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    Chapter 1   
 The Relevance of the Academy 

             William     K.     Cummings      and     Ulrich     Teichler    

1.1            Introduction 

 At the turn of the twenty-fi rst century, frequent and profound questions are being 
raised concerning the purposes and accomplishments of contemporary higher 
education and learning. We note a lively debate on the current issues and on the 
future of higher education in the public policy domain, within the higher education 
system, and among researchers specialized on higher education as their theme 
of inquiry. 

 For a long period, issues of higher education have been addressed with little 
attention paid to the academic profession, i.e. those persons who are in charge of 
the daily life of research, teaching and whatever else is understood to belong to the 
core functions of higher education: How they interpret the tasks and challenges of 
higher education and what they do that actually shapes the processes and the out-
comes of higher education. In recent years, however, the academic profession has 
become a focus of systematic inquiry. The comparative study of the academic 
profession in more than a dozen countries in the early 1990s, initiated by the U.S. 
based Carnegie Foundation for the Advancement of Teaching, often is considered 
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the starting point of systematic worldwide inquiry (Altbach  1996 ). A more recent 
comparative study “The Changing Academic Profession”, initiated by scholars from 
various countries, comprised even 19 higher education systems and also provided 
information on recent developments, such as the impact of internationalisation, the 
growing power of management, and the rising expectations as far as the relevance 
of higher education is concerned (see the major results in Teichler et al.  2013 ). 
Actually, various chapters of this volume draw either from both surveys or notably 
the latter survey. In addition, we note quite a substantial number of recent studies on 
the views and activities of the academic profession that focus on specifi c countries, 
specifi c career stages, or specifi c areas of context and activities. 

 In order to synthesize the state of knowledge and to identify key issues that 
deserve more attention in future analysis, an international conference “Changing 
Conditions and Changing Approaches of Academic Work” was held on 4–6 June 
2012 in Berlin. The conference brought together more than 200 experts from more 
than 40 countries—among them many who had been active in research on the 
academic profession. The conference was arranged by the Centre for Higher 
Education Research of the University of Kassel (INCHER–Kassel). It was made 
possible by generous support from the German Ministry of Education and Research. 

 The coordinators of the conference came to the conclusion that a few themes 
were frequently touched upon by the various contributions to the conference that 
might deserve special attention. These eventually were refl ected in the titles of 
two books comprising the major contributions, i.e. “Relevance of Academic Work 
in Comparative Perspective” (this book) and “Recruiting and Managing the 
Academic Profession”. 

 The editors of this book are grateful for the substantial support provided by various 
institutions and persons: The Federal Ministry of Education and Research, Berlin 
and Bonn, for supporting the conference fi nancially; the International Centre for 
Higher Education Research of the University of Kassel for arranging the conference, 
Katharina Benderoth and many of her colleagues for managing the conference as well 
as Christiane Rittgerott and Dagmar Mann for taking care of the editing process.  

1.2     Relevance—From What Perspective? 

 Relevance is a term employed with a relatively positive normative thrust for 
addressing the outcomes of higher education in general or more specifi cally the 
outcomes of academia that impact society. Such outcomes might include the 
utilization of knowledge by graduates from institutions of higher education and 
the contribution of systematic knowledge to technological advancement, economic 
growth, societal well–being and cultural richness. It might also include the practical 
endeavors of higher education beyond the creation, preservation and dissemination 
of knowledge––for example, health services in university hospitals, community 
services, internships, or the direct involvement of academics and students in 
political processes. 

W.K. Cummings and U. Teichler
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 Yet, the discourse on issues of relevance does not always have a positive tone. 
Political leaders and economic leaders might have very articulate expectations as 
regards what higher education should “deliver” and might assert that higher educa-
tion is “esoteric” and “ivory–tower” if it does not follow suit. Parents and children 
might question the appropriateness of higher education if it is not geared to the 
expectations of “status seekers”. In response, these external expectations might be 
viewed by academics as subordinating knowledge to “fi nalized” expectations, thus 
hindering the “   pursuit of knowledge for its own sake”, as well as the preparation of 
graduates for “indeterminate” work tasks. Finally, representatives of higher education 
often point out that they themselves may be “relevant” in a way that is neither called 
for nor desired by society: They call into question the prevailing norms of society, 
challenge conventional wisdom, and serve a critical function. 

 This book addresses the relevance issue in higher education primarily from the 
point of view of academics. Many contributions of this books draw from surveys 
aimed at understanding how academics perceive societal expectations and how they 
defi ne themselves and their tasks. Their views are highly interesting in this domain, 
because on the one hand societal expectations as regards higher education have 
become quite explicit and pressing in recent years (see the overview of the dis-
courses in Cummings  2006 ; Brennan  2007 ) and the academics, on the other hand, 
have enormous room for manoeuvre in refl ecting on the objectives and in shaping 
the priorities of their professional work (see the overview of respective survey 
results in Höhle and Teichler  2013 ).  

1.3     What Is “Relevant” Varies by Time and Place 

 In sketching the history of higher education according to its societal embedment 
we have to point out that the issue of relevance was high on the agenda from the 
beginning. By tracing the history of modern universities back to its European 
origins more than 800 years ago (see Rüegg  2000 –2011), we note that the classical 
university was established to serve the needs of the Holy Roman Church in managing 
a large and geographically dispersed religious bureaucracy in the context of a pri-
marily agricultural economy. Hence law, language, philosophy and theology were of 
high relevance. Over the decades, the religious centers diversifi ed and the governments 
became the most important reference power of universities, while a similar range of 
disciplines, with a growing presence of medicine, dominated up to the nineteenth 
century. Since the nineteenth century with the emerging industrialization and 
modernisation, the relevant external powers became more diverse. Correspondingly 
the disciplines within higher education increased with a growing emphasis on the 
natural sciences and engineering. Over the latter half of the twentieth century we 
fi nd a growing emphasis on the social and life sciences as well as medicine. 

 In recent years, we note an increasing variety of narratives as far as the disciplinary 
developments and their relationships to societal expectations are concerned. On the 
one hand, claims are made that global trends, for example, recently coined as heading 
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toward a “knowledge society” or knowledge economy, call for a growing emphasis 
on science, engineering and information technology. But if we take the distribution 
of students across disciplines as an indicators, we note a clear dominance of the 
natural sciences in the Soviet Union and its neighbors from the 1950s to the 1980s 
and recently in some Asian countries, and a strong emphasis on a balance between 
science and engineering on the one hand and the humanities and social sciences in 
most Western European countries. The dominance of humanities and social sciences 
in the U.S. is hardly mentioned in this discourse, and the Latin American countries 
seem to continue to adhere to a combination of an emphasis to the humanities and 
social science combined with a stress on the traditional professions, especially law 
and medicine. But irrespective of the diverse preferences as regards the composition 
and the role of the various disciplines, an increasing expectation of relevance has 
accompanied the growth of student numbers and research activities all over the 
world. In this framework, all disciplines are expected both to be relevant and not to 
confi ne them too much to the most obvious thrust of relevance, i.e. an emphasis 
placed on professional specialization.  

1.4     Relevance and the Range of Functions 
of Higher Education 

 The history of higher education is often depicted as a vulnerable balance between 
exposure to the pressures to deliver what those in power like, on the one hand, 
against the struggle to secure space to pursue knowledge without instrumental pres-
sures, on the other hand. The latter direction hopefully contributes to the well-being 
of society through enabling it to do something that was not expected, through 
innovation in the widest sense. The discourse on higher education and society, how-
ever, has never been “balanced” and “rational” in discussing the functions of higher 
education  sine ira et studio , but rather has often been a heated and demagogic 
discourse. Often, external demands were so powerful that radical calls for “autonomy” 
and “academic freedom” were considered necessary as the antitheses. Most experts 
agree, though, that the university has never been an “ivory tower”. 

 The notions of relevance in higher education might vary according to the different 
functions of higher education and the role attributed to these functions. For example, 
accounts of the academic professions in major encyclopedias of higher education 
describe the role of the key functions differently. On the one hand, Altbach ( 1991 ) 
sees higher education largely driven by its teaching and learning. On the other hand, 
Enders ( 2006 ) describes the academics as primarily shaped by their research 
identity that carries over to teaching and learning. We know that the respective 
views apply more convincingly to certain periods, certain countries and certain 
sectors of the higher education system. Beyond that, there are completely divergent 
views on whether higher education can be characterized as having a third function 
and what that third function actually is.  

W.K. Cummings and U. Teichler
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1.5     What Is Relevant Teaching? 

 In the discourse about the actual and the desirable character of teaching and 
learning, four dimensions are often referred to that touch upon the issue of relevance: 
an academic versus a professional emphasis, the emphasis placed on the cognitive 
domain versus a mix of cognitive and affective learning towards personality 
 development, the attention paid to the acquisition of knowledge versus the output of 
the learning process, e.g. competencies, and fi nally the emphasis placed on learning 
through direct experience versus the learning in classroom settings.

   First, in all disciplines, students have to learn the theories, methods and knowledge 
systems of the respective disciplines. The objectives of teaching and learning 
often were defi ned across disciplines. Rüegg ( 2011 , p. 11) describes the found-
ers’ views of the University of Berlin early in the nineteenth century as follows: 
“The task of universities was to show how to discover knowledge by ‘making 
apparent the principles at the basis of all knowledge in such a way that the ability 
to work one’s way into any sphere of knowledge would emerge’.” Disciplines, 
however, vary to the extent the knowledge system is clearly in the forefront or 
to what extent it is supplemented or confronted with logic and the practices of 
professional problem-solving. In some countries, as in the U.S., dichotomous 
terms such as liberal education vs. professional education or academic 
disciplines versus professional disciplines shape this discourse, while in other 
countries, the notions are less polarized. For example, higher education in Austria 
defi nes the role of university programs as academic and thereby laying the 
foundation for professional work, while other higher education programs have 
the task of professional preparation. While often the proponents of a strong role 
of academic reasoning are accused of advocating knowledge for its own sake and 
the proponents of professional reasoning as merely yielding to the customary 
“rules and tools” of professional practice without any critical and innovative 
perspective, most academics seems to believe—as surveys of the academic 
profession show—teaching and learning can combine a strong academic thrust 
with high professional relevance.  

  Second, study programs at universities in some countries are explicitly expected to 
concentrate on the cognitive domain. In these cases as well, study is assumed to 
affect the students’ values and attitudes, but the teaching and learning processes 
is not expected to make learning beyond the cognitive domain part of the curricu-
lum. “Bildung durch Wissenschaft” was the term in German idealism that 
infl uenced the Humboldtian “idea” of the university. In contrast, the explicit 
socialisation of a “well-rounded personality” is seen as a widespread ideal in the 
Anglo-Saxon world of higher education. For example, this was prominent in 
Martin Trow’s ( 1976 ) understanding of “elite higher education”.  

  Third, pedagogical ideas in recent decades have emerged in higher education that 
stress that the goal of teaching and learning should not be defi ned in terms of the 
abilities attained at the end of a teaching and learning process as exhibited on the 
job or in other life spheres rather than the acquisition of knowledge. Terms such 
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a “competences” (see Weinert  2001 ; Blömeke et al.  2013 ), “qualifi cations” and 
“learning outcomes” are employed to underscore such a call for output 
awareness in higher education. Views differ concerning whether or not such 
a shift from attention paid to the acquisition of knowledge towards attention 
focusing on competence leads to a stronger emphasis being placed on the 
relevance of teaching.  

  Fourth, study programs in many countries have been enriched in recent decades by 
activities aimed at ensuring experience beyond the usual classroom teaching and 
learning out of one’s home university. These activities help the students to 
cope with the professional practice or other domains of practice. Learning in 
projects or similar modes of teaching and learning have become more common. 
Internships are not confi ned anymore to a few strong professionally oriented 
programs, and other modes of “experiential learning” are expected to serve a 
similar function. Finally, temporary study abroad has become a quite popular 
means of over-coming the possible narrowness of study programs at home by 
“learning by contrast”, acquiring knowledge of the host country, increasing 
foreign language profi ciency and enhancing inter-cultural understanding, 
whereby learning through direct experience outside the classroom setting is an 
integral component (see Kehm und Teichler  2007 ).    

 Irrespective of whether a distinction is made according to these three dimensions 
or not, we note a consensus in the analysis of the changing educational function of 
higher education in the recent fi ve or six decades that the expansion from an average 
enrolment of the respective age groups of around 5 % in economically advanced 
countries in the early 1950s towards an average of about 50 % around 2010 has 
been accompanied with the expectation that higher education is more visibly useful 
for technological progress, economic growth, societal well-being and cultural 
enhancement. The process of increasing student enrolment in higher education was 
called “mass higher education” by Martin Trow ( 1974 ). The OECD employed 
successively from the 1970s to the 1990s the terms “short-cycle higher education”, 
“non- university higher education” and “alternatives to universities” (see Papadopoulos 
 1994 ) to characterize the sector separate from traditional universities in which study 
was expected to more directly provide professional preparation and the transmission 
of applied knowledge. Eventually many institutions of that type in various European 
countries opted for the term Universities for applied sciences to indicate both the 
academic quality close to the traditional universities and the strong emphasis on 
application or relevance. 

 It would misleading to assume a wide division between the university sector 
appreciating academic highly and emphasizing a close link between teaching 
and research on the one hand and on the other hand the applied sector with its 
stress on the intended relevance of teaching and learning. According to the survey 
The Changing Academic Profession (see Teichler et al.  2013 ), 65 % of professors at 
universities underscored that they emphasized practically oriented knowledge 
and skills in their teaching—only 11 % less than was the case for professors at 
institutions of higher education with a dominant teaching approach. 
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 In recent years—possibly reinforced by the growth of enrolments and the increasing 
belief that knowledge is essential if the labor force is to become a productive agent 
for technological progress and economic growth—the call for the relevance of 
teaching and learning is ever more frequently invoked. The popularity of the term 
“employability” (see Yorke  2007 ; Vusakovic  2007 ) certainly signals a call to higher 
education to subordinate teaching and learning to the presumed demands of the 
employment system. 

 The discussion in higher education suggests that some academics are ready to 
accept such a call. Others, in opposition to such demands, call for the preservation 
of academic freedom in such a way that students are freed from direct measures of 
relevance during the course of their studies. However, a sizeable minority of academics 
seem to have a different understanding of relevance. They suggest the most relevant 
education a university can provide is one that stresses a broad education and critical 
thinking, as was articulated by the English pedagogue, Cardinal Newman, in The 
Idea of the University: “A useful education is one that teaches some mechanical art or 
some physical secret. A liberal education develops the whole man.” (Newman  1992 ). 
Similarly, Sir Alexander Hamilton elaborated on the concept of a liberal education:

  …An education in which the individual is cultivated, not as an instrument towards some 
ulterior end, but as an end unto himself alone; in other words, an education, in which his 
absolute perfection as a man, and not merely his relative dexterity as a professional man. 

1.6        What Is Relevant Research? 

 It is generally assumed that the role of research in higher education in the modern 
Europe was strongly shaped by the “idea of the university” formulated by Alexander 
von Humboldt that ought to be incorporated into the University of Berlin founded 
in 1810. The call for the “unity of research and teaching” certainly spread all over 
the world, while the other key principles of “solitude and freedom” as well as the 
“community of scholars and learners” might have a less persuasive infl uence all 
over the world. Knowledge was assume to unfold its potential only, if there was a 
freedom of research, teaching and learning and this also meant freedom from the 
state and the church in contrast to the highly directive higher education reform in 
France some years earlier. Most scholars interpreting these concepts came to the 
conclusion that academic freedom implies the right of scholars to pursue knowl-
edge for its own sake, but that free academic pursuit eventually would turn out to be 
more relevant for the “nation” than academic endeavors within a dirigiste regime of 
higher education. 

 While the Humboldtian ideal of research was formulated at a time when the 
principles of philosophy still were expected to guide the principles of research 
across disciplines, we note, fi rst, the spread of the natural sciences in the universities 
during the course of the nineteenth century. Second, disciplines with a strong 
 “functional” paradigmatic framework, such as engineering as well as economics and 
business grew. They remained outside the traditional universities in many countries 
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for a long time, for example Germany, but they became an integral part of the newly 
emerging university systems in the United States, notably through the Land Grant 
universities, Russia and Japan. The American notion of the more practical nature of 
research was not confi ned to these disciplines: According to Daniel Boorstin ( 1962 ), 
the American character was not as inclined as its European forebears to commit to 
deep refl ection on the why’s of natural phenomena but more inclined to tackling 
practical challenges such as improving the technology related to the how’s—how to 
harvest cotton, how to erect bigger and safer bridges to span turbulent rivers, how to 
eradicate cholera. 

 Yet, the view gained enormous support among academics of many disciplines 
that research was needed and would be qualitatively most excellent, if it was kept 
free of pressures for relevance. In many countries, the universities being equally in 
charge of higher education and research were understood to have their stronghold in 
“basic research”, and support schemes for basic research were established in many 
countries as deliberately separate from research under the regime of relevance and 
application. 

 Experts agree, however, that basic research clearly embarking in unforeseen 
knowledge creation free from pressures of relevance became an “endangered species”. 
This is certainly to a considerable extent due to the growing interests of economy 
and society of receiving useful knowledge. Certainly, the vast industrialization in 
the nineteenth century was a major trigger, and the Nobel Prize can be viewed as 
both the highest symbol of academic excellence and as part of industrial history. 
The race for constructing an atomic bomb in the 1930s and 1940s is seen both as a 
dilemma in the relationships between basic and applied research as well as in the 
ethics of research. The Allied powers of World War II often have attributed their 
military success to the strength of their applied research. The cold war competition 
in space research is another story of linkages between politics, military regimes and 
applied research. When the paradigms of the cold war lost momentum, the term 
“knowledge economy” was the next slogan calling for the priority of application. 
But apart from the specifi c undercurrent of that slogan, many experts point out 
that the universities have moved from transmitting and preserving knowledge to 
producing knowledge as a direct productive element of society (Etzkowitz  2001 ; 
Scott  2006 ). 

 But there were also developments in the logic of research tilting towards the 
erosion of a clear distinction between basic and applied research. Notably, the 
discourse on “mode 1” and “mode 2” research spreading during the 1990s called 
such a clear divide into question (see Gibbons et al.  1994 ; Nowotny et al.  2001 ). 

 For many years, calls were made for a “balance” between basic research and 
applied research. For example, Vannevar Bush ( 1960 ), who was one of the founders 
of the U.S. National Science Board, developed an eloquent exposition of this argu-
ment: Basic to applied to development. But over the years, funds allocated to applied 
research and development exceeded those allocated to basic research to such an 
extent that most scholars considered the call for “balance” as a lost cause. 

 Views differ, however, on whether the allocation of funds is a convincing 
indicator in this respect. Academic approaches and the search for the enhancement 
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of knowledge irrespective of technological, economic and societal expectations 
are viewed by some experts as being relatively strong; this is because academics 
are given the strongest infl uence in defi ning the criteria for “quality” even under the 
growing pressures exerted by industry, governments and university managers to 
enhance utility and effi ciency (see Kogan et al.  2000 ). The increased competition 
among research universities to be visible in international rankings as “world 
class” universities seems to refl ect the popularity of a mix of criteria, where the 
role of the intrinsic value of academic quality and that of utilitarian research are 
interwoven. 

 Turning again to the comparative study on The Changing Academic Profession, 
we note that many academics consider the “high expectations of useful results and 
application” as “   a threat to the quality of research”. This was stated by 52 % of the 
professors at universities that emphasize both teaching and research and by 46 % of 
the professors at institutions of higher education predominantly in charge of teaching. 
When asked to characterize their primary research activities, however, many 
academic characterize their research as both theoretically and practically oriented. 
Actually, of the professors at the universities that emphasize both teaching and 
research 60 % described their primary research activities as basic and theoretically 
oriented, 68 % as applied and practically oriented, 20 % as commercially oriented 
or towards technology transfer, and 47 % as socially oriented or as intended for the 
betterment of society. Among professors at institutions that were primarily focused 
on teaching, the emphasis on basic and theoretically oriented research was some-
what less frequent (49 % on average across countries). But other approaches were 
also prominent: 79 % stressed an applied focus, 25 % were commercially oriented 
and 49 % were socially oriented (see Teichler et al.  2013 ).  

1.7     What Is Relevant Service? 

 While research as well as teaching and learning are undisputed functions of 
higher education, we note a controversial discourse whether a third function of 
importance can be named and, if so, how it could be characterized. In some countries, 
legislation or other regulations name activities close to research and teaching as 
third functions, e.g. technology transfer or continuing professional education. 
Moreover, some regulations of that kind addressed the cross-cutting meta-functions, 
e.g. serving the quality of opportunity. 

 In recent years, along with the growing pressure on higher education to demon-
strate a visible relevance to society, the view has spread that a third function can and 
has to be named alongside teaching and research. Macfarlane ( 2005 ) pointed out 
fi ve different interpretations of the nature of these third mission activities. Culum et al. 
( 2013 , p. 175) summarized this classifi cation as follows: “(I) administration—taken 
negatively in general, with third mission activities seen as increasing the burdens 
on academics, (II) customer service for students and business organizations, 
(III) collegial virtue—as a moral obligation in supporting colleagues, (IV) civic duty 
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as in doing voluntary work or outreach for the benefi t of the local community, not 
necessarily connected with scholarly expertise, and (V) integrated learning which 
connects academic study work with community based projects and internships, 
carried out by students rather than by academic staff (e.g. academic service learning, 
social internships).” 

 This list certainly does not completely cover all the key issues discussed in various 
countries in the discourse on the tasks and activities of higher education beyond 
teaching and research. For example, no mention is made of the long established 
health service offered at university hospitals. Also, direct involvement in the political 
process is widely held as the task of the universities in Latin-American countries. 
On the other hand, activities such as internships are often understood as integral part 
of the teaching and learning domain. 

 In a review of the themes of the third function in various countries, Culum et al. 
( 2013 ) identify three priorities:

 –    Relationships between higher education and industry/business beyond the 
teaching and research activities, where activities such as technology transfer and 
consultancy could be viewed as a third function.  

 –   University civic links with community, e.g. direct involvement in the improvement 
of living conditions in the local community. Often, education for citizenship is an 
important theme as well.  

 –   Activities—education, research or beyond that—to contribute to sustainable 
development, whereby a broad range of societal needs might be the target of 
these activities.    

 Obviously, no generally agreed term has developed for this area; the reference to 
the third function is kind of pointer to an area where there is a lack of agreement. 
If at all, the term “service function” has gained some popularity. In the framework 
often reference is made to the U.S. higher education expert Ernest Boyer ( 1990 ) 
who underscored the three “holy pillars” of academic work: teaching, research, 
and service. Ernest Boyer argued that these pillars represented different modes 
of scholarship that academics might combine in different degree depending on 
their personal preferences as well as the needs of the particular setting where 
they worked. 

 The term “service” met with reluctance by some experts, because it is often 
employed—as for example in the classifi cation by Macfarlane ( 2005 )—not only for 
elements that could be understood as outputs of higher education, but also for the 
internally directed services within the higher education system. 

 Whatever priorities and delineations we note in the discourse on the third func-
tion of higher education, issues are addressed as a rule that are linked to the outside 
world und understood to be “relevant” by defi nition. There are at least two points of 
caution: Those in higher education might consider activities as important for society 
that are hardly viewed as highly important by external stakeholders. Moreover, 
representatives of higher education might be involved in activities beyond teaching 
and research that have no sound knowledge basis of teaching and research; 
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according to a widespread view, activities could legitimately be called third 
function, service function etc. only, if they are clearly nourished by the knowledge 
creation, dissemination, and preservation functions of higher education; otherwise they 
should be understood as private activities of persons who happen to be academics 
and students alongside. 

 The lack of widely agreed concepts and terms make the study of the third function 
of higher education in large-scale surveys almost an impossible task. Thus, it is not 
surprising to note that a clear reference to the third function is made in the Changing 
Academic Profession survey only in a question about civic involvement of academics. 
Accordingly, only about 5 % of senior academics indicate that they have been 
substantially involved in the previous year in local, national or international politics, 
while about one third have been members of community organizations or have 
participated in community-based projects.  

1.8     The Changing Context 

 What is behind these differences in the perception of the academy, especially the 
differences over time? Chapter   2     outlines several of the major trends that character-
ize the changing context of the academy: the globalization of the world economy 
including the international mobility of talent, the emergence of the knowledge 
society, the massifi cation of higher educational systems, and the increased vigilance 
related to the use of public funds. Though with regard to public funds, there is 
indeed a complex pattern. In both East Asia and Latin America public funding 
has tended to increase whereas in the Anglophone countries the opposite trend is 
apparent. An extreme case of decline is Greece (as reported in Chap.   3    ). 

 As the landscape of higher education has in recent years undergone signifi cant 
changes, so correspondingly have the backgrounds, specializations, expectations 
and work roles of academic staff. In many countries the academic profession is ageing, 
increasingly insecure, more accountable, more internationalized and less likely to 
be organized along disciplinary lines. It is expected to be more professional in 
teaching, more productive in research and more entrepreneurial in everything. 
In many places (as discussed in Chap.   4    ) the very defi nition of an academic has 
become ambiguous as have the boundaries between academic jobs and the jobs of 
other professionals, both within and beyond the walls of the academy.  

1.9     Differentiation of Academic Workplaces and Roles 

 Perhaps the most frequently mentioned recent trend in higher education has been 
its massifi cation, that is, the shift from the provision to a small elite group to the 
provision for most if not all of the age cohort. With the expansion of higher 
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education has come increasing differentiation (Chap.   5    ), increasing expectations 
from society, and the evolution of professional roles that may take academics 
away from their original disciplines towards new forms of identity and loyalty. 
At the same time, knowledge has come to be identifi ed as the most vital resource 
of contemporary societies, and many nations have taken great strides to improve 
their capacity for knowledge creation and application (Chap.   6    ). This new 
devotion to knowledge has both expanded the role of the academy and challenged 
the coherence and viability of the traditional academic role. As discussed in the 
introduction to this chapter, a prominent trend in recent years is the quest for 
greater relevance.  

1.10     Dimensions of Relevance 

 Most of the latter chapters of this book explore different dimensions of relevance. 
Postiglione et al. (Chap.   7    ) highlight the relations of the coordination of academic 
systems to relevance, suggesting that the relations may differ depending on whether 
an academic oligarch, statist, or model is in place. They argue that the market 
model is associated with the most intrusive signals and hence with the least 
attractive academic environment, yet it also may be associated with the greatest 
responsiveness. 

 Lee (Chap.   8    ) focuses exclusively on the research side; is the classical distinction 
between basic and applied research still valid? What factors are associated with 
greater productivity and in particular what is the role of collaborative research 
involving partners who are in and outside of the academy? 

 Culum (Chap.   9    ) explores the service role of the academy. What is it? How 
important is it for academics? What factors dispose academics to engage in service? 
While much has been written about teaching and research, ‘service’ has been high-
lighted less in the academic world. Service is still a vaguely defi ned concept—or 
scholarly discipline—and its conceptualization has been an on-going process. Some 
argue that the value of and commitment to (community) service remains on the 
margin of reality and academic debate, and that it is still searching for a broader and 
a more intense scientifi c discourse. 

 Jung (Chap.   10    ) considers gender differences in the relevance of academic work. 
Are females more inclined to be responsive to clients both within academia 
(students) and outside? This study includes cases in fi ve countries (Australia, Brazil, 
China, England, and the United States) in order to observe if the results are similar 
across different systems. The results show that there still exist differences between 
genders in terms of their educational background, employment status, and working 
institution. As well, regarding research scholarship, male academics have more 
involvement than female academics. However, female academics in the junior group 
and the soft disciplines are actively involved in research scholarship.  
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1.11     Trends in the Emerging Countries 

 The fi nal chapters of the book consider the changing meaning and importance of 
relevance in the emerging countries. These systems start from a low enrolment ratio, 
but they are expanding with the infusion of new resources. This opens up new 
opportunities, but also leads to confl icting pressures. Arguably the universities in 
Latin America and East Asia start from a base of high relevance, at least in teaching. 
The curriculum is focused on training for the professions—in East Asia a bias to 
engineering; in Latin America a bias towards law, business, medicine. 

 But as these nations seek to develop, there is a group of scholars connected with 
international standards and therefore part of the global academic community 
(Marquina, Chap.   11    ). This sector, that is called “elite”, has a considerable distance 
from the rest of academics in terms of working conditions, productivity and percep-
tions of their profession. This distance is signifi cantly lower in mature countries. 
The comparison shows a signifi cant difference between the elite group and the rest 
for each of the six countries, a difference that is not as signifi cant in mature countries 
taken in the aggregate. This would be a major dynamic that reduces the difference 
in the academic professions of the mature and the emerging countries. 

 Stack et al. (Chap.   12    ) focus on the policy level related to the new emphasis on 
research, specifi cally contrasting Brazil and Mexico. Of the roughly dozen Latin 
American universities that fi gure in the international rankings, half are Brazilian, 
while just one is Mexican. This disparity is largely the result of the differences 
between the two countries economic development models. Since the 1960s or 
before, Brazilian higher education policy has focused on developing a competitive 
research sector as part of a broader strategy for economic development. In contrast, 
Mexican government policies have largely focused on increasing access to higher 
education, with limited investment in science and technology. Such differences 
appear to have an impact on the perceptions of academics in both countries toward 
their profession, as well as in their scientifi c production. 

 Riquelme (Chap.   13    ) follows up with a case study of Argentina, pointing out 
how there are big differences between universities with respect to their engaging in 
technology transfer partnerships with outside entities. The production and circulation 
of knowledge among professors is a refl ection of different teacher-researcher activities, 
which vary according to the university and fi eld they belong to. The authors identifi ed 
four functions carried out by universities and their groups: research (R), teaching (T), 
extension (E) and transfer (Tr). The specifi c characteristics and scope of these four 
types of activities are in turn modeled by the institutions’ tradition, their particular 
traits and status in the fi eld as well as their connection to—according to each 
case—social and productive demands from local, regional and even the national 
environment. 

 Finally Balbachevsky (Chap.   14    ) provides an overview on the future of the 
Latin American model. Which among Argentina, Brazil, and Mexico will achieve 
the greatest progress towards excellence and relevance?  
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1.12     Conclusion 

 The chapters of this book were prepared for a special conference in Berlin seeking 
to capture the major highlights of three different comparative higher education 
research projects. Most draw explicitly on data from these projects. The focus of 
this volume is the relevance of the academy. A second volume is in preparation 
focusing on academic careers and on academic perceptions of the management of 
higher education. 

 The early chapters of this book focus on the relevance debate in the more advance 
countries. They report a strong bias by academics towards instruction that grapples 
with real-life settings and thus in that respect is relevant. Academics also espouse 
a determination to conduct research that is socially oriented and intended for the 
betterment of society. While academics strive for relevance in their teaching and 
research, they appear reluctant to devote time or effort for the dissemination of the 
fi ndings from their research; it would appear that the increasing demands on 
academics related to their teaching and research obligations as well as the failures 
of the research system foster this reluctance. 

 In contrast with the academics of the more advanced societies, those in the 
emerging countries, most notably Argentina, Brazil, and Mexico express a greater 
commitment to service. But in these same systems, a division is emerging between 
an upper tier of academics who are more focused on world-class research and 
instruction and a second level of academics who embrace service along with their 
teaching and research. It remains to be seen whether or not the international pressures 
for excellence will erode the inclination towards relevant service of the academies 
of the emerging nations.     
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    Chapter 2   
 The Conditions of Continuity and the Drivers 
of Change 

             William     K.     Cummings    

2.1            Conditions and Drivers 

    As the CAP project evolved, there was increasing interest in linking these external 
contextual factors to developments inside higher education including to the acad-
emy. A fundamental analytical development was the recognition that, at least for 
some issues of interest, the continuity or stability of attitudes and behavior was 
more striking than the change. And this continuity can be linked to the relative 
stability of certain contextual factors. Hence a major thrust of this paper is to 
distinguish between those contextual factors that favor stability (and which we 
will call conditions) and those that are potential agents of change (and which 
we call drivers). 

 The CAP project at its inception proposed a six stage conceptual framework 
starting with the Drivers of Change and ending with Accomplishments and National 
Development (described in the original concept paper as outputs and outcomes). 
Table     2.1  provides my tentative revision/elaboration of the CAP model with 
Conditions of Continuity and Drivers of Change listed in the left columns and 
Outputs and Outcomes listed in the right columns. Each cell identifi es a variable 
that may for a particular country in recent years be moving in a positive or a 
negative direction. Explicit in the conceptual framework is the logic of causality 
from the left columns to the right columns (though variables in a particular row 
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do not necessarily infl uence others in the same row). This particular elaboration will 
certainly be modifi ed as research progresses. 1 

   The core of this paper considers the link between context and three of the main 
themes of CAP research: the teaching-research balance (one aspect of relevance), 2  
internationalization, and institutional loyalty. These themes has been selected in 
order to highlight three contrasting patterns of “change.” We suggest, in the case of 
institutional loyalty, there is a common pattern of decline across most of the CAP 
countries—hence there must be powerful drivers of change common to most higher 
education systems. In the case of the teaching-research balance, we see a fl ip-fl op 
pattern: Several countries that were high on research in 1992 have shifted towards a 
greater emphasis on teaching. And vice versa several that were high on teaching 
have strengthened their emphasis on research. Underlying these complex shifts 
must be the infl uence of drivers unique to each national case. Finally the interna-
tionalization theme exhibits more continuity than change and can be best under-
stood as a refl ection of persisting conditions rather than the infl uence of new drivers 
of change. I will restrict my discussion to the ten countries for which we have data 
in 1992 and 2007. The following section introduces several of the most important 
contextual factors and provides a brief summary of the potential linkages between 
these factors and the aforementioned themes.  

2.2     The Context 

2.2.1     Higher Education Perceived as a Public Good 

 The starting point for our analysis is the mid-70s–80s when in most advanced 
countries higher education and academic research were mainly perceived as desir-
able public goods worthy of relatively generous state funding. Thus in this period in 

1   In Table  2.1 , the T’s refer to tables in the text. The B’s, C’s, and so on refer to questions in the 
common instrument from which data can be compiled in forthcoming research. It might be noted 
that the international indicators largely focus on variables in the fi rst two stages of the CAP model 
whereas the data collected with the survey instrument should help us understand later dimensions, 
especially beliefs and the nature of academic work. 
2   Before considering these themes it is appropriate to ask who is a “member” of the academic pro-
fession, and who is not? In the early stages of the CAP project it was agreed that there are many 
members of modern society that identify with academia and share many of the values of academia 
but have employment conditions that differ from the IHE appointments of the mainstream academ-
ics. In systems with extensive public research institutes such as in France, most of the researchers 
in these institutes have an academic profi le—and many teach part-time in IHE. So many of the 
staff in the research institutes have the attributes of academics. A second group worthy of inclusion 
in a defi nition of the academy are the expanding legion of part-time teachers: Some part-timers 
have second jobs outside of higher education and some have second or even third appointments 
inside higher education. While it might have been desirable to include the above groups in the CAP 
survey, in most systems it proved diffi cult to sample these groups, so the de facto sample became 
full and part-timers in degree granting institutions. We end up with the unresolved conceptual ten-
sion between the “true” boundaries of national systems and the imposed CAP boundaries. 
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most advanced countries upwards of 80 % of all higher education expenditures were 
provided by central and local governments, and this percentage was maintained 
even as system enrollments expanded. Similarly budgets for the support of aca-
demic research increased on the assumption that the basic research that took place 
in universities often led to the discovery of applications that could be developed into 
useful products.  

2.2.2     Level and Rate of Economic Growth 

 Enabling the generosity of states was the overall health of most advanced economies 
into the early 90s. Of the ten countries/economies, as reported in Table  2.2 , six have 
been world economic leaders for some time, two (Hong Kong and Korea) transi-
tioned in the 1990s from a middle income position towards economic maturity 
(though it is notable that Hong Kong’s GDP per capita exceeded that in all countries 
except the USA and Japan), and two are on the brink of this transition.

   In terms of rate of economic growth over the 1992–2007 period, the second 
group is most notable experiencing very rapid growth and earning the title of Newly 
Industrializing Countries (NICs). Brazil and Mexico are sometimes described as 
near NICs; the actual size of these two economies has expanded but the population 
growth rate is also relatively high so the per capita income has not increased that 
much. The expansion in economies has been accompanied both by the expansion of 
academic systems and the upgrading of their research productivity. Economic 
growth, as it is associated with the expansion of productivity and the search for new 
markets, puts pressure on national academies to generate supporting technologies 
and relevant information, and the academic response may be to seek new partners in 
foreign settings.  

   Table 2.2    Indicators of GNP per capita, and export trade as a percent of GDP, 1992 and 2007   

 Country 

 GDP per capita 
1992 (constant 
2000 US$) 

 GDP per capita 
2007 (constant 
2000 US$) 

 Average 
% annual 
growth 

 Exports of 
goods & 
services as % 
of GDP 1992 

 Exports of 
goods & 
services as % 
of GDP 2007 

 Mexico  5,169  6,561  1.6 %  15  28 
 Brazil  3,282  4,290  1.8 %  11  13 
 Korea  7,841  15,158  4.5 %  27  42 
 Hong Kong  22,263  34,041  2.9 %  138  208 
 Australia  17,158  24,756  2.5 %  16  20 
 UK  19,728  28,915  2.6 %  23  27 
 Japan  34,801  40,707  1.1 %  10  18 
 US  28,402  38,701  2.1 %  10  12 
 Germany  20,566  25,249  1.4 %  24  47 
 Netherlands  19,354  26,889  2.2 %  55  75 

   Source : World Bank Economic Indicators  
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2.2.3     Globalization 

 The extent to which a national economy is integrated with the world economy as 
indicated by the total value of imports and exports divided by the Gross Domestic 
Product is one indicator of globalization. In 1992 all ten countries were substan-
tially engaged in the world economy, though in relative terms the U.S. was towards 
the low end and Hong Kong was the most integrated. The U.S. nevertheless had a 
comparatively high level of military, social, and cultural integration. 

 Over the 1992–2007 period Hong Kong, the Netherlands, Germany, Korea, 
Mexico, and Japan have become relatively more engaged in the global economy 
whereas there has been little change for the U.S., the UK, Australia, and Brazil. 
Economic globalization places pressure on universities to internationalize curricula 
and to generate knowledge that enhances national competitiveness. These pressures 
could tilt the balance of academic work towards greater time devoted to the instruc-
tional role, notably for curriculum development and course material renewal.  

2.2.4     Belief in the Value of Higher Education 
for Most Citizens 

 Steady economic growth spurred by globalization and the ICT revolution has led to 
an upgrading of the educational needs of the labor force. Employment rates and 
wages of the college educated are considerably ahead of those with lesser educa-
tional achievements. Young people and their parents have become increasingly 
aware of these labor market signals and thus have aspired for advanced education. 
Both governments and private sector educators have recognized this demand and 
have founded new institutions.  

2.2.5     Massifi cation and Expansion 

 Massifi cation refers to the inclusiveness of higher education, systems with enrollment 
rates below 10 % being referred to as elite systems and those between 10 and 
50 % described as mass systems. Table  2.3  provides information on the relative 
inclusiveness (as measured by the tertiary level gross enrollment ratio) and the scale 
(as measured by total student enrollment and total teaching staff) of the ten systems 
under consideration in 1992 and 2007. 3  Some systems by 1992 had gone a long way 

3   The UNESCO numbers are for all higher education institutions including junior colleges and 
technical institutes, whereas the CAP sample only includes institutions that minimally confer 
bachelor degrees. While the scope for the numbers is thus not strictly comparable, they are at this 
time the only available numbers. 
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towards massifi cation (US, Germany, Netherlands); for these systems the main 
change since then has been the addition of lower tier institutions to further access. 
Institutions in a second group (Hong Kong, Korea, and arguably UK and Australia) 
over the past 15 years have made the transition; in this second group, the enrollment 
rate for Korea doubled to reach 80 %; expansion was also notable in the other coun-
tries. A third group (Brazil and Mexico) had low to moderate access. Since 1992 the 
institutions in this latter group have experienced an impressive infusion of resources 
and have experienced considerable expansion. Massifi cation leads to the hiring of 
additional academic staff, and many of these new staff may be appointed to fi elds 
that have international orientations such as global business, international affairs, or 
the sciences.

2.2.6        Massifi cation and the Relative Expansion 
of Students and Faculty 

 Table  2.3  provides information on the relative scale (as measured by total student 
enrollment and total teaching staff) of the ten systems under consideration in 1992 
and 2007. Table  2.3  compares the rate of expansion of student enrolments to faculty 
growth. In a few systems the rate of expansion of faculty has exceeded that of 
students; in contrast in Australia, Hong Kong, The UK, and Brazil the student body 
has increased at a faster rate than the faculty; and in Germany, the Netherlands, and 
Mexico the rates of expansion are similar. Where the student body increases at a 
faster rate than faculty, the higher educational institutions may enjoy some savings–
but these savings are achieved by requiring individual professors to assume heavier 
teaching loads.  

2.2.7     Massifi cation and Institutional Differentiation 

 It can be argued that in the increasingly globalized world, ironically it is the institu-
tions of higher education rather than the national systems that compete against each 
other and are measured and pitched against each other in terms of their attraction for 
globally mobile students, top-notch faculty and promising young researchers, 
knowledge production, and placement in the league of “world class universities.” 
Globalization has curiously led to more differentiation within national systems 
than across them. Teichler ( 1996 ) has argued that institutional diversity in Europe 
produced a similar effect—with more variation among institutions of higher education 
within countries than across them. There have emerged sectors within systems or 
within institutions themselves that are more globally aligned and competitive, 
thus having further “globalized the difference” between those who fi t the neoliberal 
paradigm and those who do not. This prompts close consideration of institutional 
effects on internationalization alongside other system characteristics.  

W.K. Cummings



25

2.2.8     System Size 

 There is immense variation in the size of the ten academic systems. There are over 
one million academics in the U.S. compared with less than 50,000 in the Netherlands 
and only circa 10,000 in Hong Kong. The large size of the U.S. system enables 
numerous options for in-country collaboration, whereas the smaller size of the 
Dutch and Hong Kong academies creates pressure for international collaboration. 
System size also infl uences student behavior; where a system is small students are 
more likely to think of leaving their country to seek higher educational opportunities 
in a foreign country.  

2.2.9     Rise of Market Ideology 

 While the 1980s was a relatively good time for most higher education systems, it 
was also the era when the expenses of the welfare state began to radically exceed the 
revenues routinely collected by the state. Whereas one option was to raise taxes, a 
contrasting approach of shrinking the state role in the provision of services was 
forcefully articulated particularly in the UK by Margaret Thatcher and in the U.S. by 
Ronald Reagan. Rather that have the state provide for services, this approach argued 
that the private sector could do a better job. Or alternately the use of vouchers or the 
introduction of choice would create market-like pressure and thereby improve 
the effi ciency and effectiveness of public services. Higher education was one of 
the services most severely hit as this market approach was converted into policies.  

2.2.10     Decline in Public Funding for Higher Education 

 While education continued to be valued, it came to be perceived as expensive. Also 
images of the good life on university campuses were circulated highlighting the 
consumer goods side of education. Economists sometimes argued that the private 
returns of higher education were now exceeding the public returns. Thus particu-
larly in the Anglophone countries public support for higher education was slashed. 
In several of the Asian settings, a more gradual approach of converting national 
universities into public corporations was launched; while this reform was intended 
to encourage a market-like signal for the affected institutions of higher education, 
it did not lead to a signifi cant fi nancial cutback (Table     2.4 ).

2.2.11        Knowledge Production/Competition 

 One indicator of the prominence of an academic system is the extent to which it 
contributes to the international body of knowledge through the medium of refereed 
academic articles (Chapman et al.  2010 ). Large systems such as the U.S. system 
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might be expected to contribute a greater share. Indeed as illustrated in Table  2.5  in 
1990 and down to the present the U.S. is the world’s greatest contributor, though 
over the 1990–2005 period the U.S.’s relative share has decreased, and that of some 
other systems, notably Korea and Brazil, have increased. Increases in academic 
research productivity tend to be accompanied by increases in international research 
collaboration and publications.

   Table 2.5    Relative country shares of the world total of scientifi c articles, 1990 to 2007   

 Country 

 1990  2000  2007  % change in 
world share 
1990–2007  Articles 

 World 
share %  Articles 

 World 
share %  Articles 

 World 
share % 

 World Total  508,795  100.0  632,781  100.0  758,142  100.0 
 Mexico  1,038  .2  2,950  .5  4,223  .6  173.0 
 Brazil  2,374  .5  6,195  1.0  11,885  1.6  236.0 
 Korea  1,170  .2  9,386  1.5  18,467  2.4  959.3 
 Hong Kong  995  .2  4,914  .8  7,127  1.1  510.0 
 Australia  10,664  2.1  14,700  2.3  17,831  2.4  12.2 
 UK  39,069  7.7  49,485  7.8  47,121  6.2  −19.1 
 Japan  38,570  7.6  55,413  8.8  52,896  7.0  −8.0 
 US  191,559  37.6  196,221  31.0  209,695  27.7  −26.5 
 Germany  32,295  6.3  43,440  6.9  44.408  5.9  −7.7 
 Netherlands  10,176  2.0  12,330  1.9  14,210  1.9  −6.3 

   Source : NSB ( 2010 ), p. 5–14. The articles included in this table are those listed in the Science 
Citation Index and the Social Science Citation Index. Where the authors of an article are from two 
or more countries, fractions are used to indicate country attribution  

    Table 2.4    Public expenditure per pupil as % of GDP per capita, tertiary level   

 System 

 Year 

 1995  2005  2007 

 Mexico  57.8  39.0  38.0 
 Brazil  109.8  35.0  29.6 
 Korea  5.6  8.7  9.0 
 Hong Kong  66.2  59.7  38.5 
 Australia  28  21.5  20.2 
 UK  39.2  31.6  24.3 
 Japan  13.7  19.2  20.1 
 U.S.  24.0  23.1  21.7 
 Germany  39.6  n.d.  n.d. 
 Netherlands  45.8  42.4  40.0 

W.K. Cummings
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2.2.12        Language of Instruction 

 English is often considered the international language of academic communication. 
Several of the CAP nations use English as the language of instruction (the U.S., 
the UK, Hong Kong, and Australia). In Hong Kong, where most of the population 
uses Chinese in the home, English is the main medium of instruction in university 
education. English is also relatively prominent in the Netherlands academy. In contrast 
are several countries that have instructional languages unique to their country: 
Germany uses German, Japan uses Japanese, Korea uses Korean. Mexico uses 
Spanish and Brazil uses Portuguese.  

2.2.13     Regionalism 

 All ten of the countries were participants in one of the major socioeconomic 
organizations promoting regional ties (the European Union in Europe, NAFTA in 
North America, Mercosur in Latin America, and ASEAN and APEC in Asia). 
Of these regional associations, the EU has placed the most emphasis on higher 
education notably through its promotion of student mobility and its funds to support 
cross- border research projects. Perhaps Asia is second in terms of promoting 
regional ties.   

2.3     Teaching-Research Balance 

 Teaching and research constitute the core work of the academy, and most academics 
devote some of their time to both of these activities. Historically universities 
modeled after the German university (as in Japan and Israel) placed a greater 
emphasis on basic research, those modeled after the U.S. land grant model stressed 
applied research, and those modeled after the English university (e.g. throughout 
the former British empire) placed more emphasis on teaching. 

 The Carnegie survey and the CAP survey captured the baseline orientation by 
asking respondents whether their “interests lie primarily in teaching or in research” 
as reported in Table  2.6 . This data invites more than one interpretation depending on 
whether the middle two categories or the teaching versus research categories are the 
focus. In all countries, the majority of academics for both time periods select the 
middle two categories. But if one focuses on the percentages inclined or somewhat 
inclined to teaching, a different interpretation is possible: that is, in all countries the 
proportions selecting primarily in teaching or inclined to teaching is less in 2007 
than in 1992.

   However, distinct from what professors want to do is what they actually do in 
response to the needs of their workplace. Table  2.7  reports by country the average 
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number of hours academics devote to teaching (when classes are in session) in 1992 
and 2007. The average load ranges from 16.4 to 23.1 h in 1992 and from 12.3 to 
21.6 in 2007. In four of the countries, the average teaching load has increased 
between 1992 and 2007 (US, Japan, Hong Kong, Mexico), and in fi ve it has 
decreased (Germany, UK, Korea, Brazil, Australia).

   So for half of the countries there is a widening divergence between what academics 
are inclined to do and what they actually do. What accounts for these complicated 
trends? Table  2.8  identifi es several of the contextual factors that are most likely to 
be infl uencing the teaching research balance- e.g. the partial retreat in public funding 
of higher education so institutions of higher education (and academics) place an 
increased reliance on tuition, technological advances have infl uenced the delivery of 
teaching, the size of the adolescent population may have declined creating pressure 
to improve teaching in order to attract students, those entering the profession are 
more likely to have received advanced training in research so they are more inclined 
to spend their time on research.

2.4        Continuity or Change in Teaching Load 

 Working from the estimates in Table  2.8  we sought to develop an aggregate 
prediction of the teaching load level in 1992 and the 2007/1992 change for the nine 
focal countries (for which information is available). If for a particular condition a 

   Table 2.7    Average hours per week devoted to teaching by country 1992 and 2007   

 Country  DE  UK  US  JP  KR  HK  AUS  BRZ  MX 

 2007  12.3  15  21.6  21.8  21.4  19.9  17.6  18.9  21.5 
 1992  16.4  21.3  18.7  19.7  23.1  19.0  21.8  21.9  16.9 

   Source : Carnegie and CAP Surveys  

   Table 2.6    Academic preferences: do your interests lie primarily in teaching or in research?   

  2007 / Country   DE  UK  US  JP  KR  HK  AU  BRZ  MX 
 Primarily teaching  10  10  24  6  3  9  7  8  20 
 In both but leaning towards teaching  18  27  34  23  29  28  23  42  37 
 In both but leaning towards research  40  37  34  57  61  52  40  42  33 
 Primarily research  32  26  9  14  7  11  29  7  5 
  1992 / Country  
 Primarily teaching  8  12  27  4  5  11  13  20  14 
 In both but leaning towards teaching  27  32  36  24  40  35  35  42  45 
 In both but leaning towards research  47  40  30  55  50  46  43  36  37 
 Primarily research  19  15  7  17  6  8  9  3  4 

   Source : Carnegie and CAP Surveys  

W.K. Cummings
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country received a high estimate it was given a score of 1; if a moderate estimate 
then a score of .5; and if a low estimate then a score of 0. This scoring procedure was 
repeated for all of the conditions and then the several scores were added up to get an 
aggregate conditions value. The same procedure was followed to obtain a drivers 
value. The outcomes of these two procedures are summarized in Table  2.9 .

2.4.1       CAP Indicator of Teaching Load 

 Now let’s compare these predictions with the CAP fi ndings on the number of hours 
devoted to teaching in the start off year of 1992. Korea and Australia receive 
relatively high scores in both distributions and Germany receives low scores. 
The six other countries lie in the intermediate zone for both distributions. 

 Concerning change both our driver scores and the actual 1992–2007 change in 
teaching hours are congruent in the cases of the U.S., Japan, Hong Kong, Mexico, 
and Germany. However, whereas our analysis of drivers predicted stability in the 
teaching load for Korea and the UK, the actual direction of change was negative; 
higher education in both of these countries has been under considerable policy 
pressure to increase research productivity, a driver that we have perhaps insuffi -
ciently recognized.  

2.4.2     Internationalization 

 Academics work in institutions that are primarily situated in particular nations. 
Much of their work contributes to the welfare of these nations, but aspects of their 
work may reach beyond national borders. Constructed interrelations of the national, 
international, and global purposes and content of higher education have been 
shifting throughout history—depending on the socio-economic and political context. 

  Table 2.9    Relative aggregate 
strength of contextual factors 
for teaching load  

 Country  Conditions  Drivers 

 Mexico  2.5  2 
 Brazil  3  2.5 
 Korea  3.5  2 
 Hong Kong  2  2.5 
 Australia  3  3.5 
 UK  3  1.5 
 Japan  2.5  2 
 U.S.  2.5+  3.5 
 Germany  1.5  3 

W.K. Cummings
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Kerr ( 1990 ) argued that for the most part the modern history of higher education is 
driven by two laws—one of internationalization of learning and the other of 
nationalization of purposes. Scott ( 1998 ) proposes that, in the age of globalization, 
higher education is increasingly locked in national contexts yet it has the potential 
of resurrecting (albeit on different terms) its international associations and networks. 
Focusing on the academic profession, this chapter considers the internationalization 
of the academic profession as the shift in academic work that takes place in national 
systems and their constituent institutions on a continuum from a primarily national 
focus to a more borderless or international focus. This shift can be manifest in many 
aspects of academic work, i.e. the increase in the international mobility of students, 
the increase in the international content of courses, the increase in the cross-border 
collaboration of researchers and institutions.  

2.4.3     Stability and Change in the Context 

 We turn next to look at some aspects of the recent supposed advance of internation-
alization. To what extent has Internationalization intensifi ed over the past 15 years? 
What might be promoting or deterring change? Table  2.10  outlines our best judgments 
on the relative position of the ten higher education systems in terms of a select 
group of conditions and drivers that are believed to infl uence internationalization. 4  
In the following discussion, we review the likely relation of each of the identifi ed 
conditions and drivers to the internationalization trend.

2.5         Continuity or Change in Internationalization 

 Working from the estimates in Table  2.10  we sought to develop an aggregate 
prediction of the internationalization level of the ten focal countries. We undertook 
the same scoring procedure as in the preceding section. The same procedure was 
followed to obtain a drivers value. The outcome of this procedure is summarized 
in Table  2.11 .

   The implication of these computations is that Hong Kong and the Netherlands 
with Conditions scores of 3+ will have the highest baseline values for various 
indicators of Internationalization while Japan, the US, Mexico, and Brazil will have 
the lowest baseline values. Concerning post-1992 change, the implication is that 
Hong Kong will have the greatest change followed by Korea and Mexico. 

4   The selection of particular contextual factors and drivers depends on the analytical topic; for 
example an analysis of managerial practices might place greater emphasis on the ideology of 
public versus private good or the ideology of social equity versus elitism. 
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2.5.1     CAP Indicators of Internationalization 

 Now let’s compare these predictions with the CAP fi ndings. Internationalization has 
been a major focus of the CAP project and was featured rather prominently in the 
CAP questionnaire. Some of these same items were asked in 1992, e.g. about 
international recruiting and international collaboration. So CAP enables a true test 
of the extent of change for the ten countries that participated in both studies. 

 First we will consider the extent of international collaboration as reported in 
Table  2.12  above. The pattern is exactly as predicted. Hong Kong and the 
Netherlands, as predicted, are the two countries in 1992 with the highest levels of 
international collaboration, Australia closely follows with Mexico and the US having 
moderate levels, and Brazil and Japan have the lowest levels; Korea has a somewhat 
lower level than expected. Concerning driven change between 1992 and 2007, 
the prediction is for Hong Kong and Korea to experience the greatest change but 
neither of these countries experienced much change. In contrast, the UK unexpectedly 

  Table 2.11    Relative 
aggregate strength of 
contextual factors  

 Country  Conditions  Drivers 

 Mexico  1.5  2 
 Brazil  1.5  1.75 
 Korea  2.5  3.5 
 Hong Kong  3+  4.5 
 Australia  2.5  1 
 UK  2  2 
 Japan  1.5  .5 
 U.S.  1.5  .5 
 Germany  2.5  .5 
 Netherlands  4+  2 

   Table 2.12    Percent of 
academics who indicate they 
collaborate with foreign 
partners in research  

 % that collaborate 

 1992  2007 

 Mexico  39.9  34.6 
 Brazil  24.2  28.4 
 Korea  25.1  29.5 
 Hong Kong, China  65.0  60.2 
 Australia  57.0  59.3 
 UK  43.1  61.4 
 Japan  28.5  23.8 
 U.S.  39.1  33.3 
 Germany  55.0  50.0 
 Netherlands  74.3  62.9 

   Sources : Carnegie survey (question 65a) and CAP survey 
(question D1)  
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experienced the greatest positive shift in international collaboration. So we might 
say that the factors favoring continuity (and the model emphasizing conditions) 
have outweighed those favoring change in so far as the frequency of international 
collaboration is concerned.

   Turning to international recruitment as illustrated in Table  2.13 , again we fi nd as 
predicted from the aggregate scores on conditions that Hong Kong stands out in 
1992 in terms of international recruitment as does Australia and Korea. Japan has a 
relatively closed market as surprisingly does the Netherlands. But turning to change, 
the aggregate scores model predicts that Hong Kong will have the highest increase 
in openness; however, in actuality the greatest shift towards openness is found in 
Mexico and the Netherlands followed by the UK. As was the case with international 
collaboration, the driver scores are not good predictors of what changed from 
this baseline. So concerning the internationalization trend, conditions seem most 
important while the drivers have inconsistent impact.

2.5.2        Declining Loyalty 

 How sensitive are academics to changes in the physical, socioeconomic, and political 
dimensions of their workplace? In a previous section, we noted that a majority of 
the academy believe that the physical aspects of their workplace are relatively 
attractive and nearly as many suggest there may have been some improvements over 
the past 15 years. But when it comes to institutional decision-making, the majority 
feel that they have little infl uence, especially concerning decisions on institutional 

   Table 2.13    Percent reporting difference between country of training and employment   

 1992  2007 

 Country of 
degree and 
employment 
differ 1992 

 Country of 
doctoral degree 
and employment 
differ 1992 

 Country of 
fi rst degree and 
employment 
differ 2007 

 Country of 
doctoral degree 
and employment 
differ 2007 

 Mexico  10  7  9  41 
 Brazil  13  n.d.  2  13 
 Korea  31  31  1  42 
 Hong Kong, China  68  84  56  72 
 Australia  32  33  35  26 
 UK  6  7  43  15 
 Japan  7  7  15  5 
 U.S.  7  11  14  6 
 Germany  4  4  8  11 
 Netherlands  5  5  44  14 

   Sources : Carnegie survey (question 3C) and CAP survey (questions F9, A1) 
 n.a. stands for “no data available.”  

W.K. Cummings
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level issues. And when the focus shifts to salaries, academics are acutely aware that 
their take-home pay and job security have declined in recent years (Gappa et al. 
 2007 ). Does this sense of powerlessness and deprivation impact the way academics 
order their priorities and go about their work? 

 Albert Hirschman ( 1970 ) once argued that individuals have three distinctive 
options when they encounter shortcomings or obstacles in an organization or social 
group with which they are engaged. They can suspend their reservations about 
current developments, trusting in the wisdom of current leaders to identify and rectify 
the shortcomings. They can voice their concerns in the hopes that the group will 
listen and attempt improvements. Or they can decide there is little hope for improve-
ment and thus the best solution is an early exit. We suggest here that a substantial 
number of academics, in response to their sense of increased powerlessness and 
deprivation, are inclined to the exit option. 

 One of the most striking fi ndings of the CAP survey is the strong sense of 
commitment that academics express towards their academic disciplines both in 
1992 and 2007 (see Table  2.14 ). But they express a sharp decline in their loyalty to 
their employing institutions over this same 15 year period. What accounts for this 
drop? Table  2.15  presents our interpretation of the key factors behind this shift:

    It has been argued that the 1980s through the early 1990s was a golden era for the 
academy. The norm of shared governance was widely accepted. Student enrollments 
were steadily increasing and the level of college preparedness of the incoming 
students remained satisfactory. Political leaders believed that higher education was 
primarily a public good, and in most national settings public funding for higher 
education was keeping ahead of infl ation. 

