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Abstract 

A key component of military professionalisation is the development of authority over 

a body of knowledge. Defence forces undergoing significant transformation often lack 

the capacity needed to effectively create and transmit this knowledge. A function of 

civilian universities is to support capacity development within both public and private 

organisations, however, for countries with unstable civil-military relations, forging 

relationships between the military and the academic communities can be challenging. 

This function is even more challenging when the higher education sector is limited in 

its own capacity to support society’s needs in an increasingly competitive, knowledge 

economy.   

Ethiopia provides an excellent research site to explore these challenges as, along with 

many other African countries, its higher education sector has lacked investment from 

the international donor community over the past 30 years as global agendas have 

concentrated on the development of primary education. At the same time, the country 

has been undergoing significant political transition and has embarked on a defence 

transformation programme to develop skills and knowledge as part of its military 

professionalisation process.   

This study uses a qualitative research strategy to carry out 28 in-depth interviews with 

civil servants and military officers within the Ethiopian Ministry of National Defence, 

as well as academics working within national civilian universities in Ethiopia. It 

explores individual perceptions, from both defence and academic communities to 

understand the role higher education has played in the professionalisation of armed 

forces within Ethiopia. 

Findings indicate that national universities play a key role in building capacity to 

support the development of defence education institutions for professional military 

education. At the individual level, this has encouraged positive civil-military relations 

to flourish, however, without overarching long-term agreements these relationships 

were susceptible to decline in reaction to a changing political environment. An area 

which was identified to encourage more sustained partnerships was within academic 

research. The results from this study support the argument for greater investment in 

research in civilian universities to foster stronger, more stable civil-military 

relationships. 

As limited literature is published on contemporary civil-military relations in Ethiopia 

and even less on the specific relationship between the military and the higher 

education sector, this study provides the groundwork to inform further research and 

practice in this area. The study demonstrates that higher education institutions are 

important actors for contributing to defence transformation in Ethiopia, with 

implications for national and international actors involved in defence reform 

programmes in similar contexts.   
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“When I meet researchers who tell me they have a good understanding of the 

Ethiopian culture, it’s then I realise that their understanding might be limited. I am 

Ethiopian, I am a researcher and I really struggle to understand the complexities of 

our culture” (Ethiopian military officer) 
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CHAPTER 1: INTRODUCTION 

This introductory chapter provides the reader with an overview of the research carried 

out within this qualitative dissertation which focuses on the relationship between 

defence and academia in Ethiopia. Exploring the perceptions of members from 

defence and academic communities, it aims to increase understanding of the role 

higher education has played in the professionalisation of armed forces within 

Ethiopia.  

This chapter will outline the academic, contextual, and personal rationale for this 

study to provide background as to why Ethiopia has been chosen for this research as 

well as the significance of this study. The research questions, aims and objectives will 

also be discussed before outlining the main bodies of literature used to frame the 

research. Finally, this chapter will discuss the research approach along with my own 

position as the researcher.  

 

1.1 Academic Rationale 

The literature relating to the higher education (HE) sector in conflict-affected and 

low-income countries (LICs) demonstrates the important role it should play for 

supporting human capital development and strengthening institutions (Oketch, 

McCowan, and Schendel, 2014; McCowan, 2018; Milton 2020). However, literature 

relating to military professionalisation also suggests that forging relationships 

between the military and key groups within civil society, such as universities, can be 

challenging in conflict-affected environments (Edmunds, 2006). Furthermore, the HE 

sector in conflict-affected and LICs often suffers from lack of investment which adds 

to its own capacity challenges to support national reforms. There is little research to 

understand the nature of the important relationship between academia and defence in 

a country undergoing political, economic and social reforms such as that experienced 

by Ethiopia in the last 25 years.      

The outcome of this study will provide a contribution to the literature on military 

professionalisation specific to the Ethiopian context, focusing on the higher education 
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community as key actors for developing civil-military relations. The military 

professionalisation body of knowledge is largely dominated by western experiences, 

primarily the US experience, within which scholars and practitioners continue to 

argue the utility of civilian higher education to the military profession (Johnson-

Freese, 2012). Providing a view from an African nation that has undergone significant 

transformation of its armed forces in the last 25 years will provide useful insights into 

how higher education is used to support reform agendas in countries transitioning 

from conflict and embarking on a path of economic growth. While not generalizable 

across the entire Ethiopian defence and higher education sectors, the findings from 

this study will provide the groundwork to inform further research and practice where 

national higher education institutions are able to contribute to defence reform. The 

findings of the research will also inform recommendations which could further 

develop the important relationship between the Ethiopian Ministry of National 

Defence (EMOND) and the Ethiopian Ministry of Science and Higher Education 

(MoSHE). More generally, the findings will contribute to the growing literature that 

addresses the relevance of higher education to the broader development of society and 

the strengthening of institutions in conflict-affected and LICs (Altbach, 2009; 

Altbach, 2013; Bloom, Canning and Chan 2006; Brannelly, Lewis, Ndaruhutse 2011; 

Brennan, King and Lebeau 2004; Castells, 1994; Castells, 2001; Ghani and Lockhart 

2008; Kapur and Crowley 2008; McCowan, 2018; Milton, 2013; Milton & Barakat, 

2016; Oketch, McCowan, and Schendel, 2014; Schendel, Mazimhaka and Ezeanya 

2013; Stiglitz 2006; Teferra, 2014, Tierney, 2011; Unterhalter & Howell, 2020). 

According to a 2014 publication by the Institute of Education, which draws on the 

research of some of the authors listed above, “the extent and nature of the impact of 

tertiary education on development remains unclear” (Oketch, McCowan and 

Schendel, 2014, p.1). The output of this research will add to this limited but emerging 

debate by offering a unique and often under-reported perspective of the defence 

sector.  
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1.2 Contextual Rationale 

Before elaborating on why Ethiopia provides an interesting research site to explore 

military and HE relations, it is useful to provide an overview of the country, including 

some of its most recent political developments.  

Ethiopia is the second largest country in Africa with a population of just over 112 

million (World Bank, 2020). It boasts the fastest growing economy within the region 

having averaged 9.8% economic growth per year from 2008/9 to 2018/19 (World 

Bank, 2020). However, it remains one of the poorest per capita income countries in 

the region, ranking 173rd out of 189 countries in the United Nations Human 

Development Index (UNDP, 2019). In 1994, Ethiopia was declared a federal state 

initially made up of nine ethnically based regional states and two chartered cities, 

Addis Ababa and Dire Dawa, however, a referendum in November 2019 gave 

autonomy to Sidama to become the 10th regional state (see figure 1 below). 

Figure 1. Map of Ethiopia 

 

Source: Political Geography Now (2019) 

 

Ethiopia is a landlocked country, bordered with Sudan, South Sudan, Djibouti, 

Somaliland, Somalia, Kenya and Eritrea (see figure 1 above). Located in a politically 
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unstable part of the world, it has faced violent inter-state conflict over recent years as 

well as cross-border security challenges. Ethiopia has also suffered significant internal 

conflict and political instability over much of the past century – a challenge it 

continues to experience today.  

In the early 2000s, the head of the Ethiopian People’s Revolutionary Democratic 

Front (EPRDF) and Prime Minister, Meles Zenawi, declared Ethiopia as a 

“democratic developmental state”. Although there is no clear definition of a 

democratic developmental state, Zenawi (2012) outlined commonalities across a 

number of developmental states in different contexts. Acknowledging that the 

developmental state model could exist in both democratic and undemocratic contexts, 

he made it clear that for Ethiopia, it pursued the consolidation of democracy at the 

same time as development. Zenawi (2012) also acknowledged that developmental 

states typically pursue accelerated development, they are typically socially and 

politically constructed on the history of their country and governments and they 

typically have the means to reward and punish the private sector in order to promote 

desired behaviour (Zenawi, 2012). 

Despite the democratic developmental state model bringing Ethiopia impressive 

results in economic growth over the past two decades and despite relative political 

stability in comparison to some of its neighbouring countries, there has been growing 

internal unrest and an increasing number of ethno-nationalist protests arising across 

the country in recent years. The most notable recent protests are those by the Oromo 

ethnic group, expressing grievances for what they consider to be decades of repression 

and exclusion from political decision-making (Endeshaw, 2020a). 

2018 brought a hopeful political change to Ethiopia as the EPRDF elected a leader 

from the Oromo ethnic group, breaking with decades of Tigrayan dominance. Within 

the first six months of Dr Abiy Ahmed’s premiership, he ended the state of war with 

Eritrea, ordered for the release of thousands of political prisoners, lifted restrictions on 

media outlets and lifted the state of emergency which Ethiopia had been under for 2 

years. Also, as part of his reform agenda, he implemented significant restructuring of 

the senior ranks within the Ministry of Defence in order to create pan-national 

representation. Replacing the EPRDF with the newly formed Prosperity Party in 
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2019, Abiy is continuing with reforms across all sectors of society but it is 

questionable how much can be effectively implemented when rising ethnic tension 

and violence continues to dominate the national agenda. At the time of submitting this 

thesis, this ethnic tension and violence has reached new heights as armed conflict 

between the Ethiopian government and special forces led by the Tigray People's 

Liberation Front (TPLF), in the Tigray region of Ethiopia, broke out in November 

2020. 

Ethiopian Ministry of National Defence (EMOND) 

Upon assuming power in 1991, the then transitional government, the EPRDF, 

disbanded the national army and used its own guerrilla fighters to meet internal and 

external security challenges. It wasn’t until 1993 that the government created a new 

professional army which now forms part of the Ethiopian National Defence Force 

(ENDF). Like the government, the leadership of the ENDF was dominated by 

Tigrayan officers. Following the country’s first multi-party elections in 1995, the 

EPRDF embarked on a path of reforms including a new defence transformation 

strategy. The ambitious plans for reform were hindered as persisting conflict with 

Eritrea rose to the surface in 1998. It wasn’t until the early 2000s that EMOND was 

able to devote significant energy and resources to start the reform process. It became 

clear that key skill sets and knowledge would be fundamental to supporting the 

reform agenda and the process of professionalising the recently formed ENDF (Fitz-

Gerald & Macphee, 2014). As well as attendance on national university programmes, 

the ENDF planned the expansion and construction of defence education institutions to 

run its professional military education programmes. Key institutions which were part 

of this expansion of defence colleges were the Ethiopian Defence Command and Staff 

College (EDCSC), established in 2006 and the Defence University established in 

2001.  

Ethiopian Higher Education Sector 

Modern education was first established in Ethiopia in 1908, just before Emperor Haile 

Selassie came to power in 1916. Ever since, the sector has been subject to various 

periods of expansion and disruption, driven by both internal and external events. The 

https://en.wikipedia.org/wiki/Tigray_People%27s_Liberation_Front
https://en.wikipedia.org/wiki/Tigray_People%27s_Liberation_Front
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Italian occupation between 1935 and 1941, which many historians agree was too brief 

to be considered as a colonial presence (Negash, 2006, p.7), was the first major 

disruption which wiped out an estimated 75% of all those individuals who had 

received some form of modern education either in Ethiopia or overseas (Teshome, 

1979).  

Despite being one of few countries retaining relative independence from colonisation, 

Ethiopia’s dependence on external foreign aid and support resulted in an education 

system and curriculum imported predominantly from the United Kingdom in the 1940s 

and the United States in the 1950s and 1960s. The dependence on external support 

extended to Ethiopia’s first higher education institution, ‘The University College of 

Addis Ababa’, which was established in 1950 and later renamed the ‘Haile Selassie I 

University’ in 1962, and is now known as ‘Addis Ababa University’ (Shaw, 2018). The 

Ethiopian education system in the second half of the 20th century therefore reflected 

very little of Ethiopia’s historical, cultural and social identity and did not link to the 

country’s growing needs for development (Zewde, 2002; Kebede, 2006; Negash, 2006).  

Notwithstanding a politically turbulent start to its existence, higher education in 

Ethiopia has undergone significant and rapid expansion in the past 20 years, prioritising 

the role of teaching over research. The expansion programme has put universities under 

significant pressure to deliver increasing enrolment rates with limited investment, 

resulting in the quality of higher education being brought into question in recent years 

(Abdela & Pillay, 2014). The latest ‘road map’ for the higher education sector in 

Ethiopia aims to increase quality, relevance and efficiency of higher education as well 

as addressing what it acknowledges to be a severe lack of research capacity existing 

within the current higher education system (MoE, 2018). 

The context of Ethiopia, a country whose military has been defined by close political-

military relations, provides an interesting research site to consider other civil-military 

relations such as those between higher education and defence. The ambition of the 

ENDF to professionalise and to develop the knowledge and skills of its military officers 

would inevitably require support from the national higher education sector, a sector 

which was also undergoing its own capacity challenges.   
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1.3 Personal Rationale 

The personal rationale for this study emanates from my experience of working with 

members of the Ethiopian Ministry of National Defence from 2011 until 2019 in my 

capacity as a teacher and MSc programme coordinator. During this time, I observed 

the growth of the EDCSC, which is a key institution for providing higher level 

education for officers of the ENDF. The development of the EDCSC involved 

different national and international academic partners, but I was particularly keen to 

increase understanding about the role of local academic partners and specifically the 

relationship between Ethiopian civilian universities and the defence sector. I was 

aware that there were a number of initiatives between EMOND and different public 

universities and I was aware that many of the Ethiopian military officers with whom I 

worked had obtained undergraduate or postgraduate qualifications at these 

universities, but it was hard to get a deep understanding of the relationship at either a 

formal or informal level. The focus of this research is therefore on military officers 

and the extent to which local national universities have supported their 

professionalisation. Having worked across both the academic and defence sectors in 

Ethiopia, I was particularly motivated to draw on individual perceptions from both 

sides of the relationship as a means to gain insight and understanding of the role 

national universities have played in supporting professionalisation of the ENDF 

military officers.  

Given that the aim of the research was to gain insight and understanding of others’ 

perceptions, my starting position was as an interpretivist researcher, accepting that 

there are ‘many truths’ and that these truths emerge by way of a dialogical process 

between me as the researcher and the subject (Lather, 2006, p.38). My own research is 

not “concerned with generalisation, prediction and control but with interpretation, 

meaning and illumination” (Usher, 1996, p.18).  

Interpreting the perceptions of others, has meant that reflexivity has been a 

fundamental element of the research journey. My personal experience of working 

with the defence community in Ethiopia has brought opportunities and challenges to 

the quality of the research carried out. The opportunities are that I was known to some 

of the senior members within the defence community and therefore I believe this 
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helped me to gain access to a sector which is traditionally protective in terms of 

access to both information and research participants. Secondly, having worked with 

civilian academics and military personnel in Ethiopia, I had already observed from a 

distance the interaction between the two groups. Finally, having worked in education 

in Ethiopia for 8 years, I had developed an awareness of the culture and was sensitive 

to the political, social and historical context. With this awareness came the 

recognition that my understanding of the culture was limited. I recognized, and still 

do, that the Ethiopian culture is complex and there are many dynamics within society 

that I would be blind to. I mitigated this by approaching my research with appropriate 

humility, ensuring that I frequently checked my plans and interpretations with 

Ethiopian friends and colleagues in case I was missing something obvious during both 

the data collection and analysis stages of the research. 

 

1.4 Aim, Objectives and Research Questions 

The aim of this study is to explore the role of the national higher education sector 

concerning its support to the professionalisation of the Ethiopian National Defence 

Force. This aim will be achieved through collecting and analysing the perceptions of 

research participants working in EMOND (military and civilian) and Ethiopian 

academics employed within the national higher education sector. The external 

objective reality of the research problem will therefore be studied through accessing 

the perceptions of the research participants. 

The objectives of this study are to: 

1. Critically review the literature related to professionalism, military 

professionalisation and higher education in conflict-affected and LICs. 

2. Carry out qualitative interviews with EMOND military officers, EMOND 

civilians working within defence education institutions and academics from 

the Ethiopian national higher education sector to capture their views and 

experiences of the relationship between the defence sector and academia. 

3. Draw out implications for future relationships between defence and academia 

and make recommendations for respective institutions to be shared via a 
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summary report for key contacts in EMOND, MoSHE and civilian 

universities. 

4. Suggest areas where further research could contribute to the military 

professionalisation-HE debate and the education policies within defence. 

To understand the research problem in more detail, the following research questions 

are addressed: 

From the perspective of Ethiopian military officers, civil servants working in 

EMOND and academics working in Ethiopian higher education institutions: 

RQ1: How have academics from national civilian higher education institutions 

supported the ENDF in its institutional reform over the past 20 years? 

RQ2: How has the relationship between the ENDF and the civilian academic 

community evolved over the past 20 years?  

RQ3: What are the current challenges to the working relationship between the ENDF 

and academics from national civilian higher education institutions? 

 

As the ENDF reforms started in the early 2000s and continue today, the nature of 

these research questions is twofold 1) to provide an insight to the evolving nature of 

HE support to professionalisation as the reforms got underway and 2) provide some 

useful data to make recommendations for enhancing the future relationship between 

the ENDF and national higher education as the professionalisation process continues. 

All three of the research questions address a common research agenda that explores 

the role of higher education in the professionalisation of the ENDF, as outlined in the 

aim above. By having three separate but interrelated research questions, they break 

down the research aim into three separate researchable problems. The first question 

addresses the nature and the extent of the support that academia has provided to the 

ENDF since the start of its reforms in the early 2000s. Answering this question alone 

would not give insight to the civil-military relations dimension of professionalisation, 

so the second question focuses specifically on the relationship between these two 

sectors which, as set out in the academic rationale above, can be a challenging one for 

post-conflict societies (Edmunds, 2006). As one of the objectives of this research is to 
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draw out implications for the future relationship between the ENDF and academia, the 

third research question is more forward looking to allow for some recommendations 

to be drawn out from the findings and shared with the MoSHE, EMOND and key 

higher education institutions. Reforms within the ENDF are ongoing and therefore the 

current and future relationship between the HE sector and the ENDF continues to be 

relevant.  

 

1.5 Theoretical Framing 

In researching the role that national civilian higher education plays in supporting 

defence professionalisation in conflict-affected and LICs, I will draw on literature 

from three main disciplines. The three theoretical domains of knowledge which I use 

to inform my research are 1) professionalism 2) military professionalisation 3) higher 

education in conflict-affected and LICs. 

Professionalism 

The scholarly debate around professionalism has moved on from discussing the 

‘sociology of professions’ to the ‘sociology of expertise’, however, according to 

Gorman and Sandefur (2011), there are four main components present across both 

bodies of knowledge. These are 1) expert knowledge 2) autonomy 3) normative 

orientation towards the service of others and 4) high status, income and other rewards, 

each of which will be reviewed in chapter 2.  

Using the ‘sociology of professions’ and ‘sociology of expertise’ frameworks as a 

starting point for my literature review is important as there are key ideas within this 

body of literature which help frame the critical link between professionalism and 

higher education institutions and will be useful frameworks for analysing and 

interpreting my findings. These ideas, such as how universities can provide support 

for professions to develop legitimacy through authority over their body of knowledge, 

are not always fully explored within the military professionalisation literature because 

the focus is often centred on civil-military relations.  
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Military professionalisation  

As mentioned above, the military professionalisation literature has a particular focus 

related to improving the stability of civil-military relations, specifically, the extent to 

which society has democratic civilian control over its armed forces. Whilst this was at 

the core of Samuel Huntington’s (1957) theory, he also argued that military 

professionalism consisted of a framework of 3 components 1) corporateness, 2) 

responsibility and 3) expertise. Chapter 2 of this thesis will explore how these 

components map to the broader characteristics found in the ‘sociology of professions’ 

and ‘sociology of expertise’ literature with particular emphasis on the characteristic of 

expertise. The literature review will explore how civilian higher education institutions 

support the military profession in their transformation to acquire knowledge and 

expertise to meet the requirements of changing national and international security 

landscapes. Understanding the importance of knowledge and expertise to military 

professionalisation will provide a lens through which the interview data can be 

interpreted in the case of Ethiopia. 

