities are part of
the so-called Council of Rectors of Chilean Universities (CRUCH). The
same reform also established the possibility of creating new private uni-
versities and two new types of non-university HEIs, also of private nature:
professional institutes and technical training centers. Since the reform,
the dynamism of university sectors, professional institutes, and technical
training centers has been very relevant (Brunner and Miranda 2016).

During the last decades, 54 private universities, 90 professional insti-
tutes, and about 270 technical training centers have been created. These
institutions do not receive direct public financing. The system currently
has 157 institutions in total: 25 universities belonging to CRUCH, 35
private universities, 43 professional institutes, and 54 technical training
centers. Chile has experienced a strong growth in student participation at
all levels of its education system. Since the recovery of democracy in 1990,
the system has quadrupled in size. By 2015, the total number of students
in the system reached 1,232,791.TheChilean educational sector has prac-
tically acquired the characteristics of a universal access system. Between
2010 and 2015, undergraduate enrollment increased from 938,338 to
1,165,654 students (Zapata and Tejeda 2016).

Higher Education in Peru

Recent years have seen the reform of HE in Peru, marked by a central
concern about quality. Complaints about the poor quality of private insti-
tutions generated an early intervention process, particularly in higher ped-
agogical institutes. The new university law not only sets quality standards
but also reorganizes the previous system of quality assurance by extin-
guishing its specialized bodies. The architecture of the new model (DS
No. 016-2015-ED, 2015) has four pillars to its quality assurance system:
(1) reliable and timely information; (2) promotion to improve perfor-
mance; (3) accreditation for continuous improvement; and (4) licensing
according to compliance with basic conditions. Implementation is the
responsibility of all the actors involved in the Peruvian university system.
These guidelines govern the entire HE system (Ganoza and Franco 2016).
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According to data from SUNEDUandMINEDU, the number ofHEIs
decreased over a 6-year period from 1237 institutions in 2010 to 1119
in 2015. This decrease was not homogeneous or constant but occurred
during 3 specific years, namely 2011, 2012, and 2015, being linked to
the instability of non-university HEIs. The creation of public universities
has seemingly come to a halt. Between 2011 and 2015, the number of
public universities remained stable at 51 institutions, while the number
of private universities increased by 15%—from 76 in 2010 to 91 in 2015
(Ganoza and Franco 2016; SUNEDU 2017; MINEDU 2018).

Methodology and Methods

The research questions this contribution aims to answer are:

1. Can the Söderqvist (2002) model be applied to the HEIs analyzed?
2. Based on these results, can indications be derived about how to continue

the internationalization process in these HEIs?

Secondary data analysis and a review of state-of-the-art literature was
used to ground the methodological framework of this chapter. Quali-
tative research, based on an exploratory design, was undertaken for the
empirical part of the study for a more holistic outlook with regard to
the internationalization phenomenon in three regional HE contexts: Aus-
tria, Chile, and Peru. In-depth interviews with experts (international office
staff,managers, heads of degree programs/departments/institutes, research
and development staff, directors) were undertaken. Content analysis was
carried out following the methodology of Mayring (2015) for systematic
qualitative data summary and categorization. Homogeneity and hetero-
geneity among the different HEIs regarding internationalization compo-
nents have been observed anddiscussed under the framework of Söderqvist
(2002, p. 205).
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Data Collection

In this study, 30 face-to-face interviews were conducted by previously
trained interviewers between September and December 2017 at three
(public-)private HEIs in Austria, Chile, and Peru. The universities
included in the survey are considered young universities , founded only 30
years ago (at date of study). In terms of number of students, enrollments
were below 8000. All three institutions deliver bachelor’s and master’s
degrees, but not Ph.D.’s.

Analysis of the results was completed in January 2018 andMarch 2018
in Graz (AT). The questionnaire was semi-structured using a predefined
interview guideline but allowing for open answers. Audio recordings were
made of all the interviews by previous agreement with the interviewees.
For each of the questions the expected scope of the answer was described in
notes. If the first answer the interviewee provided did not encompass the
full extent expected, more detailed questions, following guidelines, were
addressed.The interviews were done in Spanish or in English according to
the preference of the interviewee, and took between 20 and 40 minutes,
on average. Table 4.1 provides the questions used to interview the experts.

Content Analysis Process

The complete audio of each interview was transcribed in full. The qual-
itative methodology to summarize the content of the texts derived from
the transcriptions followed Mayring’s (2015) systematic approach. The
core idea of theMayring (2015) procedure is to preserve the advantages of
quantitative content analysis as developed within communication science
and to transfer and further develop them into qualitative–interpretative
steps. Qualitative content analysis within this framework is defined “as
an approach of empirical, methodologically controlled analysis of texts
within their context of communication, following content analytical rules
and step by step models, without rash quantification” (Mayring 2000,
p. 2) (Fig. 4.1).
The following steps were taken during analysis of the transcribed texts:
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Table 4.1 Semi-structured questionnaire for interviewing experts

1. Internationalization of universities is a complex matter. Could you please
explain what the term internationalization means for you?

2. Internationalization of higher education institutions requires working
international networks. Most often these networks exist between individual
researchers and their international colleagues. To make them accessible for
the academic community it is necessary to provide support for the
development of formal partnerships. Which kind of international
partnerships are supported by your university and how?

3. The internationalization of the student body can be done in two distinct
ways: The recruitment of international students (incoming students) and the
sending of students to international universities (outgoing students). How
does your university try to recruit international (exchange) students?

4. How does your university try to support the internationalization of national
students?

5. Internationally active universities have internationally active staff. The
internationalization of staff involves two pillars, the support of individual
activities and centralized offers. How does your university try to support
individual activities for staff?

6. Which centralized services does your university provide for
internationalization?

7. An internationally active university needs internationally experienced staff.
How does your university attract internationally experienced staff?

8. Degree programs need to be adapted to fit the requirement of
internationalization. How does your university make sure that degree
programs are fit for an international audience?

Source Author’s contribution

1. Each of the statements given by the interviewees was paraphrased1 in
clear sentences.

2. The paraphrases were assigned to specific predefined categories, which
had been developed deductively from research questions, establishing
coding rules (Table 4.2).

3. Reductions from all interviews were collected for each predefined cate-
gory.Table 4.3 provides an example of the categorization of a paraphrase
as well as providing its reduction form.

4. For each category and country the reductions were generalized leading
to a paragraph summary of all answers from one country (university)

1Translations from Spanish to English were at the paraphrased level, meaning that Spanish para-
phrases were translated to English before being categorized and reduced.
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Table 4.2 Steps of deductive category application

No. Category Anchor example
Definition and coding
rule

1 Definitions of
internationalization

“Internationalization
has a lot to do with
globalization, the
possibility to
exchange
experiences and
knowledge between
large numbers (of)
universities.
Universities tend
more and more to
have these
internationalization
programs, because
they are beneficial
both for us (and)
other countries or
universities”

Includes definitions of
what the term
internationalization
means but does not
include single
elements or lists of
elements of
internationalization
(C2) or its
advantages and
disadvantages (C3),
(C4)

Source Author’s contribution

Table 4.3 Example of a reduction of a paraphrase for content analysis

University Interview Paraphrase Category Reduction

A 10 Advantages are
that the
outgoings get
to know
another
destination for
e.g., one week,
to also
experience
new ways of
thinking

Advantages of
international-
ization

Experience new
ways of
thinking

Source Author’s contribution
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Fig. 4.1 Steps of deductive category application (Adapted from Mayring 2000,
p. 5)

per category. These statements formed the main body of the content
analysis.
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Results

Data resulting from the content analysis are presented separated by uni-
versity. First, an overview of the internationalization aspects from each
HEI is presented; then the results related to student exchange, staff, and
internationalization services are outlined.

University A (Austria)

Internationalization is seen as a beneficial process of globally active HEIs,
forming an integral part of the university. It provides the organizational
and administrative framework for actors and works on two levels: inter-
nationalization at home and international mobility. It includes online
and offline teaching exchanges. The main elements of the international-
ization process are (strategic) international partnerships enabling credit
mobility and internships of students and staff mobility; internationaliza-
tion at home draws on the idea of a diversity of campus life characterized
by a mix of national and international students and lecturers; interna-
tional R&D activities and online learning offerings including massive
open online courses (MOOCs).

Internationalization is an important cooperation process, which con-
nects institutions that have more in common than separates them. The
advantages of internationalization are that the actors are exposed to an
international environment, which allows them to experience new ways of
thinking and teaching, understand cultural similarities and differences,
and train their language skills. Besides intercultural differences, the main
stumbling blocks to internationalization are first and foremost admin-
istrative in nature, prompting the need to further establish centralized
offers. Further challenges include attracting experienced, international,
high-quality staff using funds available to universities, and the eventual
lack of full English language programs in some fields—significantly affect-
ing and slowing down the internationalization process.
The main issue in terms of adaptation of teaching in an international

environment is the availability and range of courses taught in English for
international students to choose from.The responsibility for this rests at all
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levels, including individual teachers, departments, and the university itself.
Courses designed specifically for incoming students are a good alternative,
however, these are rarely adopted due to cost. The possibility of going
abroad is anchored in most curricula (a suggested mobility window). A
mandatory semester abroad is often considered a viable option and is
realized in a few specialized programs. In support of these main activities,
several other adaptations have been made, specifically the provision of
additional offers andprograms like summer schools andMOOCs asmeans
to attract international attention. Teachers get support running these by
means of offers of didactic and/or language training.

Student Exchange

Many institutional partnerships exist, themain driver of which is the Eras-
mus Programme of the European Union. Additionally, many partnerships
are acquired through personal networks or international R&D projects,
which are again often funded by the EU. Both university and company
partnerships (for internships) are based on learning agreements.

Incoming students are mostly acquired through word of mouth, once
exchange has been established using partnership networks. Additional
channels are through educational fairs, the university’s English website,
and social media. Sometimes summer schools are offered. An adequate
English language teaching offer is considered a prerequisite. The uni-
versity’s central, beautiful, and safe region within the heart of Europe is
considered a bonus to attract international students.

Going abroad is considered “the normal thing.” Students are intrinsi-
cally motivated and receive information from professors. Teaching staff
from other countries represent another motivational factor. All students
are supported when going abroad, mandatory internships and exchange
semesters make going abroad a necessity in some specialized degree pro-
grams. “Study abroad” fairs and informal events support the acquisition
of international students. Students and staff receive valuable support in
most of these activities both from the international office as well as from
the international officers for each degree program.
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Staff

Even though attracting very experienced (and expensive), non-German
speaking staff is considered perpetually difficult, international staff are
commonly, and already successfully, included/integrated into the (adjunct)
faculty body at the university. One of the main drivers for acquiring inter-
national and company teaching support is the Erasmus Programme, a
second being through personal networking between professors at confer-
ences and meetings. Staff are acquired using open job offers, which are
internationally accessible. International participation in such calls for staff
is common.

Most staff mobility is based on the Erasmus Programme (for teaching or
staff exchange), considered to be very important by the interviewees, many
of whom have prior experience having benefited from Erasmus schemes as
students. Erasmus staff exchange is professionally supported by the univer-
sity’s international office and attracts many participants. Another option
for staff comes from EU projects, which often include mobility funding
and lead to follow-up activities. Furthermore, paid trips to international
conferences and staff weeks have been implemented and are considered
important. Finally, specialized exchange programs for students often lead
to teacher mobility.

Currently, commonpublicationswith international partners represent a
hot topic and seem to be an upcoming trend at the university. Numerous
educational projects supported by the EU, as well as student projects
connected to specific courses, trigger international R&D activities. The
differences in teaching and learning and the internationalization of HE
have been mentioned as research topics.

Services

Services offered to the staff include counseling services and administrative
support for going abroad. German, English, and other language courses
are also provided. A request for additional services (especially translations
for publications and advanced IT infrastructure) has been raised.
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Services offered to students include administrative support, interna-
tional coordinators in degree programs, buddy and tandem programs,
and social events. Language courses are offered as well, mainly German
courses. Intercultural courses are offered for those students aiming to go
abroad.

University B (Chile)

Internationalization is a bi-directional process, starting with an openness
to other cultures and experiences in an academic context. This creates
international visibility and connects the university with other HEIs for the
exchange of students, people, and content. This reaches beyond student
mobility, creating an international experience and a global vision, espe-
cially by including international content in lectures and classes and thus
professionally fostering international impact. Internationalization has a
focus on teaching and learning, encompassing student mobility, based on
a bi-directional agreement–based process. Mobility is covered by the Lau-
reate network or inter-institutional agreements. Successful partner com-
munication is a precondition. Beyond student mobility, further elements
encompass people (mostly by inviting guest lecturers), content (by adapt-
ing the content of courses to the international environment), and R&D
(by participating in international collaborative projects). Diverse activities
sponsored by the international club are the backbone of internationaliza-
tion at home, that are considered to be very important.
The advantages of internationalization are clearly seen in terms

of acquiring up-to-date information for teaching. Learning from and
exchanging with partner organizations represents a significant advantage
and internationalization is a strong contributor to the content and quality
of courses. Generally, the university has positive experiences of this. Com-
munication with international partners is generally good and understood
to be crucial for its regional impact.

Generally student exchange is working well, but there is an imbal-
ance between incoming students outnumbering outgoing students. The
student body comes from diverse social backgrounds, sometimes limit-
ing the possibility of travel. The number of international scholarships is
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limited. There is no visible strategy and little support from the university
for the internationalization of staff—internationalization is mostly dealt
with individually. No preparatory courses are provided, and only very
limited financial support, through sources of external funding, is offered.
Sometimes the language barrier between Spanish and English speaking
countries becomes an issue.

Student Exchange

Institutional partnerships are either based on participation in associations
(Laureate, Pacific Alliance, ALAIC, AUIP, AFIT, etc.) or agreements at
the university level (mainly with Peru, Mexico, Argentina, and Canada).
Institutional partnerships are coordinated by the international relations
office (IRO). A regional research center (CRIIS) has established links with
research teams at some international universities.

Incoming students are recruited from universities which do have a part-
ner agreement using existing networks (e.g., Laureate) to promote the pos-
sibility of studying in Chile. International fairs and agencies supporting
studying abroad are used to recruit students and/or to find new partner
institutions. Exchange is facilitated by English language courses, which
are offered in various disciplines. Chile is considered a very safe country
with high living standards, making exchange easy for incoming candi-
dates. Word of mouth is the most relevant distribution channel. The IRO
is responsible for recruiting incoming students.

Outgoing students are recruited by the international office, using infor-
mation sessions, seminars, and international fairs.Themajority of students
benefit from the Laureate Programme or existing bilateral agreements or
project-based opportunities. The example set by mobile lecturers is con-
sidered important. As students often do not have the resources to travel,
the university offers a loan program.

Staff

Currently, limited freedomof transit in working terms represents an obsta-
cle to mobility. Staff exchange is organized in terms of specific individual
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activities, which might encompass conference speaking, research activi-
ties, or agreements between universities, especially at the master’s degree
program level. This process is supported by participating in the Laureate
network. For most positions, there is no strategy for specifically looking
for international staff, even though most staff hired do have international
experience as part of their international networks. There are some specific
positions announced that require international experience. All positions
are open to international participation. Some international staff have been
hired and guest lecturers teach on a regular basis. The main information
channels for international staff come through word ofmouth and personal
contacts. The IRO acts as a service unit for incoming professors.

Outgoing staff mobility is either based on agreements for achieving
academic degrees in partner universities or for specific research activi-
ties. Funds for travel are decentralized and managed by faculties. Online
resources are used to complement travel. Attending conferences is finan-
cially supported by the university and international journal publications
are financially rewarded. Active participation in two ongoing, major EU-
funded research projects are seen as an opportunity to develop good prac-
tice and exchange knowledge. Activities range frommirror classes to inves-
tigations and common research.

Services

Staff services include courses for teacher training, use of the Laureate
network, and language courses (e.g., English or French). Seminars on
specific topics are developed and open to young researchers. Scholarships
are provided for acquiring academic titles at the graduate or postgraduate
level, with opportunities being presented, for example, through LATINZ
or Fullbright. The international office monitors all internationalization
activities and serves as a central service unit for all questions linked to
internationalization.
The international office also acts as a central service unit for all matters

concerning the internationalization of students. It provides administra-
tive support and support with day-to-day issues like housing or medi-
cal aid. It presents opportunities for exchange students and serves as an
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information hub. There is a student-led international club, supervised by
the IRO, that provides social and sports activities andmixes incoming and
national students. Spanish language courses are available and supported
by buddy and tandem programs.

University C (Peru)

Internationalization is a process understood to reach beyond the university
level and beyond regional constraints, even though there is a certain focus
on Spanish-speaking countries. It is a horizontal, complementary process,
that supports and involves the whole university. It is understood as being
essential to the visibility of the university. A global vision and mindset is
seen as beneficial, and open dialogue with other universities and institu-
tions is actively sought. Internationalization allows the university to learn
through the examples of its international partner institutions. Internation-
alization mainly encompasses the mobility of incoming and outgoing staff
and students. Staff mobility is often connected to staff acquiring degrees
from universities abroad. Internationalization at home relies mostly on
incoming students and incoming professors. International research net-
works are based on the personal networks of such professors, with a certain
priority given to Spanish-speaking countries. Currently, the focus of inter-
nationalization is on teaching, but internationalizing research is an already
defined priority for the near future.
The main advantage of internationalization is considered to be the

chance to learn from other universities. An international dimension in
terms of graduate profiles is seen as beneficial as is the opportunity to
present local cultures to students, something that is not fully implemented
or defined. Challenges or barriers to internationalization are mainly based
on a lack of formalized structures and procedures for internationalization.
Currently, work is primarily based on a reactive approach, that is, finding
and making the most of opportunities when they arise. Internationaliza-
tion is considered to be of limited importance at the management level,
having a lack of internationalization strategies in place. For example, con-
crete strategies for the acquisition of international students are missing.
Some main factors for promoting international exchange are incomplete
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and the curriculum is not fully adapted to deliver international require-
ments. There is no regular summer school to attract foreign students,
no courses on cultural theory, and only limited cultural programs. No
financial support is provided by the university to outgoing students and
international internships are not yet available. As most staff are not edu-
cated to Ph.D. level, international research-driven exchange is limited.

Student Exchange

Institutional partnerships are built on either an association basis (Pacific
Alliance, CRISCOS, Fullright, IEEE, Peruvian StateTeacher Exchange) or
on the basis of specific agreements with universities abroad (e.g., Murcia,
Hanoi, and Arizona). Agreements mostly aim at realizing studentmobility
or staff mobility. Staff mobility is often associated with the acquisition
of degrees abroad. IRO acts as a central service unit. The university is
involved in the INCHIPE project, which is considered very beneficial for
the development of internationalization.The university has no association
for the support of student or staff mobility.
While there is no elaborate plan for the acquisition of incoming stu-

dents, exchanges are successfully conductedwith a number of partner insti-
tutions in America and Europe.Once an agreement has been signed, direct
channels are used for promoting the university. Some support comes from
student associations and mobility associations (ONUCAL, CRISCOS,
and AISEEC). Some courses are taught in English and do have an inter-
national focus, but no full program or semester is offered in English.There
are more outgoing than incoming students. Students coming to the uni-
versity can participate in community programs for underdeveloped areas.

Some partial and full scholarships are offered using different funding
sources and are supported by associations, such as UDUAL, CRISCOS,
FIUC, and ODUCAL. Some bilateral agreements have also been signed.
More scholarships have been offered than used. Internships abroad are
realized using student organizations like IAESTE and AISEEC. Support
for these is delivered on an individual basis. Mobilities are evaluated and
a student satisfaction survey has been set up. Mobility is required by the
state and the number of students and their satisfaction levels are defined
as success indicators.
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Staff

The recruitment of incoming staff is based on the personal networks of
professors. These are utilized to set up research cooperation projects or
to organize and/or participate in conferences. Some international staff
work at the university, but the main focus is to recruit national professors
with some international experience and/or language skills. There is no
formalized strategy to attract international staff.

Outgoing staff are often teaching staff seeking degree-level educational
opportunities (e.g., master’s degrees, Ph.D. studies, or sabbaticals)—often
supported by the Pacific Alliance. There are (financial) incentives for
researchers who publish internationally or form research consortia, coor-
dinated by the research directorate. Support for teacher mobility is on a
case-by-case basis.

International R&D is based on a number of initiatives, like the
INCHIPE project, mostly within small local networks or with institu-
tions from America and Europe. These projects are often initiated by
professors. The university offers an incentive program for international
research and the library supports research activities with a broad range of
resources.

Services

IRO acts as the central service provider. Several staff services include free
English and other language courses (fees apply for students) and journal
subscriptions can be freely accessed. While there is no specific seminar
on publication competences, attendance of research talks for qualitative
and quantitative methods is encouraged. Remote (video) conferencing
equipment is available and supported by the university. There is financial
support offered for visiting and hosting conferences and for publications.
A translation service to English is also offered.

Students are supported in administrative matters by IRO, which act
as a central service provider. A buddy program and a tutoring program
have been established. A cultural program providing a variety of social,
cultural, and sporting activities is available for national and international
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students. A foreign language training program is in place. Every semester,
an intercultural fair is organized for students with an interest in going
abroad. Library services are open to national and international students
offering books, computers, journal access, and study rooms. Medical and
psychological services are available to students. The university supports
the formation of clubs and networks. Generally, an interdisciplinary and
international mindset is promoted.

Discussion

Content analysis clearly shows that the surveyed universities are located at
different levels according to the Söderqvist (2002)model (p. 205). Univer-
sity A (Austria) has clearly reached the third stage, marked by the existence
of an internationalization strategy and partnerships and strategic alliances
on different levels in pursuit of value creation through research projects
and international publications. Multiculturalism is firmly anchored in
the university and a relevant number of staff have international back-
grounds. Going abroad is a common activity within the university and
the advantages of internationalization clearly outweigh the disadvantages.
Research into internationalization and learning styles, or the development
ofMOOCs, show the university’s tendency of slowly evolving to the fourth
level.

University B (Chile) is currently in the second stage, with a clear aware-
ness and dedication to engineering curricular reforms and carrying out
international research. Specialized staff are appointed to handle curricu-
lum revisions and adaptations. Services are still mostly centralized in the
IRO, but some responsibilities are shared between different levels at the
university. International staff are welcome and multiculturalism is devel-
oping, but the strategy and structure of the internationalization process
are yet to be fully defined.

University C (Peru) is currently in the first stage, with awareness of
the need for internationalization and a commitment to planning and
implementing different measures for supporting the internationalization
process. IROs handle the daily routine as centralized units. Strategies and
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structures are in development, with much of the process still relying on a
reactive approach (Table 4.4).
The challenges of internationalization seem to be clearly dependent on

the stage a university has reached, according to Söderqvist (2002). Such
challenges need to be solved in order to reach the next stage. Seen this
way, the challenges for university A are mostly based on how to promote
and commercialize their existing offers. By comparison, university B has
its main challenges within the institutionalization process, defining high-
quality strategies and structures, forming lasting partnerships and strategic
alliances, and creating a truly multicultural environment. University C
needs to focus on the development of an international curriculum and a
research strategy. The content derived from these interviews suggests that
most of the current developments at these universities already match these
requirements.

Conclusions

The Söderqvist (2002) model constitutes a useful and applicable frame-
work to understand and identify an HEI’s level of internationalization,
providing the potential to identify key challenges that need to be over-
come in order to reach the next development stage.
To navigate and move forward through the internationalization stages,

HEIs need to develop proper strategies and structures to cope with inter-
nationalizing. The communication flow and alignment between the dif-
ferent levels of a university is a complex matter that requires well-defined
processes and feedback mechanisms.

Each of these levels follows its own agenda and priorities when it comes
to internationalization. It is paramount to the success of internationaliza-
tion of a university, that all three levels—university/institutional, depart-
mental, and individual—communicate successfully with one another.
Many activities and initiatives are owned by individuals, whose motives,
resources, and challenges require dialogue between different actors to be
successful and carry impact for an institution. Feedback systems need to be
established and financial resources need to be secured. This process often
depends on specific individuals ensuring sustainability (Hahn 2004).
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Table 4.4 Stages of internationalization of HEIs

Zero stage Interna�onaliza�on as 

a marginal ac�vity

There are some free movers; 

interna�onaliza�on is an exo�c and 

status-based phenomenon; some 

important actors in the organiza�on 

travel to conferences; foreign 

languages are taught

First stage Student mobility Awareness of the need to 

interna�onalize; commitment to 

planning and implemen�ng different 

programs enhancing the mobility of 

students; crea�on of interna�onal 

offices to handle the rou�nes of 

student mobility; interna�onaliza�on 

is taken as an end in itself; ECTS

becomes an important tool to 

facilitate counseling and 

acknowledge foreign studies

Second stage Curriculum and 

research 

interna�onaliza�on

Awareness of teachers necessary to 

make curriculum and research 

interna�onaliza�on possible; 

organizing teacher mobility; 

interna�onaliza�on taken as a 

means to enhance the quality of 

educa�on; different ways to 

interna�onalize the curriculum; 

appointment of interna�onal 

coordinators to handle curriculum 

and research interna�onaliza�on

UNIVERSITY C
(PERU)

UNIVERSITY B
(CHILE)

Third stage Ins�tu�onaliza�on Internationaliza�on is given a 

strategy and a structure; networking 

both through cheap travel and new 

ICT; partnerships and strategic 

alliances; the quality of 

interna�onalization receives more 

a�ention; mul�culturalism; 

appointment of an 

internationalization manager

UNIVERSITY A
(AUSTRIA)

(continued)
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Table 4.4 (continued)

Fourth stage Commercializing 

outcomes

Expor�ng educa�on services; 

franchising educa�on services; 

licensing; joint ventures; strategic 

alliances; crea�on of organiza�ons to 

promote commercializa�on

Adapted from Söderqvist (2002, p. 205)

Fig. 4.2 Levels of internationalization (Source Author’s contribution)

When looking at the different levels of the internationalization pro-
cess (Fig. 4.2), all three universities surveyed demonstrated a number of
bottom-up activities at the individual and departmental level. A clear dis-
tinction regarding the importance of internationalization, however, can
be seen at the management level. The further developed a university is
on the Söderqvist (2002) scale, the more importance internationalization
is given at the management level. Process definitions and feedback cycles
show different levels of development, not necessarily connected to the
general development of universities.

All universities need to invest in enhanced structures to govern com-
munication between the three different levels at an institution. The more
internationally active a university is, the better connected the processes
need to be and the clearer the results need to be communicated. While
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a reactive approach of “grabbing opportunities” might still work at the
lower stages of internationalization, the requirement of a highly struc-
tured and institutionalized approach gains more relevance at higher stages.
When universities envision their internationalization path using struc-
tured frameworks, the possibility to take concrete action is more feasible
at all three levels due to the definition of processes and structured feedback
of results, which is a precondition for evolving to the next level.

International projects in HE are valuable tools for raising awareness of
internationalization, to test processes, and to identify gaps and practices
that can be transferred and or improved. Using the results of this chapter,
universities with similar profiles to those universities considered here, can
use the tools used in this chapter to evaluate their current path and thereby
identify key challenges and calls for action.
There is no denying that the lives of students, faculty, and staff members

are changing considerably in the face of the internationalization of HEIs.
Despite the warnings of numerous scholars for HEIs to favor a quanti-
tative over a qualitative set of internationalization strategies, stakeholder
perceptions reportedly reflect positive effects. They are undisputed with
regard to the improvement of curricula, the vast range of degree programs
with English as the language of tuition, the rising numbers of partner
universities facilitating studying abroad with double or multiple degree
options, and thus the increasing (global) employability of students and
graduates. Never before has lifelong learning been facilitated in such a
way, nor the opportunity for cross-border collaboration been so high, or
knowledge transfer been enabled to such a degree. The enormous poten-
tial internationalized HEIs have to educate both students and faculty, and
thus benefit society, must not be underestimated.
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and Maria Teresa Geraldo Carvalho

Introduction

The increasing internationalization and globalization of HE, as well as
the influence of neo-liberal ideas, as the New Public Management (NPM)
practice, strongly disseminated by international organizations, such as the
Organisation for the Economic Cooperation and Development (OECD),
the World Bank, the International Monetary Fund (IMF), the World
Trade Organisation (WTO), and the European Union (EU) (Amaral and
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Neave 2009; Ball 2016; Raaper 2016), provide a framework for analyz-
ing possible similarities in different national contexts. In turn, national
and cultural specifics and traditions might be considered powerful fac-
tors explaining differences in the Portuguese, Brazilian, and Finnish HE
systems, more specifically with respect to policy design, policy implemen-
tation, and national outcomes.

By comparing different cultures, systems, and institutional practices,
through the samemethods of data collection and analysis for each country,
this chapter provides an overview of the main policies and practices in
terms of HE governance and management in these countries.

Portugal and Finland are examples of European countries that have
embarked on changes eased up by an international context that supported
reform, e.g., assessments from international organizations such as the
OECD and the European Association for Quality Assurance in Higher
Education (ENQA), and the EU modernization agendas for European
HE. Moreover, both HE systems are similar enough to allow comparisons
since both have a binary organization. Nevertheless, and when comparing
with Brazil, a still developing nation, the economic status and interna-
tional positioning of these three countries, differs. Brazil is the largest
country in both South America and Latin America, with over 207 million
people in 2017—207,660,929 people according to the Brazilian Institute
of Geography and Statistics (IBGE 2017).
These countries provide a significant and fruitful study because despite

their historical, geographical, cultural, and economic contrasts they have
recently undertakenHE legislative reformswith some commonalities.This
makes the comparison more focused and the cases relevant, sparking our
interest in trying to understand how andwhy these countries have possibly
developed similar paths in terms of HE governance and management.

Additionally, and/or consequently, while searching for the main drivers
of change in these HE systems, consideration can be given to whether
HE reforms in these countries can be labeled as part of the NPM frame-
work, or whether they overlap with other change movements linked to
international developments and/or globalization, i.e., the idea of academic
capitalism (Slaughter and Leslie 1997). In fact, this is very much in line
with Maassen and Cloete (2006) who argue that most nation-states are
going through a transformation process that is strongly affected by global



5 An International Comparative Perspective … 111

trends and pressures, which form an important basis for national public
sector reforms with respect to HE. Of interest here is the fact that—appar-
ently—globalization theories or trends do not seem to target HE directly.
As Slaughter and Leslie (1997) refer, globalization highlights the potential
of political economic changes occurring across countries, changing also
the way HE stakeholders and complex environments relate with business
(Maassen and Cloete 2006; Slaughter and Leslie 1997).
The following sections provide the theoretical and conceptual frame-

works that sustain our research interest, as well as an overview of the Por-
tuguese, Finnish, and Brazilian HE systems and the methodology used to
pursue our findings. The chapter ends with some reflections on the topic.

Literature Review—Higher Education
Institutions’ Governance and Management

In certain types of organizations, i.e., loosely coupled organizations (Weick
1976), professional bureaucracies (Mintzberg 1979), and open systems
that interact actively with their environments (Birnbaum 1988), the gov-
ernance of HE and HEIs has been gaining increased attention within the
public sector.

Globalization and internationalization (and Europeanization) are pow-
erful mechanisms in spreading concepts and ideas (Enders 2004), which
have been underlying political convergence in HE and, therefore, gover-
nance and management practices. Nevertheless, convergence is not only
an outcome of the growing internationalization of HE: this neglects the
importance of local factors and actors (Santos 2004). According to San-
tos (2004), the true meaning of the globalization process is, first of all,
local in nature. In parallel, HEIs are also characterized by specific cultural
features inherited from the past, which shape the way they respond to
current challenges (Vaira 2004). Moreover, as the Portuguese, Brazilian,
and Finnish cases exemplify, legitimization from international agencies
has been important in implementing neo-liberal HE policies (Kallo 2009;
Kauko and Diogo 2011). The OECD has thus a powerful role in putting
forward the notion of NPM through the promotion of neo-liberalism
(Amaral and Neave 2009). In this sense, Santos (2004) highlights the
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relation between globalization and neo-liberalism, by remembering the
principles defended by neo-liberal governments, which led to a shift from
government to governance: open markets, free trade, decreased state inter-
vention in the economy, as well as reduction of public spending in the
public sector in general, deregulation of markets, and a strong emphasis
on the use of private sector mechanisms to regulate public institutions,
considered inefficient, unproductive, and socially wasteful, accompanied
by control and evaluation mechanisms to assess institutions’ and actors’
performance and outcomes (Pollitt et al. 2007). Governance is thus a
vehicle for comparison, mutual learning, and theoretical inspiration as it
crosscuts different sectors of society (Kersbergen and Waarden 2004).

In HE, neo-liberal influences can be summarized by three interrelated
and interdependent technologies or components: market, management,
and performance (Ball 2016). These technologies were translated in new
institutional management and governance models in such a way that the
governance of HEIs became an international issue (Reed andMeek 2002).

Market technology is translated as increasing competition, rational
choice, and exogenous and endogenous modes of privatization that may
happen simultaneously. Endogenous privatization introduces the market
into the public sector, through choice and competition, creating a direct
relationship between consumer preferences and institutional well-being,
with the purpose to make public service organizations more business-
like (Ball 2016, p. 1049). In turn, exogenous privatization brings new
providers into the educational service delivery market (e.g., consultancy
services). In England, for example, Ball (2016, p. 1049) comments that
the debate is not who shall provide state schooling, but whether these
providers should be able to profit directly from such a provision. These
privatizations, together with the other policy components (management
and performance), symbolize much of the neo-liberal “ modernization” of
the state, what other scholars have called the “hollowing out of the state”
(Bovens et al. 2002; Hooghe and Marks 2001; Pollitt and Bouckaert
2011), characterized by an increased use of contracting-out (Ball 2016).

Management is associated with new power relations, social connec-
tions, and less democratic and less caring attitudes, something that Ball
(2016, p. 1049) calls “methods for reculturing educational organisations.”
These technologies of reform do not impose behavior; they coerce pro-
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fessionals to do things differently, creating new roles, opportunities, val-
ues, discourses, vocabularies, and ideas that, when not enthusiastically
accepted, position professionals as unprofessional or irrational or archaic
(Ball 2016, p. 1049). This is intimately linked with the concept of perfor-
mativity (performance management), which relates with accountability
agendas and with the new order of doing things, through measurement
and comparison techniques. Under performativity technology, “profes-
sionalism becomes defined in terms of skills and competences, which
have the potential for being measured, and rewarded, rather than a form
of reflection, a relationship between principles and judgment” (Ball 2016,
p. 1050).

Based on the study of Shore and Wright (1999), Ball illustrates this
twisted idea of performativity by explaining that performance and pro-
ductivity are seen as “resources” that must constantly be audited so that
they can be enhanced. This increasing emphasis on visibility, measure-
ment, and standardization also evidences a shift in the relations of power
between the government and academia. In fact, by transforming profes-
sional daily activities and routines, neo-liberalism and NPM have become
normativemodels, “(…) signalling a profound shift in howwe think about
the role of public administrators, the nature of the profession, and how
and why we do what we do” (Denhardt and Denhardt 2000, p. 550). In
parallel, one faces the consequences of all these changes in terms of per-
sonal and professional relationships, namely a constant increase in anxiety,
insecurity, and precarious working conditions. Performativity—as well as
these neo-liberal components—are vehicles for changing what in reality
educational work is (Ball 2016).
Bearing this in mind, it is worth asking how different HE systems

around the globe have shifted the governance and management of their
HEIs, while trying to understand factors explaining the differences and
similarities between them. To answer this, one needs to consider each
country’s historical and cultural contexts.
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Higher Education in Portugal, Finland,
and Brazil

The last 40 years represents a period of development and consolidation of
the Portuguese HE system. Before the democratic revolution of 1974, the
Portuguese HE system remained almost unchanged. The military coup of
1974 allowed great transformations to be made in the system, also spon-
sored by attempts to establish a welfare state in Portugal. These processes
impacted on the massification and democratization of the Portuguese HE
system (Amaral andTeixeira 2000). In 1973, theVeiga Simão Reform, com-
bined with the support of international organizations such as the World
Bank and the OECD, created a binary system and promoted the emer-
gence of new universities in other regions of the country, besides Coimbra,
Lisbon, and Porto. A few years later, in the 1980s, the private sector was
established, allowing for systemmassification and democratization. By this
time, governing structures were defined according to democratic values
and rules, with HEIs adopting a collegial model with strong participation
of academics and students in the decision-making processes (Bruckmann
and Carvalho 2014).

Like other OECD member countries, namely Portugal, Finnish uni-
versities were elitist institutions until the mid-1900s when there were only
universities inTurku and Helsinki. However, the system expanded rapidly
during the 1960s, a process related to, and as a result of, a welfare state
agenda supported by the major political parties (Välimaa 2001, 2004). In
fact, the ideal of equal educational opportunities for all citizens regardless
of their gender, socioeconomic status, or location was one of the structural
principles of the development of Finnish HE from the 1960s to present
day (Välimaa 2001, 2004).
Also similar to the situation in Portugal was the creation of a binary

system in the mid-1990s through the establishment of polytechnics—a
process also catalyzed by the OECD (Kauko and Diogo 2011), although
with different nuances due to the specificities of the traditional manner
of Finnish policy design and implementation (Diogo 2016). Overall, Fin-
land has also been active in putting forward and disseminating the ideas
emanating from international bodies (Kallo 2009).
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Portugal embraced NPM ideology and practice throughout the 1990s
and 2000s.These managerialist trends were implemented due to pressures
to change the way knowledge, training, and education were provided:
difficulties facing the bureaucratic-professional model to manage a mass
HE system; a decrease in number of students coupled with economic
stringency; changes in regulation strategies and state control; and neo-
liberal policies developed by the government elected in 2002 (Carvalho
and Santiago 2015; Santiago and Carvalho 2004).

As Finnish HE opened up to wider cohorts from the 1970s onward,
managerial reforms were also introduced in the system, aimed at making it
more efficient (Salminen 2003), although later than in Portugal and Brazil
(during the 1990s). As such, during the mid-1980s, Finland established
a steering model—management by results—based on performance nego-
tiations between universities and the Finnish Ministry of HE (OKM).
Gradually, Finnish universities were given increased autonomy through
Law 645/1997 (26th July), and in 2006, also as part of NPM efforts, a
structural development program was introduced aimed at dropping the
number of Finnish HEIs over a 10–15-year period. At present, Finland
has 14 universities and 24 polytechnics, recently renamed as UAS—uni-
versities of applied sciences (OKM 2016).

At present, the education system in Portugal is regulated by the Educa-
tion System Act of 1986 (Law 46/86), but over the years there have been
amendments to it resulting in significant changes, namely the autonomy
given to vocational and private HEIs and that the degree system was rede-
fined, adopting the three study cycles model according to the Bologna
Process (Law 115/97 and Law 49/05, respectively). The system is com-
posed of both university and polytechnic subsystems, with a total of 40
public institutions (14 universities, 1 public university institute, 5 police
and military institutes, and 20 polytechnics) and 94 private institutions
(38 within the university subsystem and 56 within the polytechnic sub-
system) (DGES 2016).

Since 2007, Portuguese HEIs have been undergoing a major reform
process, very much based on OECD recommendations (Diogo 2016).
The most noticeable changes were introduced by Law 62/2007 (RJIES),
which became the new legal framework for HEIs, allowing their leaders
to choose between two different institutional models: foundational and
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public institute. In parallel, new government and management structures
were implemented (Bruckmann 2017).