 But since that time conditions have deteriorated in many of the advanced countries 
(as well as in many poor countries, especially in Africa). The experienced changes 

    Table 2.14    Percent of academics who indicate that their affi liation with their institution is 
important   

 % who say institutional 
affi liation is important 

 1992  2007 

 Mexico  94  93 
 Brazil  96  79 
 Korea  97  74 
 Hong Kong, China  78  60 
 Australia  74  50 
 UK  84  38 
 Japan  80  63 
 US  90  61 
 Germany  34  51 
 Netherlands  Nd  50 

   Sources : Carnegie survey (question B4) and CAP survey (question 17)  

2 The Conditions of Continuity and the Drivers of Change
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are internal to higher education. In several of the advanced systems, the CAP survey 
found that faculty power is down and managers are perceived as less communicative. 
Students are not as well prepared as they used to be, but they are more demanding—in 
several systems their demands are linked to the fact that they now pay tuition. So work 
is tougher and less satisfying. And these internal realities contribute to a decline in 
loyalty. Behind these internal changes are several external factors. 

 As with the two other themes, we present in Table  2.16  our calculus for  estimating 
the impact of the 1992 start off condition and the 1992–2007 drivers. In 1992 loyalty 
was high in most of the CAP countries and similarly was predicted to be high by our 
calculus of the relevant conditions. Concerning the impact of drivers, our calculus 
predicts a substantial drop in loyalty in every country excepting Mexico and Brazil, 
and excepting Germany the prediction is congruent with the fi ndings.

2.6         Conclusion 

2.6.1     What Constitutes Change? 

 Our analysis focused on three issues, and each had a different pattern of change. 
So what constitutes change?  

2.6.2     Percentage Difference as Change 

 The most commonly reported indicator of change in the CAP project has been a 
comparison of the percent who share a belief or manifest a behavior in 2007 compared 
to the percent in 1992. This can be called the percentage difference or percentage 
gain score. The argument we presented on institutional loyalty is a good example. 
In 1992 for most countries roughly eight out of ten respondents indicated that they 

  Table 2.16    Relative strength 
of contextual factors 
for loyalty  

 Country  Conditions  Drivers 

 Mexico  2.5  .5 
 Brazil  2.5  .75 
 Korea  2  3 
 Hong Kong  3  2.5 
 Australia  3  4 
 UK  3  5 
 Japan  3  2.5 
 U.S.  3  3.5 
 Germany  3  1.5 
 Netherlands  3  1.5 

2 The Conditions of Continuity and the Drivers of Change
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felt a strong sense of affi liation with their institution (see Table  2.14 ). But in 2007 
the percentages were dramatically down for most advanced countries while stable 
for the emerging countries. We argued that the change is primarily a refl ection of 
external drivers.  

2.6.3     Quantitative Difference as Change 

 A variation on the above is what might be called numerical or quantitative 
differences and is illustrated by the incidence of international collaboration. Table  2.12  
shows for most countries that the percentages engaging in international collaboration 
are very similar in 1992 and 2007. For example the respective percentages for 
Germany are 55 and 50; for Brazil they are 24.2 and 28.4. So from the perspective 
of percentage differences, one might say there has been little change. However, over 
this 15 year period the Brazilian academic profession has expanded by nearly 250 % 
(see Table  2.3 ) whereas the size of the German academy has experienced little 
growth. So despite the absence of a percentage change, the number of Brazilians 
engaged in international collaboration has dramatically increased. Thus the question 
arises: do we consider both percentage differences and quantitative differences 
as change?  

2.6.4     Flip-Flop in Relative Position as Change 

 Yet another way to approach change is to compare the national rankings for a 
particular variable at two points in time. For example, As illustrated in    Table  2.4  the 
average number of hours that scholars devote to teaching per week has increased in 
about half of the countries and decreased in the other half. Most notable are the US 
where the increase is considerable and Korea where the decrease is also substantial. 
This is an example of change where both the average percentages and quantities 
have not changed much but the situations of particular counties have been signifi -
cantly reshuffl ed. 

 In sum, it is important in mounting arguments about change to be clear about 
what is considered change and what is considered continuity.  

2.6.5     What Is Context? 

 Our second concern has been with the meaning of the term context. We proposed 
two elaborations of this concept. First we proposed that context includes both those 
factors that promote change (drivers) and those factors that promote continuity 
(conditions). The initial Cap design minimized the role of conditions, but it is our 
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suggestion that many facets of academic life including specifi cally internationalization 
cannot be understood without balanced attention to both continuity and change. 

 Finally we have suggested that context consists both of factors that are external 
to academic systems (the usual understanding of context) and of factors that are 
Internal to these systems. A particular example is the new managerial practices in 
many systems that create friction with classical commitments to the norms of shared 
governance and academic freedom. These perceived violations of acceptable behavior 
by actors within the higher educational system go a long way towards explaining the 
dramatic decline in the loyalty of academics to their institutions. 

 Our analysis has identifi ed a substantial host of contextual factors that are 
presented in the respective Tables  2.1 ,  2.8 , and  2.10 . While there is no need to repeat 
these lists, it is worthwhile noting the exceptional salience of several of these 
factors:

 –    higher education as a public good—a fi rmly established value through the 80s;  
 –   higher education as a private good—a belief that became increasingly pervasive 

from the mid-80s, and helps to account for many of the 1992–2007 changes 
discussed in this analysis;  

 –   the increasing reliance on market signals for the coordination of higher education;  
 –   the pressures of massifi cation;  
 –   the demand of relevance;  
 –   system scale, especially as it infl uences the availability of domestic colleagueship;  
 –   the language of instruction, with the contrast between systems that use English 

as contrasted to other languages.         
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    Chapter 3   
 Coping with the Crisis: Academic Work 
and Changes in Greek Higher Education 

             Antigoni     Papadimitriou    

3.1            Introduction 

 Greek public universities operate in a legalistic environment and under a plethora 
of  laws and regulations established by a highly politicized state bureaucracy. 
Universities are entitled to fi nancial support from the state and they operate based 
on laws related to their organization. Reforms over the last decade refl ect an effort 
by the state to regulate the quality and effectiveness of Greek public universities. In 
September 2011, the new higher education law (4009/2011) introduced substantial 
changes to the structure of the universities. Since its introduction several newspa-
pers wrote against this new law, few professors supported the new law, and several 
universities have formed committees to study the constitutionality of the new law 
before they take any action. Change in Greek higher education is checkmated. 

 Concurrent with the introduction of these new, higher education quality assur-
ance laws, the austere economic crisis and the current political unrest in Greece are 
perceived to affect academic work. Altbach and Chait ( 2001 ) stated that the work of 
academics is affected by major global trends evident in universities; namely, 
accountability, massifi cation, managerial controls, and worsening fi nancial support. 
Enders ( 2006 ) suggested the infl uence of state laws and the political system should 
not be ignored when studying the academic profession. Welch ( 2005 ) observed that 
there seems to be a demand to do more with less resources and thus academics 
experience diffi culty in meeting multiple research, teaching, and administrative 
responsibilities. Papadimitriou ( 2011 ) also observes for the Greek case that the 
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Ministry of Education requires universities and their academics to do more with 
less. Finally yet importantly, other authors (Fanghanel  2012 ; Musselin  2007 ) noted 
that the nature of academic work has changed signifi cantly. 

 Understanding contemporary changes in academic work requires systematic 
empirical studies. Albach’s ( 1996 ) research demonstrated large differences in the 
way faculty members spend their working time in several research universities in 
different countries. Enders and Teichler ( 1997 ) indicated cross-national differences 
in the allocation of time in research universities as well. Recently, the study of 
Bentley and Kyvik ( 2012 ) provided information on working time patterns across 
research universities in 13 countries (2007–2008). Most of these recent empirical 
studies do not include the Greek case except for demographic, and salary data. 
Tsaoussis ( 2001 ) provided information about the status and terms of employment of 
Greek academics for an earlier period (2001) by explaining policies and regulations. 
Additionally, Stamelo and Papadiamantaki ( 2004 ) presented work in a similar vein 
(using laws and regulations) to report the Greek situation in relation to the interna-
tional attractiveness of the academic workplace in Europe. 

 The objective of this chapter is to present changes in academic work in Greece, 
as derived from the laws and discuss challenges that academics face resulting from 
higher education laws and the economic crisis. The data consists of documents and 
interviews with academics from 16 disciplines in one large university (N = 23). 
Additionally, as many higher education systems are under some fi nancial stress, we 
hope that a look at the Greek situation will provide a possible window for under-
standing what could happen elsewhere.  

3.2     The Greek Context 

3.2.1     Institutions and Staff 

 The Greek higher education system comprises two sectors (Law 2916/2001): The 
university sector, which consists of 23 universities (including the Open University – 
online) and the technological sector, which consists of 16 Technological Education 
Institutions (TEIs). Both sectors are nationalized and centralized. This chapter cov-
ers areas related only to public universities. Constitutionally, universities are auton-
omous institutions; however, their mission is uniformly determined by the law. The 
original governmental laws establishing the organization and operation of the uni-
versities were not amended until the late 1970s. In 1982, an effort was made to bring 
university education up to date in Greece by Parliament’s passage of new legislation 
(Frame-law 1268/1982). Karmas et al. ( 1988 , p. 264) stated “the year 1982 will 
remain a historical landmark for university education because Greece abandoned a 
model of university government based on Central European experiences and prac-
tices of the past, which had remained in operation for over 50 years”. This law 
accounts for the major and most signifi cant reform in Greek higher education 
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since 1932. I have to mention that the fi rst “Hellenic University of Otto” was 
founded in Athens in 1837. A signifi cant number of laws have followed since 1982, 
with partial improvements and supplements to the frame-law 1268/82 entitled “The 
Structure and Operation of Higher Education Institutions.” 

 According to Greek legislation, university personnel consists of the following 
three major categories: (1) the academic staff (academics or faculty members), 
(2) the technical and laboratory staff, and (3) the administrative staff. 

 More specifi cally, the academics consist of the following categories:

    1.    The main teaching staff faculty members (professors, associate professors, assis-
tant professors, and lecturers) all hold PhDs. Academics are comprised of per-
sons who hold doctoral degrees and are members of the so-called Teaching and 
Research Faculty (DEP).   

   2.    Adjunct and visiting teaching staff (who normally have a PhD but collaborate 
with the university on a temporary and contractual basis).   

   3.    Special teaching staff and research associates (mostly without a PhD degree, 
teaching special subjects and having permanent positions).     

 Only the members of the two upper levels of academics: professors and asso-
ciate professors are elected in permanent (tenure) positions. To safeguard aca-
demic freedom, university academics are public functionaries who may not be 
dismissed before the expiry of the term of their employment, save under very 
special circumstances. 

 The Greek university organization was defi ned by Frame-law 1268/82 and stipu-
lated four distinct levels of internal academic structure: Institution, School, 
Department, and Division. The basic unit in the university’s inner structure is the 
department. Departments correspond to an area of knowledge (discipline). They 
award degrees and they are also the academic units to which the positions of the 
main teaching personnel belong (academics). The Departments have full autonomy 
in the election of their academic staff at all levels; however, the Ministry of Education 
determines the number of positions to be fi lled each year and checks the legality of 
the staff selection processes. Departments are divided into divisions or sectors cor-
responding to smaller and distinct parts of the major scientifi c disciplines of the 
department, provided the department’s discipline area is adequately broad and 
the department’s faculty is suffi ciently large. The teaching and research activities of 
a department or a division/sector may be grouped and concentrated in even smaller 
operational units, the so called laboratories (or clinics, in the case of medicine). 
Departments covering related discipline areas may constitute a School, which has 
mainly coordinating responsibilities to its departments. Not all universities in 
Greece are organized in similar ways; some do not have schools or research insti-
tutes or departments. 

 Each academic unit has its own leadership and decision-making structure. There 
is a hierarchical relation between the four levels of academic structure concerning 
leadership and decision-making, with the institution situated at the top and with the 
division situated at the base (see Table  3.1 ).

3 Coping with the Crisis: Academic Work and Changes in Greek Higher Education
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   The fi nal authority for setting up new academic units and for renaming, 
merging, splitting or closing down existing academic units belongs to the 
Ministry of Education. The number of new students enrolled in each university 
and department is predetermined by the Ministry of Education through the Pan-
Hellenic examinations.  

3.2.2     Academics’ Work and Tasks as Derived from the Law 

 Academic activities and precise tasks regulated by the law (1268/82) require 
teaching, research, and administration. Respectively, professors, associates, 
assistants, and lecturers are required to teach a minimum 6 h per week, partici-
pate in research (basic and applied), supervise undergraduates (capstones if 
any), including master’s and doctoral theses as well. Additionally, they must 
participate in conferences, research seminars, and projects. Concerning admin-
istrative work (services/activities) they have to participate in decision making 
processes as board members and are also required to serve in electoral bodies 
and as members of the recommendation committee. Also common across all 
universities is the tenure and promotion process (see details in Tsaoussis  2001 ). 
The new law (4009/2011), to be covered later, may bring sweeping changes to 
all the above mentioned duties – stated or implied – but in the Greek case, these 
changes may never be implemented.  

3.2.3     Quality Assurance in Greece 

 Only as recently as 2005, the Greek Government established a national system for 
quality assurance in higher education. The Greek National Reports provided for the 
Bologna ministers’ meetings in 2003 and 2005 declared that the framework for 

   Table 3.1    The structure of leadership and decision-making in Greek universities   

 Authority 

 Academic level 

 Institution  School  Department  Division 

 Governance leadership  Rector 
(+vice rectors) 

 Dean  Head 
(+deputy head) 

 Director 

 Decision-making 
(superior/major) 

 Senate  General 
assembly 

 General assembly  Assembly 

 Decision-making 
(inferior/minor) 

 Rector’s board  Dean’s board  Governing 
council 

 Executive  Rectorate council  Dean’s board  Governing 
council 
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operating a National System for Quality Assurance in higher education was under 
consultation before the Greek Parliament. This framework was submitted to the 
Greek Parliament for discussion, following the Bergen meeting on May 30, 2005. 
Then, the law was passed on July 10, 2005 and was published on August 2, 2005 
(Law 3374/2005, Greek Government paper issues, FEK 189/2005). 

 Quality assurance (QA), notably as evaluation, had debatable meaning (at least 
until 2009) within the universities in Greece except in the Open University where 
the quality assurance system was fully applied (Papadimitriou  2011 ). The quality 
assurance policy change (development) was one of the most hotly debated issues 
among higher education policy makers in many EU countries (Papadimitriou 
 2011 ). Until 2006, the quality assurance law in Greece was inactive. The Ministry 
of Education stated that the quality assurance process would begin in 2007 
(YPEPTH  2007 : 12). Stamoulas ( 2006 , p. 437) noted that “stakeholders were vis-
cerally opposed in their particular ideas for the structure, scope, operation and the 
results of the evaluation“. Asderaki ( 2009 , p. 112) observing “evaluation has never 
been an easy subject to tackle”. Asderaki ( 2009 , p. 113) noted that “in the early 
1990s an attempt was made to introduce institutional or departmental evaluation 
(article 24 Law 2083/1992, 21.09.1992)”. Papadimitriou’s ( 2011 ) study illustrated 
the complexity of the adoption of quality management by the academics and the 
introduction and implementation of policy related to quality. Papadimitriou ( 2011 , 
p. 271) stated “[the data] indicates that the quality assurance law (3374/2005) was 
adopted mainly due to mimetic pressure from other European countries (through 
the Bologna Process)”. 

 According to the QA law, the Greek national QA system is composed of two 
levels: internal assessments and external evaluation and review process. 
Additionally, a single National Agency in charge of QA namely Hellenic Quality 
Assurance Agency for Higher Education (ADIP), established in 2007, is an 
essential feature of the Greek higher education system. The QA system and 
assessment established in Greece aspired to support universities in their efforts 
to improve continuously on quality development and to advise the government 
on the necessary actions and policies to be taken to achieve that end. At the same 
time, it aimed to improve transparency, comparability, and accountability of the 
Greek higher education system. Therefore, the Greek QA system and assessment 
does not contain accreditation characteristics, nor does it aim to rank or grade the 
Greek higher education institutions. Additionally, ADIP does not have authority 
to impose any penalties or rewards. However, from September 2011, universities 
were required to operate under the newest law, 4009/2011, “Structure, function, 
quality assurance of studies and internationalization of higher education institu-
tions” (Law, 4009/2011, Greek Government paper issues, FEK A’ 195/6.9.2011). 
This new law, for the fi rst time, includes an accreditation process. Article 64 of 
the 4009/2011 law announced that the Quality Assurance Agency for Higher 
Education would change its name to become the “Hellenic Quality Assurance 
and Accreditation Agency”. Additionally, it covers 10 articles with details on 
ADIP’s new role.  
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3.2.4     Quality Assurance and Academics’ Work 

 According to the QA law universities are encouraged to set up their own internal 
QA mechanisms to provide a sound basis for external evaluation. The aim is to 
combine effectively institutional autonomy and accountability within the national 
quality regulations framework. Each university has the right to independent 
decision- making and therefore is responsible for devising its own QA system for 
assessing the educational, administrative, and research functions, although gen-
eral provisions are provided by the QA law. Furthermore, academics, administra-
tion personnel, and students are viewed as the main participants and contributors 
to this process. Each university in Greece was required under this law to establish 
a QA unit (MODIP) to coordinate and support evaluation procedures. This unit 
was to be chaired by the university’s vice-rector and involved representatives of 
the academic and administrative staff. Additionally, each academic department 
was to appoint an internal evaluation committee (OMEA) responsible to collect 
data, documents, and information in order to develop the department’s self-
assessment report. 

 Papadimitriou ( 2011 ) discussed that “in Greece, for the moment (2009), it seems 
that one of the urgent challenges for the Greek Ministry of Education was to link the 
quality movement with rules and regulations and with the hope that these rules and 
regulations would be adopted by academia to culminate in the achievement of 
longer- term goals (performance improvement) by Greek higher education”.  

3.2.5     New Higher Education Law 4009/2011 

 The Law 4009/2011 named above introduced substantial changes to the structure 
of the higher education institutions with the intent to restructure the whole higher 
education system (universities and TEIs). This change is in the process of imple-
mentation. According to this law, there are three categories: professors, associate, 
and assistant professors, but no lecturers. This law permits academics to teach 
abroad for one semester; additionally, departments could invite academics for 
teaching from abroad. Courses could be taught in English. We think a well-deserved 
remark needs to be made about the academic promotions within this new law, 
which changed academic promotion so that it requires a report by a committee of 
two members, replacing the previous law that required three. In addition, the new 
law requires inclusion of one or two committee members from universities from 
abroad. It is also possible for the professor-candidate to self-nominate one member 
of the committee. Universities need to discuss and develop their organization. In 
this organization we could see changes concerning teaching, research, and ser-
vices. Rectors need to appoint deans, and several other issues remained unresolved 
as of December, 2012. 
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 Finally, the new government (coalition) in August 2012 passed another new 
law (4076/2012) in order to “help” the implementation of the 2011 law. Only as 
recently as November 2012, almost all academics had voted for new board 
members (by using e-voting). These new board members are professors who 
selected external board members and appointed the President of the university. 
Currently, almost all universities have board members and Presidents; thus, it 
remains to be seen whether changes will begin in 2013. As these new laws 
(4009/2001, 4076/2012) are not fully implemented they cannot have had much 
impact on the nature of academics work.  

3.2.6     Academics’ Salaries 

 The Ministry of Education directly controls the salaries of the academics and there 
are no differences within universities and disciplines. The amount covering salaries 
is infl exible in the sense that the salary of every employee of each university is 
determined by rank, years of service, and marital status in accordance with Law 
2530/97. Hence, universities have no autonomy in this regard. The basic monthly 
salaries of all ranks for teaching and research faculty members are derived from the 
basic salary of a lecturer through a set of multiplication factors: Lecturer: 1,00; 
Assistant Professor: 1,10; Associated professor: 1,30; Professors: 1,50. 

 Greek legislation allows universities and their academics to develop entrepreneur-
ial activities in both research and services. The Greek legislation encourages universi-
ties and their academics in such activities, as it provides them with a legal framework 
for fi nancial management that is much more fl exible than the one for state resources. 
Louloudis ( 2010 ) discussed that universities in Greece know that there are private 
funding sources; however, in practice, some Greek universities are “rich” and can 
access private funds, others are “poor” and remain “poor” because they cannot fi nd 
private sources. Private sources can be attracted through research projects and some-
times the sums involved are greater than the university’s regular public budget.   

3.3     Budget and Economic Crisis 

 All public universities in Greece are entitled to fi nancial support (Law 2083/92, 
2158/93, and 2327/95). The main sources of funding are the state budget and 
European funds. The Ministry of Economy and Finance, the Ministry of National 
Education and Religious Affairs, agree with the Conference of the Rectors of uni-
versities and the Presidents of TEIs on the amount of funds, the types of expenses 
(infrastructure, equipment, etc.) and the standards and guidelines for the 4-year 
planning of higher education institutions (YPEPTH  2007 : 3–4). Actually, the funds 
increased from 827 million  in 2004 to 1,036 million in 2007. In 2004–2005 the 
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22 Greek universities employed 9,048 academics, (2,558 female and 6,490 male): 
Professors 2,367; associate professors 2,289; assistant professors 2,442, and lectur-
ers 1,950. Data from the Ministry of Education shows that in this academic year, 
there were 364,045 registered undergraduate students (192,282 female), however, 
active undergraduate students were 192,913. Additionally there were 26,922 master 
students (15,124 female), and 22,314 doctoral (9,660 female). 

 ADIP’s  2011  (p. 29) annual report shows that the overall budget for the higher 
education in academic year 2008–2009 was 1,026,563,003 euro while the amount 
of 449,000,000 euro covered salaries for 10,430 academics. During this same 
period, there were 171,882 active students attending Greek universities. 

 On July 30, 2009, the Ministry of Education announced that the state budget will 
increase unless the economic problems are big. Regarding the period 2009–2012 
the Ministry of Education reported: “Operating expenses for the period 2009–2012, 
the regular budget will be 1 billion 70 million euro”. Infrastructure from the public 
investment budget, the amount for the same period allocated for universities will be 
494 million euro, for students’ care (food and dormitories) will be 126.5 million 
euro, and for text books will be 173 million euro. 

 On March 1, 2010 (FEK 258/B), (on paper) the higher education budget was 
229,670,000 euro. However, on October 11, 2010 due to the economic crisis in 
Greece, the Ministry of Education decided that the operation budget for the univer-
sities for the 2010 would decrease by 25,490,000 euro (229,670,000–25,490,000). 
During that same period there was about a 12 % decrease in academic salaries. 

 Data published by Greek Statistics show that the total number of teaching staff at 
Greek institutions of higher education declined from 2008/2009 to 2010/2011 by 
8 %. In contrast, as Table  3.2  shows, the total number of students increased during 
this period by 12 %.

   Table 3.2    Overview of academics and students   

 2008/2009  2009/2010  2010/2011 

 Academics  9,407  9,515  9,366 
 Adjuncts  3,024  2,739  1,953 
 Faculty member in other universities  1,204  1,460  1,359 
 Teaching staff members  878  823  724 
 Total teaching members  14,513  14,537  13,402 
 Total students (undergr. + grad. + doctoral)  429,224  452,301  480,655 
 Undergraduate active students  173,256  235,293  238,009 
 Total undergr. register students  375,517  378,935  397,309 
 Undergraduate completed  31,602  36,265  36,668 
 Graduate students  31,071  44,656  46,185 
 Masters completed  8,127  10,345  10,475 
 Doctoral students  22,636  28,710  37,161 
 PhD completed  1,892  2,009  2,101 

  Source: Based on data provided by the National Statistical Services in Greece (  www.statistics.gr    )  
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   As already pointed out, salaries decreased. Also the Government did not replace 
academics and other personnel who retired. The increase of student enrolment did 
not provide the opportunity of increasing staff numbers or their salaries, because no 
tuition fees have to be paid for undergraduate and for doctoral study. Universities 
can only charge tuition fees for master study. 

 Academics in Greece continue to produce and serve Greek universities by 
teaching, doing research and by providing administrative work. This can be 
illustrated by the increase of publications. Figure  3.1  shows the development 
of the number of publications of academics of the major universities from 
1996 to 2010.  

 In Greece, there is increasing demand by the universities and the government 
on academics to perform more effectively and effi ciently (QA law) while at the 
same time they are expected to operate under adverse conditions and decreased 
compensation. In several universities, we could see that institutionally, they do 
more with less faculty and income. The question here is, how do Greek academics 
cope with the economic crisis since the laws (higher education policy and quality 
assurance) now delineate their tasks? In the following section, I will try to answer 
that question.  

  Fig. 3.1    Number of publications for each university in Greece 1996–2010 ( Source :   http://
metrics.ekt.gr    )       
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3.4     Academics’ Perceptions and Concerns About Changes 
and Challenges in Their Work 

3.4.1     Methods and Data Collection 

 To investigate the factors contributing to Greek academic job satisfaction (or/and 
dissatisfaction) and academic work changes, I employed a small-scale study in one 
large university (N = 23) where I interviewed academics. 

 In order to learn about conditions of employment of academics (permanent staff), 
I developed a questionnaire with open ended and semi-structured questions. All 
interviews took place in May–June 2012. Besides demographic characteristics, I 
also asked questions about respondents’ academic rank, discipline, and years in 
academia. I asked academics three sets of questions concerning changes in teach-
ing, research, and services due to the quality assurance law, to the newest 4009/2011 
higher education policy, and due to the economic crisis. Additionally, I asked them 
to report the number of hours they typically spend per week across the above men-
tioned tasks (teaching, research, administrative services). I asked academics to 
report estimates for two separate time periods: during 2009 (before the crisis) and 
after 2010 (current situation). I also asked academics to report if they work outside 
of the university. As we saw above, professors can teach in other universities and it 
is also possible to work in a private profession (lawyer, doctor, engineer, etc.) while 
having a part-time academic position in the university. 

 The author also asked if they were satisfi ed with their working environment (yes-
no- neutral). And fi nally yet importantly, I asked them to report under the current 
circumstances about their motivation for quality work concerning teaching, research, 
and services. 

 Bentley and Kyvik ( 2012 , p. 533) stated that “given the professional autonomy 
academics have beyond teaching and administrative hours, self-reports seem appro-
priate when estimating typical working hours in academia” (for more information 
about methodological problems see Bentley and Kyvik  2012 ; Kyvik  2012 ). Also 
Kyvik ( 2012 , p. 5) noted that

  the methodology used in the surveys by Bentley and Kyvik ( 2012 ), has its limitations. In the 
fi rst three surveys, staff members were asked to estimate the approximate allocation of their 
time in the previous year, while in the latest survey they are asked about the current aca-
demic year. These surveys involved drawing on memories of working life in the past and 
such self-estimates of typical working hours are subject to errors or recall. 

   The same situation could arise in this survey as well; however, the author per-
ceives that academics under these diffi cult circumstances in Greece have clear 
memories about their working conditions before and after the economic crisis. 

 The demographic data of interviewees was wide ranging. The majority were male 
(18 of 23). Fifteen were professors, fi ve associate professors, and three assistant profes-
sors. Academics were employed in 16 different disciplines: Agriculture, Archaeology, 
Biochemistry, Biology, Chemistry, Dentistry, Economics, Engineering, English, 
Forestry, Geology, Law, Pharmacy, Physics, Political Science, and Primary Education. 
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 Professors worked at the university between 7 and 32 years (average 23.6 years 
of employment) and they reported working as a professor for 3–14 years (average 
9.3 years). Associate professors worked at the university between 10 and 28 years 
(average 22.4 years of employment) also reported that they worked in associate 
professorate rank between 4 and 15 years (average 8.8 years). Assistant professors 
worked at the university between 8 and 21 years (average 13 years of employment) 
also reported that they worked at the assistant professorate rank between 3 and 
10 years (average 5.3 years).  

3.4.2     Results 

3.4.2.1     Changes in the Way of Teaching 

 Concerning changes in the way of teaching due to quality assurance policy only two 
(one professor and one assistant professor) mentioned that they observed changes. 
One assistant professor noted: “yes I feel more responsible and I look [at] what 
students comment on in their evaluation, then I try to change the way of my teach-
ing”. The other 21 did not observe changes in their way of teaching. Several noted 
that they “always try to improve their way of teaching not because of the evaluation; 
however, they enjoy seeing students’ comments”. 

 All 23 did not report changes concerning the new law. Almost all noted “they 
wait to see what will be happen in the future when the law becomes fully 
implemented”. 

 Due to the economic crisis, 16 did not observe changes in their teaching approach 
while seven noted “yes”. Academics who observed changes in their teaching mostly 
belong in the disciplines that require laboratory and hands-on exercises. Retirement 
of supporting staff and budget cuts did affect supplies and the infrastructure; these 
created challenges in maintaining positive experiences in lab courses. One respon-
dent noted an inability to support his students with photocopies and another respon-
dent started to use the online repository to help students with extra resources. In 
diffi cult situations, it seems that new technologies provide a help. A professor of 
economics said, “yes, I am aggressive as I have to teach Public Economics to stu-
dents when politicians don’t listen” (the professor referred to politicians that intro-
duce changes without listening to professors in economics which suggests a different 
approach to escape from the crisis).  

3.4.2.2     Changes in Research 

 Only two academics noted changes in research due to the quality assurance law. 
They mentioned that the quality assurance law requires counting the number of 
articles citing their work; hence, professors need to look and select carefully where 
they will publish their research outcomes. They noted that now they are looking to 
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publish in highly selected quality journals. Other academics who reported no 
changes in their research commented: “I always wanted to publish in high quality 
journals” and “our department introduced high standards in research and publica-
tions before the evaluation law”. One professor was “very angry with the colleagues 
who expected the evaluation process to motivate them for high quality research and 
publications”. 

 Concerning changes in research due to the new higher education law, all the 
answers were negative. 

 Regarding changes in research due to the economic crisis, seven mentioned that 
until now the crisis did not affect their research; however, the majority of these 
respondents were from the social sciences and education where it is very common 
to do research without extra resources. Explanations from the 16 academics who 
said “yes” are stated as follows:

  “More work on proposal development (for research grants) vs. research per se. It is very 
hard to fi nd money.” 

 “It is very hard to fi nd resourses for excavations; I really don’t know what to do in the 
future.” 

 “These days we have to look for research money in private sources; that was not the case 
a few years ago." 

 “No resources for supplies- we try very hard at least to help our PhD students to com-
plete their experiments.” 

 “The problem is not only the money, we lost our trust abroad, even if we have the money 
to pay [for] materials and supplies the order process is very complicated and these enter-
prises require fi rstly to deposit the money and then deliver the materials.” 

 “The situation is hard as most of our research money [is] derived from our bonds; how-
ever, now we lost most of them due to PSI.” 

 “Hard to invite and cooperate with colleagues from abroad – now we need invitations 
and is not fair only to visit other universities without having money to invite them.” 

 “It is hard to participate in conferences as there is no money for that; previously we self- 
funded for conferences but now due to the crisis and salary cuts participation in a confer-
ence is a ‘luxury’.” 

3.4.2.3        Changes in Services 

 Fourteen academics reported no changes concerning administrative services due to 
quality assurance, while nine reported “yes”. Most of the latter were board members 
either in their department quality assurance committee or in the university QA unit. 
While all 23 academics pointed to changes in their services due to the higher educa-
tion law, 6 noted changes due to the economic crisis: “administrators retired without 
replacement”. 

 Table  3.3  presents an overview of the changes or not due to quality assurance 
law, to new higher education law and due to economic crisis. Accordingly most of 
the changes reported were due to the economic crisis and related to research. Fewer 
overall changes were reported as due to quality assurance law and no changes at all 
were due to the new higher education law.

A. Papadimitriou



53

3.4.2.4        Workload and Working Time Due to Economic Crisis 

 Interview data indicates that the average number of weekly hours these professors 
worked was 62.3 (average) before the crisis and 63.5 after the crisis. Data indicates 
that teaching hours increased a little, time used for administrative work increased 
somewhat and time related to research declined (see Fig.  3.2 ).  

 Associate professors seem to have worked less on average than the profes-
sors; however, the total number of hours per week have increased from 45 
 (average) to 49.6 post crisis period. Also in this category, data indicates that 
they used more time for teaching and services and their time for research slightly 
decreased. 

 Data from assistant professors also shows that they worked on average, more 
hours per week after crisis, from 54 to 58. However, in this situation data shows that 
assistant professors used most time for teaching and research in the after crisis 
period and less for services. Figure  3.3  presents the overall data.   

   Table 3.3    Academics’ task and changes overview   

 Changes due 
to QA law 

 Changes due 
to new HE law 

 Changes due to 
economic crisis 

 Academics’ tasks  Yes  No  Yes  No  Yes  No 
 Teaching  2  21  0  23  7  16 
 Research  2  21  0  23   16   7 
 Services   9   14  0  23  6  17 

  Source: Author’s survey  
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  Fig. 3.2    An overview of hours per week that academics reported pre and post economic crisis 
( Source : Author’s survey)       
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3.4.2.5     Working Outside of the University 

 Only fi ve academics currently work in their profession outside of the university; 
 however, all of them mentioned that they worked in their professions before the crisis.  

3.4.2.6     Satisfaction-Dissatisfaction and Motivation 

 Thirteen academics reported dissatisfaction with the working environment, eight 
found the working environment satisfactory, and two were neutral. Dissatisfi ed 
academics noted many problems in the infrastructure and administrative staff 
(due to retirement and not replacement) that it does not allow them to work prop-
erly. Satisfi ed professors simply noted they were satisfi ed and did not offer addi-
tional comments. 

 Motivational factors under these circumstances, even from academics, noted dis-
satisfaction with their working environment and frequently mentioned factors that 
refl ect self-motivation. Sources of motivation mostly reported a personal desire for 
research and respect in their profession. One professor said: “I am in love with my 
research and I want to be ok with my conscience”. Although the most common fac-
tor related to their motivation comes from their students and desire to teach. More 
precisely, they said: “need to respect our students and help them to complete their 
studies and to help our university to remain open”. Several also noted that in this 
diffi cult time “we need to show our patriotism” while some others said simply we 
work because we have “fi lotimo” (pride).    
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  Fig. 3.3    Overall view 
concerning working hours 
before and after the economic 
crisis ( Source : Author’s 
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3.5     Epilogue 

 Rules and regulations are a trademark concerning the operation of Greece’s 
higher education. This study’s perception is that it contributes to the understand-
ing of academic work in Greece in the context of the economic crisis as it affects 
higher education policy changes in which academics are working. Under such 
changing circumstances, this small study shows that professors, with more than 
25 years of work at this university, (also including associate and assistants pro-
fessors) work hard and perhaps more than other colleagues abroad in order to 
keep the university open and help students to complete their degree. Bentley and 
Kyvik’s ( 2012 ) study shows that full-time faculty at universities across the coun-
tries worked 48.4 h per week during the teaching semester. Perhaps this study 
can account for limitations and fi nd a paradox that professors worked 60 h per 
week. Perhaps a limitation could be that the author interviewed “work-alcoholic” 
academics. However, data from the Ministry of Education shows that during the 
academic year 2010–2011, this university had 39,805 active undergraduate stu-
dents, 5,322 graduate students and 4,583 doctoral students. Data also shows that 
during the 2009–2010 academic year 7,617 undergraduates, 1,288 graduate stu-
dents and 441 PhD students completed their studies. Also unique to this particu-
lar university, graduate students do not pay tuition. The number of students, as 
well as the number of publications is an attempt to explain that academics in 
Greek universities still maintain many hours for teaching, research, and services. 
When I asked academics if they felt any changes due to quality assurance policy, 
to new higher education law, and to the economic crisis, they mostly reported not 
feeling that many changes. However, when I asked them to count their working 
hours by activities (teaching, research, and services) before and after the eco-
nomic crisis, they suddenly began to realize how much they really were working. 
Some academics took for granted their duties because they never used a paper 
and pen to account for actual hours worked per duty. From their responses, it was 
clear to me that they had not expected that number of hours. Then the “moment 
of truth” came when I asked them about their motivation. It was very romantic to 
hear self-interest, pride, and patriotism. 

 Although these interviews took place in May 2012, the Greek government 
announced new austerity measures and salary cuts that began in January 2013. In 
order to be productive and effective, academics around the world expect and 
assume a relative stable and healthy professional environment. Without a stable 
economic and political environment, universities cannot effectively and effi -
ciently actualize a plan and operationalize it; therefore, all stakeholders’ interests 
are depreciated. Productivity is generally linked to satisfi ed staff that are confi -
dent of economic stability. Maslow’s hierarchy of needs speaks to the basic 
human psychological need for shelter, food, and water. Next step up is security, 
which includes employment, resources (income), and health. Academics cer-
tainly require these two levels before they can feel motivated to be productive 
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and creative. In the Greek case, distractions about the stability of an income are 
refl ected in several comments. One professor recently stated, “I am jealous as 
professors in other counties have both the political and fi nancial support by their 
Ministries; here in Greece we have a war with the Ministry and suspicion”. This 
instability signals that more changes are coming in Greek higher education. In this 
small study several professors noted patriotism as a motivation; however, if 
Maslow’s needs cannot be met at the lowest level, patriotism alone cannot suffi ce 
to meet basic human needs nor can patriotism provide resources suffi cient for 
effective and effi cient operation of the universities. Perhaps a national survey 
could provide suffi cient data to explain the Greek paradox: not only working for 
less but working for “nothing” or working because they have “fi lotimo”.     
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    Chapter 4   
 Changing Academic Identities in the Context 
of a Managerial University – Bridging 
the Duality Between Professions 
and Organizations 

 Evidence from the U.S. and Europe       

       Liudvika     Leisyte    

4.1           Introduction 

 In the past decades changes in occupations and service work in professional orga-
nizations has been in the center of attention of numerous contributions. The New 
Public Management oriented reforms driven by the value for money logic have 
infl uenced professional work in manifold ways in health care, accounting, law and 
education (de Bruijn  2010 ; Noordegraaf  2011 ). Reforms focusing on privatization, 
deregulation, and cutbacks have increasingly ‘drawn professional services into 
organizational settings’ (Pollitt  1993 ; Pollitt and Bouckaert  2000 ; Morrell  2006 ). 
In the higher education sector these reforms have been pronounced since 1990s 
(Braun and Merrien  1999 ). They have centralized and strengthened university 
management and sought effi ciencies in work processes by performance monitoring 
and competition (Leisyte et al.  2010 ). 

 Occupations are seen as threatened by the organizational management in this 
context as they become a ‘victim’ of organizational standards and performance 
monitoring while managers are portrayed as the ‘carriers of neo-liberal reforms and 
organizational control’ (Noordegraaf  2011 : 1350; Ackroyd et al.  2007 ; Scott  2008 ; 
de Boer et al.  2007 ). The reaction to the threats results in professions creating 
protective spaces in their organizations by ‘return to professionalism’ (Freidson 
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 2001 ; Noordegraaf  2011 ; Rip  2011 ). Similarly, the scholars of the relations 
between occupations and organizations note the duality between the two (Suddaby 
et al.  2007 ; Noordegraaf and Schinkel  2010 ). On the other hand, scholars argue that 
maintaining the duality between occupations versus organizations needs to be 
bridged and one needs to fi nd typologies which incorporate the two in a productive 
way (Noordegraaf  2011 ). It is suggested that professionals may take up organizing 
roles and professional workers can develop organization capacities (Ibid.). However 
it is not clear how professional identities are transformed due to this duality. 

 This can be clarifi ed by exploring an extreme example of a profession and an 
organization which are well known for their strong professional roles and identities 
and their protective spaces – i.e. academics. The academic profession and universi-
ties as organizations are the examples of the profession and type of organization 
which have been comparatively ‘slow’ in adapting to the changes in the institutional 
environment. The academic profession has been traditionally governed by scientifi c 
norms and disciplinary communities for centuries. Research suggests that the wel-
fare state reforms have increasingly targeted universities to become more ‘complete 
and corporate’ organizations and this has resulted in more managed universities as 
we can observe in the Anglo-Saxon countries (Krücken and Meier  2006 ; Bentley 
and Kyvik  2012 ). The duality between occupation and organization management is 
well documented in higher education studies literature (Amaral et al.  2003 ; Huisman 
 2009 ; Deem et al.  2007 ). However, it is not clear whether and how disciplinary com-
munity values and norms are transformed by the organizational values and norms 
and thus, how the duality of the two can be bridged in this particular sector? To 
answer this question it is useful to turn to the work roles and identities of academics 
as they are ultimately the carriers of professional values and norms and to answer 
the two sub-questions: What kind of dynamics threatens the holistic academic iden-
tity? Does organizational managerialism replace disciplines as the source of identity 
for academics? 

 I will fi rst discuss how the changes in the institutional environment of academics 
in the U.S. and in European contexts refl ect on the changing working conditions 
for academics. Further, the dynamics of roles in academic work will be presented 
and discussed with a focus on changing academic roles and identities. Finally, a 
refl ection and a typology of academic identities in a managerial context will be 
presented with the implications of these developments for the future discussions on 
the relationship between occupations and organizations.  

4.2     Changing Institutional Environments for Academics 
in the U.S. and in Europe 

 In European countries, the reforms of the past two decades have increasingly been 
geared towards performance measurement and competitive output based funding, 
rewarding excellence and priority setting in research. The New Public Management 
like rhetoric of effi ciency and effectiveness, doing more with less has permeated 
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national government’s agendas as well as the agenda of the European Commission 
(Amaral et al.  2008 ; Huisman  2009 ; de Boer et al.  2007 ). These trends have been 
shaping the organizational fabric of universities, such as personnel policies, central-
ization of decision-making and reward structures to name a few as well as raising 
performance expectations from academia. In general these policies had an instrumental 
view, stressing economic values such as effectiveness, effi ciency and economy instead 
of traditional academic values (Leisyte et al.  2009 ). Governments and universities 
are pressing for more and better teaching, more and better research outputs as well 
as knowledge commercialization. Some argue that the boundary between university 
and its environment has been blurred with stronger university engagement with 
industry and community. Largely the shift from state to market oriented higher 
education coordination has been observed (Clark  1983 ; Whitley et al.  2010 ). 

 As in the European context, the boundary between the university and the external 
environment in the U.S. has become much less defi ned due to government policies 
and institutional strategies that encourage more extensive interactions with the 
market (Geiger  2004 ; Slaughter and Rhoades  2004 ). 

 The relationship between state governments and public research universities has 
changed signifi cantly in terms of funding, governance, and accountability. Although 
traditionally the role of the markets in the U.S. higher education has been more 
pronounced than in European higher education systems, the changes since 1980s 
have shifted towards even more dependence on competition for funding via state 
agencies or student fees rather than state funding (Leisyte and Dee  2012 ). Public 
universities have experienced a decline in the state’s share of institutional revenues, 
especially visible in the recession period since 2008. Some large public research 
universities receive less than 10 % of their revenues from the state. These reductions 
in the relative share of state funding have triggered changes in the governance 
relationships between states and universities (Eckel and Morphew  2009 ). Despite these 
drastic reductions in public research universities, the accountability to the taxpayers 
and students has been more pronounced (Leisyte and Dee  2012 ). 

 These changes prompted universities to strive and compete for prestige. This 
has meant focusing on research, merging or making alliances with more presti-
gious institutions, recruiting “star” faculty. A few developments having direct 
impact on academic work roles can be identifi ed, such as structural changes creating 
entrepreneurial/new administrative units, and changing hiring and promotion 
criteria (Ibid.). 

 Research universities in the U.S. have developed a range of new structural 
divisions, which specialize in the capitalization of knowledge. These units include 
new research institutes, technology transfer offi ces. Such units are typically located 
outside the boundaries of conventional academic department structures and 
faculty governance committees. One can see strong administrative structures and 
professionalized administrators, such as the technology transfer offi cer. Such adminis-
trative departments in the European universities have started to professionalize only 
in the past decade (Leisyte and Dee  2012 ). 

 In terms of hiring and promotion, the main change has been an emphasis on 
performance criteria, which depend not only on the preferences of the academic 
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community, but also on the priorities established by university administration, and 
in European systems performance criteria increasingly are linked to the national 
research evaluation systems. These criteria typically emphasize research productivity 
and the acquisition of external funding, and sometimes extend to include relevance 
to industry and economic development (Leisyte  2007 ). 

 What have these changes brought to the academic identities? First I will introduce 
how we can understand academic identities and subsequently will discuss what 
changes in academic identities may be observed both in Europe and in the U.S.  

4.3     Understanding Academic Identities 

 Academic identities are usually perceived as shared identities, where individual 
identities are intertwined with the identity stemming from a particular discipline 
(Henkel  2000 ). This implies that identity fi rst and foremost is connected to the 
disciplinary affi liation and the scientifi c norms such as academic freedom. Teaching 
and research however have been at the core of the holistic view of an academic as 
noted in the Humboldtian model (Schimank and Winnes  2000 ). At the same time, 
being an academic traditionally has meant belonging to a disciplinary community 
and adhering to a set of scientifi c norms and values. 

 For Hakala ( 2009 ) the traditional understanding of academic identity is related to 
ideas of truth, autonomy, academic calling, and passion for knowledge – which 
collectively constitutes a moral framework. In Henkel’s ( 2000 ) study the constructs 
of discipline and academic freedom were the source of meaning and self-esteem 
among the academics. Disciplines have been shown to be a source of identity also by 
Becher and Trowler ( 2001 ). They have developed their own conceptual worlds, with 
their own ‘ways of thinking and practising’ (McCune and Hounsell  2005 : 255). 

 Immersion within these worlds and practices has traditionally constituted the 
process of academic formation, through engagement with distinctive epistemic 
modes of reasoning and explanation, ‘manners of justifying, explaining, solving 
problems, conducting enquiries, and designing and validating various kinds of 
products or outcomes’ (Perkins  2006 : 42). In this way the ascribed identity of the 
academics has stemmed from the socialization into and belonging to the disci-
plinary community. Academics belong to communities, ‘guilds’, occupying distinct 
territories with ‘gatekeepers’ and ‘hostile natives’ which allude to the community 
norms and guild like behaviour (Becher  1989 ; Clark  1963 ) that is typical of the classic 
Tönnies’  Gemeinschaft  (Loomis and McKinney  2002 ). Disciplinary communities 
thus have the features of  Gemeinschaft , such as commonality (e.g. in disciplines it 
can be a common language), limited interaction with people outside the community 
(in disciplines this is witnessed by boundary maintenance), closeness via shared 
beliefs, norms and traditions (in disciplines, for example, one can see Mertonian 
norms of communalism, skepticism, universality, disinterestedness) which presuppose 
a clear pattern of behaviour (such as academic publishing and peer review). Identity 
in  Gemeinschaft  is ascribed by the community to an individual (in academia this is 
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done by forming the young generation into disciplinary ways of reasoning and carrying 
out research and following the academic ethos which are largely unquestioned). 

 Thus, academics only secondarily would identify themselves with their employing 
institution (Clark  1998 ). However, following Douglass ( 1970 ) and Thompson et al. 
( 1990 ), social embeddedness of individuals and context are crucial for their identity 
formation. Although institutional arrangements in this context traditionally have 
focused on academic cultures (Maassen  1996 ), with the earlier mentioned changes 
in the institutional environment, the organizational management logic becomes much 
more important. Today academics increasingly have to account to their managers, 
organizational structures and routines are getting more blurred and diversifi ed. 
Universities are establishing new research centers and institutes that become 
important venues for academic affi liation and agency (Mallon  2006 ). Universities 
more than ever also prescribe and standardize performance and promotion criteria 
in the managerial rather than the collegial governance regime, set strategic organi-
zational profi les and priorities which potentially may infl uence academic work roles 
and identities, as academics are expected to be aligned to the mission and profi le of 
the organizations within which they work (Leisyte and Dee  2012 ). 

 Alignment to the policy imperatives may be another impetus for change in 
academic identity. The growing policy emphasis on collaborative research suggests 
that the academic discipline may be only one of many sources from which faculty 
derive their sense of identity. Further increasing emphasis on valorization brings 
forward the new or sometimes ‘rediscovered’ identity of an academic entrepreneur 
(Leisyte et al.  2008 ). 

 In this regard Slaughter and Rhoades ( 2004 ) argue that academic capitalism may 
alter signifi cant aspects of academic identity. The theory of academic capitalism 
suggests that the boundaries between universities, governments, and market actors 
have disintegrated considerably. In the profi t making scenario of academic capitalism 
academics become simply another actor in political and economic exchanges, rather 
than remain a disinterested expert. He/she becomes an opportunity seeking and 
risk-taking academic entrepreneur (Ibid.) to whom the moral framework of a tradi-
tional academic and guild like behavior may be changing towards a choice of new 
self-concepts, ‘the hats that can be changed each day’. Other structures and values 
are beginning to shape academics’ sense of self. Academics may begin to derive 
their sense of self from broader entrepreneurial networks that provide access to 
resources, prestige, and status. If faculty begin to assume entrepreneurial  identities, 
then they may no longer maintain the values of openness and disinterestedness in 
carrying out their work. In the Tönniens’ terms – academics working in universities 
can be seen as belonging largely to  Gesellschaft  where the employer and employee, 
student and teacher relationships are based on contractual ties. Academics choose 
universities as universities choose whom to employ, they have rights and duties 
towards organization and increasingly have to show their ‘organizational persona’, 
acquire the social capital to be promoted within the organization. The relationships 
between academics and their universities can be seen as impersonal monetary 
connections based on individualism – another characteristic of  Gesellschaft . Social 
ties within departments and faculties can be seen as instrumental and superfi cial, 
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with self-interest and exploitation becoming the norm. In such a system identity 
formation becomes a complex dynamic process whereby identities are achieved and 
less ascribed as individual freedom is at the center. 

 Thus the relative importance of the disciplinary communities in shaping academic 
identity may be changing both due to the process of self-identifi cation whereby 
academics are choosing their roles from a more diversifi ed pallet of roles ranging from 
teaching to academic entrepreneurship and from building credibility in increasingly 
multiple arenas (their university, policy, business as well as academic community). 

 At the same time academic identifi cation with their disciplines has continued to 
be a strong theme in the fi ndings of research into the academic profession (Henkel 
 2005 ; Enders and de Weert  2009 ). Studies have shown that academic identity 
maintenance may be related to the amount of reputation academic possesses within 
the academic community. Prestige accrues through the ability to produce outcomes 
(publications, grant proposals) that are valued by academic elites within the 
discipline via a continuous credibility building cycle (Alpert  1985 ; Leisyte et al. 
 2010 ). The amount of credibility matters for the ability to maintain professional 
autonomy (Leisyte  2007 ). Some studies show, for example, that academic elites are 
able to combine strong disciplinary identity with interdisciplinary collaboration 
(Marton  2005 ). 

 So to grasp the above developments it is thus paramount to understand the extent 
and the character of change in the institutional environments of academics and the 
extent to which these shifts have made a difference on the work roles and identities. 
How much of the guild like academic behavior and ascribed academic identities still 
can be found in today’s universities on both sides of the Atlantic?  

4.4     Changing Academic Identities in Europe 

 Historical studies have shown that teaching and research have been the main roles 
of academics at universities in Europe although with notable differences between 
countries which follow the Humboldtian or the Napoleonic tradition (Leisyte et al. 
 2009 ). Recent studies have shown that the current developments in academic systems 
point to the separation of the teaching from research leading to differentiation in 
academic roles in the systems where these roles were closely intertwined as found 
in the Humboldtian model (Leisyte and Dee  2012 ). At the same time, in systems 
where such differentiation has been systematically engrained, for example, in 
France, the blurring boundary between organizations and as noted by de Weert 
( 2009 ), cross-fertilization, a movement toward closer collaboration between 
universities and separate research institutes can be observed. New structures, called 
“mixed research units” have been formed, and include both university faculty and 
researchers from the institutes (Musselin  2005 ). This fosters the multiplication of 
the work roles of these scholars. Furthermore, in some European countries such as 
Germany, the Netherlands, Scandinavia, and France, the model of academics 
allocating a fi xed percentage of time for teaching and research has been replaced by 
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staffi ng models that allow for more freedom in the division of teaching and research 
per academic staff member. For example, as observed by de Weert ( 2009 ), in the 
Netherlands, a more diversifi ed career pattern can be found in the new job ranking 
system. Individual faculty members can apply for specifi c roles on the basis of an 
assessment of their qualifi cations to be involved either in teaching or research. Thus, 
through a system of functional role differentiation research performance does not 
become the only factor in establishing a career path. However, the combination of 
competencies in teaching and research is assigned a higher value by universities 
than competencies in either research or teaching alone (de Weert  2009 : 148). 

 Studies suggest that academic identities are renegotiated and reasserted as 
academics encounter new expectations and pressures in their work environments. 
In this regard, the integration of academics into their organizational context has 
been one important development in the European context (Musselin  2008 ). The 
importance of an institutional affi liation and the sense of belonging to a specifi c 
university with its particular profi le and mission are becoming more of an expectation 
at European universities. Thus, adhering to an institutional identity is becoming 
important (Henkel  2000 ; Morris and Rip  2006 ). The institutionalized support systems 
that universities establish for mentoring junior faculty, in areas such as how to write 
grant proposals, how to teach and the expectation of fi tting specifi c thematic institu-
tional priorities indicate that the organization is increasingly involved in shaping 
academic work and academic identities (Leisyte  2007 ). 

 Further, the academic identities in the European contexts have been challenged 
by the fragmentation of the academic profession (Enders and de Weert  2009 ). This 
has meant increasing disposability of academic staff with the increase in short-term 
employment contracts compared to the tenured positions as well as monitoring 
pressures experienced by the academics such as time-writing, fi ling yearly publica-
tion production as well as accounting to their managers for their overall activities. 
In terms of academic roles thus specialization in the marginalized roles, such as 
teaching-only positions has become apparent while the traditional ‘tenured’ academic 
staff would face ever widening set of roles. 

 For example, a study of the teaching-research nexus in medieval history and life 
sciences departments in Dutch and UK universities (Leisyte et al.  2009 ) has indicated 
that the teaching-research nexus is being reshaped by factors in the institutional 
environment, including budgetary pressures, growing student numbers, and the 
expectations of external sponsors of research. Interviewed academics are involved 
both in teaching and research, although the amount of teaching varies per career 
level and discipline. Both roles are central in forming their academic identities. 
However, in the case of postdocs they mainly see themselves as researchers rather 
than teachers. The disciplinary identities were strong in studied departments in both 
countries. 

 Academics in this study experienced time pressure (Ibid.). Especially this was 
witnessed by respondents in the UK setting, where the promotion criteria required a 
certain number of publications within a limited timeframe. If academics could not 
meet the demands for research publications, they would not be allowed to participate 
in the research evaluation exercise. This may marginalize them into teaching- only 
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roles and thus may imply academics being ascribed a new identity. Institutional 
policies that create teaching-only positions are disliked by studied academics. It is 
possible, that ‘teacher’ identity is not a preferred identity for these academics as it 
does not contribute much towards promotion and recognition (Leisyte  2007 ). 

 Musselin ( 2009 ) argues that the study of disciplinary divisions in academic work 
has been addressed in the literature, while the division of work among peers has not 
been suffi ciently studied, since the assumption holds that peers are involved in 
similar activities. However, divisions among faculty peers have been made visible 
and more pronounced due to external evaluations where faculty are categorized as 
“research active” or not. These new divisions of work can inadvertently infl uence 
the self-concepts of various types of academics. For example, in the UK case studies 
(Lucas  2006 ), faculty struggled in biology, English, and sociology departments 
over academic and research identities. In particular, they were concerned about the 
classifi cation of faculty for external research evaluations, which distinguish between 
research-active and non-active academic staff. As noted by Lucas, not being research 
active does not mean exclusion from the department, but the designation has 
serious implications for the type of work an academic is engaged in, the valuing of 
that work, and individual identity. 

 Some authors, however, have argued that despite the changing management 
practices and working conditions at universities, academics have not embraced the 
values stemming from organizational management. Studies indicate that traditional 
academic identities are strong, and academics continue to see their roles of teaching 
and research as primary endeavors in the UK, Germany, Austria, the Netherlands, 
and Finland to name a few examples (Kehm and Leisyte  2010 ; Ylijoki  2003 ). Given 
strong adherence to traditional academic identities it is argued that the claims of 
de-professionalization of the faculty are somewhat overstated (Leisyte and Dee 
 2012 ). Trowler ( 1998 ) argues that changes in the institutional environment do not 
determine how they will be interpreted by academics or what self-understandings of 
academics will emerge as a result. 

 Kolsaker ( 2008 ) has shown that academics are positive and pragmatic about 
managerial control. They accept managerialism as an external technology of control, 
as well as a facilitator of enhanced performance, professionalism, and status. Kolsaker 
concludes that this is a more positive view compared to the prevailing literature on 
the demoralization of academic identities. Her fi ndings suggest that her respondents 
regard their exposure to managerialism as potentially important in maintaining 
autonomy and in strengthening society’s trust in academics, which may in turn help 
to maintain the professional status of academics in society. 

 Further, others argue that other structures and values besides disciplinary cultures 
are beginning to shape faculty members’ sense of self (Leisyte and Dee  2012 ). Rather 
than viewing faculty identity as closely aligned with a discipline or department, aca-
demics may begin to derive their sense of self from broader entrepreneurial networks 
that provide access to resources, prestige, and status. If academics begin to assume 
entrepreneurial identities, then they may no longer maintain the values of openness 
and disinterestedness in carrying out their work. Research fi ndings, for example, 
may be held secret in order to exploit the commercial potential of discoveries, rather 
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than published widely to advance the construction of knowledge within the academic 
community. Gaining social capital in policy and business networks to ensure the 
sustainability and diversifi cation of funding fl ows has broadened the circle of audi-
ences beyond the discipline where ‘credibility’ has to be built (Leisyte  2007 ). 

 All in all, despite the broadening of the concept of being an academic to include 
a variety of roles, and indeed, the institutional imperatives increasingly shaping 
academic identities, the traditional self-concept of a teaching and researching academic 
is still found in the European universities.  

4.5     Changing Academic Identities in the U.S. 

 As universities have developed new structures and strategies in response to the 
changing institutional environment, the work roles of academics have been reshaped 
(Leisyte and Dee  2012 ). The managerial demands in universities have increased the 
expectations for performance in a variety of roles for academics on the one hand, 
while at the same time, structural differentiation has led to a structural differentia-
tion of teaching and research positions. The pursuit of revenue and prestige has 
generated incentives for academics to allocate more of their time to research 
(Melguizo and Strober  2007 ). Public pressures for accountability regarding the 
quality of undergraduate education, in contrast, have resulted in increasing the 
amount of effort that academics need to devote to teaching (Fairweather and Beach 
 2002 ). Academic roles have expanded to increasingly include entrepreneurial roles 
in their work portfolios (Leisyte and Dee  2012 ). 

