PAGE  
18

EUEREK
DRAFT 15.11.06
TEACHING AND LEARNING: AN ENTREPRENEURIAL ACTIVITY?
Paul Temple, Institute of Education, University of London
Teaching and learning in the entrepreneurial university: introduction
Teaching and learning is, in financial terms and in the use of academic and other resources, the core business of nearly all institutions of higher education, even in those institutions that consider themselves to be strongly research-led. In our case studies, only at the London School of Hygiene and Tropical Medicine (LSHTM) - a highly-specialised research institute, on a small central London site, working in a field in which well-funded projects are available - is income from activity other than teaching the dominant revenue stream. The distinctiveness of LSHTM’s finances reflects its distinctive natures in other respects. 

Yet despite this near-universal institutional importance, I suggest that in considering the nature of the entrepreneurial university, teaching and learning activities often seem to be overlooked, taken for granted – paradoxically, one might say: can a university be considered entrepreneurial if this entrepreneurialism does not extend to its dominant activity?
Clark (1998) recognised the significance of teaching and learning in his own case studies, and saw the need for universities to respond flexibly and innovatively in this field as much as in more obviously entrepreneurial fields such as technology transfer. He noted that a significant expansion of student numbers, and the effects of widening participation taking in different types of students, perhaps with different expectations, would place new demands on universities. These demands, he thought, would be “organisationally penetrating”, and could, in the right circumstances, produce what he would consider to be an entrepreneurial response. Clark’s entrepreneurial university should respond to changed student demands over teaching and learning just as it would respond to demands for new research outputs. Other writers, though, have tended to overlook the possible interactions between teaching and learning and the other aspects of organisational change wrapped up in the notion of the entrepreneurial university (for example, Etzkowitz, Schuler, & Gulbrandsen, 2000).
Of course, entrepreneurial approaches to teaching and learning in higher education, in the sense of private colleges, sometimes with a for-profit motivation, are nothing new. The long tradition of private and for-profit higher education from the United States (Bok, 2003) has made some inroads in Europe and Asia, and the uncontrolled growth during the 1990s of private “universities” in the European former communist states is a well-studied phenomenon (Dahrendorf, 2000; Darvas, 1997). Our case studies present examples of private (or at least, non-state) institutions in Poland, Moldova and the UK. But I want to suggest here that approaches to teaching and learning differ between state institutions at least as much as they do across the public/private divide. I propose what the factors might be that cause these differences.
We may see examples of Clark’s “organisationally penetrating” impact in the UK, where the rapid expansion of student numbers since the 1980s has caused universities to undergo major changes in their structures and management methods. One of our case studies, the University of Plymouth, a teaching-orientated institution of about 20,000 full-time equivalent students, shows how some of these changes have come about. The public funding model for English universities has caused Plymouth to become very effective in widening its student catchment, by encouraging people from its relatively economically-deprived hinterland to apply to become a student there. This has changed the management priorities in the University’s faculties to focus on student recruitment, retention and progression: their managerial effectiveness is now, to a significant extent, assessed on this basis. Similarly, course design is centred around the interests and abilities of students which are often different to the type of student recruited to UK universities in earlier periods, who possessed good groundings (as shown by highly-academic school-leaving examinations) in the proposed subject of university study. Courses now, for example, are designed to fit precise niches in the student marketplace, in order to attract students who may be rejected elsewhere as not having prerequisite qualifications.
In this case, the University has developed a new strategic and managerial emphasis, and has effectively staked out a new student market: arguably, an entrepreneurial response to changed circumstances. Another example of this type comes from Umeå University, in northern Sweden. Here, an institution in a remote region has become known nationally for its emphasis on sports studies and things to do with “the great outdoors” generally. It is also cooperating with other Swedish universities in providing courses taught in English, so increasing its attractiveness to students from outside its region. The University seems, as a result, to have been crucial in reversing the depopulation that has affected other communities in northern Sweden. Although Umeå, like Plymouth, relies almost entirely on public funding, it can be seen as having responded entrepreneurially to challenging circumstances.
What factors might make this type of response more likely?
Entrepreneurialism in teaching in our case study universities

Clark’s comment about pressures from changes to teaching and learning being organisationally penetrating suggest that a closer look is needed at what teaching and learning means in terms of practice in the university, and how these activities may be conceptualised. What might be the organisational implications of changed teaching and learning?

