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Preface

It is a great pleasure for me to contribute the preface to this book which is dedicated to
pressing issues of our educational systems and policies. In my opinion, it is high time that we
reflect on how we can secure a quality and sustainable education cross-nationally for our future
generations. We have all seen that the issue of “quality in education” has grown in importance.
But I believe it is not only a question of how to ensure such quality. The key question is also
which quality should we strive for – especially given the social and environmental concerns we
share universally?
I am very proud that this book is the culmination of an enormous collective effort that
saw many institutions and individuals contribute in several ways to set up the reviewing and
editing criteria, and methodology to identify the themes and topics of the book. It allowed for
the different but essential voices of researchers and practitioners to be present and heard.
Reading through the book reveals the amazing diversity of the fields and concerns of its
chapters – providing valuable opportunity for researchers, practitioners and decision-makers to
share and reflect on their experiences.
On a final note, I would like to thank the editorial team and the authors. Their efforts,
expertise and spirit of cooperation made it possible to produce such a valuable work. The
authors were a real motivation and key in establishing the need and value of the book. Last but
not least, reviewers had an essential role and therefore merit sincere appreciation.
I am confident that the readers will find the book learned and insightful.
Prof. Omar Halli
Ibn Zohr University President

i

Foreword
On behalf of the first International Conference on Education Quality (ICEQ, 2018)
Scientific and Organising Committees, I am delighted, as an Honorary Visiting Professor at the
University of Ibn Zohr (UIZ), Agadir, to be invited to write this foreword. This book, which
speaks to all who have an interest in international perspectives on quality in education,
embraces 29 selected chapters, stemming from papers presented at the ICEQ 2018, held in
ENCG (Business School), Agadir, Morocco in March 2018. Proceedings were chaired by
Professor Abeldaziz Bendou, UIZ, Vice-President for International Cooperation & Scientific
Research alongside the co-chairs, Dr Mustapha Aabi of UIZ and Michael Reed, an Honorary
Senior Fellow of the University of Worcester, United Kingdom and a Visiting Professor at UIZ.
It was a pleasure to meet the committee and all the authors individually and I was fortunate to
be able to listen to the many high calibre presentations, which combine to form this publication.
Of course, it is important to establish that the concept of ‘quality’ in education, is highly
contested in the literature and rarely defined in policy. The authors do not assume an agreed
understanding of what constitutes quality or suggest that quality is something tangible and
objective, that can be known, recognized, measured or easily achieved (Dahlberg, Moss and
Pence 2013). Instead, they acknowledge that it is a subjective and constructed concept,
dependent on a plethora of values, beliefs and interests, rather than an objective and universal
reality. As Dahlberg et al. succinctly state, ‘the subcultures and plurality of values in societies
often mean that no one definitive definition of quality exists. It is a relative concept that varies
depending on one’s perspective…Indeed quality is both a dynamic and relative concept so that
perceptions of quality change as a variety of factors evolve, (Dahlberg et al.,2013, p.6). This
book provides the reader with opportunities to think about, question, and contest the notion of
quality under four key themes - School Reform, Higher Education, Teaching, Curriculum and
Instruction.
Alexander (2000, p.5) argues that a deeper understanding of educational policy can only
be gained ‘by reference to the web of inherited ideas and values, habits and customs, institutions
and world views which make one, or one region, or one group distinct from another. This
sentiment was reflected by the internationally diverse range of prominent keynote speakers, at
the ICEQ 2018, Professor Mohammed Abousallah, Secretary General from the Moroccan
Ministry of Education, who opened the Plenary session, speaking about quality assurance in
Morocco; Associate Professor Alma Fleet, from Maquarie University, Australia, who inspired
delegates with a keynote on Contextualizing problem-solving and the concept of professional
inquiry; and Kenneth R. Bartlett, Professor of Human Resource Development University of
Minnesota in the USA, promoted critical reflection with his lecture Quality in Education – The
Required Integration of Organizational Leadership, Policy, and Development, highlighting that
the focus on quality in education has heightened awareness of the recognized connections
between leadership, policy, and the effective leadership of organizations that deliver learning
across the lifespan. The final day of the conference welcomed Fabrice Henard, an International
Consultant, who drew attention to Quality Teaching and Learning in Higher Education
Contexts, and closed with a stimulating keynote in French, relating to Institutional Evaluation
in Higher Education as a lever towards raining quality delivered by Rached Boussema, The
University of Tunis El Amar, Tunisia.
The ICEQ (2018) aimed to border-cross through the shared domain of interest in Quality
of Education into different theories, disciplines and paradigms as the keynotes were joined by
ii

128 participants from 22 different countries, representing 5 continents. The rich array of
chapters in these volumes, reflects the inclusive ethos of ICEQ 2018 which intentionally
crossed social, cultural and linguistic borders to create an international ‘community of practice’
(Wenger, 1998). Chapters stem from as far afield as Croatia, the United Kingdom, the Kingdom
of Morocco and the Republic of Yemen. This book is based on the premise that, regardless of
the paradigms, research is concerned with enabling the emergence of new understandings,
insight and knowledge. It asserts that the research enterprise is not the sole remit of universitybased academics or those with doctoral degrees but embraced reflective practitioners as well as
postgraduate students. We invite readers to engage with the rich tapestry of content across the
four volumes:
1. Teaching - a volume revolving around issues of quality in pedagogy, gender equality
and female empowerment;
2. School Reform - where authors primarily seek to investigate the relationship of the
national efforts in Moroccan context, to improve quality and how quality might look in
the schools themselves;
3. Curriculum and Instruction - focusing on innovation and research within a number of
disciplines and educational levels;
4. Higher Education - based on opportunities and challenges in higher education, ranging
from improving the quality of the curriculum to the impact of innovative technologies;
Each volume provides a powerful tool for critical reflection across social, cultural,
historical and linguistic boundaries, and includes chapters in French, Arabic and English.
Sharing and constructing knowledge is viewed by the International Quality in Education team
as a political and social responsibility, and we hope, as readers, that you take upon yourselves
to join us in this ambitious endeavor, ultimately leading to capacity building across a range of
contexts. Readers are invited to reflect on their own spaces and places and not to assume all is
well with the world they professionally inhabit. Mac Naughton, (2003) purports that; ‘Critical
reflection is dialogic. It requires social connections with others, conversations with others,
support from others, colleagues willing to spend time with you and a chance to share ideas and
possibilities with others’ (p.5). The chapters in these volumes are based on the premise that
quality in education is relational and contextual, involving complex interactions between
systems, processes and people. The book and the ICEQ conferences reinforce the need for
further research and more international collaboration relating to quality in education.
The production of this book is located within a multi-layered landscape. It has evolved
from a rigorous process of meaning-making and dialogue between the contributors, the
conference delegates and indeed for the ICEQ organizers and scientific committees. It only
remains to acknowledge the contribution of all those who contributed to the ICEQ (2018)
conference, the Scientific Committee, the Organizing Committee, the President and VicePresident of the University of Ibn Zohr and to those who have been involved in the development
and editing of this book. All authors, and the editorial team, are to be commended for their
concerted efforts. I look forward to the future publication of the first edition of an International
Journal of Education Quality (IJEQ) as well to being involved in the organization of the
forthcoming annual International Conferences on Educational Quality.
Dr. Caroline A. Jones
University of Warwick and University of Ibn Zohr, ICEQ (2018) Co-chair
iii
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Introduction
The four volumes of this book provide an important vehicle for authors to share their
insights into the nature of educational ‘quality’ and how this is realized within their local
context. Quality contributes to increasing individual productivity, which in the end promotes
collective productivity. How to proceed with education quality has been though a matter for
debate; one on which researchers and practitioners seem to have agreed to disagree. It is only
natural that quality as a general concept, will necessarily involve different views and opinions
since concepts are often the subject of controversy and debate. Different frames of reference
have been proposed defining quality. Some, including the World Bank and EFA’s scorecard
led by UNESCO, would associate it with outcomes, others with standards; some would focus
on the philosophy of continuous improvement, others on the tools and techniques to do so,
varying also in terms of purpose immediacy from short-term expediency to the long-term
quality improvement.
It is perhaps inevitable that changing economic, social and political factors will always
define and redefine such concepts. For our education systems to work, they need to be rethought by drawing upon the existing economic and social affordances existing in each
community. In her study of education quality in the Arab region, Morgan (2017: 512) claims
that its failure may due to international hegemonic education forms that are blind to the local
context, concluding that “improving educational quality in the [Arab] region entails creating
responsive approaches grounded in political and socio-economic contexts”. But the question
remains as to how these concerns will be articulated using local voices that are expressly
drawing upon the import of localized mediations of values, principles, resources along with
their interfaces with wider social, resource based and policy considerations.
The pedagogical approaches, school reform, curricula and innovation that are deemed
appropriate for the local context are some of the most common issues that fuel the discussion
in this book. This collection provides an important insight composed by an educator and
comprising of opinion pieces and empirical research that shine a light upon local needs and
challenges. With this in mind, the goal for this book is to set a road map in order to amplify
local needs and capabilities in the global education agenda.
Many of the chapters revolve around the theme of opportunities and challenges in higher
education, ranging from improving the quality of the curriculum to motivating students to
marketing strategies to attracting new populations of students. More than the narratives offered
at the elementary or secondary levels of education, there are findings that would seem relevant
across national contexts.
Nena Rončević conducts an empirical study with the aim to detect and analyse areas of
teaching which have gone through significant changes in Croatian education over the past
decade. By drawing on a comparison between results from two large studies on changes in the
Croatian academic profession, she provides a critical reflection on the quality of teaching and
training in Croatian higher education.
Arguing for strong syllabi that are more student-centered in pedagogy in higher
education, Ikram Ben Ajiba proposed that these documents can support administratively, the
curriculum and student-teacher relations. He reported on his survey of hundreds of students in
English Studies in three universities, finding that relatively few were given a syllabus for their
coursework
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Hassan Zaid undertook a study of students’ sense of self-efficacy (a sense of selfdetermination over academic outcomes), type of motivation and reported academic
achievement. Using well-established measures, he found a strong relationship between selfefficacy and intrinsic motivation and as predictors of grades in coursework. He also offered
some findings of difference by gender and educational level.
As students in higher education become increasingly exposed to other cultural
backgrounds, Nourreddine Menyani and Malika Jmila investigated the concept of intercultural
communicative competence with students of foreign languages, looking at their perceptions
and knowledge, as well. Reviewing some useful assessments of intercultural communicative
competence, they found that students view the concept positively and useful.
Beginning with the premise that marketing strategies and approaches are often seen as
antithetical to the quality of higher education, Faical Chanour and Brahim Houban explore
marketing concepts that they argue might be of value in supporting better quality and
productivity in the increasingly competitive market of universities, including marketing
research, segmentation, targeting and marketing mix.
Omar Lemouissi explores the relationship of student perceptions of quality in a wide
range of areas--academic, non-academic, reputation and facilities--and a university’s open or
limited “polarization”. Comparing two academic units with limited and open polarization
within a single university, he explores the relationship of quality and type of institution,
concluding that there can be some educational services identified to support quality at an
intermediate level.
The larger questions of quality in higher education include the central role that education
is seen to have in sustainable development by, for example, the United Nations. A. Shammary
addresses this in a deeper look at how institutions can maintain quality in the support of
sustainable development through examination of the role and potential impact of governance
as a system within education.
Dr. Devin Thornburg, Adelphi University
Dr. Mustapha Aabi, Ibn Zohr University
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Nena Rončević
University of Rijeka, Croatia
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Overview
The quality culture of teaching in the European Higher Education Area has
(recently) been put forward in a fast-growing number of European policies,
reports, declarations and recommendations. By documenting and discussing
various (national) higher education systems and university-level teaching
process, many of the referential European documents require additional efforts
regarding the enhancement of quality in higher education teaching. Furthermore,
they advocate for a paradigm change in the approach to teaching and the
adjustment of teaching to the new generations of students. In parallel, a research
conducted in Croatia reveals a lack of critical self-assessment of teaching
competencies among scholars (Ćulum, Miočić and Rončević 2017); the absence
of the promotion criteria connected to teaching (Turk and Ledić 2016), and the
excellence in teaching not being valued enough (Ledić 2016; Vignjević, Turk
and Ledić, 2016). This paper focuses on various aspects of teaching in the
national higher education context, by comparing results from two large studies
on changes in the academic profession, done in 2009 and 2018. The sample
includes both junior and senior academics in various disciplinary fields, thus
opening a platform for a critical reflection on the quality of teaching and training
in Croatian higher education area. The final research results are going to come
out as a part of an undergoing quantitative comparative international project
“Academic profession in a knowledge society” (APIKS), so only the preliminary
results will be presented.
Keywords: academics, higher education teaching, teaching competencies, quality
culture of teaching in HE
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Introduction
The Aspect of Quality in Higher Education Teaching
The higher education system in Croatia is a part of the European Higher Education Area
(EHEA), which encompasses 48 countries voluntarily unified with the common goal of
reforming the higher education system through implementation of the Bologna Process, and
ensuring quality in higher education. In regards, there are more recent and significant
documents that focus on the quality of teaching and learning in European higher education.
For instance, the 2015 European Parliament’s resolution on monitoring implementation
of the Bologna Process emphasises, among other things, the importance of preserving
diversity in teaching and looking into the potential offered by new technologies, digitalisation
and Information and Communication Technologies (ICT); the aim is to improve the process
of teaching and learning, as well as to develop a whole new set of skills and models of
learning, teaching and evaluation (the European parliament 2015). Also relevant is the 2015
Yerevan Ministerial Communiqué which lists the following as one of EHEA’s priorities: the
importance of improving the quality of teaching and learning in higher education, promoting
pedagogical innovations and student-focused teaching, as well as the use of digital technology
in the process of teaching and learning. In addition, the need to provide conditions for the
development of teaching competencies of academics has been brought into light (Yerevan
Communiqué 2015). The European Commission’s 2013 report on new learning and teaching
methods in higher education also draws attention to the aforementioned goal. The report states
that it is necessary to come up with mandatory and certified pedagogical training of academic
personnel, with one of the components aiming to provide training for a successful use of new
digital technologies in teaching (the European Commission 2013).
Studies done in the national higher education area indicate the emergence and
development of these new trends in higher education. For example, more emphasis is put on
changing the traditional teaching paradigm and introducing the student-focused approach to
teaching, as well as the debate over university’s civic mission and shaping the teaching
process so it meets the needs of society and community. Furthermore, ICT and e-learning has
been used in teaching to a greater extent. Also, most Croatian universities conduct
standardised student evaluation of the teaching process. European structural and investment
funds have started making the internationalisation of higher education possible, which
consequently affects growing mobility and the heterogeneity of the student population.
The results of recent research in the national context indicate that most higher education
institutions focus on the quality of teaching and learning in their strategic guidelines and
action plans. However, institutional frameworks, which should make these guidelines a
reality, are not yet sufficiently developed (Dužević, Baković and Delić 2017). Although it has
been noticed that institutions do provide some sort of support to teachers when it comes to the
advancement of their teaching activities, there is still room for improvement. This is
particularly important in the context of educating/training teachers about the use of new
technologies in class, preparing on-line classes and the use of modern teaching methods based
on problem solving through interactive teaching (Dužević, Baković and Delić 2017).
The internalisation of higher education, in terms of an increased student and teacher
mobility, is another important trend and challenge for Croatian higher education. Student
mobility affects education systems and individual educational institutions by developing their
international dimension, expanding their scope and fully improving their quality (The
European Commission/EACEA/Eurydice 2016). When discussing institutional frameworks,
i.e. implementation of internationalisation policies, there is a significant shift - higher
education institutions in Croatia have developed diverse capacities for mobility (AMPEU
2016). International visibility and the attractiveness of institutions are noticeably more
significant, as well as providing academic support to the personnel and students interested in
6
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mobility programs (application process, selection of institution etc.). Moreover, developing
procedures for ECTS credit recognition during study periods abroad, opening
departments/offices for international cooperation/mobility, and offering language courses to
administrative personnel and academics are now in HE institutions’ focus (AMPEU 2016).
It is estimated that the sectoral program Erasmus (supported under the Lifelong
Learning Program in which Croatian higher education institutions started participating in
2009 with the outgoing mobility only) significantly contributed to strengthening institutional
capacities for international collaboration (AMPEU 2016). The most recent available results of
the European Commission’s Erasmus+ Annual Report 2016 reveal a continuous growth in
student mobility - Croatia registered 1804 incoming students and 765 members of academic
personnel, and 1703 outbound students and 550 members of academic personnel. The
analyses also show that Croatian higher education institutions, when taking steps to make the
information regarding mobility programs transparent, available and appropriate, were deemed
successful. However, when talking about the recognition of learning outcomes through ECTS
credits, there is room for improvement and an opportunity to get close to the standards set by
highly developed European universities (the European Commission/EACEA/Eurydice 2016).
Still, it has to be noted that the higher education system in Croatia is not putting enough effort
into implementation of Mobility Strategy 2020 for the European Higher Education Area and
reaching the goal of 20% of student mobility by 2020 (the European Parliament 2015).
As for the students’ perspective on the quality of teaching in higher education in
Croatia, the 2014 Eurostudent project reveal they consider the teaching process, faculty
organisation and scheduling mediocre (Šćukanec, Sinković, Bilić, Doolan and Cvitan 2015).
The most recent Eurostudent report for 2016-2018 points out these adverse trends, and this is
no surprise considering the fact that Croatia is one of five countries (Portugal, Poland, Serbia
and Romania) where students express a below-average satisfaction with all three aspects of
studying at a higher education institution (DZHW 2018). On the other hand, recent studies
suggest that members of the governing structures of HEIs in Croatia assess the quality of
teaching and learning in the national HE system as good or very good, with a lot of
opportunities for enhancement (Dužević, Baković and Delić, 2017).
The perspective of academics in the Croatian higher education system on the teaching
quality should also be taken into account. In the national research scope, the research on the
role of teachers in higher education and their position in the academic community, which
began in the early ‘90s, intensified in the last couple of years as Croatia joined several
international collaborative comparative research projects. Surely worthy of mentioning are the
collaborative research projects carried out between 2009-2011 - The Academic Profession in
Europe: Responses to Societal Challenges (EUROAC) and the project APROFRAME
(Academic Profession Competencies Profile: Between new Requirements and Possibilities).
The latter one ended in 2017 and its results detected numerous challenges related to the
teaching profession in higher education, especially with junior researchers.
The AFROFRAME project indicate that higher education teachers do not have the
necessary conditions for the acquisition and development of teaching competencies, i.e. that
the institutional environment is still unsupportive of the teaching process (Miočić i Turk
2017; Ćulum, Miočić and Rončević 2017). Additionally, the results indicate that teachers
esteem their teaching competencies to be at a high level, which questions their (in-depth)
understanding of the complexity of the competencies needed for teaching (Ćulum, Miočić and
Rončević 2017). The findings also show that teachers often feel overwhelmed with their work
(Miočić and Turk 2017) and are consequently not able to participate in mobility programs
(Ćulum 2017). What is more, teaching is not considered a major criterion when it comes to
academic promotion and advancement (Turk and Ledić 2016), and the excellence in teaching
is not valued enough (Ledić 2016, Vignjević, Turk and Ledić 2016).
7
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These perceptions of Croatian higher education teachers can serve as an explanation for
the results of the Eurostudent project, which indicates the continuity of the unfavourable
perception of teaching in Croatian higher education. The absence of the system’s investment
into teaching has had a negative impact on the work of higher education teachers, and it
consequently contributed to students’ reduced satisfaction with the quality of teaching.
Conversely, there are many indicators hinting at the fact that Croatia is indeed following
European education trends, and in that context, improving the teaching process. Therefore,
this paper is going to try to empirically detect and analyse those areas of teaching which have
gone through some (significant) changes in Croatian education area over the past decade.

Research Methodology
This paper comes out of the project “Academic Profession in Knowledge Society”
(APIKS), a collaborative comparative research project with more than 30 countries worldwide
involved.1This project aims to compare various aspects of academic profession in different
national higher education systems. APIKS leans on the previous collaborative comparative
research projects on changes in academic profession,2 particularly the CAP study as it re-used
a larger part of its original instrument. This allows also for deeper analysis of certain
phenomena and time-span comparisons within the national HE frameworks.
This paper therefore seeks to detect and analyse (various) aspects of teaching in higher
education in Croatia, and if and how they have changed within the last decade. The paper
focuses on teaching and learning activities academics use in their everyday teaching, as well
on their perspectives and attitudes related with teaching in higher education.
Research population consists of all academics/higher education teachers and associates
employed at seven public universities in Croatia, working on an employment contract basis that is 9777 academics for the academic year 2017/2018, according to The Croatian Bureau of
Statistics (full time 9018, part-time 759). The invitation to participate in the study was sent to
9654 academics whose contacts were publicly available on their institution’s web pages.
Preliminary data shows that 1038 academics submitted their questionnaires, which indicates
quite a low response rate, something already noted as a research challenge in the national
higher education context (Rončević and Rafajac 2010).
The questionnaire used in the APIKS study covers a broad range of aspects related with
the academic profession (e.g. working conditions, teaching, research, administration, service,
governing etc.), but for the sake of this paper only those related with (I) teaching and learning
activities academics use in their everyday teaching, as as well with (II) academics’
perspectives and attitudes related with teaching in higher education, will be presented. As for
the (I), the participants were offered nine teaching activities for which they were supposed to
mark its usage during the previous and/or the current academic year. As for the (II), the
participants were offered different claims on the Likert scale from 1 to 5, and were supposed
to position their own standing, while 1 means do not agree at all, and 5 means completely
agree. The results are presented and discussed from the time-span perspective and the matter
of change. Thus, only the independent variable of the year of the research study was
introduced in the analysis (2009 and 2018) in order to follow any changes related with
1 Research study conducted in Croatia was funded by the University of Rijeka, through the funding scheme Initial
Support for Junior Researchers.
2 The Carnegie Study (1992) represents the first largest study on changes in academic profession and it led to the
international collaborative comparative project “The Changing Academic Profession”, known as CAP, that started in
2007. Croatia joined the CAP study through the collaborative research project “The Academic Profession in Europe:
Responses to Societal Challenges" (EUROAC)”, as part of the EUROCORES programme „Funding initiative in the field of
Higher Education and Social Change (EuroHESC)“, funded at the time by the European Science Foundation-ESF.
Joining the project stimulated a multi-method study on the academic profession in the national context (2009-2011),
first of such a kind in Croatia.
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teaching and learning in the national higher education context.
Data collection was set up online. Participants received and email invitation to
participate in the study where research goals as well as various issues related with the ethical
dimension and privacy were explained. The research was issued a permit by the Research
Ethics Committee of the Faculty of Humanities and Social Sciences at the University of
Rijeka. Email sent to participants included a unique link for every participant that enabled
their access to the online questionnaire. Research data collection started in November 2017
and ended in February 2018. Data presented in this paper are still preliminary research
findings focused only on the national (Croatian) higher education context.
For data processing we used the Statistical Package for the Social Sciences (IBM SPSS,
23.0.). The methods of univariate statistics were applied (percentages, measures of central
tendency, and measures of variation), as well as the methods of bivariate statistics (the t-test
for independent samples), in order to determine the differences with regard to the defined
independent variable and the chi-square test. The chi-square tests were used to determine if
there was a contingency association between the studied phenomena, and statistically
significant differences were interpreted through the adjusted standardised residuals. All the
tests were conducted at the risk level of 5%. A statistically significant difference was
evaluated from the effect size aspect, from 0.01 to 0.05 being a small effect size, from 0.06 to
0.13 a medium effect size, and from 0.14 a large effect size (Cohen 1988; Miles and Shevlin
2001)3.

Research results
In the CAP and APIKS questionnaire, nine teaching activities were offered in both
study points (2009 and 2018) and participants were supposed to mark those applied in the
current or past academic year (Table 1). Results indicate that (traditional) classroom
instruction/lecturing continues to dominate among Croatian academics, as 92.9% of teachers
indicate that they participated in this type of teaching during the previous (2016/2017) or
current academic year (2017/2018), and almost the same percentage of respondents rounded
out the 2009 survey (91, 2%). In other words, no statistically significant difference has been
identified, and the overwhelmed domination of this type of teaching is still confined and
extremely high. In addition, on the issues of integration of project teaching, practical teaching
and distance education, no squares have statistically significant differences as well. For
example, in the 2018 survey project teaching was implemented by 33.9% academics, while
about the same result of 34.5% was depicted in the 2009 survey. Practical teaching and work
in the laboratory have been integrated in teaching in the current academic year by 49.3%
academics, while it was the case for 47.5% of higher education teachers in the 2009 survey.
Ultimately, distance education remains roughly the same as well - while in the 2009 survey
12.1% of academics used this type of teaching, the latest study indicates a certain increase to
15.8% of them.

3 The effect size is an objective and standardized measure of the observed influence's size and it assists in
interpretation of the obtained statistical significance, especially in the cases of large samples when even the negligible
difference can often prove to be statistically significant.
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TABLE 1. Academics’ engagement in various teaching activities (2018 survey, N=1038)
f

%

Teaching activities (2018 survey)

Classroom instruction/lecturing

N
/S4

4

7

Y
ES

64

N
Individualized instruction

/S

22

Y
ES

16

N
Project-based learning

/S

86

Y
ES

52

N
Practice instruction/ laboratory work

/S

26

Y
ES

12

N

ICT-based learning/computer-assisted
learning

/S

94

Y
ES

44

N
Distance education

/S

74

Y
ES

64

N
Development of course material

8

Y
ES

50

/S

72

Y
ES

66

N

Face-to-face interaction with students
outside of class

9

9
2,9

4

4
0,7

6

5
9,3

6

6
6,1

3

3
3,9

5

5
0,7

5

4
9,3

3

3
8,0

6

6
2,0

8

8
4,2

1

1
5,8

8

/S

N
Curriculum/program development

7
,1

/S

31

Y
ES

07

8
,5

9

9
1,5

5

5
5,1

4

4
4,9

1

1
2,6

9

8
7,4

On the other side, studies suggest changes in everyday teaching related with
individualised
instructions,
CT-based
learning/computer-assisted
learning,
Curriculum/program development, Development of course material, and Face-to-face
interaction with students outside of class. The χ2 test was conducted to determine the
existence of the contingency association between the year of the study (2009/2018) and the
above-mentioned teaching activities where the significant changed between the two studies
4

Stands for Not Selected
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occurred.
As for the individualised instructions, the χ2 test conducted to determine the existence
of the contingency, has shown a statistically significant relationship (χ2 (1, N=1392)=50,863,
p=0.000; Phi=-0.193) in terms of the year of the study, as presented in Table 2. The
comparison of the empirical and theoretical frequencies has revealed that in the 2009 survey
academics used this approach more regularly than in the 2018 one.5
TABLE 2: Contingency table: Year of the survey and the Individualised instructions
Contingency table - Individualised

N/S

YES

Total

empirical f.

69

285

354

theoretical f.

124.
9

229.
1

354.0

% within
year

19.5
%

80.5
%

100.0
%

adjusted
standardised
residuals

-7.2

7.2

/

empirical f.

422

616

1038

theoretical f.

366.
1

671.
9

1038.
0

% within
year

40.7
%

59.3
%

100.0
%

adjusted
standardised
residuals

7.2

-7.2

/

empirical f.

491

901

1392

theoretical f.

491.
0

901.
0

1392.
0

% within
year

35.3
%

64.7
%

100.0
%

instructions

Year

2009

2018

Total

5 We think that this shift was due to the fact that the particle was slightly modified in the 2018 survey. Namely, while
in the 2009 survey it was a question of consultations, it now refers to individualised instructions, which, albeit similar,
is not identical, so it is possible that this discrepancy may have arisen.
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The χ2 test was conducted to determine the existence of the contingency association
between the year of the study (2009/2018) and the ICT-based learning/computer-assisted
learning. The analysis of the contingency table (Table 3.) has shown a statistically significant
relationship (χ2 (1, N=1392) =33,100, p=0.000; Phi=0,156). The comparison of empirical and
theoretical frequencies has revealed that in the 2018 study academics used this approach more
regularly (62%) than in the 2009 study (44,4%).
TABLE 3: Contingency table: Year of the survey and the ICT-based learning/computerassisted learning
Contingency table - ICT-based

learning/

N/S

YES

Total

empirical f.

197

157

354

theoretical f.

150.3

203.7

354.0

% within
year

55.6%

44.4%

100.0%

adjusted
standardised
residuals

5.8

-5.8

/

empirical f.

394

644

1038

theoretical f.

440.7

597.3

1038.0

% within
year

38.0%

62.0%

100.0%

adjusted
standardised
residuals

-5.8

5.8

/

empirical f.

591

801

1392

theoretical f.

591.0

801.0

1392.0

% within
year

42.5%

57.5%

100.0%

computer-assisted learning

Year

2009

2018

Total

Such research result is expected in the view of the accelerated development of
information technology and its application in all segments of society. However, the
12

Illuminating the quality of teaching

Nena Rončević

assumption is that the increased use of the ICT in higher education teaching is the result of
strategic decisions in education policy, as stated by Junaković, Paćelat and Urem (2016). For
the first time Croatian HEIs were able to maintain the study programs by distance learning
when the Law on Scientific Activity and Higher Education in 2013 was enacted. The Ministry
of Science of Education and Sports recognised the potential of e-learning and included it in
the priorities of the National Strategy for Education, Science and Technology in 2014.
As in the previous cases, the χ2 test was conducted to determine the existence of the
contingency association between the year of the survey and the Development of course
material. The analysis of the contingency table (Table 4.) has shown a statistically significant
relationship (χ2 (1, N=1392) = 21,489, p=0.000; Phi=0,127). The comparison of the empirical
and theoretical frequencies has revealed that in the 2018 survey more academics have
invested their time in developing course materials (91.5%) than they did in the 2009 survey
(82.5%).
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TABLE 4: Contingency table: Year of the survey and Development of course material
Contingency table -

Development of course
material

N/S
62

2009
% within year

Year

adjusted
standardised
residuals

empirical f.

theoretical f.
2018
% within year

adjusted
standardised
residuals

empirical f.

Total

theoretical f.

% within year

Total
292

354

38.1

315.9

354.0

17.5%

82.5%

100.0%

4.7

-4.7

empirical f.

theoretical f.

YES

/

88

950

1038

111.9

926.1

1038.0

8.5%

91.5%

100.0%

-4.7

4.7
/

150

1242

1392

150.0

1242.0

1392.0

10.8%

89.2%

100.0%

Without any further in-depth analysis related to this particular activity, it is hard to
depict what lies behind greater engagement of academics in development of course materials
in the 2018 survey. We can assume that regular institutional evaluations might influence this
aspect of teaching quality in terms of encouraging academics to refresh periodically (if not
even annually) their courses and to rethink various approaches and materials used in classes.
The χ2 test was conducted to determine the existence of the contingency association
between the year of the survey and the Curriculum/program development as well. The
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analysis of the contingency table (Table 5) has shown a statistically significant relationship (χ2
(1, N=1392) =13,781, p=0.000; Phi=-0,101). The comparison of the empirical and theoretical
frequencies has revealed that academics who participated in the 2009 survey used this
approach more regularly (56.5%) than their colleagues who participated in the 2018 survey
(44.9%).
TABLE 5: Contingency table: Year of the study and the Curriculum/program
development
Contingency table -

N/S

YES

Total

empirical f.

154

200

354

theoretical f.

184.6

169.4

354.0

% within
year

43.5
%

56.5
%

100.0
%

adjusted
standardised
residuals

-3.8

3.8

/

empirical f.

572

466

1038

theoretical f.

541.4

496.6

1038.0

% within
year

55.1
%

44.9
%

100.0
%

adjusted
standardised
residuals

3.8

-3.8

/

empirical f.

726

666

1392

theoretical f.

726.0

666.0

1392.0

% within
year

52.2
%

47.8
%

100.0
%

Curriculum/program development

Year

2009

2018

Total

Such a decrease in Croatian academics’ engagement in curriculum and programme
development can be, to a certain extent, explained by the Bologna system dynamics. The
academic year 2008/2009 in Croatia was marked by a first follow-up of a new implemented
Bologna undergraduate study programmes, so it is expected that academics were at the time
more regularly engaged in various interventions to improve academic curriculum and the
quality of the available study programmes. In addition, Croatian higher education undergoes
the process of reaccreditation every five years and following the recommendations of the
international review committee they usually engage in improving the quality of academic
curricula and study programmes during the (academic) year afterwards.
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The χ2 test was also conducted to determine the existence of the contingency association
between the year of the survey and the Face-to-face interaction with students outside of class.
The analysis of the contingency table (Table 6.) has shown a statistically significant
relationship (χ2 (1, N=1392) = 78,700, p=0.000; Phi=0,235. The comparison of the empirical
and theoretical frequencies has revealed that in the 2018 survey academics used this approach
more regularly (87.4%) than they did in the previous one in 2009 (66.7%).
TABLE 6: Contingency table: Year of the survey and the Face-to-face interaction with students
outside of class

N

Contingency table - Face-to-

/S

face interaction with students
outside of class

Y
ES

T
otal

empirical f.

118

236

354

theoretical f.

63.3

290.7

354.0

33.3%

66.7%

100.0%

adjusted
standardised
residuals

8.8

-8.8

/

empirical f.

131

907

1038

theoretical f.

185.7

852.3

1038.0

% within year

12.6%

87.4%

100.0%

adjusted
standardised
residuals

-8.8

8.8

/

empirical f.

249

1143

1392

theoretical f.

249.0

1143.0

1392.0

17.9%

82.1%

100.0%

2009

Year

% within year

2018

Total

% within year

Academics’ perspectives on (everyday) teaching in higher education
In the light of comparing results from both studies, the APIKS survey re-used the part
of the CAP questionnaire related to academics’ perspectives on various aspects of their
everyday teaching practice in higher education. Therefore, we used the T-test for independent
samples in order to assess the difference between the academics’ perspectives on various
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teaching activities and the year of the survey (Table 7). The respondents were offered 11
statements, out of which 6 ended up characterised with a statistically significant difference
with respect to the year of the survey. There is a higher level of agreement in the 2018 survey
compared to the 2009 one for all seven particles with a statistically significant difference.
Survey results suggest that in the 2018 survey academics are more often encouraged to
improve their instructional skills in response to teaching evaluations and more often at their
institutions there are adequate training courses for enhancing teaching quality. In addition,
academics who participated in the 2018 survey seems to agree more than those who
participated in the previous survey how their external activities reinforce their teaching, and
how they regularly do inform their students about the implications of cheating or plagiarism.
Besides, academics who participated in the 2018 survey indicate the increased number of
international students in comparison to the 2009 survey. T-test difference between the year of
the survey and academics’ perspectives on teaching activities is presented in Table 7.
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TABLE 7. T-test difference between the year of the survey and academics’ perspectives on
teaching activities
Academics’
perspectives on
teaching activities
You spend more
time than you
would like
teaching basic
skills due to
student
deficiencies.
You are
encouraged to
improve your
instructional
skills in response
to teaching
evaluations.
At your
institution, there
are adequate
training courses
for enhancing
teaching quality.
Practically
oriented
knowledge and
skills are
emphasized in
your teaching.
In your courses,
you emphasize
international
perspectives or
content.

Year

t

df

p

2009

-1,532

1365

M

Sd

3,34

1,1
52

0,1
26

/

2018

3,45

1,1
35

2009

2,65

1,2
30

10,682

1361

0,0
00

2018

2009

-4,355

565,
52

0,0
00

1365

,12
0

2018

2009

1,554
2018

2009

,354

1364

,72
3

2018

You incorporate
discussions of
values and ethics
into your course
content.

2009

You inform
students of the
implications of
cheating or
plagiarism in
your courses.
Since you started
teaching, the
number of
international
students has
increased.
Currently, most

2009

-1,325

1364

,18
6

2018

558,
173

,02
3

18,120

779,
169

,00
0

-6,115

1063

,00

-2,282
2018

2009

2018

2009

18

Eta2

3,45

1,1
79

2,35

1,2
30

2,68

1,1
62

4,22

,87
4

4,13

,90
1

3,82

1,0
13

3,80

1,0
54

3,62

1,1
85

3,72

1,1
84

3,81

1,1
80

3,97

1,0
97

1,65

1,1
06

3,04

1,5
04

1,11

,38
4

0,07
7

0,03
2

/

/

/

0,01

0,29
6

0,03
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of your graduate
students are
international.

2018

Your research
activities
reinforce your
teaching.

2009

Your external
activities
reinforce your
teaching.

2009

-1,565
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,533

0

1364

,11
8

2018

-4,912

1360

2

,00
0

1,30

,71
4

3,97

1,1
05

4,08

1,0
60

3,00

1,3
47

4

/

0,01
7

3
1
,
,
3
2
Research result
indicates how in comparison to the 2009
from the
9 survey academics
5
2018 survey have been encouraged more to improve their instructional skills
in
response
to
0
0
1
8
that

teaching evaluations can be explained by the growing importance of evaluation process in
HEIs in Croatia. Every public university in Croatia has introduced institutional policy on
teaching evaluation, and since the first year of Bologna reform, universities and their
constituents have been implementing various evaluations in their own dynamic - e.g.
University of Split started in 2006, University of Rijeka in 2010, and University in Zagreb
during the academic year 2011/2012. Some research done in the national context suggests that
students consider their own participation in the evaluation of HE teaching as very important
(Dubovički and Banjari 2014), which can be interpreted as an additional motive for evaluating
and encouraging the improvement of higher education teaching.
This 2018 survey also indicates there are more adequate training courses for enhancing
teaching quality then it was the case in the 2009 survey. Although HEIs in Croatia do not
have any obligation by the Law to improve the teaching profession6, various forms of lifelong
learning programs for HE teachers have been introduced at public universities within the last
decade. However, recent studies done in Croatia still point to the lack of (professional)
training opportunities to enhance teaching competencies and improve the quality of teaching
(Kovač 2001; Vizek Vidović 2009; Turk 2016; Turk and Ledić, 2016a, 2016b; Ledić and
Turk (eds), 2017; Ledić and Brajdić Vuković (eds), 2017). Although formal trainings are
(usually) missing at the institutional level, there are various offices and/or committees for
quality assurance in higher education at all public Croatian universities. It seems that the
introduction of the Law on Quality Assurance in Science and Higher Education in 2009
contributed to a certain extent to the increased concern about the improvement of teaching
activity at universities, at least at a declarative level.
Another aspect of teaching culture that has been reported in the 2018 survey in Croatia
as a growing one is related with informing students of the implications of cheating or
plagiarism. The problems of plagiarism are particularly pronounced with the development of
information and communication technology in which the Internet is becoming the main
source of information, but opens up opportunities for downloading, processing and potential
misuse of this data. This particular finding is very optimistic given that research studies
indicate that the cultural environment of post-communist countries where corruption prevails
and a higher degree of tolerance towards cheating have contributed to the creation of
inappropriate attitudes towards academic and scientific congeniality (Hrabak, 2004, according
to Pupovac et al., 2008).
6 The only respected exception is the University of Osijek where in 2010 the obligation to attend pedagogicalpsychological and method-didactic education was introduced for junior members of the academic community, and for
those who have never completed any kind of teaching programme development and want to advance in their
academic career.
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The 2018 survey also suggests an increase in the number of international students at
HEIs in Croatia. This is an expected result bearing in mind that during the 2009 survey
Croatia participated in Erasmus mobility programme only as a country sender (outgoing
mobility), while it was officially set for an incoming mobility in 2011. Since, the statistics of
both, incoming and outgoing mobility, has been in favour and Croatia has been ranked the 3rd
in the growth of its mobility with an annual increase of an approximate of 30% (Agency for
Mobility and EU Programs 2016). In addition, the Ministry of Science, Education and Sports
established in June 2009 a working group to strengthen the international mobility. Such effort
resulted in developed and implemented measures to foster students' international mobility e.g. increasing financial resources, equalising 'foreign students' rights with those of Croatian
students, increasing the amount of financial support for ERASMUS student mobility. Recent
results of the Erasmus + Mobility Report also show that there is a noticeable increase in the
number of incoming students and that Croatia is no longer a primary country sender, but also
a destination for mobile students, mostly from Poland, Spain and France (Lukić Buković
2016). However, although there are more international students attending graduate
programmes (as it is indicated by the 2018 survey in comparison to the 2009 one), most of
students at HEIs are still from Croatia.
And the last aspect of the teaching quality assessed in this paper is related with external
activities reinforcing teaching ones. Research results indicate that academics who participated
in the 2018 survey perceive this to be true more than their colleagues who participated in the
2009 survey. Over the last few years, the concept of the university third mission and the
engaged university has become more popular and more studied phenomenon in Croatian
academia (Ćulum and Ledić 2011; Ćulum, Rončević and Ledić 2013; Ćulum and Jelenc
2015). University third mission is also recognised in the Science, Education and Technology
Strategy (2014), which states that universities must act actively in their social environment by
helping their knowledge to innovate and improve social activities, such as public services. In
the past decade, various forms of community-based learning (e.g. service-learning) have
become more present in the everyday teaching, which might contribute to the result reported
here.

Concluding Remarks
Comparing results on various matters related with the teaching culture and quality in
Croatian higher education offers a platform for critically discussing noticeable changes.
Employed comparison has shown increase in certain teaching elements that can be connected
with the aims of the Bologna process itself, as well as with different EU policies on teaching
in higher education and the efforts of Croatian HE sector to meet those.
This paper reveals that academics in Croatia are devoted to ICT-based learning and
computer-assisted learning today much more than it was the case in the 2009 survey. The
same happened with academics investing their time in developing course materials as well as
with them having face-to-face interactions with students outside the class. Such changes can
be connected with the use of digital technology and distance online learning promotion in
various EU policies targeting education (e.g. Yerevan Communiqué 2015), as well as with
recent (growing) focus on student centred approach in higher education, on pedagogical
innovations and student-focused teaching.
Survey has shown that today academics in Croatia are more often encouraged to
improve their instructional skills and more often there are adequate training courses for
enhancing teaching quality at their institutions. Such results indicate HEIs in Croatia investing
efforts and resources in meeting recommendations from various European policies and
reports. The number of international students has been only growing since the first survey in
2009, again indicating HEIs in Croatia investing into internationalisation.
As only preliminary results were presented, this particular study has its own limitations.
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However, further in-depth analysis will allow for more comparisons to be made and therefore
discussions on the changes related with teaching in higher education sector in Croatia. Such
study and discussion are much needed in the national context as everyday practice with
teaching culture and quality not being regarded enough seems to confront some of the results
presented here. At this point, it is evident that some of the aspects of teaching culture and
quality had been changing during the past ten years indicating more positive perspective on
enhancing the higher education teaching in Croatia.
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Overview
This chapter argues for the importance of designing strong syllabi that would
contribute to the implementation of a student-centered pedagogy in Moroccan
universities. Because, syllabus documents operate concurrently at the
administrative, course development, and interpersonal levels (Eberly &
Wiggins, 2001) they ought to be well-designed and thus facilitate a
strengthening of learner-teacher communication. However, research aimed at
evaluating the English Studies Track (EST) programme indicated that such
documents were seldom used in Moroccan universities. The research was
carried out in English departments of three Moroccan universities, and
involved 883 students who completed a questionnaire covering various aspects
of the instructional programme. The research sought to respond to the
following question; to what extent can syllabi increase student engagement and
enhance the quality of curricula in Moroccan universities?
Keywords: Moroccan university, quality enhancement, student engagement,
syllabus design
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Introduction
One of the main principles underpinning educational reform in Morocco has been a
move towards a student-centered approach in order to enhance learning. The first reform
document The National Charter of Education and Training (1999) stated that “the new
Moroccan national school aims at becoming an active school thanks to a pedagogical
approach based on active learning, not on passive reception; on cooperation, discussion and a
collective work, not on an individual effort alone” (p. 7). Sixteen years later, the same
principle was reiterated in The Strategic Vision of the Reform: 2015-2030. In this document,
Moroccan schools are expected to promote a transition from the passive transmission of
knowledge to a pedagogy promoting learner’s cognitive capabilities, life skills, critical
thinking, and initiative taking (p.13). These objectives can be better achieved through
adoption of a student-centered teaching approach giving priority to students’ learning
requirements (Cannon and Newble, 2000).
The orientation of the Moroccan reform towards student-centered approaches to
learning and teaching goes hand in hand with the international willingness to empower the
higher education student and to enhance the quality of tertiary level studies. Davies (1998)
argues in A European Agenda for Change for Higher Education in the 21st Century that
universities assure the quality of teaching and learning through “a careful pre-definition of
learning outcomes […], competencies […], or transportable skills […].” (p. 7)Quality is also
ensured, according to Davies, through the adoption of new learning methods that are more
learner-centered, through the reform of materials and curricula, and through guiding and
assisting the student body (ibid, p.8). In this regard, student-centered learning and teaching
have become synonymous with effective teaching that can lead to effective learning (Knight
and York, 2006, p. 565).
The Moroccan reform expects learner to take responsibility for their learning
experiences and to (re)construct the knowledge imparted by the academic authority through a
creative interaction teachers (The Strategic Vision 2015-2030, p. 13). This interaction between
the learner and the teacher is a key aspect of the higher education pedagogy. It is a
relationship that should be based on a strong will to engage the student in the educational
process. In this regard, the use of well-articulated syllabi that provide students with all the
necessary information about the courses they take is likely to increase the levels of student
engagement and improve student-teacher interaction.

Theoretical Framework
Student Engagement in Higher Education
Research findings show that the more students are engaged, the more they learn. For
example, Trowler and Trowlerpropose that the “value of engagement is no longer
questioned.” (2010, p. 9). Jones (2009) defines student or learner engagement as
[the] extent to which all learners (1) are motivated and committed to
learning, (2) have a sense of belonging and accomplishment, and (3) have
relationships with adults, peers, and parents that support learning. [….]
Students need to be engaged before they can apply higher order, creative
thinking skills. They learn most effectively when the teacher makes sense
and meaning of the curriculum material being taught. This can only happen
if the teacher has created a safe learning environment that encourages
students to meet challenges and apply high rigor skills to real-world,
unpredictable situations inside and outside of school.(p. 24)

Jones’ definition refers to the behavioral, the psychological and the socio-psychological
dimensions of student engagement (Kahu, 2013). Engaged students invest time and effort to
learn; they can self-regulate their own learning and they can use deep learning strategies.
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Furthermore, engaged learners enjoy the learning experience and their relationship with their
peers and teachers. However, the psychological dimension of engagement goes beyond
enjoyment and is further associated with a ‘will to succeed’, not only in the classroom
context, but also in the real world (Kahu, 2013, p. 762).
University students need to be engaged in learning as well as in improving the quality
of their learning environment. Students’ voices must be heard when it comes to evaluating
their own experience with the program. Students’ engagement can, indeed, go beyond
evaluation to partnership; a situation in which students are listened to and are involved in
“designing the curriculum and giving pedagogic advice and consultancy.” (Healeyet al., 2014,
p. 48). If an institution does not involve its students in this process, it can hardly claim that it
is adopting a student-centered approach to teaching and learning. Any attempt to enhance the
quality of university programs without involving students and relying only on other parties
(teachers and faculty) is likely to fail and it is likely to increase students’ feeling of
disconnectedness with their learning environment.
According to Bensimon (2009) university students need to “develop feelings about their
peers, professors and institutions that give them a sense of connectedness, affiliation, and
belonging.” (in Trowlerand Trowler, 2010, p.12). In this regard, a certain level of
connectedness can be achieved through providing students with a clear syllabus that creates
the bond between students, their teachers and the course they will study. The next section will
discuss the uses and usefulness of a syllabus in increasing student engagement in higher
education.

Uses of a Syllabus in Higher Education
A syllabus is usually conceived of “a description of the contents of instruction and the
order in which they are to be taught.” (Richards and Schmidt, 2002, p. 532). However, at the
tertiary level, the function of a syllabus goes beyond the organization of content to include
“the instructor’s expectations, the methods of instruction and evaluation, and the overall
course rationale” (Lowther et al., 1989, p. vi).This corresponds to what Chickering and
Gamson (1987) identify as ‘a strong sense of shared purposes’ - one of the key characteristics
of an environment that fosters learning in higher education (p. 5). These ‘shared purposes’ are
usually stated in the syllabus which is a contract between the student and the university; it is a
contract between the student and the teacher; and it is a tool to track the development of a
certain course and “to evaluate curriculum and program development over time.” (Ecker,
1994 in Eberly and Wiggins, 2001, p. 57). In this regard, Parkes and Harris (2002) identify
three functions for a syllabus at the tertiary level: a syllabus as a permanent record, a syllabus
as a contract, and a syllabus as a learning tool.
First, a syllabus is a record of the course content, of the course objectives and
outcomes, and of assessment procedures. This allows the revision of courses and programs “in
order to adapt to changes in the teaching-learning process.”(Eberlyand Wiggins, 2001, p.
69).Second, the syllabus is a contract between the student and the teacher, on the one hand,
and between the student and the university, on the other hand. Therefore, the syllabus should
include, among other components, clear information about the course calendar; course prerequisites; grading, information regarding late assignment submissions, and requisite make-up
policies in the event of failure (Parkes and Harris, ibid). The syllabus is a roadmap for the
student and without this document students are likely to feel lost, and, hence, disengaged and
demotivated. Slattery and Carlson (2005) argue that:
[s]students who cannot predict or influence their professor’s expectations
and behavior may give up and display typical signs of learned helplessness.
Similarly, when faculty shift deadlines frequently, students may become
frustrated by their inability to plan writing and studying time” (p. 160).
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In fact, a syllabus has the potential to be a learning tool because it allows the student to
develop his/her planning and self-management skills and it can provide them with valuable
advice on how to deal with the course in and outside of class. More importantly, if students
have access to a syllabus before they start the course, they can recognise their own strengths
and identify their weaknesses in relation to the course pre-requisites (Parkesand Harris, ibid,
p. 58).
All things considered, providing university students with a syllabus that describes the
course content, objectives and outcomes increases their awareness of what they have to do;
how they should do it; and what they are supposed to achieve. The more students are aware of
the rationale(s) behind what they are doing at the level of the course and the program, the
more likely it is that they will be engaged in their studies and the more informed they will be
to provide relevant feedback that will further enhance course quality.
The present chapter examines the extent to which the EST students in three Moroccan
universities are aware of the objectives of the program they are enrolled in and the objectives
and outcomes of the courses in which they are enrolled. The results will be discussed in the
light of the use or lack of use of syllabi in this program.

Methodology
Research Questions
The present chapter seeks to answer the following questions:
1. To what extent are the English Studies Track (EST) students aware of the
objectives behind their university studies?
2. To what extent do EST students have a clear idea about the course objectives at
the beginning of each course?
3. To what extent are EST students aware of the courses outcomes?

Population and Sampling
The study was carried out among the students of the English departments of three
Moroccan universities: Abdelmalek Essaadi University (AEU) in Tetouan, IbnTofail
University (ITU) in Kenitra, and Cadi Ayyad University (CAU) in Marrakech. These
universities were chosen on the basis of two criteria: accessibility and the fact that they also
are somewhat representative of the wider higher education sector. First, these universities
were the most accessible to the researcher in terms of their location and having access to
students. Second, these universities represent three different geographical regions in Morocco:
the North, the West, and the Center of Morocco respectively.
883 students from the above-mentioned universities participated in this study. The
participants were Semester 2 (S2), Semester 4 (S4), and Semester 6 (S6) students. This means
that the study covers three levels of experience with university studies, which ranges from
first year to third year of the graduate program. Table 1 shows the distribution of the
participants according to the institution they belong to and the semester of studies.
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Semester
Semester 2
Count

Semester 4

Total
Semester 6

130

24

43

197

71,6

47,1

78,3

197,0

116

85

165

366

133,1

87,5

145,5

75

102

143

116,3

76,5

127,2

321

211

351

321,0

211,0

351,0

AEU
Expected Count
The English
Department

Count
ITU
Expected Count
Count

366,0
320

CAU
Expected Count
Count

320,0
883

Total
Expected Count

883,0

Table 1: Number of Participants from the English Departments of the Three Universities

Research Instrument and Data Analysis
A questionnaire comprising 32 closed-ended (Likert scale) questions was administered
to participant students. The questionnaire dealt with different aspects of the teaching and
learning environments in the ESTs in the three universities covered by this research.
Nonetheless, for the sake of the present chapter, only the answers to three questions that are
related to syllabus use in the ESTs will be reported. Each one of these questions addresses the
aforementioned research questions.
1. I am aware of the objectives behind my university studies at the English
department.
Strongly Agree □

Agree □

I’m not sure □

Disagree □

Strongly Disagree □

2. I have a clear idea about the course objectives at the beginning of each course.
Always

□

Usually □

Sometimes □

Rarely

□

Never □

3. I am aware of the outcomes I have to reach by the end of each course.
Always

□

Usually □

Sometimes □

Rarely

□

Never □

The answers to these questions were submitted to a statistical analysis of frequencies.
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Results
1. To what extent are the English Studies Track (EST) students aware of the
objectives behind their university studies?

20,6%

49,1%

23,4%

6%

0,9%

Figure 1. Students’ Awareness of the Program Objectives

Figure 1 reveals that the majority of the participants (69,7%) agreed (20,6% strongly
agreed and 49,1% agreed) that they had a clear idea about the objectives behind their
university studies in the English Studies Track. Only 6,9% said they were unaware of these
objectives. However, 23,4% of the students did not have full knowledge of their studies
objectives,
2. To what extent do the English Studies Track (EST) students have a clear
idea about the objectives of the courses they take?
The participants’ answers to this question show that most of the students in the EST do
not have a clear idea about the objectives of the courses they take (Figure 2). Only 12, 8% of
the respondents claimed that they always had knowledge of the courses objectives. As a
matter of fact, this category of respondents is outnumbered by the category that rarely or
never got any idea about course objectives (23, 5%). (36%) said that they sometimes knew
about the courses objectives.
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26,4%

36%

16,5%
7%

Figure 2: Students’ Awareness of the Courses Objectives

3. To what extent are EST students aware of the courses outcomes?

12,7%

27,3%

39,4%

13,8%

5,1%

Figure 3: Students’ awareness of the Courses Outcomes

The participants answered the third question almost in the same way as they answered
the second one. Figure 3 reveals that students are not fully aware of the outcomes they have to
reach in the courses they take as only 12, 7% of the respondents answered that they were
always aware of the courses outcomes. 27, 3% said they usually knew about the outcomes
they had to achieve. However, almost 40% said that they were sometimes aware of the
courses outcomes; while, 18, 9% of the participants reported that they rarely or never knew
about them. This denotes a lack of certainty about what students have to achieve by the end of
the courses.
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Discussion and Implications
The results yielded by the questionnaire reveal a significant discrepancy in students’
awareness of objectives, and outcomes, at the level of the program on the one hand, and at the
level of the courses on the other hand. It seems that EST students’ level of awareness of the
objectives behind their university studies at the English Department is higher (69% of the
respondents) than their level of awareness of the objectives behind the individual courses they
take (39,2% of the respondents who were always or usually aware of the courses objectives).
This negative tendency is reinforced by the percentage of students who only sometimes had a
clear idea about the objectives (36%) and outcomes (39.4%) of the courses they study.
This discrepancy may be due to the fact that the three universities covered by this
study provide a general description of the program on their respective websites, either in
French (CAU and ITU) or in English (AEU). One of the participant universities provided a
comprehensive list of objectives and proposed learning competencies on its website.
However, such information provision does not tend to be the norm. Seldom available to
students when it comes to individual courses. Anecdotal information suggests that many ESTs
teachers communicate course content and objectives orally.
Providing a detailed syllabus is not a requirement in the ESTs and the results presented
in the previous section reveal an unsystematic use of syllabi in the ESTs in Moroccan
universities. An important number of Moroccan students do not have access to basic
information about the courses they take in terms of objectives and outcomes. This situation is
likely to foster a surface approach to learning in students who cannot predict what they are
supposed to achieve in their courses. Meanwhile, Lizzioet al. (2002) assert that “[s]tudents
who reported a deep approach to learning the subject also reported more integrated
conceptions of the subject content both prior and subsequent to enrolment in the subject.” (p.
30)
The Strategic Vision 2015-2030proposes that the Moroccan educational system must
“involve the learner in the construction of their own learning and develop a creative
interaction between the learner and the teacher.” (p. 13). Yet, such an interaction can hardly
take place without a syllabus that sets the ground for the student-teacher negotiation of the
course context. One of the basic needs of university students is to have access to learning
guides and syllabi. Students need to have a clear vision of the courses and the curricula they
study in order to be engaged in the learning process.
In order to enhance the quality of the Moroccan tertiary level, it is fundamental to go
beyond the conception that a syllabus is a mere document that describes the scope and
sequence of a course and that it is a document exclusively for teachers. Moroccan university
students must have access to course syllabi to develop their motivation and agency (Zepke
and Leach, 2010, p. 169). Students tend to feel more autonomous and in control of their own
learning if they have a syllabus that helps them plan for their studies and organise their
priorities according to the objectives and outcomes stated in the document.

Conclusion
Student engagement does not only involve what students and teachers do in the
classroom but also what happens prior to the course. Engagement can be designed into the
development of learner-centered syllabi addressing students’ needs for guidance, clarity and
connectedness. Enhancing the quality of higher education curricula in Morocco is not solely
the responsibility of teachers, faculty and politicians alone. Students have to be consulted as
partners and have to be engaged in the quality enhancement process because they are at the
heart of the educational practice. They can pinpoint the weaknesses and the strengths of study
programs and they can suggest possible solutions to current problems. Adopting a studentcentered approach to teaching and learning should not be limited to the teaching methods, but
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should also affect the teaching philosophy embraced by the teachers and the higher education
institution.
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Overview
The objective of this research is to explore the relationship among self-efficacy,
academic motivation and academic performance of Moroccan English Foreign
Language (EFL) students. The data was collected through administering a questionnaire
to 179 EFL leaners selected from semester three and semester five. The questionnaire
was used to measure the learners’ general self-efficacy as adopted from Chen et al.
(2001), learning self-efficacy as adopted from Pintrich et al. (1991), intrinsic and
extrinsic motivation as adopted from Pintrich et al. (1991), and academic achievement
as measured by participants’ self-reported grade-point averages (see section 7.2). The
data was analysed using descriptive and inferential statistics. The Pearson correlation
coefficient was used to examine the relationship between self-efficacy, motivation and
academic performance. T-tests were carried out to explore the differences in
participants’ self-efficacy, motivation and academic performance on the basis of their
gender and instructional level. The results of the study showed that there is a significant
relationship between the students’ self-efficacy, intrinsic motivation, and academic
performance. There were no differences among learners’ self-efficacy beliefs,
motivational orientations with respect to their gender and educational level. However,
male students scored higher on academic achievement than female students. Fifthsemester students were also found to score higher on academic performance than thirdsemester students.
Keywords: self-efficacy, intrinsic, extrinsic motivation, academic performance, gender
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1. Introduction
This chapter addresses the idea that perceived self-efficacy is an important variable in
understanding learners’ academic motivation and achievement. Self-efficacy is defined as
one’s perceived capabilities for learning or producing given attainments (Bandura, 1997). In
other words, self-efficacy involves one's beliefs about his/her capability to do a task.
Perceived self-efficacy does not affect behaviour directly but instead through its impact on
other determinants such as “goals and aspirations, outcome expectations, affective
proclivities, and perception of impediments and opportunities in the social environment”
(Bandura, 2006, p. 309). Through expectations of eventual success, self-efficacy is
hypothesised to affect choice of activities, effort, persistence, and achievement (Bandura,
1997; Schunk, 1995). People who have a low sense of efficacy for accomplishing a task may
avoid it; however, people with high self-efficacy for accomplishing a task participate more
readily, work harder, persist longer in the face of obstacles (Bandura, 1997, Schunk, 1991;
Schunk and Meece 2005). So self-efficacy, which refers to people’s beliefs in their
capabilities to perform tasks, is an important personal factor as sit can influence other factors
that impact behaviour, such as strategic thinking, goal setting, success expectation, effort
exertion, and perseverance in the face of difficulties.
Self-efficacy is not considered to be a static or global trait, but instead a differentiated
set of beliefs about oneself that are linked to distinct areas of functioning (Bandura, 1997,
2006). For instance, one cannot be a master of all trades, which would require a mastery of
every realm of human life. Therefore, people differ both in the areas and tasks in which they
exhibit their self-efficacy and in the levels to which they develop it within their chosen
accomplishments (Bandura 1997, 2006).
The next section provides a theoretical background of self-efficacy framed within the
context of social cognitive theory (Bandura, 1986). The sources of self-efficacy information
and the consequences of self-efficacy, especially the influence on motivation and academic
achievement, are described.

