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Abstract
The end of World War Two marked the start of significant changes in higher education access for most of European and North American countries. The rapid enrolment expansion witnessed in Western Europe and North America resulted in mass higher education at the turn of the 21st century. By contrast, an “elite higher education” policy was embraced by Central and Eastern European countries as part of the central planning logic pursued by the respective communist regimes. The dramatic political changes during the late 1980s provided the thrust for most of the Central and Eastern European countries to expand enrolment in higher education and reach mass higher education figures at the end of the 1990s. However, many shortcomings in infrastructure, curricula, teaching staff, budget support and state surveillance accompanied by increasing trends of corruption suggested that the quality of higher education in these countries has declined due to enrolment expansion. Unlike most of Central European countries, Albania started to expand enrolment in higher education only at the beginning of 2000s. Thus, this paper aims to explore the factors behind the differing enrolment patterns in Albania’s higher education system observed in the 1990s and 2000s. Furthermore, it assesses the effects of the relatively ‘late’ enrolment expansion on the quality of education provided by Albania’s higher education system in the 2001-2008 period.
Keywords
higher education, enrolment, mass higher education, quality of education 
Chapter 1 
Introduction
1.1 Background 
“Enlighten the people generally, and tyranny and oppressions of body and mind will vanish like evil spirits at the dawn of day…the diffusion of knowledge among the people is to be the instrument by which it is to be effected” 
- Thomas Jefferson
 -
It is quite astonishing that Jefferson’s vision during the early 1800s would influence thinking in almost every country in the world nearly two centuries later where universal primary and secondary education and expanded access to higher education
 (HE) figures prominently. The end of World War Two (WWII) provided the turning point for the latter as enrolment levels grew rapidly from 3-5 percent of age cohorts to 10-20 percent after 25 years in most of the European and Northern American countries. A second wave of enrolment expansion was experienced in Western Europe and North America in the following years, reaching 30-50 percent at the turn of the 21st century. This move from elite towards mass higher education was characterized by two distinct processes: (i) the expansion of elite universities; and (ii) transformation of elite university systems into mass HE ones where the latter would perform numerous new functions (Trow, 2005). It should also be noted that over the years, even the proportion of non-age cohorts enrolled in HE systems of these countries has increased. This contingent was composed of older people that were unable to get a university degree in the appropriate time or needed to upgrade further their current skills (Altbach, 1999).

As mentioned above, Central and Eastern Europe (CEE) countries experienced a substantial increase in HE enrolments throughout the three decades after the WWII. However, this growth pattern diverged significantly during the following years, while Western European countries were experiencing an even higher rate of enrolment expansion. The main reason for this shift was the central planning logic of communist regimes in CEE where the number of graduates from HE should match the future manpower needs of the economy. Furthermore, alternative forms of traditional HE were not developed since they were viewed as susceptible to bourgeoisie liberalism supposedly prevailing in the West (Scott, 2000). The dramatic political changes during the end of 1980s provided a clearer view of the significant gap in enrolment rates between the CEE and Western Europe as the latter enrolled twice as much. The transition towards a market economy system meant that also HE system in these countries had to be reformed in order to catch up with western standards (Teichler, 2001). In fact, one of the changes that were observed throughout the first decade of transition was the enormous increase in student enrolment in most of the CEE countries (see Table 1 below). This marked a sharp departure from the old practices that privileged a narrow stratum and appropriate age cohort by means of centralized entrance tests (Frenyó and Rozsnyai, 2004). Besides the removal of these restrictive enrolment practices, other factors such as rapid demographic change, income growth, urbanization and the growing economic importance of knowledge and skills have played a key role in increasing the demand for HE (World Bank, 2000: 27). An additional factor that facilitated further the enrolment expansion was the introduction of private HE institutions in most of CEE countries. Granting access to private sector in HE provision was part of the overall market economy philosophy which these countries pursued after the collapse of the Berlin Wall (Quddus and Rashid, 2000). As a result, according to Organisation for Economic Co-operation and Development’s (OECD) “Education at a Glance 2008” (2008: 69), year 2000 saw most of the CEE countries with enrolment figures of age cohorts reaching and sometimes surpassing mass HE levels, with Poland (65 percent), Hungary (64 percent), Slovak Republic (37 percent) and Czech Republic (25 percent) featuring prominently. 

Table 1
 HE Enrolment in CEE for the 1989-1997 period (gross rates, percentage of 18-22 age cohorts)
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Source: World Bank. Accessed 24 May 2009 <http://lnweb90.worldbank.org/eca/eca.nsf/Attachments/Education+TableA11/$File/annextableA11.pdf> 
However, public HE systems in these countries were not able to meet the requirements posed by the rapidly increasing demand due to an outdated infrastructure and curriculum and inadequately prepared teaching staff. Furthermore, the level of funding provided by the state budget to HE was not sufficient to maintain the adequate functioning of HE institutions facing the expansion of student enrolments (Frenyo and Rozsnyai, 2004). Even the growing private HE in CEE was perceived as a providing low standards of education in some countries (e.g. Romania, Ukraine and Russia), while negatively affecting public HE in many instances by attracting their teachers on full or part time basis (Reisz, 2003; Tomusk, 2001: 69). In addition, CEE countries were experiencing increasing trends of corruption behaviour from the public university officials, with regard to procedures in HE admission as well as the academic progress of students (Osipian, 2007). Tomusk (2001), while analysing HE reforms in CEE countries ten years after the regime changes, goes a step further by claiming that: 
“[t]he post-Communist post-massiffied higher education does not have a direction. Further increase of the students’ enrolment is absurd in economic terms and will clearly lead to further deterioration of the quality of education which has already suffered a lot.” (2001: 65)
By contrast, Scott (2000) is of the opinion that there is no point in generalizing the effects of HE reforms in CEE countries during the first decade of transition, since he deems that there was a great amount of heterogeneity  amongst these countries in that respect. In line with Scott’s stance, there were no other studies conducted in order to provide an answer regarding the effects of enrolment expansion on the quality of HE education for the CEE region as a whole
. Therefore, the above mentioned shortcomings of both public and private HE would suggest that the quality of education provided by HE systems in most of the CEE countries might have declined due to enrolment expansion, albeit with different magnitudes. 
Being part of the Communist Bloc, Albania underwent similar political, social and economic changes at the beginning of 1990s. However, the pace of enrolment in HE that Albania experienced throughout the first decade of transition was somewhat modest compared to most of the countries in the region for the same period (see Table 1 above and Table 2 below). As Figure 1 demonstrates, Albania had the least number of enrolled students per population as compared with other CEE countries for the 2000-2001 academic year. It is only at the beginning of 2000s that the enrolment rate has picked up significantly  to reach the average gross enrolment rates occurred in most of the region throughout the 1990s (see Table 2).
Table 2
 Gross Enrolment Figures in Albania's HE System for the 1994-2007 period
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Figure 1
 Number of enrolled students in HE (gross) per 100.000 inhabitants in some CEE countries for the 2000-2001 academic year
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1.2 Research Objectives 
The significant time gap in enrolment expansion occurrence in Albania’s HE compared with most of the CEE countries provides the initial motivation for this research on Albania. In addition, the research will assess if the ‘delayed’ enrolment expansion has negatively influenced the quality of HE in Albania throughout 2001-2008, as it might have been the case with most of CEE countries during the late 1990s. Thus, the first objective of this paper is to explore the factors behind the low enrolment rates and in Albania’s HE system during the 1990s and to inquire into the factors that led to enrolment expansion in the 2001-2008 period. The second objective is to probe the effects of enrolment expansion on the quality of education provided by Albania’s HE system. Closely related with these two objectives, this research aims to contribute to the wider debate regarding the: (i) effects of mass HE on access and quality of education; (ii) consequences of free entry and admission criteria in HE on the quality of admitted students and hence quality of HE education; and (iii) the quality of private provisioning of HE and its effects on the overall quality of HE system. In addition, this research intends to fill the perceived gap in up to date knowledge with regards to issues of access and quality in Albania’s HE system. 
1.3 Research Questions

This research paper will seek to answer the following questions:

Research Question 1

What were the factors behind the patterns of enrolment observed in Albania’s higher education system during the 1992-2008 period?
Sub-Research Questions:

1.1. What factors were behind the low enrolment pace in Albania’s higher education system during the 1990s?

1.2. What factors led to the enrolment expansion observed in Albania’s higher education system during 2001-2008?

1.3. Did the observed enrolment expansion fulfil the criteria of mass higher education?
1.4. Was enrolment expansion fairly distributed across specialisations offered by public higher education system throughout 2001-2008? If not, what were the factors?  
Research Question 2
How has enrolment expansion affected the quality of education provided by Albania’s higher education system throughout the 2001-2008 period? 

Sub-Research Questions:

2.1. How did enrolment expansion affect the quality of public higher education?
2.2. What was the perceived quality of education provided by private higher education? 
2.3. How did private higher education affect the quality of education provided by public higher education?
2.4. What were the causes of corruption in Albania’s HE system? 

2.5. What were the consequences of corruption on the quality of education provided by Albania’s HE system?
Chapter 2 
Literature Review
2.1 Mass Higher Education

Trow (2005: 1) defines mass higher education as: “transmission of skills and preparation for a broader range of technical and economic elite roles”.  The boundaries of mass HE, in terms of enrollment rate of age cohorts against the total, fall in between the 16 to 50 percent. Beyond the upper boundary of mass HE, countries move towards a universal HE system (ibid.: 64). The main rationale for mass HE is to be found on the increasing requirements of the economy for highly educated people.  This is particularly crucial in a so-called “globalised knowledge economy” which necessitates more people that should possess high level of skills and competencies (Morley et al., 2008). Pybus and Smith (1999 in Nunan, 1999) go further by claiming that mass higher education systems would increase the competition for a job as more graduates are produced compared with available job positions. Mass HE is also viewed as a commitment of governments to achieve equality of opportunity (Morley, 1997). This view derives first from the belief that large differences between lower and upper classes on accessing HE at the appropriate age have provided lower opportunities for the former to express their potential skills (Husen, 1979 in Tuijnman, 1990). In addition, gender disparities and racial discrimination provide further justification for this policy (Morley, 1997: 236).
However, there are arguments that view mass HE as still producing elite groups and reinforcing social stratification, just like the previous elite HE system. Bourdieu (1996, in Tomusk, 1997) argues that mass HE should not be viewed solely as a democratization process of HE, since elite groups manage to reproduce themselves through conversion of their economic and cultural capital into symbolic representation of power. Therefore, large numbers of students that graduate from universities as part of the mass HE philosophy do not have the possibility to be employed in top positions neither at private sector nor the state apparatus in spite of their education background. He goes further by explaining that in France this hiring procedure is facilitated by the creation of high profile universities and low profile ones (ibid.). Similarly, Ackoff (1994) argues that universities in USA are stratified by way of combining admission policies with tuition fees. As a result there are: (i) elite universities that admit students that have excellent academic background and/or high admission test scores; (ii) state universities that admit students with lower attainments; (iii) community colleges that admits almost every student that graduate from high schools. Moreover, Morley (1997: 238-239) argues that mass HE is increasingly seen as lowering the value of university degrees, especially for those students who belong to lower and marginalized strata, when it should be associated with increased quality and diversity. Other arguments view mass HE as leading to lower talent development, further reduction of the already-scarce financial resources, lower academic standards and diminishing individual, social and economic returns (Tuijnman, 1990).