Barnett and Coate (2005 :48) approach this issue by theorising that the university curriculum may be considered in terms of knowing, acting, and being. “Knowing” is about the knowledge component of the curriculum, in constant need of updating and challenging, and helping the student to engage with it as part of an academic community. “Acting” is about the student’s engagement with the outside (say, the professional) world, but also about the student’s engagement on tasks within the institution. “Being” relates to the development of the student’s abilities to live in a changing world, to act capably, self-confidently and with self-knowledge. All three domains are present in the balanced curriculum but in differing amounts, depending on the epistemological approach adopted.
How does this theoretical proposition help us in this study? I suggest that a university that is acting entrepreneurially in relation to its teaching and learning functions will be (implicitly, at least) reviewing its curricula in terms of knowing, acting and being. This is because the university will want to be sure that it is offering a curriculum that is current in knowledge terms; that seeks to assist in students’ engagement with external settings; and that may expand its students’ confidence to live in a changing, complex world. I have indicated how the Universities of Plymouth and Umeå, for example, try in different ways to do these things. Different learning objectives will lead to different mixes from these three domains. I shall try to show how this may be happening.
But there are other dimensions on which entrepreneurialism may be manifested in teaching and learning in our case studies: the range of our cases allows us a perhaps unique perspective here. I propose that we may see four factors driving teaching and learning, through which we may see entrepreneurial effects operating:

· regional impact

· widening participation function

· commitment to a professional domain
· the traditional view of teaching linked closely to research

I propose that the examination of these factors allows us to explain something of the distinctive character of our case study institutions towards the organisation of teaching and learning. Naturally, in most institutions, more than one of these factors will be relevant, although I argue below that one or two are normally dominant.

It seems possible that there may be tensions in some instances between these externally-actuated factors (the first three, at least), and the knowing/acting/being conception of the curriculum. Could a university’s focus on a particular professional domain, say, lead to a greater emphasis on acting, rather than knowledge, in the curriculum? I hypothesise that the emphasis might be something on these lines:
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Underlying all these factors is the relevant national funding model for higher education, which provides the framework within which public universities pursue their various missions. Private universities are also affected indirectly by the public funding model, as it will in part determine the extent of in-country demand for private higher education.
Regional impact

In Finland, the University of Lapland’s mission is relatively unusual, in that it ties the University very closely to its region. Its mission is focused, according to the case study, on “societal and cultural development [in Lapland] as well as [the] well-being of the people living in northern regions”. As the case study also reports, “all the strategic goals [of the University] are somehow connected to the relationship between the University and its environment and region...society is not only a passive framework to the university, but the university is an active part of that society”. This focus is demonstrated in the thematic, rather than discipline-based, approach to the University’s academic structure and its teaching – themes of research methodology, or tourism, for example. The University also has special units directly related to its regional role: the Arctic Centre, the Regional Services Unit, and the Meri-Lappi Institute.

