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ABSTRACT
The overall purpose of this study has been to examine how
international patterns of neo-liberalism and rationalization have contributed
to changes in higher education policy in Norway in the 1990s and explore
how these changes have been experienced and enacted among faculty and
students in different fields and institutions. The study is informed by several
social science theories, particularly Max Weber's ideas of rationalization and
modem extensions of this theory to modem phenomena, neo-liberal political
theory, process theories of professionalization, and postmodem perspectives
emphasizing the role of consumers and consumption in contemporary
society. Empirically, the study is based on a stmctured qualitative research
design. Data collection methods consisted of interviews with faculty and
students and analysis of public policy texts.
The main conclusion in the study is that two contradictory forces
influence Norwegian higher education: rationalization processes emphasizing
efficiency, control, standardization and predictability, and an increasing
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dominance of neo-liberal market ideology in public administration requiring
more room for ambitious institutions to develop new capacities and engage in
entrepreneurial activities. The study suggests that Norway is struggling to
find a "third way" in the space between these two forces, but that social
democratic rationalization processes and state dependence still dominate
higher education in Norway.
The structure of faculty work is changing, but contrary to the
development in many other countries Norwegian faculty are more concerned
about being increasingly managed than pressured to engage in
entrepreneurial activities. Reduced professional autonomy and increased
intensification of academic work have resulted in rational organizational
behavior in which faculty pursue their individual goals and implement
pragmatic coping strategies to reach calulated rewards.
Norwegian students are becoming increasingly consumer-driven actors
concerned with freedom in pursuing their academic interests, flexibility and
useful education. They are generally very satisfied with their existence as
students, but are often disengaged from their studies. Being a student is for
many only one among several identities, often not the most important.

CHAPTER I INTRODUCTION
1.1 Introduction to the study
During the late 1980s and 1990s many European countries experienced
a period of dramatic change in their higher educational systems. These
changes took place at several levels: national, institutional and individual.
They are a result of partly interconnected forces, among them new political
ideologies emphasizing neo-liberal policies, planned reforms attempting to
improve the structure, content and management of universities and colleges,
and social changes such as demographic patterns that resulted in a significant
increase in student numbers. The challenges facing European higher
education are much the same as those we find in the USA: financial
stringency, demands for increased quality and efficiency, and changing
academic goals (Altbach, 1995). While there is common agreement that
higher education is changing both in the USA and in Europe, the question of
the nature and consequences of these changes is more open to debate
(Bleiklie,1996).
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The aim of this dissertation is to describe and analyze general changes
in Norwegian higher education at the national level and explore how faculty
and students at the institutional and individual levels not only respond to
these changes but contribute to the changes themselves. Rationalization,
intensification and consumption are three concepts which briefly capture the
essence of changes in policy and practice among faculty and students.
One main impetus behind this study is an academic interest stemming
from my graduate work as a doctoral student in the US. I was intrigued by
American studies of the relationship between political and economic changes
at the global and national level and changes in the nature of academic work
(Slaughter and Leslie, 1997; Rhoades, 1998; Slaughter and Rhoades, 1997;
Clark 1995). As a Norwegian I wanted to explore the extent to which these
changes were taking place in my country, and what forces were shaping
them.
Another motivation behind my choice of a topic is that after working
several years as an administrator in Norwegian higher education, I changed
to a more academic position in 1994.1 was soon struck by the discrepancy
between what I regarded as good intentions behind planned policy reforms in
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higher education and responses and experiences among faculty. This is not a
unique insight. Hargreaves (1994), for example, discusses how wellintended policy goals are often resisted and reversed in Canadian education.
Moreover, in 1997 I started to teach at a local college and work as an
external examiner at a university. I then met a student population that I felt
was very different from the student generation to which I belonged. They
undoubtedly studied less, they were concerned with many activities other
than their studies, and being a student seemed to be one of many (and often
not the most important) identities. I started to speculate about the extent to
which my limited perceptions of students were valid and, if so, what the
consequences might be for higher education institutions in Norway.
Thus, a combination of personal experiences and important research
on the relationship between global and structural forces and change in higher
education in other countries led me to ask whether Norwegian higher
education was changing in ways similar to what was described in
international literature, what the nature of the changes were, and how the
changes were responded to and enacted among faculty and students.
The significance of this study is discussed in section 1.6. Here I will
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briefly mention three ways in which this study tries to complement other
research in this field. First, this study focuses on the Norwegian experience.
In their book on academic capitalism. Slaughter and Leslie (1997) indicate
that the greatest weakness in that work is the lack of comparable studies
outside the USA, England, Canada and Australia. A study of changes in
higher education in a small social democratic country with a fairly solid
economy offers a stronger test of the theories suggested by Slaughter and
Leslie of how neo-liberal policies and the global economy influence higher
education, faculty work and student perceptions and behavior. Second, this
study compares changes in both the university and college sector. As
indicated by Rhoades (1998) and Trowler (1998), most studies so far
concentrate on elite institutions and neglect lower status institutions,
disciplines and individuals. Third, my study includes student and faculty
perceptions and behavior. Generally, few studies discuss students' reactions
to the changes in higher education; even fewer examine how students
contribute to these changes, for instance, in the way they adopt consumer
attitudes and enact consumer behavior in regard to faculty and educational
institutions (Ritzer, 1998a; Baudrillard, 1983).
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1.2 Background and statement of the problem
The ideological, social, political and economic changes that have
occurred in Norwegian society provide the background of this study. From
1945 to the present, the country has gradually changed from a society defined
by economic growth, a growing welfare state, ideological and social
homogeneity, nearly full employment, a strong belief in an active state and
political stability, to a society characterized by economic recession, the
culmination of the development of the welfare state, a revitalization of the
political right, political destabilization and increased marketization and
internationalization (Danielsen, Dyrvik, Grenlie, Helle & Hovland, 1991).
Internationally, Norway became part of a general ideological movement
demonstrating a critical attitude to the Western European welfare states. This
neo-liberal ideology emphasized market-solutions to economic and social
problems, modem management, flexibility and privatization. In Norway, the
neo-liberal ideology became the basis for attempts to modernize the state and
the introduction of New Public Management to renew the traditional public
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administration.
Any study of higher education in Norway must bear in mind the close
relationship between the state and higher education. Formally, and at least
until recently, Norway is definitely located very close to state authority in
Clark's (1983) triangular description of a national higher educational system
coordinated by either the state, the academic oligarchy or the market. This
means that to understand the background of changes in higher education in
this country one must consider how general political, economic and
ideological changes at the state level are translated into new ways of
financing, organizing and managing public agencies. From one point of view
then, higher education is changing primarily because universities and
colleges are formally part of public administration and exposed to the same
reforms as other public agencies (Bleiklie, 1996).
Moreover, several specific reforms have been introduced to modernize
higher education. Many of these reforms, among them a new law of higher
education, institutional reorganization in the college sector, and national
integration of higher educational instituions through the so-called Network
Norway, will be described and analyzed in chapter four against the
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background of ideological and economic changes in Norway in recent years.
In addition to these conscious political reforms, there are more general
processes of change that affect higher education. The most important of these
are the demographic changes which have resulted in the rapid growth in
student numbers (Bleiklie, 1996). The student population has increased 50%
since 1987. Important structural changes have also occurred, for instance, an
increased separation of research from teaching as applied commercial
research units have been established outside the universities and colleges.
The main questions are: what is the nature of these changes, how do
they manifest themselves in higher education at the national level, and what
are the implications of the changes, if any, for the institutions and for faculty
and students? At the national level, a first interesting question is what
happens to the higher educational system when international neo-liberal
ideologies emphasizing efficiency, management and privatization encounter a
traditional social democratic society characterized by a strong state,
bureaucratic organizations, rule governance and traditional democratic values
like equality and cooperation between different political parties and between
public agencies and private enteprises.
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At the institutional and individual level, neo-Iiberal ideology and
modernization attempts must contends with strong professions and loosely
coupled organizations. A second question arises: what are the responses
among faculty to these changes and in what ways do they contribute to the
changes themselves: What happens when neo-Iiberal conceptions of
universities and colleges as corporations confront traditional, if not universal,
conceptions among faculty of the same institutions as autonomous cultural
institutions?
Guy Neave (1995) has written an article in the European Journal of
Education called On Living in Interesting Times- higher education in
Western Europe 1985-1995. While Neave mainly writes about central
Europe, the same expression might be applied to a Norwegian context and
the time frame extended to the late 1990s. There is increased interest in the
importance of higher education and research for the economic fiiture of
Norwegian society among politicians and the public in general. There is also
a growing awareness among faculty that ideological, structural and
organizational changes and reforms in higher education have important
consequences for their teaching, research and administrative duties (Bleiklie,
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1996 ).

Students, too, have become a topic for public debates about higher
education. Serious questions are being raised about their contribution to the
educational process itself, their work ethic and whether they are really
concerned about their education or only their credentials.
Apple (1998) suggests that underpinning the neo-liberal position is a
vision of students as consumers and human capital. A third question in this
study is, then, to what degree Norwegian students are adopting the same
consumer attitudes and behavior towards their educational institutions that
traditionally consumptive societies do, as we find for instance in the United
States (Levine, 1993).
In sum, the background for this study is found in political and
economic changes both globally and in the Norwegian society. The focus of
the study is on the implications of these changes and conscious political
reforms for higher education at the national, institutional and individual level.
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1.3 Purpose of the study and research questions
The general purpose of this study is to explore how international
patterns of neo-liberalism and rationalization contribute to changes in higher
education policy in Norway in the 1990s and examine how these changes are
experienced and enacted among faculty and students in different institutions
and fields.
The concept of neo-liberalism, the combination of traditional liberal
values, monetarism and privatization, will be discussed in chapter four.
Rationalization, Max Weber's main concept to describe and analyze the
development of modem capitalism, is the theoretical point of departure for
describing changes in higher education at the national, institutional and
individual level. Weber's theory will be discussed in the next section in this
chapter.
Three research questions follow from the purpose statement and guide
the flirther identification, definition and clarification of the aims of this study:
- to what extent has Norway adopted neo-liberal policies in higher education
the 1990s?
- how do faculty in Norwegian higher education interpret, experience and
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enact the policy shifts of the 1990s?
- what part do students play in advancing a consumption and consumer
oriented perspective in educational practice and how do they interpret and
experience the policy shifts of the 1990s?
These three questions are suggested as preliminary research questions,
not as hypotheses or propositions to be tested. As questions they are open to
refinement and specification during the study, an assumption consistent with
the emerging qualitative research design that is applied in this study
(Creswell,I994).

1.4 Conceptual framework
1.4.1 General approach
The purpose statement in this study suggests a three-level model of
educational change: national, organizational and individual. It builds on
Clark (1983), who distinguishes between three layers of authority in relation
to higher education: the superstructure (national and state governments),
middle structure (university or college in its entirety), and understructure
(school or department). It modifies Clark by also concentrating on the

individual level.
This separation of educational changes into layers is an ordering tool.
As Parker and Jary (1995) suggest in their study of British higher education,
the layers are in practice mutually constitutive and interconnected. Although
external structures influence and put pressures on individual actors, these
structures are themselves established, enacted and continued through the
active work of individuals. We are here touching upon the central theoretical
macro-micro problem in the social sciences. Several theories, especially
sociological theories, offer a number of explanations of changes in higher
education and how individuals like faculty and students are affected by
them. Many of these theories, like structural functionalism and conflict
theories, have traditionally been applied to studies of the educational system
and institutions, while other theories, like symbolic interactionism, have been
regarded as most helpful in analyzing individuals. Several social theorists
suggest that the most challenging problem in social science today is how to
deal in an adequate manner with the relationship between social activity and
social context (Ritzer, 1992; Collins, 1988; Layder, 1994 ), Thus, instead of
choosing between largescale macro theories and small- scale micro theories.
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the most interesting approaches today are the ones trying to integrate the two
sets of theories. That is what I am attempting in this study.
One of the most ambitious of these integrative theories is Giddens'
(1984) structuration theory. In his terms; "The basic domain of the study of
the social sciences, according to the theory of structuration, is neither the
experience of the individual actor, nor the existence of any form of societal
totality, but social practices ordered across time and space (Giddens, 1984,
p.2). With its focus on social practices, the theory conceives of agency and
structure not as a dualism, but as what Giddens calls a duality; that is, the
view that social structure is used by active agents, and in using the properties
of the structure, the actors transform or reproduce that same structure.
Structure for Giddens is therefore nothing external to the actors, but rules
("generalizable procedures" or techniques) and resources (facilities like
organizational capacity or material features) that actors use in interaction
contexts that extend across space and over time (Turner, 1998).
In his discussion of social science theories. Turner describes Giddens'
structuration " theory" as a cluster of sensitizing concepts linked together
discursively rather than a formal social science theory. In my study Giddens'
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approach might well be described as a social ontology defining what to look
for in the social world rather than specific propositions to be tested. In
addition to the general framework it offers, the main value of Giddens'
structuration " theory" for this study is its insistence on the ability of actors to
make a difference in the social world. By an agent, Giddens means an actor
with power to make a choice and transform structure. While emphasizing
both the constraining and enabling elements of structure, Giddens is, as
Ritzer (1992) maintains, careftil to avoid Weber's iron-cage imagery of
rationalization processes where actors lose control of external structural
phenomena . For my purpose, the implication of this approach is that I
emphasize the role of faculty and students as important actors in the study of
rationalization processes and policy reforms in higher education. This is a
perspective which is consistent with the view Trowler (1998) adopts in his
study of academics' responses to academic change in Great Britain. He
criticizes the somewhat passive model of academics found in many classic
sociological studies of higher education. He finds this passive model strange
given the considerable autonomy and power academics still have.
1 have, in addition, found it useful to adopt postmodernism as a
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conceptual framework:, particularly in the study of students. From this
perspective, higher educational institutions can be studied as a means of
consumption that students approach in the same way as they approach other
such forms of consumption as entertainment, sports and supermarkets
(Ritzer, 1998a).The postmodern perspective is described in section 1.4.6.

1.4.2 Paradigms, theories and perspectives
In their discussion of competing paradigms in qualitative research,
Guba and Lincoln (1998) suggest that "no inquirer, we maintain, ought to go
about the business of inquiry without being clear about just what paradigm
informs and guides his or her approach" ( p. 218). They define a paradigm as
the basic belief system or world view which guides the researcher in
ontological, epistemological and methodological questions. They present four
paradigmatic positions: positivism, post-positivism, critical theory* and
constructivism. Their ideal is that a researcher identifies with one of these
paradigms and sticks to it throughout a study or research project.
It is an open question, however, whether it is realistic to assume that
we should view "reality" as either an objective entity, which is the
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ontological position in positivist paradigms, or as socially constructed,
which is the position in most constructivist thinking. It is probably more
worthwhile to assume that the same ontological, epistemological and to a
certain extent methodological assumptions are not valid in relation to all sets
of problem statements, research procedures and modes of analysis. A more
balanced view suggests that doing research is different from thinking about
it.
The present study is not framed within a particular paradigm. The
purpose statement and the three research questions, require a broad approach
where several relevant perspectives will be used to inform the study in
addition to the general framework suggested by Giddens' structuration
"theory."
I deliberately use the concept "perspective" instead of "theory" in this
study. While most social scientists agree that theories seek to explain how
and why social processes happen, they soon disagree when we move beyond
this general position. Kerlinger's (1979) classic definition of theory as "a set
of interrelated constructs (variables), definitions, and propositions that
present a systematic of phenomena by specifying relations among variables.
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with the purpose of explaining natural phenomena"(p. 64), is not indicative
of most of what is labeled as theory in the social sciences. What we often
find instead are abstract statements, inadequately defined concepts and a few
vague and loosely connected and untestable propositions (Turner, 1998).
Instead the concept perspective suggests particular ways of looking at various
features of the social world and interpreting social events.
This study then is informed by several perspectives from the social
sciences. In describing the general changes in modem society, I begin by
discussing Max Weber's ideas of rationalization. Then follows a review of
McDonaldization, which is a contemporary extension of Weber's thoughts
in the analysis of modem world phenomena like fast food restaurants, credit
cards, tourism and,also, universities .
These two perspectives form the background for an overview of neoliberal political economy and the ideas behind the New Public Management
conception of public administration. I use these two conceptual frameworks
to describe and analyze changes in Norwegian higher education at the
national level.
At the organizational and individual level I find ideas about
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professionalization useful to describe and analyze how faculty experience,
respond to and enact changes in higher education. Also, I have chosen to
use a postmodern perspective emphasizing the role of consumption and
consumers in postmodern society in trying to describe and analyze the role of
students, both as respondents and active agents in relation to the changeprocesses in higher education.
In the following section, I will give a brief overview of some of these
perspectives which form the framework that informs the purpose statement,
research questions, methodological approach and mode of analysis in this
study. Several of these perspectives are also presented and applied in many of
the books and articles I discuss in the chapter on research context, for
instance Slaughter and Leslie (1997), Rhoades (1998), Ritzer (1993 ),
Labaree (1997) and Parker and Jary (1995).

1.4.3 Rationalization and McDonaldization of societv
One theoretical starting point for a description and analysis of macro
changes in higher education in Norway and the forces behind them is Max
Weber's (1921/1968) ideas about the rationalization of capitalistic societies.
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At a general level, rationalization is Weber's main concept for describing and
analyzing the development of modem capitalism. For Weber, rationalization
involves:
- the organization of economic institutions by bureaucratic means and the
calculation of profit by systematic accounting procedures
- in politics, the decline of the charismatic leader and the development of
the party machine
- the decline of individual research and innovation and the development of
research technicians and science as a vocation in higher education and
research
- the general spread of bureaucracy as an organizational form, increasing
state control and administration
The essence of Weber's concept of rationalization is how many aspects
of human action become subject to government surveillance and bureaucratic
regulation, calculation, measurement and control. People are subject to an
"iron cage" of rationalized organizations and activities in capitalist society.
For instance, in Economy and Society, Weber (1921/1968) maintains:

"This whole process of rationalization in the factory and
elsewhere,and especially in the bureaucratic state machine,
parallels the centralization of the material implements of
organization in the hands of the master. Thus, discipline
inexorably takes over ever larger areas as the satisfaction of
political and economic needs is increasingly rationalized"
(p. 1156).

He distinguished between four types of rationality: practical,
theoretical, substantive and formal rationality (Brubaker, 1984). Weber was
mainly concerned with formal rationality, by which he meant the rational
calculation of means to ends, based on universal rules and regulations, and
institutionalized in macro structures like bureaucracies and capitalist
economy (Kalberg, 1980). Formal rationality is characterized by four
elements: efficiency, calculability, predictability and control. It concentrates
on quantity instead of quality, favoring predictability and stability over
creativity and experimentation by standardizing products and processes, and
by subjecting employees to regularized behavior through taylorized or
scientific management control (Wood, 1998).
Substantive rationality, on the other hand, is characterized by a value
driven effort to find the most rational means toward an end. The central

element in this definition is the focus on how ultimate goals or values should
guide the choice of appropriate means. While value driven rationality and
formal rationality may coexist, they may also come into conflict with each
other. Brubaker (1984), for instance, sees a clear conflict between these two
forms of rationality since formal rationality is indifferent to the social values
that are central to substantive rationality. Weber's concern was that formal
rationality would dominate the other types of rationality, and he was
especially disturbed by how the iron cage of rationality would dominate ever
more sectors of society as people internalized the instrumental conception of
rationality. Webers "research question" then became: What happens in a
society where concern with social goals or ultimate ends is driven out by a
concern for focus of finding the right means or instruments or, even, when
the means become new goals in themselves?
Like Weber another German thinker, Karl Mannheim (1935/40), was
also concerned about describing rationalization processes. He too made a
distinction between two types of rationality, substantial and functional. Even
if Mannheim was primarily interested in discussing rationality at the
individual level and defined both types of rationality as individual thinking
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and action, his concept of functional rationality, defined as series of actions
organized in such a way that it leads to a previously defined goal, comes
close to Weber's concept of formal rationality.
Mannheim also worried about the negative effects of the instrumental
type of rationality (or functional rationality) on substantive rationality. He

argued that these negative effects were results of industrialization processes
and described the spread of functional rationality:
"The more industrialized a society is and the more advanced its
division of labor and organization, the greater will be the number
of spheres of human activity which will be functionally rational
and hence also calculable in advance. Whereas the individual in earlier
societies acted only occasionally and in limited spheres in a
functionally rational manner, in contemporary he is compelled to act in
this way in more and more spheres in life" (1935/1940, p. 55).
There are several similarities between Weber and Mannheim. Both
suggested that over time formal/functional rationality would dominate over
substantive rationality and that this domination would have negative effects;
for Weber, on human values, for Mannheim, by a loss of ideologies and
Utopian ideas. While both were concerned with the "disenchantment of the

world," Mannheim lacked Weber's sense that macro structures like
bureaucracies might be the source of such disenchantment.
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How relevant are these ideas for understanding contemporary society
and especially the relationship between social structure and work? Daniel
Bell (1973) is another theorist who is concerned with this question in his
description of the development of modem societies. In discussing the
development from industrial to postindustrial society, he describes how
changes in what he calls social structure (for instance, economy, science and
education) influence other parts of society, like the polity and culture. Bell
argues that the change from industrial to postindustrial society involves:
- a transition from the production of goods to services
- increasing domination of professional work
- the rise of theoretical and especially scientific knowledge
- increased assessment and control of technology and its impact
- increase in new "intellectual technology" like information theory, game
theory and utility theory
In building on these ideas. Bell later focuses on the relationship
between the three realms of society: social structure, polity and culture. He
discusses what he sees as a conflict between the techno-economic realm and
the cultural realm:
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"What I find striking today is the radical disjunction between
the social structure and the culture. The former is ruled by an
economic principle of efficiency and functional rationality, the
organization of production through the ordering of things,
including men as things. The latter is prodigal, promiscuous;
dominated by an anti-rational, anti-intellectual temper in which
self is taken as the measure of aesthetic worth of experience"
(1976, p. 37).
Bell's thesis might also be read as an extension of Weber's thoughts
about how the growth of industrialism and the rise of capitalism were
dependent on an increasing application of rational calculation and therefore a
part of the rationalization process.
Harry Braverman's (1974) labor process perspective should be
mentioned in this connection because it deals with the relationship between
the political economy of a society and the organization and content of work,
a topic not discussed by Bell. Braverman's main thesis is that rationalization
and the pursuit of capitalist interest have led to a de-skilling and routinization
of work. He suggests that the processes of de-skilling and degradation are
primarily a result of extreme excesses of scientific management and the
separation of the conception of work from its execution of it. Braverman
suggests that all employees increasingly find themselves in the same position
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and that the lines between white collar and blue collar workers are becoming
unclear (Watson, 1995).
Finally, Ritzer's thesis of McDonaldization (1993; 1998a, 1998b)
attests to the current value of Weber's ideas by suggesting that fast food
restaurants and other modem phenomena have replaced bureaucracy as the
ultimate example of a rational structure. By McDonaldization, Ritzer (1993 )
refers to "the process by which the principles of the fast food restaurant are
coming to dominate more and more sectors of American society as well as
the rest of the world" (p.l). McDonaldization is Ritzer's synonym for
rationalization, and may be specified in terms of five basic dimensions:

- calculability. McDonaldization involves an emphasis on things that can be
counted or quantified. In the fast food sector, Ritzer points to the emphasis
on quantity in names like Big Mac, super-size fries etc. The interesting thing
about all the emphasis on quantity is the corresponding lack of interest in
quality and sometimes the misunderstanding that quality is equal to large
quantities of things.
-efficiency. Efficiency usually means the choice of the best possible means to
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a given end. In modem society most of the best possible means to different
ends have been discovered already and are institutionalized in different
settings, written into rules and regulations or socialized into new employees,
-predictability. This concept points to the fact that people in a rational society
want to know what to expect in all settings at all times. They want, according
to Ritzer, as few surprises as possible. Discipline, systematization,
formalization, routines and standardization are central elements in securing
predictability in, for example, car production, hotel operations and indeed a
visit to McDonald's
-control. Ritzer often uses the expression "the replacement of human by nonhuman technology" to describe this dimension of the modem rationalization
process. In most systems the greatest source of unpredictability is the people
who work there or the people who are served by the system. The concept of
technology includes not only things like machines and computer, but also
skills, knowledge, rules and techniques. Ritzer's point is that while people in
earlier times were primarily controlled by other human beings, there is now a
shift toward control by technology because it is easier, cheaper and less likely
to create conflicts between workers and managers
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- the irrationality of rationality. While the first four dimensions of the
rationalization process mentioned above are discussed by Ritzer in a critical
way, he is also aware of their potential advantages. The concept "the
irrationality of rationality" however deals with the costs associated with
rationalization:
"Rational systems seem inevitably to spawn a series of
irrationalities that serve to limit, ultimately compromise, and
perhaps even undermine rationality. The major example of such an
irrationality is the dehumanization often associated with highly
rationalized systems. Dehumanization causes a series of personal
troubles for people, most notably difficulty in finding meaning
in their lives. More generally, rationalization leads to what Weber
termed the "iron cage" of rationalization. That is, we are
increasingly trapped in rationalized structures like bureaucracies and
fast food restaurants from which there is less and less possibility of
escape"
( 1995, p. 134 ).
With this theoretical framework as background, Ritzer goes on to
study rationalization processes in many realms of modem life in several of
his books. While he is using McDonald's as the main paradigm for
contemporary rationalization, he extends his analysis to such phenomena as
credit cards, tourism, higher education and the entertainment industry. His
analysis is from a modem point of view, applying a grand narrative
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( McDonaldization) to describe rationalization in many different locations
and situations. There is however a change in Ritzer's approach in later works,
due to what he calls "a dramatic change in my theoretical orientation"
( 1998a, p. 1). The change is mainly an attempt to utilize postmodern theory
as a theoretical tool to analyze the same phenomena as earlier (for example
credit cards, fast food restaurants and universities), but this time not as
examples of rationalization, but as what he calls "means of consumption."
This approach is primarily complementary to his modernist analysis, and he
still maintains that McDonaldization will dominate modem society and
"triumph over the irrationalities of postmodemity."
Both Ritzer's modem and postmodern approach inform this study. In
several ways Ritzer extends some of the frameworks discussed earlier in this
chapter. While Bell, for example, describes the coming of postindustrial
society, Ritzer (many years later) correctly points to the fact that the blue
collar and service occupations do not disappear nor do we find less emphasis
on bureaucratization and management. And while there are many similarities
between Braverman's labor process analysis and Ritzer's analysis of
McDonaldization, Ritzer, contrary to Braverman, suggests several ways that
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employees and customers might resist the process of rationalization ( Wood,
1998).
The main value of Ritzer's modem analysis in relation to our study,
however, is the elaboration and specification of the different dimensions of
the rationalization processes which might serve as a guide for empirical
research of rationalization processes in higher education. From his
postmodern perspective, the most valuable contribution is his emphasis on
the role of consumption in modem society and how consumers contribute to
the rationalization processes. This aspect of Ritzer's work is discussed later
in this chapter.
In sum, Weber's theory of rationalization- the increasing domination
of means-ends rationality into more spheres of life-and Ritzer's
"modemization" of Weber's theory by applying it to contemporary
phenomena, form the general framework and theoretical point of departure
for the present study. However, this study is also informed by the framework
suggested by Giddens' structuration theory. While both Ritzer and especially
Weber are pessimistic about the future and see individuals becoming more
constrained by the iron cage of rationality and McDonaldization, Giddens
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offers a more balanced view where there is a stronger emphasis on the many
ways actors might change social structures.
Before I give a brief description of two theoretical frameworks which
inform the study of individual responses to rationalization/McDonaldization,
I will briefly examine another macro-perspective which contributes to my
study of general changes in Norwegian higher education at the national level.

1.4.4 Neo-liberalism and New Public Management
To what extent has Norway adopted neo-liberal policies in higher
education in the 1990s? This is one of the research questions in this study.
The purpose of this section is to discuss what is meant by the concept neoliberalism. This is not an easy task because it is often difficult to distinguish
neo-liberalism as a social theory from the more ideological use of the
concept.
At least three terms are used to describe the school of thought that
developed in capitalist economies, especially Great Britain and the USA,
beginning in the mid 1970s. The terms focus on the efficiency of the market
for strengthening economic and political freedom. They are neo-
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conservatism, neo-liberalism and new right.
Neo-conservative ideology builds on principles like the value of
patriotism and nationalism, the dismantling of the welfare state, the
importance of moral authoritarianism and the restoration of the family unit,
social hierarchy and tradition (Hay, 1996). The neo-liberal ideology has
several distinctive features:
-

a minimal state limited to decisions concerning law, order and defense

( Nozick 1974), the rolling back of the welfare state and its "dependency
culture," cutting public expenditures especially in the health sector and
education
- economic liberalism, emphasizing the free market and the principles of
lassiez-faire economics
- marketization and privatization, liberating free enterprises from bonds
imposed by the state and the selling out or at least lessening state control over
public agencies
- traditional individual freedoms and rights in the private sphere and civil
society, the elimination of the concept of public good and replacing it with
individual responsibility
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- monetarism, the emphasis on the need for strict money control to stop
inflation, which more than unemployment is seen as the major problem
facing the economy
Although the neo-liberals argue for a minimal state and marketization
to maximize both economic and personal freedom, the neo-conservatives call
for an active state to reinstall traditional values and defend identity and
nationalism.
Hay describes the new right as a synthesis of neo-liberalism and neoconservatism. In discussing "Thatcherism" in British politics he suggests that
"...policies have generally been pursued as part of a neo-liberal project but
often legitimated through a populist ideology of moral authoritarianism and a
nostalgic re-imagination of'tradition' which are characteristic themes of neoconservatism" ( 1996, p. 135).
While there are several tensions between the neo-liberal emphasis on
the free economy model and the strong state ideology of the neoconservatives, such tensions have in fact not led to open ideological
confrontations, at least not in Great Britain, which is the country most
influenced by these new ideologies in Europe. H ay suggests that such
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tensions have been restricted to less crucial policy areas and Codd (1998)
maintains that "although there are obvious contradictory tensions between
these two movements, together they constitute a major force of opposition to
traditional social democratic policies of welfarism and the expansion of
citizen rights" (p. 1).
Giddens (1998) has attempted to distinguish between the two broad
categories of "social democracy" and "neo-liberalism" in his search for a
third way in British politics. The attempt is important because Giddens and
Prime Minister Tony Blair's ideas have been models for redefining the role
of the welfare state in many countries, including Norway. Giddens suggests
that classical social democracy and neo-liberalism represent two distinct
political philosophies with the following characteristics:
Table 1. Social democracy vs. Neo-liberalism
Classical social democracy:

Neoliberalism:

- pervasive state involvement in
social and economic life
- state dominance over civil society
- collectivism
- Keynesian demand management.
plus corporatism
- Confined role for markets

- minimal government
- autonomous civil society
- market flindamentalism
- economic individualism
- acceptance of inequality
- traditional nationalism
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- full employment
- strong egalitarianism
- comprehensive welfare state

- welfare state as safety net

Source: Giddens (1998)

Giddens (1998) defines the goals of the alternative to the traditional social
democracy and neo-liberalism like this:
"The overall aim of third way politics should be to help citizens pilot
their way through the major revolutions of our time: globalization,
transformations in personal life and our relations to nature. Third way
politics should take a positive attitude towards globalization- but
crucially, only as a phenomenon ranging much more widely than the
global marketplace"
(p. 64).

Giddens' project, then, is to renew the traditional social democracy by
accepting globalization on the one hand, but also to subordinate the market
forces to the state by creating a mixed economy where public and private
sector develop a kind of "synergy" of common interests.
One dimension of this neo-liberal ideology is of particular interest in
this study. In Norway, where large-scale privatization is less likely, attempts
to "modernize" public administration is part of the neo-liberal ideology and
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practical policy. In chapter four I will argue that the attempt to apply modem
management thinking to public administration is an important force behind
the policy reforms in higher education. Here I will briefly outline the main
principles behind the New Public Management ideology as a background for
the study of macro changes in Norwegian higher education.
Pollitt (1993; 1995) has identified eight principles which characterize
various attempts to modernize public administration in several countries:
1. Efficiency through reduction of public expenses and the introduction of
performance based budgets.
2. Decentralization of decisions, especially concerning the use of budgets
3. Introduction of market mechanisms both internally (management
thinking and incentives/motivation of employees) and externally
(buying and selling teaching, research and services ).
4. Differentiation of the organization structure, for instance the
establishment of separate units for external responsibilities.
5. Increased use of performance indicators, productivity-measuring and
evaluation.
6. New conditions for employment in public service, for instance, less
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lifetime employmem and increased use of part-time workers, a stronger
differentiation of wages, and working conditions based on individual
performances and productivity.
7. Differentiation between production and financing/purchase of public
services, which means that allocation from the state will be dependent upon
the public institution's turnover. Increased use of applied and contract
research will be one result of this differentiation in higher education.
8. Increased emphasis on "quality" (for instance in teaching in higher
education) and "relevance" (defined as user orientation).
The study by Ferlie, Ashburger, Fitzgerald & Pettigrew (1996)
suggests that it is possible to distinguish between at least four different
models of New Public Management. The model described here is closely
associated with the efficiency model discussed by Ferlie et al. in which the
main emphasis is on attempts to make the public sector more businesslike,
effective and consumer-oriented. The other ideal-type models described by
Ferlie were more oriented towards downsizing and decentralization,
excellence, and better public service.
New Public Management is one important way neo-liberal ideology is
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translated into practical policy reforms in public administration. What is the
relevance of this description for understanding changes in higher education?
Implied in the dimensions described by Pollitt and others (Hood, 1995;
Bleiklie, 1996) is a new concept of higher education, described by some as
the entrepreneurial or corporate university. One question I raise in this study
is to what extent Norway has adopted the neo-liberal ideology and the New
Public Management thinking described above. In chapter four I will apply
some of the dimensions mentioned by Pollitt and others to describe and
analyze changes in Norwegian higher education.

1.4.5 Professionalization theories
How do faculty respond to changes in higher education and how might
we explain these responses? This is the second of my research questions and
I am now turning to theories which are relevant when discussing the
individual level in the higher education system.
Both the purpose statement and the research design in this study are
built on an assumption that changes are really taking place at both the
structural and individual level in the higher education system. However, it
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may be too simple to assume that structural changes and planned reforms
necessarily change faculty work. In addition to the reservation about the
theoretical assumptions in postulating a dualism between structure and
agency, other perspectives, like institutional theory, argue that academic
institutions are inherently conservative and that institutional values and
professional orientations guard the core functions of the institutions
especially during periods of ideological and structural reforms (DiMaggio
and Powell, 1991).
The theoretical framework I have found most relevant to describe and
analyze faculty responses is a group of several, partly contradictory,
perspectives on professions. The focus here is not to what degree faculty
members might be defined as professionals or whether professionalism is an
ideology serving as an instrument for gaining privileges and social status
within a differentiated labor market (Larson, 1977). Instead I am interested in
concepts and theories which might help to explain how faculty respond and
contribute to changes in higher education.
Early sociological accounts described professionalization as a process
where an occupation goes through several stages before becoming a
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profession. The functionalist model of professions was mainly interested in
describing the characteristics of a profession and viewed professionaiization
as a natural result of modernization that benefits both its practitioners and the
public in general (Labaree, 1997). Professionalism, on the other hand, is
usually associated with a specific orientation to work characterized by
intrinsic rewards and performance of a task, often found in fields like
medicine and education.
Later scholars have criticized both the simple developmental model of
professionaiization and the structural-ftinctional model of the relationship
between professionals and clients.They suggests that professionaiization first
of all is characterized by professionals' collective efforts to maintain
monopolies of expertise and control over domains of professional work. In
the work of Freidson (1986) for example, the distinguishing feature of the
medical profession is its power over clients, other occupations and society at
large. Abbott (1988) also views professionaiization as a power struggle
where technical competence is exchanged for autonomy and control over
practice, resulting from informal and simple bargains between professionals,
other professionals and society.
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More recently, process theories of professional ization have extended
these theories in different directions. They suggest that professionalization is
an ongoing process where professionals are constantly engaged in struggles
to establish and defend their degrees, expertise, and legal and economic
arrangements that undergird their practice (Slaughter and Leslie, 1997).
What is emphasized in these theories is the importance of organizational,
political and economic skills to strengthen the professional interests. In their
book on academic capitalism. Slaughter and Leslie (1997) apply process
theories of professionalization to analyze how faculty engage in market or
market- like behavior to secure external money as substitution for reduced
funding from the state. Rhoades (1998), too, takes process theories of
professionalization as his point of departure when analyzing managed
professionals, but extends the theories in several directions, by concentrating
his analysis on the relationship between faculty and managers (instead of
laity/society), focusing on formal relationships like bargaining instead of
political efforts and, like Leslie and Slaughter, by extending the general
professionalization field of study to higher education.
Facult>' responses to changes in higher education might also be
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analyzed from another theoretical perspective. While process theories of
professionalization support the conventional wisdom of faculty as
professionals, even if they might be defined as managed professionals, the
intensification thesis, drawing on Marxist theories of the labor process
(Braverman, 1974; A.H. Halsey, 1992), underscores the intensification of
work, reduced autonomy in the daily work situation, more time spent on
nonprofessional activities like administration and evaluation, fragmentation
of responsibilities and tighter management control which undermine
professional values. Some sociologists have taken the intensification further
and described the intensification thesis in terms of proletarianization.
Densmore (1987), for example, describes proletarianization as "certain
tendencies in work organization and work processes under capitalism: an
increased division of labor, the separation of conception from execution of
tasks, including the tendency to routinize high level tasks, increased controls
over each step of the labor process, increased volume of work and
downgrading of skill levels" (p. 135).
In a Norwegian context it is difficult to support a thesis that faculty
members are being proletarianized, when compared to other occupational
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groups. An important distinction is made by Rhoades (1998), who argues that
professionals are being increasingly managed but still have considerable
powers of resistance.
The concepts of intensification and proletarianization are introduced
here to emphasize once more the relationship between the theories discussed
in this section and the general framework for this study, the rationalization
process discussed by Weber. For example, Ritzer and Walczak (1988) point
to this relationship in a study of the transformation of American medicine,
suggesting that "formally rational structures and institutions and their rules
and regulations are coming to exercise increasing control over physicians,
altering their character by making them more formal rational and, in turn,
contributing to deprofessionalization" (p. 4). Here I am exploring the same
issue about the relationship between macro processes like rationalization of
higher education and individual consequences for faculty.
The emphasis in this study on the relationship between rationalization
processes and faculty work does not imply that we necessarily are witnessing
a regrettable disappearance of an ideal, traditional faculty role often
associated with the Humboltian university ideal. What I am asking is whether
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there is an increasing rationalization in Norwegian higher education and how
faculty interpret and respond to this process.

1.4.6 Postmodern theory
The main theoretical perspectives presented so far focus on higher
education as a modem phenomena associated with the advancement of
formal rationality and modernization influenced by neo-liberal ideologies and
New Public Management. However, it is possible to analyze higher education
from other theoretical frameworks. This section presents some of the ideas
associated with postmodern social theory. In a later chapter I will apply this
perspective to discuss my third research question, which deals with what part
students in Norwegian higher education play in advancing a consumption and
consumer oriented perspective in educational practice and how they interpret
and experience the policy shifts of the 1990s.
There is a lot of ambiguity, hostility and controversy about
postmodernism and related terms. It is useful to distinguish between
postmodemity, postmodernism and postmodern social theory, even if
postmodern theorists themselves will reject this simple way of categorizing
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these concepts.
Postmodemity refers to a social and political epoch, that which follows
the modem period. Postmodernism is usually associated with cultural and
intellectual products like film, art and architecture. Postmodern social
theories refer to relativistic and open theories as opposed to absolute and
rational modem social theory (Ritzer, 1998a). In this study I am primarily
concerned with using a postmodern perspective to inform my third research
question. I do not discuss either postmodernism or postmodemity (for an
interesting overview of the distinction between modemity and postmodemity,
see Ritzer, 1995, pp. 168-169 and Hargreaves, 1994, pp. 60-97).
What is meant by postmodem theory and what is its relevance for this
study? While most postmodem thinkers are skeptical of attempts to give a
simple characterization, there seems to be at least some agreement as to what
postmodem theory opposes: modem society and modem social theory, the
idea that there is a single grand narrative, the separation of academic fields
and between academic fields on the one hand and other " representations"
( like poetry and fiction ) on the other, and the reasoned academic style of
writing and discussing.
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Instead of trying to define postmodern theory, I will focus on one
element of postmodern theory that is relevant for this study. In his
postmodern analysis of credit cards and several other modem phenomena,
Ritzer (1998a) labels these phenomena the "new means of consumption."
He contrasts the early capitalist economy's emphasis on controlling
production and production workers with the more advanced capitalism in
which the emphasis is on controlling consumption and the thoughts and
actions of consumers. The new means of consumption are the means that
allow people to consume goods and services. Their main objective is to
increase consumption by reducing barriers like time and space, for example
through paying by credit cards. Largely a product of American society, these
means are now being exported to the rest of the world. As examples of means
of consumption, Ritzer mentions shopping malls, theme parks, telemarketing
and tourism. In this perspective, most of the theoretical and empirical
attention is given to what we consume, what causes us to consume what we
do (for example advertising and marketing), and what the consequences are
for both consumers and the new means of consumption themselves.
What is the relevance of this dimension of postmodern theory for my
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Study? Ritzer (1998a) also discusses higher education and suggests that "the

university can be conceived of as a means of educational consumption, one
that allows students to consume educational services and eventually obtain
important "goods"-degrees and credentials" (p. 186). While the university
has many stakeholders and consumers (state authorities, professional
organizations, employers and alumni), I would here like to focus on the role
of students as consumers in higher education. Plater (1995) and Bloland
(1995) suggest that students in the United States already have adopted such a
consumer attitude or orientation toward their education as Ritzer describes
and that this orientation will have profound consequences for both higher
education in general and for teaching and the role of faculty. Plater (1995) for
instance states that
" while we may not be ready to think of students as customers,
or even as purchasers of services, they may well behave that way,
exercising choices that seem unusual to faculty who is used to
prescribe student behaviors. Many students at public universities
already walk away from courses, forfeiting tuition, to protect their
time, in the future, they may expect refunds for inadequate or
inaccurately advertised courses"
(p. 26 ).
The question 1 raise is whether Levine's (1993 ) description of American
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students also holds true in Norway;
"All they want of higher education are simple procedures, good
service, quality courses, and low costs....They are bringing to
higher education exactly the same consumer expectations that they
have for every other commercial enterprise with which they deal"
(p. 4).