 Building prestige in the disciplinary community has increasingly coincided with 
what the universities reward with higher pay – research performance. Although aca-
demics argued in 1980s that research informs and enriches their teaching, external 
observers were more likely to suggest that faculty neglect undergraduate students so 
that they can focus on research and graduate education (Ibid.). In the 1990s it is 
argued that academics increased their teaching activities and were combining both 
roles as a response to the criticism of neglect of undergraduate education (Schuster 
and Finkelstein  2006 ). However, this meant working more hours and spending more 
time for committee work (Leisyte and Dee  2012 ). 

 Further, the entrepreneurial role of academics has been investigated in relation to 
the main roles of teaching and research. Evidence suggests that entrepreneurial 
academics involved in university-industry partnerships and acquiring grant funding 
are less committed to teaching although this was not the case when these activities 
included consultancy (Campbell and Slaughter  1999 ; Lee and Rhoads  2004 ). 

 Structural changes in the universities, such as creation of research institutes and 
centers, or the creation of teaching or research-only positions have signifi cantly 
reshaped the roles of academics at universities. The affi liation to research centers 
among senior academics infl uenced the time devoted to teaching (Bunton and 
Mallon  2007 ). This means that entrepreneurial activity may “crowd out” other 
forms of academic work and roles (Leisyte and Dee  2012 ). 
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 Thus we fi nd a greater use of teaching-only and research-only appointments. 
The “unbundling” of the faculty role has further separated academic roles into 
prestigious usually tenured academics involved in research and graduate education, 
while non-tenure academics are largely engaged in less prestigious and more numerous 
undergraduate teaching (Ibid.). Academics who work in new academic programs 
developed by entrepreneurial units are likely to hold teaching-only positions. 
Similarly, research centers and institutes may employ research-only staff (Eckel and 
Morphew  2009 ). These appointments, which tend to be non-tenure appointments, 
permit the university greater fl exibility in the development of new programs. However, 
they also separate the two roles of teaching and research and are involved in entre-
preneurial activity. The question remains what happens to the academic identities of 
the academics employed on the temporary contract and in entrepreneurial units 
(Leisyte and Dee  2012 ). 

 Research fi ndings suggest that entrepreneurial academics seek to maintain an 
academic identity (Ibid.). Participation in technology transfer facilitated the develop-
ment of a hybrid identity, which was characterized by a focal academic self and a 
secondary commercial persona (Jain et al.  2009 ). In order to maintain the primacy 
of their academic identities, these academics engaged in delegating and buffering. 
They did so by delegating commercial tasks to technology transfer offi cers or to 
graduate students interested in industrial careers. These academics also buffered 
themselves by reaffi rming their dedication to academic values, including an 
emphasis on basic research. It seems that engagement in commercial activities can 
be in line with academic identities (Leisyte and Dee  2012 ). For entrepreneurial 
academics leveraging the invention so that it would have a larger societal benefi t 
was in line with what academic work is about (Jain et al.  2009 ). The formation of 
academic identities also embraces this as graduate students who were involved in 
corporate- funded research maintained the traditional academic norms, such as 
academic freedom (Roach and Sauermann  2010 ). Preferences for publishing over 
patenting, basic research over applied, and long-term research agendas over 
short-term project work are visible among the entrepreneurial academics (Slaughter 
et al.  2004 ; Leisyte and Dee  2012 ). 

 Despite the evidence of a seemingly good combination of different academic and 
entrepreneurial identities whereby the academic values are still strongly upheld, a 
number of authors have pointed to the disruptive processes of academic identities 
under the new conditions of work. 

 It has been argued that entrepreneurialism and increased managerialism may 
dismantle a sense of collective academic identity (Ibid.). There is a concern that a 
gap may appear between the entrepreneurial and non-entrepreneurial academics. 
This may happen if under the new managerial regime entrepreneurial activity gains 
greater rewards and status (Ibid.). The academic elites tend to become closely 
aligned with the senior management’s priorities and the other way around, the rest 
of academics who are largely engaged in education further unite with non-tenured 
academic staff (Gumport  1993 ). Thus, two different collective identities emerge 
under these conditions, the ‘faculty identity become splintered’ (Leisyte and Dee 
 2012 ). Moreover, academics become another interest group in the struggle for 
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university resources, whereby their authority in the governance of universities has 
declined with very limited infl uence in the selection of managers and setting 
budgetary priorities in institutions (Schuster and Finkelstein  2006 ). 

 Academic identity is being reshaped in ways that position the faculty member as 
an active agent in markets and politics. This emerging ascribed identity differs 
signifi cantly from the Mertonian conceptualization of a disinterested academic and 
the moral framework of the academic guild (Slaughter and Rhoades  2004 ) although 
its formation continues to take place in the graduate schools and in early career 
steps (Mendoza  2007 ).  

4.6     Discussion and Conclusion 

 Three major developments threaten the holistic academic identity. First, the New 
Public Management inspired reforms geared towards effi ciency and effectiveness 
in public sectors have affected universities as they have become more ‘corporate’ 
organizations with stronger organizational management and performance monitoring. 
Additionally, as a by-product of managerial reforms, universities increasingly 
profi le themselves to retain competitive advantage which may impact the profi les of 
academic staff being hired and promoted. Second, the blurring of organizational 
boundaries has taken place which may require academics to work in a collaborative 
mode. Third, academic capitalism has increasingly permeated universities with the 
requirements for entrepreneurial roles of academics. 

 These changes have increasingly shaped the work roles of academics towards 
functional, structural and social differentiation away from the holistic ‘integrated 
scholar’ model. Firstly, functional differentiation, the ‘splintering’ of the academic role 
(Schuster and Finkelstein  2006 ) towards teaching-only and research-only positions 
is noted both in the U.S. and in the European higher education systems. At the 
same time, the entrepreneurial role is encouraged and adopted by some academics 
as complementing both teaching and research, or substituting one of them. Second, 
structural differentiation can also be observed as universities create new entre-
preneurial units. Academics employed in the units adopt specifi c teaching-only or 
research-only roles based on the specifi c mission of that particular unit. Third, 
there is a clear trend towards differentiation of tenured and non-tenured academic 
staff which may lead to ‘haves and have not’s’ and increased social differentiation. 
Although the marginalization seems to be more pronounced in the U.S. (partly due 
to high salary differentials between different universities for contingent and tenured 
faculty), this trend of the ‘temporary working class’ of academics can be identifi ed 
in the European context as well. 

 However, have organizational managerialism and academic capitalism replaced 
disciplines as the source of identity for academics? Discipline as a source of identity 
seems to retain its dominance despite the changing management practices and working 
conditions of universities. It seems that academics do not completely embrace the 
values stemming from organizational management and the demoralization of 
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academic identity may be slightly overstated. At the same time, the evidence on 
academic entrepreneurship and academic symbolic compliance (Leisyte  2011 ; Leisyte 
et al.  2010 ) show that buffering and other strategies are successfully employed by 
academics, and thus, one can imagine four different scenarios (types) of changes in 
the sources of academic identities. In the fi rst type, the values of disciplines can be 
retained without allowing other values to infl uence, thus, resist change. At the same 
time a scenario of losing core disciplinary values without replacing them to organi-
zational values could be envisioned in the second type. This could mean giving up 
academic identity while still in search of another identity. The formed identities in 
both of these types would maintain the high occupation and organization duality. 
The other two types (III and IV) of identity formation would in fact lower the duality 
between the occupation and organization. The pro-active opportunistic behavior of 
academic entrepreneurs does suggest another dynamics – the values of academic 
capitalism and organizational management may replace the core values of an 
academic (I call it type IV identity formation). The change from communalism 
towards individualism, from open science publishing towards proprietary research or 
replacing disciplinary values with organizational values could be observed, 
academics can become professional managers (e.g. Ziman  2000 ; Deem et al.  2007 ). 
Finally, the third (III) scenario could be the enrichment of the core academic identity 
by incorporating other identities stemming from organization or entrepreneurial 
networks as academics become active agents shaping their self- concepts. In this 
III type hybrid identities of a pro-active academic entrepreneur or an academic 
manager are formed. The academics who work in collaborative and entrepreneurial 
modes in Mode 2 type of disciplines (Gibbons et al.  1994 ) may be the suspects to 
fi t this latter category. 

 Coming back to the main question of this paper the duality of occupations and 
organizations in the case of the academic profession and universities can be bridged 
when professionals, in this case academics, follow the Type III or Type IV change 
dynamics. Seemingly the enriching Type III identity formation is a preferable scenario 
to bridge the duality of academic and organizational manager as in such case a hybrid 
identity is formed. Then organizational, entrepreneurial and disciplinary values are 
embraced at the same time, although perhaps to different degrees. Further research 
is however needed to test these four types so as to exactly unpack the processes and 
conditions of breaching the dualism between occupations and organizations.     
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    Chapter 5   
 Teaching and Research in Binary Systems 
of Higher Education: Convergent 
or Distinctive Profi les? 

             Egbert     de     Weert    

5.1            Introduction 

 One of the central themes over the years in the sociology of higher education has 
been the structural differentiation of academic systems and the development in vari-
ous national contexts. The name of Burton Clark is inextricably associated with this 
theme who in an early working paper set the agenda for a host of crucial matters and 
laid the basis for a longstanding research tradition ever since (Clark  1978 ). 

 Distinguishing various forms and combinations of differentiation, Clark consid-
ered the binary or multi-type structure as the major form of sector differentiation. In 
this structure several types—the university, the teacher-training college, the techno-
logical school—constitute parts of a single system under the same public purse for 
purposes of early classifi cation and comparison. One of the central questions he 
raised was about the development of institutional types: their persistence over long 
periods of time, the transference of types, the structural responses to growth, and the 
legitimation of different institutional roles. The focus of research is on the condi-
tions under which the institutional forms of higher education diverge or converge. 

 Until the present day the distinction between universities and the other types of 
higher education has been conserved as a key characteristic of national systems. The 
international comparative project ‘the Changing Academic Profession’ (CAP) dis-
tinguishes universities and ‘other higher education institutions’, the latter referring 
to a residual category of various forms and types of institutions not belonging to the 
university sector. 

 However, these other institutions have developed strongly and occupy an impor-
tant place in national higher education systems. Particularly countries with a highly 

        E.   de   Weert      (*) 
  CHEPS ,  University of Twente ,   Enschede ,  Netherlands   
 e-mail: egb.deweert@ziggo.nl   

mailto: egb.deweert@ziggo.nl 


76

developed model of the binary system separate universities from institutions for 
vocational higher education with a distinctive identity and mission. In several 
 countries these institutions are allowed to label themselves fi rst as ‘universities of 
professional education’, and at present as ‘universities of applied sciences’, albeit 
for international audiences only. This change of name relates to the fact that these 
institutions have been assigned a research role alongside their teaching obligations. 
In several European countries the sector sees it as their mission to link their role of 
educating students for employment by carrying out applied research. 

 Given this extended research function the question is whether the major distinc-
tion in binary systems between research universities (academic) and teaching insti-
tutions (vocational) still holds or whether this heralds the end of the binary structure. 
In particular we ask:

 –    What encompasses the kind of research at the other institutions, can this be delin-
eated from university research and if so, is this a suffi cient legitimation for a 
binary divide to be supported and regulated by public policy?  

 –   What are the perceptions of the academic staff of these other institutions about 
the extended research function of their institution and the changes this involves 
for their professional work role?    

 This paper uses data of the CAP project and concentrates on those European 
countries with a clear binary structure, i.e. Finland, Germany, the Netherlands, 
Norway, and Portugal. In most of these countries the other institutions are called 
‘Universities of Applied Sciences’ (UAS), a term we will use throughout this paper. 
Also data from Australia and the U.S. will be included. Although these two coun-
tries have no strict binary divide as in the European countries, but rather a multi- 
type structure, there is some comparability.  

5.2     Converging Trends 

 Efforts to develop suitable categories for classifying the confi guration of the higher 
education institutions played an important role in the discourse on the diversity of 
higher education systems (for an overview Teichler  1988 ,  2007 ). For binary systems 
three major dimensions have prevailed in distinguishing institutional types: (1) the 
vertical degree level dimension (e.g. sub-degree programs, bachelor, master and 
doctoral programs), (2) the academic versus vocational dimension, and (3) the dis-
tinction between research and teaching focused institutions. On all these dimen-
sions clear convergent trends have occurred. 

 In Europe convergent trends of institutional types have increasingly been 
observed in the context of the Bologna Process aiming towards a convergent (tiered) 
structure leading to the establishment of a European Higher Education Area 
(EHEA). As Van Damme ( 2009 : 42) states, the creation of national ‘higher educa-
tion areas’ as the building blocks of this area has fuelled an inclusive approach as 
institutions with differing profi les and activities were integrated into a common 
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framework and a common legislation. This is evident in the new degree structure 
which is applicable to all types of institutions. Although the length of programs may 
vary, programs qualify for the bachelor or master degree with standard titles inde-
pendent of the institution where this title has been acquired. Increasingly UAS are 
entitled to award master’s degrees in addition to the bachelor degree, sometimes 
labeled as professional masters. The UAS sector is seeking degree awarding powers 
on the doctoral level (PhD) as well, to date still reserved for universities, but this 
seems to be a matter of time. 

 This development usually described in terms of the ‘academic drift’ of institu-
tional aspirations to ape the programmatic offerings of the most prestigious univer-
sities continues also to occur within the U.S. higher education system. State higher 
education boards continuously point to instances of duplicative degree programs, 
and colleges and universities are said to be “brazen in their attempts to climb the 
prestige ladder by becoming more comprehensive in their program offerings” 
(Morphew  2009 : 245). 

 It would be a too one-sided view to see this process towards degree level work as 
merely a symptom of a drift upward in the academic pecking order. Certainly in the 
European context it also is an opening up of new opportunities to students who 
hitherto would have little possibility to study at degree level. 

 On the other hand universities have been active in the domain of UAS by devel-
oping programs with a clear vocational orientation often covered with some aca-
demic ‘sauce’, without a clear scientifi c foundation. This ‘vocational drift’ has been 
encouraged by employers, professional bodies, and pressure from governments to 
make their programs more relevant to the labour market—a process reinforced by 
the Bologna Process which aims to strengthen graduate ‘employability’. There are 
parallels within the U.S. as suggested by the notion of ‘Academically Adrift’ (Arum 
and Roksa  2012 ) which refers to a lack of academic rigor: students during their fi rst 
2 years of college do not improve signifi cantly in a range of skills—including criti-
cal thinking, complex reasoning, and writing—typically the learning goals normally 
associated with university education. 

 On both of these dimensions the distinctions are blurring between institutional 
types. According to institutional theorists higher education institutions are extremely 
susceptible to isomorphic forces. They are becoming more alike in a competitive 
cycle whereby institutions incorporate or copy the structures and behaviors of more 
prestigious institutions (DiMaggio and Powell  1983 ). 

 The third dimension of the dualism of research universities versus teaching insti-
tutions as competing ideologies is shifting because of the extended research activi-
ties of UAS in Europe. The rise of fuzzy boundaries makes it more diffi cult to 
justify research as a criterion for sector differentiation and in the absence of regula-
tive mechanisms may encourage institutional strategies to move beyond boundaries 
towards what Guy Neave once called the blessed state of integration (Neave  1983 ). 

 In many countries governments have decreased the level of regulation in favor of 
more autonomy and a larger playing fi eld for single institutions to develop their own 
missions and profi ling. Consequently functions tend to overlap leading to a diversi-
fi cation across the binary divide. A brief reference to some countries may illuminate 
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how regulative policies or reversely weakened control systems encourage  institutions 
to pursue the strategy to move beyond the binary boundary and towards  incorporation 
in the university sector. 

 Norway is a clear case where the binary divide has been under pressure for quite 
some time. The college sector shifted the name of ‘state colleges’ to ‘university 
 colleges’ in 2000, albeit they were not entitled to use the university label in the 
Norwegian context. In 2004 the government decided that colleges that meet certain 
minimum standards could apply for accreditation to university status. Standards are 
the provision of a number of masters and doctoral programmes in a number of sci-
entifi c disciplines (Kyvik and Skodvin  2003 ). Up to the present, only a few colleges 
were successful in acquiring the university status. 

 In addition it was decided that all types of institutions are entitled to provide doc-
toral programs and to award doctoral degrees. Some university colleges have been 
eager to get the  ius promovendi , and for example Akershus University College suc-
cessfully applied for a PhD program in behaviour analysis. Assessment criteria are 
the research capacity, the development of a distinctive profi le that is not competitive 
with that of universities, and the academic level of the professoriate. 

 In the Netherlands a similar policy turn occurred, when a draft higher education 
law enabled UAS institutions to obtain the university title with degree awarding 
powers on all levels including the doctoral level. This law included a public argu-
ment in favour of the ‘de-institutionalisation’ of higher education provision: pro-
grams had to be qualifi ed as ‘academic’ or ‘professional’ regardless of the institution 
which would provide them. However, this draft law was withdrawn thereby preserv-
ing the binary divide between institutional types, but the tone has been set. 

 Regarding the criteria for the award of the ‘university’ title in Norway and the 
Netherlands, it is interesting to add that in the UK the 2004 Higher Education Act 
removed the requirement for the defi nition of a university to include research degree 
awarding powers (Brennan et al.  2007 ). So where European countries strictly defi ne 
degree-awarding powers of universities by law, the UK has abandoned this criterion. 

 In Finland, Germany, Portugal the binary system is also on the move and research 
is playing an increasingly important part of the mission of the UAS. In these coun-
tries the emphasis is on collaboration with the university sector and creating joint 
endeavours across institutional borders. Policy is focused on the preservation of the 
functional differentiation of the higher education landscape. 

 Australia and the USA, though having no strict binary systems, experience a 
blurring of institutional boundaries as well. Australian higher education consists of 
fi ve higher education provider types that are all allowed to use the label ‘university’. 
The idea that there has been a single immutable idea of a university is rejected, other 
than to ensure that the true functions are not subsumed into  economic functions. 
Increase in government intervention, however, starts from a clear expectation by 
government that the higher education sector is more closely tied to the national 
economy—both in terms of meeting national labour market needs and also through 
the commercialization of its research and teaching activities (Rochford  2006 ). 

 In California the much celebrated Master Plan in the early 1950s brought all 
the public colleges and universities in the state together in a cooperative compact 
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defi ning their roles and functions, and their varying relations to state government. 
Several comprehensive reviews of this system, however, revealed concern about the 
primary missions of the different institutions and described ‘a system dominated by 
segmental rivalries and poor planning and coordination’ (Taylor  2010 ). According 
to the Legislative Analyst’s Offi ce, the differentiation of the higher education sys-
tem as a whole has deteriorated. Because of limited steering and weak coordinating 
mechanisms, institutions were able to act unilaterally and set their own priorities. In 
other cases, they secured approval from the government, even though their actions 
seemed to breach the core of the original Master Plan principle. The effect was a 
‘mission creep’ in the range of programs offered. The report argues for strengthen-
ing coordination mechanisms, and for policy leadership and active government 
steering in the harmonization of institutional priorities and programs (ibid).  

5.3     Changing Professional Work Roles and Qualifi cations 

 Given the development of the UAS and their evolving research function, the charac-
teristics of academic careers and research qualifi cations of faculty in the UAS sector 
has become an important policy issue. While most of their staff have been employed 
on teaching-only contracts, research qualifi cations have not been emphasized in 
selecting staff. In most countries criteria for academic positions include a minimum 
educational degree, minimum years of practical working experience as a profes-
sional in the fi eld, and often also pedagogical training. 

 For the future development of the research function it is required to employ staff 
as academics in new roles and with new skills and to rethink the career ladder of the 
academic profession in the sector. Several European countries have initiated efforts 
in this respect such as enabling staff to be actively involved in research, enhancing 
research skills, selecting new staff on the basis of research qualifi cations, develop-
ing new career trajectories and creating fi nancial reward systems for research per-
formance (De Weert and Soo  2009 ). In Germany for example the research tasks 
have explicitly been recognized by legislation replacing the word ‘teaching staff’ by 
‘teaching and research staff’. Other countries have followed a similar conception. 

 The low educational level of the UAS staff has become an important policy issue 
and there is a general awareness that the educational level should be increased. 
Comparing the percentage of faculty with doctoral degrees, countries differ espe-
cially regarding the UAS sector (Fig.  5.1 ).  

 The US shows the largest percentages of staff with doctorates (75 %), followed 
by Germany, Australia and Norway. The differences between both types of institu-
tions having a doctorate are very small in these countries. For Germany this is as 
expected since to be eligible for a tenured position a doctorate is required. Also in 
Norway gradually traditional university criteria have become the principal basis for 
recruitment following the government decree that the qualifi cation criteria for 
recruiting teachers at the regional colleges should be comparable to those of univer-
sities (Kyvik and Skodvin  2003 ). 
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 For Portugal, Finland and the Netherlands the gap is wide, in particular for the 
Netherlands where the percentage of doctorates at universities is the highest of all 
countries and at UAS the lowest (11 %). It is not surprising that in these countries 
targets have been set for every institution, and sometimes even used as performance 
indicators in the context of quality assurance mechanisms. In Finland in the coming 
period 80 % of principal lecturers must have a PhD or licentiate and 25 % of full- 
time R&D work should be conducted by full-time teachers. In the Netherlands the 
policy by government and institutions is focused on increasing the number of PhD 
holders and raising the number of staff with doctoral degrees at UAS. The Dutch 
Ministry launched a special voucher program which enables UAS staff to pursue a 
PhD degree in collaboration with a university. Institutions themselves are proactive 
in achieving targets of the proportions of staff qualifi ed at the doctoral level for 
example by adding their own funds to the government vouchers and by attracting 
young researchers who have just fi nished their PhD at a university. 

 Increasing the numbers of PhD holders may well be understood as an effect of 
‘academic drift’ in the sense that UAS tend to regard their staff as needing the same 
academic qualifi cations as university staff. It is taken for granted that their research 
experience would contribute to a research profi le that is tailored to conditions in the 
UAS. PhD holders who have done their research in the university that awards the 
degree under the general responsibility of a university professor and is assessed 
according to appraisal schemes common in university environments have developed 
particular professional identities and shared norms and values (Musselin  2009 ). The 
profi ling of research in UAS is directly connected with the profi le of UAS research-
ers. However, as normative forces infl uence organizational behaviour, it is expected 
that the higher the qualifi cations of the faculty members, the more likely the institu-
tion will adopt the practices and programs of similar organizations (DiMaggio and 
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  Fig. 5.1    Doctoral degrees of faculty by institutional type (per cent) ( Source : CAP survey)       
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Powell  1983 ; Morphew  2002 ). These professionals tend to look outside their own 
units for professional trends and to external reference groups for what is considered 
normative, that is not to deviate from ‘normal’ criteria of research or scholarly pro-
ductivity in scholarly journals, and achieving high scores on the H-index. 

 In some countries, professional experience in industry is required before being 
appointed as a researcher at the UAS. There are also disciplinary differences. As 
Lepori ( 2008 ) points out, non-technical fi elds tend to attach less value to the practi-
cal experience of their staff and mostly recruit university graduates. Especially in 
fi elds where no strong professional identities exist and links with the professional 
fi eld are weak it is diffi cult to identify a specifi c research profi le for UAS in these 
sectors. Lessons from history show that there was a steady increase in the percent-
age of the former polytechnic staff with a PhD in Britain while professional exper-
tise was at least as important as academic qualifi cations (Pratt  1997 : 327). 

 This whole issue boils down to the extent to which research at UAS can be delin-
eated from university research. Is there a distinctive profi le that would legitimize the 
maintenance of the binary distinction in institutional types and, if so, how do the 
faculty of these institutions perceive their professional role? Before discussing this 
issue, some CAP fi ndings on the teaching/research orientation and research time of 
faculty from universities and UAS will be compared.  

5.4     Research Preference and Research Time 

 The CAP data allow for a comparison of staff regarding their orientation to research 
or teaching and the time they spend on research and on teaching. 

 Figure  5.2  shows the difference between university and UAS faculty regarding 
their interests in research. Not surprisingly, the university faculty in all countries 
have a stronger research orientation than their counterparts in the UAS. However, 
particularly in Norway there is hardly any difference and to some extent in Australia 
and Portugal. The differences are clearer in the other four countries with 25 % or 
less of UAS staff that have a preference for research, while the interests of the 
majority lie primarily in teaching or in both, but leaning towards teaching.  

 The research orientation of faculty does not necessarily correspond to the actual 
activity, thus a faculty member at the UAS who does not do much research still may 
be leaning to research rather than to teaching. The assignment of teaching loads can 
be so heavy that it prevents them to do the research work they want to do. 

 Figure  5.3  compares the relative time spent on research of the higher and lower 
academic ranks at universities and UAS. Academics in higher ranks at universities 
spent a similar proportion of time on research in the countries analysed. Those in 
lower ranks (up to assistant professor) in Norway, Germany and Finland spend more 
time on research than those in higher ranks, whereas such a difference does not exist 
in the other countries.  

 The picture is more varied in the UAS sector. In Norway and Portugal both the 
higher and lower ranks are nearing their university counterparts in their time spent 
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on research, for Australia the higher ranks. In Norway the UAS lower ranks spend 
more time on research than the higher ranks, presumably because of the research 
ambitions of the younger staff recruited as mentioned before increasingly on the 
basis of their research qualifi cations. For the Netherlands this is the reverse: the 
higher ranks spend more research time than the lower ranks. In Germany the time 
spent on research is low for both the higher and lower ranks. 
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 The fi gures refl ect a stronger research role of the universities than of UAS. 
However, the difference by institutions vary substantially between the countries sur-
veyed and between the staff categories in these countries.  

5.5     Towards a Distinctive Research Profi le 

 The term ‘research’ can take many forms and is clearly not restricted to the classic 
model which represents the discovery of knowledge as being conducted through the 
Republic of Science (Polanyi  1962 ). Research is as well determined by external fac-
tors and framework conditions determined by central government, the bodies cre-
ated to allocate research funds and the consumers. In this sense the wording ‘applied’ 
for ‘Universities of Applied Sciences’ is suggestive as if this sector would claim this 
type of research as being the distinctive characteristic with university research. 

 This is apparent when the academics in universities and UAS characterize the 
emphasis of their primary research. The CAP survey shows that many academics 
name their research as both basic and applied. A stronger emphasis on applied/
practically-oriented research is visible in the UAS sector, but many academics at 
UAS in Norway and Portugal qualify their research as being basic or theoretical in 
nature, as well. 

 For the UAS sector the emphasis is on applied/ practically-oriented research, but 
particularly in Norway and to a lesser extent Portugal the proportion of academics 
that defi ne their research as basic or fundamental exceeds those who consider this 
as applied research. This refl ects the ambition of Norwegian institutions to attain 
university status as indicated before. In the other countries there is at least about a 
third of all staff that qualifi es their research as being basic or theoretical in nature. 

 It may well be that respondents have diffi culty in defi ning their research along 
the basic/applied dimension. From an historical perspective university research in 
various disciplinary areas always had a strong applied focus and knowledge utiliza-
tion has always played a role in appraisal schemes. Apart from this it may well be 
stated that in many countries much university research has been increasingly under 
pressure from funding bodies to link research to demands for societal and economic 
relevance. 

 The competition for research funds has increased over the years and the desig-
nation of high priority areas such as in the Netherlands ‘top sector policy’ which 
seeks to create focus and mass in research and force universities to collaborate 
with industry and to engage in public-private partnerships. For the European 
countries this development has been fueled by the EU knowledge transfer policy 
since the publication of the policy paper to stimulate ‘putting knowledge into 
practice’ (European Commission  2006 ) and to frame policy discussions on inno-
vation at national and European levels. Initiatives have been taken to challenge 
universities to contribute to innovation in knowledge production, to promote its 
transmission and valorization of research results, as well as developing a more 
entrepreneurial mindset in universities. 
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 Since the difference between fundamental and applied research is not absolutely 
clear, other models have been suggested. A much cited distinction is between Mode 
1 and Mode 2 type of knowledge production (Gibbons et al.  1994 ). In contrast to 
Mode 1, which refers to disciplinary research that emphasizes the preservation and 
extension of academic knowledge ‘for its own sake’, the Mode 2 type focuses on 
transdisciplinarity and knowledge production in the context of application. The 
UAS sector embraces the Mode 2 type as the particular niche because of the empha-
sis on the applied character of its research. However, university research is not con-
fi ned solely to Mode 1. Knowledge has always mattered for states and to economic 
elites and always had features of the Mode 2 type (Pestre  2003 ). 

 Lundvall ( 1992 ) suggests another typology by distinguishing two forms 
of innovation: knowledge-driven (STI: science, technology, innovation) and 
practice- driven innovation (DUI: doing, using, interacting). Where STI deals 
with ‘know what and why’, DUI starts with practical knowledge (skills, compe-
tencies) and know how (internal and external networks and the skills to make use 
of them). This is often tacit knowledge and most often has a specifi c and local 
character. UAS research activities correspond more closely to the second type of 
innovation. 

 Donald Stokes’ classifi cation of types of research is probably the most advanced 
model (Stokes  1997 ). He argues that the conventional labeling of research as either 
fundamental or basic or applied research is inaccurate and pernicious. They are not 
the opposite ends of a continuum which moves in a linear way from theory to its 
application, but can appear simultaneously. Research can be undertaken both as a 
quest for basic understanding (rigour) and with considerations of use (relevance). In 
his view, research can be evaluated according to two dimensions: (1) the degree to 
which a quest for basic understanding motivates it and (2) the extent to which it is 
an attempt to solve a practical problem or is practice-oriented. Superimposing these 
yields four types of research known as the ‘Pasteur’s quadrant’ (see Fig.  5.4 ).  

 The work of the theoretical physicist Niels Bohr typifi es the upper-left hand 
quadrant: pure, basic research carried out with no practical aim, even though there 
happen to be several potential applications. On the lower right hand side is the quad-
rant of pure applied research, carried out to develop applied uses. This is exempli-
fi ed by the work of Thomas Edison who, as Stokes observes, restrained his 
employees from investigating the deeper scientifi c implications of their fi ndings in 
their pursuit of commercially profi table products. Stokes cites the impressive work 

Considerations of use?
No Yes

Quest 
for fundamental
understanding?

Yes Pure basic research
(Bohr)

Use-inspired basic research 
(Pasteur)

No -- Pure applied research 
(Edison)

  Fig. 5.4    Quadrant model of scientifi c research ( Source : Stokes  1997 : 73)       
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of Louis Pasteur in the fi eld of microbiology as a perfect synthesis of the aims of 
‘understanding’ and ‘use’. 1  

 This model has been an inspiration for the UAS sector in European countries 
to classify their research; although the question remains in what quadrant this 
research should be placed. Some place this in the Edison’s quadrant as this 
research is not focused on fundamental understanding but on application and 
ensures a clear profi ling in the national research system. Such a labeling seems to 
be motivated primarily by the political desire to make UAS research not competi-
tive with university research. However, it may also be argued that this would be 
too narrow a view of UAS research and that it would be more appropriate to place 
this research in Pasteur’s quadrant, involving a combination of fundamental 
understanding and application. Rigour and relevance are not by defi nition mutu-
ally exclusive. 

 In the USA a similar debate is taking place when the mission of professional 
schools is reviewed. Tushman and O’Reilly argue that placing them in Edison’s 
quadrant would be inaccurate. Professional schools that either desire to pursue 
knowledge without consideration of use (Bohr) or pursue use without knowledge 
generation (Edison) would probably not deserve that name. Professional schools are 
about both and therefore operate in Pasteur’s quadrant. This would distinguish these 
schools from disciplinary departments (Bohr) and from consulting fi rms which they 
place in Edison’s quadrant (Tushman and O’Reilly  2007 ). 

 It is obvious that these classifi cations do not represent the full range of research 
activities and have been met with much skepticism from various scholars because of 
the lack of an empirical base. Just as UAS research is diffi cult to put in a particular 
box, much university research cannot be cramped in a particular box. Based on our 
research on the UAS in Europe (   De Weert and Soo  2009 ) the following characteris-
tics of research at these institutions stand out:

 –    Practice-based and practitioner research oriented towards utilization and trans-
formation of knowledge into operation; research questions emanate from practi-
cal problems  

 –   It is situated close to the market and focuses on transformation of research results 
into innovation, mainly on the regional level  

 –   It is customer driven, responding to requests from enterprises (mainly SME’s) 
and other social organizations with product and customer-oriented research for 
the short and medium term  

 –   It should be relevant for the quality of education, for curriculum development 
and the professionalization of the faculty members.     

1   The fourth quadrant is not empty, but contains research that explores particular phenomena with-
out having either general explanatory objectives or any applied use against which to assess the 
results. Stokes refers to Peterson’s Guide to the Birds of North America, which systematically 
describes the features and distribution of bird species. 
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5.6     The Institutional Specifi city 

 In order to explore the views about the research profi le at UAS, the Dutch CAP 
questionnaire included an additional section for UAS staff with a number of state-
ments about applied or practice-oriented research, its place in the organization and 
what the perceptions are about the relevance of research for their institution and for 
their own professional (teaching) role. 

 Generally the extended research role for UAS has hardly been questioned in the 
Netherlands. Respondents agree or agree very strongly with the following statements 
(percentages refer to the responses respectively from higher and lower ranks). 2 

 –    Research contributes to the professionalization of the teaching staff (90–70 %).  
 –   Research contributes to curricular innovation (81–74 %).  
 –   Research contributes to innovation of professional practice (80–77 %).    

 Respondents do not see research as a goal in itself, but as benefi cial to quality of 
teaching and education, in particular professional education. Research is also seen 
as instrumental to strengthening the ties with the working fi eld and business as sug-
gested in the following statements:

 –    Research reinforces the dialogue with business and the professional fi eld 
(72–64 %).  

 –   Students who during their studies are actively involved in research are better 
prepared for their future professional practice (78–51 %).  

 –   The type of research at UAS is clearly distinguished from university research 
(67–62 %).    

 Another set of statements concerned the embedding of applied research in the 
internal organization of the institution and the desirability of extending this research:

 –    The research function of the UAS is currently too limited and needs to be 
extended (budgetary, personal capacity) (81–50 %).  

 –   Research activities by individual faculty need to be rewarded in terms of career 
perspectives and remuneration (60–47 %).  

 –   It is desirable to create specifi c research functions with distinctive job descrip-
tions and corresponding qualifi cations (57–37 %).  

 –   Research belongs to the normal tasks of all staff whereby the volume of the 
teaching task has to be adapted (60–40 %).    

 The higher ranks generally display a more positive view of the research and 
extension thereof in the organisation than those in the lower ranks. Higher ranks 
express their research ambitions by advocating the extension of the research func-
tion, to be rewarded for research and the desirability of creating separate research 
functions. Altogether, the majority of respondents do not fear that extending 

2   Lower ranks are lecturers who have mainly a teaching task (N = 221), higher ranks are lecturers/
researchers as well as lectors (N = 112). 

E. de Weert



87

research activities would be at the expense of the attention to education under the 
condition that research and teaching are closely intertwined. 

 Finally, respondents were asked whether a PhD is needed in order to undertake 
practice-oriented research in the UAS. Quite surprisingly, altogether 67 % responded 
that the PhD degree is not necessary to undertake this type of research. There were 
no lectors who believed that this degree is needed, 20 % of the lecturers /researchers 
and 11 % of the lower ranks. This fi nding may well be interpreted in the sense that 
UAS staff see their research as principally different from university research and 
that other types of qualifi cations and experiences are needed than just a formal 
 academic degree. 

 Staff in higher ranks at Dutch UAS consistently responded more favorably about 
the research function than those in lower ranks. It may well be that there is a match 
between these perceptions and the actual involvement in research and that those 
who are unable to do research in their circumstances given their teaching loads are 
less positive about these statements. In order to explore this, respondents were also 
asked whether they would like an extension of their research task and if yes or no 
under what conditions. Table  5.1  shows how the wish to be more strongly involved 
in research is related to the views regarding the value of research.

   Obviously, those who would like an extension of their research task are signifi cantly 
more positive on both statements than those who don’t want an extension of their 
research task. The reasons for the latter can be either that they don’t want to reduce their 
teaching task or are not interested in doing research. Those who favor more research 
value research in terms of contributing to the professionalisation of the teaching staff 
and reinforcing the dialogue with business and the professional fi eld. These aspects 
belong to the core distinctive profi le of research as conceived by the UAS sector. A 
similar pattern appears with regard to the other statements mentioned above, such as 
the contribution of research to curricular innovation, innovation of professional prac-
tice, and the preparation of students for their future professional practice. 

 These fi ndings support the assumption that there is a fi t between perceptions on 
research and the research activity itself. Based on data from an earlier Carnegie 
Survey conducted in 1969, Fulton and Trow ( 1974 ) suggest that in contrast to uni-
versities where is no marked subordination of one function to another, there is in the 
weaker universities and in the better colleges a division of labor within the faculty, 
between those who do research and those who do not. Their guess is that the former 

   Table 5.1    Views of Dutch UAS staff on applied research by whether they wish an extension of 
their research task or not   

 Extension 
research task? 

 Research contributes to 
professionalization of teaching 

 Research reinforces dialogue with 
business and professional fi eld 

 Agree  Indifferent  Disagree  Agree  Indifferent  Disagree 
 Yes  74 %  24 %  20 %  72 %  56 %  26 % 
 No  26 %  76 %  80 %  28 %  44 %  74 % 

  Signifi cant p < 0.01 (Chi-Square)  
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set the norms and values for all, and thus infl uence the climate of teaching and 
research throughout those institutions. 

 The fi ndings from the Dutch CAP study support this view. It may well be that 
those who indicate that they are not interested in research say so because they are 
unable given their circumstances to do research. They also believe that research at 
UAS is at the expense of teaching, a view that they share with those who say that 
they don’t want to reduce their teaching task. Those who would like to have an 
expansion of their research task are much more positive about the link between 
education and research.  

5.7     Looking Forward 

 Given the extended research role of the UAS, the classical functional division 
between ‘research universities’ and ‘teaching institutions’ has increasingly lost its 
meaning and can hardly be seen as the distinguishing characteristic of the binary 
system. The sustainability of this system is dependent on the extent to which the 
sector is able to develop the distinct research profi le that is anchored in practical 
issues, seeks strong ties with companies and is oriented towards the improvement of 
professional practice. The place of research within the institution and its contribu-
tion to the development of teaching and learning is supported by a larger part of the 
faculty members. They are challenged to explore didactical approaches to the 
teaching- research nexus (research-led or inquiry-based learning processes). A major 
challenge for the sector is to develop their own career structures as well as commu-
nities that jointly value the quest for fundamental understanding and considerations 
of use, as illustrated in the Pasteur’s quadrant. Seen from this perspective, the 
research function of UAS will not erode, but rather strengthen the basis of the binary 
system. 

 The question arises whether the current emphasis on university rankings, elite 
universities, and new classifi cation schemes is leading to new hierarchies and a 
more stratifi ed system cutting across the binary divide. Within the university sector 
governments in various countries are explicitly concerned with ensuring that a 
handful of institutions could remain or become ‘world class’ universities and which 
also attempts to re-stratify the rest of the rubric of supporting a diversity of mission-
based institutions within a nationally oriented framework. This is clearly visible in 
the German Excellence Initiative aiming to create world-class excellence, particu-
larly in research and research training by selecting a cluster of universities eligible 
for additional funding. Other universities that do not meet the standards are excluded 
(as are the German UAS), thereby creating new hierarchies within the university 
sector. Another example is the ‘top sector policy’ by the Dutch government which 
aims to create more focus and mass by allocating research funding towards targeted, 
cutting- edge research, rather than distributing research funds equally across univer-
sities. This trend to support top research universities creates more divisions within 
the university sector and a new ordering of the higher education landscape. 
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 35 years ago Burton Clark had a foresight when he wrote that

  European scientists fi nd it problematic whether scientifi c research can remain within all 
their universities, as the teaching and participation duties of faculty in mass education come 
to dominate available time, encouraging them to attempt to separate a few research- centered 
universities from the rest. (Clark  1978 ) 

   It is interesting to add that the German Science Council in his comment on the 
Excellence Initiative indicated that the emphasis should not merely be focused on 
research excellence, but towards diversifi cation of the German higher system as a 
whole, with new types of institutional profi les that do not fall in the binary typology 
of universities and UAS (Wissenschaftsrat  2012 ). 

 A possible option to re-label UAS that have developed a strong research 
 component as universities and conversely research-weak universities to label as 
UAS would be catastrophic for a binary system. Not only because this would incite 
the ‘other institutions’ to academic drift actions that make them more like the pres-
tigious universities, but this would principally deny the distinctive profi le the UAS 
sector has developed in the last decade. 

 Clearly some UAS may develop greater research capacities than others, some 
will be unable to attain proper standards for their research activities, whereas others 
will move ahead. The more advanced institutions will be able to develop research 
centers in which they can accentuate their specifi c strengths in key areas. Since they 
will serve different customers it is likely that the differentiation within the sector 
will increase. 

 A binary structure does not obstruct further diversifi cation within each of the 
sectors building on the profi ling of individual institutions. A vibrant binary structure 
can only be fostered by appropriate regulative mechanisms of public policy. 
Governments should increase rather than decrease the level of regulation. This may 
include approaches to quality assurance and accreditation which take into account 
research that is focused on its practical use, and (targeting) funding structures that 
best support this diversity. Also the development of funding models of institutional 
profi les as currently initiated in some countries which have the objective of creating 
a high level of institutional diversity may fi t well into a dynamic binary system.     
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    Chapter 6   
 The Teaching and Research Nexus 
from an International Perspective 

             Akira     Arimoto    

6.1            Introduction 

 The academic profession and its host institution, the university, are continuously 
changing: The shift from the middle age university to the modern university and to 
the future university (the post-modern university) is a response to the broader social 
changes associated with the shift from the agricultural society through the industrial 
society to the knowledge society. 

 Figure  6.1 , designed by the author of this article, shows the framework for the 
university’s change from a community of knowledge to an enterprise of knowledge 
over the time span of past-present-future. In accordance with this trend, the  academic 
profession is also changing from A to B, to C, to D. We have analyzed the current 
situations of B in the Carnegie 1992 survey (Altbach  1996 ; Arimoto and Ehara 
 1996 ), and that of C in the CAP 2007 survey (   Arimoto  2008a ,  b ,  2009a ; Kogan and 
Teichler  2007 ; RIHE  2008 ,  2009 ).  

 Figure  6.2 , also designed by the author of this article, indicates the pressures 
fl owing from the knowledge society for the integration of research, teaching and 
learning, while there are counter pressures for the differentiation of these functions 
fl owing from the changing environment of the university. Specifi cally the effects of 
globalization and marketization in a knowledge-based economy are apt to exert 
great pressure for the university’s transformation from a community of knowledge 
to an enterprise of knowledge. Higher education policy also adds pressure on the 
university with the call for rationalization and effi ciency, introducing new 
 mechanisms of selection and concentration. 
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 These pressures may lead to the differentiation, separation, and fragmentation of 
research and teaching, especially as the academic profession divides into two 
groups: those with a research orientation and those with a teaching orientation. This 
pressure works not only on academics conducting research and teaching but also on 
the students engaged in learning (or study). The teaching and learning processes 
taking place in the classrooms have diffi culty in sustaining quality assurance due to 
the increasing tension between teaching and learning. 

  Fig. 6.2    R-T-L differentiation and integration in the knowledge society       

  Fig. 6.1    Changing university and academic profession       
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 Based on these frameworks, this report will discuss four issues: the necessity of 
the integration of research and teaching; the processes of manifest and latent dif-
ferentiation; the confl icts between differentiation and integration as evidenced in the 
Carnegie and CAP surveys; and the inevitability of integration.   

6.2     Research and Teaching Nexus in the Third Wave Age 

 The shift from the middle age university to the modern university and to the future uni-
versity responds to the social change from the agricultural stage through the industrial 
stage to the knowledge stage. In other words, each stage refl ects simple, creative, and 
super-creative reproduction, respectively. The third wave age intrinsic to the knowledge 
society with super-creative reproduction is characterized by the uncertainty of society 
as contrasted with the greater predictability of social trends in the previous eras. 

 Academics in the fi rst and second waves could teach the students from the homo-
geneous elite social class about their future, because they could fairly accurately 
predict the near future. However, academics can no longer teach students about their 
future in the third wave age. Students themselves are apt to be super–diversifi ed 
compared to those in the previous wave ages. Predicting the student’s future will be 
increasingly diffi cult, since the individual super-diversifi ed student has his/her own 
differentiated life course rather than a unifi ed life cycle. 

 In the stage of the third wave age, uncertainty increases both in society and in the 
prospects for students. It is an age of educational paradox in which academics need 
to teach students but at the same time they are not clear concerning what they should 
teach. Accordingly, the pressure for strengthening the teaching and research nexus is 
introduced into the classrooms for the fi rst time in the history of higher education. 

 The legacy of the middle ages and the pre-modern university with its teaching 
orientation was recognized well into the nineteenth century when the modern uni-
versity was established. For example, Harvard University did not introduce research 
into teaching until the introduction of the elective system in the late nineteenth cen-
tury. The academic staff were not researchers specialized in specifi c disciplines but 
rather were directors of teaching in the classroom, responsible for managing the 
students’ recitation of textbooks. However, gradually the American universities 
began to recruit graduates from German universities for their academic staff that 
emphasized research as well as teaching. In 1876 Johns Hopkins University was 
established as a graduate school for the fi rst time in the history of higher education. 

 In the twentieth century, the university was compelled to transform from the elite 
stage to the massifi cation stage by the pressure of quantity caused by the increasing 
numbers of students. The universities and colleges of the world plunged into the 
massifi cation stage of higher education from the elite stage since the 1960s, while 
they have shifted from the massifi cation stage to the universalization stage since 
2000. With each of these stages, the social characteristics and academic goals of 
students have become more diversifi ed. Therefore, teacher-centered teaching has 
had to change to student-centered teaching, paying greater attention to the students’ 
initiatives in the quest for learning. 
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 Accordingly, education to enhance individual student learning is strengthened in 
terms of the life course perspective rather than the life cycle perspective. The third 
wave age, in which the knowledge society proceeds as a core social trend, stresses 
the discovery of knowledge and so research is apt to increase to the extent that 
teaching as well as learning (or study) is necessary. In this context, the perspective 
of pursuing the R-T-S nexus (Research-Teaching-Study nexus) is indispensable in 
the twenty-fi rst century.  

6.3     The Necessity of the Integration of Teaching 
and Research 

6.3.1     Transformation from Knowledge Society 1 to Knowledge 
Society 2 

 The knowledge society (or a knowledge-based society) is formed on the basis of 
knowledge. Its impact on the university is indicated by the compatibility of its value 
both to the university and to society. As shown in Fig.  6.3 , designed by the author of 
this article as well, the university provided the original knowledge society through its 
functions of discovery, dissemination, and service based on knowledge before the 
society at large shifted from the information-based society to the knowledge society. 
In this sense, the university was a “knowledge society 1”, while the latter is a “knowl-
edge society 2” (Arimoto  2007 ,  2009a , p. 4). The continuity of the two societies today 
is clearly shown by the compatible co-existence of the functions of research (discov-
ery of knowledge), teaching (dissemination of knowledge), and learning (understand-
ing of knowledge). Gibbons and others discussed knowledge in terms of Mode 1, or 
pure knowledge, and Mode 2 of applied and developmental knowledge. They dis-
cussed how knowledge itself was transformed from Mode 1, which was useful only 
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  Fig. 6.3    Development from knowledge society 1 to knowledge Society 2       
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to the university, to Mode 2, which was useful also to the society as well as to the 
university (Gibbons et al.  1994 ). In the emerging knowledge society, both the univer-
sity and the society at large cannot survive when they ignore research, teaching, and 
learning because all of these have acquired increased social signifi cance.   

6.3.2     Logic of Academic Discipline 

 The university is an organization developed for various kinds of academic activities 
on the basis of knowledge as material or stuff (Clark  1983 ). An academic discipline 
is based on knowledge, especially advanced knowledge. The academic staff who 
specialize in their own disciplines form groups such as a chair, department, or faculty 
in order to pursue research, teaching and service, and to develop knowledge related 
to these disciplines (Becher and Parry  2007 ). In fact, the attachment of academics to 
their own academic disciplines is fairly high as shown in the results of the CAP sur-
vey that compares the extent to which each of the following affi liations is “very 
important”: academic discipline (60.4 %); department (34.2 %); institution (33.1 %). 

 The functions of knowledge such as understanding, discovery, dissemination, and 
application correspond to the academic work of learning, research, teaching, and ser-
vice, respectively. In this context, the university is an institution that deals with knowl-
edge as stuff and conducts academic work integrating the functions of knowledge. 

 In terms of the emphasis among the different kinds of academic work, research 
developed rapidly after the introduction of graduate schools in the university sys-
tem, and the research university has developed to the extent that it encourages aca-
demics to exhibit a strong research orientation. The concept of academic productivity 
was derived from that of scientifi c productivity as described originally by Robert 
K. Merton (Merton and Storer  1973 ), and thus a main goal of the contemporary 
university is to raise academic productivity (Shinbori  1973 ; Arimoto  1981 ,  1987 , 
 2007 ,  2009b ). 

 Priority competition for high academic productivity among the universities today 
implies high academic productivity including both research and teaching productiv-
ity. Since research and teaching should be connected to each other, a research- 
teaching nexus (R-T nexus) is inevitable. In addition, as teaching is related to both 
the teaching and learning process and so learning is necessarily integral to an 
increase in academic productivity. As a result, a research-teaching-learning nexus 
(R-T-S nexus) is necessary and also quality assurance of its attainment is necessary 
(Clark  1997 ; Nicholls  2005 ; Arimoto  2006 ).  

6.3.3     Mechanism of Academic Work 

 An academic is thought to be a researcher and teacher at the same time in the mod-
ern university. However, even in the nineteenth century, it was not true as shown in 
the fact that the academic’s work lay in requiring his/her students to show ability in 
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the recitation of a textbook in the classroom, not in teaching the fi ndings of research 
activities (Ushiogi  1986 ,  2008 ). After research was accepted into the university, 
providing students with expertise discovered by a series of research activities 
became a part of the teaching and learning process. In this sense, an attempt to inte-
grate research and teaching as mutually reinforcing tasks of the academy has 
become fundamentally necessary in the modern university.  

6.3.4     Integration of Teaching and Learning 

 The academic staff are not thought to be school teachers but learned scholars, scien-
tists, researchers. The university teacher basically teaches the students in the class-
rooms on the basis of research conducted in particular places of enquiry such as a 
laboratory, library, or offi ce. Teaching through research is expected in accordance 
with the original meaning of the Humboldtian model of the integration between 
research and teaching (Ushiogi  2008 ). Of course, academic staff differ from teach-
ers in the elementary and secondary schools who do not conduct research offi cially. 
“At the higher level, the teacher does not exist for the sake of the student: both 
teacher and student have their justifi cation in the common pursuit of knowledge” 
(von Humboldt  1970 , p. 249). 

 It is undeniable that the ideal of the integration of research and teaching may be 
undermined by the introduction of a policy pushing academics to become more 
involved in teaching. For example, the Ministry of Education in Japan has since 
1991 urged academics to make a greater commitment to teaching instead of to 
research. However, this policy has essentially failed. After a two decades interval 
the Central Council for Education released a report in 2012 emphasizing the impor-
tance of the academics’ research involvement together with teaching (CCE  2012 ). 
Teachers who teach university students without involvement in research may not be 
substantially regarded as university teachers, although they may well be profi cient 
as school teachers. Similarly, as far as university students are concerned, they differ 
from school students, because they need to learn on the basis of the teacher’s teach-
ing through research.   

6.4     Concept of R-T-S Nexus 

6.4.1     Logic of R-T-S Nexus 

 In the third wave age, the infl uence of students increases more and more because of 
their unprecedented expansion in enrollment in the universities and colleges. In due 
course it becomes necessary to enhance the stress on the teaching and learning process. 
The integration of teaching and learning is increasingly necessary. Considering the 
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university, we can understand that teaching prevailed in the fi rst wave age, research 
prevailed in the second wave age, and learning is going to prevail in the third wave age. 

 In the twenty-fi rst century, although the integration of research and teaching is 
encouraged, it seems to have been fairly diffi cult to do so due to the persistence of the 
old research paradigm. Because the research paradigm was prevalent in the second 
wave age, the trend of the research paradigm expelling teaching appeared even in the 
teaching-oriented Anglo Saxon universities. In other words, the dominant paradigm 
focused on the scholarship of discovery. This is likely to be adaptable not only in the 
universities and colleges in the advanced countries but also in those of the emerging 
countries. Considering this kind of climate at the level of the R-T nexus, the integra-
tion of research, teaching, and learning may be even more diffi cult to realize. 

 Some scholars have already discussed the problem of the reconsideration of 
scholarship as well as the R-T-S nexus. The earliest advocate of the R-T-S nexus is 
Wilhelm Humboldt who proposed the concept in 1910. Burton R. Clark discussed 
the concept for the fi rst time from the fi eld of sociology (Clark  1997 ; Boyer  1990 ; 
Nicholls  2005 ). Ernest Boyer gave another boost to the concept when he published 
Scholarship Reconsidered in 1990. According to him scholarship consists of the 
four components of research, application, integration, and teaching; and among 
these factors teaching is located at the highest position above research.  

6.4.2     R-T-S Nexus as the Mission of the Academic Profession 

 As has been discussed, among the three basic elements of teacher, student, and cur-
riculum in the teaching and learning process in the university, the teacher mutually 
interacts with the students by way of the curriculum. In general, students study the 
educational tasks that the teacher prescribes as part of the teaching and learning 
process, exercising their own initiative to enhance their learning. 

 Given this situation, it seems necessary to seek a harmonious relationship of the 
teacher’s intention for teaching and the student’s intention for learning so as to 
obtain a fruitful outcome of the teaching and learning process. In other words, the 
most effective outcome will be realized by integrating the teacher’s intention of 
teaching through research with the expectation of student’s study through research. 

 As Fig.  6.4  (designed by the author of this article) shows, four categories can 
conceptually be created from the combination of teacher’s and student’s intentions: 
Type A (teacher+, student+); Type B (Teacher+, student−); Type C (teacher−, stu-
dent+); Type D (teacher−, student−). Type A seems to be decreasing today, though 
it represents the ideal type of the teaching and learning process. On the other hand, 
types B, C, and D seem to be increasing today though they are deviant types. Among 
these four types, the types of A and B which have the teacher’s positive intention (+) 
belong properly inside academia, while types C and D which have the teacher’s 
negative intentions (−) do not belong in academia. Type D while it can be described 
conceptually is rarely witnessed in practice.  
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 Type B is remarkable in particular, because it is likely to become more popular 
in the emerging universal stage of higher education that has inevitably created a 
situation of super-diversifi cation of students with less enthusiasm and ability for 
study and learning. This is evident in the fact that a series of new approaches to 
these students are thought to be appropriate to change their needs. In fact, there are 
many innovative devices from large to small concepts: remedial education; fi rst- 
year education; active learning; learning outcomes; GPA; teaching and learning 
portfolio. The R-T-S nexus becomes more and more important for academics so as 
to improve these students’ academic achievements by transforming their intentions 
from negative to positive.   

6.5     Confl icts Between Ideal and Reality of the R-T-S Nexus 

6.5.1     The Findings of the Carnegie Survey in 1992 

 An analysis of academics’ orientation to research and teaching based on the 
Carnegie survey identifi ed three types: a research orientation; a research and teach-
ing orientation; and a teaching orientation (Arimoto and Ehara  1996 ). The fi rst type, 
designated the German model, stresses research more than teaching, and is found in 
countries such as the Netherlands, Japan, Germany, Sweden, and South Korea. The 
second type, designated the Anglo-Saxon model, stresses research and teaching 
evenly, and occurs in countries such as the UK, the U.S., Australia, and Hong Kong. 
The third type, designated the Latin American model, stresses teaching more than 
research, and is found in countries such as Argentina, Chile, and Brazil. 

 The Anglo-Saxon model seems to approach the Humboldtian ideal most closely 
in the sense that it seems to conform to the pattern of integrated research and teach-
ing. On the other hand, the German model, with its strong emphasis on research, 
tends to pay too much attention to academic staff as researchers and too little to 
students as learners. In contrast, the Latin American model puts more weight on 
teaching and students and less on research and the academic staff. 

Type Teacher Student

A + +

+
+ –

––

–
B

C

D

university

classic

remedial

discipline

Influence

  Fig. 6.4    Typology of 
relationship between 
teacher and student       

 

A. Arimoto



99

 In the case of Japanese academics, they conformed to the German model in 1992 
and 2007. The result seems to refl ect the national policy of supporting a research 
orientation in the former period, but in the latter period there is a contrast between 
what professors actually do and what the national policy advocates (CCE  2012 ).  

6.5.2     The Findings of the Cap Survey in 2007 

 Three types were transformed mainly to research orientation according to the results 
of the CAP survey conducted in 2007–2008. The numbers of countries following 
the Anglo Saxon type decreased and on the other hand those representing the 
German type increased. It is surprising to discover that the results differ signifi -
cantly from the expectation that the Humboldtian ideal model would have been 
realized to a greater degree during the past 15 years. 

 Table  6.1  reveals that the German model has extended to a number of countries, 
while conformity to the Latin American model has declined. The Anglo-Saxon 
model, which was thought to approximate the ideal, has also declined to a consider-
able extent. Actually, the research orientation in countries of the German type in 
1992 decreased from 71 % to 63 %. The research orientation for all of the countries 
of the German type countries was already notable in 1992 and in most cases 
remained high in 2007; the Netherlands is an exception with a decrease from 75 % 
to 56 %. The aggregate score for the countries of the Anglo Saxon type increased 

   Table 6.1    Increase and decrease of research orientation by type, country and year (%)   

 Type  Country  1992  2007  Increase & decrease 

 Latin  Mexico  35  43  +8 
 Brazil  38  48  +10 
 (Average)  36.5  45.5  +9 

 Anglo Saxon  US  51  44  −7 
 Australia  52  69  +17 
 HK  54  63  +9 
 Korea  56  68  +12 
 UK  56  67  +11 
 (Average)  53.8  82.2  +8.4 

 German  Germany  85  63  −3 
 Japan  33  31  −2 
 Netherlands  35  56  −19 
 (Average)  31.3  83.3  −8 
 Total Average  66.6  69.3  +36 

  Source: Survey “The Changing Academic Profession” 
 Question B 2: Regarding your own preferences, do your interests lie primarily in teaching or in research? 
 Research: Responses to “Primarily in research” and “In both, but leaning towards research”  
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from 54 % to 62 %, though the U.S. decreased from 51 % to 44 %. The aggregate 
score for the countries of the Latin America type increased from 37 % to 46 %. 

 Altogether, the academic profession worldwide has strengthened its research orienta-
tion during the 15 years since 1992. William Cummings ( 2009  p. 41) pointed out at the 
CAP Conference in 2009 that “While several countries exhibit an increased stress on 
research, no country for which there is data for both 1992 and 2009 indicates a notable 
increase in the stress on teaching.” The increased stress on research runs contrary to the 
attainment of the Humboldtian ideal of the integration of research and teaching.

6.5.3        Research Orientation by the University Sector 
and the Non-university Sector 

 Figure  6.5  shows the percentage of academics in the university sector favoring a research 
orientation compared to those in the non-university sector, broken down by three coun-
try groups: core-country (68 %, 45 %), semi-core-country (72 %, 51 %), and periphery 

  Fig. 6.5    Research orientation by university and non-university (%) 
 Question B 2: Regarding your own preferences, do your interests lie primarily in teaching or in research? 
 Research: Responses to “Primarily in research” and “In both, but leaning towards research” 
 (Source: Survey “The Changing Academic Profession”)       
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country (51 %, 40 %). The proportion of academics in the university sector favoring 
research is larger than that in the non-university sector in each of these groups.   