2. Sources of Self-Efficacy
From Bandura’s (1986) social cognitive theory, we can infer that students’ self-efficacy
constitutes a major aspect of their knowledge about themselves as learners and a determiner
of scholastic behaviour. Bandura (1997) argued that self-efficacy is constructed from four
major sources: mastery experience, vicarious (observational) experiences, verbal persuasion,
and physiological and affective state. These four sources are explained below.

2.1. Enactive Mastery Experience
Bendura (1997) considers enactive mastery experiences the most prominent source of
efficacy information because they provide the most accurate evidence of whether one can
master the prerequisite skills to succeed. The students’ judgments of their ability are formed
on the basis of their own previous academic performances. Successes raise efficacy and
failures lower it, but once a strong sense of efficacy is developed a failure may not have much
impact on self-efficacy belief (Bandura, 1986; Schunk, 1984, 1991).

2.2. Vicarious Experience
Students’ self-efficacy is also partly shaped by vicarious experiences through observing
how others perform. Similar others offer the best basis for comparison (Bandura, 1997;
Schunk, 1989). For most activities, including that of school contexts, people measure the
adequacy of their capabilities in relation to the performance of similar others. Bandura (1997)
argues that students may possibly modify their beliefs following a model's success or failure
to the extent that they feel similar to the model. Observing similar peers perform a task
conveys to the students the information that they too have the ability to undertake similar
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tasks. On the other hand, observing others fail may lower the students’ sense of self-efficacy
and discourage them from doing the task. Nevertheless, information acquired vicariously
usually has a weaker and transient effect on self-efficacy than performance-based information
(Bandura, 1997; Schunk, 1989, 1991).

2.3. Verbal/Social Persuasion
Social persuasion serves as another important means of strengthening people’s sense of
self-efficacy (Bandura, 1997). The positive feedback that students receive from others on their
abilities and academic outcomes contributes in sustaining and promoting their sense of selfefficacy, especially when struggling with difficulties. Students who are verbally persuaded
that they possess the ability to carry out certain tasks are more likely to exert more effort and
persevere in the face of difficulties than if they doubt their capabilities. Persuasory efficacy
information, which is often conveyed in the form the evaluative feedback given to performers,
can be conveyed in a manner that weakens a sense of efficacy or boosts it (Bandura, 1997, p.
101). According to Usher and Pajares (2006) positive feedback from significant others is a
reliable source of increasing and strengthening self-confidence.

2.4. Physiological and Emotional States
Students acquire efficacy information through somatic or physiological indices
(Bandura 1997). Students often read their physiological and emotional symptoms in stressful
situations as indicators of liability of dysfunction (Bandura 1997; Schunk, 1984). For
example, physiological and emotional symptoms such as trembling, sweating, anxiety and
stress before a test could be interpreted by students as indicators that they lack the prerequisite skills, and hence may not be capable of performing well. Strong emotional reactions
to school related tasks could provide clues to expected success or failure (Usher &Pajares,
2006).
Bandura (1997) argued that guided enactive mastery beliefs produces stronger and more
global efficacy beliefs than do other modes of influence relying only on vicarious experiences
or verbal instruction. In other words, students’ own performances offer more reliable indices
for measuring self-efficacy, while effects of the other sources are more variable. In general,
successes raise self-efficacy and failures lower it, although an occasional failure (success)
after some successes (failures) is unlikely to have much impact (Bandura, 1997; Schunk and
Meece, 2005).
The role of self-efficacy in motivation and performance has been increasingly explored
since Bandura's (1977) original publications. During the past three decades, self-efficacy has
emerged as a highly effective predictor of students’ motivation and learning (Zimmerman,
2000). The rest of the paper deals with the influence of self-efficacy on motivation and
achievement.

3. Academic Motivation
Albert Bandura’s (1977, 1986 & 1997) theory of self-efficacy has important
implications with regard to motivation. Bandura hypothesized that perceived self-efficacy
affects choice of activities, effort expenditure, and persistence. People who hold a low sense
of efficacy for accomplishing a task may avoid it; those who believe they are capable should
participate more eagerly even in when facing difficulties and obstacles. In line with this,
Schunk (2003) believes that students’ perceived self-efficacy about their capabilities to learn
or perform behaviours at designated levels, plays an important role in their motivation and
learning. Students’ self-efficacy sustains motivation and promotes learning.
To be motivated means to be enthusiastic about doing a task, whereas a person who
feels no incentive or eagerness to act is thus characterised as unmotivated. Students differ not
only in the intensity of motivation, but also in the orientation of that motivation (Deci &
Ryan, 2000). In self-determination theory (STD) Deci & Ryan (1985) distinguished between
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different types of motivation on the basis of different reasons or goals that give rise to an
action. The most basic distinction is between intrinsic motivation, which refers to doing
something because of its inherently satisfactions, and extrinsic motivation, which refers to
doing something to attain some separable outcome. Intrinsic motivation is based on the
individual’s needs to be competent and self-determining (p. 5).

4. Self-efficacy and Motivation
Educators have long recognised that students’ beliefs about their academic capabilities
play an essential role in their motivation to achieve. According to Bandura (1994, 1997),
motivation involves the cognitive process that students use in the activation and persistence of
behaviour (Bandura, 1994, 1997; Pintrich & Schunk, 2002). Bandura (1994) argues that
efficacious outlook fosters intrinsic motivation and deep interest in activities. Therefore, they
boost and maintain their efforts in the face of difficulties and failures. In line with this,
McKeachie (1990) asserts that when students are efficacious, learning becomes more
intrinsically satisfying. Zimmerman and Kitsantas (1997; 1999) also found self-efficacy to be
highly correlated with students’ rated intrinsic interest in a motoric learning task as well as in
a writing revision task. In a study by Saracalolu and Dinçer (2009), which explored the
relationship between self-efficacy and academic motivation of the teacher candidates, selfefficacy is found to moderately correlate with academic motivation and to lesser extent with
academic achievement. Niehaus, Rudasil, and Adelson (2012) examined how academic selfefficacy, intrinsic motivation, and participation in an after-school program contributed to the
academic achievement of Latino middle school students. Results revealed that intrinsic
motivation was positively associated with students’ academic achievement.

5. Self-Efficacy and Academic Achievement
Ample research has indicated that self-efficacy correlates with achievement outcomes
(Bandura, 1993, 1997; Ferla, Valcke, and Cai, 2009; Pajares, 1996; Schunk, 1989, 1991,
1995; Zimmerman, 1997; Usher and Pajares, 2006; Zimmerman, Bandura, & Martinez-Pons,
1992). Individuals with high self-efficacy beliefs show confidence in their skills and abilities
to do well and have been shown to participate more in learning activities.
Mahyuddin, et al. (2006) investigated the relationship between Malaysian students' selfefficacy and their English language achievement. Correlational analysis shows that there are
significant positive correlations between self-efficacy dimensions and academic achievement
in the English language. Rahemi (2007) investigated the humanities students’ English selfefficacy beliefs, and examined the contributions they make to their EFL achievements. A
strong positive correlation was found between their EFL achievements and self-efficacy.
Reyes (2010) conducted a study to find the level of efficacy of highs school students in the
subjects of Math and English on the basis of their gender. He found a significant relationship
between students’ performance on both of subjects and self-efficacy. However no significant
difference has been located on male and female perceived efficacy on both subjects. Akram
and Ghazanfar (2014) explored the relationship of self-efficacy and the academic performance
in terms of CGPA of the Pakistani University students. The results reveal a positive
relationship between self-efficacy and their academic performance. The study also reveals
that there is a significant difference in the level of self-efficacy of respondents with respect to
their gender, as male students showed high level of self-efficacy as compared to female
students. Shkullaku (2013) explored gender differences in self-efficacy and academic
performance among Albanian students. The results of the study showed that there was a
significant relationship between the students’ self-efficacy and academic performance. The
results also showed there were gender differences in the levels of self-efficacy, where men
reported higher levels of self-efficacy than women. The results also showed that there was no
difference between males and females in academic performance.
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6. The Objective of the Study
As self-efficacy plays a significant role in influencing academic motivation and
achievement, the aim of this study is to investigate the relationship among EFL learners’ selfefficacy beliefs, motivational orientations and academic performance. Moreover, it also
investigates possible differences among learners’ self-efficacy beliefs, motivational drives,
and academic achievement on the basis of their gender and instructional level.

7. Method
7.1. Sample
A criterion-sampling scheme (Onwuegbuzie& Collins, 2007) was used in this study.
Specifically, the criteria used were that each participant was either a third semester or a fifth
semester undergraduate student. The target population of the present study was EFL students
from Beni Mellal University of Arts and Humanities in Morocco. The sample included 82
male (45,8%) and 97 (54,2%) female students. 90 (50,3%) of these students were studying in
the third semester and 88 (49,7%) in the fifth semester. The respondents’ ages ranged from 18
to 42 years (mean age = 21,5 years).

7.2. Measures
The questionnaire of the study comprises 24 items tapping learner’s beliefs about their
self-efficacy and motivational drives. At this stage, it is important to note that the self-efficacy
measures refer to performance capabilities rather personal qualities, such as psychological
characteristics (Aamir, et al., 2017). Because self-efficacy beliefs are multi-layered, different
kinds of self-efficacy scales exist (Bandura, 2006). There are general scales that measure an
individuals’ global sense of efficacy, and specific domain of functioning scales. Therefore, the
first scale (8 items) is adopted from the General Self-Efficacy Scale (Chen et al, 2001). It
includes items such as: I will be able to achieve most of the goals that I have set for myself;
When facing difficult tasks, I am certain that I will accomplish them; In general, I think that I
can obtain outcomes that are important to me.). The second scale (8 items) is adopted from
Pintrich et al., (1991) self-efficacy for learning and performance. It includes items such as: I
believe I will receive an excellent grade in my classes; I’m certain I can understand the most
difficult course material presented in the readings for my courses; I’m confident I can
understand the basic concepts taught in my courses. The eight items used to comprise the
scale for learning self-efficacy (LSE) are intended to measure both efficacious appraisals of
ability and performance expectations in a specific college course (Pintrich et al., 1991). The
Academic Motivation Scale (Vallerand et al., 1992, 1993) focuses on two subscales, each of
which consists of four items. External motivation consists of items such as: I study English
because I need at least a high-school degree in order to find a high-paying job later on.
Intrinsic motivation includes items such as: I study English because I experience pleasure and
satisfaction while learning new things. The respondents replied to the five-point Likert scale
questionnaire with the following answer possibilities: 1 – not very like me, 2 – like me, 3 –
somewhat like me, 4 – like me, 5 – very like me (See Appendix A).
This questionnaire also extracted the following demographic information: gender, age,
instructional level and self-reported grade point average (GPA). The data on academic
performance was collected through GPA self-reported by the participants in the previous
semesters of the 2017- 2018 academic year. The grades were used as the measure of students’
academic performance.
The internal consistency estimates of the different self-efficacy and motivation scales
ranges from .79 to .85, which were quite similar to the internal consistency reliabilities of
SGSES of Chen et al. (2001), which was moderate to high (.76 to .89) and to the AMS of
Vallerand, et al. (1993), which ranged from .83 to .86.
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7.3. Data Analysis
The compiled data by the questionnaire was analysed with SPSS 17.0 software to
answer the research questions. All the data collected were analysed using descriptive and
inferential statistics. The descriptive analysis was conducted to report the mean scores and
standard deviation in order to investigate the students’ self-efficacy beliefs and motivational
orientations statistics used were means. The inferential statistics used were t-tests for
independent samples to determine the gender and instructional level difference among the
sample concerning their self-efficacy beliefs and motivation, and Pearson product moment
correlation. Pearson correlations were performed to investigate the relationship among self–
efficacy, motivational orientations and academic performance. Independent t-tests were
conducted to determine the gender and instructional level difference among the sample
concerning their self-efficacy beliefs, motivation and academic achievement. A correlation
analysis was also to determine the correlation among self-efficacy beliefs, motivational
orientations and academic achievement.

8. Results
8.1. Students self-efficacy and motivational orientations
Table 1 presents descriptive results, which gives an initial idea about the learners’ level
of self-efficacy, motivational orientations, and academic achievement.
Table 1: Students self-efficacy and motivational orientations
N

Minimum Maximum

Mean

Std. Deviation

General Self-Efficacy

178

1,75

5,00

3,75

,64

Learning Self-Efficacy

179

1,75

5,00

3,61

,68

External Motivation

179

1,00

5,00

3,47

1,12

Internal Motivation

179

1,00

5,00

4,15

,83

Academic Achievement

179

5,00

15,50

10,94

1,66

Valid N (listwise)

178

The first objective of this study was to explore the Moroccan EFL self-efficacy beliefs
and motivational orientations. The descriptive statistics table below give us an initial idea
about the learners’ self-efficacy beliefs and motivational orientations. As shown in Table 1
below EFL students generally have a moderately high sense of global self-efficacy (M= 3,75;
SD = ,64) and learning self-efficacy (M = 3,61; SD = ,68). As far as their motivational
orientations are concerned, it seems that they more internally motivated to (M = 4,15; SD =
,83) than externally motivated (M = 3,47; SD = 1,12) to learn English. Concerning the sample
global grade mean it is moderate with a mean score of (M = 10,94; SD = 1,66).

8.2. Correlation among learners’ self-efficacy, motivational drives, and
academic achievement
Table 2 explores the different correlation among the learners’ self-efficacy beliefs,
motivations orientations and academic achievement. It also investigates the inter-correlations
among the investigated variables.
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Table 2: Correlations among academic achievement and self-efficacy and motivation
Academic Ach

Academic Achievement

--

General Self-efficacy

,32**

G S Efficacy

L Self Ef

Intr motivation

Ext
motivation

Sig= ,00
N= 177

Learning Self-efficacy

Intrinsic motivation

Extrinsic motivation

--

,34**

,67**

Sig= ,00

Sig= ,00

N= 177

N= 175

--

,20**

,34**

,28**

Sig= ,006

Sig= ,00

Sig= ,00

N= 178

N= 176

N= 176

--

-,08

-,004

,11

-,08

Sig= ,28

Sig= ,96

Sig= ,15

Sig= ,26

N= 177

N= 176

N= 175

N= 176

--

** P<.01
An evaluation of Table 4 reveals that the academic performances of the students have a
significantly positive relationship with learning self-efficacy (r = .34), with intrinsic
motivation (r = .34) (p < .01), and global self-efficacy (r = .32). These results seem to suggest
that the higher the learners’ global self-efficacy, learning self-efficacy and intrinsic
motivation the higher their academic achievements get. On the other hand, external
motivation correlates negatively with academic achievement (r = -.34, p< .01). This seems to
suggest that the more externally motivated the learners are the lower their academic
performance becomes. One can also see that global self-efficacy correlates strongly with
learning self-efficacy r = .64 and moderately with intrinsic motivation r = .34. These results
entail that students who have high global self-efficacy also have high sense of learning selfefficacy and are intrinsically motivated to learn English. Learning self-efficacy also exhibits a
moderately positive correlation with internal motivation r = .28, p < .01). It should be noted
that external motivation exhibits insignificant inter-correlations with academic achievement
and the rest of the investigated variables, as the p value is more than .01.
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8.3. Gender and learners’ self-efficacy and motivational orientations
An independent-samples t-test was conducted to evaluate whether participants’ mean
scores differed across genders at statistically significant levels.
Table 3: A Comparison of Male and Female Learners’ Self-Efficacy and Motivational Orientations

General Self-Efficacy

Learning Self-Efficacy

External Motivation

Internal Motivation

Academic Achievement

Gender

N

Mean

Std.
Deviation

male

81

3,8194

,65491

1,295

female

96

3,6953

,61874

1,288

male

81

3,6402

,75462

1,182

female

96

3,5179

,62261

1,163

male

80

3,4917

1,14611

,002

female

97

3,4914

1,08663

,002

male

81

4,0401

,88429

-,713

female

97

4,1340

,86607

-,712

Male

82

11,21

1,82

Female

97

10,71

1,48

t

2,04

sig

.19

.23

.54

.45

.04

So as the results in Table 2 show, the t-test results indicated that there was not a
significant difference between females and males with regard to the mean scores of their selfefficacy beliefs and motivational orientations as the p value is more than .05 (P< .05).
However, the t-test results show that there is significant difference between males and females
in academic performance. Male students of the sample of this study score higher in academic
achievement (M= 11.21; SD= 1,82; p= .04) than female students (M = 10.71; SD = 1,48; p =
.04).

8.4. Instructional level and students’ self-efficacy and motivation
An independent-samples t-test was conducted to evaluate whether participants’ mean
scores differed across the two investigated instructional levels at statistically significant
levels.
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Table 4: A Comparison of S1 and S6 Students’ self-efficacy and motivation
Instructional
level

Std.
Deviation

N

Mean

t

Sig.

S3

90

3,78

,56

,22

S5

86

3,75

,71

,22

S3

90

3,63

,60

,57

General Self-Efficacy

.82

Learning Sefl-Efficay

.57
S5

86

3,57

,76

,56

S3

90

3,52

1,12

,49

External Motivation

.61
S5

86

3,44

1,10

,49

S3

89

4,14

,82

-,26

S5

88

4,16

,92

-,26

S3

90

10,68

1,73

2.51

S5

88

11,28

1,41

2,52

Intrinsic Motivation

Academic Achievement

.79

.01

To investigate the impact of the instruction level on the learners’ self-efficacy beliefs
and motivational orientations an independent t-test was conducted. As shown in Table 3, the
analysis by the independent t-tests on the investigated variables between S3 and S5 students
yield significant differences for the academic achievement, as the p value is less than .05 (P<
.05). This means that there is a statistically significant difference in terms of academic
achievement between semester five students (M = 11.28, SD = 1.41, t = 2.51) and semester 3
students (M = 10.68, SD = 1.73, t = 2.52), p = .01.

9. Discussion
The aim of the present study is to investigate the relationship among EFL learners’ selfefficacy beliefs, motivational orientations, and academic performance. Fist, the descriptive
statistics shows through the EFL learners’ mean scores that they have a moderately high sense
of general self-efficacy and learning self-efficacy. These results seem to indicate that
participants in this sample believed themselves to be considerably efficacious with regard to
not only their sense of mastery in academic related tasks, but also in different domains of
functioning.
Concerning their motivational orientation, the results revealed that the participants of
this study are more intrinsically than extrinsically motivated to learn English. These results
seem to indicate that the Moroccan EFL leaners included in this study sample tend to perceive
themselves as efficacious and intrinsically oriented to learn English. This is important because
self-efficacy has important implications with regard to motivation (Bandura, 1977, 1986 &
1997), and academic achievement (Bandura, 1994, 1997; Pajares, 1996; Schunk, 1989, 1991,
1995).
The correlational analysis reveals that both learning self-efficacy and global selfefficacy correlate positively with the leaners’ academic performances. This result was
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consistent with previous research in suggesting that academic self-efficacy correlates
positively with academic achievement (Bandura, 1993, 1997; Pajares, 1996; Schunk, 1989,
1991, 1995; Zimmerman, 1997; Mahyuddin, et al., 2006; Rahemi, 2007; Reyes, 2010;
Ghazanfar, 2014). This result points to the importance fostering a high sense of self-efficacy,
both general and academic efficacy beliefs, in learners as it directly influence their academic
performance.
In addition, intrinsic motivation is also found to correlate positively with leaners’
academic performance. Specifically, students who were more intrinsically motivated earned
higher grades. This finding suggests that Moroccan EFL learners who are more internally
motivated to study English are more successful. This result is in line with previous work by
Niehaus, Rudasil, and Adelson (2012) showed that intrinsic motivation was positively
associated with Latino middle school students’ GPAs. On the other hand, external motivation
correlates negatively with learners’ academic achievement. This finding seems to suggest that
the more externally motivated the students are the less they achieve in their study.
One of the most significant results of the study revealed that general self-efficacy
correlates strongly with learning self-efficacy (r= .64, p < .01).This result seems to
corroborate the previous descriptive result, which indicates that students who have high global
self-efficacy also have high sense of learning self-efficacy. A person who possesses high selfefficacious beliefs in accomplishing different performances is more likely to trust his/her
academic performance as well. The learners’ global sense of self-efficacy, which is developed
at early stages of individuals’ lives outside the classroom, should be nurtured by educators
and other caregivers, as it is predictive of academic self-efficacy. Moreover, both general and
learning self-efficacy beliefs exhibit a significant positive correlation with intrinsic
motivation. These results were consistent with previous research in suggesting that academic
self-efficacy is correlated with intrinsic motivation. For instance, Zimmerman and Kitsantas
(1997; 1999) found self-efficacy to correlate highly with students’ rated intrinsic interest in
learning. In line with this, McKeachie (1990) asserts that when students have a high sense of
efficacy, learning becomes more intrinsically satisfying. In another study by Saracalolu and
Dinçer (2009), self-efficacy was found to moderately correlate with academic motivation.
The positive correlations among self-efficacy, intrinsic motivation and academic
achievement can be accounted for by Bandura’s theory. Bandura’s social cognitive theory
introduces self-efficacy as a personal factor that affect individuals’ choice of activities, effort
expenditure, persistence in the face of obstacles, and achievement. Bandura believes that the
individuals who have more successful experiences develop their capabilities for learning or
producing a given attainment. Moreover, as Schunk (2003) argues students’ perceived selfefficacy plays an important role in their motivation and learning. In other words, students’
self-efficacy beliefs help sustain motivation and hence promote learning. Indeed, self-efficacy
has emerged as a highly effective predictor of students’ motivation and learning as
Zimmerman (2000) argued.
In the current study, there were no difference among learners’ self-efficacy beliefs and
motivational orientations with respect to their gender and educational level. The fact that there
were no differences among male and female learners’ efficacy beliefs was consistent with
Reyes (2010) study in which he investigated the level of efficacy of high school students in
the subjects of Math and English on the basis of their gender. However, this result was
inconsistent with other studies, where males were found to show high level of self-efficacy
than females (cf. Akram & Ghazanfar, 2014; Shkullaku, 2013). The fact that there is no
difference among the Moroccan male and female EFL learners’ self-efficacy believes shows
that today female learners are as efficacious as male learners. Indeed, Moroccan female
learners are as good at learning language as males.

10. Implications
In light of the findings of the present study the following implication were formulated:
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1- Self-efficacy beliefs and motivational orientations of learners are vital constructs to
take into account in trying to understand EFL learners’ academic outcomes.
2- It is essential for the teachers to promote the learners’ self-efficacy, and, by doing so,
they can improve the academic performance of their students.
3- It is helpful that teachers help their leaners get interested in the subjects they teach
and the language in general.

11. CONCLUSION
Ample research has indicated that self-efficacy correlates with achievement outcomes
(Bandura, 1993, 1997; Ferla, Valcke, and Cai, 2009; Pajares, 1996; Schunk, 1995), and
motivation, especially intrinsic motivation (Bandura, 1994, 1997; McKeachie, 1990;
Zimmerman and Kitsantas, 1997; 1999). Students with high self-efficacy often display greater
performance comparatively to those with low self-efficacy. Students’ beliefs about their
academic capabilities is equated with self-competence, therefore significant others, especially
teachers should play their role in enhancing this academic self-competence for it has great
influence on the learners’ endeavour to achieve and eventually on their achievement
behaviour.
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Appendix: A questionnaire on qualities of effective teachers
This questionnaire is about your perceptions of your self-efficacy and motivation. We
would appreciate it if you would complete this survey anonymously and return it to the person
who handed it to you. Your answers, along with that of other students, will be used to assist
us in developing a better understanding in this area. Thanks for your time.
********************************************
I-

Part one

1- Gender: male

female

2- Age: ______
3- Instructional level: Semester 3

Semester 5

4- What are the global grades you got in the two previous semesters: …… and ……
5- How would you rate your academic performance?
5- Very high

4- High

3- Average

2- Low

1-Very low

II- Part two
1- Please CHECK ONE box that best describes you. Be honest, since the information
you provide will be used in a scientific study about EFL learners’ academic self-efficacy and
motivation. There are no right or wrong answers! All your answers are held to be true.
5= very like me; 4= like me, 3= somewhat like me, 2= not like me; 1= not very like me
1- I will be able to achieve most of the goals that I have set for
myself.
2- When facing difficult tasks, I am certain that I will accomplish
them.
3- In general, I think that I can obtain outcomes that are important
to me.
4- I believe I can succeed at most any endeavour to which I set my
mind.
5- I will be able to successfully overcome many challenges.
6- I am confident that I can perform effectively on many different
tasks.
7- Compared to other people, I can do most tasks very well.
8- Even when things are tough, I can perform quite well.
9- I believe I will receive an excellent grade in my classes
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10- I’m certain I can understand the most difficult course material
presented in the readings for my courses.
11- I’m confident I can understand the basic concepts taught in my
courses.
12- I’m confident I can understand the most complex material
presented by the instructor in my courses
13- I’m confident I can do an excellent job on the assignments and
tests in my courses.
14- I expect to do well in my classes.
15- I’m certain I can master the skills being taught in my classes.
16- Considering the difficulty of the courses and my skills, I think
I will do well in my classes.
17- Honestly, I don’t know; I really feel that I am wasting my time
in school.
18- I once had good reasons for going to school; however, now I
wonder whether I should continue.
19- I can’t see why I go to school and, frankly, I couldn’t care less.
20- I don’t know; I can’t understand what I am doing in school.
21- I study English because I need at least a high-school degree in
order to find a high-paying job later on.
22- I study English in order to obtain a more prestigious job later
on.
23- I study English because I want to have “the good life” later on.
24- I study English in order to have a better salary later on.
25- I study English because I experience pleasure and satisfaction
while learning this language.
26- I study English for the pleasure I experience when I discover
new things never known before.
27- I study English for the pleasure that I experience in broadening
my knowledge about subjects which appeal to me.
28- I study English because it allows me to continue to learn about
many things that interest me.
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Overview
In recent years the concept of intercultural communicative competence (ICC)
has been widely discussed by many researchers and scholars. The concept
has influenced the field of English as a Foreign Language (EFL) teaching and
learning. Aguilar (2008) states that the main objective of ICC is to help
learners develop different forms of knowledge related to “attitudes, values,
knowledge, skills of interpreting and relating, skills of discovery and
interaction and critical cultural awareness” (p. 87). This chapter investigates
Moroccan EFL university students’ perceptions of ICC, their intercultural
knowledge and competence. It also attempts to explore the relationship
between different ICC components such as age, gender, attitudes,
competence, and knowledge. Further, it highlights some ICC assessment
tools that may help teachers in assessing students’ ICC. In so doing, the
findings of this small case study may influence the refinement of teaching
practices and strengthen students’ learning. The results reveal that a majority
of participating students have positive attitudes towards ICC. They also
acknowledge that their ICC level will, to some extent, help them interact
effectively in different intercultural situations.
Keywords: intercultural communicative competence (ICC), communicative
competence, students’ attitudes towards ICC, ICC assessment.
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1. Introduction
The development of intercultural communicative competence (ICC) has become one of
the main issues in the teaching of English as a foreign language (EFL) over the last two
decades. Teachers are becoming aware that one of the main goals of language teaching is to
enable learners to communicate effectively with people from diverse cultural backgrounds.
However, several authors such as Lázár (2003) point out that despite the recommendations of
the Common European Framework of Reference to Languages (CEF), the focus of language
learning is generally restricted to the study of grammatical and lexical competence. Byram
(1997) also explains that cultural competence has often been ignored in EFL because
language teaching has been influenced by the study of grammatical forms.
Communicative competence (CC) had prevailed for over three decades in foreign
language teaching despite the inclusion of some cultural aspects. Kramsch (1993) states that
“[a]fter years of communicative euphoria, some language teachers are becoming dissatisfied
with purely functional uses of language and some are pleading to supplement the traditional
acquisition of ‘communication skills’ with some intellectually legitimate, humanistic, cultural
‘content’ (‘Cultural’ 83)”. Although Baxter introduced the idea of ICC as early as 1983 (304),
it is Michael Byram who, since the mid1990s, has most extensively developed the concept
and the applications of ICC. He is also considered to be the pioneer of the ICC notion.
According to Deardorff (2006), intercultural competence is often considered to be a
subfield of “communicative competence”. Intercultural competence, which is the ability to
change one’s knowledge, attitudes, and behaviors so as to be open and flexible to other
cultures, has become a key issue in the globalized society of the 21st century (Alred and
Byram 2002). The concept of “intercultural communicative competence” (Byram, 1997) has
refocused the goal of language education with culture integrated into language study. The use
of the term “inter-cultural” reflects the view that EFL learners have to gain insight into both
their own culture and the foreign culture (Kramsch, 1993). Intercultural communicative
competence refers to the “ability to ensure a shared understanding by people of different
social identities, and [the] ability to interact with people as complex human beings with
multiple identities and their own individuality” (Byram, Gribkova & Starkey, 2002, p. 10).
This competence emphasizes the mediation between different cultures, the ability to look at
oneself from an ‘external’ perspective, analyze and adapt one’s own behaviors, values and
beliefs (Byram & Zarate, 1997).
The goal of intercultural language learning is not native speaker-level competence in the
target language. Instead, language learners follow the norms of an “intercultural speaker”
(Byram, 1997; Kramsch, 1993; Risager, 1998) that require them to acquire the ‘competences
which enable them to mediate/interpret the values, beliefs and behaviors (the ‘cultures’) of
themselves and of others and to ‘stand on the bridge’ or indeed ‘be the bridge’ between
people of different languages and cultures’ (Byram, 2006, p. 12).

1.1. Conceptualizing Intercultural Communicative Competence
1.2. Language and Culture
Language and culture are interrelated and accordingly, the teaching of language entails
the teaching of the culture(s) of the target language, this is a highly complex phenomenon.
Kramsch (1998) describes culture as; “membership in a discourse community that shares a
common social space and history, and common imaginings” (p. 10). Another definition to
culture was provided by Liddicoat, Papademetre, Scarino and Kohler (2003). They define
culture as a “complex system of concepts, attitudes, values, beliefs, conventions, behaviors,
practices, rituals and lifestyles of the people who make up a cultural group, as well as the
artefacts they produce and the institutions they create” (p. 45). Languages and cultures have
inextricable and interdependent relationships.
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Liddicoat et al. (2003) also claim that language and culture interact with one another in
a way that culture connects to all levels of language use and structures; i.e. there is no level of
language which is independent of culture. Moreover, the fact that language expresses,
embodies and symbolizes cultural realities clearly shows that language and culture are bound
together (Kramsch, 1998). The relationships between language and culture are made
meaningful in language learning as “the person who learns language without learning culture
risks becoming a fluent fool” (Bennett, Bennett & Allen, 2003, p. 237). Further, Kramsch
(1998, p. 3) describes the relationship between language and culture and points out that
language expresses cultural reality (it reflects its speakers’ experience, attitudes, and beliefs),
it symbolizes cultural reality (speakers view their language as a symbol of their identity), and
it embodies cultural reality through all its verbal and nonverbal aspects.
According to Agar (1994), as quoted in Georgiou (2010), there is a close bond between
language so that; “culture is language, and language is loaded with culture”. However, this
tendency to simply identify language and culture has received criticism from Risager (2007),
who questions their inseparability and emphasizes the complexity of their relationship which,
in her view, lacks comprehensive analysis. Furthermore, Lange (2011) points out that “culture
today is understood as a heterogeneous, multi-layered, and dynamic construct” (p. 7). In this
respect, Spencer-Oatey acknowledges these features of culture:
Culture is a fuzzy set of basic assumptions and values, orientations to
life, beliefs, policies, procedures and behavioral conventions that are
shared by a group of people, and that influence (but do not determine)
each member’s behavior and his/her interpretation of the ‘meaning’ of
other people’s behavior (as cited in Lange, 2011, p. 7).
According to Lange (2011), this definition gives an impression as to the task that lies
ahead for language teachers. She also suggests that “if culture influences the way people from
the target group of native speakers think, act, feel, and experience others, the same applies to
students in the language classroom” (p. 7), and then they see and perceive the behavior of
people through their own cultural frame of reference. Very often this perception is channeled
through language. Culture is explained via language, and how it is explained is influenced by
one’s cultural frame of reference.
Contact between cultures increases via direct and indirect exchange, the transfer of
products, and social networks. Different cultures live together, work together, and go to
school together. In brief, globalization, which refers to the transmission of ideas, meanings,
and values around the world in such a way as to extend and intensify social relations…, has
found its way into schools and one of the tasks of education, including language education, is
to prepare students for this globalized world. An intercultural approach to language teaching
gives one outlook on how this can be achieved. Foreign Language Teaching (FLT) has
become increasingly aware that a language can rarely be taught without including the
culture(s) of the target community (Byram et al., 1994; Lange and Paige, 2003; Corbett,
2003).

1.3. Intercultural competence
Intercultural competence has been widely defined and discussed by a large number of
scholars over the last few decades, but there has been no agreement on its definition
(Deardorff, 2009). In this respect, Byram (1997) introduced the term of intercultural
communicative competence making a distinction between intercultural competence that
defines the ability to interact in one‘s own language with people from other cultures, whereas
intercultural communication competence describes the ability to do so in a foreign language
(as cited in Georgiou, 2010, p. 72).
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The complexity of the term IC is highly manifested in the diversity of its definitions.
For example, Byram (1997) acknowledges that IC refers to the “individual’s ability to
communicate and interact across cultural boundaries” (p. 7). In addition, it expresses “the
willingness to engage with the foreign culture, self-awareness and the ability to look upon
oneself from the outside” (Sercu et al., 2005 as quoted in Georgiou, 2010, p. 72). According
to (Bennett, 2009), in order to interact with other speakers of other cultures without conflicts
or misunderstandings, one needs to step outside one’s own framework to take a distance and
observe oneself as an outsider (p. 122). Moreover, Alred (2003) claims that a better
knowledge of the self leads to a better understanding of others and vice versa Accordingly, to
enter other cultures is to re-enter one’s own. This process refers to what Byram (1997) has
called the ability to decenter (as cited in Georgiou, 2010, p. 72).

1.4. Intercultural Communicative Competence
According to Portala & Chen, (2010), intercultural communication competence (ICC)
can be conceptualized as “an individual’s ability to achieve their communication goal while
effectively and appropriately utilizing communication behaviors to negotiate between the
different identities present within a culturally diverse environment” (p. 21). ICC, then, is
comprised of three dimensions, including intercultural awareness, intercultural sensitivity, and
intercultural effectiveness.
More specifically, intercultural awareness, according to Chen & Starosta, (1997),
represents the cognitive processes by which a person comes to know about their own and
others’ cultures. On the other hand, intercultural sensitivity is “the affective aspect which not
only represents the ability of an individual to distinguish between the different behaviors,
perceptions, and feelings of a culturally different counterpart, but also the ability to appreciate
and respect them as well” (While intercultural effectiveness dictates the behavioral aspect of
ICC, which refers to the ability to attain communication goals in intercultural interactions.
Accordingly, Fantini (2007) points out that intercultural communicative competence “is
more than a collection of abilities that allow one to function in one and another system (CC1
and CC2); ICC also results in producing unique perspectives that arise from interaction of two
(or more) systems” (p. 8). Indeed, ICC is part and parcel of biculturalism and
multiculturalism; however, no bicultural or multicultural individual has such ability. This has
been proven by Byram (2008) who claims that: “the intercultural speaker is not someone who
is bicultural, someone who can pass as belonging to two cultural groups” (p. 78) because
bicultural people are not necessarily able to act interculturally as they may not be conscious of
the two cultures in which they live and the relationships between them.
Moreover, Fantini (2007) provides another definition to ICC that is a bit different from
the aforementioned definition provided by Fantini himself. He puts it briefly as: “a complex
(set) of abilities needed to perform effectively and appropriately when interacting with others
who are linguistically and culturally different from oneself” (p.8). In addition, the notions of
‘effectiveness’ and ‘appropriateness’ are equally central to the concept of ICC, as the
desirable outcome is a learner with an enhanced intercultural understanding of others which is
guaranteed “through the learning about values, motives, beliefs, attitudes and intentions of an
interlocutor.” That is to say that, as Byram (2008) puts it,
One of the outcomes of teaching language (and cultures) should be the
ability to see how different cultures relate to each other, in terms of
similarities and differences, and to act as a mediator between them, or
more precisely between people socialized into them. (p. 68)
Byram (1997) defined ICC as “the knowledge, skills and abilities to participate in
activities where the target language is the primary communicative code and in situations
where it is the common code for those with different preferred languages.” Furthermore,
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Byram (1997), in his model of intercultural communicative competence, focuses on the
importance of language (linguistic competence) and also includes identity and cultural
understanding in his conceptualization of ICC. Deardorff (2004) also argues that a
comprehensive definition of intercultural communicative competence should include the
social context and non-verbal dimensions of communication.

2. Methodology
The research carried out is known as an exploratory research. The exploratory nature of
the study intended to collect information and answer some questions regarding the
intercultural communicative competence of Moroccan EFL students, their motives of learning
English as a foreign language (FL), their attitudes towards other cultures and their openness
and readiness to accept and tolerate other cultures. This exploratory study revealed a general
picture about the issue of intercultural communicative competence of Moroccan universities
students –the sample being studied- It also explained to what extent ICC is valuable in the
process of teaching and learning in the Moroccan context.

2.1. The Sample and the Settings
A questionnaire was administered to a total of one hundred and one (n=101) Moroccan
EFL university students (Master students). Stressing the fact that the respondents were taken
almost equally from different Moroccan universities namely, Moulay Ismail University in
Meknes; Mohamed V University in Rabat; Faculty of Sciences of Education in Rabat; Ibn
Tofail University in Kenitra. The study also included both males and females. At the level of
informants’ gender, there was not a clear discrepancy between males and females in the sense
that males represented 54.5% while females represented 45.5% of the overall of the
population (see the table below). Selection criteria were guided primarily by the availability
of research participants.

2.3. The Design and Development of the Questionnaire
2.3.1 Global Perspective Inventory (GPI)
The questionnaire used in the study consisted of three sections. The first included
questions about the demographics of participants including their age, gender, and years of
English language learning. The second part of the questionnaire consisted of the Global
Perspective Inventory (GPI) questionnaire developed Braskamp, Braskamp, and Carter
Merrill (2008) as cited in Lazarivic (2013, p. 132). The GPI questionnaire reflects a global
and holistic view of student learning and development and the importance of the campus
environment in fostering holistic student development. In this sense, Braskamp et al., (2010)
base their work and their view of holistic human development on two theoretical perspectives:
intercultural maturity and intercultural communication (Lazarivic, 2013, p. 132).
The questionnaire consisted of 48 items and two added items on a 5-point Likert scale
that cover three domains: cognitive, intracultural, and intercultural. Moreover, Lazarivic
(2013) points out that the questionnaire was developed on the basis of two theories – the first
is the work by a psychologist Robert Kegan, who described the process of growing up as a
process of meaning making. The connections that people form among each other are based
not only on their thinking but also on their feelings as well. Thus, three domains of human
development are identified: cognitive, intrapersonal, and interpersonal. The second theory
used for the creation of the GPI questionnaire is based on the assumption that the cognitive,
affirmative, and behavioural domains, as well as the competence in each of them are
important for successful intercultural communication.
The third part of the questionnaire was designed to explore students’ English learning
motives and their ICC development procedure. In this part, respondents were required to state,
from a given list, their motives of learning English, the learning purposes and how they
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develop their ICC level. They were also required to state how they see themselves in another
culture that is different from theirs by saying whether they may be identified as being
competent, incompetent or they do not know.

3. Results
The aim of this section is to analyze and interpret the collected data from the
questionnaire which was administered to an overall of one hundred and one Moroccan
university students. In this regard, the Likert-scale questions are analyzed with the help of the
statistical analysis of the Statistical Package for the Social Sciences (SPSS). Frequency
calculations are used to produce descriptive central tendency statistics that were utilized to
give an overall picture of Moroccan university students’ attitudes toward ICC and see their
ICC competence levels. Moreover, chi-square tests were utilized in order to see if there is any
relationship between different variables such as age, gender, attitudes, motives and
competence.
3.1. English language learning motives

What are the motives that pushed you to apply for the English
department
35,70%
24,10%

22,60%
15,10%

2,50%
to look for a work
overseas

to know about the
other culture

to study

to communicate
with other people

because there was
no other choice

Figure 1: Students’ motives for English language learning

As illustrated in the figure above, most respondents (35.7%) stated studying was their
primary motive; 24.1% of respondents highlighted communication with other people as a
motive; 22,6% of participants referred to “to know about the other culture”; 15,1% pointed
out to “to look for a work overseas” as a motive whereas only 2.5% stated that they applied
for the English department because there was no other choice.
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3.2. Students’ attitudes towards ICC and students’ ICC.
Table 1: Students’ attitudes towards intercultural communication competence
Statements

S

D

N

A

S

D

A
F

%
r

F

%
r

F

%
r

F

%
r

6
,9

5
6

2
5,7

2
8

3
7,6

3
4

2
3,8

2

7
,9

6

r
1. When I notice cultural differences, my
culture tends to have the better approach.

F

%

6. Some people have a culture and others do
not.

6
1,4

6
0

2
9,8

1

8
,9

7

8
,9

7

3
,0

3

2

10. I feel threatened around people from
backgrounds very different from my own.

3
2,7

3
9

3
8,6

3
4

1
3,9

1
2

1
1,9

1

3
,0

3

3

5
,0

5
1

1
0,9

1
6

2
5,7

2
6

4
5,5

4
3

1
2,9

1

2
0,8

2
6

2
5,7

2
9

1
8,8

1
6

2
5,7

2

9
,9

8

9
,9

8
8

3
7,6

3
9

1
8,8

1
7

2
6,7

2

8
,9

7

2
3,8

2
5

3
4,7

3
6

2
5,7

2
3

1
2,9

1

3
,0

3

28. I prefer to work with people who have
different cultural values from me.

2
,0

2

6
,9

5
2

3
1,7

3
7

3
6,6

3
4

2
3,8

2

33. I am developing a meaningful philosophy
of life by learning about other cultures.

1
,0

1

9
,9

8
7

1
6,8

1
7

4
6,5

4
7

2
6,7

2

37. I enjoy when my friends from other
cultures teach me about our cultural
differences.

2
,0

2

7
,9

6
0

1
,9

9
2

5
1,5

5
0

3
9,7

2

41. I have a strong sense of affiliation with my
college/university.

3
,0

3

5
,0

5
9

3
8,6

3
1

4
0,6

4
3

1
2,9

1

42. I share personal feelings and problems with
students and colleagues.

8
,9

7
3

1
2,9

1
1

2
0,8

2
3

4
2,6

4
6

1
5,8

1

2
5,7

2
1

2
0,8

2
0

2
9,8

1
6

2
5,7

2

8
,9

7

13. I understand the reasons and causes of
conflict among nations of different cultures.
18. I do not see cultural differences as
important to my daily life.

1

20. I get offended often by people who do not
understand my point-of-view.
24. The role of the student is to receive
knowledge from authority figures

43. I have felt insulted or threatened based on
my cultural/ethnic background at my
college/university.

4

6

SD = Strongly Disagree; D = Disagree; N = Neutral; A = Agree; SA = Strongly Agree

The table above (1) serves as a representation of participants’ attitudes towards ICC. As
reported in the table, the participants seem to have positive attitudes towards ICC stressing the
fact that they respond positively (agree or strongly agree) to the items being presented in the
table (1). For example, 60.3% of respondents indicated their preference for working with
people who have different cultural values (item, 28). Moreover, 81.2% (A, 51%; SA, 29.7%)
of participants indicated a willingness to learn about cultural differences (item, 37). However,
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when respondents were asked to say if they get offended when other people do not understand
their point of view, 46.7% of them disagreed with the prompt question. Additionally, more
than 71.3% of respondents stated that they never feel threatened around people from different
backgrounds (item, 10). Taken together the responses indicate that respondents have positive
attitudes towards ICC.
Table 2: Students’ level of ICC
Statements

SD

D

N

%
r

0

0

3
,0

3

4
,0

4
2

6
1,4

6
2

3
1,7

3

1
7,8

1
2

3
1,7

3
9

1
8,8

1
4

2
3,8

2

8
,9

7

4
,0

4
3

1
2,9

1
4

3
3,7

3
4

4
3,6

4

6
,9

5

2
8,7

2
5

3
4,7

3
4

1
3,9

1
6

1
5,8

1

7
,9

6

13. I understand the reasons and causes of
conflict among nations of different cultures.

5
,0

5
1

1
0,9

1
6

2
5,7

2
6

4
5,5

4
3

1
2,9

1

15. People from other cultures tell me that
I am successful at navigating their cultures.

5
,0

5
2

1
1,9

1
7

4
6,5

4
2

3
1,7

3

5
,0

5

21. I’m able to take on various roles as
appropriate in different cultural and ethnic
settings

3
,0

3

9
,9

8
0

4
9,6

3
1

4
0,6

4

8
,9

7

23. I can evaluate issues from several
different perspectives.

1
,0

1

6
,9

5
2

2
1,8

2
6

5
5,4

5
6

1
5,8

1

0

0
2

1
1,9

1
9

2
8,7

2
5

5
4,5

5

5
,0

5

27. I do not feel threatened emotionally
when presented with multiple perspectives.

1
,0

1
2

1
1,9

1
8

1
7,8

1
4

5
3,5

5
6

1
5,8

1

34. I intentionally involve people from
many cultural backgrounds in my life.

1
,0

1
1

1
0,9

1
6

2
5,7

2
7

4
6,5

4
6

1
5,8

1

1
1,9

1
0

2
9,8

1
2

3
1,7

3
7

2
6,7

2
0

1
,9

9

6
,9

5

8
,9

7
8

1
7,8

1
4

4
3,6

4
5

2
4,8

2

3. I can explain my personal values to
people who are different from me.
7. In different settings what is right and
wrong is simple to determine.

8

8. I am informed of current issues that
impact international relations.
12. I tend to judge the values of others
based on my own value system.

9

25. I know how to analyze the basic
characteristics of a culture that is different from
mine.

35. I prefer complex rather than
straightforward interpretations of debatable
issues.

2

50. I have developed my ICC knowledge
by interacting with people from other cultures.

%
r

F

%
r

SA

F
r

F

A
F

%
r

F

SD = Strongly Disagree; D = Disagree; N = Neutral; A = Agree; SA = Strongly Agree

The statements included in the table above tend to assess students’ ICC competence
(items 3, 7, 8, 12, 13, 15, 21, 23, 25, 27, 34, 35, 50). Respondents were required to state
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whether they agreed or disagreed with statements that best assessed their ICC level. The
results show that most of them possessed a certain level of competence allowing them to
interact appropriately with other people from different cultures. More than 93.1% of
respondents stated that they could explain their personal values to people who are different
from them (item 1). Moreover, respondents (78.7%) suggested that they had developed their
ICC level by interacting with people from other cultures (item 50). In addition, respondents
evidenced certain levels of ICC by stating that ‘they are able to take on various roles as
appropriate in different cultural and ethnic settings’ (item 21; 48.5%) or being told by people
from other cultures that they are successful at navigating their cultures (item 15; 36.7%). A
majority of respondents (59.5%) stated that they knew how to analyze the basic characteristics
of a culture that was different from theirs (item 25). Additionally, participates provided the
same positive responses concerning items; 8 (49.5%), 13 (58.4%), 23 (71.2%), 27 (69.3%),
and item 34 (62.3%), all of which are concerned with assessing levels of ICC.
A Chi Square test focused on gender revealed that the significance (0.305) was over
(0,05) indicating that there was no difference between males’ and females’ responses. Thus,
the demographic variable “gender” and the variable “I know how to analyze the basic
characteristics of a culture that is different from mine’ are independent, that is, they do not
affect each other. Another chi-square test was used to test another variable that is related to
ICC competence. The chi-square test shows that the significance (0.058) is more than (0.05)
which simply means that there is no relation between the gender variable and the prompt
variable of ‘I have developed my ICC knowledge by interacting with people from other
cultures’. Moreover, all the other tested variables reveal that the gender variable does not
affect at all students’ ICC.
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Table 3: Students’ ICC Knowledge
Statements

SD

D

N

A

SA

F

%
r

F

%
r

F

%
r

F

%
r

F

%

3. I can explain my personal values to
people who are different from me.

0

0

3
,0

3

4
,0

4
2

6
1,4

6
1

3
1,7

3

8. I am informed of current issues that
impact international relations.

4
,0

4
3

1
2,9

1
4

3
3,7

3
4

4
3,6

4

6

6

13. I understand the reasons and causes of
conflict among nations of different cultures.

5
,0

5
1

1
0,9

1
6

2
5,7

2
6

4
5,5

4
3

1
3

1

1
7,8

1
2

3
1,7

3
9

1
8,8

1
4

2
3,8

2
8

,9

14. I am confident that I can take care of
myself in a completely new situation/culture.

2
,0

2
1

1
0,9

1

8
,9

7
6

4
5,5

4
8

3
3,7

3

21. I’m able to take on various roles as
appropriate in different cultural and ethnic
settings

3
,0

3

9
,9

8
0

4
9,6

3
1

4
0,6

4

8
,9

7

25. I know how to analyze the basic
characteristics of a culture that is different from
mine.

0

0
2

1
1,9

1
9

2
8,7

2
5

5
4,5

5

5

5

30. Cultural differences make me
question what is really true.

4
,0

4

6
,9

5
6

2
5,7

2
7

3
6,6

3
8

2
7.7

2

32. I can discuss cultural differences from
an informed perspective.

4
,0

4

9
,9

8
0

3
9,7

2
8

4
7,5

4
0

1
,9

9

1
1,9

1
0

2
9,8

1
2

3
1,7

3
7

2
6,7

2
0

1
,9

9

38. I consciously behave in terms of
making a difference.

1
,0

1
3

1
2,9

1
1

3
0,7

3
4

4
3,6

4
1

1
1,9

1

42. I share personal feelings and problems
with students and colleagues.

8
,9

7
3

1
2,9

1
1

2
0,8

2
3

4
2,6

4
6

1
5,8

1

r

7. In different settings what is right and
wrong is simple to determine.

35. I prefer complex rather than
straightforward interpretations of debatable
issues.

8

2

7

SD = Strongly Disagree; D = Disagree; N = Neutral; A = Agree; SA = Strongly Agree

The items listed in the table above reveal participants’ ICC knowledge and skills. From
the results given in the table, it is clear that all participants perceive that they have the
necessary knowledge and skills that help them better interact appropriately in different
intercultural settings. For instance, more than 93.1% of respondents state that they can explain
their personal values to people who are different from their own culture (A, 61.4%; SA,
31.7%). Moreover, 89.2% of respondents are confident enough and can easily take care of
themselves in a completely new situation/culture. Additionally, 59.5% of respondents say that
they know how to analyze the basic characteristics of a culture that is different from theirs.
Many other items also show positive results and acknowledge that respondents have certain
knowledge and skills (items 13, ‘I understand the reasons and causes of conflict among
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nations of different cultures’. 58.5%; 21, ‘I’m able to take on various roles as appropriate in
different cultural and ethnic settings’ 48.5%; 30, ‘Cultural differences make me question what
is really true’ 64.3%; 42, ‘I share personal feelings and problems with students and
colleagues’ 58.4%.
Table 4: Students’ Intercultural Sensitivity
Statements

SD

D

N

A

SA

F

%
r

F

%
r

F

%
r

F

%
r

F

2
,0

2

2
,0

2

7
,9

6
9

4
8,5

4
1

4
0,6

4

8. I am informed of current issues that
impact international relations.

4
,0

4
3

1
2,9

1
4

3
3,7

3
4

4
3,6

4

6
,9

5

14. I am confident that I can take care of
myself in a completely new situation/culture.

2
,0

2
1

1
0,9

1

8
,9

7
6

4
5,5

4
4

3
3,7

3

15. People from other cultures tell me that
I am successful at navigating their cultures.

5
,0

5
2

1
1,9

1
7

4
6,5

4
2

3
1,7

3

5
,0

5

25. I know how to analyze the basic
characteristics of a culture that is different from
mine.

0

0
2

1
1,9

1
9

2
8,7

2
5

5
4,5

5

5
,0

5

33. I am developing a meaningful
philosophy of life by learning about other
cultures.

1
,0

1

9
,9

8
7

1
6,8

1
7

4
6,5

4
7

2
6,7

2

r
2. I have a definite purpose in my life.

SD = Strongly Disagree; D = Disagree; N = Neutral; A = Agree; SA = Strongly Agree

The table above (4) represents students’ perceptions of their intercultural sensitivity. As
indicated in the table, most of the positive statements reveal respondents’ acceptance,
openness and understanding of other cultures. 61.4% of respondents show their sensitivity to
those who are discriminated against. Moreover, 81.2% of respondents argue that they enjoy
being taught about cultural differences by other people from different cultures. Moreover,
81.3% of respondents say that they do not feel threatened when engaging with people from
different cultures, nor do they tend to judge other cultures as being inferior when noticing
intercultural differences (30.7%) whereas 37.6% of respondents are neutral regarding this
prompt.
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Table 5: Students’ Intercultural awareness
Statements

SD

D

N

A

SA

F

%
r

F

%
r

F

%
r

F

%
r

F

%

1. When I notice cultural differences, my
culture tends to have the better approach.

6
,9

5
6

2
5,7

2
8

3
7,6

3
4

2
3,8

2

7
,9

6

8. I am informed of current issues that impact
international relations.

4
,0

4
3

1
2,9

1
4

3
3,7

3
4

4
3,6

4

6
,9

5

r

10. I feel threatened around people from
backgrounds very different from my own.

3
2,7

3
9

3
8,6

3
4

1
3,9

1
2

1
1,9

1

3
,0

3

3

12. I tend to judge the values of others based
on my own value system.

2
8,7

2
5

3
4,7

3
4

1
3,9

1
6

1
5,8

1

7
,9

6

9

23. I can evaluate issues from several different
perspectives.

1
,0

1

6
,9

5
2

2
1,8

2
6

5
5,4

5
6

1
5,8

1

26. I am sensitive to those who are
discriminated against.

5
,0

5
0

1
,9

9
4

2
3,8

2
2

4
1,6

4
0

2
9,8

1

27. I do not feel threatened emotionally when
presented with multiple perspectives.

1
,0

1
2

1
1,9

1
8

1
7,8

1
4

5
3,5

5
6

1
5,8

1

1
3,9

1
8

2
7,7

2
1

3
0,7

3
2

2
1,8

2

6
5,9

2
,0

2

7
,9

6
0

1
,9

9
2

5
1,5

5
0

3
9,7

36. I constantly need affirmative confirmation
about myself from others.

4

37. I enjoy when my friends from other
cultures teach me about our cultural
differences.

SD = Strongly Disagree; D = Disagree; N = Neutral; A = Agree; SA = Strongly Agree

This table represents the participants’ cultural awareness. In this respect, 49.5% of
respondents said that they are informed about current issues that impact international relations
and represent cultural differences. Respondents shared a view their own culture does not
always tend to have a better approach (SA, 5.9%; D, 25.7%; N, 37.6%). The majority of
participants (75.2%) stated that they were aware of their culture.
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Students’ development of ICC

How do you develop your ICC?
55,40%
Série1
12,90%

discussing cultural
differences

media

16,80%

3,00%
observation and
experience

reading and
listening

11,90%

learning and social
networks

Figure 2: Methods and ways of students’ development of ICC

As identified in Figure 2, when participants were prompted to share how they developed
their ICC level, the majority (55,4%) stated that they developed their ICC through discussing
cultural differences; 16,8% of respondents indicated that they developed their ICC through
‘reading, listening and writing;’ others through engagement with media (12,9%) or through
‘Learning and social networks’ (11,9%). But, only (3,0%) refer to ‘observation and
experience’ as a way of developing their ICC.

Figure 3: Students’ state of competence

In the above figure (3), the participants were given a direct question: How do you see
yourself in another culture that is totally different from yours? Since they were given choices
to choose from and say whether they believed they were ‘competent’, ‘incompetent’ or, ‘do
not know’, the majority of participants see themselves as competent intercultural users of
language (54.5%). A total of 40,6% indicated that they ‘do not know’ and a small percentage
of 5,0% perceived themselves as being ‘incompetent’.
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Table 6: Justification
Justification
Frequency

Percent

I can easily communicate and interact with others because I
have the necessary skills & knowledge

40

39,6%

Openness and acceptance

12

11,9%

I have experience overseas and I know what is normal and
abnormal

2

2,0%

I need to be in the situation

44

43,6%

Incompetent

3

3,0%

When participants were asked to say whether they are ‘competent’, ‘incompetent’, or
‘do not know,’ they were also required to justify their choices. The results shown in the table
above reveal that the answers given to both the first and second questions are quite identical.
In this sense, an overall of 54.5% said that they believed they were ‘competent’ because they
can easily communicate and interact with others, possessing the necessary skills and
knowledge (39.6%) required while also sharing that they had a sense of openness and
acceptance (11.9%). On the other hand, 43,6% indicated that they could not judge themselves
as being ‘competent’ because, according to them, they needed to be in a particular situation in
order to judge their level of competency.

4. Discussion and Interpretation of the Results
The four research questions that this study sets out to answer are: 1) Do Moroccan
university students hold positive or negative attitudes towards ICC? 2) What is the ICC level
of Moroccan EFL university students? 3) Is there any relationship between Moroccan EFL
students’ ‘age’, ‘gender’ and their ICC? 4) Is there any relationship between Moroccan EFL
students’ motives and attitudes/knowledge of ICC?
RQ 1: Do Moroccan university students hold positive or negative attitudes towards
ICC?
From the findings reported in this study, it is clear that the majority of Moroccan EFL
university students have positive attitudes towards ICC. They also have a sense of openness
and acceptance as far as other cultures are concerned. Correspondingly, the first research
question that necessitates an answer is ‘Do Moroccan university students hold positive or
negative attitudes towards ICC? Overall, as reflected in table (7), it is clear that participants
hold positive attitudes towards ICC. As identified earlier, some 60.3% of respondents
indicated a preference for working with people who have different cultural values (item, 28).
Moreover, 81.2% (A, 51%; SA, 29.7%) of participants show their readiness to learn about
cultural differences (item, 37).
RQ 2: What is the ICC level of Moroccan EFL university students?
The results indicate that Moroccan EFL university students rate themselves as having a
relatively high level of ICC, which in their own perceptions, enables them to interact
appropriately with other people from different cultures. For instance, more than 93.1% of
respondents acknowledge that they can explain their personal values to people who are
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different from them (item 1). Moreover, a high percentage of respondents (78.7%) suggest
that they have developed their ICC level by interacting with people from other cultures (item
50). In addition, respondents show certain level of ICC when they state that ‘they are able to
take on various roles as appropriate in different cultural and ethnic settings’ (item 21; 48.5%)
or being told by people from other cultures that they are successful at navigating their cultures
(item 15; 36.7%). Many other respondents (59.5%) state that they know how to analyze the
basic characteristics of a culture that is different from theirs (item 25). Based on the findings,
it could be concluded that Moroccan university students do possess a high level (knowledge
/savoir) of ICC enabling them to effectively interact in another intercultural setting different
from their own.
RQ 3: Is there any relationship between Moroccan EFL students’ ‘age’, ‘gender’ and
ICC?
Concerning the third research question, the findings show that there is no relationship
between age and students’ intercultural communicative competence. The results also indicate
that there is no relationship between the ‘gender’ variable and students’ ICC. These
correlations were analyzed using chi-square tests. In this respect, the chi-square tests (.698,
.018, .224, .147, .104, .054, .274) related to the relationship between age and students’ ICC
show no significance since they are all over 0.05. In the same vein, the chi-square tests related
to gender and students’ ICC relationship show that two variables are independent (.047, .242,
.718, .115, .305, .338 > 0.05) except for one item (15,) I can easily interact in another context
that is totally different from mine in which the chi-square test (.004 < 0.05) shows that there is
an effect of gender on students’ ICC. For this, the hypothesis that states that ‘there is no
relationship between Moroccan EFL students’ ‘age’, ‘gender’ and their ICC’ is also
confirmed.
RQ 4: Is there any relationship between Moroccan EFL students’ motives and
attitudes/knowledge of ICC?
Based on the findings related to the above research question, it would appear that there
is no relationship between students’ motives and the attitudes they hold towards intercultural
communicative competence. Despite the positive attitudes that Moroccan university students
hold towards ICC and being motivated in English learning for different motives and purposes,
still the results display no significance in this respect. All the chi-square tests (.895, .223,
.208, .114 > 0.05) show that there are no significant results since they are all over 0.05.
Similarly, the findings related the relationship between students’ English learning motives and
their ICC knowledge indicate that motives have no perceptible effect on students’ ICC.
Accordingly, the chi-square tests that have been performed display no significant relationship
between students’ motives and their ICC (.508, .100, .388, .140 > 0.05). Therefore, the fourth
hypothesis (mentioned earlier) which states that there is no relationship between Moroccan
EFL students’ motives and attitudes/knowledge of ICC is confirmed.