Is it possible to analyze higher education from both a modem
perspective- concentrating on rationalization processes- and a postmodernfocusing on higher education as a means of consumption? Ritzer ( 1998a )
suggests that higher education is neither a modem nor postmodern
phenomenon, but a social phenomenon which might usefully be analyzed
from both perspectives simultaneously, generating different insights. I agree
with this point of view and have therefore liberally applied perspectives from
both modem and postmodem "theory" to inform this study.

1.5 Methods
The key words in the purpose statement for this study (explore,
examine, interpret) suggest that a qualitative research design is most
appropriate for answering the research questions stated in section 1.3.
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However, the research design in this study is more structured than the
inductive approach found in many qualitative studies. The empirical work is
theory driven in the sense that it is the theoretical framework discussed in this
chapter which has determined design, questions about sampling, data
collection methods, data analysis, verification and ethical considerations.
The empirical work was done at three higher educational institutions in
Norway where I used semi-structured interviews to interview 16 faculty
members and 16 students in 5 different academic fields about their responses,
experiences and enactment in relation to changes in higher education. In
addition I used academic literature and public policy texts from the 1960s
and 1980s/1990s to analyze changes in Norwegian higher education at the
national and institutional levels.

1.6 Significance
In their book on scientific inference in qualitative research. King ,
Keohane & Verba (1994) suggest that "a research program, and if possible a
specific research project, should aim to satisfy two criteria: it should deal
with a significant real-world topic and be designed to contribute, directly or

indirectly, to a specific scholarly literature" ( p. 18).
Few informed people in Norway would disagree that the changing nature
of higher education in the country, at the national, institutional and individual
levels, is an important topic. While universities and colleges in Norway
gradually developed and changed from 1945 until the 1980s, the last few years
have been characterized by an unprecedented growth in student numbers
combined with several reforms aimed at making higher educational institutions
more similar to other public agencies. From a public policy perspective, this
study contributes to knowledge about how organizations with a traditional high
degree of autonomy and legitimacy respond to public reforms. The study
addresses an implementation problem: How manageable are academic
institutions and to what degree are central authorities able to implement topdown models of reforms? Here I raise doubts about this model and the passive
model of the actor found in much of the professional literature on academic
change and implicit in the top-down model of implementation of reforms in the
public sector. Instead of taking the managerialist point of view and asking what
the necessary and sufficient criteria for successful implementation are, I
underline the power of the actors to influence the implementation process by
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using their professional power to adjust the reforms to their own interests. It is
important to focus on the actors, especially faculty and students in higher
education, for it is a system in which those on the ground level have much
power and autonomy and are the key to changes in education at all levels
(Hargreaves, 1994).
Another important reason to focus on faculty is their strangely absent
voices in the reform process in higher education in Norway. Ervik (1996)
labels the reforms "the silent revolution" and asks whether faculty silence is
the result of either support or indifference to the reforms. Hargreaves (1994)
suggests that the teachers' voices (in elementary education) are seldom heard
and are mainly presented as an echo of educational researchers' theoretical
assumptions. This study is then an attempt to take seriously and respect the
voice of faculty without romanticizing their opinions and responses or
mistaking their point of view for scientific explanations ( Silverman, 1993).
Burton Clark (1987) gives another argument for the importance of
studying faculty:
" For many reasons the academic profession ought to arouse our
curiosity and elicit serious study. It trains the members of an
increasing number of leading fields outside the
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academy,..Observers have long noted that academicians study
everything but themselves, a remarkable failing in an estate
composed of scholars and researchers devoted to the task of
assisting others to understand the social and natural phenomena
that make a difference in shaping the modem world" (p. 10).
So the study of faculty work is not only or primarily important because
it deals with the problems or opportunities of faculty. Most discussions of
faculty work, at least in Norway, concern the question of what consequences
changes in faculty work may have for the quality of education in other
professions.
Studying students is also important, not only because we have few
qualitative studies of students' opinions and experiences in general in
Norway, but also because students might be a more important factor than
previously thought in influencing both the character and development of
higher educational institutions through their attitudes and behaviors. There
are already a few signs in Norway that universities and colleges are adapting
to the consumer attitudes of students in the United States, introducing new
and more aggressive forms of marketing, and emphasizing the treatment of
students as " real" consumers by establishing formal agreements about
mutual rights and responsibilites between institutions and students.
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In addition to dealing with what King et al. call a real life topic, this
study is also intended as a contribution to a scholarly literature, in this case
literature dealing with different dimensions of change in higher education.
The main academic inspiration behind this study is several works dealing
with the relationship between structural changes at the global, national and
institutional level, and individual responses among faculty. While I use
insights from these works to inform my study, I will also try to complement
them by focusing on higher education in a small social democratic country,
by integrating the college sector and by including a study of student
responses and behavior.
I also hope to complement a small but growing body of, in my opinion
solid, Norwegian studies, primarily from Bleiklie (1994, 1995, 1996) and the
Norwegian Institute for Studies in Research and Higher education. Most of
the studies from this Institute are done with quantitative data- gathering
analysis. None of them deals with the role of students. Qualitative studies
might have far more potential for informing educational practitioners.
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1.7 Limitations and delimitations
In the following section I describe some of the general limitations and
delimitations of this study. In the methodology chapter I further discuss
limitations/delimitations in connection with the research design and the
specific procedures I have used to collect and analyze data.
The first delimitation concerns the time perspective I have used to
study changes in higher education. The emphasis in this study is on the
period from the mid 1980s to the present. Higher education in Norway has
changed over a long period of time and many of the changes discussed in this
study were well under way in many European countries before they reached
Norway. A broader comparative and historical approach would have
provided a better understanding of the background of contemporary changes,
especially the importance of earlier higher education reforms, mainly from
the 1960s.
It is also difficult in this study to evaluate the consequences, intended
or unintended, of contemporary changes and reforms. In a study of American
mergers in higher education, Millett (1976) found that it takes about ten years
to solve conflicts and tensions which arose during the merger process. Some
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of the most important reforms in higher education in Norway were
introduced in 1994-96, and the processes are still going on. It is therefore too
early to evaluate from a long-term perspective some of the general results of
the planned reform and what the consequences have been for faculty work
and student behavior and attitudes.
A third delimitation of this study is the focus on primarily the national
and individual levels when discussing changes in higher education. However,
when we analyze and explain faculty and student responses and behavior,
the institutional and departmental levels are important units of analysis. At
these levels, important decisions are made which regulate faculty work.
Especially for faculty, the department or institute is also the unit with which
they identify and in which more informal regulations and rules govern (or do
not govern) their daily work. While my main units of analysis are the
national and individual levels, I also, to a limited extent extend the analysis to
a comparison among institutions and departments when discussing faculty
and students responses and enactment in relation to macro changes.
A fourth delimitation concerns what might be labelled 'the dependent
variables" in this study. The focus is on national changes and how faculty
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and students experience and respond, both verbally and behaviorally, to
changes at the structural level (and how they contribute to theses changes
themselves ). I am not studying the different outcomes or dimensions of
faculty work, like productivity, quality of instruction or what students are
learning in higher education. But, as Plater (1995) notes, most people who
are interested in faculty work (and workloads) are less concerned about how
faculty spend their time than with finding ways to account for what students
actually leam. Nevertheless, I think it is important to ask how faculty and
students define and interpret changes in productivity, learning and quality as
a result of structural changes.
A specific delimitation concerning faculty responses is the focus on
individual responses and enactment. I do not study collective strategies that
academics might adopt in resisting or adapting to structural changes. Many
such responses may be of a collective nature, especially in Norway, where
most faculty are members of one of the two main unions organizing people
working in higher education. Faculty, then, often respond collectively to
changes in higher education, for instance through collective bargaining (see
Rhoades (1998) for a study of the negotiated terms of faculty work in the
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US ). However, I do present some of the formal regulations of faculty work,
negotiated between faculty unions and the state.
A last point is neither a limitation nor delimitation, but concerns the
relationship between the purposes of this study and the general conception of
higher education among people in Norway. For instance, most people in
Norway today would have difficulties in understanding or accepting a
statement that Norwegian faculty are being proietarianized or that there is an
intensification of faculty work. Nor has there been much talk about quality of
teaching or about what students are actually learning in higher education,
compared to discussions about accountability in the US. From an
institutionalist point of view (Heam 1992; Meyer 1977), it may be argued
that Norwegian higher education is succeeding in its role as a provider of
educational opportunity, since the value of higher education is mainly the
diploma and society's legitimation of someone as a graduate. I do not discuss
this point further in this study, but the general interest in higher education as
primarily a provider of opportunity, and the focus on obtaining diplomas, are
examined in the chapter on students as consumers.
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1.8 Organization of dissertation
In addition to this introduction, the dissertation contains six chapters.
In the next chapter I give an overview of relevant literature about changes in
higher education, faculty work and students' attitudes and behavior. The
purpose of the chapter is to present the research context of this study and
present the theoretical and empirical work this study builds on.
In chapter three I give the rationale behind the research design and
describe how the study was conducted. Chapter four is an analysis of macro
changes in Norwegian higher education, including a brief discussion of
public policy texts. Chapter five contains a description and interpretation of
findings from an empirical study of faculty work at three higher educational
institutions. Chapter six reports the findings fi*om interviews with students
about their attitudes and behavior in relation to their education. In chapter
seven I summarize the main findings in the study and conclude with a few
recommendations about higher education policy and practice in Norwegian
higher education. I also identify the need for further research.
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CHAPTER 2 LITERATURE REVIEW
2.1 Introduction
The purpose of this chapter is to present an integrated literature review
of research that is relevant to the research questions in this study. I
summarize relevant research to inform the reader of what is known about
changes in higher education in general, faculty work and student attitudes
and behavior. For establishing a historical and comparative perspective on
such research, I point to gaps or weaknesses in the existing literature, identify
the scholarship I build on in my work and show the particular contribution of
this study.
This chapter is organized in three main sections. First I discuss
research related to macro changes in higher education, mainly at the national
level. In section two I examine literature dealing with the consequences of
macro changes for faculty work. In section three I look at studies of student
expectations, attitudes and behavior. The literature discussed in these sections
is related to chapters four, five and six respectively. However, several of the
books and articles are relevant to more than one chapter.
My project deals with several sub-fields within the study of higher

education. There is an enormous amount of literature in each area, especially
about faculty work. I therefore discuss a few central works that are most
relevant in relation to the purpose statement of this study, instead of trying to
review an exhaustive list of the literature. Most of the studies I review are
from the 1990s, for most of the changes discussed in this study became
manifest then. Except for a few Norwegian studies, all the literature I discuss
is English or translated into English.

2.2 Macro changes in higher education
In their book on academic capitalism. Slaughter and Leslie (1997)
examine how the globalization of the political economy contributes to
changes in higher education in four countries at the national, institutional and
individual levels. Their main thesis is that the growth of global markets and
the increasing emphasis on supply-side economics have restructured
academic work and led to what they call academic capitalism, defined as
" institutional and professional market or market-like efforts to secure
external monies" (p. 8 ).
Slaughter and Leslie apply several theories or fi-ameworks to explain
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the growth of academic capitalism: macro-economic theories like
neo-liberalism and post-Keynesian theory to explain changes at the global
and national level; resource dependency to account for how universities and
faculty deprived of money mainly from the state turn to markets to
compensate for loss of resources at the institutional and individual levels; and
process theories of professionalization to explain how faculty operate as
active agents and market actors to gain control over their work and income at
the individual level. Based on various primary and secondary data sets.
Slaughter and Leslie conclude that the structure of academic work has
changed. The changes concern what academics do (an increasing number of
faculty are becoming state subsidized entrepreneurs), how they spend their
time (more time on external activities and applied research), and how they
perceive the advantages, disadvantages and the epistemological basis of
academic capitalism which varies among faculty from different positions and
institutional and disciplinary affiliations.
In a review of several books describing changes in higher education,
Robertson (1998) suggests that Academic Capitalism is "the nearest we have
yet come to a modem political economy of higher education" (p. 226). I have
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used the general approach in Slaughter and Leslie's book as an important
point of departure for my own study. By general approach I mean their
macro-micro perspective which describes not only how social structures and
global forces influence and constrain individual behavior and responses, but
also how individual actors enact and contribute to the maintenance of the
same structures. Dealing with the complexity of change at different levels
requires, as Slaughter and Leslie show, that we apply a variety of theoretical
approaches and methods.
While 1 draw heavily on Slaughter and Leslie's book, I also try to
complement them, partly based on what they say of their book's limitations
/delimitations.
First, in their conclusion. Slaughter and Leslie state that three of the
four countries they studied ( USA, Australia, Great Britain and Canada)
developed research and development polices that promote academic
capitalism. However, the Canadian case shows that changes in global
economy do not necessarily lead to national educational policies promoting
academic capitalism. Slaughter and Leslie suggest that if Canada succeeds in
maintaining its current system of higher education despite pressures for
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economic rationalization, it should be studied in much greater depth. I
suggest that an even stronger test of the academic capitalism thesis would be
to study to what degree a social democratic society with a fairly strong
economy has embraced academic capitalism. Maybe it is still possible, in the
neo-Iiberal atmosphere we also find in Europe, to maintain some of the
traditional social democratic virtues like open access to higher education,
maintaining non-profitable fields in the humanities and social sciences,
pursuing research agendas governed more by curiosity than preoccupation
with generating revenues, and perhaps most important of all, maintaining a
high level of state funding of higher education and research.
Second, I include the college sector in my study. In Norway, where the
colleges play an important role as a means of regional development and
increased access to higher education, it is interesting not only to include these
institutions, but also compare colleges and universities, in terms of changes
in faculty work and student attitudes.
Third, I will also consider students in my study. We know very little
about how students respond to changes in higher education and how they
contribute to these changes. For instance, to what degree do student attitudes
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and behavior contribute to changes in faculty work? In an article in Norway's
largest newspaper in August 1998, a professor of political science accused
students of laziness, bad preparation and being concerned with grades, not
knowledge. In the discussion that followed, faculty from many different
fields voiced their views. Most agreed with this political science professor's
description. I extend this discussion by focusing on the role of students and
on their attitudes, responses to and enactment of changes in higher education.
The themes in Academic Capitalism are followed up by Rhoades and
Slaughter in an article in Social Text (1997). They discuss how structural
patterns of capitalism and supply-side policies change higher education,
evident in increased use of part-timers, tighter management of faculty, an
emphasis on entrepreneurial activities, and a more commodified relationship
between faculty and students. The focus of Rhoades and Slaughter's article is
on how globalization, managerial control and neo-liberal ideologies change
faculty work and contribute to privatization, deregulation and
commercialization. Of special interest in relation to my study is the
discussion of managed professionals, of how managerial discretion and
flexibility are embedded in salary structures and retrenchment clauses. The
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increased managerial control of faculty is also shown through manager's
authority to hire more part-time faculty, increase the application of
information technology (which reminds us of one of the dimensions of
rationalization described by Ritzer, the substitution of nonhuman for human
technologies) and increase the number of managers in relation to faculty
members.
Along with Slaughter and Leslie's book, Rhoades and Slaughter's article
points out that changes do not affect all faculty the same way. Restructuring
and restratification vary by institution and fields
Many European countries experience some of the same changes as the ones
described in Academic Capitalism and in Rhoades and Slaughter's article.
Most studies of higher education in Europe deal with a single country or they
describe one or a few dimensions or problems in higher education covering a
few countries, for example, how common law in the European Union
changes grading systems and student exchange among the member countries.
Some authors study issues concerned with changes in values and tradition
(Gellert, 1993; Rothblatt and Wittrock, 1993), while others focus on structure
and organization. Scott (1994) discusses the latter approach and shows how
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in many European countries the higher education system has developed from
a dual or binary system to a comprehensive unitary system and further to a
stratified and differentiated system like the American. While particulars or
national cultures have been important in shaping European higher education
in the past, Scott suggests that commonalities increasingly are driving
European systems on a convergent path. Such commonalities include:
increasingly similar environments, the establishment of the European Union
with its common labor market and the globalization of culture. According to
Scott, the result has been managerial universities, dominated by an
increasingly expert cadre of senior managers with a taste for market solutions
and a growth of elaborate control mechanisms like budget accountability and
quality assessment.
In an overview of the main changes in higher education in Europe,
Neave (1995) focuses on three developments: the frenetic pace of changing
the different national systems of higher education to adjust to and strengthen
the European Union; the strengthening of the regional administrative level;
and the changing ideological values influencing higher education, especially
concerning the role of the state. Using Clark's (1983) classic triangle of
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coordination as a framework, Neave suggests that while most analysts
maintain that the power of the market has been strengthened in relation to
higher education, it is not clear to what extent this has been to the
disadvantage of the state and oligarchy. Instead, the decline of the donnish
dominion has been accompanied by the rise of the administrative estate. He
refers to a "confiscated revolution"

"if governments have conferred

greater responsibility on the individual establishment in its choice of how to
avoid fate or to ensure fortune, this opportunity has simply allowed 'the
managers' to seize the commanding heights of institutional strategy, and to
oust academia therefrom" (Neave, 1995, pp. 382-383).
Neave also contends that less state power does not necessarily mean
that institutional or individual autonomy has increased in higher education.
He makes a distinction between decisions concerning process autonomy,
(curriculum and teaching methods) and decisions about product autonomy
(the number of graduates and research projects completed). He suggests that
if oversight has been loosened in process autonomy, it does not mean that the
same has happened with product autonomy. Neave concludes that the central
question concerning the further development of higher education in Europe is
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"whether the ideology of rolling back the frontiers of the state will succeed in
permanently changing not merely external forms, rationale, and formal
procedures but also what might be termed the 'private life' of academe, its
inner ways of behavior, thinking and acting..."(1995:391).
Burton Clark's (1998) Creating Entrepreneurial Universities is an
interesting account of how five European universities responded to what he
describes as demand overload: increased enrollments, greater extemal
expectations towards the universities, accountability, and increased internal
requirements for knowledge production and distribution. Clark suggests that
the institution's ability to reduce the gap between environmental demands
and institutional capacity depends on them transforming themselves in five
ways: strengthen the institution's central administration; establish units to
mediate between the university and the extemal world in order to generate
more income; create a more diversified income base; engage the faculty in
entrepreneurial strategies; and develop an entrepreneurial culture.
The five universities chosen by Clark are all success stories. The case
studies show that the development from fairly modest beginnings took time,
was often a struggle for survival, and involved many risks. The five
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institutions had some common characteristics: they were all small to medium
sized and none were comprehensive universities. Such small, more
specialized universities might be in a better position than large universities to
develop a clear focus and find a niche in a knowledge industry that is
increasingly being dominated by Mode 2 type of transdisciplinary and
problem-oriented research (Gibbons, Limoges, Nowotny, Schwartzman,
Scott & Trow, 1994).
It is interesting that Clark did not choose a Norwegian institution. That
may have to do with the direction Norwegian higher education has taken in
recent years. The reorganization of the college sector, which included a
disappearance of regional professional schools, and the merger between the
University of Trondheim and The Norwegian Technical University have
created larger and less distinct institutions.
Bauer, Askling, Marton & Marton's (1999) book Transforming

Universities about changes in Swedish higher education is especially
interesting as a basis for comparison with changes in Norwegian higher
education. Educational and social reforms in Norway often have been
modeled on similar reforms in Sweden. The purpose of Bauer's book is to

describe and analyze changes in Swedish higher education from 1970 to
1993, with particular focus on the Swedish higher education reform in 1993.
The book is an investigation of how difficult economic challenges and a
movement away from traditional social democratic policy of full employment
resulted in a major shift in the relationship between the universitites and the
Swedish state. From 1970 to 1993, Swedish higher education experienced a
shift in both purpose and distribution of authorithy. According to Bauer et al.,
the purpose of higher education shifted from an emphasis on democratization
and education as a tool for promotion of social equality to a focus on higher
education's role in meeting market demands in the new knowledge society
and the need to strengthen academic excellence. There was also a shift in the
distribution of authorithy from central rational planning to increased
institutional self-regulation.
At the institutional level, Bauer found that the growth in student
numbers led to heavier overload in teaching for faculty. Although there were
signs of diversification among institutions in student recruitment and division
of labor, there were also pressures towards homogenization. Expectations
and support from regional and local interests resulted in many colleges
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offering the same programs and fields of study. Demands and regulations
from the government on institutional management made it clear that the
"self in self-regulation meant the top-administration of the institution. Thus,
local centralization was another result of the reform.
In interviews, Bauer demonstrates that Swedish faculty still associate
with traditional Humboltian values and ideals about state financing and
institutional autonomy, and individual academic freedom. However, new
reforms and increased external influence contributed to a conception of
bureaucratization and shift in power within the universities. Many faculty
members now perceive more top-down management than individual fireedom
at the department floor. Bauer suggests that there is a tendency to
disassociation between faculty and an institutional leadership that is seen as
increasingly allied more with the central authorities than with their own
faculty. She concludes that in Sweden today there is a discrepancy between
higher education policy and the way institutions are structured and managed
on the one hand, and the traditional academic values of faculty on the other.
Especially interesting for my purposes is Bauer's suggestion that
former conflicts between higher educational institutions and the state are now
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being replicated at the institutional level in an increased polarization of
institutional leaders and faculty. This study then, like Rhoades' (1998) study
of managed professionals, points to the importance of studying the
relationship between faculty and leaders/managers when we try to understand
how faculty perceive, experience and enact higher education reforms.
How relevant are changes and reforms in higher education in Eastern
Europe for my research questions? Cerych (1995) suggests that in
comparison with most other countries, intentional reforms and broad social
and economic changes in Eastern Europe take place in an unusual context
characterized by the breadth and range of reforms, the speed of the reform
processes, and the spontaneous and bottom-up processes that often result.
Cerych sees the reforms in higher education as motivated mainly by the
radical and rapid general changes in Eastern European countries, such as the
transition to market economy, a pluralistic democracy and decentralization.
These aspects of reform processes hardly exist in the more stable systems of
Western Europe.
There is a relatively modest contribution from Norway in the study of
higher education. Two Norwegian studies are relevant for my purposes.
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Bleiklie (1996) has given sociological and public policy accounts of changes
in Norwegian higher education with an emphasis on the last ten years. His
main research, which is part of a larger project on studies of higher education
at the Norwegian Research Centre in Organization and Management, deals
with how the pressure on higher education from both an expansion in
student numbers and reform attempts from the state, have changed
universities and colleges in Norway. He suggests that in order to understand
changes in Norwegian higher education it is not enough to look at conscious
reform attempts from the state,it is necessary to take into consideration basic
social, economic and ideological changes in Norwegian society. Particularly
interesting is his discussion of changes in ideologies and organizational
forms. He argues that ideological changes about the idea of a universityfrom the Humboltian ideal to conceptions of universities as corporationshave changed both the understanding and reality of university organization
from autonomous cultural institutions to knowledge enterprises concerned
with efficiency, quantification and new managerial styles. He ties these
changed conceptions to general changes in political attitudes in Norway and
especially to attempts to "modernize" the public sector of which universities
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and colleges are a part. For higher education that means a stronger integration
between the state and the institutions (in which the state is becoming the
dominant power), new forms of governance with an emphasis on product
control, and new conceptions of institutional autonomy in which managerial
control dominates collegiality. These are many of the same conclusions that
Halsey (1992) drew about the decline of the donnish dominion in Great
Britain.
The empirical studies from Bleiklie's project try to answer several
research questions: how faculty at one particular institution respond to the
introduction of local reform-strategies, whether the merger of departments
represents an institutionalization of mechanisms for stronger state control of
teaching and research, and how the university sector and the college sector
adapt and influence each other in the reform process (for instance, by
academic drift in the college sector, and vocalization of academic subjects
and introduction of new vocational fields in the university sector).
Bleiklie paints a broad picture of changes in higher education in
Norway and applies several social science theories to explain these changes.
Particularly useful for my study is his distinction between planned reforms
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and social changes (also mentioned by Cerych (1995)) and his insistence that
planned reforms account for only a limited amount of change in higher
education. He also distinguishes between different conceptions of
universities (as cultural institutions, public agencies and corporations) and
shows how these conceptions are tied to idealistic, structural- functional and
rationalistic thinking about higher education. Bleiklie concludes his main
study (1996) by emphasizing that it is still too early to judge what
consequences the principal ideological and organizational changes will have
for faculty's teaching, research and administrative work. This is one area
where I hope to extent Bleiklie's analysis.
In addition to the research done by Bleiklie and his associates, most of
the research on higher education and research in Norway is done by the
Norwegian Institute for Studies in Research and Higher Education. The
Institute, which is primarily an applied oriented institution, has done many
studies of faculty and students in Norway. Most of the studies are
quantitatively oriented and have sought to describe how faculty spend their
time, the extent of research in the college sector, how resources are spent,
and how Norwegian higher education and research stand in comparison with
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Other countries. Lately, the Institute has developed a stronger research
orientation emphasizing studies combining theoretical perspectives and
empirical data.
The most relevant project for my research context is a three-year
evaluation of the Norwegian college sector's reorganization. The several
interconnected reforms that constituted this reorganization reduced the
number of colleges in Norway from 98 to 26 and introduced new forms of
administration and governance. Funded by the Ministry of Church Affairs
and Education, and still in progress, the project will describe changes and
developments in the college sector, evaluate whether the organizational,
economic and structural solutions will achieve the aims of the reorganization
and will identify weak points or unintended consequences of the reforms.
In an initial report, the Institute (Kyvik, 1999) presents some
preliminary findings in three areas: academic work, governance and
leadership and a new administrative system. It is mainly the first that is of
interest for my work. The report concludes that faculty have a negative
perception of the resource situation in the college sector compared to the
earlier system, that reduced resources have negatively influenced teaching.
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that stress has increased and that faculty motivation has declined. Although
one of the intentions of the reforms in higher education in general was to
strengthen teaching and research, it appears that faculty's use of time has
changed little after the reorganization.
Ky^ik's project has some limitations. It lacks analysis of the historical
background for the reforms. Also, it mainly uses quantitative data with
self-reports about faculty's use of time. However, the general findings so far
seem clear; with some variation faculty view the reorganization negatively
both in regard to structural changes and the effect on their work.

2.3 Faculty work
In this section I will review literature that deals with different
dimensions of faculty work. The research question which guides the
discussion in this section is how Norwegian faculty interpret, experience and
enact the policy shifts of the 1990s. The review is further guided by three
interrelated questions:
- what does the literature tell us about faculty work in general and especially
about faculty members' reactions to changes in higher education?
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- what are the explanations given for different types of faculty responses to
structural changes?
- in what ways do faculty themselves contribute to changes in higher
education?
An appropriate introduction to studies of faculty work is Weber's
(1968) general discussion of the relationship between the rationalization of
society and professionalization processes. His main project was to describe
and explain the development of rationality in the Occident. Especially
interesting is his description of the relationship between the Protestant ethic,
capitalism and professionalization. He maintains that "worldly acheticism as
a whole favors the breeding and exaltation of the professionalism needed by
capitalism and bureaucracy. Life is focused not on persons but on impersonal
rational goals" (Weber, 1921/ 1968, p.1200).
Weber connected professionalization not only to the development of
rationalization in general, but also to specific institutions, particularly legal
and religious institutions. In his description of priests as professionals, he
offers a number of characterizations of this occupation that in many ways are
similar to modem definitions of a profession: specialization, full-time
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occupation, the existence of a clientele, rational training and vocational
qualifications.
Of particular relevance to this study is Weber's discussion of the
relationship between professionalization and bureaucratization. He saw both
processes as complementary, contributing to the rationalization of the
Western World. In an analysis of Weber's work, Ritzer (1975) suggests that
this is a different view from most contemporary sociology, which tends to
regard professionalization and bureaucratization as contradictory processes.
But Weber was also conscious of how bureaucratization might lead to an
"iron cage of rationality" in which professionals became an integrated part of
the bureaucracy and indistinguishable from bureaucrats.
Few scholars have applied Weber's theoretical perspective in empirical
studies of academic work. However, in one study, Ritzer and Walczak (1988)
apply Weber's theory of rationalization to analyze the development of the
American medical profession. They argue that three types of changes have
affected this profession: changes in government policies; the corporatization
of medicine that has established formally rational, large-scale, for-profit
hospitals; the rise of professional managers and an increasing dependency on
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medical technology. Ritzer and Walczak conclude that the spread of formal
rationality has led to greater external control and formal rationalization of
medicine and that this development has deprofessionalized the field. By
deprofessionalization, they mean not only loss of power, but also an erosion
of substantive values such as autonomy, authority in relation to clients and
altruism.
Among an abundance of studies dealing specifically with faculty, I
discuss a few works that I find particularly relevant for my purpose and
research question.
The benchmark study about faculty work is Logan Wilson's (1942 )

The Academic Man, in which he gives a sociological account of faculty
behavior in the most respected universities at that time. Other relevant works
are Parsons and Piatt (1968), The American Academic Profession'. A pilot

study , Blau (1973), The Organization of Academic Work, Ladd and Lipset
(1975), The Divided Academy. Professors and Politics and Clark (1987),

The Academic Life\ Small worlds, different world. Finkelstein (1984)
presents a summary of social sciences studies of faculty prior to 1980 in The

American Academic Profession. The summary suggests that some of the
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earlier studies showed that:
- the average work-week for faculty is 44-55 hours
- the allocation of faculty's time is closely related to type of institution
- the great majority of faculty prefer teaching, but are directing increasing
attention to research
- faculty have a major influence on academic appointments, and least on
financial matters
- little research is done on the intrinsic dimensions of work
- faculty's participation in governance has declined sharply in all types of
institutions
Most of the literature mentioned here is characterized by empirical
studies about who faculty are, their background and opinions. Except for a
few notable works, we do not find many substantial theoretical contributions.
Most of the studies are not particularly concerned about finding explanations
of differences in behavior or opinions. Moreover, few studies discuss how
individual behavior, opinions and experiences are related to external,
structural forces. Blackburn and Lawrence (1995) suggest that what we need
today in the study of faculty are approaches grounded in contemporary
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psychological and sociological theoretical frameworks more than just studies
that merely update earlier research. They maintain that most of the research
on faculty can be divided into organizational and individual studies. The first
category of studies tries to establish the degree to which organizational
variables like resources, rewards and structural characteristics correlate with
faculty behavior. The second category of studies is mainly concerned with
the relationship between personal attributes such as age, race, sex and faculty
behavior. According to Blackburn and Lawrence, one of the shortcomings of
both these approaches is that they fail to consider the interactions between
the individual level and what they call the environment (1995:287). In their
research on motivation, expectation and satisfaction in faculty work, they try
to overcome such shortcomings. They demonstrate that the strongest
predictors of facult>' behavior include self-judged competence, preferred
effort given to a role (for example preferring the teaching role to the research
role) and perceived institutional expectation of effort given to the role. The
first two variables are personal self-assessment, the last an environmental
perception. Blackburn and Lawrence's findings suggest that it is the
interaction between these two sets of variables that determine faculty
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behavior. They discuss several theories that might explain their findings and
suggest that their data mostly fit with cognitive motivation theory, which
states that faculty behavior is best explained by reference to individual
preferences and motivation.
The importance of individual motivation is also emphasized by Massy
and Zemsky (1994) in their discussion of the "academic ratchet." Although,
they suggest that external rewards outside the universities (for example
grants and contracts) motivate faculty to emphasize research, they also point
to a pattern of personal preference among faculty to increase their
discretionary time to pursuing personal and professional goals,
James Fairweather (1996) pursues a somewhat different question in his
book Faculty Work and the Public Trust. He explores the reasons for the
public mistrust in higher education, especially the perceived lack of interest
in undergraduate education, and asks whether it is possible for faculty to
simultaneously engage in teaching, research and external responsibilities
such as teclinology transfer. His main concern is how to restore the balance
between the different missions of the university. He argues that the
strengthening of teaching and public service requires that faculty spend less
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time on traditional research. He provides rich empirical data about faculty
work and proposes several solutions for restoring the value of teaching and
public service in academic life. Contrary to many other researchers who have
studied the relationship between research and teaching in higher education
(for instance Finkelstein (1984), Lindsay and Neumann (1988), Yuker
(1984), Feldman (1987)), Fairweather suggests that there is a conflict
between the two responsibilities and maintains that academics must make a
conscious choice between these two activities rather than assuming that one,
research, automatically influences the other in a positive way.
Fairweather also highlights the importance of time in structuring
faculty work. As Plater (1995) states, time is the most fungible resource we
have within higher education and it is more immediately affected by the
choices of individual faculty and incentives controlled by others than many
other resources. How faculty spend their time and how their time is
controlled underscore the issue of the professionalization vs.
intensification/proletarianization of faculty work.
Finally, Burton Clark's (1995) study of the relationship between
teaching and research. Places of Inquiry, is relevant. He argues for the
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importance of integrating teaching and research in universities and claims
that "the intellectual moment favors more than in the recent past the
universities that best integrate research activity and research training with
teaching and study" (p. 15). Using what he calls a "two-sided" organizational
approach, Clark describes a research-teaching nexus as central to elite
universities. He maintains that the American graduate school model of
integrating these activities is ideal.
It is not easy to summarize in a few sentences contemporary research
on faculty and faculty work. Some tentative conclusions based on the studies
discussed are:
- most of the research is done in a few countries (USA, Great Britain,
Australia and Canada)
- most of the research is a-theoretical
- there are few attempts to integrate macro- and

micro-perspectives

- most of the research is concerned with elite-universities
- most of the studies apply a quantitative research design
There are several exceptions to these broad generalizations. A few
scholars of higher education have grounded their empirical studies in
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theoretical frameworks like critical theory, resource dependency theory,
institutional analysis and ideas from postmodernism.
Part of Slaughter and Leslie's (1997) book Academic Capitalism was
discussed earlier in this chapter. Here I focus on their description and
theoretical explanation of what they call academic capitalism, market or
market-like efforts to secure external money. In examining changes in the
nature of academic work in the 1980s and 1990s, Slaughter and Leslie
suggest that the globalization of the political economy at the end of the
twentieth century is destabilizing patterns of university work. Financial
trends in the four countries studied by Slaughter and Leslie showed a
decrease in public resources, and this caused faculty to look for alternative
sources of income. In responding to market pressures, faculty engaged in
behavior which showed a shift from basic to applied research, engagement in
new units (for example interdisciplinary centers) and increased
entrepreneurial activities (for example technology transfer). From the
faculty's point of view this is perfectly rational behavior. In applying process
theories of professionalization used by Brint (1994) and others to study how
faculty intersect with the market. Slaughter and Leslie describe how faculty
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engage in external activities to gain a greater control of work and income.
Three dimensions of Slaughter and Leslie's work are relevant in
relation to my study. First, they combine specific theories in a
macro-micro-framework:
"... resource dependency, like the political economy theories we
discussed earlier, is a theory of constraint which addresses social and
political economic structures and perhaps does not concentrate as
much on individual and collective human agency. Professionalization
theory, more strongly grounded in the daily practice of highly educated
experts, helps us look at faculty as social actors in the drama of
educational change"
(pp. 18-19).
Second, Slaughter and Leslie utilize a comparative approach. Most of
the studies I have reviewed focus on the USA, contributing to what
CIark( 1983) describes as a damaging "hometown" view.
Third, Slaughter and Leslie look outside higher education institutions
to gauge the changes facing institutions and individual faculty. By applying
globalization theories and resource dependency theories they locate forces
and influences at the international and national levels, while not losing sight
of the influences and enactment of faculty themselves on changes in higher
education. Looking outside academic institutions in trying to understand
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faculty behavior is especially relevant in a small country like Norway, which
has an open and international economy and a state governed system of higher
education.
Another source I build on in this study is Gary Rhoades' (1998) study
of managed professionals. Rhoades paints a broad and detailed picture of
faculty as managed and stratified professionals. He is interested in the
relationship between managers and professionals, a different emphasis than
the common professional-client/society relationship found in most
professionalization studies. He asks what the relationship is between
self-management and managerial flexibility in higher education in the United
States. Based on a detailed investigation of collective bargaining agreements,
he focuses on different terms of faculty work: salaries, retrenchment clauses,
use of part- time faculty, introduction of instructional technology and
questions related to outside employment, ownership of intellectual property
and control of faculty time. In each of these areas, he finds that managers
have considerable "flexibility." Rhoades maintains that the notion of an
employee is taking on a new definition, threatening the faculty's claim to
their own time and their independent professional and personal space.
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Rhoades' main conclusion is, as he says, the title of his book:

•'Unionized faculty are managed, stratified professionals. The
contractual terms of faculty employment are such that managers have
considerable flexibility to restructure academic labor. The exercise of
that discretion is contributing to increased stratification among
categories of faculty" (p. 257).