 Concerning the patterns of change between 1992 and 2007 at universities and 
other institutions, there are some differences among the three groups. On average, 
the core-countries have not changed in the past 15 years (from 62 % to 61 %), while 
the semi-core countries have increased a little bit (from 60 % to 65 %). The  periphery 
countries have increased the most (from 37 % to 46 %) (   Fig.  6.6 ). Among the core- 
countries, it is interesting that the U.S. decreased, while the UK increased. Among 
the semi-core-countries and the periphery countries, all countries except the 
Netherlands increased. In sum, it appears that all countries except the U.S. and the 
Netherlands have increased their research orientation over the past 15 years.  

6.5.4     Reasons of Increasing Differentiation Between 
Research and Teaching 

 Increased differentiation between research and teaching can be attributed to factors 
such as the institutionalization of the graduate school; establishment of academic 
associations; identifi cation of centers of learning; assessment of productivity and 
citations of papers; the status of the research university; the reward system; and the 
institutionalization of ranking. 

 First as already pointed out, the establishment of graduate schools in the U.S. can 
be viewed as an element of this trend (Oleson and Voss  1979 ). They separated teaching 
and research by placing teaching in the fi rst tier for liberal arts education and 
research in the second tier for research and professional education (Clark  1983 ). 

 Second, the identifi cation of centers of learning also started at the same time as 
the construction of graduate schools. It is natural that the academics belonging to 
these centers of learning are apt to have a strong research orientation and high 
research productivity (Ben-David  1977 ; Arimoto  1996 ). 

 Third, the assessment of productivity and the citation of papers are related to the 
priority competition among academics as researchers. The new discovery in the 
fi eld of the specifi c discipline is usually assessed by the gate keepers in the form of 
peer review in the journals of the respective academic associations such as mathe-
matics, physics, chemistry, biology, medicine, engineering, economics, sociology, 
psychology, etc. High research productivity is assessed qualitatively by using the 
tool of the scientifi c citation index (SCI). In this kind of process, pressure is inclined 
to favor a research orientation over a teaching orientation. 

 Fourth, the status of the research university is recognized among academics who 
perceive a ranking order of higher educational institutions from the top level to the 
bottom level with the research university at the top. This mechanism is related to the 
reward system for academics. As far as ranking is concerned, the research universi-
ties are likely to be nominated at the top of the ranking order in the world university 
ranking such as the London Times, the U.S. News and World Report, and the 
Shanghai Jiao Tong University (Shin et al.  2011 ).   
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6.6     Perspective of the Academic Profession in the Twenty 
First Century 

6.6.1     Uncertainty as Well as Unpredictable Future 

 In the twenty-first century, the trends towards the knowledge society, global-
ization, and marketization will be strengthened more and more so that people 
will be increasingly confronted with uncertainty and an unpredictable future. 
At the same time, the universalization stage of higher education development 
will necessarily bring about the super-diversification of students when com-
pared to the homogeneous students of the elite stage and the diversified stu-
dents of the massification stage. Under this circumstance, the life-course of 
individual students is expected to form creatively for the lifelong span not 
only from the entrance to university to graduation but also from graduation to 
retirement.  

6.6.2     Characteristics of the Academic Organization 

 As was discussed previously, the integration of research and teaching has been 
facing increasing diffi culty of realization owing to the effects of the dominant 
research paradigm. However, considering that among many institutions in the 
whole society only the university has the functions of research and teaching as its 
two indispensable vehicles, how to achieve this integration presents itself as an 
inevitable challenge. 

 First, as described above, the core work of the academic system is research and 
teaching as its two vehicles. No educational institution other than the university has 
two systemic and organizational functions. 

 Second, in the knowledge society, research-based teaching is necessary at all levels 
of education from the primary to the tertiary level of education. Furthermore, for a sys-
tem of lifelong learning from birth to retirement, research-based teaching is necessary in 
order to develop human education in terms of independent and autonomous thinking. 

 Third, from the perspective of the academic profession, academics are expected 
to pursue teaching through research instead of instruction which was popular for 
academics in the fi rst wave age. It is valuable for academics to recognize the abili-
ties of students for problem-solving as well as creativity through tacit knowledge 
embedded in academics as researchers. The students as learners have higher possi-
bilities of achievement from study as well as from learning if the academics they 
work with have research ability.  
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6.6.3     Reconsideration of Scholarship as the Mission 
of the Academic Profession 

 Academics who have been committed to a research orientation experience diffi culty in 
changing their consciousness to conform to the new scholarship concept. For example, 
according to the Carnegie survey in 1992, the Japanese academics indicated that the 
proportion of the age cohort’s enrollment to the universities and colleges should be less 
than 40 % against the actual enrollment rate of 45 % at that time (Arimoto and Ehara 
 1996 , pp. 39–50). This discrepancy between academics’ consciousness and the real 
enrollment rate persisted for 15 years until 2007 when the CAP survey indicated that 
the preferred enrollment remained at less than 40 % despite the actual rate of 55 % – 
corresponding to the attainment of universal higher education (Ogata  2008 , pp. 111–
114). The survey responses indicate that the existing student enrollment rates were far 
beyond the academics’ expectations, refl ecting their research orientation and in addi-
tion their perspective of the university as still in the elite stage of higher education. 

 However, as discussed previously, the greater importance of learning in addition 
to that of teaching has increased so as to meet the needs of the universal stage of 
higher education development. Accordingly, realization of the R-T-S nexus will be 
extremely diffi cult in the environment that has yet to accept the R-T nexus. 
Academics, who are focused exclusively on the research orientation such as the 
Japanese academics, need to face this diffi cult problem at all costs.  

6.6.4     Division of Labor Between the University Sector 
and the Non-university Sector 

 As already pointed out above the research orientation is higher in the university than 
in the non-university. This holds true in both the advanced countries (71 % and 
49 % on average) and the emerging countries (51 % and 40 % on average). 

 It can be assumed that the university sector which is given the research university 
function will strengthen its research orientation in the future. On the other hand, the 
higher education institution sector (or the non-university sector) will put more 
weight on the teaching function relative to the research function and thus continue 
the tradition of tertiary education.   

6.7     Concluding Remarks 

  First , over the last 15 years various social changes have exerted pressure to 
transform academia from a community of knowledge to a knowledge enterprise. 
In the emerging knowledge society, which coexists both in society overall and in 
academia, the knowledge functions of discovery, dissemination, and application are 
increasingly important. Considering these factors, the integration of research and 
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teaching, and, even more, the integration of research, teaching and learning (an 
R-T-L nexus) is essential. 

  Second , in reality, however, such integration is rarely achieved due to the increasing 
tendency for the differentiation of research and teaching. The concept of the 
Humboldtian model was acceptable a century ago at the time of the institutionaliza-
tion of the modern university, but this model is hardly adaptable to the universal stage 
of higher education today. Conversely there is a trend of encouraging teaching without 
research that necessarily drives academic staff either towards research or towards 
teaching. Confl icts between research and teaching are evident in many countries in the 
light of the fact that the research orientation has been strengthened around the world. 

  Third,  concerning the confl ict between the differentiation and integration of 
teaching and research, the Carnegie survey identifi ed three types: a research orienta-
tion; a research and teaching half and half orientation; and a teaching orientation. 
By the time of the CAP survey, the distribution between these types had changed. 
Conformity to the teaching orientation and to the research and teaching orientation 
had decreased, while conformity to the research orientation had increased. 
Particularly, the type of research and teaching orientation closest to the Humboldtian 
ideal had declined in all countries except the U.S. 

  Fourth , increased differentiation between research and teaching can be readily 
attributed to factors such as the institutionalization of the graduate school; establish-
ment of academic associations; identifi cation of centers of learning; assessment of 
productivity and citations of papers; the status of the research university; the reward 
system; and the institutionalization of rankings. Considering the way in which the 
process of differentiation has spread globally, we are forced to recognize the diffi -
culty of integrating teaching and research. 

 Nevertheless, integration is necessary in the twenty-fi rst century when unprece-
dented universalization will be steadily promoted. Furthermore, integration is neces-
sary, not only to establish the R-T nexus but also to extend it to the R-T-S nexus, if 
the increasing demands of students’ study are to be met. As discussed in this paper, 
consideration of the present situation, in which creating even the R-T nexus is dif-
fi cult, will necessarily impose greater diffi culty to realize the R-T-L nexus. In this 
context, the academic profession worldwide is confronted with the challenge of 
fi nding the means to achieve this essential development.     
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    Chapter 7   
 Congeniality and Research Productivity 
in State-Professional-Market Driven Systems 
of Mass Higher Education 

             Gerard     A.     Postiglione      and     Jisun     Jung    

7.1            Introduction 

 With the increasing interest in research productivity, many studies have examined 
the main factors that determine productivity among academics. Most of the  literature 
has grouped infl uential factors into two broad categories: individual-level 
 characteristics and institutional features. Regarding the individual characteristics, 
demographic factors (e.g., age, experience, and gender, which have served as  control 
variables in many studies) and job attitudes or emotions (e.g., motivation, 
 satisfaction, and stress) are known to be signifi cant factors that infl uence 
research  productivity. For instance, high satisfaction is positively related to research 
 productivity (Mamiseishvili and Rosser  2011 ), while high job stress is negatively 
associated with it (Blackburn and Bentley  1993 ). Institutional features are a second 
category of factors, and studies have reported that academic freedom, shared 
 governance, and a supportive research environment are all positively related to 
research productivity (Bland and Ruffi n  1992 ; Fox  1983 ). 

 This study combines the favorable conditions that enhance research productivity, 
both at the individual and institutional levels, as described above. In doing so, we 
conceptualize congeniality as situations that are suitable to one’s professional 
 inclinations and circumstances that are benefi cial to the academic profession. 
Furthermore, we have hypothesized that the relationship between congeniality and 
research productivity varies across higher education systems. In particular,  academic 
scholarship and productivity become affected by how it aligns with the 
 state-professional- market-oriented higher education typology (Clark  1983 ; Shin 
and Harman  2009 ). For instance, academics in strong market-oriented systems are 
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confronted by a more competitive environment of performance-based evaluation. 
This contrasts with those in traditional professional-oriented systems that have a 
greater focus on academic autonomy (Harley  2002 ; Shin and Kehm  2012 ). 
Therefore, this study aims to compare congeniality and research productivity across 
higher education systems and examine the impact of congeniality on research 
productivity in each system.  

7.2     Literature Review 

7.2.1     Does Congeniality Affect Research Productivity 
Among Academics? 

 Congeniality is not a familiar concept in higher education research; however, it has 
been examined and analyzed in sociological and organizational studies comparing 
congenial and non-congenial groups. For instance, Exline ( 1960 ), in one of the 
traditional organizational studies, compared a congenial group and a non-congenial 
group in terms of productivity. He described the congenial group as one that enables 
members to accept a particular task more positively. Furthermore, congeniality 
leads to the acceptance of a group task as a personal goal that benefi ts all group 
members. On the other hand, a non-congenial group discourages task acceptance, 
resulting in more self-centered goals and less individual acceptance of group goals 
(Exline  1960 ). 

 Although the exact term “congeniality” hardly appears in higher education 
research, a number of studies have emphasized a favorable institutional environ-
ment as an important variable to sustain and enhance research productivity among 
academics. Bland and Ruffi n ( 1992 ) extracted 12 environmental factors to improve 
research productivity among academics: clear goals that serve a coordinating func-
tion, research emphasis, distinctive culture, positive group climate, assertive partici-
pate governance, decentralized organization, frequent communication, accessible 
resources, suffi cient size of research group, age, diversity of the research group, 
appropriate rewards, concentration on recruitment and selection, leadership with 
research expertise and skill in both initiating appropriate organizational structure 
and using participatory management practices. 

 This chapter has particularly focused on communication between colleagues, aca-
demic freedom, and a supportive environment for research activities. First, open and 
frequent communication in universities enhances research productivity as it promotes 
the exchange of ideas, intellectual stimulation, and academic challenge; good commu-
nication can also prevent errors from being made; and promote competition and reward 
(Bland and Ruffi n  1992 ; Creswell  1985 ; Pelz and Andrews  1967 ; Rey-Rocha et al. 
 2002 ). Smeby and Try ( 2005 : 595) have described an effective research unit as 
one that has “openness and good collegial communication”, while a poor research 
unit is one characterized by “isolation and personal confl icts.” Second, highly 
productive research groups have a greater degree of academic  freedom (Levy  1992 ; 
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Volkwein and Parmley  2000 ). Several studies have found that higher levels of 
freedom lead to effective  academic activity since academic  productivity increases 
when faculty members encounter fl exibility and openness towards their ideas (Fox  1983 ). 
Third, productive research environments have administrators who are highly committed 
to research and are able to effectively allocate suffi cient resources. 

 On the other hand, individual job attitudes and emotions are also associated with 
research productivity. Although institutional congeniality is high, if individual 
 academics are not satisfi ed with their environment, their academic activity may become 
less productive. This issue is particularly important in contemporary higher education 
since pressures related to productivity have increased and considerably affected faculty 
members’ job attitudes (Mamiseishvili and Rosser  2011 ). Some academics claim 
that the pressure to publish for promotional purposes increases their job stress (Wood 
 1990 ). In addition, dissatisfaction and turnover among academics may represent poten-
tially serious institutional problems such as a loss of talent and a negative organiza-
tional climate (Zhou and Volkwein  2004 ). Bland et al. ( 2005 ) suggest that the interaction 
between individual satisfaction and equitable support or rewards for research perfor-
mance provided by the institution results in a more productive faculty.  

7.2.2     Typology of Mass Higher Education Systems 

 Congeniality and research productivity vary across higher education systems. Each 
higher education system has different developmental stages in terms of student 
enrollment levels. Moreover, each has its own history of academic professionalism, 
and levels of state or market control differ within similar developmental stages as well. 
Thus, several issues need to be considered when classifying higher education systems. 

 First, massifi cation is the most important issue to consider. For instance, many 
higher education systems have reached the massifi cation level slowly while others have 
reached it quite rapidly with a focus on quantitative expansion (   Cummings et al.  2013 ). 
Some systems have expanded across academic disciplines, while others have expanded 
within particular fi elds. Certain systems have relied on in-country training of faculty, 
and others have relied more on the international job market. Many have primarily relied 
on public resources, and others have relied largely on private resources and the market. 
In this study, we selected a few examples and employ Cummings’ et al. ( 2013 ) 
introductory indicators of massifi cation across higher education systems. As Table  7.1  
indicates, the growth of enrollment in tertiary education is a worldwide phenomenon; 
however, a number of systems have already reached more than 80 % of tertiary educa-
tion enrollment (e.g. United States, Norway), while others show less than 30 % of 
enrollment (e.g. China, Mexico). Gibbons ( 1998 ) pointed out that massifi cation has led 
to all types of changes at universities in terms of student demographics, curricula, 
governance, fi nances, relationships with society, and the academic profession.

   Second, Clark ( 1983 ) offered his perspective on higher education systems based on 
their coordination structure. He observed that each higher education system has unique 
features according to who has control (e.g., state, academic professional, market) and 
described the triangle of coordination based on a comparative study (Fig.  7.1 ).  
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 Recently, Shin and Harman ( 2009 ) pointed out how the governance of higher 
 education institutions has been changed by market forces, and re-applied Clark’s clas-
sifi cation. They categorized higher education systems according to three types of man-
agement styles using the survey data from ‘The Changing Academic Profession’. 
According to the authors, these three management styles (market,  academic profes-
sion, and state models) can be classifi ed based on top-down  management, collegiality 
in decision making, and performance-based management. The market model includes 
the United States, the United Kingdom, Australia, and Hong Kong; the academic 
 profession model includes Germany, Italy, Finland, Norway, Argentina, and Mexico; 
and the state model includes Korea, Japan, China, and Malaysia. 

 In this study, we applied a typology of higher education systems with two  indicators 
based on the level of massifi cation and Clark’s ( 1983 ) coordination model of higher 
education. We have selected one higher education system from each of the three types. 
Specifi cally, in the market model, we have included the U.S. as a mass higher education 
system and Hong Kong as a non-mass higher education system. In the academic profes-
sion model, we have included Finland as a mass higher education system and Mexico 
as a non-mass higher education system. In the state model, we have included Japan as a 
mass higher education system and China as a non-mass higher education system.   

   Table 7.1    Introductory indicators of massifi cation   

 Country/year 
 Tertiary 
GER 1980 

 Tertiary 
GER 2005 

 2005 GER- 
1980 GER 

 % of Faculty 
with PhD 

 Per capita 
Output of 
S&E Articles 
2000 

 United States  56  83  27  77  722.2 
 Hong Kong China  10  31  21  79  nd 
 Norway  26  80  54  53  720 
 Mexico  14  24  10  29  31.8 
 Japan  31  55  24  74  445.6 
 China  2  20  18  25  14.8 

   Source : Cummings et al. ( 2013 )  

  Fig. 7.1    Triangle of 
coordination ( Source : 
Clark  1983 : 143)       
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7.3     Method 

7.3.1     Data Collection 

 This study used data from the international survey of the Changing Academic 
Profession (CAP) in 2008. A total of 19 higher education systems completed the 
survey, and the questionnaire is composed of academics’ demographic profi le, 
career prospects, perceptions of their scholarship, workloads and work environ-
ments, and governance and management-related questions. Each country team 
obtained a nationally representative sample of its academic profession (for details, 
see Teichler et al.  2013 ). Among the 19 higher education systems, we selected six 
cases (systems) based on our research framework.  

7.3.2     Dependent Variable 

 This study has focused on research productivity among academics. Research produc-
tivity is generally defi ned by one or more of the following variables such as books, 
articles, citations to works, grants, patents, internal reports on original research, pro-
totypes, and computer programs. In particular, research productivity is most com-
monly measured in terms of quality or quantity of articles or by an index combining 
articles and books (Shin and Cummings  2010 ; Wanner et al.  1981 ). In this study, the 
number of articles and books (authored or edited) are separately presented in the 
descriptive analysis section. Moreover, in the second OLS regression section, 
research productivity is measured by a sum of journal articles, book chapters, (co) 
-authored books, and (co) -edited books during the last 3 years. In addition, in order 
to normalize the skewed distribution of individual productivity, the log transforma-
tion of variables as proposed by Fox ( 1992 ) and Smyby and Try (2005) was used.  

7.3.3     Research Variables 

 We conceptualized congeniality in terms of individual and institutional levels, and 
we extracted the following survey items from the CAP survey to describe congeni-
ality. At the individual level, items that show academics’ level of satisfaction or 
job-related stress have been listed. Furthermore, the academics’ positive feelings 
toward their institution were mainly used, including communication, collegiality, 
information exchange, and institutional support. Actually, four items of individual 
congeniality were employed:

•    If I had it to do over again, I would not become an academic  
•   This is a poor time for a young person to begin an academic career  
•   My job is a source of considerable personal strain  
•   How would you rate your overall satisfaction with your current job?    
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 Similarly, four items were chosen to characterize institutional congeniality:

•    There is collegiality in the decision-making processes  
•   I am kept informed about what is going on at this institution.  
•   Administrative staff in my institution support academic freedom  
•   There is a supportive attitude toward staff research activities     

7.3.4     Control Variables 

 Research productivity is infl uenced by a number of factors including personal 
 characteristics, workload, research preference, research collaboration, academic 
discipline, and the type of institution. This study includes these as independent 
 variables to control for the effect of research productivity. 

 First, we controlled demographic variables, in particular, gender and experience. 
It is known that the academic activities of male and female academics differ 
(Bain and Cummings  2000 ), and years of experience is known to determine research 
 interests, publication preferences, and performance among academics (Shin and 
Cummings  2010 ). 

 Second, we included the research style of academics as a control variable. For 
instance, research preference is a key explanatory variable (Wanner and Lewis 
1981; Shin and Cummings  2010 ) in productivity. In addition, the importance of 
research collaboration, in particular international collaboration, has a positive 
impact on the number of published articles, while domestic collaboration has no 
signifi cant impact (Smeby and Try  2005 ). 

 Third, academic discipline and institutional type are included as control 
variables. There is considerable variation across disciplines in explaining research 
productivity among academics. In particular, this study follows Biglan’s research 
( 1973 ) in which he proposed three dimensions of academic disciplines: hard vs. 
soft, pure vs. applied, and life science vs. non-life sciences. The hard and soft 
dimensions are most frequently applied in academic research to classify disciplines 
among the three typologies. The hard disciplines are the natural sciences, engineering, 
and medical sciences; the soft disciplines are arts, humanities, and social sciences. 
In addition, institutional type should be controlled, as academics from research 
intensive universities and other types of higher education institutions have differences 
in terms of their research environments and performance.   

7.4     Findings and Discussion 

7.4.1     Congeniality Across Higher Education Systems 

 We examined congeniality at the individual and institutional level across higher 
education systems, and the results are illustrated in Table  7.2 . First, regarding 
 congeniality at the individual level, we included satisfaction and job-stress related 
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variables among academics, as noted previously. To describe the extent of congeni-
ality, we measured the percentage of “strongly agree” and “agree” on a 5 point 
Likert scale in each survey item (1=“strongly disagree” and 5=“strongly agree”). 
Job satisfaction among academics was highest in systems with an academic profes-
sion model such as Mexico (87 %) and Norway (67 %). With the exception of 
Japan, job satisfaction of academics in state and market models is lower than in the 
academic professional models; in particular, job satisfaction among Chinese aca-
demics was the lowest (58 %). job satisfaction was almost 30 % higher among 
academics in Mexico than among those in China. However, the difference between 
mass and  non- mass systems of higher education is not signifi cant.

   This pattern was similar with regard to job stress-relate variables. Academics in 
the state model, (   e.g., Japan (57 %) and China (55 %)) showed the highest levels of 
stress compared to academics in market and professional models. In addition, a 
number of academics in market systems, such as the U.S. (35 %) and Hong Kong 
(41 %), also reported high levels of job stress. In contrast, academics in a profes-
sional model system reported lower levels of stress. For instance, only 23 % of 
academics in Mexico indicated job stress, which is 35 % lower than in Japan (57 %). 
Still, there was no particular pattern of difference between mass and non-mass 
higher education systems. 

 Academics were asked about their job prospects, measured by an item stating, 
“this is a poor time for a young person to begin an academic career.” Academics in 
China (39 %), and Hong Kong (37 %) believed there were limited opportunities for 
academic jobs in their systems, and this was higher than in other systems such as the 
U.S. (20 %), Mexico (13 %), and Japan (8 %). However, this result was not consis-
tent based on the typology. 

   Table 7.2    Congeniality across higher education system   

 Market model  Professional model  State model 

 Mass  Non-mass  Mass  Non- mass   Mass  Non- mass  

 USA  Hong Kong  Norway  Mexico  Japan  China 

  Individual  
 Satisfaction  63.1  64.1  68.6  86.8  68.5  57.8 
 Stress  35.3  41.4  35.3  22.6  57.4  54.9 
 Poor time for young people  20.2  37.2  23.8  13.2  8.3  39.1 
 Re-choose of academic job  9.9  15.8  16.1  9.8  12.5  21.1 
  Institutional  
 Communication  29.8  25.3  34.4  39.2  24.1  34.4 
 Collegiality  32.2  23.4  25.5  41.2  45.8  35.7 
 Well-informed  42.4  35.8  39.5  34.8  30.4  44.1 
 Academic freedom  59.9  53.8  31.0  75.9  56.1  53.3 
 Supportive environment  48.2  39.3  35.0  34.8  35.4  47.6 

   Source : CAP survey 
 Percentage (%) of ‘strongly agree’ and ‘agree’ in fi ve Likert scale  
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 We also asked the academics to respond to the following statement: “If I had it to 
do over again, I would not become an academic,” to examine their job satisfaction. 
Compared to other satisfaction or job stress-related questions, the amount of agree-
ment was relatively low. We can assume that most academics would not change 
their jobs, even though they agree that their jobs are demanding and stressful. No 
consistent differences were observed according to the typology; however, we noted 
differences among higher education systems. For instance, 21 % of academics in 
China admitted that they would not choose an academic job again, if they had the 
chance. A lower proportion of academics in Hong Kong (16 %), Norway (16 %), 
and Japan (13 %) agreed with this statement and an even lower proportion (less than 
10 %) in the U.S. and Mexico. 

 Next, regarding congeniality at the institutional level, we fi nd similar patterns 
across higher education systems. Yet, perceptions about institutional collegiality 
vary across systems. In the professional model, more academics reported that “there 
is good communication between management and academics in their institution”: 
For instance, 39 % of academics in Mexico and 34 % of academics in Norway 
agreed with this statement. Interestingly, among state models, 34 % of academics in 
China felt that communication within their institution was supportive, in contrast to 
Japan (24 %). Fewer academics in Japan and Hong Kong agreed that their institu-
tional communication is smooth. Moreover, 46 % of academics in Japan and 41 % 
of those in Mexico indicated collegiality in decision-making processes in their insti-
tutions, in contrast to only 23 % of Hong Kong academics and 26 % of Norwegian 
academics. The case of Japan is interesting since their responses about communica-
tion and collegiality seem inconsistent. Academics in the other higher education 
systems had a similar perspective on communication and collegiality. 

 Academic freedom is central to understanding congeniality, and academics have 
different perspectives about academic freedom. We assumed that academics in the 
professional model systems had higher levels of academic freedom. Actually 76 % 
of Mexican academics indicated that their administration supports academic 
 freedom, but only 26 % in Norway. In market systems and in state model systems a 
similar proportion of academics agreed that their administration supports academic 
freedom. When we asked whether administrative staff have a supportive attitude 
towards research activities, academics in market and state models tended to agree 
more than those in the professional model.  

7.4.2     Research Productivity Across Higher Education Systems 

 To indicate research productivity, we used books and journal articles. Academics in 
Hong Kong (i.e., market model) had the highest productivity (averaging ten articles 
in the last 3 years) followed by academics in state systems such as Japan and 
Mainland China. Academics in the U.S. reported an average of four articles in the 
last 3 years, lower than other higher education systems, with the exception of 
Mexico. In terms of the reported number of book publications in the previous 
3 years, academics in Japan lead the other systems. Overall, academics in market 
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and state models reported having published more books and journal articles than 
those in the professional model (see Table  7.3 ). This fi nding is interesting in that our 
measure of congeniality was higher in the professional model which had lower 
research productivity than in state and market models.

7.4.3        Congeniality and Research Productivity 

 To conduct a more detailed examination of the infl uence of congeniality on research 
productivity we employed an OLS regression analysis for each higher education 
system. Before the regression analysis, we reduced the number of independent vari-
ables through factor analysis to prevent multicollinearity between variables. For 
instance, three items related to job stress (i.e., “A poor time for a young person to 
begin an academic career,” “My job is a source of considerable personal strain,” and 
“If I had it to do over again, I would not become an academic.”) were highly corre-
lated. Therefore, we reduced these three items to one using the mean score of all 
three. In addition, regarding institutional congeniality, three items (“Good commu-
nication between management and academics,” “There is a collegiality in decision- 
making processes,” and “I am kept informed about what is going on at this 
institution”) were defi ned as one item: involvement with decision making. 

 Statistical tests for the differences in the regression slopes across countries are 
presented in Table  7.4 . This table shows the standardized and metric regression 
coeffi cients for research productivity based on individual background, research 
style, academic discipline, and congeniality. Despite the size and heterogeneity of 
the sample, the full form regression equations in Table  7.4  account for considerable 
variance in productivity among countries – from 20 to 25 %, which is relevant in 
terms of model fi t. As expected, the pattern of values for the regression coeffi cient 
varies across countries.

   Actually, several demographical variables, such as gender and experience, are 
associated with research productivity in most of the models. In particular, gender 
and experience were both positively associated with research productivity in 
Hong Kong, Norway, and China. Research preference and international research 
 collaboration were common factors that determined research productivity in all of 

   Table 7.3    Research productivity across higher education system   

 Market model  Professional model  State Model 

 Mass  Non- mass   Mass  Non- mass   Mass  Non- mass  

 USA  Hong Kong  Norway  Mexico  Japan  China 

 Article  Mean  3.70  7.52  5.08  2.88  6.90  7.27 
 S.D.  4.72  6.83  5.43  4.07  7.24  6.84 

 (Co) authored/
edited book 

 Mean  0.42  0.85  0.67  0.63  1.41  1.18 
 S.D.  0.84  1.24  1.16  1.22  1.64  1.50 

   Source : CAP survey  
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the higher education systems examined in this study. Hard discipline and 
 research- oriented universities were factors that had a positive infl uence on research 
productivity in most higher education systems. These results are consistent with 
previous studies about research productivity. 

 Next, we review the main fi ndings regarding congeniality and research 
 productivity. In terms of individual congeniality, job satisfaction was positively 
associated with research productivity in Hong Kong, Mexico, and Japan. On the 
other hand, job stress was negatively associated with research productivity in 
Norway, Japan, and China. Interestingly, the more academics in Hong Kong and 
Norway thought that this was a poor time to be an academic in their higher educa-
tion system, the higher their research productivity; thus, when these academics have 
negative perceptions about their fi eld, they try harder to publish. 

 Institutional congeniality infl uenced research productivity in some of the higher 
education systems; however, this effect was not strong. Involvement with decision 
making was signifi cant in Mexico (negatively) and in Japan (positively), and aca-
demic freedom was only associated with research productivity in the U.S. However, 
other factors related with institutional congeniality were not related to research 
productivity.   

7.5     Discussion and Conclusion 

 In this study, we compared individual and institutional congeniality across higher 
education systems and examined the impact of congeniality on research  productivity. 
In particular, we used a typology for six higher education systems based on 
 massifi cation and Clark’s ( 1983 ) coordination model. Academics in some higher 
education systems reported high levels of individual or institutional congeniality 
with high research productivity, whereas those in other systems reported low levels 
of congeniality with low research productivity. Does congeniality affect academic 
productivity across higher education systems? If so, which is more important: 
 individual or institutional congeniality? What can universities do to ensure that 
 academics engage in high profi le research activities? The preliminary fi ndings 
 identifi ed a number of issues that are of potential relevance to university leaders and 
policy makers. 

 First, we found that there are signifi cant differences in congeniality across higher 
education systems. In particular, congeniality varies according to the market, state, 
and professional models. For instance, job satisfaction among academics is highest 
in professional model systems such as Mexico and Norway, while academics in 
state models such as Japan and China have the highest stress levels. In addition, 
more academics felt that they have not only good communication between 
 management and academics but also a high level of academic freedom in  professional 
model. Only one item shows different results for institutional congeniality: 
 academics in market systems indicate that they perceive a supportive environment 
for research. When comparing research productivity among academics, we fi nd that 
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those in market and state model systems have published more books and articles 
than those in the professional model. For instance, in terms of journal articles, 
 academics in Hong Kong’s market model institutions have had the highest levels of 
productivity (ten articles in the last 3 years) and academics in state systems such as 
Japan and China follow close behind Hong Kong. It is interesting that congeniality 
is highest in the professional model, but research productivity is lowest. On the 
other hand, in market systems, research productivity is high, but congeniality is low. 
We can assume that the stronger the performance-focused competition and regula-
tion in market and state models, the higher their productivity becomes; however, 
congeniality in such institutions is low. 

 Second, we found that research productivity is infl uenced by both individual and 
institutional congeniality; however, academics tend to be more infl uenced by 
 individual congeniality (e.g., satisfaction and stress) rather than institutional 
 congeniality. This is consistent with McAlpine and Akerlind’s ( 2010 ) fi nding that 
academics are infl uenced by their job attitude and emotions, and those who perceive 
themselves more as professionals have high self-esteem, and are self-motivated. 

 Third, although institutional congeniality is not a suffi cient condition to explain 
academics’ research productivity, it is very important for explaining their attitudes 
and behaviors. This is especially the case in light of the current concern among 
academics that academic freedom is becoming over-shadowed by performance- 
based management. This also signals a need to pay closer attention to institutional 
congeniality. Even though strong competition is believed to enhance productivity, 
academics tend to view their freedom as being diminished, and their dissatisfaction 
can lead to reduced productivity in the long-term. Moreover, institutional congeni-
ality remains a critical component of academic life because it is more amenable to 
change than individual congeniality. Research has shown that management patterns 
can be changed more easily than individual interests and attitudes (Dundar and 
Lewis  1998 ; Ramsden  1994 ; Teodorescu  2000 ). This aligned with the classical 
research of Pelz and Andrews ( 1967 ) who assert that productivity can be improved 
when institutions provide scientists with fl exibility and freedom of ideas. 

 Fourth, communication and collegiality have no effect, or, at times, an even 
 negative effect, on research productivity in some higher education systems 
(e.g. Mexico). This is in contrast to previous studies by Fox ( 1983 ) stating that 
 collegiality is particularly important for academics because it stimulates arguments 
and discussions among academics on topics related to their work and research. 
We can assume that communication and collegiality are only signifi cant if they 
involve academic matters discussed among colleagues rather than administrative 
issues related to the university. To understand these relationships in more detail, 
the culture or climate of each country and institution need to be considered. 

 Fifth, the infl uence of congeniality on research productivity was found to be 
strong in the professional model; however, the infl uence was not signifi cant in the 
state model. In other words, the research productivity was signifi cantly infl uenced 
by the positive and favorable atmosphere in the professional model; however, these 
effects were weak in state systems. 
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 Previous studies focused on one aspect regarding individual or institutional 
favorableness such as job satisfaction or stress at the individual level, or leadership 
or shared governance at the institutional level. This study has extracted an overarch-
ing concept from these positive perceptions at individual and institutional levels and 
conceptualized congeniality. In particular, we compared the impact of congeniality 
on research productivity across higher education systems based on massifi cation 
and the coordination model. Despite the assumption that each country’s context is 
important, there are still common predictors that explain faculty research productiv-
ity and we concluded that both individual and institutional congeniality are impor-
tant to understand academics’ research productivity. 

 However, this study had a few limitations. First, we measured research produc-
tivity by self-report. Self-reported data could be limited to ascertain the relative 
quality of work since we asked only for simple counts of articles and books. Second, 
we did not include specifi c national context or main higher education policy which 
can also infl uence academics’ scholarship. We suggest follow-up studies including 
more diverse variables affecting research productivity and comparing national 
context.     
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    Chapter 8   
 Growth Behavior of Research Collaboration 
with Heterogeneous Colleagues and Research 
Commercial Activities in Korean Academics 

             Soo     Jeung     Lee    

8.1            Introduction 

 The university’s function has changed in the current knowledge based society and 
has expanded far beyond the original educational objective. Universities now heav-
ily focus on research activities and have been asked to play an important role in 
economic and social development. The role of faculty members has become more 
complicated as the third mission of universities to contribute to economic social 
development has been emphasized. In the institutional context of faculty evaluation 
based on research performance and performance-based funding, faculty members 
have been stressed about their research performance and participation in various 
research projects such as the government’s policy project. Recently, faculty mem-
bers have been asked to consult, and conduct the application of patents, which are 
beyond their traditional duties such as teaching, journal publication and participa-
tion in conferences. According to the perspectives of individual faculty members, 
their core function of a faculty member is considered as teaching and research, or is 
newly portrayed as an academic entrepreneur (Teichler and Yagci  2009 ). 

 This emphasis on the third mission of universities’ research and various roles 
of faculty members is based on new ideas on the relationship between pure and 
applied research (Dill and van Vught  2010 ). Mertonian norms about scientifi c 
knowledge and the Bush model stating that basic science, necessarily performed 
in universities, strongly affected the research culture in universities, but the 
dichotomy between pure and applied research has been challenged since the 
1980s (Shin et al.  2012 ; Slaughter and Rhoades  2004 ). The interaction between 
scientifi c and applied research and interdisciplinary knowledge production has 
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been emphasized as scientifi c knowledge is more complicated, disciplines are 
divided into specifi c disciplines, and the mode to produce knowledge is dynamic. 
Also, collaborative knowledge production based on the relationship among 
university-industry- government beyond the ivory tower has been more important 
(Etzkowitz and Leydesdorff  1997 ; Gibbons et al.  1994 ), because it is more crucial 
to produce the knowledge useful in society and to understand the context of 
capitalization of knowledge (Lee and Ngo  2011 ). 

 Universities, out of all other sectors, play a key role in cultivating knowledge- 
based innovation. A universities’ role in today’s society focuses not only on training 
students, but on conducting research and transferring the knowledge based on their 
research outcome in a more capitalized way. The emphasis on capitalization of 
knowledge attempts to identify the features of universities’ research and to pay 
attention to research commercialization as well as the new dynamic relationships 
among universities, industries, and governments. Now, the contemporary research 
universities are expected to act as a vehicle for knowledge transfer for the commu-
nity, local society and even for the global society as a whole. Knowledge production 
is no longer a minor work run by a small elite group (Etzkowitz et al.  2000 ). It has 
shifted towards the emphasis on the dynamics of research collaboration between 
heterogeneous actors such as universities, industry, and government. 

 This study focuses on the features of growth behavior of research collaboration 
among university-industry-government as well as research publishing and research 
commercial activities such as patents in the Korean context. It pays special attention 
to the determinants of research collaboration among university-industry- government, 
research publication, and research commercial activities.  

8.2     Literature 

 The literature review is organized into two sections. First, this study summarizes 
research collaboration among the university-industry-government triad. Second, 
this study discusses the impact factor on faculty members’ research performance. 

8.2.1     Research Collaboration Among 
University-Industry-Government 

 Scientifi c knowledge production can be described as one of the important activities 
in current society and research collaboration among various researchers within or 
between sectors and countries is a common action to refl ect and exert mutual 
intellectual and social infl uence. 

 After the second industrial revolution, the role of knowledge has increased its 
impact on economic development. Production of knowledge has also become more 
complex and the scope of the production has been enlarged since there is a stronger 
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emphasis on interactions between scientifi c and applied research, as well as an 
interdisciplinary area. Knowledge complexity and limited cognition is divided into 
sub-disciplines and leads to specializations of academics and various research 
collaborations among individuals and institutions (Viale  2010 ). Collaboration is the 
key mechanism to provide intellectual companionship, and to transfer knowledge 
and skills since there is tacit knowledge that is crucial to its reproduction (Katz and 
Martin  1997 ; Viale  2010 ). 

 Collaborative knowledge production depends more strongly on the interactions 
of various researchers, and the scope of these linkages has been enlarged to a 
dynamic network composed of university, industry and government. Research 
 collaboration could often be created between researchers having common charac-
teristics or attributes through individual features such as age, race and gender, 
friendship, the intimate relations between master and pupil, same discipline or affi l-
iation, geographical closeness and so on. Heterogeneous researchers could have 
disadvantages to creating a relationship as system norms or values can be different. 
However, Rogers ( 1995 ) explained that communication among researchers is based 
on heterogeneous nature and heterophily is a necessary condition for obtaining 
complementary knowledge. Granovetter ( 1973 ) has suggested that ‘weak ties’ are 
important in innovation. Weak ties can create a bridge between networks and facili-
tate the fl ow of information in social systems. 

 University-industry-government collaboration is a distinguishing feature of the 
new mode of knowledge production, Mode 2, characterized by the interdisciplinary 
and network-based knowledge (Gibbons et al.  1994 ). It makes use of broader crite-
ria in the social community, and academic research is judged not only by peers but 
also by governments, which provide research funds. Firms also play an important 
role in research productivity and provide a signifi cant amount of funds since they 
value knowledge as a key factor for commercial success (Slaughter and Rhoades 
 2004 ). Along the same lines, Etzkowitz and Leydesdorff ( 2000 ) suggested the 
triple- helix model, the dynamically collaborative system for knowledge production 
among university-industry-government. It puts emphasis on the interactive charac-
teristics of pure and applied research based on the collaborative knowledge produc-
tion process among university, industry, and government (Shin et al.  2012 ). Research 
collaboration between sectors in the university-industry-government system is 
redrawing the knowledge production system related to the interaction between 
 scientifi c and applied research and knowledge utility in the social community 
(Etzkowitz and Leydesdorff  2000 ).  

8.2.2     The Impact Factor on Faculty Members’ Research 
Performance 

 Previous studies on faculty members’ research performance addressed the determinants 
of research collaboration modes (D’Este and Patel  2007 ; Jeong et al.  2011 ; Wagner and 
Leydesdorff  2005 ; Vafeas  2010 ), examined the relationship between academic research 
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productivity and patenting (Agrawal and Henderson  2002 ; Breschi et al.  2008 ; Thursby 
et al.  2001 ), and analyzed the impact factor on faculty members’ research performance 
(Bellas and Toutkoushian  1999 ; Dundar and Lewis  1998 ; Shin and Cummings  2010 ). In 
general, there are many analyses of the relationships among individual characteristics, 
academic background and research performance. Shin and Cummings ( 2010 ) under-
took a multilevel analysis of academic publishing across disciplines and suggested that 
the research preference of faculty members, the collaboration with foreign colleagues 
and the time spent on research activities have a positive effect on research performance. 
Specifi cally, this study showed that individual characteristics have a stronger effect on 
research performance than institutional characteristics. 

 Jeong et al. ( 2011 ) showed that informal communication, cultural proximity, 
academic excellence, external fund inspiration, and technology development levels 
have an effect on the determinations of specifi c collaboration modes, such as domes-
tic or international collaboration. D’Este and Patel ( 2007 ) studied the variety of 
channels through which knowledge transfer occurs and the factors underlying the 
interactions of academic researchers with industry. They found that previous experi-
ence in collaborative research, academic status, and age play a signifi cant role in the 
probability of University-Industry (UI) research collaboration. 

 In a study on the impact factor on patenting, it was found that the career stage 
when conducting research activities, collaborative research with industry, and fac-
ulty rank have an effect on patent production (D’Este and Patel  2007 ; Morgan et al. 
 2001 ). D’Este and Patel ( 2007 ) also verifi ed that the individual characteristics of 
faculty members were more important factors than the institutional features. 
The individual characteristics having an impact on research performance are usually 
considered as gender, age, career development, rank, discipline, etc. (Bellas and 
Toutkoushian  1999 ; Dundar and Lewis  1998 ; Shin and Cummings  2010 ). Work 
experiences while completing a postdoctoral program, in industry and at a research 
institute, are also important factors that impact research productivity and collabora-
tion because knowledge transfer is accompanied by job mobility from one organiza-
tion to another (Dietz and Bozeman  2005 ). It can be surmised that various work 
experiences will affect collaborative patterns and perspectives on research commer-
cialization. However, there is little literature on how work experiences affect 
research performance. This study focused on the effect of work experiences on 
research collaboration patterns and research commercial activities.   

8.3     Research Performance of Korean Academics 

 Types of academic research transfer are varied. They include publication in an aca-
demic journal, participation in a conference, collaborative research, consulting 
activities, involvement in a personal exchange program, and teaching activities 
(Crespi et al.  2011 ; D’Este and Patel  2007 ). In this study, publication in an academic 
journal, collaborative research patterns, and intellectual property rights such as 
 patents are reviewed based on research performance. 

S.J. Lee



125

 Research productivity has increased rapidly in Korean academics since the 
 mid- 1990s. It grew from less than 5,000 in 1995 to almost 35,000 in 2010. This 
growth was initiated by the government’s efforts to invest in research being con-
ducted in universities and to foster world-class universities. 

 This study explored research collaboration based on Science citation index 
(SCI) articles in 46 major Korean universities. As shown in Fig.  8.1 , the proportion 
of publications with coauthors within the same university was 39.65 % in 2000, but 
it decreased to 34.22 % in 2009. In contrast, the proportion of publications with 
coauthors from other universities had increased from 40.43 % to 44.67 %, and that 
with coauthors from the industry sector or the government had increased from 
15.15 % to 17.67 % during the same period. Obviously, research collaboration with 
various actors has been invigorated. However, the proportion of publications 
with coauthors within universities is almost 80 %; the research collaboration of 
academic researchers is still largely based on relationships within universities than 
with various institutions.  

 Patents provide a reliable indicator of technology development and commercial 
exploitation of new technology (Grupp  1996 ; Guan and He  2007 ). The rate of appli-
cation for patents by agents in Korea is shown in Table  8.1 . The rate of patents 
applied for by universities was 0.63 % compared to 48.51 % by the industry sector 
and 2.54 % by public institutes in 2000. In the subsequent years, the number of 
patents that universities applied for grew and surpassed the rate of patents applied 
for by public institutes.
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  Fig. 8.1    Coauthored publication patterns in Korean 46 universities 2000–2009 ( Source : Web of 
Science)       
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8.4        Method 

8.4.1     Data 

 The data for this study are drawn from the Korean researcher information (KRI) 
data bank through the National Research Foundation. The population in this study 
is 23,390 full-time faculty members majoring in natural science, bio-medical sci-
ence, and engineering science who are affi liated with 46 universities in South Korea. 
These 46 universities have awarded more than 20 PhD per year and published more 
than 100 articles annually during 2003–2005 (Shin  2009 ). Among the 46 Korean 
universities, two universities: Korea Advanced Institute of Science and Technology 
(KAIST) and Pohang University of Science and Technology (POSTEC), specialize 
in science and engineering education and research, while the other universities have 
the characteristics of comprehensive universities. 

 This study selected 632 faculty members through stratifi ed sampling based on 
discipline: the natural science, bio-medical science and engineering science fi elds. 

 The data on the publications and patents of the 632 faculty members from 2008 
to 2010 was drawn from Korean researcher information (KRI), Research informa-
tion service system (RISS), ISI Web of Science (WoS) database and Korea 
Intellectual Property Rights Information Service (KIPRIS). The KRI, managed by 
the National Research Foundation, provides information about researchers’ affi lia-
tions, education, career, publications, intellectual property rights (IPR) and so on. 
This information can be used only after the researcher has given permission for the 
release of the information. The RISS database provides information about the 
Korean journal citation index (KCI) research publications, including the authors, 
affi liations, year of publication, abstract and so on. And the WoS database provides 

   Table 8.1    Number and rate of application for patents by agents in Korea 2000–2009   

 Year 

 Industry  Public institute  University  Others 

 Total  No  %  No  %  No  %  No  % 

 2000  49,483  48.51  2,596  2.54  638  0.63  49,293  48.32  102,010 
 2001  52,649  50.33  3,051  2.92  810  0.77  48,102  45.98  104,612 
 2002  55,603  52.39  3,754  3.54  1,050  0.99  45,729  43.09  106,136 
 2003  67,093  56.55  4,189  3.53  1,471  1.24  45,899  38.68  118,652 
 2004  80,900  57.74  4,444  3.17  2,199  1.57  52,572  37.52  140,115 
 2005  94,617  58.80  5,525  3.43  3,583  2.23  57,196  35.54  160,921 
 2006  92,843  55.87  6,910  4.16  5,585  3.36  60,851  36.62  166,189 
 2007  89,429  51.85  8,011  4.64  8,116  4.71  66,913  38.80  172,469 
 2008  85,771  50.27  8,244  4.83  9,920  5.81  66,697  39.09  170,632 
 2009  80,183  49.03  9,875  6.04  11,240  6.87  62,225  38.05  163,523 

   Sources : Korean Intellectual Property Offi ce ( 2010 ) 
 Note: Others included individual and non-profi t institutions  
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information about the Science citation index (SCI) research publications, including 
the authors, affi liations, year of publication, citation references, number of citations 
and so on. KIPRIS is an internet-based patent document search service and covers 
publications of Korean IPR applications, legal status information and trial informa-
tion, etc.  

8.4.2     Variables and Analytical Strategy 

 This study analyzed the determinants of research performance such as publication 
in academic journals, coauthored patterns, and patents, and paid special attention to 
the effect of work experience on research performance. The variables in this study 
are listed in Table  8.2 . They were divided into faculty members’ characteristics and 
university features. Variables for faculty members’ characteristics were divided into 
individual characteristics, academic background and work experience. Individual 
characteristics are gender and career level in a university (years since full-time lec-
turer). Academic background is country of PhD training (PhD obtained at a foreign 
university or at a domestic university) and discipline (natural science, bio-medical 
science, engineering science). Work experiences before seeking appointment to 
full-time lecturer in a university were divided into post-doctoral experience, com-
pany experience, and government (or public research institute) experience. The 
characteristics of universities are type, location, and the number of full-time faculty 
members, ratio of graduate students, the number of staff in the Offi ce of Research 
Affairs and the University-Industry Foundation, and research funds. 

 Research performance was divided into research productivity, research collabo-
ration, and research commercialization. Research productivity was measured by the 
number of academic journal publications (KCI and SCI articles) from 2008 to 2010 
because journal articles are the main channel for the documentation and distribution 
of research performance (Schmoch  1997 ; Wong and Goh  2010 ). Coauthored pat-
terns were used as a proxy variable of research collaboration. The process of col-
laboration as such is too complex to measure, and many previous studies on research 
collaboration focus on coauthored patterns in academic journals although the 
assessment of collaboration using co-authorship could analyze a partial characteris-
tic of research collaboration. Coauthored patterns were measured by considering 
whether the coauthors of an article publication were affi liated with university, 
industry, or government (public research institute) according to the model of the 
triple-helix. The coauthored types were divided into collaborative research between 
sectors across industry or government (public research institute). Research com-
mercialization was examined by the number of applications for patents, because 
patents provide a reliable indicator of technology development and commercial 
exploitation of a new technology (Grupp  1996 ; Guan and He  2007 ). 

 Descriptive statistics and regression analysis were used to examine the effect of 
faculty members’ characteristics and experiences on research performance such as 

8 Growth Behavior of Research Collaboration



128

   Table 8.2    Independent and dependent variables   

 Variables  Measurement 

  Independent variables  
 The characteristics 
of faculty members 

 Individual 
characteristics 

 Gender  Male = 1, Female = 0 
 Career in univ.  Years since full-time lecturer 
 (Career in univ.) 2   (Years since full-time 

lecturer) 2  
 Academic 
background 

 Country of PhD 
training 

 PhD granted at a foreign 
university = 1 
 PhD granted at a domestic 
university = 0 

 Discipline  Bio-medical science, 
engineering, natural science 
(criterion variable) 

 Work experiences  Postdoctoral 
experience 

 Postdoctoral experience 
Yes = 1 or No = 0 

 Company 
experience 

 Company experience 
Yes = 1 or No = 0 

 Government 
experience 

 Government (or public 
research institute) 
experience Yes = 1 or No = 0 

 The characteristics 
of universities 

 Physical 
environment 

 Type of univ.  Private = 1, Public = 0 
 Location of univ.  The capital and its 

environs = 1, others = 0 
 No. of faculty  Number of full-time faculty 

members 
 Ratio of 
graduate student 

 Number of graduate student/
Number of undergraduate 
student (log) 

 No. of staff  Number of staff in a center 
for the university- industry 
collaboration 

 Research fund  Government 
fund 

 Government research 
fund (log) 

 Private capital  Private research fund (log) 
 Intra fund  On-campus fund (log) 

  Dependent variables  
 Research 
productivity 

 # of publication  Number of SCI·KCI articles (2008–2010) 

 Research 
collaboration 

 % of UI coauthored 
publication 

 % of publication coauthored with industry 
(2008–2010) (log) 

 % of UG coauthored 
publication 

 % of publication coauthored with government 
& public research institute (2008–2010) 

 Research 
Commercialization 

 # of application for 
patents 

 Number of application for patents (2008–2010) 
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research productivity, coauthoring dynamics and research commercialization. To be 
more specifi c, negative binomial regression was used as the dependent variable of 
research productivity and patents as a count variable. Ordinary least square (OLS) 
was employed to analyze the determinants of research collaboration. STATA 11.0 
tools were used to conduct these statistical analyses.

8.5         Findings and Discussions 

8.5.1     Descriptive Statistics 

 Our analysis is based on a sample of 533 (84.4 %) male and 99 (15.7 %) female faculty 
members. As Table  8.3  shows, the mean of years of career experience in university is 
approximately 14.7 years since full-time lecturer. Three hundred and two individuals 
(47.8 %) had obtained a PhD degree at a foreign university, 37.3 % of the sample are in 
the bio-medical sciences, 33.5 % in the engineering sciences, and 29.1 % in the natural 
sciences. Regarding work experiences, 277 (43.8 %) had completed a postdoctoral 
program, 138 (21.8 %) had work experience at a corporate company, and 205 (32.4 %) 
had work experience at a government or public research institute. 

 The mean of the number of published KCI and SCI articles in the past 3 years 
(2008–2010) is 12.9, while the mean of the number of applications for patents is 
2.33 in the same period. Considering research collaboration, 6.38 % of publica-
tions are coauthored with colleagues in the industry sector, while 18.61 % are 
University- Government (UG) coauthored publications. This shows that research 
collaboration within the same sector (university; same university or other univer-
sity) has been more activated than collaboration between sectors across industry or 
government (public research institute).

8.5.2        The Effect of Faculty Members’ Characteristics 
on Research Productivity 

 Negative binomial regression analysis was used to examine the effect of faculty 
members’ characteristics on research productivity because the dependent variable 
of research productivity is the number of SCI and KCI articles, which is a count 
variable. Table  8.4  summarizes the results of the regression analysis. 

 Gender, career in university and country of PhD training among faculty mem-
bers’ characteristics were not statistically signifi cantly associated with research pro-
ductivity. Although the coeffi cient for career in a university is not statistically 
signifi cant, research productivity followed a non-linear inverted U-shaped relation-
ship with years of career experience in university. 

 Discipline and work experience had positive effects on research productivity. 
Faculty members in bio-medical science and engineering fi elds were more  positively 

8 Growth Behavior of Research Collaboration



130

   Table 8.3    Descriptive statistics               

 Binary variables 

 Variables  No (%) 

 Individual characteristics  Gender  Male  533 (84.4) 
 Female  99 (15.7) 

 Academic background  Country of PhD 
training 

 PhD at a foreign university  302 (47.8) 
 PhD at a domestic 
university 

 330 (52.2) 

 Discipline  Bio-medical science  236 (37.3) 
 Engineering  212 (33.5) 
 Natural science  184 (29.1) 

 Work experiences  Postdoctoral 
experience 

 Yes  277 (43.8) 
 No  355 (56.2) 

 Company 
experience 

 Yes  138 (21.8) 
 No  494 (78.2) 

 Research institute 
experience 

 Yes  205 (32.4) 
 No  427 (67.6) 

 Physical environment  Type of univ.  Private School  428 (67.7) 
 Public School  204 (32.3) 

 Location of univ.  The capital and its environs  308 (48.7) 
 Others  324 (51.3) 

 Continuous variables 

 Variables  Mean  Std. Dev  Min  Max 

 Individual 
characteristics 

 Career in univ.  14.72  8.11  3  36 

 Physical 
environment 

 No. of faculty  861.74  445.81  210  2,074 
 Ratio of graduate 
student 

 0.51  0.40  0.01  1.97 

 No. of staff  39.14  18.60  2  77 
 Research fund  Government fund 

US$ 
 85,300,000  103,000,000  7,641,078  450,000,000 

 Private capital 
US$ 

 11,800,000  13,700,000  486,128  46,400,000 

 Intra fund 
US$ 

 5,468,658  4,518,656  277,000  16,200,000 

 Research 
productivity 

 No. of 
publication 

 12.90  12.93  0  119 

 Research 
collaboration 

 % of UI 
coauthored 
publication 

 6.38  13.05  0  100 

 % of UG 
coauthored 
publication 

 18.61  23.13  0  100 

 Research 
commercialization 

 No. of application 
for patent 

 2.33  5.90  0  69 
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   Table 8.4    Determinants of the research productivity (negative binomial regression estimation)   

 Variables  Coef.  Std. Err.  P > |z| 

 Characteristics 
of faculty members 

 Individual 
characteristics 

 Gender  0.18  0.10  0.070 
 Career in univ.  0.02  0.02  0.384 
 (Career in univ.) 2   −0.00  0.00  0.181 

 Academic 
background 

 Country of PhD 
training 

 −0.14  0.08  0.067 

  Bio-medical science    0.39    0.09    0.000  
  Engineering    0.33    0.10    0.001  

 Work experiences   Postdoctoral 
experience  

  0.18    0.08    0.020  

 Company experience  −0.15  0.10  0.110 
  Government 
experience  

  0.28    0.08    0.000  

 Characteristics 
of universities 

 Physical environment  Type of univ.  0.02  0.11  0.886 
 Location of univ.  0.08  0.09  0.378 
 No of faculty  0.00  0.00  0.690 
  Ratio of graduate 
student  

  0.25    0.12    0.036  

 No of staff  0.00  0.00  0.854 
 Research fund  Government fund  0.06  0.11  0.600 

 Private capital  −0.04  0.07  0.527 
 Intra fund  0.02  0.06  0.701 

 Constants  1.36  1.88  0.470 

  Pseudo R2 = 0.0217/N = 632 
 LR chi2(16) = 98.58/Prob >chi2 = 0.0000 
 Likelihood-ratio test of alpha = 0: chibar2(01) = 3629.84 Prob > =chibar2 = 0.00  

associated with research productivity than faculty members in natural science. 
Postdoctoral experience and government (public research institute) experience have 
signifi cant effects on faculty research publication. These results suggest that 
research experience before seeking appointment to full-time lecturer in a university 
have positive effects on research performance. 

 The ratio of graduate students among the characteristics of universities was 
found to have signifi cant effects on research productivity. This suggests that research 
universities have paid more attention to research productivity.

8.5.3        The Effect of Faculty Members’ Characteristics 
on Research Collaboration 

 OLS regression analysis was employed to examine the effect of faculty members’ 
characteristics on research collaboration. Research collaboration was divided 
into collaborative research between sectors across industry or government 
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(public research institute), UI research collaboration and UG research  collaboration. 
Table  8.5  summarizes the results of the regression analysis in terms of UI research 
collaboration. The dependent variable, UI research collaboration was log transformed 
to realise normality. 

 Faculty members in bio-medical science and engineering fi elds were more posi-
tively associated with the UI research collaboration than faculty members in the 
natural sciences. Specifi cally, faculty members in the engineering fi elds tend to 
collaborate in publishing articles with colleagues in a corporate company. Work 
experiences competing in industry are also important factors that impact UI research 
collaboration. It could be explained that faculty members made friends with 
colleagues in a company when they worked in a company, so they have a higher 
chance of UI research collaboration. The ratio of graduate students among the 
characteristics of universities was found to have signifi cant effects on UI research 
collaboration, too.