5. Conclusion
This research was an attempt to both investigate and assess whether Moroccan
university students’ attitudes towards ICC have an effect on Moroccan EFL students. Several
important findings have been obtained namely, the type of attitudes that students hold towards
ICC, and students’ ICC levels of competence. The research findings indicate that attitudes
towards ICC are positive and that students’ perceived levels of ICC competence is quite high
even if they lack competence in some of the statements they were required to report on.
Moreover, the results appear to suggest that Moroccan university students possess notable
levels of EFK competence perhaps enabling them to interact appropriately with other people
who belong to the target culture. These positive attitudes and this level of competence have
been made clear by the numerous motives that students make reference to. However, the chi62
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square tests show that there are no significant relationships between the variables of attitudes,
competence, age, gender.
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Appendix 1: The questionnaire
This questionnaire is meant to collect and investigate Moroccan University Students’ Intercultural
Communicative Competence level.” For research purposes, please answer the following questions as honestly as
possible. Your contribution is only for research purposes. I would highly appreciate your voluntary participation
in the fulfilment of this research.
Part one: General information
1. Gender: Male
Female
2.
Age: ……………
3.
Years of learning English: ………………
4.
MA unit: …………………………………..
5.
Name
of
the
…………………………………………………………………
Part two: Students’ attitudes and competence level of ICC

university:

Rate how much you agree or disagree with the following statements. Please tick (√) the suitable box.
Statements

S
D

1. When I notice cultural differences, my culture tends to have the better
approach.
2. I have a definite purpose in my life.
3. I can explain my personal values to people who are different from me.
4. Most of my friends are from my own ethnic background.
5. I think of my life in terms of giving back to society.
6. Some people have a culture and others do not.
7. In different settings what is right and wrong is simple to determine.
8. I am informed of current issues that impact international relations.
9. I know who I am as a person.
10. I feel threatened around people from backgrounds very different from my
own.
11. I often get out of my comfort zone to better understand myself.
12. I tend to judge the values of others based on my own value system.
13. I understand the reasons and causes of conflict among nations of different
cultures.
14. I am confident that I can take care of myself in a completely new
situation/culture.
15. People from other cultures tell me that I am successful at navigating their
cultures.
16. I work for the rights of others.
17. I see myself as a global citizen.
18. I do not see cultural differences as important to my daily life.
19. I understand how various cultures of this world interact socially.
20. I get offended often by people who do not understand my point-of-view.
21. I’m able to take on various roles as appropriate in different cultural and
ethnic settings
22. I put my beliefs into action by standing up for my principles.
23. I can evaluate issues from several different perspectives.
24. The role of the student is to receive knowledge from authority figures
25. I know how to analyze the basic characteristics of a culture that is different
from mine.
26. I am sensitive to those who are discriminated against.
27. I do not feel threatened emotionally when presented with multiple
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N

A

SA

Investigating Intercultural Communication

Nourredine Menyani & Jamila.M

perspectives.
28. I prefer to work with people who have different cultural values from me.
29. I accept people with different religious and spiritual traditions.
30. Cultural differences make me question what is really true.
31. My teachers always tell me about other cultures .
32. I can discuss cultural differences from an informed perspective.
33. I am developing a meaningful philosophy of life by learning about other
cultures.
34. I intentionally involve people from many cultural backgrounds in my life.
35. I prefer complex rather than straightforward interpretations of debatable
issues.
36. I constantly need affirmative confirmation about myself from others.
37. I enjoy when my friends from other cultures teach me about our cultural
differences.
38. I consciously behave in terms of making a difference.
39. I am open to people who strive to live lives very different from my own life
style.
40. Volunteering is not an important priority in my life.
41. I have a strong sense of affiliation with my college/university.
42. I share personal feelings and problems with students and colleagues.
43. I have felt insulted or threatened based on my cultural/ethnic background at
my college/university.
44. I feel that my college/university community honors diversity and
internationalism.
45. I understand the mission of my college/university.
46. I am both challenged and supported at my college/university.
47. I have been encouraged to develop my strengths and talents at my
college/university.
48. I feel I am a part of a close and supportive community of colleagues and
friends.
49. I have learnt/heard a lot about other cultures from my teachers and
colleagues.
50. I have developed my ICC knowledge by interacting with people from other
cultures.
SA= Strongly Disagree; D= Disagree; N= Neutral;
A= Agree;
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Part three: Students’ English learning motives and state of competence
1.

What are the motives that pushed you to apply for the English Department?
a. to look for a work overseas,
b. to know about the other culture,
c. to study,
d. to communicate with other people different from your culture, or
e. because there was no other choice.
Or
others,
please
state
them
………………………………………………………………………………………………………
Then, your motives are for:
Learning purposes
Business purposes
Political purposes
or
others
please
specify
………………………………………………………………………………………….
2. How
do
you
improve
your
ICC
level/knowledge?
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………
3. After years of learning English, do you think your ICC level is good enough and will allow you to interact
appropriately in the other culture?
Yes
No
Why?……………………………………………………………………………………………………
4. How do you see yourself in another culture that is totally different from yours?
Competent
Incompetent
Don’t know
Why
and
how?
……………………………………………………………………………………………………………
Thanks for your cooperation.
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Overview
This chapter investigates the implementation of marketing theory as well as tools and
strategies in higher education. Undoubtedly, marketing affects as well as determines
universities’ perceived quality and image. Therefore, adopting marketing concepts to
higher education is no longer a choice, but rather a necessity. Higher education
stakeholders may perceive attributes of quality from institutions’ marketing activities.
However, the extent to which marketing concepts should be implemented in higher
education has always been subject to debate. By applying business concepts to
academic institutions such as universities attributes of values and missions are brought
into question. In this context, this chapter highlights the extent to which marketing
approaches and strategies such as marketing plans, marketing research, segmentation,
targeting and marketing mix should be implemented in higher education for the sake
of a better quality and more productivity in a highly competitive environment.
Keywords: Higher education, marketing, private universities, stakeholder orientation
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Introduction
The importance of marketing in higher education has been extensively discussed in
developed countries where higher education is a vital sector namely in the United Kingdom,
the United States, Australia and Canada. A number of issues and concerns raise academic
debate of whether marketing theories and models are applicable to higher education or not
(Kwong, 2000). Marketing seems to be vital to higher education as a non-profit sector basically
in developing countries where education is indispensible for promotion of sustainable
development and economic prosperity.
The literature of marketing in higher education has been divided into two main
approaches: problem identification and problem solving (Brown and Oplatka, 2006). First,
problem identification research focuses upon problems of marketing in higher education by
addressing those problems to marketers and academics for solutions. The main problem
identification in this literature review is the challenge facing the implementation of marketing
in higher education and the problems of concepts. Second, a problem-solving approach focuses
more on adopting strategies and marketing tools and practices for a better quality in higher
education (Malhotra and Birks, 2000). While this research addresses the problem identification
approach to contextualize the research problem of marketing in higher education, the main
objective in this paper is to embrace a problem-solving approach by suggesting how marketing
strategies contribute to image construction in higher education.

I. Marketing in Higher Education
Defining marketing in higher education has been subject to evolution. This is attributed
to the fact that higher education’s constituents are not clearly defined. While some literature
considers higher education as a product, others embrace service orientation in defining
marketing in higher education (Umashanker, 2001). Another issue for debate is the role that
that students play in the process. They may be perceived as ‘consumers’ who consume
universities’ products for their own sake, or they can be perceived as a product made by
universities for the purpose of consumption by an employer(Conway et al., 1994).
Definitions of marketing in higher education in the 1990s tend to confine marketing to
the parochial perspective of marketing communication. Managers of higher education focused
more upon how students take their decisions to choose a certain university and what they
prioritize while selecting a higher institution. Managers can then adapt communication
materials, prints and promotional tools to meet students’ needs (Mortimer, 1997). While many
Western higher education institutions have gone beyond marketing communication, other
institutions in developing countries confine marketing to promotion. Kotler and Fox (1995)
define marketing in higher education as:
the analysis, planning, implementation and control of carefully formulated
programs designed to bring about voluntarily exchanges of values with target
market to achieve institutional objectives. Marketing involves designing the
institution’s offerings to meet the target market’s needs and desires and using
effective pricing, communication, and distribution to inform, motivate and
service these markets. (p.6)

Similarly, Binsardi and Ekwulugo (2003) argue that all marketing efforts and strategies
should be geared towards the consumer’s needs. Market orientation of higher education is also
essential in Kotler’s definition of marketing in that universities can achieve a competitive
advantage by incorporating market orientation in their strategic planning (Conway et al.,
1994).Earlier definitions of marketing in higher education have focused on students as products
and employers as consumers, more recently, however there has been a disinclination to consider
students as consumers lest higher education adopts business values (Barrett, 1996).
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It was not until 1990’s that marketing in higher education embraced the concept of service
marketing within definitions (Mazzarol, 1998). There was an argument that because education
focuses on relationships with consumers it tends to be highly intangible and therefore, subject
to service marketing theory. Later, the concept of marketing expanded to include not only
students but also other stakeholders in higher education. The American Marketing Association
(AMA) defines marketing as:
set of institutions, and processes for creating, communicating, delivering, and
exchanging offerings that have value for customers, clients, partners, and
society at large. (AMA,2013)

Including other stakeholders in higher education accentuates the mission and objective of
higher education and complexifies understandings because such stakeholders may have
differing or contradictory interests.

II. Importance of Marketing in Higher Education
In the last three decades, many factors have contributed to the adoption of marketing in
higher education. Higher education institutions see higher education industry as a lucrative
market. Finding new ways to recruit prospective students made higher institutions borrow
marketing models and strategies from business industry (Gibbs and Knapp, 2002).
The role of marketing in higher education has evolved significantly owing to economic
and social factors. Kotler and Fox explained how marketing has undergone through many
phases in higher education (1995). First, marketing is unnecessary. At this stage institutions
believed that education has its value in itself, and therefore there is no need to market courses.
Similarly, Students find exactly what they want in universities’ curricula. Second, Marketing is
promotion. Universities have started to promote their courses and programmes through
admission offices which served as sales departments. At this stage, universities focused more
on push selling techniques regardless of their programmes’ quality. The third phase is
Marketing is segmentation and marketing research. Obviously, universities start to learn that
they cannot adopt the ‘one size fits all’ strategy, and that they can save their energy and money
spent for targeting students who meet a university’s mission. Admission departments start to
focus more on how students make decisions so that they can filter and target prospective
students in the right phase. The fourth phase is Marketing is positioning. The spread of
competition exerts an influence on universities and schools to adopt distinctive characteristics
so that they can be visible and highly competitive to attract students. Differentiation improved
those universities’ image and facilitated students’ decision making. The fifth phase is Marketing
is strategic planning. Buffeted by competition, economic and social changes, universities and
schools start to consider external factors in the construction of their image. Higher education
institutions start to think strategically by taking into consideration economic trends and social
values when reviewing programmes and activities. The last stage in marketing enrolment is
marketing is an enrolment management. Universities realized that students’ experience is
important and that enrolment does not finish once a prospective student registers but rather
exceeds the first day at the admission department. To maximize students’ experience, different
departments start to collaborate and focus more on students’ satisfaction and needs (Kotler,
1995).
Most universities and schools namely in developing countries have not achieved the
seventh stage in Kotler’s enrolment marketing. For example, universities in Morocco, tend to
consider marketing as a promotional tool rather than a strategy that focuses on enrolment
management (Sabando et al., 2016)
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III. Strategic Marketing Approaches in Higher Education
A. Product Marketing Strategy
A product marketing approach in higher education considers students as consumers while
programmes and courses as products (Conway et al., 1994). It is worth mentioning that the
concept of product is not restricted to tangible products but includes also intangible services.
Armstrong and Kotler (2016) states that ‘’in addition to tangible goods, products include
services which are activities or benefits offered for sale that are essentially intangible and do
not result in the ownership of anything’’ (p.7).Although they are some aspects of universities’
programmes related to classrooms and certificates, programmes are intangible products that
students consume without ownership.
Although a product marketing approach has only one exchange process by producing a
service to students, it can result in a competitive advantage when institutions deliver a range of
product mix (Conway et al., 1994). Newbould (1982) emphasized the importance of product
portfolio matrices in that they analyse the total product mix strategy as well as provide a
competitive strategic advantage for higher education institutions. Newbould (1982) has also
applied Boston Consulting Group Matrix (BCG) in higher education programmes. By
positioning each programme in the matrix and by comparing academic programmes,
management can allocate resources or terminate any programme depending on its performance.
Although it is useful, product portfolio model proposed by Newbould fails to respond to the
complexities that educational programmes have. This is because many factors, beyond those of
students demands, may affect programmes’ performance like government funds, innovation
and market needs, and therefore, management decisions based solely on product portfolio
model become insufficient (Wells, 2011).
A number of studies have also adopted the 4Ps transactional marketing approach in higher
education. Binsardi and Ekwulugo (2003) conducted a survey using transactional marketing
model. They have concluded that students’ needs are clustered around tangible and core
features of an educational product like fees, quality, scholarships and academic recognition.
Accordingly, the best suggested marketing strategy to attract students is to focus more on better
quality, lower tuition fees, scholarships, and adopt promotional strategy through alumni,
universities’ websites and friends. Binsardi and Ekwulugo (2003) concluded that in order for
higher education institutions to succeed, it is imperative that they foster relationships and
interaction with stakeholders instead of adopting merely transactional marketing approach.

B. Service marketing strategy
Most scholars (Kotler and Fox, 1995; Mazzarol, 1998; Brooks and Hammons, 1993)
argue that higher education is a service rather than a product. Given the rather intangible nature
of higher education, other components were added to the traditional four marketing mix (price,
place, promotion and product). These are: people, physical facilities and process. Zeithaml et
al. (1985) presented four features that characterize any service including higher education:
intangibility; heterogeneity; inseparability and perishability.
Although educational experience is tied to physical diplomas, the whole process is
intangible and does not lead to the acquisition of any factor of production. Kotler and Andreasen
(2013, p.429) describe a service as “any activity or benefit that one party can offer to another
that is essentially intangible and does not result in the ownership of anything’’. Similarly, Du
Plessis and Rousseau (2008) highlight the importance of intangibility as a distinctive feature of
services in higher education. Although higher education institutions comprise intangible forms
like teaching process, other tangible elements are taking place in higher education like learning
materials, final certificates and textbooks. It is very important not to consider services and
products as polarities or opposing dualities but rather as a continuum that can include both with
different scales MacColl-Kennedy (2003). In other words, higher education programmes
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composed of both tangible products and intangible services. Therefore, it is important not to
categorize or classify programmes as purely services or products, but rather as a mixture of
both with different scale.
Lovelock and wright (2002) elaborate on the features that characterize services in higher
education institutions. First, customers are highly involved in the process of a service. Students’
performance and participation, for example, affect the quality of services provided. They cannot
sit back and wait for the service to be delivered. Therefore, customers and services are
inseparable. Second, customers cannot have the same perception toward higher education
institution. Each time the service is provided, students gain different experiences and
perceptions (Brooks and Hammons, 1993). This makes the service provided heterogeneous in
higher education. Third, higher education services are perishable and therefore cannot be
inventoried. Because higher education service is perishable, students have to attend the courses
physically to get the educational service.
Although service marketing mix is applicable to higher education, educational institutions
have unique features that make applying service concepts to higher education challenging.
Canterbury (2000) argued for the fact that similarities between higher education and other
businesses are not sufficient to adopt service marketing to higher education. He presents a
number of distinctive features that characterise higher education. First, choosing a higher
education is a unique decision. Such unique decision is highly important to the decision maker
than any other purchasing decision because it affects directly decision makers’ life. More
importantly, students may not necessarily have precise and sufficient information to assess the
unique decision. Second, higher education institutions involve entirely customers in the process
of the service. Unlike other businesses, higher education institutions, or what Goffman (1961)
names ‘total institutions’, influence students’ life to a great extent. The boundaries between
personal life and educational service become unclear when higher educational institutions take
care of education, lodging, social life, recreation and food (Lovelock, 1980). Third, prospective
students’ development is very sophisticated. Their wants and needs, desires and objectives
restrict the process of educational service.
Both product approach and service approach have considered students as customers while
programmes are viewed as products. They have both adopted strategic planning on the basis of
defined and predetermined customer-product interaction (Conway, 1994). However, customeroriented strategy problematizes the concept of consumer-product duality when it integrates
other stakeholders into the process of marketing strategy in higher education. This is because
different needs and wants of other stakeholders may affect institution’s objectives.

C. Stakeholders Orientation
Mehralizadeh and Emoghaddam (2010) demonstrate that students are not only customers
of higher education in the traditional sense of a customer in a service industry, but they are also
products of educational institutions from the perspective of other stakeholders like employers.
The peculiar nature of customers in higher education make scholars focus more on customers
and identify them first before planning any marketing strategy. Belohlav (1984) examined the
nature of students as customers in higher education, in doing so he acknowledged that there are
other customers as well, for example alumni, government and businesses are some of them.
The alumni consume their school activities and part-time courses after graduation. Similarly,
businesses and governments consume graduate students and potential employees. The diversity
of stakeholders’ needs in higher education makes institutions’ missions challenging and
complex in a way that each stakeholder’s interest may conflict other stakeholder.
Kotler and Fox (1995) examined thoroughly other stakeholders of higher education or
what Kotler calls ‘the public’. Figure 2-1 illustrates the 16 stakeholders that have potential or
actual interest in an education institution.
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Figure 1: The University and its Public

Source: Kotler and Fox (1995, p.20)

Stakeholders differ in their involvement in higher education because of different needs
and wants. While prospective students may need a job after graduation, parents look for
teaching quality or accreditation of programmes. Understanding customers’ needs and wants is
very important to adopt marketing orientation, otherwise; institutions will experience
‘marketing myopia’ (Kotler & Fox, 1995). Marketing orientation in higher education focuses
more on customers’ satisfaction through designing, communicating, planning and delivering
the right programme and service. Although stakeholders’ interests, needs and wants might be
conflicted in regard to the institution’s mission and objective, institutions should choose
selectively the appropriate stakeholders that go hand in hand with the institution’s mission, then
adjust those objectives and missions with the public needs and wants (Kotler, 1995).
Other literature embraces the concept of ‘stakeholder orientation’ rather than ‘customer
orientation’ (Alarcon-del-Amo et al., 2016; Sabando et al., 2016). This is because of the fact
that the concept of customer orientation does not fit into higher education sector, and that
stakeholder orientation successfully addresses the public as a whole. The prevalent perspective
in marketing literature in higher education considers students as the main customers (Redding
2005, Marzo 2005). Nevertheless, the question as to whether or not students should be
categorised as customers remains pertinent. Previous studies showed that students expect to be
treated as customers in some educational contexts but not all of them (Saunders, 2014). Students
are less likely to be treated as customers in the classroom, assessments and graduation while
they like to be treated as customers in their interaction with staff, complaints, students’
feedback, and teaching methods (Koris & Nokelainen, 2015).
The emergence of a free market and commercialization in higher education has promoted
a supplier-customer relationship. Such relationships may adopt the maxim of ‘the customer is
always right’. However, teachers are less likely to accept students as customers (Winter &
O’Donohue, 2012). When considering students as customers, they will expect grades regardless
of any effort done. They can irresponsibly transfer learning to the university and expect
entertainment rather than learning (Eagle and Brennan, 2007). Besides, the relationship
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between the supplier and the customer in higher education is highly asymmetric in that students
do not approach programmes with high precision. They cannot guarantee jobs after graduation
or be sure to get a qualification.
Exploring a wider definition of students as customers or as products of other customers
may extend our concepts of marketing theory as applied to higher education. For example,
Litten (1980) defines a student as “a client, part of the process itself, and a quasi-product at the
end of the process” (p.47). The student is part of the process because they contribute to the
quality of the educational experience by carrying all their needs, attitudes and attributes to the
educational process. Ressler and Abratt (2009, p.39) argue that “the student is not only a
customer of the education, but a designer of the education product and in essence becomes a
product of the university on graduation”. This means that a student is not a customer in the
traditional sense. Having said all this, it is imperative that education institutions become
cautious in their displacement of marketing concepts from other businesses to higher education
sector. Greater contextualization and adaptation should take place for the sake of a better
marketing framework.

IV. Strategic Planning in Higher Education
A. Marketing Plan
Higher education institutions become aware of the importance of marketing planning
within the overall institutions’ strategic plans. As a matter of fact, universities should go beyond
the traditional marketing activities of promotion, students’ recruitment or advertising. Kotler
and Murphy (1981) argue that most universities have a quality operational level, but they
overlook the strategic plan on the mistaken belief that strategic plan is a waste of time with no
concrete results. All institutions tend to plan in the budgeting and scheduling level while some
of them are short-term planner. Unfortunately, only few institutions are long-term strategic
planners. A strategic marketing plan is an integrated process of the whole institution’s
philosophy and approach (Gyure and Arnold, 2004). Most institutions do not recognize the need
of marketing plan until they face serious students’ enrolment decline or fund raising. Then they
start questioning their techniques and marketing activities. Kotler and Fox argue that ‘’the first
step to start a new strategic or marketing plan is to recognize the need for a marketing planning’’
(1995).
Kotler and Fox suggest that universities adopt two marketing planning types: strategic
plan and tactical marketing plan. While the former focuses more upon setting objectives, goals,
and mission, the latter grows out of strategic marketing plan and implements the strategic
objectives. Kotler (1995) defines strategic planning as:
The process of developing and maintaining a strategic fit between the
institution’s goals and capabilities and its changing marketing opportunities.
It relies on developing a clear institutional mission, supporting goals and
objectives, a sound strategy, and appropriate implementation. (p.95)

A marketing strategic plan follows certain steps as it is illustrated in Figure 2 of the
strategic planning process:
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Figure 2: Strategic planning process
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An educational institution must first examine its internal and external environment. The
reason behind scrutinizing the environment is to have a general picture of major threats and
opportunities so that strategic decisions can be accurately taken. Cann and George (2004) also
underline the importance of internal and external data in developing marketing strategy.
Following the environment analysis, a higher educational institution should appraise its
resources by analysing its strengths and weaknesses. Kotler (1995) argues that identifying the
distinctive competencies in those resources like funds, personnel, or facilities will definitely
provide the institution with differential advantage over competitors.
Thirdly, the previous phases in the implementation of marketing strategic plan provide
the cornerstone for the institution’s mission, goals and objectives. Those missions and goals are
not static but rather subject to change depending upon environment change and institutional
resource competencies. Forth, to evaluate efficiently programmes and markets for change,
management should assess the environment analysis and resource analysis, along with
objectives and missions. Kotler and Fox (1995) suggest two strategy formulations at this stage:
Academic portfolio and product/market opportunity strategy. Academic portfolio is based on
analysis of current programmes and reviewing their quality, attractiveness and relation to the
institution’s mission. Product/market strategy is based on market orientation in a way that
evaluates market trends so that programmes can be in line with the market needs.
Fifth, Cann and George (2004) argue for the fact that organization’s readiness to learn
and implement marketing strategy should also be taken into consideration when implementing
a new marketing strategy, and that organizational culture is a key to efficient marketing plan
(Deshpande and Webster, 1989). University presidents for instance who try to convince
teachers to be market oriented and to design non-traditional programmes may encounter
resistance from the academic culture. Besides, embracing a new marketing plan based on
international students’ recruitment requires staff training to meet the institution’s mission and
objectives.
Finally, every institution should design and upgrade its system including technology, staff
and academic or admission procedures. When an institution implements a new marketing
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strategy, it is important to invest in telecommunication, attendance biometrics or computers in
the classroom. Internal functions should reflect the quality of service provided (Kotler & Fox,
1995).
Marketing plan or the tactical plan should follow and be an integral part the strategic plan
(Maringe & Foskett, 2002). As a matter of fact, education institutions are rarely aware of
different types of customers. Institutions tend to focus upon one or two stakeholders and build
up their marketing plan on them. Instead, institutions should highly adopt market orientation
(Conway et al., 1994). According to Kotler and Fox (1995), marketing plan includes the
following sections: “executive summary, situation analysis, goals and objectives, marketing
strategy action programmes, budget and controls’’ (p.102). The following table illustrates
elements of a marketing plan advocated for higher education marketing managers:
Section

Purpose

I.Executive summary
II.Current marketing situation

A brief overview showing proposed plan to
management
Background data on market situation, competition,
external environment…

III.Opportunity and issue analysis

Identify threats and opportunities, internal
environment…

IV.Objectives

Set objectives for the marketing plan precisely

V.Marketing strategy
VI.Action Programs
VII.Budget
VIII.Control

Represent strategies and approaches that the institution
will adopt
Answers: what will be done? who will do it? when will
it be done? Who much will it cost?
Financial forecasting, costs and other outcomes
Indicate how the implementation and effectiveness of
the plan will be monitored.

Table 1. Steps of a marketing plan. Source: Kotler and Fox (p. 102, 1995)

A successful marketing plan requires highly skilled managers and staff in higher
education institutions. Gray (1991) underlines the importance of market research techniques,
skills in planning, analysing, and interpreting data in achieving the objectives of a marketing
plan. As far as Moroccan universities are concerned, the scarcity of qualified marketing staff
affects negatively the marketing plan’s objectives.
Some of the main marketing goals that make universities adopt a marketing plan are:
recruiting student, improvement of curricula, fund raising for research objectives, cooperating
with academic, research or economic institutions and attracting didactic personnel Białoń
(2015).
A marketing plan is highly advocated as a continuous planning process aiming at
maximizing institutions’ resources and capacities either to solve problems or to meet
stakeholders’ expectations (Gyure & Arnold, 2004). As a matter of fact, both strategic planning
and marketing planning should operate complementarily to analyse the internal and external
environment as well as to assess institutions’ resources and capabilities in order to set objectives
realistically. Blend of marketing strategies should be implemented to fit education context and
its peculiar nature like market segmentation, targeting, positioning and marketing mix. It is also
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worth mentioning that the extent to which marketing strategies should be implemented in higher
education institutions depends mainly on objectives and goals set by those institutions and their
definition of stakeholders and the service provided.

B. Marketing Research
Most higher education institutions do not understand how their customers perceive the
service they provide, until they encounter a problem that need to be solved be it a decrease in
students’ recruitment or a fall in donations. Problem identification and problem solving are the
main important responsibilities of any university’s management and administration. Decision
makers need to take data-gathering and marketing research seriously before any action is made.
Otherwise, resources and time spent will be wasted (Kotler & Fox, 1995). Universities need to
build a reliable information database from their marketing research. Krampf and Heinlein
(1981) argue that internal and external research is required to improve the service offered. A
quality information is indispensable for a good marketing plan.
To identify marketing research issues, Kotler and Fox (1995) underscore four methods.
First, complaint system can be created to identify stakeholders’ concerns and dissatisfaction.
Second, marketers and administrators can adopt a marketing problem inventory in which they
can list frequent problems and difficulties either internally or externally. Third, the institution
can assess demands of their programmes and services by determining the marketing problem
between the desired demand and the actual demand. Forth, universities can undertake a
marketing audit by collecting critical data for analysis. Usually, the auditor is an independent
consultant who appraises the institution objectively so as to provide long-term and short-term
recommendations.
Identifying a marketing challenge or a problem is definitely the first step in effective
marketing plan. Stott and Parr (1991) argue for the fact that institutions should evaluate
opportunities, threats, strengthens and weaknesses (SWOT) before any marketing plan is taking
place. Applying SWOT analysis is very helpful in linking an institution’s strengths with the
existing market opportunities as well as avoiding weaknesses and challenging threats. As Baker
et al (1998) stated, a SWOT analysis is a strategic audit used by an institution to improve its
programmes and services.
It is also worth mentioning that both market and marketing research should be seen as a
process rather than a project so that universities can continuously adjust their marketing mix
and strategies according to existing environment (Rossum & Baum, 2001). It is also argued that
institutions that adopt a market-oriented strategy tend to consider marketing research as a
process. A market orientation strategy can also help universities in developing an integrated
marketing intelligence system to analyse customers’ needs and complaints, competition and
other external variables (Cann & George, 2004).

C. Segmentation
One of the main strategic approaches that is based on market research and marketing
information is segmentation. Market segmentation is a marketing tool used to change and divide
the market in sets of segments which share the same characteristics, needs and values
(Schiffman, Kanuk, & Hansen, 2008). Although segmentation literature is well established in
marketing theory, market segmentation in higher education literature is not well grounded
(Hemsley-Brown, 2017)
Kotler and Fox (1995) present three approaches to segmentation that any institution
should embrace. First, mass marketing considers all students are alike and no preference or
difference exists among customers. Generally, institutions adopting mass marketing try to
convince all students that their programme is the best. While this segmentation strategy is less
expensive in promotion and communication, most universities do not adopt it because of the
diversity of stakeholders’ needs and preferences. Second, programme differentiated marketing
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seems to be the most used segmentation strategy in higher education. This is because
universities tend to offer different programmes and different fields of studies to meet
prospective students’ needs. Third, other universities will resort to focused marketing. Serving
a target market can result in a competitive advantage because of differentiation strategy.
However, the targeted segment might be a failure especially if the segment is not substantial or
sustainable. As Kotler and Fox (1995) argue, universities should make sure that the
segmentations chosen are measurable, accessible, substantial and durable.
Kotler and Armstrong (2003) agree on four grouping variables for customer in higher
education: demographic, geographic, behavioural and psychographic, all of which can be
integrated in a marketing mix to serve institutions’ marketing strategy. Universities today
segment the market into three main customers: high school leavers, mature students and
international students. Although there are other segments like managers who are seeking
corporate training, they are not generally the core business for a university. All of those
segments have different factors in choosing a university or a programme (Soutar & Turner,
2002).
To examine the viability of segmentation in strategic planning in higher education,
Rindfleish (2003) conducted an Australian study focusing on the marketing technique of
segment profiling. He found out that the segment profiling was highly beneficial in that it
reduces the risk of adopting inefficient strategic planning goals by detecting a new market
segment. Efficient segmenting and targeting contribute to market differentiation. Mazzarol and
Hosie (1996) argued that successful differentiation requires an institution to reflect an image of
perceived value in the market.
D. Targeting
After segmenting the market, the institution should select among three main targeting
strategies: mass marketing; targeted marketing and niche marketing (Hsuan-Fu & Chia-Chi,
2008). Mass marketing is applied when an institution intends to attract as many customers as
possible and focus on common needs and wants of customers. Usually one programme will be
designed to attract as much students as possible. Although adopting undifferentiated marketing
strategy is less expensive, it fails to satisfy customers whose needs are different from the mass.
On the other hand, targeted marketing approach focuses on targeting a number of
segments and addressing them using different marketing mix. For instance, a university can
have undergraduate, graduate and research programmes or even alumni programmes. Targeting
the market using differentiated marketing is highly recommended by scholars especially when
it is cost effective (Kotler & Fox, 1995). Targeting more than one segment in higher education
remains imperative since institutions address more than one stakeholder. However, institutions
should be alert in using targeted marketing approach; some universities go too far in the
segmentation process by offering more segmented programmes. Although this can live up to
the public expectations, it can be very costly.
The last targeted marketing strategy is the niche marketing or the concentrated marketing.
This is when a university focuses on one segment and implement all its marketing strategies to
target it. Targeting one segment can be risky for some institutions as the targeted segment may
disappear or shrink (Hsuan-Fu & Chia-Chi, 2008). However, niche marketing can be viable in
higher education especially when the institution has limited resources.

E. Marketing Mix
The concept of marketing mix was first introduced in macroeconomic theory (Chong,
2003). Later, McCarthy (1964) introduced the concept of ‘marketing mix’ as conceptual
framework in marketing repertoire that translates planning into practice and contributes to
successful decision making for managers (Bennett, 1997). This conceptual framework is used
to improve businesses’ strategies and tactics (Palmer, 2012). Marketing mix has prevailed
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research in the marketing field to the extent that Kent (1986) considers the 4Ps (Price, place,
promotion, product) as “the holy quadruple…of the marketing faith…written in tablets of
stone”. Zeithaml and Bitner (2010) defined marketing mix as a strategic tool used to satisfy and
communicate with customers. Management also adopts marketing mix to achieve institutional
objectives by blending price, programme, place and promotion (Michael et al., 1995).
However, Moller (2006) underlined that the limitations of the 4Ps in marketing mix, as
the cornerstone of the conventional marketing management have become subject to criticism.
Some researchers have even gone as far as eliminating the 4Ps model altogether and suggesting
an alternative framework. Rafiq and Ahmed (1995) also argued for the fact that the 4Ps does
not satisfy the business environment changes namely in the service sector, and that Booms and
Bitner’s (1981)’s 7P marketing mix has to replace McCarthy’s 4Ps marketing mix. The reason
behind criticising the 4Ps marketing mix is because of its product-oriented rather than customeroriented (Popovic, 2006). Each element of the marketing mix should be seen from the
customer’s perspective. By converting product into customer solution, place into convenience,
promotion into communication and price into cost, the 4Ps marketing mix can be responsive to
customers’ needs (Lauterborn, 1990). Similarly, Baker (2008) criticised the traditional 4Ps
marketing mix. He states that the product variable is presented in isolation as if it is sold
independently. However, marketers and companies sell products in relation to their brands and
their product lines. Unlike customers who perceive products holistically in relation to their
brand, the 4Ps marketing mix does not consider relationship buildings and customers’
experiences; rather, it regards customers as passive.
To differentiate between service marketing and product marketing and to keep up with
the environmental changes that marketing and higher education are facing, Cowell (1982)
proposed two additional ‘Ps’: people and process. The importance of people lies in the fact that
they are the performers and sellers. Relationship marketing is mainly based on people’s
interaction with customers. The importance of the process revolves around service delivery as
an essential ingredient in any customer satisfaction. Physical evidence, the seventh marketing
mix, was introduced by Gray (1991) to represent the environment in which the service is
provided. The seven-marketing mix are defined in the table below:
Table 2: Definitions of marketing mix in product and service industry

Product

The good or service that is delivered

Price

The recourses needed by customers to get the services/goods

Place

The location and accessibility of the services/goods

Promotion

Communication activities addressed to potential customers

People

Those involved in the process of the services delivered

Process

The organizational system by which the service is delivered

Physical evidence

The environment is which the service is provided

Source: Gray (1991, p.31)

Mariage (2006) points out that the seven-marketing mix should be integrated effectively
to achieve a competitive advantage. Achieving an optimal blending of the marketing mix
components depends on many factors including institutions’ internal and external
competencies, target market and the target customer. The implication of 7Ps marketing mix is
highly compatible with service industry in general and higher education institutions in
particular.
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Conclusion
Higher education institutions have become increasingly aware of the role of marketing in
achieving their missions and objectives as well as planning strategically. Marketing contributes
to a better understanding of current activities and performance of higher education institutions
and compares it with their missions. Marketing can also detect problems as well as proposing
solutions and plans to achieve a stated mission for any higher education institution (Kotler &
Fox, 1995).
According to Rudd and Mills (2008), marketing principles revolve around three main
tenets: First, marketing is essential at any educational institution’s phase. Second, marketing is
an ongoing process that is implemented in a cyclic way from planning, implementation to
control. Such process should be regular and consistent. Institutions should regularly inform,
remind and even reinforce current and prospective students. Third, marketing is not a panacea
tool for all sorts of problems. If an institution is unable to provide students with added value
for their educational experience, marketing becomes inadequate.
This chapter has presented the implementation of marketing practices in higher education
and has shown proposed marketing process steps, marketing tools and marketing techniques
that could further be adapted to higher education. Future research direction for academics could
be to conduct empirical research to find out, to what extent and how, the marketing practices
presented in this chapter are actually adopted in higher education. Likewise, practitioners of
HE marketing research could use the extensive literature presented in this chapter to guide
implementation of improved marketing practice in their own or their client institutions.

References
1. Andreasen, A. R. and Kotler, P. (2013). Strategic Marketing forNnon-profit
Organizations. Pearson.
2. Armstrong, G., Kotler, P. T., Trifts, V. and Buchwitz, L. A. (2016). Marketing: An
Introduction. Sixth Canadian edition, loose leaf version. Pearson Education Canada.
3. Baker, M., Graham, P. and Harker, D. (1998). Marketing: Managerial Foundations.
Macmillan Education AU.
4. Baker, M. J. (2008). Chapter 12 - The Marketing Mix**This Chapter draws
extensively on Baker (2006) and Baker (2007). In M. J. Baker and S. Hart (Eds.), The
Marketing Book. Sixth Edition, pp. 247–259. Oxford: Butterworth-Heinemann.
5. Barrett, L. R. (1996). On students as customers-some warnings from America. Higher
Education Review, 28(3), p. 70.
6. Belohlav, J. (1984). Academic planning - back to the basics. Higher Education, 13(4),
pp. 405–412.
7. Bennett, A. R. (1997). The five Vs‐ a buyer’s perspective of the marketing mix.
Marketing Intelligence and Planning, 15(3), pp. 151–156.
8. Białoń, L. (2012). Building an image of a higher education institution as an instrument
of mega marketing. Transactions of the Institute of Aviation, 226(5), pp. 205–221.
9. Binsardi, A. and Ekwulugo, F. (2003). International marketing of British education:
research on the students’ perception and the UK market penetration. Marketing
Intelligence and Planning, 21(5), pp. 318–327.
10. Booms, B. H. and Bitner, M. J. (1982). Marketing services by managing the
environment. The Cornell Hotel and Restaurant Administration Quarterly, 23(1), pp.
35–40.
85

The Implementation of Marketing

Faical Chanour & Ibrahim Houban

11. Brooks, L. R. and Hammons, J. O. (1993). Has higher education been using the wrong
marketing approach? Journal of Marketing for Higher Education, 4(1-2), pp. 27–48.
12. Cann, C. W. and George, M. A. (2004). Key elements of a successful drive toward
marketing strategy making. Journal of Marketing for Higher Education, 13(1-2), pp.
1–15.
13. Canterbury, R. M. (2000). Higher education marketing: A challenge. Journal of
Marketing for Higher Education, 9(3), pp. 15–24.
14. Chong, K. W. (2003). The role of Pricing in Relationship Marketing - A Study of the
Singapore Heavy Equipment Spare Parts Industry. PhD Dissertation, International
Graduate School of Management, University of South Australia.
15. Conway, T., Mackay, S. and Yorke, D. (1994). Strategic planning in higher education:
Who are the customers. International Journal of Educational Management, 8(6), pp.
29–36.
16. Cowell, D. W. (1980). The marketing of services. Managerial Finance, 5(3), pp. 223–
231.
17. Deshpande, R. and Webster, F. E. (1989). Organizational culture and marketing:
defining the research Agenda. Journal of Marketing, 53(1), pp. 3–15.
18. Du Plessis, F. and Rousseau, D. (2008). Buyer Behaviour: Understanding Consumer
Psychology and Marketing. OUP Southern Africa.
19. Eagle, L. and Brennan, R. (2007). Are students customers? TQM and marketing
Perspectives. Quality Assurance in Education, 15(1), pp. 44–60.
20. Gibbs, P. and Knapp, M. (2002). Marketing Further and Higher Education Research:
An Educators Guide to Promoting Courses, Departments and Institutions. London:
Kogan Page.
21. Goffman, E. (1961). On the characteristics of total institutions. In Symposium on
Preventive and Social Psychiatry, pp. 43–84. Walter Reed Army Medical Centre
Washington, DC.
22. Gray, L., (1991). Marketing Education. Milton Keynes, Philadelphia: Open University
Press.
23. Gyure, J. F. and Arnold, S. G. (2004). Marketing maps: Illustrating how marketing
works. Journal of Marketing for Higher Education, 13(1-2), pp. 77–86.
24. Hemsley-Brown, J. (2017). Higher education market segmentation. In J. C. Shin and
P. Teixeira (Eds.), Encyclopedia of International Higher Education Systems and
Institutions, pp. 1–3. Dordrecht: Springer Netherlands.
25. Hemsley‐Brown, J. and Oplatka, I. (2006). Universities in a competitive global
marketplace: A systematic review of the literature on higher education marketing.
International Journal of Public Sector Management, 19(4), pp. 316–338.
26. Higher, L. A. (n.d.). Marketing Role in Higher Education. Retrieved from
https://repository.up.ac.za/bitstream/handle/2263/29820/02chapter3.pdf?sequence=3
27. Ho, H.-F., and Hung, C.-C. (2008). Marketing mix formulation for higher education:
An integrated analysis employing analytic hierarchy process, cluster analysis and
correspondence analysis. International Journal of Educational Management, 22(4),
pp. 328–340.

86

The Implementation of Marketing

Faical Chanour & Ibrahim Houban

28. Kent, R. A. (1986). Faith in four Ps: An alternative. Journal of Marketing
Management, 2(2), pp. 145–154.
29. Koris, R. and Nokelainen, P. (2015). The student-customer orientation questionnaire
(SCOQ): Application of customer metaphor to higher education. International Journal
of Educational Management, 29(1), pp. 115–138.
30. Kotler, P. and Fox, K. F. A. (1995). Strategic Marketing for Educational Institutions.
Prentice Hall.
31. Kotler, P. and Murphy, P. E. (1981). Strategic Planning for Higher Education. The
Journal of Higher Education, 52(5), pp. 470–489.
32. Krampf, R. F. and Heinlein, A. C. (1981). Developing marketing strategies and tactics
in higher education through target market research. Decision Sciences, 12(2), pp. 175192.
33. Kwong, J. (2000). Introduction: Marketization and privatization in education.
International Journal of Educational Development, 20(2), pp. 87–92.
34. Lafuente Ruiz de Sabando, A., Forcada, (2017). The marketing orientation as a
university management philosophy: A framework to guide its application. Cuadernos
de Gestión. https://doi.org/10.5295/cdg.150576al
35. Lauterborn, B. (1990). New marketing litany: Four Ps pass: C-Words take over.
Advertising Age, 61(41), 26.
36. Litten, L. H. (1980). Marketing higher education: A reappraisal. Marketing in College
Admissions: A Broadening Perspective, pp. 148–167.
37. Llonch, J., Casablancas-Segura, C. and Alarcón-del-Amo, M. C. (2016). Stakeholder
Orientation in public universities: A conceptual discussion and a scale development.
Spanish Journal of Marketing - ESIC, 20(1), pp. 41–57.
38. Lovelock, C. H. (1980). Towards a classification of services. Theoretical
Developments in Marketing, 72(6), pp. 72–76.
39. Lovelock, C. H. and Wright, L. (2002). Principles of Service Marketing and
Management. Prentice Hall.
40. Malhotra, N. K., Birks, D. F. and Wills, P. A. (2013). Essentials of Marketing
Research. Pearson.
41. Maringe, F. (2006). University marketing: Perceptions, practices and prospects in the
less developed world. Journal of Marketing for Higher Education, 15(2), pp. 129–
153.
42. Mazzarol, T. (1998). Critical success factors for international education marketing.
International Journal of Educational Management, 12(4), pp. 163–175.
43. Mazzarol, T. and Hosie, P. (1996). Exporting Australian higher education: Future
strategies in a maturing market. Quality Assurance in Education, 4(1), pp. 37–50.
44. McCarthy, E. J. (1964). Basic Marketing: A Managerial Approach. R.D. Irwin.
45. Mehralizadeh, Y. and Safaeemoghaddam, M. (2010). The applicability of quality
management systems and models to higher education: A new perspective. The TQM
Journal, 22(2), pp. 175–187.
46. Michael, R.K., Sower, V.E. and Motwani, J. (1997). A Comprehensive Model for
Implementing Total Quality Management in Higher Education. Benchmarking for
Quality Management and Technology.
87

The Implementation of Marketing

Faical Chanour & Ibrahim Houban

47. Möller, K. (2006). The marketing mix revisited: Towards the 21st century marketing
by E. Constantinides. Journal of Marketing Management, 22(3-4), pp. 439–450.
48. Mortimer, K. (1997). Recruiting overseas undergraduate students: Are their
information requirements being satisfied? Higher Education Quarterly, 51(3), pp.
225–238.
49. Navarro, M. M., Iglesias, M. P. and Torres, P. R. (2005). A new management element
for universities: Satisfaction with the offered courses. International Journal of
Educational Management, 19(6), pp. 505–526.
50. Newbould, G. D., (1982). Product portfolio diagnosis for U.S. universities, in Kotler,
P., Ferrell, O.C. and Lamb, C., Cases and Readings for Marketing of Non-profit
Organizations. Prentice-Hall, Englewood Cliffs, NJ.
51. Oplatka, I., Hemsley-Brown, J. and Foskett, N. H. (2002). The voice of teachers in
marketing their school: Personal perspectives in competitive environments. School
Leadership and Management, 22(2), pp. 177–196.
52. Palmer, A. (2012). Introduction to Marketing: Theory and Practice. OUP Oxford.
53. Parasuraman, A., Zeithaml, V. A. and Berry, L. L. (1985). A conceptual model of
service quality and its implications for future research. Journal of Marketing, 49(4),
pp. 41–50.
54. Popovic, D. (2006). Modelling the marketing of high-tech start-ups. Journal of
Targeting, Measurement and Analysis for Marketing, 14(3), pp. 260–276.
55. Rafiq, M. and Ahmed, P. K. (1995). Using the 7Ps as a generic marketing mix: An
exploratory survey of UK and European marketing academics. Marketing Intelligence
and Planning, 13(9), pp. 4–15.
56. Redding, P. (2005). The evolving interpretations of customers in higher education:
Empowering the elusive. International Journal of Consumer Studies, 29(5), pp. 409–
417.
57. Ressler, J. and Abratt, R. (2009). Assessing the impact of university reputation on
stakeholder intentions. Journal of General Management, 35(1), pp. 35–45.
58. Rindfleish, J. M. (2003). Segment profiling: Reducing strategic risk in higher
education management. Journal of Higher Education Policy and Management, 25(2),
pp. 147–159.
59. Rossum, C. and Baum, G. (2001). Improve your marketing results by asking Peter F.
Drucker’s “Five Most Important Questions”. Journal of Marketing for Higher
Education, 10(3), pp. 61–76.
60. Rudd, D. and Mills, R. (2011). Expanding marketing principles for the sale of higher
education. Contemporary Issues in Education Research (CIER), 1(3), 41.
61. Saunders, D. B. (2014). Exploring a customer orientation: Free-market logic and
college students. The Review of Higher Education, 37(2), pp. 197–219.
62. Saunders, M., Lewis, P. and Thornhill, A. (2009). Research Methods for Business
Students. Pearson Education.
63. Schiffman, L. G., Hansen, H. and Kanuk, L. L. (2008). Consumer Behaviour: A
European Outlook. Pearson Education.
64. Stott, K. and Parr, H. (1991). Marketing Your School. London: Hodderand Stoughton.

88

The Implementation of Marketing

Faical Chanour & Ibrahim Houban

65. Sheth, J. and Malhotra, N. (Eds.). (2010). Services Marketing Strategy. In Wiley
International Encyclopedia of Marketing (Vol. 3, p. 107). Chichester, UK: John Wiley
and Sons, Ltd.
66. Soutar, G. N. and Turner, J. P. (2002). Students’ preferences for university: A conjoint
analysis. International Journal of Educational Management, 16(1), pp. 40–45.
67. Venkatesh, U. (2001). The Importance of Managing Points-of-Marketing in Marketing
Higher Education Programmes-Some Conclusions. Retrieved from
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=1615368
68. Wells, R. and Wells, C. (2011). Academic program portfolio model for universities:
Guiding strategic decisions and resource allocations. Research in Higher Education
Journal, 11, 1.
69. Winter, R. P. and O’Donohue, W. (2012). Academic identity tensions in the public
university: Which values really matter? Journal of Higher Education Policy and
Management, 34(6), pp. 565–573.

89

ﻋﻣر ﻟﻣﯾﺳﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﺑﯾن ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود واﻟﻣﻔﺗوح
ﻋ ﻣر ﻟﻣﯾﺳ ﻲ

 اﻟﻣﻐرب، ﺟﺎﻣﻌﺔ اﻟﻘﺎﺿﻲ ﻋﯾﺎض،ﻛﻠﯾﺔ اﻵداب واﻟﻌﻠوم اﻹﻧﺳﺎﻧﯾﺔ
lemouissi@gmail.com

اﻟﻣﻠﺧص
ﻋرﻓت اﻟﺟﺎﻣﻌﺔ اﻟﻣﻐرﺑﯾﺔ ﻣﻧذ اﻻﺳﺗﻘﻼل ﻋدة إﺻﻼﺣﺎت ﻫدﻓت إﻟﻰ اﻟﻧﻬوض ﺑﻣﺳﺗوى اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ وﺗﺣﺳﯾن

 وﻣﻌﺎﻫد وﻣدارس ذات، ﻛﻠﯾﺎت ذات اﺳﺗﻘطﺎب ﻣﻔﺗوح: وﺗﺷﻣل اﻟﺟﺎﻣﻌﺔ اﻟﻣﻐرﺑﯾﺔ ﻧﻣطﯾن ﻣن اﻟﻣؤﺳﺳﺎت.ﺟودﺗﻪ
 ﺗﻬدف اﻟدارﺳﺔ إﻟﻰ ﻗﯾﺎس ﺟودة. وآﺧر ﺟﻣﺎﻫﯾرﯾﺎ ﻣﻔﺗوﺣﺎ، ﻣﻣﺎ ﻛرس ﺗﻌﻠﯾﻣﺎ ﻧﺧﺑوﯾﺎ ﻣﺣدودا،اﺳﺗﻘطﺎب ﻣﺣدود
 اﻋﺗﻣﺎدا ﻋﻠﻰ ﻣﻘﯾﺎس ﺟودة اﻟﺧدﻣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم،اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﺗﻲ ﺗﻘدﻣﻬﺎ ﺟﺎﻣﻌﺔ اﺑن زﻫر أﻛﺎدﯾر

 ﺗﺳﻬﯾﻼت، اﻟﺳﻣﻌﺔ واﻟﺻﯾت، اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ، اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ:( )ﺑﺄﺑﻌﺎدﻩHed PERF)اﻟﻌﺎﻟﻲ

 اﻟﻣﻧﺗﻣﯾن ﻟﻛﻠﯾﺔ، وطﺑق اﻟﻣﻘﯾﺎس ﻋﻠﻰ ﻋﯾﻧﺔ ﻣن طﻠﺑﺔ ﺟﺎﻣﻌﺔ اﺑن زﻫر ﻓﻲ ﺗﺧﺻص اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ،(اﻟوﺻول
 واﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر )اﺳﺗﻘطﺎب،(اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ )اﺳﺗﻘطﺎب ﻣﻔﺗوح
 ﺑواﺳطﺔ اﺳﺗﻣﺎرة وزﻋت ﻋﻠﻰ، ﻣن ﺧﻼل ﺟﻣﻊ اﻟﺑﯾﺎﻧﺎت، وﻗد اﺳﺗﺧدم اﻟﺑﺎﺣث اﻟﻣﻧﻬﺞ اﻟوﺻﻔﻲ اﻟﺗﺣﻠﯾﻠﻲ.(ﻣﺣدود

 وﺗﺳﻌﻰ اﻟدارﺳﺔ إﻟﻰ ﺗﺣدﯾد ﻣدى وﺟود ﻓروق ذات دﻻﻟﺔ إﺣﺻﺎﺋﯾﺔ ﻓﻲ.ﻋﯾﻧﺔ ﻣن طﻠﺑﺔ اﻟﻣؤﺳﺳﺗﯾن اﻟﺟﺎﻣﻌﯾﺗﯾن

 و ﺗﺣدﯾد ﻣﺳﺗوى ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ،إﺟﺎﺑﺎت اﻟطﻠﺑﺔ ﺗﻌزى ﻟﻣﺗﻐﯾر ﻧوع اﻟﻣؤﺳﺳﺔ اﻟﺟﺎﻣﻌﯾﺔ
 ﻓﻲ ﺿوء اﻟﻧﺗﺎﺋﺞ اﻟﻣﺗوﺻل. و ﺗﺣدﯾد ﻧﻘﺎط اﻟﻘوة واﻟﺿﻌف ﻓﻲ ﻛل ﻣن اﻟﻣؤﺳﺳﺗﯾن،اﻟﻣؤﺳﺳﺗﯾن ﻣوﺿوع اﻟدارﺳﺔ

 وﻗد ﺗوﺻﻠت اﻟدارﺳﺔ إﻟﻰ أن ﺗﻘﯾﯾم. ﺳﯾﺗم ﺗﻘدﯾم ﻣﻘﺗرﺣﺎت ﻟﺗﺣﺳﯾن ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺔ،إﻟﯾﻬﺎ

 ﻣﻊ اﺧﺗﻼف ﻓﻲ أﺑﻌﺎد اﻟﻣﻘﯾﺎس داﺧل،اﻟطﻠﺑﺔ ﻟﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﻣﺳﺗوى اﻟﻣﺗوﺳط
.اﻟﻣؤﺳﺳﺗﯾن

 اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ-ﺧدﻣﺔ- ﺟودة:اﻟﻛﻠﻣﺎت اﻟﻣﻔﺗﺎﺣﯾﺔ

Overview
Since independence, the Moroccan university has undergone several reforms aimed
at enhancing the level of education and improving its quality. The Moroccan
university comprises two types of institutions: open-ended colleges, schools and
institutions with limited polarization, which has served both a limited elite and an
open public education. The study aims at measuring the quality of the educational
service provided by Ibn Zohr University of Agadir. In so doing, the researcher
adopts the measure of quality of service in higher education “HED PERF”
(dimensions: non-academic aspects, academic aspects, reputation, accessible
facilities). This was applied to a sample of students from Ibn Zohr University in
economics, belonging to the Faculty of Law, Economics and Social Sciences (open
polarization) along with the National School of Commerce and Management
(limited polarization). The researcher opts for the descriptive analytical method to
collect data by means of a questionnaire distributed to a sample of the students from
both institutions. The study seeks to ddetermine the existence of differences of
statistical significance in the answers of students attributed to the variable type of
university institution, to examine the level of students’ evaluation of the quality of
educational services in the aforementioned institutions, and to identify strengths and
weaknesses in each of the two institutions. In light of the results attained,
suggestions will be presented to improve the quality of educational services at the
university. The study came up with the students’ assessment of the quality of
educational services at the intermediate level, with different dimensions of the scale
in both institutions.
Keywords: quality, services, university education
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ﻣﻘدﻣﺔ
ﻋرﻓت اﻟﺟﺎﻣﻌﺔ اﻟﻣﻐرﺑﯾﺔ ﻣﻧذ اﻻﺳﺗﻘﻼل ﻋدة إﺻﻼﺣﺎت ﻫدﻓت إﻟﻰ اﻟﻧﻬوض ﺑﻣﺳﺗوى اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ وﺗﺣﺳﯾن
ﺟودﺗﻪ .وﻓﻲ ﻫذا اﻟﺳﯾﺎق ﺻدر اﻟﻣﯾﺛﺎق اﻟوطﻧﻲ ﻟﻠﺗرﺑﯾﺔ واﻟﺗﻛوﯾن ﺳﻧﺔ  ،1999ﻟﯾؤﻛد ﻋﻠﻰ اﻋﺗﺑﺎر اﻟﺟﺎﻣﻌﺔ ﻗﺎطرة ﻟﻠﺗﻧﻣﯾﺔ،
ﺗزود ﻛل اﻟﻘطﺎﻋﺎت اﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ ﺑﺎﻷطر اﻟﻣؤﻫﻠﺔ ،وﯾﻣﻛن ﻟﻛل ﻣواطن وﻟوﺟﻬﺎ.