The University describes itself as applying “soft entrepreneurialism”, by which it means that it tries to respond to regional needs, in teaching and in other areas, but not in the sense of trying to maximise income. We see here an example of a teaching and learning strategy driven by the regional dimension of the University’s existence.
According to one respondent in the case study:

“When the university was founded it started out as this institution focused on service expertise. People were initially quite skeptic about how the University and all its fields, such as social sciences and art and design that became a part of the University later on, had anything to do with Lapland or how they contributed to Lapland, even if the University was the University of Lapland and focused on northern issues. But when you think about our society today, our society in which this kind of service expertise is very important, you can see that many changes have taken place.” 
We may see here an emphasis on the acting part of the curriculum, but perhaps even more strongly on the being part: the sense that a University serving a region with unique characteristics and needs could not adopt a “let’s do it like before” approach, as the Rector put it, but had to address the way the people of Lapland lived their lives. Of course, knowledge is not absent from the curriculum, but the regional dimension perhaps gives the University its distinctive character.
Lapland’s northern neighbour, Umeå University, is also strongly connected with its region, but is taking a different approach in terms of the regional dimension by working to develop an international focus, requiring that “all students should benefit from internationalisation regardless of their program of study”. This involves study abroad opportunities, English-medium courses, and the opportunity “to experience an international environment at home”. Thus, regional goals are being pursued by different means to those adopted by the University of Lapland.
Widening participation

In the case of the University of Plymouth, a strong regional dimension also exists in its work, seen in its engagement with firms and public sector organisations in its sub-region in the south-west of England. However, the University is strongly driven by the UK government’s current policy on widening participation in higher education. This encourages the University to be innovative in the ways it which it recruits students from its region: these are often people without the traditional qualifications for university entrance, posing particular challenges for academic and administrative staff in managing student retention and progression. 
Public funding flows to the University in part as a result of it meeting targets on widening participation, enabling it to earn additional income, over and above what it would normally receive through the student number-driven funding formula. It has therefore developed an effective central unit which manages the widening participation strategy, but the whole University structure is, in a sense, focused on this goal, as individual faculties and departments are required to meet widening participation-related goals. The University’s close relations with vocational colleges throughout south-west England, attempting to make them in effect into a faculty of the University, shows that widening participation is a dominant factor in the organisation of the University, and is changing the conception of what a university might be.
Although about 20% of the University’s students are postgraduates, its research income is small, at a few percentage points of total income. Despite public pronouncements emphasising its commitment to research, the University’s second mission, after teaching, is in reality “third stream” service to its regional communities.
Insofar as the University of Plymouth may be said to have an entrepreneurial character, it is becoming a particular sort of university, driven largely by the teaching and learning needs of its sub-regional student population. Its entrepreneurial character in relation to business-related activity is less pronounced, and in reality little different to what any institution in its location would do.

The curriculum at Plymouth may be said to be focused on the acting and being domains: its widening participation work requires it to persuade students, who often lack formal academic qualifications, that they can, in fact, succeed at university-level study and go on to professional careers. They are, in effect, asked to see themselves as different people to the ones they thought they were: they are asked to be different.
As with Plymouth’s adjoining county of Cornwall, the northern Norrland region of Sweden, where Umeå University is located, is Objective 1 status for EU structural funds. Umeå has been successful in attracting students from its region and from across Sweden who in earlier years would not have participated in higher education. Its emphasis on sports and outdoor pursuits (there are similarities here with Plymouth’s emphasis in its publicity materials on its attractive coastal position) suggests that its focus, like Plymouth’s, is on the acting and being domains.
The University of Alicante (UAL) might also be considered as an institution with widening higher education participation for its region and sub-region at the centre of its mission. Founded in 1979 on the basis of a local Centre for University Studies, it is now a large institution of some 27,000 mainly local students, overwhelmingly at first  degree level, with just over 600 students (about 2%) studying for higher degrees or specialist courses. Although it operates doctoral programmes, fewer than 10% of students on these programmes finally graduate with doctoral degrees: while the case study does not explain why the completion rate is so low, it may perhaps be associated with the attainment level of its student intake. 
Some 8% of UAL’s total budget relates to research and development work, about the same order as at the University of Plymouth. In 2004, its research income amounted to €11.3m from public sources and €3.9m from private sources, a total of €15.2m. (As a comparison, the London School of Hygiene and Tropical Medicine, a small research-led institution with only 1750 students in 2003/04, earned €52m.)
UAL has a strong social science focus: some 55% of its students are in this area. It operates a “Lifelong University” aimed at meeting the educational needs of older people.
UAL is another institution where teaching and learning has had to develop in distinctive ways to meet the needs of its sub-regional student market. It has responded entrepreneurially to its circumstances.