Similar to what happened in Portugal, the OECD published a HE
country review in 2009. Supported by this report, Finland went through
legislative changes, resulting in the NewUniversities Act (Law 558/2009),
aimed to further extend the autonomy of universities (OKM 2013). The
Law came into force in 2010 and, although not all of the suggestions made
by OECD were implemented, the OECD (2009, p. 108) defined Finnish
universities as non-profit corporations or foundations under private law.
In 2014, theOKMdrafted similar legislation for the non-university sector:
Law 932/2014 defines the Universities of Applied Sciences Act.

Briefly, the last two decades correspond to a period in which Portuguese
HE has undergone the most significant changes with respect to system
structure, programmatic offers, visibility within the international arena,
and in the way HEIs organize their internal governing bodies. The system
acquired new dimensions and audiences; it was regionalized, and the num-
ber of women attending HEIs grew rapidly (Almeida and Vieira 2012).
It is fair to say that Portugal caught up with its fellow European countries
through a very rapid transformation of its HE system. Nevertheless, and
in a quite different manner to Finland, where universities and university
degrees still retain high social prestige (Välimaa 2001), in Portugal, the
value of a university degree has depreciated (Almeida and Vieira 2012,
p. 155).

In a similar movement, over the last two decades, Brazil adopted a
reformist legal framework, which directs financial resources that should
be applied in public HE, to private HEIs (Dias Sobrinho 2010). In fact,
since 1968, at the time of the second university reform, under the influ-
ence of the military regime, it was already possible to observe the influence
of neo-liberal values. Such a reform was imposed and already marks the
subordination of the country to neo-liberal dictates. By choosing the Euro-
pean model of university organization rather than the American, Brazil
ended up with the professorship and adopted the departmental system;
teaching careers began to be based on scientific production and the evo-
lution of academic degrees (Valentim and Evangelista 2013).
The year 1995 was characterized by the publication of the Master Plan

for State Reform with the objective of improving efficiency in public
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services (Bresser-Pereira 2008). In 1996, the new Law on the Guidelines
and Bases of Education (LDB), together with theNational Education Plan
(NED), already represented a third reform ofHE,marked by the establish-
ment of new guidelines for the evaluation and regulation of HE, brought
about by the change in the role of the Coordination for the Improvement
of Higher Education Personnel (CAPES), due to the association between
production and postgraduate valorization rather than the indissociabil-
ity of the teaching–research–extension triad (Valentim and Evangelista
2013).
It is also important to note that, although the LDB can be considered a

milestone for Brazilian HE, this legislation strongly benefited large private
HEIs that became autonomous in terms of the creation of courses and
numbers of vacancies, without being submitted to rigid legal controls
(Ribeiro 2011).
The reform that intended to transform Brazilian public universities

into social organizations did not go any further due to criticisms of pri-
vatization (Bresser-Pereira 2008), but the philosophy of NPM and the
desire to change public HEIs became the basis of the accreditation policy
of postgraduate courses evaluated by CAPES (Magro et al. 2013). This
managerial vision was already in place with pressures for Brazilian fed-
eral universities to meet the demands of society and Federal Government,
namely, to reduce unemployment, poverty, and to improve technological
development. Despite this, it was observed that “(…) surreptitiously the
university culture was permeated with the ideals of productivity, thanks
to the creation of mechanisms that the LDB created” (Ésther and Melo
2008, p. 252).
Another important legacy of NPM in Brazilian HEIs is the demand

for professionalization of leadership in public administration. Thus, the
responsibility of the results achieved by public HEIs was greatly associ-
ated with the managerial capacity of rectors, pro-rectors, center directors,
deans, course coordinators, and directors of administrative units (Gomes
et al. 2013). In this sense, it can be observed that professors are being
pressured to assume a more managerial style, define strategic elements,
manage people and financial resources, and exercise leadership (Barbosa
2015).
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With the change of government in 2003, there was an increase in the
transference of investments to public HEIs, conditioned to compliance
with rules imposed by the Federal Government. Since then, public HEIs
have had to plan and map actions carried out, as well as measure results
achieved (Pascuci et al. 2016). This means that the Federal Government
itself imposes public demands to ensure that HEIs adapt, and therefore
continue to receive financial investments, applying in thisway, pressures on
HEIs to adopt new forms of action, strongly directed by values of business
administration private partnerships, such as efficiency, effectiveness, and
competition (Valentim and Evangelista 2013).
The NPM brought to Brazilian public HE concerns about evaluative

procedures, most notably in the drive for improved results by means of
inciting competition—something that happened mainly as a result of the
creation and dissemination of rankings among universities, professors, and
researchers, sponsored by the Ministry of Education (Magro et al. 2013).

Methodology and Methods

This chapter aims to compare the perceived changes in governance and
management of HEIs and their impact on academics in three countries:
Brazil, Finland, and Portugal. Data analysis relies on a qualitative inter-
cultural approach, empirically based on a total of 70 interviews conducted
in public HEIs in the three countries (14 interviews in Brazil, 28 in Fin-
land, and 28 in Portugal) to top and middle academic managers as well as
academics (with no management duties) and external members, follow-
ing the same interview guidelines, based on the theoretical background.
Interviews in Brazil were carried out in federal universities and institutes
all over the country, some of them were completed via Skype. The reason
there were fewer interviews in Brazil compared with Portugal and Fin-
land is linked to the country’s size and its specificities. In both Portugal
and Finland the sample includes interviewees from both polytechnic and
university subsystems.

Empirical data was complemented by document analysis to the main
legal papers defining the newgovernance structures andmanagement prac-
tices of Portuguese, Finnish, and Brazilian universities that entered into
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force after the most recent legislation was passed (Law 62/2007 for Portu-
gal, Law 558/2009 for Finland, and Law 9.394/1996/2017 for Brazil). In
this way, we ensured that the same methods of data collection and analysis
were employed for each country-level analysis completed. The interviews
to Portuguese and Finnish actors were conducted in 2012, whereas inter-
views in Brazil were completed between 2016 and 2017, always following
the same guidelines and sitting within the same scope of comparison, i.e.,
in all three countries, similar types of actors, performing equivalent roles,
were interviewed, both at the national (system) and institutional levels,
even though this chapter draws mostly on the perceptions of institutional
actors. Interviewees were chosen due to their expertise and level of involve-
ment in the latest reforms of their HE systems and institutions. In turn,
in each country we searched for similar, comparable HEIs. Next, prag-
matic, temporal, and geographic factors drove the interviewing process—
with the authors of this chapter conducted interviews in whichever of
the three countries they lived in at the time of study.1 Within each
HEI the same scientific areas were selected: social sciences‚ languages and
humanities (SSLH); and science, technology, engineering, andmathemat-
ics (STEM). Interviewees were initially approached by email. Interviews
took on average 1 hour; all interviewswere recordedwith the consent of the
interviewees and anonymity was guaranteed. Subsequently, all interviews
were fully transcribed and submitted to content analysis using NVivo
software. From the intersection between the theory (literature review) and
the empirical data three main dimensions emerged: (1) the context that
prompted change; (2) shifts in universities’ governance and management,
and (3) shifts in the academic profession. However, in this chapter only
the last two dimensions will be discussed since the first dimension—the
context behind the changes has already been contextualized in the liter-
ature review. Interviewees were classified according to the country they
work and according to the role they perform (Table 5.1).
We share from Nóvoa and Yariv-Mashal’s (2003, p. 426) conviction

that the growing importance attributed to comparative education must be

1Part of this empirical data was collected for the doctoral dissertations of Sara Margarida Alpendre
Diogo and Milka Alves Correia Barbosa—the first two authors of this chapter.
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Table 5.1 Classification of interviewees according to their country and role

Interviewees’ role Portugal (P) Finland (F) Brazil (B)

Top management (rectors, vice-rectors,
pro-rectors; middle management of
universities)

PTM FTM BTM

Middle management (deans of faculty;
heads of department)

PMM FMM BMM

Academics PA FA BA

PTM stands for Portuguese Top-Management Interviewees, i.e. (Rectors, Vice-
Rectors, Pro-Rectors); FTM stands for Finnish Top-Management Interviewees; BTM
stands for Brazilian Top-Management Interviewees. PMM stands for Portuguese
Middle-Management Interviewees, i.e. Deans of Faculties and Heads of Depart-
ments; FMM stands for Finnish Middle-Management Interviewees; BMM stands
for BrazilianMiddle-Management Interviewees. At least, PA stands for Portuguese
Academics (Interviewees); FA stands for Finnish Academics (Interviewees); BA
stands for Brazilian Academics (Interviewees)

seen in the light of increasing internationalization of educational policies
leading to the diffusion of global patterns.

Comparative Analysis and Discussion
of the Findings

Summary of the main developments in all three HE systems allows us
to evidence common trends in Portugal, Finland, and Brazil, namely the
drafting of legislation that attempts to provideHEIs and their professionals
with more autonomy (Carvalho and Diogo 2018).
The new legal framework for Portuguese HEIs, Law 62/2007 (RJIES),

positions—for the first time in Portuguese HE history—all types of HEIs
(public and private, universities and polytechnics) at the same level of
autonomy and with the same requirement for quality assurance. How-
ever, public universities were given the choice to either remain as public
institutes or become public foundations, operating under private law, a sta-
tus that would confer them a competitive advantage in terms of enhanced
financial and administrative autonomy.
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A similar process of legislative change happened in Finland. The New
Universities Act (Yliopistolaki 558/2009) replaced the Universities Act of
1997 and extended the autonomy of universities by giving them an inde-
pendent legal personality, either as public corporations or as foundations.
At the same time, in a similar way to Portuguese RJIES, Finnish univer-
sities’ management and decision-making systems will also be reformed.

Also driven by an ambition to improve the efficiency and indepen-
dence of public HEIs, Brazil, in 1996, went through the third reform of
HE via a LDB (LDB, Law 9.394 of 20th December) together with the
NED. The focus of this law was not so much to change the legal status
of HEIs, but mostly the relationships between the government, HEIs,
and society. For example, regarding government interference, Brazilian
respondents felt that there should be policies that would promote greater
integration of HEIs with markets and society; more participation of vari-
ous actors, especially universities in the formulation of public policies; and
that universities should be given the autonomy that the LDB advocates.
The following citation exemplifies these perceptions:

What I realize so far is that the institutions are just waiting and receiving
these policies. I have not yet been able to see a very active participation in
this formulation. Our institution, for example, only receives and executes
what comes from the MEC. I don’t see much participation, neither do I
hear about this participation. (BTM)

On the other hand, interviewees felt that the current imposition of
certain norms and programs was not feasible, like those related to the
expansion of theHE system,which disregard the organizational conditions
of eachHEI and the social context inwhich they operate.The data indicate
that the Government should interfere less in the pedagogical autonomy
of HEIs.

I think that HE public policies and academic policies, not only related to
infrastructures, are little discussed and they do not take into account the
regional and local realities, as it has happened in the case of the restructuring
and expansion process of federal universities. (BTM)



122 S. M. A. Diogo et al.

Shifts in the Governance and Management
of Universities

Portuguese and Finnish interviewees share common perceptions about the
influence of international organizations (mostly the European Commis-
sion and the OECD) as stimuli to reform the way HEIs are steered. From
their discourses, it is possible to advocate that shifts in HE governance
modes are also aligned with European Commission communiqués urg-
ing HEIs to modernize, providing legitimacy for reform. As such, most
Portuguese and Finnish interviewees look at these external pressures as
leverage for drafting more entrepreneurial legislation, which would answer
the challenges HEIs currently face, e.g., a progressive complexity arising
from an increasingly diversified population attending HE, an increasing
internationalization of the sector, and the need to ensure teaching and
research quality assurance mechanisms.

Finnish counterparts reported similar perceptions with respect to the
process of Europeanization in Finnish HE policies. However, the New
Universities Act cannot be seen as a break with the past, but rather as
having continuity with Finnish HE policy, reflecting quite accurately the
way Finnish HE policy works: briefly, the main issues are discussed among
main stakeholders (academia, students, unions, etc.) so that outcomes are
in line with the expectations of the HE community.

We started the reform some years ago (…) following the European discus-
sion that had already started in the mid-1990s, emphasizing universities’
institutional autonomy that ought to be increased. The key element in the
initiative was that universities need to have legal personality of their own,
that they can’t continue to be state accounting offices in legal terms as they
were at the time. (FTM)

A different reality can be seen in Brazil (and also in the Portuguese
HE arena), even though the country shares a similar desire for enhanced
institutional autonomy. According to Brazilian interviewees, public poli-
cies are permeated by ideological components of the capitalist system,
reflecting, for example, the influence of the groups that form the private
initiative in Brazilian HE.
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When you have an ideological orientation in which everything that is stable
is bad, associated with the idea that everything that is private is good and
advanced from the market point of view. There is an advance of private
institutions as there is no interest to have a competitor who does not charge
for the product and who offers a product of higher quality. So I think that
there is interest in dismantling the public university, indeed! Even from the
point of view of business! As has already happened in health, and with the
elementary and middle schools. (BMM)

Market orientation is visible here, bymeans of channeling publicmoney
to finance student credit (studying in private HEIs), rather than investing
in public HEIs. In addition, there is an awareness of interviewees that their
peers, leaders, and politicians have already incorporated theNPMdoctrine
and are applying it by emulating the private sector. And, in a similar
manner to Portugal and Finland, the Brazilian Ministry of Education
seems to also be in the service of international organizations, such as the
IMF, theMundial Bank (WB), theWTO, and economic blocs such as the
European Union, North America Free Trade Agreement (NAFTA), the
Andean Community of Nations; able to impose a new socioeconomic
order with demands that are reflected in HE programs, projects, and
institutions, with strong neo-liberal components.

At the institutional level, the move toward the three components of
neo-liberalism (market, management, and performativity) is specifically
seen in the shift from a collegial model of governance to a managerial
one. Such a shift may lead to a loss of participation of academics and
students in decision-making, combined with less democracy and more
hierarchical decisions. An excessive concentration of power at the highest
levels of governance and in sole proprietorship positions in HEIs, is also
anticipated.

University governance has been shared by professors, other faculty staff and
students in earlier times, it worked in a collegial basis. Not now anymore.
(…) It’s more the decision- making: it’s much more centralized these days,
so there’s very little democracy in decision- making, unless obviously you
want to have it. It’s mainly up to the head of department. (FMM)
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Portuguese HEIs were based on collegiality with ample participation by
management and governing boards. Nowadays, power is concentrated in
three governing boards, instead of the four to five they used to have (includ-
ing the University Assembly, the rector, the rector’s team, the Senate, the
University Assembly and the Administrative Council, and the Scientific
and Pedagogical Council) to which a restricted number of representatives
are elected from several university bodies that constitute it. A similar situ-
ation happens in Finland, with public universities having a board, a rector,
and a university collegiate body. The reduction in number of governance
bodies, and their participants, entails a twofold perspective. Because fewer
people are involved, it not only accelerates decision-making processes but
also prevents participation. Brazilian HEIs also faced a similar situation,
where research participants noted that decision-making processes have
increasingly assumed a multifaceted pattern—a blend of decision-making
that takes place in traditional locations, such as the campus council, fac-
ulty/department council, and collegiate courses—where there is a mixing
of rules from the IES and economistic practices, such as the adoption of
a system of indicators to evaluate teaching, research, and extension, with
scores determined by the campus council itself, for example. Brazilian
HEIs are governed by a rector and pro-rectors, a board of trustees, and a
university council.

As in Brazil there are so many private HEIs and some of the academics
who lectured in these private institutions are now lecturing in publicHEIs,
therefore, it is understandable that they carry with them the managerial
culture acquired in their first institution (normative isomorphism). When
both governance modes meet—the managerial and collegial—one can
expect some tensions among decision-making participants. Those in favor
of amanagerial ethos criticize collegiate power formaking slower decisions,
and being inefficient and unnecessarily bureaucratic.

I see that the new teachers who come from the private sector (HEIs) come
with the expectation that it is the manager who steers, who gives orders.
And this is a kind of shocking.These teachers think that to have meetings to
collectively decide things is a waste of time! One of these days, one of these
teachers asked me—while we were having a meeting: “But... don’t we have
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a teacher responsible for this activity? He should be the one deciding on
these matters! He will solve it!” (BUTmm)

For interviewees, these changes in the governance ofHEIs entail an increas-
ing professionalization of management, which happens by strengthening
the power held by the rector, and also through the combination of a
stronger leadership centered with deans and/or department heads and a
decrease in the participation of academics in decision-making—all of them
are managerialist components by excellence. Nevertheless, it is not possi-
ble to find a general consensus among Portuguese, Finnish, and Brazilian
interviewees. As we have seen, this shift toward a managerialist model
of governance is perceived as being more efficient, at least in terms of
streamlining decision-making processes. Additionally, such emphasis on
performativity and market management models are seen as natural out-
comes of the increasing complexity of the actual environment in which
HEIs operate:

Universities have grown and evolved. This demanded a new governance
model. What’s most important for me is that we decentralized more and we
have a General Council with a reasonable number of people who provide
valuable contributions for seeing differently the university and its role in
society. (PTM)

The discourses of interviewees signal incorporation of the neo-liberal tri-
angle ideology and practice, especially performativity elements associated
with the new order of doing things, mostly based on measurement and
comparison techniques (Ball 2016) passed by strong and charismatic lead-
ers.

Shifts in the Academic Profession

A common aspect criticized by most institutional-level respondents in
these three countries was the increase of administrative and bureaucratic
workload:
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It’s the main complaint from the faculty: the increasing bureaucracy and
workload. There are so many things that a professor and a course director is
required to do. Everything needs to be computerized, we spend hours filling
timesheets and everyone feels that. (PTM)

We dare to say that this is a global trend, not exclusive to the Finnish,
Portuguese, or Brazilian HE systems, but a phenomenon that has been
happening around the globe (Austin andGamson1983;Diefenbach 2009;
Tight 2010).

In principle, this law should have given us good opportunities to improve
our working conditions. However, people are getting more tired: one of the
major working principles of the new law was to give academics more time
for research and teaching and this hasn’t been accomplished. (FA)

Today, it is impossible for a teacher to dedicate himself to so many things;
everything you do, needs to be in filled in a filling sheet; you must do the
follow up and then present the report. (BTM)

There were several reports from Brazilian interviewees about fatigue,
stress, and illness caused by efforts to combine teaching, research, and
extension activities, as well as management-related activities, in the case of
publicHEIs.This denotes a growing emphasis on performativity activities,
something commonly mentioned by post-graduation professors who need
to achieve the indexes of academic productivity as defined by CAPES.

As accountability and pressures for more efficiency increase, HEI pro-
fessionals tend to be burdened by performance negotiation systems with
a high number of indicators and a higher emphasis on national and inter-
national recognition and quality assurance mechanisms:

Bureaucratic workload in the academic career is growing, largely due to
the emphasis put on accountability aspects, on quality assurance mecha-
nisms that most of the time, are not more than bureaucratic–administrative
processes instead of effectively creating a quality culture. (PA)

In fact, management and performativity elements are strongly incen-
tivized by the discourses of international organizations (e.g., the OECD),
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mostly visible in terms of accountability, assessment, and performance
management techniques and indicators, as well as—as we have seen—
shifts in the composition of governing bodies and their modus operandi.

In the case of Brazilian HEIs, there are formal information systems
adopted by the federal government to account for teaching, research, and
extension activities. Other forms of evaluation reported by interviewees
are pedagogical planning and evaluation meetings, internal commissions
of institutional evaluation, and the control carried out by external bodies,
such as the Federal Audit Court, the General Union Controller (CGU),
and the Federal Internal Control System. A further consequence of the
increasing workload and bureaucracy visible in Brazil is the emergence of
tensions between academics and administrative staff, caused by clarity over
accountability. Those academics who hold management positions feel the
demand for accountability and evaluation more strongly. In the same way,
unanimously, the interviewees stated that in their HEIs, there are more
control mechanisms being implemented in order to monitor the number
of hours worked by teachers, with constant requests for information on
academic production.
The emergence of “new actors” in the governance structure of universi-

ties (e.g., external stakeholders) brought new values and norms to profes-
sional cultural–cognitive frameworks. This is completely aligned with the
performativity and management components that HEIs and their profes-
sionals must embody in order to be rated as excellent and successful (Ball
2003, 2016). In fact, according to Ball (2016, p. 1049), management
(or managerialism) is associated with “methods for reculturing educa-
tional organisations,” e.g., new power relations and social connections,
and less democratic and caring attitudes. These neo-liberal technologies
tend to coerce professionals to do things differently, creating new roles,
values, discourses, vocabularies, and ideas that, when not enthusiastically
accepted and incorporated, label professionals as unprofessional or irra-
tional or even archaic. In summary, it is possible to say that performativity
and accountability agendas are radically undermining the professionalism
of academic staff who see themselves constantly as needing to search and
reachmeasures, targets, benchmarks, tests, tables, standards, quality levels,
skills, competences , and improvements, going through audits to feed into
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the system to improve it (Ball 2016). Regardless of country, and despite
interviewee complaints, it is possible to observe that shifts in the academic
profession, framed in terms of global trends, tend to pervade HE systems
around the world, more or less intensively.

Conclusions

Despite significant differences in the organization and funding of systems;
governance and management of cultures; and the profiles of profession-
als and students, there are more similar views on the changes to gov-
ernance and management, and its impact on academics, than expected.
In the countries considered here, academics expressed similar views on
the increased influence of a management culture within their institutions
and a loss of professional autonomy. As Ball (2016) puts it, much of the
weight of neo-liberal reform falls to individuals and, therefore, we must
think about political responses that take proper account of this.

From our analysis, it seems that performativity and management were
the most visible “neo-liberal components” in the three HE systems. This
might be due to the chosen dimensions of analysis—shifts in governance
modes and in the academic profession.We would probably find a different
scenario if we had concentrated only on changes in the legal status of
HEIs, or in the way HEIs in the countries considered relate to society. In
any case, it is somewhat paradoxical that the aim to empower HEIs, by
providing themwith up-to-date governance styles, has ended up hindering
institutional autonomy and professional staff.

It was also evidenced that there are some common factors that have
eased change—both at the system and institutional levels, very much
sponsored by globalization and internationalization of the sector, where
neo-liberals and NPM are easily diffused through international organi-
zations. As Santos (2004, p. 148) referred, we can conclude that “what
we call globalisation is always the successful globalisation of a particu-
lar localism.” This intercultural study also showed us the power of local
specificities in the success (or at least acceptance) of reform and change
in HE governance. Comparing the three countries, it is challenging or
risky to identify which is closer to the markets, or which is more aligned
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with neo-liberalism. However, it is fair to say that all three responded to
international recommendations actively and incorporated theNPM credo
religiously.
To conclude, it is significant to notice that the perceptions of intervie-

wees tended to vary more according to their roles than to their country
of origin. This, again, allows us to confirm the success of globalization
and internationalization trends in the diffusion of neo-liberalism and the
subsequent (more or less conscious) absorption of its principles by both
system and institutional actors.
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Introduction

This text analyzes access to higher education (HE) in three countries:
Brazil, Portugal, and Mexico, highlighting some of the basic indicators
that show the tensions between, and challenges to, democratization and
quality.These three countrieswere chosen for a number of reasons, namely,
that they have elitist higher education systems that are in the process of
democratization and universalization, that they have public and private
higher education, and that public investment in this level of education is
very poor.Democratization and universalization of access to quality higher

J. F. de Oliveira (B)
Faculty of Education, University Federal of Goiás, Goiás, Brazil

B. G. Cabrito
Institute of Education, University of Lisbon, Lisbon, Portugal
e-mail: b.cabrito@ie.ulisboa.pt

A. A. Santuário
National Autonomous University of Mexico, Mexico City, Mexico

© The Author(s) 2019
A. M. de Albuquerque Moreira et al. (eds.), Intercultural Studies
in Higher Education, Intercultural Studies in Education,
https://doi.org/10.1007/978-3-030-15758-6_6

137

http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-030-15758-6_6&domain=pdf
mailto:b.cabrito@ie.ulisboa.pt
https://doi.org/10.1007/978-3-030-15758-6_6


138 J. F. de Oliveira et al.

education is actually a common challenge facing all three countries under
analysis, especially when considering questions of social origin and con-
ditions of selection and entry. It is pertinent to identify and analyze ideas
that governments, politicians, and institutions of higher education have
provided to ensure greater inclusion and an improvement in the quality
of life of young workers. In order to better understanding how these three
countries, with different backgrounds, try to solve these common prob-
lems, three basic aspects are examined for each of them: (1) the model(s)
of selection or the form of access, types of institutions, number of places
available, enrollment and the attendance rates, especially for the popula-
tion aged 18–24 years; (2) the social origin and race of students in the
last few decades, considering the characterization of the higher education
system in terms of it being an elitist, mass, or universal service system; (3)
the challenges of broadening the social strata of recruitment with a view
to greater social inclusion.

The Portuguese Case

In Portugal, the Democratic Revolution of April 25, 1974, the “Carnation
Revolution,” constitutes a historical landmark for the development and
democratization of the country. The April Revolution ended a 48-year
dictatorship, established a democracy, and re-established citizens’ funda-
mental rights and freedoms. In the social and economic framework sat
many of the “achievements of April”: a minimum survival pension was
established, a minimumwage was set, unemployment benefit was created,
the retirement system was expanded, a national health service created, etc.
Education also saw change. As early as 1974, compulsory schooling for
a period of 6 years was established. In 1986, this universal, public, free
schooling was extended to 9 years; in 2008, to 12 years.

All these processes were reflected in HE. Attention was given to this
level of education, considering the role it plays in the development of
the country (Lopes 2013), through the creation of new higher education
institutions (HEIs) and a widening and diversification of supply. Simulta-
neously, the Portuguese population, aware of the role that higher education
plays in social ascension, especially for themost disadvantaged populations
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(Bowles 1963; Accardo 1983), showed a rapidly growing interest in this
type of education.

Structure of the Portuguese Educational System
and Rates of Schooling by Level of Education

The Portuguese educational system consists of pre-school education that
lasts a total of 3 years and is compulsory only for children who are 5 years
old; basic education that lasts a total of 9 years; secondary education that
lasts 3 years; and higher education that is structured over 3 cycles (the 1st
cycle lasts 3 years and provides degree diplomas; the 2nd cycle lasts 2 years
and delivers master’s degrees; and the 3rd cycle lasts 4 years, educating
students to the doctoral degree).

Pre-school education (children 5 years old) and both basic and sec-
ondary education are compulsory, that is, in Portugal, schooling is com-
pulsory until the age of 18.The Portuguese educational system is universal
and free. The state supports students with financial difficulties via several
different subsidies. For those students who do not wish to continue with
higher education, and/or have been regularly unsuccessful during their
secondary education, vocational secondary education training is provided.

One of the results of this policy of expansion of education is an increase
in the rate of schooling at each level. Regardless of such an increase,
attention is still required in order to accomplish a 100% rate of com-
pulsory schooling, something that would certainly also increase the num-
ber of higher education candidates. Nevertheless, the fact is that at the
beginning of the 1970s the number of students in higher education was
around 40,000—today it is around 400,000 (PORDATA 2016). The
actual enrollment rate in higher education reached 17.7% in 1990 and
grew to around 20% in 2000—currently it is around 30%, denoting its
ability to transform into a mass higher education system, in the sense
offered by Trow (1973, quoted by Antunes 2017) (Table 6.1).

Higher education is voluntary. There are two subsystems of HE: uni-
versity higher education and polytechnic higher education. The latter,
created in the late 1970s, is characterized by training more closely aligned
to the needs of the labor market. Until 1992, public higher education was
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Table 6.1 Rate of schooling by level of education

Year Level of education

Pre-school
education

Basic education Secondary
education

Higher
education

1st cycle 2nd cycle 3rd cycle

1990 41.7 100.0 69.2 54.0 28.2 17.7
(1993)

2000 71.6 100.0 87.4 83.9 58.8 20.0
(approx.)

2010 83.9 100.0 93.8 89.5 71.4 31.9
2015 88.5 96.6 88.5 86.5 74.6 31.4
2016 88.4 96.0 87.2 87.1 75.3 33.1
2017 90.8 95.3 87.2 97.7 77.6 –

Source DGEEC/MEd —MCTES | INE, PORDATA, latest update on July 24, 2018

practically free, after which date students were required to pay (currently
e1036 per year in the 1st and 2nd cycles, with variable rates in the 3rd
cycle). From 1986 private higher education became available, provided by
for-profit institutions charging varying monthly fees from institution to
institution (usually in the order of e400 or more for the 1st cycle, with
variable rates assigned to the 2nd and 3rd cycles).

Higher Education Access and Attendance in Portugal

In Portugal, HE is assumed to be universal—all young people can
apply to any HEI, regardless of gender, race, ethnicity, religion, social
background, political preference, etc. However, in order to gain access
to HE, candidates must complete their secondary education, which
requires a final examination by discipline to be successfully completed.
These exams take place at the same time across the national. The Por-
tuguese educational curriculum for all compulsory education is the
same across the nation and teacher training is provided by the state
(Ministry of Education) regardless of the public or private nature of
the educational institution in which they teach. Therefore, all students
that are eligible—having completed secondary education—will be, in
theory, equally well prepared to enter higher education. Students that
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are enrolled on vocational secondary courses received a professional
diploma and the secondary academic diploma and may also enter higher
education, however, it is possible that will be less well prepared than stu-
dents enrolled in regular secondary education.

In addition, candidates for HE must complete two national exams to
gain access, exams that depend on the scientific area they are applying
for. Exams for each subject are taken at a specific date and time regardless
of the HEI they wish to attend. Admission to an HEI depends on the
classification candidates obtain in their exams. Each candidate is given a
final classification to access HE—the result of an arithmetic mean of the
grades obtained at the end of their secondary education and the exams
specifically taken to access HE, this score can never be below than 9.5 on
a scale of 0–20.

Candidates can apply for six course/HEI pairs. In public HEIs, the
number of places for each course is fixed annually by the Ministry of
Higher Education and Scientific Research. Candidates are placed on a
national list according to the access note they obtained. If they do not
enter any of the selected HEI/course pairs, candidates are free to apply
in subsequent years or compete for a place at a private HEI. In these
institutions, the number of vacancies is fixed by the institution.

Until 1986, only public higher education existed in Portugal. This level
of education was opened up to private initiatives for several reasons: opera-
tional issues; public offers not responding to the rapid growth and demand
for HE following the April Revolution; and issues of a political nature,
that is, HE being open to private initiatives in a neo-liberal framework by
a center-right government “advised” by the World Bank.

Currently, public HE has the capacity to accommodate all candidates.
However, due to the number of vacancies at each HEI, and the pairs
selected by candidates, each school year has someplaces that remain vacant.

Application to public HE is made in three phases. The first phase takes
place in July, after national entrance exams in June and July. The second
and third phases of national competition for access to higher education
are in September, for vacancies not completed in the first phase.
There is another access route to higher education for individuals over

23 years old, the “Over 23s” program.These individuals apply to a specific
HEI and course, completing a general culture test and, if successful (with a
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value of at least 9.5 on a scale of 0–20), will then be subject to an interview
to assess their life experience and acquired knowledge. This access road is
open to all suitably aged individuals, regardless of the academic diploma
they possess. This means that an individual who has never attended any
level of education can apply for HE as long as they demonstrate, in the
access examination, interview, and CV analysis, the ability to successfully
attend HE. In this way, the opportunity to access higher education is
available to those individuals that did not have access to higher education
at the “normal age”—contributing to an increased degree of equity in
higher education and reduced social inequalities in Portugal.

Due to the social and economic conditions experienced by the country
in the 2008–2015 period, characterized by a strong economic crisis that
materialized as a consequence of austerity policies accompanied by an
increase in unemployment, the bankruptcy of thousands of companies,
the dismissal of thousands of civil servants, and cuts in the salaries of
civil servants and in the value of their pensions at retirement, there was
a decrease in the number of candidates for HE. Since 2015, after general
elections and in accordance with the policy of the current government
formed by the Portuguese Socialist Party and supported in Parliament by
the Left Bloc and the Portuguese Communist Party, the living conditions
of the Portuguese have generally improved and the number of candidates
for HE, that is, the number of applicants and the number of candidates
placed in the first phase of the national access tender, increased slightly,
leading to a reversal of the previous trend (Table 6.2).

Applicants not able to enter the first phase of the competition are able
to apply for the other two phases. However, there will always be candidates
who fall outside a particular year of application or have not applied and
decide to seek a private institution of higher education. Of course, the
growing capacity of public HEIs, on the one hand, and the high prices
charged by private HEIs and austerity policies, on the other hand, explain
the predominance of public higher education (Table 6.3).
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Table 6.3 Evolution of the number of students in higher education (total and sub-
system)

Year Total Public HE Private HE

Number Percentage Number Percentage

1995 157,691 119,733 75.9 38,136 24.1
2000 373,745 255,008 68.2 118,737 31.8
2010 383,627 293,828 76.6 89,799 23.4
2015 349,658 292,359 83.6 57,299 16.4
2016 356,399 297,884 83.6 58,515 16.4
2017 361,943 302,596 83.6 59,347 16.4

Source DGEEC/MEd —MCTES | INE, PORDATA, latest update on July 22, 2018

The Social Origin of Students in Higher
Education—From a Higher Education of Elites
to a Mass Education

In the past, in Portugal, higher education represented a system for the
elite (Antunes 2017; Cabrito 2001, 2002). Prior to the 1974 revolution,
education in general, and higher education in particular, had as their
primary objective the requirement to produce the managers and technical
staff required by the country. Less than 1% of university students in 1974
belonged to the less favored social strata; in 1995 this increased to 12.5%
(Cabrito 2002). In fact, during the last few decades, participation inHEby
youngsters from social groupswith lower incomes has increased, even if the
system still remains elitist. Table 6.4 shows the level of income perceived
by representative samples of public and privateHE students questioned on
4 different dates and social structure of Portuguese population according
to Census 1991 and Census 2001.
Table 6.4 shows there has been an increase in the percentage of young

people from the less favored classes comprising the total number of stu-
dents attendingHE, in a sense creating amass higher education—although
this subsystem of education still remains strongly elitist. Table 6.4 clearly
shows the differences in social origin of HE students and the general pop-
ulation. This is similar to the social composition of students at the end of
secondary education, taking into account compulsory schooling.
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Still considering Table 6.4, it should be noted that the financial crisis
that the country experienced since 2010 strongly influenced the social
structure of the Portuguese population as well as students’ perceptions
of their social origin—there has been some disintegration of the middle
class, having “lost” individuals either to the lower class, because of the
explosive increase in unemployment and the bankruptcy of thousands of
small companies, or to the upper class, since the crisis increased inequality
via the distribution of income across the country (PORDATA 2016). It
must be also noticed that the social composition of the resident population
presented in the table refer to data from 1991 and 2001, with no more
recent data available.

Tensions and Challenges

In view of the above, it is legitimate to say that much has been done in the
country toward the democratization of subsystems and the construction
of a mass higher education. However, in order to develop this further, it is
necessary to create conditions for extending the social base of recruitment
of students in HE. To this end, it is essential, on one hand, that all chil-
dren accomplish secondary education and, on the other hand, to enable
young people from lower income groups to enter. For this to happen, a
strengthening of the social support system is required, namely by increas-
ing the number of fellows and scholarships, and creating an appealing
credit system in particular for young people with the greatest financial
difficulties.

Another challenge facing the country is to call out to “university” adults
who did not have the opportunity to attend HE at the “normal” age. To
this end, it is necessary to create mechanisms to recognize the skills and
professional experience of these adults, enabling them to access higher
education through alternatives to the “regular” path described above—as
is already happening in the case of the “Over 23s.”Of course, because these
adults will be, for the most part, workers, it is essential that public HEIs
provide evening courses and courses running to less common frequencies.

Extending the social base of recruitment and bringing new public to
the university also represents the way for Portugal to comply with the
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Europe 2020 strategy of increasing, to at least 40%, the percentage of the
population aged 30–34 having a diploma of higher education.

Finally, it is essential that the state recognize HE as a public good,
investing what funds are necessary into the public system to respond to
the social demand for higher education. In fact, state expenses in education
as a percentage ofGDPhave remained almost static for the last two decades
(5.03% of GDP in 1999; 5.13% of GDP in 2014), something that is also
true for HE (0.94% of GDP in 1999; 0.91% of GDP, in 2014) according
to UNESCO (Institute for Statistics, acceded in September 2017).

The Brazilian Case

InBrazil, the struggle to end themilitary regime (1964–1985) represented,
especially in the field of education, a hope of building a democratic society
in form and content. Planning, elaboration, and implementation of public
policies guaranteed education as a social right. Article 205 of the Federal
Constitution of 1988 (CF/1988) established this right by stating that
“Education, the right of all and the duty of the State and the family, shall
be promoted and encouraged with the collaboration of society, aiming at
the full development of the people, their preparation for the exercise of
citizenship and their qualification for work.”

Since the 1980s, the social demand for access to public education has
widened in the context of the CF/1998, the so called citizens’ constitution.
Fighting for public education meant fighting for the expansion of gratuity
and compulsory education, especially in terms of a basic education from
birth to 17 years of age. In addition, as a principle of educational planning,
participatory democratic management and the extension of teaching and
school autonomy in the elaboration of the pedagogical–political projects
of schools, were demanded. This is delivered in the context of a decen-
tralization of education in which states and municipalities in Brazil create
and assume their own educational systems, based on the principle collab-
oration between federated entities.

In the 1990s, the National Education Guidelines and Framework Law
(LDB, Lawno. 9.394/1996)was approved.This law gave great importance
to evaluation by the Federal Government (the Union) via an education



148 J. F. de Oliveira et al.

and evaluation policy. Although it gave greater administrative flexibility to
schools and systems, there was a greater centrality in terms of evaluation
processes and mechanisms, reinforcing the perspective of a regulatory and
evaluating state.
The LDB continued the historical process of decentralization of edu-

cational offers, especially because municipalities had been considered
autonomous entities since the CF/1988. Therefore, the LDB defined the
collaborative competencies of the Union, states, the Federal District and
municipalities in terms of responsibilities for the stages and modalities of
school education, especially articulated to basic education (0–17 years).
In the late 1990s, there was a strong process of municipalization of educa-
tion in Brazil, primarily because through the LDBmunicipalities assumed
responsibility for early childhood and elementary education, the latter
being shared with its respective states. LDB also establishes that the stu-
dent teacher relationship will be the responsibility of the direction of the
school within the framework of its autonomy (LDB, articles 12º to 15º).

Structure of the Brazilian Educational System

The education system in Brazil consists of two levels: basic education and
higher education (Table 6.6), as established by the LDB. Basic education
(0–17 years) is composed of early childhood education (kindergarten,
0–3 years, and pre-school, 4–5 years), elementary school education (6–14
years), and high school education (15–17 years). The age range of 4–17
years represents mandatory education. Higher education includes under-
graduate courses (bachelor’s degree, teaching degree, and technologist)
and post-graduate latosensu (specialization) and strictosensu (master’s and
doctorate degree).Master’s or doctorate coursesmaybe academic or profes-
sional. Higher education also includes sequential and short-term courses
which do not entitle the student to further studies. The educational sys-
tem also includes various forms of education such as youth and adult
education, rural education, distance education, professional education,
and special education (Table 6.5).