   Table  8.6  summarizes the results of the regression analysis in terms of UG research 
collaboration. Male faculty members tend to collaborate more with colleagues in 
government or research institutes than female faculty members. The bio- medical 
 science discipline is higher in UG research collaboration. It is because there are 

   Table 8.5    Determinants of the UI research collaboration (OLS estimation)   

 Variables  Coef.  Std. Err.  P>|t| 

 Characteristics 
of faculty members 

 Individual 
characteristics 

 Gender  0.09  0.14  0.530 
 Career in univ.  0.00  0.03  0.958 
 (Career in univ.) 2   0.00  0.00  0.777 

 Academic 
background 

 Country of PhD 
training 

 0.12  0.11  0.266 

  Bio-medical science    0.36    0.13    0.005  
  Engineering    0.77    0.14    0.000  

 Work experiences  Postdoctoral 
experience 

 −0.03  0.11  0.797 

  Company 
experience  

  0.38    0.14    0.006  

 Government 
experience 

 −0.01  0.11  0.940 

 Characteristics 
of universities 

 Physical environment  Type of univ  0.10  0.16  0.538 
 Location of univ.  0.06  0.13  0.655 
 No of faculty  0.00  0.00  0.705 
  Ratio of graduate 
student  

  0.35    0.17    0.037  

 No. of staff  0.00  0.00  0.425 
 Research fund  Government fund  0.08  0.15  0.613 

 Private capital  −0.12  0.10  0.236 
 Intra fund  −0.06  0.09  0.524 

 Constants  1.72  2.69  0.522 

  R-squared = 0.0999/N = 632 
 F(16, 614) = 5.12/Prob > F = 0.0000  
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   Table 8.6    Determinants of the UG research collaboration (OLS estimation)   

 Variables  Coef.  Std. Err.  P>|t| 

 Characteristics 
of faculty members 

 Individual 
characteristics 

  Gender    6.54    2.48    0.009  
 Career in univ.  −0.38  0.47  0.424 
 (Career in univ.) 2   0.01  0.01  0.418 

 Academic 
background 

 Country of PhD 
training 

 1.79  1.86  0.337 

  Bio-medical science    8.76    2.27    0.000  
 Engineering  1.90  2.44  0.436 

 Work experiences  Postdoctoral 
experience 

 2.14  1.91  0.262 

  Company 
experience  

  −4.90    2.39    0.040  

  Government 
experience  

  9.00    1.98    0.000  

 Characteristics 
of environment 

 Physical universities   Type of univ.    −6.24    2.76    0.024  
 Location of univ.  3.98  2.30  0.083 
 No. of faculty  −0.01  0.00  0.209 
 Ratio of graduate 
student 

 −4.37  2.97  0.142 

 No. of staff  0.05  0.06  0.406 
 Research fund  Government fund  4.99  2.72  0.067 

  Private capital    −3.72    1.73    0.032  
 Intra fund  2.63  1.63  0.107 

 Constants  −61.33  47.27  0.190 

  R-squared = 0.1185/N = 632 
 F(17, 614) = 4.85/Prob > F = 0.0000  

many kinds of research institutes and government-affi liated organizations in the 
bio-medical science fi eld. Work experiences in government (public research institute) 
have positive effects on UG research collaboration, but work experiences in industry 
have negative effects.

   The type of university was statistically signifi cant in UG research collaboration. 
Public universities were more positively associated with UG research collaboration 
than private universities. It is surmised that public universities have the proximity of 
organizational culture to government-affi liated institutes.  

8.5.4     The Effect of Faculty Members’ Characteristics 
on Research Commercialization 

 Negative binomial regression analysis was used to examine the effect of faculty 
members’ characteristics on research commercialization because the dependent 
variable (number of applications for patents) is a count variable. Table  8.7  summa-
rizes the results. 
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 Discipline and work experience characteristics of faculty members had positive 
effects on research commercialization. Faculty members in bio-medical science and 
engineering fi elds were more positively associated with commercial activities such 
as application for patents than faculty members in natural sciences. Postdoctoral 
experience, company experience and research institute experience have signifi cant 
effects. Specifi cally, company experiences have more positive effects on research 
commercial activities. 

 The type and location of the university and the ratio of graduate students as 
 characteristics of universities were found to have signifi cant effects on research 
 commercialization. Private universities were positively associated, because the 
organizational culture of private universities is relatively similar to a corporate com-
pany compared to a public university. Universities in provinces tended to apply for 
patents owing to their closeness to an industrial areas.    

   Table 8.7    Determinants of the patents (negative binomial regression estimation)   

 Variables  Coef.  Std. Err.  P>|z| 

 Characteristics 
of faculty members 

 Individual 
characteristics 

 Gender  0.43  0.25  0.082 
 Career in univ.  0.04  0.05  0.408 
 (Career in univ.) 2   −0.00  0.00  0.197 

 Academic 
background 

 Country of PhD 
training 

 −0.10  0.18  0.582 

  Bio-medical science    0.83    0.22    0  
  Engineering    1.31    0.23    0  

 Work experiences   Postdoctoral 
experience  

  0.42    0.19    0.023  

  Company 
experience  

  0.76    0.23    0.001  

  Government 
experience  

  0.41    0.19    0.03  

 Characteristics 
of universities 

 Physical environment   Type of univ    0.78    0.29    0.006  
  Location of univ.    −0.56    0.24    0.018  
 No of faculty  0.00  0.00  0.133 
  Ratio of graduate 
student  

  1.15    0.29    0  

 No of staff  0.00  0.01  0.485 
 Research fund  Government fund  −0.18  0.25  0.477 

 Private capital  −0.01  0.17  0.951 
 Intra fund  −0.24  0.14  0.098 

 Constants  5.93  4.44  0.182 

   Pseudo R2 = 0.0541/N = 634 
 LR chi2(16) = 118.25/Prob > chi2 = 0.0000 
 Likelihood-ratio test of alpha = 0: chibar2(01) = 1726.35 Prob > =chibar2 = 0.000  
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8.6     Concluding Remarks 

 The emphasis on the third mission of universities’ research has led to the develop-
ment of new university-industry-government networks and to the enhancement of 
entrepreneurial activities such as application for intellectual property rights, 
technology transfer to industry and running spin-offs, etc. The government has paid 
attention to the contribution of universities’ research to economic development, too. 
However, when the perspective of academic research in universities appears to be 
changing from public knowledge to academic capitalism, it is important to analyze 
the characteristics of research productivity, research collaboration and research 
commercialization, especially collaborative and transdisciplinary research, which 
has increased rapidly since the scientifi c-industrial revolution. Researchers work 
together to produce new academic knowledge, engage in intellectual interaction, 
and achieve social infl uence (Katz and Martin  1997 ; Stokes and Hartley  1989 ). 
Collaborative research with heterogeneous actors such as industry and government 
represents the new mode of knowledge production. Therefore it is crucial to exam-
ine the research collaboration with heterogeneous colleagues as well as research 
publication and commercialization. 

 Actually, the number of journal article publications by Korean academics has 
increased rapidly since the mid-1990s, and the proportion of publications coau-
thored by various researchers in university-industry-government networks has 
increased from 2000 to 2009. However, the proportion of publications coauthored 
within universities is almost 80 %, which indicates that the research collaboration of 
academic researchers is still largely based on relationships between researchers 
within universities rather than those between researchers from various institutions. 
Concerning their research commercialization, the rate of patents applied for by 
universities is still low, but the rate has increased rapidly among agents applying for 
patents. 

 This study showed the determinants of research performance such as publication 
in academic journals, coauthored papers, and patents, and it paid special attention to 
the effect of work experience on research performance. The discipline and various 
work experiences are critical factors affecting research performance. Faculty mem-
bers in the bio-medical science and engineering fi elds were more positively associated 
with research productivity, UI research collaboration, and commercialization than 
faculty members in the natural sciences. In terms of UG research collaboration, the 
number of faculty members in bio-medical science is higher because there are many 
kinds of research institutes and government-affi liated organizations in this fi eld. 

 Work experiences while completing a postdoctoral program, in industry and 
in government (public research institute) are also important factors that impact 
research productivity, collaboration and commercialization because knowledge 
transfer is accompanied by job mobility from one organization to another (Dietz 
and Bozeman  2005 ). Postdoctoral experience and government (public research 
institute) experience have signifi cant effects on faculty members’ research publi-
cation productivity. Work experiences in industry are also important factors that 
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impact UI research collaboration. In contrast, work experiences in industry have 
negative effects on UG research collaboration while work experiences in govern-
ment have positive effects on UG research collaboration. If faculty members had 
work experiences in a corporate company or government, faculty members could 
have a chance to make friends with colleagues in the workplace and UI or UG 
research collaboration could be relatively easy to them. Postdoctoral experience, 
company experience and government experience have signifi cant effects on fac-
ulty research commercialization, too. Specifi cally, company experiences have 
more positive effects on research commercialization. 

 The type and location of universities and the ratio of graduate students as 
characteristics of universities was found to have signifi cant effects on research 
performance. The ratio of graduate students was found to have signifi cant effects 
on research productivity, UI research collaboration and the number of applications 
for patents. Public universities tend to relate to research institutes or government-
affi liated organizations in terms of UG research collaboration and private universities 
were positively associated with research commercialization. Therefore proximity 
of organizational culture has an effect on the determinations of collaboration 
modes and research commercial activities. 

 Although this study contributes to the understanding of the characteristics of 
research performance, an in-depth study should be conducted for further explora-
tion of this topic. Particularly, the study should analyze the relationships among 
research productivity, coauthoring dynamics, and research commercialization.         
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    Chapter 9   
 Academics and Service to the Community: 
An International (European) Perspective 

             Bojana     Ćulum    

9.1            Introduction 

 The identity and working life of the academic has been conceived as a group of 
interrelated and equally important roles: the teacher, the researcher, and the public 
intellectual. Some call it the “holy trinity” (Checkoway  2001 ). Cummings ( 1998 ) 
claims the tripartite role of academics in teaching, research and service activities 
are a cornerstone of conventional assumptions about higher education. He sees ser-
vice and engagement with the community as one of the historic ‘ingredients’ of the 
wider identity and purpose of the university. However, with teaching and research 
as the two core and honored activities, ‘service’ becomes a rather illusive and fuzzy 
concept. Regardless of the rising attention that has been given recently to the con-
cept of service (in literature, national and international higher education policies, 
EU communications, declarations, numerous conferences around the fi eld touching 
the theme in the past decade), attempts to defi ne the concept of service and to 
 determine related (service) activities indicate contextual and ideological confl icts. 
Not only is there no consensus on the terminology, 1  but the interpretation of ser-
vice activities and functions varies considerably among scholars, countries and 

1   There is a variety of terms used in the literature-service, community service, service to the society, 
community engagement, engaged university, community engaged university, university third mis-
sion, university third stream, university third revolution, university civic mission, extension, out-
reach, knowledge transfer, knowledge application, knowledge transmission, knowledge diffusion, 
university third task, or university third leg ‒ all different names (and concepts) actually pointing 
out the same ‒ university reaching out to society at large through various kinds of social, economic 
and political linkages. 
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institutions as well. 2  There is little consensus in the academy on what ‘service’ 
 actually stands for, how to perform, acknowledge and evaluate (various) service 
activities, with whom and for who and/or what should academics get engaged? 

 Different constituencies in the higher education context, as refl ected in the 
scholarly literature, interpret differently the term and the concept of service. 
Various and sometimes completely different issues are discussed in the context of 
service, such as: (I)  Internal (institutional) services  (which overlap with manage-
ment and administration, e.g., evaluation, quality assurance), (II)  Technology 
transfer/innovation/commercial activities  (which overlap with research and paid 
consulting activities), (III)  Civic activities  (which overlap with both teaching and 
research, e.g., service- learning and community-based action research, as well as 
community and civic engagement, free consulting services, and volunteering), and 
(IV)  Organized service functions of the university  (e.g. university hospitals, vari-
ous projects with marginalised populations), all for the betterment of the commu-
nity, and/or region in which the university ‘lives’ 3  (Ćulum et al.  2013 ). Macfarlane 
( 2007 ) categorizes service into what he calls the “most common” distinctions, 
namely ‘internal’ (in university communities) and ‘external’ (non-university com-
munities) service forms (Macfarlane  2007 , p. 47). While some emphasize that only 
cooperation with the non-academic community constitutes the concept of service 
(Molas-Gallart et al.  2002 ; Ngoc Ca  2009 ; Thorn and Soo  2009 ), others pinpoint 
the importance of academic citizenship, contribution to university and academic 
community, as well to local community (Shils  1997 ; Kennedy  1997 ; Macfarlane 
 2007 ). The placement of service activities introduces more variety into service 
interpretations. A great number of authors interpret ‘service to the society’ as a 
practice-oriented engagement and cooperation with external communities where 
all activities must be performed outside the traditional box of teaching and research 
(Ngoc Ca  2009 ; Gregersen et al.  2009 ; Karlsson et al.  2007 ; Thorn and Soo  2009 ). 
Others argue “for a broader defi nition of research, a greater recognition of the role 
of service ‒ and the integration of teaching, research and service as interconnected 
scholarly activities” (Greenbank  2006 , p. 109). 

2   Much of the literature addressing the issue of service (third mission) is developed from countries 
such as the United States of America, the United Kingdom, Canada and Australia. As Correa 
Bernardo and her associates stand, in many of these developed countries, institutional networks 
have been established among universities, which are actively pursuing community engagement as 
an area of scholarship (Correa Bernardo et al.  2012 ). 
3   Universities and academics have been increasingly called upon to play a direct role in supporting 
regional and national economic development as well as to have a direct impact on society. In recent 
years the focus on service (third mission) activities has been intensifi ed in the context of extending 
traditional university settings of teaching and research for the purpose of local, regional and 
national development. The concept itself is strongly connected with the emerging regional devel-
opment agenda (Goddard and Chatterton  2003 ). An OECD report, The Response of Higher 
Education Institutions to Regional Needs ( 1999 ) identifi ed a “new regionalism” as part of an emer-
gent third role for higher education institutions. Laredo ( 2007 ) points out that service, or the third 
mission as he addresses it, should be taken differently, depending on the confi guration of university 
activities, upon it’s embedding in its geographical territory and upon the country institutional 
framework. 
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 The variety of interpretation is evident among academics as well. Macfarlane’s 
study ( 2005 ) amongst 21 academics from fi ve geographic regions worldwide identi-
fi es fi ve distinguishable interpretations of service within this distinction between 
internal and external service. The fi rst equates service with  administration  (cover-
ing the ‘maintenance’ duties of courses and research, viewed mostly as an ever- 
increasing burden on academics). The second views service as  customer service , 
servicing of students as clients, while the third views it as a  collegial virtue and 
support  provided to developing scholars in the form of mentoring. The forth is often 
referred to as ‘public, community service or civic duty’, and referred to in the same 
way as the obligation to colleagues, but as a service to the wider society in the form 
of voluntary work, charity work or outreach, for the benefi t of the local community, 
though not necessarily related to scholarly activities or connected with scholarly 
expertise. The fi fth interpretation sees service as  integrated learning  by integrating 
service into the curriculum through a variety of initiatives, like service-learning, 
community-based projects and internships (ibid., pp. 168–171). Some claim it is the 
institutional context that shapes the perceptions of academic staff on what service 
entails (Schnaubelt and Statham  2007 ). 

 The concept of service, or the third mission as addressed recently, is a complex 
phenomenon, not an easy one to pinpoint. It involves different stakeholders, a wide 
range of direct and indirect activities, and takes into account both direct and indirect 
effects on universities and their communities. A coexistence of broader and nar-
rowly defi ned approaches can be observed in the present discourse, since service 
activities are perceived and implemented in different ways, depending on both inter-
nal and external factors infl uencing the university. Despite the growing attention it 
has received, service is still a vaguely defi ned concept ‒ or scholarly discipline ‒ 
still searching for a broader and a more intense scientifi c discourse. 

 Having in mind the rising relevance service has been given to in academia, as well 
as in various policy documents (e.g. various EU Communications), the aim of this 
chapter is to serve as a platform for contributing to the academic debate and for offering 
some refl ections on the concept of ‘service’ in European higher education arena. The 
data were collected in recent years in 12 European countries through two major inter-
national collaborative projects: CAP ‒ The Changing Academic Profession and 
EUROAC ‒ The Academic Profession in Europe: Responses to Societal Challenges. 

 In Sects.  9.2 ,  9.3 ,  9.4 ,  9.5 , and  9.6 , survey data collected from academics in 12 
European countries will be presented as various themes linked to ‘service’ are 
addressed: academic workload in service activities, the nature of service activities, 
‘service character’ in academic teaching and research, the interconnection of ser-
vice and teaching, academics’ views on the scholarship of service and academics’ 
perception of institutional strategies encouraging service activities. Similarities 
and differences between countries, as well as between senior and junior academics 
are addressed. The common questionnaire used in the CAP survey did not comprise 
a major section on the service function. However, this paper explores various 
 elements from the questionnaire, which might be subsumed under the notion of 
‘service’ – services to clients and/or patients, unpaid consulting, academics’ engage-
ment in academic, public and voluntary services. 
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 As the service function was approached in a broad sense of academics’ 
 contribution to their internal and external stakeholders, occasionally an umbrella 
term ‘service’ is used in ignorance of what the respondents actually mean when they 
respond. Therefore, some aspects of the EUROAC study went deeper with the aim 
to describe and analyze academics’ public engagement in the community. In 
Sect.  9.7  the nature and the extent of academics’ public engagement in the commu-
nity/society, as well as the status of their public engagement in the frame of institu-
tional commitment to value engagement, are being tackled. Primary data was 
obtained through 180 conversational interviews about key elements of academics’ 
community engagement in 3, out of 12 European countries ‒ Croatia, Germany and 
Ireland. In this part of the EUROAC study there were 60 participants included from 
each of the countries mentioned, junior and senior academics from various institu-
tions and disciplines. 4  The constant comparative method was used which involves 
mining the data for categories and themes, in this case related to the academics’ 
public/community engagement (Merriam  1998 ).  

9.2      Workload in Academic Activities 

 Dynamic, changing and increasing demands academics are trying to respond to 
affect the distribution of their activities and basic tasks, while demanding their 
broadening engagement at the same time (Rice et al.  2000 ; Kogan and Teichler 
 2007 ). Decisions about how to approach various work roles are infl uenced by doc-
toral socialization, discipline, career stage, personal preferences, and the nature of 
the work (Tierney and Bensimon  1996 ). Choices are made also based upon how 
successful faculty believe they will be and on what they perceive as institutionally 
valued (Blackburn and Lawrence  1995 ). 

 Teaching and research are traditionally regarded as two academic pillars, which 
are considered most important in the system of academics’ advancements. It is the 
mix of research and teaching that, as Burton Clark has pointed out, “comes close to 
determining everything else about academic life” (see de Weert  2009 , p. 136). Time 
spent on administration usually suffers a ‘bad reputation’ ‒ “it may be mandated, 
but it steals away from something more basic and is seen as more of a burden; time 
spent on administration, we may note, is widely viewed as wasted, often not even 
regarded as a legitimate demand” (Clark  1987 , pp. 72–73). Recent studies suggest 
‘service’ is not regarded as something that provides professional credit and is not 
career enhancing for the academics involved (Macfarlane  2005 ; Tyde’n 2005 in 
Karlsson  2007 ). 

4   Research results and discussion in this sub-chapter will take place at the level of comparing sub-
jects from different countries from which they come, given that the analysis of the data revealed 
little differences between other characteristics of respondents (academic title and status, discipline, 
institution, age and sex). 
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 The results of the previous two large international surveys on the academic pro-
fession (the Carnegie survey and CAP) showed that academics spent relatively little 
time on service, which was considered a marginal and less prestigious activity than 
research and teaching (Wolhuter et al.  2006 , p. 69). A sizeable percentage of aca-
demics surveyed reported no hours at all spent on service; notable exceptions were 
Mexico and Brazil, where faculty spent more than 10 h a week on service activities 
(Altbach and Lewis  1996 , p. 22). 

 In the CAP and the EUROAC study, academics have been asked to state the 
number of weekly hours each for the period when classes are in session and 
when classes are not in session. They have been asked to sub-divide the time 
according to teaching, research, service, administration and other academic 
activities. 5  Overall, academics in Europe estimate their weekly working time 
when classes are in session as comprising between 27 h (juniors in Norway) and 
56 h (seniors in Germany). On average, senior academics work more hours than 
their junior colleagues. This difference ranges from almost 15 more hours in 
Norway and Germany to more or less the same time in Poland and Portugal. 
Only part of this difference is due to the fact that part-time employment is 
clearly more widespread among junior staff than among senior academics 
(Marek and Antonowicz  2013 ). 

 It is widely assumed that academics in Europe are expected to spend about 
40 % of their time on teaching, 40 % on research and the remaining 20 % on ser-
vice and administration (Marek and Antonowicz  2013 ). As shown in Fig.  9.1 , in a 
typical working week, while classes are in session, senior academics at universi-
ties spend most of their time in teaching (17.3 work hours per week on average), 
a little less time in research (15.1 h), and only 3.4 h in performing various service 
activities. They usually spend double that time engaged in various administrative 
tasks (7.8 h).  

 In comparison to their senior colleagues, in a typical working week while they 
have classes in session, junior academics at universities allocate more time in 
their research work (16.7 work hours per week on average). This can be explained 
due to their status in the academic career as they are expected to develop their 
research projects and conduct a major research study. Little less time than in 
research they invest in their teaching (14.6 h), but the least time they allocate in 
service activities (2.6 h), even less than their senior colleagues. As is the case with 
senior academics, juniors are engaged in administration (4.4 h) more than in ser-
vice activities (see Fig.  9.2 ).  

 Diversifi cation of hours spent in academic activities occurs in the period with-
out classes in session. The amount of time both senior and junior academics at 

5   Activities were described in more details as follows: teaching (preparation of instructional materi-
als and lesson plans, classroom instruction, advising students, reading and evaluating student 
work); Research (reading literature, writing, conducting experiments, fi eldwork); service (services 
to clients and/or patients, unpaid consulting, public or voluntary services); administration (com-
mittees, department meetings, paperwork); other academic activities (professional activities not 
clearly attributable to any of the categories above). 
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Teaching, 14.62
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  Fig. 9.2    Weekly hours spent by junior academics at universities in 12 European countries on 
academic activities while classes in session (arithmetic mean) ( Source : CAP study and EUROAC 
study)       

Teaching,
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Service, 3.4
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Teaching

Research

Service
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  Fig. 9.1    Weekly hours spent by senior academics at universities on academic activities while 
classes in session in 12 European countries (arithmetic mean) ( Source : CAP study and EUROAC 
study)       

universities invest in teaching is of course decreasing, while time they invest in 
research and administration is increasing. While some shifts between the time allo-
cated in teaching, research and administration occur during the period when classes 
are not in session, the time academics spent in service activities remains mostly the 
same (see Table  9.1 ).
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   In a typical week while they have classes in session, German senior academics 
at universities spent more time in service activities (6.8 h per week) in comparison 
with their colleagues from the other 11 countries included in the study. Their 
Austrian senior colleagues are a little behind, with six working hours per week, and 
then senior academics from Switzerland, with somewhat less than fi ve working 
hours per week. Taking into account the total working hours reported per week, 
German and Austrian senior academics spend on (various) service activities around 
12 % of their work time, and their Swiss senior colleagues around 9 %. In contrast, 
in their typical working week with classes in session, senior academics from the 
UK and Portugal allocate the least time of their total working hours in service 
activities ‒ 1.8 h or around 4 % for both. Their senior colleagues from Norway and 
the Netherlands follow with about 2 h for (various) service activities. It is evident 
that junior academics spend somewhat less time on service activities (2.6 h on 
average of the 12 countries) than their senior colleagues (3.4 h on average of the 12 
countries). Differences by country are similar among junior academics: Those 
from Germany are most active in this respect (6.0 h), followed by the Austrian 
juniors (5.2 h), while their junior colleagues from the UK (1.1 h) and Norway 
(0.7 h) allocate the least time in service activities, below 3 % of their total working 
hours per week. 

 When classes are not in session, during 1-week time senior academics spend 
on average 3.6 h on service activities (as compared to 3.4 h on average of the 12 
countries while classes are in session), while their junior colleagues spend 2.7 h 
(as compared to 2.6 h when classes are in session). Again, many hours are reported 

   Table 9.1       Weekly hours spent by academics at universities in 12 European countries on service 
activities (arithmetic mean)   

 2010  2007/2008 

 AT  CH  HR  IE  PL  NL  DE  FI  IT  NO  PT  UK 

  a. When classes are in session  
 Seniors  6.0  4.6  2.9  3.0  3.4  2.1  6.8  2.6  3.7  2.0  1.8  1.8 
 Juniors  5.2  3.2  1.5  2.0  3.0  1.6  6.0  1.8  3.7  0.7  1.8  1.1 

  Total work hours  
 Seniors  49.3  51.8  47.5  50.6  45.8  44.5  55.8  47.2  46.3  42.1  40.9  46.9 
 Juniors  41.4  42.4  41.8  46.1  44.8  41.9  39.1  40.7  44.3  27.2  41.4  42.0 

  b. When classes are not in session  
 Seniors  4.6  4.8  3.3  3.5  4.3  3.2  6.7  2.8  4.0  2.1  2.6  1.9 
 Juniors  3.3  3.5  1.8  2.4  4.0  1.5  6.6  1.8  3.7  1.0  2.1  1.1 

  Total work hours  
 Seniors  45.6  49.4  45.6  48.1  40.5  43.3  51.3  44.7  45.8  46.0  40.9  46.1 
 Juniors  38.1  42.4  41.5  44.5  42.8  39.6  41.8  38.8  44.1  42.8  41.7  41.1 

  Source: CAP study and EUROAC study (EUROAC data set of June 2011) 
 Question B1: Considering all your professional work, how many hours do you spend in a typical 
week on each of the following activities? – Service (services to clients and/or patients, unpaid 
consulting, public or voluntary services)  
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by both senior (6.7 h) and junior academics (6.6 h) from Germany and few by 
seniors and juniors from the UK (1.9 h for seniors and 1.1 h for juniors) and Norway 
(2.1 and 1.0 h). 

 The small proportion of the total weekly hours that academics surveyed devote 
to service activities obviously refl ects the hierarchy of academic pillars rather than 
their interdependence. The engagement in various service activities clearly remains 
on the margins of the academic ‘holy trinity’ of teaching, research and service 
(Ćulum et al.  2013 ). An increasing number of studies indicate the interdependence 
of formal criteria for promotion and the workload related to academic activities, so 
these survey fi ndings do not come as a surprise. Through the advancement system 
and set prerequisites for tenure election, traditional academic and scientifi c results 
still have the highest priority. If the results of various service activities (reports, 
evaluations, presentations, situation analysis, public policy analysis, new curricula, 
plans for personal and professional development, project proposals, etc.), are not 
properly awarded, academics will rarely (if at all) get engaged (Boyer  1990 ; Braxton 
et al.  2002 ; Cummings  2006 ; Lynton  1995 ; O’Meara  2002 ). As the connections to 
the various communities academics collaborate with through service activities can-
not be mapped by standard indicators that dominate in measuring scientifi c excel-
lence (such as peer-reviewed publications), there is a trend of avoiding ‘distracting’ 
activities (especially among young scientists), such as service activities appear to be 
(Krücken et al.  2009 ; Göransson    et al.  2009 ; Ćulum and Ledić  2010 ). 

 The decision on whether (or not) academics will engage in various service activi-
ties, depends mostly on the academics’ perception of the institutional and formal 
importance of a given activity in terms of their own academic advancement 
(Bloomgarden and O’Meara  2007 ; Ćulum and Ledić  2010 ). Studies indicate col-
laboration activities are neither rewarded nor career enhancing for the academics 
involved (Macfarlane  2005 ; Tyde’n 2005 in Karlsson  2007 ). Macfarlane’s ( 2005 ) 
fi ndings suggested ‘service’ is not regarded as something that provides professional 
credit ‒ “ There was a keen awareness among academics that service work suffers 
both a lack of status, and further, won’t get you tenure, promotion or a pay rise ” 
(Macfarlane  2005 , p. 173). As long as new service assignments are simply being 
added to the existing load, and as long as they are not being properly rewarded 
(Cummings  2006 ), one cannot expect academics to invest more of their time in 
service activities.  

9.3      The Nature of Academics’ Service Engagement 

 The literature on service reveals distinction between  contributions to the institution  
(various administrative tasks, peer review, engagement in committees) and  contri-
butions to the non-academic community , as public engagement, volunteering, con-
sulting and providing expert witness. Similarly, Ward ( 2003 ) classifi ed service as 
internal and external. Internal faculty service includes service to the university, to 
the discipline, and to students, which is similar to Macfarlane’s ( 2007 ) fi ndings on 
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the fi ve communities academics serve (students, colleagues, their institution, their 
discipline or profession, and the public) and fundamental differences in the status of 
different service activities. External service is the way for higher education to put its 
expertise to use for various external stakeholders and can include extension, con-
sulting, service-learning, community-based action research, civic engagement, 
community development projects, participation in cultural activities and civic ser-
vice (Ward  2003 ). 

 Drawing from the recent analysis on faculty service based on CAP data 
(Shin  2010 ), and to some extent from Macfarlane’s pyramid of fi ve communities 
and associated service activities academics get engaged in (Macfarlane  2007 ), divi-
sion into three areas has been made: (a) being a member of research committees, or 
engaging as a peer reviewer, editor or becoming a manager of an academic and 
professional association stands for  academic service ; (b)  community service  encom-
passes academics’ engagement in community organizations as well as cooperation 
with social service agencies; (c)  political service  covers academics’ involvement in 
politics (local, national and international). 

 Table  9.2  shows the proportion of academics surveyed being involved in various 
service activities within the most recent academic year. First insight into the results 
presented clearly shows that many academics are involved in service activities 
related with academic work, some in community service/engagement and very few 
in political services.

   As regards the various types of academic service activities, the survey suggests 
noticeable differences by country. Peer reviewing is most common in almost coun-
tries (ranging for all respondents from 45 % in Portugal to 73 % in Austria and 
Ireland). In Switzerland, the highest proportion of academics is active in scientifi c 
committees and boards (65 %). Activities as journal and book editors and as leaders 
of academic associations ‒ altogether less frequent than the two previously dis-
cussed ones ‒ are reported most often by respondents from Austria (40 % and 39 % 
respectively). Community service/engagement varies substantially by country as 
well. Membership in community organisations and community-based projects 
ranges from 12 % of all academics in Austria to 44 % in Ireland. A similar range of 
academics worked with local, national or international service agencies: from only 
6 % in Portugal and 7 % in Croatia to 33 % in Germany. Finally, academics allocate 
least time for political service activities. Between 3 % (UK) and 12 % (Switzerland) 
of all academics are engaged in local, national or international politics. An even 
smaller proportion of academics are engaged as elected offi cers and/or union lead-
ers, with the noticeable exception of Finland (42 % of senior academics and 33 % 
of juniors). 

 The results show that senior academics by far more often get involved in academic 
service that provide them with power and status, such as engaging in research com-
mittees, peer reviewing, journal and book editing and the management of academic 
and professional organizations. However, junior academics at universities in the U. K. 
and the Netherlands are almost as much involved in peer reviewing as senior academ-
ics of these two countries. In contrast, senior academics are slightly less involved in 
political service and clearly less involved in community service/engagement than 
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their junior colleagues. Community activities are reported by more than half of the 
junior academics in Ireland and the U. K., while involvement in social service is most 
often reported by junior academics in Germany (58 %). A notable exception, as 
already named above, is the frequent involvement of both Finnish senior and junior 
academics in elected offi cer/union functions. Nevertheless, juniors at universities are 
twice, even three times more likely to get involved in academic, rather than commu-
nity service activities.  

9.4      Looking for Service in Teaching and Research 

 The scholarship of service to some extent represents a call for the integration of ser-
vice activities into regular academic teaching and research activities and for their 
transformation rather than the creation of a new set of roles and activities that would 
result in an additional workload (Ćulum et al.  2013 ). The present overload with mul-
tiple academic duties wears academics out (Rice et al.  2000 ) contributing to a high 
level of stress, fear and frustration ‒ mostly because of the excellent results expected 
in all academic areas of their profession (O’Meara and Braskamp  2005 ) ‒ prompted 
the authors to advocate an integrative paradigm of academic roles. The role of various 
service engagements, as Bortagaray ( 2009 ) puts it, is in narrowing and blurring the 
boundaries between teaching and research. Greenbank ( 2006 ) argues for the integra-
tion of teaching, research and service as interconnected scholarly activities. Jongbloed 
et al. ( 2008 ) claim that service activities cannot be separated from traditional teaching 
and research. Some urge a relationship between teaching and research activities 
should be more closely based on the needs of the community (Boyer  1996 ; Berberet 
 1999 ; Bloomgarden and O’Meara  2007 ; Karlsson  2007 ). That kind of engagement is 
considered to be useful and enriching for students engaged, as well as for the academ-
ics’ learning, professional growth and competences, their research and teaching devel-
opment (Greenbank  2006 ; Karlsson and Booth 2006 in Karlsson et al.  2007 ). As for 
the research, it is expected to provide tangible and intangible benefi ts to the commu-
nity and can constitute community service, especially in the area of health research 
(Arcury et al.  1999 ; Westfall et al.  2006 ). Scholarship of service, as put forward by 
Boyer ( 1990 ), exists as a result of academics’ research-community interdependence. 

 Drawing from that perspective, the EUROAC survey aimed to analyze academ-
ics’ views on teaching and service in connection with the ‘service character’ within 
it, the teaching-service nexus, as well as the orientation of their primary research. 
Actually, the proportion of academics that emphasize practically oriented knowl-
edge and skills in their teaching vary enormously by country. In some countries less 
than half of the academics surveyed at universities integrate practically oriented 
knowledge and skills in their teaching: Finland (31 % of seniors and 48 % of 
juniors), the Netherlands (40 % ad 42 %) and Poland (44 % and 45 %). In contrast, 
academics from some countries emphasize practically oriented knowledge and 
skills in their teaching: Croatia (79 % of seniors and 82 % of juniors), Ireland (75 % 
and 80 %), Germany and Portugal (each 75 % of seniors and 77 % of juniors). In 11 
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countries (the UK is exception) a slightly higher proportion of junior than senior 
academics underscore practically oriented knowledge and skills. This might be due 
to modes of classes (seminars, exercises) in which juniors get engaged with stu-
dents, where acquisition of practical knowledge and skills might be more accentu-
ated than in senior academics’ lectures (   Table  9.3 ).

   The proportion of academics that incorporate discussions of values and ethics 
into their course content varies by country as well: it ranges from 20 % of junior 
academics at Polish universities to 71 % of both senior and junior academics at 
Portuguese universities. While in most countries around half of the academics share 
positive views on introducing ethics into their teaching, the percentage of those who 
do so in Ireland, Portugal and the UK (both senior and junior) exceeds two thirds of 
them. Poland is an exception with less than one third of both senior and junior aca-
demics that share positive views on integration of values and ethic into teaching. In 
comparison to their junior colleagues, a higher percentage of seniors incorporates 
discussions of values and ethics into their course content. 

 Obviously, a quite high proportion of academics consider their service 
 activities as reinforcing their teaching ‒ 42 % of academics on average across 
12 countries, half of the seniors (51 %) and around one third of juniors at univer-
sities (37 %). However, the proportions of academics that regard the teaching-
service nexus vary notably by country, ranging from 29 % (juniors in Switzerland) 
to 69 % (seniors in Norway). 6  In contrast, only 6 % of senior and 7 % of junior 

6   Having in mind that senior academics from Norway reported how they allocate just 2 h per week 
in service activities, one might fi nd this result on the potential of service to reinforce their teaching 
quite surprising. 

   Table 9.3    ‘Service character’ in teaching as viewed by academics at universities in 12 European 
countries (percentage of respondents*)   

 2010  2007/2008 

 AT  CH  HR  IE  PL  NL  DE  FI  IT  NO  PT  UK 

  Practical knowledge and skills  
 Seniors at university  67  53  79  75  44  40  75  31  54  49  75  69 
 Juniors at university  7  58  82  80  45  42  77  48  54  51  77  67 

  Values and ethics  
 Seniors at university  62  −  62  68  24  48  57  53  40  45  71  69 
 Juniors at university  58  −  55  74  20  44  36  41  34  36  71  70 

  Service reinforces teaching  
 Seniors  48  32  42  66  30  45  37  44  52  69  6  35 
 Juniors  50  29  35  62  28  33  31  32  45  54  7  33 

  Source: CAP survey and EUROAC survey (EUROAC data set June 2011) 
 *Responses 1 and 2 on a scale from  1 =Strongly agree to  5 =Strongly disagree 
 Question C4: Please indicate your views on the following: Practically oriented knowledge and 
skills are emphasized in your teaching; You incorporate discussions of values and ethics into your 
course content. Your service activities reinforce your teaching  
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academics at universities in Portugal acknowledge the reinforcement of their 
teaching by the service activities. 

 As for the primary research orientation, the emphasis on  applied/practically- 
oriented research is most pronounced ‒ an average of 63 % of both senior and junior 
academics across all 12 countries (see Table  9.4 ). Variations by country are notice-
able: on the part of senior academics from 54 % in Poland to 81 % in Croatia and 
from 54 % in Poland till 73 % in Croatia on the part of junior academics. In three 
countries ‒ Poland, the Netherlands and Switzerland ‒ just slightly more than half 
of the academics surveyed, both senior and junior, ‘labeled’ their primary research 
as applied.

   A somewhat lower percentage of academics characterize their research work 
as socially oriented, intended for the betterment of society ‒ an average of 39 % 
of both senior and junior academics across countries. Social orientation of 
research ranges from slightly more than half in Croatia and Portugal to less than 
one third of academics in Finland, Italy and Norway. The proportion of senior 
academics that marked their research work as socially oriented and intended for 
the betterment of society ranges from 28 % in Poland to 53 % in Croatia. As for 
the juniors, the percentage varies from 26 % (Germany) to 55 % (Croatia). 
While the responses by junior staff hardly differ from those of senior academics 
in almost all countries, substantially more senior academics in Germany charac-
terize their research as socially relevant than their junior colleagues do (46 % as 
compared to 26 %). 

 The lowest percentage of academics qualifi ed their primary research as com-
mercially oriented and intended for the technology transfer ‒ an average of 16 % 
of both senior and junior academics across all 12 countries. The responses vary 
by country between 11 % (senior academics in Austria) and 23 % (junior aca-
demics in Croatia).  

   Table 9.4    Applied, commercial and social emphasis in research put by academics at universities 
in 12 European countries (percentage*)   

 2010  2007/2008 

 AT  CH  HR  IE  PL  NL  DE  FI  IT  NO  PT  UK 

  Applied/practically oriented  
 Seniors at universities  61  56  81  58  54  56  67  66  60  57  76  68 
 Juniors at universities  60  59  73  64  54  57  67  63  62  60  69  64 

  Commercially oriented/intended for technology transfer  
 Seniors at universities  11  13  22  12  18  15  15  16  14  2  22  18 
 Juniors at universities  14  17  23  15  17  12  18  21  17  15  17  15 

  Socially oriented/intended for the betterment of society  
 Seniors at universities  40  37  53  46  28  39  48  33  33  32  50  37 
 Juniors at universities  38  33  55  52  32  41  26  29  34  29  52  42 

  *Responses 1 and 2 on a scale from 1=Strongly agree to 5=Strongly disagree 
 Question D2: How would you characterize the emphasis of your primary research this (or the 
previous) academic year?  
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9.5      Academics’ Views on Scholarship 

 It was the seminal work of the late Ernest Boyer that has sparked a renewed interest 
in the notion of scholarship. It was he who started an ongoing debate about ‘service’ 
in his insightful call for the  scholarship of service  (Boyer  1990 ), which has been 
revised in different sources as the  scholarship of engagement  (Boyer  1996 ). Boyer 
argues that the sharing of (academic) knowledge will avoid discontinuity, and pro-
motes its application to avoid irrelevance. Further, he argues for ‘useful knowledge’ 
without discarding basic scientifi c knowledge coupled with refl exive scholars who 
rigorously move between theory and practice. For service to be scholarship,

  service activities must be tied directly to one’s special fi eld of knowledge and relate to, and 
fl ow directly out of, this professional activity. Such service is serious, demanding work, 
requiring the rigor – and the accountability – traditionally associated with research activi-
ties. (Boyer  1990 , pp. 22–23) 

   A number of scholars who follow his work have been emerging both in the U. S. 
and in Europe (Checkoway  2001 ; Ostrander  2004 ; Macfarlane  2005 ; Harkavy  2006 ; 
Greenbank  2006 ; Karlsson  2007 ; Ćulum and Ledić  2010 ). The ongoing debate on 
developing a broader view of scholarship, especially regarded to ‘service’, suggests 
that universities have to fi nd a balance between a wide range of different roles and 
responsibilities of the professoriate. 

 Alongside their teaching and research, academics have been increasingly called 
upon to play a direct role in supporting regional and national economic develop-
ment as well as to have a direct impact on society. As contemporary society 
faces challenges associated with rapid technological advancements, environmental 
changes, resource scarcity, increasing inequality, injustice and a democratic defi cit, 
new demands are being placed upon universities with various expectations and 
opportunities for higher education and academics emerging (Stephens et al.  2008 ). 
Many argue that academics have the responsibility to be relevant ‒ to take knowl-
edge beyond the walls of the academia into the public domain (Checkoway  2001 ; 
Ostrander  2004 ; Calhoun  2006 ; Stephens et al.  2008 ; Ćulum and Ledić  2012 ). 

 Among the academics of 12 European countries, more than two-thirds share a 
favorable stance regarding the application of academic knowledge in real-life set-
tings as an element of scholarship. As Table  9.5  shows, the highest proportion of 
senior academics at universities that share a positive view is evident in Ireland and 
Portugal (77 % for each), and Croatia as well (75 %). On the other hand, the lowest 
proportion of senior academics is evident in the Netherlands (41 %), Poland (54 %) 
and Italy (57 %). The differences between senior and junior academics are quite 
marginal in this respect. The highest proportion of junior academics that share a 
positive view on the application of academic knowledge in real-life settings as an 
element of scholarship is evident, again in Ireland (77 %), Portugal (76 %) and nota-
bly Finland (84 %). The lowest proportion of junior academics that share a positive 
view on this matter is evident, again in the Netherlands (42 %) ‒ half the percentage 
of their junior colleagues from Finland.
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   Table  9.5  shows as well, that 60 % of the senior and junior academics surveyed 
across all 12 countries share a favorable stance regarding academics’ professional 
obligation to apply their knowledge to problems in society. The highest proportion 
of senior academics at universities that share a positive view is evident, again in 
Portugal (73 %) and Croatia (72 %), while the lowest, again in the Netherlands 
(45 %) and Poland (40 %). The differences between senior and junior academics are 
quite marginal in this respect as well.  

9.6      Institutional Strategies and Service 

 Institutional culture has been recognized as a key factor in encouraging faculty to 
view service as vital to their roles as professors (Antonio et al.  2000    ). The extent to 
which academics are committed to (various) service activities refl ects the micro- 
politics of life within modern universities (Macfarlane  2007 ). There is a key differ-
ence in the way institutions pay formal and informal attention to academics’ 
engagement in service activities within their policies and procedures. The policy 
framework usually gives impetus to a wide range of links and initiatives with non-
academic communities through teaching and research. Little evidence in scholarly 
literature, however, is available on whether and how various (formal) institutional 
strategies ‒ policies and procedures ‒ shape values, attitudes and professional prac-
tices of the academics in terms of their engagement in various forms of service 
activities (Table  9.6 ).

   According to the academics surveyed in 12 European countries, the institutional 
emphasis on the presented two strategies differs strikingly by country, especially 
considering the encouragement of academics to adopt service and entrepreneurial 
activities outside their institution. The proportion of senior academics that report 

    Table 9.5    Views on scholarship by academics at universities in 12 countries (percentages of 
responses*)   

 2010  2007/2008 

 AT  CH  HR  IE  PL  NL  DE  FI  IT  NO  PT  UK 

  Scholarship includes the application of academic knowledge in real-life settings  
 Seniors at university  59  –  75  77  54  41  62  74  57  59  77  69 
 Juniors at university  62  –  74  77  61  42  67  84  64  65  76  65 
  Faculty in my discipline have a professional obligation to apply their knowledge to 
problems in society  
 Seniors at university  60  56  72  63  40  45  61  65  62  50  73  58 
 Juniors at university  57  51  69  65  39  46  44  58  61  51  73  59 

  CAP survey and EUROAC survey (EUROAC data set June 2011) 
 *Responses 1 and 2 on a scale from  1 =Strongly agree to  5 =Strongly disagree 
 Question B5. Please indicate your views on the following  
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this strategy as emphasized at their institution ranges from 8 % of seniors in Austria 
up to 55 % in Germany. The differences between senior and junior academics are 
quite marginal in this respect. The range of juniors that note such a strategy/policy 
varies from the lowest, 12 % in Austria, Italy and Norway, to 49 % in Germany. 
A somewhat higher percentage of academics ‒ about 30 % across countries and 
academic status ‒ note that their institution encourages individuals, businesses and 
foundations for contributing more to higher education. Again, this proportion is 
highest among respondents from Germany, this time also more than twice in com-
parison to some other countries. Interestingly, a multivariate analysis that was 
undertaken to identify the major factors contributing to academics’ service act 
clearly indicates that these two institutional strategies/policies play a marginal role 
in academics’ decision to devote their time to service activities. 7   

9.7      Academics and Public Engagement ‒ Perspectives 
from Three European Countries 

 As the wider impact of universities upon regions and communities has become 
increasingly apparent over the last decades, it seems that academics’ public engage-
ment 8  is being widely adopted by universities around the world as a reinterpretation 

7   The variable encouraging individuals, businesses, foundations etc. to contribute more to higher 
education was not a signifi cant predictor in any country. And the variable encouraging academics 
to adopt service activities/entrepreneurial activities outside the institution was even linked nega-
tively to the actual work time academics in Netherlands devote to service: the workload devoted to 
service is even below average when such a strategy is in place (Ćulum et al.  2013 ). 
8   Scholarly literature reveals distinction between various terms, and obviously concepts related 
with academics’ public engagement. For example, Bringle et al. ( 2006 ) do not use the ‘public 

   Table 9.6    Institutional strategies as regards service activities, entrepreneurship and external 
collaboration as viewed by academics at universities in 12 European countries (percentages of 
responses* )   

 2010  2007/2008 

 AT  CH  HR  IE  PL  NL  DE  FI  IT  NO  PT  UK 

  Encouraging academics to adopt service activities/entrepreneurial activities outside the 
institution  
 Seniors at university  8  –  –  25  15  20  55  19  16  17  38  31 
 Juniors at university  12  –  –  26  10  15  49  16  12  12  26  30 

  Encouraging individuals, businesses, foundations, etc. to contribute more to HE  
 Seniors at university  34  –  –  43  26  23  52  25  25  22  39  41 
 Juniors at university  34  –  –  46  18  22  44  19  19  19  33  32 

  Source: CAP survey and EUROAC survey (EUROAC data set June 2011) 
 * Responses 1 and 2 on a scale from  1 =Strongly agree to  5 =Strongly disagree 
 Question E6: To what extent does your institution emphasize the following practices?  
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of the role of higher education in creating “public good.” In the context of higher 
education, public engagement describes the myriad of ways in which the activity 
and benefi ts of higher education and research can be shared with the public. As 
Holland ( 2001 ) puts it,

  The engaged university is committed to direct interaction with external constituencies and 
communities through the mutually benefi cial exchange, exploration and application of 
knowledge expertise and information. These interactions enrich and expand the learning 
and discovery functions of the academic institution while also enhancing community 
capacity…The interaction also builds greater public understanding of the role of the univer-
sity as a knowledge asset and resource. (Holland  2001 , p.7) 

 That kind of community engagement has been established to benefi t and 
enhance the place of higher education by bringing forth new knowledge (Hudson 
et al.  2007 ), through research and improving the teaching and learning process 
through various activities in local communities (Wynsberghe and Andruske  2007 ; 
Persell and Wenglinsky  2004 ; Vickers et al.  2004 ; Butcher et al.  2003 ). Increasingly 
both universities and governments around the world understand the importance of 
university engagement with the wider community but often that kind of academ-
ics’ engagement stays peripheral to mainstream university activities of teaching 
and research. 

 The role of higher education institutions in local and regional economic develop-
ment has been praised as an important component of university community engage-
ment (Garlick  1998 ; Gunasekara  2004 ; OECD  1999 ). This expected role of 
universities as ‘brains’ behind the economic development is well explained within 
the national, European and international policies, as well as in strategies and rele-
vant reports. 9  At the same time, it seems that within the overarching knowledge 
society discourses on higher education responsiveness to socio-economic problems 
of society, little attention was given to the academics’ public engagement in the 
community/society. Even less emphasis is placed on how academics engage and 
interact with the non-economic local community. Some argue that the value of and 
commitment to community service remains on the margin of reality and academic 
debate (Star  2007 ). Singh and Little ( 2011 ) accentuate that investigating this kind of 

engagement’ discourse, but make distinction between community involvement and civic engage-
ment. While service can be a passive act according to Star ( 2007 ), performed without any regard 
for the needs, desires or preferences of the community, community engagement requires entering 
the community, public engagement and debate with the community Some authors associate out-
reach activities with various projects and activities that have a social, socially sensitive character 
(Göransson et al. 2009), while others describe them through heterogeneous connections of univer-
sities and academics with civil society (Krücken et al.  2009 ). 
9   Lisbon strategy (2000), EU Communication  A new partnership for the modernisation of universi-
ties: the EU Forum for University Business Dialogue  (2009), EU Communication  Delivering on 
the modernisation agenda for universities: education, research and innovation  (2006), EU 
Communication  Mobilizing the brainpower of Europe: enabling universities to make their full 
contribution to the Lisbon Strategy  (2005), EU Communication  The role of the universities in the 
Europe of knowledge  (2003) OECD reports like  Higher Education and Regions: Globally competi-
tive, locally engaged  (2007) and  Public-private partnerships for research and innovation: an 
evaluation of the Dutch experience  (2004) are only some of the examples. 
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relationship between higher education and community/society could be greatly 
enriched through greater attention being given to the public engagement dimensions 
of academics’ role within the knowledge society discourse. Along the same line, 
Correa Bernardo et al. ( 2012 ) see a need for research on the ways in which com-
munity engagement is implemented by higher education institutions. 

 The interviews undertaken in the framework of the EUROAC study reveal that 
academics from the three countries addressed participated in various activities, 
which served the interests of local communities and/or regions of their university 
setting. The majority of the respondents from Germany, about half of them from 
Ireland and just a few from Croatia participated in some kind of community 
engagement activities. Irish and German academics identifi ed altogether more 
than 20 different activities and events in their communities in which they engage. 
Some of those activities overlap with teaching, some with research, and others 
represent various forms of outreach activities and engagement with the 
non- academic community. 

 Identifi ed activities could be summed up in two main categories: fi rst one compris-
ing of activities  integrated within teaching and research , while the other one of activi-
ties that come  in addition to teaching and research . Within the fi rst category there are 
two activities recognized: (I) academic service learning and (II) community based 
research. Within the second category four additional activities can be identifi ed: 
(III) Outreach activities, (IV) Volunteering and pro bono work, (V) Service organized 
by an institution (university, faculty, department) and (VI) Political engagement ‒ 
altogether six different modes of activities interviewees get engaged in. Various com-
munity activities call for collaboration with various stakeholders (an/or vice versa), 
and academics interviewed reported cooperation with many stakeholders ‒ public 
institutions (particularly in the fi eld of education, health and social care), kindergar-
tens, primary and secondary schools, civil society organizations and civic initiatives, 
museums, charities, local authorities and the media. 

 The interviews confi rm that the interconnection of teaching, research and com-
munity engagement (i.e. service-learning and community-based research), regard-
less of the affi liation to an academic discipline, is rarely acknowledged: mainly 
among academics interviewed in Ireland, in rare instances among respondents from 
Germany but not recognized at all by the Croatian academics. Academics rarely get 
engage in long-term activities and signifi cant partnership networks with various 
(relevant) community stakeholders. Academics reported volunteering engagement 
on various community projects designed by local community, mostly civil society 
organizations and institutions; just few reported they offer pro bono services, and 
altogether, they get quite rarely engaged in activities with a political profi le. Most 
often academics get involved in various outreach activities, usually organized by 
their institution. They state that these activities are usually not associated with 
teaching and research but are performed additionally, on top of the basic academic 
activities, as one of the Irish respondents said: “this activity leads you to a different 
area and requires you to provide additional time and energy.” Identifi ed models of 
outreach activities are mainly directed towards (fi eld) activities in local/regional 
elementary and in particular high schools, with the mission of promoting science 
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and universities, and attracting new (potential) students. Identifi ed outreach  activities 
are more of a short-term character, lasting for one day and/or one night, like  Day of 
Science, Long Night of Science, Science Festival, University Open Day, Children’s 
University, Day of Open Teaching, Female in Science Day  etc. Some respondents 
think that the competition over students is the main initiator of these types of activi-
ties at universities, as an Irish interviewee explains:

  Community service for me means going to schools, bringing a school into a university 
institution, running races and Engineering Week. These activities are important because of 
the competition between the studies in higher education institutions in our region and you 
come to conclusion that you have to promote yourself … you must be seen helping the com-
munity (Ireland, natural and technical sciences). 

 Some differences among countries included in the study occur in analyzing the 
process of academics’ engagement. Irish academics portrait their institutions as 
facilitators that promote, encourage, and sometimes direct their community engage-
ment, but leaving their own initiative and personal decision to be a main driver for 
getting engaged, as captured in the following comment:

  The institution has civic engagement and volunteering initiatives for the students, but aca-
demics are also encouraged to participate in community events. The institution facilitates it 
for us, to a certain extent, but again, a lot of it is actually our own initiative (Ireland, natural 
and technical sciences). 

 Academics from Germany report that a variety of outreach activities, particularly 
those associated with the promotion of universities and science, are highly central-
ized. In their case, it is obvious that the governing and/or managerial levels expect 
them to engage, at least to a certain extent. The German academics interviewed 
explain how they engage in the community upon request, order and/or appointment 
from a higher managerial level, as captured in following comments:

  I actively participate in socially relevant university events, like Children University for 
example. Such activities come as a request (Germany, social sciences and humanities). 

 I participated in activities related to contributions to society at the university level, for 
example, Long Night of Science and Open Day. Such activities are carried out at the request 
of the university administration or superiors (Germany, natural and technical sciences). 

 I participate in Girls Day and other events. There are no business and industry events. 
The activities are mandatory and are also described as those that need to be done (Germany, 
natural and technical sciences). 

 When it comes to analysis of the institutional strategies toward promoting and evalu-
ating community engagement, this research points to three basic categories: (I)  formal 
evaluation  (typical to a certain extent for the Irish higher education system), (II)  infor-
mal evaluation  (present in German higher education environment) and (III) the  lack of 
evaluation  (typical for Croatian higher education environment). 

 There are universities/institutions in Ireland that formally recognize community 
engagement as one of the basic academic activities, which makes it a part of the 
formal reward system, as one of the Irish interviewee explained:

  Community engagement is recognized in the patterns of promotion, where teaching activi-
ties, research and community engagement are clearly emphasized; so community engage-
ment is one of the three activities that are evaluated (Ireland, medical sciences). 
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 However, some Irish academics warn about the actual status of the community engagement 
in terms of its infl uence to one’s academic career progress, as well as about the (traditional) 
hierarchical relationship between academic activities that still exists: 

 It would not necessarily help for promotion, but it would be acknowledged (Ireland, 
social and behavioral sciences). 

 These types of activities are taken into account for promotions because they are the third 
category. It will not be crucial in improvement, but it will have a certain role (Ireland, natu-
ral and technical sciences). 

 German academics report a more informal acknowledgment of community 
engagement activities and their recognition by the colleagues from the discipline, 
the institution, and collaborators. Although not formally acknowledged, community 
engagement in German universities is recognized by the managerial level, as inter-
viewees reported. In Croatia, in contrast, interviewees point to several dangerous 
tendencies that could suppress the future development of community engagement 
activities on Croatian universities: low level of recognition of the importance that 
community engagement carries, the marginalization of such activities on various 
levels (e.g. among colleagues, managerial and governing structures), mocking the 
academics who engage in the community, and even possible threats for further 
development of academic careers, as captured in following comments:

  If doing activities for the benefi t of society and the community is in fact evaluated, then it 
is evaluated negatively (Croatia, social sciences and humanities). 

 These activities are not rewarded and can only cause professional damage to an indi-
vidual and his/her academic career. For example, a person can ‘get in the way’ of some 
older colleagues who could decide on his/her future. Bearing this in mind, a person thinks 
in terms of what is wise and what is not (Croatia, social sciences and humanities). 

 In a university environment where academics’ community engagement is not 
institutionally positioned, promoted and evaluated, as is the case with Croatian uni-
versities (Ćulum and Ledić  2010 ,  2012 ), it is hard to believe and expect, as pointed 
out by a number of authors (Boyer  1990 ,  1996 ; Cummings,  2006 ; Bloomgarden and 
O’Meara  2007 ; Ćulum and Ledić  2010 ), that academics will involve in various 
activities of community engagement when there are no mechanisms for their 
appropriate evaluation.  

9.8     Concluding Observations 

 The analysis of the service activities of academics in 12 European countries indi-
cates that academics, regardless of their status and discipline, harbor positive 
views about the relevance of service. A majority believes in the importance of the 
application of academic knowledge and their professional obligation to apply that 
knowledge in an attempt to eliminate problems in society. Many of the academics 
consider their research as relevant for application and emphasize its social relevance, 
while only a few portray their research as commercially oriented and intended for 
technology transfer. They realize practice-oriented teaching and stimulate discus-
sions on values in their classes. Academics engage in various service activities, out 
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of which some converge with teaching and research, while others are being 
performed in addition to teaching and research, with a strong focus on the non-
academic community, and usually upon a request from a ‘higher level’. A large 
range of service activities that academics engage in has been identifi ed, as well as 
a large network of external associates. 

 Key differences in the way institutions in some countries pay formal and 
informal attention to service within their policies and procedures have been 
acknowledged ‒ while in some countries (e.g. Ireland) service is recognized and 
evaluated as a ‘third stream’ of scholarship, in Croatia for example academics 
believe it can obstruct one’s academic enhancement. Although studies suggest that 
academics would engage in those kind of activities they perceive as institutionally 
valued (Blackburn and Lawrence  1995 ), results presented here clearly show that 
institutional strategies/policies (notably encouraging academics to engage in service 
activities outside their institutions and encouraging external stakeholders to contri-
bute more to higher education) play a marginal role in academics’ decision to devote 
their time to service activities. 

 If we remind ourselves that the academics surveyed in 12 European countries 
allocate 3 h per week on average to service activities, questions related with its tan-
gible relevance inevitably emerge. Although academics share positive viewpoints 
on the service activities, their actual engagement in terms of allocated time in such 
activities puts the ‘service’ on the margin of the ‘holy trinity’ ‒ not competing with 
teaching and research, but practically ‘battling’ with administration, and as it appears 
to be, loosing that battle.     
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    Chapter 10   
 Gender Differences in Research Scholarship 
Among Academics: An International 
Comparative Perspective 

             Jisun     Jung    

10.1            Introduction 

 A comparison of two comparative surveys undertaken in 1992 (Carnegie survey) 
and in 2007/2008 (CAP surveys) shows considerable changes in the demographic 
distribution of academics. In particular, the proportion of female academics has 
increased in almost all participating countries (except Mexico). For instance, the 
fi gure increased from 8 % to around 17 % in Japan, which has the lowest proportion 
of female academics (Arimoto  2008 ). In the U.S., the proportion of academic 
women rose from 36 % to 42 % (Finkelstein and Cummings  2008 ). In the latter 
survey, the proportion of female academics was 59 % in Argentina and 57 % in 
Australia, in contrast to only 17 % in Japan and 18 % in Korea. 