Rhoades rejects fiinctional frameworks that mainly studied
professionals in terms of traits and functional adaption. Instead he utilizes a
modified process theory of professionalization, in which the focus is on the
relationship between mangers and faculty and the various mechanisms which
contribute to strengthen either professional autonomy or managerial
flexibility. His contribution lies in this focus, on his emphasis on the internal
stratification of faculty, and in the extension of such research to institutions
other than elite universities.
Several British studies follow up the themes from the works just
discussed. Parker and Jary (1995) remark that they find it strange, given the
scale of changes in British higher education, how few British sociologists
have focused attention on changes in universities and colleges. They set out
to give a description and analysis of these changes in ways very similar to
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Slaughter and Leslie, and also to Rhoades' studies in theoretical approach.
In their analysis of the New Right's influence on higher education,
Parker and Jary generally note a move from elite specialization at the
traditional universities of Oxford and Cambridge toward a Fordist mass
production arrangement of higher education. Their conclusion is that the
ideal type 1990s UK university exhibits "...greater managerial power,
structural centralization, substantial growth of organizational size, raising
student-staff ratios, more emphasis on marketing and business generation and
the rationalization and computerization of administrative structures" (p.
324 ). Faculty have become subject to new pressures to publish, increase
their teaching load and take on more administrative duties. Parker and Jary
identify an objective general decline in working conditions for faculty: an
increase of 25% in student numbers, 37% decline in pay, and 22% less spent
on libraries since 1980. This has led many commentators on UK higher
education to argue that British faculty have been deprofessionalized (Trow,
1994 ) or even proletarianized (Halsey, 1992). Parker and Jary are interested
mainly in the "subjective" side of professionalism, the value of self identity
implying commitment and skill. They suggest that it is this commitment to
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the traditional values of British higher education which ensures that
academics continue to do their best, even in continually worsening
circumstances. But they also maintain that professionalism is an
" increasingly unconvincing justification for many academics to carry on
working in universities. Instead we suggest that the new academic, like the
NHE (New Higher Education), begins to become more instrumental and
rationalized" (Parker and Jary, 1995, p. 329). They describe the new
academics as dedicated to careers, with an increasing detachment from their
institutions. Although Parker and Jary assert that there will be huge variation
in how faculty respond to changes, they suggest that the external pressures
they describe will change the way faculty think about themselves and their
role. In sum, changes in external environments have produced changes in
academic institutions that have contributed to increased managerial power
and weakened the autonomy of faculty, who are becoming increasingly
instrumental and rational in attitudes and behavior.
Halsey (1992) is also studying the changing circumstances of higher
education in UK and the consequences for faculty work. In The Decline of

the Donnish Dominion, he traces the major developments in British higher

education since World War II. His purpose is to explain the expansion in
higher education in the 1960s, the recession in the 1970s, and the renewed
expansion in the 1980s. He suggests that a relevant theory to explain these
changes must consider the demand for higher education, the development of
the market for education at all levels and the regulating role of the
government. While Halsey presents an interesting discussion of the idea of
the university in a British context and gives an overview of the development
of both the system and faculty opinions and responses to changes (building
on three surveys from 1964, 1976 and 1989), it is difficult to see that he
actually answers his own question and provides us with a theory that explains
why British higher education developed the way it did. What is, for example,
the role of commonalities or global forces and, what is a result of particular
British circumstances?
Nevertheless, Halsey's discussion of changing trends in faculty
behavior and opinions is relevant for my study. He maintains that senior
common rooms have changed mainly because of expansion, both in faculty
and student numbers: "... the atmosphere is different. It is both busier and
more apathetic, newer and more neglected. More impersonal. More
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fragmented " (p. 4). Low morale, bitterness and resentment are according to
Halsey a result of the proletarianization of faculty, which he defines as a
threefold reduction of status, autonomy and salaries. Three forces have
contributed to this proletarianization: expansion of the system (in which he
also recognizes several benefits, especially to women and students from
lower classes), a new hierarchical order at the institutional level (equivalent
to Scott's (1994) description of the stratified system), and dominance of
market forces and managerialism as opposed to guild and collegial
conceptions of the academic calling.
Two other British studies complement and extend Parker and Jary's
and Halsey's analyses. Deariove (1997) describes the changing context of
academic work in UK and identifies five changes: the shift fi-om elite to mass
higher education, increased emphasis on vocational education as an
instrument to strengthen economic development, decline in public funding,
the introduction and development of external assessment and quality
examinations, and a shift toward entrepreneurial activities and marketization
to enhance income. The result is a trend away from collegiality and
professional autonomy and toward increased managerial control and power
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of student consumers.
In a more empirically oriented examination, Trowler (1998) did an
ethnographic single-case study of faculty responses to changes in higher
education. He focuses on changes to what he called the credit framework; the
constellation of features facilitated by the assignment of credits to assessed
learning, as with modularity, the semester system, franchising and the
accreditation of prior learning and work-experience, all taking place in a
context of expanding student numbers and a declining unit of resource. The
study mainly describes the responses, values and attitudes of academic staff
and develops a framework to explain them. Trowler's study might be labeled
an implementation study in that he highlights how the well-intentioned goals
of the policy-makers during the implementation process are changed to
policy outcomes that are rather different than those expected from
policymakers.
Trowler offers several important theoretical points in his discussion.
He criticizes much of the classical higher education research for adopting an
"over-socialized" conception of man which portrays individual faculty as
passive participants in the implementation processes. He also questions the
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importance of the epistemological characteristics of academic fields in
explaining faculty behavior and responses, advocated by many leading
researchers ( Becher, 1989; Clark, 1987; Trow, 1993; Halsey 1992). Trowler
contrasts this conception of passive actors with studies in elementary
education where teachers often are portrayed as important actors in the
implementation of new reforms (Fullan, 1991; Hargraves, 1994, see later). In
trying to explore the regularities in faculty's responses to the introduction of
the credit framework in higher education at one particular university (and
how these responses change policy), Trowler offers a classification of such
responses according to whether faculty are content or not with changes and
whether they actively work around them or accept status quo. Later in this
study I discuss his classification, together with Merton's (1968) classic study
of social structure and anomie where he describes five types of adaption in
response to frustrating conditions.
Trowler also acknowledges the need to develop theories about the
context in which academics work to better understand the professional
dilemmas faculty face in implementing reforms. In addition to the importance
of disciplinary characteristics, he also discusses the influence of educational
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ideology, cultural values and material interests that determine profitability for
faculty. However, his main interest is in understanding the responses of
faculty and he generally takes as given the structural changes surrounding
faculty and institutions. In relation to my study, his main contribution is the
emphasis and discussion of faculty as active participants in the
implementation processes and the attempt to classify different responses to
educational changes as a way of understanding how and why faculty behave
the way they do.
The implications of new managerialism for professions in particular,
but also "traditional" management, is discussed in Exworthy and Halford's
(1999) book Professionals and the New Managerialism in the Public

Sector. Following Freidson (1994), Exworthy and Halford suggest that there
might be three theories that explain the changing nature of professionals:
deprofessionalization theory, the proletarianization thesis, and a third school
suggesting that the future of professionals might be one of internal
combustion and fragmentation due to increased internal bureacucratization of
professional organizations, greater professional specialization and decreasing
coherence as members of the profession cease to share the same interests.
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The last thesis, according to Exworthy and Halford, suggests not only a
redefinition of what professionalism is, but raises the question of whether we
are witnessing a major transformation in the managerial-professional
relationship.
In a chapter in Exworthy and Halford's book, Flynn (1999) suggests
that the simple dichotomies of professional or managerial control are
inadequate to describe the complex relationships between these two groups.
Causer and Exworthy (1999), in a summary of the chapters in the book, also
conclude that in practice the relationship between managers and professionals
is characterized by many different types of outcomes, such as contingency
and chaos, conflict and collaboration. They suggest that increased
collaboration and compromise in conflicts has now become so common, that
the two categories are inadequate to describe who the managers and who the
professionals are. One reason for increased collaboration is the conversion of
many professionals to managerial roles.
The degree to which tension or collaboration emerges varies among
types of professions and organizations. The key questions concerning the
extent of professional autonomy, according to both Friedson and Flynn, are
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who has the power to allocate resources, the right to define the obligations
the professionals have to the organization and the clients, and who controls
and supervises professional work. Of particular interest for my study is the
discussion of how the coherence of a profession might be reduced if an
increasing number of professionals become managers or combined
professional/managers. Contrary to practices common in many other
countries, Norway has established many formally elected
academic/administrative positions that include responsibility for teaching and
research. An interesting question is to what degree faculty in these positions
are taking over more administrative duties and turning them into more
managerial roles.
Another valuable theoretical source for this study is Hargreaves'
(1994) examination of teacher work and culture in Canadian elementary
education. The purpose of his study was to document and describe what he
regards as the main dilemma in Canadian education, the conflict between a
postmodern society and a modem schoolsystem designed for an earlier
period. Hargreaves maintains that while society is becoming increasingly
postmodern, characterized by a flexible economy, globalization, the loss of
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faith in scientific knowledge and new organizational forms like networks,
alliances and projects, the teachers still function in a modem schoolsystem
characterized by beliefs in science and technology, bureaucratic
organizational forms, collective identity and also disenchantment and
instrumentality. The question Hargreaves raises is what are the consequences
of this struggle between a postmodern society and modem schoolsystem for
teacher work and culture.
At least two ideas in Hargreaves' study are of relevance to my own.
One concerns how teachers interpret and respond to changes in their working
situation. He distinguishes between professionalization and intensification,
two terms also used by other researchers. In a qualitative study of teachers'
use and opinions about preparation time, he concludes that the intensification
thesis- less time for own professional development, continual stress, reduced
qualit>' and fragmentation- is mainly confirmed, but with some reservations.
His detailed examination of the dimensions of the two ideal concepts of
professionalization and intensification may establish a basis for designing a
complementary study in the higher education system.
Also relevant to my investigation is Hargreaves' discussion of time use
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among teachers, drawing on a study by Werner (1988). Werner shows how
the school administration in Canadian elementary education is the guardian
of what he calls "objective time"- the rational objective dimension of time.
He also shows how differences in the phenomenological, subjective
experience of time between administrators and teachers create serious
problems for implementing new schoolreforms. Stress, frustration and
disturbances among teachers were common because they did not implement
the changes as fast as the administration required. Hargreaves supports
Werner's findings in his own study and concludes that the increasing
hegemony of the administrative technical-rational conception of time has two
negative consequences: it contributes to an increasing separation of the life
world of teachers and administration, and it also increases the
administration's colonization (determining what teachers should do, when
they should do it and how they should do it) of teacher's time. Time, then, is
central in the structuration of faculty work. How faculty time is spent and
controlled highlights the discussion of intensification vs. professionalization
of faculty work.
In Inside Academia (Maassen and VanVaught,1996), several European
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scholars discuss recent developments in the academic profession in Europe.
Most interesting in relation to my investigation is a chapter by Ulrich
Teichler about the conditions of the academic profession in England,
WestGermany, Sweden and The Netherlands. The study is based on
responses to a mailed questionnaire fi-om about 8600 faculty members and is
part of a larger comparative study of faculty in 15 countries. It focused on
objective measures of faculty work such as careers and working conditions as
well as repondents' experiences and assessments about educational
administration, internationalization and the relationship between higher
education and society. Although he presents his findings against a
background of perceived crises for the academic profession in Europe as a
result of rapid status loss, declining resources, rise of managerial power and
critique of irrelevant services to society, Teichler concludes that "...the
academic profession in Europe is more satisfied with their profession than
the prior public debate suggested" (p. 59). We find much variation in
academics' experiences and assessments of changes in higher education, due
to different disciplinary backgrounds, institutional affiliations and
nationalities. However, most faculty seem to rate their administrations
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negatively, both in the quality of leadership, and in climate and support of
academic freedom.
There are few surprises in this quantitatively oriented and descriptive
study. The most interesting finding in relation to my study is the explanatory
power that Teichler and Geurts and Maassen (1996) give to the variable
"country" in relation to factors such as employment status and institutional
status. They recommend that "specific national circumstances that influence
the opinions of academics should be analysed carefully in order to make it
possible to improve the relationship between academics and institutional
administration" (p. 82).

2.4 Rationalizing consumers in a social democratic society
The research question that guides this section of the literature review
is: what part do students in Norwegian higher education play in advancing a
consumption and consumer oriented perspective in educational practice and
how do they interpret and experience the policy shifts of the 1990s?
The theoretical basis for this research question is a postmodern
approach to the study of higher education (Ritzer 1998a; Bloland 1995). In
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this perspective, universities and colleges are regarded as means of
consumption, which allows students to consume educational services and
obtain certain goods, perhaps first of all degrees and credentials. Although
universities and colleges have many traditional modem elements, as
discussed in the section on the rationalization of academic work, they also
contain contemporary elements that might be better studied from a
postmodern perspective, as suggested by Ritzer (1998a).
There are few empirical studies from this theoretical perspective. Most
of the research on students is concerned about the impact that institutions
have on them ( Pascarella and Terentzini, 1991; Tinto, 1993), or the many
problems minority students experience in American higher education
(Aguirre and Martinez, 1993).
A general overview of American students' backgrounds and opinions
is found in the Annual Report on American Freshmen from UCLA's Higher
Education Institute. In the last report, students are described as bored and
apathetic. The study concludes that academic disengagement and its
continuing political disengagement are troubling if the best and brightest
students are going to be even more disengaged in the future than they are
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today.

The theme of disengagement is echoed in two editorials in Change
Magazine. In one of them Marchese (1998) states that "By far the most
disturbing stories I've picked up on campus these past two years have been
the ones of student disengagement" (p. 4 ). In a critical evaluation of
American students, he describes them as "consumerist, uncivil, demanding,
preoccupied with work, and as caring more about GPA's and degrees than the
life of mind" (p. 4 ).
These characterizations have empirical basis in several studies of
undergraduate student life in the USA carried out by Levine and Cureton
(1998) between 1992 and 1997. Their investigations included a sample of
9,100 students, 270 chief student affair's officers, and responses from several
focus groups on 28 campuses. The main conclusion from these studies is that
students are bringing to campus the same consumer expectations they have of
other commercial enterprises with which they deal: expectations about
convenience, cost, quality and service. In their pursuit of academic goals,
students are clearly utilitarian; the goal is to get a degree that can be used for
a lucrative career on the labor market. Their personal and social lives, on the
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Other hand, are deteriorating. Students are described as tired, disengaged and
frightened. Reflecting the title of Levin and Cureton's book, they are a
generation that lives in a period where "hope and fear collide."
There is a clear continuity from earlier sociological studies on
credentialism and Levine and Cureton's study. Collins (1979) shows that
when educational opportunities grow faster than social opportunities, the
importance of credentials to buy a job increases. In the USA, where social
mobility appears to be an important social goal in general, education has to
focus primarily on meeting private needs for consumers who ask what
education can do for them regardless of what it does for others. In his studies
of high schools and community colleges, Labaree (1997) suggests that the
development in education of strengthening the service of private pursuit of
individual advantages is the root of student disengagement, consumerism and
disinterest in the pursuit of knowledge. In describing education in USA as a
vast public subsidy for private interests, Labaree points to several problems
posed by consumer-driven credentialism, among them the pursuit of
diplomas, the undercutting of learning and the reproduction of social
inequality. The irrationality is not at the individual level but at the system
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level, for it "promotes personal advantage at public expense; goes out of its
way to create and preserve educational distinctions that undercut real
educational accomplishments; and produces more graduates than employees
or taxpayers can afford" (p. 253).
The theme of disengagement is also at the center of Sacks' description
of what happens when "Generation X Goes to College" (1996 ). In this book.
Sacks confirms the characterization of students as disengaged and presents a
devastating portrait of students at a suburban community college. A journalist
who became a professor, he gives a personal account of his experiences as a
teacher, focusing on his encounters with students (and facult>') about grading,
assignments and behavior. He found students to be bored, unmotivated,
disengaged, rude and characterized by a desire for entertainment and sense
of entitlement. After some time as a college professor. Sacks understood
what it meant to be regarded as a good college teacher"...Excellence wasn't
really the point... the real point was whether you kept students sufficiently
amused and entertained" (p. 83). In order to accommodate students'
expectations, the college as an institution, and faculty, were willing to
weaken standards, institutionalize grade inflation and teach to the evaluation
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by giving priority to form and style instead of substance. The same situation
is described by Kluge (1993) in his account of a year as a college professor at
a prestigious liberal arts college. He finds students less civilized and less
willing to work than before and describes how quality is declining due to the
tacit bargain between faculty and students to demand little of each other
How do we explain this situation? Sacks maintains that in order to
understand both Generation X and higher education in general, we have to
look at transformations in the larger culture. Like Hargreaves, he locates
problems in higher education in the development of the postmodern society.
He describes the revolution from the modem to postmodern society as a
fundamental clash and maintains that "the sphere of higher education has
become an important cauldron for this conflict for the very reason that, for
generations, education has been synonymous with the very notion of
modernity" (p. 110).
Sacks associates postmodernism with a delegitimization of modem
institutions, like universities, and of rational knowledge and objectivity.
Being a human being and a consumer in today's society is nearly
indistinguishable and in responding to the demands from the consumer
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culture "...educators have gone far beyond the principle of more egalitarian
access to higher education; they have sold the fiction to the American public
that success is achievable upon an economic transaction, regardless of one's
skills, motivation or talents" (p. 158). In this postmodern culture students
want just a few hours of work every week, good grades for their minimal
efforts and facile knowledge with little tolerance for "messy" thinking. Most
of all, students like to be entertained and have "fiin." Students' attitudes and
behavior seems then, to be a result of two central dimensions in postmodern
thinking: the general distrust of scientific knowledge and entitlement as
consumers.
Sacks has three suggestions for changing this situation: replace the
traditional teacher role with an expert consultant role (help students leam
how to leam and help them imagine new ways of looking at knowledge),
substitute "cyberspace locations" or virtual campuses with flexible access for
traditional campuses, and replace abstract theoretical knowledge with more
applied oriented knowledge.
The value of Sacks' book for my study is his application of
postmodern social theory to understand student consumerism and his
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descriptions of the different dimension of student expectations of higher
education.
2.5 Summary
In this review I have given an overview of the research context of my
study. I have discussed a few works that I have found especially relevant for
my purposes. I have been primarily interested in studies that combine
theoretical perspectives and empirical work. In later chapters I return to some
of these studies and compare my results with the findings in the existing
literature.
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CHAPTER 3 METHODS
3.1. Introduction
As identified in Chapter One, this study explores how international
patterns of neo-liberalism and rationalization contribute to changes in
Norwegian higher education and examines how these changes are
interpreted, experienced and enacted among faculty and students in different
institutions and fields. In this chapter I describe and give the rationale for the
methodological approach I have chosen, including a brief discussion about
ontological and epistemological assumptions, data collection methods,
sampling procedures, analysis , verification and ethical issues.

3.2 Research design
The purpose statement guides the choice of the research design. In this
study the key words in the purpose statement (explore, examine, interpret,
experience and enact) suggest that a qualitative research design is
appropriate. Malterud (1996) suggests that we can use qualitative approaches
. .to know more about human characteristics like experiences,
thoughts, expectations, motivations and attitudes. We might enquire
about the meaning and variation of events and behavior and we can
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gain increased understanding of why people act the way they do"
(p. 30)

Qualitative researchers approach their studies with assumptions about
the nature of reahty , the relationship between researcher and the researched,

and what is an appropriate research process. Different ontological,
epistemological and methodological assumptions define different paradigms
in the social sciences. Guba and Lincoln suggest a classification in positivist,
postpositivist, critical theorists and constructivist paradigms. Creswell (1994)
makes a distinction between quantitative and qualitative paradigms, and
Neumann (1994) describes positivism, interpretive social science and critical
theory as three different approaches to social research.
Two main assumptions guide the qualitative approach in this study.
One is the common ontological assumption that social reality is subjective

and multiple. The other is the epistemological assumption that knowledge
about social reality is best acquired by employing research methods that
lessen the distance between the researcher and the researched (Guba and

Lincoln, 1998). These two assumptions have consequences both for the
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design of the research process and for the rhetorical style which is used in
the study. While this approach might be labeled "interpretivist" in the sense
that it is concerned with how actors interpret, understand, experience and
produce the social world, my approach departs somewhat from the "pure"
description of an interpretivist position. I adopt a position that includes
social scientific realism (Layder 1993; 1998). Structural factors like power,
control and domination, which influence the nature of actors' experiences
and understandings, are also included in my design and analysis.
Combining interpretivist and social realist assumptions has
consequences for the role of theory in the research process. In contrast to
qualitative studies that are based on a grounded theory approach, this study is
more theory driven and less inductive. The study is based on the assumption
that all social research is to some extent influenced by theoretical
consideration and that theories focus and guide the research design. The
theoretical frameworks that guide this study are outlined in Chapter One.
The research design in this study is more structured than the inductive
logic and emerging designs found in many qualitative studies. The entire
research process was planned ahead of time and there were actually few
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deviations from the initial plan (one was sampling, which is discussed
below). However, that does not mean that the process was a linear onedirectional sequence of steps from the formulation of the problem statement
to the conclusion. The different activities in the research process were often
consciously carried on simultaneously. I was concerned that the process of
analysis should not only be planned ahead but also that it could be build into
and pushed forward into the interview situations (Kvale, 1996).
I followed Kvale's advice that verification should not be considered to
"belong to a separate stage of an investigation, but should be addressed
throughout the entire research process" (1996, p. 235). Moreover, although
most of the literature review was conducted before the empirical work and
guided that work, several books and articles were reviewed towards the end
of the study, primarily to situate my study in the recent research context.

3.3 Sampling.
Sampling decisions concern what, where and fi*om whom to gather
data. The study purpose, research questions and theoretical framework
determine the sampling strategy along with feasibility issues of time, money
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and access. According to Patton (1990) qualitative sampling is usually
purposive. Purposive sampling strategy simply means that particular settings
or persons are selected in order to answer the research question. The goals of
purposive sampling vary: to achieve representativeness, to capture
heterogeneity, to examine critical cases or to establish particular comparisons
between settings or individuals (Maxwell, 1996).
The purpose statement and research questions in this study required
sampling decisions about institutions, academic fields, individuals and
opinions, experiences and individual responses in relation to changes in
higher education. The issue I address in this study is not only the extent of
neo-liberal influences on higher education in Norway and responses to this
influence, but also whether these influences and responses vary among
different types of institutions, fields and individuals. The sampling in this
study is theory driven in the sense that it was predetermined and strategic in
relation to the theoretical fi*amework.
The 32 interviews conducted for this study took place at three
institutions: one university and two colleges. There are only four universities
in Norway and I have no reason to believe that there are particular
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differences among the universities in relation to my research question. They
are all governed by the same law and organized and administered much the
same way. I therefore chose the nearest university to where I live, because it
gave me easier access to faculty and because of formal and informal contacts
that facilitated my entree to the research site.
The two colleges were selected because I wanted to compare the
consequences of this sector's reorganization on faculty work. College A was
not merged with other colleges in the reorganization process in Norway's
college sector. Observed from the outside, the college continued much as
before with a new name. By contrast. College B is a merged college. Three
former regional colleges in one county were reorganized. Although the
activities continued at the same geographical places, the reorganization had
important consequences for internal organization, administration and
leadership.
These two colleges were also selected because they were among a few
colleges studied by the Norwegian Institute for Studies in Higher Education
in their evaluation of the college sector reorganization. This gave me a base
for comparison with my findings. Practical considerations were also
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important. Both colleges are located less than a day's drive from where I live
and several personal contacts at each institution facilitated my access.
The selection of academic fields was determined by theoretical and
practical considerations. Academic fields or disciplines at Norwegian
institutions of higher education are usually organized in institutes that are
part of schools or departments. For instance, the School of Social Science at
the University of Oslo consists of institutes of sociology, political science
and economics. There are relatively few interdisciplinary units and most of
these are connected to institutions formally outside the university.
The criteria for selecting disciplines were several. I wanted the
disciplines to represent different cultures on the basis of Becher's (1989)
study of academic tribes in which he divides disciplines into cognitive and
social categories. The cognitive dimension or epistemology includes a
continuum from hard to soft sciences and from pure to applied sciences.
Hard sciences are mainly associated with the natural sciences and soft
sciences are associated with humanist fields and the social sciences. The
distinction between pure and applied science is not clear, but Becher suggests
that pure science or knowledge is essentially self-regulating while applied
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knowledge might be open to external influences.
The social dimension in disciplines is divided into stable and unstable
environments and between urban and rural environments. The first
characterizes an environment in which researchers cluster around narrow
sets of research problems that can be solved in a limited time, whereas the
other spans a broader area in which solutions usually take longer to emerge.
This taxonomy builds on a simple theory of the correlation between
how knowledge is generated and social relations. It is Becher's hypothesis
that differences in cognitive orientation or epistemology influence
disciplinary cultures and organization such as specialization, degree of
cooperation or competition, procedures of assessment and career-patterns.
I decided to sample disciplinary fields on the basis of Becher's
taxonomy to ensure a certain breadth and tried to classify the fields
accordingly. The fields I selected were information science (hard, applied,
convergent and urban), history (soft, pure, convergent and rural), political
science (soft, pure, divergent and rural) and education (soft, pure/applied,
divergent and rural).
There were also practical motives behind this selection of fields. I had
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contacts in all the fields at the three institutions, which made access easy. I
also wanted to select at least some fields in which I personally had some
expertise (education and political science).
I made one change concerning the selection of fields during the study.
In the course of my first interviews, it became clear that the professional
fields in the colleges were perhaps more influenced by the changes in higher
education than the more or less pure academic disciplines. Some of the
faculty I interviewed suggested that the changes in the colleges, especially
the reorganization, might lead to a form of academic drift in which more
practically oriented fields had to adapt to the academic fields and that this
would have more substantial consequences for faculty work in those fields. I
therefore decided to include two faculty members from the field of education
at the reorganized college instead of interviewing two historians at the
university.
The following table shows the interviews of faculty and students by
field and institution.
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Table 2 Number of respondents in fields and at institutions
Field/institution

University

College A

Political science

4

4

College B

Information
technology

4

Education

4

History

4

4
4

4

Faculty were selected via contacts at the three institutions. I contacted
people I knew, primarily directors and institute heads. All of these were
people who knew the faculty members at the institutes. I described the
purpose of the study and asked if they could recommend two faculty
members with at least ten years experience (in order to interview faculty with
enough experience to have a perspective on the changes in Norwegian higher
education) and who they thought would be interested in the topics of my
study. I then contacted the faculty members by phone and all agreed to
participate in the study. At the time of the interviews all of them were regular
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faculty members, but several had former positions as institute or department
heads. Some had also been members of their institution's board. These
respondents therefore were probably both more interested and more informed
about the issues in this study than the "average" faculty member.
I asked one of the faculty members I interviewed from each discipline
or field to recommend two students from their institute to participate in the
study. I explained that I was interested in interviewing "regular" students in
order to avoid getting a sample of the "best" students. I then contacted the
students when I was at the institutions and arranged for an interview. All the
students, except one, agreed to participate. The exception was one student
who declined because of lack of time. The students represented a mixture of
fairly new students and some students who were finishing their degrees after
six years at the university. I also interviewed some mature students because I
wanted to include this group,which has grown in the last few years.
There are no claims to "representativeness" in the selection of faculty
and students or any intention to generalize from the samples to the
population of faculty and students in Norway.
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3.4 Data collection methods
3.4.1 Inten/iews
Kvale (1996) defines an interview as a "conversation that has a
structure and a purpose" (p. 6). The purpose of qualitative interviews is
described as "qualitative descriptions of the life world of the subjects with
respect to interpretation of their meaning" (p. 124 ). Interviews might vary
according to how structured they are, how open the purposes of the study are
explained to the respondents and whether they emphasize hypothesis testing
or exploration. The most often discussed distinction is between semistructured interviews, in which the main themes in the interviews are pre
determined, the order of the questions varies and the purpose is testing
hypotheses or answering research questions, and the unstructured interviews,
which do not have a predetermined set of questions and the purpose is
primarily exploratory.
The interviews in this study were semi-structured, focusing on
different themes and specific questions. I used an interview guide that listed
the themes and interview questions I wanted to discuss with the respondents.
The interview guide both provided preparation for the interviews and was

1
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used as a checklist at the end of the interviews to ensure that all questions had
been asked. The questions were open-ended without any predetermined
answer-categories. However, I had a list of categories that guided me on how
to code the different answers. These categories were taken from the theories
discussed in Chapter One. For instance, when asking faculty about strategies
to meet the many changes in higher education, I used categories to code the
answers taken from Merton's study of bureaucracies and Trowler's study of
how academics responded to change. The purpose of this fairly structured
approach to qualitative interviewing was both to simplify the analysis of data
and to conduct the verification process simultaneously with the data
collection (Kvale 1996).
Three types of questions were asked to both facult>' and students:
- background question about their former work and study
- opinion/value questions about their views regarding changes in higher
education and their situation as faculty or students
- experience/behavior questions about how they experienced these changes
and how they responded to them
The interviews took place between April and late June, 1999. All the
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interviews witli faculty took place in their offices and lasted between one
and two hours. The interviews with students took place in either offices or
classrooms and were a little shorter than the faculty interviews. Before the
interviews started the respondents were given a brief orientation about the
study and its general purpose. They were informed about their rights as
respondents and asked if they had any objections to my using a tape recorder
(nobody did).
Merriam (1988) raises the question of what makes a good respondent
and suggests that it is an informant- "one who understands the culture but is
also able to reflect on it and articulate for the researcher what is going on" (p.
75). All the faculty I interviewed proved to be "informants" in this sense of
the word. They were both able to reflect on the general situation in higher
education and discuss their own role as academics and employees. While
Kvale suggests that it is primarily the researcher's task to answer "why"
questions and provide reasons and explanations for why something has
happened, many of the faculty respondents provided such explanations.
The students I interviewed were both articulate and interested in this
study. Most of them had no difficulty in reflecting on their motivation for
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becoming students and giving descriptions of quality in higher education.
Most also proved to be valuable observers of their fellow students when I
asked them to describe the average student today.
It was very difficult for both students and faculty to give a detailed
account of how they spent their time on different activitites and
responsibilites. The data on their actual behavior is therefore less reliable
than the data on their interpretations and experiences. A much better
approach for exploring the degree to which faculty in Norway now spend
more time on external activities would have been a detailed time budget
analysis or participant observation prior to and after the changes.

3.4.2 Documentary analysis
Chapter four in this study is based partly on secondary material,
mainly theoretical studies of neo-liberal ideology and empirical studies of
changes in Norwegian higher education. In addition, I present a brief
analysis of a few policy documents from the 1960s and compare them to a
similar analysis of documents from the 1980s/1990s. The purpose of this
analysis is to trace developments in neo-liberal thinking in Norwegian higher
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education during the last 30-40 years and ground the arguments in official
discourse.
I selected a few public documents that are generally available, and that
are authoritative and representative (Rhoades, 1990) as they represent the
views of either the government or the Ministry of Education. It is relatively
easy in a small country like Norway to identify the relevant official
documents in relation to higher education and (basic) research since this is
the responsibility of the state.
In analyzing the documents I looked for themes, arguments, rhetoric
and suggestions that are related to the question of the degree of neo-liberal
influences on higher education in Norway. I have presented fairly extensive
quotations from the documents and have compared documents from the two
time periods where this is relevant. Obviously, there are some limitations to
this approach. There is probably an over-emphasis on themes and quotations
related to neo-liberal ism in the analysis in the documents from the 1990s, and
the search for deviant cases has not been as extensive here as in the analysis
of the interviews. This means that my interpretation of these policy texts is
less valid than the data from the interviews. However, the main suggestion in
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the first part of chapter four- that Norwegian higher eduation is increasingly
being influenced by neo-iiberal ideologies- is documented through the
analysis and quotations from the texts.

3.5 Data analysis
Here I only discuss the analysis of interview data. The interviews in
this study were transcribed as soon as possible after they were finished. I did
all the transcription myself and translated the interviews from Norwegian to
English during the transcription. The technical quality of the tapes was good,
and the transcription took from 2-5 hours for each interview. Most of the
interview transcripts were between 10 and 20 pages.
Kvale (1996) argues that there are no fixed rules for transcriptions, but
that there are a set of standard decisions to be made, for instance whether the
transcription should be verbatim or more formal, whether the entire interview
should be transcribed or only a part of it, and how much detail concerning
non-verbal sounds should be transcribed. The central question is not what a
correct transcription looks like, but what a useful transcription is in relation
to the research purpose.
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In this study I have applied what might be called a slightly modified
verbatim mode. The purpose of the transcription was to catch as much as
possible of the meaning of what the respondents said in the interviews.
I also decided to transcribe as much as possible of the interviews and
followed the general advice of "better more than less," especially in the first
interviews. In some interviews, I left out answers or points of view that
obviously were not relevant for this study. Some of the students got lost
sometimes in their descriptions or explanations, and therefore I left out some
lengthy passages, as a result, some of the transcriptions from students are
fairly short. The bottom line is that theory should guide the transcription and
analysis.
In fields such as conversation analysis researchers have developed
detailed conventions on how to transcribe elements of interviews like
silences, spaces and intonation (Ten Have, 1999). Because the purpose of this
study is not to analyze speech or language, I decided to transcribe in regular
sentences. The transcripts therefore give an impression that the interviews,
especially with students, were more structured than they actually were.
The next step in the analysis process was to bring order and structure
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to the transcribed interviews. The conceptual framework and three research
questions formulated in Chapter One generated the codes in this study. The
purpose of the coding process is , according to Coffey and Atkinson (1996)
" to organize, manage and retrieve the most meaningful bits of our data."
The coding process in a theory-driven study like this one is to relate the
transcribed interviews to the conceptual framework or theories about those
data.
The coding process was simple. Tesch (1990) provides a list of eight
steps to consider when coding transcriptions from unstructured data. I
followed some of these steps in the following way: First I got a sense of the
whole interview by reading through it several times. Then I marked or
underlined the transcribed interviews in order to highlight important or
relevant sections. The next step was to read through the interviews theme by
theme, classify them and then compare the views of the respondents,
according to different fields and different institutions. Some of the coding
was fairly simple. For example, I had a label called "managed professionals"
taken from Rhoades' book. I wanted to know the degree to which Norwegian
faculty might be described or describe themselves as managed professionals.
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Rhoades uses several indicators when describing "managed professionals"
for instance reduction of free time and less influence on decisions. When
coding the transcriptions I marked the interviews with a sign indicating their
codes and made of list of where in the different interviews I might find
themes associated with "managed professionals". I found that this way of
coding made it easier to answer questions about what themes, patterns,
contrasts and irregularities gave shape to my data (Layder, 1998), The units
of analysis were the students and faculty I interviewed by field and
institution. The units of coding were faculty and students' opinions,
interpretations and experiences, as evident in words, phrases, or sentences
found in their responses.

3.6 Verification
Verification in social science research is usually discussed in relation
to positivist concepts like reliability, validity and generalizibility (Kvale,
1996). Because of the positivist connotations, some qualitative researchers
(Lincoln and Guba 1985; Merriam 1988) have suggested that concepts like
credibility, confirmability and trustworthiness better capture the question of
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the truth value of findings in qualitative studies. However, the basic question
is the same in both quantitative and qualitative designs: what are the reasons
to believe or trust the findings in a study? Kvale defines validity primarily as
quality of craftsmanship and suggest that the credibility of the researcher also
becomes essential. He says that "... based on the quality of his or her past
research in the area, the credibility of the researcher is an important aspect of
fellow researchers ascribing validity to the findings reported" (1996, p. 241).
While credibility here is discussed in relation to research experience, which
few people working on dissertations have, familiarity with the topic that is
studied should also be relevant when judging a researcher's credibility. My
knowledge of the topic for this study, higher education in Norway, is a
result of 20 years of administrative and teaching experience in several
colleges and in The Ministry of Education. I have been a student, and later an
external examiner, at one of the institutions discussed in this study and a part
time lecturer at another. This familiarity is primarily a strength as long as
personal and theoretical biases are clearly stated.
My perspective on verification is the same as Kvale's (1996): to accept
the concepts of validity, generalizability and reliability, but to
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reconceptualize them in a form more relevant to qualitative designs. Here the
emphasis is on verification in relation to interviews.
Validity refers to the correctness or credibility in a study: is it true,
does it match reality and does it makes sense? Kvale distinguishes between
three conceptions of truth: the correspondence criterion, which relates truth
to the correspondence with an objective world, the coherence criterion, which
concerns the consistency and internal logic of the knowledge presented, and
the pragmatic criterion, the degree to which knowledge lead to practical
results.
This study, like most other qualitative studies, rejects the assumption
that there is only one independent objective and external reality and that the
goal of science is to reflect or correspond to this reality. Since there are
multiple truths and multiple ways of knowing, we have to replace the
traditional conceptions of validity with a conception of validity as defensible
and credible knowledge about how people construct and understand their
world. The validity of a study, then, rests upon the researcher's ability to
show
"... that he or she represented those multiple constructions
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adequately, that is, that the reconstructions ( for the findings
and interpretations are also constructions, it should never be
forgotten) that have been arrived at via the inquiry are credible
to the constructors of the original multiple realities "
( Lincoln and Guba 1985, p. 296 ).
What are the practical consequences of these rather abstract
philosophical reflections? Kvale (1996) and Maxwell (1996) suggest that
instead of striving for absolute and certain knowledge, validity becomes a
question of trustworthiness and defensible knowledge, in other words a
change from verification to falsification. The task is to examine sources of
invalidity and choose between different interpretations. The key concept
becomes validity threat; we have to test our accounts (descriptions,
conclusions, explanations and interpretations) and give them a chance to
prove us wrong. Establishing validity involves strategies to rule out such
threats in order to increase our confidence in what we have found.
There are no fool-proof rules for establishing validity. As Karseth
(1996) says, most of the interesting and difficult questions about validity first
become visible during the research process. Discussing validity as a separate
issue might give the wrong impression that validity is a separate stage in the
research process, usually the last one, instead of being a quality control

procedure encompassing all the stages in the process.
In this study I have tried to increase validity by following some of the
general strategies recommended by researchers working in the qualitative
tradition (Miles and Huberman, 1994 ; Kvale, 1996; Maxwell, 1996;
Merriam, 1988). Merriam suggests that an investigator might ask colleagues
to comment on the findings as they emerge to identify validity threats. Kvale
uses the concept communicative validity to test the validity of knowledge
claims in a dialogue. Accordingly, I used several colleagues to express their
opinions of different aspects of this study. They were asked to comment on
and criticize the study, and in a sense to play devil's advocate. I followed
much of the advice I received, for instance, to change the sample of faculty,
to ground my arguments better in the data, and to minimize the amount of
talk I did during the interviews. During the analysis stage of the work, I also
asked several people familiar with Norwegian higher education to comment
on my findings.
Maxwell (1996 ) discusses two specific validity threats, researcher bias
and reactivity. Since it is impossible to eliminate both bias and the influence
of the researcher during the interview, the task becomes to explain possible
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biases, especially in relation to theoretical orientation, and understand how
you as a researcher might influence what the respondents say and how this
might affect the validity of the inferences you can draw. In this study I have
tried to make explicit the conceptual framework and theoretical approaches I
have used. I have also made it clear how these may have influenced the
research process through the way I transcribed and coded my data. This study
is more structured than usual in qualitative research. The advantage is that the
research process becomes easier and better organized; a possible danger is
that the theory-driven research design and the interpretation of the findings
are more influenced by the researcher's preconceptions than in a more
inductive research process.
My first interviews in this study occured with two articulate faculty
members. I probably spent too much time discussing the themes and
questions with them, but they had fairly strong opinions about the topics in
the study. I found that engaging in long discussions had the danger of what
Maxwell called reactivity (that is, the researcher's influence on the
respondents), especially in relation to students. I therefore took a more
passive role in later interviews and primarily probed new questions where
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necessary during the interview without offering any opinions or engaging in
discussions with the respondents. However, I spent some time summing up
the respondents' arguments in order to check that I had understood what they
meant.
Miles and Huberman (1994) suggest that one tactic to avoid validity
threats is to look for negative evidence and rival explanations. When I
presented my findings to colleagues, I have always asked if they were aware
of any negative evidence in relation to my findings or whether they could
come up with any rival explanations to the theoretical framework presented
in Chapter One. In the analysis also, I have presented the findings that
contradict the main findings and conclusions. For instance, although most
faculty members had experienced many changes in their daily work, there
were also those who had not recognized any changes at all. In the analysis I
have tried to report as many such deviant cases as possible. Although
presenting such atypical cases makes the conclusions less clear and reduces
the possibility of generalizations, it increases the truthfulness of the study.
I decided not to utilize some methods to increase validity. For
example, several commentators recommend that researchers should solicit
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feedback from respondents to identify validity threats (Miles and Huberman,
1994; Maxwell, 1996; Merrriam 1988). Others, however (Bryman, 1988;
Fielding and Fielding, 1986) suggest that respondents should not necessarily
have a privileged status as commentators on their own actions.
There were practical problems associated with respondent validation in
addition to more theoretical reservations. Several of the interviews took
place at the end of the semester or at the beginning of the summer holiday,
which meant many practical problems just finding the respondents, especially
students. Several of the students I interviewed plarmed to change institutions
in the fall semester, which also made it difficult to find them. In addition, I
realized that the value of respondent validation would be reduced since I had
to translate the interviews from Norwegian to English during the
transcription. Some of the students were likely to have problems in
understanding part of the translated transcripts.
Another strategy to reduce the threat to validity often suggested in the
literature is to use multiple methods of data collection and analysis, a
strategy often called triangulation (Denzin, 1970; Patton 1990). The basic
assumption behind this strategy is that any bias inherent in "particular data
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sources, investigator and method would be neutralized when used in
conjunction with other data sources, investigators and methods" (Creswell,
1994, p. 174). There are both methodological and practical reasons behind
the decisions not to apply several data collection methods and analysis in this
study. Many authors question the assumption that triangulation automatically
increases validity (Fielding and Fielding, 1986 ; Silverman, 1993). There is
no guarantee that the methods which are triangulated do not have the same
biases, and the researcher might also be tempted to choose those methods that
tend to support their theories. The biases and inaccuracies in one method are
not reduced by using other methods. Rather than relying on several methods
to reduce validity,identifying and trying to eliminate biases in the data
collection method that is chosen seems a more effective alternative.
External validity concerns the possibility of generalization. To what
extent can the findings from one study be applied to circumstances beyond
those in which the study was executed? Of course, an interpretivist view of
social science implies that every social situation is unique. From such a
perspective generalization makes no sense. The descriptive, interpretative and
theoretical validity of the conclusions all depend on the internal validity of
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the study. Creswell (1994) maintains that the value of a qualitative study
actually may depend on the lack of external validity. One selects a qualitative
approach because one wishes to understand the particular case, not because
one is interested in what is generally true.
While statistical generalizations based on random sampling are usually
invalid in qualitative studies based on purposeful sampling, Kvale (1996)
suggests two other types of generalization which might be relevant in
qualitative studies; analytical generalization and reader generalizations.
Analytical generalization is defined as a "...reasoned judgement about the
extent to which the findings from one study can be used as a guide to what
might occur in another situation" (p. 233). The task of the researcher is to
specify the supporting evidence and describe the research process in as much
detail as possible so that the readers can judge the soundness of any
generalization claims.
Reader generalization leaves the question of generalizability to the
reader, not the researcher. It is the readers who should judge whether the
concepts, theories, categories and findings are relevant and could be applied
to their situations. This is not a mechanical process, but requires careful
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interpretation based on what Lincoln and Guba call "rich, thick descriptions."
Reliability is the third useful concept in establishing verification,
which together with validity and general izability, has reached the status of a
scientific holy trinity, according to Kvale. Formally, reliability refers to the
consistency of research findings and is tested through replications. Some
researchers believe that reliability is only a concern for quantitative social
scientists. Achieving reliability in the traditional sense in qualitative studies
is regarded as problematic because "the assumption of an unchanging social
world is in direct contrast to the qualitative/interpretative assumption that the
social world is always changing and the concept of replication is itself
problematic"(Marshall and Rossman, 1995 ,p.l45).
In general, however, this position is also problematic. Assuming that
the social world has no stable properties rules out any systematic research,
whether quantitative or qualitative. A more realistic position is to follow
Merriam who states that "rather than demanding that outsiders get the same
results, one wishes outsiders to concur that, given the data collected, the
results makes sense- that they are consistent and dependable" (1995, p. 172 ).
From this point of view it is difficult to distinguish between internal validity
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and reliability. The same strategies, then, that are mentioned in relation to
internal validity should also be used to evaluate reliability, for instance,
making the investigator's theoretical position clear and giving a detailed
description of the research process so "that other researchers can use the
original report as an operating manual by which to replicate the study"
(Goetz and LeCompte, 1984, p. 216).