وﺗﻌرف اﻟﺟودة ﻋدة ﺗﺣدﯾﺎت ﻣن أﻫﻣﻬﺎ ارﺗﻔﺎع أﻋداد اﻟطﻠﺑﺔ ،وﺿﻌف اﻟﺗﻣوﯾل ،وﻗﻠﺔ اﻟﻣوارد اﻟﺑﺷرﯾﺔ اﻟﻣؤﻫﻠﺔ،

وﻋﺎﻟﻣﯾﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ .وﻋرف اﻟﻣﻐرب ﺗﺿﺎﻋف ﻧﺳﺑﺔ اﻻﻟﺗﺣﺎق ﺑﺎﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻣن  10,6%ﺳﻧﺔ  2000إﻟﻰ %31,95
ﺳﻧﺔ .2016
وﯾطرح ﻫذا اﻟﺗوﺳﻊ ﺗﺣدﯾﺎت ﻓﯾﻣﺎ ﯾﺧص ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ،ﻧﺗﯾﺟﺔ ﺿﻌف اﻟﺑﻧﯾﺔ اﻟﺗﺣﺗﯾﺔ وﻗﻠﺔ اﻟﻣوارد اﻟﺑﺷرﯾﺔ،
وﺿﻌف ﻧﺳب اﻟﺗﺄطﯾر اﻟﺑﯾداﻏوﺟﻲ واﻻداري ،ﺣﯾث أﻛدت اﻟدارﺳﺎت ﻋﻠﻰ ارﺗﺑﺎط ارﺗﻔﺎع ﻋدد اﻟطﻠﺑﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺎت ،
ﺑﺎﻧﺧﻔﺎض ﻣﺳﺗوﯾﺎت اﻟﺧدﻣﺔ اﻟﻣﻘدﻣﺔ ﻟﻠطﻠﺑﺔ وﯾﺷﺗﻣل اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﻋﻠﻰ اﻟﺟﺎﻣﻌﺎت واﻟﻣؤﺳﺳﺎت واﻟﻛﻠﯾﺎت
اﻟﻣﺗﺧﺻﺻﺔ اﻟﺗﺎﺑﻌﺔ ﻟﻬﺎ ،وﯾﻌﺗﻣد ﻋﻠﻰ ﻧﻣطﯾن ﻣن اﻟﺗﻌﻠﯾم :ﻓﺎﻷول ذو اﺳﺗﻘطﺎب ﻣﻔﺗوح ﯾﺳﺗﻘﺑل ﺟﻣﯾﻊ اﻟطﻠﺑﺔ اﻟﺣﺎﺻﻠﯾن ﻋﻠﻰ
ﺷﻬﺎدة اﻟﺑﺎﻛﺎﻟورﯾﺎ ،واﻟﺛﺎﻧﻲ ذو اﺳﺗﻘطﺎب ﻣﺣدود ،واﻟﺗﺳﺟﯾل ﻓﯾﻪ ﻣﻔﺗوح أﻣﺎم اﻟﺗﻼﻣﯾذ ،ﺑﺷروط أﻫﻣﻬﺎ اﺟﺗﯾﺎز ﻣﺑﺎارة.
 .1ﻣﺷﻛﻠﺔ اﻟدارﺳﺔ

ان اﻟدارﺳﺔ اﻟﺣﺎﻟﯾﺔ ﺳﺗﺣﺎول ﺗﺣدﯾد ﻣﻔﻬوم ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺔ ،وطرق ﻗﯾﺎﺳﻬﺎ ،وﻣﺎﻫﻲ أوﺟﻪ
اﻻﺧﺗﻼف ﺑﯾن اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح واﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﻓﻲ ﻧظﺎم اﻟﺗﻌﻠﯾم اﻟﻣﻐرﺑﻲ؟ وﻫل ﺗوﺟد ﻓروق ﻓﻲ
ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺔ ﺣﺳب ﻫﺈذﯾن اﻟﻧﻣطﯾن ﻣن اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ؟
وﺗﺟﯾب اﻟدارﺳﺔ ﻋن اﻟﺳؤال اﻟرﺋﯾﺳﻲ:
ﻣﺎ ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺟﺎﻣﻌﯾﺔ ﻛﻣﺎ ﯾدرﻛﻬﺎ طﻠﺑﺔ ﻛﻠﯾﺔ اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ أﯾت ﻣﻠول ،واﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر
ﻓﻲ ﺟﺎﻣﻌﺔ اﺑن زﻫر أﻛﺎدﯾر؟
وﯾﻧﺑﺛق ﻣن اﻟﺳؤال اﻟرﺋﯾﺳﻲ اﻷﺳﺋﻠﺔ اﻟﻔرﻋﯾﺔ اﻟﺗﺎﻟﯾﺔ:
 ﻣﺎ ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﻣدرﻛﺔ ﻣن ﻗﺑل طﻠﺑﺔ اﻟﻣؤﺳﺳﺗﯾن اﻟﺟﺎﻣﻌﯾﺗﯾن طﺑﻘﺎ ﻟﻣﻘﯾﺎس )(HedPERF؟ﻫل ﯾﺧﺗﻠف ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﻣؤﺳﺳﺗﯾﻧﺣﺳب أﺑﻌﺎد اﻟﻣﻘﯾﺎس اﻟﻣﻌﺗﻣد؟ ﻣﺎﻫﻲ ﻧﻘﺎط ﺿﻌف وﻗوة اﻟﻣؤﺳﺳﺗﯾن؟ .2أﻫﻣﯾﺔ اﻟدارﺳﺔ

ﺗﺗﺟﻠﻰ أﻫﻣﯾﺔ اﻟدارﺳﺔ ﻓﻲ أن ﻣﻌرﻓﺔ ﻣﺳﺗوى اﻟﺧدﻣﺎت اﻟﻣﻘدﻣﺔ ﺣﺳب أﺑﻌﺎد اﻟدارﺳﺔ ،ﯾﺳﺎﻫم ﻓﻲ اﻟﺗﻌرف ﻋﻠﻰ ﻧﻘﺎط
اﻟﻘوة واﻟﺿﻌف ﻓﻲ ﻫذﻩ اﻟﺧدﻣﺎت ،ﻣﻣﺎ ﯾﺳﺎﻋد ﻋﻠﻰ وﺿﻊ آﻟﯾﺎت ﻣﻧﺎﺳﺑﺔ ﻛﻔﯾﻠﺔ ﺑﺗﺣﺳﯾن ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ.
 .3أﻫداف اﻟدارﺳﺔ

ﻫدﻓت ﻫذﻩ اﻟدارﺳﺔ إﻟﻰ اﻟﺗﻌرف ﻋﻠﻰ:
 ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﻣﻘدﻣﺔ ﻣن طرف اﻟﺟﺎﻣﻌﺔ واﻟﻣدرﻛﺔ ﻣن ﻗﺑل اﻟطﻠﺑﺔ. -اﻟﺗﻌرف ﻋﻠﻰ أﻫم ﻧﻘﺎط اﻟﻘوة واﻟﺿﻌف ﻓﻲ اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﻣﻘدﻣﺔ ﺣﺳب اﻷﺑﻌﺎد اﻷرﺑﻌﺔ ﻟﻣﻘﯾﺎس )(HedPERF

)اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺳﻣﻌﺔ ،اﻟوﺻول(.

 ﻓﻲ ﺿوء اﻟﻧﺗﺎﺋﺞ اﻟﻣﺗوﺻل اﻟﯾﻬﺎ ﺳﯾﺗم ﺗﻘدﯾم ﻣﻘﺗرﺣﺎت ﻟﺗﺟﺎوز ﻧﻘﺎط اﻟﺿﻌف ،وﺗﻌزﯾز ﻧﻘﺎط اﻟﻘوة ،وﺑﺎﻟﺗﺎﻟﻲ ﺗﺣﺳﯾن ﺟودةاﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺔ.
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

 .4ﻣﻧﻬﺟﯾﺔ اﻟدارﺳﺔ

ﻣن أﺟل ﺗﺣﻘﯾق أﻫداف اﻟدارﺳﺔ ،ﺗم اﺳﺗﺧدام اﻟﻣﻧﻬﺞ اﻟوﺻﻔﻲ اﻟﺗﺣﻠﯾﻠﻲ ﺑﻬدف ﺗﺣدﯾد ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ

اﻟﻣﻘدﻣﺔ ﻟطﻠﺑﺔ اﻟﺟﺎﻣﻌﺔ.
أوﻻ :اﻟدارﺳﺔ اﻟﻧظرﯾﺔ

. Iﻣﻔﻬوم اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ
 -1ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ
أ -ﺗﻌرﯾف اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ
ﯾرى ﯾوﺳف أﺣﻣد أﺑو ﻓﺎرة أن ﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻫﻲ" :ﻣﺟﻣوﻋﺔ ﻣن اﻟﺧﺻﺎﺋص واﻟﺻﻔﺎت اﻹﺟﻣﺎﻟﯾﺔ اﻟﺗﻲ ﯾﻧﺑﻐﻲ أن
ﺗﺗوﻓر ﻓﻲ اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ،ﺑﺣﯾث ﺗﻛون ﻫذﻩ اﻟﺧدﻣﺔ ﻗﺎدرة ﻋﻠﻰ ﺗﺄﻫﯾل اﻟطﺎﻟب ،وﺗزوﯾدﻩ ﺑﺎﻟﻣﻌرﻓﺔ واﻟﻣﻬﺎارت واﻟﺧﺑارت أﺛﻧﺎء
ﺳﻧوات اﻟدارﺳﺔ اﻟﻌﺎﻟﯾﺔٕ ،واﻋدادﻩ ﻓﻲ ﺻورة ﺧرﯾﺞ ﺟﺎﻣﻌﻲ ﻣﺗﻣﯾز،و ﻗﺎدر ﻋﻠﻰ ﺗﺣﻘﯾق أﻫداﻓﻪ وأﻫداف اﻟﻣﺷﻐﻠﯾن وأﻫداف

اﻟﻣﺟﺗﻣﻊ اﻟﺗﻧﻣوﯾﺔ").أﺑو ﻓﺎرة ،2006 ،ﺻﻔﺣﺔ (251

ﻓﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺗﻌﻧﻲ ﻣﻘدرة ﻣﺟﻣوع ﺧﺻﺎﺋص وﻋﻧﺎﺻر اﻟﻣﻧﺗﺞ اﻟﺗﻌﻠﯾﻣﻲ ﻋﻠﻰ ﺗﻠﺑﯾﺔ ﺣﺎﺟﯾﺎت اﻟطﺎﻟب ،وﺳوق

اﻟﻌﻣل واﻟﻣﺟﺗﻣﻊ وﻛﺎﻓﺔ اﻟﺟﻬﺎت اﻟداﺧﻠﯾﺔ واﻟﺧﺎرﺟﯾﺔ ذات اﻟﻣﺻﻠﺣﺔ.
ب -ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ

إن ﺟودة ﺧدﻣﺔ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ﻫﻲ ﻧظﺎم ﻣﺗﻛﺎﻣل ﻟﻣﺟﻣوﻋﺔ ﻣن اﻷﻧﺷطﺔ واﻟﻌﻣﻠﯾﺎت اﻟﻣوﺟﻬﺔ ﻟﻠﻣﺳﺗﻔﯾد ،ﺗﺑدأ ﻣن
ﺗﺣدﯾد رﻏﺑﺎﺗﻪ وﺣﺎﺟﺎﺗﻪ وﺗﻧﺗﻬﻲ ﺑﺎﻟﻌﻣل ﻋﻠﻰ ﺗﻠﺑﯾﺗﻬﺎ ،وﻫذا ﯾﺗﻔق ﺗﻣﺎﻣﺎ ﻣﻊ أﻫداف اﻟﺟﺎﻣﻌﺔ ،واﻟﻐرض ﻣن وﺟودﻫﺎ.
وﯾﻣﻛن ﺗﻘﺳﯾم ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ إﻟﻰ ﻋﻧﺎﺻر أﻛﺎدﯾﻣﯾﺔ وأﺧرى ﻏﯾر أﻛﺎدﯾﻣﯾﺔ:
 -ﺟودة اﻟﺧدﻣﺎت اﻷﻛﺎدﯾﻣﯾﺔ

ﺗﻌﻧﻲ ﺟودة اﻟﺧدﻣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ :اﻟﻌﻣل ﻋﻠﻰ ﺗوﻓﯾر اﻟﺗدرﯾس اﻟﻔﻌﺎل ،ﻣﻣﺎ ﯾؤدي إﻟﻰ ﻧﺗﺎﺋﺞ ﺗﻌﻠﯾﻣﯾﺔ ﺟﯾدة ،وﺗﺷﻣل
ﻫذﻩ اﻟﺧدﻣﺎت ﻋﻠﻰ اﻟﻣﻌرﻓﺔ واﻟﻔﻬم واﻟﻣﻬﺎارت اﻟﻣﺳﺗﻬدﻓﺔ ﻣن ﻗﺑل اﻟﺟﺎﻣﻌﺔ ،ﻣن أﺟل ﺗﻐﯾﯾر ﺳﻠوك اﻟطﺎﻟب ﺑﻌد اﻟﺗﻌرض ﻟﺧﺑرة

ﺗﻌﻠﯾﻣﯾﺔ ﻣﺣددة) .ﻗطﺎﻣﻲ و أﺑو ﺟﺎﺑر (2006 ،وﻣن أﺟل ﺗﺣﻘﯾق ﺟودة اﻟﺧدﻣﺎت اﻷﻛﺎدﯾﻣﯾﺔ ،ﯾﺗﻌﯾن ﻋﻠﻰ اﻟﻣؤﺳﺳﺔ اﻟﺟﺎﻣﻌﯾﺔ

ﺗوﻓﯾر ﻋدد ﻛﺎف ﻣن أﻓارد ﻫﯾﺋﺔ اﻟﺗدرﯾس واﻹدارﯾﯾن ،ﯾﺗﻣﺗﻌون ﺑﺎﻟﻣؤﻫﻼت اﻟﻌﻠﻣﯾﺔ واﻟﺷﺧﺻﯾﺔ اﻟﻛﻔﯾﻠﺔ ﺑﺄداﺋﻬم ﻟﻣﻬﺎﻣﻬم
اﻟﻣﺗﻌددة.
 -اﻟﺧدﻣ ﺎت ﻏﯾر اﻷﻛ ﺎدﯾﻣﯾﺔ

ﺗﺗﻣﺛل ﻓﻲ اﻟﻣارﻓق واﻟﺗﺟﻬﯾازت اﻟﻣﻼﺋﻣﺔ ،ﺣﯾث ﯾﺗﻌﯾن ﻋﻠﻰ اﻟﺟﺎﻣﻌﺔ ﺗوﻓﯾر اﻟﻘﺎﻋﺎت واﻟﻣدرﺟﺎت وﺗﺟﻬﯾزﻫﺎ ﺑﻣﺎ ﯾﺗﻧﺎﺳب
ﻣﻊ أﻋداد اﻟطﻠﺑﺔ ،وأن ﺗﺗوﻓر ﻓﯾﻬﺎ اﻹﺿﺎءة واﻟﺗﻬوﯾﺔ واﻟﺗﺟﻬﯾازت اﻟﻣﺳﺎﻋدة ﻋﻠﻰ اﻟﺷرح ،وأن ﺗﺗﯾﺢ اﻟﻔرﺻﺔ ﻟﻠﺗﻔﺎﻋل ﺑﯾن
اﻟطﻼب وﻫﯾﺋﺔ اﻟﺗدرﯾس).اﻟﺧطﯾب(2007 ،
وﺗﺗﺑﻧﻰ اﻟدارﺳﺔ اﻟﺗﻌرﯾف اﻹﺟارﺋﻲ اﻟذي ﯾﻌرف ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ﺑﺄﻧﻬﺎ  :ﻛل ﺧدﻣﺔ ﺗﻘدﻣﻬﺎ اﻟﺟﺎﻣﻌﺔ ﻟﻠطﻠﺑﺔ

ﺗﺗطﺎﺑق ﻣﻊ اﻟﻣواﺻﻔﺎت ،وﺗؤدي إﻟﻰ ﺣﺎﻟﺔ ﻣن اﻟرﺿﻰ ﻣن وﺟﻬﺔ ﻧظر اﻟطﻠﺑﺔ.

وﺗﻬﺗم اﻟدارﺳﺔ اﻟﺣﺎﻟﯾﺔ ﺑﺎﻟﺟواﻧب واﻷﺑﻌﺎد اﻟﺗﺎﻟﯾﺔ :اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺳﻣﻌﺔ ،ﺗﺳﻬﯾﻼت
اﻟوﺻول.
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

 -2ﻗﯾﺎس اﻟﺟودة

إن ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ﻣﻔﻬوم ﻧﺳﺑﻲ ﯾﺧﺗﻠف ﺣﺳب وﺟﻬﺎت ﻧظر اﻷﺷﺧﺎص اﻟذﯾن ﯾﺣﻛﻣون ﻋﻠﯾﻬﺎ ﻓﻲ وﻗت ﻣﻌﯾن،

ﻓﻬﻲ ﺗﺗﺣدد ﻓﻲ ﺿوء ﺻﻠﺗﻬﺎ ﺑﺄﺻﺣﺎب اﻟﻣﺻﻠﺣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم )اﻟطﻼب وﻏﯾرﻫم( ﻓﺿﻼ ﻋن اﻟظروف اﻟﻣﺣﯾطﺔ ﺑﺄداء ﺗﻠك
اﻟﺧدﻣﺔ .وﺑﺎﻋﺗﺑﺎر اﻟطﺎﻟب ﻣﺣور اﻟﻌﻣﻠﯾﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ،ﻓﺎن ﻣﺧﺗﻠف اﻟدارﺳﺎت ﺗﻌﺗﺑر أﻧﻪ اﻟزﺑون اﻷﺳﺎﺳﻲ اﻟذي ﯾﺟب أن ﯾﻘﯾم
اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ(Tam, 2001).
وﯾﻌد رﺿﺎ اﻟطﺎﻟب ﻣن أﻫم اﻟﻌواﻣل اﻟﺗﻲ ﺗﻘﯾس وﺗﻘﯾم ﺗطورﻩ وﻧﻣوﻩ اﻷﻛﺎدﯾﻣﻲ ،واﻟﺗﻲ ﺗﻘﯾم أﯾﺿﺎ ﻣﺳﺗوى اﻟﺟﺎﻣﻌﺔ
وﻣﺳﺗوى اﻟﺧدﻣﺎت اﻟﻣﻘدﻣﺔ ﻓﯾﻬﺎ ،وﺗﺧﺗﻠف ﻣﻌﺎﯾﯾر رﺿﻰ اﻟطﺎﻟب ﻣن ﺟﺎﻣﻌﺔ ﻷﺧرى وﻣن طﺎﻟب ﻵﺧر وﻣن ﻧﻣط ﺗﻌﻠﯾﻣﻲ
ﻵﺧر.
وﻣن أﺟل ﻗﯾﺎس ﺟودة اﻟﺧدﻣﺎت وﺿﻊ اﻟﺑﺎﺣﺛون ﻋدة أدوات وﻣﻘﺎﯾﯾس ،أﻫﻣﻬﺎ :ﻣﻘﯾﺎس اﻟﻔﺟوة )،(SERVQUAL
ﻣﻘﯾﺎس اﻷداء اﻟﻔﻌﻠﻲ ) ،(SERVPERFوﻣﻘﯾﺎس اﻷداء ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ).(HEDPERF
 -ﻣﻘﯾﺎس اﻟﻔﺟوة )) (SERVQUALاﻟﺟودة= اﻷداء اﻟﻔﻌﻠﻲ -اﻟﺗوﻗﻌﺎت(

ﻟﻘﯾﺎس ﺟودة اﻟﺧدﻣﺎت وﺿﻌت أدوات وﻣﻘﺎﯾﯾس ﻣﺧﺗﻠﻔﺔ أوﻟﻬﺎ ﻫو أﺳﻠوب اﻟﻔﺟوة ﺑﯾن إدارﻛﺎت وﺗوﻗﻌﺎت اﻷﻓارد ﻟﻘﯾﺎس
ﺟودة اﻟﺧدﻣﺔ ) ،(SERVQUALﺣﯾث طور ) (Parasuraman & Othersﻣن ﺧﻼل ﻋدة دارﺳﺎت )-1985-1988
 (1994أداة ﺗﻌﺗﻣد ﻋﻠﻰ ﺗﺣدﯾد اﻟﻔﺟوة ﺑﯾن واﻗﻊ ﻣﺳﺗوى اﻟﺧدﻣﺔ ،وﺗوﻗﻊ اﻟزﺑون ﻟﻣﺳﺗوى ﻫذﻩ اﻟﺧدﻣﺔ .وﯾﻌرف اﻟﻣﻘﯾﺎس ﺑﺎﺳم
ﻧﻣوذج اﻟﻔﺟوة ،واﺧﺗﺻﺎار ) ،(SERVQUALوﻫو ﯾﻘﯾس اﻟﻔﺟوة ﺑﯾن اﻟﺧدﻣﺎت اﻟﻣﺗوﻗﻌﺔ ﻣن اﻟﻌﻣﻼء ،واﻟﺧدﻣﺎت اﻟﺗﻲ ﯾدرﻛﻬﺎ
اﻟﻌﻣﻼء ﻓﻌﻠﯾﺎ.
وﻗد وﺟﻬت إﻟﻰ اﻟﻣﻘﯾﺎس ﻋدة اﻧﺗﻘﺎدات ﺣﯾث ﯾرى ﻛروﻧﯾن و وﺗﯾﻠور)(Cronin & Taylor, 1992, pp. 55-68
وﻛﺎﺳﺑر) ، (Kasper, Helsdingen, & Vries Jr, 1999أن ﻣﻘﯾﺎس ﺳﯾرﻓﻛوال ﯾﻘﯾس ﻓﻲ اﻟﺣﻘﯾﻘﺔ رﺿﺎ اﻟزﺑون ،وﻟﯾس
اﻟﺟودة ،وﻣﻔﻬوم اﻟرﺿﺎ ﻫو ﻣﻔﻬوم ﯾﺧﺗﻠف ﻋن اﻟﺟودة ،ﻓﺎﻟرﺿﻰ ﻫو ﺷﻌور ذاﺗﻲ ﻋن ﻣدى ﺗﺣﻘق ﺗوﻗﻌﺎت اﻟزﺑون ﺑﺷﺄن ﺧدﻣﺔ
ﻣﺣددة ،ﻓﻬو ﻣﻔﻬوم وﺟداﻧﻲ ﺷﺧﺻﻲ وﻣﺗﻘﻠب ،ﻓﺎﻟرﺿﻰ ﯾرﺗﺑط ﺑﻌﻣﻠﯾﺔ اﻟﺧدﻣﺔ أﻛﺛر ﻣﻧﻪ ﺑﻣﻘدم اﻟﺧدﻣﺔ ،ﺑﯾﻧﻣﺎ اﻟﺟودة ﻣﻌرﻓﯾﺔ
وﺗﺗﺳم ﺑﻘدر ﻣن اﻟﺛﺑﺎت ﻟﻛوﻧﻬﺎ ﺗﺗﺿﻣن ﺗﻘﯾﯾﻣﺎ ﻋﻠﻰ ﻣدى أوﺳﻊ ،وﺗﺧص ﻣﻘدم اﻟﺧدﻣﺔ وﻋﻣﻠﯾﺔ اﻟﺧدﻣﺔ ﻧﻔﺳﻬﺎ.
 ﻣﻘﯾﺎس اﻻداء ) ))SERVPERFﺟودة اﻟﺧدﻣﺔ = اﻷداء اﻟﻔﻌﻠﻲ((اﻗﺗرح ﻛورﻧﯾﻧوﺗﯾﻠور ) (Cronin & Taylor, 1994, pp. 125-131ﻗﯾﺎس اﻟﺟودة ﻣن ﺧﻼل اﻷداء وﺣدﻩ ،ﺣﺳب
اﻟﻧﻣوذج) :اﻟﺟودة = اﻷداء( ،وأطﻠق ﻋﻠﯾﻪ ﻣﻘﯾﺎس اﻷداء اﻟﻔﻌﻠﻲ ﻟﻠﺧدﻣﺔ ) ،(SERVPERFوﻫو ﻣن اﻟﻣﻘﺎﯾﯾس اﻟﻣﻌﺗﻣدة ﻓﻲ
ﻗﯾﺎس ﻧوﻋﯾﺔ اﻟﺧدﻣﺎت ﻓﻲ اﻟﻣؤﺳﺳﺎت واﻟﻣﻧظﻣﺎت اﻟﻣﺧﺗﻠﻔﺔ) .ﺳﻠﻣﺎن ،2013 ،ﺻﻔﺣﺔ (7
ﯾﻘﺻد ﺑﺎﻟﺟودة ﺣﺳب ﻫذا اﻟﻣﻘﯾﺎس ،اﻟﺟودة اﻟﻣدرﻛﺔ ،وﯾﻘﺻد ﺑﺎﻷداء اﻷداء اﻟﻔﻌﻠﻲ اﻟذي ﯾدرﻛﻪ اﻟزﺑون ،ﻓﻧﻣوذج
ﺳﯾرﻓﺑﺎرف ﻻ ﯾﻌﺗﻣد ﻋﻠﻰ اﻟﺗوﻗﻌﺎت ﻓﻲ ﺣﺳﺎب اﻟﺟودة اﻟﻣدرﻛﺔ) .ﺻﺎدق و ﻓﺎﺿل(2013 ،
وﻗﺎرﻧت دارﺳﺔ ﺑروﺷﺎدو) (Brochado, 2009, pp. 174-190ﻋدة ﻧﻣﺈذج ﻟﻘﯾﺎس اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،وﻟم

ﺗﺻل اﻟدارﺳﺔ إﻟﻰ ﺗﻔﺿﯾل ﻗطﻌﻲ ﻷي ﻣن اﻟﻣﻘﺎﯾﯾس اﻟﻣﺧﺗﺑرة ،ﻟﻛﻧﻬﺎ أﻛدت أن ﺳﯾرﻓﺑﺎرف أﻗدر ﻋﻠﻰ اﻟﻘﯾﺎس ،إذ ﯾﺗﻔوق ﻋﻠﻰ
ﺑﻘﯾﺔ اﻟﻣﻘﺎﯾﯾس ﻓﻲ ﻛل ﻣن اﻟﺻدﻗﯾﺔ اﻟﻣﻌﯾﺎرﯾﺔ ،واﻟﺻدﻗﯾﺔ اﻟﻣﻔﺎﻫﯾﻣﯾﺔ ،واﻟﻘدرة اﻟﺗﻔﺳﯾرﯾﺔ) .ﺑوﻋﺑد اﷲ(2014 ،
وأﻛد اﻟطﺎﺋﻲ أﻓﺿﻠﯾﺔ ﻧﻣوذج اﻷداء اﻟﻔﻌﻠﻲ ﻓﻲ ﻗﯾﺎس ﺟودة اﻟﺧدﻣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻣﻘﺎرﻧﺔ ﺑﻧﻣوذج اﻟﻔﺟوة) .اﻟطﺎﺋﻲ،
ﺻﺑﯾﺣﺔ ،و اﻟوادي ،2013 ،ﺻﻔﺣﺔ (63
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

 -ﻣﻘﯾﺎس أداء اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ )(HEdPERF

طور ) (Firdaus Abdullahﻣن ﺧﻼل دارﺳﺗﯾن  2005و  2006ﻣﻘﯾﺎﺳﺎ ﺟدﯾدا ﻟﺟودة اﻟﺧدﻣﺔ اﻟﻣﻘدﻣﺔ ﻓﻲ

ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺑﻣﺎﻟﯾزﯾﺎ ،ﯾﻌﺗﻣد ﺑﺷﻛل أﺳﺎﺳﻲ ﻋﻠﻰ ﺗطوﯾر ﻧﻣوذج اﻷداء اﻟﻔﻌﻠﻲ ،وﻗﺎﺑل ﻟﻠﺗطﺑﯾق ﻣن أﺟل ﻗﯾﺎس
ﺟودة اﻟﺧدﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،وأطﻠق ﻋﻠﯾﻪ » (HEdPERF)« Higher Education PERFormance
ﻣﻘﯾﺎس اﻷداء ﻓﻲ ﻣﺟﺎل اﻟﺧدﻣﺎت اﻟﺗﻲ ﯾﻘدﻣﻬﺎ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ(Firdaus A. , 2006)(Firdaus A. , 2005).
إن ﻣﻘﯾﺎس) (HEdPERFﯾﺄﺗﻲ ﻓﻲ ﻣﻘدﻣﺔ اﻟﻣﻘﺎﯾﯾس اﻟﺗﻲ ﯾﻣﻛن اﻋﺗﻣﺎدﻫﺎ ﻓﻲ ﻗﯾﺎس ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ
ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،وﯾﺗﻣﯾز ﺑﺎﻟﻣﺻداﻗﯾﺔ واﻟﺛﺑﺎت) .ﺻﺎﻟﺢ و اﻟﻌطوي(2016 ،
ﻓﻲ دارﺳﺔ ﺳﻧﺔ 2007أﻛدت أﺑو وردة ﺗﻣﺗﻊ ﻣﻘﯾﺎس ) (HEdPERFﺑدرﺟﺔ ﻋﺎﻟﯾﺔ ﻣن اﻟﺻدق واﻟﺛﺑﺎت وﻗدرﺗﻪ ﻋﻠﻰ ﺗﻔﺳﯾر
ﺟودة اﻟﺧدﻣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺑﻣﺻر ،واﻋﺗﻣد اﻟﻣﻘﯾﺎس ﻋﻠﻰ اﻟﻌﻧﺎﺻر اﻷﻛﺎدﯾﻣﯾﺔ ،وأوﺟﻪ ﺑﯾﺋﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻷﺧرى وﻓﻘﺎ
ﻟﺗﻘوﯾم اﻟطﺎﻟب) .اﻟطﺎﺋﻲ ،ﺻﺑﯾﺣﺔ ،و اﻟوادي ،2013 ،اﻟﺻﻔﺣﺎت .(68-67
وﺣﺳب اﻟﻣﻘﯾﺎس ﯾﺗم ﻗﯾﺎس ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻣن ﺧﻼل أرﺑﻌﺔ أﺑﻌﺎد:

 اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ :اﻟﻣﺳؤوﻟﯾﺎت اﻷﻛﺎدﯾﻣﯾﺔ ﺗﺟﺎﻩ اﻟطﻠﺑﺔ ،ﻣن ﺣﯾث ﺗﻘدﯾم اﻻﺳﺗﺷﺎارت ،وﺗوﺻﯾل اﻟﻣﻌﻠوﻣﺎت،واﻟﺗواﺻل اﻟﻣﺳﺗﻣر ﻣﻊ اﻟطﻼب ،وﻣﻬﺎارت اﻻﺗﺻﺎل اﻟﺟﯾد ،واﻟﻣواﻗف اﻹﯾﺟﺎﺑﯾﺔ ﻣﻊ اﻟطﻼب داﺧل وﺧﺎرج ﻗﺎﻋﺎت
اﻟدرس ،وﺗﻧوع اﻟﺗﺧﺻﺻﺎت.
 اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ :اﻟﻌﻧﺎﺻر اﻟﻣﺳﺎﻋدة ﻋﻠﻰ اﻟﺣﺻول ﻋﻠﻰ اﻟﺧدﻣﺔ ،وﺗﺗﻌﻠق ﺑﻛﻔﺎءة اﻟﻣوظﻔﯾن ﻓﻲ أداء ﻋﻣﻠﻬم،واﻻﺳﺗﺟﺎﺑﺔ ﻟﻠﺷﻛﺎﯾﺎت ،واﻟﺳرﻋﺔ ﻓﻲ ﺗﻘدﯾم اﻟﺧدﻣﺎت ،ودرﺟﺔ اﻻﺳﺗﻌداد ﻟﻣﺳﺎﻋدة اﻟطﻼب.
 -اﻟﺳﻣﻌﺔ :اﻟﺻورة اﻟذﻫﻧﯾﺔ ﻟدى اﻟﻣﺳﺗﻔﯾدﯾن ﻣن اﻟﻣؤﺳﺳﺔ ،وﻣدى اﻧدﻣﺎﺟﻬﺎ ﻓﻲ اﻟﻣﺟﺗﻣﻊ وﻗدرﺗﻬﺎ ﻋﻠﻰ ﺗﺣﻘﯾق رﺳﺎﻟﺗﻬﺎ.

 ﺗﺳﻬﯾﻼت اﻟوﺻول :اﻟﻣوﻗﻊ اﻟﺟﻐارﻓﻲ ﻟﻠﻣؤﺳﺳﺔ ،وﺳﻬوﻟﺔ اﻟوﺻول ،واﻟﻠوﺣﺎت اﻹرﺷﺎدﯾﺔ ،وﺳﻬوﻟﺔ اﻟﺣﺻول ﻋﻠﻰاﻟﻣﻌﻠوﻣﺎت) .أﺑو وردة(2007 ،
. IIﺳﯾﺎﺳﺎت اﻟﻘﺑول وﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ

ﻧظار ﻟﻣﺣدودﯾﺔ اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻓﻲ ﺑﻌض اﻟﻣؤﺳﺳﺎت اﻟﺟﺎﻣﻌﯾﺔ ،وﻟﺗوﺟﯾﻪ اﻟطﻠﺑﺔ إﻟﻰ اﻟﺗﺧﺻﺻﺎت اﻟﻣﻼﺋﻣﺔ
ﻟﻣؤﻫﻼﺗﻬم ﺗﻌﻣد اﻟدوﻟﺔ إﻟﻰ وﺿﻊ ﺳﯾﺎﺳﺎت ﻟﻘﺑول اﻟطﻠﺑﺔ واﻻﻟﺗﺣﺎق ﺑﻣؤﺳﺳﺎﺗﻬﺎ.
وﺗوﺻﻠت ﺑﻌض اﻟدارﺳﺎت إﻟﻰ أن أﺣد أﺳﺑﺎب ﺿﻌف ﻓﺎﻋﻠﯾﺔ ﻣﻧظوﻣﺔ ﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ اﻟﺟﺎﻣﻌﺎت اﻟﻌرﺑﯾﺔ ،ﻫو
ﻋدم ﻣﻼءﻣﺔ ﻧظﺎم اﻟﻘﺑول ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ) ،ﻋوﯾس و ﻋﺻﻣت (2012 ،وأن ﻣﻌﺎﯾﯾر اﻟﻘﺑول ﻗﺎدرة ﻋﻠﻰ ﺗﻔﺳﯾر ﺗﻘدم اﻟطﻠﺑﺔ
ﻓﻲ اﻟدارﺳﺔ ﻣﺳﺗﻘﺑﻼ ،ﻣن ﺧﻼل وﺟود ﻋﻼﻗﺎت ارﺗﺑﺎطﯾﺔ ﺑﯾن ﻣﻌﺎﯾﯾر اﻟﻘﺑول واﻟﻣﻌدل اﻟﺗارﻛﻣﻲ ﻟﻠطﺎﻟب وﻧﺟﺎﺣﻪ ﻓﻲ ﻣﺳﺎرﻩ
اﻟدارﺳﻲ) .اﻟﺷﻣري(2015 ،
وأﻛد ﺟوزﯾف  josephأن ﺳﯾﺎﺳﺔ اﻟﻘﺑول ﺗﺄﺛر ﻋﻠﻰ ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ،ﻓﺎﻟﻣؤﺳﺳﺎت اﻟﺗﻲ ﺗﻧﺗﻘﻲ طﻼﺑﻬﺎ ﻏﺎﻟﺑﺎ ﻣﺎ
ﺗﻛون ﻣﺧرﺟﺎﺗﻬﺎ ﺑﺟودة ﻋﺎﻟﯾﺔ) .أﺑو ﺷدﯾد ،2009 ،ﺻﻔﺣﺔ (170

ان آﻟﯾﺔ اﻻﻟﺗﺣﺎق ﺑﺎﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﯾﺟب أن ﺗﻌﺗﻣد ﻋﻠﻰ ﻣﺑﺎدئ اﻟﻌداﻟﺔ وﺗﻛﺎﻓؤ اﻟﻔرص ،ﻟذﻟك ﻓﺎن اﻻرﺗﻘﺎء ﺑﺎﻟﺗﻌﻠﯾم

اﻟﻌﺎﻟﻲ ﯾﻌﺗﻣد ﻋﻠﻰ اﻟظروف اﻟﻣرﺗﺑطﺔ ﺑﺄﺷﻛﺎل اﻻﻟﺗﺣﺎق وﺳﯾﺎﺳﺎت اﻟﻘﺑول) .ﺑوﺟروم و إﯾﺑورك(2011 ،
وﯾﺟب أن ﯾﺗوﻓر ﻓﻲ ﻣﻌﺎﯾﯾر اﻟﻘﺑول ،ﻣﺑدأ ﺗﻛﺎﻓؤ اﻟﻔرص ،وﯾﻌﻧﻲ ﺗوﻓﯾر ﻓرص ﺗﻌﻠﯾﻣﯾﺔ ﻣﺗﻛﺎﻓﺋﺔ ﻟﻛل ﻓرد؛ ﺑﻣﺎ ﺗﺳﻣﺢ ﺑﻪ
اﺳﺗﻌداداﺗﻪ وﻗدارﺗﻪ ،ﺑﺻرف اﻟﻧظر ﻋن وﺿﻌﻪ اﻻﻗﺗﺻﺎدي أو اﻻﺟﺗﻣﺎﻋﻲ أو ﻛوﻧﻪ ذﻛار أم أﻧﺛﻰ ،وﻋﻠﻰ اﻟدوﻟﺔ أن ﺗﺿﻣن
ﺗﻛﺎﻓؤ اﻟﻔرص ﻓﻲ اﻟﻘﺑول واﻻﻟﺗﺣﺎق ﺑﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ.
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

إن ﻣﺧﺗﻠف اﻟدارﺳﺎت اﻟﺳﺎﺑﻘﺔ ﺗؤﻛد أن ﺳﯾﺎﺳﯾﺎت اﻻﻧﺗﻘﺎء واﻟﻘﺑول ﺗﻌد أﺣد ﻣﻌﺎﯾﯾر اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،وﺗﻌد
اﻟﺧطوة اﻷوﻟﻰ ﻟﺗﺣﺳﯾن اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ،وﺗﻛوﯾن طﺎﻟب ﯾﺗﻣﺗﻊ ﺑﻣؤﻫﻼت ﻋﺎﻟﯾﺔ.
 . IIIاﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ
 -1ﺧﺻﺎﺋص ﻧظﺎم اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ﯾﻣﻛن ﺗﺣدﯾد ﺧﺻﺎﺋص ﻣﻧظوﻣﺔ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﻓﯾﻣﺎ ﯾﻠﻲ:
 ﯾﻌﺗﺑر اﻻﻛﺗظﺎظ اﻟﺳﻣﺔ اﻟﻣﺷﺗرﻛﺔ ﺑﯾن اﻟﺟﺎﻣﻌﺎت اﻟﻣﻐرﺑﯾﺔ ،ﺣﯾث ﯾﻼﺣظ ﺿﻌف اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻓﻲ ﻛﻠﯾﺎت اﻟﻌﻠوماﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ وﻛﻠﯾﺎت اﻵداب واﻟﻌﻠوم اﻹﻧﺳﺎﻧﯾﺔ ،ﻓﯾﻣﺎ ﺗﻌﺗﺑر اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻓﻲ اﻟﻣدارس واﻟﻣﻌﺎﻫد ﻣﻧﺎﺳﺑﺔ.
 ﺿﻌف اﻟﺗﺄطﯾر اﻷﻛﺎدﯾﻣﻲ واﻹداري ﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح. ﯾﺷﻛل طﻠﺑﺔ اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح  %87ﻣن اﻟطﻠﺑﺔ اﻟﻣﺳﺟﻠﯾن ﻓﻲ اﻟﺟﺎﻣﻌﺎت ،واﻻﺳﺗﻘطﺎب اﻟﻣﺣدود .%13 ﺗﺷﻛل ﺗﺧﺻﺻﺎت اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ واﻷدﺑﯾﺔ  %82ﻣن ﻣﺟﻣوع اﻟطﻠﺑﺔ.إن ارﺗﻔﺎع أﻋداد اﻟطﻠﺑﺔ ﻓﻲ اﻟﻣؤﺳﺳﺎت اﻟﻣﻔﺗوﺣﺔ ،ﯾؤﺛر ﻋﻠﻰ اﻟﺳﯾر اﻟﻌﺎدي ﻟﻠدارﺳﺔ ،وﯾﻧﻌﻛس ﺳﻠﺑﺎ ﻋﻠﻰ ﺟودة اﻟﺗﻌﻠﯾم ،وﻧﻘص
اﻟﺟودة ﯾؤدي ﺑدورﻩ إﻟﻰ ارﺗﻔﺎع ﻧﺳب اﻟرﺳوب واﻟﺗﻛارر ،ﻣﻣﺎ ﯾﻛرس ﻣرة أﺧرى ظﺎﻫرة اﻻﻛﺗظﺎظ وﯾرﻓﻊ ﻣن ﺣﺟﻣﻪ) .ﻣﻧدﯾب،
 ،2014ﺻﻔﺣﺔ .(444
 -2اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﺑﯾن اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح واﻟﻣﺣدود
أ -ﺳﯾﺎﺳﺎت اﻟﻘﺑول ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ﯾﺗﻛون اﻟﻧظﺎم اﻟﺗﻌﻠﯾﻣﻲ اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﻣن ﻧﻣطﯾن ﻣن اﻟﺗﻌﻠﯾم:
ﻣؤﺳﺳﺎت ذات اﺳﺗﻘطﺎب ﻣﻔﺗوح :ﺗﺗﻛون ﻣن اﻟﻛﻠﯾﺎت ﯾﻛون اﻟﺗﺳﺟﯾل ﻓﯾﻬﺎ ﻣﻔﺗوﺣﺎ ﻓﻲ وﺟﻪ ﺟﻣﯾﻊ اﻟطﻠﺑﺔ اﻟﺣﺎﺻﻠﯾن ﻋﻠﻰ ﺷﻬﺎدة
اﻟﺑﺎﻛﺎﻟورﯾﺎ ،وﻫذا ﯾﺿﻣن ﺣﺻول اﻟﺟﻣﯾﻊ ﻋﻠﻰ ﻣﻘﻌد ﻓﻲ اﻟﺟﺎﻣﻌﺔ ،رﻏم أن اﻟﺑﻌد اﻟﺟﻐارﻓﻲ ﻟﺑﻌض اﻟﺟﺎﻣﻌﺎت ﻗد ﻻ ﯾﺳﺎﻋد
اﻟﺗﻼﻣﯾذ ﻋﻠﻰ ﻣﺗﺎﺑﻌﺔ دارﺳﺗﻬم ﺧﺻوﺻﺎ اﻹﻧﺎث.
ﻣؤﺳﺳﺎت اﺳﺗﻘطﺎب ﻣﺣدود :ﺗﺗﻛون ﻣن اﻟﻣدارس واﻟﻣﻌﺎﻫد ،اﻟﺗﺳﺟﯾل ﻓﯾﻬﺎ ﻣﻔﺗوح أﻣﺎم ﺟﻣﯾﻊ اﻟﺗﻼﻣﯾذ ،ﺷرط اﺟﺗﯾﺎز

ﻣﺑﺎارة ،وذﻟك ﺑﻌد دارﺳﺔ ﻣﻠﻔﺎت اﻻﻧﺗﻘﺎء ،ﺑﻧﺎء ﻋﻠﻰ اﻟﻣﻌدﻻت اﻟﻣﺣﺻل ﻋﻠﯾﻬﺎ ﻓﻲ اﻟﺑﺎﻛﺎﻟورﯾﺎ .وﻣﺎ ﺗازل اﻟﻣﻘﺎﻋد اﻟﻣﺧﺻﺻﺔ
ﻟﻬذا اﻟﻧﻣط ﻣن اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ﻣﺣدودة رﻏم اﻟطﻠب اﻟﻣازﯾد ﻋﻠﻰ ﺧرﯾﺟﯾﻬﺎ ﻓﻲ ﺳوق اﻟﺷﻐل.
وﻗد ظﻬرت ﻫذﻩ اﻟﻣدارس واﻟﻣﻌﺎﻫد ﻣن أﺟل ﻣواﻛﺑﺔ اﻟﺗطور اﻟذي ﯾﻌرﻓﻪ اﻟﻌﺎﻟم ﻓﻲ اﻟﻣﺟﺎل اﻟﺗﻛﻧوﻟوﺟﻲ واﻻﻗﺗﺻﺎدي،
ﻓﺗوﺟﻬﻬﺎ ﻫو ﺗوﺟﻪ وظﯾﻔﻲ ﯾﻬدف إﻟﻰ ﺗﻠﺑﯾﺔ ﺣﺎﺟﺎت ﺳوق اﻟﻌﻣل ﻣن اﻟﻛوادر اﻟﺗﻘﻧﯾﺔ) .ﻛﻣﺎل ،2002 ،ﺻﻔﺣﺔ (57
ورﻏم أن ﺗﺳﺟﯾل اﻟطﻠﺑﺔ ﻓﻲ اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﯾﻌﺗﻣد ﻋﻠﻰ اﻟﺗﻔوق واﻻﻣﺗﯾﺎز ،وﻻ ﺗارﻋﻰ ﻓﯾﻪ أي
اﻋﺗﺑﺎارت ﺟﻐارﻓﯾﺔ أو اﺟﺗﻣﺎﻋﯾﺔ أو ﺟﻧﺳﯾﺔ) ،ﺷﯾﺳﻲ ،2014 ،ﺻﻔﺣﺔ  (290ﻓﺎن اﻟﻧظﺎم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﯾﻌرف ﺗﺑﺎﯾﻧﺎ ﺑﯾن
اﻟﻧﻣطﯾن اﻟﻣﻛوﻧﯾن ﻟﻪ؛ ﺣﯾث ﺗﺟﺳد ﺗﻛوﯾﻧﺎت اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح ﻛل ﻣﺷﺎﻛل اﻟﺟودة اﻟﺗﻲ ﯾﻌﺎﻧﻲ ﻣﻧﻬﺎ اﻟﺗﻌﻠﯾم
اﻟﻌﺎﻟﻲ :ﻓﻬﻲ ﺑﺧﺳﺔ اﻟﻘﯾﻣﺔ ،ﯾﻌﺗﺑرﻫﺎ ﺣﺎﻣﻠو اﻟﺑﺎﻛﺎﻟورﯾﺎ ﺗﻛوﯾﻧﺎت ﻣﺗﺑﻘﯾﺔ ،ﻻ ﯾﻘﺑل ﻋﻠﯾﻬﺎ إﻻ ﻣن ﻻ ﯾﺳﺗطﯾﻊ وﻟوج ﻣؤﺳﺳﺎت

اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ،وﺗﻌﺗﺑرﻫﺎ اﻟﻣﻘﺎوﻻت ﻏﯾر ﻣﻼﺋﻣﺔ ﻟﺳوق اﻟﺷﻐل ،وﻣﻛﺗظﺔ ﺑﺳﺑب أﻋداد اﻟطﻠﺑﺔ اﻟﻣﺗازﯾدة ،وﯾﻧظر إﻟﯾﻬﺎ
اﻟﻣﺟﺗﻣﻊ ﻧظرة ﺳﻠﺑﯾﺔ) .اﻟﻣﺟﻠس اﻻﻋﻠﻰ ﻟﻠﺗرﺑﯾﺔ واﻟﺗﻛوﯾن واﻟﺑﺣث اﻟﻌﻠﻣﻲ ،2014 ،ﺻﻔﺣﺔ  .(109وﻓﻲ ﺣﯾن ﺗﺗوﻓر ﻣؤﺳﺳﺎت
اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ذات اﻟوﻟوج اﻟﻣﺣدود ﻋﻠﻰ ﺗﻛوﯾﻧﺎت ﺟﯾدة ،ﻏﯾر أن اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻟﻬذﻩ اﻟﻣؤﺳﺳﺎت ﺗﺑﻘﻰ ﻣﺣدودة ﺟدا،
ﺑﺎﻹﺿﺎﻓﺔ إﻟﻰ ﻛوﻧﻬﺎ ﺗﺗﻣرﻛز ﻓﻲ اﻟﻣدن اﻟﻛﺑرى ،وﻻ ﯾﺳﺗﻔﯾد ﻣﻧﻬﺎ ﺳوى اﻟطﻠﺑﺔ ﻣن أوﺳﺎط اﺟﺗﻣﺎﻋﯾﺔ ﻣﯾﺳورة) .اﻟﻣﺟﻠس اﻻﻋﻠﻰ
ﻟﻠﺗﻌﻠﯾم(2008 ،
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ب -اﻟﺟﺎﻣﻌﺔ ﺑﯾن ﻧﻣط اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود واﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح

ﺗوﺟد ﻓروق ﻣﻬﻣﺔ ﻓﻲ ﺗوﻓﯾر ظروف اﻟﺗﻌﻠﯾم ﺑﯾن اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح واﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﻓﻲ ﻣﺟﺎل

اﻟﺗﺄطﯾر اﻟﺑﯾداﻏوﺟﻲ ،وﺗﻛﻠﻔﺔ اﻟطﺎﻟب ،واﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ:

ﺟدول  :1اﺣﺻﺎﺋﯾﺎت ﺣﺳب ﻧﻣط اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ )(2017-1016
اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود

اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح
2013
2000
471059 240661

2016
684718

2000
20968

2013
72360

2016
96787

ﻋدد اﻟﺧرﯾﺟﯾن

22171

46044

67435

3751

13205

17138

ﺗﻛﻠﻔﺔ اﻟطﺎﻟب )درﻫم(

10212

10067

64893

31280

126

175

29

63

ﻋدد اﻟطﻠﺑﺔ اﻟﻣﺳﺟﻠﯾن

اﺳﺗﻐﻼل اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ )اﻟﻌدد

199

68

ﻟﻛل  100ﻣﻘﻌد(
اﻟﺗﺄطﯾر اﻟﺑﯾداﻏوﺟﻲ )اﻟﻌدد ﻟﻛل

36

65

82

7

16

18

أﺳﺗﺎذ(
اﻟﺗﺄطﯾر اﻻداري )اﻟﻌدد ﻟﻛل اداري(

55

114

147

9

27

33

اﻟﻣﺻدر :وازرة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ واﻟﺑﺣث اﻟﻌﻠﻣﻲ وﺗﻛوﯾن اﻷطر
ﯾﺷﻛل اﻟطﻠﺑﺔ اﻟﻣﺳﺟﻠون ﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح  %87ﻣن ﻣﺟﻣوع اﻟطﻠﺑﺔ ،وﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب
اﻟﻣﺣدود .% 13
ﻓﻌدد اﻟطﻠﺑﺔ ﻓﻲ اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﺣدودة رﻏم ﺗازﯾد أﻋدادﻫم ﻟم ﯾﺗﺟﺎور %8ﺳﻧﺔ  ،2000و % 13ﺳﻧﺔ
 .2016ﻛﻣﺎ أن ﺗﻛﻠﻔﺔ اﻟطﺎﻟب ﺑﺎﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ،ﺗﺷﻛل أﻛﺛر ﻣن ﺛﻼﺛﺔ أﺿﻌﺎف ﺗﻛﻠﻔﺔ اﻟطﺎﻟب
ﺑﺎﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح؛ ﻷن ﻧﺳﺑﺔ اﻟﺗﺄطﯾر أﻓﺿل ﻓﻲ اﻟﻣﻌﺎﻫد واﻟﻣدارس اﻟﻌﻠﯾﺎ ﺑﺎﻟﻣﻘﺎرﻧﺔ ﻣﻊ اﻟﻛﻠﯾﺎت ،ﻣﻣﺎ
ﯾﺟﻌل اﻟﺗﻛﻠﻔﺔ أﻋﻠﻰ.

ﻓﻲ ﺳﻧﺔ  2016ﻋرﺿت ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح  100ﻣﻘﻌد أﻣﺎم  199طﺎﻟب ،ﻓﻲ ﺣﯾن ﺗﻌرض ﻣؤﺳﺳﺎت

اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود  100ﻣﻘﻌد أﻣﺎم  68طﺎﻟب.
ﺗﺗوﻓر اﻟﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﻋﻠﻰ ﻧﺳﺑﺔ ﺗﺄطﯾر ﺟﯾدة ،ﻣﻘﺎﺑل ﺿﻌف ﻧﺳب اﻟﺗﺄطﯾر ﻓﻲ اﻟﻣؤﺳﺳﺎت ذات
اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح ،ﺣﯾث ﺑﻠﻐت ﺳﻧﺔ  2013ﻓﻲ ﻛﻠﯾﺎت اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ واﻟﻘﺎﻧوﻧﯾﺔ أﺳﺗﺎذ ﻟﻛل  123طﺎﻟب.
وﺑﻠﻐت ﻧﺳﺑﺔ اﻹدﻣﺎج ﻓﻲ ﺳوق اﻟﺷﻐل ﺑﻌد  34ﺷﻬار ﻣن اﻟﺗﺧرج ﺣﺳب دارﺳﺔ أﻋدﻫﺎ اﻟﻣﺟﻠس اﻷﻋﻠﻰ ﻟﻠﺗﻌﻠﯾم ﻋﻠﻰ ﺧرﯾﺟﻲ
ﺛﻼث ﺟﺎﻣﻌﺎت ﻣﻐرﺑﯾﺔ %100 ،ﻓﻲ اﻟﻣدارس اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر و %79ﻓﻲ ﻛﻠﯾﺎت اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ
).(Berhili, Berahou, Cheddadi, & Zaaaj, 2015
وﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﯾﺗﻣﻛن اﻟطﻠﺑﺔ ﺑواﺳطﺔ ﻗﯾﺎﻣﻬم ﺑﺎﻟﺗدارﯾب اﻹﻟازﻣﯾﺔ ﻣن رﺑط ﺻﻼت ﺟﯾدة ﻣﻊ
ﻣؤﺳﺳﺎت ﺳوق اﻟﺷﻐل ﻣﻣﺎ ﯾﺳﻬل ﻋﻠﯾﻬم ﻓﻲ ﻛﺛﯾر ﻣن اﻷﺣﯾﺎن اﻟﺣﺻول ﻋﻠﻰ ﻋﻣل ﺑﻣﺟرد ﺗﺧرﺟﻬم.

وأﻓرزت ﻣﻧظوﻣﺔ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ ﻧظﺎﻣﺎ ﻏﯾر ﻣوﺣد وﻏﯾر ﻣﻧﺳﺟم (ATTALI, 1998, p. 11)،أﺛر ﻋﻠﻰ

ﻣﺑدأ ﺗﻛﺎﻓؤ اﻟﻔرص) ،ﻟﻌﻣﯾر و اﻟوﺳوﻟﻲ ،2015 ،ﺻﻔﺣﺔ  (72ﺣﯾث ﯾﺗواﺟد داﺧﻠﻬﺎ ﻧﻣطﺎن ﻣن اﻟﻣؤﺳﺳﺎت اﻟﺟﺎﻣﻌﯾﺔ
7
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

)اﻟﻣﺣدود واﻟﻣﻔﺗوح( .وأدت ﻫﺎﺗﻪ اﻻزدواﺟﯾﺔ إﻟﻰ أن اﻟﻧﻣط اﻷول ﯾﺣظﻰ ﺑﺎﻻﻫﺗﻣﺎم ﻋﺑر ﺗوﻓﯾر اﻟﻣوارد اﻟﻣﺎﻟﯾﺔ واﻟﺑﺷرﯾﺔ،
واﻻﻧﻔﺗﺎح ﻋﻠﻰ ﺳوق اﻟﺷﻐل ،وﯾوﻓر ﻟﺧرﯾﺟﯾﻪ ﻓرص ﺟﯾدة ﻟﻠﻌﻣل .أﻣﺎ اﻟﺛﺎﻧﻲ ﻓﯾﻌﺎﻧﻲ ﻋﺟاز ﻓﻲ اﻟﺗﺟﻬﯾازت واﻟﺗﺄطﯾر اﻟﺑﯾداﻏوﺟﻲ
واﻹداري ،وﯾﻌﺎﻧﻲ ﺧرﯾﺟوﻩ ﻣن اﻟﺑطﺎﻟﺔ ،وﯾطﻐﻰ ﻋﻠﻰ ﺗﺳﯾرﻩ اﻟﺟﺎﻧب اﻟﻛﻣﻲ ﻋوض اﻟﺟﺎﻧب اﻟﻛﯾﻔﻲ.