In general, the concept of basic education can be understood as an
important advancement in Brazil. However, it is important to note that
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Table 6.6 Structure of the Brazilian education system

Level Stage Duration (in years) Age group

Higher education College education Variable 18–24 years
Basic education High school 3 15–17 years

Elementary school 9 6–14 years
Child education
(pre-school)

2 4–5 years

Early childhood education
(kindergarten)

3 0–3 years

Source LDB (law no. 9349/1996), adapted by the authors

in 1996 compulsory schooling did exist for 7–14-year-olds.With the Law
no. 11.274/2006, compulsory schooling was extended to 9 years (6–14-
year-olds). Subsequently, with Constitutional Amendment no. 59/2009,
education became mandatory for 4–17-year-olds, in spite of the fact that
Brazil has yet to universalize education for pre-school and high school.
Furthermore, school day is four and a half hours long. The number of
full-time schools in the country is very small, although the number is
growing. The expansion of education that has occurred since the approval
of the LDB/1996 has contributed to the universalization of attendance
and the recognition of education as a social right, as well as to the greater
democratization of access to higher education. Nevertheless, there is still
a huge attendance deficit in compulsory education.

In 2016, basic education (0–17 years) registered the following number
of pupils: early childhood education—day care, 3,233,739; pre-school,
5,034,353; elementary school education—from6 to10 years, 15,346,008;
from 11 to 14 years, 12,242,897; and secondary school education—
8,131,988. Higher education accounted for 8,048,701 enrollments, of
which 6,058,623 (75.3%) were to private HEIs and 1,990,078 (24.7%)
public institutions (Fig. 6.1). In 2016, Brazil had a population of 207.7
million.

It can be observed, however, that the net rate, in 2015, was still very
low in pre-school (30.4%) and secondary school (62.7%). Elementary
school presents a higher percentage of attendance (97.7%) in 4–14-year-
olds. Higher education, which registers an expansion, reached a net rate of
18.1% in 2015, still well below the percentages of other Latin American



6 Access to Higher Education in Portugal, Brazil … 151

492232 578625 888708
1643298 1990078

885054 961455
1807219

4736001

6058623

0

1000000

2000000

3000000

4000000

5000000

6000000

7000000

1980 1990 2000 2010 2016

Public Private

Fig. 6.1 Enrollment in undergraduate courses in public and private HEIs
(1980–2016) (Source Inep/Higher Education Census [1980, 1990, 2000, 2010, and
2016], adapted by the authors)

countries and well away from the 33% predicted by the Brazil National
Education Plan—PNE 2014–2024 (Law no. 13.005/2014). Special edu-
cation, aimed at people with disabilities, reached 82%, considering all the
different age groups and stages. It is important to note that the net service
fees have been increasing for all stages.

Higher Education Access and Attendance in Brazil

The history of access to higher education in Brazil, under the perspective of
democratization, reveals a permanent tension resulting in continuity and
rupture, with the prevalence of continuity under themodel of “selection of
the best” under the guise of “democratization.” The historical apprehen-
sion toward the theme highlights the debate about the democratization of
access to higher education, equal opportunities, teaching quality, andmer-
itocratic evaluation. From the 2000s, the debate about access was broad-
ened and intensified with the introduction of new themes: the selection
process, national high school exams (ENEMs), a unified selection system
(SiSu), affirmative action, racial quotas, inclusion, and permanence.

CF/1988 established (Article 208, item V) that the “access to the high-
est levels of education” must be “according to the capacity of each one.”
Therefore, access to higher education is not a subjective public right, as in
the case of basic education for 4–17-year-olds. In turn, LDB/1996 estab-
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lished (Article 44, item II) that access to undergraduate courses is open
“for candidates who have completed high school or equivalent and have
been classified in a selection process.”Therefore, in theory, the law suggests
a diversification of the selection processes for entry to higher education.
However, since the creation of ENEM in 1998, there has been a substan-
tial standardization of the selection process for access to higher education
in Brazil, especially since the creation of SiSu (a unified selection system),
instituted by Normative Rule MEC No. 2 of January 26, 2010, by the
Ministry of Education (MEC). SiSu established a unified selection process
based on the marks obtained in ENEM. The system is computerized and
managed by theMEC, to select candidates for vacancies in undergraduate
courses offered by public institutions of higher education that partici-
pate in the test. There has also been a large expansion in the number of
ENEM participants—in 1998 116,000 candidates participated, in 2015
5,811,000 participated. This growth is in large part due to the creation of
SiSu, which unifies selection and covers vacancies at all federal institutions
of higher education.

It is also worth noting the approval of the Quotas Law (Law no.
12.711/2012), which determines the entrance into federal universities
and federal institutions of technical secondary education. This law estab-
lishes that federal institutions of higher education, linked to the MEC,
“shall reserve, in each competitive contest for admission to undergraduate
courses, by course and shift, at least 50% of their vacancies for students
who have completed high school in public schools” (Article 1). It also states
that 50% of the vacancies must be reserved for students from families with
incomes equal to or less than 1.5 times the minimum wage (minimum
and average wage) per capita. Vacancies “will be filled by course and shift
by self-declared black, brown and indigenous people, and by people with
disabilities, according to the legislation, in proportion to the total number
of vacancies at least equal to the respective proportion of blacks, brown,
indigenous, and disabled people in the population of the Federation unit
where the institution is located, according to the last census of the Brazilian
Institute of Geography and Statistics (IBGE)” (Article 3).
Table 6.7 shows that there has been a steady increase in course enroll-

ments, admissions, and completions in Brazilian higher education from
2006 to 2016.
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Table 6.7 Courses, enrollments, admissions, and completions in Brazilian higher
education per year

Year Courses Enrollments Admissions Completions

2006 23,257 4,944,877 1,998,163 784,218
2007 24,653 5,302,373 2,165,103 806,419
2008 26,059 5,843,322 2,360,035 885,586
2009 28,966 5,985,873 2,081,382 967,558
2010 29,737 6,407,733 2,196,822 980,662
2011 30,616 6,765,540 2,359,409 1,022,711
2012 32,050 7,058,084 2,756,773 1,056,069
2013 32,197 7,322,964 2,749,803 994,812
2014 33,010 7,839,765 3,114,510 1,030,520
2015 33,607 8,033,575 2,922,400 1,152,458
2016 34,440 8,052,254 2,986,636 1,170,960

Source Inep/Higher Education Census (2006–2016), adapted by the authors

The Social Background of Higher Education Students:
The Construction of a Mass System

In 2015 a net rate of 18.1% of the population of 18–24-year-olds were
registered in Brazilian higher education. This indicates that the system is
still considerably elitist. In addition, the richest fraction of the population
usually enter the most prestigious undergraduate courses. This underwent
changes with the approval of the Quotas Law in 2012 in so far as the law
reserved at least 50% of HE vacancies for students who completed public
high school.
Table 6.8 shows the distribution of Brazilian higher education students

(18–24-year-olds) by income. It is clear that higher education access by
the poorest and middle social classes from 2006 to 2015 has improved.
However, the predominance of the richest 20% has also increased.

Tensions and Challenges

Brazil’s historical elements and educational indicators show that there has
been a certain process of expansion and democratization of access at all
levels and stages of education since the country’s re-democratization, even
though educational deficits exist that need to be corrected (Oliveira 2013).
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Table 6.8 Distribution of Brazilian high school students (18–24-year-olds) by
income

Fraction 2006–2008 (%) 2009–2012 (%) 2013–2015 (%)

20% poorest 1.5 3.4 4.9
2nd fifth of income 2.8 5.3 9.1
3rd fifth of income 7.3 10.9 15.5
4th fifth of income 16.8 21.2 26.0
20% richest 48.2 49.9 53.1

Source IBGE/Pnad (2006–2015), adapted by the authors

Social inequality accentuated by regional and state asymmetries, given the
inequality in the country, makes this task even more difficult.
There is a large contingent of children and young adults who evade, or

are out of the school system. The net high school rate (62.7%) is certainly
a strong obstacle to the expansion of higher education. Brazil is far from
having a massive system of higher education, since it has only achieved
18.1% of the 18–24-year-old population. In addition, offers to higher
education are predominantly private (75.3%). The Quotas Law (Law no.
12.711/2012) contributed to increasing entrance to higher education by
the poorest and the middle classes, but the system is still considerably
elitist.
The National Education Plan—PNE 2014–2024, represents an ambi-

tious target for access to higher education—to achieve, by 2024, an enroll-
ment of 33% for 18–24-year-olds. This would represent a “revolution” in
terms of access to higher education in Brazil (Oliveira 2017). This would
certainly have a great effect on opportunities available to the population,
on social inclusion, on the production of knowledge, and on the develop-
ment of the country, especially if the quality of supply is assured (Oliveira
& Dourado 2017).

The Mexican Case

Mexico has a very large and diverse educational system, which largely
reflects the demographic and socio-cultural conditions of its population.
The country is the thirdmost populated in the Americas and the second in
Latin America. Most of its 123.5 million inhabitants live in cities, while
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almost 20% of its population live in rural locations with less than 100
inhabitants (INEGI 2017). Mexicans have an enormous cultural wealth
brought by the indigenous population: 10% of Mexicans consider them-
selves part of different native tribes, andmany of them speak an indigenous
language. In Mexico, a great socioeconomic inequality prevails and about
half of its inhabitants live in conditions of poverty.The social and economic
disparity along with ethnic diversity are linked to inequalities in access,
permanence, and graduation at different types and levels of schooling.
These inequalities limit the right to education and the full development
of individuals.

Structure of the Educational System

The educational system consists of three levels: basic education, upper
secondary education, and higher education. Basic education is compulsory
and is composed of three levels: pre-school education, primary education,
and secondary education. Pre-school education includes 3 school grades
and the children who attend are from 3 to 5 years old. Primary education
is composed of 6 school grades and the students range from 6 to 11 years
of age. Junior high school is composed of 3 grades and serves students
from 12 to 14 years of age.

Upper secondary education consists of an upper high school level and/or
its equivalent. Since 2012, its mandatory nature was established by law.
Most of its programs last for 3 years and the typical age of students is
between 15 and 17 years. This type of education integrates three major
educational models: general upper high school, technological upper high
school, and technical professional studies.
The main purpose of higher education is the training of professionals

in all branches of knowledge. It is composed of bachelor’s, master’s, and
doctorate degrees. It also includes teacher educationprograms (the training
of basic education teachers) at all levels and specialties.

In addition to these three types of education, the Mexican Educational
System (SEM) provides early childhood education (for children under 4
years old); special education (for people with disabilities or with outstand-
ing skills); adult education; and work training programs (Table 6.9).
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Table 6.9 General structure of the Mexican educational system

Type of education Level of education
Ideal or typical
age (years) Duration (years)

Basic education Pre-school
Primary
Secondary

3–5
6–11
12–13

3
6
3

Upper secondary
education

Bachelor and
professional
education

15–17 2–3

Higher education Senior university
technician

Bachelor’s
(undergraduate)

Postgraduate:
specialization

Master’s
Doctorate

18–20
18–22
24+

2–3
4–6
1–2
2
3–5

Source Panorama Educativo de México (2016) and INEE (2017)

In the 2014–2015 school year, theMexican Educational System (MES)
recorded 36.4 million students in basic education, upper secondary edu-
cation, higher education, and training for work at a total of 255,000
schools with more than 1.9 million teachers. The highest percentage of
students (71.2%) corresponded to those in basic education, 13.7% to the
upper secondary education, and 10% to higher education. The number
of basic education schools represented 88.7%, upper secondary schools
6.3%, and higher education represented 2.7%. The highest percentage
of teachers (63.6%) were in basic education, 15.1% in upper secondary
education, and 19% in higher education. Across all types and educational
levels of the MES, the highest percentages of student attended public
institutions (INEE 2017).

Higher Education Access and Attendance in Mexico

There is no national exam to enter public higher education. To apply for
a vacancy, one must have a certificate of completion of previous studies.
Some universities develop their own assessment instruments for access,
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especially those that receive federal funding and are located inMexicoCity.
At the National Autonomous University of Mexico (UNAM), the largest
and most important public university, access to undergraduate studies
consists of twomodalities.On the one hand, students who completed high
school studies at UNAM schools enter without doing an admission exam.
On the other hand, those who did not study in such schools complete
a test which evaluates knowledge, verbal reasoning, and mathematical
reasoning.

MostHEIs use theNationalHigher Education Entrance Exam (EXANI
II), developed by CENEVAL (the National Center for Higher Education
Assessment), as their admission test. Other institutions use a test from the
College Board of Puerto Rico. The most prestigious private universities
apply some of these instruments, but there are also many low-quality,
private HEIs that do not have a formal admission process.

Payment of fees in public universities varies from a symbolic payment
of a fewMexican Pesos to a fee of about US$700 per year. In private HEIs
the range of fees is even greater: from the high costs associated with the
most prestigious universities to more accessible fees at medium- and low-
prestige institutions. In 2012, the Federal Government created a financial
program to support private banks granting educational loans to study at
high-quality private universities.

In order to promote the permanence of students in publicHEIs, theFed-
eral Government launched the National Scholarship Program for Higher
Education (PRONABES) in 2001, for students enrolled in a bachelor
or technologist degree program coming from families with low socioeco-
nomic status. In 2014, the program simplified its title to “maintenance
grants.” Since its inception, the program has provided economic support
to hundreds of thousands of students (CINDA 2016).

In addition to “maintenance Grants,” there are other economic sup-
port programs, of more limited scope, funded by the National Council
of Science and Technology (CONACyT). One supports vocational train-
ing (bachelor’s degree or senior university technician) of women who are
mothers and heads of households (single, widowed, divorced, or sepa-
rated), with durations of 1–36months. Another program supports indige-
nous women who study postgraduate programs. There is also a program
to stimulate the scientific and technological vocations of young people.
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Table 6.10 Enrollment in higher education (2016–2017; school category)

Level/support
Total number of
students Women Men Teachers Schools

Higher
education

3,762,679 1,864,102 1,898,577 388,310 5311

Normal 94,241 69,532 24,709 14,730 450
Bachelor’s 3,429,566 1,669,009 1,760,557 315,801 4285
Postgraduate 238,872 125,561 113,311 57,779 2296
Public 2,655,711 1,263,018 1,392,693 231,658 2208
Private 1,106,968 601,084 505,884 156,652 3103

Source SEP/DGPPyEE; formatos 911

This instrument puts young students in contact with science and technol-
ogy through the implementation of coordinated practices and activities
developed by scientists and academics. Other programs are organized and
financed by several public universities, aimed at supporting students with
disabilities to carry out their undergraduate and graduate studies (CINDA
2016).
The institutional diversity of higher education is integrated by a broad

public sector that includes federal, state, and state with solidarity support:
technological institutes and universities, polytechnic universities, national
pedagogical universities, open and distance universities, intercultural uni-
versities, public research centers, public normal schools, and other public
institutions of various state secretariats. There is also a wide and varied
number of private institutions.

In the last four decades, higher education in Mexico has undergone
a huge expansion. In 1970, it barely reached 200,000 enrolled students,
currently it exceeds 3.6 million. Nowadays, it serves 35% of the popula-
tion aged appropriately for higher education (gross coverage rate). During
the last 5 years, undergraduate enrollment has increased by almost one
million students, which represents almost 25% of the total enrollments in
higher education throughout the country.Most of the growth has occurred
in public HEIs. The postgraduate and non-school category also demon-
strated a significant increase. Some 70.6% of enrolled candidates attend
public institutions, although in the private sector the number of educa-
tional establishments is larger.More than 90% of students are enrolled in a
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Table 6.11 Enrollment in higher education (2016–2017; non-school category)

Level/support Total number of students Women Men

Higher education 667,569 358,301 309,268
Bachelor’s 572,332 302,420 269,917
Postgraduate 95,237 55,881 39,356
Public 287,717 151,848 135,869
Private 379,852 206,453 173,399

Source SEP/DGPPyEE; formatos 911

bachelor’s degree program, in comparison with those who are in graduate
schools (6.3%) or in normal schools (teacher training) (2.5%) (Tables 6.10
and 6.11).

The Socioeconomic Background of Students

In the last two decades, there have been several national studies that
have analyzed the backgrounds of students, mainly through a quantitative
approach focused on sociodemographic factors (Cinda 2016). There have
also been other investigations at the regional and institutional levels that
have analyzed study conditions at home, study habits, school practices,
and cultural consumption (De Garay 2005); social capital and cultural
capital (Casillas et al. 2007); social background and opportunities for
access to university (Enciso 2013); and social composition of students,
paths, student life, identities, and experiences (Guzmán 2011).

A recent study published in 2016 by the Centro Interuniversitário de
Desarrollo indicates that, although enrollment in higher education has
grown significantly in recent years, the way in which different segments
of society have access to higher education is differentiated. In 2014, only
3.4% of students belonged to the lower income segment, while more than
40% of enrollments were from the highest income category. However,
inequality is lower in terms of enrollments at public institutions. Contrary
to this, enrollments at private HEIs show increased inequality. The access
from2011 to 2014was still unbalanced and there is no installed capacity to
meet the increasing enrollment. Access opportunities have also decreased
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for the poorest sectors of the population, although opportunities have
increased for the middle classes (CINDA 2016).

Tensions and Challenges

One of the greatest tensions in the system is caused by the requirement
to meet the needs of people who seek access to HEIs, in the context
of growing economic challenges. Furthermore, public and private HEIs
must offer an education that is both high quality and of significance to
students facing a difficult labor market. It is necessary to have sufficient
financial resources to create an infrastructure that sustains the growth of
the system and that increases the current low level coverage, in comparison
with OECD countries and Latin America. It is also necessary to reduce
the inequities in the distribution of access opportunities for students from
low economic and disadvantaged backgrounds. Finally, it is not enough
to simply improve access to higher education, it is also necessary to ensure
study permanence and completion.

Conclusions

Some Comparisons Between Portugal, Brazil,
and México

From this chapter it can be concluded that the three countries studies
(Portugal, Brazil, and Mexico) despite demonstrating a process of growth
and development in education, do not present similar behavior against
the basic indicators assessed.
Thus, considering enrollment rates, there is a perception that there

are significant differences between the three countries, at different levels
of education, especially regarding secondary and higher education atten-
dance (Table 6.12). Enrollment in higher education inMexico and Portu-
gal exceeds 30% of the population aged 18–24 years, while Brazil reached
only 18.1% of the homologous population in the year 2015, even decreas-
ing to 13.3% in 2016.
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Concerning the nature of offers of higher education, all three countries
offer public and private higher education, the share of which varies from
country to country due to the specific processes of growth and diversifi-
cation of higher education in each country (Table 6.13).
The percentages given in Table 6.13 show that enrollments in higher

education in Brazil are predominantly in private institutions (75.3), partly
due to the federal government programs that finance scholarships. In addi-
tion, public expansion has not accompanied the strong growth of the pri-
vate sector. In theMexican and Portuguese cases, there is a greater presence
of public offerings, indicating that in these countries higher education is
regarded more as a public good, even though both countries present levels
of equity in their higher education systems that are strongly unequal.

On the other hand, all three countries invest very little both in education
as a whole, including higher education, as evidenced by percentages of
GDP (Tables 6.14 and 6.15).

Table 6.12 Actual rates of schooling by level of education (2016)

Country

Fundamental/
elementary/pre-
school, and basic
(3–14 years)

High school/upper
secondary
education/secondary
education (15–17
years)

Higher education
(18–22 years)

Brazil 90.0 62.7 17.3a

Mexico 94.9 62.0 37.3
Portugal 90.0 75.3 33.1

Source Brazil—INEP (2018aa, b); México—SEP, Sistema Nacional de Indicadores
Educativos (2017) [www.snie.sep.gob.mx]; Portugal—DGEEC/MEd—MCTES | INE,
PORDATA (latest update on July 24, 2018)

Table 6.13 Students in higher education by subsystem (as a percentage of the total
in higher education)

Administrative sphere Brazil Mexico Portugal

Public HE 24.7 70.6 83.6
Private HE 75.3 29.4 16.4

Source Brazil—INEP (2018b); Mexico—SEP, Principales Cifras del Sistema Educa-
tivo Nacional 2016–2017 (2017) [fs.planeacion.sep.gob.mx]; Portugal—PORDATA
(2018)

http://www.snie.sep.gob.mx
http://fs.planeacion.sep.gob.mx
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Table 6.16 Socioeconomic structure of students in higher education (as a percent-
age)

Household income Brazil (2015) Mexico (2014) Portugal (2015)

High/medium-high 44.5 40.0 36.7
Medium 50.6 56.6 46.7
Low 4.9 3.4 16.6

Source Brazil—IBGE/Pnad (2006, 2015);Mexico—CINDA (2016); Portugal—Cerdeira
and Cabrito (2017)

From the percentages given in Table 6.14 one can conclude that the
investment in education in all three countries is weak. It should be high-
lighted that the decrease in investment that occurred in recent years in
Portugal is due to the economic and financial crisis experienced in previ-
ous years. From 2015 onwards, the elected government defined a policy
of social support for workers and pensioners who had been harmed by the
previous government—the consequence being that investment in other
social areas declined. A similar trend was observed in Mexico and Brazil,
probably due to economic and political crises affecting economic growth.

In a similar manner to what happened in terms of investment in edu-
cation, the share of public expenditure on higher education, in all three
countries, is also extremely low—substantial growth in public investment
at this level of education is not predicted. Moreover, in the Mexican case,
the decline in public investment in the sector over the last 3 years, has
been significant.

Finally, it should be noted that the three countries, despite demonstrat-
ing growth in higher education, still present themselves as countries with
rather elitist higher education systems, albeit with significant differences
in degree of equity given their different degrees of concentration of wealth,
a situation that to some extent arises and denotes their different levels of
development (Table 6.16).

Final Thoughts

The present study shows that access to higher education in Portugal, Brazil,
and Mexico has been growing with the aim of becoming mass systems.
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However, one of the greatest tensions arising is to be able to guarantee
entry and permanence for low-income groups and disadvantaged sectors
of the population (blacks, indigenous people, people with disabilities).
A strong inequality exists in all three countries, especially in Brazil and
Mexico, which impacts access to higher education, in favor of the most
prestigious social classes. In the Brazilian case, the situation is intensified
by the lack of universalization of compulsory basic education, especially
secondary education (15–17 years). There is also a concern about the
quality of supply, especially in private institutions.
The democratization of access and permanence in higher education

implies the creation of conditions that allow the social base of student
recruitment to be extended. In order to do so, it is necessary to improve
student welfare, especially for youths suffering greater financial difficulty.
In addition, it is necessary to create favorable conditions so that the popula-
tion of individuals over 24 years of age can enter and complete higher edu-
cation, something that will certainly contribute to there countries achiev-
ing their target net and gross rates. In Portugal, the “Over 23s” program
exemplifies one possible way to broaden the social base of recruitment of
higher education, bringing new audiences “to university.”

Finally, it is imperative that higher education be seen as a public social
good, something that the state must invest resources in so that greater
social inclusion can be guaranteed.
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Predictors of Vulnerability in Latin

American Higher Education

Aleix Barrera-Corominas, Diego Castro Ceacero
and Joaquín Gairín Sallán

Introduction

Education is a fundamental human right recognized by UNESCO (2009)
and an established goal for the development of fair, democratic, and sup-
portive societies. Higher education, as a recognized social public good and
a duty of the state (UNESCO/IESALC 2008), must, as part of that right,
guarantee social equality of access and achievement in the educational
opportunities of all students throughout their academic careers (IESALC
2006).
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Despite the undoubted advances in coverage, Gairín and Suárez (2013)
point out that significant gaps still exist linked to social, cultural, and
geographical factors that act as determinants of the unequal and stratified
nature of access to university education. Even in Europe, where univer-
sity education is widely regarded as more developed, a level playing field
in higher education has not been achieved, notwithstanding important
differences between countries (EURYDICE 2013, p. 3). University edu-
cation provides tools for professional and social advancement which can
help personal and social progress in this regard. From this point of view,
both inclusion and diversity constitute goals and challenges for higher
education, its institutions, and actors.
This chapter presents the results of research carried out to exam-

ine the viewpoints of university governing boards on exclusion factors
in Latin American higher education. This research was developed in
parallel with the development of Project ACCEDES—“El acceso y el
éxito académico de colectivos vulnerables en entornos de riesgo en Lati-
noamérica (ACCEDES)” (“Academic access and success for vulnerable
groups in situations of risk in Latin America”)—cofounded by the Euro-
pean Union ALFA III Programme (http://projectes.uab.cat/accedes/),
with the aim to promote strategies and initiatives to improve inclusion
levels within Latin American universities.

Education and Vulnerable Groups

Vulnerability, increasingly acknowledged in the rhetoric and practices of
governments and universities, something previously considered by Gairín
Sallán (2014), becomes the main priority on the educational agenda when
the following is taken into account:

• A democratic society must be governed by the principles of equity,
social inclusion, and justice, to guarantee that each and every student
is treated fairly, especially those who are more disadvantaged (Ainscow
et al. 2013).

• Guaranteeing the recognition of all members of a society as citizens and
especially of those who are at risk of exclusion, has economic implica-

http://projectes.uab.cat/accedes/
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Fig. 7.1 Prevention of discrimination, marginalization, and exclusion

tions but also ensures access to basic competencies acquired in educa-
tion at all levels, that promote personal, social, economic, and cultural
development (Bolívar 2005).

The very idea of vulnerability brings to mind groups that are not nec-
essarily “vulnerable” but “are in a vulnerable situation” (Gairín and Suárez
2013; Jurado de los Santos 2013). Therefore, we are talking about a situ-
ation with social and cultural roots, which can be reversed if we apply the
appropriate means and which may be recognized, accepted, and valued by
those involved, and on equal terms with, other people (Fig. 7.1).
The concept of poverty arose from the context of social and economic

change that took place in pre-industrial society and is related to the first
theories about inequality as an element of human insecurity linked to indi-
vidualist and criminalist approaches. Subsequently,more social approaches
incorporated a more collective vision which took into account socioeco-
nomic conditions. Thus, the concept of exclusion evolved from a lim-
ited vision of marginalization, functionalist in nature, to a broader more
contextualized and complex view, opening the door to understanding
processes of social, cultural, and legal inequality that occur in modern
societies.
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It is important at this point to go back to the fundamental issues and to
remember that the construction of societies is based on putting collective
needs before those of the individual. It is about working with others and
trusting others to achieve common goals. However, social trust (trust in
others) is breaking down and social cohesion appears as a deceptive new
construct. As Sandoval states:

The notion of social cohesion could be considered a trap of neoliberalism
that considers societal life as simply a market like any other and that eco-
nomic efficiency is the only relevant criterion for judgement. From this
perspective, social cohesion arises in individualistic societies that do not
impose positions or roles, but rather place challenges on individuals, chal-
lenges that theymust overcomebymobilizing themselves, in order to achieve
autonomy, in order to be subjects. (2016, p. 140)

The concept of “vulnerability” can thus be considered a complex and
multidimensional notion, which can affect individuals, groups, and com-
munities with varying intensity and more or less permanently in those
aspects that shape their well-being and full development (Olmos Rueda
2011). To act on this issue requires understanding it in relation to other
concepts, such as poverty and social exclusion, and at the same time, ana-
lyzing its effects in specific situations, such as, in this case, its implications
in the field of higher education.

Inclusive Universities and Addressing
Vulnerability

Universities are increasingly addressing vulnerability, if we consider the
proliferation of projects, programs, and good practices that are constantly
being disseminated as evidence of this. There is not only a concern over
this issue but also concrete initiatives and a commitment to the effective
inclusion of those students who are in a vulnerable position.

Equity in terms of inclusion is understood as a “critical requirement ”
(Díaz-Romero 2010, p. 4) to ensure quality in universities: universities
cannot be considered of high-quality if they are not inclusive, and vice
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versa. However, addressing vulnerability continues to be a challenge since
it requires, among other things, actions to (Gairín Sallán 2014):

• further analyze the achievement of the social aspect of higher educa-
tion (Red Eurydice 2011), by increasing the participation of vulnerable
groups that reflect the distribution of social groups in society at large;
and

• push for a greater focus on diversity and in the achievement of inclu-
sion as a task of the institution itself, of its structures, dynamics, and
employees and not only in terms of actions or programs for students
(Díaz-Romero 2010).

In summary, addressing inclusion in universities, that is, building inclusive
universities, can be seen as a democratic proposal but also as an opportu-
nity for innovation and developing new competencies for the institutions
themselves (Sebastián and Scharager 2007), as long as the expectations,
determination, and actions of all the institutional actors involved are coor-
dinated.

Despite some problems and limitations that may affect their implemen-
tation, the challenges are clear (Gairín Sallán 2014): (1) discriminatory
views and practices that still exist; (2) difficulties in transitioning from sec-
ondary school level to higher education level; (3) difficulties in achieving
academic leveling of students in vulnerable situations; (4) difficulties of
financing in order to sustain exciting affirmative actions and to implement
or initiate new ones; and (5) going beyond the view of inclusion as simply
an issue about access and reinforcing actions that cover all educational
stages, above all retention and egress/transition to the job market. We can
also talk about other limitations, such as the situation of “invisibility”
that often affects students, the need to overcome physical barriers, or the
importance of improving and strengthening information and dissemina-
tion channels between universities and potential students.
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Fig. 7.2 Basic outline of the ACCEDES model (APRA—Spanish acronym for Access,
Permanency and Academic Achievement)

The ACCEDES Project Experience

This research has been conducted as part of the project entitled “El acceso
y el éxito académico de colectivos vulnerables en entornos de riesgo en
Latinoamérica (ACCEDES)” (“Academic access and success for vulnerable
groups in situations of risk in Latin America”), cofounded by the European
Union ALFA III Programme (http://projectes.uab.cat/accedes/)—its aim
to improve the inclusion levels within Latin American universities.
The ACCEDES model is based on three elements: (1) a philosophy,

which includes a set of guiding principles, values, and objectives for inter-
vention processes with vulnerable groups; (2) a methodology, formulated
using a tool that enables the diagnosis, identification, and prioritization of
vulnerable groups, as well as an action protocol for implementing changes
in higher education institutions; and (3) a manual, structured from guide-
lines, that identifies each of the vulnerable groups and specifies 32 orienta-
tion strategies and 24 organizational development strategies that respond
to the specific needs of each group (Fig. 7.2).
The implementation of the ACCEDES model follows six phases, orga-

nized chronologically, that allow universities to operationalize strategic
planning to design, apply, and evaluate plans that enable vulnerable groups
to access, progress through, and egress from university.

Preliminary phase, or creation of conditions
This phase enables a preliminary diagnosis of the contextual situation and
of the institution, identifying general and specific constraints, and enabling
decision-making regarding the maximum optimization of resources.

http://projectes.uab.cat/accedes/
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Planning phase, or design of intervention
This phase is about defining the basic actions that will introduce improve-
ments for vulnerable groups to access, progress through, and egress from
university. To this end, general and specific objectives are set and the
required actions, and their evaluation mechanisms, designed.

Implementation phase, or carrying out actions
This encompasses the planned follow-up, monitoring, and/or control
actions. Additionally, it includes foreseeing possible obstacles and the
intervention alternatives to help overcome them, while always taking into
account the resistance detected and the internal dynamics of the organi-
zation.

Evaluation phase, or verification of results
Evaluation takes into account the different agents (promoters and execu-
tors) involved in the execution of the plan, as well as the recipients of
its services, with the aim of collecting information and data essential for
decision-making.

Institutionalization phase, or incorporation of changes
This phase contemplates actions that enable the institutionalization of
those strategies deemed successful during the execution of the interven-
tion plan, or their incorporation into the culture and dynamics of the
institution. It must ensure the sustainability and political, economic, and
environmental feasibility of the implemented changes.

Dissemination phase, or sharing of results
Linked to the previous phase, this covers the dissemination of the results
internally (as a way to facilitate decision-making and obtain support for
the sustainability of the project) and externally (to establish links with
other institutions that share similar objectives, establishing synergies and
developing joint projects).

Instruments and Strategies for Intervention

The changes asked of higher education institutions, and upon which
actions can be taken, share the common goal of developing well-trained
professionals committed to the society in which they live. A review of pro-
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grams for change within the world of education, for different formative
stages, brings to light several aspects that might facilitate these changes, as
indicated below:

• The need to combine internal and external actions.
• The existence of a minimum set of conditions: staff stability, minimum

set of resources, planning, leadership, adequate staff training, curricular
flexibility, among others.

• The importance of positive personal experiences for those involved in
the face of change.

• The importance of intervention strategies and not just structural plan-
ning.

• The relevance of projects whose focus is the classroom/workshop or
laboratory.

• The evolution of institutions as organizations that learn.
• The orientation of education toward processes of collaboration and

investigation.

The current situation conforms to these previous approaches (the need
to act on the institution and have collaborative work structures in place)
but it also allows us to glimpse the importance of the work strategies that
are at the heart of all the actions of educational institutions. It is time to
look at global strategies for change in educational institutions (organiza-
tional development, institution-based development, collaborative devel-
opment, inter-center networks, etc.) and to consider specific strategies for
collaboration between the different agents involved.
Within the framework of the ACCEDES project, strategies were

designed and adapted to facilitate the development and implementation
of improvement plans (see Gairín Sallán 2014). These were specified in
28 orientation and tutoring strategies, related to the 8 priority groups: those
with a very low HDI, the disabled, indigenous people, women, students
from rural areas, non-conventional students, ethnic–cultural minorities,
and immigrants. The project also drew up 24 organizational strategies for
the planning, development, and monitoring of intervention plans which
each university can choose from and use as a catalyst for creating condi-
tions that promote institutional change and the inclusion of vulnerable
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groups. The following is described for each of these: what they consist of,
what their general characteristics and forms of use are, some examples of
application, and some references for further examination; also indicated is
the most appropriate moment for application and an estimate of the cost
(low, medium, or high) this implies.

Apart from specific considerations about strategy, the following
should be considered (based on the analysis described in Gairín [2003,
pp. 42–63]):

• The use made of strategies as intervention procedures or action guide-
lines, compared with other notions of these strategies as plans or guides
for addressing a situation, model, or pattern of behavior, as a position
adopted against the reality of the situation or as a way of approaching
it.

In this regard, they:

• Indicate the path for practical action and are directly related to the inter-
vention method and to the systematization proposals that accompany
them.

• Relate to the promotion and development of participatory and collab-
orative management models.

• Address production as well as attention to the people involved, which
makes them protagonists of the change that is intended.

• Seek a process of reflection, which based on an analysis of the current
situation can help to develop new intervention proposals.

In any case, the use of strategies has an instrumental aim regarding
institutional objectives and goals. Although this use may be decisive for
an improvement to be successful, it should never become an end in its
own right. This can happen when goals are not clear, or an instrumental
approach is considered the only feasible way to resolve shortcomings or
problems. Sometimes we forget that organizations are mere social con-
structs that are made up of components which change over time and help
to shape an identity that which eclipses them.
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Method

Qualitative methods were utilized in this study to examine the viewpoints
of university governing boards on exclusion factors in Latin American
higher education. This methodological approach allowed researchers to
focus on understanding the social meanings that people develop with
respect to context, objects, and other people (Wengraf 2001).
The study’s fieldwork was conducted in 2013 and two data collec-

tion methods were utilized: in-depth interviews and focus groups. Both
methods enabled in-depth exploration of perspectives, experiences, and
opinions expressed by university governing boards, access to context, and
an understanding of the specific meaning for the participants of the topic
analyzed: exclusion factors in Latin American higher education. Governing
boards are those groups that have the duties and responsibilities associated
with “defining a strategic vision for the institution, setting institutional
policies, monitoring institutional performance, and ensuring good stew-
ardship of the institution’s assets [and taking] responsibilities for quality
assurance and the equivalence of academic awards” (Saint 2009, p. 8).

In-depth interviews and focus groups were carried out based on the
same semi-structured interview protocol, focusing on: higher education
policies, the characteristics and typology of vulnerable groups, specific pro-
grams targeting these groups, the factors generating disadvantage, forms
of exclusion from university, and how exclusion becomes apparent in the
progression of certain groups through university.

Nineteen institutional representatives of Latin American universities
were interviewed, selected from among the 24 institutions involved in the
ACCEDES project. The criteria for selecting participants were: (1) over
4 years’ experience in university management positions; (2) over 5 years’
experience working in their current university; and (3) responsibilities
relating to student access and retention policies. Participants belonged
to both private and public universities, with sizes ranging from 4000 to
200,000 students (Table 7.1). Each interview lasted approximately 50min.
Being able to access participants from19LatinAmerican institutionsmade
it possible to build arguments that respond to the complexity of different
realities, develop a deep and wide-ranging conceptual debate, facilitate
linguistic clarity, and bring together different axiological viewpoints.
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Table 7.1 Participant profile

Number

Gender
Female 10
Male 9
Age
45 or under 3
Between 46 and 55 7
Over 55 9
Years of experience
Between 4 and 5 4
Between 6 and 7 5
8 or more 10
Public and private HEIs
Public 12
Private 7
HEI size
10,000 students or fewer 4
Between 10,001 and 50,000 students 12
Over 50,000 students 3
Total 19

In addition, the 19 university governing board members interviewed
were grouped into 3 focus groups, comprising between 4 and 7 partici-
pants each. Considering that exclusion factors are affected by contextual
and geographical characteristics (Wang 2011; Geruluk and Race 2007),
participants were grouped according to the three geographical regions of
Latin America.

• The first focus group was held in Cuba and included representatives of
North America and the Caribbean islands (i.e., Panama, Costa Rica,
Nicaragua, Mexico, Guatemala, the Dominican Republic, and Cuba).

• The second focus group was held in Venezuela and included repre-
sentatives of the South American Andean region (i.e., Peru, Bolivia,
Colombia, and Venezuela).

• The last focus group was held in Paraguay and included South Amer-
ican southern countries (i.e., Chile, Argentina, Uruguay, Brazil, and
Paraguay).
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The focus groups allowed us to gather a general information framework
about the subject of the study, stimulated a more in-depth reflection,
and allowed us to research complex phenomena and compare divergent
views (Krueger and Casey 2008; Litosseliti 2003). The fact that all the
participants were familiar with the ACCEDES project facilitated their
participation and data collection and increased the likelihood of obtaining
more authentic answers (Hesse-Biber and Leavy 2006).
To meet the objectives of this study, the interviews and focus groups

were audio-recorded, transcribed, and analyzed usingMAXQDA, in order
to identify recurrent patterns and themes. Data analysis was carried out by
integrating inductive and deductive approaches, which allowedus to estab-
lish a constant dialogue between the data and current theories (McMillan
and Schumacher 2010). Using thematic analysis strategies, we identified
emerging cross-cutting themes from the interviews and focus groups and
developed a preliminary category system that was completed by incorpo-
rating analysis categories sourced from the literature review.

Although, as we have mentioned, exclusion can manifest itself in differ-
ent ways depending on context (Wang 2011;Geruluk andRace 2007), the
complexity of the phenomenon makes it advisable to conduct a prelimi-
nary comprehensive approximation. Therefore, the analysis carried out is
cross-sectional and not comparative, focusing on those common aspects
identified by the Latin American university governing boards.

Results

In this research, the governing boards of Latin American universities
provided descriptive and discerning responses about their experiences.
An analysis of the transcribed interviews and focus groups revealed five
salient emergent themes: (1) personal characteristics, (2) family situation,
(3) institutional features, (4) public policies, and (5) phases of academic
career.