Despite seminal theorists (Huntington, 1957 and Janowitz, 1960) carrying out 

research based in the United States at a particular time in history i.e. during the cold 

war, their work continues to be used as a reference point within the military 

professionalisation literature both in the global north and the global south. However, 

chapter two will also consider the work of other scholars (Finer, 1962; Williams, 

1998; Schiff, 1996, 2009) who provide alternative theories for understanding civil-

military relations and military professionalisation, specifically within conflict-affected 

and LICs.  

Higher Education in Conflict-affected and LICs 

Although Ethiopia has branded itself as a ‘developmental democratic state’, it remains 

one of the least developed countries according to the United Nation’s Human 

Development Index (UNDP, 2019). It is also a country which emerged from inter-

state conflict in 2000 (Ethiopian-Eritrean war), just before it was starting its defence 

reform process and still today continues to suffer from internal conflict between 

ethnic groups and the state. Furthermore, in the 2011 Education for All Monitoring 

Report (UNESCO, 2011), Ethiopia was classified as a low income and conflict-
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affected country. I will therefore be using the literature which considers the roles and 

functions of higher education specifically within conflict-affected and LIC contexts to 

frame this research.   

Castells (2001), a key author who wrote about the role of universities in developing 

countries, identified four main functions of a university in society 1) production and 

transmission of values and social legitimation 2) selection and formation of the elite 

3) training of the skilled labour force and 4) the production and application of 

scientific knowledge. Using each of these four functions, chapter 2 will consider how 

Castells’ framework supports economic growth and an engaged society through 

supporting capacity building at the human, organisational and institutional level, 

something Ethiopia was aiming to achieve through its public reform process in the 

early 2000s (World Bank, 2005). The link to answering the research question of this 

thesis is to consider how the various roles of university higher education can support 

national reform with application to the ENDF. Rather than using Castell’s framework 

in a normative sense, it will be used as analytical tool to support the interpretation and 

understanding of the findings of this research. 

There are a number of case-specific or country-specific descriptive studies which 

support the idea that the outcomes of higher education can include economic growth, 

gender equality, democracy, strengthening institutions and the formation of 

professionals working in both the public and private sectors (Oketch, McCowan, and 

Schendel, 2014). However, the main argument present in the literature is that the 

higher education sector – specifically research – has been neglected by national 

governments and international donors due to the focus on primary education. 

  

1.6 Research Design 

As this study investigates an area in which little has been published, an exploratory 

research design has been adopted. The study focuses on an issue which has been lived 

and experienced by Ethiopians and therefore, for it to be meaningful, it required initial 

guidance from some key Ethiopian representatives from both the defence and 

academic communities. Rather than having a pre-determined focus for the research, 
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based on existing military professionalisation theories, mainly borne out of the United 

States and Europe, a more open research design allowed for the focus of the study to 

emerge. The first stage of this design involved an initial trip to the field in 2017 to 

interview 7 purposively selected individuals from across the defence and academic 

sectors of Ethiopia. Data analysis from these exploratory interviews provided 

direction for the main data collection activities which took place in Addis Ababa in 

April and May 2019, during which time 28 participants were interviewed from across 

the defence and higher education sectors. 

During the second stage of the fieldwork, semi-structured in-depth interviews were 

used to draw out “people’s perceptions, meanings, definition of situations and 

construction of reality” (Punch, 1998, p.174-5). The majority of the interviews were 

audio recorded; however, a small number were captured by hand at the request of the 

participant. Research participants were anonymised and I personally transcribed all 

interviews verbatim into an Excel spreadsheet. 

Emergent coding was initially used before moving onto deductive coding to refine the 

coding process and to check for consistency and reliability (Richards, 2015). From 24 

codes, I formed 8 categories, which led to the 3 analytical themes as outlined in 

chapter 4. 

 

1.7 Structure of Thesis 

Following this introductory chapter, I continue with a literature review in chapter 2 

which explores three domains of literature: professionalisation; military 

professionalisation; and the role of higher education in conflict-affected and LIC 

contexts. This leads to the identification of key concepts for framing the analysis of 

the role of higher education in the professionalisation of the ENDF. Chapter 3 

provides a discussion of the Ethiopian context, with an overview of the higher 

education sector and defence reform process in Ethiopia. I then outline my research 

design and methodology in chapter 4. The findings of my research are presented in 

chapter 5 and discussed further in chapter 6, having identified 3 main analytical 

themes. The dissertation concludes (chapter 7) with a summary of my research and its 



14 

 

implications for policy and practice, with recommendations for further research, and 

my personal reflections on the process.  
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CHAPTER 2: LITERATURE REVIEW 

Professionalism, Military Professionalisation and Higher Education in 

Conflict-Affected and Low-Income Countries  

 

2.1 Introduction 

As part of the academic endeavour to achieve the aim set out in chapter 1, this current 

chapter will explore the concept of professionalism, how it applies to the armed 

forces, and where relationships exist between professionalisation and the expected 

role of higher education, particularly in conflict-affected and LICs. Professionalisation 

is a concept that has a distinct meaning when applied to the military, often used to 

describe the modernisation of the armed forces (Evetts, 2003) and heavily related to 

the theories of civil-military relations which focus on mechanisms for civilian 

oversight of the military. However, the concept of military professionalisation also 

shares characteristics with those found in the broader sociology of professions’ 

theories, such as the centrality of acquiring knowledge and expertise to achieving 

professional standing. Higher education institutions and universities play a key role in 

society to support the acquisition of knowledge and skills, so I am keen to explore 

how this applies to the case of the officer cadre of the military in LICs and conflict-

affected contexts.  

This chapter will firstly set out a brief overview of the key characteristics of the wider 

concept of professionalism to reveal where higher education has a role to play in 

supporting professional development. The second part of this literature review will 

consider these characteristics in the context of military professionalisation, 

recognising that unlike other professions such as lawyers or doctors, the military is a 

profession made up of many professions, which adds to the uniqueness and 

complexity of the profession. It is also unique in that the majority of military 

education has traditionally taken place in military academies, rather than in civilian 

education institutions like other professions. The second section of this chapter will 

also discuss how characteristics of professionalism, such as knowledge and expertise, 
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are connected to the nature of civil-military relations within a country, especially one 

emerging from conflict and pursuing a national development programme, such as 

Ethiopia in the early 2000s. 

In conflict-affected and LICs, defence is not the only sector expected to contribute to 

the national agenda of peace, security and development – this role also falls to the 

higher education sector. The last section of this review will therefore not only 

consider the crucial role that university higher education plays in supporting the 

transmission of knowledge and expertise for human capital development within state 

institutions, such as the military, but also some of the wider expectations of the HE 

sector to support a society undergoing a period of transition. 

 

2.2 Professionalism, Knowledge and Society 

My point of departure for this chapter takes a broad look of what it means to be a 

professional group, the changing relationship between professions and knowledge and 

the nature of the relationship between professional groups and the society in which 

they exist. Discussing the main themes of professionalism such as expert knowledge, 

autonomy, service to others and status, will provide a grounding for understanding the 

dynamics of the relationship between the military and academia as the findings start to 

emerge through this dissertation.  

2.2.1 From Sociology of Professions to Sociology of Knowledge-Based Work 

Traditional professions such as medicine and law have existed for centuries, however, 

the study of professions did not start until the early 1900s. Beyond listing the 

commonalities and differences between professions and occupations, two key 

approaches to studying the field emerged in the second half of the 20th century, the 

functionalist approach (Parsons, 1951) and the revisionist (Larson, 1977) approach. 

The crux of the functionalist argument is that professions are one of the institutions 

that sustain social order by the way in which they integrate with society, however, the 

revisionists argued that professionalism is just another way in which different social 
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groups within society use their power to exclude other members of society from their 

group. As will be discussed further in chapter 3, power struggles between social 

groups have a long history in Ethiopia, such as tensions between the military and civil 

society. Therefore, these ideas above will be interesting to consider later in this 

research when exploring the relationship of the Ethiopian military with the civilian 

population it serves, as well as the extent to which the military is open to relationships 

with other professional groups within society, such as academia. 

The professionalism discourse started to drift away from focusing on defining the 

traits of a small number of ‘traditional professions’ in the late 1970s/1980s as the 

types of organisations and expert occupations began to change with the emergence of 

new technology-driven societies. The debate has moved on from trying to define what 

makes an occupation a profession (sociology of professions) to understanding which 

positions in society require expert knowledge (sociology of knowledge).  

The movement towards a ‘sociology of knowledge’ and away from a ‘sociology of 

professions’ is relevant to all societies but especially relevant in societies needing to 

identify what ‘expert knowledge’ is required from higher education institutions to 

meet the capacity gaps in their particular societal context (Gorman & Sandefur, 2011). 

In fast-paced high income countries (HICs) undergoing constant technological 

change, it is challenging to adequately plan a university curriculum for the future 

needs of today’s professionals for them to have the ’expert knowledge’ fundamental 

to their professional work. Aims of higher education and the curriculum have been 

left wanting for lack of adequate scholarly discussions in relation to the type of 

knowledge required by professionals (Young and Muller, 2014). This challenge is 

even more critical in a country such as Ethiopia which, as discussed in more detail in 

the next chapter, was undergoing significant national capacity development efforts 

across all public sector institutions during the early 2000s. Expert knowledge was 

required in a number of professions to strengthen basic state functions and the higher 

education sector was expected to provide this expert knowledge for future 

professionals, including the officer cadre working within the ENDF.  



18 

 

Expert knowledge is just one of four common attributes identified by Gorman and 

Sandefur (2011) as being present across both the sociology of professions and 

sociology of knowledge literature from the early 1900s through to the early 2000s.  

Gorman and Sandefur’s (2011) review of the literature was an attempt to bring 

together different strands of research related to the study of professional work to see 

what commonalities still exist despite the fragmentation across the two bodies of 

work. In addition to 1) expert knowledge, the other attributes of 2) autonomy 3) 

normative orientation towards the service of others and 4) high status, income and 

other rewards were all identified attributes of a profession or expert occupation. 

Understanding each of these characteristics will provide a useful basis for identifying 

the subtleties of the relationship between the HE sector and the military during the 

analysis and discussion stage of this research.   

Expert Knowledge 

Expert knowledge is an essential condition of a profession or an expert occupation. It 

requires the ability to use a relevant body of knowledge to identify abstract concepts, 

developed through scientific methods, to solve specific problems using “professional 

reasoning which requires inference and judgment based on tacit, experiential 

knowledge” (Gorman & Sandefur, 2011, p.278).  

Expert knowledge has traditionally been deemed correct or incorrect by those working 

within the ‘profession’, however, with an increase in a standardisation, codification 

and rationalisation of this knowledge, control is now not limited to those working in a 

given profession. For example, research carried out in the medical profession argues 

that healthcare guidelines and wider accessibility of knowledge risks undermining the 

authority of healthcare professionals to control their profession’s body of expert 

knowledge (Gorman & Sandefur, 2011). With the rise of large organisations, such as 

consultancy firms or professional services organisations, different professions are 

employed within the same organisation and can find themselves being subject to 

external controls which limit autonomy and their domination over the expert 

knowledge within their field. 



19 

 

Instead of studying a single profession, Abbott (1988) looked at professions as 

components of a larger ‘system of professions’, something he referred to as ‘the 

ecology of professions’ (Abbott, 2002, 2005). Central to Abbott’s work was the idea 

that occupational groups compete within certain ‘jurisdictions’, meaning that within 

any jurisdiction, there could be a number of different professions operating in 

contested spaces, for example, within the field of education, you may find 

psychologists making claims over the same jurisdictional space as social workers. 

Abbott (2002, 2005) describes an ecology as having three elements, ‘the professions’, 

‘a set of controlled tasks’ and the links between the professions and the tasks and that 

all elements are neither wholly constrained or entirely independent (Abbott, 2005, 

p.248). When trying to apply this theory to the military, Abbott (2005) explained that 

the military is now too clogged up with competing professional jurisdictional spaces 

because of the dual professions that many of the group have, such as military doctors, 

military engineers, military educationalists or military lawyers. However, as we 

progress through this research, Abbott’s (2002, 2005) jurisdictional space is a useful 

concept to keep in mind to reflect on the Ethiopian military’s position in society, its 

roles and responsibilities, and how it interrelates with other professional groups. 

Within these contested spaces and jurisdictions, professions or expert occupations 

compete for autonomy over their own area of expert knowledge, which is the second 

of Gorman and Sandefur’s (2011) four components identified across both the 

sociology of professions and sociology of knowledge literature. 

Autonomy 

Technical autonomy relates to the control a professional group has over its own body 

of knowledge. Exploring the role of academia in supporting professions to obtain and 

maintain this control through education, training and research is relevant to 

understanding the research questions of this thesis, as will be explored further in the 

findings section of this thesis. A key part of technical autonomy is whether society 

has legitimised the professional group to be an authoritative source to determine what 

is correct and true in the field. Elliot Freidson (1970) wrote extensively about the 

autonomy of professions, particularly the medical profession. For Freidson (1970) 
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technical autonomy set a profession apart from other occupations and was achieved 

through a two-stage process. The first stage would be for the profession to 

demonstrate its value and reliability to society through establishing internal contents 

such as quality checks, educational requirements, certification, codes of ethics, 

licencing and a professional association. The second stage of autonomy came from the 

public. Society must be satisfied that the profession is service-orientated and can 

legitimately be trusted to regulate its own practice and behaviour. During the mid-20th 

century, this legitimacy was obtained for some traditional professions such as 

lawyers, doctors or engineers through “expert knowledge obtained from university-

based formal education” (Gorman and Sandefur, 2011, p.276) which demonstrates 

how legitimacy itself could not be self-imposed but needed support from society 

(Wolinsky, 1988).  

“If members of a given profession have control over a body of knowledge—

that is, if society recognizes their expertise and accords them the right to 

determine what is correct or true in this area—then no one outside the 

profession can legitimately dictate what those professionals do or how they 

do it” (Gorman and Sandefur, 2011, p.278). 

The ENDF placed significant importance on formal university-based education for its 

military officers, in addition to establishing its own university and academic 

institutions as part of its professionalisation process so we will see in later chapters 

how much the idea of ‘autonomy’ influenced the relationship between HE and the 

Ethiopian military. 

As well as obtaining ‘technical autonomy’, the literature also discusses the more 

recent trend in a decrease in control or reduced ‘technical autonomy’ which some 

professions have been experiencing over the last few decades. This is referred to in 

the literature as a process of de-professionalisation whereby “professional actors lose 

the ability to influence and the power to define the contents and forms of their own 

work, and fail to maintain the boundaries of their professional domains vis-a`-vis 

other professionals, the authorities, market forces, or others” (Frostenson, 2015, p.20). 

Generally, the ‘contents’ of their own work might relate to elements such as control 

mechanisms, what education or certification is required for the profession, ethics of 

work, quality criteria and standards.   
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In the context of this thesis, it is helpful to consider how the threat of losing control 

over a professional body of knowledge may influence relationships across 

professional groups, such as the military and academia, or between professional 

groups and society. As this chapter will highlight, the military is typically a closed 

professional group relative to other professions, for reasons explained in section 2.3 

below. However, as armed forces undergo reform, which often means a reduction in 

size and budget, some of their roles and responsibilities may move to other sectors, 

such as the outsourcing of military activities to private security companies 

(Heinecken, 2014). Whilst this phenomenon is more prevalent in US and European 

armed forces, other changes to roles and responsibilities such as those associated with 

participating in international peacekeeping missions, do apply to contexts such as 

Ethiopia. National and international expertise from both the military and civilian 

sectors, including NGOs and academics, will influence the amount of technical 

autonomy the military would have over the contents of its work in these new areas. 

Normative orientation towards the service of others 

Normative orientation towards the service of others was something written about in 

the classic professionalism literature, most notably by William Goode (1957, 1961). 

Goode (1957) argued that establishment of norms, controls and conduct was accepted 

within a professional community because the consequence of a professional 

community not maintaining standards would lose the trust of society. The larger lay 

society would then have reason not to yield control of the professions to within the 

professional group, therefore removing its autonomy and control. Evetts (2003) 

continued to stress the importance of trust between the professionals and their clients. 

“Professionalism in occupations and professions implies the importance of 

trust in economic relations in modern societies with an advanced division of 

labour. In other words, lay people must place their trust in professional 

workers (electricians and plumbers as well as lawyers and doctors) and 

some professionals must acquire guilty knowledge. Professionalism requires 

professionals to be worthy of that trust, to maintain confidentiality and 

conceal such guilty knowledge by not exploiting it for evil purposes” (Evetts, 

2003, p.761). 
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This provides a good example of what Gorman and Sandefur (2011) mean by their 

third attribute, ‘normative orientation towards the service of others’. Within a 

profession, there is a shared identity and a set of shared norms about how to conduct 

professional work developed through members of the group sharing experiences. 

These experiences come about through such things as “training and socialization, 

conditions of work and pathways of career progression, expectations of lifelong 

affiliation with the chosen profession, and standing in broader society” (Gorman and 

Sandefur, 2011, p.286). As this chapter and subsequent chapters will go on to identify, 

group identity within the military is particularly strong with training and education 

playing a significant role within the military profession to embed that identity. The 

question is to what extent the training and education provided by HE providers 

external to a professional group influences the nature of forming that identity? This is 

something that will be explored throughout the subsequent chapters.  

Status, Income, and Rewards 

The fourth category of status, income and rewards links back to the positions taken by 

the functionalists and the revisionists in the 20th century. In the mid-20th century, 

when the idea of a profession was still contained to the traditional professions of law, 

medicine, clergy and engineering. Goode (1957) argued that professionals were 

rewarded a high status within society due to their control over their community and 

their monopoly of particular skills, which society relied on. He recognised the power 

of professions but not in a negative way as did the revisionists.  

As previously indicated, Larson (1977) was a key advocate of the revisionist 

movement, arguing that the status and dominance of the professions came at the 

expense of other groups and increased inequality in society. There was a growing 

body of literature in the 1970s/1980s suggesting that the status, income and rewards 

for professional groups was higher not because of their natural position of influence in 

society, but because of their own efforts to create a higher status, income and reward 

system for themselves (Berlant, 1975; Freidson, 1970, 1984). Professional groups 

vied for control and domination over ‘jurisdictions’ (Abbott, 1988) which needed 
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different services from different professions and with that came status, income and 

reward. 

More recently, Evetts (2003) has referred back to an idea developed by Goode (1957) 

that “in return for professionalism in client relations, professionals are rewarded with 

authority, privileged rewards and higher status” (Evetts, 2003, p.761). In terms of 

reward, status and income, she makes the interesting point that there are large 

differences between the occupational groups in terms of power resources. This might 

be a more interesting point of analysis, rather than income, for professions such as the 

military, where power resources may be disproportionate to other professions (Evetts, 

2003). Given the historical context of the ENDF and the proximity it had to the levers 

of power in Ethiopia in the early 2000s, this will be an interesting idea to explore in 

the context and findings chapters of this thesis.  

2.2.2 Summary 

A review of the literature related to professionalism has highlighted that with the 

explosion of professional work in the last half a century, the focus of research has 

shifted from studying the composition of traditional professions and their role in 

society to studying how these different professions operate in contested spaces and 

what expert knowledge separates one profession or expert occupation from another. 

Whether studying professionalism through the classic lens of a ‘sociology of 

professions’ or the more recent lens of a ‘sociology of knowledge-based work’, there 

appear to be four attributes which continue to be present in the literature. These 

attributes are ‘expert knowledge’, ‘autonomy’, ‘normative orientation to the service of 

others’ and ‘status, income and rewards’. 

For the purpose of this thesis which is considering the role of university higher 

education in the professionalisation of the armed forces in Ethiopia, this section has 

underscored the importance of the links between professional status, expertise and the 

autonomy over a body of knowledge. More important is to gain a deeper 

understanding of the role of university education in legitimising this professional 
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status. As the next section of this chapter will explore, the key literature focused on 

the professionalisation of the military is linked closely to the four attributes discussed 

above, however, the way in which these attributes are applied to the military differ 

somewhat to other professions.      