2.2 Open Access versus Admission Criteria in Higher Education
As implied from section 2.1 above, proponents of mass HE logically oppose admission tests and other restrictions such as tuition fees, previous grades etc. used by universities to select their students. Ackoff (1994), while referring to HE system in USA, argues in favour of complete abolition of these admission criteria since, firstly, the opportunities for learning are far greater when the student body comprises students with different backgrounds, education and experiences. Secondly, he rebuts the assumption that universities, via admission criteria, supply the students with the needed knowledge for their future aspirations. This assumption is not true since most of the students do not know what they are going to do after graduating from university. Thirdly, he strongly argues that admission tests do not measure the student’s ability to learn, but their past acquired knowledge. Consequently, a significant share of students would not perform as expected given their admission test scores. He acknowledges the fact that admission officers are aware of this issue but tend to stick to what they can measure easily. Finally, he claims that students’ performance depends much more on the quality that teachers attribute to them than the one attributed by admission officers. In backing this claim, he refers to a famous experiment which consisted of dividing students with equivalent backgrounds in two groups and subsequently telling the teachers that one of them was of better quality than the other. After a while, the results of the students of each group corresponded highly with the beliefs that the teachers had about them (ibid.: 80).
By contrast, those in favour of admission criteria believe that granting open access to a wide range of students significantly prevents universities in distinguishing the talented ones that would serve in the elite positions of either public or private sector (Danskin, 1979). They go further by claiming the following:
Given that universities are to provide 'higher' education and that it is not essential for everyone to reach this level, some kind of selection must take place so that resources are profitably spent on those who are at a standard where further education would be useful. This allocation of resources in a profitable way in the education system must also be an important aspect of quality in education (ibid.: 314).
2.3 Private Higher Education
The involvement of the private sector in the provision of HE is based on the view of HE as being a private good since it has the capacity to increase the wealth and life choices of graduated students (Morley, 2007 in Morley et al., 2008: 56). Economic-based arguments favour the private provision of HE because it will generate more resources for HE while increasing the overall efficiency and accountability as a result of competition (Patrinos, 1990). Furthermore, it reduces the financial burden of governments that have embarked in an enrolment expansion policy (World Bank, 1994). Socially-based arguments favour private provision of HE as it ensures greater social participation and expands the choices for HE programs (ibid.). Another important advantage of private HE is its capability to react more quickly to ever-changing market demands, hence providing skilled people for the needs of the economy and society (Patrinos, 1990; World Bank, 1994). With regards to quality of provision, the proponents of private HE argue that the overall HE quality is increased as a result of competition between public and private providers. Nonetheless, claims that see private sector as offering superior quality of HE are debatable since the collected evidence from Japan, Indonesia, Philippines, Thailand, Brasil and Argentina offer non-supportive results (Wilkinson and Yussof, 2005).
On a contrasting note, critics of private provisioning of HE have been rather contentious about its purported benefits. First, they argue that the level of tuition fees charged by private universities are deemed as favouring the rich families, hence forming elite graduates that are not based on pure merit but on their parents’ ability to pay (Quddus and Rashid, 2000: 506). Indeed, the latter reinforces Bourdieu’s (1996, in Tomusk, 1997) argument about elite production under mass HE conditions which leads to further social stratification and lower job opportunities for the lower class. Second, granting access to private HE would aggravate public HE problems since it causes a “Brain Drain” effect for the public universities as its teachers would be willing to leave for better salaries and work conditions offered by the private ones (Quddus and Rashid, 2000: 507). Moreover, they would hire public university teachers on part time basis, thus leaving less time for the latter to engage in research activities and to prepare courses (Tomusk, 2001: 69). Finally, lax regulation and oversight from the state would result in low-quality private providers of HE that may seriously compromise the interests of the recipients. The latter is found to be attracted by dishonest publicity from the former, while not possessing the right information about its credentials and quality (Bjarnason et al., 2009: 72). 
2.4 Corruption in Higher Education
The complexness and the multiple aspects of corruption phenomenon have led to different approaches by many authors in trying to define it. While acknowledging the difficulty of having a precise definition, Jan (2001: 73) asserts that these authors do agree on referring to corruption as “acts in which the power of public office is used for personal gain in a manner that contravenes the rules of the game”. According to this definition, only the public HE, as part of the public sector, is bound to be susceptible to corruption behaviours from its administrative and teaching staff. However, Osipian (2007: 315) argues that the domain of corruption in HE should include also private HE institutions. The main rationale would be that private university teachers, while giving non-merited positive grades to students in exchange for a bribe or based on kinship relations, commit corrupt practices as the public is deceived. Based on this approach, he gives an operational definition of corruption as “a system of informal relations established to regulate unsanctioned access to material and nonmaterial assets through abuse of the office of public or corporate trust”. According to this definition, the students’ selection and assessment, research, publishing, hiring and promoting faculty members, public funds and property management are the main domains of corruption in HE. The author notes that bribes in the process of students’ admission and assessment are most likely to occur in transition and developing countries (ibid.: 315-316). One of the main causes for this phenomenon is attributed to widening wage differentials between public and private sectors (Gorodnichenko and Sabirianova, 2007). Other important determinants include the discretionary power that HE teachers possess in the admission and assessment process facilitated further by weak control mechanisms (Osipian, 2007). However, as Weidman (2007) notes, student’s parents and relatives do also play a key role as they entice admission test administrators and teachers to accept their bribes in favour of university admission or better grades.
Corruption practices in HE bear important economic and social consequences. Heyneman et al. (2007) have argued that returns of HE are bound to diminish as the perception of corruption in education becomes significant. In addition, as universities built a reputation for engaging in corrupt practices, their rating in the labour market would suffer significant losses. This in turn impacts negatively their graduates as they find it more and more difficult to get a job given their ‘suspicious’ degrees. They go further by claiming that inefficiency occurs even when corrupt practices are based purely on favouritism or kinship, since HE institutions would suffer lower quality as ineligible students are admitted by their officials (ibid.). 
2.5 Quality in Higher Education 
The concept of quality is open to various interpretations as it entails different explanations to different people (Pounder, 2000). Likewise, the notion of quality in HE is regarded by many authors as being of an indeterminate nature (ibid.). Following this logic, Green (1994) gives six different approaches in defining the concept of quality in HE as follows:

1. The traditional concept of quality which is associated with the notion of providing a product or service that is distinctive and special, and which confers status on the owner or user. In higher education, it might equate to most people’s perception of Oxford and Cambridge Universities, both in terms of the distinctive and special student experience that they provide, and in terms of the graduate and research output.

2. Conformance to specification or standards. This approach gives all higher education institutions an opportunity to aspire to quality, as different standards can be set for different types of institution.

3. Quality as fitness for purpose. Exponents of this approach argue that quality has no meaning except in relation to the purpose of the product or service. For example, if the purpose of higher education is to provide an appropriately educated workforce, is the system as a whole providing the right number of graduates?

4. Quality as effectiveness in achieving institutional goals. This approach concentrates on measuring the quality in higher education at the institutional level. A high quality institution is one that clearly states its mission (or purpose) and is efficient and effective in meeting the goals that it has set itself. 

5. Quality as meeting customers’ stated or implied needs. This approach gives high priority on identifying customer’s needs (in this case the student) as a crucial factor in the design of a product or service.

6. The pragmatic definition of quality in higher education. The basis of this approach is that quality is a relative concept, that different interest groups or “stakeholders” in higher education have different priorities and their focus of attention may be different. For example, the focus of attention for students and lecturers might be on the process of education, while the focus of employers might be on the outputs of higher education.
            






(Green, 1994: 13-17)

Harvey and Green (1993) define quality as a process of qualitative change, that is, transformation. With regards to HE, they define transformation as enhancing and empowering students or developing new knowledge. Furthermore, Green (1994) also notes that the quality of education is to be approached in a relativist way since different interest groups have different views on it. To this end, she explains that the quality of education: “definition varies according to who is making the assessment, which aspect of the higher education process is being considered and the purpose for which the assessment is made” (ibid.: 114).
Lastly, quality in HE is viewed as having multiple dimensions that make it difficult to be measured by just a single indicator (Sahney et al., 2004). Following this logic, Cheng (1996 in Sahney et al. 2004: 148) defines quality of education (including HE) as:
…the character of the set of elements in the input, process, and output of the education system that provides services that completely satisfy both internal and external strategic constituencies by meeting their explicit and implicit expectations.
This definition of HE quality is based on systems theory which helps to understand any dynamic process consisting of three necessary elements: inputs, processes and output in a given environment (Sahney et al. 2004: 150). In HE, inputs refer to: “resources in the form of students, faculty, administrators, financial support and physical facilities among others” (Gupta, 1993 in Sahney et al. 2004: 152). Whereas, process is defined as: “a series of actions or operations leading to an educational end” (Divoky and Taylor, 1996: 174). Examples of processes in HE comprise: teacher training, teaching methods, learning, advising, evaluations etc. (Sahney et al. 2004). Finally, output refers to the final product which takes the form of educated people, research results and community service (Gupta, 1993 in Sahney et al. 2004: 152). 
As implied from above, the systems theory measures quality of HE in each of its three elements, that is input, process and output, by using respective indicators regarding each component of these elements. At the input level, widely used indicators are: cost per student, student-teacher ratio, class size and teachers’ academic background. Empirical evidence collected from different studies has shown that a decrease in cost per student followed by an increase in student-teacher ratio and class size would result in lower completion rates and results amongst observed students
 (Jenkins and Smith, 1993; Greenwald et al., 1996; Burtless, 1996). Empirical evidence regarding teachers’ academic background -student results relationship suggests that the latter is influenced positively by higher teacher academic experience (Hedges et al., 1994; Goldhaber and Brewer, 1996). At the process level, improvements and innovations in indicators such as: teaching methods and curricula are viewed as facilitating the teaching process while enhancing learning outcomes (Silver, 1999). At the output level, students’ completion rates and results are widely used to assess students’ level of acquired knowledge at the end of HE studies (Thomas, 2002; Miller et al., 1998). However, these two indicators are not regarded as the most accurate ones in evaluating students’ knowledge since they are influenced to some degree by corruption practices, teachers’ subjectivity, social promotion
 and grade inflation
 (Osipian, 2007; Sachs and Smith, 2008; U.S.D.E., 1999; Eiszler, 2002)
Chapter 3 
Research Methodology and Limitations
3.1 Research Methodology
This paper relied on qualitative research which involved the use of both primary and secondary data. Primary data was collected by conducting 12 semi-structured interviews with key representatives of Ministry of Education and Science, Non Government Organisations (NGO) dealing with higher education issues, Faculty of Economy, Faculty of Law and Faculty of Natural Sciences (see Table 3 below).
Table 3
 List of Interviewed Representatives
	Ministry of Education and Science
	· Two ex-officials of the Higher Education Policies Department

· Current official of the Finance Department 

· Current official of the Public Agency For Accreditation of Higher Education

	Non Government Organisations (NGO) 
	· A representative of a local NGO

· A representative of a foreign NGO

	Faculty of Economy
	· A senior member of the Faculty of Economy teaching staff

· Two members of the Economics Specialisation teaching staff

	Faculty of Law
	· Two members of the Law Specialisation teaching staff

	Faculty of Natural Sciences
	· A member of the Mathematics Specialisation teaching staff


The rationales behind this chosen research method were the following: (i) it would give an in-depth and detailed information regarding issues of access and quality of HE in Albania; (ii) the diversity of above mentioned informants would generate a variety of opinions that would enrich the discussion of different research topics and provide a more accurate answer to the research questions; (iii) the listed key informants were deemed as easy to access within the amount of time (6 July - 7 August, 2009) and resources allocated for fieldwork (Denscombe, 2007: 175).  
Secondary data collection and analysis included: a literature review of the main concepts pertaining to HE; Albania’s HE statistics collected from National Institute of Statistics (INSTAT), Ministry of Education and Science, Faculty of Economy, Faculty of Law and Faculty of Natural Sciences; official websites of some private universities; and other publications regarding HE issues in Albania. The secondary data contributed mainly in answering the second research question regarding the effects of enrolment expansion in the quality of education provided by HE system of Albania throughout the 2001-2008 period. To this end, this research used the system theory approach with the respective quality indicators (as described in section 2.5 of Chapter 2) to assess the quality of HE in Albania (see Table 4 below). This approach was seen as the most appropriate one as it relies mostly on elaboration of statistical data that would be relatively easy to access within the allotted time and resources for this research. 
Table 4
List of Quality Indicators used
	Input Level
	· cost per student

· student – teacher ratio

· teachers’ academic background

· students’ background 

	Process Level
	· teaching methods

· curricula development

	Output Level
	· students’ completion rate

· average grade obtained (final paper or exam)


The data concerning indicators at the input and process level such as students’ background, teaching methods, curricula development were collected by way of interviews from the three specialisations within the University of Tirana.


As hinted from above, this research used three specialisations (Economics, Law and Mathematics) offered by University of Tirana as case studies. The initial rationales for this choice were that University of Tirana is widely perceived as offering the best quality of education within the public HE system, while hosting the biggest share of students enrolled in this system (see Table 21 in the appendix). Furthermore, all three specialisations, while resulting with enrolment increases in 2001-2008, have experienced uneven patterns of enrolment throughout this period (see Table 22 in the appendix). The latter feature is particularly important since it allows a more in-depth investigation of the factors behind their diverging patterns, since the public HE overall enrolment pace observed in this period ‘hides’ this differences. In addition, this choice allows for much more insights in the issues of quality of education, especially at the process and output level, which would not be possible with a broader choice of specialisations (Denscombe, 2007: 36).

3.2 Limitations

The data collected from 12 semi-structured interviews might not be fully reliable since interviewees’ opinions might lack objectivity and consistency given their perceived different levels of knowledge on the topics discussed in the respective interviews. Moreover, the “interviewer effect” might have negatively influenced the interviewees’ responses, since the latter might not reflect the whole truth about certain topics discussed (Denscombe, 2007: 203). These doubts could not be clarified to some extent through validation with other research methods (i.e. triangulation), since the time and resources devoted for this research did not allow it. For instance, interviewees’ opinion about the magnitude of demand for study places in Albania’s public HE and in the three specialisations could not be verified with the relevant statistical data since the latter was irretrievable due to time-consuming bureaucratic procedures in accessing MoES archives. The amount of time allocated for this research also constrained gathering students’ opinions about indicators at the input, process and output level such as: admission procedures, teaching methods, teaching materials, evaluation of courses and grading. 
On a different note, this research purposely did not include in its objectives issues of governance in HE that affect quality such as: level of academic freedom, model of governance, rights and responsibilities, staff selection criteria and procedures, funding mechanisms and accreditation. The reason would be that it would extend the scope of the research beyond the requirements of this paper. 