3.7 Ethics
Like other studies, this investigation involved several ethical questions
throughout the research process, from framing the purpose of the study to
reporting the results. The National Research Ethics Committee for the Social
Sciences and Humanities in Norway has defined an ethical code for research
which states the rights of the informants and the responsibilities of the
researchers. While such codes may not provide definitive answers to ethical
issues or dilemmas, they can help researchers make rational choices and
build ethical considerations into the research design. Three ethical issues are
particularly relevant in relation to the research design in this study: informed
consent, confidentiality and the consideration of possible consequences of the
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Study for the subjects (Kvale, 1996; Merriam, 1988).

Informed consent is described in the Norwegian guidelines in two
separate points. One states that the respondents should be given enough
information to have a reasonable understanding of the research field, of the
consequences of participating in the research project, and of the purpose of
the research. The second point emphasizes that the respondents should give
their consent before a research project starts and that they have the right to
withdraw from the project at any time.
There might be several problems with informed consent in qualitative
research designs. One is how much information it is possible to give in a
flexible design and how clearly the purpose of the study should be given,
since there might be situations where too much information might lead
respondents to answer in a specific way. In this study I followed the
guidelines from the Norwegian Ethics Committee. When I contacted the
respondents, they were briefly informed of the purpose of the study and
asked if they would participate. Before I started the interviews, I gave them
an orientation about the background of the project, the purpose and how the
data would be used. They were also informed that anonymity and
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confidentiality would be ensured and that they could withdraw from the
project whenever they wanted. They were given the opportunity to ask
questions about the project and a few were interested in questions concerning
publication of the findings.
Confidentiality means that it would not be possible to identify the
respondents in the research report or in the data from the interviews. This
implies that the researcher has to protect the identity of the respondents in
the report and that other researchers could not see or use the data from the
project without the consent of the respondents. In this study the anonymity of
the respondents is protected by not using any names in the quotes in the
report. I have also saved the trcinscripts in such a way that nobody except the
researcher will have access to them.
I considered whether or not participation in this study could have any
negative consequences for the respondents before I started the interviewing. I
was aware the some faculty respondents might find it difficult or stressful to
talk about the many changes in higher education, changes that for some could
have created personal troubles. None of the respondents experienced the
interview in such a way as far as I could tell. On the contrary, several of the
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faculty members and some students said that the interview was a positive
experience and that they appreciated the opportunity to talk about matters
that really mattered to them. In some interviews, then, there was a reciprocity
in what the researcher gained and what the respondents experienced.

3.8 Summary
In this chapter I have described both theoretical and practical questions
in relation to the methodology used in this study, partly based on a research
diary and field notes. I have discussed most of the dilemmas and decisions I
confronted and had to make during the research process. The process itself
however, was much more complicated and "messy" than the simple linear
account given in this chapter.
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CHAPTER 4. NEO-LIBERAL POLICIES IN A SOCIAL DEMOCRATIC
ECONOMY
4.1 Introduction
The research question that guides the discussion in this chapter is "To
what extent has Norway adopted neo-liberal policies in higher education in
the 1990s?" The main argument in this chapter is that Norwegian higher
education is changing because of two partly interconnected forces: significant
growth in student numbers and intentional political reforms primarily
influenced by neo-liberal ideology.
The chapter answers the research question by providing a balanced
review and discussion of relevant social science literature and public policy
documents. I have found it necessary to give a fairly broad introduction to
Norwegian society, politics and economy, since higher education is strongly
integrated in national politics and the economy. The concept "policy" is here
meant to mean public policy "...that is those policies which are made on
behalf of the state by its various instrumentalities to steer the conduct of
individuals, such as teachers or students, and organizations, such as schools
and universities" (Taylor, Rizvi, Lingard & Henry, 1997, pp. 1-2). Public
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higher education policy in the Norwegian context is a state activity, but an
activity that is often shaped by the interaction among the state, the economy
and civil society, and in which educational policies often interact with
policies in other fields.
In this chapter I document important changes in Norwegian higher
education. I argue that these changes are not only a result of higher education
policy, but that the sector is also strongly influenced by public administration
policy, especially the introduction of new public management (NPM). I
suggest that NPM is an important manifestation of neo-liberal policy in the
public sector and that several changes in universities and colleges might be
best understood by analyzing their role and formal status as ordinary state
agencies.
There are several reservations concerning the discussion in this
chapter. I do not discuss the causes of the different forces which contribute to
changes in Norwegian higher education. I focus on Neo-liberaiism, which
might be defined as a political or political economic policy, but I am less
concerned whether this ideology is global, an aspect of Americanization or
mainly an important aspect of the increasing influence of the European
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Union. Politically, neo-liberaiism is often connected to the United States and
the Chicago school of free market economies and the Virginia school of
public choice. Culturally, Norway seems more influenced by
Americanization, the homogenization process where American culture
becomes "everyone's second culture" (Ritzer 1995), than by global forces
contributing to heterogenization as suggested by Appadurai (1990) and other
globalization theorists. In this study, however, the main discussion concerns
the consequences of neo-liberalism, not the forces behind it.
This chapter is theoretically informed by the discussion in Chapter One
of Giddens' structuration theory and Weber's and Ritzer's discussion of
rationalization and McDonaldization processes. I suggest that New Public
Management, which is here studied as a manifestation of neo-liberal
ideology, also contains many of the dimensions of the modem rationalization
processes like calculability, quantification, control and predictability.
The chapter is organized in three main sections. In the first 1 describe
the political and economic context of Norwegian higher education. I then
present an overview of the historical background, structure, and organization
of Norwegian higher education. These two sections give a necessary
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background for answering my research question in the last section, of the
extent to which Norway has adopted neo-liberal policies in higher education.

4.2 The ideological and economic context of Norwegian higher education

4.2.1 Norway: People, politics and economy
Norway is a small country with a population of only 4.4 million. While
it is an ancient society, it has a short histor>' as an independent nation. The
country got its national constitution in 1814, but became an independent
constitutional monarchy in 1905 after it had been under Danish and Swedish
control for nearly fiye centuries.
Norway has a dispersed population living on 324 000 square
kilometers in the northern part of Europe. Significant features of the
country's geography- its long coastline, mountains and fjords- have
contributed to a sense of local identity and a well developed local democracy,
and at the same time a strong commitment to social equality with extensive
public involvement in the provision of services (OECD 1997).
Politically, Norway is a parliamentary democracy based on the
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principle of division of power. The national assembly, the Storting, has
legislative authority; the executive power lies with the government, with 17
ministries as political secretariats. The High Court has judiciary power. In
addition to the central authorities, Norway is divided administratively into 19
counties and 435 municipalities.
In general, Norway has been defined as a social democracy, based on
ideological consensus about the value of social justice and a well-developed
public welfare system in which more than 30% of the employed population
work. The term "Scandinavian model" has often been applied to describe this
modem form of social democracy founded on a high tax base, a universalist
orientation and well funded health services. The system is somewhat
different than the Middle or Southern European systems, which have less
commitment to social welfare. One reason for the general commitment to the
Scandinavian model in Norway is found in the homogeneity in the country:
98% of the population are bom there, speak the same language and belong to
the same race; 95% belong to the state church and nearly all children attend
the public school system.
Norway is among the ten richest countries in the world when we
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consider the size of the population. It is one of a few countries where public
revenues exceed public spending (Tjeldvoll, 1997). The Norwegian economy
has grown substantially after the country discovered oil in the North Sea. In
1998 the economy was in its fifth consecutive year of steady growth. The
inflation rate is similar to that of other OECD countries, and the
unemployment rate is falling and was expected to reach 3.8% in 1999. The
employment growth has come in the public sector, and today Norway has the
highest public sector employment relative to total employment of all OECD
countries.

4.2.2 The social democratic order 1945-1975
It is necessary to give a brief historical overview of the development of
Norwegian politics in the period after WW II before I can discuss the
development of neo-liberal policies in the country. The progress of this new
policy was partly based on an attack on the old social democratic order.
The political party system in Norway has developed from a twoparty
system in 1884 to a multi-party system from 1945 onward. Until the 1970s,
the Nordic countries generally had a five party system with a social
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democratic, a communist, an agrarian, a liberal and a conservative party
competing for power in a stable and consensus-oriented political system. The
political cleavages have been dominated by four issues: conflict between
central and rural areas, economic conflict between workers and capital,
foreign policy conflict concerning Norway's role in international
organizations and relationship to the European Union, and conflict between
economic growth and environmental protection. The traditional differences
between the Labor Party and the non-socialist parties dominated most of
these cleavages during the first part of the post-war period.
The period from 1945 to the mid-seventies was characterized by social
and economic stability and development in Norway. During this period
Norway became an industrialized nation in which industry more than
agriculture, forestry and fishing contributed to higher production and an
economic growth between 3 and 5 % in the 1950s and 1960s (Furre, 1991).
This was the golden age of Keynes' ideas in Norwegian economy and the
Labor Party in politics. Norwegian historians have used several labels to
characterize this period: the one-party state (Seip, 1963) or the social
democratic order (Furre, 1991). Both characterizations are somewhat
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misleading. Even if the labor party dominated Norwegian politics during this
period, many of the important decisions about policies were a result of
compromises with the opposition and negotiation with organized corporative
interests. And while the term "order" in the second characterization might
give an impression that order and stability contributed to an unchangeable
society, the fact is that in many respects this was a period of many, fast and
comprehensive changes compared to the pre-war period.
The period was also distinguished by a strong state with clear
ambitions to coordinate, plan and govern the society according to Keynesian
principles. The primary goal was full employment and growth in a mixed
economy of private enterprises supplemented by some large state industries.
The state took most of the responsibility in sectors like education, health care
and welfare, and for cultural institutions such as broadcasting.
The Norwegian social democracy in this period was based on a
compromise between plan and market, and between conservative and liberal
ideologies on the one hand and social democratic ideals on the other. The
state was supposed to take care of the common good and develop universal
welfare, while the private enterprises controlled the investments. Politically
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the system was divided in two: first a formal parliamentary system in which
political parties struggled for power in elections, and second a corporative
negotiation system in which private interests became an integrated part of the
political/economic sphere to form what has been labeled a system of mixed
administration and negotiation economy (Hemes, 1978).
The Norwegian social democracy after WW II never turned socialist.
Nationalization of the industry was never an important political issue, and
traditional social class divisions existed. Compared to the competetive
capitalism in the United States and the personal capitalism in Great Britain,
Noi-wegian politics and economy in the 1950s and 1960s might better be
characterized as a democratic capitalism (Sejersted, 1993).

4.2.3 The neo-liberal challenge 1975-present
Early in the 1970s the social democratic order was challenged by new
ideas. Some of the signs were already visible in the 1960s. While the
economy was still growing, there were more ambiguous results for the Labor
Party in the political system. The party lost majority in the parliament in an
election in 1961, and in 1965 Norway had its first post-war non-socialist
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government. Although there were few concrete political changes, a new
understanding and criticism of the extensive role of the state gradually
developed. There was general consensus about the development of the
welfare state and the compromise between plan and market in the economic
sector, but critical voices were heard regarding too many rules, laws, high
taxes and bureaucracy. As long as the economy grew, these voices were still
few and isolated.
In the early seventies, ideological conflicts concerning the further
development not only of the welfare state but also of the general direction of
Norwegian politics became more visible. The referendum about whether
Norway should join the Common Market in 1972 became a question not only
of economic integration in Europe and self governance, but also a protest
against the development of the industrial society and economic growth with
some of its negative consequences, especially environmental problems.
From the late 1960s the Norwegian economy changed too, mainly for
the better in the beginning. Many of the changes that influenced the national
economy were not planned or expected: finding oil in the North Sea gave the
country a unique foundation for economic growth and stability, the oil crises
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in tiie Middle East in 1973-74 and the international market fluctuations
(Furre 1991). When the economic crises became manifest in Europe in the
mid 1970s, Norway answered with a bold expansive policy based on oil
money. However, national planning became increasingly difficult in a
European system with few barriers among the nations. From the late 1970s
the Keynesian principles did not seem to work any longer in Norway;
production in public industries was less than before and import from other
countries increased. In the new ideological climate, the old compromise
between plan and market was challenged and the Keynesian principles lost
ground while beliefs in the virtues of the market were on the increase.
Academic reports and analyses of development and change in the
Norwegian economy and politics became prominent in the 1970s. The Labor
Party, which had a strong belief in the role of social scientists as social
engineers capable of providing the government with ideas and instruments
for obtaining political goals, established several commissions to evaluate
different aspects of Norwegian society. One study of the power structure in
Norwegian society became an important guide to political changes in Norway
in the 1980s. One part of this study pointed to the fragmentation and
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segmentation of the political system as the main reason for the political and
economic problems, and suggested a strengthening of the most integrative
political institution, the Parliament.
Of greater interest in relation to our research question is the other part
of the report, written by the sociologist Gudmund Hemes, who later became
Secretary of Education for the Labor Party and initiated the higher education
reforms which are discussed later in this chapter. Hemes suggested that the
state had taken on too many responsibilities and tasks and that the solution to
economic and political problems was to relieve it of many duties. This
"problem" of overload is discussed in several neo-liberal and conservative
theories. Osterberg and Nilsen (1998) maintain that Hemes' suggestions are
the first visible neo-liberal appeals to renew the Norwegian political system
and deregulate the economy. They tie the symptoms of the neo-liberal
introduction in Norway to the early 1980s. From then on the old compromise
between plan and market was broken and the market was regarded not only
as a technical instrument to distribute goods and services, but also as a model
of how society should regulate social relations in general.
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4.2.4 Neo-liberalism in Norway today
Before I turn to a discussion of the higher education sector, 1
demonstrate that neo-liberalism is becoming an increasingly dominant force
in Norwegian politics and economy. I describe changes in the Norwegian
population's value-orientations and the increasing support of the neo-liberal
progress party. I discuss the introduction of New Public Management in
public administration and I describe the deregulation of important national
institutions and industries.

4.2.4.1 Neo-liberal ideologies in Norway
Ideologically, neo-liberalism manifests itself in at least two ways in
Norway: a change in the population's general value-orientations and the
growth of the most prominent neo-liberal political party.
Norwegian Monitor is the name of a social science project which for
the last ten years has studied changes in the value-conceptions, attitudes and
behaviors of representative samples of the Norwegian population. The latest
report from the project analyzes changes in value-conceptions (Hellevik,
1996). Two dimensions seem to divide Norwegians' value-conceptions. One
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is a "culture" dimension in which on one the hand there are people who
prefer a modem culture, characterized by a taste for new ideas, opermess and
diversity, and on the other hand there are people who prefer a traditional
culture characterized by stability, traditions and safety. The other valuedimension dividing Norwegians is ideological, separating the materialistic
oriented people concerned with amassing material possessions, economic
growth and a utilitarian philosophy from the more idealistic oriented people
concerned with "soft" values like environmental protection, health and
welfare.
With these very broad classifications as a point of departure, Hellevik
and his associates "divide" Norwegians into four broad "value-segments":

- traditional idealists characterized by a respect for law and order, religiosity,
a Protestant ethic (but not a spirit of capitalism); values generally
connected to rural environments
- traditional materialists concerned with material safety and economic
growth, loyalty to superiors and a sense of solidarity; values often
associated with the working class in industrial society
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- modem idealists who prefer individuality, are skeptical of authorities,
support equality among sexes, environmental protection, and suggest
that the state should have the responsibility of solving social problems.
Hellevik connects this value orientation to the generation from 1968 and
postindustrial society
- modem materialists concerned with providing new goods and services, who
have a great interest in technological developments, a priority for city life
and less respect for traditional morals, state regulations and scientific
knowledge. Contrary to the other three groups, which have a basis in
economic activity and work, this "postmodem" group is more focused on
consumption and spending
The conclusions are relatively clear: there has been a distinct
development from an idealist to a more materialist value orientation in
Norway during the 1990s and an increase of people defined as modem
materialists (Hellevik, 1996). Hellevik paints a picture of this last group as
being concemed with individual needs ("egoism"), anti-health, increasingly
occupied with pleasures ("hedonism") and a strong urge to buy new goods
and services to satisfy immediate needs ("consumption"). While this study of
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changes in valueorientations in the population is no "proof of an
increasingly neo-liberal ideology in Norway, it is interesting to note the
similarities between the description of the materialists given in this project
and the radical individualism which is an important element in both classical
and neo-liberal ideology.
A more concrete example of the development of neo-liberal ideology
in Norway is the increasing support of the Progress Party. This party was
established in 1973 with the primary goal of working for reduced taxes and
public interference in economic life. Today the party is the strongest political
supporter of a market-liberal ideology and is often associated with populist
ideas criticized for providing simple solutions to complicated social and
economic problems in Norwegian society. It is mainly an urban party and has
increased support from workers and people with low incomes and limited
education.
The Progress Party took a firm stand in relation to two new political
cleavages which came to dominate Norwegian politics in the 1980s and
1990s. In the new debate about private or public solutions to increasing
welfare problems, the Progress Party became the strongest supporter of

171

private solutions and firmly believed that individuals should take more
responsibility for their own welfare. Another political issue that divided the
Norwegian population was the question of restricting the increasing
immigration to Norway. The Progress Party was again the strongest
supporter of a restrictive immigration policy and reduced aid to immigrants.
In general, many of the classic principles in neo-liberal policy are
found in the program for the Progress Party: support for a minimal state,
cutting of public expenditures, economic liberalism and privatization of
public enterprises.
Support for the Progress Party has varied since 1973 when the party
got 3% of the votes and gained four seats in the Parliament. During the last
few years the support has increased considerably, and in the last
parliamentary election the party got 15% of the votes, gained 25 places (of
165) in the Parliament and became the second largest party in Norway. It is
an interesting phenomenon that the increasing support and votes for the
party have not come from people usually supporting the Conservative Party,
which shares some of the ideas of the Progress Party, but from people who
used to vote for the Labor Party.
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4.2.4.2 The introduction of New Public Management
Another manifestation of the increasing influence of neo-liberal ism in
Norway, which is especially relevant to this study, is the introduction of New
Public Management (NPM) in Norwegian public administration. I have given
a brief introduction to this new administrative movement in Chapter One and
will also return to a discussion of NPM in relation to higher education later in
this chapter.
The background for the introduction of NPM in Norway is best
understood as a consequence of what was called "public sector revolution" in
the 1960s and 1970s when there was a significant growth in public
expenditures, tasks and employment (Olsen, 1988). During this period there
was an increasing emphasis on the public production of services and less
support for defense, law and order and transportation. The growth of the this
sector, especially health and social welfare, became an important political
issue and the new Progress Party dominated the political critique of the
public sector. This critique, combined with international neo-liberal
administration ideology, forced the labor government to "do something"
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about public administration.
Norway represents an interesting case of what happens when
international neo-liberal ideas about flexibility, autonomy, privatization and
marketization as instruments to reform public administration encounter a
traditional social democratic administration system characterized by ideals
like democratic control, an emphasis on bureaucratic procedures to guard
equal and objective treatment, employee participation in most decisions and
influence from outside organized corporative interests (Christensen and
Laegreid, 1997). After a new conservative government presented its first
modernization program in 1986, the reaction among other political parties,
and especially the administration itself, showed that there was not political
and administrative support in Norway for privatization of public
administration and services, in contrast to what is found in many other
European countries. Instead of trying to relieve public administration of
most of its responsibilities, the compromise was instead to make an attempt
to reforni the public sector as much as possible.
The main solution was the introduction of a system of management by
objectives. It was primarily described as a planning system called governance

by goals and results. The system is today wellknown: the politicians are
expected to formulate the main goals for society, and the administration at
different levels was given the technical responsibility for finding the best
means to reach political goals. An important element in the system was the
quantification of goals so that outcomes could be measured and have
consequences for next year's budget. This implies an incentive thinking
which was uncommon in the traditional administration that was used to
incremental budgeting. The concrete instrument to follow up this budget
system was a procedure called activity planning in which institutional long
term strategic and more specific short-time plans defined goals and results.
These plans were required of all state agencies and institutions beginning in
1992. Such planning is equivalent to performance based budgeting (Pollitt,
1995).
Performance based wages were also introduced to Norwegian public
administration from the beginning of the 1990s. Wages became to a larger
extent dependent on performance. Although general wage-frames were kept,
the new system opened up for more variation and greater differentiation in
public wages. Moreover, 450 top leaders in the public sector were taken out
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of the general wage system, and their wages were individually determined on
the basis of market wages in comparative fields as well as by performance of
their institutions
Other reforms were introduced to modernize the public sector; for
instance, a new budget reform decentralized more responsibility for the use
of the budget to the institutions, and required a fairly extensive resultreporting system, opening up the institution to more external evaluation than
before. Central indicators in the evaluation of performance were "quality,"
"efficiency" and "relevance" (the extent to which the services of an
institution benefitted what were now called customers) of the institution or
agency.
In an examination of policy-making in Australian education, Taylor
et al. (1997) makes the general observation that policy implementation is
never straightforward and that policies result in intended as well as
unintended consequences . What were the results of the introduction of New
Public Management in Norway?
On the basis of several studies of reforms in Norwegian public
administration, Christensen and Laegreid (1997) conclude that Norway may
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be labeled a "reluctant reformer." The primary result of the modernization
processes, including the introduction of NPM, has been a compromise
between classical bureaucratic rule-governance and modem forms of
management by objectives, a system Christensen and La:greid label result
oriented rule-governance. They suggest that the lack of success in the
implementation of new reforms was due to a cultural collision between the
Norwegian model of public administration and international modem market
and management ideology.
Christensen and Laegreid suggest that the biggest change in
Norwegian public administration is not administrative or organizational, but
the new way people talk about reforms and public administration. From an
institutional ist point of view, they maintain that many of the concrete reforms
function mainly as symbolic signs, telling the public that the administration is
"modem" and up to date.

4.2.4.3 Deregulation
A third element of the neo-liberal influence in Norwegian society and
politics is the change in the formal status of state agencies. One of the
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distinctive features of the neo-liberal ideology is the liberation and selling-off
or at least reducing of state control over public agencies. In Norway, where
large-scale privatization is less acceptable among the majority of political
parties, the administration and the general public, a loosening of state control
is an option for those who wish to pursue a less radical neo-liberalism than
the one found in countries like Great Britain and New Zealand.
There are three main ways to organize public agencies in Norway:
ordinary agencies, public enterprises sind public agencies with special
authorities. In addition, some agencies are organized as foundations and state
companies in which the state can have all or part of the stock. The difference
between the three main forms is the extent of state control. The choice of
organizational form is an important political issue. Several considerations
determine how and to what extent public organizations should be tied to the
state: the importance of professional autonomy, the need for the state to
secure equal treatment of customers and the degree to which the agency is
important for reaching political goals. Universities and post offices are
ordinary agencies in which the state has extensive formal authority, whereas
the Norwegian Research Council is an agency with special authorization.

which means that the state cannot regulate the council's activity as much as it
can with ordinary agencies.
More than 600 reorganizations have been implemented in Norwegian
public administration between 1989 and 1995. The main trend has been a
change from organizing public administration as ordinary public agencies
towards a stock model or a new organizational form, state corporations,
which was introduced in 1991. This gives the agencies more freedom from
direct state governance and a greater opportunity to operate in a market-like
private enterprises. Many of the traditional Norwegian monopolies were
abolished in the late 1980s and the 1990s, such as the Norwegian
Broadcasting Agency, the telecommunication monopoly and the local energy
monopolies. Other institutions were deregulated, such as the Norwegian
Railroad Company, the public mail system and even the Norwegian Liquor
Monopoly. Norwegian State Oil, which was established as a national state
company to meet the challenges from international companies in the
production of oil from the North Sea, gradually changed status from being a
political instrument (for instance for regional economic growth and
employment on the West coast) to a regular multinational company with
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increasingly weak ties to the state.
Johan P.Olsen, the most prominent scholar on public administration in
Norway, has described the increasing dominance of the market logic in
Norwegian public administration and suggested that the market today is
supposed to discipline the political system, not the other way around.

This view sums up the neo-liberal ideology behind many of the
reorganizations of Norwegian public agencies. Nevertheless, though it is
clear that there is a general trend of to liberate public agencies from state
control, it should not be forgotten that most of public administration in
Norway is still in the form of ordinary agencies, and that "the pulling back
the frontiers of the state" has not gone as far in Norway as it has in many
other OECD countries.

4.2.4.4 Summarv: Social democracv vs. Neo-liberalism in Norway
The purpose of this discussion has been to show how during the 1980s
and 1990s Norway became gradually influenced by a neo-liberal ideology
through changes in general value-systems, the increasing support of the
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Progress Party, the introduction of a new administrative management
system and deregulation of public agencies and institutions. The new
ideology was international. In Europe the OECD was the most important
producer and Margaret Thatcher the most famous exponent.
The role of the state has always been the most important political issue
in Norway. It seems that we may now be witnessing a paradigm shift in this
role. Instead of being a provider of public welfare, the state today is more a
guarantor of price stability and low inflation, and a supporter of private
interests. In their study of Norwegian politics in the 1990s, Osterberg and
Nilsen (1998) conclude that the state, instead of being an expression for
general interests in a social democratic period, now fiinctions more like a
national enterprise with the government as the board.
Still, the changes have been less radical than in many other countries.
Reforms, more than privatization and total transformation to neo-liberalism,
have dominated Norwegian public policy. Today the country is probably
closer to American welfare liberalism than neo-liberalism. Several years ago
a distinguished American social democrat speculated whether welfare
liberalism and social democracy might be on the path of convergence: "...the
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difference between social ( welfare) liberalism and democratic socialism
keeps growing smaller, so at some point it may become more than increment"
(Howe 1978:39). It might be that Norway is approaching this point at the
beginning of a new century.
Norwegian higher education has always been public and an important
instrument for reaching political goals. It is not possible to describe and
understand changes in this sector without understanding its political and
economic context. We now turn to higher education. In their study of
academic capitalism in four countries. Slaughter and Leslie (1997) suggest
that "the Canadian case suggests that changes stemming from the emergence
of a global economy do not have to be met with changes in higher education
policy which promote academic capitalism" (p. 214). The question here is; to
what extent have the neo-liberal policies just described been adopted in
Norwegian higher education?
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4.3 Higher education in Norway
4.3.1 Historical background
Norwegian higher education has a short history compared to many
other European countries. The first university was established in 1811 in
Oslo and the next in Bergen in 1946. Six university colleges, specializing in
professional education, were founded between 1897 and 1972. The first
regional colleges were opened in 1969, and during the period from 1972 to
1991 other institutions were taken over from local authorities and upgraded
to state colleges.
In the 1950s, Norway had about 5,500 students in the universities. By
the mid 1970s the number had increased to about 40, 000. From 1986 to 1995
the number of students rose from 100, 000 to about 180, 000 with almost an

equal number in the university and college sectors. In 1991 37% of the 19
year old graduates from high school went on to higher education.
Skoie (1998) suggests that four goals have dominated the development
of higher education in Norway after WWII: quantitative growth in student
numbers, institutions and research output; democratization and the provision
of equal opportunity; the development of a flexible and varied system; and
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the use of higher education as an instrument to reach other political goals like
decentralization and economic development in the regions. The new regional
colleges and the establishment of the University of Tromso in Northern
Norway in 1972 were especially important in reaching this last goal.
Emphasis on the different goals has changed during the post-war
period. In the 1960s the universities were mainly considered and evaluated
as instruments for regional and economic growth. In the 1970s questions of
democratization of the universities and also the new colleges became a more
important political issue and the institutions were evaluated according to
how well they accommodated the many, varied and conflicting interests of
various groups inside and outside the institutions.
Several higher educational policy issues have been discussed during
this period: capacity, the relationship between education and economic
growth, localization of new institutions, and internal and external
governance. There has generally been consensus among the political parties
about the main decisions regarding higher education, especially the need for
growth and the emphasis on strengthening the regional sector. Most of the
political discussion concentrated on the priority of establishing new
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institutions and where these institutions should be located.

4.3.2 Higher education in Norway today
The goals for higher education in Norway are stated in several official
documents. The most reliable source is the budget proposal from the Ministry
of Education to the Parliament, a proposal which is founded on the
government long-term program. The main goals for higher education in 1999
are to;
- contribute to the capabilities and abilities of the population in such a way
that consideration is taken both of the individuals and the country's need for
a highly educated work force
- ensure equal treatment in terms of access to higher education
- improve the quality of higher education and research
- make better use of resources
- increase international cooperation
The primary goal for Norwegian higher education is "that the quality
of research, education and dissemination of scientific knowledge is on a high
international level" (Kirke-, utdannings- og forskningsdepartementet, 1999,
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p. 158). I will later return to a discussion of some of these goals.
The following table provides descriptive data for Norwegian higher
education in the late 1990s.

Table 3 Key figures for Norwegian higher education
No. Of

No. of

Budget

External

institutions

students

(Ministry)

fiinding

Mill.NOK*

Mill. NOK

No. of staff.

*
35

182, 000*

12,100

1,200

13, 800***

Sourcc: Skoic (1998)

* This includes 12, 000 students in private institutions
** Budget year 1997 ( $1=8.00 NOK)
*** Including about 3000 recruitment positions and 2000 externally financed
positions
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The table gives numbers for both the university sector and college sector.
There are several differences between the two sectors. The university sector
has 9 institutions, the college sector 26. There are more students in the
college sector. The budget for the university sector is 50% larger. The
external funding is 20 times greater in the university sector than in the
college sector. It is a matter of discussion whether Norway has a unitary or
binary system of higher education. Several administrative and structural
reforms during the 1990s brought the two sectors closer together, especially
the New Higher Education Act from 1995. Skoie maintains that in terms of
selectivity and prestige, the differences between the two sectors are smaller
than in many other countries.
Norwegian higher education is primarily public. There are 26 private
institutions, 19 of them receive state funding for all or part of their activities.
All of these institutions have to send budget proposals and yearly accounts to
the Ministry of Education, which controls their activities in several ways.
More than 90% of the students attend public institutions and in addition to
the students at home, about 10 000 Norwegians study abroad. There has been
an 36% increase in students studying abroad since 1990-91, partly because of
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the exchange programs in the European Union in which Norwegian students
can participate even if the country is not a member of the union.
The higher education system is also public in the sense that the state
funds all the basic activities at the institutions. There has been an increase in
funding of the institutions, including private ones, from 7.400 Mill. NOK in
1990 to 12.100 Mill. NOK in 1997. The increase is mainly due to the
increase in the number of student places. However, in the budget proposal for
1999 there is a growth in state appropriations that is greater than the growth
in student places.
It is difficult to find reliable data for the funding of research in
Norway. In 1995 expenditures to research and development were 1.7% of
GNP, whereas the average in OECD-countries was 2.2%. Norwegian
research is characterized by a large institute sector with different ties to the
state. Research is performed fairly equally between this institute sector, the
higher education sector and industry. Funding for research is divided
between the state and industry with about 50% each. Most of the state money
is floor funding, covering wages and operations expenditures. The three
research sectors also perfonn different types of research and development. In
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industry, development projects accounted for 75% of the R&D, whereas 48%
of the R&D in the higher education sector was defined as basic research.
There is an increasing amount of externally funded research (and education)
at all the universities and also at several colleges.
Except for a few private institutions, all universities and colleges in
Norway are subject to the authority of the Ministry of Education. They are
regular state agencies, which means that the state has final authority
concerning finances, hiring and important organizational questions.
The new act on colleges and universities effective January 1, 1996,
established the internal governance of the institutions. Each institution is
governed by a board and an advisory council. Most of the board members are
internal, but the Ministry appoints 2-4 external members based on
suggestions from the institutions. An elected rector has responsibility for the
academic leadership of the institution, and the board appoints a director to
head the administration. Each institution is divided into faculties and
institutes with elected educational leaders and appointed administrators. This
divided leadership has been the subject for a good deal of controversy and
discussion about division of labor and who has ultimate authority at the
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institutions.
Both the content and internal organization of educational fields have
been influenced by continental universities and American institutions. Today
it is possible to distinguish between degree programs and professional
education in Norway. There has been growth in the number of fields and
students in degree programs in the last 50 years. Students at the colleges
receive a college degree after 2-4 years or a professional degree after 3-4
years. University students receive a lower university degree after 4 years and
a higher university degree after 6-7 years. Lately, doctoral programs have
been introduced, modeled after the American Ph.D. Advanced professional
degrees are offered at the university colleges and takes 5-6 years to complete.
The teaching methods are the same as the one found at American
universities, with an increasing number of large classes and fewer seminars.
The Ministry of Education is responsible for the distribution of fields
and the total capacity of students at each institution. In general, student
interests and applications have been more important than the market in
determining which fields have priority and what the total numbers should be,
both at the individual institutions and nationally. Humanist, social science
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and natural sciences degree programs and the professional field of law have
expanded most. Although technological and economic fields are the ones
which have been given the highest priority in the public discourse over the
last ten years, student growth has still been greater in the humanities, social
sciences and law. In the budget proposal from the government for 1999, three
fields have high priority: information technology, health sciences and teacher
education. Regional priorities are as always taken into consideration and the
government suggests that the growth should come at regional colleges, not
the universities.

4.3.3 Summarv
In a discussion of the development of Norwegian higher education,
Bleiklie (1996) suggests that any analysis should take into account the
following characteristics: the university system's (and I would add- even
more the college sector's) close ties to the state, the system's small size, its
short history, its fast growth and the tension between European and American
influence.
The overview given so far suggests some other characteristics in
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addition to the ones mentioned by Bleiklie:
- the ideology and application of higher education as instruments for reaching
political goals (an officer in the Ministry of Education once suggested that
the field of higher education should be transferred administratively to the
Ministry of Regional Development)
- primarily a public system with universities and colleges having status as
ordinary public agencies with public funding
- a binary system with a certain specialization, but also increasingly closer
integration through laws, regulations and voluntary cooperation
- main political agreement about the development of the sector with
controversies taking place in "non-educational" areas such as the location of
new institutions
This overview has emphasized the formal aspects of higher education
and its growths, but has given little insight into other ways the national
system is changing. To what extent are the neo-liberal forces I have described
in the first part of this chapter changing the higher educational system I have
described in part two?
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4.4 Neo-liberalism and higher education in Norway

4.4.1 Reservations
There are two reservations related to the following discussion. The
first concerns the periodization of change. This study is primarily limited to a
discussion of changes in the period from 1985 to the present. The other
reservation concerns the delimitation of the focus on political reforms.
Bleiklie suggests that the concept of reform should be reserved for conscious
political actions which are assumed to have identifiable effects. However,
reforms might also be regarded as "expressions of and elements within more
comprehensive social and political processes of change" (1996, p. 2).
Reforms, then, are just as much reactions to changes than efforts to create
change. Thus, Bleiklie maintains that viewing reforms in a rational meansend perspective gives limited insight into the changes that public institutions
generally and universities in particular have undergone. The most productive
perspective would be to view reforms as an integrated part of broader
ongoing social, political and economic changes.
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This perspective underlies the discussion of broader changes in
Norwegian society in this chapter. Implied in this perspective is the view that
universities and colleges in Norway are changing not only because of these
broader changes, but also because the institutions are part of the same
reforms attempted in all other ordinary public agencies.
One final change shall be mentioned. In a 1988 white paper the
government suggested that Norway should reach 105, 000 students in 1995.
The actual number of students that year was 177, 000. Although the
following discussion focuses on planned reforms, these reforms should be
seen in relation to this growth in student numbers and the challenges it poses
for the administration and organization of the institutions.

4.4.2 Neo-liberalism. New Public Management and higher education
Earlier in this chapter I described how Norway tried to adopt neoliberalism in public administration by introducing the ideas of New Public
Management. In chapter one, section 4.5,1 have referred to Pollitt's (1995)
and Hood's (1995) attempts to systematize the discussion of the content of
NPM by describing several of the "movement's" dimensions. I now apply
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their description as a framework to describe and analyze to what extent
Norway has adopted neo-liberal policies in higher education at the national
level.
NPM is a fairly loose term that should be examined in relation to
other developments in public administration such as an increase in the use of
information technology to provide better public services and a development
from dealing with mainly national matters to an international agenda (Hood,
1991). While NPM has been presented as an universal and apolitical
administrative technique, Naschold (1996) shows that the implementation of
NPM varies among countries due to national traditions and constitutional
characteristics.
Here 1 will focus on two of the eight dimensions mentioned by Poll it in
his description of NPM. The first is efficiency, defined as the reduction of
public expenses, and the introduction of performance based budgets. The
second dimension is marketization, the introduction of market mechanisms
both internally (for instance management thinking and incentives/motivation
of employees) and externally (buying and selling teaching, research and
services). Several of the other dimensions mentioned by Pollit may be
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subsumed under these two headings, at least in a Norwegian context. For
example, the differentiation of organizational structure might be discussed in
relation to marketization, as many of the new units at universities and
colleges are established with the purpose of selling teaching and research.
Moreover, the increased use of performance indicators, productivity
measures and evaluation indicates a reliance on efficiency initiatives linked
to the introduction of activity planning systems.

4.4.3 Efficiencv in Norwegian higher education
Hide (1995) suggests that efficiency, defined as better use of public
resources, became an important goal in Norwegian higher education in the
late 1980s. Efficiency surfaced as a main theme in the most important
document concerning the development of higher education in the 1990s; a
1988 report called " With knowledge and will" (Kultur- og
vitenskapsdepartementet, 1988). This paper offered many suggestions for
improving higher education, such as the goals of getting the students through
the institutions as fast as possible, reducing retention and restoring the fulltime student. The stronger investment in the production and dissemination of
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knowledge was related to the need to improve the country's ability to
compete with other nations both economically and intellectually. The main
problem with Norwegian higher education was stated in the first sentence of
the white paper: Norway does not get enough production from its population
given their abilities.
In 1991, the Parliament's education committee stated that the whole
higher education system in Norway had to become more effective. The
committee suggested that universities and colleges need to use resources
more effectively. The committee also suggested that the necessity of
improving the internal routines of institutions. The formulation "using the
resources better" has been repeated in the budget proposals from the Ministry
of Education to the Parliament in subsequent years. Eide (1995) maintains
that the efficiency-goal gives different experts on efficiency the right to
evaluate the results of the institution using their own criteria, which otten
replace many other goals that may have been important for the institution.
The efficiency goal signals a suspicion regarding higher education and gives
an important political legitimation to external experts on efficiency (Eide,
1995). Although Norway still has no external examiners like England, the
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development of advisory councils close to the Ministry might take on such an
expert role as described by Eide. In Norway these "advisory councils" often
become more than just advisory, they often become instruments for the
Ministry's educational policy.
Efficiency is not only rhetorical in changing Norwegian higher
education. It is increasingly important concretely, evident in changes in
public expenses to higher education, the introduction of management by
objectives planning systems and the reorganization of the college sector.