1. Personal characteristics
In the study of exclusion factors of university students, participants iden-
tified personal characteristics as one of the most important factors. In
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addition, they claimed that it has been one of the most studied factors
over the years. A student’s school record and academic performance are
variables that can generate exclusion among young people: when there
is poor performance, particularly at non-mandatory education levels, the
chances of participating in third-level studies are reduced:

The students’ background and performance throughout their academic his-
tory is a clear indicator of the likelihood of their success. If they were able
to complete primary and secondary school, why would they not succeed at
university? (Dean, Paraguay)

Regarding this same educational record, orientation toward a career is a
key element. Career orientation is characterized by having clear academic
interests, demonstrating motivation for certain studies, making decisions
using a single criterion or receiving professional guidance during times of
transition. In this sense, one vice-chancellor maintains that:

In my view, there is a very important element in these cases, and that is
for the student to have clear goals and objectives. If students really want
to become professionals and they have a vocation, they will overcome the
difficulties or will seek help from whoever they can to achieve their dream.
As vice-chancellor, I have seen extraordinary examples of people’s will to
succeed in achieving the objectives they set out for themselves. (Mexico)

If we analyze personal characteristics, it becomes evident that self-
perception or self-attribution of personal characteristics becomes a key
element. Thus:

One of the factors affecting students in an at-risk situation is their own self-
perception – their confidence in their ability to succeed, their self-efficiency,
their self-control and their ability to fulfil academic requirements. If they are
predisposed to succeed they are very likely to do so. (Lecturer, Nicaragua)

Young people from disadvantaged environments who must work while
they are studying present a higher risk of exclusion. Especially if the work-
ing conditions are very tough or the jobs are unskilled. In this regard, one
dean states:
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I have seen brilliant students fail because they have to go to work in places
with conditions that make it impossible to balance study and work. And
also earning very little money. In the end this discourages students and leads
them to drop out. (Peru)

In summary, exclusion factors linked to personal characteristics include
low academic performance in secondary school education, low self-esteem
or low self-control, having received deficient academic training in sec-
ondary school, having to work in precarious conditions, and not having
an explicitly defined professional or academic career plan.

2. Family situation
The family situation refers to how a student’s relational and affective envi-
ronment can become a key factor in their vulnerability. In fact, the close
connection between academic and social integration is influenced, on the
one hand, by the student baggage when entering university and, on the
other hand, by their family environment:

When you have to work to support your family or you have to seek resources
to feed your children, studying at university becomes your second priority,
even if you are highly motivated. Here in Bolivia it is a very common story,
especially among young women who get pregnant and have to care for their
babies. (Department director, Bolivia)

A family’s ability to invest financial resources is another exclusion factor, so
poverty and access to education are still correlative factors in many Latin
American countries. A delegate from the rectorship in Costa Rica states
that:

There is a fact that has become evident in the last few years: poverty and lack
of education are variables with a positive correlation, and this is associated
with a lack of opportunities.

Family support is a determining factor in young people’s academic success.
This support may be financial, as argued by the president of a university
in Panama:
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It is undeniable that coming from a family with scarce resources in which
parents have not had the opportunity to get an education makes it harder
for their children to access university. Low income family status can have a
negative effect in the absence of external support for education.

When young people receive sufficient and sustained support and extrinsic
motivation in their homes this can also provide emotional support. One
dean commented in this regard:

In some cases, when young people arrive home they may not find an envi-
ronment that is favourable to study. Being the first university student in a
family unit is very complicated; you have to break through many barriers.

Place of residence may also become a factor of exclusion, although this
depends on the availability of transport links. Young people living in the
urban periphery or in rural areas with deficient means of transport may
not access university studies or may withdraw prematurely:

When I talk about place of residence I am not only referring to the geo-
graphical location but also the disadvantages present in this place: distance,
the time required for commuting, the costs involved in commuting and,
mainly, the difficulty in accessing means of transport. (Dean, Paraguay)

In summary, exclusion factors linked to the family situation include a
household’s precarious employment context, low educational attainment
by parents and siblings, young students with family responsibilities (par-
ticularly if they are caring for children), fragmented family units, a family
environment with difficulties accessing culture, and living in remote areas
or areas that are badly connected with university centers.

3. Institutional features
The organizational dimension takes into account the characteristics of
higher education institutions in relation to students at risk of exclusion.
Therefore, the involvement and interest of teaching staff in minimizing
exclusion factors for students becomes a very significant factor. Those
education professionals most involved in designing strategies that address
diversity help overcome exclusion factors:
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At the end of the day there is a very important issue, and that is what
the lecturer does within the classroom. Whether the lecturer is sensitive
towardsminorities –whether the lecturer has the capacity and is interested in
designing different strategies to help students. There is the issue of teaching
staff training, but it still depends on the attitude of each lecturer. (Vice-
chancellor, Chile)

Beyond the lecturer’s individual dimension, it is important to know
whether, as part of the university’s general policy, guidelines exist for
dealing with the exclusion of vulnerable students. In this regard, inter-
viewees emphasized the importance of having specific action plans, pro-
viding resources for minority groups, promoting programs with financial
support, the possibility of getting support and constant guidance from
experts, etc. Each university’s strategic plan should include initiatives and
actions to minimize exclusion factors. In this regard, one course director
states:

In this university there is a political commitment from the office of the
chancellor to include ethnic and cultural minorities. Programmes are devel-
oped, we respond to requests and we invest resources in helping the most
vulnerable students. (Venezuela)

The different strategies implemented by higher education institutions to
prevent the exclusion of vulnerable students must be specific and must
have the capacity to respond to the specific characteristics of each group
facing the challenges of higher education:

Universities wishing to address the issue of diversity must establish all kinds
of programmes, ranging from removing architectural barriers for students
with reduced mobility to including blended distance learning for students
from rural areas far away from the capital. (Dean, Colombia)

Another exclusion factor that affects university institutions is the man-
agement of transition processes. On the one hand, the transition from
secondary education to university, and on the other, the transition from
one academic year to the next within the university. A vice-chancellor
from the Dominican Republic comments:
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Certain critical moments can be identified in university life which require
special attention, these include exam periods, academic year progression,
access to education, etc.; specific actions should be provided for all these
academic transitions. Especially for students with more difficulties.

In summary, exclusion factors linked to institutional features include the
lack of motivation or low levels of interest of academic staff, neglect dur-
ing the transition between different academic stages, especially access to
university, insufficient provision of financial resources, poor access to facil-
ities, etc.

4. Public policies
The dimension of higher education public policies and the range of actions
for their implementation are of key importance for the most vulnerable
groups. Public policies, if they are decidedly aimed at tackling the perma-
nent marginalization and exclusion of the most vulnerable groups, may
contribute to providing real opportunities for these groups to succeed in
higher education institutions.Widespread public policies are current phe-
nomena in different Latin American countries. For example, a person in
charge of the university access program in Cuba argues that:

In Cuba, we are now analysing the initiative approved in Brazil – a recent
law that promotes the inclusion of African descent minorities in university.
Today, nearly all higher education institutions are designing policies to pro-
tect the interests of certain traditionally marginalized minorities in Latin
America.

On the other hand, the government’s legal initiative must protect the uni-
versity’s independence given the different realities existing within a single
country. If national policy is applied uniformly throughout all univer-
sities, it might restrict the way they respond to the specificity of their
environment. This is how the legal initiative becomes bureaucracy. A vice-
chancellor expresses it like this:

Universities must have sufficient resources to provide services to vulnerable
groups. Not all universities should act in the same way. It depends on the
region and on the groups that they encounter. It should be possible to pro-
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pose different things. I imagine that they have different needs in the coun-
try’s capital to those we have here, in more remote areas. (Vice-chancellor,
Dominican Republic)

Supporting this argument, one person stated:

Each university is different, so it is fundamental for universities to be able to
establish our own policies regarding vulnerable groups. We should have full
capacity to make decisions about actions plans, budgets and priorities. On
this matter, we cannot follow government dictates. (Delegate of the rector’s
office, Costa Rica)

In conclusion, the goal of public policies must be to compensate for young
people’s situations of vulnerability or exclusion:

I don’t believe we have to facilitate the access of young people with the great-
est problems; what government policies should ensure is that the difficulties
faced by the most vulnerable groups are not a barrier for them to reach and
succeed at university. (Dean, Colombia)

In summary, exclusion factors linked to public policies include ignoring
as priority groups those at the greatest risk of exclusion, a lack of explicitly
defined remedial actions, not establishing a quota or number of preferen-
tial entry university places for groups at risk of exclusion, not recognizing
university independence, and low levels of investment in public higher
education.

5. Phases of academic career
Finally, analysis of the data from the interviews and focus groups shows
that exclusion factors are different for each of the stages of a student’s
academic career:

I think we should differentiate three points in the academic lives of stu-
dents. Their entry to university, their academic development and, finally,
their entry into the workplace and the professional world. (Access program
director, Cuba)
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The impact of each of the four dimensions identified (personal character-
istics, family situation, institutional features, and public policies) depends
on the point at which students find themselves in their academic lives.This
time-related dimension requires rethinking the exclusion factors described
above, since their expression can be different at each stage. Therefore, the
interviewees emphasize the identification of three main phases. The first
phase, linked to access to higher education, socialization in university life,
and relationships with teaching staff and classmates:

The students who come to study from the high Andean plateau region,
which are the most remote and badly connected areas from the city, are
at a loss the first few months and find it hard to adapt to university life.
In general, not only must they adapt to university life, but they must also
adapt to living away from home, far from their families, with few resources
and no friends. I think starting university is very difficult for these young
students. (Departmental director, Bolivia)

The second phase that occurs during academic development and while
studying at university is considered here:

We subject our students to demanding tests that are very difficult to pass.
That is why students who have some kind of problem end up withdrawing
after two or three initial semesters. Considering that each degree programme
presents its own challenges, imagine if there are also financial or linguistic
problems or if one is living disconnected from one’s environment. Academic
life is full of complexities that can cause a student to drop out. (Vice-
chancellor, Mexico)

Finally, there is the third phase, relating to academic egress and transition
to the job market:

Career guidance has not been developed much here. I know that in Europe
it is done, but here we do not have that tradition.Once students receive their
university degree certificate they leave and we don’t hear from them again.
We do not help them with career guidance nor do we have resources to help
them transition to adult life. I think this is one of the main challenges we
face as a country and as a university. (Course director, Venezuela)
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Conclusions and Discussion

The role of universities has changed in the last few decades and, increas-
ingly, it has become a space for training highly qualified professionals that
our dynamic society demands and an opportunity to develop people with
the capacity and motivation for higher education. This process, far from
being restricted to certain elites, has increasingly become a space for society
and for education.
This opening up of universities to society makes these institutions party

to the challenges of society and demands that they pay more attention to
vulnerable groups. This is especially true if we consider that vulnerability
is a structural phenomenon, the product of a series of events linked to
the structural inequalities of an economic, social, political, and cultural
system in a specific context, but also a product of society resulting from the
convergence of unfavorable interrelated factors that negatively impact on
different “vital areas.”We should not forget that the notion of vulnerability
is associated, at times, with social exclusion and this is defined in a negative
sense, as something which is lacking, and is related to a perception of
society in which some people are “inside” (included) and others “outside”
of the system.
The processes of accumulation, combination, and feedback of exclu-

sion factors allow us to think, as Subirats (2004) puts it, about a relative
flexibility and permeability of borders between inclusion, exclusion, and
social vulnerability. Understood in this way, it is a reversible and modifi-
able condition, taking into account the framework of fundamental rights
and guarantees that cover all subjects.
We have studied the perceptions of governing boards regarding exclu-

sion factors for young people from vulnerable groups at university. Adding
to other studies on inequality, inclusion, and equity in higher education
in Latin America (e.g., Gazzola and Didriksson 2008), we have identified
five factors that explain exclusion in higher education: (1) personal charac-
teristics, (2) family situation, (3) institutional features, (4) public policies,
and (5) the developmental phases of students. The results allowed classifi-
cation of exclusion factors for vulnerable groups at university as intrinsic
(i.e., personal characteristics and family situation) and/or extrinsic (i.e.,
institutional features and public policies). These dimensions have differ-
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entmanifestations throughout the different phases of a university student’s
academic life (i.e., access, academic development, egress, and transition).
The intrinsic dimension includes exclusion factors linked to personal

characteristics, such as low academic performance in secondary school
education, low self-esteem or low self-control, having received deficient
academic training in secondary school, having to work in precarious con-
ditions, and not having an explicitly defined professional or academic
career plan. Our results concur with Castro et al. (2017) and Martin et al.
(2014), who contend that student engagement depends on “the develop-
ment of a positive student identity which influences students’ motivation
to engage” (2014, p. 200).
The second element with an intrinsic dimension is family situation,

which includes a household’s precarious employment context, low edu-
cational attainment by parents and siblings, young students with family
responsibilities (particularly if they are caring for children), family frag-
mentation, a family environment with difficulties accessing culture, and
living in remote areas or areas that are badly connected to university cen-
ters. Other studies carried out in Latin America, specifically in Cuba,
argue that family influences a university students’ performance and that
in the case of vulnerable young people, the relationship between family and
educational institutions should be strengthened. The extrinsic elements
that explain exclusion fromHEIs include the factors we have called institu-
tional features and public policies.The institutional features factor considers
aspects connected with: (1) the lack of motivation or low levels of inter-
est of academic staff, (2) the absence of programs to focus and facilitate
transition between different academic stages, especially access to univer-
sity, (3) insufficient provision of financial resources, (4) poor accessibility
to facilities, and (5) location of institutions. These results are consistent
with previous studies focusing on organizational elements that determine
inclusion in higher education and, in particular, with those studies that
highlight the key role of the teaching staff (Gibbons and Vignoles 2012).

In addition, the public policies factor comprises elements associated
with the lack of explicitly defined remedial actions, not establishing a
quota or number of preferential entry university places for groups at risk
of exclusion, ignoring priority groups, not recognizing university indepen-
dence, and low levels of investment in public higher education. Evidently,
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these public policies respond to ideologies and underlying principles that
inevitably shape the types of actions to be taken (Kilpatrick and Johns
2014; King et al. 2011). So, for example, Gidley et al. (2010) identify
three types of ideology that explain higher education social inclusion the-
ories and policies: (1) neo-liberal ideology, linked to those actions seeking
to improve access; (2) social justice theory, which seeks to promote student
participation and integration; and (3) human potential ideology, which
focuses on success through empowerment.

Some of the challenges for achieving a more inclusive higher education
may be in line with those raised by Ainscow et al. (2013, p. 54) and Gairín
Sallán (2014; Gairín and Suárez 2015) and are summarized as follows:

1. Gathering accurate information about groups in vulnerable situations
and their educational situations, with the need to make progress in
the criteria used to clarify and identify vulnerable groups (Gairín and
Suárez 2014).

2. Collaboration between institutions as a way of creating a perspective of
the system as a whole.

3. The need for local leadership, that is, a reference in the area/region
that can coordinate this inter-institutional collaboration based on the
principle of equity and in relation to other social and cultural policies.

4. The need to link institutional actions to community initiatives, partic-
ularly those that affect young people

5. The requirement to implement those policies at a national level that
take into account and favor actions regarding inclusion and equity that
are being developed at the local/regional level. In particular, strategies
aimed at overcoming the digital divide are important.

6. Establishing cross-sectional commitments that combine equity with
efforts to develop a more just society.

We already have the elements needed to promote an increasingly inclu-
sive university. The emphasis is now on the sustained application of these
proposals, on follow-up and learning from the errors detected, on the eval-
uated impact of these proposals, and on expanding them and promoting
their implementation.
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Introduction

The role of education in the development of countries and regions is,
presently, invaluable (Chagas 2013). If we consider the requirement
in these countries for highly qualified technical and professional staff
to start and continue development processes, and the role of higher
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education (HE) in human capital as demonstrated by social scientists
(Becker 1964; Schultz 1961; Psacharopoulos 1982; Psacharopoulos and
Woodhall 1985), then the importance of HE is even more evident.

However, not all countries are at the same level of HE development
and/or pay equal attention to this educational segment. It is on the basis
of comparisons between different situations that political decision-makers
situate their country and HE in an international context and go on to
define strategies that allow HE to fulfil its function.
This chapter describes and compares the HE systems of three countries,

at different stages of economic, social, and educational development, but
that share something of the utmost importance for development, that is,
language. This chapter compares HE in Angola, Cape Verde, and Portu-
gal—three countries that are part of a Portuguese-speaking community.

First, the threeHE systems are briefly presented, considering their emer-
gence, composition, tensions, and challenges. Subsequently, these three
systems are compared using economic, financial, social, and educational
indicators. Finally, convergences and divergences between the three HE
systems are presented.

It should be noticed that the surveys applied in each country, in order
to understand the social structure and economic capacity of HE students,
concerned only students studying in their own countries, resulting in a
strong bias toward the characteristics of students in Angola and Cape
Verde—once students belonging to more favored strata complete their
studies, in general, they move abroad, mainly to Portugal.
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A Brief Portrait of Higher Education
in Angola, Cape Verde, and Portugal

Higher Education in Angola: Emergence
and Development

In Angola, HE is a rather recent development (Santos 1970). On August
21, 1962, in the midst of the colonial period, Decree-law no. 44.530
was published. It established universities of general studies in Angola and
Mozambique, in both cases for children of Portuguese residents in the
colonies, therefore, it did not have real results in terms of the develop-
ment of these countries. These “general studies” institutions, meeting the
population’s expectations, quickly evolved into another type of institution,
with Decree-law no. 48.790 of December 23, 1968, creating in the case of
Angola, the University of Luanda, with organic units in Luanda, Huambo
(formerly Nova Lisboa), and Lubango (formerly Sá da Bandeira). In the
context of the decolonization process in Angola, which involved the High
Commissioner of Portugal, and through Decree-law no. 86/75 of July
5, from the then Minister of Education and Culture of the Transitional
Government of Angola, the University of Luanda gave rise, in 1975, to
three state universities in Luanda, Huambo, and Lubango.

However, after the independence of the country in 1975, in an effort
to gain educational independence from the colonial regime and organize
HE in Angola, the three structures gave rise, in 1976, to the University of
Angola (Decree-law no. 60/76 of June 19). This university was renamed
after 1985 to the University Agostinho Neto (Resolution no. 1/85 of the
Council ofDefence and Security), the first public university in the country.

In 1977, processes of structural change in the system took off, with the
aim of promoting studies adjusted to the new developmental conditions in
Angola and of increasing equality of opportunity for access to education.
Thus, considered in a diachronic perspective, HE in Angola, after the
independence of the country, extended over three periods, considering the
path of the education system itself: the first period, from 1975 to 1990,
considered as the 1st Educational Reform, was a period of diagnosis of
the real situation in the education system; the second period, between
1991 and 2001, was when the new education system was designed and
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approved through the Basic Law of the Educational System; and finally,
the third period, from 2002 to 2012, the period of the 2nd Educational
Reform, was characterized by the implementation of the new education
system (Carvalho 2012).
Presently,HE is one of the education subsystems considered by theBasic

Law of the Educational and Teaching System (Law no. 17/16, of Octo-
ber 7). In 2005, the Government, via the Council of Ministers, through
Resolution no. 4/07 of February 2, approved the “Guiding Principles for
the improvement of the management of theHigher Education subsystem”
and in 2006 the “Plan of Implementation of theGuiding Principles for the
improvement of the management of the Higher Education subsystem,”
that pursued, inter alia, the goal of promoting the orderly expansion of
the network of Higher Education Institutions, and that required consoli-
dation of vision and strategy; a strengthening of the legal and institutional
base; an improvement in financial, material, and human resources; and
promotion of academic and pedagogical activity in the country (MESCT
2011).
Thus, the Angolan government, in view of the shortages of human and

material resources, created synergies and ensured a rational distribution
of institutions throughout the country’s 18 provinces, with the aim of
promoting amore balanced andharmonious developmentwithin different
regions.

As a result of Decree no. 5/09 of April 7, seven academic regions were
created, which “demarcate the territorial scope of action and the expansion
of higher education institutions” (Article 1). Recently, another academic
region was created, through Presidential Decree no. 18/14 of August 4.

In addition to the academic regions, there was a restructuring of the
network of public HEIs (Decree no. 07/09 of May 12), creation of new
HEIs, and a resizing of the University AgostinhoNeto.The reorganization
of the network led to the creation of another 6 HEIs and, later, a further
public university.With the subsequent creation of several public institutes
and higher schools, and the emergence of private HEIs, there are presently
64 HEIs recognized by the Ministry of Higher Education.

According to data from the Ministry of Higher Education, the number
of students, which was 13,861 in 2002, increased to 221,037 in 2015.
The number of academics increased from 2697 in 2004 to 9965 in 2015,



8 Higher Education Expansion in Portuguese-Speaking Countries … 199

of which 5% hold doctoral degrees, 49% hold master’s degrees, and 40%
hold bachelor’s degrees.

From2010 to 2016, public resources allocated toHEgrew considerably.
Nevertheless, in 2014 and 2015 there were budget cuts due to the impact
of the fall in the price of oil on the Angolan economy (MESCTI 2017).

Higher Education in Cape Verde: Emergence,
Evolution, and Challenges

In Cape Verde, HE emerged in 1979, 4 years after the country became
independent from Portugal (Varela 2013).The first experience began with
the creation of the Teacher Training Center for Secondary Education and
later extended to other areas such as agriculture, merchant marine, fish-
eries, the environment, public administration, and business management
(Sousa 2003). In total, at the end of the 1990s, there were fourHEIs (three
public and one private) that offered baccalaureate education.

From 2000 onward, as a result of an increased demand for HE and a
reduction in the support from international partners in terms of scholar-
ships, it became necessary to mobilize responses on a larger scale, so as to
foster access to HE across the country (DGESC 2010, 2013). It was in
this context that, since reconfiguration of the three HE public institutes,
the University of Cape Verde (Uni-CV) was created and started operating
in 2006. However, since 2001 the state promoted the creation of a set
of private HEIs and thus established a pool of 10 across the country, 8
of which are private and only 2 public. The weight of private HEIs, in
terms of student coverage, is high, accounting for approximately 57% of
the total enrollments in 2013/2014 (MESCI 2014).
Within this framework, the number of Cape Verdean students in HE,

who up to 2000 studied mainly abroad, experienced a significant evolu-
tion, increasing from 717 in the 2000/2001 academic year to 13,397 in
the 2013/2014 academic year. This translates to an increase in the gross
enrollment ratio of 1.8 to 22.98%—in sub-Saharan Africa the average is
8.23% (UNESCO 2017).

For a country with a GDP of US$1617 billion and GDP per capita
of US$3453 in 2016 (World Bank 2017), and with limited conventional
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natural resources, the challenge of ensuring the development of HE while
safeguarding access, equity, and quality is considerable. The central issue
is funding, an issue that is nevertheless faced by almost all countries in
the world—the current trend for HEIs is receipt of fewer public resources
than before (Fielden 2008; Johnstone 2013; Ritzen 2016).

Analyzing state expenditure as a percentage of GDP for HE, we note
that from 2001 to 2014 it declined from 2.00 to 0.79%. This means that
in practical terms there was a decrease of about 60% (World Bank 2012;
MESCI 2016). In the case of the University of Cape Verde, its direct
operational public resources have been decreasing year on year—at only
32% in 2015. This forced the institution to use over 60% of its financial
resources for operational purposes (Uni-CV 2016).

In this scenario, the intervention of families and social support provided
by various bodies, including municipalities and the government, became
relevant, ensuring students were provided with resources for payment of
tuition fees, representing the main source of funding for HE (Brito 2017).
According to Vicente (2017), in the 2014/2015 academic year, for exam-
ple, a survey of 913 students confirmed that 22.1% had been in receipt of
social support (scholarships/grants).Therefore, in recent years scholarships
provided by the state have been limited to the level of tuition fees, both
in public and in private HE—varying, respectively, between 10,000 and
20,000 CVE (around e91.00 to e181.00) per month (Vicente 2017).
Given that HE costs are not confined to the payment of tuition fees
(Cabrito 2002; Cerdeira 2009), students receiving scholarships and other
support need complementary resources—this is provided primarily via
family members (Vicente 2017).
In addition, bank loans represent an additional financial resource.How-

ever, they are in low demand due to their high interest rates (World Bank
2012; Vicente 2017). For example, in the 2014/2015 academic year, 913
students from one university were surveyed—the findings showed that
99.6% did not apply for any form of bank loan, with 96.2% explaining
this in terms of the poor financial conditions associated with such loans
(Vicente 2017). In 2012 the government tried to introduce bank loans
with mutual guarantees, setting a ceiling that would assist up to 1000
cases. However, this type of loan was in force for only 2 academic years.
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According to Vicente (2017), most students come from low-income
(45.3%) and medium-income (37.3%) households with a prevalence for
private HE.

From a global perspective, Cape Verdean HE is facing a serious funding
challenge, resulting in issues of access, quality, and sustainability (World
Bank 2012; MESCI 2016). This highlights the need to carry out a pro-
found reflection of HE funding, aimed at expanding access and also
enabling HEIs, namely public ones, to strengthen their qualifications in
terms of academic staff, libraries, laboratories, and Internet access, and to
improve their entire framework of governance through the formulation
of strategic policies for development, articulated alongside the socioeco-
nomic development of Cape Verde (Brito 2017).

Higher Education in Portugal: Expansion,
Democratization, and Privatization

In Portugal, HE, in a similar fashion to other European countries, traces
back to the thirteenth century. Naturally, throughout its 700 years of
existence, Portuguese HE has undergone numerous changes, namely in
the legal nature and geographical distribution of institutions, in the size
of the system, and in diversity of offers. Over recent decades, there has
been considerable change, over time frames closely linked to the political
changes in the country.

First and foremost, it is important to consider the 1974 Democratic
Revolution. After 48 years of dictatorship, Portugal began a process of
building a democratic society, the constitution of which established an
important set of rights for citizens.
Together with this democratization process, education lost its elitist

nature and also became democratized. In 1974, compulsory schooling
was set at 6 years, increasing to 9 years in 1986 and 12 years in 2008. The
number of students has seen explosive growth and actual enrollment rates
have been around 100% for the first 9 years of schooling and 75% for the
remaining 3 years (PORDATA 2017).

Regarding HE, in the early 1970s only a small minority of students
attended—some 40,000, mostly from the most favored groups; currently,
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the number surpasses 360,000 students (PORDATA 2017) and its social
recruitment basis has expanded significantly too (Cerdeira et al. 2017).
Throughout the 1970s, educational policy measures taken by

post–1974 Revolution governments to meet the demand for HE were
manifold, namely an increase in the number of available places at existing
universities (the University of Porto, University of Coimbra, University of
Lisboa, and the Technical University of Lisboa) and the establishment of
6 new universities and a university institute as well as 15 HE polytechnic
institutes in district capitals—providing education that is more closely
aligned to the labor market.

However, notwithstanding the effort to increase the number of available
places in HE throughout the 1970s and 1980s, demand remained greater
than supply. Since the late 1970s, private HEIs emerged and offered places
without receiving official recognition. In 1986, the existence of privateHE
was “officially” recognized and was followed by the emergence of dozens
of universities and polytechnic institutes. At the end of the 1980s, private
HEwas attended by one third ofHE students (in 1990 there were 119,733
students in publicHE and 38,136 in privateHE, according to PORDATA
[2017]).

Another important year for HE in Portugal was 1992 when tuition
fees were established for students attending public HE, something that,
since 1974, had been symbolically free. Being an educational level aimed
at elites (Cabrito 2002; Cerdeira et al. 2017) its attendance was quite
expensive—from 1944, students had to pay tuition fees that in 1974 were
1300 PTE/year (about e6.5) with average family monthly incomes at
around 800 PTE, about e4 (Cabrito 2002).
However, this figure of 1300 PTE remained unchanged until 1992,

despite salary increases. In May 1974 the government established a min-
imum wage of 3300 PTE (about e16.5) and therefore enrollment rates
in public HE progressively became out of tune with family incomes, costs
being only symbolic. This reality was radically changed in 1992 with the
establishment, by a center-right government, of a tuition fee aimed at
matching the actual cost of education.

Another significant change in Portuguese HE took place in 2006, after
the country signed up to the Bologna Declaration.This led to a significant
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change in the structure ofHE,moving to 3 cycles with respective durations
of 3, 2, and 4 years for bachelor’s, master’s, and doctoral degrees.

Funding has been one of the critical factors in public HE since the
1970s, something that worsened with its explosive demand and the global
economic and financial crisis. Until the early 1990s, public HEIs were
basically funded by the state (about 95%). From the middle of this decade
onward public participation in the budget of HEIs declined drastically
(54% in 2012 and 62% in 2014, according to OECD [2017]). At the
same time, student participation increased constantly, as a result of annual
updates to tuition fees (which is e1063 in 2017), reaching about 15% of
the budgets of institutions. However, institutions are still forced to look
for new sources of funding through program contracts, research projects,
the provision of services, partnerships with private companies, the renting
of institution facilities, and philanthropy, among other initiatives (Cabrito
2015; Cerdeira 2007).
This chronic underfunding of public HEIs extended to social support

by the state for the neediest students, which was justified on the grounds
of social justice and equity. The number of students with scholarships has
been decreasing. According to data provided by PORDATA (2017), in
1991, there were only 10,943 students with scholarships (10,919 in public
HE and 24 in private HE). This increased to a maximum of 74,935 in
2010 (62,304 students in public HE and 12,631 in private HE). In 2012,
this figure decreased to levels lower than those recorded in 2000 (56,017
and 56,046, respectively), settling in 2016, at a total of 69,343 scholarships
(62,368 in public HE and 6975 in private HE). At the same time, there
was a reduction in the total amounts awarded via student scholarships.
In the “best” year, that is in 2010, average scholarship amounts awarded
to students was e2179.1 per year (e2180.4 and e2172.6 for students
from public and private HE, respectively). This amount decreased over
the the years, but is now recovering, with amounts in 2016 of e1927.4
per year (e1943.2 ande1786.2 for students from public and private HE,
respectively); these figures are still lower than levels in 2010.
Tuition fees, coupled with a decrease in direct and indirect financial

social support by the state, in the context of the economic and finan-
cial crisis that the country experienced since the beginning of this cen-
tury, has subjected family budgets to unsustainable financial pressure



204 L. Cerdeira et al.

(Cerdeira et al. 2017). This partially explains the fall in demand for HE
that has occurred in recent years, in both the public and private sectors.
This downward trend in demand appeared to reverse in 2016, result-

ing from the more favorable economic environment experienced by the
country after October 2015, when general elections and the formation of
a new government meant that social concerns were prioritized to a greater
extent than by the previous ultraliberal government.

Three Different Higher Education Systems

The Evolution of Enrollment and Real Higher
Education Rate

A central indicator for the characterization of a country’s HE is the evo-
lution of the number of students. Table 8.1 presents data on this trend in
the three countries considered in this chapter, over recent years.
The figures in Table 8.1 reveal three HE subsystems with different

degrees of vitality. On the one hand, there are two young systems, Angola
andCapeVerde, demonstrating explosive growth, and on the other hand, a
consolidated system in an aging country, Portugal, that has experienced in
recent years a slight decline, due to the fact that it is an already consolidated

Table 8.1 Number of enrollments in HE

Year Angola Cape Verde Portugal

2000 8356 (1998) 717 373,745
2005 46,675 4577 380,937
2010 117,605 11,769 383,627
2011 143,367 11,800 396,268
2013 218,678 13,397 371,000
2015 221,037 ad 349,658
2017 ad ad 361,943
Growth +2545.2% +1768.5% −3.2%

Note ad, absent data
Source Angola—MES (2016); Cape Verde—MED and MESCI yearbooks; Portugal—
PORDATA (last update on September 29, 2017)
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system, has had a marked decrease in birth rate, and has been through
an economic and financial crisis in recent years—resulting in policies of
austerity that have led to the dismissal of thousands of workers, to wage
cuts, to the closure of thousands of small companies, to an increase in
emigration, particularly of the highly skilled, and an increased dropout
rate from HE.

It should also be noted that some of the students from Angola and Cape
Verde study abroad, in particular Portugal, a fact thatmight overemphasize
the explosive growth noticed in these higher education systems.

Another indicator that permits the analysis of educational systems is
HE enrollment rate. Table 8.2 shows the gross enrollment rates in HE in
Angola, Cape Verde, and Portugal.

Data in Table 8.2 allow us to conclude that these are three very distinct
HE systems: Portugal is a consolidated system that is gradually expanding;
Angola is a very weak, slow-growing system despite an explosion in the
demand for HE, as demonstrated in Table 8.1, highlighting the need an
expansion in its HE policies; and Cape Verde is a system demonstrating
rapid growth, albeit demonstrating someweakness.These differences stem
from each country being in differing stages of development, particularly
regarding demographics. Portugal, with an aging population and a signif-
icant decrease in birth rate; and Angola and Cape Verde with young and
growing populations, particularly Angola.With regard to Angola, the fact
that it has a population that is anticipated to continue to register high birth
rates in the coming decades justifies its government paying great attention
to developing its education system, at all levels of schooling (MESCTI
2017).

Table 8.2 Gross enrollment rate in HE (%)

1999 2005 2011 2013 2015

Angola 0.55 2.75 6.95 9.92 9.31
Cape Verde 1.85 7.46 20.09 22.31 21.71
Portugal 45.13 65.66 68.51 66.22 61.87

Source UNESCO, Institute for Statistics (accessed on September 2017)



206 L. Cerdeira et al.

Public Expenditure on Education as a Percentage
of GDP

Naturally, there are many factors explaining the demand/supply of edu-
cation/HE in a country, reflected in the size of the system. Among these,
it can be said that the financial factor is critical (Johnstone 2013; Cabrito
2002).Without adequate funding it is difficult to meet the social demand
for education, to train teachers, to build new educational institutions, to
equip those institutions with libraries, laboratories, canteens, etc. In this
sense, information on the funding of an educational system and, therefore,
on the contribution of the state to its operation is vital to its characteri-
zation. This state contribution is generally measured by the percentage of
GDP a country spends on education. Despite problems that arise when
using GDP as an indicator of development/quality of life, etc., the truth
is that, due to the ease with which it is calculated, it is used by the entire
international community. Table 8.3 provides data on the public expen-
diture on education for each of the three countries, as a percentage of
GDP.

Analysis of Table 8.3 provides evidence that funding policies do not
meet the requirement of education. Indeed, the contribution of the state as
a percentage of GDP to education, especially to HE, is uneven and small,
particularly in the case of Angola and Cape Verde, whose educational
systems still need strong investment in order to grow and consolidate

Table 8.3 Public expenditure on education and HE, as a percentage of GDP

Year Angola Cape Verde Portugal

Education HE Education HE Education HE

1999 ad ad 6.80 ad 5.03 0.94
2005 2.78 0.23 ad 0.59 5.06 0.92
2010 ad ad 5.55 ad 5.40 1.09
2011 ad ad 5.04 0.83 5.13 1.01
2013 ad ad 4.99 0.79 5.29 0.89
2014 ad ad ad ad 5.13 0.91

Note ad, absent data
Source UNESCO, Institute for Statistics (accessed on September 2017)
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with quality. Regarding Cape Verde, although the percentage of GDP
that this country spends on education is similar to that of developed
countries, funding is still small compared with its requirement to equate
the Cape Verdean education system, in terms of quality and quantity,
to those of developed countries. The Angolan case is extremely serious,
with an investment in education that does not even allow meeting current
demands, both in terms of size and quality.

In the Portuguese case, its verified evolution is worrying insofar as it
decreased during the period of analysis, demonstrating an underfunding
of the education system, particularly of HE, since the percentage of GDP
spent reached, in 2014, values similar to those in 2000. This situation,
especiallywith regard toHE, has forcedHEIs to seek via companies, banks,
other institutions, as well as students (enrolment and attendance fees,
exams, philanthropy, etc.) funding supplementation for their day-to-day
operation, initiating the process of privatization of publicHE (Nascimento
andCabrito 2014, 2018).This situation became particularly evident at the
beginning of this century onward, having been aggravated by the financial
crisis of 2008.

The Weight Attributed to Public/Private Higher
Education

The weighting of private HE in terms of total HE is another indicator that
can help us understand the type of HE a country has elected. In the case
of the three countries under analysis, and despite an overall trend toward
the privatization of the education sector, there are significant differences
in the role of private HE (Table 8.4).
Table 8.4 clearly indicates the Portuguese situation as being opposite

to the situation found in Angola and Cape Verde. Portugal follows the
European tradition, offering mainly public HE—a trend that has been
growing over the last decade.

In the Angolan and Cape Verdean case, the importance of private HE
is evident, in part due to the fact that they have felt such an explosive
demand for education that their governments have not been able to keep
pace.
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Table 8.4 The weighting attributed to public and private HE in terms of total HE
(%)

Year HE Angola Cape Verde Portugal

2000 Public ad 66.5 68.2
Private ad 33.5 31.8

2005 Public ad 50.0 74.1
Private ad 50.0 25.9

2010 Public 49.2 (2012) 38.7 76.6
Private 50.8 (2012) 61.3 23.4

2013 Public 44.0 (2013) 42.9 81.9
Private 56.0 (2013) 57.1 18.1

2017 Public 44.3 (2015) ad 83.6
Private 55.7 (2015) ad 16.4

Note ad, absent data
Source Angola—INE (2016); Cape Verde—Borges, E. (2016), Análise do fnancia-
mento do ensino superior Cabo-Verdiano (master’s dissertation); Portugal—POR-
DATA (accessed on December 20, 2017)

The weak weighting of private education in Portuguese total higher
education is in line with what is expected of a welfare state. However, as
far as Cape Verde and Angola are concerned, it is interesting to note that
their higher education system has taken a different path to that taken by
their colonizing country. In fact, in both Cape Verde and Angola private
initiatives have always played important roles in the provision of higher
education.

The Social and Economic Background
of Students in Higher Education

Given the fact that education not only drives the development of a country
but also serves as a “social lever,” advocated by theorists of social repro-
duction, like Bourdieu and Passeron (1964, 1970), and human capital
theorists, such as Becker (1964) and Schultz (1961), there is an explo-
sive demand for HE in most countries. This demand, alongside access to
HE by young people from less favored social strata, results in processes of
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expansion and democratization of HE, leading toward a more democratic
and less elitist system.

Realizing this path toward HE—one that is not exclusive to the elite—
requires knowledge of the social and economic background of those who
“inhabit the university.” In order to attain this knowledge, the authors
carried out research in each country, driven by several objectives: a knowl-
edge of the educational level of the parents of students enrolled in HE
and the their household economic level. In each of the three countries,
research was carried out based on the implementation of a questionnaire
to a representative sample of HE students. The sample chosen represented
HE students from different HE subsystems (university and polytechnic,
public and private).

Methodology

In Portugal, in the research by Cerdeira et al. (2017), a representative
sample of the group under study was defined, with a proportional dis-
tribution, according to the following variables: gender, type of education
(university or polytechnic), and type of institution (public or private). A
group was chosen for which all HE students had already gone through a
second enrollment, thus ensuring that the respondents had the knowledge,
skills, and academic experience that would guarantee a good understand-
ing of the research objectives. In each of the HEIs, quotas per program
were also defined and the sample composed of 1087 students, with all
the expected students surveyed. The maximum error margin, at a 95%
confidence interval, was ±3%.