As a result of the above mentioned limitations, some conclusions of this paper lack the needed extra evidence that would fully warrant them. Moreover, it does not allow for extending the case studies’ results to other specialisations within the public HE and for providing recommendations to the policy-makers in Albania’s HE field. 
Chapter 4 
The Politics of Access in Albania’s Higher Education System and Institutional Shortcomings
This chapter analyzes the factors behind enrolment patterns in Albania’s HE system throughout the 1992-2008 period and the consequences of enrolment expansion occurring in the 2001-2008 period on the quality of education provided by this system. Section 1 focuses on the factors behind the low enrolment patterns in public HE during the 1992-2000 period. Section 2 analyzes the factors that led to the enrolment expansion in the 2001-2008 period. It also seeks to find out whether Albania has developed a mass HE system. Section 3 assesses the general effects of enrolment expansion on the public HE quality at the input level. Private HE developments discussed in section 4 aims to complement the analysis of factors behind the enrolment expansion in Albania’s HE system as a whole. It also assesses the likely interactions with the public HE and its quality of education. Section 5 discusses the causes of corruption in Albania’s HE system and assesses its effects on the quality of HE in Albania. 
4.1 Low Enrolment Pace: A Policy Dictated by “Elitism” or by Constraints? 
The pattern of net enrolment in public HE in Albania for the 1992-2000 period has been quite irregular. As depicted in Table 5, significant decreases occurring in academic years 1993-1994 and 1997-1998 were the main cause for this atypical pattern, which coincide with two important events, namely, the regime change during 1990-1992 period and the economic crises and social disorders of 1997 following the collapse of the pyramid schemes
.
Table 5
 Admission Quota in Public HE for the 1992-2000 period
[image: image4.emf]1992-1993 1993-1994 1994-1995 1995-1996 1996-1997 1997-1998 1998-1999 1999-2000

Full Time 6.013 3.653 3.062 3.918 5.102 5.513 6.127 6.167

change (in %) … -39,2 -16,2 28,0 30,2 8,1 11,1 0,7

Correspondence 4.050 1.400 1.511 2.648 3.105 1.645 1.263 992

change (in %) … -65,4 7,9 75,2 17,3 -47,0 -23,2 -21,5

Total 

10.063 5.053 4.573 6.566 8.207 7.158 7.390 7.159

change (in %)

… -49,8 -9,5 43,6 25,0 -12,8 3,2 -3,1

Academic Year


Source: INSTAT (2009)

As the representative of a foreign NGO claimed, these events were marked by high waves of migration for economic and safety reasons. Indeed, King and Vullnetari (2003) estimated that during the 1991-9993 and 1997-1998 periods around 300,000
 and 70,000 Albanians respectively migrated illegally to countries such as Greece, Italy, Germany and UK. The interviewee explained that secondary school graduates were featuring prominently within these migrating contingents as they were mostly “forced” to migrate abroad given their families’ weak economic situation and very low employment prospects in their homeland. The rest saw migration as an opportunity to pursue university studies in those countries where the quality of education was perceived as being superior to what Albania’s public universities offered during that period. 
However, as the current official of the Ministry of Education and Science (MoES) claimed, Government of Albania (hereinafter referred to as “government”) imposed admission quota for all the specialisations offered by public universities throughout this period. The representative of a foreign NGO listed as one of the reasons for this policy the much needed revisions of inherited curricula from the communist regime which required subsequent teacher training, thus requiring a considerable time to achieve. Furthermore, public HE system in Albania suffered a rising “Brain Drain” effect whereby public university teachers migrated towards western countries for reasons such as: higher wages, better working conditions, relative political stability and also seeking better education for their children. This effect was more evident after 1992 and 1997 events described above (see Figure 2 below). In addition, these teachers profited from short and medium term courses offered at that time by western universities to settle and work there after completion (Mema, 2004). 
Figure 2
 Full Time Teacher Dynamics for the 1992-2000 period
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Source: INSTAT (2009)
Finally, as one ex-official of MoES noted, government did not possess enough financial resources to maintain the existing infrastructure and expand it further since the budget constraints throughout the first years of transition were significant. 

A quite different explanation for the overall low enrolment patterns observed in this period was given by the two ex-officials of MoES. They claimed that the reasons behind these overall low enrolment rates are to be found in government’s “elitist” approach to public HE. One of them noted that: “since higher education was not compulsory in Albania, there was no formal obligation for the public universities to enrol each and every student that graduated from secondary education”. Moreover, he explained that policy makers of that time were of the opinion that granting more study places would create a contingent of highly knowledgeable unemployed people given the low labour market demand and already high unemployment rates at that time. 
Nonetheless, the restrictive enrolment policy argument fails to explain the sudden decreases in enrolment with their negative effects in subsequent years as demonstrated in the Table 3 above. Thus, the admission quotas imposed by the government as a result of its lack of financial and human resources accompanied by increasing migratory patterns observed during these years provide a more plausible explanation for the low and erratic enrolment patterns observed during the 1990s. 
4.2 Enrolment Expansion: An Autonomous Decision or a ‘Forced’ One? 
Academic year 2001-2002 marked the start of an impressive enrolment expansion in Albania’s public HE resulting in an overall triplication of enrolled students in 2007 compared with 2000 (see Table 6). 
Table 6
Admission Quota in Public HE for the 2000-2008 period

[image: image6.emf]2000-2001 2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008

Full Time 6.537 7.389 9.642 11.297 13.803 18.508 20.279 22.132

change (in %) … 13,0 30,5 17,2 22,2 34,1 9,6 9,1



Part Time 1.099 0 330 5.181 8.755 7.155 4.186 0

change (in %) … -100,0 n.a. 1470,0 69,0 -18,3 -41,5 -100,0

Total 

7.636 7.389 9.972 16.478 22.558 25.663 24.465 22.132

change (in %)

… -3,2 35,0 65,2 36,9 13,8 -4,7 -9,5

Academic Year


Source: INSTAT (2009)
Table 7 below provides enough evidence to state that, on the second half of the 2001-2008 period, Albania’s public HE system has developed in to a mass HE one. Indeed, as Trow (2005) classified it, the percentage of age cohorts starting full time public HE in Albania is comfortably within the 16 to 50 percent interval. Although there is no official data concerning the enrolled students’ economic and social background throughout this period, one would expect that the development of mass HE system would result with more students from the middle and lower strata enrolling in Albania’s public HE. This judgment is aided by the level of economic development which has seen Albania rank amongst the lower middle income countries throughout this period, according to World Bank’s Country Classification
. 

Table 7
The Share of Age Cohorts enrolled in Public HE for the 2004-2008 period
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Pupils enrolled in primary education for the first time

10

70.433 76.223 77.435 73.256

2004-2005 2005-2006 2006-2007 2007-2008

Enrolled students (net) in Public Higher Education (Full Time) 13.803 18.508 20.279 22.132

Percentage of age cohort enrolled in Public HE 

19,6 24,3 26,2 30,2

Academic Year

Academic Year


Source: INSTAT (2009) 
As claimed by many interviewees, increasing demand for HE from families provided an important “push” factor for government to increase significantly the admission quotas throughout this period. One of the factors behind this high demand is to be attributed to the political and economic stability observed at the beginning of 2000s which favoured a stable and high economic growth. This in turn provided more incentives for Albanian families to stay in their country instead of migrating abroad. As a result, families demanded more access on public universities for their children since they held a traditional view that HE is the only way to achieve a better future. In this regard, some interviewees noted that vocational secondary education was not viewed by much of the population as a near equal alternative to HE. Indeed, as Figure 3 shows, the percentage of students graduating from vocational secondary schools was way lower than that from general secondary schools throughout the 1995-2007 period.
Figure 3
 Proportion of students graduating from general and vocational secondary schools against total for the 1995-2007 period
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Source: Own elaboration based on INSTAT data
Then again, favourable and stable economic and political conditions contributed to an increased size of the private sector which in turn created a demand for specialists with HE degree. This provided another “push” factor for government to raise the admission quotas. According to the current official of MoES, the mounting pressure to increase the average years of schooling of Albanian citizens from International Organizations such as: World Bank, European Union (EU) etc. served as an additional “push” factor. He claimed that this indicator had dropped significantly from 12.5 years in 1990 to 8-9 years at the end of 1990s. In the absence of years of schooling figures for this period, the net enrolment rates in secondary education provide a partial evidence for this claim. As can be seen from Figure 4, the net enrolment rate for the 1990-2001 has been hovering at relatively low level of 61 percent, thus providing a rationale for the lowering years of schooling throughout this period. An additional rationale is to be found on the low and erratic enrolment rates in public HE discussed in section 4.1 of this Chapter.
Figure 4
 Secondary Education Net Enrolment Rate for the 1990-2001 period
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Source: Own elaboration based on INSTAT data
However, some interviewees hold the view that an important factor for this enrolment expansion was government’s disposition to reach EU indicators in many areas, including HE. Stable economic development throughout this period, as mentioned above, improved government’s fiscal position, thus more resources could be allocated to public HE system (more details given in section 4.3 of this Chapter). This pull “factor” was also mentioned by Hatakenaka and Thompson (2006) while they criticized the apparent lack of thorough analysis behind government’s plan to expand public HE enrolment in the future.  The senior member of the Faculty of Economy teaching staff went further by claiming that government also aimed to decrease unemployment figures with this policy, given that students are not counted as unemployed in official statistics while they pursue university studies. 

In concluding this section, it could be said that a mixture of “push” and “pull” factors was likely to drive the enrolment rates up in Albania’s public HE and achieve mass HE levels throughout the 2001-2008 period. On one hand, increased demand for HE by families, mounting demand from private sector for specialists with HE degree and international pressure to increase national average schooling years might have pushed government to raise the enrolment quotas significantly over the period. On the other hand, government’s predisposition to achieve HE indicators according to EU benchmarks and favourable economic conditions might provide additional rationale for the observed enrolment pattern throughout this period. Nevertheless, the opinion which sees government using enrolment expansion as an “unemployment mitigation” tool is not to be dismissed entirely just because there is an enormous difficulty to obtain enough evidence related to it.
4.3 Enrolment Expansion Effects on the Quality of Public Higher Education at the Input Level
4.3.1

Students’ Quality at the Entry Point: Do Admission Criteria Promote or Hinder?

Albania has a relatively short public HE experience starting with the establishment of few separate HE institutes right after the end of WWII. These institutes later merged to establish the first public university, University of Tirana, in 1957. Nonetheless, students had to undergo four different admission procedures in order to enrol in public universities since their inception. First, under the dictatorial regime (1945-1991), admission decisions were centralized and based on the overall average grade obtained in the secondary education and the political background of student’s family. Furthermore, as one ex-official of MoES noted, the notion of admission quota was introduced in this period and it was based on the logic of central planning whereby Universities would ‘produce’ a planned number of graduates in different fields that would fit perfectly the planned needs in each sector of the economy. The “unorthodox” political background of the student’s family meant that even if the student had a very good average grades, he/she was not entitled to pursue university studies. However, as Hagelund (2001) notes, the average grade rule was not strictly applied since students that had close ties with the ruling party top officials profited more in terms of HE access.  
After the collapse of the dictatorial regime in 1991, the government that came into power devolved full responsibility to universities in selecting the students for a study place in their specialisations. According to Hagelund (2001), the main rationale for this radical shift was to reinstall equality for all students, since sticking with the previous format would have provided too much room for favouritism, bribery and wide use of forged secondary education diplomas. Thus, universities designed and administered admission tests that would focus mainly on the knowledge pertaining to the specific faculty profile. Over time, as another ex-official of MoES pointed out, this admission test format proved to devalue the importance of secondary education studies. Indeed, students graduating from the secondary schools were keen on focusing only on subjects that were directly connected with their preferred university specialisation. In addition, they had to study materials provided by faculties as preparation guide for the test, which were not part of secondary education curricula. As a result, the quality of education in secondary schools deteriorated and this was confirmed by OECD’s Program for International Student Assessment 2000
 which ranked Albania as last with regards to students’ performance in secondary education.
The negative effects that this admission test format had on the quality of the secondary education system coupled with increasing rumours for corruption practices involving faculty teaching staff members compelled the government to shift gears in 1998. The new admission test consisted of a multiple choice test where 60 percent of the questions were designed centrally by MoES structures, based on general knowledge acquired in secondary education. The remaining 40 percent was left to universities and consisted of questions related to their specific specialisation fields. However, the administration of the test itself remained with the universities which did not help much in diminishing rumours about corruption in this process. During the first years of enrolment expansion, the number of students competing for a study place in a university specialisation increased considerably. Therefore, given the admission quota imposed for each specialisation, the number of students that eventually did not get a study place became quite significant. One one hand, there were increased corruption allegations from those students and their families towards teaching staff of faculties. On the other hand, it increased the incentives for a category of students to offer bribes to teaching staff involved in the preparation and administration of the admission tests. The rumours and allegations about corrupt practices were in a way materialized in 2005, when a local TV channel proved that the University of Tirana’s Law Specialisation admission test was sold to students for a considerable amount of money one day before the test itself.
According to most interviewees, the above mentioned event provided enough incentives for government to change the admission procedure yet again. Consequently, the State Matura (SM) was introduced in 2006 which consisted of four exams designed to test the knowledge acquired throughout the 4 years of secondary education studies in mathematics (compulsory), literature (compulsory) and two other optional subjects. According to the merit-preference method used, the overall score of the exams (merit) was used to determine the specialisation in which the student was going to attend his/her studies (preference). The latter was based on a ranked preference list of specialisations chosen by the student and admission quota for those specialisations. This new format was totally designed and administered by MoES structures, thus leaving universities with no influence at all in this process. Even though it was not possible to gather information on the chosen model for the SM, it may have relied on the “Matura” and “Abitur” formats used by Austria and Germany respectively as a step towards accessing their HE system (Buber, 2001). According to some interviewees, even though the SM did manage to significantly diminish rumours and allegations of corruption, it created problems in the administration of the exams. They claimed that lax surveillance measures during exam days in remote areas of Albania may have resulted in students with average grades or worse throughout the secondary education studies scoring very high in the SM exams. Furthermore, as a member of the Economics Specialisation teaching staff pointed out, the scoring and assignment system of SM has resulted in students enrolling in specialisations where they do not have adequate knowledge on the main subjects they were based on (for example, mathematics in Economics Specialisation).