 

2.3 Military Professionalisation, Knowledge and Society 

As outlined in the previous section, the term ‘professionalisation’ carries a distinct 

meaning when used in the context of ‘military professionalisation’, with an emphasis 

on control of the military’s position in society and its involvement with political 

decision-making. However, in line with the broader understanding of professional 

work outlined in section 2.2 above, military professionalisation is also developed 

through establishing authority over a body of knowledge and developing expertise. 

This authority over a body of knowledge and expertise can come from both the 

internal military education and training and from external provision from the higher 

education sector, the appropriate balance of which is debated in the literature below.  

As we will see, much of the seminal literature on military professionalisation typically 

draws on experiences from western contexts which have a different politico-military 

history to Ethiopia, leaving open the question as to how applicable these established 

frameworks are to the context of this research. The less often cited literature relating 

to military professionalisation in conflict-affected and LICs may provide some more 

appropriate ideas to consider when interpreting the results of this research. However, 

as the Ethiopian military has received foreign aid and assistance programmes, from 

countries such as the United Kingdom and the United States, an exploration of the 

dominant discourse of western nations is important to understand the extent to which 

the founding ideas of military professionalisation may or may not have influenced 

Ethiopia’s own professionalisation process. 
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2.3.1 Evolution of the Idea of a ‘Professional Soldier’ 

Theories of ‘military professionalism’ rose to prominence in the literature in the 

United States at the height of the Cold War when the US military was heavily 

involved in political decisions. There were growing concerns about the increasingly 

powerful role of the armed forces in a democratic society and the extent to which 

liberal values might be threatened as a result. The balance of having sufficiently 

powerful armed forces to be able to protect a nation from external threats, but not so 

powerful that they pose an internal threat to their domestic environment was at the 

crux of the academic debate which was later coined the civil-military relations 

‘problematique’ (Feaver, 1996).  This ‘problematique’ of controlling military power 

was not unique to the United States and was not unique to the post-cold war period – 

military coups d’états have been happening for hundreds of years, and continue to 

happen with the most recent military coups taking place in Sudan in 2019 and Mali in 

2020.      

Much of the literature in the second half of the 20th century was stuck in a debate 

between the work of political scientist, Samuel Huntington (1957) and sociologist, 

Morris Janowitz (1960) (Owens, 2010). With both scholars focusing their studies on 

the US military, Huntington argued through an institutional lens that civil supremacy 

would come about through military professionalisation only if there was total 

separation between civilian and military spheres, something he termed ‘objective 

control’. Objective control relies on formal mechanisms for the interaction between 

institutions, such as those established in a state’s constitution or legislation and is 

typically the model adopted in western countries to manage stable civil-military 

relations. Janowitz (1960), on the other hand, was more in favour of ‘subjective 

control’ mechanisms. Viewing the problem through a sociological lens, he suggested 

that if the armed forces were to respond effectively to changing requirements of the 

state and society, their professionalisation would inevitably lead to greater integration 

into the civilian space. He argued that although the military may not have direct 

involvement in politics, it cannot be completely separate from the political system, 

nor from wider civil society which it is there to protect. Although both theorists put 

the concept of professionalism at the heart of their civil-military relations theories, 
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other scholars argued that it was too simplistic to suggest that ‘professional’ armies 

will not intervene in political affairs. Examples such as Germany and Japan where 

military interventions into political decision making occurred by armies which would 

not be considered as ‘unprofessional’ were given to counter Huntington’s ‘objective 

control’ theory of professionalism (Finer, 1962).  

More recent civil-military relations literature (Williams, 1998; Schiff, 1996, 2009), 

has followed on from Finer’s (1962) contributions and approach to look beyond the 

US context. Rather than make the idea of ‘professionalism’ central to his study, Finer 

(1962) considered how the maturity of the political culture and capacity levels of 

officials within government to manage state affairs might increase or decrease the 

likelihood of military intervention in political decision-making. Building on these 

ideas, Schiff (1996) developed an alternative theory, named ‘concordance theory’ 

which argued that “three partners – the military, the political elites and citizenry – 

should aim for a cooperative relationship that may or may not involve separation but 

does not require it” (Schiff, 1996, p.278). Unlike Huntington’s theory of objective 

control, concordance theory does not require a given institutional structure and adapts 

according to the historical and cultural context of the country. Schiff’s work in the late 

1990s provided one of the first serious challenges to Huntington’s civil-military 

theory which was based on case studies outside of the United States.  

Schiff’s (1996) concordance theory provided the basis of Rocky Williams’ work in 

1998 which called for ‘the creation of an African civil-military relations tradition’ by 

outlining the limitations of the models often imposed on African militaries through 

western military training teams. Drawing on Schiff’s (1996) work and his experience 

of civil-military relations in South Africa, Williams (1998) argued that effective civil 

control over the military can be secured by a combination of both objective and 

subjective mechanisms. The subjective component is what Williams (1998) refers to 

as ‘powerful partnerships’ between the military elites, the political leadership and elite 

social actors from civil society. An example of such partnership is the extent to which 

civil society contributed to the defence transformation of the South African Defence 

Forces. He emphasises that the relationships and partnerships which form to facilitate 

subjective control can be used alongside more traditional objective models but it will 
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depend on the political, historical, social and cultural make up of each society as to 

what is the most effective. 

Despite scholars (Finer, 1962; Williams, 1998; Schiff, 1996, 2009) questioning the 

limitations of the dominant, western civil-military relations models for the global 

south, they prevail in the literature. Huntington’s three component framework for 

understanding what it means to be a professional soldier (‘corporateness’, 

‘responsibility’ and ‘expertise’) continues to be used as a reference point in the 

contemporary military professionalisation literature, despite the fact that the 

interpretation and application of these components are subject to great variation 

(Crosbie & Kleykamp, 2018). Figure 2 indicates how each of these components map 

onto the 4 characteristics of professionalism, as outlined in section 2.2. 

Figure 2: Professionalism attributes (Gorman & Sandefur, 2011) mapped to 

military professionalism (Huntington, 1957) 

 

 

 

 

 

The next section of this chapter will explore each of Huntington’s three components 

to identify the areas which indicate a role for higher education.  

2.3.2 Attributes of Military Professionalism 

Huntington wrote extensively about the ‘military ethic’ amongst the modern officer 

corps as being central to developing and maintaining a professional military and 

fundamental for it to refrain from intervening into the civilian political sphere. This 

Huntington (1957) 

• Corporateness 

• Responsibility 

• Expertise 

 

Gorman & Sandefur (2011) 

• Expert knowledge 

• Autonomy 

• Normative orientation towards the service of 

others 

• High status, income and other rewards  
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‘military ethic’ emanates from three different factors; corporateness, responsibility 

and expertise, each of which will be discussed in turn below.  

Corporateness  

The idea of corporateness is the sense of solidarity within a tight group which sees 

itself as ‘exclusive’ and separate to the rest of society (Toronto, 2015), defined by 

Huntington (1957, p.9) as a “sense of unity amongst the members of this profession; 

that the members share a common understanding of the established standards of their 

profession; and that these standards are applied”. Janowitz (1960, p.5), however, 

explained that “a profession is more than a group with special skill, acquired through 

intensive training. A professional group develops a sense of group identity and a 

system of internal administration”. Unlike traditional professions such as lawyers, 

engineers and accountants, members of the military profession do not practise as 

individuals, therefore, the sense of ‘corporateness’ as an organisation is fundamental 

to its success when achieving its tasks. This is important when considering the 

interaction between the Ethiopian academics from civilian universities and officers of 

the ENDF as the values and identity they hold with regards to professional groups 

might differ across the professions.  

Instilling and upholding professional military values and identity principally stems 

from the standards set around officer recruitment and selection, along with the 

structure of training and education. 

“A sense of corporateness is derived from the combat training experience, 

bond of work, and the shared social responsibility of the occupational group 

toward the goals of the organization and toward those serving in the 

military” (Heinecken. 2014, p.635). 

Traditionally, intense professional military training and education is carried out in the 

initial stages of officer training by military instructors at military academies and 

continues to be taught, tested and applied throughout an individual’s military career to 

maintain the sense of ‘corporateness’ and the idea of the ‘military ethic’. 
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Responsibility 

The second factor of Huntington’s ‘military ethic’ is that of ‘responsibility’ meaning 

that the professional has a responsibility to use his expertise to perform a service 

which is “essential to the functioning of society” (Huntington, 1957, p.9).  

A key element of this attribute is building trust between the professional group and 

the larger lay society. The ‘military ethic’ is based on the shared identity and norms 

about how an officer, a professional soldier, should behave, which comes through 

shared experience, recruitment, indoctrination and most importantly through the initial 

professional military training. 

The perception that the military’s client (the state) has of its professionalism is 

fundamental to the military maintaining a professional position in society. 

“To maintain a professional identity that is perceived by the client […] as 

responsible rather than negligent or even malignant is a core organizational 

and professional priority for the military” (Crosbie and Keyclamp, 2018, 

p.526). 

The traditional western values of the military are to protect a nation and its citizens 

from external threats in response to the political decisions of its client (the state). 

However, as we have seen in a number of countries over the years, including Ethiopia, 

the military can be called on to support domestic agendas, which goes against 

Huntington’s ethics of military professionalism. In 2019 in Sudan, citizens called on 

the military to remove Omar Al-Bashir from power, but they have also been quick to 

call for the transitional military council to transfer to civilian rule. The delicate 

balance between the responsibility to the ruling government of the day and to the 

people is something which other professions do not have to grapple with in terms of 

norms and values.  

Expertise 

The third component which makes up Huntington’s idea of the ‘military ethic’ is 

‘expertise’. Aligned to ‘expert knowledge’, discussed in section 2.2.2 of this chapter, 
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this is the most relevant attribute to understanding the role that higher education plays 

in the professionalisation of the military, through the education and training of the 

officer corps.  

Huntington defined the military expertise as the ‘the management of violence’, 

however, Sarkesian (1981, p.7) expanded the definition to be “management of 

violence in service of the state”, which links to the idea of ‘responsibility’ in the 

section above. For the professional solider, expertise comes from obtaining a certain 

level of knowledge and skills against a given set of standards particular to the 

profession, as well as a broader level of education to instil values, morals and ethics 

(Huntington, 1957, p.8).  

As predicted by Janowitz (1960) in relation to the US case, the type of skills and 

knowledge that the military needed underwent significant change as the organisation 

adapted to the new socio-politico-domestic and international environment of the Cold 

War. From the second half of the 20th century, to be effective and to maintain a 

professional standing, expertise amongst the officer corps was needed in areas such as 

negotiations, public relations, public management, strategic studies, international 

security and political affairs in order for the military professional to effectively 

engage with government and the general public (Sarkesian, 1981). Following the end 

of the Cold War, many armed forces in Europe were also rapidly reorganising 

themselves in response to the evolving security and defence environment (Edmunds, 

2006). Domestic and international requirements were emerging for armed forces to 

participate in international peacekeeping operations or involvement in cross-border 

security challenges such as illegal migration, counter-terrorism or drug/human 

trafficking. These new challenges were more complex because they are both external 

and internal threats to the security of the state, unlike the interstate conflicts which 

armed forces had traditionally managed. When going through a transformation 

process, deciding how to structure the armed forces and what purpose they will serve 

is incredibly complex with such fast changing internal and external security dynamics. 

Linking back to Young & Muller’s (2014) earlier point about developing appropriate 

curriculum, these changes in roles and responsibilities of the professions also have an 

impact on higher education as different skill sets are required to prepare officers to 
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succeed within their profession. This therefore necessitates an important relationship 

between defence and academia.   

The role of the military profession is much more complex than its definition portrays 

and, in some contexts, goes beyond being the sole agency responsible for the 

protection of the state and its citizens from external threats (Edmonds, 1988). Many 

countries, especially those with weaker civilian capacity, rely on their military not just 

to carry out roles pertaining to external and internal security but also roles which 

support economic development within a country (Finer, 1962; Edmunds, 2006), 

especially in countries emerging from conflict, something which has been observable 

in the case of Ethiopia. 

“Armed forces have historically been used to play a number of important 

domestic ‘nation-building’ functions. These have included acting as a source 

of cheap organized manpower for civil construction projects, providing aid 

to the civil community in times of crisis, and playing an overarching ‘school 

of the nation’ role to inculcate national values through conscription” 

(Edmunds, 2006, p.1061). 

The extent of the military’s involvement in development is shaped by the historic and 

cultural conditions in the society to which it belongs, along with other issues of 

ethnicity and multicultural diversity, which will determine the extent of separation or 

isolation between the military and political elites (Schiff, 2009). Woodward (2003) 

also wrote about the extent to which certain governance structures in society, such as 

ethnic or regional structures, may determine a particular relationship between the 

armed forces and the state which can cause tensions in terms of certain groups within 

society feeling vulnerable to those who have a monopoly over the means of violence.  

“These tensions are of particular significance in post-conflict societies, 

where the role and evolution of armed forces are likely to be key elements in 

a wider process of social transformation” (Edmunds 2006, p.1063). 

As will be discussed in the next chapter, Ethiopia is still undergoing widespread social 

transformation and has been since the EPRDF came to power. These political and 

socio-economic features will arguably influence the role of the military in Ethiopian 

society, the focus of its expertise, its relationship with other members of civil society 
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such as academia, and the nature of the reform the military undertake as part of their 

professionalisation process. 

Outsourced expertise  

Another prediction made by Janowitz (1960) regarding the future of the military 

profession was that greater interaction between the civilian and military spheres 

would lead to a narrowing of skill differentiation between military and civilian 

experts. In western contexts, this has been accelerated by the shift from conscription 

to volunteer-based militaries, a reduction in defence budgets and a resulting reduction 

in manpower. Declining budgets have led to the recent increase in outsourcing to 

private security companies (Heinecken, 2014) and the outsourcing of research and 

development of military capability to the private sector, particularly in North America 

and Northern Europe. The nature of the military missions that EU armed forces have 

been part of since the end of the Cold War (multinational supporting roles) has also 

led to the military working with and often in support of government and non-

government organisations in volatile environments. 

“The changing type of military missions [….has been….] accompanied by 

interweaving military, diplomatic and economic tools, resulting in a blurring 

of boundaries between the civil and military spheres and the military and 

non-military actors” (Dandecker 1994, p.644).  

Heinecken (2014) argues that the increase in outsourcing of tasks previously exclusive 

to the military is partly linked to the implementation of the New Public Management 

(NPM) models introduced to western states in the late 1980s, principally the United 

Kingdom and the United States. As private military security companies have also 

become involved in combat activities during overseas deployments, “the use of 

civilian contractors to perform military tasks has a profound impact on the armed 

forces’ jurisdiction over their profession” (Heinecken, 2014, p.626). One area where 

this impact is evident is in the loss of monopoly of knowledge and skills to other 

experts outside of the military profession. The argument put forward by Heinecken is 

that the “central component of the military profession, the inculcation of military 

knowledge, has been ceded to outsiders” (Heinecken, 2014, p.631). Using the 

example of Military Professional Resources Incorporated, she states that they have 
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“taken over the US Reserve Officer Training Corps programs at over 200 US 

universities, thus training some 75 per cent of the officer corps and future military 

leaders of the US armed forces” (Heinecken, 2014, p.631). The external provision of 

training and education in this case has resulted in the military no longer having sole 

ownership or control of the production and transmission of skills and knowledge 

relating to the military’s expertise of ‘the management of violence’. Unlike other 

professions which have faced similar threats to their authority over their body of 

knowledge, Heinecken (2014) argues that the military profession is in a weaker 

position as it forms part of the state bureaucracy which has championed the NPM 

approach to outsource public service delivery to private companies. As discussed 

earlier in this chapter, education and training is not just about learning how to do 

something but it is also where many of the norms and values of a profession are 

inculcated and socialised. Outsourcing training and education can not only affect the 

legitimacy of authority of the military, but it can also affect the other elements of 

professionalism, such as ‘corporateness’ and ‘service to others’. While warning 

against the “apathy of both the state and the military leadership” (Heinecken, 2014, 

p.640) to protect the military’s jurisdiction of their profession, she does recognise the 

expertise of the private sector and the valuable contribution it can make to national 

and international security.  

In the case of Ethiopia, as will be discussed later within this thesis, there are limited 

examples of contractors performing military tasks. In fact, it has been more the case 

that the Ethiopian armed forces have performed the tasks that might, in other 

countries, sit within the civilian sphere. However, as the Ethiopian armed forces have 

been key players in international peacekeeping activities, it will be interesting to see 

the extent to which the higher education sector provides training and education to 

support military officers to develop expertise in this area. Identifying areas where the 

convergence of expertise has, or is, occurring will be an interesting point of analysis 

for this research.  
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Professional military education and the move to security expertise 

As the military profession in a country such as Ethiopia undergoes transformation, 

understanding the changing roles and responsibilities is key to informing the rest of 

society what expert knowledge is required. This knowledge, as discussed above, will 

come from within the military’s own internal training courses and the external 

education from universities and higher education institutions which play their role in 

‘legitimising’ the military’s professional standing (Young & Muller, 2014).  

Compared to other professions such as law or medicine, the military has typically 

been less integrated within civilian education institutions, retaining a much higher 

level of autonomy and independence over its professional education. This is not to say 

that military officers are not educated in civilian universities, however, the 

Professional Military Education (PME) is still largely delivered in military academies 

where much of the education and training is often delivered by members of the 

profession itself.  

“Military education has a dual nature: vocational (to become a soldier to 

defend the national territory and preserve nation values) and academic (to 

be able to deal with the complex challenges they face in the future)” 

(Callado-Muñoz & Utrero-González, 2019, p.375).  

Foot (2002, pp.198–199) explains that PME “is best supported if its [the military’s] 

most talented officers are taught by fast track, uniformed individuals who embody the 

professional attributes and personal virtues held to be most militarily valuable for the 

officer corps”. This model is emulated across the world, whereby PME is provided 

within staff colleges, war colleges, or defence universities, with subjects being taught 

predominantly by military professionals, but in some cases, by civilian academics as 

well. An ongoing debate, aligned to the standard and effectiveness of officer 

education within military academies is whether the military profession has the right 

balance between the wider liberal education taught by civilian academics, either 

internal or external to the defence education institutions, and the more operational 

military education taught by military instructors (Johnson-Freese, 2013; Mukherjee, 

2018). This argument is often combined with discussions around ‘education versus 

training’.  
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A phrase that is often used in PME debates is that the military should ‘train for 

certainty and educate for uncertainty’. The implication is that the skills developed 

through education such as critical reasoning, independent thought and higher learning 

are those needed by current and future military leaders who will be faced with new, 

unpredictable, and complex security challenges (Johnson-Freese, 2013; Carter, 2010). 

Morgan-Owen (2018) argues that these skills are best fostered and inculcated through 

liberal education taught through the approach taken in civilian higher education 

institutions. The argument is that civilian higher education provides greater space for 

divergent views and original thought which can lead to better argumentation 

techniques, better thinking skills, better problem solving and ultimately better 

strategic decision making. The narrow and increasingly time-limited military 

curriculum taught to officers at staff colleges, often by retired military officers, limits 

the space for the development of genuine critical thought and therefore supports the 

argument that military officers should have greater exposure to civilian higher 

education to allow for these cognitive skills to be developed (Johnson-Freese, 2013; 

Morgan-Owen, 2018; Mukherjee, 2018). There is still, however, a debate as to 

whether this exposure should take place within the physical space of civilian 

universities or within defence education institutions.  