4.4.3.1 Financing higher education
The relationship between financing and efficiency is complicated.
Different Norwegian governments in the 1980s and 1990s held the opinion
that universities and colleges should be able to do more with the resources
they already had or that it should be possible to maintain the current activity
with less money. However, representatives for the institutions maintained
that both efficiency and quality were reduced because of reduced funding,
not only for new positions but also for new buildings and equipment.
At the same time, in one way the discussion about financing higher

198

education in Norway is less complicated than in many other countries. In
1975 95% of all public education in Norway was funded by general public
funds; in 1987 the percentage was 90 (Slaughter and Leslie, 1997, Table
A.4). There have been few discussions of alternative sources of income for
higher education institutions. All public higher education is free. There are
no systems of gifts and private funding for the institutions, or sports and
other public events that generate revenues. Except for public funding, the
only other possible source of income is the selling of teaching, research and
services, which I discuss in the next section. In Norway all public revenues
come from the government. Neither the counties nor the local authorities
have any financial responsibility for higher education. As there are no tuition
and fees (except $50 for a student service foundation), there has been no
discussion in Norway of redirecting government support from the institutions
to students, which has been one way of strengthening market forces and
improving efficiency in other countries.
It is extremely difficult to find reliable data on changes in the financing
of higher education and research in Norway. Not only have there been
changes in the general budget system, which makes it difficult to compare
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data over a certain period, but the classifications of expenditures and
definitions of categories like teaching, research and services have also
changed. This means that it is complicated describing changes in the
magnitude and patterns of revenues from the state (see Slaughter and Leslie,
1997, p. 76 and note 8, p. 75).
However, the budget system is somewhat simpler than in many other
countries and has the following characteristics:
- essentially all financing of universities and colleges comes from the
Ministry of Education
- the financing is in general divided between two categories: wages and
operating expenditures, and expenditures related to costly new equipment
and buildings
- the Ministry stipulates an income from other sources which the institutions
may use
- financing of research from the Ministry of Education is incorporated in the
budgets for the higher educational institutions. This Ministry also finances
the Norwegian Research Council, and supports public and private research
institutes with basic funding
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There has been a decline in government fiinding for higher education
in recent years. The percentage of GNP devoted to higher education went
down from 1.8 in the early seventies to 1.4 in the mid 1980s (Slaughter and
Leslie, 1997, Table A.l). The decline has continued in the 1990s. Since 1988
colleges have had a reduction of 500 Mill. NOK, with a 340 Mill, reduction
since 1994. Except for the United Kingdom and the United States, Norway
had the highest university expenditures per student among 13 countries in the
mid 1980s. However, since 1988 there has been a nominal reduction of 4 %
in the expenses per student at the colleges and a reduction of 6% at the
universities.
The Norwegian College Council has estimated that the budget for
higher education for 1999 actually implies a reduction of 80 Mill. NOIC for
the colleges compared to 1998. The Council has therefore asked the Ministry
for an increase in the budget or alternatively a reduction in student places
which is equivalent to the reduced budget.
For the universities the budget proposal for 1999 means at best a
budget like the one they had in 1998. A new trend however is the change in
the allocation of student places. The government has reduced the student
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places in social sciences and the humanities by 500. In addition, the
universities have to make serious cuts in course offerings, especially in
subjects like philosophy and foreign languages in which there will be shorter
semesters, less teaching, more teaching in large classes and multiple choice
exams instead of take home exams and papers.
The state budget for research and development for 1999 implies an
increase of 2.5 %. However, according to calculations from the Ministry of
Finance, wage increases were expected to be about 5% in Norway in 1999,
which means a reduction in the public financing of research of 0.75%.
Although there was a growth in the state financing of research in the 1980s,
this growth was reversed in the period 1993-9. The reversal seems to have
continued in 1999, but the size would depend on actual changes in prices and
increases in wages.
The main conclusion from this discussion is that there has been a
reduction in government fiinding for both higher education and research in
the last ten year period. It is a reduction in funding per student place in higher
education, and it should be remembered that there has been a significant
increase in student numbers during the same period.
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A second conclusion is that the reduction does not seem to hit the
institutions and fields the same way. Short-cycle education at the colleges has
priority because of the colleges' regional importance and because it is
oriented to workforce preparation. Government gives higher priority also to
technological and professional education; social sciences and humanities are
less favored. Indeed, The Research Fomm (the journal of the Researcher's
Organization in Norway) suggests that restructuring is the new important
term in the higher education sector.

4.4.3.2 Managing higher education
In October 1981 Norway got a new conservative government after
close to ten years with the Labor Party in power. The new government
immediately started a program to renew and modernize the public sector
modelled after similar projects in other OECD countries. The Norwegian
Rationalization Agency (which for several reasons changed its name to State
Consult later in the 1980s) evaluated the higher education sector in 1987 and
suggested the introduction of management by objectives, strategic planning
and result-reports at universities and colleges. Together with the general

program from the government for modernization of the public sector, also
from 1987, this suggestion formed the background for the planning and
management system which is still used in higher education in Norway today
(the exception being a few private institutions). It is interesting that it was
the Labor Party which implemented these new ideas when it came back in
power in 1986. Indeed, several commentators and scholars of political
science (Slagstad, 1998; Osterberg and Nilsen, 1998; Olsen, 1991) suggest
that it became increasingly more difficult during the 1980s to detect
disagreements beteeen the Conservative Party and the Labor Party in their
views concerning the modernization of public administration.
The management by objective system, which is required by all
Norwegian public agencies, is based on a system of primary political goals
and means. The goals are supposed to be clear, consistent and quantitative.
The system also requires an increased emphasis on measuring results and
evaluation of the degree to which public agencies have reached their goals.
The third element in the system is performance based budgeting: results are
supposed to have consequences for the following year's budget. The
important documents related to this system were a budget-document from the
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Ministry of Education to all institutions specifying budgets and expected
results, and the activity plans from the institutions in which they reported the
previous year's results and how they would spent next year's budget. The
system is built on a division of labor between central politicians and the
higher education institutions: the politicians have the responsibility to
formulate the goals and the institutions are more or less free to find the right
means to reach these goals.
The Norwegian version of management by objectives is characterized
by a strong belief in the political clarification of higher educational goals, a
tighter connection between planning and budgeting and an emphasis on
results and evaluation. Christensen (1991) suggests that the introduction of
management by objectives in Norwegian higher education represents a
certain way of thinking about public organizations in which economic
efficiency, debureaucratization, restructuring and rationalization are the
solutions to the public sector's problems. Other reforms, such as the
introduction of a budget reform that delegated authority and increased local
freedom to the institutions to find the right means to achieve political goals,
were necessarv to support the main management by objectives reform.
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In Norwegian higher education, increased control has been introduced,
not so much by the replacement of human by nonhuman technology as by
rules and routines to regulate faculty's working conditions. Fixed office
hours for faculty became mandatory and each faculty member was required
to provide the administration with a detailed overview of how the academic
year would be spent on different responsibilities. Other dimensions of the
modem rationalization process described by Ritzer (1993), such as
calculability and quantification, are introduced by a new system of counting
research output by numbers instead of the traditional peer evaluation of
quality.
Management by objectives is an illustration of the increased emphasis
on efficiency Norwegian in higher education. However, the results of this
system for the governance and development of universities and colleges seem
to be mixed at best. Several studies suggest that the reform has had "limited
effects" at Norwegian universities (Larsen and Gorzinska, 1995), proved to
be "no success" at the University of Oslo (Christensen, 1991) and was
regarded as "mainly negative" by faculty at the University of Bergen
(Bleiklie, 1996). The main conclusion, in the short run, is that Norwegian
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universities have adapted to the reform in a pragmatic and ritualistic way and
that the implementation has fiinctioned primarily as "window dressing."
Christensen (1991) suggests that shortsighted failures may prove to be longterm successes. He maintains that some of the elements of the management
by objectives system are being slowly incorporated into the normal routines
of the universities and that the late 1990s witnessed a gradual change within
the institutions.

4.4.3.3 Reorganization of the college sector
On August 1, 1994, 98 former regional colleges in Norway were
merged into 26 state colleges. This is probably the most significant reform in
the history of Norwegian higher education. The reform consisted of three
related processes. The first was the formal reduction in the number of
colleges from 98 to 26. The next reform was concerned with the internal
reorganization of the institutions into institutes and faculties. The third
reform established a new governance system. The main goals of the reform
were to increase academic quality and administrative efficiency. The reform
built on an assumption that larger institutions and better cooperation would
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yield increased quality and more efficient use of resources.
The new Act on colleges and universities in January 1, 1996, and an
attempt to coordinate and concentrate resources in the higher education
sector (called Network Norway), were also initiatives designed to strengthen
the management of the institutions, standardize procedures, and integrate the
sector into a more manageable system. Although the reorganization was
supposed to increase efficiency by devolving responsibility to those "who
understood the problems," in many ways the opposite has happened. The
integration and standardization of the sector increased the Ministry's control,
especially through the evaluation system and the Ministry's authority to make
decisions about cooperation among the institutions and about the
establishment of new fields, which was part of Network Norway. The
creation of a council for the Ministry- increased the perception among many
faculty that decision-making was being centralized. Moreover, devolving
administrative responsibilities to the universities and colleges has
strengthened the central administration at the institutions. Many faculty now
regard the institution's central administration as an extension of the Ministry
of Education more than as an internal administration of the institution.
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Most of the discussion about the reorganization of the college sector
has addressed issues of resources, administration and governance. Little
attention has been devoted to academic matters, even though improved
teaching and research were primary goals of the reorganization. A main
finding of an evaluation conducted by the Norwegian Institute for Studies in
Higher Education and Research is that faculty have negative views about the
resource situation and the new administration at the colleges. There is a
general impression that an increasing part of the budget goes to the central
administration and that money for travel, literature and running expenditures
is declining. In a discussion of the effects of general changes in higher
education and of the college reform on the internal governance system,
Dimmen and Kyvik (1998) conclude that there is a limited degree of
decentralization of authority, a stronger administrative leadership at the
institutional level, and limited effects of the result oriented planning system.
They also suggest that faculty at colleges complain about increasing
bureaucracy and less influence in academic matters.

4.4.4 Marketization in higher education
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The central role of the market in solving problems in the public sector
is a key feature in neo-liberal thinking. Pollitt (1995) also mentions the
introduction of market mechanisms in his list of characteristics of New
Public Management. He distinguishes between internal (for instance,
management thinking and incentives/motivation of employees) and external
(for instance selling services) market mechanisms.
In education it is common to distinguish between at least two types of
market reforms (Skinningrud, 1995). First, market principles in the funding
of educational services imply that customers pay for the services of
education. Second, market principles in the organization of services imply
that services are organized according to supply and demand, although costs
are still paid for by the state. The first type suggests privatization of funding.
The second suggests market-like arrangements, such as the introduction of
vouchers, within a publicly funded education.
In Norway, none of these types of market principles is currently
politically acceptable. As a result, marketization takes the form of income
generation through the selling of services externally. Two new developments
in Norwegian higher education reflect such activity: the increasing reliance
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on external research monies and the establishment of separate institutional
units with the purpose of generating external funds.

4.4.4.1 Paid research
Paid research means research that is flinded from external sources.
Norwegian research is performed in higher education instuitions, in the fairly
large institute sector and in industry. There is a general division of labor
between the three sectors: basic research is mainly done in the higher
education sector, applied research in the institute sector and development
projects in industry. Yet, there are many deviations ft-om this general pattern.
The financing of research is fairly complex. Broadly speaking, industry
finances its own research (with only 9% public financing in 1996). The
institute sector is mainly financed by public sources (60 %) with the rest of
its support coming fi*om industry and international sources. Nearly all
research at universities and colleges is financed by the state, although this
pattern is changing.
There has been an increase in the total funding of higher education in
recent years due to the increase in student numbers. Although The
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Norwegian Research Council (Norges forslcningsrad,1996) maintains that
increased state funding has not benefitted, research there has been an increase
in externally fiinded research. In 1974 about 5% of research in higher
education was funded by external sources. In 1993 external sources funded
11 %, and between 5 and 10% was funded by the Norwegian Research
Council for targeted research. In 1992 about half of the faculty at universities
and colleges reported that they received external funding for research (74 %
in technological fields, 11% in humanistic fields). Norwegian universities
and colleges earned about 3000 Million NOFC on external activities the last
three years. In 1996 the University of Oslo for instance earned 130 % more
than expected in external activities . In the period from 1992 to 1997 this
institution increased the income from external sources from 156 Million
NOK to 438 Million NOK. The state colleges increased their income in the
same period by 40%. However, it is difficult to get reliable data on this
income, where it comes from and for what types of projects the money has
been allocated. Indeed, The Norwegian Revenue Service has criticized
universities and colleges for not reporting this income in a consistent manner.
Starting in 1999 it has required a much more detailed report of external
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funding.
There is however a growing concern about the consequences of these
external research activities for teaching and basic research. In a newspaper
interview, the head of the student parliament at the University of Oslo
expressed fears that external activities will have negative consequences for
teaching, both because more of the teaching is done by part- time teachers
and because the full-time faculty's own teaching will be based less on their
own basic research. In an interview in an education magazine, a professor
expressed concern that such entrepreneurial activities will threaten the
loyalty of the faculty and the integrity of the institutions.
However, others support these external activities. Another professor of
education has started a research project called the service university. He
suggests that the University of Oslo should create market organizations
within the institutions with the purpose of marketing the university's services
and promote the selling of teaching, research and other services to external
customers to compensate for reduced funding from the state (Tjeldvoll,
1997). He is supported by a professor of philosophy from the same
institution who suggests that "...the university has to modernize in the
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direction of American universities. We have to get most of our money from
outside the state. The university* cannot be kept as a protected island for
social democratic thinking in a neo-liberal society" (Duckert, 1998).

4.4.4.2 Technology transfer and research centers
Norwegian research is characterized by a large institute sector that has
responsibility for applied research in different fields. These institutes have
different ties to the state, but none of them is tied in any formal ways to the
higher educational institutions.
A new development in Norwegian higher education is the
establishment of units within or close to universities and colleges with
responsibility for applied research, technology transfer and the selling of
services such as adult higher education. Some of these units are located
within the institutions, but most are located outside, often in science or
technology parks that are connected to all the universities and several of the
professional schools.
The main motive for establishing these units has been to create
organizations that will respond to the demands from external sources for
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research projects. The main reason that these units are not incorporated into
the higher education institutions is that their looser ties to the institution free
them from state regulations concerning income, hiring of people and working
conditions. They are also supposed to be more flexible and in a better
position to cooperate with private enterprises than the more bureaucratic
universities and colleges.
There are 35 institutions of higher education in Norway. In a study of
centers and units at the universities and university colleges, Knain (1994)
found 96 different units and 41 of these were defined as research and
development units. The others were supporting or service units for the
external research activities, or units that were selling teaching and courses.
Very few of these units were established before 1986 and about a third of
them were established between 1988 and 1990.
In addition to the centers studied by Kain, there are many regional
centers and units. In the late 1980s and the beginning of the 1990s most of
the regional colleges in Norway established regional research foundations,
closely tied to but formally separated from the institutions. Their goals were
the same as those at the units tied to the universities: to sell research and
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development particularly to regional authorities and industry. In 1992 the
government established 6 regional groups to come up with suggestions of
how to better coordinate or merge some of the colleges and research
foundations. Contrary to the merger in the college sector, very few changes
took place in the regional research sector as a consequence of the suggestions
from these groups. In one county for instance the three regional colleges
were merged into one new state college as a consequence of the
reorganization in the college sector, but three regional research foundations
continued their activities as before. The three research foundations are
located next to the college, and it is ver>' difficult to get a clear picture of the
relationship between the institutions.
There have been several criticisms of the separation of colleges and
regional research foundations. It has been suggested that a sm.all country like
Norway should consolidate and bring together its scarce resources in higher
education by integrating the research foundations into the colleges. One of
the problems is that many of the most competent faculty members at the
colleges have been hired by the research foundations, and there has been an
unfortunate separation between teaching and research .
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In addition to research units, universities and colleges have also
established new units within the institutions to deal with external activities.
Some of the units are a response to the increasing demand for adult higher
education; others have the responsibility of transferring institutional research
at the institutions to the local and regional industry. Several of the new
administrative jobs created after the reorganization of the college sector are
in these new units responsible for external activities.
It may be concluded that there has been an increasing market
orientation at Norwegian universities and colleges since the late 1980s, which
is here illustrated through the increase in paid research and the establishment
of units responsible for external activities. It is difficult to get a clear
overview of these activities because of complicated organizational
arrangements and limited data on finances.

4.5 An analvsis of kev policv texts
In this section I analyze a few selected policy texts in Norway related
to higher education and research. A brief description of the documents and
the rationale for selecting them is given in chapter three.
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The following analysis is not an evaluation of these documents, but a
discussion of change and continuity in official ideas, goals and principles
about higher education and research in the period from the 1960s through the
1990s. The purpose is to ground the discussion in this chapter in central
policy documents and to investigate to what degree: a) neo-liberal ideology
has manifested itself in the documents from the 1990s, and b) we find a
continuation of basic ideas and principles of the social democratic order from
the 1960s and 1970s.
Bleiklie (1996) suggests that social science literature about universities
has been dominated by two theoretical traditions. One is the German idealist
tradition, with an emphasis on academic freedom, the unity between teaching
and research, and a limited but important role for the state in guaranteeing the
autonomy of higher educational institutions. In this tradition, the cultural
value of research and teaching is emphasized. The other tradition is the
functionalist, based on Talcott Parsons' structural functional perspective in
which universities are regarded as a subsystem taking care of some of the
larger society's needs. In this perspective, universities will be organized
differently, depending on different structural conditions. The state will still
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have an active role in stimulating the universities, especially their research,
but the tolerance for extensive state regulations is low. Compared to the
idealist position, the functional tradition is more utilitarian and oriented
towards applied research.
Bleiklie also discusses a third perspective, rationalism. From this
perspective, developed by Bemal (1967), higher education and research
has a combined role as a producer of goods and provider of welfare.
Rationalism is a utilitarian position which maintains that higher education
and research should be subordinated to political governance in order to serve
public purposes. A central element in this perspective is the role of higher
education and research as tools for economic development, and an emphasis
on human-capital thinking.
It has been the main argument in this chapter that the structure and
organization of Norwegian higher education and research have changed as a
result of neo-liberal ideologies and New Public Management techniques.
The question now is whether or not there are ideological and normative
changes, evident in central policy texts.

4.5.1 Policy texts from the 196Qs and 1970s
In 1965 the Norwegian Government appointed a committee with the
main task of planning the further development of higher education. The
committee produced reports from 1965 to 1970. One of the most important
issues for the committee was how to determine the basis for further growth
the higher educational system. What should be the criteria for the
dimensioning of the system? The committee stated their view in the
introduction to their first paper:
"The committee finds it necessary, in order to avoid any
misunderstandings, to specify how it interprets the expression 'the
need for higher educational capacity'. Usually this expression is
interpreted in two ways: Capacity to educate enough candidates to
address the needs of the labor market or the capacity to address the
demand for education from students. The committee uses the
expression in the last sense"
(Hide, 1995, p. 92).

This was an important statement. The committee's argument is that
higher education is a welfare good which has its own value independent of
what the individual's profession would be. In its last report, the committee
again emphasizes the welfare arguments underlining their reasoning and
specifies that the goals for higher education in Norway should be to:
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serve as a basis for the individual's value-orientation and
personality development and strengthen the individual person in his
life situation in work and leisure.
- strengthen the individual's opportunity for active participation in
working life, including when new demands develop or when it is
necessary to change work, and to contribute to that individual's right
to work
- stimulate the individual to make decisions that reflect the
priority of values in society"
(Eide, 1995, p. 98).
It is the benefits of higher education to the individual that are
emphasized here; the benefits to society are barely mentioned in this
statement of goals for higher education. There are relatively few arguments
related to economic considerations. When the committee suggests the
establishment of a system of regional colleges, the justification is related to
the need to relieve the universities of enrollment pressures, not to the
economic benefits for the regions.
Similarly, the strategic program of the Norwegian government from
1974 to 1977, which is the most extensive program from any government
after WW II, emphasizes the benefits of higher education for the individual
rather than for society:
"The individual will have better opportunities to understand and
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control his own situation and to participate in and influence the development
of a democratic society through increased knowledge and experience" (Eide,
1995, p. 33). The importance of higher education as a means of equal
geographic and social opportunity is discussed in a chapter called "Personal
Welfare." In general, there is more concern about the role of higher education
for personal development and knowledge, as a basis for individuals to master
their own situation , than about higher education as a means for economic
growth. In an analysis of the government's strategic programs after WW II,
Eide (1995) suggests that reasoning about the investment character of higher
education never was wholly accepted in these programs.
The strategic program for 1974-77 also presents the government's
view about the role of research in Norwegian society. The importance of
research for economic development is mentioned, but it is also emphasized
that research has a wider responsibility:
" It is important for some researchers at the universities, and to a
certain extent the research institutes, to choose research projects
independently of customers and interest-groups...it is essential for
every society that there is room for critical or conscious research"
(Eide, 1995, p. 34).

The view of research as an independent and critical activitv' is also
discussed in a White Paper about research from 1975. Here the government
emphasizes that ail research shall be founded on principles of freedom,
public openness, cntical functions and democratic governance (Saatvedt,
1998 V While research shall contribute to an active democracy, it shall not be
an instrumental activity or a means to realize predetermined political goals.
It might be concluded from this brief review that the normative
foundation of Norwegian higher education and research in the 1960s and
1970s mainly was a combination of German idealism and American
functionalism. In the official texts we find arguments about the role of
education and research more related to individual development and cultural
needs than to economic growth. The role of the state in relation to higher
education and research was still limited. In a proposal to the Parliament, the
government stated in 1974:

"The goals of higher education are many and complicated. In a
democratic society several value-systems must be regarded as equal
points of departure for formulating goals for higher education....A
statement of goals for higher education from the Ministr}' would not be
in accordance with the autonomy of higher educational institutions"
(Eide, 1995, p. 106).
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It should be remembered that when this was written, in the first part of
the 1970s, Norway was experiencing economic growth and there was room
for increased public spending on higher education and research.
Now I move to the late 1980s and the 1990s to similar types of
planning documents as those of 20-30 years earlier.

4.5.2 Policy texts from the 1980s and 1990s
The most important policy-text from this period is a 1988 report
called "With Knowledge and Will" (Kultur- og vitenskapsdepartementet).
This report was the result of the work of the so-called Hemes-committee
which the Government appointed in 1987 to evaluate the goals, organization
and priorities for higher education for the period 2000-2010.
The background for the committee's appointment was a heated debate
in Norwegian newspapers in 1986 in which the later head of the committee
criticized Norwegian universities for being mediocre compared to American
ones (especially Harvard where he was a visiting professor of sociology at
that time). His rhetorical question was: "Is it illegal to have ambitions in
Norway?"
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The 1988 report is an impressive document, 300 pages long and
containing about 300 suggestions for how to reform and improve Norwegian
higher education. The document's first sentence is important:
"The challenge for Norwegian knowledge-policy is that the country
does not get enough out of the population's talent. The results are not
equivalent to the competencies which might be developed. It is not
only a question of raising the achievement of people with higher
education, but of how to better utilize everybody's abilities"
(Kultur- og vitenskapsdepartementet, 1988, p. 7).

This sentence shows that the foundation for the policyrecommendations that follow is human- capital thinking. The report states
that the problem is that the country does not get enough results out of the
population's talent. The challenge is to better utilize the talents. This
instrumental understanding of knowledge, which characterizes human-capital
thinking, is very different from the more individualistic thinking found in the
reports from 1965-70, in which knowledge was looked upon as a cultural
good with its own value. Twenty years later the emphasis is on the national
level. The main perspective is that an increase in (basic) knowledge and
research is important for strengthening Norway's position in the
international economic competition:
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•' If Norway is to have a leading position as a knowledge nation, there
is a need for a greater participation in international research networks.
This participation is absolutely necessary to observe, bring back and
adopt research results from other countries- in order to preserve and
develop the Norwegian standard of living"
( P- 14).
Later in the introduction to the report, the challenge of developing the
population's talents is connected to the need for economic growth: "This is a
message closely related to economic growth. What we produce in this
country has to be compared with what other countries produce. Quality has to
be improved in order for the country to be among the best" (p. 7).
However, the introduction is not a one-sided focus on instrumental and
economic thinking. There are also references to the classical ideals for higher
education and the importance of viewing economic growth in relation to
sustainable development. In many ways the introduction is a rhetoricl tale
with the purpose of convincing and inspiring the readers (Trippestad, 1999).
The foundation for the many reforms which are suggested later in the
report appears not just in the introduction but in a foreword called "The
Challenge." This foundation is also based on a human- capital thinking, an
instrumental view of the role of higher education and research, and a concern
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with economic growth and Norway's role in international economic
competition. The role of higher education and research is important; it has to
do with the preservation and development of the nation:
"Knowledge policy will play an important role in a country with a
small population and limited resources. For what secures the nation's
future is the ability to generate new knowledge, sound judgement to
make human decisions, and enough insight to control the technology
which the country gives to her population"
(p. 7).
There are many suggestions in the report that can be tied to the
different dimensisons of what Ritzer called McDonaldi2:ation; efficiency,
predictability, calculability and control. The committee is concerned with
both external and internal efficiency. External efficiceny is primarily a
question of utilizing existing resources better, but it also requires increased
resources:
"The committee thinks that the basic investments and the personal
resources in the higher education sector are not utilized well enough
because the resources that can make students and researchers able to
concentrate on their duties are too small. A goal-oriented increase of
resources to the sector will give a better use of the resources that are
already there. More resources have to be coupled to Management by
goals and result orientation within the sector"
(p. 21).

Ill

External efficiency is also discussed in relation to the suggestion of
"recreating the full-time student." The committee is worried that many
Norwegian students study part time and suggests several economic
incentives to increase both the number of fulltime students and reduce the
time students take to complete their studies.
Several recommendations are supposed to strengthen the internal
efficiency of the institutions: utilizing the benefits of economy of scale by
merging colleges, developing a clearer division of labor between universities
and colleges through the establishment of Network Norway, and centralizing
decision-power at the institutional level. A central mechanism in increasing
internal efficiency is the Management by Objectives system. For institutional
teaching and research, the committee suggests that:
"- there should be specific and quantitative goals
- the goals should determine the use of resources
- goals are confronted with results and that attained results will have
consequences for further planning and the distribution of new
resources" ( p. 145).
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The committee also maintains that "too many people take part in too many
decisions and that the loss of time because of the way the decision-system is
organized takes too much energy away from academic work" (p. 141). It is
therefore important to strengthen the institutional leadership:
"Procedures for the measurement and especially the evaluation of the
procedures are therefore a central task for the leadership function. Another
central task is to determine goals and prepare plans for the activities which
the results could be evaluated against" ( p. 140). Both the management by
objectives planning system and the centralization of institutional power make
predictability and calculability easier. They also increase control, since most
of the central goals for the institution are now supposed to be determined by
either political authorities or the institutional leadership. Trippestad (1999)
suggests that the institutional leadership now has a stronger relationship to
the Ministry, which has been conscious in turning the loyalty of school
leaders (at all levels) away from the institutional level towards the
accomplishment of the national policy goals. In relation to Norwegian
universities, Bleiklie maintains that "the administrative element in the
governance of the universities has to be strengthened in order to secure
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Standardized and controllable handling of the growing teaching and researchtasks" (1996, p.35).

It is also interesting to examine what kind of strategy the paper
advocates in implementing the many higher educational reforms it suggests.
Popper (1967) makes a distinction between two types of social engineering
reforms, pragmatism and idealism. Pragmatism is associated with piecemeal
reforms or what Lindblom calls incrementalism (Lindblom 1959). Politically,
pragmatism describes the traditional social democratic corporative order in
which the purpose of negotiations between the state and corporate and
organized interests is to resolve conflicting interests and reach consensus in
relation to decisions or reforms (Rolf, Ekstedt & Bamett 1993; Telhaug,
1997). Idealism, on the other hand, is based on the idea that reforms first of
all are a question of implementing rational decisions that are made by experts
who know what is best for society. There is a distinction between experts
and common people, and it is the experts who should have the right to govern
and make the right decisions based on their conceptions of reality and
rational thinking. For the idealists, the problem is not to solve conflicting
interests, but to convince ordinary people that the experts' solutions are right.
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The implementation of reforms is therefore primarily an intellectual task
based on conceptions of an ideal situation and scientific reasoning and not
negotiations between different interests. Reform is not piecemeal, but
holistic change. The aim is fimdamental reforms.
The report from 1988 is opposed to pragmatism:
"Higher education policy meets two problems: on the one hand adhoc decisions in which principles and important decisions are looked
upon as solutions of purely "practical" problems. This often has
unclear, latent and often unfortunate consequences. Therefore the
individual decisions, and their right sequence, need a solid common
frame against which they can be measured
(P- 20).

The committee instead recommends an idealistic reform-strategy: "But
the challenges the country will confront cannot be met by piece-meal
improvements. The situation calls for fundamental reorientation founded on a
common perspective"(p. 7).
The report's aim is to convince people and coordinate conceptions of
the challenges that the country is likely to meet in the near future. It offers a
scientific discourse that illustrates the importance of higher education in
meeting this challenge through rational arguments, exact definitions, statistics
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and citations from scientific reports from Norway and abroad.
The head of the committee that produced this report became Minister
of Education, in the fall 1990. It is interesting to note that Norwegian
researchers have suggested that the traditional Norwegian pragmatic and
corporative reform procedures in the educational system were broken when
Hemes became minister (Trippestad, 1999; Telhaug, 1997).
Many other documents from the 1990s are also important in relation to
higher education and research. One is the Labor government's strategic plan
for the period 1998-2001. Of the 123 pages only one page deals with higher
education. The government now wants to "increase the flexibility in the
educational system in order to get a better correspondence between
educational offers and society's demand for graduates"
( Finansdepartementet, 1997, p. 80). It is also emphasized that Network
Norway should be developed further and that the goal is "to increase the
qualit> and productivity in the system by better utilizing the resources" (p. 80
). The government also wants better cooperation between higher education
and the labor market. It is again a concern that students take too much time to
graduate. A new budget system is proposed to stimulate student progression

and utilizize resources better.
Many of the topics in the strategic plan are the same as the ones in the
1988 report. However, there is a different emphasis on the role of higher
education in the strategic plan than in the report, perhaps due to the fact that
the documents have different fiinctions and were published at different times.
The report discusses both individual and societal benefits of higher
education. The strategic plan is more explicitly concerned with the utility of
higher education for economic growth and with how to organize and
strengthen the educational system for that particular purpose.

4.6 Summary
In this chapter, I have described what might be labelled a reluctant and
gradual change towards a stronger neo-liberal ideology and economy in
Norway. The main argument concerning changes in higher education has
been that these changes are a result of two forces: first, a significant increase
in student numbers, especially during the last decade, and second, conscious
political reforms. Some of these reforms are directed towards changing
public administration in general; others are directed specifically at

universities and colleges. Most of these reforms are imposed from outside,
especially the state. However, the institutions themselves have often been
active partners in implementing the reforms by establishing units and centers
to increase revenues from external sources.
Many of the developments in Norway are similar to the ones
described by Slaughter and Leslie in their study of academic capitalism:
increased enrollments, increased emphasis on targeted research, the
establishment of units and centers to increase revenues and a general
emphasis on efficiency through reduced state funding and the introduction of
new management techniques and evaluation forms.
But there as also several differences between developments in Norway
and the description of changes in higher education in the countries offered by
Slaughter and Leslie:
- overall there seems to be less reduction in state funding of higher education
in Norway than in many other countries. There is still agreement that higher
education is the responsibility of the state
- except for a few voices, introduction of tuition and fees is only beginning to
be a political issue
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- most of the increases in student numbers have until recently come in social
sciences and humanities
- marketization is limited to the selling of teaching, research and services,
there is still no support for privatization of higher education or the
introduction of a voucher system
A tentative conclusion is that there is a growing influence of neoliberal policy, but that its influence is moderated through traditional social
democratic values such as the importance of the state funding of central
national institutions, of equal opportunities and the role of education in
reaching general political goals. Today higher education is changing
gradually through a combination of the rationalization processes such as
calculability, predictability and (state) control (as described by Weber and
Ritzer) and by the introduction of neo-liberal management ideas and
marketization processes.
Although there have always been limits to state dominance in Norway,
there are also clear limits to how far the market might expand in a country in
which a large portion of the population supports social democratic values (if
not always the Labor Party). The main influence of neo-liberal ideology in
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Norwegian politics and higher education may be to force this traditional
social democracy to renew itself by seeking out a new policy in the space
between social democracy and neo-liberalism, in the direction of what
Giddens labeled "the third way."
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CHAPTER 5 RATIONALIZING PROFESSIONALS IN A SOCIAL
DEMOCRATIC SOCIETY
5.1 Introduction
In his history of the Association of University Teachers, Harold Perkin
(1969) refers to the academic profession as the " key profession." Academics
are important not only because they educate the professions outside
universities, but also because their knowledge influences the general
development and transformation of society through the production of new
knowledge and techniques. In 1987, Burton Clark suggested that we actually
did not know too much about the academic profession, and Peter Maassen
and Frans Van Vaught (1996) argue that the situation has not changed much
ten years later. They also indicate that "....Despite its central role inside
academia especially comparative data on the conditions of the academic
profession are relatively rare" (p. xi).
A combination of rationalization processes and the introduction of
neo-liberal management ideas and marketization, which are described in
chapter four, form the background for the research question in this chapter:
How do faculty in Norway interpret, experience and enact the policy shifts of
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the 1990s? The focus in the former chapter was on the formal rationality at
the macro level. The focus in this chapter is on the micro level; how
individual actors respond and contribute to macro changes. The main thesis
of the following discussion is that structural changes and rationalization
processes surrounding the academic profession are leading to greater external
and internal control over faculty which might contribute to profound changes
in academic work.
The research question in this chapter is mainly informed by two
conceptual frameworks. From Giddens' structuration perspective we leam
that actors are not merely reacting submissively to structural changes, but
also have the ability to transform or reproduce the same structures. Process
theories of professionalization remind us that academics are constantly
engaged in struggles to defend and expand their interests, for instance by
engaging in market behavior to secure external money.
Changes in the nature of academic work have been described in
several ways. Tom Wilson (1995) suggests that proletarianization is a useful
description and that academic work is becoming both degraded and perhaps
in some ways de-skilled. He points to an objective interpretation of
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proletarianization: less pay, worse working conditions, fewer resources, less
discretion and more routinization, Derber (1982) distinguishes between two
forms of proletarianization: ideological, which refers to the loss of control of
decisions concerning the goals of work; and technical, which signifies the
loss of control about how the work should be carried out. He argues that
professionals are increasingly being subject to ideological proletarianization.
A. H. Halsey (1992) also argues that one unforeseen consequence of the
expansion of British higher education has been a trend towards more
proletarianized intellectual labor, defined as a reduction in power and
advantage concerning autonomy of working activity, security of employment
and chances of promotion.
A central element in these and other discussions about
proletarianization is the changing form of control "the loss of previous high
trust/high discretion status and the extent to which collegiality and
"responsible autonomy" have become displaced by tight management
control, itself driven by external flinding pressures" (Wilson 1995, p. 250).
However, the loss of academic control might also lead to a less extreme
change in the nature of academic work than proletarianization. Parker and
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Jary (1995 ) suggest that changes in what they label New Higher Education
in UK-the move from elite specialization with strong professional controls
towards a "Fordist" mass production arrangement- has contributed to both
increased intensification and instrumentality of academic work. Ritzer and
Walczak (1988) observe the same changes in the American medical
profession, in which increased formal rationality led to some degree of
deprofessionalization. Rhoades (1998) rejects the proletarianization thesis,
but concludes in his study that faculty as professionals are increasingly
managed and stratified.
This study is more informed by the last perspective (represented by
Parker and Jary, Ritzer, and Rhoades) than by the proletarianization thesis for
two reasons. The theoretical concepts which inform this study, such as
rationalization and McDonaldization, suggest that it is more appropriate to
use a Weberian analysis than the notion of proletarianization, which is a more
Marxian version that sees professionals increasingly needing to sell their
labor time like assembly-line workers. The latter is obviously not the
situation in Norway. The other reason for using the deprofessionalization or
"managed professionals" perspective is that this approach accords faculty an
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active role and emphasizes their ability to influence their surroundings, for
instance by negotiations with managers or by rational behaviors to secure
external money.
The main purpose of this chapter, then, is to describe and to explain
how faculty interpret, experience and contribute to macro changes in higher
education in Norway. This is done in section three. In the next section I give
a brief overview of faculty and formal elements of faculty work in Norway.
The chapter concludes with a brief summary of the principal findings.

5.2 Faculty work in Norwav
In a discussion about problems and possibilities in the US academic
profession, Altbach (1995) states that the US professorate is large and
differentiated making generalizations about it difficult. Even if the
Norwegian academic profession is neither large, nor particularly
differentiated, it is still difficult to make generalizations about faculty work
in Norway in relation to our research question. Compared to other studies
mentioned in the literature review, it is difficult to find data about several
important questions concerning faculty work. There are some data about
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faculty and the administration at the universities, but such data are not
available for the colleges, making it difficult to discuss whether Norway is
experiencing the same shift in the configuration of professional and
production work that Rhoades documents in the USA. For example, Rhoades
indicates that higher educational institutions reorganize faculty work by
hiring more part-time faculty and using new instructional technologies.
Unfortunately, there are no data about the hiring of part-time faculty (which
the institutions for several reasons are reluctant to publish) or about the
introduction of instructional technology in Norway.
Lack of reliable data makes it difficult to discuss changes in some of
the objective features of academic work that are an important element in the
proletarianization thesis. This section is therefore limited to a brief overview
of some of the general features of faculty and academic work in Norway that
differentiate it from faculty in many other countries.
There were about 21, 000 positions in higher education in Norway in
1998. At the universities about 50% of these were academic positions, 25%
administrative positions, 19% technical positions, and 6 % other positions,
for instance in the libraries. At the state colleges the distribution was about
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the same, but with a higher proportion of academic positions and fewer
technical positions.
Of the 21, 000 positions in 1998, 18, 800 were ordinary full-time
positions, 2, 200 were externally paid positions for a limited time, and 185
were adjunct positions (which are paid positions in Norway and which
usually amount to 25% of a flill time position). From 1992 to 1996 there was
a 16% growth in academic positions primarily because of the great increase
in student numbers (about 70% from 1988 to 1997) . In universities, the
number of students per academic position declined slightly from 18 in 1992
to 17 in 1996. In the colleges there were about 14 students per academic
position throughout the period from 1992 to 1996. (Kirke- ,utdannings- og
forskningsdepartmentet, 1998). In spite of variations among the different
fields, the general trend is that the relationship between the number of
academic positions and student numbers has stayed the same in the 1990s.
One of the defining characteristics of a rational-legal bureaucracy as
defined by Weber is the existence of a competent leadership with particular
administrative knowledge and full-time administrative positions. The
bureaucratization of the university means first of all a professionalization of
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the administrative functions. Faculty's engagement in the administrative
function of the university is from a Weberian point of view, pure
amateurism.
There has been a significant increase in the number of administrators
in Norwegian higher education during the 1990s (Gorzinska, Kyvilc &
Larsen, 1996). From 1966 to 1987 the number of administrators in relation to
faculty was fairly constant. There was an interesting development, however,
in the distribution of administrative positions. In 1966 only between 3 and
5 % of the administrative positions were in what might be labeled
professional or leadership positions. In 1987 this administrative group
increased significantly and comprised between 25 and 30% of the total
number of administrative positions. During the same period the number of
office positions like secretaries remained about the same. This development
continued in the 1990s. In 1987 there were about 600 higher administrative
positions at Norwegian universities; the number had increased to 1500 in
1995. In the same period, the number of office positions actually decreased.
The number of administrative positions in relation to academic positions has
also changed. In 1987 there were 9 academic positions per each higher
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administrative position. In 1995 the number was 5. We find the same
development at the colleges. At Norway's largest college the number of
academic positions in relation to administrative went down from 3.3 to 2.7 in
the period 1994 to 1997. For all state colleges the numbers were 3.5 in 1994
and 3.2 in 1997 (Kirke-, utdannings- og forskningsdepartmentet, 1998).
Perhaps the main difference between for instance American and
Norwegian faculty is that the discussion of tenure is unknown in Norway. All
regular faculty positions in Norwegian higher education are permanent (with
the exception of a few post-doctoral positions or research scholars). Rhoades
suggests that a myth in American higher education is that tenured faculty
cannot be fired and shows how managers through retrenchment and
reorganization have justified the firing of tenured faculty. In Norway all new
faculty are hired permanently and have a job security through formal laws
and regulations. One example of this protection of employment is the
reorganization of the college sector in which the numbers of colleges in
Norway were reduced from 98 to 26. One condition for this reorganization
was that nobody would lose their jobs. So far none of the state colleges has
been closed in Norway, but a few colleges have moved from one area to
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another. Faculty who did not want to move to the new location would then
have first priority for relevant jobs in the public sector in the area where their
former college was located. While this general job security is common for
most state employees, job security for faculty is probably greater than for
many other occupations because of their strong labor unions.
Having the status as a state employee has other implications for
faculty. They are formally required to be at work 37.5 hours a week and to
keep regular office hours. Like other employees, faculty have 4 weeks
vacation during the calendar year. Faculty may have other, extra
responsibilities, for instance, adjunct positions at other institutions, but hese
cannot comprise more than 20% of a full position.
It is the responsibilit>' of the institutions to control the formal
requirements concerning office hours and extra work. These controls have
created a good deal of controversy, and while there are no studies of the
extent to which these requirements are controlled in a formal manner, a
general impression among faculty is that the institutions are reluctant to
introduce formal control mechanisms that might offend faculty. This is one
of the many issues concerning the autonomy of the faculty and their status as
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professionals.
Recently, the Minister of Education has suggested that universities
and colleges should have increased opportunities to hire faculty on a limited
time basis in order to make it easier for the institutions to adapt to changing
circumstances, especially changing demand for different types of higher
education.
Salaries in the public sector in Norway have traditionally been
differentiated according to seniority, competence and duties. As a part of the
general work with the modernization of the public sector, a new salary
system was introduced in 1991. The main idea behind the new system was to
determine wages according to individual performance and to provide an
adjustment to wages in the private sector.
A study by Bleiklie (1996) of the negotiations about wages at one
university in Norway showed that wages were still distributed according to
traditional and institutionalized conceptions of what were regarded as just
wages and established practice. The new principles of individual
performance and market value were not utilized. Another study of the top
leader salaries in public service, including higher education, showed that

247

instead of a decentralized and individualized performance based salary
system, standardization and centralization were the norm ( Lasgreid 1993). It
seems therefore that the new wage system has not led to increased
stratification among faculty in Norway. Nor is there the range of wages in
Norwegian higher education that is found in many other countries. Salaries
vary between US$ 30, 000 to US$ 71, 000 . Most of the salaries vary
between US$ 45, 000 and US$ 53, 000.
In sum: it is difficult to talk about an objective proletarianization of
Norwegian academics. They are permanently hired, have a high degree of job
security and have experienced an increase in wages comparable to most
other Norwegians. The question is, how do Norwegian faculty experience
and interpret the many policy changes discussed, and what are the
consequences of these changes for academic work?