In conclusion, there were allegations that the above mentioned admission formats used in accessing public HE in Albania, in one way or another, have breached the fairness and equality norms which they purported to achieve. Moreover, they also have significantly diminished the importance and quality of secondary education throughout the first decade of transition. Related to the wider debate about admission procedures, it seems that admission procedures during communist times and the decade after it have contributed to knowledge waste since the ‘rejected’ students’ academic and learning potentials were not maximized, while at the same time there was no wider peer to peer learning opportunity for the ‘lucky’ ones. Even though the potential knowledge waste may have been diminished throughout the enrolment expansion period, the admission procedures in general seem to have misallocated a significant number of students in specialisations they were unsuited to, because of its overemphasis on past knowledge acquired in secondary schools. This was particularly noticeable in the case of the SM where it was perceived that there were many cases where students were assigned to specialisations in which they would not perform at their best throughout their study period.    
4.3.2

Government’s Resource Provisioning: Keeping or Lacking Pace with Enrolment Expansion?
This section takes in to analysis the pace of some key quality indicators which will help to assess the quality of Albania’s public HE at the input level during the enrolment expansion period. As depicted in Table 8 below, total budget expenditures for the public HE system in 2008 have more than doubled compared to 2002. Moreover, the increase was always positive in real terms throughout this period. However, by calculating those figures in per student terms the trend is quite different. Indeed, the cost per student indicator
 shows a declining trend over the period, hinting that less financial resources were devoted to teachers’ expenses such as: wages, hiring, training etc. (see Figure 5 below). This is justified by the fact that the bulk of current expenditures for public HE goes for teacher related expenses. Furthermore, the investment expenditures really began to increase in a meaningful manner starting from 2006. This means that the government failed to anticipate from the beginning the need to expand universities’ infrastructure in order to adequately absorb the enrolment increase. This is particularly important given that investment projects in infrastructure expansion usually require more than one year to be completed.
Table 8
 Actual Budget Expenditures of Public HE for the period 2001-2008 (in thousand Albanian Lek (ALL))
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Source: Ministry of Finance (2009)
Figure 5
 Cost per Student in Public HE for the 2002-2007 period
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Government has increased the number of teachers for the public universities throughout 2001-2008 period as illustrated by Table 9 below. Nevertheless, it failed to maintain a rather constant student – teacher ratio over this period. The ratios shown in Figure 6 demonstrate an increasing trend for both the total number of teachers and for those who were engaged on full time basis. The latter ratio, while increasing threefold in 2007 compared to 2000, deserves a special attention since full time teachers perform most of the lectures. Moreover, the student-full time teacher ratio resulting in 2007 (37,4 students) was way higher than the average one (16 students) for OECD countries
 for year 2006 (OECD, 2008). The substantial increase of the student-full time teacher ratio during this period bears with it some negative effects. First, it provides lesser opportunities for students to interact with their teachers during lectures where questions and comments are ‘left’ to a handful of students given the large class size and the time allowed. Furthermore, a member of the Economics Specialisation teaching staff complained that nowadays she has to lecture in classes with 100 students in it and the opportunity to test their knowledge on a continuous basis is significantly constrained. As a result, if one adds the increased workload factor stemming from the high student – full time teacher ratio to the larger classes to “handle” factor, the likely result would be that the performance of full time teachers has deteriorated throughout this period.  
Table 9
 Teaching Staff dynamics in the Public HE for the 2001-2008 period
[image: image12.emf]2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008

Teachers (Full Time) 1.716 1.699 1.750 1.854 1.963 1.969 2.192

change (in %) … -1,0 3,0 5,9 5,9 0,3 11,3

Teachers (Part Time) 1.569 1.608 1.932 2.094 2.717 2.448 2.779

change (in %) … 2,5 20,1 8,4 29,8 -9,9 13,5

Total 3.285 3.307 3.682 3.948 4.680 4.417 4.971

Academic Year


Source: INSTAT (2009)
Figure 6
 Student-Teacher Ratios in Public HE for the 2000-2007 period
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Regarding full time teachers’ salaries, government has increased its average levels during the period 2001-2009 (see Table 10 below). The most significant increase has occurred in 2005 (38.2 percent) as a result of a general strike organized by the teachers’ union. As the interviewee from a foreign NGO explained, the reasons for this strike were the current low wage levels and the increase in teaching workload for full time teachers. The latter reason, in particular, had to do with government not providing the needed extra full time teachers to cope with the ever increasing number of students enrolled, while increasing the workload of existing ones. However, the public teacher’s wage levels were still perceived to be much inferior as compared with the private sector.  Indeed, one interviewee from the Economics Specialisation teaching staff claimed that the private universities paid 6 to 10 times more than the public ones. Thus, it is likely that the wage levels full-time teachers earned over this period may have played a negative role on their teaching performance.
Table 10
 Average Wage for Full Time Teaching Staff of Public HE in Albania for the 2001-2009 period
[image: image14.emf]2001 2002 2003 2004 2005 2006 2007 2008 2009

Average Wage 37.267 41.043 42.890 44.348 61.273 62.803 67.625 75.462 78.008

% change … 10,1 4,5 3,4 38,2 2,5 7,7 11,6 3,4

Fiscal Year


Source: MoES (2009)
As Table 11 below demonstrates, the share of full time teachers against the total has shrunk steadily throughout the period. Thus, it provides further evidence that government was not able to fulfil the additional needs with full time teachers, hence it tried to fill the gap by hiring more part time teachers. By looking closely at the academic qualifications of these part time teachers throughout this period, data illustrates a strong tendency to rely more and more on the ones with the lowest rank in terms of degrees and titles, that is Assistant Pedagogue and without degree and title. This is particularly visible in the last three academic years where the share of these two categories of part time teachers put together against the total number of part time teachers was more than 50 percent.  In spite of the fact that possessing a degree or title is not the only factor for being a good teacher, it surely plays an important part in teachers’ overall knowledge and skills. Moreover, their level of preparation and dedication could be constrained to some degree, given that most of them would be engaged in working on full time basis either in the public or private sector. Even though part time teachers were involved most of the time in workshops, as the senior member of the Faculty of Economy teaching staff explained, it is very important to have skilful and competent teachers that can clarify issues arising from lectures and give practical examples, perform exercises and case studies related to lectures. Therefore, it can be implied that the quality of teaching provided by this contingent is questionable to say the least.
Table 11
Public HE Teaching Staff Composition and Academic Background for the 2001-2008 period
[image: image15.emf]2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008

Teaching Staff Full Time 1.716 1.699 1.750 1.854 1.963 1.969 2.192

% of Total 52 51 48 47 42 45 44

with Degree:

Professor

250 249 239 308 303 293 358

Assistant Professor

303 328 334 340 342 311 354

Pedagogue with Doctorate

268 233 238 242 242 302 327

Pedagogue without Doctorate

339 358 335 351 368 382 451

Assistant Pedagogue

542 524 593 604 704 678 701

with Title qualification:

Leader Scientific Researcher

3 4 5 3 3 2 1

Master Scientific Researcher

6 3 6 6 1 1 0

Assistant Scientific Researcher

5 0 0 0 0 0 0

Teaching Staff Part Time 1.569 1.608 1.932 2.094 2.717 2.448 2.779

% of Total 48 49 52 53 58 55 56

with Degree:

Professor

134 122 133 141 169 143 166

Assistant Professor

74 87 118 122 133 136 151

Pedagogue with Doctorate

239 240 149 190 160 198 210

Pedagogue without Doctorate

459 648 912 937 570 177 572

Assistant Pedagogue

492 499 602 684 900 1.078 1.283

without Degree and Title

171 12 18 20 785 716 397

Total 3.285 3.307 3.682 3.948 4.680 4.417 4.971



Academic Year


Source: INSTAT (2009)
Financial incentives for students, especially those entering for the first time in universities, provided by the government have changed over the 2001-2009 period. Throughout its entire existence, the public HE system has hosted a category of students with scholarships paid for by government. After the regime change, scholarships
 were assigned mainly to: (i) excellent students graduating from secondary schools; (ii) students that come from poor families; and (iii) students that enrol in specialisations with low demand. Several conversations with financial officers from the MoES and selected Faculties revealed that the biggest share of scholarships lies with the students who are economically disadvantaged. This share is likely to have increased with the enrolment expansion reaching mass higher education levels as explained in section 4.2 of this Chapter. Based on this perception and on the fact that the scholarship expenditures per full time student have decreased almost three fold in 2007 compared with 2002 (see Figure 7 below), it is very likely that the scholarship awards for this category of students have shrunk over the same period. On the other side of the findings, there has been a steady increase in tuition fees level over this period as depicted by Table 12. 
Figure 7
 Scholarship Expenditures per Full Time Student Ratio for the 2002-2007 period
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Source: Own elaboration based on Ministry of Finance and INSTAT data
Table 12
 Tuition Fees for Newly Enrolled Students in the selected specialisations for the 2000-2009 period (in ALL)

	 Specialisation
	Academic Year

	
	2001-2002
	2002-2003
	2003-2004
	2004-2005
	2005-2006
	2006-2007
	2007-2008
	2008-2009

	Economics
	2.500
	7.000
	7.000
	10.000
	10.000
	25.000
	25.000
	25.000

	Law
	
	
	
	
	
	30.000
	30.000
	30.000

	Mathematics
	
	
	
	
	
	15.000
	15.000
	15.000


Source: MoES (2009)
As the official of MoES pointed out, government has gradually moved away from a virtually “free” HE policy followed in the 1990s to a cost-sharing policy during 2000s. This policy shift could be understood as a measure to cope with the enrolment expansion, given the likely budget constraints that a lower middle income country such as Albania would face. However, government still provides the biggest share of the total budget for public HE (see Table 13 below).
Table 13
 Public HE Budget (plan) for 2005-2009 (in thousand ALL)

	 
	Fiscal Year

	 
	2005
	2006
	2007
	2008
	2009

	Government Support
	3.689.162
	3.623.140
	4.320.797
	4.910.800
	7.213.000

	% of Total Budget
	79,3
	70,7
	68,6
	71,7
	76,2

	Own Revenues

	963.707
	1.502.000
	1.979.160
	1.935.200
	2.252.000

	% of Total Budget
	20,7
	29,3
	31,4
	28,3
	23,8

	Total Budget
	4.652.869
	5.125.140
	6.299.957
	6.846.000
	9.465.000


Source: Ministry of Finance (2009)
Furthermore, the tuition fees were uniform for all specialisations until 2006 when government decided to move to a differentiated approach. This approach, as the current official of MoES explained, was mainly based on the demand level for each specialisation. But at the same time, he claimed that these tuition fees were far less if compared with those levied by private universities. This claim was confirmed by an inquiry of some private universities’ official websites which revealed that their tuition fees level was on average 10 to 16 times higher than the public ones. However, this policy might have had an “exclusion” effect for some students belonging to the poorer sections of the population who wished to enrol in public HE, especially in those highly demanded specialisations. This effect might have been aided further by declining scholarship per student expenditures in the latter part of the period.
In concluding this section, it can initially be said that government’s efforts at the input level have not been enough to accommodate in a due manner the rapid growth of students pursuing public HE studies during the period 2001-2009. On one hand, budget expenditures for investment purposes really started to pick up at the end of the period, thus not providing enough means for increasing infrastructure capacities to cope with enrolment expansion. On the other, the cost per student decrease and the increasing student-full time teacher ratio may have led to bigger class sizes, relative lower wages and increased workload for full time teachers. This in turn, may have contributed negatively in the students’ learning process and full time teachers’ performance. Moreover, government has relied mainly on hiring part time teachers with fewer academic credentials, thus not taking into account their limited potential for quality teaching. Furthermore, government has introduced a cost-sharing policy from the start of 2000s as a measure to tackle the additional costs of enrolment expansion. This policy combined with a smaller “purse” allocated for scholarship purposes might have prevented access to public HE to some students coming from poorer sections of the population, especially in “high demand” labelled specialisations. 
4.4 Private Higher Education in Albania: Quality Enhancer or Diluter? 
The provision of HE by the private sector in Albania has quite a recent history. The legal basis for its existence was laid down by the Law on HE in 1999. Three years after, the first private university was established in cooperation with a foreign private university. However, the real expansion began after 2005 and currently there are 32 private universities offering mostly bachelor and master degrees (see Table 14 below).
Table 14
 Enrolled Students (gross) in Private HE for the 2003-2008 period