Professional commitment

The Polytechnic University of Valencia (UPV) provides an example of a university pursuing innovation in teaching and learning as a result of its professional commitment. The independent Higher Schools of Engineering which existed in Spain until the beginning of the 1970s, and which were based on the French Grandes Écoles tradition were the basis of the creation of the UPV. From the start, UPV only accepted students who obtained high marks in their secondary school examinations. The first years of the degree courses are also highly selective, and this causes a large number of students to drop out. However controversial this system is, it does create what is described as an exclusive academic environment, where continuing students are committed and have demonstrated their academic abilities.
As befits a technical university in which the majority of lecturers are engineers, relations with the local business community are much better established than they are with other more non-technical universities in the Valencia region. This open, forward-looking character is said to define the nature of the UPV. This character was impressed on the University by its previous Rector, Professor Justo Nieto, during his 18-year term of office (an exceptional length of time in a Spanish university – most rectors hold office for 4-8 years). During his term of office, our case study argues, the University changed from being an inward-looking centre of higher education to an entrepreneurial university of regional, national, and to an extent international, prestige and influence, but one still focused around its professional mission.
We may see here that the curriculum emphasis is on knowing, based on disciplinary understandings – it is knowing that provides the initial access to the University - but also, as befits an institution dedicated to professional achievement, acting.
Poznan University of Economics (PUE) offers another example of the pursuit of innovations in teaching and learning underpinned by professional commitment. PUE ranks third in terms of student numbers amongst economics universities in Poland (the Polish system has a large proportion of specialist, rather than multi-faculty, universities), and second or third in recent external reviews of quality among comparable Polish institutions. While its research work is well-regarded, and is considered to be important within the University, research income accounts for only 6% of the University’s total income. It must therefore be considered, by international standards, a teaching-oriented University. The University recognises these relativities when it states that teaching activities will be the main criterion for assessing staff appointments and promotions.
PUE has set the following priorities for the years 2003/4 – 2006/7:  
· Further internationalization of teaching and research;  

· Development of student exchange; 

· Improvement in teaching quality; 

· Expansion of staff training.  
These priorities are, on the whole, clearly focused on teaching rather than research; indeed, research priorities themselves relate to the “needs of the educational offer determined by the needs of the educational market”. It seems clear that the increased competition for students that has developed among Polish universities over the last decade or so has had the effect of driving curriculum change and making the universities more responsive to student demands.
PUE is aiming to enhance the teaching and learning of its students through international cooperation and mobility involving both staff and students; curriculum updating; foreign language teaching; and other matters. The main thrust is the internationalisation of the University in order, it seems clear, to ensure that its graduates are able to operate effectively in the global economy, whether in business or the public service. The University has responded in an innovative manner to changes in its external environment, particularly as regards the ways in which its own professional field is changing, and it has reorganised its structures and processes accordingly. Its focus, as a professional university, is on the knowing and acting domains, producing graduates with the professional knowledge and confidence to act in wider national and international arenas.
The University of Buckingham is the UK’s only private university, in the sense of having UK degree-awarding powers but not receiving any public funds. Its mission statement clearly identifies it as a teaching institution: “To provide high quality, personal, small-group teaching for our community of UK and international students, and to deliver an excellent student:staff ratio”. It is a very small institution, with fewer than 700 students in 2004 (down from a 1995 peak of just over 1,000), of whom 75% are studying for law or business studies degrees. Its academic focus is therefore on a narrow professional or vocational range. The case study argues that the University has taken few initiatives that might be considered as being entrepreneurial; rather, it has simply struggled to achieve financial viability in difficult market circumstances. Its approach to teaching and learning seems to be traditional, rather than innovative – and it presents that as a selling point, along with its small size, on its website. As with any organisation in survival mode, new initiatives may appear to be unaffordable luxuries.
Buckingham may therefore be classed as a non-entrepreneurial university in teaching and learning terms, with a strong emphasis on the knowing domain.