According to Libel (2019) there is a gradual change in the way in which knowledge 

needed by the military profession is being produced and transmitted, at least amongst 

a number of European armed forces. The changing nature of knowledge and skills 

required for today’s armed forces, along with an increase in outsourcing activities 

previously carried out by the military, is leading to this change (Libel, 2019; 

Heinecken, 2014). Libel’s (2019) recent study looks at the way in which military 

knowledge has been produced in 5 European military academic institutions1 since the 

end of the Cold War. The research traces transformation between two different 

models of military education: 1) defence academies and 2) defence universities, 

against two different models for understanding the social organisation of knowledge 

 

1 Germany’s Federal Armed Forces Command and General Staff Academy, the Defence Academy of 

the United Kingdom, the Finnish National Defence University, Romania’s Carol I National Defence 

University, and the Baltic Defence College shared by Estonia, Latvia and Lithuania. 
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production: 1) through military professionalism and 2) through security expertise. 

Libel (2019) argues that the traditional model of military professionalism is no longer 

fit for purpose as a framework to understand the organisation of the production of 

military knowledge. He puts forward the argument that the wider movement from the 

sociology of professions to the sociology of knowledge, which saw the production of 

knowledge taking place in a more social way beyond the boundaries of the 

professions, (outlined in section 2.2), along with the change in the European military 

tasks and responsibilities, has led to a transformation of the traditional military 

academic models. Whereas the military colleges were typically internally focused, 

with little academic oversight or accreditation, this started to change. They started to 

introduce academic standards in line with the higher education sector at the same time 

as increasing their collaboration with higher education institutions, both nationally 

and internationally, in subjects relevant to the new tasks they were expected to 

perform (Libel, 2019). 

The shift in the model for developing expert knowledge within the military is one that 

is more in line with the model of a defence university rather than a traditional military 

academy, for which Libel (2019) suggests there are some expected observable 

manifestations (see table 1 below).  

Table 1: Expected observable manifestations of National Defence Universities 

(Libel, 2019)

 

The overall conclusion from Libel’s (2019) research is that the way in which the 

production of military knowledge is organised is moving away from the traditional 
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military academies towards a greater emphasis on the integration of both civilian and 

military education such as that found in a national defence university. Due to the 

wider roles that these militaries have assumed since the end of the cold war, their 

education model has also changed from having a predominantly military faculty and 

student body to one that integrates both civilian and military students and faculty in 

the same space, sharing the educational experience with other actors who work within 

the same jurisdictions as the military.  

“Hence it is highly probable that European military organisations lose, 

either voluntary or unintentionally, their professional character and can no 

longer be unquestionably assumed to be military professions” (Libel, 2019, 

p.80).   

Although Libel’s (2019) research suggests the military profession is slowly going 

through a stage of ‘de-professionalisation’, his newly developed framework only 

considered 5 cases, so more research needs to be carried out to strengthen the 

argument that a defence university model of organising knowledge really does 

weaken the professional character of the military. Furthermore, there are other 

considerations which need to be taken into account when considering this analysis 1) 

the observable manifestations listed in table 1 above might be observable in policy 

documents but not fully implemented in practice 2) the analysis was carried out in 

times of peace, not conflict and this might alter the manifestations within each of the 

parameters of the framework and 3) the range or types of topics of the curriculum are 

not listed as an observable manifestation, which could be important for understanding 

the breadth of the ‘civilian’ education programmes incorporated into the knowledge 

production cycle.  

As Libel’s (2019) research was published following the data gathering and analysis 

stages of this thesis, the analytical framework listed in table 1, has not been 

incorporated into the analysis of my findings, however, it does provide a useful point 

of reference for further discussion in chapter 5. 
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2.2.3 Summary 

The recent civil-military relations literature recognises that the traditional military 

professionalisation theories introduced by Huntington (1957) and Janowitz (1960) 

were constructed for the US context at a particular point in history, and therefore 

provide questionable relevance for analysing current military professionalisation in 

countries such as Ethiopia. However, it may be that these theories, which remain 

dominant in the discourse of western nations, have been informing capacity 

development work between nations in the global north and in global south, including 

cooperation in military education capacity development. 

The concepts of ‘objective’ and ‘subjective’ control are still used as reference points 

within the current scholarly debates, suggesting that their bases still have utility for 

the field of study. These ideas are often incorporated with other theories arguing for 

more of a blended, contextual approach, depending on the political, cultural and 

historical environment under discussion (Finer, 1962; Williams, 1998; Schiff, 1996, 

2009). For the African context, taking into account these factors when carrying out 

defence reform is fundamental to achieving the right balance between ‘objective’ and 

‘subjective’ control and recognizing the contribution that ‘powerful partnerships’ can 

make to those subjective control mechanisms (Williams, 1998).  

There is a nascent body of research considering the concept of de-professionalisation 

within the military, arguing that the concept of ‘security expertise’ is a more 

appropriate point of analysis than ‘military professionalism’ (Libel, 2019), However, 

what is important for this research is that ‘expertise’ remains central to the study of 

military transformation. The debate continues as to what type of knowledge the 

military should receive and who should teach it to develop this expertise. There is an 

argument to suggest that without exposure to wider liberal education, taught by 

civilian academics, military officers will not receive the breadth and depth of the 

cognitive development in key skills such as critical reasoning which are needed to 

meet the changing nature of their roles as the organisation undergoes reform 

(Johnson-Freese, 2013). 
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As universities often assert critical thinking as a key outcome of higher education, the 

role of the higher education sector in society is not only key to the development of 

higher order thinking skills but it is also central to designing appropriate curricula, 

providing education, accreditation and qualifications to meet the needs of the 

profession. The next section of this chapter will therefore consider the position of 

higher education institutions to respond to the education and training needs of a 

reforming public sector during the timeframe which confines this research and within 

the context of a conflict-affected and LIC.  

 

2.4 HE in Conflict-Affected and Low Income Countries 

Sections 2.2 and 2.3 above outline the critical process of developing knowledge and 

expertise for military professionalisation which indicates the important role for higher 

education institutions to play in supporting this development amongst the officer 

cadre. While universities in wealthy nations, with stable civil-military relations, may 

be well placed to respond to the changing educational requirements of reforming 

militaries, it is important to consider whether this is the case in low income and 

conflict-affected societies where higher education has often been the ‘neglected pillar’ 

(Milton, 2013) of the wider state reform process.  

The benefits of effective civilian universities in society transcend the delivery of their 

core functions of ‘teaching, research and service’ (De Moura Castro & Levy 2000, 

2001; Castells, 2001, 2009; Boulton & Lucas, 2008). The wider outcomes of tertiary 

education reach beyond individual benefits to provide a broad benefit to society, such 

as economic growth, gender equality, democracy, strengthening institutions and the 

formation of professionals working in both the public and private sectors (Oketch, 

McCowan, and Schendel, 2014).  

As there is a paucity of literature which looks specifically at the role of civilian higher 

education in military professionalisation, this section will draw on the literature which 

debates the broader functions of higher education in conflict-affected and LICs, along 

with the challenges the sector has faced in recent years to operate effectively. This is 
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important as the role of civilian higher education is arguably more critical for 

developing military expertise in a country where the military’s own institutional 

education capacity may be weak or even non-existent.   

When writing about functions of a university, Manuel Castells (2001) discussed the 

idea of a ‘university system’ as different universities provide different functions in 

different contexts at different times. Within this system, Castells (2001) identified 4 

functions of universities 1) production and transmission of values and social 

legitimation 2) selection and formation of the elite 3) training of the skilled labour 

force and 4) the production and application of scientific knowledge. All four of these 

functions can be identified in two broad outcomes of an effective higher education 

system: 1) higher education’s role in supporting economic growth and 2) higher 

education’s role for supporting an engaged society, both of which will be discussed in 

more detail below, incorporating each of the components of Castells’ (2001) 

‘university system’.  

What we will see in section 2.4.1 is that the functions of training and education have 

been prioritised, particularly in response to the expansion of university enrolment 

rates in Africa the early 2000s, however, the function of creating and applying 

scientific knowledge has been left wanting. We will also see in section 2.4.2 the role 

higher education plays in supporting the development of a more engaged, pluralistic 

society through capacity building at the individual, organisation and institutional level 

of public institutions. However, as universities play a role of producing and 

transmitting values reflected in society, section 2.4.2 will also consider how this can 

affect the relationships that universities have with the military.  

2.4.1 Supporting Economic Growth 

The higher education sector, particularly in conflict-affected and LICs, suffered 

approximately a 20-year period of neglect by international donors in the second half 

of the 20th century, where basic education was prioritised (World Bank, 2017). The 

concentration of funding on basic education is often attributed to two influential 

reports (Psacharopoulos, 1973, 1981), which concluded that the rate of return on 
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investment in primary education was higher than that within secondary and higher 

education. The World Bank used the rate of return analysis not only to justify its own 

shift in policy making within LICs but also to influence the investment from the wider 

donor community to follow trend (Jones, 1997). However, towards the end of the 

1990s, as the growth and competitiveness agendas started to take off, there was a clear 

effort to bring universities back into the fold to support the emerging knowledge 

economy (Altbach, 2004; World Bank, 2017; Jones & Coleman, 2005), a discourse 

pushed by the World Bank at this time. Universities across the world were 

increasingly recognised for their contribution to the growth of their national 

economies by driving the development of technology and innovation systems. As a 

result, there was a growing expectation for universities within LICs to play a bigger 

role in the economic development of their own nations. This role was enhanced even 

further following the announcement of the 2015 Sustainable Development Goal 

(SDG) 4, which focuses on higher education to “ensure inclusive and equitable 

quality education and promote lifelong learning opportunities for all”. 

“This role [developmental] of the university has swung dramatically back 

into the spotlight, given the critical need for high-level professional skills, 

locally relevant research and innovation, and coordinated action between 

knowledge producers, the state, industry and civil society organisations” 

(McCowan, 2018, p.200). 

The difficulty with the renewed pressure for universities within low-income countries 

in the early 2000s was that after years of neglect, the higher education sector was 

often left lacking in the attention and resources needed to provide the functions 

expected to support both economic and non-economic development. At the same time 

the sector was also undergoing mass expansion in enrolment rates – something that 

will be discussed later in this chapter.  

“By the end of the twentieth century, it was clear that developing countries 

needed an effective higher education system if they were to achieve success 

in the economy of the twenty-first century and that universities could no 

longer be ignored” (Altbach, 2004, p.71). 

Understanding of what an ‘effective higher education system’ looked like came back 

to the core functions of research, teaching and service, from which broader social and 

http://education.oxfordre.com/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-43#acrefore-9780190264093-e-43-bibItem-0011
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economic outcomes were derived. However, the main effort of universities, certainly 

in LICs, has been on teaching. 

Research & teaching 

In response to growing interest in the relationship between higher education, the 

knowledge economy and economic development, studies into the ‘role’ of the 

research university started to emerge in the early 2000s. These studies often argued 

that the level of research capacity in low income countries was woefully inadequate, 

given its importance for connecting knowledge economies across the world. Altbach 

(2009) defined research universities as:  

“academic institutions committed to the creation and dissemination of 

knowledge in a range of disciplines and fields and featuring the appropriate 

laboratories, libraries, and other infrastructures that permit teaching and 

research at the highest possible level” (Altbach, 2009, p.15). 

It is largely accepted that not all universities could or should be research universities 

(Castells, 2009; Altbach, 2009; Kerr, 2001), due to the investment needed to create 

and maintain them, however, it is also largely accepted that there is a need to improve 

research capacity within conflict-affected and LICs (Task Force on Higher Education, 

2000; Castells, 2009; Altbach, 2009; Tierny, 2011; Milton & Baraket, 2016; Molla, 

2014; Molla, 2019). Research capacity does not have to sit only within universities 

but may also be developed within research institutes, government facilities or within 

the private sector (Castells, 2009; Altbach, 2009). That said, there is an argument for 

putting universities at the centre of this research system. 

“Universities, [..] serve as some of the most effective institutions for carrying 

out research. In addition, they provide formal training and credentials for 

the future generation of researchers, scholars, and teachers. Using advanced 

students, typically at the doctoral level, to assist with research reduces the 

cost of research, provides valuable training for students, and employs the 

insights of the new generation of talented researchers” (Altbach, 2009, 

p.17).    

The importance of building research capacity in LICs to support national development 

has been highlighted by a number of scholars (Crossley, 2014; Schendel, 2013; 
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Bishaw & Melesse, 2017; Molla, 2014; Molla, 2019; Castells, 2009). Castells (2009) 

specifically argues the importance of great scientific and technological universities 

with constant close connections and interaction with the business world. 

“In the current condition of the global knowledge economy, knowledge 

production and technological innovation become the most important 

productive forces. So, without at least some level of a national research 

systems, which is composed of universities, the private sector and public 

research centres, no country, even the smallest country, can really 

participate in the global economy” (Castells, 2009, p.5). 

Building up national research systems can also strengthen the relations between 

different groups within society which is important when we think about the way in 

which different groups such as professions or different experts claim their legitimacy.  

“A national knowledge regime […] is expressed by the struggle and relations 

among knowledge actors (e.g. academics, think-tanks, research centres, 

networks of professionals, government agencies, politicians and business 

leaders) to define a ‘valid’ body of knowledge that can inform policy 

decisions” (Molla, 2014, p.236). 

However, these relationships take time to develop, especially between actors who 

have historically experienced tension or conflict such as members of the military and 

the higher education community in Ethiopia. Molla (2014) argues for a capacity 

building approach to strengthen research systems within LICs, arguing that this will 

encourage local ownership of policy formulation and development.  

“Unlike the knowledge recipient model, the capacity-building approach 

strengthens the research potential of developing countries, and subsequently 

it gives local actors the capability to define policy problems in line with their 

own needs and priorities” (Molla, 2014, p.243). 

It also has to be recognised that even when research capacity building measures are 

put in place, for example, between northern and southern institutions, an inequity 

between collaborating research partners can arise, with northern expertise and 

northern approaches to research tending to dominate. This further highlights the 

importance of building up a national, home-grown research capacity (Tikly, 2004). 
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Despite the recognition of the importance of developing greater research capacity 

within universities of LICs, research outputs remain very low, with limited transfer of 

technology to local industries (Oketch, McCowan, and Schendel, 2014). It could be 

argued that this is a result of the prioritisation of the teaching role in the early 2000s 

when ‘mass education’ dominated the higher education agenda and competed for 

scarce resources (Castells, 2001).  

The massification of higher education, also recognised for its contribution for 

economic growth, has been a global phenomenon but the extent and speed at which it 

has occurred in LICs, for example within sub-Saharan Africa, raises questions in 

relation to its intended and achieved effects (Akalu, 2016). Mass expansion in higher 

education has occurred for 2 main reasons, 1) mass expansion in enrolment rates to 

primary and secondary education have led to an increased expectation of further 

education and 2) there has been a mounting discourse linking increased levels of 

higher education to economic growth and competitiveness in the global economy 

(Akalu, 2016).  

Linking to Castell’s (2001) function of ‘training of a skilled labour force’, whereby 

universities provide the training and education for the professions and the bureaucracy 

within society, Castells (2001) explains that this has been an important role for 

universities since industrialisation. Historically, they have been called upon to meet 

the needs for societies by mass training of engineers, accountants, economists, 

teaching staff, medical professionals and also the mass training of skills for 

bureaucrats to serve the administration of the day (Castells, 2001). 

While the aims of mass expansion of higher education, such as improving a country’s 

human capital resources and offering opportunities to previously excluded groups, are 

laudable, this rapid growth in LICs has also resulted in undesirable effects, the main 

critique being the effect it has had on the declining quality of the overall higher 

education system (Altbach, 2013), within which the research function is included. 
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2.4.2 Supporting an Engaged Society 

The idea of universities supporting engaged societies is not a new one, but it is an 

important one for this research as it links into an important element which is 

embedded into military professionalisation which is the way in which the military 

interacts with the society it serves. Falling under the core function of ‘service’, the 

notion of universities engaging with external communities dates back to the 19th 

century in the United Sates (McCowan, 2018). However, it has been the focus of 

scholarly research in more recent years due to the renewed interest in higher 

education’s contribution to non-economic development, such as the development of a 

more democratic, pluralistic society (De Moura Castro & Levy, 2001; Ghani and 

Lockhart, 2008; Brannelly, Lewis and Ndaruhutse, 2011; Fitz-Gerald and Macphee, 

2014). 

“The norms, values, attitudes and ethics that tertiary institutions impart to 

students are the foundation of social capital necessary for constructing 

healthy civil societies and cohesive cultures – the very bedrock of good 

governance and democratic political systems” (World Bank 2002, p.23). 

The challenge with the studies looking into the wider benefits of higher education is 

that they have mostly been based on case-specific or country-specific descriptive 

studies, leaving a noticeable absence of any established analytical frameworks to 

effectively measure the types of benefits mentioned above (Bloom, Canning and Chan 

in 2006; Kapur and Crowley 2008; Oketch, McCowan, and Schendel, 2014). This has 

been problematic for those arguing for educational policy changes or for greater 

resources to be allocated to the higher education sector. 

One attempt to provide more macro-level evidence of the benefit of higher education 

to good governance and stronger institutions was a study which looked at the 

relationship between higher education and the emergence of developmental leadership 

in LICs. Brannelly, Lewis and Ndaruhutse (2011) used World Bank and OECD 

statistics on governance indicators from 1998 and 2008 which were respectively 

mapped against tertiary gross enrolment rates from 1978 and 1988 to identify if there 

was a positive relationship between the two over a 20-year lag. Whilst no definitive 

causation was established from the initial research, the authors reported a positive 
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correlation between higher education and good governance. The authors argue that in 

order to compete effectively in the global economy and therefore improve their 

development prospects, universities in LICs must ensure that they are able to respond 

to the changing needs of their society by way of providing adequate training and 

formation in required professional skills and knowledge. The study focused on 

educating developmental elites within leadership positions which is important for the 

research of this thesis as it links to the idea of creating and maintaining ‘powerful 

partnerships’ for effective national HE-military partnerships (Williams, 1998). 

However, a limitation of the research carried out is that it has not yet factored in the 

effect of developmental elites pursuing higher education programmes overseas, which 

could also influence the governance data, but also may not necessarily strengthen the 

military-national higher education relationships. 

The idea of higher education’s contribution to building stronger institutions in society 

has been considered in other literature (Brennan, King and Lebeau, 2004; World 

Bank, 2005). One of the ways this is achieved is through strengthening capacity, not 

just at the individual level but also at the organisational and institutional level, which 

will eventually lead to more effective and engaged societies (World Bank, 2005).  

“The expansion in levels (individuals, organisations and institutions) and in 

instruments (training, incentives, leadership development, and 

organisational change) has linked capacity development closely with 

governance – the traditions, institutions, and processes by which the state 

acquires and exercises the authority to provide public goods and services” 

(World Bank, 2005, p.14). 

For the 2005 report “Building effective states, forging engaged societies”, the World 

Bank’s Task Force on Capacity Development in Africa, carried out an analysis of 4 

decades of World Bank capacity development experience in Africa to propose a new 

way forward to design, implement and monitor capacity development efforts in 

African states. This report was based on consultations and an analysis of 14 country 

case studies2 to provide a thorough analysis of the evolution of capacity development 

 

2 This included a case study on Ethiopia which studied the five-year federal program called the Public 

Sector Capacity Building Program (PSCAP) which was launched in 2003 to quickly scale up support 
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activities. What it found in its analysis of development theory was that most capacity 

development activities are either viewed at the human resources, organizational or 

sector level without linking the levels together to look at how an individual capacity 

development programme can link to development at the national level, as outlined 

below in Table 2.  

The report was published following the Paris and Rome declarations which argued for 

increasing aid effectiveness and for facilitating greater local ownership and 

accountability of donor-funded development interventions. It is perhaps therefore 

unsurprising that findings of the study argue for putting capacity development at the 

centre of country-led development strategies and that it argued for priority to be given 

to ‘country capacity to build capacity’ to strengthen professions and technical skills. 

The higher education sector is a key actor in this endeavour and is emphasised in the 

report for its role to “enhance the pool of local technical expertise and managers 

required in the public and private sectors” (World Bank, 2005, p.52). The claim, as 

outlined in table 2 below, is that these skills develop ‘capable social actors’ who can 

then access information and participate in key decisions to hold decision-makers to 

account, finally leading to a more transparent and engaged society – again, an 

important part of developing stable civil-military relations. 