وﻫﻛذا أﺻﺑﺢ اﻟﻧظﺎم اﻟﺗﻌﻠﯾﻣﻲ ،ﻣن اﻟﻧﺎﺣﯾﺔ اﻟظﺎﻫرﯾﺔ ﯾﺿﻣن ﺗﻛﺎﻓؤ اﻟﻔرص ،وﻟﻛﻧﻪ ﻓﻲ اﻟواﻗﻊ ﻧظﺎم ﻣﺟﺣف ﻓﻲ
أﻋﻣﺎﻗﻪ ،وﯾﺧﻠق أﺷﻛﺎﻻ ﻣن ﻋدم اﻟﻣﺳﺎواة اﻻﺟﺗﻣﺎﻋﯾﺔ) .ﺑوﺟروم و إﯾﺑورك ،2011 ،ﺻﻔﺣﺔ (178
ﺛﺎﻧﯾﺎ :اﻟدارﺳﺔ اﻟﻣﯾداﻧﯾﺔ
 -Iإﺟارءات اﻟدارﺳﺔ
أ -ﻣﺟﺗﻣﻊ وﻋﯾﻧﺔ اﻟدارﺳﺔ

ﯾﺗﻛون ﻣﺟﺗﻣﻊ اﻟدارﺳﺔ ﻣن طﻠﺑﺔ ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ أﯾت ﻣﻠول ،واﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة
واﻟﺗﺳﯾﯾر اﻟﺗﺎﺑﻌﺗﯾن ﻟﺟﺎﻣﻌﺔ اﺑن زﻫر ﺧﻼل اﻟﻣوﺳم اﻟﺟﺎﻣﻌﻲ .2018-2017
ﺟدول  :2اﺣﺻﺎﺋﯾﺎت ﺣول ﺟﺎﻣﻌﺔ اﺑن زﻫر أﻛﺎدﯾر
ﺟﺎﻣﻌﺔ اﺑن زﻫر

ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ

واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ

واﻟﺗﺳﯾﯾر

* 114166

ﺷﻌﺑﺔ اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ
5831

1615

ﻋدد اﻻﺳﺎﺗذة

1115

15

56

ﻋدد اﻻدارﯾﯾن

687

5

45

ﻋدد اﻟﺧرﯾﺟﯾن

11484

اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ

ﻋدد اﻟطﻠﺑﺔ اﻟﻣﺳﺟﻠﯾن

اﻟﺗﺄطﯾر اﻟﺑﯾداﻏوﺟﻲ )اﻟﻌدد

اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة

308

82415

5900

2430

102

388

28

ﻟﻛل أﺳﺗﺎذ(
اﻟﺗﺄطﯾر اﻹداري )اﻟﻌدد

1166

166

35

ﻟﻛل اداري(
اﺳﺗﻐﻼل اﻟطﺎﻗﺔ

100

138

66

اﻻﺳﺗﯾﻌﺎﺑﯾﺔ )اﻟﻌدد ﻟﻛل
 100ﻣﻘﻌد(
)*( ﻣﻧﻬم  109047طﺎﻟب ﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح ) (%95,5و 5119ﻓﻲ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود
)(%4,5
وﻗد ﺗم اﺧﺗﯾﺎر ﻋﯾﻧﺔ ﻣن  140طﺎﻟﺑﺎ 110 ،طﺎﻟب ﻣن ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ أﯾت ﻣﻠول ،و 30طﺎﻟﺑﺎ

ﻣن اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر ووزﻋت ﻋﻠﯾﻬم اﻻﺳﺗﻣﺎرة .
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ب -أداة واﺟارءات اﻟدارﺳﺔ

اﺳﺗﺧدﻣت اﻻﺳﺗﻣﺎرة ﻛﺄداة ﻟﺟﻣﻊ اﻟﺑﯾﺎﻧﺎت ﻣن ﻣﺟﺗﻣﻊ اﻟدارﺳﺔ ،اﻋﺗﻣدت اﻻﺳﺗﻣﺎرة ﻋﻠﻰ اﻟﻣﻘﯾﺎس اﻟذي وﺿﻌﻪ

اﻟﺑﺎﺣث  Firdaus Abdullahﺳﻧﺔ  ،2006وﻓق اﻟﻧﺳﺧﺔ اﻟﻣطورة ﻣن طرف اﻟﺑﺎﺣﺛﺔ أﺑو وردة ﺳﻧﺔ  ،2007واﻟﺗﻲ ﺗﺗﺿﻣن
أرﺑﻌﺔ أﺑﻌﺎد ﻫﻲ :اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ ،اﻟﺳﻣﻌﺔ ،ﺗﺳﻬﯾﻼت اﻟوﺻول ،وﻗد أﺟرﯾت ﻋﻠﻰ اﻟﻣﻘﯾﺎس
ﺑﻌض اﻟﺗﻌدﯾﻼت ﻟﯾﺗﻧﺎﺳب ﻣﻊ ﻣوﺿوع اﻟدارﺳﺔ و ﺑﯾﺋﺗﻬﺎ.
ﺟدول3أﺑﻌﺎد ﺟودة ﺧدﻣﺔ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ
اﻟﺑﻌد

ﻋدد اﻟﻔﻘارت
15

اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ
اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ

15

اﻟﺳﻣﻌﺔ

05

ﺗﺳﻬﯾﻼت اﻟوﺻول

05

اﻟﻌدد اﻻﺟﻣﺎﻟﻲ

40

وﻗد ﺗم إﻋطﺎء ﺧﻣﺳﺔ ﺑداﺋل ﻟﻛل ﺳؤال وﻫﻲ :ﻻ اواﻓق اطﻼﻗﺎ ،ﻻ اواﻓق ،ﻣﺣﺎﯾد ،أواﻓق ،أواﻓق ﺑﺷدة ،وﺗم اﺧﺗﯾﺎر ﻫذا
اﻟﻧوع ﻣن اﻹﺟﺎﺑﺎت اﻟﻣﻐﻠﻘﺔ ﻟﺗﺷﺟﯾﻊ أﻓارد ﻋﯾﻧﺔ اﻟدارﺳﺔ ﻋﻠﻰ اﻹﺟﺎﺑﺔ ،واﻟﻘدرة ﻋﻠﻰ اﻟوﺻول إﻟﻰ ﻧﺗﺎﺋﺞ دﻗﯾﻘﺔ ﻣن ﺧﻼل
اﻟﺗﺣﻠﯾل ،وﻗد ﺗم ﺗﻔرﯾﻎ اﻟﺑﯾﺎﻧﺎت وﺗﺣﻠﯾل اﻟﻧﺗﺎﺋﺞ ﺑﺎﺳﺗﺧدام اﻟﺑرﻧﺎﻣﺞ اﻹﺣﺻﺎﺋﻲ .SPSSوﺗم ﺗﻘﺳﯾم ﻓﺋﺎت اﻻﺟﺎﺑﺔ ﺣﺳب
اﻟﻣﺳﺗوﯾﺎت اﻟﺗﺎﻟﯾﺔ:

• أﻗل ﻣن  2,5درﺟﺔ ﺿﻌﯾﻔﺔ.
• ﺑﯾن  2,5و  3,5درﺟﺔ ﻣﺗوﺳطﺔ.
• أﻛﺑر ﻣن  3,5درﺟﺔ ﻋﺎﻟﯾﺔ.
ت -ﺻدق أداة اﻟدارﺳﺔ

ﺗم اﻟﺗﺣﻘق ﻣن ﺛﺑﺎت اﻷداة ﺑﻔﺣص اﻻﺗﺳﺎق اﻟداﺧﻠﻲ ﻟﻔﻘارت اﻻﺳﺗﻣﺎرة ﺑﺎﺳﺗﺧدام ﻣﻌﺎﻣل أﻟﻔﺎ ﻛروﻧﺑﺎخ ،وﯾﺷﯾر اﻟﺟدول
إﻟﻰ ﻗﯾﻣﯾﺔ ﻣﻌﺎﻣﻼت اﻟﺛﺑﺎت ﻷﺑﻌﺎد اﻟﻣﻘﯾﺎس اﻷرﺑﻌﺔ ،وﺑﻠﻐت ﻗﯾﻣﺔ ﻣﻌﺎﻣل اﻟﺛﺑﺎت ﻟﺟﻣﯾﻊ اﻟﻔﻘارت  0.934وﻫﻲ ﻗﯾﻣﺔ ﻋﺎﻟﯾﺔ ﺗدل
ﻋﻠﻰ ﺛﺑﺎت اﻟﻣﻘﯾﺎس وﻋﻠﻰ إﻣﻛﺎﻧﯾﺔ ﺗﺑﺎث اﻟﻧﺗﺎﺋﺞ )اﻟﺟدول.(4
ﺟدول  :4ﻣﻌﺎﻣل أﻟﻔﺎ ﻛروﻧﺑﺎخ
اﻟﺑﻌد

ﻣﻌﺎﻣل اﻟﻔﺎﻛروﻧﺑﺎخ

اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ

0.868

اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ

0.883

اﻟﺳﻣﻌﺔ

0.829

ﺗﺳﻬﯾﻼت اﻟوﺻول

0.524

ﺟﻣﯾﻊ اﻟﻔﻘارت

0.934
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

وﺻف اﻟﻌﯾﻧﺔ:
ﺟدول  :5ﻋﯾﻧﺔ اﻟدارﺳﺔ
اﻟﻔﺋﺔ

اﻟﻣﺗﻐﯾر
اﻟﻣؤﺳﺳﺔ

ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ

اﻟﻧﺳﺑﺔ

اﻟﺗﻛارر
110

78

واﻻﻗﺗﺻﺎدﯾﺔ
اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة

22

30

اﻟﺗﺳﯾﯾر
ك.ع.ق.إ.إ

اﻟﺟﻧس

م.و.ت.ت
اﻟﻣﺟﻣوع

دﻛر

51

46.4

أﻧﺛﻰ

59

53.6

دﻛر

17

56.7

أﻧﺛﻰ

13

43.3

دﻛر

68

48,57

أﻧﺛﻰ

72

51,43

ك.ع.ق.إ  :ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ/م.و.ت.ت :اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر
ﺛﺎﻟﺛﺎ :ﻋرض اﻟﻧﺗﺎﺋﺞ وﻣﻧﺎﻗﺷﺗﻬﺎ
 -Iﺑﻌد اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ

ﺟدول  6إﺟﺎﺑﺎت أﻓارد اﻟﻌﯾﻧﺔ ﻋﻠﻰ ﻓﻘارت ﺑﻌد اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ
ف

1

اﻟﻌﺑﺎرة

اﻟﻣؤﺳﺳﺔ

ﺳرﻋﺔ اﺳﺗﺟﺎﺑﺔ اﻟﻣوظﻔﯾن ﻟﻣطﺎﻟب اﻟطﻠﺑﺔ

اﻟﻣﺗوﺳط

اﻻﻧﺣارف

ﻣﺳﺗوى

اﻟﺣﺳﺎﺑﻲ
ك.ع.ق.إ.إ 2.69
م.و.ت.ت 2.30

اﻟﻣﻌﯾﺎري
1.038

اﻟﻣواﻓﻘﺔ
ﻣﺗوﺳط

1.119

ﺿﻌﯾف

2.61

1.064

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.68
م.و.ت.ت 2.40

1.057

ﻣﺗوﺳط

1.163

ﺿﻌﯾف

2.62

1.083

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.16
م.و.ت.ت 2.57

1.054

ﻣﺗوﺳط

1.165

ﻣﺗوﺳط

3.04

1.102

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.11
م.و.ت.ت 2.73

1.026

ﻣﺗوﺳط

1.081

ﻣﺗوﺳط

3.03

1.045

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.06
م.و.ت.ت 2.73

0.951

ﻣﺗوﺳط

1.048

ﻣﺗوﺳط

اﻟﻣﺟﻣوع
2

3

ﺗﻌﺎطف اﻟﻣوظﻔﯾن ﻣﻊ اﻟطﻠﺑﺔ وطﻣﺄﻧﺗﻬم ﻋﻧد اﻟﺗﻌرض
ﻟﻠﻣﺷﻛﻼت

اﻟﻣﺟﻣوع

اﻟﺷﻌور ﺑﺎﻷﻣﺎن ﻋﻧد اﺟارء ﻣﻌﺎﻣﻼت ادارﯾﺔ داﺧل
اﻟﻣؤﺳﺳﺔ

4

ﺗﻣﺗﻊ اﻟﻣوظﻔﯾن ﺑﺎﻟﻠطف وﺣﺳن اﻟﺧﻠق

5

ﻛﻔﺎءة اﻟﻣوظﻔﯾن ﻓﻲ أداء اﻷﻋﻣﺎل اﻟﻣﻛﻠﻔﯾن ﺑﻬﺎ

اﻟﻣﺟﻣوع

اﻟﻣﺟﻣوع

10

ﻋﻣر ﻟﻣﯾﺳﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

2.99

0.978

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.63
م.و.ت.ت 2.43

0.855

ﻣﺗوﺳط

1.165

ﺿﻌﯾف

2.59

0.929

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.64
م.و.ت.ت 2.33

1.183

ﻣﺗوﺳط

1.213

ﺿﻌﯾف

2.58

1.192

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.82
م.و.ت.ت 2.70

1.210

ﻣﺗوﺳط

1.088

ﻣﺗوﺳط

2.79

1.189

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.80
م.و.ت.ت 2.87

1.094

ﻣﺗوﺳط

1.106

ﻣﺗوﺳط

2.81

1.185

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.54
م.و.ت.ت 3.80

1.170

ﻋﺎﻟﻲ

0.847

ﻋﺎﻟﻲ

3.53

1.115

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.57
م.و.ت.ت 4.17

0.913

ﻋﺎﻟﻲ

0.592

ﻋﺎﻟﻲ

3.70

0.887

ﻋﺎﻟﻲ

ك.ع.ق.إ.إ 3.42
م.و.ت.ت 3.97

1.252

ﻣﺗوﺳط

1.098

ﻋﺎﻟﻲ

3.54

1.237

ﻋﺎﻟﻲ

ك.ع.ق.إ.إ 3.14
م.و.ت.ت 3.67

1.208

ﻣﺗوﺳط

1.124

ﻋﺎﻟﻲ

3.25

1.206

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.58
م.و.ت.ت 3.07

1.104

ﻣﺗوﺳط

1.202

ﻣﺗوﺳط

2.69

1.139

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.11
م.و.ت.ت 1.70

1.070

ﺿﻌﯾف

0.837

ﺿﻌﯾف

2.02

1.035

ﺿﻌﯾف

ك.ع.ق.إ.إ 2.92
م.و.ت.ت 2.89

0.666

ﻣﺗوﺳط

0.638

ﻣﺗوﺳط

2.91

0.658

ﻣﺗوﺳط

اﻟﻣﺟﻣوع
6

اﻻﻫﺗﻣﺎم اﻟﺷﺧﺻﻲ ﻣن ﺟﺎﻧب اﻟﻣوظﻔﯾن ﺑﺎﻟطﻼب

7

ﻛﻔﺎءة اﻹدارة ﻓﻲ اﻟﺗﻌﺎﻣل ﻣﻊ اﻟﺷﻛﺎﯾﺎت

8

ﺗوﻓر ﻣﻬﺎارت اﻻﺗﺻﺎل اﻟﺟﯾد ﻣن ﻗﺑل اﻟﻣوظﻔﯾن

اﻟﻣﺟﻣوع

اﻟﻣﺟﻣوع

اﻟﻣﺟﻣوع
9

اﻟﻣﺳﺎواة ﺑﯾن اﻟطﻼب ﻓﻲ اﻟﻣﻌﺎﻣﻠﺔ واﻻﺣﺗارم ﻣن ﻗﺑل
اﻟﻣوظﻔﯾن

اﻟﻣﺟﻣوع

 10ﻣﺳﺗوى ﻧظﺎﻓﺔ اﻟﻣﺑﺎﻧﻲ

اﻟﻣﺟﻣوع
 11اﻟﺳﻣﺎح ﺑﺗﻛوﯾن أﻧدﯾﺔ

اﻟﻣﺟﻣوع
 12ﺷﻛل ﻣﺑﺎﻧﻲ اﻟﻣؤﺳﺳﺔ )اﻟﻣﺳﺎﺣﺔ ،ﻛﻔﺎﯾﺔ اﻟﻘﺎﻋﺎت(

اﻟﻣﺟﻣوع
 13ﺗوﻓر اﻟﺗﺟﻬﯾازت ﻓﻲ اﻟﻣدرﺟﺎت واﻟﻘﺎﻋﺎت

اﻟﻣﺟﻣوع
14

ﺗوﻓر اﻟﻣارﻓق )اﻟﺻﺣﯾﺔ ،ﻣﻘﺻف ،اﻟﻧﺳﺦ ،اﻻﻧﺗرﻧﯾت،
اﻟﻣﻛﺗﺑﺔ(

اﻟﻣﺟﻣوع

ﺗوﻓر اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ
15

اﻟﻣﺟﻣوع
اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ اﻟﻌﺎم

اﻟﻣﺟﻣوع
11

ﻋﻣر ﻟﻣﯾﺳﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ﺗﺷﯾر اﻟﻧﺗﺎﺋﺞ اﻟواردة ﻓﻲ اﻟﺟدول رﻗم  6إﻟﻰ أن ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﻔﻘارت ﺑﻌد اﻟﺟواﻧب ﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ ،ﺗﻘﻊ ﻓﻲ اﻟﻣدى
اﻟﻣﺗوﺳط؛ إذ ﺗاروﺣت ﻗﯾم اﻟﻣﺗوﺳطﺎت اﻟﺣﺳﺎﺑﯾﺔ ﺑﯾن أﻋﻠﻰ ﻗﯾﻣﺔ 3.80واﻟﻣﺗﻌﻠﻘﺔ ﺑﻣﺳﺗوى ﻧظﺎﻓﺔ اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة
واﻟﺗﺳﯾﯾر ،ﺗﻠﺗﻬﺎ  3.67واﻟﻣﺗﻌﻠﻘﺔ ﺑﺗوﻓر اﻟﺗﺟﻬﯾازت ﻓﻲ اﻟﻣدرﺳﺔ ،وآﺧر ﻓﻘرة ﻣﺗﻣﺛﻠﺔ ﻓﻲ ﺿﻌف اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ ﻓﻲ ﻛﻠﯾﺔ

اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ .2.11
اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ ﻟﻔﻘارت اﻟﺑﻌد ﺗﻘﻊ ﺿﻣن اﻟﻣدى اﻟﻣﺗوﺳط ،وﺗدل ﻋﻠﻰ ﺗﻘﯾﯾم ﻣﺗوﺳط ﻟﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ
ﻓﻘارت اﻟﺑﻌد ﻣﺟﺗﻣﻌﺔ ﺣﺻﻠت ﻋﻠﻰ ﻣﺗوﺳط ﺣﺳﺎﺑﻲ  ،2.91ﻣﻊ ﺗﻘدم ﻟﻠﻛﻠﯾﺔ ب  2.92ﻣﻘﺎﺑل  2.89ﻟﻠﻣدرﺳﺔ.
 -IIﺑﻌد اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ

ﺟدول  7إﺟﺎﺑﺎت أﻓارد اﻟﻌﯾﻧﺔ ﻋﻠﻰ ﻓﻘارت ﺑﻌد اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ
اﻟﻣؤﺳﺳﺔ

اﻟﻔﻘر اﻟﻌﺑﺎرة
ة

اﻟﻣﺗوﺳط

اﻻﻧﺣارف

ﻣﺳﺗوى

ك.ع.ق.إ.إ

اﻟﺣﺳﺎﺑﻲ
2.59

اﻟﻣﻌﯾﺎري
1.103

ﻣﺗوﺳط

م.و.ت.ت

2.77

1.104

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.63

1.102

ﻣﺗوﺳط

إظﻬﺎر اﻷﺳﺎﺗذة ﻟﻼﺗﺟﺎﻫﺎت اﻻﯾﺟﺎﺑﯾﺔ ﻧﺣو اﻟطﺎﻟب داﺧل

ك.ع.ق.إ.إ

3.44

0.972

ﻣﺗوﺳط

17

وﺧﺎرج ﻗﺎﻋﺎت اﻟدرس

م.و.ت.ت

2.70

0.915

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.28

1.004

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.53

0.906

ﻋﺎﻟﻲ

18

اﻟﺗواﺻل اﻟﻣﺳﺗﻣر ﺑﯾن اﻷﺳﺎﺗذة واﻟطﻠﺑﺔ

م.و.ت.ت

2.43

1.165

ﺿﻌﯾف

اﻟﻣﺟﻣوع

3.29

1.063

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.32

0.938

ﻣﺗوﺳط

م.و.ت.ت

2.53

1.106

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.15

1.024

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.32

1.100

ﻣﺗوﺳط

م.و.ت.ت

2.37

0.999

ﺿﻌﯾف

اﻟﻣﺟﻣوع

3.11

1.145

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.21

0.996

ﻣﺗوﺳط

م.و.ت.ت

2.50

0.861

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.06

1.009

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.35

0.982

ﻣﺗوﺳط

م.و.ت.ت

3.17

0.913

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.31

0.968

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.37

1.057

ﻣﺗوﺳط

16

درﺟﺔ اﺣﺗواء اﻟﻣﻘرارت اﻟدارﺳﯾﺔ ﻋﻠﻰ ﺗطﺑﯾﻘﺎت ﻋﻣﻠﯾﺔ

اﺳﺗﺟﺎﺑﺔ اﻷﺳﺎﺗذة ﻟﻣﻼﺣظﺎت وﺗﻌﻠﯾﻘﺎت اﻟطﻠﺑﺔ
19

20

21

ﺗوﻓﯾر اﻟوﻗت اﻟﻛﺎﻓﻲ ﻣن ﺟﺎﻧب اﻷﺳﺗﺎذ ﻟﺗﻘدﯾم اﻟﻧﺻﺢ

واﻟﻣﺷورة ﻟﻠطﻠﺑﺔ

ﯾﺗﻣﺗﻊ اﻷﺳﺎﺗذة ﺑﻛﻔﺎءة ﻋﺎﻟﯾﺔ أﺛﻧﺎء اﻟﺷرح
ﯾﺗوﻓر اﻷﺳﺎﺗذة ﻋﻠﻰ ﺧﺑارت أﻛﺎدﯾﻣﯾﺔ وﺗﻌﻠﯾﻣﯾﺔ ﻋﺎﻟﯾﺔ

22

23

اﻟﻣواﻗف اﻹﻧﺳﺎﻧﯾﺔ ﻟﻸﺳﺗﺎذ ﺗﺟﺎﻩ اﻟطﻠﺑﺔ داﺧل وﺧﺎرج ﻗﺎﻋﺔ
12

اﻟﻣواﻓﻘﺔ

ﻋﻣر ﻟﻣﯾﺳﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

اﻟدرس

24

وﺟود أﻧظﻣﺔ ﻟﻣﺳﺎﻋدة اﻟطﻠﺑﺔ اﻟﻣﺗﻌﺛرﯾن ،وﻣﺳﺎﻋدﺗﻬم ﻋﻠﻰ
ﻓﻬم ﻣﺎ ﯾﺻﻌب ﻋﻠﯾﻬم ﺧﺎرج اﻟﻣﺣﺎﺿرة

25

اﻻﺳﺗﺟﺎﺑﺔ ﻵارء اﻟطﻠﺑﺔ ﻟﺗﺣﺳﯾن أداء اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ

26

اﺳﺗﺧدام وﺳﺎﺋل ﺣدﯾﺛﺔ ﻟﺗﺑﺳﯾط اﻟﻣﻌﻠوﻣﺎت وﺗوﺻﯾﻠﻬﺎ

27

28

29

30

اﻟﺳﻣﺎح ﻟﻠطﻠﺑﺔ ﺑﻘدر ﻣن ﺣرﯾﺔ اﻟﺗﻌﺑﯾر واﻟﻣﻧﺎﻗﺷﺔ داﺧل ﻗﺎﻋﺔ
اﻟدرس
اﻟﺳﺎﻋﺎت اﻟﻣﺧﺻﺻﺔ ﻟﻠﻣﻘرر ﻛﺎﻓﯾﺔ ﻟﻔﻬﻣﻪ

ﯾﺗم ﺗﺣدﯾث اﻟﻣﻘرارت ﻟﺗﺳﺎﯾر اﻟﺗﻐﯾﯾارت اﻟﻣﺣﯾطﺔ ﺑﺎﻟﺟﺎﻣﻌﺔ

ﺗوﻓر اﻟﻌدد اﻟﻛﺎﻓﻲ اﻷﺳﺎﺗذة

اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ اﻟﻌﺎم

م.و.ت.ت

2.57

1.137

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.19

1.129

ﻣﺗوﺳط

ك.ع.ق.إ.إ

2.37

1.124

ﺿﻌﯾف

م.و.ت.ت

2.20

1.270

ﺿﻌﯾف

اﻟﻣﺟﻣوع

2.34

1.154

ﺿﻌﯾف

ك.ع.ق.إ.إ

2.56

1.080

ﻣﺗوﺳط

م.و.ت.ت

2.30

1.119

ﺿﻌﯾف

اﻟﻣﺟﻣوع

2.51

1.089

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.23

1.122

ﻣﺗوﺳط

م.و.ت.ت

2.70

1.149

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.11

1.145

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.42

1.168

ﻣﺗوﺳط

م.و.ت.ت

3.40

1.037

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.41

1.138

ﻣﺗوﺳط

ك.ع.ق.إ.إ

2.28

1.118

ﺿﻌﯾف

م.و.ت.ت

3.10

1.029

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.46

1.147

ﺿﻌﯾف

ك.ع.ق.إ.إ

2.70

0.982

ﻣﺗوﺳط

م.و.ت.ت

2.57

1.104

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.67

1.007

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.17

2.171

ﻣﺗوﺳط

م.و.ت.ت

3.27

0.980

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.19

1.974

ﻣﺗوﺳط

ك.ع.ق.إ.إ

3.05

0.704

ﻣﺗوﺳط

م.و.ت.ت

2.70

0.698

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.98

0.715

ﻣﺗوﺳط

ﺗﺷﯾر اﻟﻧﺗﺎﺋﺞ اﻟواردة ﻓﻲ اﻟﺟدول رﻗم  7إﻟﻰ أن ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﻔﻘارت ﺑﻌد اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ ﺗﻘﻊ ﻓﻲ اﻟﻣدى اﻟﻣﺗوﺳط،
إذ ﺗاروﺣت ﻗﯾم اﻟﻣﺗوﺳطﺎت اﻟﺣﺳﺎﺑﯾﺔ ﺑﯾن أﻋﻠﻰ ﻗﯾﻣﺔ  3.57واﻟﻣﺗﻌﻠﻘﺔ ﺑﻣﺳﺗوى اﻟﺗواﺻل ﺑﯾن اﻟطﻠﺑﺔ واﻷﺳﺎﺗذة ﻓﻲ اﻟﻛﻠﯾﺔ ،وﻗد
ﯾرﺟﻊ ذﻟك إﻟﻰ أن اﻷﺳﺎﺗذة ﻓﻲ اﻟﻛﻠﯾﺔ وظﻔوا ﺣدﯾﺛﺎ وﻻ ﺗوﺟد ﻓروق ﻛﺑﯾرة ﻓﻲ اﻟﺳن ﺑﯾﻧﻬم وﺑﯾن اﻟطﻠﺑﺔ ،ﻣﻣﺎ ﯾﺳﻬل ﻋﻣﻠﯾﺔ

اﻟﺗواﺻل ،وآﺧر ﻓﻘرة ﻣﺗﻣﺛﻠﺔ ﺑﻐﯾﺎب أﻧظﻣﺔ ﻟﻣﺳﺎﻋدة اﻟطﻠﺑﺔ اﻟﻣﺗﻌﺛرﯾن  2,20ﻓﻲ اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ و 2,34ﻓﻲ اﻟﻛﻠﯾﺔ،
ﺑﺎﻹﺿﺎﻓﺔ إﻟﻰ ﻋدم ﻛﻔﺎﯾﺔ اﻟﺳﺎﻋﺎت اﻟﻣﺧﺻﺻﺔ ﻟﻠﻣﻘرر ﻓﻲ اﻟﻛﻠﯾﺔ ﻟﻔﻬﻣﻪ ﺑﻧﺳﺑﺔ  .2,28اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ ﻟﻔﻘارت اﻟﺑﻌد ﺗﻘﻊ
ﺿﻣن اﻟﻣدى اﻟﻣﺗوﺳط وﺗدل ﻋﻠﻰ ﺗﻘﯾﯾم ﻣﺗوﺳط ﻟﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ .ﻓﻘارت اﻟﺑﻌد ﻣﺟﺗﻣﻌﺔ ﺣﺻﻠت ﻋﻠﻰ ﻣﺗوﺳط ﺣﺳﺎﺑﻲ
 ،2.98ﻣﻊ ﺗﻘدم ﻟﻠﻛﻠﯾﺔ ب  3.05ﻣﻘﺎﺑل  2.98ﻟﻠﻣدرﺳﺔ.
13
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

 -IIﺑﻌد ﺟواﻧب اﻟﺳﻣﻌﺔ واﻟﺻﯾت

ﺟدول  8إﺟﺎﺑﺎت أﻓارد اﻟﻌﯾﻧﺔ ﻋﻠﻰ ﻓﻘارت ﺑﻌد اﻟﺳﻣﻌﺔ واﻟﺻﯾت
اﻟﻔﻘرة

اﻟﻌﺑﺎرة

اﻟﻣؤﺳﺳﺔ

اﻟﻣﺗوﺳط

اﻻﻧﺣارف

ﻣﺳﺗوى

ﺗﺗﻣﺗﻊ اﻟﻣؤﺳﺳﺔ ﺑﺎﻟﺳﻣﻌﺔ اﻟﺟﯾدة ﻓﯾﻣﺎ ﺗﻘدﻣﻪ ﻣن

اﻟﺣﺳﺎﺑﻲ
ك.ع.ق.إ.إ 2.67
م.و.ت.ت 3.47

اﻟﻣﻌﯾﺎري
1.059

اﻟﻣواﻓﻘﺔ
ﻣﺗوﺳط

0.973

ﻣﺗوﺳط

2.84

1.088

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.95

0.956

ﻣﺗوﺳط

م.و.ت.ت

2.97

0.850

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.95

0.935

ﻣﺗوﺳط

ك.ع.ق.إ.إ 2.92
م.و.ت.ت 2.73

0.978

ﻣﺗوﺳط

1.112

ﻣﺗوﺳط

2.88

1.007

ﻣﺗوﺳط

ك.ع.ق.إ.إ 3.11
م.و.ت.ت 2.80

0.922

ﻣﺗوﺳط

1.215

ﻣﺗوﺳط

3.04

0.995

ﻣﺗوﺳط

1.46

ﺿﻌﯾف

1.42

ﺿﻌﯾف

 31ﺗﺧﺻﺻﺎت ﻣطﻠوﺑﺔ ﻓﻲ ﺳوق اﻟﻌﻣل

اﻟﻣﺟﻣوع
32

33

اﻟﺛﻘﺔ ﻓﯾﻣﺎ ﺗﻘدﻣﻪ اﻟﻣؤﺳﺳﺔ ﻣن ﺧدﻣﺎت ﺗﻌﻠﯾﻣﯾﺔ

اﻟﺗﺣدﯾث ﻓﻲ اﻷﺳﺎﻟﯾب اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﺗﻲ ﺗﺗﺑﻌﻬﺎ اﻟﻣؤﺳﺳﺔ

اﻟﻣﺟﻣوع
34

ﺣرص اﻟﻣؤﺳﺳﺔ ﻋﻠﻰ اﻟﺗطوﯾر واﻟﺗﺣدﯾث ﺑﺷﻛل داﺋم

اﻟﻣﺟﻣوع

35

اﻫﺗﻣﺎم اﻹدارة ﺑﺎﻟطﻼب ووﺿﻌﻬم ﻓﻲ ﻗﺎﺋﻣﺔ أوﻟوﯾﺎﺗﻬﺎ

ك.ع.ق.إ.إ 2.45
2.30
م.و.ت.
ت
اﻟﻣﺟﻣوع

2.42

1.57

ﺿﻌﯾف

ك.ع.ق.إ.

2.82

0.787

ﻣﺗوﺳط

إ
م.و.ت.

اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ اﻟﻌﺎم

2.85

0.856

ﻣﺗوﺳط

ت
اﻟﻣﺟﻣوع

2.82

0.800

ﻣﺗوﺳط

ﺗﺷﯾر اﻟﻧﺗﺎﺋﺞ اﻟواردة ﻓﻲ اﻟﺟدول رﻗم  8إﻟﻰ أن ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﻔﻘارت ﺑﻌد اﻟﺳﻣﻌﺔ ﺗﻘﻊ ﻓﻲ اﻟﻣدى اﻟﻣﺗوﺳط ،إذ ﺗاروﺣت
ﻗﯾم اﻟﻣﺗوﺳطﺎت اﻟﺣﺳﺎﺑﯾﺔ ﺑﯾن أﻋﻠﻰ ﻗﯾﻣﺔ  3.47واﻟﻣﺗﻌﻠﻘﺔ ﺑﺗﻣﺗﻊ اﻟﻣدرﺳﺔ ﺑﺎﻟﺳﻣﻌﺔ اﻟﺟﯾدة ﻓﯾﻣﺎ ﺗﻘدﻣﻪ ﻣن ﺗﺧﺻﺻﺎت ﻣطﻠوﺑﺔ
ﻓﻲ ﺳوق اﻟﻌﻣل ،وآﺧر ﻓﻘرة ﻣﺗﻣﺛﻠﺔ ﻓﻲ ﺿﻌف اﻫﺗﻣﺎم اﻹدارة ﺑﺎﻟطﻼب ووﺿﻌﻬم ﻓﻲ ﻗﺎﺋﻣﺔ أوﻟوﯾﺎﺗﻬﺎ ﺑﻣﺗوﺳط ﺣﺳﺎﺑﻲ
ﺑﻠﻎ 2,30ﻓﻲ اﻟﻣدرﺳﺔ .اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ ﻟﻔﻘارت اﻟﺑﻌد ﺗﻘﻊ ﺿﻣن اﻟﻣدى اﻟﻣﺗوﺳط ،وﺗدل ﻋﻠﻰ ﺗﻘﯾﯾم ﻣﺗوﺳط ﻟﺟودة اﻟﺧدﻣﺎت
اﻟﺗﻌﻠﯾﻣﯾﺔ .ﻓﻘارت اﻟﺑﻌد ﻣﺟﺗﻣﻌﺔ ﺣﺻﻠت ﻋﻠﻰ ﻣﺗوﺳط ﺣﺳﺎﺑﻲ  ،2.82ﻣﻊ ﺗﻘدم ﻟﻠﻣدرﺳﺔ ب  2.85ﻣﻘﺎﺑل  2.82ﻟﻠﻛﻠﯾﺔ.
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

-IIIﺑﻌد ﺗﺳﻬﯾﻼت اﻟوﺻول

ﺟدول  9إﺟﺎﺑﺎت أﻓارد اﻟﻌﯾﻧﺔ ﻋﻠﻰ ﻓﻘارت ﺑﻌد ﺗﺳﻬﯾﻼت اﻟوﺻول
اﻟﻔﻘرة

36

اﻟﻌﺑﺎرة

اﻟﻣؤﺳﺳﺔ

ﺗﻘﻊ اﻟﻣؤﺳﺳﺔ ﺑﺎﻟﻘرب ﻣن ﻣﻛﺎن إﻗﺎﻣﺗﻲ

ك.ع.ق.إ.إ

اﻟﺣﺳﺎﺑﻲ
2.24

اﻟﻣﻌﯾﺎري
1.256

ﺿﻌﯾف

م.و.ت.ت

3.73

1.413

ﻋﺎﻟﻲ

اﻟﻣﺟﻣوع

2.56

1.426

ﻣﺗوﺳط

ك.ع.ق.إ.إ

2.40

1.060

ﺿﻌﯾف

م.و.ت.ت

2.10

0.960

ﺿﻌﯾف

اﻟﻣﺟﻣوع

2.34

1.043

ﺿﻌﯾف

ك.ع.ق.إ.إ

2.57

1.071

ﻣﺗوﺳط

اﻟﻣواﺻﻼت(

م.و.ت.ت

4.00

0.830

ﻋﺎﻟﻲ

اﻟﻣﺟﻣوع

2.88

1.178

ﻣﺗوﺳط

ﺗواﻓر ﻟوﺣﺎت إرﺷﺎدﯾﺔ ﺗﺳﻬل اﻟوﺻول إﻟﻰ اﻟﻘﺎﻋﺎت

ك.ع.ق.إ.إ

3.69

1.073

ﻋﺎﻟﻲ

م.و.ت.ت

3.83

1.053

ﻋﺎﻟﻲ

اﻟﻣﺟﻣوع

3.72

1.067

ﻋﺎﻟﻲ

ك.ع.ق.إ.إ

3.19

1.129

ﻣﺗوﺳط

م.و.ت .ت

2.57

1.165

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

3.06

1.162

ﻣﺗوﺳط

ك.ع.ق.إ.

2.81

0.701

ﻣﺗوﺳط

37

ﺗﺳﺗﺟﯾب اﻹدارة ﻟﻼﺳﺗﻔﺳﺎارت واﻟﺷﻛﺎﯾﺎت

38

ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ ﺟﯾد وﺳﻬل اﻟوﺻول إﻟﯾﻪ )ﺗوﻓر

39

40

اﻟﻣﺗوﺳط

اﻻﻧﺣارف

ﻣﺳﺗوى

واﻟﻣارﻓق داﺧل اﻟﻣؤﺳﺳﺔ

ﺗﺗوﻓر اﻟﻣﻌﻠوﻣﺎت اﻟﺗﻲ أﺣﺗﺎﺟﻬﺎ ﻋﻠﻰ ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ
اﻻﻟﻛﺗروﻧﻲ

اﻟﻣواﻓﻘﺔ

إ

اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ اﻟﻌﺎم

م.و.ت .ت

3.24

0.557

ﻣﺗوﺳط

اﻟﻣﺟﻣوع

2.91

0.694

ﻣﺗوﺳط

ﺗﺷﯾر اﻟﻧﺗﺎﺋﺞ اﻟواردة ﻓﻲ اﻟﺟدول رﻗم  9إﻟﻰ أن ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﻔﻘارت ﺑﻌد ﺗﺳﻬﯾﻼت اﻟوﺻول ﺗﻘﻊ ﻓﻲ اﻟﻣدى اﻟﻣﺗوﺳط؛
إذ ﺗاروﺣت ﻗﯾم اﻟﻣﺗوﺳطﺎت اﻟﺣﺳﺎﺑﯾﺔ ﺑﯾن أﻋﻠﻰ ﻗﯾﻣﺔ  4.00واﻟﻣﺗﻌﻠﻘﺔ ﺑﻣوﻗﻊ اﻟﻣدرﺳﺔ ،ﺗﻠﺗﻬﺎ  3.83واﻟﻣﺗﻌﻠﻘﺔ ﺑﺗواﻓر ﻟوﺣﺎت
إرﺷﺎدﯾﺔ ﺗﺳﻬل اﻟوﺻول إﻟﻰ اﻟﻘﺎﻋﺎت واﻟﻣارﻓق داﺧل اﻟﻣدرﺳﺔ ،وآﺧر ﻓﻘرة ﻣﺗﻣﺛﻠﺔ ﻓﻲ ﻓﻘرة ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ؛ ﺣﯾث ﺑﻠﻎ اﻟﻣﺗوﺳط
اﻟﺣﺳﺎﺑﻲ ﻟﻠﻔﻘرة  2.24ﻓﻲ ﻛﻠﯾﺔ اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ .اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ ﻟﻔﻘارت اﻟﺑﻌد ﺗﻘﻊ ﺿﻣن اﻟﻣدى اﻟﻣﺗوﺳط وﺗدل ﻋﻠﻰ
ﺗﻘﯾﯾم ﻣﺗوﺳط ﻟﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ .ﻓﻘارت اﻟﺑﻌد ﻣﺟﺗﻣﻌﺔ ﺣﺻﻠت ﻋﻠﻰ ﻣﺗوﺳط ﺣﺳﺎﺑﻲ  ،2.91ﻣﻊ ﺗﻘدم ﻟﻠﻣدرﺳﺔ ب
 3.24ﻣﻘﺎﺑل  2.81ﻟﻠﻛﻠﯾﺔ.
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

ﺟدول  10ﻗﯾﻣﺔ اﻟﻣﺗوﺳط اﻟﺣﺳﺎﺑﻲ اﻟﻌﺎم ﻷﺑﻌﺎد ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ وﺗرﺗﯾﺑﻬﺎ:
اﻟﻣؤﺳﺳﺔ

اﻟﺑﻌد

ﻗﯾﻣﺔ اﻟﻣﺗوﺳط

اﻻﻧﺣارف

اﻷﻛﺎدﯾﻣﯾﺔ

ك.ع.ق.إ.إ

اﻟﺣﺳﺎﺑﻲ
2.92

اﻟﻣﻌﯾﺎري
0.666

م.و.ت.ت

2.89

0.116

اﻟﺟواﻧب

اﻷﻛﺎدﯾﻣﯾﺔ

ك.ع.ق.إ.إ

3.05

0.704

م.و.ت.ت

2.70

0.698

اﻟﺳﻣﻌﺔ

ك.ع.ق.إ.إ

2.82

0.787

م.و.ت.ت

2.85

0.856

ك.ع.ق.إ.إ

2.81

0.701

م.و.ت.ت

3.24

0.557

ك.ع.ق.إ.إ

2.90

0.593

م.و.ت.ت

2.92

0.569

اﻟﺟواﻧب ﻏﯾر

ﺗﺳﻬﯾﻼت اﻟوﺻول
ﺟﻣﯾﻊ اﻟﻔﻘارت

ﻗﯾﻣﺔ ت
0.223
0.848
0.2023.0870.152-

اﻻﺣﺗﻣﺎل
sig
0.824
0.015
0.841
0.002
0.879

ﯾﺗﺿﺢ ﻣن ﺧﻼل اﻟﺟدول  10ﺗﻘﺎرب ﻓﻲ ﻣﺳﺗوى ﺟودة ﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﺔ ﻓﻲ اﻟﻣؤﺳﺳﺗﯾن ،ﻣﻊ ﺗﻘدم ﻛﻠﯾﺔ اﻟﻌﻠوم
اﻻﻗﺗﺻﺎدﯾﺔ ﻓﻲ ﺑﻌدي اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ وﻏﯾر اﻷﻛﺎدﯾﻣﯾﺔ ،وﺗﻘدم اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر ﻓﻲ ﺑﻌدي اﻟﺳﻣﻌﺔ
وﺗﺳﻬﯾﻼت اﻟوﺻول .ﻛﻣﺎ ﯾﺗﺑﯾن ﻣن ﺧﻼل ﻣﺳﺗوى اﻟدﻻﻟﺔ وﺟود ﻓروق ﻣﻌﻧوﯾﺔ ﺑﯾن إﺟﺎﺑﺎت ﻋﯾﻧﺔ اﻟدارﺳﺔ ،ﺗﺑﻌﺎ ﻟﻣﺗﻐﯾر

اﻟﻣدرﺳﺔ ﻓﻲ ﺑﻌدي اﻟﺟواﻧب اﻷﻛﺎدﯾﻣﯾﺔ وﺗﺳﻬﯾﻼت اﻟوﺻول.
وﯾﻣﻛن ﺗﺣدﯾد ﺟواﻧب اﻟﻘوة واﻟﺿﻌف ﻓﻲ اﻟﺧدﻣﺎت اﻟﺗﻲ ﺗﻘدﻣﻬﺎ اﻟﻣدرﺳﺔ اﻟوطﻧﯾﺔ ﻟﻠﺗﺟﺎرة واﻟﺗﺳﯾﯾر ﻓﯾﻣﺎ ﯾﻠﻲ:
ﺟواﻧب اﻟﺿﻌف

ﺟواﻧب اﻟﻘوة
اﻟﺳﻣﺎح ﺑﺗﻛوﯾن أﻧدﯾﺔ

ﺗوﻓر اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ

ﺳﻬوﻟﺔ اﻟوﺻول إﻟﻰ ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ

اﺳﺗﺟﺎﺑﺔ اﻹدارة ﻟﻼﺳﺗﻔﺳﺎارت واﻟﺷﻛﺎﯾﺎت

ﺷﻛل ﻣﺑﺎﻧﻲ اﻟﻣؤﺳﺳﺔ )اﻟﻣﺳﺎﺣﺔ ،ﻛﻔﺎﯾﺔ اﻟﻘﺎﻋﺎت(

وﺟود أﻧظﻣﺔ ﻟﻣﺳﺎﻋدة اﻟطﻠﺑﺔ اﻟﻣﺗﻌﺛرﯾن

ﺗواﻓر ﻟوﺣﺎت إرﺷﺎدﯾﺔ ﺗﺳﻬل اﻟوﺻول إﻟﻰ اﻟﻘﺎﻋﺎت واﻟﻣارﻓق داﺧل

اﻟﻣؤﺳﺳﺔ

ﺳرﻋﺔ اﺳﺗﺟﺎﺑﺔ اﻟﻣوظﻔﯾن ﻟﻣطﺎﻟب اﻟطﻠﺑﺔ

ﻣﺳﺗوى ﻧظﺎﻓﺔ اﻟﻣﺑﺎﻧﻲ

اﻫﺗﻣﺎم اﻹدارة ﺑﺎﻟطﻼب ووﺿﻌﻬم ﻓﻲ ﻗﺎﺋﻣﺔ أوﻟوﯾﺎﺗﻬﺎ

ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ

اﻟﻛﻔﺎءة ﻓﻲ اﻟﺗﻌﺎﻣل ﻣﻊ اﻟﺷﻛﺎﯾﺎت

ﺗوﻓر اﻟﺗﺟﻬﯾازت ﻓﻲ اﻟﻘﺎﻋﺎت

ﺗوﻓﯾر اﻟوﻗت اﻟﻛﺎﻓﻲ ﻣن ﺟﺎﻧب اﻷﺳﺗﺎذ ﻟﺗﻘدﯾم اﻟﻧﺻﺢ واﻟﻣﺷورة ﻟﻠطﻠﺑﺔ
ﺗﻌﺎطف اﻟﻣوظﻔﯾن ﻣﻊ اﻟطﻠﺑﺔ وطﻣﺄﻧﺗﻬم ﻋﻧد اﻟﺗﻌرض ﻟﻠﻣﺷﻛﻼت
اﻻﻫﺗﻣﺎم اﻟﺷﺧﺻﻲ ﻣن ﺟﺎﻧب اﻟﻣوظﻔﯾن ﺑﺎﻟطﻼب
اﻟﺗواﺻل اﻟﻣﺳﺗﻣر ﺑﯾن اﻻﺳﺎﺗذة واﻟطﻠﺑﺔ
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ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

أﻣﺎ ﺟواﻧب اﻟﻘوة واﻟﺿﻌف ﻟدى ﻛﻠﯾﺔ اﻟﻌﻠوم اﻟﻘﺎﻧوﻧﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ ﻓﺗﺗﺣدد ﻓﯾﻣﺎ ﯾﻠﻲ:
ﺟواﻧب اﻟﺿﻌف

ﺟواﻧب اﻟﻘوة

ﺗوﻓر اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ

ﺗواﻓر ﻟوﺣﺎت ارﺷﺎدﯾﺔ ﺗﺳﻬل اﻟوﺻول إﻟﻰ اﻟﻘﺎﻋﺎت
واﻟﻣارﻓق داﺧل اﻟﻣؤﺳﺳﺔ
اﻟﺳﻣﺎح ﺑﺗﻛوﯾن أﻧدﯾﺔ

ﻣوﻗﻊ اﻟﻣؤﺳﺳﺔ

ﻣﺳﺗوى ﻧظﺎﻓﺔ اﻟﻣﺑﺎﻧﻲ

اﻟﺳﺎﻋﺎت اﻟﻣﺧﺻﺻﺔ ﻟﻠﻣﻘرر ﻏﯾر ﻛﺎﻓﯾﺔ ﻟﻔﻬﻣﻪ

اﻟﺗواﺻل اﻟﻣﺳﺗﻣر ﺑﯾن اﻷﺳﺎﺗذة واﻟطﻠﺑﺔ

وﺟود أﻧظﻣﺔ ﻟﻣﺳﺎﻋدة اﻟطﻠﺑﺔ اﻟﻣﺗﻌﺛرﯾن
اﺳﺗﺟﺎﺑﺔ اﻹدارة ﻟﻼﺳﺗﻔﺳﺎارت واﻟﺷﻛﺎﯾﺎت
اﻫﺗﻣﺎم اﻹدارة ﺑﺎﻟطﻼب ووﺿﻌﻬم ﻓﻲ ﻗﺎﺋﻣﺔ أوﻟوﯾﺎﺗﻬﺎ
ﺗوﻓر اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ

ﯾظﻬر ﻣن ﺧﻼل ﻧﺗﺎﺋﺞ اﻟدارﺳﺔ أن ﺗﻘﯾﯾم اﻟطﻠﺑﺔ ﻟﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﻣﺗوﺳط ،ﻓﻲ اﻟﻣؤﺳﺳﺗﯾن ،وﻫو ﻣﺎ

ﯾﺗطﻠب ﻣن اﻟﺟﺎﻣﻌﺔ اﻟﻘﯾﺎم ﺑﺈﺟارءات إﺿﺎﻓﯾﺔ ﻟﺗﺣﺳﯾن ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﺗﻣﻛن ﻣن ﺗﺣدﯾد وﺿﺑط اﻟﻛﻔﺎﯾﺎت اﻟواﺟب
اﻛﺗﺳﺎﺑﻬﺎ ﻟﻠطﻠﺑﺔ ،وﺗﻌدﯾﻠﻬﺎ وﻓﻘﺎ ﻟﻣﺗطﻠﺑﺎت ﺳوق اﻟﺷﻐل واﻟﺗطوارت اﻟﺗﻲ ﯾﻌرﻓﻬﺎ اﻟﻣﺟﺗﻣﻊ ،وﺗوﻓﯾر اﻹﻣﻛﺎﻧﯾﺎت اﻟﺑﺷرﯾﺔ وﺗدرﯾﺑﻬﺎ.
ارﺑﻌﺎ :ﺗوﺻﯾﺎت

ﻣن ﺧﻼل ﻧﺗﺎﺋﺞ اﻟدارﺳﺔ ﯾﻣﻛن ﺗﻘدﯾم اﻟﺗوﺻﯾﺎت اﻟﺗﺎﻟﯾﺔ:
 ﺗوﻓﯾر اﻟﻣارﻓق اﻟرﯾﺎﺿﯾﺔ ﻗﺻد ﺗﺷﺟﯾﻊ اﻻﻧﺳﺟﺎم ﺑﯾن اﻟطﻠﺑﺔ ،وﺗﻧﻣﯾﺔ ﻣﻬﺎارﺗﻬم اﻟﺷﺧﺻﯾﺔ. ﺗطوﯾر ﻧظﺎم ﻟﻣﺗﺎﺑﻌﺔ اﻟطﻠﺑﺔ اﻟﻣﺗﻌﺛرﯾن ،وﻣﺳﺎﻋدة اﻟطﺎﻟب ﻋﻠﻰ ﻣﺳﺎﯾرة إﯾﻘﺎع اﻟدروس اﻟﺟﺎﻣﻌﯾﺔ؛ وذﻟك ﻟﻠﺗﻘﻠﯾص ﻣن ﻧﺳباﻟﻬدر اﻟﺟﺎﻣﻌﻲ.
 اﻻﻫﺗﻣﺎم ﺑﺷﻛﺎﯾﺎت اﻟطﻠﺑﺔ ،ﻋﺑر وﺿﻊ ﻧظﺎم اﻟﻛﺗروﻧﻲ ﻟوﺿﻊ اﻟﺷﻛﺎﯾﺎت ،وﺧﻠق ﺟﻬﺎز إداري ﻟﺗﺗﺑﻌﻬﺎ. -ﺗوﻓﯾر اﻟﻣواﺻﻼت ﻓﻲ اﻟﻣؤﺳﺳﺎت اﻟﺑﻌﯾدة.

 -ﺗوﺟﯾﻪ ٕوارﺷﺎد اﻟطﻼب ﻧﺣو اﻟﺗﺳﺟﯾل ﻓﻲ اﻟﺗﺧﺻﺻﺎت اﻟﻣطﻠوﺑﺔ ﻟﻘطﺎﻋﺎت اﻟﻌﻣل.

 رﻓﻊ اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻟﻠﻘﺑول ﻓﻲ اﻟﺗﺧﺻﺻﺎت اﻟﻌﻠﻣﯾﺔ واﻟﺗطﺑﯾﻘﯾﺔ اﻟﺗﻲ ﯾﺣﺗﺎﺟﻬﺎ ﺳوق اﻟﻌﻣل. رﻓﻊ اﻟطﺎﻗﺔ اﻻﺳﺗﯾﻌﺎﺑﯾﺔ ﻟﻠﻣؤﺳﺳﺎت ذات اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود. رﺑط اﻟﻣﻘرارت اﻟدارﺳﺔ ﺑﺎﻟﻣﯾدان اﻟﻌﻣﻠﻲ ،وﺗﺷﺟﯾﻊ اﻟﺗدارﯾب اﻟﻣﯾداﻧﯾﺔ داﺧل اﻟﻣﻘﺎوﻻت ،واﻧﺷﺎء آﻟﯾﺔ ﻣؤﺳﺳﺎﺗﯾﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺔﻟﺗدﺑﯾر ﻫذﻩ اﻟﺗدارﯾب.
 ﺗوﻓﯾر اﻹﻣﻛﺎﻧﯾﺎت اﻟﺑﺷرﯾﺔ واﻟﻣﺎدﯾﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ذات اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح ،واﺳﺗﻌﻣﺎل اﻟﺗﻘﻧﯾﺎت اﻟﺣدﯾﺛﺔﻟﻠﺗﻌﻠﯾم ﻋن ﺑﻌد ﻗﺻد ﺗﺟﺎوز ﻣﺷﺎﻛل اﻻﻛﺗظﺎظ.
 -ﺗﺷﺟﯾﻊ اﻹﺟﺎازت اﻟﻣﻬﻧﯾﺔ ﺑﺎﻟﺗﻌﺎون ﻣﻊ اﻟﻣﺣﯾط اﻻﻗﺗﺻﺎدي.

 ﺗﻘﺳﯾم اﻟوظﺎﺋف اﻷﺳﺎﺳﯾﺔ ﻟﻠﺟﺎﻣﻌﺔ ﺑﯾن ﻧﻣطﻲ اﻟﻘﺑول :ﺑﺣﯾث ﺗﻬﺗم اﻟﻛﻠﯾﺎت أﻛﺛر ﺑﺎﻟﺑﺣث اﻟﻌﻠﻣﻲ واﻟدارﺳﺎت اﻟﻌﻠﯾﺎ ،ﺑﯾﻧﻣﺎﺗرﻛز اﻟﻣدارس ﻋﻠﻰ اﻟﺗﻛوﯾن اﻟﻣﻬﻧﻲ اﻟﻣؤدي ﻟﺳوق اﻟﺷﻐل.
 ﺗﻛوﯾن اﻟﻣوظﻔﯾن اﻹدارﯾﯾن ﻓﻲ ﻣﺟﺎل اﻟﺗواﺻل ،وﺿﺑط اﻟﻌﻣﻠﯾﺎت اﻹدارﯾﺔ. -ﺗوﻓﯾر ﻣﻌﻠوﻣﺎت ﻣﺣﯾﻧﺔ ﻋﻠﻰ اﻟﻣواﻗﻊ اﻻﻟﻛﺗروﻧﯾﺔ ﻟﻠﻣؤﺳﺳﺎت اﻟﺟﺎﻣﻌﯾﺔ ،وﺗوﻓﯾر آﻟﯾﺎت اﻟﺗواﺻل ﻣﻊ اﻟطﻠﺑﺔ ﻋﺑرﻫﺎ.
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ﺧﺎﺗﻣﺔ

إن ﻧظﺎم اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ اﻟﻣﺑﻧﻲ ﻋﻠﻰ ﺗواﺟد ﻧﻣطﯾن ،ﻣﺗﻣﺎﯾزﯾن ﻣن ﺣﯾث اﻹﻣﻛﺎﻧﯾﺎت اﻟﻣﺎدﯾﺔ واﻟﺑﺷرﯾﺔ ،ﯾؤدي

ﻓﻲ اﻟﻧﺗﯾﺟﺔ اﻟﻧﻬﺎﺋﯾﺔ إﻟﻰ ﻋدم اﻟﻣﺳﺎواة؛ ﺣﯾث ﯾﺣﺻل طﻠﺑﺔ ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﺣدود ﻋﻠﻰ ﻓرص أﻓﺿل ﻣن طﻠﺑﺔ

ﻣؤﺳﺳﺎت اﻻﺳﺗﻘطﺎب اﻟﻣﻔﺗوح ،ﻟﻬذا ﯾﺟب ﻓرض ﻧظﺎم ﻓﻌﺎل ﻟﻠﻘﺑول ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺟﻣﯾﻊ اﻟﻣؤﺳﺳﺎت ،ﯾارﻋﻰ ﻓﯾﻪ
إﻣﻛﺎﻧﯾﺎت اﻟﺟﺎﻣﻌﺎت.
اﻟﻣارﺟﻊ ﺑﺎﻟﻌرﺑﯾﺔ

 .1أﺣﻣد اﻟﺧطﯾب .(2007) .اﻹدارة اﻟﺟﺎﻣﻌﯾﺔ دارﺳﺎت ﺣدﯾﺛﺔ  ،ﻋﺎﻟم ﻛﺗب اﻟﺣدﯾث،ﻋﻣﺎن ،اﻷردن.

 .2اﻟﻣﺟﻠس اﻷﻋﻠﻰ ﻟﻠﺗرﺑﯾﺔ واﻟﺗﻛوﯾن واﻟﺑﺣث اﻟﻌﻠﻣﻲ .(2014) .ﺗطﺑﯾق اﻟﻣﯾﺛﺎق اﻟوطﻧﻲ ﻟﻠﺗرﺑﯾﺔ واﻟﺗﻛوﯾن 2013-2000
اﻟﻣﻛﺗﺳﺑﺎت واﻟﻣﻌﯾﻘﺎت واﻟﺗﺣدﯾﺎت .
 .3اﻟﻣﺟﻠس اﻷﻋﻠﻰ ﻟﻠﺗﻌﻠﯾم .(2008) .ﺗﻘرﯾر ﺣول ﺣﺎﻟﺔ ﻣﻧظوﻣﺔ اﻟﺗرﺑﯾﺔ واﻟﺗﻛوﯾن وآﻓﺎﻗﻬﺎ

 .4ﺣﺳن ﻛﻣﺎل .(2002) .اﻟﺟﺎﻣﻌﺔ اﻟﻣﻐرﺑﯾﺔ ﻣن اﻟﺗﺄﺳﯾس إﻟﻰ اﻷزﻣﺔ ،ﻣﻘﺎرﺑﺔ أوﻟﯾﺔ .ﻣﺟﻠﺔ ﻣﻌﺎﻟم وآﻓﺎق)اﻟﻌدد .(3
 .5رﻋد اﻟطﺎﺋﻲ ،ﻗﺎﺳم ﺻﺑﯾﺣﺔ ،و ﻣﺣﻣود اﻟوادي .(2013) .ﺗﻘوﯾم ﺟودة اﻟدارﺳﺎت اﻟﻌﻠﯾﺎ ﻓﻲ إﺣدى ﻛﻠﯾﺎت ﺟﺎﻣﻌﺔ ﺑﻐداد
ﻋﻠﻰ ﺿوء ﺑﻌض اﻟﻌواﻣل اﻟﻣؤﺛرة ﻓﯾﻬﺎ .اﻟﻣﺟﻠﺔ اﻟﻌرﺑﯾﺔ ﻟﺿﻣﺎن ﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ).( 11
 .6رﻋد ﻋﺑد اﷲ اﻟطﺎﺋﻲ ،ﻗﺎﺳم ﺻﺑﯾﺣﺔ  ،و ﻣﺣﻣود ﺣﺳﯾن اﻟوادي .(2013) .ﺗﻘوﯾم ﺟودة اﻟدارﺳﺎت اﻟﻌﻠﯾﺎ ﻓﻲ إﺣدى ﻛﻠﯾﺎت
ﺟﺎﻣﻌﺔ ﺑﻐداد ﻓﻲ ﺿوء ﺑﻌض اﻟﻌواﻣل اﻟﻣؤﺛرة ﻓﯾﻬﺎ .اﻟﻣﺟﻠﺔ اﻟﻌرﺑﯾﺔ ﻟﺿﻣﺎن ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ،اﻟﻣﺟﻠد )6اﻟﻌدد (11
 .7ﺷﯾرﯾن ﺣﺎﻣد ﻣﺣﻣد أﺑو وردة .(2007) .ﻧﻣوذج ﻣﻘﺗرح ﻟﻘﯾﺎس ﺟودة اﻟﺧدﻣﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ ﺑﺎﻟﺗطﺑﯾق ﻋﻠﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم
اﻟﻌﺎﻟﻲ ﻓﻲ ﻣﺻر .اﻟﻣﺟﻠﺔ اﻟﻣﺻرﯾﺔ ﻟﻠدارﺳﺎت اﻟﺗﺟﺎرﯾﺔ .ﺟﺎﻣﻌﺔ اﻟﻣﻧﺻورة ،اﻟﻣﺟﻠد )31اﻟﻌدد  ،(1ص .328-277

 .8ﺻﺎﻟﺢ ﺑوﻋﺑد اﷲ  .(2014) .ﻧﻣﺈذج وطرق ﻗﯾﺎس ﺟودة اﻟﺧدﻣﺔ دارﺳﺔ ﺗطﺑﯾﻘﯾﺔ ﻋﻠﻰ ﺧدﻣﺎت ﻣؤﺳﺳﺔ ﺑرﯾد اﻟﺟازﺋر.
رﺳﺎﻟﺔ دﻛﺗوارﻩ اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ .ﻛﻠﯾﺔ اﻟﻌﻠوم اﻻﻗﺗﺻﺎدﯾﺔ واﻟﺗﺟﺎرﯾﺔ وﻋﻠوم اﻟﺗﺳﯾﯾر ،ﺟﺎﻣﻌﺔ ﺳطﯾف ،ﺳطﯾف ،اﻟﺟازﺋر.
 .9ﻋﺎدل ﺑن ﻋﺎﯾد اﻟﺷﻣري .(2015) .ﻣؤﺷارت اﻟﺟودة ﻓﻲ ﻣﻌﺎﯾﯾر اﻟﻘﺑول اﻟﻣﻌﺗﻣدة ﻓﻲ اﻟﻛﻠﯾﺎت اﻟﺗﺎﺑﻌﺔ ﻟﺟﺎﻣﻌﺔ اﻟﻣﻠك ﻓﻬد

ﻟﻠﺑﺗرول .اﻟﻣؤﺗﻣر اﻟﻌرﺑﻲ اﻟدوﻟﻲ اﻟﺧﺎﻣس ﻟﺿﻣﺎن ﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ 5-3 .ﻣﺎرس  ،2015اﻟﺷﺎرﻗﺔ ،اﻻﻣﺎارت.
 .10ﻋﺑد اﻟرﺿﺎ ﻣﺟﯾد ﺻﺎدق ،و ﻋﺑﺎس ﺣﺳن ﻓﺎﺿل .(2013) .ﻗﯾﺎس ﺟودة اﻟﺧدﻣﺔ ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﺗﻘﻧﻲ دارﺳﺔ اﺳﺗطﻼﻋﯾﺔ
ﻵارء ﻋﯾﻧﺔ ﻣن اﻟﺗدرﯾﺳﯾﯾن ﻓﻲ اﻟﻣﻌﻬد اﻟﺗﻘﻧﻲ .ﻣﺟﻠﺔ اﻟﺗﻘﻧﻲ .اﻟﻣﺟﻠد اﻟﺳﺎدس و اﻟﻌﺷرون .اﻟﻌدد اﻟارﺑﻊ ،اﻟﻌﻣﺎرة ،اﻟﻌارق.
 .11ﻋﺑد اﻟرﺿﺎ رﺷﯾد ﺻﺎﻟﺢ  ،ﻋﺎﻣر ﻋﻠﻲ اﻟﻌطوﯾن .ﺟودة اﻟﺧدﻣﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ وأﺛرﻫﺎ ﻓﻲ ﺗﺣﻘﯾق رﺿﺎ اﻟطﻠﺑﺔ .ﺗم اﻻﺳﺗرداد ﻣن
https://www.researchgate.net/publication/300018844
 .12ﻋﺑد اﻟﻐﻧﻲ ﻣﻧدﯾب .(2014) .ﻓﻲ ﺗﺷﺧﯾص أزﻣﺔ اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ ﺑﺎﻟﻣﻐرب اﻟواﻗﻊ اﻟﻣوﺟود واﻷﻣل اﻟﻣﻧﺷود .ﻣﺟﻠﺔ ﻋﺎﻟم
اﻟﺗرﺑﯾﺔ) ،اﻟﻌدد .(24
 .13ﻋﺑد اﷲ ﺷﯾﺳﻲ .(2014) .ﺟﺎﻣﻌﺔ ﻋﺑد اﻟﻣﺎﻟك اﻟﺳﻌدي :دارﺳﺔ ﺣﺎﻟﺔ ﻗﺿﺎﯾﺎ اﻟﻧوﻋﯾﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ

اﻟﺑﻠدان اﻟﻌرﺑﯾﺔ .اﻟﻛﺗﺎب اﻟﺳﻧوي اﻟﺛﺎﻣن .ﺑﯾروت ﻟﺑﻧﺎن :اﻟﻬﯾﺋﺔ اﻟﻠﺑﻧﺎﻧﯾﺔ ﻟﻠﻌﻠوم اﻟﺗرﺑوﯾﺔ.
 .14ﻛﻣﺎل أﺑو ﺷدﯾد .(2009) .اﻟﻘﺑول ﻓﻲ اﻟﺑﺎﻛﺎﻟورﯾوس ،اﻟﻣﺳﺎواة ﻓﻲ اﻟوﺻول اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،ﻣﻧظور دوﻟﻲ

ﻣﻘﺎرن  .اﻟﻣؤﺗﻣر اﻹﻗﻠﯾﻣﻲ اﻟﻌرﺑﻲ ﺣول اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ 31 .ﻣﺎي  2 -ﯾوﻧﯾو .اﻟﻘﺎﻫرة :ﻣﻛﺗب اﻟﯾوﻧﺳﻛو اﻻﻗﻠﯾﻣﻲ.