The London School of Hygiene and Tropical Medicine (LSHTM), as already indicated, provides a highly distinctive case for study. It operates as a national school for public health in the UK, while pursuing a strongly international mission in this field, with staff drawn from some 40 countries and students from 120. It is a highly research-intensive institution, with a research income of €52m (2003/04) and it appears that its teaching role follows from its research mission: teaching is seen as one of the means of disseminating the School’s research and scholarship – although its distance-learning MSc programme was set up with a clear income-generation remit as well. I therefore classify LSHTM as an institution where teaching is powerfully influenced by its professional mission and commitment. 
In curriculum terms LSHTM must aim to work strongly in all three domains of knowing, acting and being. It clearly aims to ensure that its students are rigorously trained and possess accurate and up-to-date scientific knowledge; but it is also engaged in the formation of public health professionals, who will probably have to take, literally, life-and-death decisions in perhaps physically risky situations. The case study does not pursue this point, but as the LSHTM mission involves “educating public health researchers, teachers and practitioners” from all parts of the world, then the acting and being components of the curriculum should be pronounced if the institution is being innovative – entrepreneurial – in its approach to teaching and learning.
Teaching in the research-led university 

The University of Nottingham may be seen as a classical public research university. It traces its origins back to the late 19th century, and is now a large institution by UK standards, with some 25,000 FTE students and nearly 2,500 academic staff. Although its annual income from research grants and contracts is comparatively large, at about €95m, it is still a modest proportion of the University’s total annual income of some €400m. Even so, the University regards its mission, so far as teaching and learning are concerned, as being “to complement its research commitments with the provision of an excellent learning environment”. Nottingham sees itself, then, very much as a research-led institution.