 Demographic factors, including gender, have been frequently observed only as 
control variables in many studies regarding academics issues (Teodorescu  2000 ; 
Horta et al.  2012 ). However, as Keller ( 2001 ) points out, demography is one of the 
most important variables at the individual and institutional level for deciding aca-
demic issues such as their teaching and research activities. In particular, gender is a 
powerful factor not only in terms of pathways to particular professions but also in 
relation to processes operating within workplace practices, such as discrimination 
screening and opportunities for promotion (Poole et al.  1997 ). 

 The interest in gender issues in academia was linked to minority issues in the 
U.S. Initially, these issues were mainly related to topics of discrimination in terms 
of employment barriers and the salary gap between male and female academics 
(Toutkoushian and Bellas  2003 ). There have been substantial empirical studies 
regarding the differences in scholarship between male and female academics (Bellas 
and Toutkoushian  1999 ). Previous literature about gender issues can be summarized 
as looking into several of these issues. First of all, many studies, including one by 
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Bellas ( 1994 ), have proven that there is an unequal job market for female academics. 
Second, beyond mere hiring issues, some studies have proven that women remain 
disadvantaged in terms of promotion, tenure, and salary (Bellas  1997 ; Preffer and 
Davis-Blake  1987 ). Third, studies have shown that there exist practical career 
barriers for female academics, such as family and children (Gmelch et al.  1986 ). In 
addition, female academics have lower job satisfaction and higher stress (Hagedorn 
and Sax  1999 ). Fourth, studies have shown differences in the teaching and research 
activities of women and men. The most common fi nding was that female academics 
are more involved in teaching activities, while their research performance is lower 
than that of male academics (Sax et al.  2002 ). Different explanations regarding 
teaching effectiveness and research productivity between male and female academics 
have been put forward. For instance, Poole et al. ( 1997 ) argue that female academics 
are more person-oriented and that they value social, communication and interaction 
patterns associated with teaching. In contrast, Olsen et al. ( 1995 ) suggest that the 
gender differences are not so much merely a matter of personal preference and 
orientation but are equally a product of institutional requests or demands. Finally, 
there have been recent studies concerning management and governance issues, such 
as the decision-making participation of female academics in universities and the lack 
of female academics in high positions, an issue related to the “glass ceiling.” As such, 
women still have limited opportunities to formulate university policies as presidents, 
vice presidents, academic deans, and department chairs (Bornstein  2008 ). 

 This study focuses on how research scholarship is different between male and 
female academics. It examines differences of gender issues in academia according 
to higher education systems (see also Bain and Cummings  2000 ). Five countries 
(Australia, Brazil, China, UK and the U.S.) are chosen to explore in detail the 
differences in research scholarship between male and female academics. Moreover, 
this study raises additional questions, such as (1) “Is research productivity among 
female academics generally lower than that of male academics?” (2) “Is this difference 
simply a gender issue or are their contextual factors that are more important?” and 
(3) “Does it come from their individual profi le or academic discipline?”  

10.2     Literature Review 

10.2.1     Individual and Institutional Profi les 
Among Male and Female Academics 

 Gender issues in academia vary from those about previous educational backgrounds 
and experiences to current teaching and research activities and working conditions. 
Prior research has shown that male and female academics have slightly different 
profi les, not only in terms of educational background but also in terms of the institu-
tions where they are employed. These profi les need to be examined because factors 
such as employment status have an impact on academics’ perception and the prac-
tice of their work. 
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 First of all, women are less likely than men to hold a doctoral degree, and they 
have fewer years of academic experience than men. For instance, the proportion of 
Japanese academics holding a PhD degree was 60 % for males and 25 % for females 
in 1992. The gap did not disappear, but was smaller in 2008 with 75 % of men and 
50 % of women (Arimoto  2009 ). Toutkoushian and Bellas ( 2003 ) point out, that 
differences between men’s and women’s educational attainment partly explain the 
gender gap in employment. 

 Second, there have been studies regarding faculty employment status. Men are 
more likely to be in secure, tenured positions, whereas a higher proportion of women 
have short-term or part-time contracts (Poole et al.  1997 ). Among academics in the 
UK, the proportion of women academics with full-time positions was 37 %, while 
the proportion with part-time positions was 53 % (Locke  2008 ). However, as 
Toutkoushian and Bellas ( 2003 ) indicate it is unclear whether the greater percentage 
of women with part-time employment refl ects individual preferences or responses 
to blocked opportunities and discrimination. 

 Third, male academics tend to have more experience with international mobility 
than women, though there are only a few studies about gender differences regarding 
internationalization. Poole et al. ( 1997 ) have shown that there exist gender 
differences in terms of international experience among academics since their 
appointment to a professor position. They suggest that men are given greater access 
to travel abroad and research-related internationalization. 

 Fourth, a greater proportion of male academics are employed at research- oriented 
universities, whereas more female academics often work at teaching-oriented 
universities or other types of higher-education institutions. This holds true, for 
example, for Japan where women comprise only 6 % of the academics at research 
universities (Daizen and Yamanoi  2008 ). In Hong Kong, women comprised 27 % at 
research oriented universities in 2007 as compared to 38 % at other institutions 
(Postiglione and Tang  2008 ).  

10.2.2     Research Scholarship Among Male and Female 
Academics 

 Though all faculty members are expected to teach, research, and do service, currently 
the decisive factor in tenure and promotion decisions is research. Therefore, the main 
gender issues will be discussed specifi cally here with respect to research scholarship. 
The term research scholarship in this study is used broadly to include not only research 
productivity but also perceptions of research and actual research activities. 

 It has been stated that women academics have “less time, energy, and commit-
ment to invest in their professional careers and are therefore less productive 
 scientifi cally than men” (Toren  1993 : 72). This implies that women are less oriented 
to research. Women are also perceived as being less concerned with, or as underuti-
lizing, institutional resources (Davis and Astin  1990 ). In addition, prior analyses of 
the CAP survey have shown that interests in teaching and research are different 
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between male and female academics. For instance, in Argentina, men prefer research 
activity (9 %) or both, teaching and research, ‘with a leaning towards research’ 
(49 %), while the respective aggregate fi gure is 51 % for women (Marquina 
and Lamarra  2008 ). 

 Such a pattern is also revealed in terms of workload. Men, on average, devote a 
higher portion of their time than women to research activities, whereas women 
spend a higher percentage of their time than men on teaching and service activities 
(Park  1996 ). Female faculty members are more likely than their male counterparts 
to be involved in undergraduate teaching and service and, consequently, are less 
engaged in research (Mamiseishvili and Rosser  2011 ). 

 These preferences and time investments are directly related to research productivity 
(Shin and Cummings  2010 ). Women academics publish less than men academics 
(Bellas and Toutkoushian  1999 ; Sax et al.  2002 ; Toutkoushian and Conley  2005 ). In 
1979, Cole reported that men had on average 1.6 times as many publications as 
women (Cole  1979 ). A decade later, the gender gap in publishing rates remained 
signifi cant. From 1986 to 1988, men published almost twice as many articles and 
books as women. In 1989, 35 % of men, but only 13 % of women, had published 11 
or more articles in professional journals, and 49 % of men, but only 36 % of women, 
had ever published or edited a book (Boyer  1992 ). Toren ( 1993 ) and Billard ( 1994 ) 
report that women college and university faculty members publish less than their 
male counterparts, that women’s scholarly work is generally regarded as being of a 
lower quality, and that they are rarely cited as having made scholarly contributions. 
The most recent study of Horta et al. ( 2012 ) specifi cally indicates that men produce 
8 % more articles in refereed journals than women in the U.S., but no gender diffe-
rences are perceived in the other types of outputs. In addition, according to current 
research by Postiglione and Jung ( 2012 ), who studied top-tier researchers in Asia, 
approximately 90 % of highly productive researchers are male academics. 

 This state of affairs is also signifi cant in terms of differences in research collabo-
ration patterns. Building relationships with co-workers can be a challenge for women 
academics (Aguirre  2000 ). For instance, O’Leary and Mitchell ( 1990 ) report that 
even those women who did attend meetings reported fewer productive conversations 
leading to collaboration compared to men. They also report on the existence of an 
invisible college, an old-boy network whose members “functioned as gatekeepers, 
controlling fi nances, reputations, and the fate of new scientifi c ideas.” Women aca-
demics have been found “to be less well integrated into their academic departments 
and disciplines than men” because they lack mentors and networks, that can assist in 
professional integration and productivity (O’Leary and Mitchell  1990 ).  

10.2.3     Gender Issues Concerning Academic 
Rank and Academic Disciplines 

 Based on previous studies regarding gender and research performance, this study 
raises the question, “Are male academics always more productive than female aca-
demics in terms of research scholarship?” Davis and Astin ( 1990 ) raise questions 
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about the subtle biases and contextual factors that affect scholarship for men and 
women. Thus, this study tried to include contextual factors that infl uence gender 
differences between male and female academics. To do this, it started with two 
questions. First, is the productivity gap between male and female groups the same 
regardless of academic rank? In the current system, there are many male academics 
in senior positions.    Bain and Cummings’s study ( 2000 ) examined ten university 
systems and showed that females constitute one-third of all academics, but among 
full professors only one of every ten is a woman. However, the educational level of 
female academics has been considerably enhanced recently and the labor market 
available to female academics has expanded over the last decades. Thus, we can 
currently fi nd many female academics in junior positions. 

 Differences between women and men in terms of years of experience have led to 
further reductions in the gender gap. In addition, publication rates among women 
faculty have increased signifi cantly in recent decades (Sax et al.  2002 ), and there 
has been some narrowing of the gender gap over time (Ward and Grant  1996 ). Rank 
is highly relevant in academia because academic identity, scholarship, and interper-
sonal relationships can change according to one’s position or length of service. For 
instance, seniority is a signifi cant factor in academic careers; the behavior and 
performance of academics is recognized through their networks, resources, and 
their power within their higher-education institution and within the academic 
community at large (Jung et al.  2013 ). 

 This can be shown in several ways. In Finland, it is common to have more men 
than women in higher academic posts, but in lower academic posts, the proportions 
are inverted. For example, in universities of applied sciences, slightly less than one- 
fourth (24 %) of professors are female, yet 41 % of principal lecturers and 63 % of 
lecturers are female (Aarrevaara and Holtta  2008 ). In Australia, a higher proportion 
of female academics (19 %) are employed part-time than of male academics (12 %), 
while the rate of short-term employment is similar among women and men. In terms of 
rank, Australian male academics are more likely to occupy higher academic ranks than 
female academics. In Japan, the proportion of women among academics increased 
over time; however, men continued to be more highly represented in senior posi-
tions as well generally in research universities (Daizen and Yamanoi  2008 ). 

 The second question asked in order to look at contextual factors that infl uence 
gender differences between male and female academics was the following: is the 
gap in productivity between males and females related to academic discipline? 
Relatively more women academics work in the fi elds of nursing, library science, 
and education, in contrast to the more male-dominated fi elds such as business, 
 engineering, medicine, law, and the military (Bain and Cummings  2000 ). It is 
generally noted that the proportion of male academics is higher in hard disciplines 
(e.g., engineering and the natural sciences), while the proportion of female academics 
is higher in soft disciplines (e.g., the humanities and education). In addition, the fact 
that research productivity in hard disciplines is usually higher than that in soft 
discipline is known from previous empirical studies. 

 For women in the science to be successful, their interest in publishing research 
and their competence in conducting successful research need to be extraordinarily 
high in order to survive in these male-dominated fi elds (Blackburn and Bentley 
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 1993 ). According to Bellas ( 1997 ), for faculty in highly feminized disciplines in 
which the work is already devalued, it is plausible that the notion of comparable 
worth may infl uence perceptions of the unfair and inequitable institutional treat-
ment of female faculty. Interestingly, the differences in the composition of male and 
female faculty between fi elds explain virtually none of the gender differences 
(Toutkoushian and Bellas  2003 ).   

10.3     Method 

10.3.1     Data 

 This study uses data from the international comparative survey entitled “The 
Changing Academic Profession,” conducted in 2007–2008. To examine gender 
differences in the research scholarship of academics, 5 countries were selected from 
the 19. First, countries that had a sample size of more than 1,000 were selected for 
analysis. Second, in order to reduce bias from the imbalance of cases, only countries 
were selected that had approximately 40 % of academics that were female. See the 
proportion of female academics in all higher education systems analysed in the 
CAP survey in Fig.  10.1 . Third, it was assumed that the academic-scholarship 
pattern would be different according to each higher education context; therefore, 
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  Fig. 10.1    Proportion of female academics in 19 higher education systems. Note:  AR  Argentina, 
 AU  Australia,  MY  Malaysia,  BR  Brazil,  ZA  South Africa,  UK  United Kingdom,  FI  Finland,  PT  
Portugal,  NL  Netherlands,  NO  Norway,  US  Untied States,  CH  China,  HK  Hong Kong,  MX  Mexico, 
 CA  Canada,  IT  Italy,  KR  Korea,  JP  Japan (Source: CAP survey)       
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one country was chosen from each continent. Based on these three criteria, the 
target group for analysis in this study was chosen to be China, Australia, the U.S., 
Brazil, and the UK.   

10.3.2     Variables and Measurement 

 This study analyzes the main differences in research scholarship between male and 
female academics, as well as whether these differences remain once rank and aca-
demic disciplines are controlled. First, the profi le differences are compared in terms 
of educational background, such as holding a doctoral degree, and institutional 
background, such as the type of institution at which they work. Before these aca-
demics’ research activities are studied, the profi le analysis is examined in order to 
look at whether gender differences are inherent before professorship. Second, to 
examine and compare research scholarship, this study identifi es research scholar-
ship using six dimensions: research preference, time allocation for research, research 
productivity, research funding, research collaboration, and research service activities. 
Third, to examine gender in terms of differences in rank and academic discipline, 
academic discipline is classifi ed into two categories based on Biglan ( 1973 ) hard 
and soft ‒ and academic rank is categorized as being senior or junior. As regards the 
former, disciplines that have a cumulative and obvious theory, such as the natural 
sciences, engineering, and medical science, are categorized as hard disciplines, 
whereas disciplines that have less-defi ned paradigm structures, such as the humani-
ties, the social sciences, and business, are categorized as soft disciplines. As regards 
the latter, we adopt the classifi cation employed in the CAP project: senior academ-
ics, or “professors,” i.e., those occupying a position equivalent to associate profes-
sors and full professors in the US higher-education system and junior academics or 
“junior staff”, i.e., those in a lower position, such as assistant professors, lecturers, 
research associates, and assistants. Table  10.1  shows both, the independent and 
dependent variables of the subsequent analysis.

10.4         Findings and Discussions 

10.4.1     Individual and Institutional Profi les Among Male 
and Female Academics 

 In examining the individual and institutional profi les of academics, we aim at estab-
lishing whether variations between academics of different genders are the inherent 
result of their backgrounds rather than a consequence of their current performance 
level. 

 Actually, as expected, the proportion of male academics with doctorates is higher 
than that of female academics with doctorates. As Table  10.2  shows, this pattern is 
common across almost all countries. There are substantial variations, however, 
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between countries. The gender gap in the U.S. and Brazil (less than 5 %) is not high, 
while it is higher in China: male: 37 % vs. female: 21 %.

   This fi nding is similar to that of international mobility experiences. In this study, 
the defi nition of international mobility experience includes immigration and 
travelling for study. The male academics in this study were more internationally 
mobile throughout their lives and careers than the female academics. Such a gap is 
signifi cant in the Australian sample, but low in the case of China. In contrast, female 
academics in the UK are more mobile than men academics. 

 Finally, a less-favorable employment environment is observed for female 
academics. Except for the U.S., the proportion of part-time work among female 
academics is much higher than that of male academics. This difference is substantial 
in Australia and the UK. The fi nding seems to be confi rmed, when we categorize 
institutional types into universities and other types of higher-education institutions. 
However, this gap is not signifi cant.  

10.4.2     Gender Differences in Research 
Scholarship Among Academics 

 Six aspects of academics’ research scholarship have been addressed in this study: 
(a) Preference for research (compared with teaching); (b) Time allocation for 
research per week; (c) Research publications: (co-)authored book, (co-)edited book, 

   Table 10.1    Variables and measurements   

 Variables  Measurement 

  Independent variables  
 Gender  Male = 1, Female = 2 
 Rank  Senior = 1, Junior = 2 
 Academic discipline  Hard = 1, Soft = 2 
  Dependent variables  
 Individual profi le  Doctoral degree  Yes = 1, No = 2 

 International mobility experience  Yes = 1, No = 2 
 Employment condition  Full-time = 1, part-time = 2 

 Institutional profi le  Types of current institution  Universities: 1, Other HE 
institutions: 2 

 Research preference  Preference for research = 1, 
Teaching = 2 

 Time allocation for 
research 

 Average hours per week 

 Research productivity  Books, articles, conference, reports 
granted funding, and patents 

 Number of papers in previous 
3 years 

 Research funding 
source 

 Institution, public, and private  Percentage (%) of each 
funding source 

 Research collaboration  Institutional, International  Yes = 1, No = 2 
 Research services  Peer review for articles, Journal editor 

work 
 Yes = 1, No = 2 
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journal article, report from funded project, or conference presentation; (d) Research 
funding: funding source from own institution, public agency, or private agency; 
(e) Research collaboration: institutional, international collaboration; (f) Research 
service activities: peer reviewer, journal editor. A short glance at Table  10.3  
suggests an expected gender gap, but the differences vary across variables, and do 
not hold true for all countries in some instances.

   Male academics prefer research more than do female academics. In China, for 
example, 56 % of male academics prefer research to teaching, in contrast to 31 % of 
female academics. The respective fi gures are 48 % and 39 % in the U.S. However, 
there are not any signifi cant gender differences in this respect in some countries. 

 Male academics allocate more time to research. The gap ranges from only 0.1 to 
4 h per week. 

 In terms of the number of publications by male and female academics, male 
academics’ productivity is higher than that in the junior group across publication 
types and countries, except for book publication. In particular, this gap is highly 
signifi cant with regard to journal articles and conference presentations. 

 A substantial proportion of female academics obtain research funding from their 
own institution rather than from outside, including through public or private agency. 
By contrast, male academics tend to rely on more diverse funding sources. 

 The proportion of research collaboration is considerably different between male 
and female academics across countries. Male academics have participated in more 
collaboration not only inter-institution collaborations but also inter-national 
collaborations. 

 Lastly, male academics are highly involved in research service activities, such as 
peer-review and journal-editing work. The gender gap in this respect is most strik-
ing in China (see Table  10.3 ).  

10.4.3     Gender Differences in Research Scholarship 
Among Academics by Rank and Discipline 

 Figures  10.2  and  10.3  are presented here to show the extent of gender differences 
according to rank and disciplines. Actually, information is provided on senior ranks 
and hard disciplines, i.e. those segments where gender differences are highest.   

 In our analysis whether academic rank and discipline affect the research scholar-
ship of male and female academics differently, we concentrated on a single country, 
i.e. the U.S. The fi ndings are documented in Table  10.4 .

   Gender differences are weaker if analyzed separately by rank than for the whole 
sample. In particular, there is no signifi cant difference between genders among 
junior academics in terms of time allocation for research. 

 The research activity is not signifi cant in the junior group except regarding the 
sources of research funding: male academics receive a higher proportion of research 
funding from public agencies. Also, international collaboration and participation as 
a journal reviewer is signifi cantly higher among male academics than among female 
academics in the junior group. 

J. Jung



    Ta
bl

e 
10

.3
  

  G
en

de
r 

di
ff

er
en

ce
s 

am
on

g 
ac

ad
em

ic
s 

in
 r

es
ea

rc
h 

sc
ho

la
rs

hi
p 

in
 fi 

ve
 c

ou
nt

ri
es

   

 A
U

 
 B

R
 

 C
H

 
 U

K
 

 U
S 

 M
 

 F 
 M

 
 F 

 M
 

 F 
 M

 
 F 

 M
 

 F 

  P
re

fe
re

nc
e 

(%
)  

 R
es

ea
rc

h 
>

 te
ac

hi
ng

 
 71

.8
 

 67
.6

 
 46

.9
 

 49
.0

 
 56

.3
 **

*   
 30

.7
 

 70
.7

 *   
 63

.2
 

 47
.9

 *   
 39

.0
 

  T
im

e 
al

lo
ca

ti
on

 (
ho

ur
s 

pe
r 

w
ee

k)
  

 R
es

ea
rc

h 
 15

.1
 *   

 13
.2

 
 9.

0 
 8.

9 
 15

.0
 **

*   
 11

.0
 

 14
.3

 **
*   

 10
.0

 
 13

.7
 **

*   
 10

.6
 

  P
ub

lic
at

io
ns

  
 (C

o)
 a

ut
ho

re
d 

bo
ok

s 
 0.

3 
 0.

3 
 0.

5 
 0.

6 
 0.

9 *   
 0.

7 
 0.

5 **
  

 0.
3 

 0.
3 

 0.
2 

 (C
o)

 e
di

te
d 

bo
ok

s 
 0.

2 
 0.

2 
 0.

3 *   
 0.

2 
 0.

8 
 0.

9 
 0.

4 *   
 0.

3 
 0.

2 
 0.

3 
 Jo

ur
na

l a
rt

ic
le

s 
 8.

5 **
*   

 5.
9 

 5.
1 **

*   
 3.

8 
 9.

5 **
*   

 6.
3 

 7.
8 **

*   
 4.

7 
 4.

8 *   
 3.

6 
 R

ep
or

t f
ro

m
 f

un
de

d 
pr

oj
ec

t 
 1.

5 
 1.

5 
 1.

4 
 1.

4 
 1.

6 *   
 1.

1 
 1.

6 **
*   

 0.
9 

 1.
5 **

*   
 0.

8 
 C

on
fe

re
nc

e 
pr

es
en

ta
tio

n 
 5.

9 
 5.

7 
 6.

2 *   
 4.

8 
 2.

9 **
*   

 1.
9 

 6.
5 **

*   
 5.

0 
 6.

1 
 5.

2 
  R

es
ea

rc
h 

fu
nd

in
g 

so
ur

ce
s 

(%
)  

 O
w

n 
in

st
itu

tio
n 

 36
.2

 
 40

.6
 *   

 15
.4

 
 19

.1
 **

*   
 40

.9
 

 50
.1

 **
*   

 36
.5

 
 44

.4
 *   

 50
.6

 
 52

.3
 *   

 Pu
bl

ic
 a

ge
nc

y 
 44

.6
 

 42
.1

 
 27

.2
 

 24
.6

 
 37

.6
 *   

 32
.7

 
 45

.2
 

 38
.3

 
 25

.6
 **

*   
 16

.2
 

 Pr
iv

at
e 

ag
en

cy
 

 12
.9

 
 13

.8
 

 6.
1 *   

 4.
4 

 −
 

 −
 

 14
.0

 
 12

.6
 

 13
.9

 
 14

.4
 

  R
es

ea
rc

h 
co

lla
bo

ra
ti

on
 (

%
)  

 In
st

itu
tio

na
l 

 67
.4

 
 66

.3
 

 68
.2

 **
*   

 50
.4

 
 38

.8
 **

*   
 31

.5
 

 72
.0

 **
  

 62
.5

 
 63

.4
 

 56
.2

 
 In

te
rn

at
io

na
l 

 64
.9

 **
*   

 53
.4

 
 37

.2
 **

*   
 18

.8
 

 14
.8

 **
*   

 8.
3 

 68
.5

 **
*   

 53
.3

 
 36

.7
 *   

 27
.9

 
  R

es
ea

rc
h 

se
rv

ic
e 

ac
ti

vi
ti

es
 (

%
)  

 Pe
er

-r
ev

ie
w

er
 

 75
.0

 **
*   

 69
.3

 
 52

.2
 

 47
.4

 
 20

.2
 **

*   
 6.

8 
 74

.7
 **

*   
 64

.9
 

 69
.1

 *   
 62

.0
 

 Jo
ur

na
l/b

oo
k 

ed
ito

r 
 22

.5
 

 18
.6

 
 23

.0
 **

  
 15

.8
 

 6.
9 

 3.
0 

 28
.0

 **
  

 20
.4

 
 21

.5
 

 17
.1

 
 N

 
 47

8 
 47

1 
 43

8 
 40

9 
 1,

22
8 

 56
0 

 43
7 

 41
9 

 60
9 

 42
4 

  So
ur

ce
: C

A
P 

su
rv

ey
 

 T
im

e 
al

lo
ca

tio
n,

 P
ub

lic
at

io
ns

, R
es

ea
rc

h 
fu

nd
in

g 
so

ur
ce

: T
-t

es
t 

 Pr
ef

er
en

ce
, R

es
ea

rc
h 

co
lla

bo
ra

tio
n 

(%
),

 A
ca

de
m

ic
 s

er
vi

ce
 (

%
):

 C
hi

-s
qu

ar
e 

  M
  m

al
e,

  F
  F

em
al

e 

  *  p
 <

 .0
5;

  **
 p 

<
 .0

1;
  **

*  p
 <

 .0
01

  



174

 Moreover, the gender gap turns out to be large according to this analysis in hard 
disciplines; however, these differences scarcely appear in soft disciplines. However, 
gender difference in terms of the number of articles published, which is the most 
powerful research performance indicator, is weaker if it is controlled by academic 
discipline. In particular, in soft disciplines, gender differences are rare except with 
regard to generating reports from funded projects and funding from public agencies.   

10.5     Discussions and Conclusion 

 The analysis focusing on eventual differences of the gender gap by country, aca-
demics’ rank and by discipline provides evidence that some gender issues can be 
found across countries. 

 For example, some differences exist more or less consistently in terms of their 
educational background, employment status, and working institution. Higher 
proportions of male academics hold doctoral degrees and have more international 
experience. Moreover, a higher proportion of male academics hold full-time 
positions and work in research universities, compared to female academics. These 
results confi rm what previous studies have shown (Kirshstein et al.  1997 ). Although 

  Fig. 10.2    Gender distribution in senior positions in fi ve countries (percent) (Source: CAP survey)       

  Fig. 10.3    Gender    distribution in hard disciplines in fi ve countries (percent) (Source: CAP 
survey)       
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there has been much progress in the job market for female academics, it is still com-
mon for male academics to have preferable working conditions. This is confi rmed 
by their research scholarship: male academics tend to be more active in terms of 
performance, collaboration, funding, and research service. Teodorescu ( 2000 ) had 
already indicated that women receive fewer grants than men and are employed 
disproportionately in disciplines that have an article productivity that is lower 
than average. 

 Numerous hypotheses have tried to explain these differences in terms of biological, 
cultural, structural, and psychological factors. For instance, these differences in 
research productivity have been explained as being the result of women’s struc-
tural positions in universities: “women carry heavier teaching loads, bear greater 
responsibility for undergraduate education, and have more service commitments. 
Women also have less access to graduate teaching assistants, travel funds, research 
money, laboratory equipment, and released time for research” (Park  1996 : 55). 
Some studies claim that women are simply not socialized to be career oriented or 
ambitious to the same degree as men. Certain tasks, such as managing money, may 

   Table 10.4    Gender differences in research scholarship among academics in the U.S. by rank and 
discipline   

 Gender 

 Gender and rank  Gender and disciplinary group 

 Senior  Junior  Hard  Soft 

  Preference  
 Research > teaching  M > F *   M > F *   M > F *  
  Time allocation  
 Research  M > F ***  
  Publications  
 Co-authored books  M > F *   M > F *  
 Co-edited books 
 Journal articles  M > F *   M > F *  
 Reports from funded project  M > F ***   M > F ***   M > F *   M > F *   M > F *  
 Conference presentations 
  Research funding sources (%)  
 Own institution  M < F *   M < F *  
 Public agency  M > F ***   M > F ***   M > F *   M > F *  
 Private agency 
  Research collaboration (%)  
 Institutional 
 International  M > F *   M > F *   M > F *  
  Research activities (%)  
 Peer reviewer  M > F *   M > F *   M > F **  
 Journal/book editor  M > F *  

  Source: CAP survey 
  M  male,  F  Female 
  * p < .05;  ** p < .01;  *** p < .00  

10 Gender Differences in Research Scholarship Among Academics
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be considered more masculine, whereas other tasks, such as dealing with clients, 
may be considered more feminine, thus replicating gender stereotypes that exist 
outside the corporation (Park  1996 : 47). 

 However, this study considers contextual variables such as academic rank 
and discipline. It shows that the gender gap is smaller than it seems to be at fi rst 
glance, if one compares women and men within the same rank and the same 
disciplinary group. 

 Yet, there remain substantial gender differences in some respects. Male academics 
receive much more funding than female academics and male academics participate 
much more in collaborations, even when academic discipline is controlled. This 
collaboration pattern is ultimately related to research performance, given that 
research collaboration is highly correlated with research productivity (Katz and 
Martin  1997 ). This discussion touches on issues regarding the strength or weakness 
of academic networks among male and female academics. According to O’Leary 
and Mitchell ( 1990 ), while women have networks, they do not benefi t that much 
professionally: “women who reported low connectedness with the old boy network 
saw themselves as operating on the periphery of their disciplines which resulted in 
diffi culty in obtaining resources for their work, getting published, and earning 
recognition” (O’Leary and Mitchell  1990 ). 

 Altogether, we note a substantial gender gap, if we look at aggregate data. 
Women have less often a doctoral degree, are less often in advanced positions, are 
less frequently international mobile, and are less strongly represented in the fi nan-
cially most favored disciplines. 

 Male academics prefer research, invest much more time in research, have higher 
publication rates, have diverse funding sources, and are involved in a greater number 
of international collaborations and academic service activities. These features are 
common across countries, even though the proportions are different. Moreover, while 
female academics’ efforts and outputs have improved in the last decades, women 
continue to have network-related issues: they show less involvement in networks. 

 This study showed that differences are smaller or partly non-existent, if con-
trolled by various features of the composition of male and female academics. 
Further, investigations might be helpful in examining factors explaining causes for 
different types of workload. 

 Thus, more detailed analysis might help to understand the strengths and weak-
ness of female academics in order to improve gender-related policies.     
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Chapter 11
The Academic Profession: The Dynamics 
of Emerging Countries

Monica Marquina and Mariela Ferreiro

11.1  Introduction

It is not easy to find clear specific characteristics of the academic profession in 
emerging countries because the history of the systems and the local contexts make 
each country a special case. However, the academic profession in emerging  countries 
can be differentiated from that in the industrialized mature nations because of its 
dependence on the center.

The purpose of this chapter is to analyze variations of internal fragmentation in 
the academic profession of emerging countries compared to mature ones. Just as in 
mature countries the academic profession in emerging countries is part of the global 
academic community. We will analyze the academic professions of six emerging 
countries highlighting the differences between those scholars who are connected 
with international standards and those with a more local orientation. We assume in 
each country that it is possible to identify a strata of “elite” academics that consider-
ably distant from the rest of the academics in terms of better working conditions, 
productivity and perceptions of their profession. However, we will try to demon-
strate that this distance is significantly less evident in mature countries.

This chapter is organized in four parts. First, we will present a background that 
explains the main features of the higher education systems and the academic profes-
sions in each of the six selected countries. Second, we present the methodology 
applied to analyze data from CAP survey regarding some variables and dimensions. 
Third, we show results from some aspects of the academic profession in order to 
validate our hypothesis. Finally, we suggest some conclusions as regards further 
research in this domain.
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11.2  Main Features of Academic Profession 
in Emerging Countries

In recent years, economic and social literature has begun to use the category 
 “emerging” to refer primarily to developing countries where economies begin to 
improve either by a technological advance in a short space of time or by marketing 
a scarce commodity. These are developing countries that are growing at a faster rate 
than the rest, on the basis of low labor costs, increasing industrialization, and the 
opening up of a free market system. To define this group of countries, not only 
 indicators linked to economic growth but also with human development are 
 considered, such as per capita income, life expectancy, and education. While 
 originally these countries were grouped by the BRICS acronym (Brazil, China, 
India, Russia and South Africa), the name “emerging economy” extends generally 
to the situation of a country which has changed from a subsistence economy to that 
of rapid industrial development. The category, therefore, is applied to those  countries 
whose economies have not yet reached the status of developed, but have gone 
 further than their competitors in the developing world.

In this framework, from the total number of countries participating in the CAP 
study we have selected a group of six countries that have shown signs of consider-
able development in recent times, and which is reflected in their higher education 
systems. For example, these countries originally had a higher education system 
based on traditional models, mainly supported by the State and composed of public 
institutions. They also have had to respond to a growing demand for higher educa-
tion by expanding dramatically their systems and undergoing major reforms.

These transformations of higher education systems have come from the impor-
tant processes of democratization and economic developments. In most cases the 
reforms followed a government agenda based on opening a private sector, introduc-
ing quality assurance systems, and encouraging institutional diversification leading 
to new sectors requiring higher education. Each country, based on their own stories 
of development of higher education, has incorporated this agenda with its peculiari-
ties. However, the explosive growth of higher education systems in a few decades 
has set up an academic profession with certain common characteristics.

According to Altbach (1998, 2004), the academic professions of developing 
countries constitute the “periphery”. They are characterized by low wages, being 
largely made up of part time staff and unsuitable working conditions when com-
pared with mature countries. In most of these countries, there may be limited par-
ticipation in university government and a restricted autonomy to generate an 
academic career and academic programs. Members of the academic profession in 
the periphery have to develop their activities in a global academic community where 
they are in at a disadvantage. For example, they have to use English since it is the 
main language of the academy, when it is not their native language; they have less 
participation in the academic centers of power control, for example with less 
chances of performing as journal referees or at other places where the structure of 
decision making has the basis in the mature countries, reflecting the dominant 
 interests of the academics. They are far from the main sources for the finance of 
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research; they have less access to adequate libraries, laboratories, data bases and IT; 
they have to use knowledge produced by others and have infrequent opportunity to 
contribute to the overall growth of knowledge.

We propose that the concept of “the academic profession in the periphery” 
applies to the six emerging countries under consideration, though the features vary 
by country. For the purposes of our analysis, the main feature to emphasize in the 
academic profession of emerging countries is the fragmentation within each system, 
as a result of increasing stratification of institutions with particular ways of organiz-
ing academic work. Let’s see the nature of stratification in each case.

11.2.1  Argentina

The Argentine higher education system manifests a highly complex historical evolution 
characterized by an emphasis on teaching, professional training, a reliance on part time 
faculty, and the massification realized primarily through the expansion of the free pub-
lic and open-access sectors. With high level of institutional participation in government 
by all actors including students, the higher education system expanded during twentieth 
century almost exclusively by the growth of public universities, which receive today 
more than 85 % of university enrolment. Separate from the universities, there is a ter-
tiary non-university sector dedicated to teacher training and vocational programs. 
These institutions constitute less than one third of the total higher education enrolment 
and they are perceived as devaluated options when compared to the possibilities offered 
by universities. After the military coup in 1983, and as a response to the growing 
demand for higher education, the system underwent a rapid unplanned expansion that 
was accompanied by an increased reliance on part time professors. The most recent 
reform during the 1990s introduced new options of funding assigned competitively to 
institutions, a quality assurance system and the creation of new universities making the 
system more diverse, although not on the basis of a significant growth of the private 
sector (Marquina 2011). In this sense, the academic profession differentiates according 
to a university profile that is more or less research oriented. Although, Argentina has the 
highest enrolment rate in Latin America, access to higher education is uneven accord-
ing to region and social background which reflects in high dropout rates during the first 
years of study (Chiroleu and Marquina 2010).

11.2.2  Brazil

The Brazilian academic profession is a very good example of the reproduction of a 
high level of diversification of the higher education system. As Balbachevsky and 
Schwartzman (2010) point out, Brazilian higher education is a case of extreme 
diversity based on different types of institutions and by ownership. The public sec-
tor concentrates on a small group of research universities offering graduate educa-
tion and receiving most of the public resources for science. They succeed in 
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attracting the most talented competitive scholars in the country. The vast majority of 
institutions are part of the private sector, including an emerging for-profit sector that 
has responded to the mass higher education market and offers few chances for 
scholars in terms of a good academic environment. This diversification is the result 
of a set of reforms that occurred during the 1990s that responded to the increasing 
demand for higher education from new social groups.

11.2.3  Mexico

In a context of high enrolment growth, the Mexican higher education system has 
increased in terms of institutions, faculty, academic programs, private sector and 
research budget. From almost a non-existing full time professor group four decades ago, 
now nearly one third of about 300,000 academics do research and shows high levels of 
productivity. However, despite public policies supporting research it can be said that 
Mexican academics are centered in teaching. One main feature of the academic profes-
sion in Mexico is that it is “over-evaluated” and linked to a merit-pay system. Up to a 
60 % of research-oriented faculty income is a conditional monetary transfer according 
to productivity. This system is pushing academics to pay more attention to fulfill 
research requirements rather than teaching (Galaz Fontes et al. 2011), and is reflected in 
new policies that are less performance-based and more long-term plan oriented.

11.2.4  South Africa

The higher education system in South Africa underwent a strong reform in the last 
two decades as a consequence of the end of apartheid that had racially divided the 
system in a binary structure of white institutions that were better resourced and 
located with a focus on research, compared to vocational institutions that were short 
on resources and uneven in quality. Higher education in democratic South Africa 
faced huge challenges in its search for quality and equity. Universities have opened 
their doors to students of all races, and the binary system has been dismantled. 
Today there are three types of institutions, the traditional research-focused universi-
ties, the universities of technology, and comprehensive universities combining aca-
demic and vocational oriented education. The academic profession is diversified 
according to these different purposes (Teichler et al. 2013).

11.2.5  China

Chinese higher education reflects different stages according to national political 
changes. The period from the middle of the twentieth century to the mid 1960s is 
considered the best time for higher education, with institutions following the Russian 
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model primarily focused on teaching and training. Research was concentrated in the 
Chinese Academy of Sciences system where a minority of ambitious students could 
submit dissertations towards a doctorate. The Cultural Revolution stopped the prog-
ress of higher education, and universities were closed until 1976. Three decades 
passed since higher education in China recovered and graduate education developed 
as well as academic careers for full professors and other members of an emergent 
academic profession. The twenty-first century came with a strong reform that 
included policies from the government aimed at encouraging private investment and 
a loan scheme system to allow access to needy students. Policies included also the 
creation of top research public funded universities and a highly diversified system 
that included about 2,000 institutions offering 3 and 4 year collegiate programs. 
Despite the growth of the participation rate of higher education Chinese higher edu-
cation is criticized because it does not have enough qualified faculty, is short on 
public funding, and has strong administrative control (Teichler et al. 2013).

11.2.6  Malaysia

Higher Education in Malaysia has developed according to the economic growth of 
the country. Before the 1990s the system consisted primarily of public universities 
and a non-university sector of polytechnics and colleges. Since the 1980s the system 
started to diversify with the establishment of both private and public institutions gen-
erating the rapid growth of the private sector. During the 1990s the reform took place 
with new regulations aimed at liberalizing and privatizing higher education to meet 
national objectives, with policies of quality assurance and more diversification. This 
transformation has allowed the system to triple student enrolment within a decade. 
Recent reforms since the beginning of the twenty-first century were aligned to an 
economic model that needs the spearhead human capital formation. For that it is 
planned to develop “world class” universities and a strong stratification of institutions 
according to their missions and visions. So, in addition to a few “world class” univer-
sities the next level is a group of comprehensive universities and after that, technical 
institutions. The academic profession reflects this stratification with academic rank 
divided into several grades linked to a prescribed salary scale and a hierarchy of 
income and prestige among the various levels (Teichler et al. 2013).

11.3  Methods

The purpose of this chapter is to analyze variations of internal fragmentation of the 
academic profession in higher education systems of emerging countries compared to 
mature ones. The hypothesis that guides our study points out that within the academic 
professions of each of the six emerging countries considered, there is a group of schol-
ars connected with international standards and therefore a part of the global academic 
community. This sector, very close to what Clark characterized as “cosmopolitans” in 

11 Academic Profession: The Dynamics of Emerging Countries



184

contrast to “locals” (2008) is named here as the “elite” group. We assume that this 
group has a considerable distance from the rest of the academics in their countries in 
terms of working conditions, productivity and perceptions of their profession. We 
thought that this distance is less evident in mature countries and this would be, there-
fore, the main feature that brings together the emerging countries analyzed.

As said before, we have worked with a sample of six emerging countries within 
the CAP study: China, Malaysia, South Africa, Mexico, Argentina and Brazil. We 
also created a control group of seven mature countries taken in aggregate: United 
States, Hong Kong, Korea, Norway, Canada, Japan, and United Kingdom.

We have identified for each of the six countries a group of scholars considered the 
“elite”, since they share certain characteristics: they have obtained a graduate degree, 
they are full timers, they spend more than 10 h per week on research, and they prefer 
research to teaching. These elite groups are compared, for each country, with the rest 
of their colleagues in some aspects such as time allocation in research, satisfaction, 
internationalization, vision of improvement, pressure and perceived restrictions.

We expected that the comparisons would show significant difference between the 
group of elites and the rest of the academics in each of the six emerging countries. 
We expected as well that this difference would be bigger in emerging countries than 
in mature countries. This would be an important dynamic to highlight the difference 
in the academic professions of mature and emerging countries.

11.4  Results

11.4.1  The “Elite Group” Is Bigger in Mature Countries

Our first task was to determine the size of the “elite” group in each emerging coun-
try, and to compare each of them with the average size of a similar group in the 
mature countries. This analysis showed that in emerging countries the elite group 
constitutes only a minority—between 6.2 % (Malaysia) and 18.8 % (Mexico)—but 
represents about 30 % of academics in mature countries (see Fig. 11.1). This means 
that in the latter countries with a better established higher education system and 
academic profession there are more academics with advanced credentials, more 
who report good working conditions, more who are likely to have a stronger prefer-
ence for research, and more who actually conduct research.

11.4.2  Smaller Differences Between “Elite Group” and Others 
in Mature Countries in Time Spent on Research

One aspect to demarcate the elite group in each country was examining the time 
spent on research. As expected the hours engaged in this activity in the elite group 
of each country is bigger than in the non-elite group. What is significant in this 
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context is that the difference in the number of hours devoted to research in the elite 
groups of emerging countries in respect of their colleagues is higher than that of 
both groups in the mature countries. As seen in Fig. 11.2, in emerging countries 
differences in hours spent on research among elite groups and the rest vary between 
10 and 15 h. For example, at one end is China, with more than 25 h spent on research 
by the elite, against 10 h by the rest, or Mexico, where the elite group spends about 
18 h on this activity while the rest spends only 6. Within the group of emerging 
countries the smallest difference between the two groups is presented by South 
Africa with elite devoting about 12 h to research and the rest of the academics about 
7. By contrast this difference is relatively low in mature countries. The hours spent 
on each activity by the two groups are more balanced in general, and regarding 
research activity we can see that while the elite group devotes about 18 h, the rest 
averages about 13 h.

11.4.3  Slightly Higher Satisfaction of “Elite Groups” Both 
in Mature and Emerging Countries

In terms of overall satisfaction, elite groups are slightly more satisfied than the rest 
of their colleagues and there is not a significant difference when compared to mature 
countries in this distinction. Mexico shows the highest levels of overall satisfaction 
of its academic profession among the countries analyzed, but curiously this country 
is the exception with an elite group a little less satisfied. The rest of the countries, 
including the mature ones, show a more satisfied elite group compared to the rest. 
Academics of China and South Africa are the least satisfied (Fig. 11.3).
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Fig. 11.1 The proportion of the “Elite group” among academics in six emerging countries 
 compared with mature ones (Source: CAP survey)
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Fig. 11.2 Hours spent in a typical week during classes (Source: Cap survey. QB1. Considering all 
your professional work, how many hours do you spend in a typical week during class? (%))
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Fig. 11.3 Overall satisfaction (Source: Cap study. QB6. How would you rate your overall 
 satisfaction with your current job? (0 = Very high 5 = Very low))

M. Marquina and M. Ferreiro



187

However, the differences appear when academics have to value improvement in 
their working conditions. In this matter perceptions are lower in elite groups 
(excepting Argentina and Brazil), and mature countries are more pessimistic in 
general, considering both the elite group and the rest (see Fig. 11.4). It is  interesting 
to note that Asian countries recognize more improvement than the rest of the coun-
tries, and that Argentina shows the biggest distance between elite group and the 
rest in this matter. It is possible to explain the different perceptions about improve-
ment in working conditions with recent governments funding policies in specific 
higher education sectors, as we mentioned for Malaysia, China and Argentina in a 
previous section.

11.4.4  Less Pressure to Raise Funds and More Restrictions 
in Publications Felt by Elite Groups: Notably 
in Emerging Countries

In order to investigate aspects of academic activity that generate more pressure 
between groups and countries, we have selected a question that focuses attention on 
fundraising for research activities and the possibilities for publishing research 
results. Regarding the activity of external fundraising, the elite groups feel less pres-
sure than the rest, in all cases. This is probably because the elite group in each 
country has greater ease of obtaining funding for their research activity, generating 
what Merton (1973) has called the “Matthew effect” in the sense that the more privi-
leged are the ones that receive more. In this aspect, once again we see that the gap 
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Fig. 11.4 Improvement in working conditions (Source: Cap study. QB7. Since you started your 
career, have the overall working conditions in higher education improved or declined? (0 = 
Improved 5 = Declined))
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between this group of privileged and other academics is lower in mature countries 
than in emerging ones.

But a different picture emerges when we consider the perceptions about the 
 possibilities for publication. Notably, this activity is perceived by all as more restric-
tive in recent years, and members of the elite groups are the ones who most perceive 
this difficulty in all the analyzed cases (with the exception of South Africa where this 
perception is similar in the two academic groups). The elite groups of Brazil fol-
lowed by Malaysia and then by that of Argentina are the most critical in this matter. 
By contrast, Mexico and China are the countries that are closer to the perceptions of 
mature countries, where the critical eye is not so evident, and the difference between 
the elite group and the rest much more balanced. Again, this shorter distance reveals 
a less fragmented profession in mature countries, and in general terms restrictions 
are perceived to be of a lesser degree than in the emerging countries (Fig. 11.5).

11.4.5  Higher Internationality of Elite Groups—Notably 
in Emerging Countries

Internationalization is the aspect that most clearly shows the differences between 
the elite and the rest of the academics in each country. Beginning with teaching 
activity, and taking two indicators (teaching abroad and teaching in a different 
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Fig. 11.5 Pressure and restrictions in research activity (Source: Cap survey. QD6. Please indicate 
your views on the following… (1 = agreement, 5 = disagreement))
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language of native) we can see significant differences between elite groups and the 
rest in all the countries. Starting with the countries of Latin America, we see a 
 common pattern in which elite groups are more international in teaching both 
because they teach abroad and because they do it in a language different than their 
native tongue. The differences between groups are most evident in Argentina, 
while in Brazil and Mexico they are smaller. In these cases it is likely that more 
privileged academic groups have a greater chance of teaching abroad due to their 
international connections, whether in the case of Mexico because of its proximity 
to the United States, or in the case of Argentina and Brazil by virtue of their inte-
gration into the MERCOSUR. Meanwhile, the Asian countries and South Africa 
show significant differences between the elites and the rest with regard to teaching 
abroad, and to a lesser extent with regard to teaching in different languages. 
However, these distinctions do not overcome the main difference that can be 
observed in Fig. 11.6, between emerging and mature countries. It is clear that the 
balance between the two groups (elites and the rest) is more evident in the mature 
countries, consistent with our argument that the academic profession in the 
advanced countries is more homogeneous.

Another way to analyze the level of internationalization of academic activity is 
to consider the extent of academic collaboration with international colleagues. 
Figure 11.7 shows that, overall, elite groups establish more international links 
than the rest. And this distance, once again, is significantly lower in mature coun-
tries. With the exception of Argentina, where the difference between this two 
groups is around 20 points, in the rest of the emerging countries international 
collaboration of the elite groups was twice as frequent as for the rest of the aca-
demics. All emerging countries, excluding China, show high levels of interna-
tional connections of their elite groups (between 50 % and 70 %). China is the 
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Fig. 11.6 Internationalization in teaching (Source: Cap survey. QC5. During the current (or previ-
ous) academic year, are you teaching any courses…)
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group with the lowest level of international connections it also shows important 
differences between the two groups of academics. On the other hand, even when 
mature countries also present different levels of international collaboration 
between these two groups, the gap is less than 20 percentage points, which would 
show that connections with colleagues from other countries is a general trend in 
more established higher education systems.

Finally, we have analyzed the level of internationalization of academic research, 
which shows a greater internationalization of elite groups and a smaller gap 
between the two groups (elite and the rest) in mature countries. We used three 
indicators: publications in a language different from that used in the current insti-
tution, co- authorship with colleagues from other countries, and foreign publica-
tions. In all cases the lowest indicator is co-authorship with foreign colleagues 
and the highest indicators are publications in different languages and in other 
countries. A comparison between the two groups, the elite and the rest, shows that 
in all national cases the elite groups are higher on all three indicators, demonstrat-
ing once again that this group is more international everywhere. However, con-
tinuing the trend that we recognized from the dimensions discussed above, in 
mature countries this difference between groups is lower. For example, in these 
countries, about 39 % of the members of the elite group have publications in 
another language, versus 37 % for other scholars. These differences are far more 
pronounced in emerging countries: in Argentina, over 50 % of elite academics 
publish in other countries, against 27 % for the rest of the colleagues. These dif-
ferences are equally significant in other  emerging countries. In the activity of 
publications, South Africa is the least international emerging country, and 
Argentina and Mexico are the most international, always emphasizing the large 
gap between groups (see Fig. 11.8).
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Fig. 11.7 Collaboration with international colleagues (Source: Cap Survey. QD1,4. Do you col-
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 11.5 Conclusion

The aim of this analysis was to explore the extent to which “elite groups” among 
academics differ from the “rest” in terms of their perception of their work situation, 
their values, and their activities. Thereby, we expected more substantial differences 
in those respects in emerging countries than in mature countries. Our expectation 
was confirmed: the “elite groups” spend more time on research, both their teaching 
and their research seems to be more international, they report more involvement in 
international cooperation, and they are overall more satisfied than the “rest”. The 
“elite groups” also differ in their perception of working conditions from the rest, but 
not all of these distinctions could be expected in advance: They note smaller 
improvements of working conditions over time, they note less pressure to raise 
research funds, and they note more restrictions on publishing. In almost all respects, 
the differences between the “elite groups” and the “rest” are more substantial in 
emerging countries than in mature countries. Only concerning their assessment of 
the improvement of working conditions is the difference between the two groups of 
countries not evident.

Overall our hypothesis is corroborated: greater differentiation and fragmentation 
typifies the life of the academic profession in the emerging countries. As Altbach 
has pointed out (1998, 2004) the patterns of academic work in industrialized coun-

11 Academic Profession: The Dynamics of Emerging Countries



192

References

Altbach, P. (1998). Comparative higher education: Knowledge, the university and development. 
Comparative Education Research Centre, The University of Hong Kong.

Altbach, P. (Ed.). (2004). El ocaso del gurú. La profesión académica en el tercer mundo (The 
decline of the guru: Academic profession in the third world). Cultura Universitaria/Serie 
Ensayo 77. México City: Universidad Autónoma Metropolitana.

Balbachevsky, E., & Schwartzman, S. (2010). The graduate foundations of Brazilian research. 
Higher Education Forum (Hiroshima University), 7, 85–100.

Chiroleu, A., & Marquina, M. (2010). Argentina. In B. Vlaardingerbroek & N. Taylor (Eds.), 
Getting into varsity–comparability, convergence and congruence. New York: Cambria Press 
Inc.

Clark, B. (2008). Differentiation and integration of the academic profession. Higher education. 
Selected writings, 1956–2006. Baltimore: The John Hopkins University Press.

Jesus Galaz Fontes, J., Sevilla-García, J. J., Padilla-González, L. E., Arcos-Vega, J. L., Gil-Antón, 
M., Martínez-Stack, J., et al. (2011). Mexico: A portrait of a managed profession. In W. Locke, 
W. K. Cummings, & D. Fisher (Eds.), Changing governance and management in higher educa-
tion: The perspective of the academy (pp. 57–81). Dordrecht: Springer.

Marquina, M. (2011). Higher education reform in Argentina in the 1990s: Paradoxes of govern-
ment intervention in a minimalist state model. Higher Education Forum (Research Institute for 
Higher Education, Hiroshima University), 8(3), 93–104.

Merton, R. K. (1973). The sociology of science. Chicago: The University of Chicago Press.
Teichler, U., Arimoto, A., & Cummings, W. (2013). The academic profession. Major findings of a 

comparative survey (The changing academy – The changing academic profession in interna-
tional comparative perspective, Vol. 1). Dordrecht: Springer.

tries set the standards worldwide, and the academic  systems of developing countries 
are influenced by the examples from the north. For the emerging countries we could 
see that not all academics adapt their work to those patterns, but some (we call them 
the elites) are in a better condition to follow the international rules. Anyway, emerg-
ing countries’  scholars are dependent on the main centers of knowledge and scien-
tific networks worldwide, with great inequality regarding resources and infrastructure 
compared to the mature countries and within the profession in each of the emerging 
countries. In this sense, the academic profession in emerging countries is also a 
profession in the periphery. As academic staff around the world increasingly becom-
ing part of a global academic community, emerging countries are at the bottom of 
the global system of unequal academic relationships. Some groups are able to adapt, 
survive, and compete due to favorable public policies aimed at realizing world class 
international standards. But policies make the gap bigger within each emerging 
country. Fragmentation is the result of the current dynamic for the development of 
the academic profession in emerging countries.
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    Chapter 12   
 The Impact of Government Policies 
on the Profi les and Attitudes of Academics 
in Two Emerging Economies: Brazil 
and Mexico 

             Jorge     Martínez Stack    ,     Marion     Lloyd     , and     Imanol     Ordorika   

12.1            Introduction 

12.1.1     The Objectives of the Analysis 

 As Latin America’s largest nations, Brazil and Mexico are home to many of the 
region’s dominant universities and its most extensive systems of higher education. 
Together, they account for nearly half the region’s tertiary enrollment and more than 
two-thirds of the scientifi c articles by Latin American scholars in international 
 peer- reviewed journals (RICYT  2012 ). However, there are major differences 
between the two countries’ higher education policies as well as in their levels of 
support for science, technology and innovation. These, in turn, are the result of the 
divergent economic development strategies adopted by both countries, which took 
shape during their initial industrialization period in the 1930s and accelerated  during 
the rapid economic growth of the 1950s and 1960s. In general, Brazilian  governments 
have focused on developing an elite, public research sector as part of a broader goal 
of achieving technological self-suffi ciency, while leaving most tertiary enrollment 
in the hands of private institutions of often dubious quality. Mexico, in contrast, has 
paid lip service to the importance of science and technology, while in practice 
 prioritizing access to professional education at public institutions. 

 The Brazilian government’s longtime support for scientifi c research is a major 
factor in the country’s regionally dominant position in the international university 
rankings, which tend to equate the institutions’ scientifi c production with their 
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 overall quality 1  (Lloyd et al.  2012 ; Ordorika et al.  2008 ; Ordorika and Rodríguez 
 2010 ; Slaughter and Rhodes  2009 ). Of the ten Latin American institutions 
 represented in the 2012 Academic Ranking of  World Universities , 2  six were 
Brazilian while just one was Mexican. The top-ranked Brazilian institution, the 
University of São Paulo (USP), came in 129th place, ahead of the University 
of Buenos Aires (UBA), in 186th place, and the National Autonomous University of 
Mexico (UNAM), in 195th place. That discrepancy is largely due to USP’s heavy 
investment in postgraduate studies and research in science and technology; according 
to the ARWU ranking, the USP, Brazil’s largest and most prominent public institu-
tion of higher education, had the highest number of doctoral graduates among the 
682 institutions for which data was available and its research budget was the third 
highest out of 637 institutions surveyed (ARWU  2012 ). While neither USP nor 
UNAM are representative of the two country’s higher education systems as a whole, 
the greater volume of research produced by the Brazilian university is a refl ection of 
the priority its government has placed on S&T and postgraduate education, while in 
Mexico a majority of postgraduate studies are at the master’s level, and in profes-
sional areas. 

 What impact, if any, do such differences in higher education policy have on the 
perceptions and profi les of academics in the two countries? Judging by the results 
of the Changing Academic Professions (CAP) survey for Mexico and Brazil, the 
answer is quite a lot, particularly among full-time academics in the public sector. In 
this chapter, we use the CAP survey to explore the main differences and similarities 
between academics in the region’s two economic powerhouses, with special empha-
sis on the impact of public policies on this relatively privileged subset of the aca-
demic profession; in both Mexico and Brazil, as in most developing countries, the 
bulk of research is conducted by tenured professors at public universities, although 
these represent a small minority of academics nationwide. Our analysis includes 
data on the following areas: professional profi les and trajectories; education levels; 
dominant academic fi elds; scientifi c production; teaching and research activities; 
and attitudes and perceptions toward workplace and work. 

1   In previous articles, we have argued that the rankings’ methodologies – which tend to give pri-
mary weight to measures of scientifi c production, such as articles published in English-language 
journals – are biased in favor of a sole model of higher education institution: the elite, U.S. research 
university. In essence, the rankings are “harvardometers”, measuring how much a university looks 
like Harvard. In that context, Latin American universities, which fulfi ll a much broader role in their 
country’s development as “state-building universities” (Ordorika and Pusser  2007 ) and are gener-
ally more focused on teaching than on research, tend to fare poorly in the international rankings. 
2   The  Academic Ranking of World Universities  was the fi rst classifi cation of universities at an 
international level. It has been produced by the Jiao Tong University in Shanghai, China, since 
2003. It currently ranks 500 universities primarily on the basis of their scientifi c production, 
measured on the basis of the number of articles they publish in international peer-reviewed journals 
(as measured by the Reuters Science Citation Index), the number of Nobel Prize laureates among 
their staff or graduates, among other indicators. In most of the international rankings, the USP 
and the UNAM tend to lead the region, although in recent years the Brazilian university has 
consistently come out on top. 
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 We do not pretend to provide a comprehensive overview of the academic 
 profession in Mexico and Brazil, given the enormous diversity of the two country’s 
higher education systems and the intrinsic limitations of the CAP survey. However, 
we do seek to contribute to the discussion of the results from a Latin American 
 perspective; so far, a majority of the studies utilizing the CAP data have focused 
either on single countries or on comparisons among developed regions, in particular 
Europe and the Anglo-speaking world. By comparing two of the world’s largest 
emerging economies, we seek to highlight the challenges that higher education sys-
tems in the developing world face in participating in the knowledge economy, and 
the different strategies they are adopting to overcome historic obstacles. 

 This chapter is divided into six sections. We begin by outlining the methodology 
behind our analysis of the academic profession in Mexico and Brazil, with emphasis 
on the challenges we encountered in comparing two such heterogeneous systems. 
The second section places the two countries within the economic context of Latin 
America, and describes the key differences in the two countries’ economic models 
and development strategies. In the third section, we provide a brief history of their 
government policies on higher education, science and technology (S&T). We then 
describe the main differences and similarities between the two higher education 
systems, which help explain Brazil’s stronger showing in the international univer-
sity rankings. The fi fth section centers on the CAP survey itself, with particular 
attention placed on the impact of S&T policies on scientifi c production and attitudes 
among academics. We conclude by summarizing the most signifi cant differences 
between the academic professions in Brazil and Mexico, and the likely impact of 
public policy on the full-time academics in both countries.  