 .15ﻣﺣﻣد ﻟﻌﻣﯾر ،و ﻋﺑد اﻟﺣق اﻟوﺳوﻟﻲ .(2015) .اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺑﯾن ﻣﺷﺎرﯾﻊ اﻻﺻﻼح وواﻗﻊ اﻷزﻣﺔ .ﻣﺟﻠﺔ اﻟﺗﺣرر)اﻟﻌدد
.(4

18

ﻋﻣر ﻟﻣﯾﺳﻲ

ﺟودة اﻟﺗﻌﻠﯾم اﻟﺟﺎﻣﻌﻲ اﻟﻣﻐرﺑﻲ

 ﻣﺳﺗوى ﺟودة اﻟﺧدﻣﺎت اﻟﺟﺎﻣﻌﯾﺔ ﻛﻣﺎ ﯾدرﻛﻬﺎ طﻠﺑﺔ ﺟﺎﻣﻌﺔ اﻷﻗﺻﻰ ﺑﻐزﻩ طﺑﻘﺎ ﻟﻣﻘﯾﺎس.(2013) . ﻣﺣﻣد اﺑارﻫﯾم ﺳﻠﻣﺎن.16
.17  اﻟﻣﺟﻠد، ﻏزة، ﺳﻠﺳﻠﺔ اﻟﻌﻠوم اﻻﻧﺳﺎﻧﯾﺔ، ﻣﺟﻠﺔ ﺟﺎﻣﻌﺔ اﻷﻗﺻﻰ. SERVPERF. ﺟودة اﻟﺧدﻣﺔ

 ﻣﺟﻠﺔ. ﺣﺎﻟﺔ اﻟﻣﻐرب: اﻟﺗﻣوﯾل وﺗﻛﺎﻓؤ اﻟﻔرص ﻓﻲ اﻻﻟﺗﺣﺎق ﺑﺎﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ.(2011) . و ﻋﻣر إﯾﺑورك، ﻣﺣﻣد ﺑوﺟروم.17

.  ﺳوﯾﺳار،(1 )اﻟﻌدد41  اﻟﻣﺟﻠد،  ﻣﻛﺗب اﻟﺗرﺑﯾﺔ اﻟدوﻟﻲ.ﻣﺳﺗﻘﺑﻠﯾﺎت
 اﻟﻣﻠﺗﻘﻰ اﻟدوﻟﻲ. ﻣﺳﺗﻘﺑل ﺟودة اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ اﻟﺟﺎﻣﻌﺎت اﻟﻌرﺑﯾﺔ.(2012) . و ﺟﻣﺎل ﻋﺻﻣت، ﻣﺣﻣد زﻛﻲ ﻋوﯾس.18
-112  )اﻟﺻﻔﺣﺎت،اﻟﺛﺎﻧﻲ ﺣول ﺿﻣﺎن اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺗﺟﺎرب ﻣﯾداﻧﯾﺔ وﻣؤﺷارت ﺣﺳن اﻷداء واﻻﺳﺗﺷارف
. اﻟﺟازﺋر.(122
 اﻟﻣﺟﻠﺔ اﻻردﻧﯾﺔ ﻓﻲ ادارة. واﻗﻊ ﺗطﺑﯾق ادارة اﻟﺟودة اﻟﺷﺎﻣﻠﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺎت اﻟﻔﻠﺳطﯾﻧﯾﺔ.(2006) . ﯾوﺳف أﺣﻣد أﺑو ﻓﺎرة.19

. اﻟﻣﺟﻠد اﻟﺛﺎﻧﻲ.اﻷﻋﻣﺎل اﻟﺟﺎﻣﻌﺔ اﻷردﻧﯾﺔ
.  اﻻردن،ﻋﻣﺎن،  دار اﻟﻔﻛر ﻟﻠطﺑﺎﻋﺔ واﻟﻧﺷر. ﺗﺻﻣﯾم اﻟﺗدرﯾس.(2006) . و ﻣﺎﺟد أﺑو ﺟﺎﺑر، ﯾوﺳف ﻗطﺎﻣﻲ.20
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ﻋﺎدل ﺑن ﻋﺎﯾد اﻟﺷﻣري

ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ وأﺛرﻫﺎ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ
ﻋﺎدل ﺑن ﻋﺎﯾد اﻟﺷﻣري
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اﻟﻣﻠﺧص
،ﻓﻲ ظل ﺗﺄﻛﯾد اﻟﻌدﯾد ﻣن اﻟﻣﻧظﻣﺎت اﻟدوﻟﯾﺔ وﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ ﻋﻠﻰ دور اﻟﺗﻌﻠﯾم ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ
 ﻛﺗﻠك اﻻﺳﺗارﺗﯾﺟﯾﺔ اﻹﻗﻠﯾﻣﯾﺔ اﻟﺗﻲ وﺿﻌﺗﻬﺎ ﻟﺟﻧﺔ اﻷﻣم اﻟﻣﺗﺣدة،واﻟﻧظر إﻟﯾﻪ ﻛرﻛﯾزة أﺳﺎﺳﯾﺔ ﻓﻲ اﻟﻌﻣل اﻟﺗﻧﻣوي

اﻻﻗﺗﺻﺎدﯾﺔ ﻷﻣرﯾﻛﺎ اﻟﺷﻣﺎﻟﯾﺔ وأوروﺑﺎ اﻟﻬﺎدﻓﺔ إﻟﻰ ﺗﻔﻌﯾل دور اﻟﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ؛ واﻟﻣﺗﺿﻣﻧﺔ
، وﻗواﻋد اﻟﻌﻣل اﻟﺗﻲ أﺧرﺟت ﻋﻠﻰ ﺷﻛل ﻗﺎﻧون ﻣﻠزم ﻟﻠدول اﻟﻣوﻗﻌﺔ ﻋﻠﯾﻪ )اﻟﯾوﻧﺳﻛو،ﻣﺟﻣوﻋﺔ ﻣن اﻹﺟارءات

 واﻧطﻼﻗﺎ ﻣن اﻷﻫﻣﯾﺔ اﻟﺗﻲ اﺣﺗﻠﺗﻬﺎ ﺗطﺑﯾﻘﺎت اﻟﺣوﻛﻣﺔ ﻛﺄﺣد اﻟﻧظم اﻟﺣدﯾﺛﺔ اﻟﺗﻲ اﻧﺗﻘﻠت ﻣن اﻟﻘطﺎع.(2005
 واﻧﻌﻛﺎﺳﺎ إﯾﺟﺎﺑﯾﺎ، وأﺛﺑﺗت دوار ﻓﺎﻋﻼ ﻓﻲ ﺗﺟوﯾد اﻟﺗﻌﻠﯾم، ودﺧﻠت إﻟﻰ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم،اﻻﻗﺗﺻﺎدي واﻟﺷرﻛﺎت

 ﺟﺎءت ﻫذﻩ اﻟورﻗﺔ ﻟﺗﻘدم ﺗﺻوار ﺷﺎﻣﻼ ﻟﺣوﻛﻣﺔ، ﻣن ﺧﻼل ﻣﺎ ﺗﺿﻣﻧت ﻣن ﻣﺑﺎدئ ﻫﺎﻣﺔ وﻓﺎﻋﻠﺔ،ﻋﻠﻰ ﻣﺧرﺟﺎﺗﻪ
 وأﺛرﻫﺎ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ،اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ وﻣﻔﻬوﻣﻬﺎ وﻋﻧﺎﺻرﻫﺎ وأﻫداﻓﻬﺎ ﻣن ﺟﺎﻧب

 وﻗد اﻋﺗﻣدت اﻟﻣﻧﻬﺞ اﻟوﺻﻔﻲ اﻟﺗﺣﻠﯾﻠﻲ اﻟﻘﺎﺋم ﻋﻠﻰ ﻣارﺟﻌﺔ اﻷدﺑﯾﺎت اﻟﻧظرﯾﺔ واﻟدارﺳﺎت اﻟﺑﺣﺛﯾﺔ.ﻣن ﺟﺎﻧب آﺧر

 أﻣﻼ أن ﺗﺳﻬم ﻓﻲ ﺗرﺳﯾﺦ ﻗﻧﺎﻋﺎت ﻣﺳؤوﻟﻲ اﻟﺗرﺑﯾﺔ واﻟﺗﻌﻠﯾم ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ﺑﺄﻫﻣﯾﺔ،اﻟﻣرﺗﺑطﺔ ﺑﻣوﺿوع اﻟدارﺳﺔ
 ﻣن ﺧﻼل ﻣﺎ ﻛﺷﻔت ﻋﻧﻪ ﻣن دور ﻫﺎم ﻟﻬذا،اﻟﻌﻣل ﻋﻠﻰ ﺗﻔﻌﯾل ﺗطﺑﯾق ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ﻓﻲ ﻗطﺎع اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ
.اﻟﻧظﺎم وﻣﺎ ﻗدﻣﺗﻪ ﻣن ﻣﻘﺗرﺣﺎت ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ
 ﺗﻧﻣﯾﺔ ﻣﺳﺗداﻣﺔ، ﺗﻌﻠﯾم، ﺣوﻛﻣﺔ:اﻟﻛﻠﻣﺎت اﻟﻣﻔﺗﺎﺣﯾﺔ

Overview
In light of the emphasis of many international organizations and community
institutions on the role of education in achieving sustainable development, and to
regard it as a cornerstone of developmental work—notably the regional strategy of
the United Nations Economic Commission for North America and Europe, aimed at
activating the role of education for sustainable development, which includes a set of
procedures and rules that have been enacted in the form of a binding law for
signatory States (UNESCO, 2005). In view of the importance of the application of
governance as one of the modern systems that moved from the economic sector and
companies and entered educational institutions, demonstrating an effective role in
improving education and a positive reflection of its output through important and
effective principles, this paper presents a comprehensive vision of the governance of
higher education and its impact on achieving sustainable development in the Arab
world. The analytical descriptive approach was based on the review of theoretical
literature and research studies related to the subject of the paper in the hope that it
will contribute to the awareness of education officials in the Arab world to initiate
the implementation of the principles of governance in the education sector through
its important role in achieving sustainable development.
Keywords: governance, education, sustainable development
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

ﻣﻘ دﻣﺔ

ﺷﻛﻠت اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻫدﻓﺎ رﺋﯾﺳﺎ ﻓﻲ اﺳﺗارﺗﯾﺟﯾﺎت ورؤى ﻛﺛﯾر ﻣن دول اﻟﻌﺎﻟم ،وﺗﺄﺗﻲ ﻫذﻩ اﻷﻫﻣﯾﺔ ﻣن أﻫﻣﯾﺔ

اﻷﻫداف اﻟﺗﻲ ﯾﻣﻛن أن ﺗﺣﻘﻘﻬﺎ ﻫذﻩ اﻟﺗﻧﻣﯾﺔ ،واﻟﻣﺗﻣﺛﻠﺔ ﺑﺎﻻﺳﺗﻔﺎدة اﻟﻘﺻوى ﻣن اﻟطﺎﻗﺎت اﻟﻣﺗوﻓرة ،واﻟﺗﺣرر ﻣن ﺗﺑﻌﯾﺔ اﻟدول،
وﺻوﻻ إﻟﻰ إﺷﺑﺎع اﻟﺣﺎﺟﺎت اﻷﺳﺎﺳﯾﺔ ﻟﻠﻣﺟﺗﻣﻊ ،ورﻓﻊ ﻣﺳﺗواﻩ اﻟﻣﻌﯾﺷﻲ واﻟﺛﻘﺎﻓﻲ ،وﺗﺄﻣﯾن ﻣﺳﺗﻘﺑﻠﻪ ،واﻟﻣﺣﺎﻓظﺔ ﻋﻠﻰ ﻣﻘدارﺗﻪ،
وزﯾﺎدة اﻫﺗﻣﺎﻣﻪ ﺑﺎﻟﻣوارد اﻟطﺑﯾﻌﯾﺔ واﻟﺑﯾﺋﺔ اﻟﺗﻲ ﯾﻌﯾش ﻓﯾﻬﺎ.
وﺗﺷﻛل اﻟﻘدارت اﻟﺑﺷرﯾﺔ اﻟﻣؤﻫﻠﺔ ﺑﺎﻟﻣﻌرﻓﺔ واﻟﻣﻬﺎارت أﻫم اﻟﻣرﺗﻛازت اﻟﺗﻲ ﺗﺣﺗﺎﺟﻬﺎ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،إذ ﺗﺷﻛل ﻫذﻩ
اﻟﻘدارت ﻣﺗطﻠﺑﺎ ﺳﺎﺑﻘﺎ ﻟﻠوﺻول إﻟﻰ ﺗﻧﻣﯾﺔ ﺣﻘﯾﻘﯾﺔ ،وﻛذﻟك ﻻﺣﻘﺎ ﻟﺿﻣﺎن اﺳﺗداﻣﺗﻬﺎ ،ﻓﺎﻟوﺳﯾﻠﺔ اﻟﺗﻲ ﯾﻣﻛن أن ﻧﺻل ﺑﻬﺎ إﻟﻰ
ﺗﻧﻣﯾﺔ ﻣﺳﺗداﻣﺔ ﻫﻲ اﻹﻧﺳﺎن ،وﻫو ﻓﻲ ذات اﻟوﻗت اﻟﻐﺎﯾﺔ اﻟﺗﻲ ﻧرﯾد أن ﻧﺣﻘق ﻟﻪ ﻫذﻩ اﻟﺗﻧﻣﯾﺔ.
وﻻ ﯾﺧﺗﻠف اﺛﻧﺎن ﻋﻠﻰ أن ﺑﻧﺎء اﻟﻘدارت واﻟﻣﻬﺎارت اﻟﺑﺷرﯾﺔ اﻟﺗﻲ ﺗﺗطﻠﺑﻬﺎ ﻋﻣﻠﯾﺔ اﻟﺗﻧﻣﯾﺔ ﯾﺣﺗﺎج إﻟﻰ ﻧوﻋﯾﺔ ﻣﺗﻣﯾزة ﻣن
اﻟﺗﻌﻠﯾم اﻟﻘﺎﺋم ﻋﻠﻰ اﻟﺟودة ،ﯾوﻓر ﻣﺗطﻠﺑﺎت ﻫذﻩ اﻟﺗﻧﻣﯾﺔ ،وﯾﻧﺗﺞ أدواﺗﻬﺎ ،ﻣﻣﺎ ﯾﻌﻧﻲ أن اﻟﺗﻌﻠﯾم ﺑوﺟﻪ ﻋﺎم واﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺑوﺟﻪ
ﺧﺎص أﻣﺎم ﺗﺣدﯾﺎت ﻛﺑﯾرة ﻟﺗﻘدﯾم ﻣﺧرﺟﺎت ﻧوﻋﯾﺔ ،وﺑﯾﺋﺔ ﺑﺣﺛﯾﺔ ﺗﺗواﻓق ﻣﻊ ﻣﺗطﻠﺑﺎت اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ.وﻗد أﻛد ﻏﯾر واﺣد ﻣن
اﻟﻣﻬﺗﻣﯾن ﺑﺄن اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ اﻟﺗﻲ ﻫﻲ ﻗوام اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻫﻲ ﻣﺳؤوﻟﯾﺔ اﻟﺗرﺑﯾﺔ واﻟﺗﻌﻠﯾم ،ﻓﺎﻟﺗﻌﻠﯾم أداة اﻟﺗﻧﻣﯾﺔ ،ﻷﺟل ذﻟك

ﻓﺈن اﻟﺳؤال اﻟﻣﻬم ﻫو :ﻛﯾف ﯾﻣﻛن أن ﻧﺳﺎﻋد ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ﻓﻲ ﺗﺣﻘﯾق ﻫذﻩ اﻟﺗﻧﻣﯾﺔ ؟ وﻣﺎ اﻟﺳﺑل اﻟﺗﻲ ﺗﻘود اﻟﺗﻌﻠﯾم ﻟﯾﻛون
ﺗﻌﻠﯾﻣﺎ ﻓﺎﻋﻼ وﻣؤﺛار وﻧﺎﺟﺣﺎ؟
وﻻ ﯾﻣﻛن اﻟﺣدﯾث ﻋن اﻟﺗﻧﻣﯾﺔ ﺑﻣﻌزل ﻋن اﻟﺣوﻛﻣﺔ ،ﻓﻬﻧﺎك ﺗﺄﻛﯾد ﻋﻠﻰ أن اﻟﺣوﻛﻣﺔ أﺳﺎس ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻟﺣﻘﯾﻘﯾﺔ ،ﺑل إن
أﺣد ﺣواﺟز اﻟﺗﻧﻣﯾﺔ وﻋواﺋﻘﻬﺎ ﻓﻲ اﻟدول اﻟﻧﺎﻣﯾﺔ ﯾﺗﺟﻠﻰ ﻓﻲ وﺟود ﺣوﻛﻣﺔ ﺳﯾﺋﺔ ،ﻛﻣﺎ ﯾؤﻛدﻩ ﻛوﻟر ) .(Collier,2007وﻋﻠﻰ
ﻫذا اﻷﺳﺎس ﺣرﺻت اﻟدول اﻟﻣﺗﻘدﻣﺔ ﻋﻠﻰ رﺑط اﻟﺣوﻛﻣﺔ ﺑﺎﺳﺗارﺗﯾﺟﯾﺎت اﻟﺗﻧﻣﯾﺔ اﻟﺗﻲ رﺳﻣﺗﻬﺎ ﻟﺗﻛون أﻛﺛر ﻓﺎﻋﻠﯾﺔ وأﻛﺛر ﻧﺟﺎﺣﺎ.
وﻗد ﺑرزت اﻟﺣوﻛﻣﺔ ﻛﺄﺣد اﻷﻧظﻣﺔ اﻟﺗﻲ دﺧﻠت ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ﻓﻲ ﻣﺣﺎوﻟﺔ ﻟﻘﯾﺎدﺗﻪ ﻧﺣو ﻓﺿﺎءات واﺳﻌﺔ ﻣن
اﻻﺳﺗﻘﻼﻟﯾﺔ واﻟﻣﺳؤوﻟﯾﺔ واﻟرﻗﺎﺑﺔ واﻟﺷﻔﺎﻓﯾﺔ واﻟﻣﺷﺎرﻛﺔ ،وﺗوظﯾف أﺣدث اﻟﻧظم واﻟﻧظرﯾﺎت اﻹدارﯾﺔ اﻟﺗﻲ ﺗﻘود إﻟﻰ اﻻﺳﺗﺛﻣﺎر

اﻷﻣﺛل ﻟﻠﻣوارد اﻟﻣﺎدﯾﺔ واﻟﺑﺷرﯾﺔ واﻟﻌﻠﻣﯾﺔ ،إذ أﺛﺑت ﻫذا اﻟﻧظﺎم ﻓﺎﻋﻠﯾﺔ ﻛﺑﯾرة ﻓﻲ ﻛﺛﯾر ﻣن ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ﻓﻲ اﻟﻌﺎﻟم اﻟﻐرﺑﻲ،
وﻗﺎدﻫﺎ إﻟﻰ ﻣﺳﺗوﯾﺎت ﻣﺗﻘدﻣﺔ ﻓﻲ اﻛﺗﺷﺎف اﻟﻣﻌرﻓﺔ وﺗوظﯾﻔﻬﺎ ،ﻓﺎﻟﺗﻌﻠﯾم أﺳﺎس ﻟﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﺗﻲ أﺻﺑﺣت ﺗرﺗﺑط
ﺑﺎﻻﻗﺗﺻﺎد أﻛﺛر ﻣن أي وﻗت ﻣﺿﻰ ،ﻛﻣﺎ أن اﻟﺣوﻛﻣﺔ ﻫﻲ ﻧظﺎم إداري أﺛﺑت ﻓﺎﻋﻠﯾﺔ ﻛﺑﯾرة ﻓﻲ إﻧﺟﺎح ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ،وﻫﻛذا
ﺳﻠﺳﻠﺔ ﻣن اﻟﻌﻼﻗﺎت اﻟﻣﺗﺷﺎﺑﻛﺔ اﻟﺗﻲ ﯾﺻﻌب ﺗﻔﻛﯾﻛﻬﺎ ،أو ﺗﺣدﯾد ﺗﺄﺛﯾرﻫﺎ اﻟﻣﺗﺑﺎدل ﺑﺷﻛل دﻗﯾق.
وﻓﻲ ﻫذا اﻹطﺎر ظﻬرت أﻫﻣﯾﺔ ﺑﯾﺎن أﺛر ﺗطﺑﯾق اﻟﺣوﻛﻣﺔ ﻛﻧظﺎم إداري ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ
اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ،اﻟذي ﺗزﯾد ﻓﯾﻪ اﻟﺣﺎﺟﺔ إﻟﻰ ﻫذا اﻟﻧوع ﻣن اﻟﺗﻧﻣﯾﺔ أﻛﺛر ﻣن ﻏﯾرﻩ ﻣن اﻟدول اﻟﺗﻲ ﺳﺑﻘﺗﻪ ﻓﻲ ﻫذا
اﻟﻣﺟﺎل ،ﻓﺎﺳﺗﺟﺎﺑﺔ اﻟوطن اﻟﻌرﺑﻲ ﻟﻬذا اﻟﻣطﻠب أﻣر ﻓﻲ ﻏﺎﯾﺔ اﻷﻫﻣﯾﺔ ،ﯾﻣﻛن أن ﺗﻘودﻩ إﻟﻰ اﻟﺧروج ﻣن ﺣﺎﻟﺔ اﻟﺗﻬﻣﯾش
اﻟﻣﻌرﻓﻲ واﻟﺳﯾﺎﺳﻲ واﻻﺟﺗﻣﺎﻋﻲ واﻻﻗﺗﺻﺎدي ،إﻟﻰ اﻟﺣﺿور اﻟﻘوي واﻟﻔﺎﻋل ﺑﯾن أﻣم اﻷرض.
 .1ﻣﺷﻛﻠﺔ اﻟدارﺳﺔ

ﻓﻲ اﻟوﻗت اﻟذي ﺗﻌﺎﻧﻲ ﻓﯾﻪ ﻛﺛﯾر ﻣن اﻟدول اﻟﻌرﺑﯾﺔ ﺣﺎﻟﺔ ﻣن اﻟﺗارﺟﻊ اﻻﻗﺗﺻﺎدي واﻻﺟﺗﻣﺎﻋﻲ واﻟﺳﯾﺎﺳﻲ واﻟﺑﯾﺋﻲ ،ﻛﻣﺎ
ﺟﺎء ﻓﻲ ﻋدد ﻣن ﺗﻘﺎرﯾر اﻷﻣم اﻟﻣﺗﺣدة )اﻟدردري ،(2011 ،ﺗﺑرز اﻟﺣﺎﺟﺔ ﻣﺎﺳﺔ إﻟﻰ اﻟﺑﺣث ﻋن اﻟﺳﺑل اﻟﺗﻲ ﯾﻣﻛن أن ﺗﻘّﯾم
اﻟﻣﻌوج ،وﺗﺻﺣﺢ اﻟﻣﺳﺎر ،وﺗﻌﯾن ﻋﻠﻰ ﺗﺣﻘﯾق ﺧطوات ﻣﺗﻘدﻣﺔ ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻟﺷﺎﻣﻠﺔ.

وﺑﺎﻟرﻏم ﻣن اﻟطﻔرة اﻟﺗﻌﻠﯾﻣﯾﺔ ﻓﻲ اﻟﻣﻧطﻘﺔ اﻟﻌرﺑﯾﺔ ،إﻻ أن اﻟﻧظم اﻟﺣﺎﻟﯾﺔ ﻻ ﺗﻠﺑﻲ اﺣﺗﯾﺎﺟﺎت اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ،

ﺧﺻوﺻﺎ ﻓﻲ إطﺎر ﺗوﺳﻊ اﻟﻌوﻟﻣﺔ واﻟﺗﻐﯾارت اﻟﺗﻛﻧوﻟوﺟﯾﺔ ،واﻟﺳﻛﺎﻧﯾﺔ ،ﻛﻣﺎ أن ﺗﻌظﯾم اﻟﻔﺎﺋدة ﻣن اﻟﺗﻌﻠﯾم ﯾﺗطﻠب ﻧظرة ﺟدﯾدة
ﻟﻌﻣﻠﯾﺔ اﻹﺻﻼح ﺗﻌﺗﻣد ﺗﺣﻔﯾز ﻣﻘدﻣﻲ اﻟﺧدﻣﺔ ،وﺗﻔﻌﯾل دور اﻟﻣﻧﺗﻔﻌﯾن ﺑﻬﺎ )اﻟﺣرﺑش.(2006،
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وﻓﻲ اﻟوﻗت اﻟذي أﺛﺑﺗت ﻓﯾﻪ اﻟدارﺳﺎت واﻟﺑﺣوث واﻟواﻗﻊ اﻟﻌﻣﻠﻲ ﻟﺗطﺑﯾق ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ﻧﺟﺎﻋﺔ ﻫذا اﻟﻧظﺎم ودورﻩ
اﻟﻔﺎﻋل ﻓﻲ ﺗﺟوﯾد اﻟﻌﻣل واﻟﻣﺧرﺟﺎت واﻟﻧﺗﺎﺋﺞ ،ﺳواء ﻓﻲ اﻟﻘطﺎع اﻟﺧﺎص أو اﻟﻌﺎم ،ﻓﺈن اﻟﺣﺎﺟﺔ ﺗﺑدو ﺟﻠﯾﺔ ﻓﻲ اﻟﻛﺷف ﻋن
اﻟﺗﺄﺛﯾر اﻹﯾﺟﺎﺑﻲ اﻟﻣﺗوﻗﻊ ﻟﺗطﺑﯾق ﻧظﺎم اﻟﺣوﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻟﻣﺗﻣﺛﻠﺔ ﺑﺎﻟﺟﺎﻣﻌﺎت ،واﻧﻌﻛﺎس ذﻟك ﻋﻠﻰ ﺗﺣﻘﯾق
ﺗﻧﻣﯾﺔ ﺣﻘﯾﻘﯾﺔ ،ﺧﺻوﺻﺎ ﻓﻲ اﻟﺟﺎﻧب اﻻﻗﺗﺻﺎدي واﻻﺟﺗﻣﺎﻋﻲ .وﻋﻠﯾﻪ ﯾﻣﻛن ﺗﺣدﯾد ﻣﺷﻛﻠﺔ اﻟدارﺳﺔ ﺑﺎﻟﺳؤال اﻟرﺋﯾس اﻟﺗﺎﻟﻲ:
ﻣﺎ أﺛر ﺣوﻛﻣﺔ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ؟
وﯾﺗﻔرع ﻫذا اﻟﺳؤال إﻟﻰ اﻷﺳﺋﻠﺔ اﻟﻔرﻋﯾﺔ اﻟﺗﺎﻟﯾﺔ:
 -ﻣﺎ ﻣﻔﻬوم ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ وﻣرﺗﻛازﺗﻬﺎ اﻷﺳﺎﺳﯾﺔ وأﻫداﻓﻬﺎ؟

 ﻣﺎ اﻟﻣارد ﺑﺎﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،وﻣﺎ ﻫﻲ ﻋﻧﺎﺻرﻫﺎ وأﻫداﻓﻬﺎ؟ -ﻣﺎ اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ؟.

 ﻣﺎ دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ؟ ﻣﺎ دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ؟ ﻣﺎﻫﻲ ﻣﻘﺗرﺣﺎت ﺗﻔﻌﯾل دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ؟ .2ﻣﻧﻬﺞ اﻟدارﺳﺔ

ﺗﻌﺗﻣد اﻟدارﺳﺔ اﻟﻣﻧﻬﺞ اﻟوﺻﻔﻲ اﻟﺗﺣﻠﯾﻠﻲ ﻓﻲ ﻣﻧﺎﻗﺷﺔ ﻣوﺿوﻋﻬﺎ واﻷﺳﺋﻠﺔ اﻟﻣﻧﺑﺛﻘﺔ ﻋن ﻣﺷﻛﻠﺗﻬﺎ ،وﻫو اﻟﻣﻧﻬﺞ اﻟذي
ﯾدرس ظﺎﻫرة أو ﻗﺿﯾﺔ أو ﺣﺎﻟﺔ ﺑﻘﺻد ﺗﺷﺧﯾﺻﻬﺎ ،وﻓﻬﻣﻬﺎ ،وﺗﺣدﯾد اﻟﻌﻼﻗﺎت ﺑﯾن ﻋﻧﺎﺻرﻫﺎ ،أو ﺑﯾﻧﻬﺎ وﺑﯾن ظواﻫر وﻗﺿﺎﯾﺎ
أﺧرى ،ﻣﺗﺿﻣﻧﺎ اﻟﺗﺣﻠﯾل واﻟﺗﻔﺳﯾر ﻟﻠوﺻول إﻟﻰ ﺗﻌﻣﯾﻣﺎت ﻣﻔﯾدة وذات ﻣﻌﻧﻰ .وﻗد ﺗﻣت اﻻﺳﺗﻔﺎدة ﻓﻲ ﺟﻣﻊ ﺑﯾﺎﻧﺎﺗﻬﺎ ﻣن اﻟرﺟوع
إﻟﻰ اﻷدﺑﯾﺎت اﻟﻧظرﯾﺔ اﻟﻣرﺗﺑطﺔ ﺑﺎﻟﺣوﻛﻣﺔ ،واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،واﻟﺗﻘﺎرﯾر اﻟدوﻟﯾﺔ ،واﻟﺑﺣوث اﻟﻌﻠﻣﯾﺔ اﻟﻣﺗﻌﻠﻘﺔ ﺑﺄﺳﺋﻠﺗﻬﺎ ،واﻟواﻗﻊ
اﻟﺗطﺑﯾﻘﻲ ﻟﻣﺗﻐﯾارت اﻟدارﺳﺔ.
 .3أﻫﻣﯾﺔ اﻟدارﺳﺔ

ﺗﻧﺑﺛق أﻫﻣﯾﺔ ﻫذﻩ اﻟدارﺳﺔ ﻣن أﻫﻣﯾﺔ ﻣوﺿوﻋﻬﺎ ،وﻫو ﺣوﻛﻣﺔ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن
اﻟﻌرﺑﻲ ،اﻟذي ﻫو ﻓﻲ أﻣس اﻟﺣﺎﺟﺔ إﻟﻰ ﺗوظﯾف ﻛل اﻹﻣﻛﺎﻧﺎت واﻵﻟﯾﺎت واﻟﻧظم اﻟﺗﻲ ﺗﻘود إﻟﻰ اﻹﺻﻼح اﻻﻗﺗﺻﺎدي
واﻻﺟﺗﻣﺎﻋﻲ واﻟﺑﯾﺋﻲ ،ﻓﻲ ظل اﻟﺗارﺟﻊ اﻟﻛﺑﯾر ﻟﻠواﻗﻊ اﻟﻌرﺑﻲ ﻓﻲ ﻫذا اﻟﺷﺄن .ﻛﻣﺎ ﺗظﻬر أﻫﻣﯾﺗﻬﺎ ﻣن أﻫﻣﯾﺔ ﻣﺎ ﺗﻘدﻣﺔ ﻣن ﺷواﻫد
ﻷﺻﺣﺎب اﻟﻘارر واﻟﻣﺳؤوﻟﯾن ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ﺣﯾﺎل ﺿرورة اﻻﻧﺗﻘﺎل إﻟﻰ ﺗطﺑﯾق ﻧظﺎم اﻟﺣوﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ،
واﻟﻣﻘﺗرﺣﺎت اﻟﺗﻲ ﺗﺳﺎﻋد ﻋﻠﻰ ذﻟك.
 .4ﺧطﺔ اﻟدارﺳﺔ

ﺗﻧﺎوﻟت ﻫذﻩ اﻟورﻗﺔ اﻟﺣدﯾث ﻋن ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،وﻣﺑﺎدﺋﻬﺎ ،وأﻫداﻓﻬﺎ ،ودورﻫﺎ اﻟﻔﺎﻋل ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ
اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ،اﻟذي ﯾﻔﺗﻘر إﻟﻰ ﺟواﻧب ﻋدﯾدة ﻣن اﻟﺗﻧﻣﯾﺔ ،ﻣن ﺧﻼل اﺳﺗﻌارض ﻣﺟﻣوﻋﺔ ﻣن اﻟﻣﺑﺎﺣث
اﻟﻣرﺗﺑطﺔ ﺑﻣوﺿوع اﻟورﻗﺔ ﻋﻠﻰ اﻟﻧﺣو اﻟﺗﺎﻟﻲ :

 ﻣﻔﻬوم ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ وﻣرﺗﻛازﺗﻬﺎ اﻷﺳﺎﺳﯾﺔ وأﻫداﻓﻬﺎ. اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ )اﻟﻣﻔﻬوم  -اﻟﻌﻧﺎﺻر  -اﻷﻫداف(. اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ. دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ. دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ.22
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

 ﻣﻘﺗرﺣﺎت ﺗﻔﻌﯾل دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ. .1.4ﻣﻔﻬوم ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ وﻣرﺗﻛازﺗﻬﺎ اﻷﺳﺎﺳﯾﺔ وأﻫداﻓﻬﺎ
أوﻻ -اﻟﻣﻔﻬوم

ﻗﺑل اﻟدﺧول ﻓﻲ ﺗﻔﺻﯾﻼت ﻣﻔﻬوم ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻻ ﺑد ﻣن اﻟﺗﺄﻛﯾد ﻋﻠﻰ أن ﻣﻘﺻود اﻟدارﺳﺔ ﺑﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم
اﻟﻌﺎﻟﻲ ،ﻫو ذﻟك اﻟﻧظﺎم اﻹداري اﻟﻣﻌﺗﻣد ﺗطﺑﯾﻘﻪ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻟﻣﺗﻣﺛﻠﺔ ﺑﺎﻟﺟﺎﻣﻌﺎت ،واﻟذي ﯾﻘوم ﻋﻠﻰ ﻣﺟﻣوﻋﺔ
ﻣن اﻟﻣﺑﺎدئ اﻟﻣﺗﻌﻠﻘﺔ ﺑﺎﻟﻔﺎﻋﻠﯾﺔ اﻟﺗﻧظﯾﻣﯾﺔ واﻟﻣﺷﺎرﻛﺔ واﻟﺷﻔﺎﻓﯾﺔ واﻟﻣﺳﺎءﻟﺔ واﻟرﻗﺎﺑﺔ واﻻﺳﺗﻘﻼﻟﯾﺔ ،وﯾﺳﺗﻧد إﻟﻰ إطﺎر ﻋﺎم وأﻫداف
واﺳﺗارﺗﯾﺟﯾﺔ ﺗﺗواﻓق ﻣﻊ ﻫذﻩ اﻟﻣﺗطﻠﺑﺎت وﺗﺳﺎﻋد ﻋﻠﻰ ﺗﺑﻧﯾﻬﺎ.

وﻟن ﻧﻘف ﻋﻧد اﻟﺣدﯾث ﻋن ﻧﺷﺄة اﻟﺣوﻛﻣﺔ وﺑداﯾﺎﺗﻬﺎ ،ﻓذﻟك ﻣﺳطر ﻓﻲ ﻛﺗﺎﺑﺎت ﻛﺛﯾر ﻣن اﻟﻣﻬﺗﻣﯾن ،وﻟﻛﻧﻧﺎ ﻧؤﻛد ﻋﻠﻰ
أن ﻫذﻩ اﻟﺑداﯾﺎت ﻛﺎﻧت ﻓﻲ اﻟﻘطﺎع اﻟﺧﺎص واﻟﺷرﻛﺎت اﻟﺗﻲ ﻋﺎﻧت ﻣن اﻻﺳﺗﺑداد اﻹداري ،وﺳوء اﻹدارة ﺣﺗﻰ أﺿﺣت ﺑﺣﺎﺟﺔ
إﻟﻰ ﻧظﺎم ﺟدﯾد ﯾﻌﺎﻟﺞ ﻫذﻩ اﻹﺷﻛﺎﻻت ،وﯾزﯾد ﻣن ﻓرص اﻟﻧﺟﺎح.
وﻗد اﻧﺗﻘل ﺗطﺑﯾق ﻧظﺎم اﻟﺣوﻛﻣﺔ إﻟﻰ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ،ﻣارﻋﯾﺎ ﺧﺻوﺻﯾﺔ ﻫذﻩ اﻟﻣؤﺳﺳﺎت ،وطﺑﯾﻌﺔ أﻧﺷطﺗﻬﺎ وأدوارﻫﺎ،
ﻓﻛﺎﻧت ﺑداﯾﺔ ظﻬور ﻫذا اﻟﻣﻔﻬوم ﻓﻲ ﺗﺻﻧﯾف ﻛﻼرك ﻟﻠﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﯾﺔ اﻟذي وﺿﻌﻪ ﻋﺎم  ،1983وﺗﻧﺎول ﻓﯾﻪ ﻋددا ﻣن
اﻟﻘﺿﺎﯾﺎ اﻟﻣرﺗﺑطﺔ ﺑﺄﻫداف اﻟﺟﺎﻣﻌﺔ ،وطرﯾﻘﺔ ﺗﻧﻔﯾذﻫﺎ ،وآﻟﯾﺔ اﻟﻌﻣل اﻟﻣﺗﺑﻌﺔ ﺑﺎﻟﺟﺎﻣﻌﺎت ،واﻹﻧﺟﺎازت اﻟﺗﻲ ﯾﺟب أن ﺗﺣﻘﻘﻬﺎ
)ﺑرﻧﺎﻣﺞ ﻣﺑﺎدرة اﻟﻌﺎﻟم اﻟﻌرﺑﻲ وﻣرﻛز اﻟﺗﻛﺎﻣل اﻟﻣﺗوﺳطﻲ.(2011 ،

ﻟﻘد أﻓرزت اﻟﺗﺣدﯾﺎت اﻟﺗﻲ واﺟﻬت وﻣﺎازﻟت ﺗواﺟﻪ اﻟﺟﺎﻣﻌﺎت اﻟﺣﺎﺟﺔ إﻟﻰ دﺧول ﻣﻔﻬوم ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻟﻬذﻩ

اﻟﻣؤﺳﺳﺎت ،ﻓﻣواﻛﺑﺔ ﻋوﻟﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،واﻟﻣﻧﺎﻓﺳﺔ اﻟﻌﺎﻟﻣﯾﺔ ﻋﻠﻰ اﻟﺻﻌﯾدﯾن اﻻﻗﻠﯾﻣﻲ واﻟدوﻟﻲ ،واﻟﺣﺎﺟﺔ إﻟﻰ ﻣﺳﺎﯾرة
ﻣﺗطﻠﺑﺎت اﻟﻌﺻر ،واﻻﻧﻔﺟﺎر اﻟﻣﻌرﻓﻲ ،وﺑروز أﻫﻣﯾﺔ اﻟﻣﺷﺎرﻛﺔ اﻟﻣﺟﺗﻣﻌﯾﺔ ﻓﻲ اﻟﺗﻌﻠﯾم ،وﺗﻐﯾر ﺣﺎﺟﺎت اﻟﻣﺗﻌﻠﻣﯾن واﻟﻣﻬﺎارت
اﻟﻣطﻠوﺑﺔ ﻣﻧﻬم ،وﺗﺣﻘﯾق ﺗﻧﻣﯾﺔ ﻣﺳﺗداﻣﺔ وﺷﺎﻣﻠﺔ ،وﻣﺎ ﯾﺷﻬدﻩ اﻟﻌﺎﻟم ﻣن ﺗﺣوﻻت اﻗﺗﺻﺎدﯾﺔ وﺳﯾﺎﺳﯾﺔ واﺟﺗﻣﺎﻋﯾﺔ؛ ﻛل ذﻟك ﻗﺎد
إﻟﻰ ﺿرورة اﻟﺑﺣث ﻋن أدوات ﺟدﯾدة ﺗﺳﺎﻋد ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم ﻋﻠﻰ اﻻرﺗﻘﺎء ﺑﺄداﺋﻬﺎ وﻋﻣﻠﯾﺎﺗﻬﺎ وﻣﺧرﺟﺎﺗﻬﺎ.
وﻣن ﻫﻧﺎ ﺑرزت اﻟﺣوﻛﻣﺔ ﻛﺈطﺎر ﻋﻣل ﺟدﯾد ﯾﻔﺗﺢ اﻟﻣﺟﺎل ﻟﻣﻣﺎرﺳﺔ ﺳﻠطﺎت اﻹدارة اﻟرﺷﯾدة ،ﻣن ﺧﻼل ﺗﻔﻌﯾل ﻣﺟﻣوﻋﺔ
ﻣن اﻟﻣﺑﺎدئ اﻟﻘﺎﺋﻣﺔ ﻋﻠﻰ ﺑﻧﺎء ﻧظم ﻋﻣل واﺿﺣﺔ ،وﺧﻠق ﻣﻧﺎخ ﺗﻧظﯾﻣﻲ ﯾﻘوم ﻋﻠﻰ ﻣﺷﺎرﻛﺔ اﻟﻣﺧﺗﺻﯾن وأﺻﺣﺎب اﻟﻌﻼﻗﺔ
ﺑﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺻﻧﺎﻋﺔ اﻟﻘارارت وﻣﻧﺎﻗﺷﺗﻬﺎ ،وﻓﻲ ﻣارﻗﺑﺔ اﻟﻣوازﻧﺎت واﻟﻣوارد ،وﻓﻲ اﻟﺗﻘﯾﯾم واﻟرﻗﺎﺑﺔ واﻟﻣﺣﺎﺳﺑﺔ،
وﻓﻲ ﺗﻌزﯾز اﻻﺳﺗﻘﻼﻟﯾﺔ واﻟﻣﺳؤوﻟﯾﺔ واﻹﻓﺻﺎح.

وﻓﻲ ﺑﯾﺎن ﻟﻬدف ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺔ ﯾورد ﺳارج اﻟدﯾن وزﻣﻼؤﻩ ) (2009ﺑﺄن ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺔ ﺗﻌﻧﻲ ﺗﺣوﯾل اﻟﺟﺎﻣﻌﺔ إﻟﻰ

ﻣﺻدر ﻟﻠﺗﻣﯾز واﻟﺟودة ﻓﻲ اﻷداء ،وﻣرﻛز ﻟﻺﻧﺗﺎج اﻟﻌﻠﻣﻲ ،وﻣؤﺳﺳﺔ ﺑﻧﺎء وﺗﻧﻣﯾﺔ ﻟﻠﻘدارت اﻟﺑﺷرﯾﺔ ،وﻣﻧﺑﻊ ﻟﻼﺣﺗﯾﺎﺟﺎت
اﻟﻣﺗﺟددة ﻟﻠﻣﺟﺗﻣﻊ ،ﺗﺳﯾر ﻣواﻛﺑﺔ ﻟﻠﺗطوارت اﻹﻗﻠﯾﻣﯾﺔ واﻟدوﻟﯾﺔ ،وﺗﻘود اﻟﻣﺟﺗﻣﻊ إﻟﻰ اﻟﺗطور واﻟرﻗﻲ واﻟﺗﻘدم.
وﻣن ﺟﻬﺗﻪ ﯾرى اﻟﺳر ) (2013ﺑﺄن ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﺗﻌﻧﻲ ﺗطﺑﯾق اﻟﻣﺑﺎدئ واﻟﻣﻌﺎﯾﯾر اﻟﺗﻲ ﺗﺣﻛم أداءﻫﺎ ﺑﺎﻟﺷﻛل
اﻟذي ﯾﺣﻘق ﺳﻼﻣﺔ اﻟﺗوﺟﻬﺎت ،وﺻﺣﺔ اﻟﺗﺻرﻓﺎت ،وﻧازﻫﺔ اﻟﺳﻠوﻛﯾﺎت ،وﯾﺿﻣن ﺗﺣﻘﯾق اﻟﺷﻔﺎﻓﯾﺔ ،واﻟﻣﺳﺎءﻟﺔ واﻟﻣﺷﺎرﻛﺔ ﻣن
ﻗﺑل اﻟﺟﻣﯾﻊ ،وﯾﻐﻠب ﻣﺻﻠﺣﺔ اﻟﺟﺎﻣﻌﺔ ﻋﻠﻰ اﻟﻣﺻﺎﻟﺢ اﻟﻔردﯾﺔ ،ﺑﻣﺎ ﯾؤدي إﻟﻰ ﺗطوﯾر اﻷداء ،وﺣﻣﺎﯾﺔ ﻣﺻﺎﻟﺢ ﺟﻣﯾﻊ اﻷطارف
ذات اﻟﻌﻼﻗﺔ اﻟﻣﺑﺎﺷرة وﻏﯾر اﻟﻣﺑﺎﺷرة ﺑﺎﻟﺟﺎﻣﻌﺔ.
وﻗد وﺿﻊ اﻟﺷﻣري ) ،2017ص  (17ﺗﻌرﯾﻔﺎ ﺷﺎﻣﻼ ﻟﻬدف ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﯾﻧص ﻋﻠﻰ أﻧﻬﺎ "ﻣﻧﻬﺞ وطرﯾق ﻋﻣل
ﯾﺗم ﻣن ﺧﻼﻟﻪ ﺗوﺟﯾﻪ ٕوادارة اﻟﺟﺎﻣﻌﺔ ،وﯾﺣدد اﻟﻌﻼﻗﺎت ﺑﯾن ﻋﻧﺎﺻرﻫﺎ اﻟﻣﺧﺗﻠﻔﺔ ،ﻓﻲ إطﺎر ﻣﺟﻣوﻋﺔ ﻣن اﻟﻘواﻧﯾن اﻟﺗﻲ ﺗﺿﻣن

اﻟﻣﺷﺎرﻛﺔ ،واﻟﻔﻌﺎﻟﯾﺔ ،واﻟﺷﻔﺎﻓﯾﺔ ،واﻟﻣﺳﺎءﻟﺔ ،واﻻﺳﺗﻘﻼﻟﯾﺔ ،ﺑﺣﯾث ﺗﺣدد ﻫذﻩ اﻟﻣﺑﺎدئ ﻣوﻗﻊ وأدوار ﺟﻣﯾﻊ اﻷطارف ذات اﻟﻌﻼﻗﺔ
ﺑﻌﻣل اﻟﺟﺎﻣﻌﺔ ،وﺗوﺟﻪ أداءﻫم ﻧﺣو اﻟﺗﻣﯾز واﻟﻣﻧﺎﻓﺳﺔ ،وﺗﻣﺛل إطﺎار ﻋﺎﻣﺎ ﻟﻠﻌﻣل داﺧل اﻟﺟﺎﻣﻌﺔ وﺧﺎرﺟﻬﺎ".
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

ﺛﺎﻧﯾﺎ  -ﻣرﺗﻛازت اﻟﺣوﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

ﺗﻘوم اﻟﺣوﻛﻣﺔ ﺑﺷﻛل ﻋﺎم وﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﺑﺷﻛل ﺧﺎص ﻋﻠﻰ ﻣﺟﻣوﻋﺔ ﻣن اﻟﻣرﺗﻛازت واﻟﻣﺑﺎدئ اﻟﺗﻲ ﺗﺷﻛل أﺳﺎس

وﻣﻧطﻠق ﻋﻣل ﻫذا اﻟﻧظﺎم اﻹداري اﻟﻬﺎم ،وﻗد ﻗﺎﻣت اﻟﻌدﯾد ﻣن اﻟﻣؤﺳﺳﺎت واﻟﻣﻧظﻣﺎت اﻟدوﻟﯾﺔ اﻟﻣﻬﺗﻣﺔ ﺑﺎﻟﺣوﻛﻣﺔ ﺑﺗﻧﺎول ﻫذا

اﻟﻧظﺎم ﺑﺎﻟﺗﺣﻠﯾل واﻟدارﺳﺔ ،ﻟﺗﺻل إﻟﻰ ﻣﺟﻣوﻋﺔ ﻣﺑﺎدئ وﻣرﺗﻛازت ،ﺗﻣﺛل ﻣﺣﺗوى اﻟﺣوﻛﻣﺔ اﻟﻣطﻠوب ﺗطﺑﯾﻘﻪ ﻓﻲ اﻟﺟﺎﻣﻌﺎت،
وﻟﻌل ﻣن أﺑرز ﻫذﻩ اﻟﻣؤﺳﺳﺎت اﻟﺑﻧك اﻟدوﻟﻲ اﻟذي طرح ﺑطﺎﻗﺔ ﻗﯾﺎس ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ،وﻣﻧظﻣﺔ اﻟﺗﻌﺎون اﻻﻗﺗﺻﺎدي
واﻟﺗﻧﻣﯾﺔ ) (OECDاﻟﺗﻲ طرﺣت ﻣؤﺷارت اﻟﺣوﻛﻣﺔ،ﻛذﻟك ﺑطﺎﻗﺔ ﻗﯾﺎس اﻻﺳﺗﻘﻼﻟﯾﺔ اﻷوروﺑﯾﺔ ،واﻟدﻟﯾل اﻹرﺷﺎدي ﻷﻋﺿﺎء
اﻟﻬﯾﺋﺎت اﻟﺣﺎﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ اﻟﻣﻣﻠﻛﺔ اﻟﻣﺗﺣدة ،إﺿﺎﻓﺔ إﻟﻰ ﻋدد ﻣن اﻟﻣؤﺗﻣارت واﻟﻧدوات اﻟﺗﻲ ﺗﻧﺎوﻟت
اﻟﻣوﺿوع ،ﻟﻌل آﺧرﻫﺎ اﻟﻣؤﺗﻣر اﻟدوﻟﻲ ﻟﻠﺣوﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻟذي ﻋﻘد ﺑﺟﺎﻣﻌﺔ اﻟﺷرق اﻷوﺳط ﺑﺎﻟﻣﻣﻠﻛﺔ
اﻷردﻧﯾﺔ .وﻗد أوردت ﻫذﻩ اﻟﺟﻬﺎت اﻟﻣﻬﺗﻣﺔ ﻋددا ﻣن اﻟﻣرﺗﻛازت واﻟﻣﺑﺎدئ اﻟﺗﻲ ﺗﺳﺗﻧد إﻟﯾﻬﺎ ﺣوﻛﻣﺔ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ
ﻛﺎن أﻫﻣﻬﺎ:
-

اﻹطﺎر اﻟﻌﺎم واﻟرﺳﺎﻟﺔ واﻷﻫداف واﻻﺳﺗارﺗﯾﺟﯾﺔ :وﺗﻌﻧﻲ اﻟﺑﯾﺋﺔ اﻟﺣﺎﺿﻧﺔ ﻟﻠﻧظﺎم ﺑﻣﺎ ﻓﯾﻬﺎ طﺑﯾﻌﺔ اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺟﺎﻣﻌﺎت

واﻟدوﻟﺔ ،وﻣﺎ ﺗﻣﺗﻠﻛﻪ ﻫذﻩ اﻟﻣؤﺳﺳﺎت ﻣن أﻧظﻣﺔ وأدﻟﺔ ٕواﺟارءات ﻋﻣل ﻓﻲ إطﺎر رؤﯾﺔ وأﻫداف واﺿﺣﺔ وﻣﺗﺳﻘﺔ ﻣﻊ

اﻻﺳﺗارﺗﯾﺟﯾﺔ اﻟﻣرﺳوﻣﺔ ،وﻣﺗواﻓﻘﺔ ﻣﻊ اﻹﻣﻛﺎﻧﺎت واﻟﻘدارت ،وﻣﺳﺗﺟﯾﺑﺔ ﻟﻣﺗطﻠﺑﺎت اﻟﺣوﻛﻣﺔ اﻟرﺷﯾدة.
-

اﻟﺷﻔﺎﻓﯾﺔ واﻹﻓﺻﺎح :وﺗﻘوم ﻋﻠﻰ ﺣرﯾﺔ ﺗدﻓق اﻟﻣﻌﻠوﻣﺎت اﻟﺻﺣﯾﺣﺔ واﻟدﻗﯾﻘﺔٕ ،واﺗﺎﺣﺗﻬﺎ ﻟﻠﻣﻬﺗﻣﯾن وأﺻﺣﺎب اﻟﺷﺄن ﺑﻣﺎ

ﯾﺿﻣن ﻓﻬم ﺟﻣﯾﻊ اﻟﻌﻣﻠﯾﺎت اﻟﺗﻲ ﺗﺗم داﺧل اﻟﺟﺎﻣﻌﺔ ،ﺳواء ﻓﻲ اﻟﺟﺎﻧب اﻷﻛﺎدﯾﻣﻲ أو اﻹداري أو اﻟﻣﺎﻟﻲ ،إﺿﺎﻓﺔ إﻟﻰ

اﻟوﺿوح ﻓﻲ ﺗطﺑﯾق اﻟﻧظم واﻟﻠواﺋﺢ واﻟﺗﺷرﯾﻌﺎت اﻟﻣرﺳوﻣﺔ ﻟﻠﺟﺎﻣﻌﺔ ،وذﻟك ﺑﻣﺎ ﯾﻛﻔل ﺻﻧﺎﻋﺔ اﻟﻘارر اﻟﺻﺣﯾﺢ
واﻟﻣﻧﺎﺳب.
-

اﻟﻣﺳﺎءﻟﺔ واﻟرﻗﺎﺑﺔ :وﺗﺳﺗﻧد إﻟﻰ ﻣﺳؤوﻟﯾﺔ اﻟﻘﯾﺎدات وﻣﺗﺧذي اﻟﻘارر ﻋﻣﺎ ﯾﻘوﻣون ﺑﻪ ﻣن أﻋﻣﺎل ،وﻣﺎ ﯾﺻدروﻧﻪ ﻣن
ﻗارارت أﻣﺎم اﻟﻣﺳﺗﻔﯾدﯾن ،واﻟﻣﺟﺗﻣﻊ ﻋﻣوﻣﺎ.

-

اﻟﻣﺷﺎرﻛﺔ اﻟداﺧﻠﯾﺔ واﻟﺧﺎرﺟﯾﺔ :وﺗﻌﻧﻲ أﺣﻘﯾﺔ ﻛل ﻓرد داﺧل اﻟﺟﺎﻣﻌﺔ أو ﺧﺎرﺟﻬﺎ ﻣن اﻟﻣﻬﺗﻣﯾن ﺑﺎﻟﻣﺷﺎرﻛﺔ ﻓﻲ اﻟأري أو

ﺻﻧﻊ اﻟﻘارر ،ﻛﻣﺎ ﺗﻌﻧﻲ ﻣﺷﺎرﻛﺔ ﻛل ﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ اﻟﻌﺎﻣﺔ واﻟﺧﺎﺻﺔ ﻓﻲ ﺗﺣﻘﯾق اﻷﻫداف اﻟﻣرﺳوﻣﺔ.
-

اﻻﺳﺗﻘﻼﻟﯾﺔ :وﺗﻌﻧﻲ ﻣﻧﺢ اﻟﺟﺎﻣﻌﺔ اﻟﻘدرة ﻋﻠﻰ اﻟﺗﺧطﯾط اﻟﻔﻌﺎل ﻻﺳﺗﺧدام ﻣﺎ ﻟدﯾﻬﺎ ﻣن ﻣوارد ﺑﻛﻔﺎءة ﻋﺎﻟﯾﺔ دون ﻗﯾود،
واﻟﺣرﯾﺔ ﻓﻲ ﺗﻧظﯾم ﺷؤوﻧﻬﺎ وﺗوﺟﯾﻪ أﻧﺷطﺗﻬﺎ ،ورﺳم ﺑارﻣﺟﻬﺎ ﻟﺗﺣﻘﯾق اﻷﻫداف اﻟﺗﻲ وﺿﻌﺗﻬﺎ.
ﺛﺎﻟﺛﺎ  -أﻫداف ﺣوﻛﻣﺔ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

ﻫﻧﺎك اﺗﻔﺎق ﻋﻠﻰ أﻫﻣﯾﺔ دور ﺗطﺑﯾق ﻧظﺎم اﻟﺣوﻛﻣﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺎتٕ ،واﯾﻣﺎن ﺑدورﻫﺎ اﻟﻔﺎﻋل ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ

اﻟﺗﻲ ﻫﻲ أﺳﺎس اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﺷﺎﻣﻠﺔ ،وﻟﻌل اﻟﻬدف اﻟﻌﺎم ﻣن ﺗطﺑﯾق ﻫذا اﻟﻧظﺎم ﻫو ﻣواﺟﻬﺔ اﻻﺧﺗﻼﻻت اﻷﻛﺎدﯾﻣﯾﺔ
واﻟﻣﺎﻟﯾﺔ واﻹدارﯾﺔ اﻟﺗﻲ ﺗواﺟﻬﻬﺎ ﻫذﻩ اﻟﺟﺎﻣﻌﺎت ،وﻻ ﺳﯾﻣﺎ ﻣﺎ ﯾﺗﺻل ﺑﺣﻘوق اﻷطارف ذات اﻟﻌﻼﻗﺔ ،وﻛذﻟك ﻣﺎ ﯾﺗﺻل ﺑﺗﺣﻘﯾق
اﻷﻫداف اﻟﻣﻧوطﺔ ﺑﻬﺎ ،إﻟﻰ ﺟﺎﻧب اﺳﺗﺧدام اﻟﻣوارد اﻟﻣﺗﺎﺣﺔ ﻟدﯾﻬﺎ )ﺑﺎﻣﺧرﻣﺔ وﺑﺎطوﯾﺢ .(2010 ،وﯾﻣﻛن اﺳﺗﺧﻼص ﻣﺟﻣوﻋﺔ
ﻣن اﻷﻫداف اﻟﺗﻔﺻﯾﻠﯾﺔ اﻟﺗﻲ ﯾﺳﻌﻰ ﻧظﺎم اﻟﺣوﻛﻣﺔ إﻟﻰ ﺗﺣﻘﯾﻘﻬﺎ ﻓﻲ اﻟﺟﺎﻣﻌﺎت ﯾﻣﻛن اﺳﺗﻌارﺿﻬﺎ ﺑﺎﻟﺗﺎﻟﻲ:
 ﺑﻧﺎء ﻧظﺎم ﻋﻣل ﻓﺎﻋل ﯾﺗﺿﻣن ﺳﯾﺎﺳﺎت وﺗﺷرﯾﻌﺎت ﻣﺗواﻓﻘﺔ ﻣﻊ ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ،وﺗﺣﺳﯾن اﻟﻛﻔﺎءة اﻹدارﯾﺔ ﻟﻠﺟﺎﻣﻌﺎتﺑﻣﺎ ﯾﺿﻣن ﻓﺎﻋﻠﯾﺔ اﻹدارة وﻛﻔﺎءﺗﻬﺎ ﻓﻲ ﺗﻧﻔﯾذ ﻫذﻩ اﻟﺳﯾﺎﺳﺎت واﻟﺗﺷرﯾﻌﺎت وﻣﺗﺎﺑﻌﺗﻬﺎ.
 ﺗﻣﻛﯾن أطارف اﻟﻌﻣل ﻣن اﻷﻛﺎدﯾﻣﯾﯾن واﻟطﻠﺑﺔ واﻹدارﯾﯾن ﻣن اﻟﻣﺷﺎرﻛﺔ اﻟﻔﺎﻋﻠﺔ ﻓﻲ ﺻﻧﻊ اﻟﻘارر. اﻻﺳﺗﻌﻣﺎل اﻷﻣﺛل ﻟﻠﻣوارد اﻟﻣﺗﺎﺣﺔ ﻟﻠﺟﺎﻣﻌﺎت ﺑﺄﻋﻠﻰ درﺟﺔ ﻣن اﻟﻛﻔﺎءة وأﻗل ﻧﺳﺑﺔ ﻣن اﻟﻬدر. إﺷارك ﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ اﻟﻌﺎﻣﺔ واﻟﺧﺎﺻﺔ ﻓﻲ رﺳم اﻟﺳﯾﺎﺳﺎت واﻟﺧطط وﺗﻧﻔﯾذﻫﺎ.24
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 ﺑﻧﺎء ﻫﯾﺎﻛل إدارﯾﺔ ﻓﺎﻋﻠﺔ ﺗﺣدد اﻷدوار واﻟﻣﺳؤوﻟﯾﺎت ﺑﺎﻟﺷﻛل اﻟذي ﯾﻣﻧﺢ اﻟﺣق ﻓﻲ اﻟﻣﺳﺎءﻟﺔ واﻟﻣﺣﺎﺳﺑﺔ .وزﯾﺎدة ﻛﻔﺎءةاﻟرﻗﺎﺑﺔ ﻋﻠﻰ اﻟﻌﻣﻠﯾﺎت.
 ﺑﻧﺎء ﻣؤﺷارت أداء ﯾﻣﻛن ﺗﺣﻘﯾﻘﻬﺎ وﻗﯾﺎﺳﻬﺎ وﺗﻘﯾﯾﻣﻬﺎ. ﺗﻌزﯾز اﻟﺛﻘﺔ واﻟﻣﺻداﻗﯾﺔ واﻟﻌداﻟﺔ داﺧل ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ. زﯾﺎدة ﺟودة ﻣﺧرﺟﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ورﺑطﻬﺎ ﺑﺎﺣﺗﯾﺎﺟﺎت ﺳوق اﻟﻌﻣل. إﺷﺎﻋﺔ اﻟدﯾﻣﻘارطﯾﺔ واﻟﻌداﻟﺔ وﻣارﻋﺎة ﺣﻘوق اﻟﺟﻣﯾﻊ. اﻟﺣد ﻣن اﺳﺗﻘﻼل اﻟﺳﻠطﺔ ﻓﻲ ﻏﯾر ﻣﺻﻠﺣﺔ ﻣؤﺳﺳﺔ اﻟﺗﻌﻠﯾم. -اﻟﺗﺄﻛﯾد ﻋﻠﻰ اﻻﻟﺗازم ﺑﺎﻷﻧظﻣﺔ واﻟﻠواﺋﺢ واﻟﻘﺎﻧون.