The University undertook a major academic restructuring in 1998, which seems to have been driven both by teaching and learning, and research, considerations. The view, reports the case study, was that there should be “basic organisational units that are intellectually and academically coherent and that they should ensure that (i) they are large enough to have a devolved budget with flexible decision-making, (ii) they cover wide enough subject areas to minimise interdepartmental competition for students, thereby releasing staff time for research, and (iii) that the units have several professors so that the leadership roles can be shared.” We again see a strong research commitment providing the basis or its teaching and learning work.
Nottingham is distinctive in the UK (and relatively unusual internationally) in having developed overseas campuses, first in Malaysia, in 2000, and more recently in China, where the first students were admitted in 2005. These were (and, perhaps, remain) both relatively risky ventures - certainly in reputational terms: other UK universities considered the offshore campus concept but decided not to pursue it. The approach can be seen in terms of the University wishing to take its existing successful mix of teaching and research, and transplant it to another setting. This may certainly  be considered to be an entrepreneurial approach, searching for new opportunities where the existing business model can be deployed, while accepting that there are inherent risks. 
It is clear from the case study that the Vice-Chancellor was the driving force behind these international developments: “The VC has a particular vision about the international agenda…he believes that we need to be a global player to be a fully successful institution” commented a senior manager at Nottingham. This, together with other evidence from the case study, suggests that, unlike the cases of say Lapland or Umeå, there is no sense that Nottingham has some kind of social mission to provide higher education in China: its international activities arise from its wish to be “a global player”. In this sense, Nottingham’s offshore strategy is perhaps a more purely entrepreneurial activity, in the usual business sense of the word, than most of the other activities described here.
The University of Nottingham aims to encourage an entrepreneurial attitude among its staff and students, and is a UK leader in producing spin-out companies from its research activity. As the case study concludes, as well as research, the main contribution which the University makes to the knowledge society is the production each year of 7,000 graduates who find employment in all parts of the world. We may think that these graduates have taken part in an education that generally emphasised the knowing domain, though  the other domains will not have been absent.
Lund University in Sweden is an even larger institution than Nottingham, with some 28,000 FTE undergraduates. Strongly research-led, Lund has a complex structure of faculties and research units of many kinds, to such an extent that internal competition arises between different units offering similar programmes – a development “not considered as positive”, our case study reports. (We may note Nottingham’s organisational approach to this problem.) Lund has however adopted innovative approaches to the organisation of teaching and learning, notably though the development of Öresund University, a collaborative venture between Lund and other Swedish and Danish universities in its region. It seems likely from the case study that, while a culture of research-led excellence and competition pervades the University, different approaches to teaching and learning occur in different faculties. The Lund Institute of Technology, for example, is characterised by especially close links with industry, with 70% of its budget coming from external sources, and it seem likely that this will give teaching and learning in the faculty a particular flavour.
It is clear that most of Lund’s faculties focus a great deal of energy on obtaining external research funding: as the case study concludes, obtaining “external money [for research] has become a matter of survival”. As state funding for undergraduate education has lagged behind the cost of providing it (the case study reports undergraduate teaching as producing a small loss in 2004), some cross-subsidisation must take place within faculties from research to teaching. It will also be the case that resources for teaching are better than they might otherwise be as a result of facilities of all kinds receiving funding through research income streams. Lund therefore seems to be a good example of a high-quality research university, where teaching is often not the highest priority, but which nevertheless attracts able students because of its academic reputation. (It may be worth noting that in the 2006 Shanghai Jiao Tong league table of European universities, Nottingham is placed at 24 and Lund at 29. In this sense, they are comparable institutions.)
Adam Mickiewicz University (AMU) in Poland is also a classical university, whose mission starts with the goal of “educating students and preparing them to professional lives; and conducting research, especially in basic fields of knowledge”. Financial difficulties in recent years have, however, severely undermined AMU’s research capabilities: the data show that less than 10% of its total income in 2004 supported research, though this is said to understate actual research spending because of the way in which the statistics are collected. Funding for teaching, in contrast, has been buoyant, partly as a result of the levying of student tuition fees for so-called part-time students: these fees alone represented a 2004 income figure for the University close to its total income for research. The case study shows that the gap between teaching and research income for the University has steadily increased from the mid-1990s, to the extent where it might be classified, on a European basis, as being a mainly teaching university (though allowance must be made for the under-stating of research spending noted above). AMU is therefore in a very different situation to the Universities of Nottingham and Lund in terms of spending patterns, but I class them together because they both represent, in their different ways, a classical European university tradition.
The four most popular areas of studies at AMU in the last decade were law, political sciences, tourism and recreational studies, and educational sciences, reflecting the changed economic situation of post-communist Poland. Tourism, for example, has grown from a zero base to over 1600 students (full and part-time) in 2004/05. We may see the applied, vocational nature of these areas of study as being likely to take a curriculum approach with an acting or being emphasis, as distinct from the knowledge emphasis that might characterise the scientific and technical faculties of the University. 
The relationship between teaching and entrepreneurial activities