Table 2: Capacity Development Levels and Issues (World Bank, 2005, p.15) 

Effective State Capacity level Engaged society 

Skills, professionalism Human Capable social actors 

Performance, incentives Organisational Access to information/decisions 

Good governance Institutional Open space for participation 

 

 
for capacity building in six priority areas: civil service reform, district-level decentralization, urban 

management, tax systems reform, justice system reform, and information and communication 

technology (World Bank, 2005).  
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Although much of the literature concurs with the idea that greater levels of human 

capacity eventually lead to stronger institutions, the political challenges of 

institutional change must not be ignored, including those within a university itself 

(Brennan, King and Lebeau, 2004).  

When considering the idea of institutional change, it is useful to draw on Castells’ 

(2001) first function of a university, which is the production and transmission of 

values and social legitimation. Considered a fundamental role of universities “in spite 

of the ideology of their ideology-free role” (Castells, 2001, p.206), this function finds 

its origins in the theological universities (Oxford, Cambridge and Bologna). 

Notwithstanding this origin and despite being used during colonial times to dominate 

society with imperial values, universities are not “purely reproductive machines” 

(Castells, 2001, p.206) of values, but they reflect “the conflicts and contradictions of 

society, and therefore they will tend to express – and even amplify – the ideological 

struggles present in all societies” (Castells, 2001, p.206). 

Brennan, King and Lebeau (2004), argue that universities can play a powerful role in 

influencing these societal conflicts and contradictions as they are seen to be a place in 

society which has a relatively ‘protected space’ for political and ideological 

discussions. That said, communities within these universities can be supporters or 

fierce critics of certain regimes so tensions can arise which in turn challenges the 

notion of the ‘protected space’. The most recent publication by the Global Coalition to 

Protect Education under Attack (GCPEA, 2020), reports attacks on both tertiary 

educational facilities and their students and personnel. Between the period of 2015 – 

2019, over 1,200 incidents were reported, most prominently in Ethiopia, India, Iran, 

Palestine, Nicaragua, Sudan, Turkey, and Venezuela, with at least 850 of the cases 

involving excessive force, detention or arrests by state security forces or parastatal 

armed groups against university students or personnel.  

Despite the questionable ‘protected space’ and limited academic freedom of some 

countries, faculty and students still manage to find outlets to be ‘critical centres’ 

(Altbach, 2013). These critiques can be in the form of academics transmitting ideas 
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through a variety of media outlets and publications as well as students expressing 

their thoughts through political activism.  

“In some cases in developing countries, students have been instrumental in 

toppling governments, while in others they have focused attention on societal 

problems. Students have also politicized universities, and created social 

tensions; and on some occasions their activism has stimulated governments 

to close universities entirely, sometimes for extended periods of time” 

(Altbach, 2013, p.323). 

The role of the university and the academic community in transmitting ideas, ideology 

and values is steeped in the historical, political, cultural and social environment of 

each society and ideological struggles present in all societies will be reflected in the 

values and attitudes transmitted by the academic community (Castells, 2001). 

Reflecting on Castells’ work applied to Africa, Cloete & Maassen (2017, p.99) 

emphasise this point by arguing that “the more the socio-political rule of society relies 

on coercion rather than on consensus, the more universities become centres of 

challenge to the political system” and advocates for transformational change. This can 

present a challenge for relationships between defence and academia in a country such 

as Ethiopia whereby the military, which forms just one part of the state’s wider 

security apparatus, has been considered by society as closely linked to the political 

regime. 

When considering how higher education can lead to a more engaged society, with 

human, organizational and institutional change, the political conditions of a society, 

the institutions within it and the relationships between those organizations – including 

universities and the military – will clearly affect the speed and ease with which 

change can occur.  

2.4.3 Summary 

Castells (2001) identified four main functions of a university: 1) production and 

transmission of values and social legitimation 2) selection and formation of the elite 

3) training of the skilled labour force and 4) the production and application of 

scientific knowledge. These functions can be grouped into two main outcomes of HE, 

as discussed in the literature 1) supporting economic growth and 2) supporting an 
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engaged society. Universities will perform different functions at different times 

depending on the historical, social, cultural, economic and political contexts in which 

they are located. However, typically within African countries, producing and applying 

scientific knowledge has been neglected in favour of supporting the training of a 

skilled labour force through mass expansion. Research capacity within conflict-

affected and LICs is weak and ‘research systems’ connecting academic, public and 

private sectors is often underdeveloped. It could be argued that this might not only be 

due to a lack of research ability but also due to tensions that prevent cross-sector 

relationships being developed between public, private and academic communities.  

 

2.5 Chapter Summary, Conceptual Framing and Implications for Research 

Although described as outdated frameworks, the works of Janowitz (1960) and 

Huntington (1957) are still used frequently to consider the idea of professionalism 

within the military. This is mainly because an alternative framework has not yet taken 

hold, either within the wider scholarship or within the profession itself. Whilst Libel 

(2019) is starting to build evidence for a new framework for understanding the nature 

and use of knowledge in the military field, it is not a replacement for Huntington’s 

traditional military professionalization framework of the ‘military ethic’. This is 

perhaps because Huntington’s framework placed the idea of ‘objective control’ at the 

heart of his theory of professionalisation, whereas understanding professional 

knowledge and expertise are central to Libel’s (2019) framework.  

The role of the higher education sector is central to legitimizing the notion of a 

profession or the notion of expertise by designing curriculum, providing education, 

accreditation and qualifications to meet the needs of the profession. Universities also 

assert that developing higher order thinking skills such as critical thinking, which are 

desirable skills amongst professions such as military officers, are central to higher 

education learning outcomes. It therefore follows that the relationship that universities 

and academic staff have with the professions they support is an important one. For the 

military profession, Castells’ 4 university functions: 1) production and transmission of 

values and social legitimation 2) selection and formation of the elite 3) training of the 
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skilled labour force and 4) the production and application of scientific knowledge will 

be even more important in countries where the military education systems are 

underdeveloped or do not even exist.   

The challenge is that in conflict-affected or LICs higher education has often been a 

neglected sector in terms of resources and has been a casualty of international donor 

agendas which have focused on other levels of the education system. There are also 

national societal challenges to developing a productive relationship between certain 

sectors of the state such as defence, which is sometimes considered closely linked to 

the political regime, and wider civil society such as academia. In certain contexts, 

universities are seen as a ground for opposition against the political regime which can 

hinder the development of a cooperative relationship with defence.  

With the changing nature of military tasks within different national and international 

contexts, the educational requirements have also changed. As we have seen in some 

European military case studies, as professional jurisdictions further converge or 

overlap, there has also been a shift towards an increase in civil-military engagement in 

education as opposed to the traditional closed military academies. The following 

chapters will consider the extent to which some of these factors can be identified in 

the EMOND education institutions and the extent to which national universities in 

Ethiopia have supported the military professionalisation process of the ENDF officer 

corps. 

Drawing on the discussions outlined in this chapter, figure 3 below illustrates the 

concepts which will be used throughout this research to guide the interpretations of 

the findings. Rather than use the concepts presented in figure 3 as normative 

frameworks, they will be used as analytical tools to help interpret and make sense of 

the findings of this research.   
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Figure 3: Diagrammatic Representation of Conceptual Framing 
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CHAPTER 3: CONTEXT 

 

3.1 Introduction 

The purpose of this chapter is to provide a contextual overview of the political and 

higher education landscape in Ethiopia, focusing on some of the key discussion points 

developed in the previous chapter with application to the Ethiopian context. Starting 

with a brief background to the EPRDF’s emergence to power in 1991, I will discuss 

the dynamics of the political landscape over the period most relevant to my research. I 

will then give an overview of the context of the ENDF’s professionalisation process. 

The last section of this chapter will provide insights to the state of higher education in 

Ethiopia and how the country’s political past has had an enduring influence on the 

current state of higher education and state relations. 

 

3.2 An Overview of the Political Landscape since 1991 

To understand the current contextual landscape of Ethiopia today, it is important to 

appreciate the background to the EPRDF’s emergence to power in 1991 as it explains 

the nature of the relationship between the government, military and wider civil society 

over the period that this research was carried out. After 17 years of a military socialist 

government known as the “Derg” (meaning “committee” in Amharic), internal and 

external conflicts and a devastating famine led to increasing social and political unrest 

amongst a number of opposition groups across Ethiopia. In 1991, the TPLF, who had 

joined forces with other resistance movements, took control of the capital to 

overthrow the Derg government and remove Mengistu Haile Mariam, the country’s 

leader, from power.  

The TPLF were the dominant force in toppling Mengistu Haile Mariam’s government, 

however, they were drawn from a small region in the north of the country and could 

not legitimately place a claim on ruling the whole country (Clapham, 2018). They 
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therefore broadened their political base to form a coalition with three other parties to 

form the Ethiopian People's Revolutionary Democratic Front (EPRDF), all with 

Marxist-Leninist roots, to lead what they termed as a democratic revolution.  

After a period of transition, the EPRDF developed a new constitution in 1994 to 

declare Ethiopia a federal state of nine ‘nations and nationalities’ and two chartered 

cities, which is now a country of ten regional states with the recent referendum of 

Sidama (see figure 1). Holding the country’s first multi-party elections in 1995, the 

democratically elected government started on a path of reforms which adopted a 

model of decentralisation and market-oriented policies. However, this was still at a 

time when the country was facing high levels of food insecurity, ethnic-based tensions 

and external conflict with Eritrea. Any reforms would require significant flows of 

external financial assistance from the international development community and it is 

at this point, in the late 1990s that Ethiopia started to rekindle its relationship with the 

‘west’ after a significant period of decline in financial aid levels between 1992 and 

1997 (Brown & Fisher, 2020).  

“In the global context of the end of the Cold War and its eagerness to be 

embraced by the West, the EPRDF shied away from openly espousing 

Marxism” (Tibebu, 2008 p.346).  

Instead, Ethiopia positioned itself with the “democratic developmental state” model, 

as outlined in chapter 1 of this thesis. Given the characteristics of the developmental 

state, Ethiopia’s relationship with international donors is an interesting one as the 

state’s tight grip of the private sector is at odds with the free market ideals of the 

neoliberal policies of international organisations such as the World Bank. 

Furthermore, Meles Zenawi (2011) accepted the idea that developmental states can be 

either democratic or undemocratic, however, he was careful to brand Ethiopia’s model 

as a ‘democratic developmental state’ (Brown & Fisher, 2020). As the ‘democratic 

development state’ model brought closer alignment between Ethiopia and the 

international donor community, this brought significant reform agendas, including 

across the defence and education sectors. 
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As reforms got underway, there was a shift in the political landscape in 2012 

following the death of Prime Minister Meles. Leadership of the EPRDF was passed to 

the then Deputy Prime Minister, Hailemariam Desalegn – a close and loyal ally of the 

former Prime Minister. However, under his leadership, Ethiopia experienced a 

number of years of increasing insecurity, deadly anti-government protests over ethnic 

tensions and the feeling of marginalisation amongst many ethnic groups as the TPLF 

tightened its hold across the country and within powerful state institutions, including 

within the security forces. Hailemariam’s resignation from the positions of Prime 

Minister and EPRDF chairman, triggered a leadership election amongst the EPRDF 

coalition paving the way for Dr Abiy Ahmed to become the new party and country 

leader in April 2018. Coming from an Oromo, rather than Tigrayan ethnic 

background, which dominated the previous government, the new Prime Minister has 

opened up the country’s politics (ICG, 2019). As a result, Abiy’s election win brought 

a lot of hope, not only within Ethiopia but also internationally (Fitz-Gerald, 2018). 

Since his inauguration he has signed a historic joint Declaration of Peace and 

Friendship with Eritrea, released a number of political prisoners who were detained 

under the previous regime, appointed former activists to strengthen certain institutions 

and introduced deep reforms across the public sector (ICG, 2019).  

Other challenges relate to the rise in different forms of nationalism, such as identity 

nationalism, ethno-nationalism and civic nationalism (Fitz-Gerald, 2018). Abiy’s 

opening of the political landscape has made it possible for groups to rise up to make 

their voices heard, however, his “moves to dismantle the old order have weakened the 

Ethiopian state” (ICG, 2019, p.i) and the peaceful management of these rising 

movements, which have been bubbling under the surface for many years is creating a 

significant challenge for the new leader and his government to bring peace and 

integration to the nation (Molla, 2019). A recent move to dismantle the four founding 

parties of the EPRDF with a view to creating a more ethnically inclusive ‘Prosperity 

Party’ in November 2019 has been seen by the majority of the Ethiopian population as 

a positive move but the rejection of the party by the TPLF is a cause for concern about 

a continuation of ethnically based power struggles within the country (Gedamu, 

2019).     
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3.3. Professionalisation of the Ethiopian National Defence Force (ENDF) from 

1991 

Upon assuming power in 1991, the transitional government disbanded the national 

army which served under the Derg administration. Whilst Ethiopia had started to 

build a professional and skilled army under Haile Selassie’s Imperial regime (1930 – 

1974), this was effectively wiped out under the rule of the Derg as it underwent 

massive expansion at the same time as significantly reducing the provision of military 

training and education (Berhe, 2017).   

Although the EPRDF created a new professional army in 1993, which now forms part 

of the ENDF, the initial years of its establishment centred around restructuring. This 

restructuring included programmes to disarm, demobilise and reintegrate (DDR) 15 

armed militia groups, from both sides of the armed struggle to overthrow the Derg 

(Fitz-Gerald, Macphee & Westerman, 2017). Berhe (2017) argues that the new 

EPRDF army positioned itself as a ‘national army’ to represent the diversity of the 

country and that as part of the DDR programme, the EPRDF “demobilised the bulk of 

its Tigrean contingent, with the objective of providing a space for new recruits from 

the diverse Ethiopian society” (Berhe, 2017, p.169). However, as the TPLF was the 

dominant ethnic group in the successful battle to remove the Derg from power, the 

Tigrayans remained the dominant group amongst the senior officer corps of the newly 

formed ENDF. They also maintained close political ties to the EPRDF government as 

their fellow freedom fighters went into the most senior roles in government, such as 

the role of the Prime Minister, occupied by Meles Zenawi. The “politico-military 

hybrid” (Berhe, 2017, p.168) insurgent army is important to consider as this has had 

enduring effects on developing civil-military relations in Ethiopia since the new 

professional army was created. As outlined by Schiff (2009) in the previous chapter, 

the historic, cultural and ethnic conditions of the society in which an army develops 

will influence the proximity of the relationship between the military and the political 

elite and this has certainly been the case for Ethiopia. 

That said, the way in which the constitution set out the new legal framework for the 

Ethiopian defence forces outlined principles that would be expected from a modern 
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democratic army. Two examples are 1) that the defence minister must be a civilian 

and 2) that the armed forces shall, at all times carry out their duties free of any 

political partnership to any political party or political organisation (Article 87 of the 

Constitution of the Federal Democratic Republic of Ethiopia, 1995). The statutes 

establish clear separation of responsibilities between the civilian Minister of Defence, 

who has responsibility for oversight of the armed forces and the Army Chief of Staff, 

who has responsibility for decision-making over “pre-war preparation, capacity 

building, operational planning and implementation” (Berhe, 2017, p.170). On paper, 

this separation between the civil and military authorities is in line with Huntington’s 

idea of objective control but in reality, the nature of the ENDF’s evolution meant that 

complete separation between the civilian and military space was unlikely. 

Professionalisation in the Ethiopian case was not so much about the complete 

separation of the military from the civilian space, but was more about allowing for the 

civil-military relationships to develop in a way that accounts for the historical, cultural 

and ethnic conditions of society (Schiff, 2009). 

In the initial years of its formation, it was decided, mainly for budgetary reasons, to 

keep the ENDF small in size and to focus on human development, rather than on 

purchasing new defence equipment. Due to the legacy of the previous government 

under which the country’s budget was prioritised towards defence rather than 

development, Meles’s government was keen to reverse this trend. However, despite 

the initial small size of the army, it grew substantially throughout the 1990s as it had 

to manage a number of internal and external threats to Ethiopia’s national security. 

Internally, the government faced violent rebellions from groups such as the Oromo 

Liberation Front (OLF) and the Ogaden National Liberation Front (ONLF) and 

externally, it faced the 1992-1993 war with Eritrea and then again between 1998 and 

2000. In addition to this, there have been the cross-border threats by groups related to 

Al-Shabab and the Islamic Court Unions in Somalia also provided a significant 

challenge for the ENDF. 

Following the end of the war with Eritrea in 2000, the ENDF was downsized again 

with over 133,000 veterans and 17,000 disabled soldiers demobilised – a programme 

financed by the World Bank (Berhe, 2017). In addition to the restructuring through 
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the size of the armed forces, there were also adjustments made to the defence 

doctrine. There were some divergent views within the ENDF in terms of how the 

government managed the conflict with Eritrea and a feeling that the armed forces 

were not sufficiently equipped or prepared for conventional warfare (Fitz-Gerald & 

Macphee, forthcoming). With these two major post-conflict adjustments, it was not 

until 2002 that defence reforms really got started under the government of Prime 

Minister Meles Zenawi.   

The 2002 defence reforms coincided with the increased involvement of the World 

Bank in supporting Ethiopia’s reform agenda with the aim to maximise economic 

growth, reduce poverty and increase the security situation of the country. The 

government developed a new Foreign Affairs and National Security Policy and 

Strategy (FANSPS) which was “based on the premise that most of Ethiopia’s security 

challenges were driven by internal issues including weak governance structures and a 

lack of democratisation and poverty” (Fitz-Gerald & Macphee, forthcoming). A 

theme which we saw in the previous chapter in terms of the World Bank’s approach to 

capacity development at the individual, organisational and institutional levels (World 

Bank, 2005). The FANSPS paper was used to set the strategic direction for Ethiopian 

state institutions, including defence.  

“In a section on building defence capabilities, the white paper highlights the 

following key principles to be adhered to: defence capacity building is based 

on the proper analysis of threats; the primary focus of any defence capacity 

development is human development; lean and economical structures are 

maintained that can be readily expanded if the need arises; defence capacity 

building is connected with the national economy; defence spending is limited 

to a maximum of 2% of national income” (Berhe, 2017, p.173). 

Whilst Ethiopia outlined its commitment to limiting defence spending to 2% of 

national income in the FANSPS, it was in a slightly different situation to other 

countries in the region in the early 2000s as it had just emerged from facing an inter-

state conflict as well as facing a rising number of intra-state conflicts as well. Despite 

these challenges, the ENDF started to pursue a period of defence reform, aligned to 

the principles outlined above from 2002 onwards.    
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A new defence policy and defence transformation strategy was developed under the 

guidance of the newly established Defence Transformation Research Unit in 2002. As 

the reform agenda in Ethiopia was underway, the Defence Transformation Research 

Unit was tasked with developing the new policies and strategies in line with the wider 

economic and growth transformation plans. The ENDF played a significant role in 

economic development, perhaps because it was one of the stronger, more capable 

institutions (Fitz-Gerald & Macphee, forthcoming). The defence forces were not only 

involved in building infrastructure across the country such as health clinics and 

schools, but also in developing and mentoring parastatal organisations. An example of 

such a parastatal organisation is that of the Materials Engineering and Technology 

Corporation (METEC), formed in 2010, whose strategic management, operations, 

finance and auditing functions were all controlled by the military (Fitz-Gerald & 

Macphee, forthcoming). The Ethiopian armed forces played a key part in the 

country’s national development which aligns to the ideas of Finer (1962), Schiff 

(2009), Edmunds (2006) and Williams (1998) who argued that military might become 

involved in tasks which are typically left to civilians in other contexts.  