In Angola, a representative sample stratified by institution, program,
and gender was also defined in the MESCTI (2017) study, ensuring the
representativeness of the various public and private HEIs and their pro-
grams, with a maximum error margin of±3%, at a 95% confidence inter-
val. Likewise, all HE students who had already had a second enrollment
were considered as the research group. The implementation of the ques-
tionnaires took place in theHEIs of the selected students in the sample—a
total of 1046 respondents.
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In the case of Cape Verde, this study made use of two research studies
carried out in 2016 (Borges 2016) and 2017 (Vicente 2017), insofar that
the information revealed by both studies complemented one another.
Thus, in the research by Borges (2016), the group under study corre-

sponded to the totality of HE students in the country. A sample of 78
students (n � 78) was determined, corresponding to a sampling rate of
1% in relation to the dimension of the population, using a probabilistic
sampling technique (Mattar 2014, cited in Borges 2016; Reis et al. 2015,
cited in Borges 2016). The maximum sample error was 10% (Barata et al.
2005, cited in Borges 2016; Cavalcanti et al. 2009, cited in Borges 2016),
with a 90% confidence interval (Reis et al. 2015, cited in Borges 2016).
From the study by Borges (2016), only data regarding the sums spent by
students during HE attendance (education costs and living costs) were
used.

In her research, Vicente (2017) followed a methodology similar to that
used by Cerdeira et al. (2017), that is, considering a group of students
with a second enrollment in HE who studied on the island of Santiago,
the most populous island of the archipelago, with around 60% of the total
population (INE2013) and about 70%of the total number ofHE students
studying in the country, a number that is high enough to accept as being
representative of all HE students studying in Cape Verde. Vicente (2017)
defined a representative sample of students with second enrollments in
HE studying on the island of Santiago, a sample that was stratified by
institution, program, and gender, with a maximum error margin of±3%,
at a 95% confidence interval—with a total of 913 respondents.

It should be noted that, in all three countries, an adapted version of
the questionnaire from the International Comparative Higher Education
Finance and Accessibility Project (ICHEFAP 2005) was used, and data
were analyzed using SPSS (Statistical Package for the Social Sciences)
software.
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Characterization of Higher Education Students

Gender and Age

In most countries, until a few decades ago, men were predominant among
HE students. However, the democratization of this educational segment,
coupled with processes driving the empowerment of women, have been
reversing this trend. Table 8.5 shows the distribution of the students sur-
veyed in each of the countries by gender, allowing their placement within
a global trend.

A similar trend can be seen regarding the global feminization of HE
in Portugal and Cape Verde. It should be noted that in Angola, despite
the predominance of men, women represent a large proportion of HE
students.

Further important information about theHE population is average age,
which allows an assessment of whether the population had the opportunity
to attend HE at an “appropriate age” (Table 8.6).
Data inTable 8.6 reveal that most HE students are young, a feature that

is particularly evident in Portugal.Of course, we know thatHE enrollment
rates are very low, particularly in Angola and Cape Verde, so there is a
specific range of the population that has never attendedHE—such groups

Table 8.5 Gender composition of samples (%)

Female Male

Angola 42.3 53.7
Cape Verde 63.4 36.6
Portugal 55.0 45.0

Table 8.6 Distribution of HE students by age group

<20/21 years 20–25 years 26–30 years >30 years
Did not
answer

Angola 30.1 39.2 17.2 10.5 2.9
Cape Verde 22.8 54.9 15.7 6.7 –
Portugal 62.0 23.6 6.1 8.2 –
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Table 8.7 Educational achievement for populations aged 18 or over

No education
Basic (9 years
of schooling)

Secondary
and post-
secondary,
non-tertiary
education

Higher
education

Angola
(2014)

47.9 37.0 13.2 2.0

Cape Verde
(2016)

11.7 40.2 39.5 8.6

Portugal
(2016)

7.9 53.9 20.4 17.8

Source Angola—INE (2016); Cape Verde—http://ine.cv/quadros/dados-educacao-
2016/ (accessed on December 14, 2017); Portugal—PORDATA (accessed on Decem-
ber 20, 2017)

need to be targeted and provided with alternative educational routes.
Table 8.7 shows academic achievement for populations aged 18 or over.

The data in Table 8.7 are significant in terms of the difference between
levels of educational achievement. There appears to be a correlation with
different levels of social and economic development within the three coun-
tries considered. In Portugal there appears a trend toward mass HE in the
sense considered by Trow (1973). This is not the case in Angola and Cape
Verde, with both countries having a long way to go, most notably Angola.

Education Level Achieved by Parents

One of the indicators used to characterize students, given that it indicates
the nature of the cultural capital they hold, is the education level achieved
by their parents (Table 8.8).

Analysis of values provided in Table 8.8 clearly show the disparity
between education levels achieved by mothers and fathers, on the one
hand, and between countries, on the other.

First, it can be concluded that fathers are better educated than moth-
ers in Cape Verde and Angola, more clearly in the latter. In Portugal,
the exact opposite occurs, providing evidence that these countries are at
different developmental stages, with Angola presenting the most prob-

http://ine.cv/quadros/dados-educacao-2016/
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Table 8.8 Education level achieved by the parents of respondents

No edu-
cation

Basic
(9 years
of
school-
ing)

Secondary
and post-
secondary,
non-
tertiary
educa-
tion

Higher
educa-
tion

Did not
know/did
not
answer

Angola Father 12.4 26.7 37.0 23.8 –
Mother 26.7 36.0 24.4 12.8 –

Cape
Verde

Father 3.6 29.1 24.9 15.3 27.1
Mother 6.0 29.4 50.5 14.1 –

Portugal Father – 47.7 25.5 26.8 –
Mother – 39.1 28.9 32.0 –

lematic situation. Second, it may be concluded that in general the average
education level achieved in all three countries is low because, even in Por-
tugal—a country where parents of HE students have higher education
backgrounds—the percentage of the population holding only basic edu-
cation (equivalent to 9 years of schooling) is 40% in the case of mothers
and 50% in the case of fathers.

A final conclusion is that if the data presented in Table 8.8 are crossed
with the data in Table 8.7, the education level achieved by parents of
HE students is, on average, in all three countries, well above the average
education level achieved in each country—suggesting that HE is still an
education level for elites.

Level of Household Income

Another key indicator for understanding the extent of the democratization
and equity of an education system is the way the student population
is distributed by social strata, measured according to level of household
income.

In this sense, respondents were asked about their perception of their
household income. Three groups were presented (high/medium high,
medium, low) for which monetary limits, adjusted to the standard of
living of each country, were defined (Table 8.9).
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Table 8.9 How students rate their household monthly income (%)

Monthly income Angola Cape Verde Portugal

High/medium high 8.1 1.6 36.7
Medium 48.0 37.3 46.7
Low 43.9 61.1 16.6

Note Income groups are defined here
Angola High/medium-high monthly income being >250,000.00 AKZ; medium
monthly income being between 50,000.00 and 250,000.00 AKZ; low monthly
income being <50,000.00 AKZ
Cape Verde High/medium-high monthly income >151,000 CVE; medium monthly
income between 61,000 and 151,000 CVE; and low monthly income being <61,000
CVE
Portugal High/medium-high monthly income being >e1500; medium monthly
income being between e870 and e1500; low monthly income being <e870

The data in Table 8.9 reveal three very different HE systems in terms
of respondents’ perceived household income. Thus, Cape Verde is the
country with the least elitistHE, in opposition to the situation in Portugal.
This can be explained essentially by the fact that a good part ofHE students
fromCape Verde and Angola study abroad (namely in Portugal)—a group
of students that need to have above average financial resources, in terms
of the general population. To summarize, in Angola and particularly Cape
Verde, young people from the richest social strata tend to study abroad.

Regardless of this, the data show for the Portuguese case that a very
elitist HE still exists, requiring urgent democratization.

Higher Education Affordability

In order to create a mass HE that, in general, everyone can have access
to, it is not enough to universalize access; it is critical to ensure that all
young people have the financial capacity to continue attending HE until
the end of their programs. Democratizing and universalizing HE requires,
therefore, ensuring its affordability.

In this sense, the analysis of an HE system requires that we
know its level of affordability, so that we can answer the question: Do
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HE candidates, once they become students, have the financial capacity to
continue studying?

In order to know the degree of affordability of an HE system, the
relationship between the amount a HE student spends as a student
(education costs—tuition fees, other fees, teaching materials; plus cost
of living—food, transportation, accommodation, health and leisure
expenses, from which all allowances/scholarships received by students
and/or their families must be deducted) and the average household
income measured grossly by GDP per capita may be used (the use of the
median income would be more appropriate, but there is no such data
available for the three countries).
Table 8.10 depicts the level of HE affordability in the countries under

analysis.
It should be remembered that data referring to the costs of HE students

in Portugal and Angola stem from the research studies carried out by
Cerdeira et al. (2017) and byMESCTI (2017), and that the data for Cape
Verdewere obtained byBorges (2016).TheGDP per capita figures for each
country were obtained from respective national statistical institutions.

Analysis of the data in Table 8.10 reveals the poor affordability level
of each of the systems. Even in Portugal, a family spends, on average,
30% of GDP per capita to maintain a child in HE. If this is considered
difficult in Portugal, then in Angola (224%) and Cape Verde (128%) it
is almost impossible for the vast majority of the population. Under these
circumstances, there is a need for government action to promote equal
opportunities for all young people so that strong social support is pro-
vided for students and families with lower incomes, such as scholarships,
subsidized loans, food allowances, travel and housing, support for health
expenses, support for the purchase of teaching materials, and support for
the payment of tuition and tax exemptions. These forms of social support
should be extended to students of public higher education and private
higher education. From a research point of view, higher education should
be viewed as a public good and private provision should only be a com-
plement to public offers of higher education.
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Conclusions

This chapter sought to describe and compare HE in three Portuguese-
speaking countries. In all three cases a marked growth trend in the last
three decades was identified, but with distinct growth and consolidation
processes.

Analysis of the information collected shows that, notwithstanding the
strong expansion of the HE system in Angola, Cape Verde, and Portugal,
in Angola and Cape Verde there are still low gross HE enrollment rates,
particularly in Angola.This aspect is even more relevant given that Angola
and Cape Verde have a very significant weighting in terms of their young
population. The growth that has occurred in Angola and Cape Verde has
been enhanced by the private sector.
The financial resources allocated to HE, as measured by the percentage

of GDP, are very modest in all three countries. Such modest investments,
in countries that need to invest in education and HE to promote the
development and qualifications held by their populations (whether young
or already employed), is worrying and has negative implications on acces-
sibility and affordability, and on the level of equity in HE.

From the studies put forward in this chapter, albeit with different inten-
sities, in Angola and Cape Verde the majority of the respondents stated
that they were from low- or medium-income strata, perhaps relating to
the fact that students from higher income families seek to study abroad. In
Portugal, the percentage of young people frommedium- and high-income
families remains most representative.

In terms of cultural capital, data on the educational level of the fathers
and mothers of HE students indicate that students come from more aca-
demically advantaged backgrounds when compared with the general pop-
ulation.

A comparison of the total costs incurred by students (education and cost
of living), deducted from social support (scholarships, subsidies, etc.) in
relation to the GDP per capita of each country, reveals strong restrictions
that the majority of the population feel when considering HE for their
children. This is particularly the case in Angola and Cape Verde, where
values reach worrying levels.
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Itmust, therefore, be acknowledged that the accessibility and affordabil-
ity of these threeHE systems is still not favorable.This poses a challenge to
future funding policies, particularly in terms of the need to support both
HE and secondary education, so that HE may grow and its accessibility
become democratized to the most disadvantaged strata of society.
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Globally Transformative Student

Experience: Challenges and Opportunities
in Learning and Teaching

in the Transnational Business Education
Program

Margaret Heffernan and Nattavud Pimpa

Introduction

The proliferation of transnational higher education (TNHE) has con-
tributed to the growth and expansion of international education in various
locations and disciplines, particularly among institutions in Australia and
the United Kingdom. It is one of the most important, if often neglected,
aspects in the “internationalization” of higher education (Otten 2003;
Kosmutzky and Putty 2016; Levatino 2017). In this chapter, the abbrevi-
ation “TNHE” draws on the definition posited byThe Global Alliance on
Transnational Education (GATE) which defines transnational education as
follows: “Any teaching or learning activity in which the students are in a
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different country (the host country) to that in which the institution pro-
viding the education is based (the home country). This situation requires
that national boundaries be crossed by information about the education,
and by the staff and/or educational materials” (GATE 2000, p. 1, cited in
Heffernan and Poole 2005; Caruana and Montgomery 2015, p. 6; Kos-
mutzky and Putty 2016; Lim and Shah 2017). However, as Nguyen (in
Tran and Marginson 2018, p. 79) asserts, the definition “tends to over-
emphasise the essence ofTNE from the exporting institutions’ perspective,
thus fundamentally disengaging local complexities.”

Modes of deliveringTNHE vary, but primarily constitute virtual educa-
tion; partnership programs; joint or double degree programs; study abroad;
and/or international branch campuses (Wilkins and Juusola 2018). This
chapter will also apply the terms for international education and intercul-
tural education as adopted by Otten (2003, p. 13) which references those
terms to the “product or output expected from internationalised edu-
cational institutions” and “seeks to introduce some kind of intercultural
learning.”The chapter begins with an introduction to the most distinctive
features of TNHE, with a focus on its rise in Australia. It then examines
the background to an Australian university (which is the site of the case
study) and its expansion into TNHE. A case study of the TNHE experi-
ences of an international business course between Australia, Vietnam, and
Singapore is then explored, with discussion and conclusions.

The Rise of TNHE

The rise of emerging economies globally and subsequent demand for
higher education, and the manifestation of globalization, gave rise to
TNHE. The expansion of TNHE arose in the 1990s in major export-
ing countries (e.g., the United Kingdom, Australia, and the United States)
when the higher education sector was impacted by the General Agreement
onTrade in Services (GATS), which led to an international search beyond
national borders for new markets (Altbach 2009; Kosmutzky and Putty
2016; Lourenço 2018). The market for “transnational education” (TNE),
despite it being recognized as a complex and high-risk operation (Stafford
and Taylor 2016), has doubled in size since 2000 and continues to grow
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globally “at an unprecedented rate,” particularly with the significant rise
of Asia (70% of global demand), in particular India and China (Bannier
2016, p. 81; Kosmutzky and Putty 2016).
The “academic capitalism” (Bengtsen 2018) of TNHE seems to out-

weigh its educational and developmental benefits in the eyes of the public,
with critics questioning the educational quality and student experience.
Similar to other forms of trade in education, TNHE also suffers criticisms
about compromising quality, sustainability of programs, and poor man-
agement (Leung and Waters 2013; Wilkins and Juusola 2018), despite it
affording students the opportunity to develop intercultural competencies,
an essential trait for graduates to thrive in contemporary society (Hoare
2013). Nonetheless, it is often argued that TNHE could constitute a way
for countries, such as those in Asia, where it is implemented to retain stu-
dents, to become destinations for students from abroad (Levatino 2017).

TNHE in Australia, Vietnam, and Singapore

Australia was an early adopter of TNHE, its strong reputation within the
higher education sector meant that it is was considered a desirable place of
study for international students (Fletcher and Coyne 2017). Universities
Australia (UA) (2017) reported in 2014 that there were 821 transnational
programs offered by Australian universities offshore, delivered almost
exclusively for durations between 6months and 5 years.The top five coun-
tries, that is, Singapore, Malaysia, China, Vietnam, and Hong Kong (Lim
and Shah 2017), represent locations of institutions where students study
and not necessarily the nationalities of students. In 2017 the Australian
higher education sector generated $20.7 billion in export income (68.4%
of total onshore earnings) (Australian Government 2018a). Despite com-
petition from the United Kingdom and United States and questions over
the sustainability of the sector, given the maturing of Asian education sec-
tors, especially Singapore and Vietnam, Australia still attracts a significant
number of international students.

In 2016, there were 391,136 international students studying Australian
higher education courses, the most popular broad fields being: manage-
ment and commerce (57%), engineering and related technologies (10%),
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society and culture (8%), and information technology (7%). Around 29%
of these students were studying offshore. The most popular qualifications
for offshore students in 2016were bachelor’s (65%) andmaster’s by course-
work (22%) degrees. There was little difference in terms of age and gender
between offshore students and international students in Australia, with
most being between 20 and 24 years of age in 2016 (Australian Govern-
ment 2018b). These data belie the reality that the sector has experienced a
low-growth rate over recent years due to factors including increased com-
petition, arising from supply of quality education by local and regional
providers; increased competition from United Kingdom universities; pro-
liferation of online-learning offerings; and very few new branch campuses
(Ziguras 2016; Lim and Shah 2017).
Regulation and governance of TNHE in Australia is governed by the

Tertiary Education Quality and Standards Agency Act 2011 (the TEQSA
Act) and theEducation Services forOverseas Students Act 2000 (Cth) (ESOS
Act) (Fletcher and Coyne 2017). Where TNHE is subject to regulation
under the TEQSA Act, the provider must meet and continue to meet all
the requirements of theHigher Education Standards Framework (Threshold
Standards) 2015 (HES Framework), except for those aspects that are not
directly applicable to the provider concerned (TEQSA 2017). Not all
TNHE ventures have prospered, with several programs and partnership
arrangements having been disbanded, attributed to a lack of planning and
monitoring (Lim and Shah 2017).

An Australian TNHE Institution: RMIT University,
Melbourne

RMIT University, located in Melbourne, Australia (hereafter referred to
as RMIT) is a multi-sector global university of technology, design, and
enterprise with more than 87,000 students and 11,000 staff globally. Its
higher education enrollment of ~64,000 students is structured into three
colleges: Science, Engineering andHealth;Design and SocialContext; and
Business. The College of Business, that the case study in this chapter is
drawn from, comprises ~25,000 students, almost equally split between
“onshore” and “offshore” students. The average age of undergraduate
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students is between 20 and 24 years, commensurate with the Australian
average previously mentioned. In 1994, RMIT became the first Australian
university to adopt an international strategy incorporating the delivery of
international teaching programs. With a 5-star QS ranking for excellence
in higher education, RMIT is an experienced provider of over 25 years
of TNHE. As the largest transnational education provider of Australian
higher education, it was an Australian pioneer of TNHE in its search for
new markets and offers a wide range of contextualized award programs
through international partnerships spanning seven countries.The types of
partnerships comprise offshore branch campus (Vietnam) and partnered-
delivery models (including Singapore) (RMIT 2017, 2018).
WithVietnam its internationalization of higher education has also been

influenced by historic, economic, and political circumstances. Govern-
ment policies on open international relations led to an expansion of coop-
erationwith nearly 60 countries, and 36 international, inter-governmental
and non-governmental organizations (World Bank 2011). The Doi Moi
(reconstruction) Reform of 1986 with its socialist-oriented market mech-
anisms led to the expansion and accessibility of education in Vietnam
when the first legal framework on education was passed. RMIT Vietnam
was established two decades ago in 1998 on invitation by the Vietnamese
authorities to establish the first fully foreign-owned university in Viet-
nam. Over the past 20 years Vietnam has experienced nearly unparalleled
economic growth and change leading to increased enrollments in higher
education, and a demand for skills due to a combination of inter-industry
employment changes, capital accumulation, and skills-biased technical
change (Tran and Marginson 2018).
In 2000 RMIT Vietnam was granted a license as a private higher edu-

cation institution for the delivery of undergraduate and postgraduate edu-
cation, training, and research in branch campuses in Ho Chi Minh City,
and in 2004 in Hanoi. RMIT University in Australia confers the quali-
fications of RMIT University Vietnam, which are subject to the TEQSA
requirements and the Vietnamese Ministry of Education and Training. It
has been recognized officially with 13GoldenDragon Awards by the Viet-
namese Government for its excellence in education and its contribution
to the social and economic development of Vietnam. RMIT Vietnam is
similarly structured to the Australian campus with four schools: Business
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&Management; Communication & Design; Science &Technology; and
Languages & English. In 2017, student enrollments passed 6000 on cam-
puses, comprising predominantly local Vietnamese students and ~7.5%
international students; ~10% of students afforded RMIT scholarships.
Study at RMIT Vietnam therefore is seen to privilege students from afflu-
ent backgrounds. Since 2001, 12,500 students have graduated (RMIT
Vietnam 2018a; Nguyen, in Tran and Marginson 2018, p. 84).
With Singapore, RMIThas a sustained alliance since 1987with delivery

of its programs in partnershipwith a Singaporean university, the Singapore
Institute of Management (SIM) (RMIT 2018). Singapore, a multicul-
tural country with Chinese, Malay, and Indian as its founding population
groups, attained national independence in 1965 and progressively built
its economy and refocused its education strategy. At the time of indepen-
dence Singapore lacked natural resources and was cognizant of the need
to build its competitive advantage and manpower capability. In order to
fulfill its aim of nation building through a knowledge-based economy
via an “open-door” policy, it set about attracting foreign expertise and
multinational corporations (Boon and Gopinathan 2006). RMIT, with
its reputation and geographical advantage was a natural ally to help fulfill
this national vision.

Literature Review

Management of Learning and Teaching in TNHE Contexts

For institutions looking to get involved inTNHE or reassess their existing
TNHE arrangements, understanding stakeholder attitudes and how their
context is reshaping perspectives is critical to ensuring a program’s viability.
It is now more important than ever to ensure that TNHE programs are
aligned, not just to the strategic goals of the foreign degree provider, but
also to the needs of stakeholders in the hosting country. Learning inTNHE
programs is one of the key challenges facing all stakeholders, due to rapid
changes in the learning and teaching culture. However, the review of
literature suggests that there is relatively little research into the pedagogy of
transnational programs (Dunn and Wallace 2006; Lamers and Admiraal
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2018; Nguyen, Chapter 5 in Tran and Marginson 2018) and the little
that does exist tends to focus exclusively on the voices of either students
or lecturers. Consequently, there is a pressing need to undertake a holistic
examination of themultifaceted nature of transnational pedagogies (Dunn
andWallace 2006).Therefore, this chapter brings together the perspectives
of different stakeholders ofTNE to illuminate the complexities of this type
of educational setting.

Management of learning and teaching inTNHE can be a real challenge
for institutions in both home and host countries, especially with leadership
and governance (Bovill et al. 2015; Stafford and Taylor 2016). Literature
in this area suggests a number of problems related to learning and teach-
ing including the contextual challenges of mutual expectations and diverse
epistemologies of knowledge generation, deep disciplinary knowledge cre-
ation, and student-centered pedagogies (Barnett 2000; Otten 2003; Zhou
et al. 2005; Bovill et al. 2015; Lamers and Admiraal 2018). There is, how-
ever, little empirical evidence regarding the extent towhich such challenges
are felt by staff and little is known about the practices that staff adopt to
improve learning and teaching (Lamers and Admiraal 2018). The most
challenging aspects of learning and teaching inTNHEprograms are related
to cultural issues, such as communication styles, learning and teaching
styles, and to challenges of governance (quality control and local regu-
latory systems) and stereotyping (Ziguras 2008; Bovill et al. 2015; Song
2016; Heng 2018; Wilkins and Juusola 2018). Whilst no definite con-
clusion can be drawn as to what constitutes an ideal definition of culture
(and appreciating the heterogeneous factors within population groups),
this chapter applies the UNESCO definition (UNESCO 2002: 4) that
“… culture should be regarded as the set of distinctive spiritual, material,
intellectual and emotional features of society or a social group.”
Transnational higher education is increasingly viewed as a complex

site of intercultural engagement (Otten 2003; Leask 2008; Song 2016;
Nguyen, in Tran and Marginson 2018), which is deemed to be distinct
fromwhat andhowone teaches in homeuniversities (Lamers andAdmiraal
2018).Hoare (2013) contends that transnational teaching has the capacity
to transform educators, especially if they are cognizant of cultural diversity
in the teaching and learning process. Nevertheless the literature suggests
that transnational teaching is subjected to institutional structures and
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policies, often occurring over short intensive periods, covering large units
of curriculum, and with students being regarded as passive, rote learners,
lacking in autonomy, and unfamiliar with the academic culture of export-
ing universities (Song 2016; Heng 2018; Wilkins and Juusola 2018).
Many studies (Gribble and Ziguras 2003; Debowski 2008; Bovill et al.
2015; Lamers and Admiraal 2018;Wilkins and Juusola 2018) concur with
the view that the intensive nature of the transnational classroom requires
home and host staff to display a distinctive set of skills and expertise in
structuring and delivering these sessions to meet the intended learning
outcomes. Thus, academics have to work with students who tend to bring
a diverse set of characteristics, epistemologies of knowledge generation,
and learning needs and expectations (Zhou et al. 2005).
The TNHE landscape is a complex one, with multiple stakeholders,

each having different perceptions, expectations, and motivations. Differ-
ing starting points and expectations have spawned a vibrant and diverse
range of engagement models. Some have been more successful than oth-
ers, but all have contributed to the rich fabric of international higher
education and in most cases benefited their stakeholders either directly or
indirectly. In most circumstances, one may expect graduates fromTNHE
programs to be competent in dealing with and managing cross-cultural
issues. Although a variety of TNHE programs in business and manage-
ment include cross-cultural management courses for their students, little
systematic research exists into the approaches in learning and teaching that
create and sustain graduates’ cross-cultural competencies (Johnson et al.
2006; Eisenberg et al. 2013; Bovill et al. 2015; Song 2016).
When it comes to students’ personal learning orientations, it is not

uncommon to observe the presence of cultural stereotypes that suggest
students in TNHE programs are often academically deficient and in need
of correction (Brydon and Liddell 2011; Song 2016; Heng 2018;Wilkins
and Juusola 2018). Asian students, who form a large group of transnational
students in Australia’s higher education institutions, tend to be conceptu-
alized in negative terms based on their perceived epistemologies of knowl-
edge generation which assume preference for rote and surface learning,
passivity, lack of critical thinking skills, understanding of what constitutes
academic scholarship, and excessive reliance on authority, especially the
lecturer and/or tutor (Zhou et al. 2005; Song 2016; Heng 2018).
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Another potential challenge TNHE teaching staff may experience is
the structural barrier of the curriculum (Dobos 2011), which still sparks
heated debate over the best design for delivery (Song 2016). One view
advocates an institutional ethnocentric approach with fixed and unmedi-
ated curricula, imposing the standards matching those of exporting uni-
versities (Debowski 2008). It is thought that students deliberately engage
with a Western degree because they wish to receive insight into Western
outlooks and practices (Dunn and Wallace 2006), expecting differences
in what and how they are taught (Egege and Kutieleh 2008). Yet, this
approach is criticized as taking the form of “cultural colonialism,” that
transfers Western theories and products indiscriminately to the transna-
tional environment (Ziguras 2008; Song 2016). Equity pedagogy is pur-
ported to be a process that empowers students to develop competencies so
they can function effectively in society (McGee Banks and Banks 1995;
Saint-Hilaire 2014; Song 2016). This requires educators to have an inte-
grated and contextual knowledge encompassing multicultural, pedagogi-
cal, and socio-cultural dimensions that reflect the complexity of real-life
interactions and relationships.
Transnational higher education has led to increased innovation in the

design and delivery of programs and courses that develop cross-cultural
capabilities among students. Activities such as studying abroad, visiting
academic staff from partnered institutions, or exchange programs can help
students to understand and build their cross-cultural competencies (Joy
and Poonamallee 2013). However, there is still a need to define and under-
stand the challenges that stimulate students in the TNHE program to
learn cross-cultural skills with their peers from another country. In order
to understand these important issues, we consider these key questions in
an Asia–Pacific context, namely Australia, Vietnam, and Singapore:

(1) What are the challenges for students in the TNHE international busi-
ness program to develop their cross-cultural skills?

(2) To what extent we can promote learning support in order to build
cross-cultural skills in the international business TNHE program?



234 M. Heffernan and N. Pimpa

Methodology: A Case Study

This case study aims to explore the experiences of different stakeholders
in an Australia–Vietnam–Singapore transnational undergraduate interna-
tional business program hosted by RMIT Australia. The study, hence,
draws on phenomenology theory to explore the nature of TNHE pro-
grams from diverse perspectives (Zhou et al. 2005; Cohen et al. 2007),
namely students and academic teaching staff. With the focus being on
participants’ personal knowledge and assumptions taken at face value,
this study aimed to celebrate individual views and interpretations of lived
experiences. A case study methodology was seen as the most appropriate
means to investigate the research agenda as it retains “the holistic and
meaningful characteristics of real-life events” (Yin 2003).

Experiential learning has been successfully applied in business schools
and involves a facilitated process of learning based on “real-time” experi-
ence (Wood 2003). The pedagogical framework to provide opportunities
for real personal development of behavioral issues at a deeper learning level,
and reduction of cross-cultural bias and prejudices, was informed byKolb’s
model (1984) of learning as a cyclic process across four modes: concrete
experience; reflective observation; abstract conceptualization; and active
experimentation. Although cross-cultural differences have been found to
exist in each stage of the learning cycle (Hughes-Weiner 1986 in De Vita
2002) each student was required to commit to regular participation for
the semester.
Three projects (international business and strategic management

courses offered in Australia, Vietnam, and Singapore) under the umbrella
of a “Global Learning by Design” program, where new ways to design
curricula for the development of student competency, were promoted.
Students in Australia were required to collaborate virtually with peers in
Vietnam and Singapore, and vice versa, and engage meaningfully with
industry through small group projects and virtual simulation exercises.
In order to overcome cultural differences as a barrier to group learning
(Treleaven et al. 2007; Zhao and Coombs 2012) we applied a systemic
approach to the group task, with integrated and rotational student roles.
Embedded in the task was sufficient complexity and self-reflexive activ-
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ity, over a 12-week period, to enable the development of intercultural
competence within an international business framework.
The data was triangulated from three units of analysis: Australian-based

academic staff, local Vietnamese and Singaporean academic staff, and stu-
dents from Australia and Singapore. Its aims being to portray “what it is
like” to be engaged with a transnational course in Vietnam and Singapore;
“to catch the close-up reality” of teaching and learning on these courses;
and to present a detailed account of “participants’ lived experiences of,
thoughts about and feelings for [their] situation” (Cohen et al. 2007,
p. 254). Data was gathered through two sources: a quantitative course
experience survey (CES) comprising 10 questions (Table 9.1) adminis-
tered to students in Australia and Singapore each semester by learning
and teaching units at each university; and qualitative interviews with aca-
demic staff and students at the three locations. Participation in the CES
was voluntary. We randomly analyzed the responses of 100 students who
had completed the CES (Table 9.1).

For the qualitative interviews, a total of 42 participants volunteered: 7
Australian-based tutors (3 male + 4 female); a Vietnam course coordinator
(male); 6 local Singaporean tutors (4 male + 2 female); and 28 students
(comprising 14 female (7 fromMelbourne, 7 fromSingapore) and 14male
students (7 from Melbourne, 7 from Singapore) all aged over 21 years).
No students from Vietnam participated due to access issues. All inter-
views took place via small focus group discussions. The academic staff had
extensive experience of teaching in TNHE environments. To protect the
anonymity of participants in the qualitative interviews, pseudonyms were
employed. Interviews with all participants were recorded and transcribed
verbatim.The explanatory themes identified in the data, and present in the
literature, were perceptions of theTNHEprogram; challenges experienced
in learning; and the learning and teaching culture. Hence, conversations
around the experiences and individual situations of students and tutors,
as well as their life stories, became key elements in the analysis process.
The qualitative data analysis was iterative, in that ideas emerging from
the data were mirrored against the literature with a constant comparative
approach “post-observation,” providing a way to review data with emerg-
ing categories, and test our provisional hypothesis (Silverman 2005).



236 M. Heffernan and N. Pimpa

Ta
b
le

9.
1

A
su

m
m
ar
y
o
f
q
u
es
ti
o
n
s
an

d
st
u
d
en

t
C
ES

ev
al
u
at
io
n
s

Le
ar
n
in
g
as
p
ec
ts

D
is
ag

re
em

en
t

N
eu

tr
al

A
g
re
em

en
t

Q
.1

Th
e
co

n
te
n
t
in

m
y
co

u
rs
e
is
ill
u
st
ra
te
d
w
it
h
ex

am
p
le
s
th

at
h
el
p
m
e
to

u
n
d
er
st
an

d
cr
o
ss
-c
u
lt
u
ra
li
ss
u
es

13
30

57

Q
.2

Iw
o
u
ld

p
re
fe
r
to

st
u
d
y
m
o
re

in
te
rn

at
io
n
al

th
an

lo
ca

li
ss
u
es

16
34

50
Q
.3

In
m
y
co

u
rs
e,

m
y
tu

to
rs

p
ro

vi
d
e
m
e
w
it
h
in
st
ru

ct
io
n
o
n
cr
o
ss
-c
u
lt
u
ra
lt
ea

m
s

an
d
le
ar
n
in
g

18
30

52

Q
.4

G
ro

u
p
w
o
rk

in
m
y
co

u
rs
e
p
ro

vi
d
es

m
e
w
it
h
an

o
p
p
o
rt
u
n
it
y
to

le
ar
n
ab

o
u
t

cr
o
ss
-c
u
lt
u
ra
lt
ea

m
s

18
28

54

Q
.5

Il
ea

rn
fr
o
m

th
e
fe
ed

b
ac

k
o
f
m
y
p
ee

rs
fr
o
m

o
th

er
co

u
n
tr
ie
s

27
32

41
Q
.6

A
ss
es
sm

en
ts

in
m
y
co

u
rs
e
ar
e
fr
am

ed
ar
o
u
n
d
in
te
rn

at
io
n
al

sc
en

ar
io
s

10
12

78
Q
.7

A
ss
es
sm

en
ts

in
m
y
co

u
rs
e
h
el
p
m
e
to

ap
p
ly

in
te
rn

at
io
n
al

sk
ill
s
to

a
ta
sk

19
29

52
Q
.8

Is
o
ci
al
iz
e
w
it
h
st
u
d
en

ts
fr
o
m

d
if
fe
re
n
t
cu

lt
u
re
s
in

th
is
co

u
rs
e

32
18

50
Q
.9

Is
tr
u
g
g
le
d
w
h
ile

w
o
rk
in
g
w
it
h
st
u
d
en

ts
fr
o
m

d
if
fe
re
n
t
co

u
n
tr
ie
s/
cu

lt
u
re
s

28
26

46
Q
.1

0
Fe

ed
b
ac

k
fr
o
m

m
y
p
ee

rs
h
el
p
s
m
e
to

d
ev

el
o
p
cr
o
ss
-c
u
lt
u
ra
lu

n
d
er
st
an

d
in
g

18
30

52



9 Globally Transformative Student Experience … 237

Findings

Students’ Perception of Learning in the Transnational
Management Program

Evaluation was undertaken to enable us to better understand how under-
graduate students studying the “Global Learning by Design” program in
Melbourne, Australia and Singapore, value their learning experiences in
the development of cross-cultural competencies and skills. The CES ques-
tions explored core learning themes of course content and assessment (Qs.
1, 2, 4, 6, and 7); impact of tutor instruction (Q. 3); experiences with peers:
feedback (Qs. 5 and 10); and cognitive learning through peer interactions
(Qs. 8 and 9). Table 9.1 presents a summary of student evaluations.

Quantitative Results

In terms of the role of course content in building cross-cultural skills, the
results (Qs. 1, 2, 4, 6, and 7) showed that just over half (mean � 58%) of
the students agreed that course content builds cross-cultural skills, with
examples and international scenarios being an important factor. Half the
students (n � 52%) considered assessment to be an important contributor
to their development (Qs. 4, 6, and 7). However, one third of students
(n � 30%) responded neutrally and a further 13% disagreed. Groupwork
(Q. 4) in particular was seen as a useful opportunity to learn about cross-
cultural teams (agreed, n � 54%; responded neutrally, n � 28%, and
disagreed, n � 18%). Assessment (Q. 6) with both formative and summa-
tive feedback in the course was designed within international scenarios.
This component of the course rated high levels of agreement (n � 78%)
in terms of being a factor in developing cross-cultural skills, with 12% of
students responding neutrally, and 10% disagreeing about its impact. The
impact of tutor instruction (Q. 3) on cross-cultural development was agreed
with by half the students (n � 52%) with one third of students (n � 30%)
responding neutrally, and a further 18%disagreeing. Experiences with peers
in terms of working in a team, peer feedback, and cognitive learning (Qs.
5, 8, 9, and 10) rated less significantly, with fewer than half the students
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registering agreement (mean� 47.25%) that these factors aided the devel-
opment of cross-cultural competencies. However, one quarter of students
(mean � 26.5%) responded neutrally and an equivalent number (mean
� 26.25%) disagreed. Of note is the low level of agreement that peer feed-
back is a learning tool for cross-cultural development (agreed, n � 41%;
responded neutrally, n � 32%; disagreed, n � 27%). A similar pattern
was shown with cultural interactions between students (Q. 8), with half (n
� 50%) the students indicating they socialized with students from other
cultures in the course, 18% responding neutrally, and a third (n � 32%)
disagreeing. This was also borne out in responses to group work with stu-
dents from other cultures (Q. 9), where fewer than half of the students (n
� 46%) indicated they struggled with working with students from other
cultures, one quarter responded neutrally (n � 26%), and just over one
quarter (n � 28%) disagreeing with the statement that they struggled
while working with students from different countries/cultures.

Qualitative Results

Role of Feedback

In the qualitative interviews, different opinions to the quantitative results
emerged in relation to feedback. Feedback from peers was considered
to favorably promote students’ knowledge of cross-cultural competence.
Feedback from their international peers was a new approach to learning for
most students in the TNHE program. Peer feedback as part of assessment
was given on their quality of work, the development of team action plans,
and even personal interactions among students from different countries,
helping students to develop openness, self-monitoring, and listening skills.
The merits of feedback were supported by some students from Singapore
(n � 14) who agreed that feedback from their Australian peers helped
them understand the concept of negotiation and business engagement, a
core element of the course content, and cultural differences in behavioral
traits.

My Australian counterparts gave me some feedback on our performance.
One thing I learnt from them is the fact that we, Singaporean, can be
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too rigid to work with (pause). But we have a clear focus. (Male student,
Singapore)

All teaching staff from Melbourne, Vietnam, and Singapore insisted
that their experiences in tutorials showed that both their feedback and
peer feedback can help students to learn to listen actively, understand the
cultural points of communication and project management, and promote
ideas to work collaboratively in the virtual learning environment. This
insistencewas also supported by their observations of student development
over the course of the semester.

The 12-week journey began with anxious members, which made it harder
to form that elusive bond that teams need to succeed. Conflict emerged due
to differences in personalities, attitudes, culture, and many other reasons
including English literacy, various forms of conflict and stress developed. It
ended on a high note with a stellar performance and maturing of compe-
tencies. (Course coordinator, Vietnam)

Tutor feedback was rated higher than peer feedback, that carried con-
cerns of cognitive bias.

Challenges to Learning

The issue of intercultural communication and interaction was explored, as
was the extent to which students in the program communicated with one
another. Both the quantitative and qualitative data revealed that most stu-
dents agreed that communication with their peers from another country,
or with those who spoke an alternate primary language, was a key chal-
lenge. However, this challenge was perceived as more than a “language”
issue. In fact, most students referred to “approaches in cross-cultural com-
munication” when they undertook groupwork with other students in the
program. Factors that were frequently mentioned included consistency in
normative values, such as communication, politeness, and personal ver-
sus team communication. This was less of a factor in Vietnam where the
group was more homogenous.
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Communication is always a big factor when completing any group assign-
ment. Being able to communicate in an effective manner with one another
means keeping continual lines of conversation running while ensuring the
maximum amount of understanding is achieved. This means reiterating
things that have already been said and explained to make sure every individ-
ual understands what is happening, and what their roles and responsibilities
are. (Male student, Singapore)

A number of students also referred to the importance of their ability to
manage the competing priorities of students across countries. Since team
members live in different corners of the world, members often found it
difficult to manage issues such as deadlines, meetings, and accountability.