 .2.4اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ )اﻟﻣﻔﻬوم  -اﻟﻌﻧﺎﺻر  -اﻷﻫداف(

ظﻬر ﻣﻔﻬوم اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ ﻛﺗﺎﺑﺎت ﺑﻌض اﻻﻗﺗﺻﺎدﯾﯾن ﻓﻲ ﺳﺑﻌﯾﻧﺎت اﻟﻘرن اﻟﻣﺎﺿﻲ أﻣﺛﺎل ﺳوﻟو )1974

(Solow,و ﻫﺎرﺗوك ) ،(Hartwick,1977ﻛﻣﺎ ﺑرز ﻫذا اﻟﻣﺻطﻠﺢ ﻓﻲ ﻣؤﺗﻣر ﺳﺗوﻛﻬوﻟم ﻋﺎم  ،1972وﻓﻲ ﻣؤﺗﻣر رﯾودي
ﺟﺎﻧﯾرو ﻋﺎم  ،1992واﻟﻣﺳﻣﻰ ﺑﻣؤﺗﻣر ﻗﻣﺔ اﻷرض واﻟذي أﻗر ﻣﺑدأ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﻬدف اﻟوﻓﺎء ﺑﺣﺎﺟﺎت اﻟﺑﺷر ،وﺗﺣﻘﯾق
اﻟرﻋﺎﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ ﻋﻠﻰ اﻟﻣدى اﻟطوﯾل ،ﻣﻊ اﻟﺣﻔﺎظ ﻋﻠﻰ ﻗﺎﻋدة اﻟﻣوارد اﻟﺑﺷرﯾﺔ واﻟطﺑﯾﻌﯾﺔ ،واﻟﺣد ﻣن اﻟﺗدﻫور اﻟﺑﯾﺋﻲ ،وذﻟك
ﻣن ﺧﻼل ﺧﻠق ﺗوازن دﯾﻧﺎﻣﯾﻛﻲ ﺑﯾن اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ ﻣن ﺟﻬﺔٕ ،وادارة اﻟﻣوارد وﺣﻣﺎﯾﺔ اﻟﺑﯾﺋﺔ ﻣن ﺟﻬﺔ أﺧرى .

ﻛﻣﺎ ﺑرز اﻫﺗﻣﺎم ﺟﺎﻣﻌﺔ اﻟدول اﻟﻌرﺑﯾﺔ ﺑﻬذا اﻟﻣﻔﻬوم ﻣن ﺧﻼل ﻣﺑﺎدرة اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟﻣﻧطﻘﺔ اﻟﻌرﺑﯾﺔ اﻟﺗﻲ

ﻗدﻣﺗﻬﺎ إﻟﻰ ﻣؤﺗﻣر اﻟﻘﻣﺔ اﻟﻌﺎﻟﻣﻲ ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﺟوﻫﺎﻧﺳﺑرج .2002وﻓﻲ ﻋﺎم  2004اﻋﺗﻣدت اﻟﻘﻣﺔ اﻟﻌرﺑﯾﺔ اﻟﻣﺑﺎدرة
اﻟﻌرﺑﯾﺔ ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،واﻟﺗﻲ أﺟﯾز ﺗﻧﻔﯾذﻫﺎ ﻓﯾﻣﺎ ﺑﻌد ﻓﻲ ﻗﻣﺔ اﻟﺟازﺋر ﻋﺎم .2005
وﻋﻠﻰ اﻟرﻏم ﻣن وﺟود ﻛﺛﯾر ﻣن اﻟﺧﻠط ﺑﯾن ﺗﻌرﯾف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وﺷروطﻬﺎ وﻣﺗطﻠﺑﺎﺗﻬﺎ ،إﻻ أن ﺗﻘرﯾر اﻟﻣوارد
اﻟﻌﺎﻟﻣﯾﺔ اﻟذي ﻧﺷر ﻋﺎم  1982وزع اﻟﺗﻌرﯾﻔﺎت اﻟﺗﻲ ﺗﻧﺎوﻟت اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ إﻟﻰ أرﺑﻌﺔ أﺷﻛﺎل ﻫﻲ :ﺗﻌرﯾﻔﺎت اﻗﺗﺻﺎدﯾﺔ،

وﺗﻌرﯾﻔﺎت ﺑﯾﺋﯾﺔ ،وﺗﻌرﯾﻔﺎت اﺟﺗﻣﺎﻋﯾﺔ إﻧﺳﺎﻧﯾﺔ ،وﺗﻌرﯾﻔﺎت ﺗﻘﻧﯾﺔ إدارﯾﺔ ،ﺛم ﺑﯾن أن اﻟﻘﺎﺳم اﻟﻣﺷﺗرك ﻟﻬذﻩ اﻟﺗﻌرﯾﻔﺎت اﻷرﺑﻊ ﻫو

أن اﻟﺗﻧﻣﯾﺔ ﻟﻛﻲ ﺗﻛون ﻣﺳﺗداﻣﺔ ﯾﺟب أن) :ﻣﻧظﻣﺔ اﻻﯾﺳﯾﺳﻛو(2011 ،
-

أﻻ ﺗﺗﺟﺎﻫل اﻟﺿواﺑط واﻟﻣﺣددات اﻟﺑﯾﺋﯾﺔ.

-

أﻻ ﺗؤدي إﻟﻰ دﻣﺎر واﺳﺗﻧازف اﻟﻣوارد اﻟطﺑﯾﻌﯾﺔ.

-

أن ﺗؤدي إﻟﻰ ﺗطوﯾر اﻟﻣوارد اﻟﺑﺷرﯾﺔ.

-

أن ﺗﺣدث ﺗﺣوﻻت ﻓﻲ اﻟﻘﺎﻋدة اﻟﺻﻧﺎﻋﯾﺔ اﻟﺳﺎﺋدة ،وﺗﻘوم ﻋﻠﻰ ﻣﺑدأ أن اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ ﯾﺟب أﻻ ﺗدﻣر
اﻟﺑﯾﺋﺔ ،وأن ﺗﺗم ﺿﻣن ﺣدود ٕواﻣﻛﺎﻧﺎت اﻟﻌﻧﺎﺻر اﻟﺑﯾﺋﯾﺔ.

وﺣول ﻋدم إﻣﻛﺎﻧﯾﺔ ﺗﺣدﯾد ﺗﻌرﯾف واﺣد ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﯾؤﻛد ﺟوﺳﺗﺎﻓو أوﺳﯾﻧﺳﺎ ﺧﺑﯾر اﻟﺗرﺑﯾﺔ ﻓﻲ ﻣﻧظﻣﺔ اﻟﯾوﻧﺳﻛو

ﻋﻠﻰ أن ﻓﻬم ﻫذا اﻟﻣﻔﻬوم ﺑﺷﻛل أﻓﺿل ﯾﺣﺗﺎج ﻣﻧﺎ اﻟﻧظر إﻟﯾﻪ ﺑﺻورة ﻣﺗﻌﻣﻘﺔ ،دون اﻟوﻗوف ﻋﻧد ﻗﯾدﻩ ﻓﻲ ﺗﻌرﯾف ﻣﻌﯾن .وﻗد

ذﻛر ﻋددا ﻣن اﻟﻘواﻋد اﻟﺗﻲ ﯾﻣﻛن أن ﺗﻌطﻲ ﺗﺻوار واﺿﺣﺎ ﻟﻪ؛ أﺑرزﻫﺎ ﻗوﻟﻪ :ﺑﺄن اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻫﻲ اﺳﺗﺟﺎﺑﺔ ﻟﺣﺎﺟﺔ ﻣﻠﺣﺔ
ﻣن أﺟل ﺑﻧﺎء ﺷﻛل ﺟدﯾد ﻟﻠﻌﻼﻗﺎت ﺑﯾن اﻷﻣم ،وﻓﻬم ﺟدﯾد ﻟﻠﺗﻌﺎﯾش اﻟذي ﯾﺷﻛل أﺳﺎﺳﺎ ﻫﺎﻣﺎ ﻟﻠوﺟود اﻹﻧﺳﺎﻧﻲ .ﻛﻣﺎ ﯾذﻛر ﺑﺄن
اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻫﻲ رﺑط اﻻﻫﺗﻣﺎﻣﺎت اﻻﺟﺗﻣﺎﻋﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ ﺑﺷؤون اﻟﺑﯾﺋﺔ .وﯾﻘول أﯾﺿﺎ ﺑﺄن اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻫﻲ رؤﯾﺔ
ﺟدﯾدة ﻟﻠﻣﺳﺗﻘﺑل ،ﺗﺗطﻠب اﻷﺧذ ﺑﺈﺟارءات ﻛﺑﯾرة ﻟﻣواﺟﻬﺔ ﻣﺷﻛﻼت اﻻﺳﺗﻬﻼك واﻹﻧﺗﺎج ،واﻟﻌﻣل ﻋﻠﻰ ﺗﻌزﯾز اﻟﻣﺳﺎواة،
وﻣواﺟﻬﺔ اﻟﻔﻘر ،وﻧﺷر ﻗﯾم اﻟﻌداﻟﺔ واﻟدﯾﻣﻘارطﯾﺔ ،ورﺳم اﻻﺳﺗارﺗﯾﺟﯾﺎت اﻟﺗﻧﻣوﯾﺔ ﻟﻛل ﺷارﺋﺢ اﻟﻣﺟﺗﻣﻊ ،وﻣواﺟﻬﺔ ﻣﺷﻛﻼت اﻟﺑﯾﺋﺔ
)ﻣﺎﻛوﯾن.(2009 ،
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وﯾﻌد اﻟﺗﻌرﯾف اﻟوارد ﻓﻲ ﺗﻘرﯾر ﻟﺟﻧﺔ ﺑرﻧﺗﻼﻧد ) (Brundtlandاﻟذي ﻧﺷرﺗﻪ اﻟﻠﺟﻧﺔ اﻟﻌﺎﻟﻣﯾﺔ ﻟﻠﺑﯾﺋﺔ واﻟﺗﻧﻣﯾﺔ )(WCED
ﻋﺎم  1987ﻣن أﻛﺛر اﻟﺗﻌرﯾﻔﺎت اﻧﺗﺷﺎار ﻟﻬذا اﻟﻣﻔﻬوم ﺣﯾث ﻋرﻓﻬﺎ ﺑﺄﻧﻬﺎ :اﻟﺗﻧﻣﯾﺔ اﻟﺗﻲ ﺗﺣﻘق ﻟﻠﺟﯾل اﻟﺣﺎﺿر ﻣﺗطﻠﺑﺎﺗﻪ
اﻷﺳﺎﺳﯾﺔ واﻟﻣﺷروﻋﺔ ،دون اﻟﻣﺳﺎس ﺑﻘدرة اﻷﺟﯾﺎل اﻟﻘﺎدﻣﺔ ﻋﻠﻰ ﺗﺣﻘﯾق ﺣﺎﺟﺎﺗﻬﺎ )ﻣﺣﻣد .(2013 ،وﯾﻧدرج ﺗﺣت ﻫذا اﻟﺗﻌرﯾف
ﻋدد ﻣن اﻟﻘﺿﺎﯾﺎ اﻟﻬﺎﻣﺔ ،واﻟﺗﻲ ﺗوﺻل ﻟﻬﺎ ﺗﻘرﯾر ﺑرﻧﺗﻼﻧد ،وﻫﻲ  ):ﺑوزﯾد ،2013 ،ص (77
-

اﻟﺗﻧﻣﯾﺔ اﻟﻣطﻠوﺑﺔ ﻻ ﺗﺳﻌﻰ ﻟﺗﻘدم ﺑﺷري داﺋم ﻓﻲ أﻣﺎﻛن ﻗﻠﯾﻠﺔ وﻟﺳﻧوات ﻣﻌدودة ،ﺑل ﻟﻠﺑﺷرﯾﺔ ﺟﻣﻌﺎء ،وﻋﻠﻰ اﻣﺗداد
اﻟﻣﺳﺗﻘﺑل اﻟﺑﻌﯾد.

-

ﻫﻲ ﺗﻧﻣﯾﺔ ﺗﻔﻲ ﺑﺎﺣﺗﯾﺎﺟﺎت اﻟﺣﺎﺿر دون ﻣﺳﺎس ﺑﻘدرة اﻷﺟﯾﺎل اﻟﻘﺎدﻣﺔ ﻋﻠﻰ ﺗوﻓﯾر اﺣﺗﯾﺎﺟﺎﺗﻬﺎ.

ﻣﺳﺗوﯾﺎت اﻟﻣﻌﯾﺷﺔ اﻟﺗﻲ ﺗﺗﺟﺎوز اﻟﺣد اﻷدﻧﻰ ﻣن اﻻﺣﺗﯾﺎﺟﺎت ﻻ ﯾﻣﻛن إداﻣﺗﻬﺎ إﻻ ﻋﻧدﻣﺎ ﺗارﻋﻲ ﻣﺳﺗوﯾﺎت اﻻﺳﺗﻬﻼك
ﻓﻲ ﻛل ﻣﻛﺎن ،وﻣﺗطﻠﺑﺎت اﻹداﻣﺔ ﻋﻠﻰ اﻟﻣدى اﻟﺑﻌﯾد.

-

اﻻﺣﺗﯾﺎﺟﺎت ﻛﻣﺎ ﯾﺗﺻورﻫﺎ اﻟﻧﺎس ﺗﺗﺣدد اﺟﺗﻣﺎﻋﯾﺎ وﺛﻘﺎﻓﯾﺎ ،وﻋﻠﯾﻪ ﻓﺈن اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺗﺗطﻠب ﻧﺷر اﻟﻘﯾم اﻟﺗﻲ ﺗﺷﺟﻊ
ﻋﻠﻰ ﻣﺳﺗوﯾﺎت اﺳﺗﻬﻼك ﻻ ﺗﺗﻌدى ﺣدود اﻟﻣﻣﻛن ﺑﯾﺋﯾﺎ.
 .1.2.4ﻋﻧﺎﺻر اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ

ﻟم ﯾﻛن اﻟﻌﻧﺻر اﻻﻗﺗﺻﺎدي وﻗﺿﺎﯾﺎ اﻟﺑﯾﺋﺔ اﻟﻌواﻣل اﻟﻣؤﺛرة دون ﻏﯾرﻫﺎ ﻓﻲ اﻟﺗﻧﻣﯾﺔ ،ﺑل أﺻﺑﺢ اﻟﺟﺎﻧب اﻻﺟﺗﻣﺎﻋﻲ،
وﻣﺎ ﯾرﺗﺑط ﺑﻪ ﻣن ﺻﺣﺔ وﺗﻌﻠﯾم وﺛﻘﺎﻓﺔ وﺣﻘوق ،ﻣن أﺑرز اﻫﺗﻣﺎﻣﺎت وأﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ رؤﯾﺔ اﻟﻌﺎﻟم اﻟﺟدﯾد.
وﻗد اﺳﺗﺑدﻟت اﻷﻣم اﻟﻣﺗﺣدة ﻓﻲ ﻣدﯾﻧﺔ ﻧﯾوﯾورك ﻣﺎ ﻋرف ﺑـ "اﻷﻫداف اﻹﻧﻣﺎﺋﯾﺔ" ﻟﻸﻟﻔﯾﺔ اﻟﺗﻲ اﻧﺗﻬت دورﺗﻬﺎ ﺑﻧﻬﺎﯾﺔ ﻋﺎم
 2015ﺑﻣﺷروع ﻛوﻧﻲ أﻛﺑر أطﻠق ﻋﻠﯾﻬﺎ اﺳم "اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ  ،”2030وارﺗﻛز ﻫذا اﻟﻣﺷروع ﻋﻠﻰ ﺛﻼﺛﺔ ﻋﻧﺎﺻر أﺳﺎﺳﯾﺔ
ﻫﻲ :اﻟﻌﻧﺻر اﻻﻗﺗﺻﺎدي ،واﻟﻌﻧﺻر اﻻﺟﺗﻣﺎﻋﻲ ،واﻟﺑﯾﺋﺔ.
وﯾؤﻛد ﻣﺣﻣد ) (2013أﻧﻪ ﻟم ﯾﻌد أرس اﻟﻣﺎل اﻟﻣﺎدي ﻣؤﺷر ﻣﻘﯾﺎس اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،إذ ﻗﺎم اﻟﺑﻧك اﻟدوﻟﻲ ﺑﺗﻘدﯾر
ﻣؤﺷر اﻗﺗﺻﺎدي ﻛﻠﻲ ﻟﻠﺗﻌﺑﯾر ﻋن اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،واﻟذي ﯾﺗﻣﺛل ﻓﻲ اﻻدﺧﺎر اﻟﺻﺎﻓﻲ اﻟﻣﻌدل ،وﯾﺳﻣﻰ ﻛذﻟك ﺑﺎﻻدﺧﺎر

اﻟﺣﻘﯾﻘﻲ ،واﻟذي ﯾﻌﺑر ﻋن اﻟﺗﻐﯾر ﻓﻲ اﻟﺛروة اﻹﺟﻣﺎﻟﯾﺔ ،وﯾﺷﺗﻣل ﻫذا اﻟﻣؤﺷر ﻋﻠﻰ ﺗﻐﯾارت ﻛل ﻣن أرس اﻟﻣﺎل اﻻﻗﺗﺻﺎدي،

وأرس اﻟﻣﺎل اﻟﺑﺷري ،وأرس اﻟﻣﺎل اﻟطﺑﯾﻌﻲ ﻟﻠﺑﻠد ،ﻓﻬو ﯾﻘﯾس اﻻدﺧﺎر ﺑﻣﻔﻬوﻣﻪ اﻟواﺳﻊ اﻟذي ﯾﺗﻌدى إﻟﻰ أرس اﻟﻣﺎل اﻟﺑﺷري،
واﻟطﺑﯾﻌﻲ ،وﻣﺧزون اﻟﻣﻌرﻓﺔ ،وأرس اﻟﻣﺎل اﻻﺟﺗﻣﺎﻋﻲ.
وﯾﺗواﻓق ﻏﻧﯾم وأﺑو زﻧط ) (2006ﻣﻊ ﻫذﻩ اﻟﻌﻧﺎﺻر واﻷﺑﻌﺎد اﻟﺛﻼﺛﺔ ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ،وﯾﻌرﺿوﻧﻬﺎ ﻋﻠﻰ اﻟﻧﺣو اﻟﺗﺎﻟﻲ:
أ -اﻟﺑﻌد اﻟﺑﯾﺋﻲ :وﯾﺷﻣل إدارة اﻟﻣﺻﺎدر اﻟطﺑﯾﻌﯾﺔ واﻟﺗﻌﺎﻣل ﻣﻌﻬﺎ ﺑطرﯾﻘﺔ ﻋﻠﻣﯾﺔ ﺗﺳﺗطﯾﻊ اﻟﻣﺣﺎﻓظﺔ ﻋﻠﻰ ﻫذﻩ اﻟﻣﺻﺎدر،
ﻓﻬﻲ اﻷﺳﺎس ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ.
ب -اﻟﺑﻌد اﻻﺟﺗﻣﺎﻋﻲ :وﯾﺗﺿﻣن ﺣق اﻟﻔرد ﻓﻲ اﻟﻌﯾش اﻟﻛرﯾم ،وﻓﻲ ﺑﯾﺋﺔ ﺟﯾدة ،وﺣق ﻣﻣﺎرﺳﺔ ﺟﻣﯾﻊ اﻷﻧﺷطﺔ،إﺿﺎﻓﺔ إﻟﻰ
ﺿﻣﺎن ﺣﻘﻪ اﻟﻌﺎدل ﻣن اﻟﺛروات اﻟطﺑﯾﻌﯾﺔ ،واﻟﺧدﻣﺎت اﻟﺑﯾﺋﯾﺔ ،واﻻﺟﺗﻣﺎﻋﯾﺔ واﻟﺗﻌﻠﯾﻣﯾﺔ ،وﺗﻠﺑﯾﺔ اﺣﺗﯾﺎﺟﺎت اﻟﻣﺟﺗﻣﻊ دون

ﺗﻘﻠﯾل ﻓرص اﻷﺟﯾﺎل اﻟﻘﺎدﻣﺔ .وﻗد ﺟﺎء ﺗﻘرﯾر اﻟﺗﻧﻣﯾﺔ اﻹﻧﺳﺎﻧﯾﺔ اﻟﻌرﺑﯾﺔ  2016ﻟﯾدﻋو إﻟﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻲ اﻟﺷﺑﺎب

اﻟﻌرﺑﻲ ،وﺗﻣﻛﯾﻧﻬم ﻣن اﻻﻧﺧارط ﻓﻲ ﻋﻣﻠﯾﺎت اﻟﺗﻧﻣﯾﺔ ،وﺗﺑﻧﻲ ﻧﻣوذج ﺗﻧﻣﯾﺔ ذو ﺗوﺟﻪ ﺷﺑﺎﺑﻲ ﯾرﻛز ﻋﻠﻰ ﺑﻧﺎء ﻗدارت
اﻟﺷﺑﺎب ،وﺗوﺳﯾﻊ اﻟﻔرص اﻟﻣﺗﺎﺣﺔ ﻟﻬم ،ﻛﺧطوة ﻣﻬﻣﺔ ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ )ﺟﻬﺎن.(2016 ،
ج -اﻟﺑﻌد اﻻﻗﺗﺻﺎدي :وﯾﻘوم ﻋﻠﻰ ﺗوﻓﯾر اﻟﺟﻬد واﻟﻣﺎل ﺑﺎﻋﺗﺑﺎرﻩ أﺳﺎﺳﺎً ﻟﻠﺗﻧﻣﯾﺔ.

ﻣن ﺟﻬﺗﻪ ﯾرى اﻹﻣﺎم ) (1994أن ﻫﻧﺎك ﺑﻌدا ارﺑﻌﺎ ﻻ ﯾﻘل أﻫﻣﯾﺔ ﻋن اﻷﺑﻌﺎد واﻟﻌﻧﺎﺻر اﻟﺛﻼﺛﺔ اﻟﺳﺎﺑﻘﺔ ،وﻫو اﻟﺑﻌد

اﻟﻣؤﺳﺳﻲ ،إذ ﻻ ُﺑّد ﻣن وﺟود ﻣؤﺳﺳﺎت ﻗﺎدرة ﻋﻠﻰ ﺗطﺑﯾق ﺧطط اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وﺗطﺑﯾق ﺑارﻣﺟﻬﺎ.
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

 .2.2.4أﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ

ﻋﻠﻰ اﻟرﻏم ﻣن ﺗﻌدد اﻟﻣﺻﺎدر اﻟﺗﻲ ﺗﺣدﺛت ﻋن أﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،ﻓﻘد رﺳﻣت اﻟﻘﻣﺔ اﻷﻣﻣﯾﺔ ﻓﻲ ﺳﺑﺗﻣﺑر

 2015أﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻟﺧطﺔ اﻟﺗﻧﻣﯾﺔ ﺣﺗﻰ  ،2030واﻟﺗﻲ ﺑدأ ﺗﻧﻔﯾذﻫﺎ ﻓﻲ ﻓﺎﺗﺢ ﯾﻧﺎﯾر  ،2016وﻗد ﺑﻠﻐت ﻫذﻩ

اﻷﻫداف ) (17ﻫدﻓﺎ ،وﺣددت ﻟﻬﺎ ) (169ﻏﺎﯾﺔ ﻣن ﺧﻼل ﻣﺟﻣوﻋﺔ ﻣن اﻟﻣؤﺷارت اﻟﺗﻲ اﻋﺗﻣدﺗﻬﺎ اﻟﻠﺟﻧﺔ اﻹﺣﺻﺎﺋﯾﺔ ،وﺟﺎءت
ﻫذﻩ اﻷﻫداف ﻋﻠﻰ اﻟﻧﺣو اﻵﺗﻲ )اﻷﻣم اﻟﻣﺗﺣدة:(2018 ،
.1

اﻟﻘﺿﺎء ﻋﻠﻰ اﻟﻔﻘر ﺑﻛل أﺷﻛﺎﻟﻪ ﻓﻲ ﻛل ﻣﻛﺎن.

.2

اﻟﻘﺿﺎء ﻋﻠﻰ اﻟﺟوع ،وﺗﺣﻘﯾق اﻷﻣن اﻟﻐذاﺋﻲ ،وﺗﺣﺳﯾن اﻟﺗﻐذﯾﺔ ،وﺗﻌزﯾز اﻟزارﻋﺔ اﻟﻣﺳﺗداﻣﺔ.

.3

اﻟﺻﺣﺔ ﺟﯾدة واﻟرﻓﺎﻩ ،وﺿﻣﺎن ﺣﯾﺎة ﺻﺣﯾﺔ ﻟﻠﺟﻣﯾﻊ ،وﻓﻲ ﻛل اﻟﻣارﺣل اﻟﻌﻣرﯾﺔ.

.4

ﺗﻌﻠﯾم ذو ﺟودة ،وﺗﻌزﯾز ﻓرص اﻟﺗﻌﻠم ﻣدى اﻟﺣﯾﺎة ﻟﻠﺟﻣﯾﻊ.

.5

اﻟﻣﺳﺎواة ﺑﯾن اﻟﺟﻧﺳﯾن ،وﺗﻣﻛﯾن ﺟﻣﯾﻊ اﻟﻧﺳﺎء واﻟﻔﺗﯾﺎت.

.6

ﻣﯾﺎﻩ ﻧظﯾﻔﺔ وﺻﺣﯾﺔ ،ﻣﻊ ﺿﻣﺎن اﻟوﻓرة واﻻﺳﺗداﻣﺔ ﻟﻠﻣﯾﺎﻩ واﻟﺻﺣﺔ.

.8

ﻓرص ﻋﻣل ﻣﻧﺎﺳﺑﺔ وﻻﺋﻘﺔ ،وﺗﻌزﯾز اﻟﻧﻣو اﻻﻗﺗﺻﺎدي اﻟﺷﺎﻣل واﻟﻣﺳﺗدام.

.9

ﺗﻌزﯾز اﻟﺻﻧﺎﻋﺔ واﻻﺑﺗﻛﺎر ،وﺑﻧﺎء ﺑﻧﯾﺔ ﺗﺣﺗﯾﺔ ﻣرﻧﺔ وﺷﺎﻣﻠﺔ.

.7

طﺎﻗﺔ ﻣﺗﺟددة ،وﺑﺄﺳﻌﺎر ﻣﻌﻘوﻟﺔ ،واﻟﺣﺻول ﻋﻠﯾﻬﺎ ﺑﺄﺳﻌﺎر ﻣﻧﺎﺳﺑﺔ.

 .10اﻟﺣد ﻣن أوﺟﻪ ﻋدم اﻟﻣﺳﺎواة داﺧل اﻟﺑﻠدان ،وﻓﯾﻣﺎ ﺑﯾﻧﻬﺎ.
 .11اﻟﻣدن واﻟﻣﺟﺗﻣﻌﺎت اﻟﻣﺳﺗداﻣﺔ ،وﺟﻌﻠﻬﺎ ﺷﺎﻣﻠﺔ ﻟﻠﺟﻣﯾﻊ ،وآﻣﻧﺔ وﻣﺳﺗداﻣﺔ.
 .12اﻻﺳﺗﻬﻼك واﻻﺳﺗﺧدام اﻟﻣﺳؤوﻻن ﻟﻠﻣوارد.
 .13اﻟﻌﻣل اﻟﻣﻧﺎﺧﻲ ،واﻟﺗﺻرف اﻟﻌﺎﺟل ﻟﻣﻛﺎﻓﺣﺔ اﻟﺗﻐﯾر اﻟﻣﻧﺎﺧﻲ وﺗﺄﺛﯾارﺗﻪ.
 .14اﻻﺳﺗﺧدام اﻟُﻣﺣﺎﻓظ واﻟﻣﺳﺗدام ﻟﻠﻣﺣﯾطﺎت واﻟﺑﺣﺎر واﻟﻣوارد اﻟﺑﺣرﯾﺔ.

 .15اﻻﺳﺗﺧدام اﻟﻣﺳﺗدام ﻟﻸرض ،وﺣﻣﺎﯾﺔ واﺳﺗﻌﺎدة وﺗﻌزﯾز اﻻﺳﺗﺧدام اﻟﻣﺳﺗدام ﻟﻠﻣوارد اﻷرﺿﯾﺔٕ ،وادارة اﻟﻐﺎﺑﺎت ﺑﺻورة
ﻣﺳﺗداﻣﺔ ،وﻣﻛﺎﻓﺣﺔ اﻟﺗﺻﺣر ،ووﻗف ﺗدﻫور اﻷارﺿﻲ واﺳﺗﻌﺎدﺗﻬﺎ ،ووﻗف ﻓﻘدان اﻟﺗﻧوع اﻟﺑﯾوﻟوﺟﻲ.
 .16اﻟﺳﻼم واﻟﻌداﻟﺔ ،وﺗﻌزﯾز ﺑﻧﺎء ﻣؤﺳﺳﺎت ﻓﻌﺎﻟﺔ وﺷﺎﻣﻠﺔ وﻗﺎﺑﻠﺔ ﻟﻠﻣﺳﺎءﻟﺔ ،واﺣﺗارم ﺣﻘوق اﻹﻧﺳﺎن وﺳﯾﺎدة اﻷﻣن واﻟﻌدل
واﻟدﯾﻣﻘارطﯾﺔ.
 .17ﺗﻧﺷﯾط اﻟﺷارﻛﺔ اﻟﻌﺎﻟﻣﯾﺔ ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﯾن اﻟﺣﻛوﻣﺎت ،واﻟﻘطﺎع اﻟﺧﺎص ،واﻟﻣﺟﺗﻣﻊ اﻟﻣدﻧﻲ.
وﻛﺎﻧت اﻟدول اﻟﻌرﺑﯾﺔ ﺿﻣن اﻟدول اﻟﺗﻲ اﻟﺗزﻣت ﺑﺎﻷﻫداف اﻟﺗﻲ أﻗرﻫﺎ ﻣؤﺗﻣر ﻗﻣﺔ اﻷرض ،وﻣؤﺗﻣر اﻟﻘﻣﺔ اﻟﻌﺎﻟﻣﻲ
ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﺟوﻫﺎﻧﺳﺑرج  ،2002وذﻟك ﻣن ﺧﻼل اﻟﻣﺑﺎدرة اﻟﺗﻲ ﻗدﻣﺗﻬﺎ وﻫدﻓت ﻓﯾﻬﺎ إﻟﻰ إﺑارز ﺟﻬود اﻟدول
اﻟﻌرﺑﯾﺔ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،وﻣواﺟﻬﺔ اﻟﺗﺣدﯾﺎت اﻟﺗﻲ ﺗﻌﯾق ذﻟك ،ﻣن أﺑرزﻫﺎ اﻟﻧﻘص اﻟﺣﺎد ﻓﻲ اﻟﻣوارد
اﻟﻣﺎﺋﯾﺔ ،وﻣﺣدودﯾﺔ اﻷارﺿﻲ اﻟﺻﺎﻟﺣﺔ ﻟﻼﺳﺗﺧدام ،واﻻﺳﺗﺧدام ﻏﯾر اﻟﻌﺎدل ﻟﻣﺻﺎدر اﻟﺛروة اﻟطﺑﯾﻌﯾﺔ .وﺗﺄﻛﯾدا ﻋﻠﻰ
دور اﻟﺗﻌﻠﯾم ﻓﻲ ﻫذﻩ اﻷﻫداف؛ ﻛﺎن ﻣن أﺑرز ﻣﺿﺎﻣﯾن ﻫذﻩ اﻟﻣﺑﺎدرة اﻟﺗﺄﻛﯾد ﻋﻠﻰ ﺑارﻣﺞ ﺗﻌﻠﯾم ﻣﺗﻣﯾزة ،واﻻﺳﺗﻔﺎدة ﻣن

اﻟﺗﻛﻧوﻟوﺟﯾﺎ وﻧظﺎم اﻟﻣﻌﻠوﻣﺎت ﻓﻲ ﺗﻌزﯾز ﻫذﻩ اﻟﻣﺑﺎدرة.
 .3.4اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ

ﯾﺗﺟﺎوز اﻟﻣﻔﻬوم اﻟﺣدﯾث ﻟﻠﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﻔﻬم اﻟﺗﻘﻠﯾدي ﻟﻪ ،ﺑﺎﻋﺗﺑﺎرﻩ ﻣاردﻓﺎ ﻟﻣﻔﻬوم اﻟﺗﺛﻘﯾف اﻟﺑﯾﺋﻲ

اﻟﻘﺎﺋم ﻋﻠﻰ اﻟﻔﻬم اﻟﻘﺎﺻر ﻟﻠﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،ﻋﻠﻰ أﻧﻬﺎ ﺗﻬﺗم ﻓﻘط ﺑﺎﻟﺑﯾﺋﺔ ،ﻓﺎﻟﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﯾﺗﺳﻊ ﻣﻔﻬوﻣﻪ
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ﻟﯾﺷﻣل اﻻﻫﺗﻣﺎم ﺑﻛﯾﻔﯾﺔ إﻋداد اﻟﻧﺎس ﻟﻠﺣﯾﺎة ،واﻻﺳﺗﺟﺎﺑﺔ ﻟﻣﺗطﻠﺑﺎت ﻣﺟﺗﻣﻊ ﺳرﯾﻊ اﻟﺗﻐﯾر ،وﻟﻠﺗﻐﯾارت اﻟﺗﻛﻧوﻟوﺟﯾﺔ اﻟﺗﻲ ﺗؤﺛر
ﻋﻠﻰ ﻛل ﺟواﻧب اﻟﺣﯾﺎة ،واﻟﺳﻌﻲ ﻟﺗﺣﻘﯾق اﻟرﻓﺎﻩ اﻻﺟﺗﻣﺎﻋﻲ )اﻟﻌﺗﯾﻘﻲ وﺣﻣﺎد.(2016 ،
ٕواذا ﻛﺎﻧت اﻟﻣﻬﺎم اﻟﺗﻲ ﯾؤدﯾﻬﺎ اﻟﺗﻌﻠﯾم ﻫﻲ ﻓﻲ اﻷﺻل ﻣﻬﺎم اﺟﺗﻣﺎﻋﯾﺔ واﻗﺗﺻﺎدﯾﺔ وﺛﻘﺎﻓﯾﺔ وﺳﯾﺎﺳﯾﺔ ،ﻓﻬو اﻟوﺳﯾﻠﺔ

ﻟﺗﺣﻘﯾق ﺟﻣﯾﻊ اﻷﻫداف اﻹﻧﻣﺎﺋﯾﺔ ،ﻛﻣﺎ أﻛدت ذﻟك اﻟﯾوﻧﺳﻛو ) .(1994وﻟﻘد ﺗﺣول اﻟﻣﻧظور إﻟﻰ اﻟﺗﻧﻣﯾﺔ ﻣن اﻟﺗرﻛﯾز ﻋﻠﻰ
اﻟﻧﻣو اﻻﻗﺗﺻﺎدي ﻛﻬدف أﺳﺎﺳﻲ واﺳﺗﺧدام اﻷﻓارد ﻛﺄدوات ﻟﻺﻧﺗﺎج ،إﻟﻰ ﺟﻌل اﻷﻓارد ﻫم ﻫدف اﻟﺗﻧﻣﯾﺔ ،واﻟﻧﻣو اﻻﻗﺗﺻﺎدي
وﺳﯾﻠﺔ ﻟﺗوﺳﯾﻊ اﻟﺧﯾﺎارت أﻣﺎم اﻟﺑﺷر )ﻣﺣﻣد.(2011 ،
وﯾؤﻛد ﻋﺎﺷور ) (2014ﻋﻠﻰ أن ﻣﻌظم اﻷدﺑﯾﺎت اﻟﻣﺗﻌﻠﻘﺔ ﺑﺎﻟﺗﻧﻣﯾﺔ ﺗﺷﯾر إﻟﻰ أن اﻟﺗﻌﻠﯾم ﯾﻌد ﺣﺟر اﻷﺳﺎس ﻓﻲ ﻋﻣﻠﯾﺔ

اﻟﺗﻧﻣﯾﺔ ،وأن ﻧﺟﺎح اﻟﺗﻧﻣﯾﺔ ﯾﻌﺗﻣد ﺑﺷﻛل ﻛﺑﯾر ﻋﻠﻰ ﻧﺟﺎح اﻟﻧظﺎم اﻟﺗﻌﻠﯾﻣﻲ ،واﻟﻣﺟﺗﻣﻊ اﻟذي ﯾﺣﺳن ﺗﻌﻠﯾم وﺗﺄﻫﯾل أﺑﻧﺎﺋﻪ ﯾﺳﺎﻋد

ﻓﻲ ﺗوﻓﯾر اﻟﻣوارد اﻟﺑﺷرﯾﺔ اﻟﻘﺎدرة ﻋﻠﻰ ﺗﺷﻐﯾل ٕوادارة ﻋﻧﺎﺻر اﻟﺗﻧﻣﯾﺔ ،وﻻ ﺗﺳﺗطﯾﻊ اﻟﺗﻧﻣﯾﺔ أن ﺗﺣﻘق أﻫداﻓﻬﺎ إﻻ إذا ﺗواﻓرت
اﻟﻘوى اﻟﺑﺷرﯾﺔ اﻟﻣدرﺑﺔ واﻟﻣؤﻫﻠﺔ.
ﻣن ﺟﻬﺗﻪ ﯾؤﻛد ﻣدﻛور ) (2009ﻋﻠﻰ أن اﻻﺳﺗﺛﻣﺎر ﻓﻲ اﻟﻣﻌرﻓﺔ أﺻﺑﺢ ﺿرورة ﻓﺎرﻗﺔ ﺑﯾن اﻟﺗﻘدم واﻟﺗﺧﻠف ،ﻓﻣﺟﺗﻣﻊ
اﻟﯾوم ﯾﺗطﻠب اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وﺑدورﻫﺎ ﺗﺗوﻗف ﻋﻠﻰ اﻻﺳﺗﺛﻣﺎر ﻓﻲ اﻟﻣﻌرﻓﺔ ،أي اﻻﺳﺗﺛﻣﺎر ﻓﻲ اﻟﻧﻣو ﻏﯾر اﻟﻣﺣﺳوس ،وﻫذا
ﯾﻌﻧﻲ اﻻﺳﺗﺛﻣﺎر ﻓﻲ ﺗﻘﻧﯾﺎت اﻟﻣﻌﻠوﻣﺎت واﻻﺗﺻﺎﻻت واﻟﻬﻧدﺳﺔ اﻟوارﺛﯾﺔ واﻟﺗﻛﻧوﻟوﺟﯾﺎ اﻟﺣﯾوﯾﺔ ،أي ﻻﺑد ﻣن اﻻﺳﺗﺛﻣﺎر ﻓﻲ ﺗﺛﻘﯾف
اﻟﻌﻘل اﻟﺑﺷري إﺿﺎﻓﺔ إﻟﻰ اﻷرض واﻟﻣﺻﺎﻧﻊ ﺑﺷﻛل ﻻ ﯾﺳﻣﺢ ﺑﻬدر اﻟﻣوارد.
وﻓﻲ ﺗﺄﻛﯾد أﻫﻣﯾﺔ اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﯾذﻛر ﺣﺳن ) (2009ﺑﺄن ﻛل اﻟﻣؤﺗﻣارت اﻟﻌﺎﻟﻣﯾﺔ اﺑﺗداء ﻣن
ﻣؤﺗﻣر ﻗﻣﺔ اﻷرض 1992م ،وﺣﺗﻰ ﻣؤﺗﻣر ﺟوﻫﺎﻧﺳﺑرج 2002م ﻗد أﻗرت ﺑﺄﻫﻣﯾﺔ اﻟﺗﻌﻠﯾم ،واﻋﺗﺑﺎرﻩ ﻋﺎﻣﻼ ﺣﺎﺳﻣﺎ ﻓﻲ ﺗﺣﻘﯾق

أﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،وﻣﻛﺎﻓﺣﺔ اﻟﻔﻘر ،وزﯾﺎدة ﻗدرة اﻷﻓارد ﻋﻠﻰ ﻣواﺟﻬﺔ ﻗﺿﺎﯾﺎ اﻟﺑﯾﺋﺔ ،ﺣﯾث اﻧﺗﻬت اﻟﻧظرة إﻟﻰ اﻟﺗﻌﻠﯾم ﻓﻲ
ﻗﻣﺔ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﺟوﻫﺎﻧﺳﺑرج 2002م،واﻟﺗﻲ ﺗﺑﻧت ﻗارر ﺣﻘﺑﺔ اﻟﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﻣﻣﺗدة ﻓﻲ اﻟﻔﺗرة
2005م ﺣﺗﻰ 2015م ﻋﻠﻰ أن اﻟﺗﻌﻠﯾم ﻫدف ﻗﺎﺋم ﺑذاﺗﻪ ،وأﺻﺑﺢ وﺳﯾﻠﺔ ﻟﺗﺣﻘﯾق ﻣﺎ ﯾﻠﻲ:
 إﻋداد أﻓارد ﻣدرﻛﺔ وواﻋﯾﺔ وﻣﻌدة ﻟﺗﺳﺎﻧد اﻻﺗﺟﺎﻩ ﻧﺣو اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ. ﻧﺷر اﻟﻣﻌرﻓﺔ واﻟﻣﻬﺎرة اﻟﻣطﻠوﺑﺔ ﻟﺟﻌل أﻧﻣﺎط اﻹﻧﺗﺎج واﻻﺳﺗﻬﻼك ﻣﺳﺗداﻣﺔ. ﺗﺣﺳﯾن إدارة اﻟﻣوارد اﻟطﺑﯾﻌﯾﺔ واﻟزارﻋﯾﺔ واﻟﺻﻧﺎﻋﯾﺔ واﻟطﺎﻗﺔ. ﺗﻐﯾﯾر اﻟﻘﯾم واﻟﺳﻠوك وأﺳﻠوب اﻟﺣﯾﺎة اﻟﺗﻲ ﻧﺣﺗﺎج إﻟﯾﻬﺎ ﻹﻧﺟﺎز اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وﺗﺣﻘﯾق اﻟدﯾﻣﻘارطﯾﺔ واﻟﺳﻼم اﻟﻌﺎﻟﻣﻲ.ﻣن ﺟﻬﺗﻪ ﯾؤﻛد ﻛﺎظم اﻟﻣﺷﺎر ﻟﻪ ﻓﻲ )ﺣﺳن (2009،أن ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﯾﺗطﻠب ﻣﺧرﺟﺎت ﺗرﺑوﯾﺔ ﻋﻠﻰ

ﻣﺳﺗوى ﻋﺎل ﻣن اﻟﺟودة ﺳواء ﻓﻲ اﻟﻣﻌﺎرف واﻟﻣﻬﺎارت ،أو أﻧﻣﺎط اﻟﺳﻠوك اﻟﯾوﻣﻲ .وﻣن ﻫﻧﺎ ﻓﺈن ﻣﺣﺗوى اﻟﻣﻧﻬﺞ اﻟدارﺳﻲ
ﯾﻧﺑﻐﻲ أن ﯾﻘوم ﻋﻠﻰ ﺑﻧﺎء اﻟﻔﻛر ،وﺗطوﯾر اﻟﻘدارت اﻟﻌﻘﻠﯾﺔ واﻟﺟﺳﻣﯾﺔ واﻟوﺟداﻧﯾﺔ ،ﻣن ﺧﻼل ﺗوﺟﯾﻪ اﻟﻣﻌﻠﻣﯾن ﻧﺣو ﻣﺻﺎدر
اﻟﻣﻌرﻓﺔ اﻟﻣﺧﺗﻠﻔﺔ وأﺳﺎﻟﯾب اﻻﺳﺗﻔﺎدة ﻣﻧﻬﺎ  ،واﻋﺗﻣﺎد اﻟﺑﺣث اﻟﻌﻠﻣﻲ ،واﻟﻣﺷﺎرﯾﻊ واﻷﻧﺷطﺔ ﻛﺄﺳﺎﻟﯾب ﺗﻌﻠم ،واﻋﺗﺑﺎر اﻣﺗداد
ﻋﻣﻠﯾﺔ اﻟﺗﻌﻠم ﻣن اﻟﻣﻬد إﻟﻰ اﻟﻠﺣد ،ﻛﻣﺎ ﯾﻧﺑﻐﻲ أن ﯾﻛون ﻫذا اﻟﻣﻧﻬﺞ ﻗﺎدار ﻋﻠﻰ اﺳﺗﯾﻌﺎب ﻫذا اﻟﻛم ﻣن اﻟﻣﻌﻠوﻣﺎت واﻟﻣﻌﺎرف،
وﺗﻧظﯾﻣﻬﺎ وﺗوظﯾﻔﻬﺎ ﺑﺻورة ﺗؤدي إﻟﻰ اﻟﻣﺳﺎﻫﻣﺔ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ .
وﻗد أﺑرزت ﻛﺛﯾر ﻣن اﻟﺑﺣوث واﻟدارﺳﺎت اﻟﺗﻲ ﺗﻧﺎوﻟت اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ ﻣدى إﺳﻬﺎم اﻟﺗﻌﻠﯾم ﻓﻲ ﺗﺣﻘﯾق اﻟﻧﻣو
اﻻﻗﺗﺻﺎدي واﻻﺟﺗﻣﺎﻋﻲ واﻟﺑﯾﺋﻲ ،وﻧﺎدت ﺑﺿرورة اﻻﻫﺗﻣﺎم ﺑﻛﺛﯾر ﻣن ﻗﺿﺎﯾﺎ اﻟﺗﻌﻠﯾم اﻟﻣرﺗﺑطﺔ ﺑﺎﻟﺗﻧﻣﯾﺔ ،ﻣن أﺑرز ﻫذﻩ
اﻟدارﺳﺎت ﻋﻠﻰ ﺳﺑﯾل اﻟﻣﺛﺎل ﻻ اﻟﺣﺻر دارﺳﺔ ﺑارح وﺑﻠﻌﺑﺎس ) (2013ﺣول ﺗطوﯾر اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻟﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ ،واﻟﺗﻲ
أوﺻت ﺑﺿرورة ﺗطوﯾر اﻟﻣﻧﺎﻫﺞ وطرق اﻟﺗدرﯾس إﻟﻰ ﻣﻧﺎﻫﺞ ﺗﺳﺎﻋد ﻋﻠﻰ إﺣداث اﻟﺗﻧﻣﯾﺔ ،واﻟﺗﻧوع ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم

واﻻﻫﺗﻣﺎم ﺑﺎﻟﺑﺣث واﻟﺗطوﯾر .ودارﺳﺔ أﺑو ﺳﻠﯾم ) (2013ﻋن اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟﻣﺟﺗﻣﻌﺎت اﻟﻌرﺑﯾﺔ،
واﻟﺗﻲ أﻛدت ﻋﻠﻰ ﺿرورة اﻟﺗرﻛﯾز ﻋﻠﻰ اﻟﺗﺧطﯾط اﻟﺗﻌﻠﯾﻣﻲ ،واﻟرؤى ،وﻣواﻛﺑﺔ اﻟﺗﺣوﻻت واﻟﻣﺳﺗﺟدات اﻟﻌﺎﻟﻣﯾﺔ ،واﺣﺗﺿﺎن
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اﻟﻛﻔﺎءات ،واﻟﺑﺣث اﻟﻌﻠﻣﻲ ذو اﻟﻧوﻋﯾﺔ اﻟﻌﺎﻟﯾﺔ .ودارﺳﺔ ﻋﻣارن وﻟﺑﻧﻲ ) (2014ﺣول ﺗﻠﺑﯾﺔ اﻻﺣﺗﯾﺎﺟﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﻣرﺗﺑطﺔ
ﺑﺎﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ،واﻟﺗﻲ أوﺻت ﺑﺿرورة اﻫﺗﻣﺎم اﻟﺗﻌﻠﯾم ﺑﺗﻌﻣﯾق اﻟوﻋﻲ ﺑﺎﻟﻘﯾم واﻟﻣﻔﺎﻫﯾم واﻟﻣﻣﺎرﺳﺎت اﻟﻣرﺗﺑطﺔ ﺑﺎﻻﺳﺗﻐﻼل
اﻷﻣﺛل ﻟﻣوارد اﻟطﺑﯾﻌﯾﺔ ﻟﺿﻣﺎن اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ.
وﺗﻌد ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻟﻣﺗﻣﺛﻠﺔ ﺑﺎﻟﺟﺎﻣﻌﺎت أﺣد أﻫم ﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ اﻟﺗﻲ ﯾﺟب أن ﺗﻣﺎرس دورﻫﺎ اﻟﻔﺎﻋل
ﻓﻲ ﻋﻣﻠﯾﺔ اﻟﺗﻧﻣﯾﺔ ،ﻣن ﺧﻼل رﻓد ﺳوق اﻟﻌﻣل ﺑﻣﺎ ﯾﺣﺗﺎﺟﻪ ﻣن ﻗدارت ﺑﺷرﯾﺔ ﻣؤﻫﻠﺔ وﻗﺎدرة ﻋﻠﻰ ﺗطﺑﯾق اﻟﺑارﻣﺞ اﻟﺗﻧﻣوﯾﺔ
ﺑﺄﺷﻛﺎﻟﻬﺎ اﻟﻣﺗﻌددة ،ﺑﻣﺎ ﺗﻣﺗﻠﻛﻪ ﻣن ﻗدارت وﻣﻬﺎارت ﺗﺳﺗطﯾﻊ اﻟﺗﻌﺎﻣل ﻣﻊ اﻟﻣﺳﺗﺟدات ،ﻓﻲ ذات اﻟوﻗت ﺗﻌد ﻣارﻛز ﺑﺣﺛﯾﺔ ﻫﺎﻣﺔ
ﻹﻧﺗﺎج اﻟﻣﻌرﻓﺔ وﺗطﺑﯾﻘﻬﺎ ،اﻷﻣر اﻟذي ﯾﻧﻌﻛس إﯾﺟﺎﺑﺎ ﻋﻠﻰ ﻣﺷﺎرﯾﻊ اﻟﺗﻧﻣﯾﺔ ﻓﻲ ﻛل ﺟواﻧﺑﻬﺎ اﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ واﻟﺑﯾﺋﯾﺔ،
إﺿﺎﻓﺔ إﻟﻰ دورﻫﺎ اﻟﺛﻘﺎﻓﻲ واﻟﻔﻛري واﻷﺧﻼﻗﻲ اﻟذي ﯾﺟب أن ﺗﺑﻧﯾﻪ ﻟدى اﻟﻣﺟﺗﻣﻊ اﻟذي ﺗﺗواﺟد ﻓﯾﻪ.
 .4.4دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ

ﻟم ﺗﺗﺟﺎوز اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ﻣﺳﺗوﯾﺎت اﻟﺗارﺟﻊ اﻟﺗﻲ أظﻬرﺗﻬﺎ اﻟﺗﻘﺎرﯾر اﻟدوﻟﯾﺔ ،وﻛﺷف ﻋﻧﻬﺎ اﻟواﻗﻊ
اﻻﺟﺗﻣﺎﻋﻲ ﻟﻠﻔرد اﻟﻌرﺑﻲ ،ﻓﻘد ﺟﺎء ﺗﻘرﯾر ﺑرﻧﺎﻣﺞ اﻷﻣم اﻟﻣﺗﺣدة اﻹﻧﻣﺎﺋﻲ ﺣول ﺗﺣدﯾﺎت اﻟﺗﻧﻣﯾﺔ ﻓﻲ اﻟﻣﻧطﻘﺔ اﻟﻌرﺑﯾﺔ 2011
ﻟﯾﻛﺷف ﻋن اﻟدواﺋر اﻷرﺑﻊ ﻟﻠﺣﻠﻘﺔ اﻟﻣﻔرﻏﺔ اﻟﺗﻲ ﺗﻣﺛﻠت أوﻻ ﺑﺎﻟﺣرﻣﺎن واﻟﺗﻬﻣﯾش اﻻﺟﺗﻣﺎﻋﻲ ،وﺛﺎﻧﯾﺎ ﺑﺎﻟﺗﻬﻣﯾش اﻻﻗﺗﺻﺎدي

وﺗارﺟﻊ ﻓرص اﻟﻌﻣل ،وﺛﺎﻟﺛﺎ اﻟﺗﻬﻣﯾش واﻟﺣرﻣﺎن اﻟﺳﯾﺎﺳﻲ وﺳﯾﺎدة ﻣرﻛزﯾﺔ اﻟﺣﻛم ،أﻣﺎ اﻟارﺑﻌﺔ ﻓﺗﺗﻌﻠق ﺑﺎﻟﺧﻠل اﻟﺷدﯾد ﻓﻲ ﻣوارد
اﻟﻣﯾﺎﻩ واﻟﺗرﺑﺔ واﻟطﺎﻗﺔ ،وارﺗﺑﺎطﻬﺎ ﺑﺎﺳﺗداﻣﺔ اﻟﻧﻣو واﻟﻌﺟز ﻓﻲ اﻟﻣوازﻧﺎت اﻟﺣﻛوﻣﯾﺔ ،وﻋﻼﻗﺗﻬﺎ ﺑﺳوق اﻟﻌﻣل ،واﻟﺗﻲ ﺗﺷﻛل ﻋﺎﺋﻘﺎ
ﻛﺑﯾار ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﻧﺷودة ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ )اﻟدردري.(2011،
وﻓﻲ اﻟوﻗت اﻟذي ﯾﺷﻛل ﻓﯾﻪ اﻹﻧﺳﺎن ﻣﺣور اﻻرﺗﻛﺎز ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ؛ ﺷﻛﻠت اﻟﻧﺗﺎﺋﺞ اﻻﺟﺗﻣﺎﻋﯾﺔ واﻟﻌواﺋد اﻟﺧﺎﺻﺔ
ﺑﺎﻷﻓارد أﻫم اﻟﻣطﺎﻟﺑﺎت اﻟﺗﻲ ﯾﻧﺎدي ﺑﻬﺎ ﻛﺛﯾر ﻣن اﻟﺑﺎﺣﺛﯾن اﻟﻣطﺎﻟﺑﯾن ﺑﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم )اﻟﺧطﯾب وﻣﻌﺎﯾﻌﻪ ،2006،ص،(35
واﻟﺗﻲ ﺗرﻛز ﻋﻠﻰ اﻟﺗﺄﻫﯾل اﻟﻣﻧﺎﺳب ﻟﻸﻓارد ﻟﺷﻐل اﻟوظﺎﺋف اﻟﻣﺗﺎﺣﺔ ﻟﻬم ،واﻻﺳﺗﺟﺎﺑﺔ ﻟﻣﺗطﻠﺑﺎت ﺳوق اﻟﻌﻣل ،إﻟﻰ ﺟﺎﻧب
اﻹﻋداد اﻟﺳﻠوﻛﻲ ﻟﻼﻧدﻣﺎج ﻓﻲ اﻟﻣﺟﺗﻣﻊ اﻟذي ﯾﻌﯾﺷون ﻓﯾﻪ.