The relationship between teaching and research in universities is, generally, a disputed one: to many academics, it seems self-evident that involvement with research leads to better teaching (some argue that the relationship runs in both directions), but it has proved very difficult to show the connection empirically. The widely-cited meta-analysis by Hattie and Marsh (1996) suggests that there are complex connections between the two activities, but that a statistical correlation has not been demonstrated. The relationship between teaching and the university’s position in relation to entrepreneurial activities is less studied (indeed, outside the current project, it is not clear that it is studied at all), and it is likely that it will prove even harder to show that there is a correlation either way.
So far as the EUEREK project is concerned, the lack of comparable data on teaching activity and learning outcomes means that a discussion of the relationship between teaching and entrepreneurial activity must be speculative – though the collection, at a cross-national institutional level, of rigorous comparable data would be very difficult: OECD data on tertiary graduation rates by country, for example, are at far too general a level to allow any assumptions about inputs to teaching and learning activities to be made (OECD, 2004). We may speculate that, as the argument goes for research, the involvement of academic staff in various externally-orientated activities (working with regional social and economic partners, for example) may broaden and deepen individuals’ understandings, which in turn may lead to more effective teaching – and so, it may be hoped, learning. Equally - and again as for the argument around research - the involvement of academic staff in such activities may take up time and energy which would otherwise have been directed towards teaching; and if entrepreneurial activities are seen as a key institutional mission, it may mean that teaching comes to be seen as a lower priority, and perhaps lower status, task. 
In our case studies, perhaps a distinction might be drawn between institutions such as the University of Lapland and the University of Alicante, where the entrepreneurial function is bound up with the region; and institutions such as Lund University and the Polytechnic University of Valencia, where staff are under pressure to obtain research and consultancy contracts from national and international sources. In the former cases, where the institutions are broadly teaching-led, it seems plausible that regionally-focused entrepreneurial activity will readily feed through into teaching students who come predominantly from that region. An example from the Lapland case is the way in which the graphic design management master’s programme relates to work carried out in design projects for the regional tourism industry. In the latter examples, by contrast, it may be that the requirements of, say, large-scale international projects distract staff from the day-to-day needs of undergraduate students, in particular. An informant at Lund University, for example, was reported as saying that “an incredible amount of time is spent on writing applications [for research grants]”: it seems unlikely that teaching will come at the top of such people’s priorities.
More consideration needs to be given to these connections in future work in this area.
Conclusions: teaching and learning and the entrepreneurial university
We can see in our cases, I suggest, how universities in different circumstances are changing their approaches to teaching and learning. I have suggested that four main external drivers – region, widening participation, professional focus, and the research-teaching nexus – may affect the ways in which the curriculum is conceived and delivered, and I have proposed a theoretical framework in which to consider this.
It also seems clear that market-type pressures affecting student recruitment have led to substantial changes in the ways in which some of our case study institutions have organised their teaching and learning. A public funding structure that accentuates market pressures, by ensuring that public money to fund teaching follows the student, supports changes of these types. Being situated in a competitive environment, with other institutions recruiting from the same student market, also seems to encourage innovation in our cases.
All our cases are working in a changing environment, affecting teaching and learning as much as in other aspects of their work. It is noticeable (even if it is no longer remarkable) that few if any respondents in our cases seem to regards themselves as operating in a steady-state environment, reliant on public funding: change is part of their existence. 
The following diagram tries to show where some of our sample are located on a teaching/research axis and a state/market axis, and to indicate the directions in which the pressures in their environments are causing them to move. Thus, in the top-right quadrant, PUE’s (Poland) teaching is driven by market pressures. The institutions which I place in the bottom-right quadrant (Nottingham and LSHTM in the UK) are both research-led, and their teaching may be though of as tending to follow their research agendas, while also being influenced by the demands of the markets in which the institutions variously operate. In the top-left quadrant, two teaching-oriented institutions (Lapland in Finland, and Plymouth in the UK) may be thought of as moving, perhaps only slightly, in the direction of state-mandated teaching, as they both respond to different national and regional imperatives for, broadly speaking, social inclusion. We see here the university being used (more or less explicitly) as a state agent for social change. AMU (Poland), by contrast, is responding to market pressures in terms of its teaching patterns, and is moving away from its historical position as a traditional state university. In the bottom-left quadrant, the Spanish examples chosen seem to be moving in different directions, under market pressures, as they seek additional income from teaching or from research, depending on their relative strengths.
The pattern that seems to emerge is one of universities responding to different forces (from the state or from various markets) acting upon them, and trying to resolve these forces in ways which might support institutional survival and (it is to be hoped) development.
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