Within our transnational group, we attempted to set guideline dates and
times for individual task completion, around the deadline provided for our
assessment tasks. (Female student, Australia)

Learning with students from different countries and cultural back-
grounds was found to promote the cross-cultural experiences of students,
however, it required the guidance of an expert tutor in navigating the
inherent complexities. A number of students in Australia and Singapore
suggested that tutors should be able to help them with training “strategies
to work” in the cross-cultural/virtual context. This was evident among
Vietnamese students, where the coordinator reported there was a prior-
ity for English language proficiency among some students. Since most
communication activities in the program occurred in the virtual space,
students reported that they felt inadequate to start some formal commu-
nication with their counterparts from another country, without knowing
the nuances of that culture.

It will be helpful if we could attend cultural training and some programs
such as how to prepare memo, e-meeting protocol before we work with
[the] Singaporean team. (Male student, Australian)

The second theme that emerged from staff was teaching and its com-
plexity. In a manner similar to other empirical studies (Gribble and Zig-
uras 2003; Debowski 2008; Bengtsen 2018), teaching on these programs
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occurred in intensive bursts over the weekends, with large student groups.
Many teaching resources were condensed to be delivered by using various
teaching and learning practices with didactic transmission practices pre-
vailing, building on the baseline knowledge students already possessed.
Teaching in the transnational context was further marked by divergent
opinions and experiences concerning the curriculum and pedagogy, par-
ticularly in Vietnam where the curriculum had to be modified due to lin-
guistic capabilities. Teaching staff were divided about the extent to which
the curriculum should be accommodated when transferred from one edu-
cational system to another. One view, supported by most tutors across all
locations, was the design and transference of an unmediated Australian
curriculum to the transnational setting. As one participant stated:

I feel that we only use Australian materials without having some important
local context for our students. Curriculum should be co-designed by staff
from both sides. (Male tutor, Singapore)

Local Singaporean staff addressed issues on power, or lack of, and the
way they were expected tomanage and teach in theTransnationalManage-
ment Education Program. All staff who manage and teach this program
referred to words such as “equality,” “power,” “inequality,” and “leader”
when asked to identify their experiences and feelings in relation to the
management of the program. They overwhelmingly perceived themselves
as subordinate, as “followers” in the program, managed by their Australian
counterparts.Hence, they reflected that they lacked authority or autonomy
to adapt the curriculum, materials, and content to promote local-context
learning.Their perceived that the lack of power held by local staff presents
a potential long-term problem for the sustainability of the program.

I don’t have a lot to do at the program design phase. In fact, my team from
Melbourne did everything and asked me to follow the ideas. (Female tutor,
Singapore)

The final theme that arose from the qualitative interviews was the trans-
fer of Australian assessment, teaching, and activities to theVietnamese and
Singaporean management learning context. The transfer of assessment
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criteria and marking appeared to pose further pedagogical and adminis-
trative problems. This was evident in Singapore where Australian-based
tutors identified some learning scenarios when local Singaporean tutors
were reluctant to apply the assessment criteria set by the Australian course
coordinator when allocating grades. As one Australian male tutor noted,
the local Singaporean tutor “was sometimes giving quite high marks to
students … and I did push some of those marks down a bit.” To ensure
consistency in grading of assessment and adherence to the criteria and
commensurate academic standard, this Australian tutor entered into con-
versation with their Singaporean colleague to discuss and mediate the
assessment criteria and marking system. These observations raise impor-
tant questions about assessment congruence as many Australian-based
tutors spoke of relying on Singaporean local tutors to introduce students
to the assessment criteria and expectations. If students are to succeed in
developing cross-cultural competency through assessment, it is important
they receive consistent guidance and support in terms of the assessment
process, requiring co-management and co-delivery by Australian, Viet-
namese, and Singaporean staff.

Learning and Teaching Culture

This theme was constructed from the learning and teaching experiences
and expectations of students and tutors. Students based inAustralia tended
to focus on learning activities and learning outcomes from the activities
designed by the teaching team, more so than their Vietnamese and Singa-
porean peers. Most students from Australia (both local and international
students) referred to the innovative culture of cross-cultural pedagogy that
is reflected in its design and delivery.This difference could be attributed to
differences in epistemologies of learning. The innovative culture in teach-
ing and learning of cross-cultural management, where students and tutors
are required to engage in two-way reciprocal adaptation (Volet and Jones
2012), can equip students and staff with new experiences and approaches
(i.e., immersion in intercultural interactions; two-way dialogue; personal
transformation), although Reid and Garson (2017) debate the level of
positive intercultural interactions through intercultural learning.
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DeVita (2002) hypothesizes that group function is based on the average
ability of group members, as opposed to outcomes based on the ability of
the least or most able member.We support this notion when group assess-
ments for cross-cultural cohorts are poorly thought through andorganized,
but as our approach shows, this is disputed when the behavioral impli-
cations are pre-designed and attention is given to students being guided
through their skill development in co-operative cross-cultural workgroups.

As a result of workgroup participation, it is believed we developed a greater
understanding of the ways in which others interpret situations and how
cultural differences can have an impact on perceptions. This hurt us in the
earlier weeks, but as we began to understand what everyone’s individual
needs and preferences were we began to work together more effectively. In
developing greater communication skills, it is believed the level of conflict
will decrease, in turn reducing miscommunication. We have learnt to be
more tolerant of our differences…Our employment in an organisation will
now be aided. (Male student, Australia)

We also learnt from tutors in the program that activities in the classroom
that focus on learning, rather than teaching, are rated as important for stu-
dents to improve their cross-cultural skills in business. Students reported
that simulations, business games, and activities that replicate cross-cultural
scenarios can support students when adapting to new cultural contexts.
The learning activities that engaged students from the three diverse loca-
tions to work together were also found to reduce ethnocentrism.

I learn a lot from creating of the virtual international team in this course.
It helps me to understand how to approach people across culture and not
face-to-face [sic]. (Female student, Australia)

Students reflected upon the open nature of TNHE where they were
required to interact with students from culturally and contextually differ-
ent countries while simultaneously working on the same ideas and tasks.
Their ability to provide feedback to their international counterparts, as
previously reported, promoted their understanding of cross-cultural com-
munication and negotiation. They also dealt with cross-cultural conflicts
and management with their colleagues and tutors. While reflecting on
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their experiences of working with team members from other countries
and campuses, most students in the program agreed that because of the
support given by their tutors, and assessment requirements, they progres-
sively felt more at ease in culturally diverse environments.

Feedback on the assessment was crucial as it allowed each part of the assess-
ment to be evaluated by the group. This meant that everyone in the group
had an opinion on each part and if the group felt any part of the assessment
was under-par it could be modified. (Male student, Singapore)

The main conflict students encountered was where they had different
views, ideas and thoughts about how they should organise the work that
had to be done each week. Cross cultural areas in employment will be easier
for them to understand as we focused on respecting others as a key factor in
maintaining successful relationships with your fellow employees. (Vietnam,
course coordinator)

Discussion

The representation of higher education institutions as an ongoing work
environment cannot be replicated in undergraduate TNHE classrooms
within an institutional ethnocentrism toward management education
(Ledwith and Seymour 2001; Johnson et al. 2006). Egan and Bendick
(2008) contend that it is not sufficient to undertake a surface approach,
to merely show that culture does matter in organizational activities, but
that a deeper construct of developing cultural competence for competi-
tive advantage is required. This, however, requires academics to be able
to accept the existence of a relation based on mutual understanding and
interaction, to operate in an interculturality framework (Fig. 9.1), which
goes beyond mere tolerance of one another. In order to achieve effective
engagement requires creative innovation toward the challenges inherent
in an era of supercomplexity.This also implies a level of behavioral adapta-
tion through cultural consciousness and competence, which can be taught,
and a deliberate fostering of engagement between local, international, and
offshore students (Treleaven et al. 2007; Johnson et al. 2006; Summers
and Volet 2008).
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TRANSNATIONAL EDUCATION
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Fig. 9.1 An interculturality framework (SourceDeveloped byM. Heffernan (2019).
Adapted from Smith [2009], Kim [2009])

Students from cultures with strong “power distance” and “uncertainty
avoidance” can display different expectations of tutors, reflecting a differ-
ence in cultural values (Hofstede 1994, in Ledwith and Seymour 2001;
Johnson et al. 2006). Additionally, different communication styles across
cultures can bemisinterpreted by tutors and other students, that form part
of the dominant culture within their work group, as the student being aca-
demically inept (Young, 1992, in Ledwith and Seymour 2001) or favoring
a “reproductive or surface approach to learning” rather than a deep learn-
ing approach necessary for academic success. Ledwith and Seymour (2001,
p. 1295) suggest that these “monocultural (co-national) bonds are of vital
importance to foreign students” and should not be disregarded.

Asian international students are shown to culturally adapt to Western
education approaches and are academically engaged, debunking the stereo-
types about theirmonocultural learning style (Wong 2004; Andrade 2006;
Song 2016). Many Asian students have been found to highly value group
discussions in the classroom with a diverse student cohort, seeing it as
an opportunity to enhance their intercultural competence by improving
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their English and interpersonal communication literacy and improving
their understanding of different cultures (Ledwith and Seymour 2001; Li
and Campbell 2008).

Despite evidence for monocultural bonding (Ledwith and Seymour
2001) the opportunity for enhancement of language facility disconfirms
the negative perceptions that are reported about cross-cultural student
groupwork. Cultural conditioning has been found to affect learning styles
and the learning environmentwhichmay in turn be ineffective in contrast-
ing culture-based educational experiences (De Vita 2002). Chinese and
Hong Kong students in higher education typically come from a surface-
learning environment where summative and teacher-directed assessment
tasks prevail (Jackson 2005), with a reliance on rote learning. This has
resulted in a lack of transferable academic skills to international envi-
ronments, resulting in not only linguistic and conceptual problems but
suboptimal English literacy and interpersonal skills with high levels of
dependency on tutors (Jackson 2005).

Learning different cultural norms and expectations takes both cogni-
tive,motivational, and behavioral adjustment and enabling student groups
to modify their ethnocentrisms and work effectively and cooperatively in
cross-cultural workgroups has proven to be a challenge (Ledwith and Sey-
mour 2001; Wood 2003; Johnson et al. 2006; Summers and Volet 2008;
Sweeney et al. 2008; Pathak 2018) despite evidence that cross-cultural
group work has a positive effect on the individual average grades of all stu-
dents (DeVita 2002; Sweeney et al. 2008). Learning outcomes from group
assessments show the benefits of experiencing active and deep learning and
building individual accountability and psychological ownership (Sweeney
et al. 2008).With its “student interactive” approach (Wood 2003, p. 242),
the “Global Learning by Design” program clearly enhanced the demand
for a deeper approach to learning, student commitment, and rewarding
of individual effort within the group.

Conclusions

This case study confirms that local and international contextualization is
crucial in the management of a transnational business education program
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if students are to develop cross-cultural competencies. Data suggests that
the integration of experiences, practices, and processes in the host environ-
ment with experiences, practices, and processes in the home environment
will assist with the attainment of teaching and learning outcomes for
all students and, in particular, with our stated goal of developing cross-
cultural competencies. Student responses have highlighted the importance
of being empowered, prior to formal engagement within transnational
education experiences. Institutions in both host and home countries will
need to equip both students and teaching staff with skills that enable them
to learn successfully in diverse cross-cultural contexts.We have learnt from
this study that inclusive curricula, pedagogies, and feedback from various
sources as well as cross-cultural training for tutors in TNHE will help
students to develop cultural competency.

An internationalized course design will better equip students with the
requisite organizational knowledge to effectively operate in diverse orga-
nization settings. This case study resulted in a transportable, transferable,
and culturally relevant curriculum; improved student engagement through
the application of educational technologies; a validation of cultural diver-
sity in organizational practice; and a curriculum expansion that applied
diverse examples across contexts. As internationalization and TNHE can
raise issues of equity and parochialism (Otten 2003), particularly when
group composition is diverse, an equity teaching and learning paradigm
was applied to meet these challenges.

Another important issue in the management of cross-cultural learning
in TNHE programs is the management and training of staff from both
home and host countries. Universities need to create opportunities for
academic staff located in different cultural contexts to share how, andwhat,
they have learned about inclusivity within the context of seeing one’s role
through a different lens (Dunn and Wallace 2006). This training could
occur initially during induction sessions structured to provide extended
opportunities for intercultural discussions about teaching and learning
issues and responses, but should also occur in other activities, such as
curriculum design, coursematerials, and the creation of learning activities.

Our case study demonstrates improved student engagement through
the utilization of a dynamic and culturally relevant course and validates
key findings from the literature on cultural diversity in organizational
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practice in aTNHEenvironment. Students were empowered to contribute
within a well-defined approach that students engaged with and that also
removed ambiguity of expectations around performance. On completion
of the course students were able to understand the complexities inher-
ent in international business and demonstrate the flexibility required to
work effectively with others in transnational environments, assessing their
competencies within a framework equitably rewarding performance.

It is important to incorporate discussions on pedagogy into enhanced
discussions concerning the ideologies of internationalization and diversity,
with participants in the program being fully aware of the importance of
the local context. If TNHE occurs in isolation, the danger is that staff
and students will find themselves in the midst of a debate centered on
higher education as a tool for neo-colonialism. In such a case staff and
students may refuse to participate on ideological grounds or may feel com-
promised and confused. Finally, it is important to include students from
both host and home countries in the process of curriculum and learning
design. We need to “capitalise on international students’ dual strengths
of diverse knowledge and transformative capacity” and the transcultural
flow of knowledge (Tran 2016, p. 95; Song 2016) to understand from the
perspective of students what is important for them in terms of the attain-
ment of cross-cultural competencies. Without students’ perspectives, the
design of TNHE programs will remain unquestionably incomplete and
will not empower graduates to adapt to an increasingly complex world.
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Assessment of Higher Education in Brazil,
the United States, and the Netherlands:

Enhancing Quality or a Regulation
Instrument?

Danielle Xabregas Pamplona Nogueira,
Catarina de Almeida Santos and Girlene Ribeiro de Jesus

Introduction

The report entitled “Six ways to ensure higher education leaves no one
behind,” released in 2017, showed that the number of higher educa-
tion students in the world has doubled from 100 million to 207 mil-
lion between 2000 and 2014 (UNESCO 2017). The report states that
higher education is fundamental to sustainable development, as it creates
new knowledge, teaches specific skills, and promotes fundamental values,
such as freedom, tolerance, and dignity. It further states that the demand
for higher education will continue to rise and that governments need to
respond by introducing a number of new policies that does not leave the
most vulnerable behind.

In this sense, this study aims to reflect upon the role of the state regard-
ing higher education and the challenges of democratizing access and qual-
ity at this educational level. Here we assume that higher education offer
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models in different countries are designed with consideration given to
state responsibility. In this sense, two models can be presented: the public
model,1 when the state takes responsibility for an offer, and the private
model, when the state passes this responsibility to a private initiative.
To measure and ensure the quality of higher education, countries have
developed national assessment systems. In these systems, two models can
be presented: one focusing on institutional improvement and the other
on regulation. Therefore, we question which assessment model various
systems assume, in terms of the role of the state in higher education.

In this sense, this study analyzed and compared the relationship between
offer configuration and assessment models used in Brazil, the United
States, and the Netherlands. In order to select these countries, the follow-
ing criteria were considered: the need for a developed country in Europe
providing a larger percentage of public offers (Netherlands), the require-
ment for a developed country in North America with a larger percentage
of private offers (the United States), and the need for a developing country
in Latin America with a larger percentage of private offers (Brazil).
This study examined the following: (1) how is the responsibility of

making offers in higher education configured (public or private); (2) what
are the proposedhigher education assessment systems; and (3) how systems
use the assessment results. This chapter presents empirical research using
documentary information as its basis, sourced from the censuses of higher
education, and considers regulations that institute and implement the
national assessment systems of higher education.

Literature Review

Relationship Between State and Higher Education

According to Sguissardi (2002), the late twentieth century was marked
by a profound crisis in social democracy and the welfare state in most

1In this chapter, the public offer model is that which is maintained and financed by the state. The
private offer model, however, refers to those of private initiatives or by means of tuition, even if they
receives subsidies from the state through scholarships, student financing, or fiscal waivers.
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central countries and a crisis of national development and the populist
state (or military-authoritarian) in many of the Latin American peripheral
countries.To resolve these crises severalmeasures were applied: budget bal-
ancing through the reduction of public expenditure (with social services);
trade liberalization (reduction of import tariffs); financial liberalization
(elimination of barriers to foreign capital); deregulating domestic mar-
kets (elimination of state intervention instruments, such as price controls,
incentives, etc.); reforming social security or the social security system;
reforming the labor market; and privatizing enterprises and public ser-
vices.

Sguissardi reveals a reconfiguration of the format and power of the state
as well as its implications for education.

Citizenship rights, transformed into social services that are not exclusive
to the State and are competitive, would be deregulated in the same way as
other commercial services, exploitable by the private initiative or enterprise.
Higher education – seen as private before public –was an essential part in the
changes that made the reforms in the State apparatus and was an important
element in the new modality of capital accumulation. (Sguissardi 2002,
p. 2)

Sguissardi defines that state reconfiguration goes through a cycle of being
subsidiary and controlling. Here, the state is deprived of its role as provider
of social services (education, health, and security) and presents itself as a
regulator and a controller that is only interested in the reestablishment of
the hegemony of the market and the integration of its country into the
world market.
The effects of this scenario on higher education reveal themselves,

according to Sguissardi (2002), in the concretization of university projects,
compromising their own autonomy. “Many universities had lost impor-
tant portions of their institutional autonomy and were being constrained
to adjust a large part of their activities to the demands of the State” (p. 7).
Therefore, the right to education presents itself as key to the implemen-

tation of offer models and the expansion of higher education. One such
model, driven by essentially public offers, has the state act as the provider
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of the social right to education, and the other model, with offers being
mainly private, has the state as a regulator of market activity.

Once the role of the state has been defined in each model, it makes
sense to reflection on the role of assessment in each of these models, as an
instrument of legitimacy of implementation. Thereby, this chapter argues
that the assessment models developed by systems of higher education are
related to the offer and expansion models of this educational level as well
as to the role the state plays in such models.

Models and Trends in the Assessment of Higher
Education

The models and trends in higher education assessment referenced here
are derived from the study of Verhine and Freitas (2012), which aimed to
analyze and compare national and transnational higher education assess-
ment systems, identifying possible points of convergence and antagonism
between them, mainly in relation to the characteristics of universality and
specificity of assessment practices.
This study focuses on international literature, considering lessons

regarding the relative roles of two predominant assessment models (one
centered on institutional improvement and one on regulation) and their
relations with the processes of homogenization and differentiation that
characterize the modern world.

According to the Verhine and Freitas (2012), in order to understand the
transformations of education, in the context of globalization and the inter-
nationalization of higher education, it is necessary to observe assessment
practices, since current governments have given assessment an important
role in the reform of education systems.

According to the vast amount of literature analyzed, Verhine and Freitas
(2012) highlight two models of higher education assessment—one, being
external to institutions and emphasizing regulation, the other, of internal
character, emphasizing the process of self-assessment. From this, we have
the characterization of each model.
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Model of Internal Assessment Centered on Institutional
Improvement

Verhine and Freitas (2012) say that the higher education assessment that
happens inside institutions is disseminated in the literature directly linked
as self-assessment or internal assessment. In this literature, internal assess-
ment is presented as an essential element in the quest for quality of insti-
tutions.
This model argues that the objective of assessment is institutional

improvement, either individually or collectively. This must be done by
means of collegiality practices, since Verhine and Freitas consider that
verification and external control are not enough to ensure the quality
of higher education institutions and also do not promote a permanent
improvement.

In this perspective, more than simply measure efficiency and productivity of
an institution or a course, the focus of the assessment processes is the socio-
educational relations and the internal interactions.The assessment processes
are centered on the participants and seek to apprehend the phenomena and
their movements in their relation with reality, aiming at the transformation
of this same reality. (Verhine and Freitas 2012, p. 25)

Methodologically, Verhine and Freitas define that this model adopts a
qualitative approach, since it uses dialogic and participant methods, using
mainly free interviews, debates, testimonial analysis, participant observa-
tion, and documentary analysis.

Assessment Framework Centered on Regulation

To characterize an assessment model that focuses on regulation, Verhine
and Freitas (2012) define regulation as:

• The establishment of rules of conduct and control, with the purpose of
restricting or changing the behavior of people or institutions which are
supported by sanctions in case of disrespect.
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• The intervention of the state in private activity to achieve public pur-
poses to establish the balanced functioning of the market.

• The adjustment of several actions where there are different logics that
depend not only on authority but also on initiatives taken by a variety
of factors and actors that contribute to the regulation of the system.

Regulation forecasts an increase in the normative apparatus and empha-
sizes the results or products, as well as the use of instruments that produce
objective information and that allow comparison and wide dissemination
for the interested public.

Based on regulation logic, the normative assessment comes from control
mechanisms, exercising the function of inspection and accountability.

This assessmentmodel based on systems that aremainly quantitative refers to
the efficiency and inefficiency of institutions. In this context, the assessment
is performed as a predominantly technical activity that seeks to measure
the results produced by the institutions in terms of teaching, research and
community services provision. (Verhine and Freitas 2012, p. 27)

In this model, systems use educational assessment on a large scale,
enabling the exchange of information and research at the international
level. However, Verhine and Freitas report the establishment of “rankings”
of institutions that produce direct effects on the policies of allocation of
financial resources and also affect the social organizers of students and
institutions. “Assessment articulates concepts such as efficiency, quality,
performance and accountability and it is focused on instruments that seek
the homogenization and standardization of criteria, the quantification and
measurement of academic products” (p. 28).

In this sense, the assessmentmodel centered on regulation, by emphasiz-
ing the standardization of results and products, promotes the affirmation
of the controlling state, which maintains regulatory activity at the expense
of the actual execution of state activity, with the technical intermediation
of agencies specially created for this purpose. The results of the assessment
are valuable to provide objective and reliable data for the effectiveness of
government regulatory policies of the system.
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Trends in the Assessment of Higher Education

Verhine and Freitas (2012) report that the tension between internal assess-
ment centered on the improvement of institutions and external assessment
centered on regulation is accompanied, on the international scene, by a
tension between homogenization tendencies and differentiation. The first
emphasizes a diversified and differentiated assessment, while the second,
a standardized and homogeneous assessment.

Analyzing these two categories, Verhine and Freitas verified that the two
systems have traces and characteristics of these two international tenden-
cies and, consequently, this study advocates their integration and com-
plementarity, instead of their dichotomization. For Verhine and Freitas,
the idea of complementarity is used to achieve international goals and
improve quality, considering the different characteristics of institutions of
higher education and the courses they offer. At the same time, this idea
represents an effort to make higher education and assessment responsive
to the requirements related to a globalization of society, the economy, and
the labor market.

Finally, Verhine and Freitas (2012) argue that institutional assessment,
assuming its differentiation, has great relevance in higher education insti-
tutions, permitting various academic actors to construct forms of collective
accountability around the educational and scientific tasks they develop.

Based on the theoretical proposition presented here, our study started
with the following hypotheses: (1) in higher education systems in which
provision is given primarily by private institutions, assessment systems are
centered on regulation and external assessment; and (2) in higher edu-
cation systems where provision is given primarily by public institutions,
assessment systems are focused on institutional improvement and internal
assessment.
Thus, we sought to analyze and compare the relationship between the

configuration of the offer and the assessment of higher education in Brazil,
the United States, and the Netherlands.
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Method

This study adopted a qualitative approach that originated with the use of
the comparative research method. The aspects investigated and compared
in each country guided this approach. Research was conducted using doc-
umentary sources about the systems used for assessing quality in Brazil, the
United States, and the Netherlands. These countries were chosen because
they met the required criteria: the need for a developed country in Europe
providing a larger percentage of public offers (Netherlands), the require-
ment for a developed country in North America with a larger percentage
of private offers (the United States), and the need for a developing country
in Latin America with a larger percentage of private offers (Brazil). Data
for these countries were collected and analyzed using identical method-
ological procedures.

Results

The following key questions guided all the analytical procedures: (1) how is
the responsibility of making offers in higher education configured (public
or private); (2)what are the proposed higher education assessment systems;
(3) how systems forecast the assessment results uses.

Higher Education Offers in Brazil, the United States,
and the Netherlands

Brazil
In Brazil, the higher education institutions, according to their organi-

zation and respective academic prerogatives, are accredit as:universities;
specialized universities; university centers; integrated colleges and col-
leges; higher education institutes or higher education schools; and
technological education centers.

All Brazilian higher education institutions are organized according to
administrative categories (or legal forms), thus:
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Public—created and incorporated, maintained, and administered by
public power. They can be at the federal level, that is, maintained and
administered by the federal government at the state level, that is, main-
tained and administered by state government; or at the city level, that is,
maintained and administered by the public power held by cities.

Private—maintained and administered by individuals or legal entities
under private law.They are organized into private for-profit institutions
or private institutions in the strictest sense, that is, established and kept
by one or more individuals or legal entities under private law and pri-
vate non-profit institutions. Private non-profit institutions can take the
form of community centers, established by groups of individuals or one
or more legal entities, including teachers and student cooperatives that
include representatives of the community in the maintenance of the orga-
nization; confessionals, established by groups of individuals or one or
more legal entities fulfilling a specific ideological and confessional orien-
tation; or can be philanthropic, that is, are education or social assistance
institutions that provide a specific service and make it available to the gen-
eral population, complementing activities of the state, without receiving
any payment.
The offer of higher education in Brazil originates mainly from private

institutions in standardmodality or distance educationmodality, covering
the following types and levels of courses:

Undergraduate courses—these courses are open to candidates that
have completed high school and have passed some form of selection
process. Undergraduate courses award diplomas to graduating students.
Courses include bachelor’s degree courses, licensures, technological or
higher education technology courses; sequential courses, and exten-
sion courses.
Graduate courses—these include master’s and doctoral programs

(graduate level stricto sensu) and specialized courses (graduate level lato
sensu). They are open to candidates with undergraduate degrees meeting
additional requirements set out by teaching institutions.

Post-graduate courses—these include specialized courses (graduate
level lato sensu), academic master’s degrees; professional master’s
degrees (MP), and doctoral degrees.
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Table 10.1 Number of higher education institutions in Brazil by administrative
category and institutional type

Administrative
category Level Number Universities

University
centers Colleges

IF and
CEFET

Public 296 108 10 138 40
Federal 107 63 0 4 40
State 123 39 1 83 0
Municipal 66 6 9 51 0

Private 2111 89 156 1866 0
Total 2407 197 166 2004 40

Source INEP (2017)

Table 10.2 Number of enrollments by administrative category (2017)

Administrative category Level Number of enrollments

Public 1,990,078
Federal 1,249,324
State 623,446
City 117,308

Private 6,058,623
Total 8,048,701

Source INEP (2017)

As already said in this text, both public and private institutions com-
prise the Brazilian higher education system, the greatest number of offers
coming from private institutions.

As shown in Table 10.1, there are 2407 institutions of higher educa-
tion in Brazil. Colleges make up the greatest number with a total of 2004
institutions, 91% of them being private.This situation changes when ana-
lyzing the number of universities—there are 197 universities with about
55% (108) of them being public.

In Table 10.2, we note that about 75% of the 8,048,701 students in
the Brazilian higher education system attend private institutions.
The United States

Higher education in theUnited States is stronglymarked by its diversity.
This diversity encompasses both the modalities of courses and the types
of institutions of higher education.
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There are four major categories of degrees available for postsecondary
students:

1. Associate degrees.
2. Bachelor’s degrees.
3. Master’s degrees.
4. Doctoral degrees.

In terms of the types of institutions, the U.S. Department of Education
describes the following classification:

1. Public institutions. In addition to having governing boards appointed
by state authorities, they also receive some annual allocation of state
budget funds; some of their property may be state owned; and they
may be subject to state regulations of other kinds depending on the
nature of their relationship to the state as defined in their charters.
Public institutions are internally self-governing and autonomous with
respect to academic decision-making.

2. Private institutions. These are independent of state control even though
they are licensed or authorized by state governments. They may be
non-profit or for-profit and may be secular or affiliated with a religious
community. Some private institutions may be authorized by state gov-
ernments to receive state operating funds and to provide some public
services, such as operating publicly funded academic programs or func-
tion as a state land-grant institution receiving federal funding from the
U.S. Department of Agriculture.

These institutions are also classified according to the type of course they
offer:

1. Community and junior colleges. Community colleges are comprehensive
public institutions that provide a wide variety of educational services,
ranging from adult and community education services, through post-
secondary career and technical education, to academic and professional
studies at university level, permitting transfer to higher level studies.
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Table 10.3 Number of higher education institutions in the United States by admin-
istrative category

Total Public Private total Private non-profit Private for-profit

4,147 1578 2569 1400 1169
100% 38% 62% 34% 28%

Source Digest of Education Statistics 2016

Table 10.4 Total undergraduate fall enrollment in degree-granting postsecondary
institutions, by control of institution

Enrollments Public Private total Private non-profit Private for-profit

17,036,778 13,145,720 3,891,058 2,819,174 1,071,884
77% 23% 21% 38%

Source Digest of Education Statistics 2016

Some community colleges have started to offer accredited bachelor’s
degree programs.

2. Public and private colleges and universities. Institutions that offer bache-
lor’s and higher degrees are often called “senior” colleges or universities,
to distinguish them from “junior” colleges and other institutions offer-
ing associate degrees as their highest qualification. However, some col-
leges and universities offer studies at all degree levels from the associate
to the doctorate.

There is no unique ministry responsible for centralization of higher
education in the United States. In the majority, the system is composed
by institutions of the American states, which have academic and adminis-
trative autonomy. The U.S. Department of Education has the role of the
regulatory agent of the system (Table 10.3).
Furthermore, the data shows that institutions are predominantly pri-

vate, while enrollments are mostly public (Table 10.4).
Although most enrollments are in public institutions, there is no free

tuition in higher education in theUnited States. According toACE (2004),
colleges and universities are financed in ways consistent with the ideal
of limited government and the belief that market competition tends to
improve quality and efficiency. American colleges and universities are sup-
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ported further by diverse revenue sources that reflect the market choices of
students and parents as well as other consumers of the goods and services
that institutions provide.
The Netherlands

According to NVAO, the higher education system in the Netherlands
is based on a three-cycle degree system, consisting of a bachelor’s degrees,
master’s degrees, and Ph.D.’s. Two types of programs are offered: research-
oriented degree programs offered by research universities, and professional
higher education programs offered by universities of applied sciences. So,
these cycles are in line with the European Higher Education Area:

1. Bachelor’s degrees. Incorporating bachelor’s programs of both profes-
sional and academic orientation.

2. Master’s degrees. Incorporating master’s programs of both professional
and academic orientation.

3. Doctoral degrees. Incorporating doctoral studies.

Higher education in the Netherlands is offered by research universities
and universities of applied sciences. Research universities include gen-
eral universities, universities specializing in engineering and agriculture,
and the Open University. Universities of applied sciences include general
institutions as well as institutions specializing in a specific field, such as
agriculture, fine and performing arts, or teacher training.Whereas research
universities are primarily responsible for offering research-oriented pro-
grams, universities of applied sciences are primarily responsible for offering
programs of higher professional education, that prepare students for spe-
cific professions.These tend to bemore practically oriented than programs
offered by research universities (NVAO 2016) (Tables 10.5 and 10.6).
There are three categories of higher education institutions in theNether-

lands:

1. Recognized public institutions. There are two types of recognized public
institutions: universities and universities of applied sciences (“hogesc-
holen”). Both universities and universities of applied sciences can offer
programs with an academic as well as a professional orientation.



268 D. X. P. Nogueira et al.

Table 10.5 Number of higher education institutions in the Netherlands by type

Total
Academic higher
education

Professional higher
education

International
institutes for
education

62 13 43 6a

100% 21% 69% 10%

Source NUFFIC (2015); www.studyinhollland.nl
Note aThese 6 are big, but there are some small ones that work with multicultural
groups

Table 10.6 Total number of enrollments by type of institution

Enrollments Academic higher education Professional higher education

686,000 240,000 446,000
35% 65%

Source www.studyinhollland.nl. There is no available information about total
enrollment in international institutes for education

2. Recognized private institutions. These institutions do not receive public
funding. However, after having completed a special institutional pro-
cedure and initial accreditation of their programs, these institutions are
allowed to offer bachelor’s and master’s programs.

3. Privately funded institutions that are not recognized. These institutions
are not recognized and are only allowed to offer postgraduate programs.
These programs have to get (initial) accreditation.

Country Institutions Enrollments

Public Private Public Private

Brazil 12.1% 87.9% 24.7% 75.3%
USA 38% 62% 77% 23%
Netherlands 90% 10% a a

Note aThere is no available information about total enrollment

In relation to where responsibility lies in terms of offers, Brazil has a
very diversified system of higher education regarding financial sources; its
system is also differentiated regarding institutional models. Although its

http://www.studyinhollland.nl
http://www.studyinhollland.nl
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system is mostly private, with 75% of the offers made by private insti-
tutions, financial sources, even in the private subsystem, are diversified,
as has been demonstrated earlier when we considered the legal nature
of institutions; that is, the country has for-profit private institutions or
simply private institutions, in the strictest sense, and non-profit private
institutions including community, confessional, and philanthropic insti-
tutions.

Although these institutions are not maintained by public power, they
receive public funding through scholarships, tax waivers, and the student
funding program.

Public institutions, created and maintained by public power, are linked
to three levels of government: federal, state, and city, with some of the insti-
tutions kept by city government charging students for tuition in under-
graduate courses. The federal and state institutions of higher education
charge for specialized courses but keep their undergraduate, master’s, and
doctoral degrees free of charge.

In the United States, institutions of higher education systems are pre-
dominantly private, with enrollments mostly public. However, American
higher education is configured as a provision of educational services. The
biggest part of its funding does not come from the state, but from tuition
payments.

According to the Dutch Higher Education and Research Act (WHW)
the Netherlands has the following types of recognized higher education
institutions (NVAO 2016):

• Government-funded universities as set down by law. These are the aca-
demic universities and the universities of applied sciences. These insti-
tutions are funded by the Ministry of Education, Culture and Science
and provide programs that are statutorily recognized.

• Recognized private higher education institutions.These are institutions
that donot receive government funding.Theymay apply to theMinistry
of Education,Culture and Science to be a recognized private higher edu-
cation institution. Once these institutions have accredited programs,
that is, have become a “recognized private higher education institution,”
they can provide diplomas like those conferred by government-funded
institutions.
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Analyses of these three countries indicate that Brazil and the United
States have similarities regarding the predominance of offers being private.
However, Brazil presents the peculiarity that the private sector receives
several incentives and subsidies from government, which denote a strong
public–private partnership. In the Netherlands, even though there are
private institutions, offers are mainly government-funded institutions.

Assessment of Higher Education

Brazil
Brazil has a National System of Higher Education Assessment

(SINAES) that was created onApril 14, 2004 by legislation 10.861, having
as its goal the assurance of a national assessment process of higher education
institutions, their undergraduate courses, and the academic performance
of their students.
The law establishes that SINAES has among its goals the requirement

to ensure improvement of the country’s higher education system; to sup-
port the expansion of higher education offers; promotion and deepening
of the social commitments and responsibilities of higher education insti-
tutions through enhancement of their public mission and the promotion
of democratic values; to respect diversity; and to affirm autonomy and
institutional identity.
The law also established the National Board for the Assessment of

Higher Education (CONAES), responsible for coordinating and super-
vising the assessment processes, with the National Institute of Studies and
Educational Research Anísio Teixeira (INEP) being responsible for oper-
ationalization. The results of assessments, according to law, constitute a
basic reference point for the processes of regulation and supervision of
higher education, composed of authorizing acts, covering the accredita-
tion process and the renewal of accreditation of institutions of higher
education, and regulatory acts that pass through authorization for the
recognition and renewal of recognition of undergraduate courses.
The National System of Higher Education Assessment (SINAES) cre-

ated and uses diverse procedures and instruments to assess institutions,
including self-assessment and external assessment in loco. External assess-
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ment is done by specialist committees with different areas of knowledge,
designated by INEP, assessing undergraduate courses with the goal of iden-
tifying teaching conditions received by students, through analysis of the
faculty, physical facilities, and pedagogical–didactic organization. Exter-
nal assessment is based on the standard of quality of higher education
expressed via assessment instruments and self-assessment reports.

An assessment commission for each higher education institution coor-
dinates self-assessment. Every higher education institution creates a com-
mission to conduct the internal processes of assessment and systemati-
zation and provides information requested by INEP. Self-assessment is
guided by instructions and is scripted by the institutional self-assessment
of CONAES.

An additional part of the assessment process required by institutions is
to assess the performance of undergraduate students through the appli-
cation of the National Student Performance Exam (ENADE), generally
applied every 3 years—a compulsory curricular component of undergrad-
uate courses; student academic records only contain their position in rela-
tion to the test.
The quality indicators of courses and institutions of higher education in

Brazil are obtained through diversified means. The General Course Index
(IGC) is one of the indicators INEP use to assess higher education institu-
tions.The IGC is an indicator composed by concepts, it is the result of the
weighted mean of the preliminary concept of the course (CPC), which is
an assessment indicator of undergraduate courses.The IGC follows a cycle
of 3 years, in combination with the results of ENADE. An institution that
obtains from three to five points is considered to have provided a satisfac-
tory performance; equal to, or below, two points represents a performance
that is unsatisfactory.

During the regulation of undergraduate courses, they go through three
types of assessment at different times, that is, authorization, recognition,
and renewal of recognition:

1. Authorization. This assessment is made when the institution asks for
authorization from the Ministry of Education to open a course.

2. Recognition.When the first class begins the second half of the course, the
institution must ask for recognition from the Ministry of Education.
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3. Renewal of recognition. This assessment is made according to the cycle
of SINAES, that is, every 3 years. Based on the score of the preliminary
concept of the course, the courses that have a preliminary concept of
one or two (unsatisfactory) will be assessed by two SMEs.

The United States
According to theU.S.Department of Education (USDE), as theUnited

States has no Ministry of Education or other centralized federal authority
exercising control over the quality of postsecondary educational institu-
tions, the states of federation assume varying degrees of control over educa-
tion. As a consequence, American educational institutions can vary widely
in the character and quality of their programs. To measure the quality of
each institution, the practice of assessment is through accreditation.
The USDE also highlights the role of accrediting agencies (accredi-

tors), which are private educational associations of regional or national
scope that develop assessment criteria and conduct peer reviews to assess
whether or not such criteria are met. So, the Council for Higher Educa-
tion Accreditation (CHEA) is a private, non-profit national organization
that coordinates accreditation activity in the United States. The role of
the Department of Education is to recognize accreditors that apply for
recognition and designate the scope of accrediting activities to which its
recognition pertains.

For the Council forHigher Education Accreditation (CHEA), “accredi-
tation is a process of external quality review created andused by higher edu-
cation to scrutinize colleges, universities and programs for quality assur-
ance and quality improvement” (CHEA 2015, p. 1). In the document
“An Overview of U.S. Accreditation” (CHEA 2015), CHEA describes the
most important elements of this process as outlined in the following text.