5.3 Rationalizing facultv?
The following discussion is based on the faculty's answer to a set of
semi-structured interviews about their work. The section contains
information more about what faculty say than what they actually do.
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The title of this section- rationalizing faculty? - refers to the research
question and theoretical framework. To what degree are faculty interpreting,
experiencing and enacting the same rationalization processes discussed by
Ritzer- efficiency, calculability, predictability and increased control? The
latter element, control, is also closely connected to the general
deprofessionalization thesis and Rhoades' discussion of managed
professionals. There is, as the literature has showm, a general conception of
change in faculty work internationally described as deprofessionalization,
intensified and as managed. How do faculty see it in Norway?

5.3.1 Interpretation
The changes in higher education in Norway are a combination of
unplanned changes (for example increases in the relevant student population)
and policy shifts, (for example, the reorganization of the college sector).
During the interviews, faculty in general were concerned about three
types of changes: demographic, structural and organizational; as well as
academic. Most had a fairly clear interpretation of the causes for these
changes and reforms. In is interesting that some faculty did not experience
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any changes at all.

5.3.1.1 Demographic changes
Of the 16 faculty members I interviewed, 13 mentioned that student
growth was the most distinctive or important change. The other 3 mentioned
growth in student numbers as important in relation to other questions. One
college faculty member said that
"...in general the most distinctive change is the quantitative growth. In
the late 1980s we hoped optimistically to get about 30-40 new students
each year sometime in the future. However, in the 1990s we got
about 80-90 new students each year- but the numbers are a little lower
today."

Even if the colleges got most of the student growth in the 1980s and
1990s, partially because of a conscious policy effort to strengthen the
colleges in the regions, the university also increased its enrollments. One
university professor answered:
"One important change is the increase in student numbers. The
university has simply grown a lot and that has consequences for both
the institutions and your own work. I completed my degree here a
few years ago and I came back several years later to an institution
which was very different from the one I left."
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Another university professor said that:
"...in addition to the new law, the student growth is the biggest change,
especially that women are coming to the university. There is a real
student explosion."

Statistics show that there has been a 68% increase in student numbers
from 1988 to 1998. In 1997 53% of the students at the universities were
women, compared to 62 % at the state colleges.
Just as important as the quantitative increase is what many faculty
regarded as a qualitative change. Several faculty members described a new
type of student with very different attitudes and work habits than the
traditional students they experienced just a few years ago. The following
description from a senior faculty member at the university' summarized the
descriptions from many other faculty members:
" Students have changed...Before you were at the university and
did a few things in addition- today you might have a fiill time
job and are at the university in addition to your job. This
influences students; things get slower, they are not as engaged
as they used to be. They are not full-time students and you see
that in the envirormient around here. There are less activities
here both concerning political issues and in the student society.
Students are more visitors now. This is not the place where they
have their soul. Other things in their existence are more
important."
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In relation to a discussion about the changing ideological climate
(more to the right wing direction among Norwegian politicians), a college
professor suggested that
"...this ideological change of climate not only happens among
politicians; it also happens among students. One consequence is that
new students have new demands, for instance for more flexible
education, less requirements concerning residency and less mandator^'
lectures."
One professor described the changing student population from the
1970s to the late 1990s. He described the students in the 1970s as the
generation with the heritage from 1968 : critical and aggressive with many
demands on the institutions concerning their education. The 1980s were
marked by more servile but also better prepared students with instrumental
interests and a stronger goal orientation.
He described the students today like this:

" I now experience the student group as more varied with a more
diffuse background. There is a trend that they think they are here to be
served. They expect the teacher to act as a service person and to meet a
system which is a prolonging of the high school".
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5.3.1.2 Structural and organizational changes
Most of the faculty I interviewed also mentioned structural,
bureaucratic and organizational changes as important in Norwegian higher
education in the last 10-15 years. Three particular themes were often
mentioned: the reorganization of the college sector, the change in governance
and management of the institutions and increased bureaucracy
All the faculty members I interviewed at the colleges mentioned the
college reform described in chapter 4 as an important change. The main
element in this reform was the merging of 98 former regional colleges to 26
new state colleges.
One college professor described the reform like this:
" We have also been through a reorganization process which in many
ways was more visible than the change I just discussed ( academic
changes). This process -which was supposed to lead to less
bureaucracy and a more constructive administration and to protect the
faculty from administrative duties- has in my opinion been a big
change".

Another faculty member at the same institution said:
" First it is natural to mention the reform of 1994, especially the
reorganization of the colleges. That was the most important change we
experienced. It was a great change from the old regional college

253

system to become part of the state system which the Minister of
education implemented. I think other things are less important- the
reorganization was the most revolutionizing change".

Both of these faculty members work at an institution which was
reorganized as a result of the merger of three regional colleges. The
reorganization was also perceived as important at an institution which were
not merged, but which continued in the new college system with a new name.
One faculty member from this institution suggested that the reorganization
might have consequences for the college's situation as an academic
institution:
" One main change at my institution is the change in the institution's
character or identity from being a regional college to becoming a more
general oriented college with new professional fields in addition to the
academic ones. ...Another change was the establishment of a new
internal structure as a result of the reorganization. The question is not
only about mergers between colleges, the reorganization also had
consequences for internal organization. And these changes might
create even stronger conflicts than the ones concerning college
mergers. What characterized the whole period from 1980 is a lot of
changes and conflicts".
The reorganization of colleges was part of a reform which also aimed
at changing the governance system and establishing new forms of
management. Few faculty members mentioned governance and management
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changes as important in themselves, but several were concerned with their
consequences for faculty work. In general it seemed that faculty at colleges
were more concerned about these questions than faculty at the university.
After mentioning the reorganization as the most important change in higher
education, one college professor went on to suggest:
" Next 1 will mention the new management by goal ideology which
was introduced in the public sector in the 1980s. It also influenced
teacher education, but we are pretty conservative so we were a sort of
buffered in comparison with other parts of the public sector. I was
chair of the board for a while and we observed clearly how
management by
objectives influenced our administration and
dominated their daily work in a way which was very different from
what they were used to".

Another faculty member at the same college clearly connected the new
governance and management system to the reorganization process:
" These changes ( economic reductions and growth in student
(numbers) were combined with a somewhat stronger tendency to
govern and manage, which perhaps the colleges either have become
more aware of or perhaps had to accept- for instance office-hours and
detailed work-plans- in short a tighter surveillance from both the
ministry and the national board of auditors, for instance as a
prerequisite to pay over- time".

More "bureaucracy" is mentioned especially by college faculty as a major
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change that has had negative impact on faculty work. One teacher at a college
suggested that
"... we have gotten a much more bureaucratic system here. Earlier we
used to have faculty meetings where we were close to each other and
where we could discuss both organizational and academic matters.
Today we have to pass several organizational levels when we want to
raise a matter and our main views are transformed during the decision
process. Faculty influence is reduced at every new level in the
administration. We have several examples of how faculty views are
not heard and in which decisions are completely reversed in relation to
the faculty's suggestions".

The reorganization in the college sector was seen by many as the main factor
behind the bureaucratization of the institutions. Faculty were concerned not
only about lack of influence, but also viewed the increasing power of the
central administration as a threat to their professional autonomy by
establishing new ways of controlling facult>'.
University faculty were less concerned about structural and
organizational changes. One faculty member viewed such changes in a
somewhat different light;
" The university has become a very bureaucratized organization. By
that I do not necessarily mean something negative. One of the reasons
for the bureaucratization is that we have new types of students who
are very oriented toward their rights as students. Today we are very
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concerned with formal procedures at the university which has as the
consequence that all levels have built up a very heavy administrative
capacity. There has been both a strong growth and also a
professionalization at the administrative level".

This faculty member related the increasing administration to changes
both in student's and faculty's rights and the increased responsibilities the
university had toward external constituencies, especially the ministry,
concerning correct procedures and relevant planning. But a general
impression is that organizational and structural changes are much less an
issue among faculty at the university than at the colleges.

5.3.1.3 Academic changes
The last group of higher educational changes facult>' experienced were
academic. Some faculty felt that the 1990s brought changes within the
different academic fields and changes between fields and institutions.
One university professor suggested that the most important change for
him personally was the growth of his own field (information science). There
had been changes both in the content of the field and the role of this
professor's field in the national economy. He suggested that "...there have
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been dramatic changes in my field which are more important than
organizational and structural changes in higher education in general".
However, few other university faculty mentioned academic changes as
central changes in higher education.
One important academic change discussed by some was the
organization of research. In order to distribute public resources to a few
important research fields, the Norwegian government introduced program
research in the beginning of the 1990s. The new reorganized research council
got the responsibility of organizing and financing particular research areas
which meant both a sharper and more systematic prioritizing of research than
before. One university professor observed that although the programs did not
influence the research priorities of faculty;
"... it might be more difficult to stay outside these programs as an
individualistic university professor. You observe that some faculty
members get the opportunity to receive extra resources and then buy
themselves free from teaching and leave the teaching loads to other
faculty who do not have such ties to external programs or centers...not
only do these programs generate income, they also draw a lot of
attention. When you meet faculty from other fields, the first thing they
ask about is what is happening with a particular project. It seems easier
for faculty and people outside the university to ask about these more
famous projects than the ordinary activities at the institute. Maybe
there is an over- focus on these organized programs and projects".
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We recognize here an example of what Gibbons et al. (1994) have
called Mode II in research: interdisciplinary and user oriented research with a
focus on applications of the results. Mode II research might have
consequences for academic work at the traditional universities. It is not only
a research mode that takes place in public laboratories, independent
institutions and private corporations as Gibbons suggests.
More college faculty than university faculty mentioned academic
changes as important. One important issue in Norway has to do with
academic drift, the tendency for non-academic institutions to become more
like universities in the content of their fields, the role of research and their
organizational form. The former regional colleges represented in many ways
a clear example of academic drift in their struggle to secure both faculty time
for research and to establish university fields in what was supposed to be
short cycle education primarily oriented towards jobs in the regions (Jerdal,
1996). One history professor described the process in this way:
"One thing (in relation to changes) is especially interesting. In the
beginning other faculty looked at us as something strange; we were an
academic field in a short cycle education. But lately we have seen a
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change where the short cycle education is becoming more academic by
adopting ideas and plans from the universities and for increasing the
required time for completion of degrees...In the 1970s we had a more
distinctive difference between the different higher educational
institutions and a clearer conception about their different
responsibilities. Today we might have a system where there are
actually few differences between the college and university sector."
Another type of academic change mentioned by one faculty member at
a college was the academization of multidisciplinar>- fields. He explained:
"...we had a course here called coordinated planning which was
problem-based and multidisciplinary. The rationale behind the course
was to bring people from different fields together to form a more
integrated approach to planning. But after a while the field
disintegrated and faculty from the different disciplines went back to
their own field's problems."

A somewhat similar development might also be observed in traditional
academic fields. Some colleges have changed their curriculum in a direction
that makes it more like the universities. There might be several reasons for
this, but both normative pressures and mimetic processes as described by
institutional analysts seems to be operating in Norwegian higher education
(Di Maggio and Powell, 1991).
There has also been a kind of academic drift within professional fields,
which are becoming more like traditional academic fields. In 1985 Nursing
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was upgraded to college education and integrated in the college sector. Today
the field is part of the new state colleges. There has been a steady reduction
of the practical courses in the nursing programs, and today it is suggested that
the theoretical elements of nursing education represents a threat to the
practical elements with the result that many nurses have difficulties in taking
care of practical problems in their daily work. As a result, there are now
arguments calling for a reversed academic drift, for an increase of practical
education. One of the members of the Norwegian Parliament has asked for
an evaluation of the practical content of nursing and teacher education.
Some faculty saw few changes in higher education. They thought
that continuity more than reform or change has characterized the period from
1980. One professor at the university said: "1 think that the university has
changed little. The main change at the institute is the governance system."
Another professor suggested that he
"... sees few signs that the university has recognized the changes in
Norwegian politics- it seem to continue with an independent political
status as it used to have....from knowledge of universities from other
parts of the world., my conclusion is that there is no university which
can compete with us concerning the title of the perfect Humboltian
university.''
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In sum, most of the faculty members at both the colleges and at the
university described several types of changes which can be categorized as
demographic, structural and organizational, and academic changes. All
faculty were concerned about demographic changes, but it was mainly
faculty at the colleges who mentioned organizational and structural changes.
Academic changes concerning research and teaching were sometimes not
often mentioned in the begirming of the interviews, but all faculty returned to
these question when discussing faculty's experiences of the changes and
reforms.

5.3.2 Causes
Faculty suggested several explanations for the changes in higher
education. Most of them resisted simple causal factors and pointed to the
interrelationship between several "independent variables." They also
indicated that it was necessary to give different types of explanations for
different changes. One college professor suggested that:
"There are political reasons and initiatives which are the background
for the increase in student numbers. Educational policy is the main
factor behind the opening of higher education to new groups.
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However, it is difficult to discuss these things without an
understanding of the development of Norway as an educational
society; the trend that more people spend more time taking more
education ...the strengthening of mass education is also a result of the
demand for education in this society. In sum: political ideas, general
tendencies towards mass education and demands from society are the
main forces behind the student growth."
That the growth in student numbers is a result of "general tendencies"
was also suggested by another college professor:
"1 think that the general development in society has represented a drift
towards a need for more and more education. I also think it is
interesting that people now ask the question if we are now going too
far in offering higher education here in Norway. It is a sad situation
that it is so difficult for young people to get good jobs without having
several years of higher education."

In addition to giving a flinctional explanation for the growth in student
numbers, this professor also refers to one particular study which raises the
question whether Norway spends too much on higher education (Larsen,
1999). The main argument in this study is that there are more people willing
to pursue higher education than there are jobs in which such education
contributes to increased productivity. The fear is that there will be a shortage
of people with practical education, increased geographical centralization and

increased disappointment among candidates who are not able to use their
education at the labor market. The conclusion of the study is that Norway
spends too much money on higher education in relation to the population's
abilities and the needs of the labor market.
Few other faculty seemed to be concerned with this problem, even if
most were concerned with the consequences of the growth in student
numbers. It was a common understanding that one of the main factors behind
the student growth was political ideologies more than market forces as
implied in Larsen's study. One college faculty suggested that:
" The Norwegian system (of higher education) is strongly governed
by social democratic ideas, even if the Labor Party is not governing
right now. Their heritage is still dominating education in this country,
for instance the view that education is a welfare benefit you are
entitled to. I think this social democratic thinking is influencing
education in this countr>' more than most other places."
Two key words dominated faculty's explanations for organizational
and academic changes: rationalization and internationalization. Again it is
sometimes difficult to determine what is a cause and what is effect. But when
asked about the causes for changes in higher education, many faculty
mentioned different aspects of rationalization. One professor declared:

264

"One cause behind the changes is the need to get more control over
the college sector, which has grown a lot with many new institutions.
From the central government the main goal is to gain more control
over the higher education system as a whole- it is a kind of
rationalization. Obviously, it has also been a goal to govern and
manage the institutions in new ways. The rationalization process's
main goal was the reduction of expenses."

This professor came from the humanities. However, many of the same
explanations were given by a professor from the natural sciences:
"It is difficult to say something about the motives behind the changes
in higher education- we have had changing governments. I think the
main reason behind all these changes is the wish to save money in
higher education and then redistribute it to sectors where there are
more votes to gather. However, what I also feel is happening, is that
the country's difficult economy is now used as an argument for a rulegovernance which aims to limit faculty members' freedom and right
to perform individual projects which maybe neither the institutions nor
the ministries can use for practical urgent purposes. The need for
economic reductions may also contribute to securing the support of the
institution's management and leadership since they have the main
responsibility for the institution's budgets."
Rationalization through the reduction of expenses is also felt in the
professional fields:
" ...the reduction in resources seems to build on an assumption that
there is slack in the system; that we are not effective enough. It is
mainly the Ministry which says that...There also seems to be an
assumption that the private sector is more efficient than the public
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sector and that this point of view has been accepted in the political
establishment in Norway. So what we are talking about are models
from private sector, and a consequence is that it has been more
difficult to stand up and defend public sector. Well, at least there
seems to be a need to do some exercises concerning rationalization and
efficiency".

1 have quoted these interviews at length because they summarize many
of the opinions and points of view concerning causes for changes in
Norwegian higher education. Many of the respondents used expressions like
"the need for harmonization," "the urge for standardization," "increased
emphasis on formal routines" and "simplification of decisions" as causes for
the structural and academic changes. Common to all of these explanations is
the view that causes are found at a national level. Often the Ministry is
mentioned as main change agent; other times society's need for a highly
trained labor force is mentioned. Nowhere in the interviews did faculty relate
changes in higher education to initiatives or demands at the organizational or
individual level.
Three faculty members also referred to international forces that
influenced the changes in Norwegian higher education. One of the
respondents referred to the academic background of the Minister of
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Education, Hemes, (with a PhD from John Hopkins University) and
suggested that it is difficult to explain all the changes in higher education
without reference to strong individuals. She suggested that"... USA has been
the ideal with an enormous influence here and which we try to copy. I think
this is a bad idea." She also felt that Norway had to adapt to changes in other
countries and that there had been little recognition and pusuit of what's
special about Norwegian higher education. She went on to suggest that:
"there is a majority in the Parliament for Europeanization and
internationalization- an adjustment to foreign models. There is a desire
that we have a free flow of both students and faculty, and then it
becomes important that we have titles and programs which are
comparative with those in other countries. This is at least some of the
explanation for changes in Norwegian higher education."

Many such changes are currently taking place. The Minister of
Education suggested in the fall of 1999 that the Norwegian grading system
should change from detailed numbers to an American system with letters. A
gradual change towards American academic titles is already under way with
an increasing number of master's degrees offered instead of the traditional
Norwegian titles. A formal agreement between 15 European countries,
including Norway, to harmonize grading and titles, is the main reason for
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these changes.
A university professor suggested that internationalization also
influenced faculty work:
"Another cause (behind the stronger demands for faculty to
publish more) is stronger internationalization, which in our field can be
fairly exactly dated to the time when we founded a European
association. This is one of the reasons for the increased demands on
faculty- we started to compare our research with that in other
countries. I think that faculty enjoyed this internationalization. They
found out that they did not spend their academic career in an out-of-the
-way place in the world."

A third faculty member referred to complicated globalization
processes and suggested that the combined effect of multi-national
companies and increased communication by using information technology
might create a whole new international situation for higher education in
which smaller systems might have difficulties maintaining their own
distinctive national systems.
It is not easy to summarize the many explanations faculty gave for
changes in higher education in Norway. One faculty member summarized a
long and sophisticated analysis of the changes in this way:
"So, it is an interplay of many factors: big ideological changes, public
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reforms about efficiency and management by goals, and also new
groups of students who demand more flexible, short education with
limited exams. All this works together in a complicated matter to
contribute to fundamental changes in higher education."

The discussion so far is built on faculty's interpretations and
conceptions of the changes and the forces behind them. Although there seems
to be some agreement about the nature of ideological and organizational
changes, both among the faculty interviewed in this study and in the literature
discussed in chapter two, it is perhaps '' too early to pronounce an
unambiguous verdict about what the principal ideological and formal
organizational changes might imply for the individual faculty member's
teaching, research and administrative practice" (Bleiklie, 1996, p.43). This is
the main topic for the next section.

5.3.3 Experiences
How faculty experienced the macro changes in higher education
constituted the main part of the interviews. Faculty were asked about the
consequences of the macro changes for their daily work and general work
situation. While most faculty connected changes in their work to the general
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changes in higher education both at the national and institutional level, some
faculty- also found it difficult to determine whether changes in academic work
were a result of structural forces or individual development. In answering the
question about changes in his own work, one university professor remarked:
"Yes, but these changes are results of personal and accidental things.
It has less to do with institutional changes. I have mainly done my own
things all the time. "

Another college professor said:
"It is not easy, however, to separate my personal academic
development and interests from objective considerations about general
changes in higher education. For instance, in the 1970s I was much
more optimistic, forward looking and expansive, but I am so to a much
lesser degree today. The institutions might have changed, but so have
I."

Neither is there a simple causal relationship between planned policy
reforms and the changes in higher education. A history professor suggested
that:
"... the process (the reorganization of the college sector) itself is
unpredictable. I think the Minister of Education had rational ideas
about the goals of the reorganization, but during the process many
irrational elements influenced the end result: politicians got engaged,
tactics were used from the involved institutions and the end result
became one other than the official goal. We got some unintentional
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consequences."

In describing the establishment of a new field of study at one
institution that was initiated by the Ministry, not by the institution itself, one
faculty member concluded;
"This is an example that it is often accidental things more than actual
strategic planning and rationality which often determine the end results."
Such responses are consistent with some of the ideas fi-om institutional
analysis, especially the work by March and Olsen (1976;1989) in which they
describe how decisions in politics and organizations often are a result of
streams of problems, solutions, decisions-makers and choice opportunities
coming together and are rarely closely related to the explicit intentions of
actors. The point is that the macro changes in higher education primarily
serve as a context for changes in academic work. It is difficult to point to
exact causal chains between levels.
It is important to emphasize that what is reflected in the following
discussion is the faculty's conceptions and experiences of change in their
academic work and working situation. I found it difficult to get good
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measures of how faculty today spend their time on different tasks. Most
faculty used percentages to describe how they divided their time, but these
referred more to formal regulations than actual use of time.
In the following analysis I distinguish between three types of
experiences of policy shifts: academic matters, the relationship between
managers/leaders and faculty, and social relations at the institutions.

5.3.3.1 Experiences of academic changes
Faculty described changes in teaching, research, administration and
external activities. Several faculty did not experience much change at all in
their academic work when compared to that which occurred 10 to 15 years
ago.
Most of the faculty reported substantial changes in their work as
teachers. Most of these changes were regarded as negative; the positive
changes were mainly a result of their longer experience as teachers.
Teaching had changed for many as a result of the growing student population
and increased rationalization. The majorit>' of these changes were reported
from faculty at the state colleges; there seem to have been fewer changes in
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the teaching situation for university faculty. Among faculty at the colleges,
changes in teaching were reported from faculty in all four fields I studied.
The substantial student growth led to a new teaching situation for
faculty and created problems particularly for faculty in professional fields:

"When 1 started here I had two classes with 30 students in each. Now
I have 5 or more classes and at least 40 students in each class. So just
the number of students you have to relate to increases and make the
daily work more demanding...! lose contact with students. I don't
know what they think and feel, what they find difficult and what they
struggle with in their lives. When they were closer we could discuss
their problems and try to find solutions. That was easier before; you
knew the students and their backgrounds better."

Another faculty member from the same college described the change
from small classes of 30 students to the new system with classes of about 180
students:
"... sooner or later you reach a point where educational quality is
reduced. And in our professional education it is not good enough to
talk to the students- you have to talk with them. What we actually
experience is that some fields are being transformed because our
leaders require that we lecture in large classes instead of smaller ones.
We are not any longer educating people for professional work, we just
give them a few ideas and theories. My own field does not any longer
function as a tool for professional practice; today it is just a collection
of theories."
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Not only quality was reduced; others pointed to a loss of professional
identity:
"We lose our professional identity and character more and more
because we have to adjust to a more university-like model. So
professional education is the loser in the race to create your own
academic and professional identity."

These citations are from faculty at a college which merged in 1994. At
this particular college it seems that rationalization and demands for
standardization are creating particular problems for the professional fields
that had to adjust to other parts of the merged college in which more
university-like teaching models dominated. At the other college the change
was in the other direction and affected not only a particular field but the
whole institution:
"The institution is now an entirely different one than just a few years
ago. And that is no little consequence (of the changes in higher
education). Earlier we were a social scientific oriented institution with
emphasis on fields originating from the university. Today the main
emphasis is on professional education. So the institution has actually
changed its academic character. I feel that the whole educational
ideology which this institution rested on has fimdamentally changed."

These experiences from college professors may be interpreted in two
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ways. One of the goals of the 1994 college reform was to increase contact
and cooperation across institutions and disciplines. In a white paper to the
Parliament, the Ministry of Education (Kirke-, mannings - og
forskningsdeaprtementet, 1990) described the goal of contact and
cooperationi'The academic networks should be given new physical and
organizational frames to function better according to this goal. It is important
for the individual academic fields to see the utility of greater cooperation and
accept the positive consequences of this" ( p. 32). The interviews in this
study suggest that the more academic fields like political science and
professional fields such as teacher education are becoming more alike.
However, the interviews do not indicate that there is more contact and
cooperation among the different fields. On the contrary, faculty seem to
regret this development, especially faculty from professional fields, who talk
about loss of identity and reduced quality as a result of the academization of
their field. These reactions might better be interpreted from an institutional
point of view. While traditional organizational theory has been concerned
about showing the importance of formal and physical structure for individual
and organizational behavior, institutional theory has emphasized the
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importance of institutional and disciplinary culture and norms (DiMaggio and
Powell, 1991). Culture and norms are conservative elements that stabilize the
institution and field (Kyvik, 1999). From this perspective the college reform
is seen as a threat to established traditions and academic identities and
loyalties (which are tied more to disciplines than institutions (Clark 1983)).
Norwegian universities and colleges not only had more students
during the late 1980s and the 1990s; according to many faculty they also
encountered a different type of students. These new students influenced
faculty work in several ways. Many faculty were concerned that students
today seemed to be less prepared than the students in the past.
"What concerns me most is the changes in the academic preparation of
the students. ...The academic "luggage" has changed a lot the years I
have been here. When I browse through the exams and papers from
students from earlier years, I really start to wonder what has happened.
....we have to use more time to make the students operative in the field.
It now takes a good deal of time before we really could start doing
what we were supposed to do at this institution."

I have no statistics concerning the development or change in grades at
Norwegian universities and colleges in the last few years. But there seems to
be common agreement that many students are not as well prepared as they
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were in the past. Most faculty blame the high school for lack of preparation.
The problem for faculty is that they have to use valuable time to deal with
questions and topics which the students should know before they come to a
higher educational institution. This kind of work has increased over the
years.
Not only are students less prepared than before, they also have new
expectations and work habits that were unknown only a few years ago:
"... it is difficult to accommodate these new students. An example is an
introductory course where I have taken a role as a combination of clown and
psychologist to engage and take care of the students." Not only do new
students require new types of teaching; they are also more demanding than
before. The following citation from an interview with a college professor is
representative of the view many faculty expressed:
"... 1 feel that my working situation has become gradually tougher.
There is an increasing demand for performance in the classroom and
there are increasingly more difficult relationships with students...There
have been stronger pedagogical challenges. We at the colleges now
meet the situation the high school had a few years ago: more students
are here for preservation instead of unemployment.
We have a lot of students who should never have come here... This
has created new challenges about pedagogies, but it has also
contributed to less enthusiasm and resignation among faculty. There is
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a limit to how much time and energy you have to teach unmotivated
students."

The relationship between faculty and students has also changed at
more advanced stages in the student's program:
"I now get students who have more difficulties graduating than before.
And they are more willing to talk about it. I also get students who tell
me about serious personal problems. It is something about the times
we live in. But the advising system has also been more regulated than
before. We now have contracts where it is specified how many
meetings students and advisors shall have, what our responsibilities are
and v/hat they are not. So advising today is much more exhaustive than
what I got as a student and it also covers much more in addition to
academic advising. Therefore the role of an academic is changing as a
result of a changing student population - our role has been extended in
many ways."

It would be wrong to interpret these responses as negative attitudes
towards teaching. All of the faculty members I interviewed were experienced
teachers and most said they enjoyed teaching. But as these citations illustrate,
there is a change underway: more students, new students and increased
demands coupled with decreasing resources make both professional identity
and teaching problematic. None of the faculty members suggested that the
teaching situation has improved, that teaching is more valued than before or
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that the students represented a valuable resource in the teaching process.
Faculty were much less concerned about changes in research than in
teaching. What faculty really wanted was more time to do research. When
asked about how they would use their time if they had more hours available,
12 of the faculty members said they wanted to do more research; only one
wanted to do more teaching. This is not only a reflection of the reward
system, but also a genuine interest among faculty, especially at the colleges,
to engage in more research. Three issues related to research were raised in
the interviews:
- the increase in the number of students made it difficult for some fields (for
instance information technology) to give high priority to research
- what some faculty described as a standardization of working conditions as a
result of the college reform led to a fear among some faculty in traditional
fields that they would get less time for research or that the criteria for
evaluating academic research would change
- some faculty members felt there was a discrepancy between institutional
and individual rewards in Norwegian higher education: institutions are
rewarded according to the number of students and graduates, while
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individual faculty are rewarded according to traditional academic criteria,
which usually meant the number but sometimes the quality of research
publications
Although several faculty members discussed the introduction of
program research as one of the changes in Norwegian higher education, only
one discussed the consequences for academic work: "...I observe that
program research is becoming more organized and today has become so
common that you have to argue and explain if you prefer to stay outside these
programs and work more independently."
This faculty member suggested that program research influenced faculty
work because it might generate income, provide more student assistants and
students working on topics related to the professor's research, and also
contribute to more attention around program research because this research
was more visible than the more regular academic institutional research.
An interesting question which was not discussed in the interviews is
whether the increased emphasis on external financing (at the universities
from about 3% external financing in 1973 to 11% in 1993) has led to
epistemic drift at the institution (Elzinga, 1985). Although some scholars
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(Gibbons et al. 1994; Wittrock & Elzinga, 1985) emphasize that research
always has been integrated in society, Elzinga suggests that external
financing not only influences the choice of problems faculty choose to work
with, but also the criteria to judge the quality. In a study of externally
financed research (including program research) at the universities, Smeby
(1996) concludes that such research has neither influenced the choice of
research problem nor the criteria to judge the quality of this research in
Norway. Most faculty are skeptical to take part in external projects that are
not related to their regular research.
In addition to teaching and research, most faculty members also have
administrative duties. The increasing addition of academic administration to
faculty's workload should be regarded as a part of bureaucratization. It is
more difficult to get reliable data on the extent of faculty's administrative
work.
In a study of academic bureaucratization at the University of Oslo,
Gomitzka et. al. (1996) showed that about 17-18% of the total work hours
for academics are used for administration. A similar study at the merged state
colleges shows that the faculty use about 16% of their time for administrative
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duties (Kyvik, 1999). It is difficult to find reliable comparisons over time, but
it seems that the time faculty use for administration is either constant or has
increased. One of the goals of the college reform, to decrease the time faculty
use for administration, does not seem to have been reached.
I found it difficult to get reliable data from the respondents in this
study about the extent of their administrative work. Some faculty suggested
that the administrative part of their responsibilities had increased:
"Administrative work is taking more and more time from our
academic duties. Increased administrative work, at least at my
institution, is a result of the reorganization process. We have gotten an
extremely democratized institution where many different units and
elected representatives are supposed to have opinions on most matters.
We have many discussions; it's a lot of back and forth and all these
negotiations take time."

However, faculty seem to have an ambivalent view concerning
administrative work. On the one hand they are resenting this work because it
takes time from their primary responsibilities. On the other hand, as the
above citation shows, the question of administrative duties is also a question
of influence and the need for faculty to control the administration. As
Gammelsaeter and Dimmen (1999) suggest, it might not be possible to
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relieve faculty from administrative duties because they are really not
interested in reducing their influence in administrative matters or their
participation in representative units. This dilemma is also mentioned by a
professor at the university:
"Internal efficiency has influenced my work positively. I have less
administrative duties and I can use this saved time for research. But
maybe decisions are not discussed as critically as we would prefer. But
the internal reorganization and rationalization has actually meant that I
now have more room for my teaching and especially research. This is
more important for me than many of the other changes we have
discussed."

While most faculty suggested that they have more administrative
duties today than 10-15 years ago, they found it difficult to evaluate how
much time they spent on administration and also in some cases to distinguish
between administrative and other duties.
Some faculty also reported changes in their external activities during
the last few years. It is an open question whether this is a result of structural
changes in higher education or a result of individual preferences, or a
combination of the two. In the interviews, faculty were asked about changes
in academic work in general and several mentioned a broad category such as

"external relations or activities" or "contacts outside the college/university."
Few used the expression "entrepreneurial activities" as a synonym for
academic capitalism as used by Slaughter and Leslie. However, when asked
to specify what kind of formal relationships faculty had with their
constituents and the reasons and motives behind these external relations, it
became clear that at least some felt a certain pressure to engage in external
relations to secure money to compensate for reduced funding from the state.
One college professor reported that"... in addition to this fight (between
different institutions about internal distribution of the state budget) we have
the pressure to earn money from external activities- that the institution has to
earn money to cover some of it's expenses".
A university professor from another field said that
"At the institute level we experience as a consequence (of reduced
funding) a mild pressure to start research projects in cooperation with
partners outside the university in order to increase the revenues .... I
am afraid the main purpose of these external activities is to generate
income more than pure research interest" .

Another professor from a third field answered:
"External activities and search for revenues have come much more into
focus. This is not necessarily negative, because up to a certain level it
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is a sound development. But we have to be carefiil that this tendency is
not going too far- it might endanger the basic research...it is not easy to
stop such entrepreneurial activities when you first start....the forces
behind these external activities are economic. This is more or less the
only way we can get some travel grants."

Other faculty members were even more concerned about the
potentially negative features of external activities. After describing the
institutional expectations for more external activities and how some positions
at the local college had been funded by external revenues, a professor of
education continued;
"But there is a problem here: we are more and more directed towards
serving a market and it is especially problematic when external
activities are planned without the participation of the faculty. It is a
bad procedure when such projects are negotiated between the leaders
of the administration and external sponsors where the consequence is
that faculty have to take on external assignments they do not
themselves feel they have the competence to perform. The leaders
here are concerned about having control over these external activities
because they simply want to earn as much money as possible."

In their taxonomy of the costs and benefits associated with academic
capitalism. Slaughter and Leslie estimate that the relations with external
bodies was among the most important benefits and that"... it was clear that it
was largely individuals, not the university, who maintained the relationships
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with clients" (1997, p.122). There were also several Norwegian faculty who
suggested that external activities were primarily a result of individual
interests. As one professor remarked:
"The external activities we have would have been there independent of
the economic reductions because it is a question of individual
initiatives. This is an activity which is not governed by formal goals...
faculty like to do this kind of work".
Another suggested that
"...the reason faculty engage in external activities is genuine academic
interest or interest in individual careers. The main motive is the
possibility of doing research which gives you better qualifications, for
some it is also an objective to show that what you do has practical
consequences."

One professor from the university made a clear distinction between
institutional and individual initiatives concerning external activities.
Answering the direct question whether the university engaged in
entrepreneurial activities, he answered;
"Both yes and no. No at the institutional level. This university does
not have a research or institutional policy concerning external
activities....In a study we found out that external customers regarded
this university a closed door.
At the individual level: Yes. We have a lot of moonlighting. This
varies a lot between institutes and departments. At the institutes of
biology and law there are a lot of external activities where faculty earn
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a good deal of money. I can do that myself on evaluations and things
like that. Therefore this is completely individual activity. Instead of
controlling things like office hours, the administration should be more
concerned with building an institutional policy for these activities.
Many other institutions have done that and I think this university is
the most innocent or conservative in this respect."

In conclusion there seem to mixed experiences concerning external
activities. Some faculty feel mild pressure to engage in such activities and
some relate these pressure to the need to earn money to compensate for
reduced state money, conforming to resource dependence theory. Others
suggest that these activities are primarily a result of individual interests and
that faculty take part in these activities for academic, idealistic and/or
promotional reasons. The need for a more extensive study about the kinds,
extent and motives behind external activities will be discussed in chapter
seven.
Finally, several faculty did not experience many changes in their daily
work as a consequence of either policy shifts or general structural changes.
Although most reported some changes at one place or another during the
interview, some suggested that the lack of change was a good description of
what has happened in their work over the last 10-15 years. One professor at a

287

college said:" Actually I have experienced very little of all these (structural )
changes in higher education. I have done business as usual. Here we have
been little exposed to all the exercises other colleges have experienced, for
instance the reorganization." When asked if an internal reorganization
program at the university influenced his work, a professor answered:
" No, it did not. We all shook our heads and said: Well, we have to answer all
these formal things they asked us about, but it won't matter much to our
work. And it did not"".
But these were exceptions. Most faculty reported some change in at
least some part of their work situation as an academic.

5.3.3.2 Experiences with New Public Management
We now turn to questions about the general changes occuring for
faculty in their role as state employees and especially their relationships with
their leaders and managers and their relationships with each other. The
following discussion is organized according to two ways of analyzing
organizations. When I analyzed the answers from faculty about their daily
work, many of their interpretations and experiences were associated with the

formal elements of an organization, for instance autonomy and influence on
decisions (which is the main emphasis in the formal approach), control
(especially the use of time) and the appropriateness of the formal structure. A
second set of answers was concerned with the informal aspects of the
organization: the personal relationship between members in the organization,
especially between faculty on the one hand and mangers and leaders on the
other. Sometimes these informal relationship were described by faculty as
different types of cultures.
Many faculty were concerned with the following topics when asked
about their experience with the leadership and governance over the last 10-15
years; increased management and bureaucracy, loss of faculty influence in
decision-making, intensification and fragmentation in their daily work and
decreasing quality of institutional leadership. In addition, many were
concerned that structural and organizational changes had (mainly) negative
consequences for the collegial culture and social relations at the individual
institutions.
Most of the faculty I interviewed were concerned about changes in
relation to management, control and leadership. There is no distinctive word
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for "management" in the Norwegian language, but several faculty members
often used the English word "management" as a synonym for administration
when they described how their working situation was changing.
One of the faculty members at a college raised the question of whether
the institution actually needed the all the work done by the administration and
described some of the negative consequences for faculty of what he labeled
the increased bureaucratization of the institution:
"I experience that the central administration works extremely hard, but
has anybody asked them to do all this work? ...There is an old thesis
that the bureaucracy is self-perpetuating and creating its own work all
the time. I think that is true around here. So what really suppresses our
enthusiasm is the rigid rules in an increasing number of areas."

This faculty member was especially concerned that most of the new
rules were more about regulating and controlling faculty work than about
giving them better opportunities to pursue their main responsibilities,
teaching and research:
" We have a new rigid requirement concerning office hours. I guess it
is the government's board of auditors who is responsible for that. It
requires that we now register formally when we are in the office. It
reminds me of the Russian 5 year plans; it has been tiresome to
experience that we are not trusted. We are more like criminals who
have to be watced carefully. And in addition we have built up a
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bureaucracy to control our time-registration forms...Yes, I would say
that the central administration tries to manage us more than before.
They have an urge to manage- to legitimize their own existence. They
have to find things to do and be sure that they are in control."

This citation is representative of the experiences of many other faculty
members. Faculty gave many examples of ways the administration heis
increased its control of faculty work, for instance, through demands for
reports from research, through required work-plans for the semester or the
academic year, by increasing pressure to engage in entrepreneurial activities
and suggestions, and by requiring that faculty have to apply for time to do
research. A college professor gave an institutional explanation in discussing
the introduction of activity planning and his obligation to write detailed
work-plans:
"So one change I experience is all these new forms and research
reports. The important thing seems to be to show somebody how much
we have done, how clever we have been....these forms are symbols
trying to show what we do."

Several faculty felt that the administration was not any longer "their"
administration and that the loyalties and responsibilities of the administration
were not any longer towards facult>'. One professor described the increasing
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professionalization of the administration and added;
" But this professionalization is developed primarily with regard to the
responsibilities the administration has towards the Ministry, that is,
upwards. The professionalization is less developed with regard to the
responsibilities the administration has internally...some faculty now
experience that the support is weaker than before."

There are two observations here: one is the increasing interference of
the administration in faculty work, and the other is the perception by faculty
that the administration's loyalty has shifted. There is an increased emphasis
on performance indicators, productivity-measures and evaluation. Norwegian
faculty are experiencing to a larger extent than ever before how
accountability is beginning to affect their professional lives. As Altbach
suggests : "(Academic) institutions, often impelled (in the case of public
universities) by state budget offices, require an increasingly large amount of
data concerning faculty work, research productivity, the expenditure of funds
for ancillary support, and other aspects of academic life"( 1995, p. 38).
Many faculty also felt that they had lost influence regarding important
decisions at their institutions. The main reason for this loss was interpreted as
the result of internal reorganizations. In describing his return to a college
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after a few years leave of absence, a professor continued:
•'What I now observe and what is new to me is that the faculty have
lost all their influence about what happens around here. They show
up at faculty meetings where they are informed about other people's
decisions concerning their work. They just have to accept this; there is
not even a question whether anybody has anything to say about the
information."