ووﻓق ﺗﻘرﯾر اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ اﻟﺻﺎدر ﻋن ﺑرﻧﺎﻣﺞ اﻷﻣم اﻟﻣﺗﺣدة ﻟﻠﺗﻧﻣﯾﺔ  ،2015أﻛد ﻋﻠﻰ ﺿرورة اﻻﻫﺗﻣﺎم ﺑﺎﻟﻔرد ،وأن

ﯾﻛون اﻟرﺟﺎل واﻟﻧﺳﺎء واﻷطﻔﺎل ﻣﺣور اﻻﻫﺗﻣﺎم ،ﻓﯾﺗم ﻧﺳﺞ اﻟﺗﻧﻣﯾﺔ ﺣول اﻟﻧﺎس ،وﻟﯾس اﻟﻧﺎس ﺣول اﻟﺗﻧﻣﯾﺔ ،وذﻟك ﻟﻸﺟﯾﺎل
اﻟﺣﺎﺿرة واﻟﻘﺎدﻣﺔ )ﺟﻬﺎن .(2015،ﻛﻣﺎ أﻛدت ﺗﻘﺎرﯾر اﻷﻣم اﻟﻣﺗﺣدة أﻧﻪ ﻻ ﯾﻣﻛن اﺧﺗازل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟﺑﻌدﯾن
اﻟﺳﯾﺎﺳﻲ واﻻﻗﺗﺻﺎدي ﻓﻘط ،ﺑل ﻻﺑد ﻣن ﻣارﻋﺎة اﻷﺑﻌﺎد اﻻﺟﺗﻣﺎﻋﯾﺔ ،واﻟﺛﻘﺎﻓﯾﺔ واﻟﻔﻛرﯾﺔ ﻟﻠﻣﺟﺗﻣﻌﺎت.
ﻣن ﺟﻬﺔ أﺧرى ﺗﻣﺛل اﻟﺣوﻛﻣﺔ أﺣد أﻫم ﻣؤﺷارت ﻧﺟﺎح اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ اﻟﺗﻲ ﻫﻲ أﺳﺎس اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ ،ﻓﻘد ﻗدﻣت
اﻟﻌدﯾد ﻣن اﻟدارﺳﺎت اﻟﺗﻲ ﻛﺷﻔت ﻋن ارﺗﺑﺎط إﯾﺟﺎﺑﻲ ﻗوي ﺑﯾن ﺗطﺑﯾق ﻣﻌﺎﯾﯾر اﻟﺣوﻛﻣﺔ وﻣؤﺷر اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ اﻟﻣﻧﺷود ،ﺣﯾث
أﻛدت دارﺳﺔ أﺣﻣد وﺳﻠﯾم ) ،(Ahmad & Saleem,2014ودارﺳﺔ ﺳﺎﻣﯾﻣﻲ وﺟﻬﺎدي )(Samimi & Jahadi,2010
ﻋﻠﻰ وﺟود ارﺗﺑﺎط ﺑﯾن ﻋدد ﻣن ﻣﻌﺎﯾﯾر اﻟﺣوﻛﻣﺔ اﻟﻣﺗﻌﻠﻘﺔ ﺑﻔﺎﻋﻠﯾﺔ اﻟﺣﻛوﻣﺔ ،وﻣﻛﺎﻓﺣﺔ اﻟﻔﺳﺎد ،واﻹطﺎر اﻟﺗﻧظﯾﻣﻲ ﻣن ﺟﻬﺔ،
وﺑﯾن اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ ﻣن ﺟﻪ أﺧرى ،وﻫﻲ ذات اﻟﻧﺗﯾﺟﺔ اﻟﺗﻲ أﻛدﺗﻬﺎ دارﺳﺔ ﺳن) .(Sen,2014ﻛل ذﻟك ﯾؤﻛد ﻋﻠﻰ أن اﻟﺑﻌد

اﻻﺟﺗﻣﺎﻋﻲ ﯾﻌد اﻷﺳﺎس ﻓﻲ ﻗﯾﺎس ﻣﺳﺗوى اﻟﺗﻧﻣﯾﺔ ﻣن ﺑﯾن أﺑﻌﺎد اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﺛﻼث :اﻻﺟﺗﻣﺎﻋﻲ واﻟﺑﯾﺋﻲ واﻻﻗﺗﺻﺎدي،
وذﻟك ﻣن ﺧﻼل اﻟﺗرﻛﯾز ﻋﻠﻰ زﯾﺎدة ﻛﻣّﯾﺔ اﻹﻧﺗﺎج ،ﻋﺑر ﺿﻣﺎن زﯾﺎدة اﻟطﺎﻗﺎت ﻣن ﺟﯾل إﻟﻰ آﺧر ،واﻷﻫم ﺗﺣﻘﯾق ﺣﺎﺟﺎت
اﻹﻧﺳﺎن اﻷوﻟّﯾﺔ .أﻣﺎ اﻟﺑﻌد اﻟﺑﯾﺋﻲ ﻓﯾﺗّﻣﺛل ﻓﻲ أن اﺳﺗﻣارر ﺳﻠوك اﻹﻧﺳﺎن ﺳﯾؤّدي إﻟﻰ ﺗﻐﯾﯾارت ﺗﻧﻌﻛس ﻋﻠﻰ اﻟﺟﻧس اﻟﺑﺷري،
وﺗﻬّدد اﺳﺗﻣاررﯾﺗﻪ )أﺑو ﺟودة.(2011 ،
واﻧطﻼﻗﺎ ﻣن ﻫذا اﻟواﻗﻊ اﻟذي ﯾﻛﺷف ﻋن اﻟﻌدﯾد ﻣن ﺟواﻧب اﻟﻘﺻور ﻓﻲ ﻣﺟﺎﻻت اﻟﺗﻌﻠﯾم واﻟﺻﺣﺔ وﻓرص اﻟﻌﻣل

واﻟﻣﺷﺎرﻛﺔ اﻟدﯾﻣﻘارطﯾﺔ وﺣﻘوق اﻹﻧﺳﺎن واﻟأري  ...ﻓﻲ اﻟﻣﺟﺗﻣﻌﺎت اﻟﻌرﺑﯾﺔ ) ﺗﻘﺎرﯾر اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ ،2015 ،2016 ،
 ،(2011واﺳﺗﻧﺎدا إﻟﻰ ﻣﺎ أﺛﺑﺗﺗﻪ ﻫذﻩ اﻟدارﺳﺔ وﻏﯾرﻫﺎ ﻣن اﻟدارﺳﺎت ﻣن أﻫﻣﯾﺔ ﻛﺑﯾرة ﻟﻠﺗﻌﻠﯾم وﻣؤﺳﺳﺎﺗﻪ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ،
29
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

وﻋطﻔﺎ ﻋﻠﻰ اﻟدور اﻟﻬﺎم اﻟذي ﯾﻣﻛن أن ﯾﻠﻌﺑﻪ ﻧظﺎم ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻓﻲ ﻫذا اﻟﺷﺄن ،ﻓﺈﻧﻪ ﯾﻣﻛن اﻟﺣدﯾث ﻋن اﻷدوار
اﻹﯾﺟﺎﺑﯾﺔ اﻟﻣﺗوﻗﻌﺔ ﻟﺗﺄﺛﯾر ﻧظﺎم ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ودورﻫﺎ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ،ﻣن ﺧﻼل إﺑارز
ﻋﻼﻗﺔ ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﺑﺄﺑﻌﺎدﻫﺎ اﻟﻣﺧﺗﻠﻔﺔ ﺑﺎﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ ﻋﻠﻰ اﻟﻧﺣو اﻟﺗﺎﻟﻲ:
 ﺗﺳﺗﻧد ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰ اﻟﻣﺷﺎرﻛﺔ اﻟﻔﺎﻋﻠﺔ ﻟﺟﻣﯾﻊ اﻷطارف داﺧل ﻫذﻩ اﻟﻣؤﺳﺳﺎت أو ﺧﺎرﺟﻬﺎ ،وﻫذا ﺑدورﻩ ﯾﺗﯾﺢاﻟﻔرﺻﺔ ﻟﺗﻠﻣس ﺣﺎﺟﺎت اﻷﻓارد ﻣن ﺟﻬﺔ ،وﻣﻌرﻓﺔ اﻻﺣﺗﯾﺎﺟﺎت اﻟﻣرﺗﺑطﺔ ﺑﺳوق اﻟﻌﻣل ﻣن ﺟﻬﺔ أﺧرى ،وﻣن ﺛم ﺑﻧﺎء
اﻟﺑارﻣﺞ اﻷﻛﺎدﯾﻣﯾﺔ ﺑﺎﻟﺷﻛل اﻟذي ﯾﺗواﻓق ﻣﻊ ﻫذﻩ اﻟﺣﺎﺟﺎت واﻻﺣﺗﯾﺎﺟﺎت ﻣﻌﺎ ،وﯾﻌﻣل ﻋﻠﻰ ﺗﻠﺑﯾﺗﻬﺎ .ﻛﻣﺎ ﯾﻘود اﻟﺗازم
اﻟﺟﺎﻣﻌﺎت ﺑﻣﺑدأ اﻟﻣﺷﺎرﻛﺔ ﻟﺧﻠق ﻣﺟﺗﻣﻊ ﯾﻌﻲ أﻫﻣﯾﺔ ﻫذﻩ اﻟﻣﺷﺎرﻛﺔ ﻓﻲ ﻣﺧﺗﻠف اﻟﻣﺟﺎﻻت اﻻﺟﺗﻣﺎﻋﯾﺔ واﻟﺳﯾﺎﺳﯾﺔ
واﻻﻗﺗﺻﺎدﯾﺔ .ﯾﺿﺎف ﻟذﻟك أن اﻟﻣﺷﺎرﻛﺔ ﻛﻌﺎﻣل ﻓﺎﻋل وﻣﺑدأ ﻫﺎم ﻣن ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ﯾﻣﻛن أن ﯾﻘود اﻟﺟﺎﻣﻌﺔ ﻟﻠﺑﺣث

ﻋن ﺣﻠول ﻟﻠﻣﺷﻛﻼت اﻟﺗﻲ ﺗواﺟﻪ اﻟﻣﺟﺗﻣﻊ ﺑﺻورة أﻛﺛر ﻋﻣﻘﺎ وﻓﻬﻣﺎ ،وﯾﻘدم ﺣﻠوﻻ أﻛﺛر واﻗﻌﯾﺔ وﻗﺑوﻻ.
 ﺗﻘوم اﻟﺣوﻛﻣﺔ ﻋﻠﻰ إطﺎر ﻋﺎم ﯾﺗﺿﻣن أﻫداﻓﺎ واﺿﺣﺔ وﻣدروﺳﺔ ﺗﺗواﻓق ﻣﻊ ﻣﺗطﻠﺑﺎت اﻟﻣرﺣﻠﺔ ،وﺣﺎﺟﺎت اﻟﻣﺟﺗﻣﻊ،وﺳوق اﻟﻌﻣل ،ﺑﺎﻟﺷﻛل اﻟذي ﯾﺣﻘق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻟﻣﻧﺷودة ﺑﺄﻋﻠﻰ درﺟﺔ ﻣﻣﻛﻧﺔ ﻣن اﻟﻧﺟﺎح.
 ﺗﺳﺎﻋد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﺑﻧﺎء أﺳﺎس ﺟﯾد ﻟطﺑﯾﻌﺔ اﻟﻌﻼﻗﺔ ﺑﯾن ﻛل اﻷطارف )إدارة ،وطﻠﺑﺔ ،وأﻋﺿﺎء ﻫﯾﺋﺔ ﺗدرﯾس،وﻣؤﺳﺳﺎت ﻣﺟﺗﻣﻊ( ﻗﺎﺋﻣﺔ ﻋﻠﻰ وﺿوح ﺣﻘوق وواﺟﺑﺎت ﻛل طرف ،ﻣﻣﺎ ﯾﺳﻣﺢ ﺑﺎﺳﺗﺛﻣﺎر اﻹﻣﻛﺎﻧﺎت اﻟﻣﺗﺎﺣﺔ ،وﯾرﻓﻊ
ﻛﻔﺎءة اﻷداء ،وﺟودة اﻟﻣﻧﺗﺞ )ﻋﻠﻲ.(2012،
 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ اﺳﺗﻘﻼﻟﯾﺔ اﻟﺟﺎﻣﻌﺎت؛ اﻷﻣر اﻟذي ﺳﯾدﻋم اﻟﺗﻧﺎﻓس ﺑﯾن ﺗﻠك اﻟﺟﺎﻣﻌﺎت ﻟﻼرﺗﻘﺎء ﺑﺧدﻣﺎﺗﻬﺎ اﻟﻣﻘدﻣﺔﻟﻠﻣﺟﺗﻣﻊ ،ﻣن ﺧﻼل ﺗطوﯾر ﻫذﻩ اﻟﺧدﻣﺎت وﺗﻣﯾزﻫﺎ.

 اﻟﺣوﻛﻣﺔ ﺗؤدي إﻟﻰ ﺿرورة اﺳﺗﺟﺎﺑﺔ اﻟﺟﺎﻣﻌﺔ اﻟﻔﺎﻋﻠﺔ ﻟﺣﺎﺟﺎت اﻟﺗﻌﻠﯾم واﻟﺗدرﯾب اﻟﻣﺗﻐﯾرة واﻟﻣﺗطورة ،ﻣن ﺧﻼل ﺗﺄﻛﯾداﻟﺣوﻛﻣﺔ ﻋﻠﻰ اﻟﻔﺎﻋﻠﯾﺔ اﻟﺗﻧظﯾﻣﯾﺔ وﺗﺣدﯾد اﻟﻣﺳؤوﻟﯾﺎت وﺟودة اﻷداء .وﻫو ﻣطﻠب ﻣن ﻣطﺎﻟب اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ
اﻟﻣﺳﺗداﻣﺔ.
 ﺗﻌﻣل إﺟارءات ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰ ﺗﺣﺳﯾن أداء إدارة اﻟﺟﺎﻣﻌﺔ ﻣن ﺧﻼل ﻣﺳﺎﻋدة اﻟﻣﺟﺎﻟس واﻹدارة ﻓﻲ وﺿﻊاﺳﺗارﺗﯾﺟﯾﺎت ﺳﻠﯾﻣﺔ وﻣوﺟﻬﻪ وﻣدروﺳﺔ ﺑﻌﻧﺎﯾﺔ ،وﺑﻧﺎء ﻣؤﺷارت أداء ﯾﻣﻛن ﻗﯾﺎﺳﻬﺎ ،واﻟﺗﺄﻛد ﻣن ﺳﻼﻣﺗﻬﺎ ،وﻗدرﺗﻬﺎ ﻋﻠﻰ
اﻻﺳﺗﺟﺎﺑﺔ ﻟﻣﺗطﻠﺑﺎت اﻟﺗﻧﻣﯾﺔ.
 -ﺗﺗطﻠب اﻟﺣوﻛﻣﺔ ﺗﺧطﯾط اﺳﺗارﺗﯾﺟﻲ ﻣﺗﻣﯾز ﯾﺳﺗطﯾﻊ اﺳﺗﺷارف اﻟﻣﺳﺗﻘﺑل وﯾوازن ﺑﯾن ﺣﺎﺟﺎت اﻟﻣﺟﺗﻣﻊ ٕواﻣﻛﺎﻧﺎﺗﻪ.

 ﺗﺷﺗﻣل اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﻣﻌﺎﯾﯾر اﻟﻛﻔﺎءة واﻟﻔﺎﻋﻠﯾﺔ اﻟﺗﻧظﯾﻣﯾﺔ واﻟﻘﺎﻧوﻧﯾﺔ اﻟﺗﻲ ﺗﺣﺎﻓظ ﻋﻠﻰ ﺣرﯾﺔ اﻷﻓارد ،وﺗﺣﻔظ ﺣﻘوﻗﻬم،وﺗﺳﻣﺢ ﺑﻣﺷﺎرﻛﺗﻬم ﻓﻲ ﺻﻧﻊ اﻟﻘارارت اﻟﺗﻲ ﺗؤﺛر ﻓﻲ ﺣﯾﺎﺗﻬم.

 ﻣﻊ ﺗﻌﻘد اﻟﻣﻌرﻓﺔ وﺗازﯾد ﺣﺟم اﻟﻣﻧﺎﻓﺳﺔ ،واﻟﺗﻐﯾر اﻟﺳرﯾﻊ واﻟﻣﺳﺗﻣر ﻓﻲ ﻛﺎﻓﺔ اﻟﻣﺟﺎﻻت؛ ﺗﻌﻣل ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰﺗﺷﺟﯾﻊ اﻟﺗﻌﺎون ﺑﯾﻧﻬﺎ وﺑﯾن ﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ اﻟﻣﺧﺗﻠﻔﺔ ،ﻣن ﺧﻼل اﺳﺗﻔﺎدة ﺗﻠك اﻟﻣؤﺳﺳﺎت ﻣن اﻟﺧﺑارت اﻷﻛﺎدﯾﻣﯾﺔ
اﻟﻣﺗﺧﺻﺻﺔ ﺑﺎﻟﺟﺎﻣﻌﺎت )ﻋﺑد اﻟﻔﺗﺎح.(2010 ،
 ﺗؤﺳس اﻟﺣوﻛﻣﺔ ﻟﺗرﺳﯾﺦ ﻗﯾم اﻻﻟﺗازم ﻟدى اﻟﻣﺟﺗﻣﻊ ،وﺗؤﻛد ﻋﻠﻰ ﻣﺑدأ اﻟﻌداﻟﺔ اﻟذي ﯾﺗﯾﺢ اﻟﻔرﺻﺔ ﻟﻠﺟﻣﯾﻊ ،وﻫورﻛنأﺳﺎس ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ.
 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﻓﺎﻋﻠﯾﺔ اﻟﻧظﺎم اﻟﺗﻌﻠﯾﻣﻲ ﻣن ﺧﻼل ﺟودة اﻟﻣﺧرﺟﺎت وﻧوﻋﯾﺗﻬﺎ ،واﻟﻣﺗﻣﺛﻠﺔ ﺑﺎﻟﺧرﯾﺟﯾن ،ﻣﻣﺎ ﯾﺗﯾﺢ ﻟﻬماﻟﺣﺻول ﻋﻠﻰ ﻓرص ﻋﻣل ﻣﻧﺎﺳﺑﺔ ﺗﺣﺳن ﻣن ﻣﺳﺗوﯾﺎﺗﻬم اﻟﻣﻌﯾﺷﯾﺔ.
 ﺗؤﺛر ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰ دﺧول اﻷﻓارد اﻟﻣﺎدﯾﺔ ،وﻣﺳﺗوﯾﺎﺗﻬم اﻟﻣﻌﯾﺷﯾﺔ ﺑﻣﺎ ﺗﺿﻣﻧﻪ ﻣن ﺗﺄﻫﯾل وﺗواﻓق ﻣﻊاﺣﺗﯾﺎﺟﺎت ﺳوق اﻟﻌﻣل ،اﻷﻣر اﻟذي ﯾﻧﻌﻛس ﻋﻠﻰ اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ وﯾطورﻫﺎ.
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

 ﺗرﺳﺦ اﻟﺣوﻛﻣﺔ ﻟﻣﺑدأ اﻟﻣﺳﺎءﻟﺔ واﻟﻣﺣﺎﺳﺑﺔ ،اﻟذي ﯾﻧﻌﻛس ﺑدورﻩ ﻋﻠﻰ ﺗرﺷﯾد اﻟﻘارارت ،ودارﺳﺗﻬﺎ وﻣﺷﺎرﻛﺗﻬﺎ ﻣﻊ ﺟﻣﯾﻊاﻷطارف ،واﻟﻘﺿﺎء ﻋﻠﻰ اﻟﻣرﻛزﯾﺔ ،واﻟﺑﯾروﻗارطﯾﺔ اﻟﺗﻲ ﺗﻌﯾق ﺧطط اﻟﺗﻧﻣﯾﺔ وﺗﻘوﺿﻬﺎ.
 .5.4دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ

ﺗﻣﺛل اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ﻣﺟﻣوﻋﺔ اﻟﺳﯾﺎﺳﺎت اﻟﺗﻲ ﯾﺗﺧذﻫﺎ ﻣﺟﺗﻣﻊ ﻣﻌﯾن ،وﺗؤدي إﻟﻰ زﯾﺎدة ﻣﻌدﻻت اﻟﻧﻣو
اﻻﻗﺗﺻﺎدي اﺳﺗﻧﺎدا إﻟﻰ ﻗواﻩ اﻟذاﺗﯾﺔ ،ﻣﻊ ﺿﻣﺎن ﺗواﺻل ﻫذا اﻟﻧﻣو وﺗوازﻧﻪ ﻟﺗﻠﺑﯾﺔ ﺣﺎﺟﺎت أﻓاردﻩ ،وﺗﺣﻘﯾق أﻛﺑر ﻗدر ﻣﻣﻛن ﻣن
اﻟﻌداﻟﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ )ﺑوزﯾد.(2013،
وﻟﻘد ازد اﻻﻫﺗﻣﺎم ﺑﻣﻔﻬوم اﻟﺣوﻛﻣﺔ ﻟﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ ﻓﻲ ﻣﻌظم اﻻﻗﺗﺻﺎدﯾﺎت اﻟﻣﺗﻘدﻣﺔ واﻟﻧﺎﺷﺋﺔ ﺧﻼل اﻟﻌﻘود اﻟﻣﺎﺿﯾﺔ،
وﺧﺎﺻﺔ ﺑﻌد اﻷزﻣﺎت اﻻﻗﺗﺻﺎدﯾﺔ واﻟﻣﺎﻟﯾﺔ اﻟﺗﻲ ﺷﻬدﻫﺎ اﻟﻌﺎﻟم ،واﻟﺗﻲ ﺑرزت ﻧﺗﯾﺟﺔ ﻟﻠﻔﺳﺎد اﻟﻣﺎﻟﻲ واﻹداري  ،وﺿﻌف ﻋﻣﻠﯾﺎت
اﻟﻣﺳﺎءﻟﺔ واﻟرﻗﺎﺑﺔ واﻟﻣﺗﺎﺑﻌﺔ ،اﻷﻣر اﻟذي ﻗﺎد اﻟﻌدﯾد ﻣن اﻟﺧﺑارء واﻻﻗﺗﺻﺎدﯾﯾن إﻟﻰ دارﺳﺔ اﻟﺣوﻛﻣﺔ ﻓﻲ ﻗطﺎع اﻟﺷرﻛﺎت،
وﺗﺄﺛﯾرﻫﺎ ﻋﻠﻰ اﻟﺟواﻧب اﻻﻗﺗﺻﺎدﯾﺔ واﻻﺟﺗﻣﺎﻋﯾﺔ ،وﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﺷﺎﻣﻠﺔ ﻓﻲ ﻛل ﻣن اﻟدول اﻟﻧﺎﺷﺋﺔ واﻟدول اﻟﻣﺗﻘدﻣﺔ ﻋﻠﻰ ﺣد
ﺳواء  ،واﻟﺗﻲ اﻣﺗدت ﺑﻌد ذﻟك إﻟﻰ ﻣؤﺳﺳﺎت اﻟﻣﺟﺗﻣﻊ اﻟﻣدﻧﻲ ﻛﻠﻪ وﻣن ﺿﻣﻧﻬﺎ اﻟﺟﺎﻣﻌﺎتٕ .واذا ﻛﺎﻧت ﻣؤﺳﺳﺎت اﻟﻘطﺎع
اﻟﺧﺎص واﻟﺷرﻛﺎت ﺗﺗﺣﻣل ﺟزءا ﻫﺎﻣﺎ ﻣن ﻋﻣﻠﯾﺔ اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ،ﻓﺈن أﻫﻣﯾﺔ ﻗطﺎﻋﺎت اﻟدوﻟﺔ اﻷﺧرى ،واﻟﺗﻲ ﻣن أﺑرزﻫﺎ
ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎم واﻟﻌﺎﻟﻲ ﻻ ﺗﻘل أﻫﻣﯾﺔ ﻋﻧﻬﺎ.
وﻗد ﺑرزت اﻟﺣوﻛﻣﺔ ﻛﻧظﺎم ﻓﺎﻋل وﻣﻬم ﻓﻲ ﺗﺣﻘﯾق ﺗﻘدم ﺣﻘﯾﻘﻲ ﻓﻲ اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ،وأﺻﺑﺢ ﯾﻧظر إﻟﯾﻬﺎ ﻛﺟزء
رﺋﯾﺳﻲ ﻣن ﻋﻣﻠﯾﺔ اﻟﺗﻧﻣﯾﺔ ﺧﺻوﺻﺎ ﻓﻲ اﻟدول اﻟﻧﺎﻣﯾﺔ اﻟﺗﻲ ﺗﻔﺗﻘد ﻟﺗطﺑﯾق اﻟﻣﻌﺎﯾﯾر اﻟﺗﻲ ﺗﻧﺎدي ﺑﻬﺎ اﻟﺣوﻛﻣﺔ ﻛﺎﻟﻣﺳﺎءﻟﺔ
واﻟﺷﻔﺎﻓﯾﺔ واﻟرﻗﺎﺑﺔ واﻟﻣﺷﺎرﻛﺔ ،وﻓﻲ ﻫذا اﻟﺻدد ﯾؤﻛد ﺑارون ) (Brown,2002ﻋﻠﻰ أن اﻟﺣوﻛﻣﺔ ﺗﻣﺛل اﻟﺣﻠﻘﺔ اﻟﻣﻔﻘودة ﻟﻠﻧﻣو
واﻹﺻﻼح اﻻﻗﺗﺻﺎدي اﻟﻧﺎﺟﺢ ﻓﻲ اﻟدول اﻟﻧﺎﻣﯾﺔ.
وﻓﻲ اﻟوﻗت اﻟذي ﯾؤﻛد ﻓﯾﻪ ﻗﺳم اﻟﺗطوﯾر اﻟدوﻟﻲ ﺑﻠﻧدن )Department for International 2007
 (Development,ﻋﻠﻰ أن اﻟﺣوﻛﻣﺔ أﺳﺎس ﻓﻲ رﻓﻊ ﻗدرة وﻛﻔﺎءة اﻟدوﻟﺔ ،وﺟﻌﻠﻬﺎ أﻛﺛر ﻓﺎﻋﻠﯾﺔ ،ﻓﺈن ﻫﻧﺎك اﺗﻔﺎق ﻓﻲ

اﻟﻣﻧظﻣﺎت اﻟدوﻟﯾﺔ واﻟدول اﻟﻣﺗﻘدﻣﺔ ﻋﻠﻰ أﻫﻣﯾﺔ اﻟﺣوﻛﻣﺔ اﻟﺟﯾدة ،واﻋﺗﺑﺎرﻫﺎ ﺷرطﺎ أﺳﺎﺳﯾﺎ ﻟﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وﺧﻔض
اﻟﻔﻘر ).(Speth,2005
ٕواذا ﻛﺎن اﻟﺗوﺟﻪ اﻟﻌﺎﻟﻣﻲ اﻟﺣﺎﻟﻲ ﻫو ﺗﺑﻧﻲ ﻧظﺎم اﻟﺣوﻛﻣﺔ ﻟﻛل ﻣؤﺳﺳﺎت اﻟدوﻟﺔ اﻟﺧﺎﺻﺔ واﻟﻌﺎﻣﺔ ،ﻓﺈن ﻣن ﺷﺄن

اﻟﺗطﺑﯾق واﻟﻣﻣﺎرﺳﺔ اﻟﺳﻠﯾﻣﺔ ﻟﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت أن ﯾؤدي إﻟﻰ اﻟﻛﻔﺎءة ﻓﻲ اﺳﺗﺧدام اﻟﻣوارد ،وﺗﻌزﯾز اﻟﻘدرة اﻟﺗﻧﺎﻓﺳﯾﺔ ،واﻟﻣﺳﺎﻫﻣﺔ
ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ.

وﻣﻊ أن ﻫﻧﺎك ﺗﺷﺎﺑك وﺗداﺧل ﻛﺑﯾر ﺑﯾن اﻟﺗﻧﻣﯾﺔ اﻻﺟﺗﻣﺎﻋﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ ،ﻓﻛل ﻣﻧﻬﺎ ﺗﻘود إﻟﻰ اﻷﺧرى ،إﻻ أﻧﻧﺎ ﯾﻣﻛن أن
ﻧﻘدم ﻣﺟﻣوﻋﺔ ﻣن اﻟﻣؤﺷارت اﻟﺗﻲ ﺗﺑﯾن دور اﻟﺟﺎﻣﻌﺎت ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ﻋﻠﻰ اﻟﻧﺣو اﻟﺗﺎﻟﻲ:
 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﻣﺑدأ اﻟﻣﺷﺎرﻛﺔ اﻟذي ﯾﻔﺗﺢ اﻟﺑﺎب ﻟﺗﺣﻘﯾق اﺳﺗﻔﺎدة اﻟﺟﺎﻣﻌﺔ ﻣن اﻟﺗﻌﺎون ﻣﻊ اﻟﻣؤﺳﺳﺎت اﻟﺻﻧﺎﻋﯾﺔواﻟﺗﺟﺎرﯾﺔ واﻟﺧدﻣﯾﺔ ،ورﺳم ﺧطط اﻟﺗﻌﺎون ﻣﻊ ﻫذﻩ اﻟﻣؤﺳﺳﺎت ﻟﺗوﻓﯾر ﻓرص ﻟﻠﺑﺣث ،واﻟﻣﻧﺢ اﻟﺑﺣﺛﯾﺔ ﻟﻠطﻼب ،واﻟﻘﯾﺎم
ﺑﺗﻣوﯾﻠﻬﺎ وﺗﺳوﯾﻘﻬﺎ.

 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ اﺳﺗﻘﻼﻟﯾﺔ اﻟﺟﺎﻣﻌﺔ اﻟﻣﺎﻟﯾﺔ واﻹدارﯾﺔ ،وﺗدﻋو إﻟﻰ ﺧﻠق ﻣﺻﺎدر ﻣﺎﻟﯾﺔ ذاﺗﯾﺔ ﻟﻬﺎ ،وﻫذا ﺑدورﻩ ﯾﻘودإﻟﻰ أن ﺗﻛون اﻟﺟﺎﻣﻌﺔ ﻣﻧﺗﺟﺔ ﻟﺗﺣﻘﯾق ﻫذﻩ اﻟﻣوارد اﻹﺿﺎﻓﯾﺔ واﻟﺗﻣوﯾل اﻟذاﺗﻲ ،ﻣن ﺧﻼل ﻋدد ﻣن اﻟوﺳﺎﺋل ﻛﺎﻟﺗﻌﻠﯾم
اﻟﻣﺳﺗﻣر ،واﻻﺳﺗﺷﺎارت ،واﻟﺑﺣوث اﻟﺗﻌﺎﻗدﯾﺔ ،واﻟﺗدرﯾب ،وﻣن ﺛم ﺗﺷﻛل داﻋﻣﺎ ﻟﻠﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ﻓﻲ اﻟﻣﺟﺗﻣﻊ.
 اﻟﻣﺷﺎرﻛﺔ واﻻﺳﺗﻘﻼﻟﯾﺔ ﻣن ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ اﻟﺗﻲ ﺗﻌد وﺳﯾﻠﺔ ﻫﺎﻣﺔ ﻟﺗﺣﻘﯾق اﻹﺑداع اﻟﺑﺣﺛﻲ ،واﺳﺗﺛﻣﺎر ﻣﺧرﺟﺎتاﻟﺑﺣوث ،ﻣن ﺧﻼل اﻻﻋﺗﻣﺎد ﻋﻠﻰ اﻟذات ،واﻟﺷارﻛﺔ ﺑﯾن اﻟﻘطﺎع اﻟﺧﺎص واﻟﺻﻧﺎﻋﺔ واﻟﺣﻛوﻣﺔ واﻟﺟﺎﻣﻌﺔ.
 ﺗﻔﻌﯾﻼ ﻟﻣﺷﺎرﻛﺔ واﻟﻣﺳﺎءﻟﺔ واﻟرﻗﺎﺑﺔ ﻛﻣﺑﺎدئ ﺣوﻛﻣﺔ ﯾﻘود إﻟﻰ زﯾﺎدة اﻹﻧﺟﺎازت اﻟﺗﻘﻧﯾﺔ واﻟﻣﻌﻠوﻣﺎﺗﯾﺔ داﺧل اﻟﺟﺎﻣﻌﺔ.31
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

 اﻟﺣوﻛﻣﺔ ﻋﻣﻠﯾﺔ إدارﯾﺔ ﻓﺎﻋﻠﺔ ﺗﻘود إﻟﻰ اﻟرﺑط اﻟﺟﯾد ﺑﯾن اﻟﺗﻧﻣﯾﺔ واﻟﻣﻧﺟازت اﻟﻌﻠﻣﯾﺔ واﻟﺗﻘﻧﯾﺔ اﻟﺣدﯾﺛﺔ ،واﻟذي ﯾﻧﺗﺞ ﻋﻧﻪﺗﺄﺛﯾر أﻛﺑر ﻟﻣﺧرﺟﺎت اﻟﺑﺣث اﻟﻌﻠﻣﻲ واﻧﻌﻛﺎﺳﺎﺗﻪ ﻋﻠﻰ اﻟﺗﻧﻣﯾﺔ.
 ﺗؤﺛر اﻟﺣوﻛﻣﺔ ﻣن ﺧﻼل ﺻورة اﺗﺧﺎذ اﻟﻘارر اﻟذي ﯾﺗم ﻋﺑر اﻟﻣﺷﺎرﻛﺔ ،وﯾﻣر ﻋﺑر ﻗﻧوات ﻣﺗﻌددة ،ﻋﻠﻰ اﻟﻧﺷﺎطﺎتاﻻﻗﺗﺻﺎدﯾﺔ داﺧل وﺧﺎرج اﻟﺟﺎﻣﻌﺔ.
 ﺗﻌﻣل ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻣن ﺧﻼل ﻣﺑدأ اﻟﺷﻔﺎﻓﯾﺔ واﻹﻓﺻﺎح ﻋﻠﻰ ﺟذب اﻟﻣزﯾد ﻣن ﻣﺻﺎدر اﻷﻣوال اﻟﻣﺣﻠﯾﺔ واﻟﻌﺎﻟﻣﯾﺔ،ﻣﻣﺎ ﯾﻌزز ﻣﻛﺎﻧﺗﻬﺎ ،وﯾدﻋم ﻗدرﺗﻬﺎ ﻋﻠﻰ ﺗﺑﻧﻲ اﻟﻣﺷروﻋﺎت اﻟﺑﺣﺛﯾﺔ اﻟﺗﻲ ﺗﺣﺗﺎج إﻟﻰ دﻋم ﻣﺎﻟﻲ وﺗﻧﻌﻛس ﺑدورﻫﺎ ﻋﻠﻰ
اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ ﻓﻲ اﻟﺑﻠد.

 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ اﻟﺳﯾطرة ﻋﻠﻰ اﻟﻔﺳﺎد ،وﻫذا ﯾﻘود اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰ اﻻﺳﺗﺛﻣﺎر اﻷﻣﺛل ﻟﻣواردﻫﺎ وطﺎﻗﺎﺗﻬﺎ ﻓﻲ ﻣﺻﻠﺣﺔاﻟﻌﻣﻠﯾﺔ اﻟﺗﻌﻠﯾﻣﯾﺔ واﻷﻫداف اﻟﻣرﺳوﻣﺔ ﻟﻬﺎ ،وﯾدﻋم ﺑارﻣﺞ اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ.
 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﺑﻧﺎء أﺟﻬزة رﻗﺎﺑﯾﺔ ﺗﺳﺗطﯾﻊ اﺳﺗﺛﻣﺎر ﻣوازﻧﺎت اﻟﺗﻌﻠﯾم ﺑﺄﻗﺻﻰ درﺟﺔ ﻣن اﻟﺣﻛﻣﺔ ،وأﻗل ﻧﺳﺑﺔ ﻣناﻟﻬدر ،وﺗوظف ﻫذﻩ اﻟﻣوارد اﻟﺗوظﯾف اﻷﻣﺛل اﻟذي ﯾﺣﻘق أﻫداﻓﻬﺎ.
 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﺗﻔﻌﯾل ﻣوارد اﻟﺟﺎﻣﻌﺔ اﻟذاﺗﯾﺔ وﺗﺣوﯾﻠﻬﺎ ﻣن ﻣؤﺳﺳﺎت اﺳﺗﻬﻼﻛﯾﺔ إﻟﻰ ﻣؤﺳﺳﺎت إﻧﺗﺎج ،ﺗﺗﺑﻧﻰ اﻧﺗﺎجاﻟﻣﻌرﻓﺔ واﻻﻛﺗﺷﺎف ،وﺗوظﻔﻬﺎ ﻟزﯾﺎدة اﻟﻧﻣو واﻟدﺧل ،وﺗﻘﻠل ﻣن اﻻﻧﻔﺎق اﻟﻣﺗازﯾد ﻋﻠﻰ اﻟﺗﻌﻠﯾم ﻣن ﻗﺑل اﻟدوﻟﺔ ،واﻟذي
ﯾﻧﻌﻛس ﺳﻠﺑﺎ ﻋﻠﻰ اﻻﻗﺗﺻﺎد اﻟﻌﺎم.
 ﺗﺳﺗﻧد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ ﻣﺑﺎدئ اﻟﺷﻔﺎﻓﯾﺔ واﻟﻣﺳﺎءﻟﺔ واﻟرﻗﺎﺑﺔ اﻟﻣؤﺳﺳﯾﺔ ،واﻟﺗﻲ ﺑدورﻫﺎ ﺗﻣﺛل أﺳﺎﺳﺎ ﻟﻠﺗﻧﺎﻓﺳﯾﺔ ﺑﯾن اﻟﺟﺎﻣﻌﺎتﻋﻠﻰ اﻟﻣﺳﺗوى اﻟﻣﺣﻠﻲ واﻟﻌﺎﻟﻣﻲ ،ﻣﻣﺎ ﯾﻔﺗﺢ اﻟﻣﺟﺎل ﻟﻺﺑداع اﻟﻌﻠﻣﻲ واﻟﺑﺣﺛﻲ.

 ﺗﻧﺎدي اﻟﺣوﻛﻣﺔ ﺑﺗوﻓﯾر اﻟﺑﯾﺎﻧﺎتٕ ،واﺗﺎﺣﺗﻬﺎ ﻟﻠﻣﻬﺗﻣﯾن ﺑﺷﻛل ﺷﻔﺎف وواﺿﺢ ،اﻷﻣر اﻟذي ﯾﺳﺎﻋد اﻟﺟﺎﻣﻌﺎت ﻋﻠﻰ اﺗﺧﺎذﻗارارت رﺷﯾدة ﺗﺗواﻓق ﻣﻊ ﻣﺗطﻠﺑﺎت اﻟﺗﻧﻣﯾﺔ اﻻﻗﺗﺻﺎدﯾﺔ.

 ﺗؤﻛد اﻟﺣوﻛﻣﺔ ﻋﻠﻰ اﻟﻔﺎﻋﻠﯾﺔ اﻟﺗﻧظﯾﻣﯾﺔ واﻟﻼﻣرﻛزﯾﺔ ﻓﻲ ﺻﻧﻊ اﻟﻘارارت اﻷﻣر اﻟذي ﯾﺗﯾﺢ اﻟﻣﺟﺎل ﻟﻠﺟﺎﻣﻌﺎت ﻟﻠﻣﻧﺎﻓﺳﺔﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻣﯾز.
 .6.4ﻣﻘﺗرﺣﺎت ﺗﻔﻌﯾل دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ

ﻣن ﺧﻼل ﻣﺎ ﺗم ﻋرﺿﻪ ﻣن ﺑﯾﺎن ﻟدور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ اﻟﻣﺗﻣﺛل ﺑﺎﻟﺟﺎﻣﻌﺎت ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ
اﻟﻣﺟﺎل اﻻﺟﺗﻣﺎﻋﻲ واﻻﻗﺗﺻﺎدي ﺗﺣدﯾدا ،واﻻﻧﻌﻛﺎﺳﺎت اﻹﯾﺟﺎﺑﯾﺔ اﻟﺗﻲ ﯾﻣﻛن أن ﺗﻧﺗﺞ ﻋن ﺗﺑﻧﻲ ﻫذا اﻟﻧظﺎم ﻓﻲ ﻣؤﺳﺳﺎت
اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ﻋﻠﻰ ﺑارﻣﺞ اﻟﺗﻧﻣﯾﺔ ،واﻧطﻼﻗﺎ ﻣن اﻟدور اﻟﻛﺑﯾر واﻟﻔﺎﻋل ﻟﻠﺗﻌﻠﯾم وﻣؤﺳﺳﺎﺗﻪ ﻓﻲ اﻟﻌﻠﻣﯾﺔ
اﻟﺗﻧﻣوﯾﺔ؛ ﯾﻣﻛن ﺗﻘدﯾم ﻣﺟﻣوﻋﺔ ﻣن اﻟﻣﻘﺗرﺣﺎت اﻟﺗﻲ ﺗﺳﺎﻋد ﻋﻠﻰ ﺗﻔﻌﯾل دور ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ
اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ،واﻟﺗﻲ ﯾﻣﻛن اﺳﺗﻌارﺿﻬﺎ ﻋﻠﻰ اﻟﻧﺣو اﻟﺗﺎﻟﻲ:
-

ﺗﻧﻣﯾﺔ وﻋﻲ ٕوادارك اﻟﻘﺎﺋﻣﯾن ﻋﻠﻰ اﻟﺟﺎﻣﻌﺎت وﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﺑﺎﻟوطن اﻟﻌرﺑﻲ ﺑﺄﻫﻣﯾﺔ اﻟﺣوﻛﻣﺔ ودرﻫﺎ اﻟﻔﺎﻋل
ﻓﻲ اﻟﺿﺑط واﻟرﻗﺎﺑﺔ واﻟﻣﺗﺎﺑﻌﺔ ،ﻣن ﺧﻼل اﻟﻌﻣل اﻟﻣﺷﺗرك واﻟﻠﻘﺎءات واﻟﻣؤﺗﻣارت.
اﻋﺗﻣﺎد رؤﯾﺔ واﺿﺣﺔ واﺳﺗارﺗﯾﺟﯾﺎت ﺗﻌﻠﯾﻣﯾﺔ ﺗﺗﺑﻧﻰ ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ،وﺗارﻋﻲ اﻟواﻗﻊ اﻻﺟﺗﻣﺎﻋﻲ
واﻟﺛﻘﺎﻓﻲ ﻟﻠﻣﺟﺗﻣﻌﺎت اﻟﻌرﺑﯾﺔ.

-

ﺳن وﺗطوﯾر اﻟﺗﺷرﯾﻌﺎت واﻷﻧظﻣﺔ واﻟﻘواﻧﯾن اﻟﺗﻲ ﺗرﺗﻘﻲ ﺑﺄداء اﻟﺟﺎﻣﻌﺎت ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ ،وﺗﺳﻬل ﻟﻬﺎ ﺗطﺑﯾق ﻣﺑﺎدئ
اﻟﺣوﻛﻣﺔ اﻟﻣرﺗﺑطﺔ ﺑﺎﻟﻣﺷﺎرﻛﺔ واﻟﻣﺳﺎءﻟﺔ واﻟﺷﻔﺎﻓﯾﺔ واﻟرﻗﺎﺑﺔ اﻟﻔﺎﻋﻠﺔ.

-

ﺗوﻓﯾر اﻟﺑﯾﺋﺔ اﻟﻣﻧﺎﺳﺑﺔ ﻟﺗطﺑﯾق ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ﺑﻣﺎ ﻓﯾﻬﺎ ﻣن أطر ﻋﺎﻣﺔ ،وﻗواﻧﯾن ،واﻟﻌﻣل ﻋﻠﻰ ﺧﻠق أرﺿﯾﺔ ﺳﯾﺎﺳﯾﺔ
ﻣﻧﺎﺳﺑﺔ ﺗﺳﺗطﯾﻊ ﺗﻘﺑل ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ اﻟﻘﺎﺋﻣﺔ ﻋﻠﻰ اﻟدﯾﻣﻘارطﯾﺔ ،واﻟﺣرﯾﺔ ،واﻟﻣﺷﺎرﻛﺔ ،واﻟﻼﻣرﻛزﯾﺔ وﺗؤﻣن ﺑﻬﺎ.
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ﺗﻔﻌﯾل اﻟﺗﻌﺎون اﻟﻣﺷﺗرك واﻟﺗﺑﺎدل اﻟﻣﻌﻠوﻣﺎﺗﻲ واﻟﺗﻘﻧﻲ ﺑﯾن اﻟدول اﻟﻌرﺑﯾﺔ ﻓﯾﻣﺎ ﯾﺧدم اﻟﺟﺎﻣﻌﺎت ،وﯾرﺗﻘﻲ ﺑﺄداﺋﻬﺎ
وﻣﺧرﺟﺎﺗﻬﺎ.

-

اﻻﺳﺗﻔﺎدة ﻣن اﻟﺧﺑارت واﻟﺗﺟﺎرب اﻟﻌﺎﻟﻣﯾﺔ ﻓﻲ ﺗطﺑﯾق ﻣﺑﺎدئ اﻟﺣوﻛﻣﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺎت ،ﻣﻊ ﻣارﻋﺎة اﻟﻬوﯾﺔ اﻟﺛﻘﺎﻓﯾﺔ
واﻻﺟﺗﻣﺎﻋﯾﺔ ﻟﻠﻣﺟﺗﻣﻊ اﻟﻌرﺑﻲ.

-

زﯾﺎدة اﻟوﻋﻲ ﺑﺄﻫﻣﯾﺔ ﻧظﺎم اﻟﺣوﻛﻣﺔ ،وﻧﺷر ﺛﻘﺎﻓﺔ اﻟﺣوﻛﻣﺔ ﻋﻠﻰ أﻛﺑر ﻧطﺎق ﻟدى ﺷارﺋﺢ اﻟﻣﺟﺗﻣﻊ ،وﺑﻛل ﻣﺳﺗوﯾﺎﺗﻪ.

ﻣارﺟﻊ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ

 .1أﺑو ﺟودة ،إﻟﯾﺎس .(2011) .اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ وأﺑﻌﺎدﻫﺎ اﻻﺟﺗﻣﺎﻋﯾﺔ واﻻﻗﺗﺻﺎدﯾﺔ واﻟﺑﯾﺋﯾﺔ .ﻣﺟﻠﺔ اﻟدﻓﺎع اﻟوطﻧﻲ،(78) ،
.96-59
 .2أﺑو ﺳﻠﯾم ،ﻣﺣﻣد .(2013) .اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟﻣﺟﺗﻣﻌﺎت اﻟﻌرﺑﯾﺔ .ﺗم اﻟرﺟوع إﻟﯾﻪ ﺑﺗﺎرﯾﺦ 25
دﯾﺳﻣﺑر 2017ﻣن اﻟﻣوﻗﻊalwsa21.blogspot.com/2013/05/blog-post_21.html :

 .3اﻹﻣﺎم ،ﻣﺣﻣد .(1994) .اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ ﻣن اﻟﻣﻧظور اﻟﻘوﻣﻲ .ﻣرﻛز دارﺳﺎت اﻟوﺣدة اﻟﻌرﺑﯾﺔ ،ﺑﯾروت.
 .4اﻷﻣم اﻟﻣﺗﺣدة .(2018) .أﻫداف اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ .اﻟﻣوﻗﻊ اﻟرﺳﻣﻲ ﻟﻸﻣم اﻟﻣﺗﺣدة ،ﺗم اﻟرﺟوع اﻟﯾﻪ ﺑﺗﺎرﯾﺦ
30دﯾﺳﻣﺑر 2017ﻣن اﻟﻣوﻗﻊ: http://www.un.org/sustainabledevelopment/ar/globalpartnerships
 .5ﺑﺎﻣﺧرﻣﺔ ،أﺣﻣد وﺑﺎطوﯾﺢ ،ﻣﺣﻣد .(2010) .ﺗطﺑﯾق ﻣﻔﻬوم اﻟﺣوﺳﺑﺔ ﻓﻲ اﻟﺟﺎﻣﻌﺎت اﻟﻌرﺑﯾﺔ اﻟﺣﻛوﻣﯾﺔ :اﻟﺳﺑل واﻟﺗﺣدﯾﺎت.
ﻣﺟﻠﺔ اﻗﺗﺻﺎدﯾﺎت ﺷﻣﺎل أﻓرﯾﻘﯾﺎ ).42-19 ،(8
 .6ﺑارح ،أﺣﻣد وﺑﻠﻌﺑﺎس ،ﻣارد .(2013) .ﺗطوﯾر اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻟﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ – اﻟﺟازﺋر أﻧﻣوذﺟﺎ .ﻣﺟﻠﺔ اﻟﺑﺣوث

واﻟدارﺳﺎت اﻻﺟﺗﻣﺎﻋﯾﺔ واﻹﻧﺳﺎﻧﯾﺔ ،(2) ،ﻟﻧدن.
 .7ﺑرﻧﺎﻣﺞ ﻣﺑﺎدرة اﻟﻌﺎﻟم اﻟﻌرﺑﻲ وﻣرﻛز اﻟﺗﻛﺎﻣل اﻟﻣﺗوﺳطﻲ .(2011) .ﺑرﻧﺎﻣﺞ ﺑطﺎﻗﺔ ﻓﺣص اﻟﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﯾﺔ.

 .8ﺑو زﯾد ،ﺳﺎﯾﺢ .(2013) .دور اﻟﺣﻛم اﻟرﺷﯾد ﻓﻲ ﺗﺣﻘﯾق اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﺎﻟدول اﻟﻌرﺑﯾﺔ – ﺣﺎﻟﺔ اﻟﺟازﺋر .رﺳﺎﻟﺔ
دﻛﺗوارﻩ ﻏﯾر ﻣﻧﺷورة ،ﺟﺎﻣﻌﺔ أﺑﻲ ﺑﻛر ﺑﻠﻘﺎﯾد – ﺗﻠﻣﺳﺎن.
 .9اﻟدردري ،ﻋﺑد اﷲ .(2011) .ﺗﺣدﯾﺎت اﻟﺗﻧﻣﯾﺔ ﻓﻲ اﻟﻣﻧطﻘﺔ اﻟﻌرﺑﯾﺔ ﻣﻘدﻣﺔ ﻟﻸوارق اﻟﻣرﺟﻌﯾﺔ 2011اﻟدواﺋر اﻷرﺑﻊ ﻟﻠﺣﻠﻘﺔ

اﻟﻣﻔرﻏﺔ :ﺣﺎﻻت ﻗطرﯾﺔ .أﺑﺣﺎث وﻣﻧﺷوارت ﺑرﻧﺎﻣﺞ اﻷﻣم اﻟﻣﺗﺣدة اﻹﻧﻣﺎﺋﻲ ﻓﻲ اﻟدول اﻟﻌرﺑﯾﺔ .اﻷﻣم اﻟﻣﺗﺣدة.
 .10ﺟﻣﯾل ،اﻟﺳﯾد ﻣﺣﻣد .(2006) .اﻟدﻟﯾل اﻟﻣرﺟﻌﻲ ﻟﻠﺷﺑﺎب اﻟﻌرﺑﻲ ﻓﻲ ﻣﺟﺎل اﻟﺣﻔﺎظ ﻋﻠﻰ اﻟﺑﯾﺋﺔ .ﺟﺎﻣﻌﺔ اﻟدول اﻟﻌرﺑﯾﺔ،
ﻣﺻر.
 .11ﺟﻬﺎن ،ﺳﻠﯾم وآﺧرون .(2015) .ﺗﻘرﯾر اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ  2015اﻟﺗﻧﻣﯾﺔ ﻓﻲ ﻛل ﻋﻣل .ﺻﺎدر ﻋن ﺑرﻧﺎﻣﺞ اﻷﻣم اﻟﻣﺗﺣدة
اﻹﻧﻣﺎﺋﻲ.
 .12ﺟﻬﺎن ،ﺳﻠﯾم وآﺧرون .(2016) .ﺗﻘرﯾر اﻟﺗﻧﻣﯾﺔ اﻟﺑﺷرﯾﺔ  2016ﺗﻧﻣﯾﺔ ﻟﻠﺟﻣﯾﻊ .ﺻﺎدر ﻋن ﺑرﻧﺎﻣﺞ اﻷﻣم اﻟﻣﺗﺣدة
اﻹﻧﻣﺎﺋﻲ.

 .13اﻟﺣرﺑش ،ﺳﻠﯾﻣﺎن واﻟﺗرﻛﻲ ،ﺧﺎﻟد وﺟﻼل أﺣﻣد .(2006) .ﺗﺟﺎرب اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ اﻹﯾﺟﺎﺑﯾﺎت واﻟﺳﻠﺑﯾﺎت.
اﻟﻣﻠﺗﻘﻰ اﻟﻌرﺑﻲ اﻟﺛﺎﻟث ﻟﻠﺗرﺑﯾﺔ واﻟﺗﻌﻠﯾم – اﻟﺗﻌﻠﯾم واﻟﺗرﺑﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻓﻲ اﻟوطن اﻟﻌرﺑﻲ – ﻟﺑﻧﺎن.321-301 ،
 .14ﺣﺳن ،ﻣﺣﻣد ﺻدﯾق .(2009) .اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ .ﺗﺣﻘﯾق ﺻﺣﻔﻲ ،ﻣﺟﻠﺔ اﻟﺗرﺑﯾﺔ ﻗطر .90-74 ،(168)38
 .15اﻟﺧطﯾب ،أﺣﻣد و ﻣﻌﺎﯾﻌﻪ ،ﻋﺎدل .(2006) .اﻹدارة اﻹﺑداﻋﯾﺔ ﻟﻠﺟﺎﻣﻌﺎت ﻧﻣﺎذج ﺣدﯾﺛﺔ ،اﻷردن :ﻋﺎﻟم اﻟﻛﺗب اﻟﺣدﯾث.
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ﺣوﻛﻣﺔ اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ

 .16ﺳارج اﻟدﯾن ،اﺳﻣﺎﻋﯾل وﺧورﺷﯾد ،ﻣﻌﺗز وﯾوﺳف ،ﻣﺣﺳن .(2009) .ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت وﺗﻌزﯾز ﻗدرت ﻣﻧظوﻣﺔ اﻟﺗﻌﻠﯾم

اﻟﻌﺎﻟﻲ واﻟﺑﺣث اﻟﻌﻠﻣﻲ ﻓﻲ ﻣﺻﺮ ،ﻣﻛﺗﺑﺔ اﻻﺳﻛﻧدرﯾﺔ.
 .17اﻟﺳر ،ﺧﺎﻟد ﺧﻣﯾس .(2013) .ﻋواﺋق ﺗطﺑﯾق اﻟﺣوﻛﻣﺔ ﻓﻲ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ﻓﻲ ﻓﻠﺳطﯾن وﺳﺑل اﻟﺗﻐﻠب ﻋﻠﯾﻬﺎ.
ورﻗﺔ ﻋﻣل ﻣﻘدﻣﺔ ﻟورﺷﺔ ﺣوﻛﻣﺔ ﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ ،ﻏزة :ﻫﯾﺋﺔ اﻻﻋﺗﻣﺎد واﻟﺟودة ﻟﻣؤﺳﺳﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ.
 .18اﻟﺷﻣري ،ﻋﺎدل ﻋﺎﯾد .(2017) .واﻗﻊ ﺣوﻛﻣﺔ اﻟﺟﺎﻣﻌﺎت اﻟﺳﻌودﯾﺔ ودورﻫﺎ ﻓﻲ ﺗﺣﻘﯾق رؤﯾﺔ اﻟﻣﻣﻠﻛﺔ  .2030ﻣﺟﻠﺔ

اﻟﻌﻠوم اﻟﺗرﺑوﯾﺔ واﻟﻧﻔﺳﯾﺔ ،ﺟﺎﻣﻌﺔ اﻟﻣﻠك ﺳﻌود.397 -369 ،(3) 30 .
 .19ﻋﺎﺷور ،ﻣﺣﻣد .(2014) .اﻟﻌﻼﻗﺔ ﺑﯾن اﻟﺗﻌﻠﯾم واﻟﺗﻧﻣﯾﺔ اﻟﺷﺎﻣﻠﺔ ،ﻣﻘﺎل ﻣﻧﺷور ﻓﻲ ﺻﺣﯾﻔﺔ اﻟأري ،ﺗم اﻟرﺟوع إﻟﯾﻪ ﺑﺗﺎرﯾﺦ
 26ﻧوﻓﻣﺑر  2014ﻣن اﻟﻣوﻗﻊhttp://alrai.com/article/683259.html :

 .20ﻋﺑد اﻟﻔﺗﺎح ،ﻣﺣﻣد ﻋﺑد اﻟﻔﺗﺎح .(2010) .ﺗطوﯾر دور اﻟﺟﺎﻣﻌﺎت ﻓﻲ إطﺎر ﻧﺷر ﺛﻘﺎﻓﺔ ﺣوﻛﻣﺔ اﻟﻣؤﺳﺳﺎت .ورﻗﺔ ﻋﻣل.
اﻟﻔﻛر اﻟﻣﺣﺎﺳﺑﻲ ،14ﻋدد ﺧﺎص.104-86 ،
 .21اﻟﻌﺗﯾﻘﻲ ،إﺑارﻫﯾم وﺣﻣﺎد ،وﺣﯾد ﺷﺎﻩ .(2016) .اﻟﺣوﻛﻣﺔ ﻛﻣدﺧل ﻟﺗﺣﻘﯾق اﻟﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﺑﺎﻟوطن

اﻟﻌرﺑﯾﻔﻲ ﺿوء اﻟﺧﺑرة اﻷﻣرﯾﻛﯾﺔ .اﻟﻣؤﺗﻣر اﻟﻌﻠﻣﻲ اﻟﺳﻧوي اﻟﺛﺎﻟث واﻟﻌﺷرﯾن ﻟﻠﺟﻣﻌﯾﺔ اﻟﻣﺻرﯾﺔ ﻟﻠﺗرﺑﯾﺔ اﻟﻣﻘﺎرﻧﺔ واﻹدارة
اﻟﺗﻌﻠﯾﻣﯾﺔ ﺑﻌﻧوان :اﻟﺗﻌﻠﯾم واﻟﺗﻘدم ﻓﻲ دول أﻣرﯾﻛﺎ اﻟﺷﻣﺎﻟﯾﺔ .اﻟﺟﻣﻌﯾﺔ اﻟﻣﺻرﯾﺔ ﻟﻠﺗرﺑﯾﺔ اﻟﻣﻘﺎرﻧﺔ واﻹدارة اﻟﺗﻌﻠﯾﻣﯾﺔ-61 ،
.85
 .22ﻋﻠﻲ ،ﻓﻛري ﻣﺣﻣد .(2012) .ﺣوﻛﻣﺔ اﻟﻧظﺎم اﻟﺗﻌﻠﯾﻣﻲ؛ ﻣدﺧل ﻟﺗﺣﻘﯾق اﻟﺟودة ﻓﻲ اﻟﺗﻌﻠﯾم .ﻣﺟﻠﺔ ﻛﻠﯾﺔ اﻟﺗرﺑﯾﺔ

ﺑﺎﻟﻣﻧﺻورة.532-449 ،(79)2 ،

 .23ﻋﻣارن ،ﺗﻐرﯾد وﻟﺑﻧﻲ ،ﻋواطف .(2014) .ﺗﻠﺑﯾﺔ اﻻﺣﺗﯾﺎﺟﺎت اﻟﺗﻌﻠﯾﻣﯾﺔ اﻟﻣرﺗﺑطﺔ ﺑﺎﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ ﻣن ﺧﻼل ﻣﻘرارت
اﻟﺗرﺑﯾﺔ اﻷﺳرﯾﺔ ﻓﻲ ﺛﻼث ﻣﻧﺎطق ﺗﻌﻠﯾﻣﯾﺔ ﻣﺧﺗﻠﻔﺔ .ﻣﺟﻠﺔ ﻣﺟﻣﻊ.268-221 ،(8) ،
 .24ﻏﻧﯾم ،ﻋﺛﻣﺎن وأﺑو زﻧط ،ﻣﺎﺟدة (2006) .اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ إطﺎر ﻓﻛري ،ﻣﺟﻠﺔ اﻟﻣﻧﺎرة ،(1)12 ،ﺟﺎﻣﻌﺔ آل اﻟﺑﯾت،
اﻷردن.
 .25ﻣﺎﻛوﯾن ،روازﻟﯾن .(2009) .اﻟﺗﻌﻠﯾم ﻣن أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ  -ﺣﻘﯾﺑﺔ ﺗﻌﻠﯾﻣﯾﺔ .ﺳﻠﺳﻠﺔ ﻣﻧﺷوارت ﺑرﻧﺎﻣﺞ اﻟﺗﻌﻠﯾم ﻣن
أﺟل اﻟﺗﻧﻣﯾﺔ اﻟﻣﺳﺗداﻣﺔ.
 .26ﻣدﻛور ،ﻋﻠﻰ أﺣﻣد .(2009) .دور اﻟﻘطﺎع اﻟﺧﺎص ﻓﻲ ﺗﻌزﯾز اﻗﺗﺻﺎدﯾﺎت اﻟﺗﻌﻠﯾم اﻟﻌﺎﻟﻲ .ﻣﺟﻠﺔ اﻟﻌﻠوم اﻟﺗرﺑوﯾﺔ ،ﻋدد
ﺧﺎص ﻋن اﻟﻣؤﺗﻣر اﻟدوﻟﻲ اﻟﺳﺎﺑﻊ ،اﻟﺗﻌﻠﯾم ﻓﻲ ﻣطﻠﻊ اﻷﻟﻔﯾﺔ اﻟﺛﺎﻟﺛﺔ – اﻟﺟودة – اﻹﺗﺎﺣﺔ – اﻟﺗﻌﻠم ﻣدى اﻟﺣﯾﺎة.
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