In the United States, accreditation is carried out by private, non-profit
organizations designed for this specific purpose. External quality review of
higher education is a non-governmental enterprise.TheU.S. accreditation
structure is decentralized and complex, mirroring the decentralization and
complexity of American higher education.
The roles of accreditation, according to CHEA (2015) are:
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• Assuring quality. Accreditation is the primary means by which colleges,
universities, and programs assure quality to students and the public.
Accredited status is a signal to students and the public that an institu-
tion or program meets at least threshold standards for, e.g., its faculty,
curriculum, student services, and libraries. Accredited status is conveyed
only if institutions and programs provide evidence of fiscal stability.

• Access to federal and state funds. Accreditation is required for access to
federal funds, such as student aid and other federal programs. Federal
student aid funds are available to students only if the institution or
program they are attending is accredited by a recognized accrediting
organization.

• Engendering private sector confidence. Accreditation status of an institu-
tion or program is important to employers when evaluating credentials
of job applicants and when deciding whether to provide tuition support
for current employees seeking additional education. Private individu-
als and foundations look for evidence of accreditation when making
decisions about private giving.

• Easing transfer. Accreditation is important to students for smooth trans-
fer of courses and programs among colleges and universities. Although
accreditation is but one among several factors taken into account by
receiving institutions, it is viewed carefully and is considered an impor-
tant indicator of quality.

Therefore, the USDE defines some important functions of accredita-
tion, that is, to:

• Assess the quality of academic programs at institutions of higher edu-
cation.

• Create a culture of continuous improvement of academic quality at
colleges and universities and stimulate a general raising of standards
among educational institutions.

• Involve faculty and staff comprehensively in institutional assessment
and planning.

• Establish criteria for professional certification and licensure and for
upgrading courses offering such preparation.
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From these values, an institution or program seeking accreditationmust
go through a number of steps stipulated by an accrediting organization.
CHEA (2015) describes the operation of U.S. accreditation, as the fol-
lowing:

• Self-study. Institutions and programs prepare a written summary of per-
formance, based on the standards of the relevant accrediting organiza-
tion.

• Peer review. Primarily faculty and administrative peers in the profession
conduct an accreditation review. These colleagues review the self-study
and serve on visiting teams that review institutions and programs after
the self-study is completed. Peers constitute the majority of members
of the accrediting commissions or boards that make judgments about
accrediting status.

• Site visit. Accrediting organizations normally send a visiting team to
review an institution or program. The self-study provides the founda-
tion for the team visit. In addition to the peers described above, teams
may also include public members (non-academics who have an interest
in higher education). All teammembers are volunteers and are generally
not compensated.

• Judgment by an accrediting organization. Accrediting organizations have
decision-making bodies (commissions) made up of administrators and
faculty from institutions and programs, as well as public members.
These commissions may affirm accreditation for new institutions and
programs, reaffirm accreditation for ongoing institutions and programs,
and deny accreditation to institutions and programs.

• Periodic external review. Institutions and programs continue to be
reviewed over time. They normally prepare a self-study and undergo
a site visit each time.

The Netherlands
In the Netherlands, the Accreditation Organisation of the Netherlands

and Flanders (NVAO) assesses the internal quality assurance pursued by
universities (academic universities and universities of applied sciences),
and the quality of the programs they provide. This independent accred-
itation organization was created in 2005 as a result of a treaty between
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Flanders and the Netherlands. The new assessment framework for the
higher education accreditation system of the Netherlands has been in
force since January 1, 2017.
There are three steps private higher education institutions need to take

if they want to become recognized institutions (NVAO 2016):

1. The organization must apply to NVAO for an extensive framework
for initial accreditation which is weighted: the full curriculum of the
program representing the basis of the assessment (the program must
be offered for a full cycle and have graduate students). This initial
accreditation is not simply a review of a plan, but a weighted extended
initial accreditation. NVAO makes its decision following an assess-
ment of a program, and this decision is made alongside the Ministry
of Education, Culture and Science. NVAO charges a fee for assess-
ments.

2. The organization must also apply for a recommendation to the Dutch
Inspectorate of Education that assesses the quality and continuity of
candidates and the institution itself. This assessment includes the com-
pliance of an institutionwith theDutchHigherEducation andResearch
Act (WHW). Recognized educational institutions are subject to super-
vision by the Inspectorate.

3. If an institution achieves a positive decision from NVAO and a recom-
mendation by the Inspectorate, theMinistry of Education, Culture and
Science makes the final decision whether an organization will become
a “recognized private institution.” Such recognition gives an institution
the right to be incorporated into the Dutch higher education system,
based on policy guidelines regarding the authorization to award higher
education degrees.

According to the new framework from NVAO (2016), programs are
accredited for 6 years. In this way, every 6 years a program must prove
that it still meets the re-accreditation standards. NVAO may decide that
the program: (a) will be accredited for another 6 years; (b) will not be re-
accredited; or (c) the current accreditation term be temporarily extended
within the context of an improvement period.
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The assessment of existing programshas as focus on the quality achieved.
In this way, programs must demonstrate their educational practice meets
the standard required. Assessment is focused on intended learning out-
comes, the structure of the curriculum, the learning environment, student
assessment, the teaching staff, and achieved learning outcomes (NVAO
2016).
The assessment framework for the higher education accreditation sys-

tem of the Netherlands considers a peer review system as the best method
to verify quality. Also, the framework is based on consideration being
given to the autonomy of an institution, making it initially responsible
for its own quality (NVAO 2016).
Table 10.7 summarizes the main drivers behind assessment systems in

Brazil, the United States, and the Netherlands.
Analyzing each of the three systems, it can be concluded that they have

similar and different purposes. In Brazil, SINAES purposes to improve the
higher education system and regulate it. Regulation is also present in the
accreditation process in the United States. It focuses on the regulation of
the higher education system in terms of accountability. In theNetherlands,
accreditation, on the other hand, has its focus on a comparison between
the internal quality of an institution and specific quality standards.

InBrazil and theUnited States, assessment includes self-study and exter-
nal assessment, focusedmainly on external assessment. In theNetherlands,
assessment is internal.

Regarding execution of the system, assessment in Brazil is executed
by a governmental institution (INEP) and coordinated by a collegiate
commission (CONAES). In the United States, the process is by regu-
latory agencies (private organizations). In the Netherlands, institutions
develop their own assessment processes, based on parameters provided by
the Accreditation Organization of the Netherlands and Flanders (NVAO)
(a public bi-national institution).

Use of Assessment Results

Finally, we will consider the question of how different systems use assess-
ment results. In the Brazilian context of higher education assessment, it
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can be said that results from higher education assessment are primarily
used for regulation. Most notably, private higher education institutions
use SINAES results to adjust themselves to the standards of the Brazilian
higher education regulation system.

In the United States, the results of accreditation are used to provide
assurance to students and the public that an institution or program meets
at least threshold standards, and to provide evidence of fiscal stability.
These results are also used for access to federal funds, to support the
private sector when evaluating the credentials of job applicants, to provide
tuition support for current employees seeking additional education, and
for making decisions about private funding. Besides this, accreditation is
important to students for the smooth transfer of courses and programs
among colleges and universities.

In the Netherlands, the key questions are associated with the establish-
ment of the four standards adopted in the assessment framework (NVAO
2016):

1. Vision and policy. Is the vision and policy of an institution, concerning
the quality of education it provides, widely supported and sufficiently
coordinated, both externally and internally?

2. Implementation. How does an institution realize its vision of quality?
3. Assessment and monitoring. How does an institution monitor whether

its vision of quality is realized?
4. Focus on development. How does an institution work on improvement?

According to theNVAO(2016) framework, programswill be accredited
for 6 years. In this way, every 6 years a program must prove that it still
meets the re-accreditation standards. NVAO may decide that a program:
(a) will be accredited for another 6 years; (b) will not be re-accredited; or
(c) that the current accreditation termwill temporarily be extended within
the context of an improvement period.
We can conclude that, in the Netherlands, the main objective of its

higher education assessment system is to assure quality. In each assessment
cycle, institutions need to prove that their quality is in agreement with the
standards established in the assessment framework for the higher education
accreditation system.
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General Considerations About Assessment Systems

When comparing countries, different assessment focus can be observed,
as seen in Table 10.8.

All three countries have systems that sit outside their academic institu-
tions, in order to verify quality. Nevertheless, in all three countries, the
primary responsibility for quality lies with the institution itself. In the
Netherlands, a quality framework exists that makes the process of assess-
ment and the use of its results more focused on the process. In this country,
there is a strong emphasis on the process of peer review, making the assess-
ment system more qualitative than quantitative, which again focuses on
the process. In Brazil, although self-assessment is a requirement of the
assessment system, its results do not receive the same weight carried by
external assessment. In this country, the main assessment focus is to regu-
late the system, bringing with it a strong component of accountability. In
the United States, assessment processes focus on accreditation, as a means
of accountability and regulation.

In order to analyze the characteristics of assessmentmodels (themodel of
internal assessment centered on institutional improvement and an assess-
ment framework centered on regulation), their presence in each of the
evaluation systems was verified (Table 10.9).
According to these data, it is possible to observe that the characteris-

tics of both models are present in all three countries but are manifested
in different ways. In the United States, the predominantly private offer
model (although institutions are public they are maintained by monthly
payments) is articulated in terms of the model of the assessment frame-
work centered on regulation. Likewise, Brazil, also with a predominantly
private supply model, has its evaluative system focused on regulation. On
the other hand, the Netherlands, with a public offer model, articulates the
model of internal assessment centered on institutional improvement.

Conclusions

We can conclude that the role of the state regarding higher education
is similar in both Brazil and the United States. In these countries private
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offers are predominant and the government takes the main role in terms of
assessing and regulating its higher education system.On the other hand, in
the Netherlands the state has the main responsibility for higher education
offers. In this country, private initiatives represent only a small number of
students.

Both Brazil and the United States focus on the regulation of the system
of higher education and use assessment results for accountability. In the
Netherlands, the accreditation procedures aim to improve and maintain
the quality of the system of higher education.
Therefore, the results of the analysis agreewith the thesis that assessment

frameworks developed by systems of higher education are related to the
expansion and offer models assigned to this education level, as well as the
role of the state in one specific model. Accordingly, we can conclude that
when responsibility for the offer and funding of higher education is public,
a model of internal assessment, centered on institutional improvement,
tends to develop. In contrast, when the offer is private, assessment tends
to follow a model centered on regulation.
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A Comparative Study of the Federal Higher
Education Student Financial Aid Systems
in Brazil, Australia, and the United States

Paulo Meyer Nascimento and
Manoela Vilela Araújo Resende

Introduction

The higher education student financing systems of Brazil, Australia, and
the United States have both substantial differences and similarities. All
three are large economies, federative republics, and nations with high cul-
tural and ethnic diversity. However, the most relevant similarity for this
chapter is that decisions about financing and regulating higher education
are concentrated at the national level. This makes it easier to compare the
student financing systems of these three countries, highlighting peculiar-
ities and discussing to what extent the experience of each may be relevant
to the others.
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Grants and scholarships are a secular tradition for universities inWestern
countries.1 Loans, on the other hand, only came along in the nineteenth
century, after Harvard University developed a new system of financial
aid and established its own private student lending agency in 1838, pro-
viding zero-interest loans for students who could otherwise not afford
to attend (Fuller 2014). Harvard’s scheme proliferated across universities
in the United States and abroad. The idea of institutionalizing educa-
tional credit as public policy, however, only came to be first formally
structured by Betancur-Mejía (1944), with the pioneering public agency
(ICETEX—acronym in Spanish for Colombian Institute for Educational
Loans and Technical Studies Abroad ), implemented based on his work,
founded in Colombia in 1950 (Domínguez-Urosa 1973). Thereafter, a
growing number of countries adopted government-operated student loan
schemes.

At present, student loans are often the main mechanism of student
financial aid in Western countries, while grants and scholarships main-
tain their traditional role of providing free money for limited numbers of
outstanding and/or needy students. This is so because higher education is
costly and yields high average returns, although it is also generally under-
stood as an inducer of development and a mechanism of social ascension
and social cohesion. The challenge for policymakers is to ensure that eco-
nomic insufficiency is not a barrier to accessing higher education, alongside
the fact that scarce levels of public revenue, to meet a growing number
of competing social needs, requires some form of cost sharing. Tuition
fees2 are the most visible form of cost sharing, but it is worth noting that
there are many other costs involved in the process of education, such as
books, transportation, and computers. In addition, representing perhaps
the greatest cost for adults, is the cost of giving up paid activities in order
to study. Therefore, some sort of cost sharing exists even in countries with
large welfare systems and free-of-charge college provision. In any case, the

1We refer to Western countries here as countries culturally influenced by European immigration.
Therefore, Australia is considered here a Western country, even though it is geographically located
to the east.
2Johnstone (2014, p. 236) defines tuition fees as “a charge imposed by the university or the state on
students to cover a portion of the costs of their instruction—as opposed to a fee to cover one-time
costs of, e.g., registration or graduation or the costs of add-ons like transportation, recreation, or
technology.”
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more a higher education system relies on private funds, the greater the
importance of student financial aid as a public policy to guarantee access
and completion.
This chapter compares the higher education student financing sys-

tems in Brazil, Australia, and the United States and poses as a central
research question whether recent reforms to the Brazilian system have
moved it toward the U.S. or Australian system.The chapter also considers
what Brazilian policymakers can learn from the other two systems. This
is a relevant debate for at least three reasons. First, the Australian and
the U.S. systems represent very different and influential approaches to
higher education student financing. Second, the Brazilian system presents
both similarities and differences to the other two, raising important ques-
tions regarding the efficiency and sustainability of federal student aid sys-
tems. Third, Brazil is a large developing country with rising, but still low,
higher education participation rates, so the success or failure of this coun-
try’s ongoing institutional changes may influence future reforms in other
countries facing similar problems in terms of higher education student
financing.
We describe in section “Higher Education Student Finance in Brazil,

Australia, and the United States” how Brazil, Australia, and the United
States organize their federal student financial systems. Then in section
“Analysis and Discussion” we discuss what makes a good student loan sys-
tem, after analyzing aspects of each of these three systems concerning two
major sensible indicators for the sustainability and equity of student loan
systems: non-repayment and implicit subsidies. Section “Final Remarks
and Lessons for Brazil” concludes with a debate about the positives and
negatives of the systems adopted by the two developed countries in our
study (Australia and the United States) and considers how they could
contribute to the reform of developing countries (Brazil in this study).

Higher Education Student Finance in Brazil,
Australia, and the United States

Higher education systems in Brazil, Australia, and the United States have
specific characteristics that certainly affect their federal student financial
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aid mechanisms. Whereas in Brazil public higher education institutions
(HEIs) are essentially tuition-free,3 in the United States and Australia
public institutions can charge for tuition. In the United States, on the one
hand, public universities have the freedom to charge according to market
rules, meaning there is no limit to the price of tuition. On the other hand,
the Australian public system establishes a maximum cost to the student for
each program and how much will be subsidized by the government. The
Australian higher education system is mostly public. In the United States,
the private sector is large and important. In Brazil, the private sector is by
far the larger.

Higher education student financing systems may comprise up to three
major types of financial aid: grants, scholarships, and loans. Both grants
and scholarships are non-refundable. Scholarships are usuallymerit-based,
whereas grants tend to be needs-based. Loans refer to a sum of money lent
to the student to pay for education-related costs and/or living costs, and
need to be repaid, usually upon graduation and with subsidized inter-
est rates. They can be of two types: (1) time-based repayment loans
(TBRLs)—taking a conventional borrowing format in which debtors are
obliged to pay instalments following a pre-fixed calendar, otherwise incur-
ring a default; or (2) income contingent loans (ICLs)—a loan type with
insurance features allowing graduates to pay as they earn, with payments
being suspended during periods of low or zero income, without debtors
incurring any kind of default. Tax benefits arising from private spending
with higher education may also represent financial assistance to students,
but strictly speaking, they are not part of the federal student financing
systems discussed in this chapter.
The Brazilian federal system offers two main schemes, one based on

loans (TBRLs until 2017; moving toward an income-based approach as
of 2018) and the other on a mix of needs-based and merit-based schol-
arships. The U.S. federal system manages many different schemes (some
of them are state schemes, not federal), typically based on loans (mostly
TBRLs, income-based plans in specific cases), but some offering grants.
The Australian system is 100% based on ICLs.

3Tuition fees can be charged by HEIs maintained by municipal levels of government, but they
represent a minority of institutions and enrollments in the Brazilian higher education system.
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The following sections present the specificities of each of these systems.

Brazil

The Brazilian higher education system is currently one of the most pri-
vatized in the world: over three quarters of the 8 million enrollments
registered in 2017 were in fee-paying programs run by private institu-
tions. Until the 1960s, however, most of the higher education services in
Brazil were provided by public institutions. Private HEIs started to take
the lead after the 1968 University Reform. A growing share of private sec-
tor enrollments has been observed ever since (Knobel and Verhine 2017;
Sampaio 2015).
The policy option made over the years in Brazil has been to subsidize

enrollments in private HEIs rather than finding ways to finance an expan-
sion in the public sector of sufficient scale to meet the recurrent waves
of booming demand for higher education the country has experienced
since the 1970s. This option may reflect paradoxical outcomes of the
1968 University Reform: while it set grounds to integrate teaching and
research activities in Brazilian universities, it also produced a system with
low diversity and low institutional differentiation. All universities in Brazil
are compulsorily required to link their teaching activities to research and
outreach activities, a requirement that makes universities expensive enter-
prises. As a result, the public and private sectors have played supplementary
roles in the last 50 years in Brazil: the former runs most of the universities,
concentrates most of the research and postgraduate programs, and congre-
gates institutions generally perceived as more qualified providers of higher
education services, whereas the latter runs mainly non-university institu-
tions, concentrates most of the enrollments in undergraduate programs,
and is generally seen as lower quality.

Student Financial Aid in Brazil

As part of this context, student loans started to be offered by the Brazilian
federal government in 1975. The scheme that was introduced back then
was a TBRL called Programa de Crédito Educativo (CREDUC). Students
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could borrow from CREDUC to pay for tuition fees and living costs. The
scheme was discontinued in 1997, due to fiscal constraints, high default
rates, and the absence of appropriate monetary correction for outstanding
debts (Resende 2018).4

In 1999, the federal government introduced the Fundo de Financia-
mento ao Estudante do Ensino Superior (FIES), later renamed Fundo de
Financimento Estudantil (the acronym FIES was maintained5), a subsi-
dized student loan scheme designed to defer fee payment for students
enrolled in privately run on-site degrees.6 Unlike CREDUC, students
can borrow from FIES to pay for tuition fees, but not for living costs.
Historically aTBRL, FIES is moving toward an ICL paradigm as of 2018.

In 2005, a mix of both grant and scholarship federal arrangements
was also introduced, called Programa Universidade paraTodos (PROUNI).
Under PROUNI, private HEIs agree to waive fees for students selected
into the scheme, in exchange for tax waivers for themselves. Full or par-
tial PROUNI scholarships are provided for low-income students who
have completed their upper secondary schooling in public schools or have
had full scholarships to study in private schools. Students receiving full
PROUNI scholarships may additionally apply for monthly stipends. Stu-
dents receiving partial PROUNI scholarships may borrow from FIES to
pay for the remaining fee costs not covered by the scholarship.

On average, PROUNI beneficiaries come from poorer backgrounds
than FIES borrowers, but many are eligible for both schemes. Despite
the interposition between the two schemes and even though the federal
government administers both, there is no integration of the application
and selection processes.

Federal aid also includes limited numbers of studentmaintenance grants
for minority and low-income students attending free-of-charge federal
universities. Some state and local governments also offer financial aid

4As with most Latin American countries during the same period, Brazil suffered with hyperinflation
during the 1980s and early 1990s.
5The change of name reflects an ambitious expansion of its scope: initially referring to “Student
Financing Fund for Higher Education”, the acronym FIES started to refer simply to “Student
Financing Fund” in 2010, upon inclusion into FIES legislation of the possibility to finance vocational
education and training programs. In practice, this modality has not been implemented yet.
6Programs mostly delivered online are not eligible for FIES.
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schemes, but none of these initiatives are, in any dimension, close to the
federal schemes. Finally, tax benefits allow students to recover part of the
money spent on tuition and books.

Ongoing Reforms in the Brazilian Student Loan System

The Brazilian federal student aid system has been remodeled during the
second half of the 2010s. After a tenfold expansion in FIES during the first
half of the decade, the scheme needed to be downsized in the wake of the
2014–2016 Brazilian recession and the fiscal crisis that came along with it.
As of 2015, eligibility and preference criteria have started to be reviewed,
loan numbers significantly reduced, and borrowings capped well below
100% of tuition fee costs. By 2016, the number of new FIES contracts was
already roughly equated with the number of new PROUNI scholarships.
Figure 11.1 illustrates the FIES boom between 2010 and 2014, a period
in which FIES loans grew much more than PROUNI scholarships. The
downsize in FIES loans is also apparent in 2015 and 2016.

In 2017, the federal government announced new changes to FIES, with
the proclaimed intention to conciliate fiscal sustainability and student
needs. The innovation would be a new credit line with zero interest and
payments linked to the borrower’s earnings. In the initial announcement,
TBRLs and ICLs would coexist, but new legislation enacted in December
2017 concentrated on the ICL component and when applications were
opened in 2018, this was the only available loan type. Students meeting
the eligibility criteria (based on parameters of family income, with an
extra number of loans on offer in less-developed regions) could apply in
government-owned banks for loans to help them pay for their tuition
fees. The government have promised that debts will be adjusted over time
according to inflation and payments will not exceed 20% of the borrower’s
earnings (for loans undertaken in 2018, themaximum repayment rate will
be 13%).

Originally, FIES was a TBRL that was means-tested on family income.
Means-testing still applies under the new ICL arrangement, for modali-
ties lending public funds to students at subsidized rates. However, private
commercial banks are also encouraged to operate FIES loans at subsidized
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Fig. 11.1 FIES loans, PROUNI scholarships, and enrollments of first year students
in private HEIs: trajectories shown between 2005 and 2016 (2005 � 100) (Source
Authors’ elaboration from official data from the Ministry of Education)

rates for students with family incomes up to five times the national mini-
mum wage, or at market rates, in this case with no cap on family income.
An employer withholding system collects payments, but the requirement
of a minimum payment (regardless the ability to pay) distorts one of the
main advantages of an ICL, which is to protect the borrower from income
shocks during repayment of their loan.

The United States

The United States has one of the largest higher education systems in the
world. This is due not only to its national students but also due to large
numbers of international students, especially on graduate (master’s and
doctorate) programs. In the fall of 2015, there were 17million undergrad-
uate and 2.9 million graduate students attending degree-granting postsec-
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ondary institutions in the United States. The college enrollment rate7 was
around 40%. The private sector is large, but most enrollments are still in
public HEIs (76%), followed by private not-for-profit (16%) and private
for-profit colleges (7%).

Besides administrative characteristics, U.S. HEIs can also be classified
into two types: 2-year and 4-year institutions. Most of the 2-year insti-
tutions are community colleges with a focus on instructing students for
the job market and often serve as preparation for students to enroll at 4-
year institutions. These, in turn, offer an extensive roll of programs at the
undergraduate level, leading to bachelor’s degrees. The 4-year institutions
also offer postgraduate programs and have a focus on research. Of the total
undergraduate students, approximately 61% attended 4-year institutions
in the 2015–2016 academic year.
The payoff of an undergraduate degree is significantly high in theUnited

States, although lower than in Brazil. Data from the OECD (2017) show
that individuals between the ages of 25 and 64, holding a tertiary degree,
earn on average 75%more than those who studied only until high school.

Federal Student Financial Aid in the United States

The U.S. Federal Student Aid (FSA) manages the student financial assis-
tance schemes authorized under Title IV of the Higher Education Act of
1965.The student assistancemechanisms include loans, grants, and work-
study arrangements. Tax benefits complete student financial aid mecha-
nisms besides the FSA. In the United States, students can reap tax benefits
related to the money spent on tuition, on books, and on the payment of
interest on student financing, among other expenditures directly related
to their higher education studies.
To access FSA, students need to apply through a lengthy form denom-

inated FAFSA (Free Application for Federal Student Aid). An algorithm
analyzes the information provided by a student and generates indicators
used by HEIs to determine individual eligibility to receive federal, state,

7College enrollment rate is defined as the percentage of 18 to 24-year-olds (referred to as young adults
in this indicator) enrolled as undergraduate and graduate students in 2- or 4-year degree-granting
postsecondary institutions.
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and institutional-specific educational aid. Some students will be offered
grants, some offered loans, and some will be offered a mix of grants and
loans (Dynarski and Scott-Clayton 2013).
There are quite a few types of financial aid under the FSA umbrella

and consequently it is a complicated process for many to navigate, even
though information about different student aid schemes is compiled on a
single website (https://studentaid.ed.gov/sa/).

Integration of all the federal student aid schemes and some of the state
schemes is a major strength of the FSA, as is the way it centralizes informa-
tion on a single website and automates the process of application analysis.
The major weaknesses lie with its multitude of schemes, complexity of
FAFSA, reliance on previous years information, and need for annual re-
application (e.g., for accessing income-based plans).

Grants are usually means-tested, bestowed to low-income students who
can prove financial need. Among the grants offered by the federal govern-
ment, the most relevant is the Pell Grant.The federal work-study program
takes the form of part-time jobs, usually on the university campus, for
undergraduate and graduate students with financial needs. Finally, there
are student loans, which account for approximately half the financial assis-
tance provided to students in higher education. As shown in Fig. 11.2,
federal loans and grants have been the major source of student financial
aid over the years in the United States, although both federal and non-
federal aid have grown notably during the two decades since the 1990s.
After a peak in the 2010–2011 academic year, student financial aid has
decreased in real terms in subsequent academic years, coinciding with sev-
eral warnings about the student debt crisis in the United States in our
current decade (for a recent analysis, see Scott-Clayton 2018).

Loan Schemes Within FSA

At present, there are two federal programs of higher education credit in
the United States: the Federal Perkins Loan Program and the William D.
Ford Federal Direct Loan Program. The Perkins Loan is a school-based
loan scheme for undergraduate and graduate students with exceptional
financial needs. In 2016–2017, around 425,000 students borrowed from

https://studentaid.ed.gov/sa/
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this loan, whereas more than 7 million borrowed from Direct Loans.
Regarding dollars spent on federal student loans programs, the Perkins
Loan represented only 1% of the total federal loan resources.

Direct Loans represent the largest federal student loan program in the
United States and comprise four loan types:

1. Direct Subsidized Loans: for eligible undergraduate students in finan-
cial need.8

8The financial need is demonstrated through the FAFSA form. The FAFSA form provides the
Expected Family Contribution (EFC) for each student. The higher the EFC the lower the student’s
financial need.

https://trends.collegeboard.org/student-aid/figures-tables/total-aid#Total%20Student%20Aid
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2. Direct Unsubsidized Loans: for undergraduate, graduate, and profes-
sional students. The student does not have to demonstrate financial
need.

3. Direct PLUS Loans: for parents of dependent undergraduate students.
4. Direct Consolidation Loans: allow students to combine all eligible fed-

eral student loans into one.

Direct Unsubsidized Loans andDirect Subsidized Loans are also known
as the Federal StaffordEducationalCredit Program, accounting for 70%of
total U.S. student loans. A student can combine the use of a subsidized and
an unsubsidized loan, which is the most common situation. This happens
when the student reaches the annual limit available on the subsidized
loan but is interested in supplementing with an unsubsidized Stafford
Loan. One can also combine the use of a Stafford Loan (subsidized or
unsubsidized) with other federal student aid schemes, such as grants or
the work-study program, or even a private loan.
The school determines the loan types the student can borrow and the

actual loan amount someone is eligible to receive in each academic year.
However, there are annual and aggregate limits for subsidized and unsub-
sidized loans. These limits vary depending on whether a student is depen-
dent or independent. The aggregate loan limit is $31,000 to dependent
undergraduate students (no more than $23,000 of this may be in subsi-
dized loans) and $57,500 for independent undergraduates (no more than
$23,000 in subsidized loans).
There are several repayment plans for the Stafford Loan program. The

standard plan is a TBRL to be paid in up to 10 years. The monthly
payment is a fixed amount of at least $50. The second repayment option
is a plan in which payments are lower at first and then increase, usually
every two years. For debts of up to $30,000, both plans offer 10 years as
the amortization period, but if the debt exceeds this amount, the student
qualifies for a 25-year amortization plan.The third type of repayment plan
is when the repayment of the loan is based on the borrower’s income. This
mechanism, although it exists, is not accessible to a significant number of
students because of the complexities in eligibility for enrollment in this
modality (Dynarski 2015).
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Australia

Among the three countries considered in this chapter, Australia has the
smallest and most publicly provided higher education system. In 2014,
there were about 1.4 million students enrolled in Australian higher educa-
tion, 82% in public institutions and 18% in private institutions. Of this
total, 979,000were undergraduate and 387,000were graduate students. It
is worth noting the strong participation of international students in higher
education. In 2014, these students accounted for 13% of undergraduate
enrollments and 76% of postgraduate enrolments.
The financial return to higher education has remained constant over

time, even after introduction of the educational funding scheme (Marks
2009). Adults with tertiary education in Australia earn 40% more than
those whose highest qualification is a secondary school certificate (OECD
2017). Thus, the educational award afforded by higher education is
lower than the OECD average (56%), Brazil (150%), and the United
States (75%). The lower wage gap than other developed countries can be
explained in part by the comparatively high earnings of secondary school
workers and the relatively high proportion of people with full tertiary
education in the country (OECD 2017).

The Cost of a Commonwealth Supported Place (CSP)

Just like in the United States, Australian public universities are not tuition
free. In 1987, public universities in Australia started to charge for tuition,9

called a student contribution. The student contribution forms part of the
cost of a CSP (Commonwealth supported place). The other part comes
from direct subsidies from the Government of Australia to the educational
institution. The value of the annuity in a CSP tends to be lower than
the tuition fee charged by private institutions (Australia 2018), and varies
depending on the area of study.Table 11.1 shows the annual contributions
as of 2018 for a CSP.

In 1989, the Government of Australia established a student loan
scheme to help students pay for their compulsory contribution to public

9Public universities were tuition-free in Australia from 1973 to 1987.
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HEIs—that was the first national experience of an ICL system. It differed
from conventional mortgage-style TBRLs with payments being based on
the borrower’s income and collected by the Internal Revenue System (IRS).

The First Nationwide ICL System in the World

A student enrolled in a public university in Australia has two options: an
upfront payment by the census date or automatic deferral. In the second
case, the government pays a student’s contribution to the HEI and the
debt is automatically linked to their records at the Australian Taxation
Office (ATO). Repayments are made through employer withholding and
tax reconciliation systems, as a condition of the debtor’s income. This is
the basic means of operation of the Australian student loan system.

Founded on the ability-to-pay principle of taxation (“you pay when you
can if you can”), ICL systems present insurance features: debtors know in
advance that their instalments will be suspended during periods of low or
zero income. Three U.S. universities (Yale, Harvard, and Duke) tried to
implement private ICL schemes for their students in the 1970s, a time
of growing offers from federally subsidized TBRLs. Although viewed as
innovative, all three schemes were eventually discontinued due to collec-
tion difficulties (Palacios 2007). As a national policy, however, ICLs have
been proving to be an effective type of government-guaranteed loan. ICLs
insure the borrower against income shocks, while taking advantage of the
transactional efficiencies of the government monopoly on taxing income
(Stiglitz 2014).

Studies conducted in the last 30 years have pointed to a long-standing
relative success of the Australian ICL scheme for higher education. Uni-
versity offerings grew substantially, whereas it has apparently imposed no
additional access constrains for disadvantaged students (Chapman and
Nichols 2013). Subsequent similar initiatives, especially in New Zealand,
the United Kingdom, and Hungary, have also been scrutinized. Grow-
ing numbers of countries—including the United States and Brazil—are
considering student-financing reforms based on large-scale ICL arrange-
ments.
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The HECS/HELP System

The student loan scheme introduced in 1989 was called the Higher Edu-
cation Contribution Scheme (HECS). In 2005, HECS changed and was
renamed theHigher EducationLoanProgram (HELP).Themain features,
however, remained the same.
Whether operating as HECS or HELP, the Australian student loan sys-

tem is an ICL, so borrowers begin to repay their debt when their annual
income reaches an initial threshold. This threshold has remained roughly
equal to the average Australian salary of a person newly graduated with
a college degree.10 No real interest rates have ever been charged on out-
standing debts, which are simply indexed by inflation.The basic difference
between HECS and HELP lies in terms of the scope of the loan’s scheme.
Unlike HECS, HELP also provides subsidized loans for students enrolled
in private HEIs, in vocational education,11 or willing to undertake a study
abroad component as part of their tertiary degree, as well as for few other
education-related expenses. Living costs, besides university services and
amenities, are still not covered by the loan scheme. At present, HELP has
five subsidiary lines of credit with different purposes (Australia 2017):

• HECS-HELP. This is the largest scheme within the HELP system,
accounting for more than 50% of total loan amounts. It is the loan
automatically available to students who decide to defer payment of
their compulsory contribution.

• FEE-HELP. This is like HECS-HELP but it is directed to tuition fee
payments in private HEIs.

• OS-HELP. This represents loans directed to finance overseas studies
undertaken as part of a higher education degree.

• SA-HELP. This is a loan scheme assisting eligible students to pay for all
or part of their student services and amenities fee.

• VET Student Loans. These loans are provided to eligible students to pay
for part or all their tuition fees for eligible higher-level VET courses,

10Attempts to reduce the initial threshold have been thwarted in the Australian parliament.
11The modality VET FEE-HELP, that offered ICLs for vocational education under the HELP
system, was replaced in 2017 by the VET Student Loans program.
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subject to loan caps for each eligible course and fee limits for approved
providers.

The amount of the loan depends on the type of HELP chosen. HECS-
HELP students will get a loan based on student contribution, as shown
previously inTable 11.1.The limit of FEE-HELP, in 2018,wasA$102,392
for most students. For students undertaking medicine, dentistry, and vet-
erinary science degrees the limit is A$127,992. The maximum a student
can borrow throughOS-HELP is A$7998 for 6 months. SA-HELP allows
a maximum annual loan amount of A$298 (Australia 2018).

As mentioned, the collection of the payment of debt is through the
taxation system.Amortization occurswhen the individual exceeds a certain
amount of income, which can happen while the student is still enrolled in
the undergraduate program. After the beneficiary reaches the first income
threshold (A$54,874, for the income year 2017–2018), a rate that ranges
from 4% to 8%, depending on the taxable income for that year, is levied.

Because the repayment of the loan only starts when the borrower’s
income reaches a minimum threshold, there is no default. However, what
usually occurs is that for reasons of insufficient annual income, moving
to another country, or death the borrower does not fit into the profile for
debt repayment. With this, the government estimates that this debt will
probably not be paid. That is, it is an independent or doubtful debt—the
closest indicator to a default rate in Australia’s ICL scheme.

Analysis and Discussion

Two administrative factors deserve special attention in any government-
guaranteed student loan scheme (GGSL), because they can become very
costly and compromise the sustainability of the scheme. One is non-
repayment. The other is the level of implicit subsidies, defined as the
notional cost to the government through lost interest when loans are
indexed below the government’s cost of borrowing.

InAustralia, doubtful debts have been rising sinceHECSbecameHELP
and incorporated other credit lines. At present, they represent the main
cost of HELP. In 2015, this debt was estimated at approximately A$2
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billion, and the Government of Australia estimates that 18% of the loans
disbursed between 2016–2017 will not be recovered (Australia 2017).
The government has tried to reduce the fiscal cost of non-repayment
through propositions like reducing the initial income threshold but has
not been successful in parliament. Universal loan fees (e.g., Norton and
Cherastidtham 2016) andmechanisms to share the risk of non-repayment
withHEIs (e.g., Leaver 2015) are someof the propositions coming through
this debate in Australia.

In the United States and Brazil, non-repayment is much more critical.
In theUnited States, total student debt already amounts tomore than $1.4
trillion, second only tomortgages as the largest source of household debt in
that country and the only form of consumer debt that continued to grow
in the wake of theGreat Recession (Scott-Clayton 2018).Dynarski (2015)
highlights that, contrary to common sense that says default rates should
be higher among borrowers with higher debts, those with low debts show
a greater difficulty to repay their loans. Looney and Yannelis (2015) point
out that the increase in default in the United States is mostly associated
with the rise in number of borrowers at for-profit schools and, to a lesser
extent, 2-year institutions (mainly community colleges) and certain other
non-selective institutions. In Brazil, where the federal student loan scheme
until 2018 was exclusive to private HEIs (most of them for-profit and
many of them non-selective), the definition of default in student loans
is not clear in official documents, however, the government is working
with evasion scenarios reaching 50% of FIES contracts currently in the
amortization period (Dearden and Nascimento 2019).

In ICLs, non-repayment is not a concern for borrowers as it does not
affect their credit reputation. In TBRLs, delinquency and default usually
compromise credit reputation but are normal “repayment states” and do
not necessarily imply inefficiencies—quite the opposite, defaulting often
emerges as a rational decision for the borrower to avoid financial distress
in the absence of income-contingency features in the loan design (Chap-
man and Lounkaew 2016; Lochner and Monge-Naranjo 2016). For the
government, however, in either case there is a constant need to monitor
non-repayment and implement measures to minimize it, as its escala-
tion increases fiscal costs. As Barr et al. (2019) point out, expensive loans
restrict one ormore of the following: (1) the number of loans that aremade
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available; (2) the size of loans; (3) student numbers; (4) the breadth of the
loan system, e.g., not covering living costs, or excluding part-time students,
postgraduate students, and students in sub-degree tertiary education; and
(5) spending on more powerful pro-access policies, including those that
present earlier in the system.

Besides non-repayment, the other major costly factor in GGSLs are
implicit subsidies. They are not particularly worrisome in the United
States, where the government cost of borrowing is low and often below
the rate of interest charged in federal student loan schemes. Nor are they
in Australia, where the loss associated with interest rates below the gov-
ernment cost of borrowing was estimated by Norton and Cakitaki (2016)
at around A$380 million for the 2014–2015 fiscal year (much less than
the A$2 billion estimated by the Government of Australian for losses
with doubtful debts). Implicit subsidies are quite significant, however, in
Brazil, where the government’s cost of borrowing is volatile and frequently
significantly above the rate of interest charged in FIES.

Nascimento (2018) estimates implicit subsidies at around 18% for
FIESTBRLs in 2017, but emphasizes that they have shown variation and
reached much higher levels in the past 20 years, simply because nominal
interest rates charged in the scheme were modified very few times between
1999 and 2017, while inflation and bond rates12 exhibited volatile trends,
as often happens in the developing world.

Reforms announced at the end of 2017 seem to bemoving FIES toward
an ICL approach, but outstanding debts will be adjusted solely by infla-
tion. That is the same kind of monetary correction index applied for
outstanding debts from HELP loans. Simulations reported by Dearden
and Nascimento (2019) and Nascimento (2018) with Brazilian official
household data suggest that non-repayment may be a minor problem in
the ICL version of FIES if effective collection mechanisms are used and
forgiveness rules are restricted. However, adjusting outstanding debts by
inflation may entail fiscal burdens much higher than those experienced
by the Government of Australia with HELP. The reason is that, while the
government’s cost of borrowing is relatively stable and low in developed
countries, in developing countries like Brazil it tends to be much higher

12Bond rates are a usual parameter for the government’s cost of borrowing.
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and more volatile. Between 1999 and 2017, Brazilian federal bonds paid
interest rates on average 7.4 percentage points (p.p.) above inflation, vary-
ing over the period from a lower level of 2.1 p.p. to a higher level of 18.1
p.p. above the inflation index (Nascimento 2018).