	 
	Academic Year

	
	2003-2004
	2004-2005
	2005-2006
	2006-2007
	2007-2008

	Total Gross Enrolment
	405
	983
	1.692
	4.079
	9.506


Source: INSTAT (2009)

As the representative of a local NGO claimed, this expansion is to be explained by the excessive demand for HE studies during 2000s which provided the right incentives for private entrepreneurs to engage actively in establishing private universities. He went further by explaining that this process was aided in a way by the state since it provided a perfect policy instrument to ease off the mounting pressure to enrol in public universities. Nonetheless, the last statement should not be taken entirely for granted, since a considerable portion of the newly enrolled students in private universities may be non-age cohorts graduating from secondary education. Indeed, one ex-official of MoES pointed out that private universities ‘attracted’ a significant number of students ranging from 25 to 45 years old, since they were not given a chance to study full time in public universities with the actual SM rules
. One ex-official of MoES provided two further factors that would explain this expansion: (i) more and more families could afford to pay for their children to study in private universities; (ii) the SM with its merit-preference system could allocate students in specialisations which they do not prefer, hence they decide to enrol in their preferred ones offered by private universities. Even though there were some differences of opinions regarding the age composition of student body enrolled in private universities, its share of age cohorts reinforces further the argument that Albania has developed a mass HE system in the latter part of 2001-2008 period. 

Most of the interviewees were of the opinion that many of the private universities have managed to ‘attract’ (and still do) mainly low performing students from secondary education that can afford their relatively high tuition fees. They went on by claiming that most of these students did not manage to get a full time study place in public universities due to their low admission test scores. The representative of a foreign NGO went further by stating that: “the aim of most of the students enrolling in private universities is to literally buy the diploma, instead of earning it”. Following this logic, the private entrepreneur had to satisfy these preferences or else he would lose out since the student would eventually enrol in another private university. Thus, some private universities may be very much tempted to concentrate on short-term gains to their investment rather than on long-term ones. This “unorthodox” behaviour on behalf of private universities might have been facilitated by rather lax control mechanisms that the state has put in place. To this end, the Public Agency for Accreditation of Higher Education has only evaluated and accredited private universities’ programs during 2005-2008 period
. An official of this agency stated that a comprehensive evaluation of public and private universities, first of its kind in Albania, is planned to be conducted in the latter part of 2009. She explained that a renowned foreign evaluation company will be selected to carry out this evaluation. 
As hinted above, private universities seem to offer almost the same specialisations as public HE. This choice may have come not only as a result of excessive demand for those specialisations in public HE, but also as a strategic option which aimed at creating a teaching staff in a very short period by engaging public university teachers on full or part time basis. Most of the interviewees seemed to agree that the financial incentives provided by the private universities have proven to be a decisive factor in hiring a number of public university teachers while most of them have engaged themselves on part time basis
. This in turn may have contributed to some negative implications for the public universities since private universities tend to hire full time public university teachers with experience which are difficult to replace in the short run. Whereas the perceived widespread involvement of public university teachers with private universities on part time basis might have provided less time devoted for other core duties such as research. 
In hindsight, it should be emphasised that the private HE in Albania has had a short experience to date. Its involvement was viewed as easing off the enrolment pressures and resource constraints on the public HE. However, private universities seem to have ‘lured’ renowned full time teachers of public universities on full or part time basis, thus it might have contributed negatively on the latter’s quality of education. On a different note, many of them were perceived to host lower quality and non-age cohort students that can afford their relatively higher tuition fees. Furthermore, the lack of efficient oversight and regulation from state authorities may have led to the proliferation of some low quality private universities acting as “diploma mills”.

4.5 Corruption in Albania’s Higher Education System: Perceived Causes and Likely Consequences
Corruption has been a common phenomenon in Albania since it was occupied by the Otoman Empire during medieval times. During the dictatorial regime, the prevailing form of corruption involved the exchange of favours which for most of the time did not involve money. After the regime change at the beginning of 1990s, corruption became a widespread phenomenon while changing its form into bribery and monetary payments. It received a further ‘boost’ after 1997 as the collapse of pyramid schemes severely damaged the legitimacy of the state and its institutions (SIDA, 2007). Indeed, the Corruption Perception Index measured by Transparency International (TI) has classified Albania throughout the most of 2000s amongst the countries where corruption is perceived as rampant
 (see Table 15 below).
Table 15
 TI's Corruption Perception Index for Albania during 2002-2008

	 
	Year

	 
	2002
	2003
	2004
	2005
	2006
	2007
	2008

	Rank
	81
	92
	108
	126
	111
	105
	85

	Number of Countries Surveyed
	102
	133
	146
	158
	163
	179
	180

	Score
	2,5
	2,5
	2,5
	2,4
	2,6
	2,9
	3,4


Source: Transparency International www.transparency.org 
However, three surveys conducted by TI in 2004, 2006 and 2007 in Albania, aiming at quantifying perceptions about corruption in its main sectors, resulted in the education sector being amongst the least corrupted ones. Even when compared with the average scores of a pool of South Eastern European countries, the education sector in Albania resulted as being the least corrupted one (see Table 16 below). Nevertheless, it is worth mentioning that the level of perception about corruption in education sector has increased over time, from 2.1 in 2004 to 2.9 in 2007. Furthermore, it is likely that a considerable part of this perceived corruption in education sector might be owed to HE since it features an ever-increasing demand, admission criteria and greater opportunities for better paid jobs.
Table 16
 TI’s Corruption Perception Index regarding Albania’s main sectors for years 2004, 2006 and 2007
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Source: TI’s Global Corruption Barometer Report www.transparency.org 
*The score scale ranges from 1 (not at all corrupt) to 5 (extremely corrupt)
The main cause of corruption in public HE, according to most of the interviewees, is to be found in the low wage levels that teaching staff earned which in turn provides enough incentives for some of them to engage in corrupt practices. As mentioned in section 4.3.1 above, admission procedure in public HE is one of the areas in which perceptions and allegations about corruption have been frequently pointed out. Although government has changed the admission format several times to eliminate corrupt practices that engage university teachers, it has created new opportunities for secondary school teachers to engage in these practices. The other prominent area perceived as being subject to corrupt practices was the assessment of students. As some interviewees claimed, corrupt practices occur mostly in cases where students fail courses than when there are requests for higher grades at the upper end of the grading system. One member of the Law Specialisation teaching staff explained that those students who fail a course at their first attempt somehow ‘manage’ to pass it at their second attempt, thus raising a lot of doubts and subsequent allegations about corrupt deals involving university teachers. Furthermore, he claimed that the higher number of students enrolled in public universities have provided more opportunities for teachers to engage in corrupt practices. 

On a contrasting note, some interviewees stated that there might be many cases that do not involve bribes at all, but were based on acquaintance and close ties which were bound to occur often since Albania has a relatively small population. They go further by stating that there might be cases where there were relentless pressures imposed on teachers by student’s families which on the extreme end may have featured blackmailing and life threats. Pressed by these kinds of situations, teachers were more inclined to be lenient in their assessment, thus giving un-merited grades to this category of students.
Regarding the level of corruption in private HE, some interviewees were of the opinion that some private universities behaved in ways that accommodated the ‘expectations’ of their students. It was perceived that students in private HE institutions were assessed far generously as they were deemed as ‘clients’ that should be ‘satisfied’ with what they ‘buy’. As mentioned in section 4.4 of this Chapter, this behaviour might be facilitated by the lack of adequate and efficient oversight from the state.     

As these perceived corruption practices become more frequent in recent times based from people’s perceptions surveyed by TI (refer to Table 14 above), one is inclined to infer that the quality of education provided by both public and private HE was negatively affected. With students perceived as receiving un-merited grades and eventually graduate, concerns abound that public and private universities were turning into “diploma mills” throughout this period. The latter effect may have given rise to negative repercussions on Albania’s imperfect labour market. As the member of the Faculty of Economy teaching staff put it: “This category of students that graduates with fake diplomas are frequently encountered working in high profile public institutions as a result of close ties and corrupt practices”. This perception is quite the opposite of what is likely to be expected from these low quality diplomas as described in section 2.5 of Chapter 2. Moreover, these hiring practices may provide important disincentives for those students who wish to study and graduate with good or excellent results, as they may perceive that academic merits and skills do not play an important role in the hiring process.
Chapter 5 
Policy and Institutional Incoherence: A Case of Differentiated Outcomes?
This chapter compares and contrasts enrolment patterns and quality of education in three selected specialisations offered by the University of Tirana as follows: Economics Specialisation (Faculty of Economy), Law Specialisation (Faculty of Law) and Mathematics Specialisation (Faculty of Natural Sciences) for the 2001-2008 period. The aim is to assess the factors behind their different enrolment patterns and the quality of education they provided throughout this period, especially in terms of process and output indicators. 
5.1 Differing Enrolment Patterns: Was Demand the Only Factor?
Out of the three specialisations, Law Specialisation (LS) has experienced an approximately 8 times increase in admission quota for the 2008-2009 academic year when compared with 2001-2002 one (see Table 17 below). The main rationale for this considerable increase, as a member of the related teaching staff explained, is to be found on the high demand for this specialisation as its completion opens up broader and prestigious career opportunities. She pointed out that LS has been historically the most preferred by the students, although law-related studies were offered by other public and private universities. However, the modest increases at the first three academic years, as the other interviewee from the related teaching staff noted, were owed to the agreement during that period between the Faculty of Law and a World Bank project which aimed to revise the curricula and train the teachers to adapt to the new curricula and programs. He went further by explaining that during this process the admission quota had to be increased slightly as the current teaching staff could not handle knowledge acquiring trainings and teaching more classes at the same time. After this agreement ended in 2003, the admission quota was increased significantly in the following academic year 2004-2005 for full time studies, reaching 300 study places. During this year, part time studies were introduced for the first time in the LS where 220 students were enrolled. However, as the first member of LS teaching staff explained, this form of study was not applied in the subsequent three academic years as the whole public HE system underwent a general revision following the adherence to Bologna System. As this revision process came to an end in 2007, part time studies in the LS were reintroduced and eventually 350 students were enrolled. 
Table 17
 Admission Quota in the selected Specialisations for the 2001-2008 period
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Economics / Faculty of Economy

absolute 63 70 91 70 86 91 67 77

% change
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Mathematics / Faculty of Natural Sciences
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Source: MoES (2009)
By contrast, Mathematics Specialisation (MS) has had a rather modest admission quota increase compared to LS at the end of the period. As the member of the teaching staff of the Mathematics noted, MS has not been the first choice for most of the students that graduate from secondary schools, given the perceived narrower job opportunities that it creates. Given this reason, there was a quota removal for the academic year 2006-2007 which resulted in the highest number of students being enrolled (see Table 17 above). However, this quota removal did manage to mainly attract students which were on the verge of enrolling in a similar specialisation offered by two other Universities. He explained that the main rationales behind this choice were their perception about the superior quality of education offered by MS and the bigger job opportunities that a capital city like Tirana would offer. This policy had the effect of a double-edged sword: first, the authorities of the two Universities filed formal complaints to MoES claiming that their Mathematic Specialisations were on the brink of closure as there were very low or no students enrolled in that academic year; second, MS teaching staff in Tirana filed formal complaints since they could not handle properly this sudden and unusual increase of enrolled students. These complaints may have forced the Ministry of Education to withdraw its “free entry” policy and reinstate the admission quota for this specialisation in the following academic year.