12.1.2     Some Methodological Considerations 

 The CAP survey, in comprising data from thousands of academics in 19 countries, 
provides a valuable tool for understanding the changing nature of academe in highly 
heterogeneous higher education systems. However, certain differences in its appli-
cation among countries should be taken into account when analyzing the results. In 
the case of Mexico and Brazil, the survey was applied to a different sample group 
for reasons related to differences in the two countries’ higher education systems. 
While in Mexico, only full-time professors were surveyed, in Brazil, due to the 
predominance of part-time professors within the private sector, the survey also 
included part-time academics. 

 In the interest of making our data sets as comparable as possible, we have restricted 
our analysis to full-time professors in both countries: 612 academics in Brazil and 
1,758 in Mexico. The vast majority of those academics work in the public sector, 
which in the case of Brazil is not representative of higher education as a whole. 
However, given that the public institutions are the most directly affected by govern-
ment policies, we believe that an analysis of this segment of academe can shed light 
on the impact of the different approaches to higher education in the two countries.   
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12.2     Brazil and Mexico in the Latin American Context 

12.2.1     Economic and Technologic Development 

 Latin America represents 8.3 % of the world’s population and 8.2 % of world GDP 
(World Bank  2012 ), but the region’s technological impact is considerably smaller. It 
accounts for 3 % of high technology exports (World Bank  2012 ) and just 0.5 % of 
industrial patents requests fi led in the United States in 2010 (World Intellectual 
Property Organization [WIPO]  2010 ). The technological lag is apparent in the 
region’s weak showing in the new Global Innovation Index, compiled jointly by 
WIPO and the France-based INSEAD business school. The study ranked 141 coun-
tries according to their innovation capabilities, defi ned as their overall capacity to 
invent new products. Of Latin American countries, only Chile ranked among the 
world’s 50 innovation leaders, in 39th place; meanwhile, Brazil ranked 58th and 
Mexico 79th. The study also cited Mexico, Argentina, Ecuador and Venezuela 
among a group of “innovation underperformers” (   WIPO/INSEAD  2012 , p. 24). 

 In other technology indicators, Brazil is the undisputed regional leader. The 
South American nation invests far more than its neighbors on research and develop-
ment; in 2009, it spent 1.18 % of GDP, a fi gure that closely trails some European 
countries such as Spain (1.38 % in 2009) and Italy (1.27 %), but represents half the 
2.3 % average spent by members of the Organization for Economic Cooperation 
and Development (OECD  2011 ). In contrast, Mexico spent 0.39 % of GDP in 2009 
(OECD  2011 ; RICYT  2012 ). Brazil also accounts for 2.41 % of the global share of 
scientifi c articles registered in the ISI Web of Knowledge, while México accounts 
for just 0.68 % (RICYT  2012 ). 

 Eighty years ago, Schumpeter ( 1942 ) argued that a country’s rate of economic 
growth was dependent on its level of technological development, defi ned in the 
broader sense as its technological capacities and level of knowledge production. 
Today, that paradigm has become increasingly accepted among policy makers with 
the emergence of the so-called “knowledge societies”, in which access to technol-
ogy and information are viewed as the prerequisites sine qua non to development. 
At the same time, the economic gap between countries with strong technological 
capabilities and those without is growing (Persaud  2001 ; UNESCO  2010 ). 

 In that context, Brazil is investing much more heavily in S&T than its neighbors 
in hopes of widening its competitive advantage, a policy that has historic roots. The 
country’s relatively strong and growing scientifi c output is the culmination of 
decades of government policies designed to promote economic growth through 
investment in S&T research, which began with the populist government of Getulio 
Vargas (1930–1945, 1950–1954) and continued through the military dictatorship 
(1964–1985), before accelerating under the democratic government of Luiz Inácio 
Lula da Silva (2002–2010). 

 Under Lula, Brazil also began to take a much more active role in international 
forums and to forge new pacts with economic giants such as India and China, diver-
sifying its economy and reducing its dependence on traditional markets in the 
United States and Europe. In 2003, the U.S. investment fi rm Goldman Sachs named 
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Brazil, together with Russia, India and China, among the economies that would 
dominate international markets by 2050. At the time, the inclusion of Brazil among 
the elite group of BRICs (an acronym coined by Goldman Sachs using the fi rst letter 
of each country) sparked skepticism, in part because the country was in the throes 
of chronic hyperinfl ationary pressures. However, after 8 years of sustained growth, 
Brazil surpassed Great Britain in 2011 in absolute terms as the world’s sixth largest 
economy. Meanwhile, Mexico remained in a distant 14th place, after having held 
the 9th spot in 2001 (World Bank  2012 ). Also, by 2011, Brazil had surpassed 
Mexico in terms of GDP per capita—US$12,594 compared with US$10,064 in 
2011—due in part to the strengthening of the Brazilian currency, the real, against 
the U.S. dollar (World Bank  2012 ).  

12.2.2     One Region, Two Models 

 Despite similarities in the two countries, development strategies – for example, both 
adopted import substitution industrialization from the 1940s through the 1970s – 
there are key differences, which have become more pronounced in the past few 
decades. Such differences partly explain the variations in the two countries, growth 
rates since 2000. 

 The Brazilian model is characterized by heavy government intervention through 
large, state-controlled companies (Malkin and Romero  2012 ). The South American 
giant is at the head of a group of Latin American countries with similar structural 
characteristics: all are net exporters of commodities (whose prices have surged over 
the past decade due largely to the demand from China); they are working to diver-
sify their exports to devote a smaller share to industrialized nations, giving prefer-
ence to emerging nations, which have higher investment rates; and are dependent to 
a lesser degree on remittances from industrialized nations. Other members of this 
group are Argentina, Bolivia, Chile, Colombia, Ecuador, Paraguay, Peru, Uruguay, 
Venezuela as well as Trinidad and Tobago (DGEI/UNAM  2012 ). 

 For its part, Mexico has focused on free trade, open markets, and on deregulation 
of industries (Malkin and Romero  2012 ). It heads a group of countries that are 
characterized by being more dependent on industrialized nations’ economies and on 
the remittances that their migrants send home; being net importers of commodities; 
exporting their goods and services mainly to developed markets; and having 
relatively low investment rates with respect to GDP. This group includes most of the 
Central American and Caribbean countries (DGEI/UNAM  2012 ). 

 On average the Brazilian model has proved more effective during the fi rst 
decade of the twenty-fi rst century, in part due to the strong demand for its com-
modities exports to economic giants China and India. Brazil also emerged virtu-
ally unscathed following the 2008–2009 economic crisis in the United States, 
with its growth rate slowing just 0.3 % in 2009, before growing a hefty 7.5 % in 
2010. Mexico, meanwhile, was the Latin American country hardest hit, with the 
economy shrinking 6.9 % in 2009 before rebounding by 5.5 % in 2010 
(International Monetary Fund  2012 ). 
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 However, given the recent slowdown of the Chinese economy, it is unclear which 
of the two strategies will yield greater levels of economic growth over the next 
decade. In 2011, the Brazilian economy suffered a major drop in GDP growth, from 
7.5 % to 2.7 %, while Mexico’s growth rate slowed to a lesser degree, from 5 % to 
4 % (IMF  2012 ). In one sign that the regional trade balance may be shifting, in 2011 
Brazil imported more cars to Mexico than it exported to the North American coun-
try (Malkin and Romero  2012 ). However, the South American economy was pro-
jected to recover and grow at a faster rate between 2013 and 2018, with average 
growth of 4.1 %, compared with 3.4 % in Mexico (IMF  2012 ).   

12.3     Policies in Higher Education and Science 
and Technology 

12.3.1     The Brazilian Strategy 

 As mentioned in the introduction to this chapter, since the 1930s and with greater 
emphasis starting in the 1950s, Brazil has pursued a goal of achieving technological 
self-suffi ciency as part of a strategy for economic development. The strategy has 
been characterized by strong, central state-planning designed to strengthen the S&T 
sector, and since the late 1960s, through efforts to create internationally competi-
tive, U.S.-style research institutions with postgraduate studies at their core. Key 
landmarks in the Brazilian strategy include the creation, both in 1951, of the 
National Council for Technological and Scientifi c Development (CNPq), which is 
charged with promoting scientifi c research, and the Offi ce for the Improvement of 
Higher Education Personnel (CAPES), which funds further studies for university 
professors and evaluates graduate programs. 

 In 1965, the military government created a series of government funds in order 
to provide long-term support for scientifi c research projects in Brazil. The largest of 
these is the National Fund for Scientifi c and Technological Development (FNDCT), 
which has become one of the major engines behind scientifi c research both within 
and outside universities in Brazil (De Negri et al.  2006 ). Then, in 1968, the govern-
ment enacted a new higher education law that instituted sweeping reforms in 
response to a series of recommendations by American policy experts. The univer-
sity reform law laid the foundations for a nationwide system of postgraduate stud-
ies; prescribed full-time contracts as the norm for university professors; replaced the 
traditional university chair system with a more modern system of faculties and 
departments; and substituted sequential courses with a more fl exible credit system 
(Lei 5,540/1968 ( 1968 ); Schwartzman and Klein  1994 ). One of the key elements of 
the reform was its emphasis on scientifi c research, which was cited as the primary 
function of the university (Lei 5,540/1968 ( 1968 , art. 1). The government also 
established that only  institutions that conduct research and offer postgraduate pro-
grams can call themselves “universities” and that all university professors must 
engage in both teaching and research (Lei 5,540/1968 ( 1968 , art. 32). 
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 At the same time, the military government relaxed controls on private institutions 
of higher education, in a bid to meet mushrooming demand for college degrees among 
the growing middle class. The decision, which faced heavy criticism from higher 
education experts who worried about a decrease in quality, paved the way for the 
current dominance of the private sector in Brazilian higher education (Schwartzman 
and Klein  1994 ). 

 The 1968 reforms also served as a catalyst for the development of a modern 
research sector in Brazil. They included: the creation of the fi rst large-scale 
research centers, primarily in the states of Sao Paulo and Rio de Janeiro; the 
 development of long-term strategies and increased funding for the sector; a nuclear 
cooperation agreement with Germany; and protectionist policies for industries 
such as  telecommunications and computers, among other changes (Schwartzman 
 1993 ). In 1985, the government created the federal Ministry of Science and 
Technology to coordinate the different agencies charged with fomenting S&T 
research, making Brazil one of the few countries in the region to have a 
 Cabinet-level offi ce for the sector. 

 Many of those changes were enshrined in the new Constitution enacted in 
1988, 3 years after the return to democracy. It established the academic, fi nancial 
and administrative autonomy of public universities (Schwartzman  1989 ), as well 
as setting aside a fi xed percentage of taxes to go toward universities: 25 % at the 
municipal and state level and 18 % at the federal level (Paulo Renato  2005 ). In 
addition, it required all Brazilian states to create their own agencies to support 
science and technology, the most well-funded of which is the Sao Paulo State 
Foundation for the Support of Research, which by law receives 0.5 % of tax rev-
enue to fund grants for graduate students and for scientifi c research projects 
(FAPESP  2012 ). A year later, Sao Paulo approved a new state constitution, which 
earmarks 9.57 % of state taxes to fund its three universities, including the coun-
try’s top-ranked research institutions, the University of Sao Paulo and the State 
University of Campinas. 

 The measures came toward the end of the so-called “lost decade” in Latin 
America, when government spending plummeted as countries sought to respond to 
the debt crisis. Throughout the region, the 1980s were characterized by institutional 
agitation, heightened bureaucracy and budget uncertainty. However, Brazil declined 
to follow to the letter the austerity measures dictated by the International Monetary 
Fund and instead increased its spending on higher education relative to GDP, from 
0.78 % in 1982 to 0.9 % in 1992 (Oro and Sebastián  1993 ). In contrast, Mexico 
slashed higher education spending from 0.79 % to 0.45 % of GDP between 1980 
and 1992 (Mungaray and Valenti  1997 ). 

 In the following decade, while much of the region recovered economically, 
Brazil continued to battle with skyrocketing infl ation, which reached a maximum of 
2,000 % in 1993 (Rohter  2010 ). However, the 1990s were also a decade of growth 
for both higher education and the S&T sector. The number of Brazilian post-
graduate programs nearly doubled and the number of scientifi c articles  registered 
by the Institute for Scientifi c Information of Brazil multiplied 4.7 times to reach 
a record 12,686 articles in 2000 (Pinheiro-Machado and De Oliveira  2001 ). The 
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 government also created the fi rst of a series of research funds linked to specifi c 
strategic industries, such as oil, which operated under the aegis of the state-owned 
oil company Petrobras. The 1996 Education Law (Lei de Diretrizes e Bases (LDB) 
 1996 ) sought to strengthen the research universities by requiring full-time con-
tracts for all staff and that one-third of their teaching staff hold graduate degrees, 
among other measures directed toward quality assurance. At the same time, the 
law also legalized for-profi t 3  institutions of higher education, which now account 
for half of tertiary enrollments in Brazil. 

 The efforts to strengthen the country’s research sector gained strength under 
President Lula, with the passage of the Innovation Law (2004) and the Good Law 
(2005), which created incentives for the private sector to increase its investment in 
research and development. Among the most ambitious of Lula’s policies was the 
Action Plan for Science, Technology and National Development, announced in 
2007, under which the government committed to increase total investment in S&T 
to 1.5 % of GDP by 2010 and to double the number of government grants for 
college students. 

 Also during Lula’s administration, although not directly as a result of government 
policies, the country’s public universities also began implementing affi rmative 
action policies for public high school graduates and members of disadvantaged 
racial groups, in particular Afro-Brazilians, who comprise more than half the 
population but have suffered historic discrimination. As of 2010, at least 70 % of 
state universities had implemented such policies (Downey and Lloyd  2010 ; Lloyd 
 2009 ). In August 2012, the federal government followed suit, mandating that half 
the seats at federal universities be reserved for graduates of public high schools; 
those seats in turn will be distributed among black, mixed race and indigenous 
students proportionally to the racial composition of each state. 

 Lula’s successor, President Dilma Rousseff, has expanded on his policies for the 
S&T sector. In 2011, she announced that her government would spend US$1.8 
billion to offer 75,000 scholarships for students to pursue university degrees in the 
world’s top universities under the Science without Borders Program. The private 
sector pledged to fund an additional 25,000 scholarships, which are restricted to 
students in the STEM fi elds (science, technology, engineering and mathematics). 
Her government has also continued to expand the federal university system, a 
process that begun under Lula, with particular emphasis on underserved areas of 
the country.  

3   While most private institutions are money-making ventures, the form in which they utilize their 
profi ts determines their legal and fi scal status in most countries. In general, not for profi t institu-
tions are legally required to reinvest their profi ts in the institution in exchange for receiving tax 
exempt status, while for-profi t institutions distribute profi ts among shareholders or their owners, 
and are required to pay taxes on a share of their earnings. The enormous growth in the for-profi t 
model of education providers in recent years has sparked controversy in many countries, with crit-
ics arguing that the market logic should not apply to education, while proponents argue that the 
institutions offer a low-cost and fl exible alternative for students who are not accepted into the 
public universities (Bok 2003). 

J. Martínez Stack et al.



201

12.3.2     The Mexican Strategy 

 Mexico has the region’s second largest S&T sector, measured in terms of the  number 
of scientifi c articles and patents produced each year. However, the country lags sig-
nifi cantly behind Brazil in both areas. Brazil had 37,000 scientifi c documents regis-
tered in ISI in 2009, compared with 11,000 by Mexico. Similarly, residents of Brazil 
made 7,242 patent requests in 2008, compared with 685 requests by Mexican resi-
dents. Still, the number of patents actually granted was quite low for both Brazil and 
México—529 vs. 197, respectively—due to the relatively low level of technological 
innovation and commercialization in both countries compared with more industrial-
ized nations (Lloyd  2013 ). 

 Mexican S&T policies are more recent than those of Brazil and have been char-
acterized by a lack of long-term vision and funding, a refl ection of the Mexican 
political system in which government programs are typically designed to last a sin-
gle, 6-year presidential term (Mexican presidents cannot be reelected) (Campos 
Ríos and Sánchez Daza  2008 ). Government S&T policies tend to set ambitious 
goals, which later go unmet, and there is little coordination among the different 
agencies charged with designing and carrying out government policies (Canales 
 2011 ). Mexico’s National Council of Science and Technology (Conacyt) was 
founded in 1970, nearly two decades after its Brazilian counterpart, and received 
little initial government support. Even today, the agency is hamstrung by a lack of 
fi nancial and administrative autonomy to carry out its wide array of tasks, which 
include funding a majority of research projects and scholarships for graduate stu-
dents in Mexico and abroad. Conacyt also oversees the National System of 
Researchers (SNI), a fi nancial stimulus program introduced in 1984 in an effort to 
stem the exodus of top researchers due to the debt crisis. Since then, the number of 
SNI members has grown from 1,396 to more than 15,000 in 2009, when members 
received monthly bonuses of between $400 and $1,900 (Conacyt  2011 ). However, 
while a similar program in Brazil run by the CNPq requires recipients to spend half 
their grant money on research, in Mexico the funding primarily serves to supple-
ment—or as much as double—researchers’ salaries. 

 Despite such efforts, the scientifi c community has long warned that the overall 
low level of investment in S&T in Mexico represents a major brake on the country’s 
future economic growth (Canales  2011 ). While government offi cials have publi-
cally recognized the problem, there has been little effort to resolve it through effec-
tive, long-term policies for the sector (Canales  2011 ). One example is the Global 
Development Plan (1980–1982), which set the goal of achieving scientifi c and tech-
nological “self-determination” by strengthening the S&T sector. It also mandated 
that spending on the sector should double within 2 years, to reach 1 % of 
GDP. However, the timing couldn’t have been worse, with the country on the verge 
of the biggest economic debacle in a century. Two years later, Mexico defaulted on 
its international loans, triggering a ripple effect throughout the region; as a result of 
the debt restructuring, between 1980 and 1988 investment in S&T had shrunk from 
0.41 % to 0.25 % of GDP (Canales  2011 ). 

12 The Impact of Government Policies on the Profi les and Attitudes of Academics



202

 By the early 1990s, the worst of the crisis was over, and Mexico secured a series of 
loans from the World Bank to support scientifi c research. Then, in 1995, the govern-
ment again set the goal of doubling investment in the sector, as well as increasing the 
private share. However, by 2000, industry accounted for just 20 % of spending on 
S&T—compared with 40 % in Brazil—and the total share remained below 0.5 % of 
GDP (González-Brambila et al.  2007 ). In 1999, the Congress passed the fi rst legisla-
tion governing the sector, the Law for the Promotion of Scientifi c and Technological 
Research, which called for greater coordination between higher education and industry, 
and well as the decentralization of S&T research away from the capital. After the 2000 
election, which put an end to 71 straight years of one-party rule in Mexico, then-Presi-
dent Vicente Fox again vowed to make S&T a central part of his economic strategy. His 
government sponsored its own legislation, the Law for Science and Technology (2002), 
which was reformed in 2004 to impose mandatory spending on S&T, from combined 
public and private sources, equivalent 1 % of GDP. However, the mandate did not 
include penalties for non-compliance nor specify mechanisms to achieve the goal. 

 There are many historic reasons that help explain Mexico’s lack of sustained sup-
port for science and technology; for example, the country’s proximity to the United 
States has made it relatively cheap to import technology from abroad (Cárdenas 
 2010 ). Mexico’s incorporation in the North American Free Trade Agreement and 
the Organization for Economic Cooperation and Development, both in 1994, has 
further increased the country’s technological dependence with relation to the indus-
trialized nations (Cárdenas  2010 ; Park  2011 ). Mexico is by far the largest producer 
of high-tech products in the region, exporting $37.6 billion in such products in 2010 
compared with $8.1 billion by Brazil (World Bank  2012 ). However, most of those 
exports are assembled at foreign-owned maquiladora plants, with little resulting 
technology transfer to Mexican companies (Hill  2002 ; Sklair  1992 ). Mexico has 
also relied on its massive oil reserves to fuel development; today, profi ts from the 
state-owed oil company, Petróleos Mexicanos (Pemex) account for 40 % of the 
federal budget. In contrast, Brazil has had a greater incentive to develop its own 
technological capabilities, given its geographic isolation from the world’s economic 
powers and its lack—until recently—of major petroleum reserves (Brainard and 
Martinez-Diaz  2009 ; Rohter  2010 ). 

 In sum, Brazilian higher education policies clearly place a higher premium on sci-
entifi c research. In Mexico, the government invested far less in promoting S&T, despite 
laws requiring total spending in the sector to reach 1 % of GDP, and instead has focused 
on expanding access to the undergraduate level. Such differences, we argue in this 
chapter, necessarily have an impact on the academic profession in both countries.   

12.4     Higher Education in Brazil and Mexico 

 In both Brazil and Mexico, more than half the scientifi c research is conducted in 
public universities and research centers, with a few, large research universities 
accounting for the lion’s share of production. For example, the National Autonomous 
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University of Mexico produces 33 % of all articles published by Mexico-based 
 academics in international, peer-reviewed journals, while the University of Sao 
Paulo accounts for 23 % of Brazil’s share of articles in ISI (Lloyd  2013 ). However, 
public universities fulfill quite different roles in Brazil and Mexico; in the 
former, until very recently, they were bastions of the mostly white elite, while in 
the latter, public universities, particularly at the state level, draw from a fairly wide 
socioeconomic base. 

 Both Brazil and México have undergone massive growth in their higher educa-
tion systems over the past decade. Today, Brazil has 6.5 million students in higher 
education (MEC/INEP  2011 ), while Mexico has 3.1 million (Subsecretaría de 
Educación Superior  2011 ). However, despite major gains over the past decade, the 
gross enrollment rate in both countries still lags behind the regional average; Brazil 
has 34 % enrollment and México 27 %, compared with an average of 37 % for Latin 
America as a whole (UNESCO  2011 ). 

 Brazilian higher education is essentially divided into two parallel systems 
(Schwartzman  2003 ): a minority public sector, which includes the country’s most 
prestigious and competitive research universities and enrolls just 25 % of students 
(INEP  2011 ); and a minority private sector, which conducts little research and is 
comprised mostly of corporate, for-profi t institutions. Most students at the tuition- 
free, public universities are still graduates of private high schools, which tend to 
better prepare their students for the highly competitive admissions process to the 
public universities. Meanwhile, the graduates of public high schools pay to attend 
private institutions, many of them of dubious quality (Schwartzman  2003 ). The 
socio-economic and racial composition of the public universities, however, is 
starting to change with the implementation of affi rmative action policies over the 
past decade. 

 The public system includes 280 higher education institutions, of which roughly 
100 are universities and the rest are technological institutes (MEC/INEP  2011 ). In 
general, the Sao Paulo state universities and a handful of federal universities are 
considered the most prestigious, and competition for limited study places is extremely 
fi erce (Schwartzman  2003 ). The rest of the students attend a vast universe of more 
than 2,377 private institutions (MEC/INEP  2011 ), a majority of which are of ques-
tionable quality, with the exception of some of the Roman Catholic institutions. 
Roughly half the students in private institutions are enrolled in night courses and two 
thirds attend for-profi t institutions (Schwartzman  2003 ; Pedrosa  2010 ). In fact, Brazil 
has one of the region’s largest shares of private-sector enrollments, 73 %, compared 
with 46 % in the region as a whole in the mid-2000s (IESALC  2006 ). 

 The Mexican higher education system is more egalitarian, although only a small 
minority gains admission to the top federal universities. Despite increasing inroads 
by private higher education providers, 68 % of tertiary enrollments are still in 
the public sector, which in 2010 included a total of 740 institutions: 166 public 
universities, including 8 federal universities, 34 state universities, 11 intercultural 
universities, and 28 polytechnic colleges, as well as a vast system of technological 
institutes and teachers colleges (ExECUM  2011 ). A majority of students in the 
public sector are graduates of public high schools, some of which are run by the 
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universities themselves. The private sector includes nearly 1,500 institutions, of 
which about a dozen compete with the public universities for top students and 
prestige. Unlike in Brazil, few higher education institutions declare themselves as 
for-profi t, but in practice, institutions that are owned by U.S. for-profi t providers 
represent the fastest growing sector in the country’s highly diverse higher education 
system (ExECUM  2011 ). 

 In general, the two countries have adopted markedly different strategies for 
expanding enrollment in higher education, which in turn have implications for their 
public-sector institutions. In the following section, we will analyze the possible 
impact of public policy on full-time, public university professors in both countries.  

12.5     The CAP Survey 

12.5.1     Key Theme Addressed 

 Our analysis of the CAP survey is divided into four parts. We begin by comparing 
the personal and academic profi les of full-time academics in both countries, 
including their gender, the share that have undergone doctoral and postdoctoral 
studies, and whether those degrees were earned at home or abroad. We then 
examine their main areas of study, research activities, and academic production 
in terms of the number of articles, chapters and books published over a given 
period. We go on to review their academic preferences, their views on the quality of 
their research facilities, and whether these have improved or declined since they 
began their academic careers. Finally, we analyze the perceived degrees of infl uence 
of different actors in the institutional context, as well as the perceptions of academics 
in both countries of their own infl uence within their departments or universities. 

 As mentioned in the introduction, our analysis of the CAP study involves a sub-
set of full-time faculty at public institutions in Mexico and Brazil. We have focused 
our comparisons on areas in which the differences among Brazilian and Mexican 
academics are particularly signifi cant. In all cases, we attempt to draw conclusions 
in the broader context of public policies in both countries.  

12.5.2     Personal and Academic Profi les 

 While several of the survey questions refer to personal characteristics, such as age, 
length of career and gender, we found the greatest discrepancies between academics 
in the two countries in terms of the fi nal category. In general, the survey showed 
signifi cantly greater gender parity among full-time faculty in Brazil than in Mexico. 
The ratio of males to females among the Brazilian sample group was 334 (55 %) to 
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278 (45 %), respectively; in contrast, in Mexico there were 1,159 men (66 %) and 
599 women (34 %). In both cases, the gender gap within countries widens the higher 
up the education ladder you go, although there was a greater proportion of female 
academics in Brazil at all levels. Of Brazilians with doctoral degrees, 42 % were 
women, compared with 29 % of Mexicans. Similarly, of those who had undergone 
post-doctoral fellowships, in Brazil 30 % were women and in Mexico, 26 %. Such 
discrepancies indicate the persistence of a “glass ceiling” in academe in both coun-
tries, particularly among those at the highest levels, although there seem to be fewer 
entrance barriers for Brazilian women. 

 While the emphasis in Brazil on post-graduate education does not explain the 
greater gender parity within the Brazilian system vis-à-vis Mexico, it does suggest 
correlations in other areas. For example, a far greater proportion of Brazilian aca-
demics reported holding PhD’s (see Table  12.1 ): 73 % versus 31 % of Mexicans. 
Similarly, a greater share of Brazilians had also undergone post-doctoral fellow-
ships: 21 % compared with 5 % in Mexico. Of those with a PhD or higher, a greater 
proportion of Brazilians earned their terminal degrees in their home country: 85 % 
of Brazilians with PhD’s versus 61 % of Mexicans; and in the case of post-doctoral 
studies, the relationship was 42–13 %, respectively.

   There were also differences in the level of support academics in both countries 
received while pursuing their doctoral degrees. In Brazil, 68 % of those with 
doctoral degrees reported receiving grants, compared with just 38 % of Mexicans 
(see Table  12.2 ).

   Those results are not surprising, given the relative strength and scope of Brazilian 
graduate programs at the public universities, which were in turn bolstered by a shift 
in government policy in the 1990s. After sending thousands of graduate students 
abroad in the 1970s and 1980s, the government began diverting that funding to 
strengthen domestic graduate programs staffed by foreign-earned PhDs (Knobel  2012 ). 
In that context, Brazil’s Science without Borders program represents a return to past 
policies, however with a new emphasis on training a generation of scholars in the 
STEM fi elds. In contrast, Mexico has gradually increased the number of scholarships 
for graduate studies abroad over several decades, although, when compared with the 
new program in Brazil, the numbers remain extremely small, with 2,799 scholarships 
reported in 2010 (Conacyt  2011 ).  

   Table 12.1    Distribution of survey groups by gender, highest degree earned   

 Country  Degree  Male  Female  n Total 

 Brazil  Doctoral  256 (76.3 %)  193 (69.4 %)  449 (73.4 %) 
 Post Doctoral  88 (26.3 %)  38 (13.7 %)  126 (20.6 %) 

 Mexico  Doctoral  388 (33.5 %)  159 (26.6 %)  547 (31.1 %) 
 Post Doctoral  69 (6.0 %)  24 (4.0 %)  93 (5.3 %) 

  Source: CAP survey 
 N = 344 male and 278 female academics in Brazil, 1,159 male and 599 female academics in Mexico  
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12.5.3     Areas of Study and Research Production 

 The CAP survey also reveals variations in the distribution of academics among 
different fi elds, which in turn have repercussions in terms of the number of scientifi c 
articles produced in both countries. In Mexico, one-fi fth (20 %) of academics 
surveyed earned their highest degree in the combined fi elds of architecture, engi-
neering, manufacturing and construction, areas that have little presence in ISI. In 
contrast, in Brazil the highest concentration of academics (18 %) hold degrees in the 
combined fi elds of medical sciences, health and related sciences, and social 
services, followed by 14 % with degrees in physical sciences, math and computer 
science—fi elds which are disproportionately represented in the scholarly journals 
indexed in ISI. In Mexico, the second largest concentration of academics (13 %) is 
found in the fi elds of business administration and economics, and in the physical 
sciences, math and computer science (see Fig.  12.1 ).  

 Those differences may be partly explained by the strong tradition of professional 
education in Mexico. For example, Mexico has the highest number of engineering 
graduates of any country in Latin America—52,000 per year in 2008 (National 
Science Foundation  2012 )—in what is typically an undergraduate major. In addi-
tion, the proportion of engineering students in Mexico (20 %) is twice that of Brazil, 
Argentina and the United States, according to World Bank fi gures ( 2012 ). That 
 tendency is on the rise, with the massive growth over the past two decades of gov-
ernment technological institutes, which now comprises 25 % of total enrollment in 
higher education in Mexico (Rodríguez  2012 ). 

 In contrast, in Brazil, the dominant fi elds are medical and physical sciences, both 
of which have a strong presence at the post-graduate level. However, while that 
distribution may favor production of scientifi c articles, the shortage of engineering 
graduates in Brazil is often cited as a key obstacle to economic development. A 
recent study by the Relações do Trabalho, a Brazilian network of experts on labor 
relations, found that the country only graduates 33,000 engineers each year, one- 
third of the 90,000 it needs to meet demand in expanding sectors such as the oil 

  Table 12.2    Place of study 
and fi nancial support received 
by academics Brazil and 
Mexico 2007  

 Country of doctoral degree 
 Brazil  Mexico 

 In home country  84.7 %  61.1 % 
 Abroad  15.3 %  38.9 % 
 Scholarship or fellowship (doctoral degree) 

 Brazil  Mexico 
 Yes  68.2 %  38.2 % 
 No  31.8 %  61.8 % 
 Country of post-doctoral degree 

 Brazil  Mexico 
 In home country  42.0 %  12.8 % 
 Abroad  58.0 %  87.2 % 

  Source: CAP survey  
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industry (Boas  2011 ). The Brazilian government is hoping that Science without 
Borders Program will vastly increase the number of highly skilled graduates in 
STEM fi elds, and boost the number of engineers in particular. However, it has so far 
had diffi culty fi nding enough students profi cient in English and other foreign 
languages to take advantage of all the available scholarships (Knobel  2012 ). 

 The different concentration among scholarly fi elds is also refl ected in the profes-
sional activities of academics in both countries. In general, Brazilian academics 
spend more time on research and produce more in terms of scholarly publications 
and papers. For example, when asked about their academic contributions over 
the previous 2 years, the Brazilians delivered an average of 6.5 presentations in 
academic congresses, compared with 4.0 by their Mexican colleagues; produced 1.7 
research reports on a funded study, compared with 0.7; published 5.3 articles in a 
book or journal, compared with 3.2; edited or coedited 0.28 books, versus 0.26; and 
authored or coauthored 0.6 scholarly books, compared with 0.47 by their Mexican 
counterparts. In sum, the only case in which Mexican academics reported  marginally 
greater production was in academic book editing. 

 The Brazilians were also more likely than their Mexican colleagues to have con-
ducted research activities during the previous year. Fifty-eight percent of Brazilians 
reported preparing experiments and research, compared with 49 % of Mexicans; 
46 % supervised a postgraduate research team, versus 36.5 %; 58 % conducted their 
own experiments or research, against 50 %; and 92 % of the Brazilians reported 
writing academic articles that contained the results of their research, compared with 
70 % of their Mexican colleagues. 

 When questioned about a broader range of academic activities during the current 
year, there were also signifi cant differences between the two groups. For instance, 
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  Fig. 12.1    Highest degree of academics in Brazil and Mexico 2007 by fi eld of the highest degree 
(Source: CAP survey)       
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the largest share of Mexicans (64 %) reported serving as a member of a national or 
international committee, compared to 42 % of Brazilians. In contrast, the most 
widely cited activity by Brazilians (68 %) was serving as a peer-reviewer for schol-
arly journals, research foundations or institutional evaluations, while just 35 % of 
the Mexicans surveyed reported participating in the peer-review process. In addi-
tion, 25 % of Brazilians reported serving as a book editor, compared with 14 % of 
the Mexicans. However, a similar proportion of both groups (about one-fourth) 
reported serving as elected offi cials or leaders of professional or academic organiza-
tions, as members of community organizations or having participated in community 
projects.  

12.5.4     Views Toward Research and Work Environment 

 Perhaps not surprisingly, given the different ways Brazilian and Mexican academics 
spend their time, they express variations in preferences in terms of research and 
teaching, and regarding their work environment in general. Asked where their 
primary interests lay, Brazilians expressed a stronger preference for research than 
their Mexican counterparts, although they also tended to see the two activities as 
complementary – a likely refl ection of the indivisibility of both activities within 
Brazilian universities. For example, 6.6 % of Brazilians said they were primarily 
interested in research and 50.6 % said they were leaning toward research, for a 
combined 57 % preference for research, compared with 44 % who expressed 
preferences for teaching. In contrast, 7.2 % of Mexicans said their main interest 
was research and 38 % said they were leaning toward research (a total of 43.5 %), 
compared with 56.5 % who preferred teaching. Of particular relevance given the 
professionalizing nature of Mexican higher education, 18.8 % of Mexican academics 
said they were primarily interested in teaching, compared with just 5.4 % of 
Brazilians. In fact, judging by the previous description of their professional activities, 
teaching may likely be the sole activity of many of the Mexican academics surveyed. 

 Nonetheless, despite the divisions between teaching and research within Mexican 
universities, in both Mexico and Brazil, a majority of academics disagreed with the 
affi rmation that “teaching and research are not compatible”; their responses aver-
aged 4.2 on an inverted Likert scale of 1–5, in which 5 equaled “strongly disagree”. 
Brazilians were even more in disagreement, averaging 4.5 on the scale. Such con-
verging views may reveal more about socially constructed ideals of the academic 
profession than about the actual daily practice, particularly in the case of Mexico, 
where a signifi cant share of academics surveyed conduct little or no research. 

 When asked about the day-to-day realities of their profession, however, the two 
groups expressed more divergent views. For example, Brazilians were slightly more 
critical of their profession, with a larger – if still minority – share saying that it was 
a poor time to start a career in academe (3.9 on average, compared with 4.2 for 
Mexicans, on a scale where 5 means “strongly disagree”), and that if given the 
chance, they would not have chosen to be an academic (4.0 versus 4.5). Brazilians 
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on average were more likely to see their job as a source of “considerable personal 
strain” (3.2 compared with 3.5 for Mexicans)—a sentiment refl ected by the 143,000 
Brazilian professors and other federal university employees who went on strike for 
weeks starting in May 2012 to demand higher pay and better working conditions. 
The strikers were protesting the increase in student-teacher ratios and classroom 
crowding in what was once an elite sector, following a decade of government efforts 
to increase enrollment (Downey  2012 ; Micheloni et al.  2012 ). 

 For their part, a majority of Mexican academics say that faculty within their 
discipline have a “professional obligation to apply their knowledge to resolving 
problems in society” (1.8 compared with a score of 2.4 among Brazilians), a 
likely refl ection of the stronger emphasis placed on social responsibility within 
Mexican universities. Mexicans were in general more satisfi ed with their jobs (1.8 
vs. 2.2)—perhaps because they feel less stress. They were also more likely to 
agree that research funding should be directed toward the most productive 
researchers (2.5 vs. 3.1). The latter view could simply reflect the status quo in 
Mexico under the Conacyt stimulus program, the SNI, which awards signifi -
cantly larger bonuses to its top-ranked scientists than the program operated by its 
Brazilian counterpart, the CNPq. 

 When asked about their specifi c work environments, however, Brazilian academ-
ics were more positive—or rather, less negative—than their Mexican counterparts 
in evaluating all of the following areas: research funding (3.5 vs. 3.9); support staff 
for research (3.5 vs. 3.8); laboratories (2.8 vs. 3); and research equipment and 
instruments (2.95 vs. 3.3). Overall, both groups rated those areas at average or 
below average, with Mexican respondents giving particularly scathing criticism of 
the amount of available research funding. When it came to evaluating their overall 
working conditions, however, the results were the opposite: nearly half (45.9 %) of 
Mexican academics saw improvements in both higher education as a whole and 
within research institutes (46.6 %), compared with 36.9 % and 34.9 % for Brazilians, 
respectively. That disparity may refl ect the fact that public universities in Brazil 
received greater government investment than their Mexican counterparts starting in 
the 1960s, and have recently begun facing shortages due to expansion in enrollment. 
Alternatively, the respondents may simply be refl ecting different cultural percep-
tions of the ideal work environment.  

12.5.5     Who Wields the Power? 

 A fi nal area of comparison is the degree to which academics in both countries see 
themselves as infl uential actors within their institutions or departments. That is, 
who really wields the power? In general, Brazilian academics view themselves as 
more infl uential than their Mexican counterparts and their institutions as a whole as 
wielding more autonomy vis-à-vis the government (see Fig.  12.2 ). However, in 
both cases, the degree of infl uence is directly proportional to the size of the sphere 
of infl uence. For example, 80 % of Brazilian academics consider themselves 
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somewhat or very infl uential within their department or similar academic unit, 56 % 
within their academic body, school or similar unit; and 31 % at an institutional level. 
In comparison, among Mexicans the share who considers themselves infl uential is 
66 %, 49 % and 26 %, respectively.  

 There were also notable differences in views regarding which actors exert the 
most infl uence over decisions affecting their institutions (see Fig.  12.3 ). Mexicans 
perceived a much greater government or external infl uence; 59 % said that exter-
nal actors exerted the primary infl uence in terms of personnel selection; 40 % 
saw external actors as critical in establishing international ties; and 39 % cited 
these actors as key in determining budget priorities, on a par with institutional 
managers. In contrast, Brazilians viewed institutional managers as exerting by far 
the greatest infl uence over those and other decisions; 68 % saw them as the key 
agents in determining budget priorities and 58 % cited their role in establishing 
international ties.  

 Such perceptions suggest that Brazilian academics feel a greater sense of institu-
tional autonomy than their Mexican counterparts. This could be a result of “the 
university reform of 1968 and the 1988 federal Constitution, both of which sought to 
remake Brazilian higher education largely in the U.S. model. In Mexico, where 
 academic autonomy has long been a buzz word on campus, and many universities 
carry the word “autonomous” in their names, in practice the government continues to 
wield signifi cant power over the day-to-day operations of the institutions, particu-
larly in the case of state-run universities. However, in both cases, a small minority of 
academics feel that they wield infl uence over their institutions as a whole.       
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   12.6 Conclusions 

 While it would be irresponsible to draw sweeping conclusions from a  limited subset 
of academics in Mexico and Brazil, the results of the CAP survey suggest certain 
patterns that are worthy of further study. This is particularly true given the growing 
infl uence of both countries in the global economy (Mexico forms part of the 
expanded BRIMC group of future economic powers), a paradigm in which higher 
education systems play a key role. Brazil is betting on its relatively strong and grow-
ing support for S&T research to improve its competitive advantage in the knowl-
edge economy, although it faces challenges in transforming that research into a 
catalyst for development. In Mexico, in contrast, the government has prioritized 
opening its markets ahead of developing a domestic knowledge base, a strategy that 
is refl ected in the overwhelming foreign ownership of patents and other indicators 
of innovation. 

 Such policy choices are refl ected in many of the responses to the CAP survey, in 
particular in areas related to academic research. While full-time academics at public 
universities produce the majority of scientifi c research in both countries, most, if not 
all, Brazilians surveyed are involved in those endeavors, while in Mexico a sizeable 
share of academics conducts little or no research. Brazilians are also more prepared 
to carry out research, with nearly twice the percentage holding PhDs and four times 
as many having undergone postdoctoral research. That gap is particularly pro-
nounced between men and women in both countries, with just 9 % of Mexican 
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    Chapter 13   
 The Transformation of the Production 
and Circulation of Knowledge 
and the Pedagogic Synergy: A Research 
Study on Three Argentine Universities 

             Graciela     C.     Riquelme    

13.1            Universities and Their Functions: From Theories 
and Approaches on University Economic Demarcation 
and Autonomy Constraints 

13.1.1     Recent Trends in Argentina 

 A core issue of the research studies carried out by the Education, Economy and 
Work Programme (Programa Educación, Economía y Trabajo – PEET), that I have 
headed over the past 30 years, is the relationship between higher education, 
the productive structure and the job market. Back in 1995, a small institution in the 
northern part of Argentina – the National University of Misiones (Universidad 
Nacional de Misiones – UNaM) – requested for the search of alternative institu-
tional assessment processes through the interpretation of the role of universities 
faced with social and productive demands. As UNaM is close to the national bor-
ders with Paraguay and Brazil (MERCOSUR), the signifi cance of such a request 
rested in the possible impact it may bring about on local development as well as its 
potential in terms of local and sub-regional intervention. 

 The perspective of the project was also unconventional, as it intended to move 
over from the more economical approaches present at the university reforms of the 
previous decades and/or the traditional professional training demand forecast. 
Hence it strove to become a research-action process, involving all social actors. 
A concept key to such methodological strategy was therefore to understand demand 
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as a collective social construction of the requirements posed to social and produc-
tive policies, specially taking into account the role played by UNaM in MERCOSUR. 

 Our project stated that the available diagnosis on the social and productive 
 scenario would allow the members of the academic community to build on alterna-
tive scenarios to link the demand of technical staff trained in higher education with 
different fi elds on social and productive life both local and regional. Through a 
variety of research-action strategies, our proposal delivered the instruments to inter-
pret demands on university and its possibilities to respond to them, therefore con-
tributing to a joint construction of requirements derived from social and productive 
policies and intended to serve as basis for change and updates on the curriculum. 

 The economic transformations that Argentina has gone through over the past 
twentyfi ve years have deeply impacted the common sense on universities and there-
fore the functions they should fulfi l. These changes are in turn refl ected in new poli-
cies. Hence it may be of interest to briefl y review Argentina’s Higher Education and 
Technology Transfer laws as they have seriously affected the working logic of all 
public universities in our country. One of the most remarkable changes lies on the 
importance entailed on the transfer of knowledge (technology) from the scientifi c fi eld 
to the general public (and more specifi cally, companies). 

 The paradox behind the educational processes and regulations resulting from the 
1990s policies refl ect on the Higher Education Law, passed in July 1995, which has 
since been highly criticized while several reforms have also been attempted. To sum 
up, its most confl icting effects were:

 –    the encouragement for the search of alternative fi nancing resources through 
service sale, entailing a market logic into an environment which should be purely 
academic;  

 –   an autonomy decrease, as the Ministry of Education preserved its authority in 
establishing those contents that could be of “social interest”;  

 –   the promotion of private universities through certain privileges previously exclu-
sive of public universities, such as research support through public funding and 
tax and national social security exemptions;  

 –   an autonomy decrease affecting funding as the resources are partially assigned 
through external auditing processes (every six years, the teaching, research, exten-
sion and institutional management functions are assessed by CONEAU, a “quality 
assessment bureaucracy”, which addresses the universities’ academic and 
institutional organization in specifi c directions);  

 –   international cooperation agencies curriculum assessment and funding also 
entails competence between universities through effi ciency parameters (e.g. 
Programa de Incentivos de Docentes e Investigaciones Universitarias),  

 –   the lack of regulations to support research as a priority amongst university 
functions,  

 –   autarchy decrease, as the National Treasury manages national universities 
budgets according to “effi ciency and equity” parameters, always dependent of 
the political power (Table     13.1 ).

      We would hitherto like to introduce some key fi gures related to the main trends 
in Argentina’s higher education as general background. Analyzing higher education 
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in Argentina from the fi elds of knowledge, a high concentration in social sciences 
may be observed (45.7 % in 2000) with a mild decrease in the recent decade (41.9 % 
in 2010), coinciding with stronger support to basic and applied sciences from the 
science and technology sector, which have increased 26.7–27.8 % (see Table  13.1 ).

Further analysis of such trends can be made by taking the year 2000 as a basis for 
verifying the increase of basic and applied sciences and human sciences as well.

  Our choice of the universities analysed was made by taking into account their 
institutional size, their history and academic traditions. Table  13.2  may help to 
understand Argentine universities as per their size and it may also serve to clarify 
the specifi c positioning of the chosen universities.

   Argentina’s complex university system lived through two expansion waves: the 
fi rst one over the 1970s and the second one during the 1990s, which diversifi ed 
institutions by creating new public universities and acknowledging new private 
ones. We have sorted the state universities according to size in Table  13.2 . Actually 
recently created universities range from 2,000 to 2,600 students. 

 Even though these alignments were introduced throughout the university system, 
provincial universities – and specially those smaller in size and tradition – were the 
most affected. This article highlights the deep effects in one of the universities 
involved mainly in their defi nitions of transfer, linking, extension and research. 
According to the former UNaM headmaster a withdrawal occurred from basic 
research and classical extension activities to others more related to the productive 
sector. 

 Both new ideas and policies are clearly expressed in the boom of the Misiones 
Technological Park (Parque Tecnológico Misiones PTMi). It’s main goal lies on the 
transfer of knowledge and its launch coincides with university’s turn to transfer 
activities which may be closely related to the productive sector, especially to 
companies. 

   Table 13.1    University students in Argentina. 2000, 2003, 2007 and 2010, absolute fi gures and 
percentages   

 Disciplinary 
area 

 2000  2003  2007  2010 

 Absolute  %  Absolute  %  Absolute  %  Absolute  % 

 Total  1,338,981  100.0  1,489,142  100.0  1,567,519  100.0  1,718,507  100.0 

 Applied 
sciences 

 320,505  23.9  349,315  23.5  375,671  24.0  421,435  24.5 

 Basic 
sciences 

 37,118  2.8  45,026  3.0  44,501  2.8  55,869  3.3 

 Health 
sciences 

 173,658  13.0  193,843  13.0  211,770  13.5  227,720  13.3 

 Human 
sciences 

 195,356  14.6  240,587  16.2  254,197  16.2  288,114  16.8 

 Social 
sciences 

 612,344  45.7  660,371  44.3  681,380  43.5  719,390  41.9 

   Source : Based on SPU 1999–2000/1999–2003/2000–2004/2007 and 2010 Yearbooks on University 
Statistics. University Policy Secretary (SPU_Secretaría de Políticas Universitarias), Ministry of 
Education, Science and Technology  
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     Table 13.2    Undergraduate and graduate university students in Argentina. National universities by 
sizes. 1998, 2004 and 2010 (absolute fi gures and percentages)   

 National universities 

 1998 b   2004  2010 

 Absolute  %  Absolute  %  Absolute  % 

 Main totals  945,790  100.0  1,273,156  100.0  1,316,119  100.0 
 Group 1 
 Buenos Aires  226,073  23.9  336,947  26.5  305,066  23.2 
 Group 2 
 Córdoba  104,471  11.0  114,012  9.0  105,279  8.0 
 La Plata  82,926  8.8  91,135  7.2  107,090  8.1 
 Group 3 
 Rosario  65,995  7.0  75,380  5.9  73,109  5.6 
 Tecnológica Nacional  64,775  6.8  57,654  4.5  82,468  6.3 
 Nordeste  48,239  5.1  54,445  4.3  49,993  3.8 
 Tucumán  43,601  4.6  63,291  5.0  61,855  4.7 
 Group 4 
 Lomas de Zamora  28,765  3.0  35,881  2.8  36,285  2.8 
 Litoral  20,854  2.2  32,924  2.6  40,834  3.1 
 Comahue  17,740  1.9  27,342  2.1  27,259  2.1 
 Mar del Plata  20,247  2.1  27,063  2.1  23,218  1.8 
 Cuyo  22,357  2.4  31,527  2.5  30,996  2.4 
 Group 5 
 Sur  16,529  1.7  24,545  1.9  20,181  1.5 
 Salta  15,984  1.7  22,840  1.8  25,002  1.9 
 La Matanza  14,303  1.5  19,368  1.5  33,607  2.6 
 Misiones  10,697  1.1  24,880  2.0  21,340  1.6 
 Luján  14,277  1.5  18,803  1.5  16,717  1.3 
 Group 6 
 Río Cuarto  12,898  1.4  20,244  1.6  15,898  1.2 
 San Luis  13,357  1.4  13,893  1.1  12,719  1.0 
 San Juan  12,978  1.4  21,110  1.7  17,892  1.4 
 Group 7 
 Patagonia San Juan 
Bosco 

 10,151  1.1  15,952  1.3  13,451  1.0 

 Entre Ríos  9,580  1.0  13,204  1.0  12,910  1.0 
 La Rioja  8,864  0.9  16,519  1.3  26,520  2.0 
 Jujuy  7,754  0.8  12,417  1.0  13,444  1.0 
 Catamarca  8,557  0.9  14,067  1.1  12,294  0.9 
 Santiago del Estero  10,211  1.1  11,659  0.9  15,418  1.2 
 Group 8 
 Centro de la Prov. de 
Bs. As. 

 7,840  0.8  10,427  0.8  13,591  1.0 

 La Pampa  6,661  0,7  9,804  0.8  9,216  0.7 
 Quilmes  3,411  0.4  10,539  0.8  15,075  1.1 

(continued)
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 The regulations at the National University of Mar del Plata (UNMdP)  specifi cally 
point out that research activities must serve as “background for the production of 
knowledge” closely related to “the country’s main problems”. UNMdP academic 
and research activities are hence more focused on social problems than UBA’s 
(University of Buenos Aires) and more specifi cally stated than UNaM’s. 

 The following question guided our research: Where would such changes lead 
universities to? More precisely: What role did society assign to higher education 
institutions given the transformation processes on research, teaching, extension and 
transfer functions? 

 A debate on the transfer of knowledge and technology must contemplate some 
main issues in public university: is an active policy on the transfer of knowledge a 
core function of a public university? And should the answer be positive: How and 
where should this be done? 

 The social functions of universities have been redefi ned throughout the 1990s up 
to the present. Its traditional values emphasizing the creation and distribution of 
culture and national knowledge, as well as their training of key professions have lost 
ground over the alleged possibilities of insertion in the logics of capital. New growth 
and economic development possibilities lie in the creation of renewed knowledge 
and technology. 

 Mainstream discourse assigns a decisive role to universities and other scientifi c 
institutions in the provision of economic – and hence social – wellbeing. Therefore, 
universities are supposed to have close bonds with other institutions addressing 

Table 13.2 (continued)

 National universities 

 1998 b   2004  2010 

 Absolute  %  Absolute  %  Absolute  % 

 Formosa  5,970  0.6  11,937  0.9  11,862  0.9 
 Patagonia Austral  3,738  0.4  6,940  0.5  7,213  0.5 
 Gral. San Martín  2,612  0.3  7,942  0.6  12,012  0.9 
 Lanús  1,137  0.1  7,079  0.6  10,990  0.8 
 Tres de Febrero  750  0.1  4,723  0.4  10,317  0.8 
 Villa María  867  0.1  2,427  0.2  4,067  0.3 
 Gral Sarmiento  621  0.1  3,468 c   0.3  5,315  0.4 
 Group 9  –  – 
 Chilecito a   –  –  768  0.1  4,303  0.3 
 Noroeste de la PBA  –  –  –  –  5,672  0.4 
 Río Negro  –  –  –  –  2,948  0.2 
 Chaco Austral  –  –  –  –  2,693  0.2 

   Source : Based on SPU 1998/2000–2004 and 2010 yearbooks on University Statistics. University 
Policy Secretary (PU_Secretaría de Políticas Universitarias), Ministry of Education, Science and 
Technology 
  a The National University of Chilecito split up in 2004 from the National University of La Rioja 
  b Catamarca, Jujuy, La Rioja and Misiones data corresponds to 1997 

  c Absolute fi gures do not include the admittance course (Ciclo de Aprestamiento Universitario)  
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society’s economic wellbeing. Here lies – according to our perspective – the main 
ideological turn in the mainstream discourse: Social wellbeing would be strictly 
related to companies’ wellbeing, which therefore entails the necessity of science 
and technology development to serve the latter. Hence, it is the market that rules the 
new social role of university. 

 The following ideas and theories on science enlightened our perspective and 
allowed us to explore and explain the objectives imposed on scientifi c and univer-
sity institutions as per their key economic role in contemporary society, as well as 
the limits to be overcome. The main interest in such theories and perspectives does 
not only lie on how they address scientifi c and university policies, but on how they 
prevail in the background common sense of our country’s scientists.

A key component of such ideas and theories derives from the links between 
teaching and research groups and their abilities to address social and productive 
demands. We have unveiled how deeply these discourses animate university actors, 
as when asked to ponder on the different policies that have ruled and still rule the 
goals of science and university in Argentina, they ultimately resourced to them.   

13.1.2     Universities Faced with Social and Productive 
Demands: And Their Capacity to Produce 
and Circulate Knowledge 

 The project spotted three nodes of different regional locations (Misiones, Mar del 
Plata and Greater Buenos Aires) anticipating its possible progressive expansion to 
other groups in terms of methodological and technical transfer. The respective 
 universities (UBA, UNaM and UNMdP) belong to the national scientifi c system as 
they are members of CONICET (Consejo Nacional de Investigaciones Científi cas y 
Técnicas) and the national incentive system for national universities. 

 Our analysis focused on four basic aspects:

 –    the geographical differentiation in the extension of the projects, its current nodes 
and the future ones, which called for an integrated approach;  

 –   complexity which called for multidisciplinary work;  
 –   management of the higher education institutions;  
 –   the perspectives of all the involved actors – teachers-researchers, students, grad-

uates and other actors from the social and productive world.    

 A brief description of the three universities to might help understand their 
 social- economic contexts and academic profi le. The University of Buenos Aires 
(UBA) was founded in 1821 and is the second oldest university in the country as 
well as the most important in terms of students and graduates’ volumes, graduate 
and post- graduate courses supply and research development. The National 
University of Misiones (UNaM) and the National University of Mar del Plata 
(UNMdP) were founded in the 1970s. Several university institutes originated from 
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the North-Eastern National University gave birth to the UNaM in 1973. UNMdP 
was created in 1975 on the basis of the Buenos Aires Province University and some 
careers from the Stella Maris Catholic University. Social sciences are the three uni-
versities the largest fi elds in terms of amounts of students and graduates, followed 
by Applied sciences and Applied, Health and Human sciences (see Table  13.3 ). 
There are large percentages of Health Sciences’ students and graduates at UBA, 
while approximately 25 % of UNMdP’s students are enrolled in Human Sciences 
and UNaM’s Basic Sciences have the largest percentages of students.

   The methodological design included a complex variety of approaches and 
resources such as: quantitative data (e.g. interviews of teachers and researchers), 
qualitative data; case studies, research-action interventions; transfer and implemen-
tation of instruments and data collection to other nodes in the network; pedagogical 
evaluation and implementation; etc. (Table  13.4 ).

   It focused on the assessment of the capacity of promotion and intervention 
in local and provincial environments to address demands from society as a whole, 
the changing administrations and the productive development. In such respects, the 
project explored: (i) how knowledge is produced, and reproduced in the  academic 
world; (ii) the links within the academic world and its connections with other 
national and international centers; (iii) connections with the productive  sector, the 
State and government agencies and NGOs, as well as with emerging social move-
ments, and; (iv) the role the researchers, national and international academic net-
works of centers and institutes play in promoting the work of  university groups. 

 The project additionally strived to explore dimensions facilitating and/or inhibit-
ing the capacity of higher education institutions to promote social, scientifi c and 
productive development at a local level and the intervention of alternative lines of 
work and/or projects required by their local, provincial and regional environments. 

   Table 13.3    Undergraduate students (2004) and graduates (2003) of three national universities in 
Argentina (UBA, UNMdP and UNaM) by disciplinary area (percentages)   

 Fields  National universities totals  UBA  UNMdP  UNaM 

 Students  100.0  100.0  100.0  100.0 
 Applied sciences  24.4  21.0  22.5  24.7 
 Basic sciences  3.4  1.9  5.7  10.6 
 Health sciences  13.7  17.6  7.1  7.1 
 Human sciences  16.8  13.5  20.0  14.7 
 Social sciences  41.8  46.0  44.7  42.8 
 Graduates  100.0  100.0  100.0  100.0 
 Applied sciences  22.9  17.4  23.6  22.0 
 Basic sciences  2.8  1.6  5.7  8.5 
 Health sciences  21.1  22.9  7.8  10.2 
 Human sciences  14.3  13.8  12.5  22.0 
 Social sciences  39.0  44.4  50.4  37.4 

   Source : SPU (2004) 2000–2004 yearbook on University Statistics. University Policy Secretary 
(SPU_Secretaría de Políticas Universitarias), Ministry of Education, Science and Technology  
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 Furthermore, we strove to explore the behavior of dynamic teams but also to be 
able to examine the diffi culties and limitations of others, hence including young 
groups but also more consolidated ones and others with long pathways. On top of 
that, we wanted to include specifi c demands by local or regional environments, to 
explore both the issues they worked on as well as the links they established with 
local or provincial governments and the productive sectors.  

13.1.3     Typology of Activities of the Teacher-Researchers 
Groups 

 In this section, a comparative profi le on universities is presented, introducing some 
categories intended to describe the groups behavior; some of the available statistical 
references on the institutions are also included. Tables  13.4  and  13.5  presents the 
categories constructed on the basis of responses to the question: “Which would you 
say is the main or prevailing activity of the group?”

   The weight of teaching activities stated by the universities shows the real 
 possibilities to perform the other functions (research, transfer and extension) in 
background of national policies and regional and local demands, which impose 
 universities and their teaching-research groups’ intervention in a variety of instances. 

 Another interesting fi nding lies on the fact that UNaM has the larger full time 
(45.8 %) or part time teaching staff, followed by UNMdP (27.5 %), and UBA 
(19.3 %). Furthermore, the ratio of CONICET researchers associated with each 
university varies enormously and is signifi cantly high in UBA. As the only 
available data on CONICET researchers is regional (and not by university), we 
were forced to produce our own statistics on the differences in proportions 

    Table 13.4    Segmentation by group’s major activities at three universities   

 Main activity 

  UBA    UN a M   UMMdP 

 Quantity  %  Quantity  %  Quantity  % 

  R   10  19  2  4  28  43 
  R+TR   –  –  –  –  11  17 
  R+E+TR   –  –  –  –  2  3 
  R+E   22  42  4  8  –  – 
  R+T   5  9  22  44  –  – 
  R+T+E   5  10  11  17 
  T   6  11  7  14  5  8 
  D+E   7  13  10  20  8  12 
  E/M anagement  3  6  –  –  –  – 
 Total interviewed  53  100  50  100  65  100 

   Source :  PICTR 00013 Interviews PEET-IICE-FFyL-UBA/CONICET 
  a  T  teaching,  R  reason,  Tr  transfer,  E  extension,  D  development  
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and scientifi c production – quoted and published articles – with our without 
CONICET’s support. 