As repayment collection is key to the efficiency of an ICL system, the
Brazilian government will be missing an opportunity if not involving all
the available collection apparatus to make graduates repay their loans.
If the initial plan of relying solely on employer withholding goes ahead,
many self-employed graduates may escape ICL charges. Taxes and social
security contributions are collected by the Brazilian IRS (which is called
Receita Federal ), through a variety of mechanisms. Tax reconciliation sys-
tem should also be involved to improve the collection of student loans.
Official household survey data indicate that over 80% of all Brazilian
graduates could be reached by the country’s IRS in 2017 (Nascimento
2018).
However, the main problem with student debt, as Dynarski (2015)

emphasizes, is low earnings. Graduates with good or high-earning profiles
tend to fully repay their student loans, even when they hold high levels of
debt, but low-earning graduates struggle to pay even low levels of debt.
This trend should influence thewayGGSLs are designed.Dynarski’s policy
recommendation is adherent to that of several other authors in this branch
of the literature and can be summarized in the characteristics of a good
loan design enumerated by Barr et al. (2019) and partially reproduced
below:

• Income contingent repayments, based on current earnings.
• A write-off after n years, or at retirement or death.
• Repayment thresholds and repayment rates established in such a way

that, avoiding interest subsidies and repayment distortions, graduates
with good earnings repay in full, high earners preferably repay more
than 100%, and subsidies are concentrated on graduates with lifelong
low earnings.

Therefore, ICLs have been pointed out in the literature as the most effi-
cient loan type to conciliate fiscal sustainability and social justice. Repay-
ment rates are previously set by law and the level of the interest rates does
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not increase the amount to be paid at a specific point in time. Repay-
ments vary with borrower income and the length of the repayment period
is flexible (shorter for high earners, longer for low earners). Some may
end up not repaying the loan in full, a situation usually linked to lifelong
low earnings, emigration, or premature death. If forgiveness rules apply
at retirement or death, or after n years, non-repayment in ICLs can be
characterized as an implicit subsidy. Concessional interest rates, the usual
form of implicit subsidies in TBRLs, are thus redundant in ICLs.

In ICLs, for instance, rates of interest can be set at the government’s
cost of borrowing or even slightly higher than that (alternatively, loan sur-
charges may apply), with no hassle for low-income borrowers, and repay-
ment rates and thresholds can thus be set at an optimum scale to minimize
implicit subsidies without imposing financial distress to borrowers. This
optimum scale is an open question, as it depends on two context-specific
and frequently unknown parameters: (1) the level of implicit subsidy that
each government is willing to grant; and (2) the level of repayment burdens
(RBs—the proportion of income allocated to service the debt) to be con-
sidered manageable for the different types of borrowers. On top of that,
charging interest rates on student loans at or above the government’s cost
of borrowing often provokes political resistance. Only the United King-
dom and Hungary operate ICL systems like this and in the United States,
where student debts are adjusted at varying rates, the two main candidates
for the Presidency in 2016 made statements opposing the government
“making profit out of student loans” (Lobosco 2016).

Final Remarks and Lessons for Brazil

As seen in this chapter, student financial aid is organized in very different
ways in Australia, Brazil, and the United States. Features in common
include that higher education student financing is centralized in federal
levels of government in all three countries, and student loans represent the
major component of financial aid policy arrangements. However, while in
Brazil and the United States student loan schemes have been traditionally
based on mortgage-type TBRL plans, a broad national ICL scheme has
been in operation in Australia for 3 decades.
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What lessons from the systems of the two developed countries in our
study (Australia and the United States) could contribute to the ongoing
reforms to the student financing system of the developing country in our
study (Brazil)?
The U.S. system is a very complex system of loans and grants. Apply-

ing for federal student financial help demands going through FAFSA, a
lengthy application with more than 100 detailed questions. Results from
a randomized experiment reported by Bettinger et al. (2012) demonstrate
that information and personal assistance increase the number of submitted
and successful FAFSA applications, and ultimately increase the likelihood
of college attendance and persistence. These findings can be interpreted as
process matters, or, as Dynarski and Scott-Clayton (2013, p. 67) phrase
it, “the complexity of program eligibility and delivery appears to moderate
the impact of aid on college enrolment and persistence after enrolment.”
Therefore, simplicity is important, a characteristic that neither the Amer-
ican nor Brazilian systems present.

One positive aspect is that the U.S. system is very well integrated, an
asset that is missing in the Brazilian system: although both PROUNI
and FIES are under the auspices of federal government, overlaps between
one scheme and the other persist and there is no integrated federal aid
application system in Brazil. Integrating PROUNI and FIES would imply
efficiency gains. The new ICL arrangement of FIES could accelerate this
process. Given the insurance nature of ICLs, PROUNI and FIES could
eventually even be merged, as lifelong low-earning graduates tend to have
part or even the totality of their debts forgiven at some point in an ICL
scheme, effectively an ex post grant. While coexisting, integration would
mean that the choice between PROUNI grants/scholarships or FIES loans
would no longer be made by the student and would instead depend on the
profile of each candidate. Thus, low-income students would be directed
to PROUNI and middle-income to FIES, which would increase the focus
of federal aid.
The U.S. system also has an ICL-like scheme, called income-based

repayment plans. ForDynarski (2015), themain problemwith these plans
in the United States—besides not being the default option—is that the
loan repayment does not automatically adjust to the borrower’s income
since it is based on the previous year’s income. In addition, the percentage
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to be discounted can only be changed if borrowers present concrete evi-
dence that their incomes have changed. As the Australian experience
shows, automaticity is a key asset for the good operation of an ICL.
Dynarski (2015) suggests the social security system as the most appro-
priate channel to be used to collect broad ICLs in the future in the United
States.
We can also add another problem to U.S. income-based plans: the 25-

year forgiveness rule implies that written-off debts are formally seen as
an additional income, and so the individual is taxed accordingly. This
rule compromises the insurance feature prevents U.S. income-based plans
being considered as proper ICLs. The insurance nature is also compro-
mised in the new Brazilian ICL-like system, as minimum repayments are
required regardless of capacity to pay.
The Australian system emerges as a benchmark for bothU.S. andBrazil-

ian systems, as it is a proper ICL system. However, not all its aspects are
positive. High initial thresholds and zero real rates of interest have been
boosting the costs of the system, especially since it has grown in scale,
expanded in scope, and multiplied in form. Initial thresholds roughly
equivalent to the average salaries of recent higher education graduates
seem to have become too high as the size of the loans grows larger and
heterogeneous types and providers of postsecondary education programs
are incorporated into the pool of financeable costs of study. Such issues
might generate full effects only on mature systems, but the earlier they are
tackled the better, for the long-term performance and sustainability of the
scheme.

Adjusting outstanding debts solely by inflation is a parameter being
copied by the new Brazilian ICL-like system that may become partic-
ularly costly for this developing country, where the government’s cost
of borrowing is volatile and often much higher than inflation. As they
have an impact on loan length but not on annual instalments, rates of
interest should be equal to or even greater than the government’s cost
of borrowing in any publicly operated ICL arrangement, or at least they
should follow fluctuations in the base rate set by the country’s monetary
authority, to avoid compromising the fiscal sustainability of the scheme.
Given that interest subsidies are often a sensitive topic in the student loan
policy debate, potential alternatives might be to introduce loan fees and
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surcharges, as already proposed for Australia (see Norton and
Cherastidtham 2016), or to design a loan scheme in a graduate tax fashion
with limits for overpayments, as proposed by one of the pre-candidates
for the 2016 U.S. Presidential elections (see Chingos 2016).

Sharing the risks of non-repayment with HEIs is also a desirable fea-
ture, to avoid over-servicing and exploitation of information asymme-
tries (providers know the quality of the service much better than the
student, who will not be able to assess it until experiencing it). In this
regard, the U.S. and Brazilian systems are in the vanguard compared with
the Australian system. In the United States, since 2016 graduates’ loan
payment-to-earnings ratios are used as an eligibility requirement for for-
profit colleges to access federal student aid (Cellini et al. 2016). In Brazil
there is a FIES guarantee fund, made up of contributions from the govern-
ment and HEIs, to cover part of the losses with non-repayment (Resende
2018). Leaver (2015) proposes incentivemechanisms tomake educational
providers have “skin in the game.”

Regardless of country-specific issues that might affect the design of
student loan schemes, there are three essential conditions for a successful
ICL system (Chapman, 2014): (1) precise registries on students’ lifelong
cumulative debts; (2) an advanced and efficient (and preferably electronic)
collection mechanism; and (3) efficient means to precisely determine the
borrowers’ income, at least during their repayment period. Yale, Harvard,
andDuke—aswell asmany countries—were unable tomeet conditions (2)
and (3) in the 1970s. At present, however, most developed and developing
countries can, so it is just a matter of time—and political willingness—
until sophisticated ICL systems are in operation in more parts of the
world, for higher education and beyond. Brazil seems to be starting its
move toward this process, but depending on how reforms evolve, the
country’s system may become: (1) the first large system based on ICLs in
the developing world; (2) a complex system of grants and loans; or (3) a
mixed model with features from both the Australian and the U.S. systems.

As many of the changes in the Brazilian student financing system are
still taking place, policymakers have the chance to look at experiences
from abroad and correct the direction of the reforms. Recommendations
arising from the discussions in this chapter include:
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• Adjusting outstanding balances at least by the government’s cost of
borrowing, or, as second-best alternatives, introducing loan fees or sur-
charges or replacing the initial ICL design by a graduate tax with limits
for overpayments.

• Setting low initial thresholds and scaling up repayment rates in such
a way that progressivity matters, no debtors face financial distress or
unfair overpayment, and forgiveness rules (leading to non-repayment)
are concentrated on low-income and prematurely deceased graduates.

• Relying not only on employer withholding, but also on tax reconcilia-
tion to collect ICL repayments.

• Fully preserving insurance features under the new ICLarrangement, i.e.,
no longer requiring minimal payments regardless of a debtor’s income.

• Integrating PROUNI and FIES.

In addition, ICLs could lead discussions on what has been historically
opposed to in Brazil and not included in recent reforms, that is, the intro-
duction of tuition fees in the public sector. This is a necessary future
reform, given the regressive redistribution of wealth underlying the free
provision of higher education services and the financial struggle Brazilian
public universities face during periods of fiscal crisis or when austerity
measures are put in place.

Readers can rightly state that reality is very different in Australia, Brazil,
and the United States. Such differences wouldmake it difficult for success-
ful public policies in Australia and the United States to be implemented in
Brazil. This may be true for some policies, however, in some cases, such as
tuition fees in higher education institutions, integration between student
financing systems and income contingent loans could be implemented
in Brazil, provided that legal and systemic changes are made. With the
necessary adjustments, Brazil could draw on these successful international
experiences.
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12
Higher Education and Female Labor

Market Outcomes in Six Muslim Countries

Ayça Akarçay

Introduction

The secular increase in education and schooling years has been accelerated
by the recent expansion in tertiary education in a large number of coun-
tries, especially since the late 1990s to early 2000s. This growth has not
been even across countries and gender, nor has its impact on the compo-
sition of the labor force and on labor force participation (LFP) rates been
uniform.
This chapter aims to compare the performance of labor market indi-

cators for female populations with advanced levels of education. We
consider predominantly Muslim-populated countries where female labor
force participation (FLFP) is considered to be relatively low, and compare
them with non-Muslim countries with comparable levels of development.
We focus on six Muslim countries from different regions: Egypt (North-
ern Africa), Kyrgyzstan (Central Asia), Indonesia (Southeastern Asia),
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Pakistan (Southern Asia), Tunisia (Northern Africa), andTurkey (Western
Asia),1 with 94.9, 88, 87.2, 96.4, 99.5, and 98% Muslim inhabitants,
respectively.2 They provide a good sample for comparative analysis as they
belong to different geographical areas, have diverse levels of development,
and have varied historical and socio-political backgrounds. Another
difference is the state–religion relationship: in Egypt, Pakistan, and
Tunisia Islam is officially the state religion, with Pakistan’s constitution
further providing “at least in part, that Islamic law serves as a source
of law or legislation.” Indonesia, Kyrgyzstan, and Turkey are formally
secular Muslim countries.3 We compare these countries with selected,
culturally and regionally diverse, non-Muslim countries that have, at the
same time, similar levels of development as measured by GDP per capita:
Poland, the Philippines, Thailand, and Vietnam.4

Throughout the chapter, we systematically compare populations and
labor force within the selected Muslim and non-Muslim countries across
three dimensions—country, gender, and educational level—stressing the
differences in the evolution of female indicators. In section “Higher Edu-
cation Expansion” we describe the expansion of higher education through
expenditure, enrollment, and attainment. In section “Labor Force Distri-
bution and LaborMarket Indicators” we first discuss how this evolution is
reflected in the composition of the labor force and labormarket indicators,
namely LFP, and employment and unemployment rates. In section “Labor
MarketOpportunities”we consider these indicators in relation to structure

1Geographic regions from the United Nations Geoscheme system following the M49 coding clas-
sification, https://unstats.un.org/unsd/methodology/m49/.
2World Muslim population by country, PEW Research Center, http://www.pewforum.org/2009/
10/07/mapping-the-global-muslim-population23/.
3The classification is adopted from the United States Commission on International Religious Free-
dom (2012). As mentioned in the report, practices and legislations vary within the different groups
of Muslim countries.
4Following the Inglehart–Welzel Cultural Map (Inglehart et al. 2014) we chose countries outside
the African-Islamic group, as defined by the sixth wave of the World Values Survey, where the
selected Muslim countries are situated (except Pakistan and Egypt where data is not available).
Poland and the Philippines are part of the Latin American group, andThailand and Vietnam part of
the South Asian group. The groupings have been carried out according to two criteria: “Survival vs
self-expression values” and “Traditional vs rational-secular values”. The Latin American and South
Asian groups are two of the three neighboring groups to the African-Islamic group, i.e., relatively
close in terms of value measures by the WVS. http://www.worldvaluessurvey.org/images/Culture_
Map_2017_conclusive.png.

https://unstats.un.org/unsd/methodology/m49/
http://www.pewforum.org/2009/10/07/mapping-the-global-muslim-population23/
http://www.worldvaluessurvey.org/images/Culture_Map_2017_conclusive.png
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Fig. 12.1 GDP per capita (Source World Development Indicators)

of economy, namely the share of employment in services, and discuss
whether differences persist between Muslim and non-Muslim popula-
tions. Section “Conclusions” concludes the analysis.

Higher Education Expansion

In terms of development, Kyrgyzstan and Pakistan are similar to Vietnam
and the Philippines with the lowest level of per capita GDP, and they con-
stitute the first group of countries examined (Fig. 12.1). Egypt, Tunisia
and Indonesia are middle-income countries, which have development lev-
els that range between the Philippines’ andThailand’s. Finally, Turkey has
the highest level of per capita GDP and is comparable to Poland.

Following the secular increase in primary and secondary education,
higher education has been expanding over the last 3 decades in a large num-
ber of countries, following a sharp increase in demand from household
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and labor market requirements. This has led to a substantial increase in
the population attending higher education institutions (HEIs), the num-
ber of HEIs, and private and public expenditure on higher education.
The level of development partly explains the differences in expenditure
on total and tertiary education (Table 12.1): Tunisia, Turkey, and Poland
are the countries with the highest ratio of government expenditure on
tertiary education to GDP (1.1–1.8%). Tunisia’s spending ratios are par-
ticularly high (1.6–1.8%) compared with its level of development and to
other countries with similar levels of development, such as Indonesia and
Thailand (0.6–0.7%). Other countries have less than 1% expenditure.
What is interesting is the decrease in the ratios of Pakistan and Kyrgyzs-
tan, a decrease that can also be observed in terms of expenditure on total
education, implying that these countries have been experiencing a par-
ticular policy shift within government expenditure. Tunisia, Poland, and
Turkey are the countries with the highest levels of spending on tertiary
education in total government educational expenditure (from 23 to 35%).
Alongside the public sector, private supply has also increased, although its
share did not greatly change (except in Tunisia and Turkey, although the
private sector share remains relatively low) in most countries during the
period for which data is available (2004–2014).5 Apart from in the Philip-
pines and Indonesia, where the majority of students are enrolled in private
institutions, the public sector remains the main provider. All countries
selected for this study, except Kyrgyzstan and Thailand, also benefit from
the support of the World Bank Group through the World Bank and/or
the International Finance Corporation (World Bank 2017).

Howdo these expenditure figures reflect on the evolution of the percent-
age of population with higher education?Turkey and Poland are countries
with the highest rates of enrollment, followed by Thailand, Kyrgyzstan,
andTunisia (Fig. 12.2). All other countries have lower rates, with Pakistan
having the lowest. Kyrgyzstan is a low-income country with a compara-
tively high ratio compared with its development level, probably as a result
of the communist legacy. At the other end of the scale, Pakistan is the
only country where the ratios are extremely low when compared with

5Many countriesmade changes to their legal framework during the 1990s and early 2000s in order to
accommodate the expansion of non-public HEIs (https://www.prophe.org/en/data-laws/national-
laws/).

https://www.prophe.org/en/data-laws/national-laws/
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Fig. 12.2 Educational attainment rates and enrollment ratios in tertiary education
(Source World Development Indicators)

other countries with similar levels of development, such as Vietnam and
the Philippines. All other Muslim countries have similar ratios to coun-
tries with comparable levels of development. One major difference is that
Muslim countries have higher rates of male enrollment when compared
with non-Muslim countries, where female enrollment rates are higher.
Tunisia is the only country where the female enrollment ratio is higher
than the male ratio, from the 2000s onward. Again, Kyrgyzstan is the
Muslim outlier where the female ratio is higher. These observations and
trends hold for the population aged 25 years or above, qualified to at least
a postsecondary degree level (where data is available).

Apart from per capita income levels, there are other factors that affect
unequal access to education and educational attainment, i.e., poverty,
gender, and health (Table 12.2). The poverty rankings of countries do
not necessarily match their level of development measured in terms of
per capita income; i.e., the Philippines and Indonesia, wealthier countries
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than Kyrgyzstan and Pakistan, have higher levels of absolute poverty. This
affects education: completion rates of children from the poorest fifth of
households decrease with level of education. These levels are particularly
low in Pakistan but also in Tunisia and Vietnam. Upper secondary school
completion rates of the poorest populations in Pakistan are extremely low;
they are highest in Poland and Kyrgyzstan (data is unavailable for Turkey
but is likely to be high also). For other countries, the rate ranges from 14
to 41%. This rate is an important indicator as it is an eligibility criterion
for higher education and affects the probability of the poorest levels of a
population from attaining higher education.

Male populations are relatively more affected by poverty compared
with female populations in terms of completion rate in other countries,
and this increases with the level of education. Pakistan and Indonesia
are exceptions, where completion rates are lower for female populations
across all educational levels. The largest impact of poverty is also reflected
in figures onmalnutrition: Pakistan, Indonesia, and the Philippines are the
most affected populations, with a high child mortality rate in the case of
Pakistan. These countries are typically accumulating inequalities in terms
of poverty, health, and gender.

Although primary-level education expansion is now affecting the
population, inequalities continue to impact on higher levels of education
(Table 12.3). Pakistan and Indonesia lag behind at all levels, with worse
outcomes in the case of female populations. The amount of people with
tertiary education is by far the lowest in Pakistan, but also in Indonesia
and the Philippines. Gross enrollment ratios (GERs) in these countries
suggest that the recent cohorts are continuing to suffer. The female/male
GER in tertiary education is highest in Kyrgyzstan, the Philippines,
Tunisia, Thailand, and Poland.
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Labor Force Distribution and Labor Market
Indicators

Labor Force Distribution

How are these reflected in labor market indicators? How did the distribu-
tion of education by level and gender evolve in terms of the labor force?
In other words, is the increase in the share of the population with higher
education reflected in the composition of the labor force? Table 12.4 gives
the percentages of individuals (female and male) with advanced levels of
education.

Similar to the increase noted in the size of the population holding post-
secondary education, the share of the labor force holding higher educa-
tion qualifications has also increased in most countries. The percentage of
females with advanced levels of education in the total female labor force
is higher (from 10 to 43%) than that of the male population (from 10
to 26%). This is an expected outcome given that females tend to partic-
ipate more in higher levels of education. The same can be said for the
distribution of employment and unemployment.

Among Muslim countries, Pakistan and Tunisia differ from those non-
Muslim countries with similar levels of development. In Pakistan the dif-
ferences between female and male populations, in terms of labor force
and employment distributions, are lower despite the higher participa-
tion of women in higher education. The number of unemployed among
the female population with advanced levels of education is also particu-
larly high (60%) in Pakistan, meaning that there is a limited number of
employed highly educated women and many, thus, remain unemployed.
The fact that there is a higher number of women with advanced edu-
cation among unemployed females in Pakistan than in other countries
(both Muslim and non-Muslim) points to a particular problem of access
to female employment. In the case of Tunisia, the amount of women with
further education is particularly high compared with the male population
in the total labor force, and also in employment and unemployment.

Apart from in these two countries, there is no indication that the
female distribution within the labor force is different from that of males in
Muslim countries compared to non-Muslim countries with comparable
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development levels, expenditure in tertiary education, enrollment rates,
and number of people in the population with postsecondary education.
This implies that the expansion in tertiary education has not had a signif-
icantly differentiated impact on the evolution of the structure of the labor
force, employment, and unemployment in Muslim countries. In other
words, the supply of highly educated women has not affected differently
the composition of the labor force. In the next section we turn to LFP,
and employment and unemployment rates, in order to assess the impact
of the change in the composition of the labor force and whether there is
a difference between Muslim and non-Muslim countries.

Labor Market Indicators

FLFP has been evolving differently across gender, territories, and time.
However, as a common feature, men’s participation has historically been
higher as female labor has been solicited in unpaid activities within the
household, and not counted as part of the labor force, thus, increasing the
opportunity cost of labor market participation for women.
The works of Boserup (1970) and Goldin (1995) have contributed

to explaining the relationship between long-term economic development
and the evolution of FLFP. With the process of economic development,
defined as a decrease in agricultural employment, followed by an increase
in manufacturing activities and later services, it has been argued that the
FLFP rate follows a U-shaped pattern. This pattern, originally tested for
the United States, has been much debated and subject to a vast empir-
ical literature.6 The blue-collar, manufacturing sector of employment is
male-intensive and may additionally be a stigma against female workers.
Moreover, if the production structure is not male-intensive, the transi-
tion from a rural society based on smaller communities where female
work is usually confined to the family, to an urban society where employ-
ment environments are predominantly anonymous, may also constitute a
stigma in itself. Likewise, during this transition phase men’s wages, which

6For a recent comprehensive worldwide cross-country study see Gaddis and Klasen (2014). Olivetti
(2014) reassesses the long-term U.S. historical experience in comparison with other advanced
economies.
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increase household income, can cause decreasing female participation.
Later, as the tertiary sector expands, demand for female-intensive ser-
vices increases, and white-collar activities contribute to the decrease in the
stigma against FLFP. Alongside structural changes in production, there are
other secular transformations that are likely to positively affect FLFP by
decreasing the opportunity cost of employment for women: health policies
reducing maternal mortality and fertility, education expansion increasing
productivity and employability, technological change increasing women’s
household productivity, the provision of care for children and the elderly,
and legal reforms benefitting women’s empowerment.7

There are a number of other factors that interact with this process
that may counteract the U-feminization process. First, the relationship
between industrialization and FLFP is ambiguous, as certain manu-
facturing activities may be female-intensive. Second, many developing
and emerging economies are not following the structural change today’s
advanced economies have experienced, or at least notwith the samemagni-
tude. Many countries are going through shorter, and less intense processes
of industrialization, and a more rapid transition to services, some at low
levels of GDP per capita. Third, cultural approaches posit that there are
culturally specific norms that may be more or less conducive to FLFP.
Typically, more conservative, religious societies may have stronger patriar-
chal values, discouraging FLFP, while conversely, ex-communist societies
have higher levels of FLFP. A number of factors increasing the opportunity
cost of employment stated above may capture part of the specificities that
seem culture-specific. Through the various policies or secular transforma-
tions, the “cultural” component may, in turn, be subject to change (Fer-
nández 2013). Fourth, education may also increase productivity within
the household (e.g., child rearing) in which case there is a trade-off with
labor participation, which is complementary to the “education for mar-
riage” argument. Overall, FLFP is affected by the magnitude and timing
of these factors and the incidence of reverse causality.
The LFP rate is the ratio of employed and unemployed individuals to

the working age population. The female–male comparison reveals that

7See Besamusca et al. (2015) for a comprehensive cross-country assessment of the role of these
various factors and age effects on FLFP.
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women participate less in the countries selected. This is true for both total
population (all educational levels) and the populationwith advanced levels
of education (Table 12.5). However, the gap is lower for the latter. This
implies that indeed women with higher education participate more. A
similar conclusion can be reached by comparing FLFP rates between total
population and population with higher education. The gap between the
participation rates of total female population and female population with
advanced levels of education is highest in Egypt, Tunisia, and Turkey,
which are all Muslim countries. These countries have respectively, 23,
25.6, and 33.5% LFP for the total female population, against 65.7, 59.7,
and 72.3% LFP for the female population with higher education.

Kyrgyzstan and Pakistan stand out as outliers. Kyrgyzstan and Indonesia
are the Muslim countries of the sample with higher FLFP rates, closer to
non-Muslim countries. At the other extreme, in Pakistan, not only is the
LFP for total female population low (24.2%), close to rates for Egypt and
Tunisia, but the LFP for women with advanced levels of education is also
extremely low (39.1%), far behind the rate in the Philippines, the country
with the second lowest rate (56.7%).
The unemployment rate, which is the ratio of unemployed to labor

force, is higher for populations with advanced levels of education, except
in Kyrgyzstan and Poland for the female population. The gap is highest
in Egypt, Tunisia, and Turkey where the unemployment rate for the total
female population is 30.8, 42, and 17.9%, respectively, and for the female
population with advanced education is 45.5, 34.6, and 59.4%.These rates
are 6.1 and 40.2% in Pakistan. These rates are higher than non-Muslim
countries with comparable levels of development.
This is an important difference. Given that for the female population

the share of labor force and unemployment for thosewith higher education
in these countries is similar to other non-Muslim countries (except Pak-
istan), the relatively steep unemployment rate for highly educated women
(defined as the ratio of unemployed with higher education to labor force
with higher education) is an issue. There are two possible explanations
for this: a supply-side argument outlining that labor force attachment is
greater for women with higher education, and a demand-side argument
according to which labor market conditions may be unfavorable.
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Labor market attachment is greater at higher levels of education, espe-
cially in the case of women. In other words, jobless women with higher
educationwho are willing to work are likely to search for jobsmore actively
than those without education: because the opportunity cost of employ-
ment is higher, they will search with greater intensity when jobless. Search
intensity is higher if reservation wages are higher, i.e., if the opportunity
cost of actively searching for a job is not high.The latter depends on overall
household income and wealth, which is likely to be greater among popu-
lations with higher education, in which case, income differences between
higher and lower educated households partly explain differences in female
unemployment rates at different educational levels. As the definition for
unemployment entails a jobless individual to be actively seeking a job, and
that actively seeking a job has a cost, it is expected that jobless women
with higher education are more likely to search actively, i.e., to be counted
as unemployed, especially with respect to women without higher edu-
cation. Can we assert that the labor market attachment of women in
these countries with advanced levels of education is higher than those in
other countries considered here with similar levels of development and
labor force and unemployment compositions? Looking at the unemploy-
ment rates of men with further education we observe that unemployment
is also a serious issue among men with tertiary education, especially in
Egypt (14.8%) and Tunisia (20.1%). These figures imply that there may
be issues related to market conditions, rather than gender.
The employment rate can be considered as an indirect measure of mar-

ket opportunities. The employment rate is the ratio of employed indi-
viduals to the working age population, which includes all individuals of
working age regardless of their participation in the labor force. Unem-
ployment has a narrow definition, in that only individuals not working,
ready-to-work, and/or searching actively for a job are considered unem-
ployed. The intensity of job search is an ambiguous issue, and survey
participants’ responses are subjective. Hence, the employment rate can be
considered an inverse of the lack of job opportunities as non-employment
includes all jobless people. Admittedly, thismeasure also has its limitations:
as mentioned, joblessness may be a choice, in which case the employment
rate is used as a supply-side measure, or women may self-select into higher
paid jobs, requiring higher skills and education, if the opportunity cost
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of employment is higher. Nevertheless, its comparison with unemploy-
ment rates and using cross-country evaluation can give an idea of demand
conditions.

If discrepancies are high across countries in terms of employment and
unemployment rates relative to LFP rates, wemayhave a differentiated pic-
ture of labor market conditions. There is a negative relationship between
employment and unemployment rates, implying that low employment
rates are probably not only a supply-side choice issue. Clearly, in Tunisia
and Egypt more highly educated women participate in the labor market
and are confronted with poor employment opportunities. Alongside high
unemployment rates, employment rates range among the lowest: 45.5 and
34.6% in Egypt and Tunisia, respectively, for the female population with
advanced levels of education, and 17.6 and 19.7% for the total female pop-
ulation. Turkey also has a relatively low employment rate among highly
educated women (59.4%) when compared with Poland (75.3%) or Thai-
land (81.7%). Again, Indonesia and Kyrgyzstan have the highest rates
(75.6 and 63.4%) and Pakistan the lowest (23.4%) among the selected
Muslim countries.

Labor Market Opportunities

As mentioned above, the U-feminization hypothesis has been extensively
explored; while early studies found support for the hypothesis, more recent
work is ambiguous. The ambiguity mainly comes from the fact that the
structural change patterns of today’s developing economies are highly
diverse, and most do not follow the pattern or pace of current advanced
economies (Gaddis and Klasen 2014): many go through a less intense
industrialization process and tertiarize at earlier stages of GDP per capita.
Likewise, the relationship between industrialization and FLFP is ambigu-
ous as improved working conditions can have a positive effect, whereas the
capital-intense highly technological content of production can have a neg-
ative effect (Kucera andTejani 2014), and trade can have a positive impact
through increased demand or a negative impact if exports are capital-
intensive and have a relatively high technological content. Nevertheless, a
less controversial result seems to be the relationship between tertiarization
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and increase in FLFP. Whereas early studies tested the validity of the U-
shaped feminization trend, and the indicator used for development was
GDP per capita, Gaddis and Klasen (2014) argue that this indicator has
measurement flows and that the share of services in production is a better
indicator, capturing directly structural change.

Pakistan is the country with the highest share of employment in agricul-
ture and the lowest in services in the female population: 71.8% of women
are in agriculture against 30.6% of men, and 13.6% of women are in ser-
vices against 41.3% of men (Table 12.6). The figures for men are within
the normal range, whereas those for women stand out as outliers. Given
that female participation in agriculture is likely to be higher, this evidence,
together with the labormarket indicators discussed in section “LaborMar-
ket Indicators”, imply that there is a serious obstacle for women accessing
urban, tertiary activities, hindering FLFP at all educational levels. Agricul-
tural employment is important in Vietnam for both women (34.1%) and
men (36.8%). Outside Pakistan and Vietnam, all other countries have
total figures for employment in services that range from 45.2% (Thai-
land) to 57.9% (Poland). Egypt and Turkey are also two countries where
the percentage working in agriculture in terms of total female employ-
ment is high compared with men, although to a lesser extent. The share is
respectively 38.3 and 28.3% for women against 22.1 and 15.4% for men.

One important characteristic of Middle East and North African
(MENA) countries is the prevalence of public employment (Assaad 2014).
In the oil-rich economies, this is based on the availability of rents and the
political economy of rent distribution and the specific state-society equi-
librium on which these societies’ governance is based. In other MENA
countries the large public sector has been historically a result of cen-
tralized bureaucratic states’ polities characterized by relatively weak non-
state actors, where state-led development strategies, in time, created rent
creation and distribution mechanisms that formally and informally con-
stituted entry barriers that prevented the development of private sector
employment, not only by limiting job creation but also by the high
public–private wage differentials (public wage premium). Besides higher
wages, the social security system has patriarchal features (extended bene-
fits to spouse and children through healthcare coverage, survivor benefits,
etc.) which cause an income effect for married women, by increasing their
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opportunity cost of employment. On the other hand, scarcity of private
sector employment in market services limited employment opportunities
to women no longer employed in agricultural activities. Although poli-
cies have been subject to change over the last decade, change is slow.
Consequently, we expect low levels of the share of female employment
in market services to decrease LFP. As a share of services, market services
in total employment are not significantly different across countries. Put
differently, there are no major differences in terms of the tertiarization of
employment (Table 12.6): most of them have a share in services above
45%.The only two countries that remain rural are Pakistan and Vietnam.
The main differences are gender differences: Pakistan, Egypt, Tunisia, and
Turkey are the countries where share of market services is lower in total
female employment (2, 13.8, 18.5, and 29.1%, respectively) compared to
men’s (30.6, 29.0, 30.4, and 38.1%). In Egypt and Tunisia this is partly
due to the inflated public sector employment in total female employment
(41.4 and 35.4%, respectively); note that this is also an issue for male
employment in these countries, although at a lower magnitude (18.1 and
19.7%).

High unemployment among the population with tertiary education
has also been interpreted as the result of a mismatch due to education
quality or field of study. Tunisia is a very interesting example as, since
the late 2000s, it is the country that has performed the worst among the
selected countries. Paradoxically, it ranks among the best performers in
terms of expenditure on education and tertiary education (Table 12.1)
and share of female graduates from tertiary education. At the aggregate
level, the issue of a mismatch of the female population at the tertiary level
is assessed by the percentage of female graduates from science, technology,
engineering, and mathematics (STEM) (Table 12.7). Here, again, Tunisia
outperforms the other selected countries. There is not much difference
across other countries where the percentages of female graduates from
STEM programs range from 30 to 40%.
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Table 12.7 Percentage of graduates from science, technology, engineering, and
mathematics programs in tertiary education who are female

2011 2012 2013 2014 2015 2016

Egypt 36.9
Indonesia 37.5
Kyrgyzstan 40.0 41.3 30.2 29.1
Pakistan
Tunisia 43.1 53.3 54.4
Turkey 33.2 34.6 34.7
France 30.3 30.8 30.6 31.2
Germany
United Kingdom 30.3 30.6 37.3 37.9 38.0
United States 30.9 31.0 31.6 31.9 33.4

Source World Development Indicators

Conclusions

Unlike male LFP, FLFP has evolved differently over time and space. Fol-
lowing differentiated gender roles, women’s opportunity cost of employ-
ment has been larger. Among other factors, economic modernization and
secular structural change of production, on the one hand, and educa-
tion expansion, on the other, has affected men and women in different
ways. Among regional and cultural differences, the low levels of FLFP
in the MENA region and Muslim societies at large has been subject to
intense research, with controversial results. Religiosity, and relatedly con-
servatism and patriarchal values, are associated with stigmatized FLFP and
a greater opportunity cost of female employment. Nevertheless, recent
cross-country evidence suggests that once controlling for country-specific
characteristics other than values that affect FLFP, the role of Islam may
not be greater than that of Catholicism, and that FLFP is higher, relatively
speaking, among Protestant populations and those with no religion,8 and
the interaction of greater FLFP, education, and transformation of cultural
values reveals complex causalities.

8See Gaddis and Klasen (2014, pp. 645, 659) for a summary of contrasting findings. See also
Bussemakers et al. (2017).
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Considering six predominantlyMuslim-populated economies fromdif-
ferent regions and historical backgrounds (Egypt, Indonesia, Kyrgyzstan,
Pakistan,Tunisia, andTurkey), our descriptive analysis systematically com-
pares these countries with other non-Muslim countries at comparable
development levels, using labor market indicators, namely LFP, employ-
ment, and unemployment rates, and distribution of populations accord-
ing to educational levels, by gender breakdown, for populations with all
educational levels versus populations with advanced-level education.

At comparable levels of development and public expenditure in tertiary
education, the expansion of populations with higher education does not
seem to have substantially impacted the distribution of the female labor
force, and unemployment and employment, except in Pakistan where the
number of women with advanced education is particularly high among
the female unemployed population relative to the male population and
to other countries. However, in terms of LFP, and unemployment and
employment rates of the female population with advanced education, the
comparisons suggest large discrepancies across countries.
We find four types of countries under discussion. Indonesia and Kyr-

gyzstan are two Muslim countries that have features that do not match
FLFP patterns typically attributed to Muslim populations. Overall, there
are no, or very small, gender gaps for all labormarket indicators.These two
countries are also relatively poor countries but are undergoing structural
change. Indonesia’s deruralization process is effectively being accompanied
by a tertiarization process where labor market opportunities are expanding
into market services, and by an expansion of the labor force and employ-
ment with higher education. The increase in opportunities and educated
populations has led to an improvement in FLFP with advanced educa-
tion where the employment rate has been increasing and unemployment
decreasing. Nevertheless, the significantly poor access to higher education
in Indonesia suggests that there is greater room for progress. Kyrgyzstan,
due to its communist past, is characterized by a larger public sector and
a highly educated population and, besides gender parity, performs within
world averages.

Pakistan is the other less wealthy country whose performance is in
opposition to Indonesia’s and Kyrgyzstan’s in terms of all the indicators.
As such, it can be qualified as the country that has the most gender-biased
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FLFP pattern, closest to the culturalist argument where the fact of being
an Islamic State may also be institutionally reinforcing patriarchal values.
Alongside very poor gender parity across the indicators, it is the country
that is undergoing the most gender-biased structural change, where FLFP
is low and female employment continues to be largely in agriculture,
as opposed to male employment which is more prevalent in the tertiary
sector. Pakistan is also experiencing an increase in its educated population,
including the female population, whose LFP is increasing; however, the
unemployment rate is also increasing while that of employment remains
stable despite the low levels of women with higher education.
The issue of an increasing number of more highly educated women

in the female working age population and female LF, accompanied by
poor employment and unemployment rate indicators, is also a feature
of the third group of countries, constituted by Egypt and Tunisia. These
countries also exhibit less gender parity compared with the first group of
countries. The most important characteristic of this group is the impor-
tance of public services. Low FLFP in the region has been attributed to a
strong public sector and employment which tend to limit market employ-
ment opportunities—even more so for women. Compared with the rest
of the world the low FLFP in Egypt and Tunisia is related to the rela-
tively low levels of female employment in market employment. Female
employment rates are low and unemployment rates high for all types of
population. More importantly, unemployment rates for populations with
advanced education are increasing for both genders, although in terms of
male unemployment, rates are relatively low. Tunisia’s situation is worse as
the employment rate for men with higher education is below world aver-
age, and the unemployment rate for the total male population is above
world average.
Turkey stands between the first group of countries and Egypt and

Tunisia. The percentage of market service employment has been substan-
tially increasing, and that of public services has not been as high as in Egypt
andTurkey.The number of people with advanced levels of education (both
male and female) is relatively high, close to figures for Kyrgyzstan, Egypt,
andTunisia. Turkey records the highest improvement in FLFP and gender
parity of LFP, as market service employment opportunities expand.
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The growth of higher education is expected to increase FLFP; however,
this trend is also accompanied by high female unemployment rates for
populations with advanced education in some countries with large edu-
cated female workforces. The evidence suggests that further research on
labor market opportunities and differences of income effects and labor
market attachment across education levels (and possibly cohorts) may
contribute to our understanding of the differences between countries.
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