Unlike Law and Mathematics Specialisations, Economics Specialisation (ES) has had a fluctuating admission quota pattern, resulting with a very slight increase at the end of the period. According to one member of ES teaching staff, the relatively narrow range of job opportunities provides an important rationale for the low number of students enrolled throughout the 2001-2008 period, even though this specialisation is only offered by the University of Tirana. However, when asked about the admission quota setting process, she explained that the Faculty of Economy proposed those quotas to MoES based on the specialisation’s teaching staff estimates of the market needs for such specialists which ranged between 60 to 70 students enrolled each academic year. While explaining the unusual pattern of enrolment demonstrated in this period, she claimed that MoES has exceeded this proposed figures in 2003-2004 and 2006-2007 academic years, but after negotiations with the Faculty those figures were lowered following the above logic. Nevertheless, these two main reasons behind the relative low enrolment figures and its unusual pattern over the period seem to contradict each other since the low demand for this specialisation does not justify at all the quota setting for this particular specialisation. Moreover, the admission quota estimated by the ES teaching staff was to a large extent an arbitrary one since it was not based on studies performed for this purpose. The likely explanation behind this abnormal enrolment pattern could be that the admission quota levels ‘predefined’ by the Faculty of Economy acted as a “barrier” for those students with low average grades obtained in the admission tests, bearing in mind the relative low demand for this specialisation.

In conclusion, it seems that the level of demand for the three specialisations has influenced to some extent the respective enrolment patterns observed throughout the 2001-2008 period. In the case of LS, high demand has contributed significantly in the substantial enrolment increase. Whereas, the perceived low demand for Mathematics and Economics Specialisations might not be the only factor for their relative low enrolment increases. Other factors such as: fear of hosting students with low admission test scores, overburdening teaching workload and fear of harming peer specialisations might have influenced the respective admission quota setting, hence enrolment patterns throughout this period.
5.2 Quality at the Input Level: A Case of Different Government Treatment? 
With regards to the quality of students at the entry point, one member of the LS claimed that LS had mainly ‘attracted’ students with very good results from the admission tests. This likely outcome could be owed to the combination of admission quotas, admission formats and the perceived high demand for this specialisation throughout this period. On the other hand, the quality of students enrolled in ES was perceived to have been negatively affected by the most recent admission format. Indeed, the two members from the related teaching staff were of the opinion that the State Matura has produced students that come in the ES with high scores obtained from its tests and during the first year of studies they struggle to get an average grade in most of the courses. In contrast to ES, MS seems have not been affected by the two admission formats, since it appears to have hosted relatively low scoring students from the admission tests during this period. As the member of the related teaching staff noted, the low demand as a result of narrow and non-lucrative job opportunities would provide the rationale for this kind of student quality. For this reason, government introduced financial incentives in the form of scholarships given to students that decide to pursue studies in this specialisation. The rationale for this policy, as the member of the MS teaching staff explained, is to be found first in the increasing demand for mathematics teachers to service the entire education system. Furthermore, those scholarships were mainly targeting students coming from lower income families, since they provided the biggest share of students’ composition throughout this period. 


Teaching facilities for the Economics and Mathematics Specialisations were deemed to be at a satisfactory level, according to interviewed teaching staff members. By contrast, LS appeared to have suffered a lack of teaching facilities in the latter part of the period when the significant enrolment expansion in this specialisation occurred. One member of the related teaching staff explained that the teaching process was conducted on shift basis where lectures and seminars would be performed also in the afternoon and evening time. Moreover, she confessed that: “even the facilities that once served for administrative and warehouse purposes were converted into classrooms in order to cope with ever increasing number of students enrolled”. According to the other member, the lack of facilities has given rise to overcrowding, especially for the lecture part of most of the courses. 


Teaching staff composition for the three specialisations, as depicted by Table 18 below, shows differing dynamics over the period. LS’s teaching staff has been ‘dominated’ by part-time teachers, except for academic year 2008-2009. Furthermore, the student-full time teacher ratio has been quite high in the latter part of the period. According to both members of its teaching staff, this abnormal full time – part time teacher ratio was due to two main factors. First, government did not provide increasing quota for the Faculty of Law to hire full time teachers throughout the 2001-2008 period, but did so only in the academic year 2008-2009. Second, there have been documented cases where renowned full time teachers have left the Faculty of Law for other more lucrative and renowned job positions in the public sector institutions such as: courts, prosecution offices, ministries, parliament etc. Whereas, ES, while suffering a lower number of full teachers compared to part time ones for most of the period, has managed to keep a relatively low student-full time teacher ratio. However, as the senior member of Faculty of Economy teaching staff explained, ES teaching staff were widely involved in lectures and workshops of general courses which all the specialisations of the Faculty of Economy should take during the first and second year of studies, thus increasing their teaching workload. Furthermore, he noted that some of the experienced teachers have left this specialisation for different reasons such as careers or job opportunities in politics, other public institutions, private businesses, private universities etc. Faced with this attrition rate, the Faculty of Economy had to recruit newly graduated students from abroad and within the ES itself on full and part time basis. Given their relative lack of teaching experience, different academic background and the large amount of time required to attain the needed skills, he was doubtful about their teaching performance and the subsequent quality of knowledge acquired by the students. On a similar note to that of ES, MS appears to have had a very comfortable student-full time teacher ratios over the period. But as noticed by the member of the related teaching staff, full time teachers of this specialisation teach courses in other specialisations within the Faculty of Natural Sciences, thus increasing their teaching workload. It was mainly for this reason that the enrolment peak of 2006-2007 was heavily opposed by the teaching staff as it resulted in overburdening teaching hours. 

Table 18
 Selected Specialisations’ Teaching Staff figures for the 2001-2009 period
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Full Time (Law)

30 30 32 31 32 31 30 58

Part Time (Law)

48 52 43 47 49 58 63 25

Student-Full Time Teacher ratio 

(Law)

12,8 13,4 14,1 21,9 27 35,5 54,3 30

Full Time (Economics)

n.a. n.a. 20 22 21 23 23 29

Part Time (Economics)

n.a. n.a. 15 16 25 37 27 28

Student-Full Time Teacher ratio 

(Economics)

n.a. n.a. 11,6 10,9 11,1 10,9 10,7 8,8

Full Time (Mathematics)

21 21 24 24 25 25 26 26

Part Time (Mathematics)

12 17 11 14 16 17 19 19

Student-Full Time Teacher ratio 

(Mathematics)

16,7 17,3 15,4 16,7 16,6 20 15,1 16,7



Academic Year


Source: Faculty of Natural Sciences (2009), Faculty of Economy and Faculty of Law of Tirana (2009)
To conclude this section, the admission format applied in the latter part of the 2001-2008 period seem to have negatively affected ES in terms of students’ quality at the entry point. Besides the format itself, this might be owed also to the relative lower demand that this specialisation have had in comparison with LS. Even financial incentives offered to students who decide to enrol in MS might have not succeeded in hosting higher quality students throughout this period. Enrolment expansion in the case of LS has resulted in insufficient teaching facilities and full time teaching staff. The latter has resulted in increased teaching workload for full time teachers and involvement of perceived low quality part time teachers. Even though the statistical data for Economics and Mathematics did show a low student-full time teacher ratio, the interviewee opinions revealed that their respective teaching staffs were very much involved lecturing either in other specialisations (Economics and Mathematics) or working part time in private universities or projects (Economics).
5.3 Quality at the Process Level: A Case of Too Much Workload?
Concerning curricula dynamics for the selected specialisation, Law and Economics Specialisations have developed their curricula throughout the 1990s and 2000s based on those of Western European universities. Meanwhile, the MS curricula did not suffer significant changes during this period, given that this specialisation falls within the natural sciences domain. However, as one member of the LS teaching staff explained, some of the course contents that this specialisation offers need constant updating of information as they were closely related with Albanian legislation changes, court cases and rulings etc. To this end, she claimed that this constant need to update and other related research work was the “Achile’s heel” of LS teaching staff. The main reason for these weaknesses would be the increased teaching workload that full time teachers had to attend in the latter part of the period as a result of the increased number of enrolled students. She blamed the time allocation that the MoES set for research related work, which was 30 percent as opposed to 70 percent that was to be devoted to teaching. On a similar note, the research process in ES may have been negatively affected by the increasing workload of its full time teachers during this period. But, besides the enrolment expansion factor, the member of the Faculty of Economy teaching staff added that most of the Faculty of Economy teaching staff (including ES) were engaged in teaching part-time in private universities and some of them were engaged in part time jobs in different projects or firms. Both members of the respective specialisations were of the opinion that MoES has altered the time balance between teaching and research in favour of the former. 

Teaching methods used by the teaching staff of the selected specialisations have changed to some degree throughout the period 2001-2009. As the two members of ES teaching staff explained, the format of student’s personal assignments has been modified from a formal submission and subsequent evaluation to an in-class presentation followed by discussion and feedback from the teacher. Furthermore, the group assignment methods were introduced in some courses with the aim to increase students’ skills while operating in situations that require group organizing and thinking. According to one of them, the distribution of grading between the above mentioned assignments complemented by a final exam have contributed positively in fairer and objective evaluation of students’ skills and knowledge, as opposed to the old fashioned final written exam. Similarly, one member of LS teaching staff noted that teaching methods such as personal assignments and essays for courses that are more theoretical in nature were introduced with the aim to sharpen students’ theoretical argumentation. Whereas, for courses that are more practical in nature, case studies were introduced as teaching method where the student or a group of students are graded for their practical and analytical skills. Nonetheless, the members of the respective two specialisations acknowledged that these teaching methods were widely used under workshop circumstances because the number of students was far less than during lectures. Dissimilar to LS and ES, the teaching methods used in the MS seem to have not changed that much throughout the period. While justifying it with the relative “rigid” nature of this specialisation, the member of MS teaching staff noted with regrets that the overwhelming part of the related teaching staff has yet to adapt to low performing students. He explained that these teachers might still bear some reminiscences of the communist regime where the teachers should teach on a proper manner only the good students. He claimed that this kind of behaviour does not help at all the students in improving their knowledge and skills, since they were not provided with the right opportunities to show their full potentials. 


In conclusion, the three specialisations seem to have established a solid curricula base throughout the 1990s and 2000s. However, the much needed contribution of full time teachers in updating it found lacking in the case of Law and Economics Specialisations. One of the likely reasons for this could be that the full time teachers of these specialisations were engaged much more in teaching as enrolment in their Faculties expanded, thus devoting lesser time for research. Teaching methods in the selected specialisations have improved throughout the period, resulting in different approaches to student assessment. Nevertheless, these assessments seem to be possible only under workshop conditions, where part time teachers were supposed to be teaching to a great extent. Thus, given their perceived lack of teaching experience, it may be possible that students’ learning and subsequent assessment would be negatively affected.
5.4 Quality at the Output Level: Was Enrolment Expansion the Only Factor?
In order to get an initial idea about the quality of students graduating from the selected specialisations within 2001-2008 period, data concerning their numbers for the last 5 academic years was collected. As it can be seen by Table 19 below, the completion rates were influenced by the number of students that repeat years and subsequently manage to graduate one year later or more than that. This was particularly significant for the LS. As one member of the related teaching staff noted, the reason for this phenomenon could be owed to the average pass or fail rate in the LS which does not exceed the 60 percent level throughout the 2001-2008 period. On the other hand, ES has had a better completion rate for the last five academic years. This finding was backed to some extent by the opinion of the member of the Faculty of Economy teaching staff who claimed that at around 70-75 percent of the total number of Faculty of Economy students manage to graduate in a given academic year within this period. However, he warned that only 40 to 50 percent of them might manage to graduate within the normal study period and those figures could be even lower if it was not for cases of corruption, favouritism and tolerance. Dissimilar to the other two specialisations, the completion rates for the MS were quite low, except for the academic year 2005-2006 in which the repeating students’ effect has definitively played a major role. The member of the related teaching staff gave two additional possible reasons, besides the perceived poor student performance. First, given their unfavourable economic conditions, most of the students might work either on part time or full time basis hence their divided attention may have negatively affected their scholastic performance. Second, many students coming from other urban and rural areas failed on purpose so that they would stay longer in Tirana and look for job opportunities.