As the ENDF took on large scale defence reform, a dominant role in nation building, a 

leading role in international peacekeeping and the management of non-traditional 

security threats such as cross-border issues spilling over from the Sudan-South/Sudan 

war, cross-border issues from Somalia relating to Al-Shabaab and human trafficking 

issues, the Defence Transformation Research Unit acknowledged that new knowledge 

and skill sets were needed (Fitz-Gerald & Macphee, 2014). Education and training 

were needed to support the military professionalisation process as well as to support 

the leadership and management of the overarching defence transformation 

programme. (Fitz-Gerald & Macphee, 2014). Whilst the ENDF developed their own 

professional military educational programmes to be delivered at the Ethiopian 

Defence Command and Staff College (EDCSC), Senior ENDF officers also requested 

a number of graduate and postgraduate education programmes to be delivered to 

selected officers in established universities. As is the case in many post-conflict 

countries, senior leaders holding positions within government or government 

institutions, such as the Ethiopian Ministry of Defence, were part of the movement to 

bring change to the country. It is not uncommon for these leaders, who have fought in 



60 

 

civil wars and participated in supporting a country in political transition, to have left 

secondary or tertiary education to do so (Fitz-Gerald & Macphee, 2014; Stiglitz, 

2006).  

As outlined in the previous chapter, the creation and transmission of knowledge, 

developing expertise and autonomy are key characteristics of professionalism. These 

were a fundamental part of the ENDF’s strategy to professionalise the officer corps. 

The ENDF already had a number of military training academies across the country 

and a well-regarded Defence Engineering College. However, there was no dedicated 

military academy for higher level studies which were needed for the officer corps and 

for the senior leadership ranks of the defence. A project to establish an Ethiopian 

Defence Command and Staff College was initiated in the early 2000s. The 

establishment of a Defence University was also agreed by the Council of Ministers in 

2001 (regulation 68/2001) where more recently “its technical and higher education 

capacities are not only helping the army to professionalise but are also assisting other 

armies” (Berhe, 2017, p.174). To establish and to maintain the functioning of these 

defence institutions, the ENDF needed support from both international and national 

higher education experts. This was at a time when Ethiopian universities were 

experiencing their own challenges of mass expansion and limited funding. With the 

politico-military hybrid nature of the ENDF and the dominant role the military had 

played in Ethiopia’s history of government and regime change, it would be reasonable 

to suggest that the relationship between the higher education and military sectors 

might present some challenges. 

The next section of this chapter will consider in more detail the state of the national 

higher education sector at the time defence was undergoing educational reform. It will 

also consider the legacy of previous state relations and how this may have a bearing 

on the development of relationships between defence and higher education. 
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3.4 Higher Education in Ethiopia 

As outlined in section 2.4, higher education in Africa had suffered neglect from 

international donors in the last half of the 20th century. However, in the early 2000s, 

there was a focus on mass expansion of university enrolments to support countries in 

their endeavour to participate in the knowledge economy. At the beginning of the 21st 

century, Ethiopia had just two universities, it now has 35 public universities and over 

60 accredited private higher education institutions (MoE, 2019). The 35 public 

universities are classified as first, second and third generation based on their year of 

being fully functioning universities. The first generation universities are those which 

were fully functioning until 2008, the second generation between 2008 and 2010 and 

the third generational universities were established after 2010.  Of these 35 public 

universities, 31 are administered by the Ministry of Science and Higher Education 

(MoSHE). The four public universities Civil Service University, Defence University 

College, Kotebe CTE degree programme and the Telecommunications and IT college 

are specialised universities which report directly to their relevant ministries, however, 

the MoE website states that there are plans for these universities to also come under 

the administration of the MoSHE (MoE, 2019). There are also 62 private higher 

education institutions (MoE, 2019). 

Similar to other neighbouring countries, the higher education sector was largely 

neglected by the international community during the 1980s and the 1990s and was 

then thrust into a process of mass expansion of enrolment, with the aim to increase 

knowledge and skills across society to support national development. Drawing on the 

literature reviewed in the previous chapter, this final section will discuss how, over 

the years, Ethiopia’s higher education sector has performed different roles at different 

points of its history, such as those outlined in Castells’ (2001) typology. It will also 

explore how, through carrying out these functions, military-higher education relations 

have been shaped throughout the years.   
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3.4.1 Teaching and Research 

In the 1950s and 1960s, there was a desperate need to rebuild much of the intellectual 

base that was wiped out under the Italian occupation (1935 – 1941). In addition to 

sending elite members of society overseas, Ethiopia’s national university, Addis 

Ababa University, also supported students who were recruited into civil service 

positions, thereby fulfilling the role of ‘elite selection and formation’ (Castells, 2001). 

These students/graduates were limited in number and “enjoyed a high social profile 

and prestige” (Ahmed, 2006, p.293). Under Haile Selassie’s government, the 

education system was restricted and highly centralised, with higher education 

concentrating on a very limited curricula for a specific purpose of providing skills and 

knowledge in bureaucratic administration for the elite. The sector did undergo some 

expansion of the curriculum, but the expansion took place without the underlying 

strategic planning for the country’s development which ultimately contributed to civil 

unrest as opposition to the government took hold across the country. 

In the initial years of the Derg regime, the University was closed. The government set 

students the task of taking the Marxist-Leninist ideology to the Ethiopian countryside 

through a campaign labelled “Development through Cooperation” (Zamaca) (Negash, 

1990). The aim was to redistribute land and to deliver basic education to the peasant 

communities. Towards the end of the 1970s, the university reopened and despite the 

lack of human and financial resources, university enrolment expanded in the late 70s 

and early 80s from five thousand in 1976 to eleven thousand in 1980 (Balshvik, 2007, 

p.268). Addis Ababa University also started a graduate programme in 1980, which 

showed some progress within the sector. The university was functioning but it 

suffered enormously from the lack of intellectual talent which had either been pushed 

away or fled in previous years and therefore the overall quality of education was poor.  

Although there was some slow expansion of higher education under the imperial and 

Derg regimes, Castells’ (2001) function of national training and education of the 

bureaucracy and professions did not get underway on a large scale in Ethiopia until 

the EPRDF came to power in 1991 (Bishaw & Melesse, 2017; Semela, 2011; Molla, 

2019). Prime Minister Meles’s ‘democratic development state’ model brought closer 
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alignment between Ethiopia and the international donor community and with this 

came further external influence of education policy direction. As outlined in the 

previous chapter, since the early 2000s, there has been a renewed interest to re-engage 

with tertiary sector education, following two decades of intense focus on primary and 

secondary level education. This was to support the changing global competitive 

landscape of the 21st century and the emergence of the ‘knowledge economy’. 

Following Ethiopia’s policy alignment to the World Bank, “The nation’s entry into 

the 21st century [..] marked the beginning of unprecedented expansion and 

liberalization of tertiary education” (Semela, 2011, p.403). In Ethiopia, the total 

student population, including both private and public universities, increased from 

approximately 35,000 to over 100,000 during the period between 1996 and 2003 

(Yizengaw, 2003). The graph below only shows the enrolees in public HE institutions 

but indicates the phenomenal growth in student enrolment across the public HE 

sector. Along with an increase in student enrolment, the number of public universities 

rose from 2 in 1999 to 35 in 2019 (MoE, 2019). 

Figure 4: The number of enrolees in full-time programmes in Ethiopia (public 

HE institutions); based on data from education statistics (MoE, 2001, 2006, 2011, 

2016) 

     

Source: Molla, 2019, p.370 
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Expansion of numbers of students in the early 2000s had not been met by sufficiently 

qualified faculty or resources such as books, classroom space labs, dormitories and 

other facilities. (Ahmed, 2006; Bishaw & Melesse, 2017; Akalu, 2016; Teferra, 2014; 

Semela, 2011). Molla (2019) explained that despite budget increases for the HE 

system, in real terms, public expenditure per student drastically decreased from 

US$3300 in 1971/1972 to about US$700 in 2004/2005. The challenges of meeting 

this critical university function of ‘training of the skilled labour force’, the speed of 

which was largely externally imposed, has brought about many challenges which 

remain within Ethiopian universities today.  

“Too rapid an increase in enrolments, as has happened in the recent past, 

has eroded quality and is undermining the contribution of tertiary education 

to growth” (World Bank, 2009). 

The Ethiopian government recognised the issues relating to the poor quality of higher 

education in the Education Sector Development II plan in 2002. In 2003, it announced 

the establishment of an autonomous agency named Higher Education Relevance and 

Quality Agency (HERQA) to oversee quality of higher education in Ethiopia. 

However, it has had little effect on improving quality standards (Akalu, 2016; Semela, 

2011).  

In the early 2000s, the pressure was on for the underfunded higher education sector to 

respond to the changing needs of society to support the rapidly growing Ethiopian 

economy. 

“A lot is expected from higher education to pull our countries out of the 

extreme poverty and underdevelopment.  It has a unique role to play in this 

respect, and has to make itself relevant to deliver as per the challenging 

requirements of the society and the country” (Yizengaw, 2003, p.17). 

However, the tone of language used by the government Vice Minister for education, 

Teshome Yizengaw, at the 2003 conference indicates distance and friction between 

the government and university academics.  

“With their out-of-date orientation and worn out traditions, higher education 

institutions in Ethiopia have deprived our country of the opportunity of 

getting out of poverty and underdevelopment” (Yizengaw, 2003, p.1). 
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Whilst the Vice Minister’s speech seemed to suggest that there was an unwillingness 

on the part of academia to participate in the national development project, scholars 

have suggested that policy reforms which were being introduced, such as mass 

expansion and expansion of graduate programmes, became political orders which they 

had to comply with without effective consultation (Akalu, 2016; Ahmed, 2006; 

Bishaw & Melesse, 2017). The absence of engagement between government and 

academia makes it difficult for the higher education sector to perform all of its key 

roles in society, including its contribution to national development through not only 

teaching but also carrying out research to guide society and government on the path of 

national development (De Mauro & Levy, 2000; Castells 2001, 2009). Instead, its 

function in the early 2000s had resorted to simply a training and teaching function, 

principally training teachers of other universities (Akalu, 2016). 

In 2011/2012, the research allocation of all universities accounted for only 1% of their 

total budget and it was recognised that the capacity to carry out quality research in 

universities was limited because of the limited number of PhD holders within the 

institutions (MoE, 2015), which was around 15% of all lecturers in 2015 (Trines, 

2018). The most recent education development plan (MoE, 2018), which was 

developed and circulated for consultation within the first 6 months of Prime Minister 

Abiy’s government, is even more critical of the lack of research capacity across the 

higher education sector. The report describes the research infrastructure and 

integration between teaching and research as poor but in addition it also criticises the 

weakness of linking university research endeavours to societal problems. 

“Research topics are driven by interests of researchers and donors, with 

little or no serious relationships with prevailing policy concerns. Universities 

have weak or no ties whatsoever, with technology users. Consequently, 

research results tend to be refuted by policy makers, dismissing them as 

being too academic or not suited to solve the country’s socio-economic 

problems” (MoE, 2018, p.61).  

The credibility for the academic community to be able to apply theory to practice is 

important for building relations not just between the higher education sector and 

industry but also between the public sector, such as defence, a sector which relies on 
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the latest thinking and technological solutions to be in a position to effectively 

respond to changing security threats.  

The 2018 ‘education road map’ proposes a number of initiatives to improve the 

quality of research within universities, including the promotion of local journals to 

meet international standards, increasing funding to at least 5% of the total budget, 

increasing the allocation of time academics spend on research to at least 15% and to 

promote links with industry by having more presence of industry specialists teaching 

on academic courses. Although not explicitly mentioned within the report, this could 

also be extended to the public sector, specifically to the defence sector to encourage a 

more strategic level relationship of benefit to both sectors.    

The initial reaction to the latest education plan for Ethiopia is that whilst it addresses 

the obvious challenges to the higher education sector in Ethiopia, the road map did 

not tackle the overarching challenge of government-university relations (Tamrat & 

Teferra, 2018) which will be key to the effective implementation of the policies 

(Woldegiyorgis, 2018), especially with ongoing and rising ethnic tensions resulting in 

violence across the country. The next section of this chapter will explore these 

historical and current tensions between the state, universities, academics and students 

in more detail.  

3.4.2 State and Higher Education Relations 

When the first university was established in Ethiopia, it was the Emperor’s vision that 

it would play a key role in inculcating traditional Ethiopian culture and heritage with a 

view to bridging the traditional past with the new modern educated population, 

however, the embedding of culture and values into the new Ethiopian university was 

limited by the extent to which expatriates held key positions within the university and 

the involvement they had over curriculum and education policy development 

(Kebede, 2006). Key critics have argued that a failure to integrate traditional 

education into the new modern education in Ethiopia during Haile Selassie’s rule has 

had significant impact on its overall development, and the struggle to link higher 

https://www.universityworldnews.com/fullsearch.php?mode=search&writer=Ayenachew+A+Woldegiyorgis
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education to the national social and economic needs of the country remains a problem 

(Kebede, 2006; Negash, 1990, 2006; Balsvik, 1979, 2009).  

However, as discussed in the previous chapter, universities also play a role in ‘the 

production and transmission of values and social legitimation’ not just by reproducing 

the values internal to the institution, but they take on and reflect the ideological 

tensions of the society in which they find themselves (Castells, 2001). This is even 

more so the case when the socio-political rule of society becomes more coercive 

(Cloete & Maassen, 2017). In Ethiopia, this can be seen by a growing student 

movement at the beginning of the 1960s which opposed the policies of the ruling 

class. The lack of alignment between education and the needs of the country were 

leading to high levels of unemployment amongst a young, educated population 

(Negash, 2006). The highly centralised and heavily controlled environment of the 

country at this time meant that there was an absence of space for free and open debate 

about these important societal issues and therefore student movements turned to 

“underground books and pamphlets”, therefore inflaming dissent (Kebede, 2006, 

p.13). Based on Marxist ideology, the student movement gathered momentum and 

started to reach out across the country, becoming a dominant opposition group to the 

government and questioning the legitimacy of the state. 

“The years from then [1960] until the revolution were punctuated by student 

strikes and demonstrations, the occasional closure of the university or police 

invasion of the campus, and other indications of dissent” (Clapham, 1988, 

p.33). 

Famine and growing discontent with the regime led to large numbers of unemployed 

secondary school leavers, highly politicised university students and the left wing of 

the military to bring the imperial system of government to an end in 1974 (Negash, 

2006) – a clear demonstration of the historical civil-military relations in Ethiopia and 

the extent to which the military have been closely involved in the political ideology of 

different groups within Ethiopian society. 

Under the rule of the Derg, divisions arose between students and the government 

regarding the direction of the land reforms. Students either fled the country or sought 

greater alignment with the political parties which were established in the late 1960s 
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and early 1970s, the Ethiopians People Revolutionary Party (EPRP) and the All 

Ethiopian Socialist Movement (MEISON). As the socialist military junta showed no 

signs of transition into democracy, students continued to be a powerful opposition to 

the state, calling for a “people’s government” (Balsvik, 2009). The EPRP was a key 

force in leading the call for a civilian-led democratic government which resulted in 

significant violence in Ethiopia, especially between the years of 1977 and 1978. This 

period is known as White Terror (EPRP attacks against the Derg) and Red Terror 

(Government attacks against the EPRP and their supporters) (Turner, 1993 in Eds, 

Ofcansky & Berry). 

“During the Red Terror, which lasted until late 1978, government security 

forces systematically hunted down and killed suspected EPRP members and 

their supporters, especially students. Mengistu and the Derg eventually won 

this latest struggle for control of the Ethiopian revolution, at a cost to the 

EPRP of thousands of its members and supporters imprisoned, dead, or 

missing” (Turner, 1993 in Eds, Ofcansky & Berry, p.53). 

Students and intellectuals who opposed the military regime were hit hard during the 

late 1970s. Balshvik (2009, p.265) explains that “the uncompromising treatment of 

the opposition contributed to the de-politicization of the university” and that after 

1978, support of the Oromo, Tigray and Eritrea liberation movements was forbidden. 

When the EPRDF came to power in 1995 the initial years of the relations between the 

government and Addis Ababa University were uncertain and underlying tensions 

remained. There were individuals within the EPRDF who thought that some of the 

academics and students aligned themselves too closely to the previous regime through 

their membership of the Marxist-Leninist Communist Worker’s Party of Ethiopia 

(WPE) (Ahmed, 2006). There were a number of student and academic demonstrations 

and in the mid-1990s the government instantly dismissed over 40 academics from 

Addis Ababa University when they opposed government policy (Teferra & Altbach, 

2004; Molla, 2014).  

Activism started to grow again in the latter part of the 20th century into the early 21st 

century as students and academic staff wanted to reinstate their academic freedom 

(Ahmed, 2006). In April 2001, demonstrations from within Addis Ababa University 
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spilled out into the streets as protestors petitioned for security forces to be removed 

from their campus and for their independent press and union to be allowed (Ahmed, 

2006). A further clash between protestors from Addis Ababa University and the 

government in 2001 resulted in the university being closed again for a year. 

Despite the mass expansion and transformation of the higher education sector since 

the mid 1990s, relationships between university academics, students and the 

government continue to have underlying tensions which have been present since the 

establishment of Addis Ababa University in the 1950s.  Protests which called into 

question the legitimacy of the 2005 EPRDF election win results were met with an 

excessive use of force by the federal police and some military groups (BBC, 2006; 

Lyons, 2006) which led to 193 people being killed (BBC, 2006). These protests 

started with the University of Addis Ababa students staging a ‘sit-in’ strike on the 

campus.   

Following the death of Prime Minister Meles in 2012, a wave of ethno-nationalist 

protests, most notably from the Oromo ethnic group, rose to the surface in an attempt 

to liberate Oromia in response to the 2014 government plan to extend the borders of 

Addis Ababa into the Oromia region, which has subsequently been scrapped. Protests 

started to increase in frequency and size and many of the protesters were students. The 

Global Coalition to Protect Education from Attack (GCPEA) also reported that 

attacks on higher education also started to increase.  

“Attacks on higher education appeared to increase in the 2013-2017 

reporting period over the 2009-2013 period. Throughout the current 

reporting period, government security forces killed, injured, and arrested 

university students in response to protests. [….] Dozens of students were 

injured, arrested, and detained in these attacks, with the violence primarily 

targeting Oromo students” (GCPEA, 2018). 

Despite the election of an Oromo, reformist Prime Minister in 2018, tensions between 

the government and the academic community remained. Security forces were still 

present on university campuses, academic freedom was still limited (Ayenachew, 

2018; Tamrat & Teferra, 2018) and students’ and academics’ protests on campus 

continued to be met with excessive force (GCPEA, 2020).  
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“Ethiopian institutions of higher learning still continue to be the subject of 

unfettered political and administrative interference, beyond the expected 

norms of such engagements. This calls for clearly defining government 

relations with universities and institutionalising mechanisms for practice and 

compliance” (Tamrat & Teferra, 2018). 

Student protests in February 2020 expressed anger towards the government after more 

than 30 students were abducted from their university campus in December 2019 by 

unknown assailants. The Ministry of Education stated at the time that “in the past six 

months, clashes on campus have killed 12 students and played a role in the decision of 

35,000 to drop out of university” (Endeshaw, 2020b). 

Despite the progressive and reformist agenda of the new Ethiopian government, 

relationships are still fractious between the government and the higher education 

sector. Until those relationships have improved, the likelihood of reaching the road 

map aims and objectives of improved quality, academic freedom and greater cross-

sector cooperation look very difficult to achieve with the bigger questions of safety 

and security unanswered (Tamrat & Teferra, 2018).     

Whilst this section of the chapter has focused primarily on government-higher 

education relations, this affects military-higher education relations due to the 

proximity of the relationship between the ENDF and the government when the 

EPRDF came to power. The ‘politico-military hybrid’ (Berhe, 2017) nature of the 

ENDF has led to civil society viewing the military as an extension of the government. 

Furthermore, the deployment of the security services, which are not always the 

military but other government security services, to protests contribute to exacerbating 

the tension between academia and defence.   