Others commented on how faculty power was reduced because the
central administration was physically moved to another place or because the
lowest decision unit, the subject meeting, was abolished. One university
professor described how the local decision unit was changed from a fairly
large institute council to a small board:
"... for the average faculty member, who is not a member of the board,
this is a loss of influence. Before, most faculty members took part in
decisions and we had a consensus principle that if some of the faculty
members disagreed with a decision, it was not implemented. You have
to have the faculty with you, that's the people who really work with
the consequences of a decision. Especially with our flat structure, with
a chair managing 40 faculty members it is impossible to implement
decision if there is not consensus about it. With a small board this
might be difficult and implementation becomes even more difficult."

There is an important reservation concerning this discussion about
managerialism and lost faculty influence. Altbach (1995) suggests that we
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should expect that increased accountability generally will result in reduced
academic autonomy. But he also suggests that academics in the USA will
retain basic decisions concerning curriculum, course- and degree
requirements and the process of teaching and learning. Most of the faculty I
interviewed agreed. After discussing how the missing academic background
of the customers influenced his teaching, a college professor stated that:
"...on the other hand I feel 1 have reasonable academic freedom to pursue my
interests.... I feel that I control totally my own academic activities, in other
words, what is defined as academic freedom." A professor at another college
aareed:
"I have always chosen my own research projects and have consciously
chosen not to take part in externally paid research. I have preferred the
free situation and nobody has interfered with that."
To a direct question about academic freedom at the university, a professor
answered:
"This is still a perfect Humboltian university. There has to be a sort of
balance between academic freedom and accountability-here we are
very little accountable to anyone. We have an enormous degree of
individual freedom...! am also an employee in the Norwegian state, but
the fantastic thing here is that you do not have a boss. If you know the
rules and regulations, and the culture, this is a fantastic place to be."
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What some regarded as increased managerialism and bureaucracy,
other welcomed as positive changes. One university professor said that:
"Yes, we have a bureaucratization here exemplified by for instance
the introduction of time budgets where faculty are required to count
how they spend their time. But I don't see this as problematic, on the
contrary; it gives a certain degree of predictability for the individual
faculty member... it is also reassuring that it contributes to justice and
equal treatment concerning the distribution of responsibilities. There is
no reason why strong and stubborn faculty members can avoid, for
instance, teaching and leave the burdens to the 'kind' and
conscientious."
Others suggested that a positive result of a rationalization project at
the university was that it made the faculty at one institute aware of how little
time they had for research compared to faculty at other institutes.
The discussion so far has been concerned with the formal
organizational structures at universities and colleges, especially the increased
managerialism and reduced faculty influence. Faculty also experienced
changes in the informal relations at the institutions, especially the changing
role of leaders, and changing academic cultures.
For most faculty, management and managerialism were mainly
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associated with the formal and rational structures of the organization. It was
processes , procedures and the formal organizational chart that created most
of the frustrations faculty experienced in their daily work. Most felt that their
contact with the institution's management and administration was regulated
through formal procedures and hierarchical relationships. But what was new
was that the old administrators were being replaced by a new type of
administrative leader, "managers". The role of the administration had
changed from being a support-unit for academic purposes to a unit that
gradually had taken over the power and initiatives on the campuses.
Norwegian faculty commonly make a distinction between
administrators and leaders. Perhaps this distinction is clearer in Norway than
in many other countries because in Norway the institution's leadership has
traditionally been considered the elected academic leadership, whereas the
small and often nonprofessional permanent administrators had been
considered '"staff." In the traditional collegial institution, the rector was
considered the first among equals and supposed to represent the faculty from
which he or she was elected. Faculty therefore often had expectations that the
rector should act as a leader, take responsibility through actions and speech
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and function as a combination of negotiator and foreign minister. The rectors
were always elected from the faculty. Usually they had many years of
academic experience and most of them were oriented to an institutional kind
of leadership in which the emphasis was on contributing to common goals
and collegial decision-making.
I asked faculty about their opinions of and experiences with the
institution's leadership. Few of the facult>' made the formal distinction
between administrative and academic leadership. It might be that the people
who had these two positions (rector and director ) cooperated well together
and were able to create a sense of common leadership. It might also be that
for most faculty it was actually difficult to observe any clear differences
between the two leadership functions. Some suggested that the elected
leaders were becoming more and more like the permanent administrators and
that they sometimes felt that they had "two directors." This is an example of
how professionals are adopting managerial roles.
Faculty did make a distinction between leadership at different levels
when they described their experiences with the institutional leadership. Most
seemed to be satisfied with the local leadership at the institute level. The

297

leadership function there is mainly academic and is performed by an
academic leader for a certain period , usually two to three years. In addition,
there is often a limited administrative support, which often is regarded as
support more than as bureaucracy.
Few faculty mentioned the department or school level when they
described experiences and points of views concerning leadership. At the
universities this level is mainly seen as an administrative level and many feel
that it is unnecessary. At the colleges the departments have more
responsibilities, but the faculty here were not particularly concerned about
the leadership functions at either level.
Most faculty were concerned about the institutional leadership. Two
expressions were often used to describe the central leadership, including the
rector, directors and different leaders or administrators in the central
administration: remoteness and absence of leadership. One college professor
remarked:
•'1 have difficulties seeing any leadership around here. I think we have
needed it in periods when few things happened...This institution is
mainly characterized by absence of leadership. We have clear
examples of bad leadership, bad argumentation, bad decisions. Yes,
mainly absence."

298

A faculty member at another college gave a fairly representative
account:
"I experience that our leaders have become more distant. They are
looking upwards and outside the institution when they treat matters
and make decisions. We feel that nobody takes responsibility for
personnel matters. We also feel that our academic leaders are more
concerned with working in relation to the environment than with what
happens inside the institution. This is what we feel, I am not sure that
is the way it really is. We actually know little of what our leaders do.
They attend a lot of courses and meetings outside the institution. But
we actually don't know how they work, how they argue. We actually
wonder whether they work for us or against us."
Another faculty member stated that the institution had
"... very bad and unprofessional leadership, first of all concerning
employee-policy. There is no culture for stimulating and praising
faculty, to take care of them in bad times. The relationship to the
leaders is characterized by absence and lack of consideration for the
faculty's situation. ...1 often wonder why they have not been better,
why there has been no attempt to develop tools and procedures for
taking better care of facultv ."

A university professor with long experience as an academic leader
described his principles for good academic leadership at the institute level:
not to disturb the faculty more than necessary, provide conditions so that
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faculty have a high degree of freedom and gain support. He also emphasized
the importance of an active leadership and described the university's central
leadership as "invisible and absent."
Most faculty, then, seemed to be very dissatisfied with their leaders or
at least disappointed. There might be several reason for this. They may have
unrealistic expectations of academic leadership. They may not be able to
observe all the administrative details that actually take up much of the
leader's time (March, 1984; Bimbaum, 1988). But what faculty actually
talked most about was the administration's loss of confidence in faculty: "the
need for surveillance," the lost ability to listen to faculty and represent their
points of view in an honest way when decisions concerning faculty work are
made, the lack of commitment and the way the academic leaders distanced
themselves from faculty by taking the roles of either "directors" or "foreign
ministers."

5.3.2.3 Experiences of changing social relations

Several faculty also suggested that structural changes had
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consequences for social relations among faculty themselves. Some suggested
that structural changes had led to increased individualization, privatization
and less collaboration:
"What you do is to make private arrangements to survive all the
changes . We actually get a privatization of teaching. It has become
more difficult to cooperate with other faculty members, it takes time.
The ideal according to the course outlines is cooperation and
teamwork. But with the resources we have it is instead necessary to
plan only your own teaching, which then is characterized mostly by
your own interests and what you think is important. You stick to your
own teaching and avoid integrating other faculty because it takes time
and resources. So one result is fewer academic discussions."

Another faculty member described how the increased demand for
documentation and the incentive structure created internal stratification at his
institution:
"...there is a stronger pressure in the direction of documentation and
showing what we do. The individual faculty member has to a greater
degree to be prepared to expose himself to the institution, for instance
through articles in the internal newspaper or number of publications in
the research report. What is happening is this: it is becoming more
clear who belongs to the A-team and who belongs to the B-team."

In describing the introduction of the new performance based wage system, he
suggested that
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"...when you create a winner, you also create number two and number
three- and some losers. This has created a lot of envy and bad
relations among faculty: 'What has he done which I have not' and so
on. We now have a rivalry among colleagues which \ feel is bad
for social relationships and cooperation.''
Other faculty described the tensions at the colleges as a conflict
between different types of faculty, especially between faculty in the
traditional university fields and faculty' in the more professionally oriented
fields, or conflicts between new and experienced faculty:
"There is a conflict, a suspicion between the older discipline oriented
faculty and faculty in the new professional fields. There are different
alliances here, but mainly the division is between different fields and
between new and old faculty."

Most of these conflicts or tensions were described by faculty members
at the colleges. Here the environments are smaller and social relations closer
than at the university. A professor from the university suggested why the
increased external activities did not create more tensions there:
"There are more tensions and envy because some people engage in
external activities. But in general there is less than expected. The
university is an anarchy. It is fragmented, you have many small groups
or cliques which live their own lives within the institution. There is
very little of institutional or even departmental identity at this
university. There are actually few conflicts because we are not aware

302

of what is going on in other fields and departments."

There are other points of view. One college professor had another
opinion concerning social relationships at his institution:
"Actually I think it is better now. Faculty have to spend more time at
the institution and this is positive because it is easier to cooperate since
you know that people are actually around."

In general however, most faculty suggested that structural changes and
policy reforms like the performance based wage system had negative
consequences for faculty: increased stratification, less cooperation, and
privatization of academic tasks.
An important element of the deprofessionalization thesis is the concept
of intensification. Larson (1977) suggests that intensification " represents one
of the most tangible ways in which the work privileges of educated workers
are eroded (p. 166). In a study of the intensification thesis in elementary
schools, Hargreaves (1994) argues that the intensification of teacher's work
leads to less time for rest during the work day. less time and opportunity for
keeping updated on academic questions, chronic stress, reduced quality in
teaching because teachers have to make short-cuts in order to save time and.
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fragmentation of the daily work. In another study of teachers, Apple (1989)
found that the intensification thesis was mainly confirmed. The teachers he
studied got increasingly more administrative and evaluation duties, especially
in relation to increased dependency on externally produced teaching aids and
instruments that reduced the teacher's creativity.
Several Norwegian faculty members confirmed the intensification
thesis when I asked them to compare their daily work with the description
given by Halsey about British faculty work as increasingly intensified and
fragmented:
"Yes, it is a good description of our situation too. For example: Often
I do not take time to eat lunch with my colleagues, we barely have time
to discuss developments in our field, very often we are busy and when
we are not busy teaching, we have to protect ourselves to write an
article or paper...in general I recognize the description of a regular day
as hectic, intensive and fragmented. But I think I am so naive that we
might avoid some of it by using individual strategies and with reduced
teaching load."

Another faculty' member at a college located in a small town disputed a
common belief that life in rural academic environments is less hectic than at
the large universities:
"... you constantly change topics in teaching, you have meetings, there

is something happening all the time. There is no time for reflection or
conversations with colleagues the way we could before. It is
actually difficult to find a time when we could all meet. Everybody is
busy."

Not everybody felt like that. Although confirming the intensification
theses in general a university professor suggested that
"... it is especially the people who have either administrative duties or
are elected to academic positions who experience the fragmentation
and intensification of work."
When asked about a regular day one professor answered:
"... we have very good working conditions. I nearly blush when I talk
to foreign academics about it. I cannot at all agree with people who
suggest that we have too much to do."

The varied answers to the question about intensification suggest that
the working situation varies a lot for faculty and that it is also partly an
individual choice how much they want to engage in different matters at the
institutions. Most faculty associated intensification with "being busy" and it
is not possible on the basis of this study to determine the consequences of
intensification for the quality of instruction or research. A more detailed
time-budget study would be necessary to get a clearer picture of the extent of
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intensification and fragmentation in academic work in Norway.

5.3.4 Enactment
What kind of strategies, if any, did faculty use in response to the many
changes they described and experienced? In his book of academic changes in
British higher education, Trowler (1998) classified faculty's responses into
four categories:
- sinking: fatalistic and personally damaging responses, conformity, ritualism
- swimming: faculty who took advantage of the changes
- coping strategies: retreatism, unapproachability, cheating, compromising
professionalism
- policy reconstruction: reinterpret or reconstruct policy on the ground,
engaged actively to change or resist policy, innovative in relation curriculum,
syllabi and engaged in reprofessionalism
Trowler emphasizes that these categories are not mutually exclusive
and that individual faculty might move from one category to another in their
professional lives. The categories do not describe types of academics, but
types of behavioral responses. This classification owes much to Merton's
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(1968) analysis of individual adaptation to the discrepancy in American
culture between the emphasis on weahh as a symbol of success and the lack
of what he calls "legitimate avenues" to reach this goal or symbol. Merton
distinguishes between five forms of individual adaption: conformity,
innovation, ritualism, retreatism and rebellion (which actually refers to
efforts to change the existing cultural and social structure rather than trying
accommodate efforts within it).
In this study the concept of enactment is used to describe the conscious
behavioral responses of faculty in relation to the structural changes in higher
education. This use of the concept enactment is different from the nonrational
sociological view that enactment means the active but unconscious role
people play in creating the world (Kuh and Whitt, 1988).
Few facult> were actually engaged in the reformwork in the beginning
of the 1990s. I asked faculty if there were any counter forces in relation to the
many changes they described. At the university several faculty experienced
neither changes nor counter forces. But there were some discussions in
relation to the ideas of activity planning and rationalization projects:
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" ...especially some older professors have protested, mainly through
articles in the newspapers. They suggest this is not the right way to
govern academic institutions-these are free institutions...the protests
have not been too extensive...most people here are not concerned with
these changes."

Another professor notes that there was strong reaction to the activity
planning system but observed that when the university dropped using the
concept activity planning, there were fewer protests and that this planning
system after a while became a regular part of the administrative system.
At the colleges, which experienced more substantial changes than the
universities, especially because of the merging process, there seemed to
more passive than active opposition. When answering a question about
counter forces one college professor said:
"Not really. We had discussions, typical academic, over a cup of
coffee...many regarded opposition to the changes as a lost cause. As
long as the Minister of Education, Hemes, ruled, it seemed that there
was little to discuss. He was not open to discussing alternatives. And
when it was decided to merge the former colleges, I feel that people
gave up."

A professor at another college found it strange that students were not
more engaged in the changes and reforms since their influence on decision-
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making was drastically reduced. He also commented on the faculty
engagement:
"The faculty has not been too engaged concerning all these changes
either. Over time we got new studies and new people who were not
part of the old culture around here and who just as well might like the
new university model....there are two reasons for the faculty apathy
then: an ideological change among many faculty and a consideration
that it is a waste of time to fight against a rule from the Ministry."

However, over time, many faculty used several strategies in relation
to the changes. Among the facult>' I interviewed, several combinations of the
elements of Trowler's four categories of responses were found. It was
difficult to characterize any of the responses as pure "rebellion" and there
were no examples of faculty completely "sinking." There were also few
examples of faculty innovation or policy reconstruction.
For some a pragmatic adaption and modest innovation was a strategy:
"What we try to do is to adopt a pragmatic attitude toward the changes.
We may like or dislike the changes, but we understand that in order to
take care of ourselves, we have to find a particular attitude which is
best for ourselves. We have for instance established an organized
system concerning external activities. Some faculty members like that
and we have to take care of their interests."

But the same faculty member was also concerned about the importance

309

of taking care of himself in the system and that this consideration could have
negative consequences:
"Well, I feel I do OK in the system, but I am worried I am too
egocentric. Sometimes I have to close the door and that has negative
consequences for the collegial activities which are important if we
want to move ahead and not stagnate...ten years ago 1 did not read job
announcements, but I do today. I have not decided to change jobs, but
periodically I dislike the signals that hit our sector: efficicency,
products, entrepreneurial activities."

This faculty member saw a clear relationship between faculty
responses and structural changes at his institution:
"This kindergarten mentalit>'. that we have to be controlled and lead,
contributes in making faculty engagement more difficult. It is a great
challenge to engage people in this system. But what I see around me
today is more worried and burned -out people, more aloofriess than
before when we had more enthusiasm, creativity and engagement. This
is somewhat simplistic, but that is the way it often looks to me. I think
that's my conclusion in this interview."

A colleague at the same institution also used the expression pragmatic
in describing the adaption to the many changes. He also suggested that
responses might also vary according to institutional level. Because the
central administration at the institution was localized in another place, faculty
often were resigned in relation to matters at the institutional level and
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concentrated instead on what happened locally.
Several faculty members used coping strategies, not in a negative way
by trying to "cheat the system," but as a conscious way of retreating in some
areas of work in order to give priority to others. A college professor was an
example of an individual in this category:
"I have become disillusioned as the years pass by when I receive all
these rules and regulations about what I can and cannot do, both from
the Ministry and the leadership here. Then I find it necessary to to
crea my individual adjustments and create frames to work within and
try to create a good life here. One consequence for me: teaching has
become routine, go and give your lecture and let the students have
what they are entitled to and focus instead on research and keep your
contacts with faculty at other places...otherwise it is mainly in relation
to students I have adopted certain strategies, both because students
have changed and because the organizational and administrative
frames have changed. I now feel that there is less incentive and
motivation to be engaged with teaching."
A colleague described his ties to and identity with his college. His
strategy for many years was to work hard for the college and contribute to
giving the college a profile in the region. He continued:
"But later I have retreated in a way in order to do more research. The
strategy I have chosen all the way is a combination of struggle against
all the reforms and changes and a laid-back attitude concerning the
attempts to govern us too much. My main strategy is to have good
conditions as a researcher- keep the freedom. Otherwise 1 have
retreated in relation to many other questions. This is a choice I have
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made from an academic point of view, but there is also a pressure from
outside to be more research oriented."

Many faculty members said that they now protect themselves from
pressure from students and administrative responsibilities. In answering the
question of individual strategies, a university professor said:
" Yes, I have understood that I had to protect myself. A former
colleague suggested that I get some ice hockey equipment to protect
myself against the students. I did not understand then- now I do...so I
have developed new strategies in the direction of being more
restrictive with how I use my time with students. I am now more
unwilling to give them more time than they have the right to formally.
I am also more aware of not using more time for preparing teaching
than the time allocated for doing that. I try not to drown in teaching
and student kindness... I also have become better at saying no to
administrative duties. I have found that it is necessary to be reserved
here not to drown."

While most faculty members sought to find strategies to save time for
research and protect themselves from other duties, one faculty member in
professional field had chosen another strategy:
"I have chosen to take part in social groups in my closest academic
environment...1 have not been interested in engaging in research to
cope with the new demands for increased reputational status. Most
important for me is to keep my professional identity connected to my
teaching and take part in the social environment around here."
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Two faculty members described how they used elected positions to
implement policy changes. One said:
"I have been very active in relation to all the changes in higher
education. My policy has been to use the changes for positive
purposes. For instance I found that the student growth could be used
for positive purposes concerning the internal reorganization of the
department here and the establishment of a new department."

The tmdings in this study concerning the strategic responses from
faculty in relation to structural changes fits well with Parker and Jary's
(1995) conclusion in their discussion of "The McUniversity": "... it seems to
us that professionalism is an increasingly unconvincing justification for many
academics to carry on working in universities. Instead we suggest that the
new academic, like the NHE (New Higher Education), begins to become
more instrumental and rationalized" (pp. 328-329).
A higher educational system with increased managerialism and
reduced professional autonomy seems to result in a new subjectivity among
faculty. Professionalism and collegiality become less relevant, and the most
rational response for faculty is to follow their own goals, calculate where the
rewards are and then implement strategies to get these rewards. It is not

possible to conclude from these interviews that Norwegian faculty have
become rationalized organizational actors primarily concerned with personal
interests, but many of the responses to the changes in higher education seem
to fit the picture of such an actor better than the traditional description of a
professional, autonomous academic.

5.4 Summary
The purpose of this chapter has been to describe and analyze how
Norwegian faculty interpret, experience and enact the policy shifts in higher
education in the 1990s. The theoretical framework which has guided the
discussion is Weber's theory on rationalization and newer theories of
deprofessionalization and "managed professionals."
Faculty discussed primarily three types of changes in Norwegian
higher education in the interviews that form the basis for the description and
analysis in this chapter: demographic, structural and organizational, and
academic. Although all faculty were concerned about the increasing number
of students and new student roles, it was mainly facult>' at the colleges who
regarded structural and organizational changes as important. And although
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few university faculty considered academic changes as important, several of
the college faculty described academic drift at their institutions.
If many faculty resisted simple causal explanations for the changes in
higher education, most of them suggested that these changes were a result of
external forces, either conscious policy reforms from the Ministry of
Education or ''general tendencies," like an increased need for higher
education graduates in the Norwegian society.
Faculty's experiences of changes in higher education was related to
three broad areas: academic matters, new management and social relations.
Most of the experiences related to academic changes were negative and
primarily found among faculty at the colleges, especially in the professional
field I studied. Most faculty experienced changes in their teaching situations,
but there were fewer changes in research, administration and external
activities.
It was difficult to find any positive evaluations of the institutions'
leadership, either the administrative or the academic. Many faculty felt that
the traditional administration was moving towards a stronger management
orientation in which the loyalties of the leadership and administration were
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more to external constituents, especially the Ministry' of Education, than to
faculty. However, if the institutional leadership often was experienced as
invisible and distant, faculty were nevertheless often satisfied with leaders at
the lower levels, for instance the institute heads.
Several faculty believed that structural changes had negative
consequences for personal relationships at the institutions, both among
faculty themselves and also between faculty and the administration. Many
confirmed the intensification thesis and suggested that academic life had
become more privatized and individualized.
Most faculty seemed to respond to the changes in higher education in a
pragmatic and rational way. There were no examples of genuine policy
reconstructions or personally damaging responses as described by Trowler
(1998). Most seemed to use coping strategies by consciously reprioritizing
how they spent their time on different tasks. For most that meant a greater
emphasis on research and a certain reduction of effort in relation to students.
The experiences and responses in relation to changes in higher
education discussed in this chapter might indicate that a gradual
rationalization is taking place among Norwegian faculty. Professionalism and
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collegiality are losing ground in relation to increased managerialism, rational
calculation of rewards, and private interests.
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CHAPTER 6 RATIONALIZING CONSUMERS IN A SOCIAL
DEMOCRATIC SOCIETY
6.1 Introduction
Altbach (1995) suggests that while students and faculty are the central
groups in higher education, they are often not linked in analyses of
universities and colleges. Also, the literature on the influence of higher
education institutions on students is far more extensive than literature on how
students influence their institutions (Altbach 1993).
Chapter 5 gave an overview of changes in faculty work in Norway.
One of the main conclusions was how faculty perceived and experienced the
development from elite to mass higher education and how the growth in
student numbers influenced faculty work. Faculty not only emphasized the
increase in student numbers, but also the changing nature of the student
population.
The purpose of this chapter is to discuss my third research question:
what part students do play in advancing a consumption and consumer
oriented perspective in educational practice and how do they interpret and
experience the policy shifts in Norway in the 1990s? The theoretical
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framework which guides the following discussion is taken from postmodern
perspectives, especially Ritzer's in his analysis of what he labels the new
means of consumption.
Conceived as means of consumption, higher educational institutions
are primarily institutions which allow students to consume educational
services in order to obtain goods like grades and degrees (Ritzer 1998). Plater
(1995), Bloland (1996) and Levine (1993) suggest that American students
already have adopted such a consumer orientation toward their education,
bringing the same expectations and behavior to universities and colleges as
they have to other commercial enterprises.
There are several reasons why it is important to study
student expectations, opinions and behavior. First, students influence faculty
work. Sacks (1996) describes how faculty reduce academic standards in
order to ensure student success and increase customer satisfaction "...which
meant a smaller chance of ever losing their jobs" (p. 79),
Second, if students have conceptions of themselves as consumers or
customers, this might also have consequences for how they view their part in
the educational process. As Silver and Silver (1997) comment: "The
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purchaser model tends to evade the constructive, participative role of the
student. Even at its best the model contains elements of the student as an
outsider, of a separation between the provider and the recipient" (p. 168). In
other words, the student-consumer model places the emphasis of the
educational process on faculty. Students are primarily regarded as purchasers
of a finished commodity or product.
And third, what will higher educational institutions do in a situation in
which students are adopting consumerist attitudes and expect universities to
be like other providers of goods? Ritzer suggests that in order to compete to
get more students, universities will increasingly turn to private businesses for
advice and try to integrate useful elements from that sector in attracting new
customers. Universities aie highly rationalized institutions characterized by a
high degree of efficiency, calculability, predictability and control. However,
rationalized systems also lead to what Weber termed disenchantment; the
lack of excitement, magic, fantasy and amazement. One of the central
challenges for universities and colleges is how to increase the enchantment of
customers by offering at "least some excitement, color and fun" (Ritzer,
1998, p. 155). An important question is what does it mean for the future of
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universities and colleges if their main purpose is to satisfy their customers in
order to grow and thrive? Ritzer suggests some possible developments in
higher education: introduction of new technologies which radically alter the
nature of teaching, increased use of part-timers, more emphasis on
reproducing than producing knowledge, grade-inflation to reduce the number
of drop-outs, and the decentering of higher education via satellite campuses.
The chapter is divided into three sections. The first section gives a
brief overviev/ of Norwegian students. The main section describes and
analyzes students' experiences, opinions and behavior. The last section
summarizes the findings.

6.2 Norwegian students
The main characteristic of Norwegian students as a group is that there
are many more of them than just a few years ago. In 1988 there were about
103, 000 students in Norway, in 1998 there were 170, 000, an increase of
68%. In 1990 the Government created 8200 new student places, in 1993
11000 and in 1997 1700. Several demographic facts contributed to an
increase in individual demands for higher education, and changing
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governments followed up increasing application numbers with new student
places. There has been general agreement in Norway that the total
distribution of student places should primarily be a result of individual
demands for higher education and only secondarily a consequence of labor
market demands for highly trained personnel. However, market demands are
important concerning the distribution of student places in particular fields of
studies.
There has been an interesting variation in the number of total
applications to higher education and application to different fields in the
1990s. Although the applications to higher education increased from 96, 000
in 1992 to 109, 000 in 1994, there was a decrease in the number of
applicants each year between then and 1998 when the number was 82, 000.
Two reasons for the decrease in the number of applicants are a reduction in
the number of 19-years olds and a better labor market. Reforms in the high
schools also increased the opportunities to get a full vocational education in
the public school system (Statistisk sentralbyra, 1999).
Changes in application procedures, lack of statistical data and
reorganization of institutions, make it difficult to demonstrate changes in

applications to particular educational fields over time. However, in the period
from 1992 to 1997 the main trends in applications and enrollment of students
are the following:
- a sharp decrease in all types of teacher education, especially pre-school
- a more limited decrease in health-related fields
- a significant increase in civil-engineering and information technology
studies
- the three most popular fields in 1994 were elementary school education,
nursing education and pre-school teacher education. In 1997 the most
popular fields were nursing, elementary school teacher education and civil
engineering
- the enrollment numbers show a 97% increase in infomiation technology and
a 71% increase in pre-school education from 1992 to 1997
There have also been changes in the distribution of candidates from the
different fields. The biggest increase in candidates has been in the social
sciences, law and humanities, whereas there has been a reduction in the
number of candidates from technological fields and the natural sciences.
Some of the trends in student and enrollment numbers from the period
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1994 to 1998 are also visible if we analyze the data about applications for the
academic year 1999-2000. The number of applicants were 77. 000, down
from 82, 000 the preceding year. There is a reduction in the applications to
the different types of teacher education and to several health related fields.
This means that there will be several hundreds of empty study places in
teacher education and that it will be increasingly difficult to satisfy the
demand for teachers in all parts of Norwegian education. In general there is
an increase in applicants to civil engineering and business administration. A
representative for the office that coordinates applications to Norwegian
higher education suggests that during the last few years there has been a
distinctive change in the number of applications from to fields that lead to
jobs in the public sector versus applications to fields that lead to jobs in
private enterprises. A study by the Norwegian Institute for Studies in Higher
Education and Research also shows that candidates from fields that usually
lead to employment in the private sector, such as information technology,
have had lower unemployment rates the last few years, whereas candidates
from humanist fields are having difficulties in the Norwegian labor market.
What is meant by the category "student"? A few years ago the
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average Norwegian student was a full-time student, studying in the big cities,
most often a man and about 20-25 years old. An analysis of the applicants to
higher education in 1993 showed that the average applicant was 24 years old
and 60% of them were women. There were an increasing number of
applicants who had parents with academic backgrounds and most of the
applicants came from the university cities and regions with a well developed
higher education system. (Sandberg, 1996). A 1998 study finds that half of
the students work an average of 12 hours a week, which is about 30% of the
regular work week for Norwegians working in the public sector (Gulley.
Opdahl & 0yangen, 1998).
Some of the objective facts about Norwegian students in the late 1990s
can be summarized as follows:
- there is a reduction in both applications to higher education and in the total
number of enrolled students
- the reduction of applicants is mainly in fields that provide education for the
public sector, whereas there is an increase in applications in fields providing
education for the private sector, especially "modem" fields like journalism
and media/film, and technological fields
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- there is an increasing mismatch between number of applicants to certain
fields (for instance education and health sciences) and the demands of the
(public) labor market
- the student population is becoming more diverse with more older students,
women and part-timers
This brief overview gives a limited picture of some developments
concerning Norwegian students. It tells us about decreased interest in higher
education generally, maybe because of a better labor market, and increased
interest in education related to the private sector. However, it does not tell us
much about students' motivation for applying to certain fields of studies,
their interpretations and experiences of the changes that have taken place in
higher education in recent years and their attitudes towards and relationship
to their studies.

6.3 Student interpretations of policy shifts
When discussing student interpretations and experiences of policy
shifts in higher education in Norway, it is important to bear in mind that most
of the students take a short cycle education, defined as education that lasts
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less than 4 years. A study in 1993 showed that about 75% of Norwegian
students aimed for such an education, primarily at the colleges. Moreover, at
least 50% of the students in 1998 worked an average of 12 hours each week
during the regular academic year. Perhaps as a result, many of the students I
interviewed had difficulties in recognizing any changes in higher education
or in their role as students. A student who had Just finished a 6 year program
answered the question about changes in higher education:
"Very difficult, do you think about reforms and things like that?
Actually, I think I have too little information to answer that question. I
think that changes are something new students experience more than I
do, for instance the establishment of Network Norway and things like
that."

Another student, who had studied at a local college, in which the
teachers experienced profound changes in this student's field, answered:
"It is very difficult to answer. There has been a lot of talking about changes,
but I have not experienced any of that."
Some general changes in higher education were recognized. One
mature student who took her basic education in the 1970s reflected on the
change in teacher education:
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"One main change is that teacher education in the 1970s was more
like a school with regular attendance. Today it is more free; it is more
up to ourselves if we would like to show up. We now have more
responsibility for our studies.
There has also been a change in student activities and engagement. In
the seventies, students were much more engaged both in their
academic studies and in student politics. A lot of things were going on
then, for instance the referendum about membership in the European
Community and the engagement of the student radicals. Today I feel
that more of the student engagement is concerned with social
activities, for instance meeting at the local pub."
Other students commented on the changes in the status of the colleges
from being regional colleges to state colleges and the increased length to
complete some studies (for instance, the increase in engineering education
from two to three years). Several of the students also noted the increase in the
number of private higher educational institutions:
"Changes in higher education? Yes, first is the status change, from
regional college to state college. I also enjoy the increase in private
schools. It provides more choices for students and makes a break with
the unity school thinking. I think competition is good."

This observation is not objectively correct, but it is subjectively
important. The number of private colleges changed from year to year and the
number of students at these institutions declined from 13, 000 in 1993 to 12,
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000 in 1999. Most of these institutions are very small; several have less than
100 students and only one private institution has more than 1000 students.
Nevertheless, the consumerist attitude of the students is important, favoring
choice and competition.
A few students commented at various places in the interviews about
changes in the classroom situation. One college student said:
"The only change I can think of is the change from small-class
teaching to large lectures. The teaching is becoming more like
university-teaching. I guess it has something to do with the economy.
The students are very negative, especially concerning the change in
teaching methods in pedagogics. In addition, several classes were
dropped because the college did not have enough money to offer
them."

A student in another field had the same experiences (and explanations)
about changes in higher education:
"Yes, we hear all the time that there are reductions everywhere and
that the teachers have less time being teachers for us. They have more
administration...they seem more stressed now than before and we also
get these comments that they do not have time. I feel this is a big
system which is difficult to operate. A lot of people are involved in
everything and it takes a lot of time before, for instance, the effects of
decisions or information reach the ordinary student. Things teikes time
here"
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Most of the students I interviewed were concerned with "here and
now." When asked about "changes," students often discussed changes in
curriculum, the moving of a department from one physical location to
another, difficulties of getting into classes because of too many students (or
the opposite, less students meant for some easier access to classes) or how a
difficult budget situation led a department to increase its efforts to recruit
more students.
A tentative conclusion, however, is that most students did not
recognize many important structural changes in higher education, but they
directly experienced the effects of some of those changes (e.g. bigger
classes). With one exception, none of the students commented on the
increased possibilities of studying abroad as a consequence of the many
higher educational programs in the European Union which Norway has
joined. Neither did the students recognize or experience any benefits of the
reorganization of colleges or the establishment of the so-called Network
Norway, which was supposed to make it easier for students to move from one
higher educational institution to another. One student said that being a
student at a reorganized college
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"...did not matter at all. My identity is with this particular field and I
have no identity with the (reorganized) college in itself. I have for
instance no relationship to teacher education in other parts of the
college, even if I am a teacher myself. I have looked upon this
department here as a unit in itself."
Neither did the students experience many changes in their role as
students as a consequence of policy shifts in higher education. About half of
them also said they did not experience any changes in their personal situation
of being a student. Representative answers to the questions of any changes in
their role as students were:
"I feel that my existence as a student has not changed since I started in 1993.
The days are much the same as six years ago."
"Mainly the same all the time. A new building created practical problems- a
lot of conflision for a time. But in general: no changes."
" The difference between 1985, when I took higher education for the first
time and today: few things have happened."
Two students recognized a change in their role as students when they
moved from a college to a university, others commented that the more
advanced you became, the more informed you became about what courses to
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take, and that they have become more rational in planning their studies. Two
students mentioned that the Internet had contributed to changes in their
student-role.
It is interesting to note how little formal macro changes seem to
influence individual students' experiences and perceptions concerning their
role. Norwegian student organizations have been very concerned about
decreasing student stipends and increased interest rates on student loans, but
none of the students mentioned experiencing greater financial problems. Nor
did any of them mention increasing demands from the institutions
concerning time requirements for graduation or more stringent demands for
attendance.
It was also difficult for students to answer the question about whether
as students they have contributed to changes in higher education.Many of
those I asked did not understand the general question. When addressing a
question about whether student expectations and demands had any influence
on what happened in higher education in Norway, most students answered by
referring to other students' demands, seldom their own.
Students may have power in different ways. In Norway, students

332

usually have representatives on all formal committees and boards in higher
education. The institution's board generally has 9 members, 2 of whom are
students. Only one of the students I interviewed mentioned this formal
influence when I asked about student contributions to change.
A second source of student power and influence is suggested by
Baudrillard (1983) He argues that students may have "the ironic power of
withdrawal, of non-desire, non-knowledge, silence, absorption then
expulsion of all powers, wills, of all enlightenment and depths of meaning"
(p. 99). The silence of students is a sign of their power, and Baudrillard
concludes that students through their silence and withdrawal engage in "fatal
strategies" that will lead universities and colleges in the direction of a
"downward spiral of the worst outcomes into catastrophic outcomes" (Gane
1991, p. 207).
When asked about student contributions to higher educational
changes, half of my respondents answered that students were passive, that
there were no such contributions. Some students suggested explanations for
this inactivity, for instance:
"Today there is little engagement in student politics. The problem with

students as a force is that they stay here only for a short time. If they
participate in student politics they don't get their exams. It is a loss of
continuity and the students are mainly concerned with matters
concerning their own field, there are few common areas of interests
among students."

Students were also asked if they thought that students in general had
any particular demands regarding higher education. Demands do not
necessarily lead to changes, but several faculty members reported that
increasing demands from students in many ways changed part of their work,
especially in relation to how they spent their time with students. When asked
about demands, students suggested demands related to two matters: those
concerning teachers and teaching, and those concerning the relevance of
education. Both concerns reflected an increasingly consumerist attitude. A
university student said:
"Yes, students are more demanding now than before; they expect more
from the lecturers. Not all of the students are equally good at taking
responsibility for their own learning. I think students managed that
better before- but then we also had another student group."
A student from a college said:
"My impression is that students today are more demanding. They
expect that everything will be laid out for them. They do not want to
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waste time on unnecessary things. If there is a teacher who is not very
interesting and well prepared, the students just say that they skip the
class and do the readings themselves. So often they do not show up at
all. And these things shock me. They raise very high demands on their
teachers: they should make things interesting and they should
communicate in a way close to the border of being entertainment."

Some students also demanded more relevant teaching:
"Yes, students are more demanding. They would, for instance, like to
get better contact with the labor market and have pressed for changes
in the curriculum towards more programs oriented towards work in
industry. In general there is a pressure from students in this field that it
should be more engaged in preparing students for work in other places
than schools...So this is actually the student equivalent to the
entrepreneurial researcher."

The need for relevance was also mentioned from a student in a market
oriented field:
"Perhaps new students will demand more practical things and things
that are more useftil in private industry- and things that are popular in
information technology in general. New students might demand more
regular training than the more scientific things we work with here. We
learn few practical things here; I think students will demand more
practical things."

Both of these students came fi-om the university. At the colleges there
were changes in the other direction- some students reported that former
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problem-oriented and practical courses now were becoming more
"academic."
A preliminary conclusion might be that the students I interviewed
experienced important changes in Norwegian higher education even if they
did not articulate them abstractly as major changes. Their responses also
provide evidence of a more consumer and consumption oriented attitude.
Students have more demands regarding the relevance of their education and
the qualit>' of their teachers and teaching.

6.4 Postmodern students?
The postmodern perspective that is guiding this chapter's description
and analysis portrays today's students as disengaged and consumption
oriented. Most of the literature applying such an approach primarily deals
with students in the United States. There are few international studies of
today's students.
I asked students about five topics in order to find answers to the
second part of my research question (what part do students play in advancing
a consumption and consumer oriented perspective in educational practice):

- their motivation for attending higher education
- their conceptions of educational quality
- how they spend their time
- how they experience their situation as a student
- their conception of the "average" Norwegian student

Some of these topics "proved" more useful than others in answering
my research question. The following discussion is therefore concentrated on
topics 1, 2 and 5. Most of the students had difficulties in answering how they
spent their time (which is interesting in itself) and most students experience
their situation as students in much the same way.
Why do students attend higher education? At least two hypotheses
regarding Norway are suggested in the literature: the generation hypothesis
and the expectation hypothesis ( Knudsen, 1994 ). The generation hypothesis
suggests that the increase in student numbers is a reflection of the fact that
earlier generations (for instance the "68- generation") also pursued higher
education. The expectation hypothesis emphasizes that the increase in student
numbers is a result of how young people experience and interpret their
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situation, especially in relation to the labor market. The first hypothesis
suggests that the growth will continue independent of the situation of the
labor market, whereas the second suggests that applications to higher
education might decrease depending on the situation at the labor market. I
am mainly concerned with the second hypothesis. The issue is not only
whether students discuss the labor market as a factor in applying to higher
education, but also how important the expectation of getting a job is in
relation to other kinds of motives.
Most of the students I interviewed were not rational actors in the sense
that they had clear educational or occupational goals, were able to consider
all the means (educational choices) and evaluate all the consequences of their
choices. Eight of the respondents described their choices of whether to study
what fields to study and in what institution in ways that resembled the
garbage-can decision-making process described by Cohen, March and Olsen
(1973). "Coincidence" was a frequent expression in many explanations when
I asked students: Why are you here? Some representative answers were for
instance:
"...actually pretly accidental that I chose education, this was not my clear
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goal when I started out as a student. Actually I was most interested in
psychology."
"Accidental, I moved here because my boyfriend is here. I then looked at the
college offerings and since I plan to be a journalist I found that politics might
be a relevant field to study."
"I was not especially concerned with jobs or even that I should study
information technology in the beginning. It has been somewhat accidental."
•'...it was just natural to attend a universit>'. It was fairly accidental that I
started with social anthropology. I thought the field sounded exciting and I
have also chosen fields later more from what I thought looked interesting
than from what I might benefit from more instrumentally."
Few of the students, then, seemed to have a clear motivation or goal
before they started out as students. Some confirmed the generation
hypothesis and explained that they became students either as a result of
parents' expectations or that they had relatives who were students. Three of
the students were mature students who already had jobs and who were
engaged in further education. These students were very conscious about their
choices concerning further education, but two of them suggested that their
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first choice of education was fairly accidental.
For four students, interest in the field itself was the motivation behind
choice of field. One suggested:
"The field is interesting in itself. I also like politics in my spare time. I
felt I was not in a hurry to decide what I should do concerning jobs, so
politics just looked good."