Table 19
 Selected Specialisations' Completion Rates for the 2004-2009 period
[image: image20.emf]2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008 2008-2009

Newly Enrolled Students 

(Law)

110 125 151 520 307 359 629 758

Graduated Students 

(Law)

… … … … 171 199 330 328

Completion Rate 

(in %) … … … … 136,8 131,8 63,5 106,8

Newly Enrolled Students 

(Economics)

81 70 63 69 86 91 67 77

Graduated Students 

(Economics)

45 80 50 64 53 71 46 47

Completion Rate 

(in %) … … … 79,0 75,7 112,7 66,7 54,7

Newly Enrolled Students 

(Mathematics)

93 100 104 120 155 218 112 167

Graduated Students 

(Mathematics)

… … … 32 101 43 59 76

Completion Rate 

(in %) … … … 34,4 101,0 41,3 49,2 49,0

Academic Year


Source: Faculty of Natural Sciences (2009), Faculty of Economy and Faculty of Law of Tirana (2009)
The next step was to assess their grades obtained from their final paper or exam. Unfortunately, the collection of these grades for the graduated students of MS was not possible. As depicted by Table 20 below, the average grade indicator for the students graduated from LS shows a decreasing trend from 2005 to 2009. Moreover, the standard deviation for the average grades at the latter years was higher. In contrast to LS, the average grades of the students graduated from ES have a slight upward trend over the period. In addition, the average grade for the last academic year has been higher than the respective figure of LS, unlike the previous academic years. The average grades obtained by graduates of MS throughout the 2001-2008 period, according to the member of the related teaching staff, would fall in between the 6.5 to 7 interval. Thus, this average grade would be lower than the Law and Economics Specialisation ones. However, as a member of the LS teaching staff put it: “even the maximum grades should be judged with a dose of suspicion since there may be worth 7 or 8 in reality as a result of a great deal of subjectivity on the teachers’ side”. This phenomenon was perceived also by the other member of the ES teaching staff as she pointed out the ‘generosity’ of the teaching staff that assesses the final papers and exams. 
Table 20
 Grades obtained in the final paper/exam by Law and Economics Specialisation students for the 2001-2009 period
[image: image21.emf]2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008 2008-2009

No. of Students Examined 

(Law)

… … … … 171 199 330 328

Average Grade*

… … … … 8,61 8,14 8,21 7,34

Standard Deviation

… … … … 1,30 1,53 1,65 1,63

No. of Students Examined 

(Economics)

45 80 50 64 53 71 46 47

Average Grade*

7,49 6,59 7,80 7,76 7,36 7,77 7,77 7,96

Standard Deviation

1,70 2,54 1,29 0,91 1,23 1,34 1,38 1,32



Academic Year


Source: Faculty of Economy (2009) and Faculty of Law (2009)
*The lowest pass grade is 5 and the highest grade is 10
To conclude this section, the completion rates observed for the last five years of the 2001-2008 period seem to initially place LS with the best graduating students, while MS students fare as the worst. The frequent occurrence of repetition students and relatively low completion rates does not provide enough bases for claiming that there might be a case of social promotion in these specialisations. Further, the average grades assessed for this period would suggest that the enrolment expansion has played a negative effect in the case of LS. However, these grades, especially the higher ones, are not to be taken entirely for granted as they might be influenced by subjectivity from the part of teachers. Moreover, there might be a case of grade inflation, especially in the case of Law and Economics Specialisations.
Chapter 6 
Conclusions
Albania has been a late ‘developer’ with regards to expanding enrolment in HE and subsequently reaching mass HE levels after the fall of communist regime, as compared to most of the CEE countries. One of the factors for this ‘delay’ has been the lack of financial and human resources that compelled government to impose overall low admission quotas for public HE during the first decade of transition. This “low quota” policy has been facilitated to some degree by a relatively low demand following high waves of migration observed during this period. However, this trend was reversed at the beginning of 2000s as the relatively high demand for HE coupled with international pressure to increase schooling years may have ‘pushed’ the government in raising admission quotas. On a related note, government itself was perceived as being predisposed in increasing the admission quotas as it strived to reach related EU higher education indicators, while possessing more financial means to devote to public HE. The end result of this observed enrolment expansion was that Albania managed to reach mass HE levels in the latter part of 2001-2008 period. Nonetheless, as the three case studies revealed, mass HE may have been achieved mainly through expansion in specialisations that were highly demanded by the students and the labour market. Whereas, in those specialisations experiencing ‘low’ demand, the respective teaching staffs seem to have enjoyed “bargaining power” vis-à-vis the government which resulted in moderate or near absent increases in respective admission quota in this period. 
The achievement of mass HE system in Albania suggests a more democratized participation in public HE as more students from the middle and lower strata have had the opportunity to enrol in it. Having said that, government’s cost-sharing policy mixed with “shrinking” scholarship funds may have produced the opposite effect for a number of students coming from the lower strata, especially in the latter part of 2001-2008 period. However, evidence indicates that mass HE has negatively affected the quality of education provided by the public HE. At its input level, admission tests may have resulted in many cases where students were assigned to ‘wrong’ specialisations of public HE, given their overemphasis on student’s past knowledge and perceived cases of corruption. Furthermore, government has been unable to match the rapid enrolment growth with the needed financial and human resources. These shortcomings translated into bigger class sizes, relative low wages and increased full teacher workload would negatively affect the teaching and learning outcomes. Moreover, the increased use of part time teachers seems to have contributed further to these unfavourable outcomes. This was particularly applicable for highly demanded specialisations, as the case studies suggested. At the process level, the case studies suggested that curricula development was undermined as full time teachers were engaged much more in teaching and hence devoting lesser time to research. Teaching methods, albeit improved over the period, may have been negatively affected by relatively inexperienced part time teachers. At the output level, the case studies indicated that with the enrolment expansion the student grades tend to suffer. Still, the grades themselves might be subject to corruption practices, grade inflation, favouritism etc. This in turn, would raise many doubts about the quality of graduates that public HE produced. Hence, the bearers of those ‘suspicious’ diplomas would find it easier to be hired in a rather imperfect labour market, while giving disincentives for those categories of students who want to really perform academically. 
Albania’s private HE, while contributing to the overall achievement of mass HE, seems to have played a negative role in the quality of education provided by the public one. Indeed, the evidence, though limited, suggests that private universities have attracted relatively experienced public university teachers on full or part time basis. However, the quality that private HE provides was perceived as inferior since it has mainly enrolled poorly performing students from secondary schools. In addition, a number of private universities may have behaved as “diploma mills” given the absence of state oversight. 
The effects on quality of education of both public and private HE, when summed up, would suggest that the quality of education provided by the HE system in Albania throughout the 2001-2008 period has been negatively affected by enrolment expansion and hence mass HE. Nevertheless, the argument that views the latter in continuing to produce elites and thus contributing to social stratification seems to not hold much ground in Albania’s case. This is due to the fact that the most renowned public university (i.e. University of Tirana) has sustained the largest share of enrolment expansion and subsequently may have suffered in terms of quality. Additionally, the private HE, besides being perceived to a great extent as an inferior alternative, has had a relatively short ‘time in hand’ to ‘contribute’ in the “elite production” process. 
However, further studies need to be conducted within few years that would thoroughly assess the quality of private HE and its role in Albania’s HE system as a whole. In addition, studies on assessing the outcomes of Albania’s HE system in terms of the level of absorption by the labour market are needed in order to have a better assessment of the quality of education provided by the former throughout the analyzed period. Extending the focus of these studies in assessing the future needs of Albania for highly skilled workforce, including those with vocational secondary education background, would significantly help the policy making process to effectively address these needs.   

References

Ackoff, R. L. (1994) ‘Higher Education and Social Stratification’, Interfaces, Vol. 
24, No. 4, pp. 73-82
Altbach, P. G. (1999) ‘The Logic of Mass Higher Education’ Tertiary Education 
and Management 5, pp. 107–124
Bjarnason, S., K. M. Cheng, J. Fielden, M. J. Lemaitre, D. Levy and N. V. 

Varghese (2009) ‘A New Dynamic: Private Higher Education’, United Nations Educational, Scientific and Cultural Organization. Accessed 9 September 2009 <http://www.unesco.org/tools/fileretrieve/1eb502a6.pdf> 
Buber, I. (2001) ‘The effect of the completion of education on entry into 
motherhood in Austria’, paper presented at the at 15th Annual Conference of the European Society for Population Economics, Athens University of Economics and Business (June 14-16)
Burtless, G. (ed) (1996) Does money matter?: the effect of school resources on student 
achievement and adult success. The Brookings Institution, Washington D.C.
Danskin, E. (1979) ‘Quality and Quantity in Higher Education in Thailand and 

Philippines’, Comparative Education, Vol. 15, No. 3, Special Number (4): Disparities and Alternatives in Education, pp. 313-323
Denscombe, M. (2007) The good research guide for small-scale social research 
projects. McGraw-Hill
Divoky, J. J. and R. W. Taylor (1996) ‘Modeling change in curriculum: a Total 

Quality Management perspective’, Total Quality Management, Vol. 7, No. 2, pp. 173-182
Eiszler, C. F. (2002) ‘College students’ evaluations of teaching and grade 

inflation’ Research in Higher Education, 43(4), 483–501
Frenyó, L. V. and C. Rozsnyai (2004) ‘Uses of Indicators in the Processes of 
Accreditation and Quality Assessment in the Countries of Central and Eastern Europe’ in Vlasceanu L. and Barrows L. C. (eds) Indicators for Institutional and Programme Accreditation in Higher/Tertiary Education. UNESCO 

Goldhaber, D.D. and D.J. Brewer (1997) ‘Evaluating the effect of teacher 
degree level on educational performance’, in Fowler, W. (Eds), Developments in School Finance 1996, US Department of Education, National Center for Education Statistics, Washington, DC, pp.197-210
Gorodnichenko, Y. and K. P. Sabirianova (2007) ‘Public Sector Pay and 
Corruption: measuring bribery from micro data’, Journal of Public Economics 91, pp. 963–991
Green, D. (1994) What Is Quality in Higher Education? Society for Research into 
Higher Education, Ltd., London; Taylor & Francis, 1900 Frost Road, Bristol, PA 19007-1598
Greenwald, R., L.V. Hedges and R.D. Laine (1996) ‘The Effect of School Re
sources on Student Achievement’ Review Of Educational Research, 66, pp. 361-396
Hagelund, B. (2001) ‘Higher Education in Albania’, Hagelund Report. Accessed 
15 March 2009 <http://www.helsinki.fi/imua2001/Hagelund.pdf>
Hanushek, E. A. (1986) ‘The Economics of Schooling: Production and 
Efficiency in the Public Schools’ Journal of Economic Literature, 24 (3): pp. 1141-1178
Harvey, L. and D. Green (1993) ‘Defining quality’, Assessment and Evaluation in 
Higher Education, 18(1)
Hatakenaka, S. and Q. Thompson (2006) ‘Albania Higher Education Report’, 
Accessed 28 March 2009 <http://www.coe.int/t/dg4/highereducation/EHEA2010/Tirana06/HEAlbaniaWorldBankMarch%202006_EN.pdf> 
Hedges, L., R. Laine, and R. Greenwald (1994) ‘A Meta-analysis of the Effects 
of Differential School Inputs on Student Outcomes’, Educational Researcher, 23(3): 5-14
Heyneman, S. P., K. H. Anderson and N. Nuraliyeva (2007) ‘The Cost of 

Corruption in Higher Education’, Comparative Education Review, vol. 52, no. 1.
Jan, A. (2001) ‘Corruption: A Review’, Journal of Economic Surveys Vol. 15 No. 1 
Jenkins, A. and P. Smith (1993) ‘Efficiency and Teaching Quality: The 
Experience of British Geography Departments 1986-91’ Transactions of the Institute of British Geographers, New Series, Vol. 18, No. 4, pp. 500-515
King, R. and J. Vullnetari (2003) ‘Migration and Development in Albania’, 

Development Research Centre on Migration, Globalisation and Poverty Working Paper C5, Sussex Centre for Migration Research
Mema, F. (2004) ‘Albania: Vortices of Imbalance’ in Brain Drain and the 

Academic and Intellectual Labour Market in South-East Europe. Higher Education in Europe Vol. XXIX, No. 3, UNESCO-European Centre for Higher Education (CEPES)
Miller, A. H., B. W. Imrie and K. Cox (1998) Student assessment in higher 
education: a handbook for assessing performance. London: Kogan Page, Ltd.
Morley, L. (1997) ‘Change and Equity in Higher Education’, British Journal of 

Sociology of Education, Vol. 18, No. 2, pp. 231-242
Morley, L., F. Leach and R. Lugg (2008) ‘Democratising higher education in 
Ghana and Tanzania: Opportunity structures and social inequalities’, International Journal of Educational Development 29, pp. 56-64
Nunan, T. (1999) ‘Graduate qualities, employment and mass higher education’, 
paper presented at HERDSA Annual International Conference, Melbourne, (12-15 July)
OECD (2008) ‘Education at a Glance 2008’, Organisation for Economic 
Co-operation and Development. Accessed 20 September 2009 <http://www.oecd.org/dataoecd/23/46/41284038.pdf>
Osipian, A. L. (2007) ‘Corruption in Higher Education: conceptual approaches 

and measurement techniques’, Research in Comparative and International Education Volume 2, No. 4, pp. 313-332
Patrinos, H. A. (1990) ‘The privatization of higher education in Colombia: 
Effects on quality and equity’, Higher Education 20, pp. 161-173
Pounder, J. S. (2000) ‘Evaluating the Relevance of Quality to Institutional 
Performance Assessment in Higher Education’, Evaluation 6, pp. 66-78
Reisz, R. D. (2003) ‘Public policy for private higher education in Central and 
Eastern Europe: conceptual clarifications, statistical evidence, open questions’ Wittenberg: HoF Arbeitsberichte, Institut für Hochschulforschung, ‘Martin Luther’ Universität Halle Wittenberg
Quddus, M. and Rashid S. (2000) ‘The Worldwide Movement in Private 
Universities Revolutionary Growth in Post-Secondary Higher Education’, American Journal of Economics and Sociology, Vol. 59, No. 3, pp. 487-516
Sachs, J. and R. Smith (1988) ‘Constructing Teacher Culture’ British Journal of 
Sociology of Education, Vol. 9, No. 4, pp. 423-436
Sahney, S., D. K. Banwet and S. Karunes (2004) ‘Conceptualizing Total Quality 