 

3.5 Chapter Summary 

Due to the proximity of the relationship between the Ethiopian government and the 

ENDF under Prime Ministers Meles and Hailemariam, tense relationships between 

the government and higher education also transfer to military-higher education 



71 

 

relationships. These have been exacerbated over the past 20 years when elements of 

the military have been deployed with other functions of the wider security services to 

protests which have resulted in the excessive use of force, such as those carried out in 

response to the 2005 election result. This was also during a time when the ENDF was 

undergoing reform as part of its aim to become a professional armed force, for which 

it relied on national and international higher education experts to support its 

professional military education.  

In addition to the political tension between the two groups in the early 2000s, this was 

also a time when the higher education sector was undertaking widespread expansion 

of teaching, in line with the global development agenda. With significant external 

influence and limited investment over the past 50 years, the Ethiopian higher 

education sector has not had adequate opportunity to develop to its full potential, and 

importantly, investment in its research function to support national development has 

been neglected.   

The following chapter will provide details of the research design undertaken as part of 

this thesis to explore in more detail the role higher education has played in the 

professionalisation of the ENDF during the last 20 years. 
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CHAPTER 4: METHODOLOGY  

 

4.1 Introduction 

The aim of this research is to investigate the role of higher education in the 

professionalisation of the Ethiopian National Defence Force (ENDF) by gaining 

understanding from the perceptions of military officers, civilians working within 

EMOND and academics working within the national higher education sector. Limited 

research is published on civil-military relations in Ethiopia, therefore, in addition to 

the range of support offered to the ENDF by the HE sector, the purpose of the study is 

also to access the participants’ perceptions about the defence/HE relationship at a time 

when the country was undergoing significant nationwide reforms in a post-conflict 

context. The research questions outlined in chapter 1 will be used to address the 

research problem in more detail.  

The numerous ways in which educational research can be carried out present a 

challenge in terms of classifying and defining a research strategy. However, 

consideration of these classifications early in the research journey allows for the 

development of a more coherent research design. Furthermore, the prior planning of 

research methods, methodology and theoretical perspectives provides a more secure 

sense of the intended direction of the research (Cotty, 1998). As such, this chapter 

describes the research methodology of the study and includes discussions around the 

following areas: a) justification for research approach, b) description of the research 

sample, c) methods of data collection, d) analysis and synthesis of data, e) ethical 

considerations, f) issues of trustworthiness, g) researcher position and reflexivity, and 

h) limitations of the study. The final section of the chapter will include a brief 

summary of the discussions. 
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4.2 Rationale for Qualitative Research Strategy 

There are multiple ways of carrying out social research depending on how researchers 

theorize knowledge and how they determine what consists of ‘acceptable knowledge’ 

(Bryman, 2012, p.711). These different epistemological positions have become more 

prevalent and more widely discussed over the past 50 years since Kuhn’s seminal 

piece on The Structure of Scientific Revolutions (Kuhn, 1962). Kuhn put forward 

alternative arguments to the dominant discourse of positivist epistemology. Whilst 

positivists advocated an approach to research which was an individualistic and 

abstract endeavour relying on logical, scientific knowledge, Kuhn argued that there 

were other ways to do research which took into account socio-historic factors of the 

context in which the research is being carried out. These other ways of thinking are 

what Kuhn referred to as paradigms.   

“Paradigms are frameworks that function as maps or guides for scientific 

communities, determining important problems or issues for its members to 

address and defining acceptable theories or explanations, methods and 

techniques to solve defined problems” (Usher, 1996, p.15). 

Patti Lather (2006) discusses the multiple paradigms for carrying out educational 

research in terms of whether they guide the researcher to predict, understand, 

emancipate, deconstruct or move beyond all of these positions, looking towards 

‘what’s next’ (Lather, 2006, p.37). As outlined in chapter 1, the principal aim of my 

research was to ‘understand’ the role of higher education in the professionalisation of 

the ENDF through the perceptions of the research participants. The paradigm that is 

most frequently used to guide research which seeks to ‘understand’ is interpretivism 

(Lather, 2006). 

Interpretivism is an epistemology which emerged as opposition to the traditional 

philosophical position of positivism, following Kuhn’s publication in the early 1960s. 

Interpretivists argue that in order to understand the social world, it is important to 

understand the context of the object of research to obtain knowledge from it and this 

requires a different approach to positivism. For interpretivists, the discovery of 

knowledge about the social world places significant importance on insight, 

interpretation and understanding. This position is frequently linked to Max Weber’s 
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notion of Verstehen (meaning understanding), which advocated an “interpretive 

understanding of social action” (Bryman, 2012, p.28).  

One of the main aspects of the interpretivist’s position is that the researcher is 

concerned with trying to understand phenomena from the research object’s point of 

view – the researcher essentially becomes an ‘interpreter’ in the formation of 

knowledge. 

“In social research, knowledge is concerned not with generalisation, 

prediction and control but with interpretation, meaning and illumination” 

(Usher, 1996, p.18).  

Interpretation, meaning and illumination is best achieved through data that puts an 

emphasis on words and description, which is the general strategy of qualitative 

research, as opposed to a quantitative research strategy that emphasizes quantifiable 

data, more appropriate for generalization, prediction and control.  

I chose a qualitative, interpretivist research strategy because the aim of my research is 

to access the perceptions of the research participants within their own specific context 

in order to gain understanding of the research problem. My approach is to capture the 

voice of the research participants by building a thick description of the phenomena 

under study, before extracting meaning from the data. 

The next stage of developing my research design was to try to refine the direction of 

my research and to develop more precise and relevant research questions to the 

research site in Ethiopia, which I did through an early exploratory field trip. 

 

4.3 Early Exploratory Field Trip 

Data used to inform this research was collected during two separate trips to the field. 

The first stage of data collection involved an early exploratory field trip in 2017 and 

the main data collection trip took place in 2019. The early exploratory field trip was 

used to guide the direction of the research since there was little published on this 
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specific topic. Data analysis from the early exploratory field trip provided direction 

for refining the research questions and produced a more meaningful focus for the 

research with more relevance to the Ethiopian context. 

As mentioned above, the literature in this area of research is limited and therefore 

many of the ideas and concepts that emerge from this study have been grounded in the 

rich, qualitative data collected from the research participants. Because of this, I had 

considered carrying out a grounded theory approach to this research. However, as my 

visits to the field were infrequent and for a limited period, I did not think that I would 

be able to follow through with a purely grounded theory study. My visits to Ethiopia 

were for limited periods and whilst long enough to carry out intensive data collection, 

I did not have enough time in the country to carry out simultaneous data collection 

and analysis, as required with grounded theory. Furthermore, due to the nature of 

researching within a military organization, I did not feel I would have the freedom to 

be fully led by the data as it was evolving.  

I did however include some grounded theory techniques into my research strategy. 

The first was early exposure to the field through an exploratory field trip in March 

2017. I undertook this fieldwork before fully defining my research questions and key 

domains of literature. I had carried out some initial reading related to military 

professionalization but, as identified in chapter 2, much of the literature is produced 

within, and related to, the European or US contexts. Whilst the founding fathers of 

grounded theory, Glaser & Strauss (1967), argue that a grounded theory approach to 

data collection should be as a tabula rasa, other grounded theorists (Henwood & 

Pidgeon, 2003; Charmaz, 2008) agree that it is more realistic to accept that everyone 

who participates in data collection will have some prior perspective or experience. I 

had some understanding of the theories of military professionalisation but the 

important factor is that I remained open to different directions after collecting the 

initial data during the exploratory field trip.  

During my initial field trip in March 2017, I carried out semi-structured interviews 

with the following participants: 
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• 1 high-level official from the Ethiopian Ministry of Education 

• 1 high-level retired official from the Ethiopian Ministry of Education 

• 2 Ethiopian civilian academics working at 2 different Ethiopian Universities 

• 1 Ethiopian officer from the Military Training & Education Department 

• 1 Ethiopian officer from the Military Human Resources Department 

• 1 Ethiopian officer from the Military Research & Development Department 

I also spoke at length with two Ethiopian civilian academics about my proposed 

research. They gave me constructive and frank feedback in terms of my approach to 

data collection to ensure that cultural sensitivities were considered, for example, the 

protocols I should follow when making appointments with potential research 

participants. I also called on their local knowledge as to where I could find particular 

documents or policies, or indeed, if they even existed. Although I asked these 

colleagues for their thoughts regarding the angle of my research questions, I was 

mindful that they had their own biases and their own opinions regarding my topic. I 

was careful to listen to different perspectives but not to allow others’ biases to 

influence my research. 

The main findings from the exploratory fieldwork were as follows: 

Finding Implications for Research 

Tension exists in the relationship 

between the academic and defence 

sectors. Society is highly politicized, 

which can have influence on the way in 

which higher education works with the 

military. 

This area will need to be explored in 

a sensitive way. 
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Civilian universities do not always have 

the required skills, capacity or will to 

meet the military’s educational needs.  

Identify the areas where civilian 

universities do contribute to military 

education. 

 

Post-1991 (when EPRDF came to 

power) the Ethiopian military was used 

for economic development of the 

country as it had the technical and 

engineering skills needed for 

industrialisation and construction. This 

puts the military at the centre of society, 

not apart from society as some of the 

prominent military professionlisation 

theories advocate.  

Acknowledge that the context of 

Ethiopia will have shaped the 

current civil-military relations in a 

different way to some of the 

democratic armed forces referred to 

in the civil-military relations 

literature. This may therefore have 

an effect on the nature of military 

professionalisation.  

 

Using the term ‘professionalisation’ in 

interviews is not helpful and can cause 

confusion.  

Remove this word from interview 

questions. 

Key information in relation to education 

in defence sits within the Defence 

University.  

 

Obtain access to the Defence 

University to carry out some in-

depth interviews in order to 

understand the structure and system 

of higher education within the 

military. 
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In addition to the Defence University, 

the key institution which focuses on the 

professionalisation of officers is the 

Ethiopian Defence Command and Staff 

College which was established in 2006.  

Obtain access to the EDCSC to carry 

out in-depth interviews. 

There were two main universities that 

were named as key partners for 

supporting the initial defence reforms 

within the Defence University and 

EDCSC - Addis Ababa University and 

Civil Service University 

Include academics from these 

Universities in the sample group of 

academics from across the HE 

sector. 

Policy and strategy documents which 

detail education pathways for the 

military do not exist. If they do exist 

they will be in the form of ad hoc 

memos in Amharic.  

Interviews would be the key method 

of data. 

Recording interviews will not sit 

comfortably with all participants. Note 

taking will have to be done by hand in 

this case. 

Allow extra time for data collection 

 

The exploratory study helped for two reasons 1) in terms of research design, it 

confirmed that the dominant method of data collection should be face-to-face 

interviews. The lack of accessible documents and the importance of face-to-face 

meetings in Ethiopian culture influenced this decision. 2) In terms of the literature 
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review, it underscored the importance to focus on the role of universities in LICs and 

to focus on civil-military relationships between individuals within institutions and not 

just civil-military relations at the institutions level. Providing a thorough socio-

political and historic contextual overview of the Ethiopian higher education and 

defence sectors also seemed important to understand the entrenched relationships 

between academia and defence, both at the personal and institutional level. This has 

been reflected in chapter 3.  

 

4.4 Second Field Trip: Data Collection 

My second field trip took place in Ethiopia between 13th and 24th May 2019. During 

this time, I carried out interviews with 28 research participants which provided the 

data for answering my research questions outlined in chapter 1. The following 

sections outline the process for data collection during this second trip to the field.   

4.4.1 Sampling 

Purposeful sampling was used for this research which allowed me to select the most 

appropriate organisations and individuals to answer my research questions. I adopted 

what Bryman (2012) refers to as ‘generic purposive sampling’. He makes the 

distinction between theoretical sampling used in grounded theory, whereby sampling 

is a sequential process, and ‘generic purposive sampling’, which can be used in a 

sequential or a fixed manner. The option for me to fix at least the initial research 

participants a priori was important for my sampling strategy as I needed to secure 

written permission from within EMOND to carry out research with participants 

working within the defence institutions. I did not have the freedom or flexibility to 

focus on emerging areas or interests outside of my pre-defined sample groups. Within 

the sample groups outlined below, I did also use a ‘snowball’ sampling technique to 

boost the numbers of research participants within each of the three groups. 
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As my research is concerned with understanding individuals’ perceptions about the 

relationship between civilian universities and the military in Ethiopia, the groups of 

individuals and relevant criteria were as follows: 

1. Academics working within national civilian universities who have experience 

working with the ENDF (Civ Ac) 

2. EMOND civilians working within defence education institutions (EMOND 

Civ) 

3. Military officers from within EMOND who have experience of working with 

or being taught by civilian academics (MO) 

Based on the results of my exploratory fieldwork, I focused the sampling of my 

research participants on: 

1. National Ethiopian universities 

2. Defence University 

3. Defence Transformation Research Unit 

4. Ethiopian Defence, Command & Staff College 

5. EMOND Training & Education Department 

For the institutions in EMOND, permission was requested and granted through the 

Ethiopian Defence Foreign Relations and Cooperation Department (see appendix 1) 

Defence University 

The Ethiopian National Defence College University was established in 2001 by the 

Council of Ministers’ regulations 68/2001 with the University president being 

accountable to the Minister of Defence. Now known as the Defence University, it has 

four colleges under its structure; Engineering college, Health Science, Institution of 

Research and Development, specialised teaching hospital and is planning to reopen the 

fifth college, the Resource Management college. All of these colleges aim to emulate 

the curriculum within civilian universities. Although the university originally had legal 

degree awarding powers, it lost these in 2006 as the Head Office was dismantled and 

the colleges underwent some reorganisation. In 2013, the Higher Education Relevance 
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and Quality Agency (HERQA) accredited the Defence University to award 

qualifications for a number of its colleges, including the EDCSC which is the only 

college which has a Masters programme. 

In addition to awarding its own degrees, the Defence University has an annual quota 

through which it can allocate places to defence staff to study in other public universities. 

Students are still required to study for and sit the university national entrance 

examinations. 

A number of colleges within Defence, such as the EDCSC do not report to the Defence 

University but instead to Defence Education & Training Main Department which means 

that they mostly operate independently to the Defence University. It was important for 

the purpose of my research to focus on the EDCSC because it is the key defence 

education institution that was developed as part of the capacity building effort under 

the defence transformation programme in Ethiopia and it is where the most strategic 

leaders in defence would carry out their professional military education.    

Ethiopian Defence Command and Staff College (EDCSC) 

The EDCSC was the highest-level education institution within defence at the time of 

carrying out this fieldwork. Now, the Ethiopian War College has been established 

which caters for providing courses for the most strategic leaders in defence. 

The EDCSC was established at a site called Jan Meda in Addis Ababa in January 2006. 

The College is both for Ethiopia ground and air forces as well as some students from 

within the wider region. It provides education for future leaders by combining 

operational and strategic courses. The first degree programme awarded was a BA 

Degree in Military Science and Leadership from 2006 – 2014. From 2015 – 2017, the 

college provided an MA and Diploma in Military Operations and Leadership and most 

recently in 2018 it started the Pass Staff Course (PSC) in Military Operation and 

Leadership. The EDCSC has had a number of external advisors and partners to support 

its development. Firstly between 2007 and 2009 the USA AFRICOM mission had a 

number of military instructors based at the Staff College, with US mobile training teams 
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supporting the redesigning of the Staff College curriculum (Griffard & Troxell, 2009). 

Between 2009 and 2011/2012, the US support was replaced by support from the Civil 

Service University and Addis Ababa University.   

Civil Service University 

During the exploratory fieldwork, the Civil Service University (CSU) was mentioned 

as a key institution from the HE sector that supports public reforms across Ethiopia. 

The CSU was established in 1995 to support the transformation of the country to a 

federal system with devolved regional administrations. There was a need to recruit, 

train and retrain a large number of civil servants in subjects such as urban planning, 

public financial management, taxation, leadership and administration. The mandate of 

the university is to offer a range of undergraduate and postgraduate programmes, short 

courses and research. It is also expected to ensure that specific attention is given to the 

capacity needs of disadvantaged regional states and that admission and support 

mechanisms are provided with special attention for women. The President of the CSU 

reports directly to the Ministry of the Civil Service. 

 

Category of Participants Number 

Academics working in national civilian 

universities who have experience 

working with the Ethiopian National 

Defence Force (ENDF) (Civ Ac) 

7 

Civil servants working in EMOND 

(EMOND Civ) 

6 from across Defence University, 

Defence Transformation Research Unit, 

Ethiopian Defence, Command & Staff 

College, EMOND Training & Education 

Department 
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Military officers who have experience 

of working with or being taught by 

civilian academics from national 

universities (MO) 

15 from across Defence University, 

Defence Transformation Research Unit, 

Ethiopian Defence, Command & Staff 

College, EMOND Training & Education 

Department 

TOTAL NUMBER 28 

 

4.4.2 Data Collection Methods 

I chose to use semi-structured, in-depth interviews as my data collection method for 

the reasons identified during my exploratory field trip, i.e. the limited documentation 

about my chosen topic, the Ethiopian culture and due to interpretivist nature of my 

inquiry.  

“The interview gives the researcher access to interviewees’ thoughts, 

reflections, motives, experiences, memories, understandings, interpretations 

and perceptions of the topic under consideration. It gives the researcher the 

opportunity to establish why people construct the world in particular ways 

and think the way they do” (Morris, 2015, p.5).  

Qualitative interviews, which include semi-structured in-depth interviews, have been 

described as being similar to a conversation but one whereby the interviewee has a 

pre-determined purpose to extract information from the interviewee to construct 

knowledge (Brinkmann & Kvale, 2018; Morris, 2015).  

“The interview is a conversation that has a structure and a purpose 

determined by one party – the interviewer. It is a professional interaction, 

which goes beyond the spontaneous exchange of views as in everyday 

conversation, and becomes a careful questioning and listening approach 

with the purpose of obtaining thoroughly tested knowledge” (Brinkmann & 

Kvale, 2018, p.8). 

Interviews can range from being highly structured, with minimal departure from a 

prescribed set of questions in a particular order, to an unstructured interview which 
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might just have a single opening question (Bryman, 2012). In between the two 

extremes are semi-structured interviews whereby the interviewer has an interview 

guide which includes a number of key questions to be covered but can be asked in a 

different order depending on the flow of the interview. Semi-structured interviews 

also allow the flexibility for the interviewer to ask additional questions should a 

particularly interesting point arise. Morris (2015, p.4) explains that in an in-depth 

semi-structured interview “interviewees are able to express themselves in any way 

they desire. The expectation is that they tell their story in their own words”. For the 

purpose of my research I wanted the interviewees to have as much freedom as 

possible to express themselves but at the same time ensure that key points were 

covered and that the same key questions were asked across all interviews so that I 

could build rich data on focused topics which would lead to answering my research 

questions. Having worked in Ethiopia for a number of years, I have experienced that 

people are often more hesitant to give their opinion in a group setting so I chose not to 

carry out focus group discussions as I wanted participants to feel as free as possible to 

express themselves. 

I considered the strengths and weaknesses of carrying out semi-structured in-depth 

interviews, including the points outlined by Morris (2015) in table 3, below. Given 

that I am not looking to generalize the findings of this research to a larger population, 

rather to gain insight to contribute to a limited body of literature, I considered that the 

strengths of interviews outweighed the weaknesses given my specific topic and the 

context of the research. 
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Table 3: Strengths and Weaknesses of in-depth interviews 

Strengths 

• Allows you to access rich personal 

data 

• Gives you the ability to understand 

an individual’s context and 

motivations 

• Allows follow up and probing of 

responses and examination of 

complexity 

• Allows the interviewee to talk about 

what they think is important  

• It’s an extremely versatile method 

• Non-verbal information can be 

obtained by observing body 

language and intonation 

Weaknesses 

• Interviewee could be presenting 

inaccurate information 

• Impossible to draw a random sample 

of interviewees 

• Data obtained cannot be generalized to 

the population 

• Large amount of time and effort 

required to set up interviews 

• Potentially expensive; transcribing is 

costly 

• Transcribing is time-consuming  

Source: (Morris, 2015, p.7)  

4.4.3 Interview Details 

All interviews were conducted on a one-to-one basis, apart from in one institution, 

where 3 participants were involved in the same interview. All interviews were carried 

out in English. The majority of the interviews took place in the office of the research 

participants, however, 5 interviews were carried out in a hotel lobby in Addis Ababa. 