 Analysis were also undertaken of the full-time and past-time employment of 
staff, the scientifi c production – quoted and published articles – and the incentives 
granted to teachers and researchers. Available information shows that 10 % of the 
UBA teachers and 50 % of the full-time amongst them got an incentive in 2004, 
while 65 % of UNMdP teachers and 17 % of UNaM teachers got an incentive. 

 Undoubtedly, similar differences exist regarding the categories of academic 
staff: 33.1 % of UBA’s teachers rank at the top two categories, while only 23.2 % of 
UNMdP’s teachers and 17.6 % of UNaM’s teachers do so (see Table  13.5 ). 

 The public sector funds most to the Science and Technology projects; according 
to 2003 statistics, the State funded 68.9 % of the investment, an amount that was 
increased to 74.7 % by 2010. With regards to research and teaching investment “the 
national government was the number one investor, by supplying 64 % of the total 
funding from the public sector” (Ministry of Science, Technology and Productive 
innovation, Science and Technology Indicators 2010). 

 In examining we identifi ed four main university functions: research (R), teaching (T), 
extension (E) and transfer (Tr). According to the institutional background, the 
main aspects and consolidation of their work fi elds and their organizational con-
fi guration with respect to the social and productive demands of their local, 
regional or even national scopes functions is carried out by their academic units 
to different extent. The segmentation or typology of the assessment on the behaviors 
of the interviewed groups matches the functions carried out by the different univer-
sity groups; teaching (T) being one aspect that stands out from the rest. According 
to the interviews undertaken, teaching (T) stands out from the rest. All the inter-
viewed groups carry out teaching tasks (which involve between 20 % and 30 % of 
their total workload); however, most of them do not consider teaching as their main 
activity, neither as the most important nor the most time-consuming. UBA respon-
dents consider research (R), extension (E) or a combination of both (R+E) as their 
core activities. Respondents at UNaM, in contrast, organize their activities around 
teaching. 

 Transfer (Tr), surprisingly, is not named at all, because it is linked to the exten-
sion function. Making a distinction between these two functions would have 

    Table 13.5    Incentives granted to teachers and researchers of the various research categories at 
three universities in Argentina   

 University  Total 

 Research category 

  A  y  I    II    III    IV    V    % I+II  

 Universities’ total  19,778  2,074  2,676  6,261  4,878  3,889  24,0 
 UBA  2,453  373  393  757  474  456  33.1 
 UNMdP  712  62  100  199  186  165  23.2 
 UNAM  241  7  24  71  67  72  17.6 

   Source :  SPU  (2005) 2005 yearbook on University Statistics. University Policy Secretary (SPU_
Secretaría de Políticas Universitarias), Ministry of Education, Science and Technology  

13 The Transformation of the Production and Circulation of Knowledge



226

therefore been arbitrary. Obviously, the two categories are usually confused by 
the actors. 

 An in-depth analysis of the use and misuse of the extension and transfer concepts 
amongst university staff (Riquelme and Langer  2008a ) and the consequences they 
draw from their activities enabled us to conclude that transfer entails sales, while 
extension is viewed as an assistance process; transfer is understood as innovation 
with no input from the fi nal users (either companies or social organizations), and as 
also involving interaction with the object and may evolve from active participation 
of the society and/or other involved groups. On the other hand, extension means 
assisting research, which can lead to assistance or even moderate perspectives on 
knowledge distribution aiming at improved social appropriation; transfer is usually 
understood as entailing technical assistance or on-demand services; last but not 
least, transfer can also be understood as applied knowledge or technical assistance. 
The wide range of meanings suggested a lack of clear-cut guidelines from university 
policies and institutions. 

 Amongst the groups observed at UBA and UNMdP some of them carry out 
extension (E) activities exclusively in situations where teachers-researchers deploy 
their management activities at the university administrative areas. A larger propor-
tion of T+E groups can be found at UNMdP and UNAM, basically funded by the 
university and usually focused on extension activities. 

 While teaching activities dominate in UNAM groups, the UBA and UNMdP 
groups mainly undertake R+E or merely R activities. An aspect common to the 
three institutions is the fact that there are rather few groups addressing technology 
transfer activities. 

 A look at differences by discipline shows, for example, that most of the UBA 
Natural and exact sciences faculty groups focus on research, while UNAM and 
UNMdP groups belonging to the same faculty do not. UNMdP groups focused on 
research are those from the Agronomy, Architecture and Economics fi elds, which at 
UBA would address R+E activities. UNAM groups are mainly focused on teaching 
(T) activities even in such fi elds as Natural and Exact Sciences and Chemistry. 
Another contrasting situation is that of the UBA Human sciences faculties which 
carry out lots of extension activities, as opposed to other nodes.   

13.2     Knowledge Production and Circulation 
in Teachers and Researchers Groups Practices 

13.2.1     Key Areas of Analysis 

 As previously mentioned our research work revealed a fragmentation amongst the 
groups according to political-academic orientations, which remain at times unac-
knowledged by the group members. Furthermore, confl icting logics are reproduced 
through differential access to no-longer scarce resources. 
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 Another main fi nding is that most university members tend to link research to 
its application as well as the training of their students to their possible inser-
tion in the labor market. In this framework we pay attention to the relationship 
between research and extension-transfer (R+E) and between teaching and extension 
(T+E). We assume that changing scopes would derive from a growing concern on 
economic- social structure amongst university researchers. However, the resulting 
outcomes may be diverse:

  on the one hand it could be argued that a deeper concern in regional productive problems 
would be likely to reduce costs and therefore improve economical competitiveness. On the 
other hand, researchers would hence serve at reproducing the economical-social structure 
instead of at transforming it. (Riquelme and Langer  2008b , p. 477) 

   There is little debate and awareness of these changes amongst university groups. 
Therefore some of the functions may be confused and overlapping (R+E, T+E) or 
bound to be detached (R/T), given the changing logics amongst the university 
groups. This section intends to systematize the diverse transformations and their 
implications on university’s social role according to the views of the actors. 

 Focus was put on aspects that drive the practices of university groups: whether 
they are driven by economic-social pressure within the inner logics of their fi elds. 
This controversy is old while some suggest a homogeneous development for all 
academic fi elds is possible, others perceive steep differences, both in terms of disci-
plines and social and geographical development.  

13.2.2     The Transformation on the Activities of the University 
Groups and the New Social Role of Public University 

 In this section we analyze and systematize the transformation of the production and 
circulation of knowledge logics amongst university groups. The key issues as well 
as their deriving problems will the outlined. 

 A key issue hardly ever is made explicit in the discussions on university policies: 
which should be the relationship between the public university and society? Rather, 
attention is paid to extension and transfer activities. It is necessary, though, to 
 discuss the traditional defi nition of these concepts and their links to other institu-
tional activities.

  Hence “extension may include cultural tasks, university-companies activities, service sales, 
transfer to underprivileged sectors as well as the social diffusion of knowledge. There is a 
hidden debate between different universities and even at the core of one university, amongst 
its different faculties.” (Riquelme and Langer  2008b , p. 478) 

   The prevailing practices and the problems implied might be characterized as 
follows:

    (a)     Extension ,  transfer and the new social role of university : There is an underlying 
idea that the university should hypothetically respond to regional and provincial 
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needs instead of considering society as a whole. Other sectors – especially 
those from Exact sciences – consider that science should mainly address the 
production of knowledge instead of any social problems; while groups from 
Social and Human sciences consider that university should be actively involved 
in extension and activities and therefore develop alternative and more defi nite 
ways to apply its knowledge.   

   (b)     Extension ,  transfer and production and circulation of knowledge : The logics of 
Exact sciences prevail and therefore knowledge is hardly linked to human 
 sciences. Basic sciences – as understood nowadays – are unrelated to a holistic 
understanding and therefore become highly specialized. The university focuses 
on responding to direct social demands (either from companies or other institu-
tions) and therefore research and extension activities are overlapping and dis-
torted. In teaching and research activities, the growing focus on specifi c 
productive sectors has transformed its logic and autonomy as regards the cre-
ation of knowledge   

   (c)     Proliferation of R + E groups : Both academic language and research are strongly 
directed to their application. There is hardly any difference between a new sci-
entifi c development and its technological application, as social demands have 
gained priority amongst university tasks. This had reinforced the proliferation 
of R+E groups.   

   (d)     The lack of planning and clear rules on tasks implementation : University groups 
require autonomy in terms of the defi nition of their activities (research, teach-
ing, extension) and implementation, lacking an integrated planning towards a 
specifi c social goal. The dilemma posed to university groups would no longer 
be how to respond to social demands but how to identify them. Especially, when 
there is no planning to drive the application of the knowledge produced by uni-
versities. Undoubtedly, the policies of the 1990s resulted in a diversity of ideas 
on what extension and transfer should be, which connections with research and 
teaching make it even harder to come up with properly defi ned activities.   

   (e)     The mutations in public universities ’  activities at private R - T laboratories : The 
public sector is supposed to manage its accounts as if it was a company, so that 
application tasks become profi table. The R+E groups at the Natural sciences 
and Technology faculties tend to work with highly developed companies on 
product design and technological problems. Moreover, fi nancing groups make 
explicit demands and take advantage of the services that universities can  provide 
them.      

13.2.3     New Logics on the Response to Social 
and Productive Demands 

 Since the 1918 reform, the Argentine university has been nourished from 
Humboldtian principles, which focus on autonomy in the development of knowl-
edge. As a consequence, such autonomy has always been defended by university 
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centers as a key to generate original and critical knowledge. A shocking result from 
the interviews is the progressive change in this traditional logic, involving the 
attempt to break through isolation and respond to social demands. 

 The changing logic refl ects not only on the words of university staff words but 
also on their activities. This urge to respond to social and/or productive demands has 
transformed groups into R+E groups, whose objects and capacities vary notably. 
This in turn impacts on their research lines, their tasks, and the ways in which 
teachers-researcher interact with their environment.

    (a)     On the thesis of university isolation : Most of the scientists interviewed con-
fi rmed that the university should step out of its crystal box or ivory tower, in 
which it has apparently been confi ned so far. Those maintaining this thesis usu-
ally make an analogy between the development of basic science and the failure 
to fulfi l the social role of the public university, understanding technological 
development as an obligation for the public university. It is worth highlighting 
that especially in the areas working on applied science any group which fails to 
respond to explicit social demands lacks legitimacy.   

   (b)     R + E groups ,  different purposes and abilities : The Social and Human sciences 
are considered the core fi elds of university, the research activities carried out 
in these fi elds are different from those carried out by Exact and Natural Science 
fi elds as well as in those faculties that are strongly connected to the develop-
ment of productive technologies (such as Agronomy, Chemistry and 
Veterinary). Extension takes over research to such an extent in R+E groups that 
it transforms it; while, in the Social and Human sciences professors tend to 
have groups that prioritize the research-extension activities (R+E), which work 
directly on social problems usually disconnected from any economic problem 
regarding the creation of products and merely address the organization of pro-
duction processes.   

   (c)     Infl uence on Research Criteria and the Routinization of the Tasks of the 
Researchers : The widely accepted idea that universities produced knowledge that 
should be used to satisfy companies or other groups’ social demands has also 
modifi ed the perspectives of researchers and teachers on their work as well as 
their tasks. According to their statements, research themes come from personal 
motivations, and sometimes, they take advantage of tenders or bids provided by 
research organizations. However, they also refer to how specifi c demands (from 
whichever sector) have altered their line of work. The more involved in produc-
tive projects the university is, the less original may be its achievements in techno-
logical development. There are very few truly  innovative companies in the country 
which usually demand scientifi c and technical development.   

   (d)     Interventionism in social demands : Extension activities have often been many 
regarded as non-essential and not necessarily connected to the university’s 
assigned tasks. Those engaged in activities related to companies have many 
times been judged as acting on their own behalf; a direct and straightforward 
ideological dispute. Some groups cooperate with others in routine extension 
activities therefore postponing research activities.      
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13.2.4     Financing, Competences Logics 
and Their Impact on the Lines of Work 

 There was no need for an in-depth research on universities’ struggles for fi nancing. 
Even though the university budget has increased over the recent decade, so have the 
economical-fi nancial problems at universities. The inconvenience posed by this sce-
nario ranges from the material reproduction of teachers-researchers to the impossi-
bility of carrying out research projects due to the lack of material and equipment, or 
basic infrastructure. 

 This lack in fi nancing has led

  university staff to a dead-end puzzle where they were forced to obtain their own resources 
to avoid periling. Hence, over the last ten years, universities have implemented multiple 
activities to increase their income, that go from charging students for paperwork to selling 
technical services, creating postgraduate courses, renting space or signing research 
exchange agreements with foreign universities. (Riquelme and Langer  2008b : 506) 

   University staff strive to survive by developing (market) competent strategies, 
which lead to a differentiation process at universities, faculties and groups, accord-
ing to their ability to obtain alternative resources. In turn, this dependency on alter-
native resources has proven to determine not only their lines of work but also their 
researches’ outcomes. Hence the reason for dealing with the fi nancing and the 
groups lines of work are two sides of the same problem.

    (a)     Financing and dependency form external sources : All sciences and all universi-
ties must deal with dependency as their research groups must resort to fi nancial 
assistance (subsidies) from foundations, companies or government agencies, 
while smaller universities and younger researchers’ working plans tend to be 
the most determined.   

   (b)    “ Competitiveness ”  as a new entry in the scientifi c dictionary : Words such as 
“fashion”, “boom” and others similarly were used by the interviewed staff to 
refer to the elements that infl uence their choices. This particular way to defi ne 
lines of work, together with others such as competence and the possible sale of 
the realized product, has led researchers to high levels of specialization in their 
areas of interest. The choice of a certain issue sometimes merely involves fi nding 
a fi nancing niche, which may enhance the group’s visibility and possible growth; 
a perspective deriving from the economic concept of “competitiveness”.   

   (c)     The director ’ s skills :  from academic fellow - researcher to manager - administrator    : 
The director of the group tends to develop a manager- administrator profi le as 
sustaining a research program involves working with adequate equipment, 
infrastructure and human resources which must be obtained from multiple 
sources. Particularly at faculties of applied sciences, transfer activities are 
planned and managed as in technology companies. This calls for a researcher-
manager profi le to cope with such transformations.   

   (d)     Context infl uence on the working themes : Even though the research traditions 
on specifi c themes and their orientation is still of relevance, they have been 
transformed along the country’s structural change process. Local demands tend 
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to be associated with more immediate and effi cient response. However, 
responding to social demands is merely an excuse at times disguising the search 
for extra funds to sustain the groups work.   

   (e)     Financial privatization  =  knowledge privatization ?: Beyond being at risk of 
privatizing research results, as they in the end belong to whichever institution 
provides fi nancing, there is a differentiation outcome in terms of competitive 
advantages between those that access resources and those that do not. Even the 
defi nition of each member of the group’s tasks is settled by the fi nancing orga-
nization. Some positions are directly fi nanced by companies paying students or 
researchers to carry out research activities at the university, which will in turn 
be transferred directly or as service sale to the company.      

13.2.5     Articulation Between Research, 
Extension and Teaching Groups 

 The relationship between the research, extension and teaching groups addressing 
social and productive demands has been thoroughly studied all along our project. 
But our aim was at enhancing the focus not only on their search to respond to 
(explicit or implicit) social demands but also on how it impacted daily teaching and 
research routines.

    (a)     Articulation differentiation according to the group ’ s main line of activity : Most 
of the articulation activities performed by the groups are connected to their 
research activities. In this respect, R+E groups have the most extended articula-
tion activities. Undoubtedly, the informality that those links can sometimes 
have makes it impossible to generalize over a sustainable network.   

   (b)     Internal articulation  ( within the country ) versus  external articulation  ( with 
other countries ): We have found competence results in rivalry between 
 proximate groups. Hence, articulation is more likely to happen with more 
remote groups. The external articulation usually entails conditions, as many 
times the groups enter international networks not only with a fi xed agenda but 
also with specifi c tasks assigned within a specifi c fi eld. Such restrictions 
surely become more fl exible as the groups grow in status, power and social 
capital.   

   (c)     Articulation with public institutions : The national public sector and the Buenos 
Aires city government are the most frequent clients of UBA’s services. However, 
such services usually consist of routine tasks and internships intended to reduce 
labor costs. UNaM and UNMdP are usually more connected to local govern-
ment and organizations. Especially in the case of Mar del Plata, where local 
resources fi nance research work, university groups frequently address local 
issues (as opposed to UBA, which usually deals with more universal issues).   

   (d)     Articulation with the productive sector and technical adaptations : Especially 
in the case of UNaM’s Chemistry, Exact, Natural and Technology Sciences 
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faculties, groups are closely integrated to the productive sector. Most of their 
research work is directly connected to the main regional economic activities. 
This is also the case at the Medicine, Engineering, Architecture, Agronomy 
and Veterinary faculties of UBA. Their deeper relationship is settled with big 
national and transnational companies, however, some of the interviewed staff 
stated they also had contact with small companies at a much smaller scale and 
non-systematically.     

 The UNMdP and UBA’s Social and human sciences faculties articulate with 
recovered companies, micro-companies and other social organizations implement-
ing productive projects (we have also noticed some cases in other faculties, although 
we were not able to keep track of them). We highlight that these companies and 
organizations are usually the object of research as well and that the activities they 
carry out rarely result in real productive benefi ts.   

13.3     Pedagogic Synergy as a Possible 
Integrated Notion of University Functions 

 These fi nal paragraphs aim at introducing and discussing some observations on the 
limitations of the pedagogic synergy concept. Pedagogic synergy entails the rela-
tionships between teaching, research, extension and transfer at mutual exchanges 
that infl uence activities carried out by teachers and researchers groups. There would 
be synergy when the goals or results achieved by such mutual exchanges are larger 
than those reached by each of the parts involved. 

 From a pedagogic standpoint, we wanted to highlight the interactions and mutual 
infl uences produced between teaching, research, extension and transfer activities. 
More specifi cally, when approaching the teaching activities we focused on the inte-
gration of the institutional and the environmental demands to the curriculum. 
Integration amongst university functions is very weak and there is much confusion 
between different roles, which contributes to undermining teaching and research 
functions already lacking in knowledge production and autonomy, whenever one of 
them becomes the core activity of a university or faculty. 

 A review of the notion of synergy verifi ed that the concept derives from a 
Greek term meaning cooperation and joint work. The Spanish Real Academy 
Language Dictionary defi nes synergy as “active and agreed joint work of several 
organs to carry out a certain function”. The term gained importance after the 
1925s works of the German biologist Ludwig von Bertalanffy’s general theory of 
systems, which was later on followed by different authors in diverse scientifi c 
areas (Riquelme,  2008 ). 

 The limits of usage of this term would lay on the fact that teachers and research-
ers are in fact the same individuals as very few people carry out research activities 
exclusively. Mutual interdependence would therefore be natural. However, this is 
not usually so, and hence the challenges or our work. 
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 Both synergy and recursion are systems properties, the question should 
therefore be whether we might think of the university as a system. Synergy 
entails that by studying a part of the whole we cannot make inferences for the 
whole system, as the whole system’s properties are larger or different to those of 
each of its parts. Synergy would therefore occur when the whole system would 
reach further results or goals than the addition of its parts. We may also speak of 
synergy when the results of the analysis of a part of the system cannot predict the 
behaviour of the whole system. 

 Hence synergy is the property that explains that kind of behaviour in systems. 
As the system’s parts cannot be parted, the fi rst researches on systems observed that 
a new phenomenon emerged, which could only be assessed as the “whole” system 
was working, but would disappear when only the parts where observed. The phe-
nomenon was called synergy. 

 As the teaching, research, transfer and extension activities are carried out by the 
same individuals, the limits between them are sometimes blurry and would rein-
force the systems synergy. However, these activities may also be carried out by 
different groups and hence enter contradictions which would work against 
synergy. 

 Other authors have concluded that the complexity of the university organization 
results in and from: (a) the multiple goods and services it produces, which entail a 
wide range of objectives within the same organization and its role in society and its 
economy; and (b) the decision making process which involves multiple actors, 
inside and outside the organization, whose relative power depends on their function 
within the internal structure of government in agreement with the state’s or the mar-
ket’s coordination (García de Fanelli  2005 ). 

 Pedagogic synergy would therefore be a relative concept to speak of the degrees 
of confl ict – or even their existence or weakness – and its emerging properties and 
interpretations, which would explain the ideological and the working logics of each 
institution, following the behaviour pattern of their “academic tribes”. 

 Our research on the inter-university network project took the teaching-research 
groups of each university as our main analysis units and there we explored peda-
gogic synergy (Riquelme,  2008 ). Our direct or indirect fi ndings were related to:

 –    the degree of integration of their functions;  
 –   the haziness prevailing on the roles of the university;  
 –   the teaching function’s lack of status by not being considered as knowledge 

productive;  
 –   the independence of the teaching function when central to any university.    

 Teaching and research activities at UBA are usually integrated by using research 
results and publications in class, or by including students’ thesis in departments’ 
research projects. However, we have also found some negative comments on such 
activities, which would unveil a certain lack of integration amongst teaching and 
research in the short term or would happen in some specifi c instances which pro-
mote students’ participation. 
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 The integration of extension activities is even less frequent and more vague, as 
there is less consensus amongst the actors on what extension activities actually are. 
Extension activities at UBA appear to be underdeveloped. Our interviewed actors 
fi nd it diffi cult to spot the integration between extension and teaching, which is 
more easily connected to research, always through the participation in departments 
and conducted by teachers. 

 The integration between teaching and research and/or extension activities has 
had little impact, according to the interviews carried out over our research, in terms 
of formal changes to the curriculum and in spite of the use of research material and 
results in class. Changes are rather connected to the environment’s demands, but 
hardly ever related to the integration of the three functions. 

 UNMdP’s more fl exible curricula could enhance the introduction of knowledge 
and practices from research, extension and/or transfer activities, producing synergy 
amongst them. Synergy results in updated contents and the introduction of seminars 
and non-compulsory courses on research results. However, there were no systematic 
curriculum updates. 

 There always seems to be some integration between teaching and research activi-
ties, according to the interviewed actors, but it would also be diverse according to 
the groups’ profi les, their faculties’ traditions and their research paths and history. 

 Our research results on UNaM are highly relevant to understand the heterogene-
ity of the development of research practices amongst teachers. Research activities 
are fi rmly consolidated in the Faculties of Chemistry and Human and Forest sci-
ences and are less common in the Arts, Engineering and Economics faculties, where 
they have been recently developed through the incentives policies. Furthermore, 
teaching is core to all these faculties, and in those with stronger research history 
(Chemistry and Human sciences) it is diverse, as not all groups carry out the same 
type of research activities. 

 Hence, teachers with strong participation in research practices intensively pro-
mote research teaching and practice in their classes, as well as the interaction 
between theoretical contents and their application. Researchers with extensive 
teaching activities tend to bring about the knowledge produced into their class-
rooms, therefore resulting in more innovative teaching experiences. Teachers, which 
articulate research, extension and reaching transpose the knowledge produced in 
their research activities into their classroom lessons, hence producing curricular 
synergy as well. 

 Back at the beginning of our research design phase we set two main guidelines:

 –    A centre–periphery relationship between our country’s universities, in terms of 
the tensions deriving from the production and circulation of knowledge in the 
metropolitan environment combined with the potential and differentiation deriv-
ing from the varied styles at provincial and local environments as well as the 
articulation, exchange and communication possibilities between groups from 
different universities, faculties and work fi elds.  

 –   The other main idea that guided our work had to do with a traditional gap between 
teaching and research activities which is rooted in the history of universities as it 
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applies, recreates and improves university work by differentiating “tribes” no 
longer split by their work fi eld as interpreted by Becher ( 2001 ), but by their 
activities in “teaching tribes” and “research tribes”.    

 It was and still is our intention to acknowledge the power of the difference 
between these two functions on behalf of the university and hence we considered 
the notion of pedagogic synergy to highlight the situations in which this overlapping 
(from a physical standpoint) or the “positive bond” between the production or 
knowledge (minimum to non-existent) and its practice – the teaching activity – 
results in new opportunities to create knowledge, its application and transfer and it 
may even sometimes lead teachers themselves to pose new questions to enrich the 
research process. Such mutual implications are at times neither evident not even 
registered by the actors, but they certainly exist. 

 Our main concern evolved around the teachers-researchers groups’ ability to 
contribute to the production of knowledge in an increased or lessened way in 
connection with social and productive demands; according to the profi les of those 
answers (whether they were adaptative or autonomous); the degree to which – from 
a critical or reproductivist perspective – the universities and their groups enhance 
their research, teaching, extension or transfer functions; and the degree of integra-
tion or sliding or mutation from the university’s goals either towards extension 
activities or service sales. 

 Although we acknowledge the limitations of this notion we also consider it 
 contributes to the discussion on the possibilities of integration of the university’s 
functions, its diffi culties, the competing roles and confl ict arenas which university 
life entails. 

 We hitherto pose some questions.

   First:  Is it feasible to speak of  “ teacher tribes ”  and  “ researcher tribes ”?    

 The “academic profession” notion would vindicate the existence of university’s 
teacher-researchers as a specifi c category different to that of the researchers. We 
would therefore expect the staff carrying out not only knowledge production activi-
ties but also teaching graduate and post-graduate students would have an enriched 
experience by (a):

 –    the access to updated knowledge in each fi eld; and (b)  
 –   the defi nition of new research themes and designs to be added to the department 

and curricula.    

 However, observing how teaching infl uences research is not clearly defi ned for 
every work fi eld. It may be more clearly observed in some areas – such as Education 
or Pedagogy, Dental studies or Medicine. In depth studies on these cases would be 
enlightening and would contribute to reducing prejudices.

   Second:  Would the prejudices and the distance between teachers carrying out 
researcher activities and researchers carrying out teaching activities disappear 
if they acknowledge their own logics ?    
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 The gap between research and teaching, or teaching and research entails mutu-
ally infl uential and interdependent activities in most of the constituted academic 
units. The indirect replies we obtained from the teacher-researchers on teaching 
may derive from our design and the type of questions posed which entailed a certain 
“miss-value of teaching and its results”. However, teachers themselves have 
acknowledged the fact that teaching has lost its value as a source of legitimacy and 
status as a result of the policies prevailing in the 1990s. Under such pedagogic 
scope, the gap between research and teaching may be observed in actors that 
“experience the absence of joint forces around goals and projects and describe their 
daily life as undermined by rivalry, jealousy and mistrust”.

   Third:  Could synergy between research ,  transfer and teaching activities be under-
stood as an intervention phase in the production of knowledge ?    

 Beyond the many differences in the logics of research and teaching, the search 
for common ground that improved exchanges and mutual synergy would undoubtedly 
enhance the organizational quality of the academic units. Worth mentioning is the 
fact that the undervalued teaching activities and the work of teachers at universities 
disregards the complexity and autonomy of such functions amongst professional 
and academic staff, and responds to teachers and researchers’ prejudices who pond 
one function or the other as their most important activity. It should be highlighted 
that such controversy derives from the original gap between teaching and research, 
which is certainly unproductive for both the production and circulation of knowl-
edge and the training of the future professional and academic staff.

    Fourth :  Do heterogeneity and differentiation within the university system  –  inter and 
intra - universities  –  enable generalizations ?    

 We have simplifi ed some of our research fi ndings on behaviour patterns in terms 
of roles and functions mutations. On the one hand, we have come across (i) tradi-
tional institutions that resist mutation and keep up their programs and knowledge 
critical logics. On the other hand, we have also found (ii) academic units with high 
levels of functions mutating in connection with university policies and their tight or 
lose orientation towards social policies. Finally, we have also encountered (iii) insti-
tutions, which have transformed their roles specifi cally in response to productive 
and companies demands. 

 We should therefore make a brief statement of the specifi c qualities of each of the 
three universities as they may be generalized back to other Argentine institutions:

 –    (i) a recently created university which staff mainly works in teaching and there 
are only some scattered research groups and some of them may be classifi ed as 
excellency groups;  

 –   (ii) a less recently – more consolidated university, where teaching, research and 
extension activities take place but which must resource to traditional institutions 
at times;  

 –   And (iii) a university with a long tradition in the production of knowledge and 
the training of professional, academic and scientifi c staff.    
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 Within university teacher-researchers groups, there are different degrees of dedi-
cation to each of these activities and different behaviours with respect to their fi elds. 
We dedicated a fi rst part of our research report (volume 1) to such situations and it 
became of reference to this third part of our work (volume 3) as an interpretation 
framework for pedagogic synergy. 

 We ended up with more doubts than certainties: is the university the best place 
for the production of knowledge? Can the university be the place for professional 
and academic staff without also driving knowledge production? And – this was 
one of our main concerns in the beginning of our works – if teachers-researchers 
groups are oriented towards production as a result of the incentives set a decade 
ago, can the centre-periphery gaps in the production and circulation of knowl-
edge be fi lled? 

 In this sense we also wonder whether the networks between the different knowl-
edge fi elds in our country, within the university and non-university institutions and 
other scientifi c and technological research work spaces could be strengthened. 
Financing and evaluation logics do not seem to add up to integration instead they 
seem to reinforce fragmentation, overlapping and a deepened complexity amongst 
academic groups. Our own networking has been a valid experience aligned with the 
production of knowledge by multidisciplinary groups and discussion was opened to 
the research-teachers colleagues who participated in the interviews and other phases 
of our work. 

 Some issues may be recurrent, complementary, excluding or polemic. Although 
we may not always agree and may not always fi nd interesting or moving what we 
read, we have tried to portray our contradictory life as academic intellectuals, work-
ers for Argentine science and teachers. Our perspective on public universities is 
rooted in the fact that they are still the source of training for the new generations of 
professional and academic staff and the production of endogenous and alternative 
knowledge for the construction of society with improved levels of development and 
accumulation, better social accord and distribution for citizens’ social rights to edu-
cation, feeding, health, housing and work.     
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    Chapter 14   
 The Latin American University Model 
and the Challenges Posed by the Reforms: 
Perspectives from the Academics 

             Elizabeth     Balbachevsky    

14.1            Introduction 

 Universities have existed in the Latin American region for 470 years. The oldest 
ones date to the colonial era and were created by the Catholic Church and the 
Spanish Crown, and were based on the old medieval model of universities. 
Independence, in the fi rst half of the nineteenth century, created the fi rst opportunity 
for the countries in the region to expand and reshape universities. In this fi rst wave 
of reforms, universities were created 1  or transformed as part of the local efforts for 
building up modern nation-states from the colonial heritage. 

 The university model adopted by all countries was the Napoleonic model, with 
universities in charge of both training and certifying students for the learned pro-
fessions. At the core of this model is the principle that in granting degrees, higher 
education institutions act on behalf of the state, extending legally binding profes-
sional credentials. This perception entailed a strong tradition of strict supervision 
from the State. All universities created in the nineteenth century (and in the fi rst 
decades of the twentieth century) were public, created, funded, and strictly con-
trolled by the newly formed States. All universities also adopted the organiza-
tional format of professional chairs grouped into faculties or schools, each of 
them defi ned according to the professional degree they were in charge of. Thus, 

1   Brazil is an exception in this picture. The fi rst high learning institutions were founded only after 
1808, when the Portuguese Royal family came to Brazil escaping from the Napoleonic invasion. 
At that time, and until the 1930s, the only institutional model known in Brazil was the Professional 
Schools, each of them in charge of training for a recognized profession, such as medicine, law, 
engineering, and so on. 
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Latin American university governance, from the beginning, could be described as 
a loosely connected federation of faculties or schools, governed by a university 
senate, where the channels linking individual faculties (or even chairs) with the 
government were much more relevant than the channels connecting different parts 
of the same institution. 

 It was only in 1918 that this model experienced a major challenge with the 
Cordoba Movement, a student movement starting at the University of Cordoba, 
Argentina, that quickly spread throughout the country, and later infl uenced universi-
ties around the entire region. The Cordoba Movement advocated for greater univer-
sity autonomy and also for democratic governance, stressing the principle that the 
decision-making process inside the university should include representatives from 
students, professors and alumni. It also proposed tuition free education, then per-
ceived as the best way to assure enlarged access to university education. The 
Movement also redefi ned the university’s core mission as the search for solutions to 
the social, economic and political problems faced by the nation. The traditional idea 
of the university in Latin America traces its root to the combined heritages of the 
Napoleonic tradition and the ideals of the Cordoba Movement. An institution ori-
ented toward bachelor program training certifi ed by established and highly presti-
gious professions. 2  It is organized into a loosely connected federation of schools and 
faculties with a decision-making process that provides strong channels for the 
voices of all main internal stakeholders, including the students. It is funded by 
 public resources but sustains a strong autonomy vis-à-vis government, while, at 
the  same time, maintaining a strong commitment to the country’s political and 
economic life. 

 Since the 1960s, two separate trends affected this old university model. First, 
there was the fi rst wave of massifi cation. Since mid-1960s, with industrialization and 
the growth of cities, an increasing number of people in all Latin American countries 
managed to qualify for admission to universities. Some of them were youngsters 
coming from the enlarged middle-class sectors. Others, the majority, in fact, were 
older people, women and poorer persons that managed to fi nish secondary educa-
tion late in life and decided to demand for access to university education. In some 
countries these new clienteles were absorbed by the traditional public universities, 
which grew up to become mega-universities enrolling hundreds of thousands of 
students at the bachelor level. In other countries their demands were also absorbed 
by new private institutions that the governments allowed in order to alleviate the 
public sector from the worst of the pressures for access (Schwartzman  1993 ). The 
quick expansion of both public and private sectors led to the hiring of a large number 
of new academic staff. The new staff started lecturing at the universities early in their 
professional life. Most of them had shaking academic and professional credentials. 
The new academic profi le was at the same time dependent on the salaries paid 
by the universities and unable to establish a personal reputation as an academic. 

2   Since professional education was so central that the idea of a full-time academic has no place in 
this model. The Chair holder should also be an established and well reputed professional that could 
provide real professional guidance for the students. 
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They quickly become organized into strong unions, pressing for better salaries, 
conditions for employment, and career perspectives. 

 The process of expansion was extremely rapid. In a matter of few years, the 
number of students more than doubled and the number of enrolments increased for 
at least the entire decade of the 1970s. The academic and administrative staff grew 
at a very quick pace, and public universities became a prominent item in all of the 
Latin American countries’ public budgets. As a response to this situation, most of 
the Latin American governments tried to curb the universities fi nancial autonomy 
by imposing uniform wage policies and creating channels of direct contact between 
the government and the universities’ unions, thus bypassing university authorities 
and, in some cases, even bypassing the Ministry of Education. 

 Second, there were the pressures posed by the fi rst generation of PhD holders 
in the region, trained abroad and with a clear vision of what a modern university 
should be: An institution organized along disciplinary lines, through departments 
and institutes, committed to research and graduate education, with full time con-
tracts and lower teaching loads that would enable an academic career dedicated to 
research and scholarly performance. Even though these young scholars shared some 
perspectives with the lecturers’ movement, notably the demands for higher salaries 
and full-time employment, the university model that inspired these two stakeholders 
could not be more distant.  

14.2     Models of University: The Relevance of Ideas 
for Understanding the Dynamics of Change 

 Before advancing in our empirical analysis, a word is needed about the meaning of 
the concept of a university model, as used in this chapter. Bernasconi ( 2007 ), ana-
lyzing the fate of the Latin American University in recent years, calls attention to 
the centrality of this ideational construct for understanding the relevant social 
dynamics that shape the real life of universities. As posed by this author:

  A model of the university is a stylized representation of reality. It distills the variety of 
actual forms of the university in an abstract and general construct, a concept of the univer-
sity as it exists in the minds of faculty, students, administrators, and other constituencies 
and is expressed in their discourse about the university. At the same time, a model is a set 
of instructions for action, a patterned way of doing things. In this case it refers to going 
about organizing, governing, and operating a university and being an administrator, a pro-
fessor, or a student. (p. 29) 

 In this sense, the model of a university is, at the same time, shaped by the realities 
of the university in its daily life; and, in turn, it shapes the actual institution, sustain-
ing the actors’ expectations regarding the way the university should be organized 
and how it should be related to the government and the society. Posed in this way, it 
is easy to see how central this culturally embedded set of ideas is for understanding 
the institutional dynamics of real universities. As stated by Maassen and Olsen 
( 2007 ), universities should be understood as complex institutional structures with 
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characteristic patterns of behavior, meanings and resources (ibid., pp. 310–315). 
In such an environment, change is strongly dependent on institutional identities 
(ibid., pp. 320–324); which, in turn, are dependent on the model or paradigm of the 
 university that is shared (or not) by different internal and external actors. 

 This paper analyses the characteristics of the university model sustained by aca-
demics in Latin America. Bernasconi ( 2007 ) when discussing how the idea of the 
university has changed in Latin America argues that an “an overarching model for 
the post-independence Latin American university existed during the nineteenth and 
most of the twentieth centuries” (ibid.,  2007 , p. 30). Nevertheless “In more recent 
times, for reasons having to do with the knowledge economy, globalization, fi nan-
cial restrictions, loss of legitimacy, and mission shifts, the grip of the model on 
public universities has also weakened” (ibid., p. 30). In his reasoning, the American 
model of Research University is the one that is becoming dominant in the public 
sector. Our fi ndings, presented in this work, are not so reassuring. When looking at 
the profi les as well as the values and attitudes sustained by different parts of the 
Latin-American professoriate, one perceives how diffi cult it is to observe this 
convergence. In fact, our analysis fi nds support for the idea that, while the old model 
is being undermined by the dynamics of the region, a more realistic picture is 
one where confl icting values and goals are evident inside the universities. Thus 
competing models are being advocated, and these disputes weaken the real capacity 
for universities to agree on strategic action. 

 In their work, Olsen and Maassen propose that the “actors’ institutional belong-
ing, positions and roles are signifi cant factors explaining the modes of thought and 
behavior” (Maassen and Olsen  2007 , p. 315). Our fi ndings support this assertion. 
Latin American academic profession is not unifi ed either from the point of view of 
the roles academics fulfi ll in their daily life, either from the values they sustain 
towards the academic life. Accordingly, different academic profi les and positions 
are associated with the diverse attitudes and values that fuel the disputes inside 
Latin American universities. 

 The study presented in this chapter uses data collected in the framework of 
the Changing Academic Profession (CAP) project for the countries of Argentina, 
Brazil, and Mexico. In these three countries, only the academics working in the 
public sector were considered.  

14.3     The Academics in Latin America: A Layered Profession 

 Initially, we will analyze the main traits of differentiation inside the Latin American 
academic profession and how these differences infl uence the way academics think 
a university should be organized, governed and operated. 

 Contrary to the experience of many mature higher education systems, academics 
in Latin America are not a unifi ed profession, where all members share a similar 
mode of socialization (the doctoral training) and at least some core values. On the 
contrary, one could say, borrowing the expression from Olle Edqvist ( 2003 ), that the 
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academic profession in Latin America is a layered profession, where different 
 professional profi les are superimposed, each of them with roots in different phases 
of Latin America’s higher education history. What is more interesting, all these 
 profi les have their own ways to reproduce themselves, and, in doing so, these pro-
cesses perpetuate the shattered profi le of the academic profession in Latin America. 

 In order to identify the most relevant traits of these different profi les we propose 
a typology that takes into account two different aspects of the academic profi le:

 –    the degree of congruence between academic rank and academic credentials;  
 –   the degree of engagement with research    

 As I have observed in a prior publication (Balbachevsky  2011 ), Latin American 
universities, as in Brazil, have always been plagued by shortcomings derived from 
the small pool of competent academics available to recruit as faculty for their higher 
education institutions. The massifi cation of access to higher education and the con-
sequent growth of the number and size of institutions (both in public and private 
sectors) have only worsened this problem. While all countries in the region have 
tried to circumvent this situation by establishing programs for sending scholars 
abroad to attend graduate education, and by supporting the domestic efforts to build 
a graduate layer, these alternatives were never enough, and, most important, have 
never been enthusiastically supported by the majority of academics. While some 
scholars were in fact attracted to the new perspectives offered by graduate educa-
tion, this profi le was never dominant. For most universities and academics, the eas-
ier path was (and still is) to weaken the relationship between academic credentials 
(achieved by successfully fi nishing a post-graduate program) and the rank ladder 
inside the institutions. Since their beginning, academic unions inside the public sec-
tor have successfully pushed for bypasses that would allow an academic to climb 
the institutional ladder without going through the pains of attending a doctoral edu-
cation. 3  The negative side effect of this process is, of course, that not all academics 
with doctorates are able to fi nd a senior position inside their university. 

 Up to the present, however, holding a doctoral degree is far from the norm among 
the senior academics. Actually, the survey of academics in Argentina, Brazil and 
Mexico shows that 39 % of academics (equivalent to associate and full professors) 
are doctoral degree holders. The smaller proportion among academics in junior 
positions, i.e. 33 %, refl ects the fact that some are still in process of working on 
their PhD. 

 As said before, another relevant dimension for understanding the way the aca-
demic profession is organized in Latin America is to consider their commitment to 
research. To fulfi ll their role as researcher, academics should be able to share their 

3   This dynamic is still very relevant in Latin American higher education. As an example, one can 
cite the new law approved by the Brazilian government last December (Law no. 12.772, from 
December 26th, 2012), which imposes that all new academics at the Federal Universities are to be 
hired as teaching assistants, regardless their academic credentials. The approval of this law fol-
lowed a long lasting strike in the Federal universities, and was enthusiastically received by the 
unions’ representatives of the academics in the public sector in Brazil. 
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research fi ndings with a wider audience, which, means usually to publish these 
 fi ndings (   Fulton and Trow  1975 ). Considering also that most of the Latin American 
universities are devoted to undergraduate (bachelor) instruction, 4  the degree of 
internal support for research is usually very small. Thus, in all Latin American 
countries, researchers should also have the skills and experience to compete for 
external support for their research activities. Finally, the last dimension to be men-
tioned is the degree of success of the academics in establishing connections with 
peers abroad, either by collaborating in research projects with colleagues from 
abroad, or publishing in co-authorship with international colleagues. 

 When analyzing indicators for these three dimensions in the CAP data for the 
three countries, one fi nds a very interesting pattern of association: Most of the 
academics are totally inactive in these dimensions. That is, they do not publish, 
have no access to external funds for research and play no active role in interna-
tional collaboration. On the other hand, a number of academics reported some 
publishing activity, but no other research-related relevant activity. A minority 
reported success in publishing, access to research funds but no external collabora-
tion. Finally, a small proportion reported positively in the three dimensions: they 
publish, reported access to external resources for research support and have active 
collaboration with peers from abroad, some ‒ a minority ‒ collaborate and publish 
in co-authorship with  colleagues from abroad, while others reported collaboration 
but no publishing with colleagues from abroad. The pattern of association between 
these answers is depicted in Fig.  14.1 .  

 Thus, while 13 % of the sample are full-fl edged researchers with international 
collaboration and co-authorship, another 18 % have an active profi le as researcher 
with international collaboration, 14 % reported publishing with access to external 
funding but without access to international networks, 34 % reported some publish-
ing activity but no access to external funding or any contact with international net-
works. Finally, 21 % of the sample are not active as researcher. 

 Thus, if we take together the information regarding the degree of congruence 
between institutional rank and academic credentials and the degree of commitment 
with research, it is possible to produce an insightful typology of academic profi les 
present in Latin American universities. 

 First, there is the  internationalized academic elite , with good academic creden-
tials and well positioned inside the institution’s career, with a permanent involve-
ment with research and knowledge production and showing strong links with the 
international community. 

 Then, there is the  domestic elite , composed by academics with good academic cre-
dentials, well positioned in the institution’s rank, and strong commitment to research 
and knowledge creation, but without strong links with the international community. 

4   Even in Brazil, where graduate education is better institutionalized and has been a focus for pub-
lic support since middle 1960s, a major commitment to graduate education is seldom found. Only 
a few public universities and a handful catholic universities could be classifi ed as graduate oriented 
institutions, with more than 30 % of their enrollments at the graduate level (master’s and doctoral 
programs). For more details, see Balbachevsky  2013 . 

E. Balbachevsky



245

 The old  institutional oligarchy  is composed of academics with shaky academic 
credentials, but who have reached positions of authority inside the institution. Some 
of them correspond to the traditional professor as was earlier understood in Latin 
America, a professional distinguished in his profession and occupying the higher 
ranks in the faculty of a professional school. Others are academics with no particular 
professional identity, but with large experience in navigating the universities inter-
nal bureaucratic rules. 

 The  young scholars  correspond to scholars with good academic credentials 
and a strong commitment to research and knowledge creation but positioned in 
the lower ranks inside the universities. For diverse reasons, in these cases, 
research and commitment to academic life have not been translated into institu-
tional recognition. 

 Finally, for the majority of  lecturers  in Latin America, the lack of academic 
credentials and small or negligible commitment to research produces a profi le that 
is more similar to a secondary level teacher than an academic scholar. They are 
almost entirely disconnected from the national and international community of 
peers. Their professional identity is based on their affi liation with their institution 
and the small group of colleagues with whom they share quotidian life. In a sense, 
they tend to have a semi-professional identity, as depicted by Etzioni and collabo-
rators ( 1969 ): they tend to emphasize intrinsic rewards ‒ such as the personal 
satisfaction of being a good teacher ‒ as opposed to the extrinsic ones, achieved 
by scholarly performance. 

Latin America

Degree of engagement with research activities

not active as researcher

publishing without
external support

Publishing with access to
external support

Full-fledget researcher
with international 
cooperation

Full-fledget researcher
with international co-
authorship

Profile of engagement
with research

  Fig. 14.1    Degree of academic engagement within research – academics in Argentina, Brazil and 
Mexico 2007 (percentage) ( Source : Changing Academic Profession survey)       
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 Table  14.1  shows how the academics of the various types organize their daily 
life. Accordingly, young scholars and the international elite share the same inten-
sity of commitment to research. On the other hand, compared to young scholars, 
 members of the international elite reported a substantial amount of time devoted to 
administrative tasks, which may be related with their position as research team 
leaders, and to teaching. Young scholars tend to report less time consumed with 
both activities.

   Members of the old oligarchy reported the strongest commitment to teaching of 
the whole sample. Teaching related activities, and not research and knowledge 
production, is the activity that compromises most of the time of these academics. 
On average, members of this group reported spending only 5 h per week with 
research related activities. Among this group, the involvement with administrative 
tasks is also the largest in the sample, which may be related to their particular 
source of prestige: the control of the bureaucratic channels of governance inside 
the university. 

 The domestic elite is an intermediary profi le: Compared to the international elite 
(and the young scholars) they report on average, less time committed to research, 
but compared to the old oligarchy, they spend more time in research related activi-
ties. They also report more time dedicated to teaching than the international elite 
and the young scholars, but less than the amount of time reported by the old oligar-
chy, and the time reported for administrative tasks is not signifi cantly different from 
the time reported by the members of the international elite. 

 Finally, the lecturers, as expected, tend to report less time devoted to research 
related activities, and more time devoted to teaching. They are also the group less 
involved with the activities related to administration. Among all academics, this is 

   Table 14.1    Hours spent on various academic activities by academics of different profi les in 
Argentina, Brazil and Mexico 2007   

 Mean hours per week spent on 

 Academic profi le  Teaching  Research  Administration 
 All academic 
activities 

 International elite  Mean  15.8  17.1  6.2  44.1 
 Std. deviation  9.1  11.0  6.9  15.1 

 Domestic elite  Mean  18.7  12.0  6.8  43.7 
 Std. deviation  10.3  9.1  8.7  16.6 

 Academic oligarchy  Mean  22.5  5.0  8.0  41.0 
 Std. deviation  11.9  6.7  10.4  17.8 

 Young scholars  Mean  13.5  17.8  3.8  39.6 
 Std. deviation  7.7  11.3  5.9  14.7 

 Lecturers  Mean  15.9  11.0  3.4  35.0 
 Std. deviation  10.1  9.6  6.6  16.6 

   Source : CAP survey 
 Eta2 -Teaching: 0.09; research: 0.24; administration: 0.04, total: 0.03  
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the group that also reported the shortest academic week: on average, the academic 
activities (teaching, services, research and administrative responsibilities) occupy 
only 35 h per week; compared to 44 h among the academic elite and the domestic 
elite, 41 h among the members of the academic oligarchy, and 40 h among the 
young scholars. 

 The various types of academics also differ regarding their teaching assignment. 
Table  14.2  shows which is the highest level of teaching reported by the various types 
of academics.

   Forty-seven percent of the members of the international elite reported teaching 
responsibilities at the doctoral level, and 27 % teach at least in the master’s pro-
grams. On the other hand, only 1 % of the members of the academic oligarchy 
reported teaching responsibilities in doctoral programs, while 84 % of these aca-
demics are solely devoted to teaching in bachelor programs. Among the young 
scholars, 30 % have responsibilities at the doctoral level, and another 14 % have 
teaching responsibilities at the master’s programs. Among the lecturers, 88 % have 
their teaching responsibilities confi ned to bachelor programs. 

 As one might expect, the types differ in the extent to which they appreciate 
teaching and research activities. When asked how they balance their preferences 
between teaching and research, their responses differ similarly, as Table  14.3  shows, 
as those reported above.

   While 83 % of the member of the international elite reported their interest was 
either in research solely, or at least leaning towards research, among the members 
of the academic oligarchy the proportion of similar answers was only 22 %. While 
only 23 % of the young scholars declared to lean towards teaching, 61 % of the 
lecturers gave the same answer. Thus, far from there being a shared idealized 
model of the university, it seems that the values and characteristics that are usu-
ally attributed to the American research university are at the centre of the disputes 
inside the academic profession in Latin America. Most of the academics in the 
region, among senior and junior staff, still see teaching as their primary role. As 
we will see in the next section, the typology described above also uncovers rele-
vant dissents in other areas, among the academics from public universities in 
Latin America.  

   Table 14.2    Highest level of teaching responsibilities by academics of the various profi les in 
Argentina, Brazil and Mexico 2007 (percentage)   

 Highest level 
of teaching 

 Academic profi le 

 Total 
 International 
elite 

 Domestic 
elite 

 Academic 
oligarchy 

 Young 
scholars  Lecturer 

 Doctorate  46.8 %  14.5 %  0.6 %  30.3 %  2.3 %  16.5 % 
 Master  27.1 %  27.7 %  14.9 %  14.3 %  10.2 %  19.2 % 
 Undergraduate  26.1 %  57.8 %  84.5 %  55.4 %  87.6 %  64.3 % 

   Source : CAP Survey 
 Chi square test: 1012.3, df:8, sig. 0.000  
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14.4     Values Toward the Academic Profession and Attitudes 
Toward the Reforms and New Social Dynamics 
of Higher Education in the Region 

 In the last few decades, Latin American universities have been shattered by the 
same winds of change that have been present in other regions. Globalization, mas-
sifi cation are global trends, all present in the region. And, as the general social 
environment has changed, so also has the general regulatory frameworks under 
which these universities operate changed. Since about 1990, public higher educa-
tion in almost all the countries of Latin America has had to deal with a much more 
intrusive central government, sustained an external agenda of reforms that usually 
includes the enforcement of quality assurance programs, experienced a radical 
expansion of undergraduate enrolments, and fi nally the science policies have tended 
to become more competitive with a stronger emphasis on the social and economic 
relevance of the research outputs. 

 As one would expect, the ways Latin-American academics assess the overall 
environment of their institutions vary to some extent according to their profi le. 
As Table  14.4 . shows, the members of the academic oligarchy seem to be the most 
comfortable with the internal governance. When asked if they perceive a strong 
emphasis in the institution’s mission, academics in junior positions tend to show 
more distrust than those in higher ranks, but among the academics of higher rank, it 
is the academic oligarchy that seems more confi dent with the way their institutions 
are conducted. Also, it is among these academics where one fi nds the highest 

   Table 14.3    Preferences in research and teaching by academics of the various profi les in Argentina, 
Brazil and Mexico 2007 (percentage)   

 Preferences 

 Academic profi le 

 Total 
 International 
elite 

 Domestic 
elite 

 Academic 
oligarchy 

 Young 
scholars  Lecturers 

 Primarily 
in teaching 

 0.9 %  6.5 %  29.4 %  1.1 %  13.6 %  13.9 % 

 In both, but 
leaning towards 
teaching 

 16.0 %  39.0 %  48.2 %  22.0 %  47.9 %  36.7 % 

 In both, but 
leaning towards 
research 

 67.2 %  48.3 %  20.4 %  63.4 %  33.6 %  41.9 % 

 Primarily 
in research 

 16.0 %  6.2 %  2.0 %  13.4 %  4.9 %  7.4 % 

 Total  701  600  1,173  350  3,271 

   Source : CAP survey 
 Question: Do your interests lie primarily in teaching or in research? 
 Chi square test: 939.5, df:12, sig. 0.000  
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 proportion of disagreement with the statement that the university has “a  cumbersome 
administrative process”. Of the total, 18 % of the members of the academic  oligarchy 
strongly disagree with this statement, and only 19 % totally agree, compared to 8 % 
and 28 % respectively, for the other groups.

   When asked additionally, if they feel that they are kept informed about what is 
going on in their universities, the higher ranks tend to give more positive answers, 
but among the lower ranks it is among the young scholars that the negative evalua-
tions are more frequent. Academics in lower ranks tend also to be more critical 
regarding the degree of support academic freedom receives from the university’s 
administration. Finally, the young scholars and the international elite are more skep-
tical about opening more space for student participation in the university’s gover-
nance than the other academics (see Table  14.5 ). This is a relevant pattern of 
opposition, if one considers the widespread experience with democratic governance 
in Latin America, where students have an active role in electing the universities’ 
high administrative offi cers.

   One can thus describe the Latin American academic profession as a layered pro-
fession, where old profi les compatible with different university models are crammed 
together with new profi les that are generating the recent changes in university 
dynamics. Different professional profi les, with diverse commitments over what 
should be the core of the academic responsibility and values, share the same institu-
tion and are ruled by the same institutional regulations. But they don’t share the 
same professional trajectory or the same aspirations. They compete over what is to 
be understood as a good scholar. 

   Table 14.4    Perception of their institution’s environment by academics of the various profi les in 
Argentina, Brazil and Mexico 2007 (arithmetic mean a )   

 Academic profi le 

 A strong 
emphasis on 
the institution’s 
mission 

 A cumbersome 
administrative 
process 

 A supportive attitude 
of administrative 
staff towards 
teaching activities 

 International elite  Mean  2.4  2.5  3.1 
 Std. deviation  1.3  1.28  1.2 

 Domestic elite  Mean  2.3  2.5  3.0 
 Std. deviation  1.1  1.3  1.2 

 Academic 
oligarchy 

 Mean  2.2  3.0  2.8 
 Std. deviation  1.2  1.3  1.3 

 Young scholars  Mean  2.7  2.3  3.1 
 Std. deviation  1.3  1.1  1.2 

 Lecturers  Mean  2.6  2.5  3.0 
 Std. deviation  1.3  1.2  1.2 

   Source : CAP survey 
 ANOVA test indicates differences signifi cant for α < 0.000 
  a On a scale from 1 = Very much present to 5 = Not at all present  
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 This situation is an important clue for understanding the strength and longevity 
of the old-fashioned formulas regarding university governance in Latin America. It 
is probable that a weak central administration and strong autonomy for the faculties 
and institutes is necessary in order to accommodate the tensions arising from these 
differences in profi les and values. For the academics with a stronger commitment to 
research, the strong politicization of the university’s environment could be a source 
of considerable strain. It is not because of the strong isolation in which research 
oriented micro-environments are kept. In another study focusing on academics from 
the most active research centers in Latin America (Schwartzman  2008 ), it is possi-
ble to see that a characteristic common to all research groups affi liated to large 
universities is the construction of barriers which isolate the group from the larger 
institution, giving them a large margin of autonomy against the regulations and 
decisions emanating from the central authority. For these academics, typically, the 
university appears as an external entity, frequently an obstacle and, sometimes, even 
a threat to the group’s survival and work. It is the institute or center which consti-
tutes the basic institutional reference for these academics. For the academics inter-
viewed on that occasion, it was these centers, laboratories or institutes that were the 
focus of their academic life and, at the same time, were an institutional space acces-
sible for collegiate participation. These qualities are intensely appreciated by the 
researchers. They create powerful incentives for the academics adhering to a 
 common project to preserve these micro-environments. In some measure, the exis-
tence of these semi-autonomous micro-environments cushions the research-oriented 
academics and their teams from any dis-functionality present in the larger univer-
sity. As explained by one of the respondents:

   Table 14.5    Various views of their institution’s governance by academics of the various profi les in 
Argentina, Brazil and Mexico 2007 (arithmetic mean a )   

 Academic 
profi le 

 I am kept 
informed about 
what is going on 
at this institution 

 The administration 
supports academic 
freedom 

 Students should have 
a stronger voice in 
determining policy 
that affects them 

 International 
elite 

 Mean  3.0  2.1  3.1 
 Std. deviation  1.2  1.1  1.2 

 Domestic elite  Mean  2.8  2.0  2.9 
 Std. deviation  1.3  1.1  1.2 

 Academic 
olicarchy 

 Mean  3.0  1.9  2.8 
 Std. deviation  1.3  1.1  1.2 

 Young 
Scholars 

 Mean  2.4  2.3  3.2 
 Std. deviation  1.1  1.1  1.2 

 Teachers  Mean  2.6  2.5  2.9 
 Std. deviation  1.2  1.1  1.2 

   Source : CAP survey 
 ANOVA test indicates differences signifi cant for α < 0.000 
  a On a scale from 1 = Strongly agree to 5 = Strongly disagree  
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  Yes, I have to speak very well of the institute… if you noticed, it was even diffi cult for me 
to fi nd problems within UNAM (National University of Mexico). Apart from the structural 
inconveniences, it was diffi cult to defi ne the problematic areas. Largely it is because I am at 
the Institute of Biotechnology. (cited by Balbachevsky  2008 , p. 38) 

 But if this is true for the more research oriented academics, it is also true for the 
academics holding less commitment to research. For them, a university composed 
by loosely coupled schools and institutes creates a pattern of governance that tends 
to diffuse pressures for better performance both in teaching and research, coming 
from the government and other regulatory bodies. In a word, this old fashioned pat-
tern of governance is comfortable for all types of academics and tends to be strongly 
supported by relevant constituencies inside the university. 

 Probably this is the reason for the strong limits faced by all reforms in higher 
education and science policies in Latin America. Research policy instruments have 
usually changed from the classic blind-delegation format toward the contract mode 
(Braun  2003 , p. 315), 5  with the adoption of new instruments directed to increase 
social and economic relevance of science. The reforms in science policy have 
always averted any stronger interaction with the universities as a whole, shying 
away from any sustained effort to “change the ‘institutional embeddedness’ of sci-
entists in order to avoid moral hazards and to increase the social responsiveness 
of scientists”. The issue that arises from the present situation is how long it is still 
possible to  preserve the shaky contract that until the present has preserved the Latin-
America university without jeopardizing its capabilities for answering the new roles 
all universities are called to play in the knowledge society.     
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