Another said about her choice to pursue further education:
"I felt the need to get some more knowledge; to fill up with new
insights. I felt I needed to leam something... as part of my teacher
education I had a famous historian as teacher and he was really a
treat. I don't know how much we actually learned; his preparation and
organization of the teaching was not very impressive. But the
important thing was the he sparked an interest in the field."

Another mature student chose further education in order to change job
and also illustrated that there may be mixed motives behind some students'
choice of field:
"I am here because I want a career change: From being a boring
anonymous bureaucrat to someone who starts something new.
Therefore I chose this field. I have taken basic higher education in
engineering and have been working for many years. But I have to say
that both my first field of study and my first job were very accidental;
they were not conscious choices. I also chose this field because I
did not have good enough grades for my primary choice, architecture.
But you mature after a while. Now I felt that it was necessary to come
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back and renew my education and now I am very conscious about
getting a new job."

Only one of the students mentioned the possibility of getting an
interesting job as a motivation for becoming a student. However, it might be
difficult in an interview to detect the "real" motivation behind choice of
fields. Students in information technology do not have to worry about
difficulties in getting a job in Norway at this time. For them it might be more
acceptable to suggest "interest in the field" rather than to say excellent job
opportunities (with correspondingly high wages) were their motivation.
However, one active student politician suggested that there was an
increasing interest among students in his field to orient themselves towards
the labor market:
"It is a division among students here. We actually have two groups:
the first is very pragmatic, concerned about the thesis and taking
courses which are related to things outside the university. TTiey are
interested in making contacts with working life even when they are
students. It has something to do with getting a kind of security. This is
a very distinctive group here. But we also have a smaller group which
is more focused on the field itself, who like to discuss academic
matters and who feel that the field has value in itself. I think we need
both groups; there are different motivations. But the direction is
towards the need to legitimate the choice of field with non-academic
arguments that the field might give us a great job later."
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There are few serious studies of student motivation in Norway to
which comments like this might be compared. In the local newspaper at the
University of Oslo, students were recently asked why they studied at this
particular university. AH them mentioned that the university is close to home,
that they have their friends there. A study from 1993 showed that students
mainly followed their own interests when they applied to higher education.
The study found three clear groups of applicants: some who had clear
educational plans, some who applied to extend their former education, and
some who had uncertain motivations. (Sandberg, 1996).
It seems reasonable to summarize and suggest that the students in this
study at least were less concerned with grades, credentials or degrees than the
students surveyed by Levine and Cureton (1996). Many of them came to
higher education as a result of accidental choices and a combination of
motives. For many, interest in their fields seemed to be more prominent than
the expectation of getting good jobs and/or earning good money. However,
the balance may be shifting, as students are more demanding and more
oriented towards relevance and the labor market.
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Related to the question of students' individual motivation is the
question of the importance of situating higher education in a larger context.
Only one student raised the question "Important for whom?", suggesting that
higher education might also have value or benefits at the macro level. She
was not however able to point to any social benefits of higher education.
Students' responses to the importance of higher education might be
summarized in four categories; increased knowledge, job opportunities,
increased self confidence and more social life. Some students mentioned
several factors, others were mainly concerned with one of these factors.
Most of the students were concerned that higher education contribute
to increased knowledge and a new or qualitatively better way of thinking:
"For me personally the most important thing is that higher education
gives me a foundation to use when I try to orient myself in society that
I would not be without. I now have leamt to reflect and ask questions
that I had not asked before."

For a mature student with a background as an industrial worker both
knowledge itself and increased self-esteem were important consequences of
being a student:
"I am. very interested in social sciences and history, which both give a
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lot of knowledge in itself. I think you become more conscious about
things and get a wider horizon when you take higher education. The
more you know the more you understand that you don't know. I like to
learn, to feel that I mature and also look back and observe what I have
accomplished."

A part time student who had been a student for many years stated that
the most important thing with higher education was to
"...show that you are able to acquire knowledge and keep the
knowledge alive. I also enjoy studying because I like to leam how to
write and develop abilities which I would not have done in a regular
job. 1 think that a practical way of thinking, an analytical way, is the
most important element in higher education. It is important to leam
how to leam; how to acquire new knowledge."

Several of these accounts show that many students are concerned that
higher education deals with what Alexander Astin (1991) defines as talent
development: " ...educational excellence is found at the educational
institutions which have the "greatest impact"-add the most value, as
economists would say- to the student's knowledge and personal
development" (p.7). One student who had just finished a long university
education before the interview confirmed the importance of Astin's
definition:
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"Taking higlier education has in a way also stimulated other interests
which are not directly related to my studies, for instance reading good
literature- things which contribute to my personal development. I feel
enriched by being a student at a university."

But there were other opinions also. Some students considered that the
most important outcome of higher education was getting a job:
"Preparing the students for real work is the most important thing with
higher education. It is not knowledge or the academic things which
should be in focus, but instead preparation for a particular job. The
important thing is not to write a perfect dissertation, but be able to
translate theoretical education to practical work."

A younger student speculated what the alternatives to taking higher
education were:
"There are few alternatives; it is difficult to get a job. I had a few part
time jobs in a newspaper, but without higher education, they were not
secure jobs...if I got a journalist job without higher education, I would
have taken it though."

Six of the students mentioned the importance of social life in higher
education. For most, "social life" meant meeting new people, taking part in
social activities in clubs and associations, and also that social life contributed
to learning by offering opportunities for informal discussions.
It was difficult for most students to reflect upon the value of higher
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education in abstract terms and relate it to consequences or contributions at
the national level. The answers to the question of the importance of higher
education confirmed the impression gained from the students' answers
regarding their motivation for being students, namely that higher education
First of all is a road to increased knowledge, new ways of thinking and
personal development. It was, at least in relation to these questions, difficult
to recognize Norwegian students as "consumerist, uncivil, demanding,
preoccupied with work and as caring more about GPA's and degrees than the
life of mind" (Marchese, 1998, p. 4).
Levine (1993) suggests that American students only want from their
colleges simple procedures, good service, quality courses and low cost, in
other words, the same consumer expectations they have of other services. To
what degree do Norwegian students have the same attitudes and expectations
towards their institutions? Their definitions of insitutional and faculty quality
might tell us something of the expectations and demands Norwegian students
have in relation to their education.
There is no agreement upon a definition of quality in higher education
either in the academic literature or among practitioners. Bamett (1994)
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suggests that quality is a political concept and that the debate on quality in
higher education is actually a power struggle " where the use of terms reflects
a jockeying for position in the attempt to impose one's own definitions of
higher education" (p. 69). Different conceptions of quality are a result of
different conceptions of higher education. Bamett maintains that conceptions
of quality refer to higher education as a system, whether national or
institutional, and that quality and assessment here is a question of comparing
the outputs against the inputs. What is missing in such conceptions are
educational conceptions of higher education in which the emphasis is on the
educative process itself.
In a Norwegian study of quality in higher education, quality is defined
as a result of resources, incoming students' background and knowledge,
characteristics of the courses, educational process and the learning results
(Studiekvalitetsutvalget, 1990). The study is mainly concerned with
improving the first two dimensions of this definition.
The student respondents in my study were simply asked to describe a
good college or university and then asked to describe a good faculty member.
From a postmodern perspective we would expect that students in Norway
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would be concerned with the same demands as those described by Levine or
perhaps that they would be concerned that higher education primarily is a
matter of extending life chances, which Bamett suggests is the conception of
higher education from potential consumers.
Student's definitions of institutional quality vary according to whether
they study at a college or a university and whether they are newcomers or
more advanced students. One student answered when asked to describe a
good college or university:
"First of all: Big difference between the university and a college. At
the college: small environment, good contact with teachers, a stable
classroom situation with the same students during the whole program,
structured, more like a high school.... At the university: the open free
system- but while I see that I leam more at the college, I enjoy life
more at the university. The definition of a good institution changes
depending on where you are in your studies."

Generally, however, most of the students agreed that a good institution
had two characteristics: it takes care of the student's needs and it provides
freedom of choice (some used the expression "flexible"). The students then
emphasized two of the characteristic dimensions of total quality management
in higher education: ITie customer's expectations and requirements are most
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important and quality is what meets the student's needs, not what the college
or university specifies (Doherty, 1994).
A representative response to the question of defining a good institution
is this one from a college student:
"It is a college which satisfies the student's needs. The college should
first of all organize everything in such a way that students leam.
Everything we leam should be relevant for our future jobs. Learning
should be a dialogue between teachers and learners. It is important that
the school emphasize the relevance of what we leam. The
administrative system should also give priority to student needs. The
administrative system is there for the students, not for the school. If
there were no students, there would be no school."

Another, a more mature student, said:
"A good college takes care of different student-groups, accommodates
individual student demands and also provides some freedom for
students to choose what to work with, for instance in project work."

Several other students also mentioned practical demands- or what Levine
called simple procedures:
"Practically the university should be organized in such a way that your
daily needs are met and that the facilities are working. You should not
have to stmggle finding places to study, the air in the rooms should be
OK and things like that, there should be enough computers- in general
there should be enough resources for the students."
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Another student agreed:
" .. .a good college should first of all have a broad offering of fields so
the student can choose among many different subjects. Another thing
is that everything should be structured and well organized so it is easy
for students to find their way around without wasting time."

Students gave several reason why practical matters were important to
them. For some it was a question of not wasting time on practical issues.
Others demanded that the administrative system functioned well because they
were commuters and expected that the institution kept them informed about
matters like cancelled lectures and changes in programs. Some students had
created detailed work-plans for themselves and required that the institution
and especially the teachers organized the academic year in such a way that
students knew what to prepare for and when.
A second important dimension in the definition of a good college or
university is the freedom of choice for students:
"A good college or university is choice: freedom to do what you want,
that nobody tells you how you should plan your study and that you can
try out different things. I do not like the plan of a structured civil
engineering study. We then lose the only great thing about the
university- the freedom to choose."
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Not only the choice of classes or the combination of fields are
important:
" I also like the freedom around here, especially the freedom to choose
subjects and how much time you would like to spend on your studies. I
find that it is important to have the possibility to choose what to do and
when to do it".

The Ministry of Education does not entirely agree with this point of
view. It is concerned that many students spend too much time in school and
have introduced a few rewards to students and faculty if the students finish
their studies in a more timely fashion. None of the students I interviewed
mentioned the ability of an institution to get the student through their
programs in the regular time as an element in the definition of a good
institution. For them, freedom of choice, flexibility and the institution's
ability to meet students' needs seem to be most important.
When asked specifically about their expectations concerning the
administration, most said that they took it for granted that the administration
functioned the way it should.
It is interesting to note what the students did not include in their
definitions of good colleges and universities. None mentioned price or costs.
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primarily because there is no tuition and the fees are very low at Norwegian
institutions. In the Norwegian study on quality in higher education, the
knowledge and preparation of incoming students was one dimension in the
definition of educational quality. None of the students I interviewed.
mentioned the role of students, including the amount of their work, in their
definitions of the quality of an institution. Several included faculty in their
definition of a good institution, but there were many others who did not
regard the quality of faculty as an important dimension of institutional
quality. Neither did the students mention architecture, the extent of
international programs or whether the institution was a research institution.
In Generation X, Sacks asked students what the most important
quality of an instructor was. "Entertaining" was first choice for 41%. Next
came "friendly and warm" (37%), and "challenges students" (16%). None of
his students had "demanding" as first choice. When Norwegian students were
asked to define a good faculty member, the answers were similar. There were
a broad range of academic and personal characteristics that students felt
faculty members should have. Two characteristics were mentioned several
times: communication skills, pedagogics and ability to teach, and good
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relationships to students.
Most students placed many demands on their faculty members. One
student gave an example of how students defined a good teacher:
" An example: The student council nominated a faculty member
for a teaching reward. The main argument for the nominee was that he
was unorthodox and used somewhat strange alternative teaching
methods. He brought in several guest-lecturers and did role plays and
things like that. He was considered creative and used other teaching
methods than the regular lecturers and this created some enthusiasm
among students."

Another student was more concerned about the faculty member's
personal characteristics:
"First: knowledgeable. How you are as a person is also important, it
depends on how tolerant you are. So you need both: knowledge and
personal traits. He should be conscious about his teaching methods and
he should not ridicule stupid questions. He should show respect for
students and be conscious of non-verbal signs. If the class is tired,
he recognizes that. He should not be offended if the class criticizes
him."

Communication skills and pedagogical abilities were mentioned by
many students as important attributes of a good faculty member. One student
tried to give a definition of what was meant by communication skills:
"Most important: good communicator, clear, makes me understand

what the lecture is about. Most faculty here have the knowledge; that's
not the problem. The most important thing is how you present things to
the students. They say that you should be mature enough to read
yourself, but I don't know. Do faculty members actually have a course
in university or college teaching? I don't know, but I think they
should. Well, I find it difficult to describe a good lecturer. I know
which people I find to be good teachers. They present the curriculum
in a way that it seems simple. Just to make yourself understandable,
that is, speaking in a good way, is difficult enough. One main thing is
to make complicated matters more simple for us students."

This statement contains several interesting viewpoints. A few other
students also defined good communication-skills as the ability to make
difficult "things" (which is the expression students use for various different
phenomena) easy for the students. At different places in the interviews, many
young students stated that they did not read much at all and that they
expected the teachers to cover most of the curriculum in their classes. If they
did not do that, students might, as one of the former quotations showed, just
walk out of class.
A mature returning student had a somewhat different perspective on
faculty quality than the one emphasized by the student group which
nominated a faculty member for a teaching reward. Answering a question
about the importance of good communication she said:
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"'Here I might be special. As a returning student I was mainly
interested in icnowledge. I did not want to spend time on group work
and all those things. T was a very old-fashioned student. I just wanted
the lectures and like to take notes from them instead of wasting time
on all those other fancy things."

A few students mentioned that faculty members should have close
relationships with students:
"I have met many teachers around here who I talk to a lot. I like that. I
leam to know them and I leam better from them when I know them.
Because I know them I am not afraid to go to their office and ask
questions."

However, there were mixed opinions about the importance of having
close social relationships with faculty. Although some described the
importance of a subject-subject relationship, others had a much more
instrumental view and were mainly concerned that faculty did a decent job in
the classroom.
I asked students if they expected their faculty members to provide
entertainment. Most answered yes. But there were many definitions and
opinions about what entertainment meant. One student suggested that
"...we cannot expect the lecturer to be exceedingly funny, but a funny
commentary is OK. But entertainment- that is difficult. After a while it
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becomes unscientific, a style I am a little afraid of. But I found
entertainment more important when I was a young student, especially
in high school. But in general, the field should be the entertainment
itself."

Another said:
"Sure it's OK with entertainment. The more alive they are, the more
interesting the curriculum becomes. It is OK with small stories and
examples which illuminate points in the lecture. This keeps you
awake."
Other students defined "entertainment" as for instance "engagement"
or "inspiration." Compared to the stories from Sacks' book, it seems that
Norwegian students have more modest expectations concerning
entertainment than American students. Entertainment for Norwegian
students has first of all to do with the ability of teachers to engage students
and make them interested in the field.
Does the research of faculty figure in students' conceptions of good
faculty members? The expression "faculty member" and not teacher was used
in the interviews to avoid an emphasis on the teaching role of faculty, but
most students were not concerned that faculty do research:
"I do not recognize their research as a student, but I think it is
important that they keep themselves informed about what is happening
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in their field."
"Well, faculty are supposed to use half of their time writing things I
have no idea about. I don't know how they work as researchers; I only
meet them as lecturers."

It was primarily more mature or returning students who were
concerned that faculty did research in addition to teaching and who also
recognized the results of research in their teaching:
"Yes, I find their research interesting. I have asked several of the
faculty members about their research, what they at working on. I find
faculty very interesting people. They have a lot of knowledge and I
especially like it when they have time to discuss their research with
you."
One student gave a good argument for faculty research:
"Faculty research is important for me. I felt that in particular one
faculty member who had studied a particular topic and used this in her
seminar was perhaps more engaged in the teaching than usual. And I
think that the students felt this enthusiasm and became interested. I
also feel that the teachers who do research often have new approaches
to things and give varied explanations for complicated phenomena.
They often have a wider repertoire than teachers who do not do any
research."

The issue of the role of research at Norwegian colleges is especially
important. For some of the former colleges, research became an integrated

part of the faculty's responsibilities simply because faculty were qualified to
do research and there were few ways of refiising them that opportunity. At
the more traditional colleges like teacher and engineering education, teaching
was the main responsibility and few faculty did any research. Today faculty
at most institutions want more time for research. The Ministry of Education
has questioned whether it is necessary for all faculty to do research and has
suggested that for some fields the main responsibility of faculty members is
to keep themselves informed about what is going on in the research in their
field. One recent consequence of this view is the proposal from the
administration at one of the colleges in this study that faculty members
should now apply for time to do research.
There are mixed conclusions from the analysis of student perceptions
of quality in higher education. In general Norwegian students seem more
moderate in their "consumption" orientation than Americans. However, they
are also concerned that the institutions should first of all meet their demands
and take care of them, while they at the same time providing them with the
freedom to choose what to study and at what speed. Although students placed
many demands on their teachers, their main concern was that teachers were
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able to communicate and simplify the curriculum and that they do this in an
entertaining fashion. It is interesting to note what was not said in the
interviews: students did not seem to think that their own attitudes or behavior
had any consequences for the faculty members' teaching.
How students spend their time tells us about both their academic
engagement and how involved they are in their studies and extra-curricular
activities. Sacks showed in his study of Generation X that 70% of the
students at the college where he taught worked less than two hours a day for
their entire class load. Sacks suggests that it is a rule of thumb that students
should study at least 3 hours a week for each college credit, which is about
45 hours a week for a full class load at the college.
There are few studies of how Norwegian students spend their time. A
study of time use at one college showed that more than 80% of the students
followed more than 80% of the courses during the year and that they spent
about equal time on individual work, lectures and paid work outside the
institution. Another study showed that 56% of the students attended their
institution every day and that 81% planned to take the regular amount of
credits during the semester (10 in the Norwegian system).
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I asked the students I interviewed to describe a regular day. Most
students found it very difficult to do that. The common answer was that
there were no "regular days." Most of the students also had difficulty
describing their different tasks and responsibilities during the day as a
student. For many of the students the days were quite varied. This student's
answer is fairly typical:
"Everything varies. Sometimes I come to school at noon, other times
at 8 o'clock. I have always more to do before exams than during the
regular academic year. Very difficult to say how much time I spend at
the universit>', but not more than 5 hours a day. But there are no
regularities in my studies. I am not able to read 8 hours a day, but I try
to follow all the classes. But I also have a job for about 10 hours a
week. With the life-style I am accustomed to, I have to earn money."

Another answered the question about a regular day:
"Impossible, it varies a lot. I am not very organized either. I do little in
the beginning of the semester and more in the end. I do not have
regular days. Often I stay at home and study, especially if I have
papers due. Sometimes I come here at 9:00 in the morning and stay
until noon- other times I stay until 2:00pm".

These two interviews actually tell a good deal about Norwegian
students' work habits. Most students follow lectures, even though attendance
usually is voluntary. Of the 16 students I interviewed 14 said that they
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followed lectures from about 8:00 or 9:00 in the morning and until noon
during the regular year. Six of them said they studied after noon, but only
two studied after 5:00 pm. Only one said she studied during the weekends
and four never studied during the weekends. The two interviews quoted
above also describe another common, well-known tactic among Norwegian
students in relation to their studies. Since the majority of Norwegian
students never or very seldom write papers during the regular academic year
and their grades are only based on a written schoolexam (and an oral), most
students concentrate their readings in a short intensive all-out effort right
before exams. Many students then do a lot of studying during the last few
weeks before the exam and most seem to spend little time on readings during
the academic year. When they do have written assignments, it usually costs
them a lot of work. One student described her work on the dissertation:
"What took especially long time for me was the dissertation. I found
that work very hard. It was a large project and you did not have the
joint activities with other students any longer. It was lonely work. I
was not prepared for the hard work the dissertation is, how often I
actually had to stop and had difficulties getting ahead again."

It is not possible ft-om my study to determine how much time the
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students I interviewed spent on their different activities or even how much
time they spent on their studies in relation to other activities. A detailed timebudget analysis would be a better instrument than semi-structured interviews
to provide reliable data on students' time-use. But from these interviews it
seems reasonable to conclude that students spend much less time on their
studies than the average work week in Norway (but probably more than
Sacks' students). When asked about what they would to do if they had more
spare time, four of the students wanted to spend more time on studies, three
with family, and friends and two on outdoor activities. Others just wanted to
"relax" or "do other things" (than studying). Six of the students I interviewed
had part-time jobs and most said they at least took part in some extra
curricular activities. These activities are probably not political activities. In a
study by Norwegian Gallup nine out of ten students said they never took part
in student politics. However, 44% exercise twice a week, and 30% spend
time at pubs and restaurants at least twice a week.
It is difficult to reach any firm conclusions about students' attitudes
and behaviors in relation to their studies from the findings in this study.
However, there are few signs of real engagement from students either

concerning their studies or activities related to their role as students. Even if
most seemed to be serious enough about attending classes, many leave their
institutions early, and most of the students I interviewed did not have any
other relations with their institutions except for student parties and social
events. So these interviews seem to show a certain degree of disengagement
among Norwegian students.
How is it to be a student in Norway? Although most of the students I
interviewed did not feel that there were any changes in their role as students,
all of them had reasonably clear opinions about what it means to be a student
in Norway in 1999. While Levine and Cureton described American students
as "bored, frightened and disengaged," by contrast, all the Norwegian
students I interviewed enjoyed being students. To the question of what they
thought about their student existence, the most common response was either
"I enjoy it" or "Very OK." One student's response summarized many of the
reasons students gave for their satisfaction with their existence:
"I enjoy being a student. I am fairly lazy and I particularly like the
freedom I have to organize my own days. Even if I do not necessarily
take a week off, at least I can do it if I want to. I also like learning new
things all the time and that is part of enjoying being a student. The
social life is also important for me. 1 like to sit down in the cafeteria
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and discuss with my fellow students."

The freedom students have to spend on their own time was especially
important for students with families:
'i enjoy my existence as a student. I am my own boss- more or
less. Not too many of the school days are planned and I can do my own
planning and also do some of the studying at my own pace. That's
fine when you have a family. I have a good deal of freedom and I like
that. I also like learning new things, feel that I develop and do not
stagnate. I think this is top; I have a good time".
Another mature student reflected on how it was to come back to higher
education after 20 years:
'i have enjoyed it a lot even if it has been a lot of work at times. Being
a student at a mature age is something I would recommend. As a
teacher in elementary school, I am a little tired of being a social
worker in addition to being a teacher. I prefer the academic side of my
job and being a student this year has actually increased my motivation
for teaching. This has been a very positive year."

Other students used the same expressions. They had "a good time"
and some felt "privileged." Although few actually gave extended reasons for
their satisfaction, most commented on the possibility of organizing their own
days, the freedom to do "other things" and the excitement of learning new
things. For some the prospect of starting to work was not tempting and they
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openly admitted that they were not in a hurry to complete their studies.
I referred to the study by Levine and Cureton in some of the
interviews, but none of the Norwegian students felt either bored, disengaged
or frightened. Yet, the description was not unfamiliar:
"No, I do not recognize myself in this picture, but I recognize the
description. These traits are very common among the younger students
around here too. Therefore we have all these seminars about how we
can use this field in the labor market. There is a lot of insecurity about
what this field can be used for."

Another student in another field agreed:
"No, I am not bored, disengaged or frightened , but many students
will recognize this description. It is not easy to get a job and if you just
get an education, and perhaps something you are not too interested in,
you will probably be bored and feel frightened about the future. But I
have taken fields I am interested in and when you are really engaged
academically, you will get a job."

One student recognized Levine and Cureton's description as relevant when
thinking about the time she was a younger student:
"Yes and no. Especially in the graduate courses I felt engaged and had
close ties to the university. Then I actively chose to be a part of the
academic environment because I think it is valuable to be actively
engaged in what happened around you. But when I started here I was
more disengaged; I did not feel it was easy to be accommodated.
Maybe I was not tough enough. ...Maybe I was frightened sometime.
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but then I continued with higher education just because I wanted the
security of getting a job."

The general impression fi*om my interviews was that students were
happy with their situation as students and some seemed to be so satisfied that
they were reluctant to leave the student existence. This does not necessarily
mean that it was the academic side of their existence which was most
important or even that being a student was the most important identity in
their lives. Other parts of the interviews present a picture of students that
more resembles the consumer description given by Sacks, Levine and others.
It is difficult in a short interview to get an in-depth insight of student
attitudes, orientation and behavior. As a kind of substitute for a good
anthropological study, I therefore asked students themselves to give a
description of their fellow students. I found this as perhaps the most
interesting part of the interview. Most students gave fairly extensive
descriptions of what was called "the average student," well aware that such a
student did not exist.
Students described three characteristics of their fellow "average"
students: a consumption attitude, their fairly extensive activities unrelated to
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their academic responsibilities and their instrumental attitude toward their
studies. In addition several commented on students' accidental choices of
their field, a theme discussed earlier, and how many students had to work in
addition to study.
The consumer attitude was described in different ways:
"i talked with some of my friends who are seminar leaders for the new
students. These new students complain a lot about some of their
professors who more mature students find to be very interesting
lecturers. The new students seem to be mainly interested in pure
information, they are less interested in reflection and discussion. All
they want is lectures which are curriculum-related and relevant for
exams. And they spend a lot of time studying exactly those
things...they seem less interested in seeking out new things; they are
fixed on exams. Everything they do is tied to that. But maybe this is a
trend. There are more demands on young people now. More of them
take higher education and therefore they become more goal-oriented
than we were."

Levine suggested that American students demanded the same good
service from universities than they do from every other commercial
enterprise with which they deal. One respondent said about Norwegian
students:
"Yes, they generally have more demands, especially concerning
service from the institution. They demand not only academic
excellence, but they also expect that things are laid out for them, things
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which make your existence as a student easier, they are concerned with
simple things; prices in the student union for instance."
Two students "confirmed" the theory of students as consumers:
"Difficult to avoid this theory; it sounds right. We have demands, we
expect to be taken care of, that the field should be interesting and
that you do not have all the responsibility yourself, that the college
arranges things for you."

"Most students consider themselves as customers. They buy
knowledge and expect to receive knowledge which is valued in
society, which is in demand and relevant."

Many faculty members in Norway seem to agree with such
descriptions. In an interview, one said: "The students today have a different
culture than that of only 15-20 years ago. Knowledge is considered to an
increasing degree as a commodity which is delivered from the teacher and
not something you produce yourself (Damsgaard, 1998). Four faculty
members at another university summarized their opinions of Norwegian
students like this in an interview in the local university paper; they lack "an
enterprise culture," they do not apply any logical senses, they complain, are
fixed on the curriculum, lack normal manners and are silent. One said that
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"...the students consider themselves as buyers of a student existence, not as
partners in an organization. Therefore they complain if they are not satisfied
with the commodity instead of trying to find out whether they can do
something different themselves...students must remember that they come
here in order to be civil engineers, not students."
Many of the students thought that the "average student" spent a lot of
time on other activities than studies:
"Many of the students come here simply because they are interested in
skiing. So if we discuss extra-curricular engagement, we talk mainly
about social events. Very few students think about the college as an
academic institution, how it is organized and what they can do to
strengthen the college. Many are here simply to gather credits."

Two students suggested that for the average student, being a student is
not the most important identity:
"The average student: concerned about extra-curricular things. What
they do outside the studies is often more important than the studies
themselves. Studying is in a way something they do besides other,
more important things".
"Being a student is just a part of being young. TV is very important.
What students discuss at the cafes is what has been said in particular
TV-programs. The entertainment industry is very important to them:
TV, concerts, music, I also think being a student is not necessarily the
essential thing in their life. It is not that great being a student; today
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higher education is more universal than before. Today being a student
is more like a road towards something else."

In a study of education students, Kvalbein (1999) suggests that in a
fragmented society, where the great stories are gone, each individual has to
create his or her own small stories in order to create meaning in life- a point
of view similar to the postmodern perspective. Attempts to bring back the
full- time student, for instance by increasing student loans, might in this
perspective be both unrealistic and nostalgic, since the students might use
increased economic resources more to consume goods and services and take
part in commercial activities than to maintain their identities.
Several students suggested that their fellow students had an
instrumental or utility-oriented attitude towards their studies. One said that:
"Well, the students are more focused on getting a job, that's the
motivation. They always ask: what can I do with this field? They are
insecure and they regard this field (education) primarily as work
preparation."

Another suggested the following description:
" ...it is difficult to describe the average student in a general way. But
they are mainly concerned with what is usefiii. I feel that there is a new
type of students coming in these days. Some of them are very
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conscious about what they want and where they want to go after
they've finished. But they come with a somewhat different attitude
than before. Many get a shock when they find out that they have to
read a lot of theory."

Others suggested that the average students "did not want to waste time
on what they call boring, uninteresting lecturers" or they were characterized
as "turbo-students" extremely concerned with finishing their studies as fast as
possible. According to some students, their fellow students were very
concerned about the curriculum and they did not read anything else.
There are methodological problems with asking students to
characterize their fellow students. But the students I interviewed gave fairly
extensive and I think honest descriptions. Many of them had been students
for several years and they had fairly clear conceptions of their fellow
students.
In several ways these descriptions support the descriptions by Sacks
and others of students as consumer-driven rational actors mainly concerned
with useful education, disengaged from their institutions and more
concerned with extra-curricular activities than with their studies. Being a
student is just of one many identities and maybe not the most important one.
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If these descriptions are correct, with many reservations especially in regard
to more mature or returning students, it raises serious questions about both
the role of students in higher education in Norway and faculty work.

6.5 Summary
The purpose of this chapter was to examine what part Norwegian
students play in advancing a consumption and consumer oriented perspective
in educational practice and how they interpret and experience the policy
shifts in higher education in Norway in the 1990s. The discussion is
primarily guided by a postmodern theoretical perspective in which
universitites are conceived as means of consumption that allow the students
to consume educational services in order to obtain goods like grades and
degrees.
The chapter gives an overview of Norwegian students. Three main
developments have been decreasing applications to higher education, a more
diversified student population, and a shift in student interests from fields that
qualify for work in the public sector to fields more directed to private
enterprises.
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Most students did not experience many changes in Norwegian higher
education or in their role as students.They thought that they had more
demands regarding the relevance of their education, but they did not think
that they themselves contributed much to changes in higher education.

Norwegian students do not seem to be overly concerned with grades
and degrees. Their choice of fields is often a result of accidents, and they are
often concerned that higher education should contribute to personal
development. They are ver>' satisfied with their general situation as students,
especially the fi-eedom to organize their own days and the excitement of
learning new things.
Elements of the postmodern perspective on students were found in
how students defined institutional and faculty quality. Institutional quality

was associated with how well the institution provided students with the
freedom of choice, flexibility and met students needs. Students had many
demands on their faculty, the most important being their communication
skills and how well they related to students. Most students expected their
faculty to be entertaining in the sense that they had the ability to engage
students and make them interested in the field.
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Students described the "average" Norwegian student as consumption
oriented, engaged in many external activities unrelated to their academic
work, and possessing an instrumental attitude towards their studies. Here was
the strongest support for the postmodern characterization of students.
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CHAPTER 7 CONCLUSION

7.1 Summary
The purpose of this study has been to explore how international
patterns of neo-liberalism and rationalization have contributed to changes in
higher education policy in the 1990s and to examine how these changes are
experienced and enacted among faculty and students in different institutions
and fields.
The main conclusion in the study is that two contradictory forces
influence Norwegian higher education: on the one hand we find
rationalization forces emphasizing efficiency, control, standardization and
predictability, making higher education institutions more dependent on the
state and leaving less room for experimentation and diversity. On the other
hand we find an increasing dominance of the neo-liberal market ideology in
Norwegian public administration, which requires more room for ambitious
institutions and agencies to develop new capabilities and entrepreneurial ism.
This study suggests that Norwegian higher education is experiencing a
tension in finding a "third way," a balance between the neo-liberal emphasis

375

on institutional freedom, marketization and the rolling back of the state and
traditional social democratic values such as rational planning, control and
state funding. Although higher education in Norway is gradually and
reluctantly changing as a result of both social democratic rationalization
processes and neo-liberal ideologies, the country is still closest to state
authority in Clark's (1983) model of the triangle of coordination in higher
education.
The previous chapters have provided insight into the topics explored
by the research questions. The findings presented in chapter five and six
suggest both similarities to and differences from the conclusions in other
studies, discussed in the literature review in chapter two.
The main findings concerning faculty work are:
- in contrast to Slaughter and Leslie's book on academic capitalism and
Rhoades' book on managed professionals, the findings in this study
suggest that Norwegian faculty are becoming more managed than
entrepreneurial. The structure of academic work in Norway is changing
more as a result of rationalization processes in public administration than
a pressure to generate revenues by engaging in market or market-like
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behavior.
-

Bauer (1999) and Rhoades (1998) suggest that an increasing polarization
takes place between faculty and administration at higher educational
institutions today. The findings in this study confirm this suggestion.
Most faculty found that the institutional leadership is becoming more
management oriented, distant, and invisible

-

I found little enactment among Norwegian faculty in relation to the
changes they experienced. Reduced professional autonomy and
collegiality combined with increased managerialism resulted in increased
rational organizational behavior in which faculty pursued their own goals
and implemented pragmatic coping strategies to reach calculated rewards

The studies reviewed in chapter two describe American students as
"consumerist, uncivil and demanding" and "tired, disengaged and
frightened." What about Norwegian students? The findings presented in
chapter six show that:
-

while few students are aware of or interested in recent changes in higher
education, most of them experience the consequences of such changes in
their daily lives
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-

like American students, Norwegian students are becoming increasingly
consumer-driven actors concerned with freedom in pursuing their
academic interests, flexibility, and useful education. They are often
disengaged from their studies and being a student is for many only one of
many identities, often not the most important

-

contrary to American students, Norwegian students were neither tired nor
frightened. They are "postmodern" in the sense that they are primarily
concerned with "here and now", few worried about the future and they
were generally very satisfied with their existence as students

These conclusions cannot be generalized to all Norwegian faculty and
students. The findings in this study also suggest several exceptions to the
conclusions. Many faculty did not, for example, experience many changes in
higher education at all, some were less concerned about management and a
few were engaged in entrepreneurial activities. I also found important
differences among new and mature students in their attitudes and behavior in
relation to their studies.
It is difficult to provide any clear evidence of differences among fields
and institutions regarding the changes discussed in this study. My study is
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only exploratory and raises questions instead of providing definite answers.
Further studies are necessary to investigate, for example, differences in the
degree to which faculty from different fields and institutions engage in
entrepreneurial activities, or whether the disengagement I found among many
students is a general phenomenon or whether it is limited to certain
institutions or fields.

7.3 Further research
A few selected topics for further research follow fi"om the findings of
this study.
Time budget analysis
Most of the studies of faculty work in Norway are based on data from
interviews and surveys. There is now a need for more detailed studies of how
faculty and students spend their time on different activities. It would be
particularly interesting to discover to what degree faculty are engaged in
external activities and what the consequences of such activities are for their
other responsibilities, particularly teaching.

Academic drift
Several of the faculty respondents in this study mentioned academic drift as
an important change in higher education. There seems to be an academization
of professional fields such as nursing and teacher education as a result of
increased student numbers (which means more emphasis on university type
lecturing) and an emphasis on a theoretical curriculum and research
activities. So far we know little of the extent of academic drift and what the
consequences are for student learning and professional practice.

Collective adaption strategies
This study has, like many others, adopted methodological individualism in
studying how faculty respond to changes in higher education. However,
many such responses are collective in nature. Some strategies are adopted
among colleagues at the departmental level or they are enacted through the
faculty unions. Instead of using interviews or surveys to study such
responses, ethnographic research might tell us more about the collective
strategies faculty adopt in different departmental cultures in response to
changes. We also know very little about how faculty respond collectively
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through their unions and what the role of unions are in contributing to
changes in higher education in Norway, especially at this time when the
traditional corporative negotiation system seems to be weakened.

Case analysis of New Public Management
Most faculty members in this study expressed criticism of the way their
institutions are governed and managed. Leadership is often portrayed as
distant and absent. We should leam more about the reasons for faculty
discontent. Is it simply a negative reaction to being more controlled in their
daily work, is it discontent with the structural method that divides the
leadership into administrative and academic functions, or is it because
management now concentrates most of its efforts on formal duties while
neglecting the faculty's need for personal development and recognition for
their work? Some leaders, however, seem to have strong support from and
authority among faculty. In-depth case analysis of different leadership
flinctions and behavior might provide better insight into the conditions for
executing better leadership in higher education.
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Student consumption
This study indicates that few students feel a strong responsibility for the
quality of their education and that many of them regard universities and
colleges as places in which they are entitled to services without contributing
too much themselves. We should know more about student expectations and
behavior: for instance, how much time do they spend on their studies, how
they contribute to the quality of their own education and in what ways the
institutions can integrate new student groups.

Influence of the European Union
Today there is a good deal of research about Norway's relationship to the
European Union and how rules and regulations from EU influence different
aspects of Norwegian society-, particularly public administration. We know
little about this influence in higher education. This is somewhat strange
considering the strong emphasis on internationalization in public documents
about higher education. It would be interesting to know to what degree rules
and regulations from EU have consequences for curriculum and degree
programs at Norwegian institutions. We also know little about the impact of
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the many research programs in the EU on Norwegian research and the
experiences of Norwegian researchers participating in these programs. Some
faculty members in this study suggested that participation involved primarily
administrative work and that the research results were few.

7.4 Implication for policy and practice

Fairweather (1996) suggests that the role of policy makers in
improving the quality of higher education is only indirect; that their role is
not to run academic institutions, but to provide a policy framework which
makes clear the relative priorities of academic activities and provides
incentives for achieving those priorities. A few policy implications of the
findings in this study follow.

Tuition and fees
The controversy over higher education costs in many countries is only a part
of a complex set of financial problems facing universities and colleges. The
controversy initially focused on rising tuition, but beneath the surface of the
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cost controversy linger more complicated and related questions concerning
financial restructuring, state recessions and retrenchment. The financing of
higher education, then, is not merely a question of techniques to be decided
by experts; it concerns matters of educational and social values like quality of
education, academic freedom, equality of educational access and opportunity.
social justice and social effectiveness, and the responsibility of the public
sector in preserving higher education. Questions related to tuition and fees
are as a consequence difficult to discuss in isolation from student aid, the role
of state support in higher education, the relationship between private and
public higher education, and especially for responsible politicians, the
importance of higher education in comparison to other public institutions.
Norwegian politicians should now also consider the question of
introducing tuition and fees at universities and colleges. Reduced state
funding has meant less teaching and different types of teaching with large
classes and a greater use of part-time teachers. Today reduced state fiinding
is partly compensated by external money from paid research and adult
education, but it seems that little of this money is used to strengthen the
regular teaching at the institution. Introducing tuition will increase the
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revenues for the institutions, which might be used to strengthen teaching and
might also contribute to a stronger engagement of students.
However, there are also strong arguments in favor of no or low tuition
in Norway. Higher education in Norway is considered a public good, the tax
rate is high and the individual rate of return for graduates is low compared to
most other countries. Tuition might increase inequality of opportunity and a
return to the former "elite" system of higher education.
While the question of introducing tuition at Norwegian higher
educational institutions is complicated, it is also difficult to see how it will be
possible to avoid this discussion in the near future in relation to more general
questions of the amount, mechanisms and sources of financing higher
education.

Reorganization
Most of the college faculty in this study view the reorganization in the
college sector negatively. The evaluation of the reorganization from the
Norwegian Institute for Studies in Higher Education and Research also
shows that facult>' in general have experienced few positive consequences of
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the reorganization. Even if it takes many years before the positive
consequences of a large scale reform become evident, it is time to raise the
issue of whether some of the colleges should get the opportunity to either
return to their former organizational form or to reorganize in new ways.

Leadership
Dimmen and Kyvik (1998) show that staff at colleges complain about
increased bureaucracy and that the division between academic and
administrative leadership is growing. One of the problems reported in this
study is that faculty believe academic leaders increasingly take over
administrative functions, weakening academic leadership and creating
confusion regarding who has responsibility for what decisions. The legal and
practical consequences of introducing a system with one leader, like the
American college or university president, should now be considered. There is
also an urgent need to discuss what kind of leadership the institutions should
have. Most of the faculty are negative to the new management thinking,
which they associate with instrumental rationality and mistrust in faculty's
ability to govern themselves.
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The examination and grading system
In its review of the first years of tertiary education in Norway, the OECD
(1997) comments that Norwegian higher education has many of the features
of a certification system in which students tend to work only for their exams.
Several faculty members in this study confirmed this impression, and many
students also described how they organized their academic studies in relation
to their exams, for instance by concentrating their reading to the days or
weeks before exams.
It is now time to experiment more with new examination forms and
grading systems. Since Norwegian students have very little experience with
academic writing and involvement in actual research projects, more efforts
should be made to develop examinations based on writing and projects
instead of the traditional school exams, which have negative consequences
for the learning process and cost time and money.
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