Management in Higher Education’, The Total Quality Management Magazine, volume 16, No. 2, pp. 145-159

Scott, P. (2000) ‘Higher Education in Central and Eastern Europe: An 
Analytical Report’, in L. C. Barrows (ed) Ten Years After and Looking Ahead: A Review of the Transformations of Higher Education in Central and Eastern Europe. Studies on Higher Education, UNESCO
SIDA (2007) ‘Albania Anti-Corruption Study’, Swedish International 

Cooperation Agency. Accessed 10 September 2009 <http://www.aidharmonisation.org.al/skedaret/1203101753-SIDA%20Albania%20Anti-Corruption%20Study%20-%20Revised.pdf> 
Silver, H. (1999) ‘Managing to Innovate in Higher Education’, British Journal of 
Educational Studies, Vol. 47, No. 2, pp. 145-156
Teichler, U. (2001) ‘Mass Higher Education and the Need for New Responses’ 

Tertiary Education and Management 7, pp. 3–7
Thomas, L. (2002) ‘Student retention in higher education: the role of 

institutional habitus’ Journal of Educational Policy Vol. 17, No. 4, pp. 423–442  
Tomusk, V. (2001) ‘Enlightenment and Minority Cultures: Central and East 
European Higher Education Reform Ten Years’, Later Higher Education Policy 14, pp. 61–73
Tomusk, V. (1997) ‘Reproduction of the 'State Nobility' in Eastern Europe: 
Past Patterns and New Practices’, British Journal of Sociology of Education, Vol. 21, No. 2, pp. 269-282
Trow, M. A. (2005) ‘Reflections on the Transition from Elite to Mass to 
Universal Access: Forms and Phases of Higher Education in Modern Societies since WWII’, Institute of Governmental Studies, Paper WP2005-4
Tuijnman, A. (1990) ‘Dilemmas of Open Admissions Policy: Quality and 
Efficiency in Swedish Higher Education’, Higher Education, Vol. 20, No. 4, pp. 443-457
UNESCO (1997) ‘International Standard Classification of Education (ISCED) 

1997’, United Nations Educational, Scientific and Cultural Organization. Accessed 15 October 2009 <http://www.unescobkk.org/fileadmin/user_upload/aims/ISCED_A.pdf> 
U.S.D.E. (1999) ‘Taking Responsibility for Ending Social Promotion: A Guide 
for Educators and State and Local Leaders’, United States 
Department of Education. Accessed 14 October 2009 <http://www.ed.gov/pubs/socialpromotion/>
Weidman, J. C. (2007) ‘Quantifying the Relationship between Corruption in 
Education and Economic Development in the Eastern Europe and Eurasia Region: A Feasibility Study’, Report prepared for USAID, Social Transition Team, Washington, DC. Accessed 9 September 2009 <http://www.usaid.gov/locations/europe_eurasia/dem_gov/docs/ed_corruption_report-1may07.pdf>
Wilkinson, R. and I. Yussof (2005) ‘Public and Private Provision of Higher 
Education in Malaysia: A Comparative Analysis’, Higher Education, Vol. 50, No. 3, pp. 361-386
World Bank (1994) Higher Education: The Lessons of Experience 

International Bank for Reconstruction and Development / World Bank, Washington D.C. Accessed 10 September 2009 <http://www-wds.worldbank.org/external/default/WDSContentServer/WDSP/IB/2000/07/19/000009265_3970128113653/Rendered/PDF/multi_page.pdf>
World Bank (2000) Higher Education in Developing Countries: Peril and Promise. 

Washington DC: The World Bank. Accessed 26March <http://siteresources.worldbank.org/EDUCATION/Resources/278200-1099079877269/547664-1099079956815/peril_promise_en.pdf> 
 

Appendices

Table 21
 Gross Student Enrolment in Albania's Public HE System for the 1999-2007 period

[image: image22.emf]University of Tirana

14.683 16.757 15.597 15.776 18.877 21.313 24.189 27.745

% change

14,1 -6,9 1,1 19,7 12,9 13,5 14,7

% of Total

41,0 37,0 36,2 35,9 34,2 33,4 33,8

University of Politechnic (Tirana)

2.558 2.668 3.116 3.644 4.243 5.340 5.368 6.297

% change

4,3 16,8 16,9 16,4 25,9 0,5 17,3

% of Total

6,5 7,4 8,4 8,1 8,6 7,4 7,7

University of Agriculture (Tirana)

1.929 2.150 2.702 2.820 3.694 5.021 6.488 6.841

% change

11,5 25,7 4,4 31,0 35,9 29,2 5,4

% of Total

5,3 6,4 6,5 7,0 8,1 9,0 8,3

Univesrity of Elbasan 

6.059 4.433 5.094 5.353 6.476 7.982 9.403 10.518

% change

-26,8 14,9 5,1 21,0 23,3 17,8 11,9

% of Total

10,8 12,1 12,3 12,3 12,8 13,0 12,8

University of Shkodra

6.312 6.285 6.952 6.535 7.386 8.148 10.089 10.608

% change

-0,4 10,6 -6,0 13,0 10,3 23,8 5,1

% of Total

15,4 16,5 15,0 14,0 13,1 13,9 12,9

University of Gjirokastra

3.562 3.822 3.743 3.364 3.871 4.261 4.997 4.553

% change

7,3 -2,1 -10,1 15,1 10,1 17,3 -8,9

% of Total

9,4 8,9 7,7 7,4 6,8 6,9 5,5

University of Korca

2.449 2.002 1.833 2.322 2.764 2.938 3.670 3.686

% change

-18,3 -8,4 26,7 19,0 6,3 24,9 0,4

% of Total

4,9 4,3 5,3 5,3 4,7 5,1 4,5

University of Vlora

1.210 1.372 1.596 2.124 3.382 4.940 6.874 8.520

% change

13,4 16,3 33,1 59,2 46,1 39,1 23,9

% of Total

3,4 3,8 4,9 6,4 7,9 9,5 10,4

Arts Academy (Tirana)

544 521 578 644 710 776 859 1.774

% change

-4,2 10,9 11,4 10,2 9,3 10,7 106,5

% of Total

1,3 1,4 1,5 1,3 1,2 1,2 2,2

Institute of Gymnasics (Tirana)

355 312 455 448 500 519 528 558

% change

-12,1 45,8 -1,5 11,6 3,8 1,7 5,7

% of Total

0,8 1,1 1,0 1,0 0,8 0,7 0,7

Higher School of Nurses (Tirana)

464 457 494 570 706 1.036 0 0

% change

-1,5 8,1 15,4 23,9 46,7 -100,0 0,0

% of Total

1,1 1,2 1,3 1,3 1,7 0,0 0,0

Total  40.125 40.859 42.160 43.600 52.609 62.274 72.465 82.099

2001-2002 2002-2003

Public University

Academic Year

2003-2004 2004-2005 2005-2006 2006-2007 1999-2000 2000-2001


Source: INSTAT (2009)
Table 22
 University of Tirana Admission Quota for the 2001-2008 period

[image: image23.emf]2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008 2008-2009

Faculty of Economy 558 778 1022 820 972 1128 1123 1082

Finance 223 383 472 350 410 510 456 456

Business Administration 272 325 409 350 411 461 539 446

Economics 63 70 91 70 86 91 67 77

Computational Economics 50 50 65 66 61 103

Faculty of Foreign Languages 281 344 467 600 789 1214 566 810

English 81 100 142 170 206 199 196 193

French 60 70 92 100 130 152 84 121

Italian 50 70 98 120 130 581 93 188

German 50 59 74 100 130 162 98 122

Russian 15 17 23 30 60 28 27 35

Greek 15 17 25 50 80 58 39 63

Turkish 10 11 13 30 53 34 29 48

Spanish 40

Faculty of Natural Sciences 385 485 507 560 768 959 682 1095

Mathematics 93 100 104 120 155 218 112 167

Physics 81 100 104 120 159 79 130 198

Informatics 61 65 72 100 124 68 71 194

General Chemistry 30 40 40 50 81 128 56 87

Industrial Chemistry 31 40 36 50 82 69 53 72

Food Chemistry 32 40 43 50 82 131 55 83

Biology - Chemistry 57 100 108 70 85 116 103 136

Mathematical Engineering 150 102 158

Faculty of Medicine 228 225 349 320 336 407 549 609

General Medicine 152 140 220 200 207 242 270 318

Stomatology 44 45 80 60 64 85 118 97

Pharmacy 32 40 49 60 65 80 87 113

Public Health 0 74 81

Faculty of History and Philology 195 210 382 460 580 439 334 365

Journalism 34 40 69 100 153 88 50 74

History 45 50 116 130 152 117 95 101

Geography 45 40 75 100 122 118 89 98

Albanian Language and Literature 71 80 122 130 153 116 100 92

Faculty of Law 110 125 151 520 307 359 629 758

Law 110 125 151 520 307 359 629 758

Faculty of Social Sciences 146 270 451 420 466 531 407 491

Philosophy - Sociology 42 85 124 120 134 130 97 191

Psycology 33 50 100 100 115 135 104 100

Social Work 51 85 126 120 134 133 102 99

Political Science 20 50 101 80 83 133 104 101

Faculty of Nursing 0 0 0 0 371 448 382 399

Nursing 371 306 234 246

Accoucheuse 34 48 49

Technical lab 48 34 36

Logopediatrics 14 12 0

Radiology 23 30 36

Physiotherapy 23 24 32

TOTAL 1903 2437 3329 3700 4589 5485 4672 5609

Faculty / Specialisation

Academic Year


Source: MoES (2009)
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� 1743-1826. Third president of the United States of America (1801-1809) and author of the Declaration of Independence


� The term “higher education” in this paper will refer to UNESCO’s International Standard Classification of Education (ISCED) Level 5, that is the first stage of tertiary education which does not lead directly to an advanced research qualification (UNESCO, 1997) 


� At least to author’s knowledge


� � HYPERLINK "http://www.instat.gov.al" ��www.instat.gov.al�	


� � HYPERLINK "http://www.cepes.ro/" �http://www.cepes.ro�


� In his study, Hanushek (1986) concluded that the effects of cost per student, teacher background and student-teacher ratio were relatively unimportant determinants of students’ outcomes.


� Social promotion refers to the situation: "[w]here students are allowed to continue to pass through school with their peers without satisfying academic requirements or meeting performance goals at key grades" (U.S.D.E., 1999: 4).


� Grade inflation is conventionally defined as “student attainment of higher grades independent of increased levels of academic attainment” (Eiszler, 2002: 489).





� Fraudulent pyramid schemes were developed in Albania in the mid 1990s, where the overwhelming part of the population had invested their savings. The inevitable collapse of those schemes at the beginning of 1997 led to numerous protests and violent riots which forced the government to resign and put the country in disorder.


� Approximately one tenth of the total population for that period


� Government decrees no.198 date 5.04.2006 and no.517 date 8.08.2007 sanctioned a “free entry” policy for some specialisations in the academic years 2006-2007 and 2007-2008 respectively.


� � HYPERLINK "http://www.worldbank.org" ��www.worldbank.org�


� The pupils enrolled in primary education for the first time are taken as a an accurate proxy for the total number of age cohorts, since primary education is compulsory in Albania and the enrolment figures are very near to 100 percent at this level. The calculation is based on a normal 12 year span in which primary education (8 years) and secondary education (4 years) are completed before enrolling in higher education.


� � HYPERLINK "http://pisa2000.acer.edu.au/" �http://pisa2000.acer.edu.au/�


� The cost per student indicator is calculated by dividing current expenditures with the total number of students (gross) 


� It should be noted here that OECD countries on average have achieved and surpassed mass higher education levels throughout this period (OECD, 2008)


� Throughout this period, the government divided scholarships in two groups: full scholarships and partial ones 


� Expenditures from tuition fees provide the bulk of public higher education budget in Albania


� SM rules posit that students graduating from secondary schools that have not won a full time study place in public universities at a given academic year cannot re-apply in latter academic years.


� � HYPERLINK "http://www.aaal.edu.al" ��www.aaal.edu.al� 


� As mentioned in section 4.3.2 of this Chapter, one member of Economics Specialisation teaching staff claimed that the private universities paid their teachers 6 to 10 times more than the public ones


� Transparency International in its methodology classifies countries with a rampant corruption when the score is lower than 3
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