Of the 28 interviews, 20 were audio recorded and 8 were recorded with handwritten 

notes as the research participants did not give consent for the interview to be audio 

recorded. The handwritten notes were written up into a transcript as soon as possible 

following the interviews. The audio files were transcribed when I returned to the UK. 

The interviews lasted between 40 minutes and 2 hours. 

An interview guide was prepared in advance and in some cases, where requested, it 

was shared with the participant (see appendix 2). The interview guide was only used 

when prompts were necessary and when I needed to check all key points had been 

covered. I tried to encourage a more natural conversation to allow the interview to be 
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led by the research participant but there were times when I needed to bring the 

conversation back to the key points. With the adoption of a semi-structure format, I 

was able to respond to comments which were significant and in line with the data 

needed to answer my research questions.  

I had already met some of the participants, others I had met for the first time at the 

time of interview. I added in additional time to some meetings to establish a relaxed 

environment before I gave all participants an overview of my research, a printed copy 

of the participant information sheet (appendix 3) and the participant consent form 

(appendix 4). I allowed sufficient time for participants to ask questions about the 

research or the research process. If participants agreed to the interview and signed the 

consent form, I started the interview by inviting them to tell me about how they came 

to be a military officer/civil servant/academic. 

I often had time in between each interview to reflect on the non-verbal 

communication and the mood of the interview. I took notes as soon as I could 

following the interviews to summarise the main themes that seemed dominant. This 

was an early iterative stage of analysis which helped me recognize the themes which 

were starting to reach saturation point. This initial analysis was useful as it allowed 

me to iteratively inform the design of my interview schedule if there was a particular 

theme starting to emerge. At the end of my field trip, before I returned to the UK, I 

looked through all my memos and defined 9 key ideas which repeatedly arose 

throughout the interviews. Table 4, below, shows the notes as I had handwritten them 

in my fieldwork notebook: 
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Table 4: Fieldwork notes for emerging themes 

1. Military day was a turning point for civilian perception of defence 

2. Generally there is a perception (mainly from EMOND participants) that there is a lack 

of interest in defence/military studies from the academic community (but is this because it's 

so hard to carry out research in defence, even for defence professionals - too much 

restriction on availability of data - 'secrecy') 

3. Help with curriculum, particularly within the EDCSC, has been the area where civilian 

academics have made the biggest contribution in supporting defence transformation from 

an institutional perspective 

4. Capacity building has occurred through military professionals studying their undergrad 

and postgrad courses at national civilian institutions. They then teach within defence 

colleges 

5. Defence has recently reached a point whereby it feels it has grown sufficient internal 

capacity to deliver more of its own education internally, without so much support from 

civilian academics 

6. There is a perception that civilian academics are just used for gap filling, rather than an 

arrangement which is anything more strategic 

7. There is a hierarchical culture in academia which clashes with a more open culture 

within the military 

8. Facilities and resources in civilian universities compare poorly to those in the military. 

This can also be put down to mass expansion of HE and a high increase in student numbers 

which has stretched universities 

9. A lack of strategic planning and a lack of a system for establishing partnerships and 

longer-term agreements between civilian universities and defence is inhibiting the 

development of a more valuable relationship 
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Identifying these themes early was helpful for organizing the data when I started the 

initial coding of the analysis stage of my research as it helped me to develop a feel for 

the bigger picture before I immersed myself in the detail of each transcript. I kept 

these notes so that I could compare the outcome of the analysis after it had been coded 

and grouped into categories. 

 

4.5 Data Analysis and Synthesis 

 

4.5.1 Transcription 

I transcribed all audio interviews verbatim and stayed as authentic as possible with the 

language used by the participants, for example, it is common for Ethiopians to use the 

term ‘cope up with’ to mean ‘to cope with’ or to use the word ‘tight’ to mean ‘close’. 

As there were a number of weeks between returning from the field and transcribing all 

interviews, I decided to listen to each interview uninterrupted before starting the 

transcription.  

4.5.2 Coding 

After listening and transcribing each interview, I then started the coding process for 

one interview at a time. I had considered using NVivo to support the analysis of my 

data as I had previously used it to analyse the results of my first fieldtrip. However, 

after starting the initial analysis in NVivo, I decided that I preferred the functionality 

of Microsoft Excel as I had all of the data together on one page and I found it easier to 

see where my coding was overlapping in some places and how my data was starting 

to relate to my research questions. I found it easier to conceptualize the emerging 

patterns and themes with all the data in front of me. 

My approach to coding was aligned to that described by Punch (2014, p.174), 

whereby I started with a first level of coding which used “descriptive, low inference 

codes, which are very useful in summarising segments of data and which provide the 

basis for later higher order coding”. Rather than line by line coding, I coded my data 
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in chunks where I thought the core meaning of that ‘chunk’ could be represented by a 

label. An example of these codes would be “curriculum development” or “capacity 

building for instructors in defence education institutions” (see figure 5, below). 

Carefully rereading all transcripts when coding allowed me to gain “intimate, 

interpretative familiarity” with the data (Miles, Huberman, and Saldaña, 2014, p.73). 

I initially used an inductive approach to coding and allowed the codes to emerge from 

the data. I am aware that although I did not specifically refer to my field notes, as 

shown in table 4 above, these observations from the field would have influenced how 

I interpreted and coded the data. As Elliott (2018) explains, codes emerge for a 

number of reasons. 

“Emergent codes may be specific words from participants’ own voices, or 

they may be concepts which you as a researcher have been sensitized to in 

the process of reading the literature in preparation for your research” 

(Elliott, 2018, p.2855). 

In the first round of coding, I assigned more than one code to some of the chunks of 

data, however, in my second round of coding I followed Creswell’s advice and asked 

myself the question “What is the main idea being conveyed?” (2015, p.160) before 

assigning just a single code to each bit of data. 

Once I had finished my first round of coding, I looked at where codes were 

overlapping and where they needed to be reduced or revised to better describe the 

data. I then left the data for some weeks before carrying out a second round of coding 

on a clean set of transcripts but this time I used the list of codes created in round one 

in a deductive way. The purpose of this was to check the reliability of my coding and 

to carry out a thorough check that I was reliably interpreting my data in a consistent 

way over time (Richards, 2015).  

Once I was happy with my first level coding, I moved to grouping my codes into 

categories, or as Punch describes them “pattern codes”.  

“A pattern code is a more abstract concept that brings together less abstract, 

more descriptive codes” (Punch, 2014, p.174).  
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Taking the two descriptive codes I referred to earlier “curriculum development” and 

“capacity building for instructors in defence education institutions”, these were 

grouped into the category of “supporting the establishment of defence education 

colleges” (see figure 5, below). I ended up with 8 categories and 24 codes. I mapped 

my categories to my three research questions and used these categories and codes to 

structure the presentation of my findings in chapter 5 under three main themes. The 

interrelation between my research questions, codes, categories and themes can be 

found below. 
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RQ1: How have academics from national civilian higher education institutions 

supported the ENDF in its institutional reform over the past 20 years? 

Figure 5: Coding Table RQ1 

 

 

Here is an example of a coded excerpt from the interview transcript, which falls into 

the tree above:  

 

Analytical 

theme 
Category Code Excerpt from transcript 

Capacity 

Development 

Supporting 

establishment 

of defence 

education 

colleges 

Curriculum 

Development 

 ‘The civilian higher education institutions have different 

experts, so we invited to seek that knowledge for us in the 

military, so they provided a good input for us. They 

helped to prepare and improve the curriculum. They 

were very important for that. They came to different 

military colleges and training centres’ (MO, 10) 
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 RQ2: How has the relationship between the ENDF and the civilian academic 

community evolved over the past 20 years?  

Figure 6: Coding Table RQ2 

 

 

Here is an example of a coded excerpt from the interview transcript, which falls into 

the tree above:  

 

Analytical 

theme 
Category Code Excerpt from transcript 

An Unstable 

Relationship 

Drivers for 

change 

Military 

determine 

the level of 

HE 

engagement 

based on 

demands 

‘I would say generally the relationship 

between defence and civilians is weak. 

They call the civilian academics because 

they can't cover it. But I believe the 

relation between the academics and 

military can be one way of advancing the 

civil-military relationship. That can be 

one of the sectors that the military can 

interact with’ (Civ Ac, 14) 
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RQ3: What are the current challenges to the working relationship between the ENDF 

and academics from national civilian higher education institutions? 

Figure 7: Coding Table RQ3

 

Here is an example of a coded excerpt from the interview transcript, which falls into 

the tree above:  

 

Analytical 

theme 
Category Code Excerpt from transcript 

Challenges 

remain for 

effective 

cooperation 

Lack of 

strategic 

direction for 

defence and 

academia to 

cooperate 

Lack of joint 

research in 

defence 

related 

issues 

‘The other thing is that Ethiopian 

Universities are not that active in terms of 

initiating research projects. [..] The 

culture for joint research with military 

does not exist’ (Civ Ac, 18) 
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4.6 Ethical Considerations 

I had considered the ethical implications of my research before I embarked on my first 

field trip in 2017. The completion of Bristol University’s Graduate School of 

Education (GSoE) ethics process allowed me to thoroughly consider each step of the 

research process and the practices I had put in place to work as ethically as possible 

throughout my study. However, it wasn’t until I was at each stage of the research 

journey that I fully appreciated the ethical considerations applied to my own research. 

Researcher access – I was fortunate to have worked with the Ethiopian Ministry of 

Defence since 2011 so I had built up a relationship with many key contacts, including 

within the defence education institutions. These contacts were invaluable as they 

helped me navigate the process to communicate with the right person in the right 

office. To obtain permission, I made it clear that I was looking to interview 

individuals about their own perceptions and not seeking to research the institutions 

themselves. My view is that had I wanted to carry out research at an institutional 

level, obtaining permission might have been more challenging.  

Whilst my relationship with officials within EMOND and with academics from across 

a number of different universities in Ethiopia was beneficial in gaining access to 

research participants, I was aware that previous work in the country might also affect 

potential research participants’ view of me and my research, especially if I had 

previously taught them or worked with them, or their colleagues. To overcome this, I 

paid greater attention to the information I gave to participants. I emphasized that my 

research was separate from my work in Ethiopia and that it was personal, unfunded 

research at the University of Bristol. I ensured that I followed the formal protocol to 

gain permission within EMOND to carry out my research so that research 

participants, even though they were sharing personal views only, were assured that 

EMOND had authorized my research activities. I found that providing a formal letter 

of authorization, with a stamp and signature from the Defence Foreign Relations and 

Military Co-operation office gave the military officers and the civilians working with 

EMOND reassurance that their employing institution was comfortable with them 

participating in the research. As well as providing all participants with information 



95 

 

about my research before they decided if they wanted to be interviewed, I also 

emphasized the voluntary nature of the research and the right to withdraw. I left each 

participant with a copy of the information sheet and the informed consent form which 

had my supervisor’s contact details should they need to follow up or make a 

complaint (see appendix 4). Transparency was key to putting the research ethics into 

practice and for me to be satisfied that I was not misusing my existing relationships.  

Safety and wellbeing of participants and researcher – As I had been travelling to and 

working in Ethiopia for a number of years, I felt that I had sufficient cultural 

understanding to recognise a situation that indicated a warning to either my own 

wellbeing or that of a participant. I carried out the interviews in a location that was 

most comfortable for the research participant and ensured that I was discrete when 

moving between different meetings. I was keen to do as Brinkmann and Kvale (2018) 

suggest which is to create an environment whereby participants would feel 

comfortable to talk in private about something they fully understood would later be 

used in a published document. This required trust on both sides of the relationship. 

“Ethical issues permeate interview research. The knowledge produced 

depends on the social relationship of interviewer and interviewee, which 

again rests on the interviewer’s ability to create a stage where the subject is 

free and safe to talk of private events for later public use. This again requires 

a delicate balance between the interviewer’s concern of pursuing interesting 

knowledge and ethical respect for the integrity of the interview subject” 

(Brinkmann and Kvale, 2018, p.9). 

As part of this ethical respect for the interview subject, I was aware that during my 

previous trip, there was significant political sensitivity across all parts of the country, 

with the country being put under a ‘state or emergency’ (2016-2018) following 

violent ethnically based anti-government protests. Amhara and Oromo ethnic groups 

protested against a predominantly Tigrayan government which it accused of unequal 

political representation and abuse of land rights. I was therefore careful to frame my 

questions around the key points of education and the relationships between higher 

education and defence, rather than anything deemed as politically sensitive. If 

political issues were mentioned, it was because the participant chose to do so. 



96 

 

In terms of protecting the confidentiality and anonymity of the participants, I ensured 

that my files were protected and the standard good practice for data storage was 

followed. In addition, I found that I had to make some ethical decisions when it came 

to reporting my findings. There were one or two instances whereby a useful quote, 

which would have provided support to my argument, would have disclosed the 

identity of the individual. In these cases, I have not used those quotes and found other 

ways to adequately represent the point being made. Whilst freedom of speech in 

Ethiopia is more acceptable today (as noted in the following chapter), at the start of 

my fieldwork, during the state of emergency, publicly speaking out against 

government policy might have resulted in repercussions to the individual’s career. 

Even in 2019, when restrictions on freedom of speech were starting to ease, being 

trusted by research participants to protect their confidentiality and anonymity was 

important to get a real sense of their personal perspectives. 

4.6.1 Trustworthiness 

Since Guba & Lincoln (1985) first argued for an alternative criteria to assessing the 

quality of qualitative research, a number of other scholars (Tracy, 2010; Spencer, 

Ritchie, Lewis & Dillon, 2003) have expanded on their idea of ‘trustworthiness’ 

which consists of research which is 1) transferable (there has been sufficient depth 

and rich description of the processes occurring in relation to their context to know 

whether lessons can be transferred to be applied to a different context), 2) dependable 

(the extent to which there is a transparent record of the steps taken during the 

collection, analysis and interpretation of the data) and 3) credible (the data has been 

portrayed as the research participants intended). 

Taking the first point of transferability, I was careful to provide a rich and deep 

insight into the context of the study by including a separate context chapter which 

gave insight to the particular political, historical, social, economic and cultural aspects 

of the context in which the research was being carried out. I also ensured that the data 

I used in my findings chapters fitted with Tracy’s (2010) concept of ‘rich rigour’ 

whereby the data was rich in terms of content and description, applied in abundance 

and appropriate to the argument being made. The aim was to supply the reader with 
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sufficient rich, thick description to make their own decision as to whether the findings 

of my own research could be transferred to another context. Although it was not the 

aim of this research to be transferrable, there are some aspects which may provide a 

useful insight to a research problem from which further inquiry can grow within a 

different context.  

The second point of dependability has been addressed in this chapter whereby I have 

outlined the steps taken during the data collection and data analysis. Each step of the 

research has been recorded with maximum transparency. Using both inductive and 

deductive coding has given me confidence in the dependability of my codes to enable 

the research to be carried out again in the future.  

The final point of credibility has involved keeping as true to the data as possible. This 

started with ensuring that research participants were free to express all points they felt 

were relevant to answering the questions. During transcription, I ensured that I 

maintained the authentic language of the participants to provide an accurate account 

of the interview. During all phases of the research, but particularly during the 

interpretation phase of the analysis, maintaining ethical integrity to portray the data as 

it was reported required a great deal of reflexivity which I will discuss separately, 

below.  

4.6.2 Researcher Position and Reflexivity 

Personal reflection as a researcher was key to obtaining credibility throughout every 

stage of this study. Being aware that each decision influences the final outcome of 

research helped to maintain a certain sense of objectivity throughout the research 

process. 

“Social Research does not take place in isolation; people drive research, 

they identify the emerging issues to be studied and they create – in context – 

the methods by which situations are further understood, and they 

communicate its outcomes to chosen audiences” (Clough and Nutbrown, 

2012, p.10).  
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There were key aspects of my ‘positionality’ (Clough & Nutbrown, 2012) during this 

research journey that I assumed would be influencing my approach to research design, 

literature review, data collection, analysis and interpretation. Morris (2015) advises to 

pay special attention to some of these aspects such as age, ethnicity, gender, class and 

sometimes the setting during the interview stage as they can influence the interaction 

between the interviewer and the interviewee and ultimately affect the answers. The 

construction of knowledge through the interviews was influenced by my questions, 

my position as a researcher, my lack of deep understanding of the cultural context, 

language and the social reality of the participants. I accepted that my interaction with 

the interviewees will lead to a specific construction of knowledge and that my further 

personal interpretation through analysis will be different to another researcher’s. I was 

also aware that “it is inevitable that the standpoint of the researcher is a fundamental 

platform on which enquiry is developed” (Clough & Nutbrown, 2012, p.6) and 

therefore awareness of the effect of this through reflection was essential to providing 

transparent and trustworthy results. 

The key points which I considered most important to reflect on in this piece of 

research were 1) my existing relationship with research participants – how might this 

affect the way in which I collected data and my biases when interpreting the data. As I 

had previously worked with some of the interviewees, I had to make sure that I did 

not make assumptions about the meaning within their answers. I conducted each 

interview the same, whether I knew someone or had met them for the first time and I 

used the interview guide to ensure that there was consistency across all interviews. 

Listening to the transcripts thoroughly helped to identify and extract the meaning of 

the answers to my questions and to limit assumptions being made; 2) my position as a 

foreigner, carrying out research within a relatively closed society, within a closed 

organizational setting. I was aware of the political tensions which exist in Ethiopia 

and also aware through my years of engagement in the country that individuals are 

careful in what they say, especially if it appears to be criticizing authority or 

government. I therefore deliberately did not pursue lines of inquiry that were leaning 

towards political sensitivities, even if brought up by the interviewees. My strategy 

was to allow interviewees to speak freely and at length but not to actively question 

political issues; 3) my position working for a civilian university in the UK which has 
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a close and long-established working relationship with the UK’s Ministry of Defence. 

My preconceived ideas about how defence and civilian partnerships work in the UK 

would no doubt influence my interpretation of the data, however, being aware of that 

and continuously questioning my findings to ensure that they remain true to the 

meaning portrayed by the research participants was an important strategy to maintain 

credibility and authenticity of the data. Reflexivity has therefore been essential and 

achieved through conversations with Ethiopian and British peers, memos and 

debriefings with my supervisor at key stages. 

 

4.7 Limitations 

There are some inherent limitations of qualitative research which have been discussed 

earlier in this chapter such as the subjective nature of qualitative research, the inability 

to make generalisations and the influence of the researcher’s standpoint and 

positionality on the direction and outcome of the research. Reflexivity, memo writing, 

and frequent peer-debriefing have helped to balance some of these limitations. 

There are some technical issues such as the accuracy of dates which have also caused 

limitations. As Ethiopia uses its own calendar, based on the ancient Coptic calendar, I 

noticed that when converting the years from the Ethiopian calendar to the Gregorian 

calendar during interviews, there were discrepancies in different participants’ 

accounts. I have only included dates where I am confident that they are accurate.   

Other limitations which are worth mentioning are those linked to culture, context and 

language. One comment from an Ethiopian military officer stayed with me throughout 

my research: 

“When I meet researchers who tell me they have a good understanding of the 

Ethiopian culture, it’s then I realise that their understanding might be 

limited. I am Ethiopian, I am a researcher and I really struggle to 

understand the complexities of our culture” (Ethiopian military officer). 
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This comment underscored the limitations of my research. Although I had worked in 

Ethiopia, with academia and defence since 2011, my understanding of the culture was 

still surface level and a big limitation of not understanding the culture is not speaking 

Amharic. There are social, ethnic, political nuances which would have gone 

undetected during my research. Furthermore, I was carrying out research in an area 

which, as reported in the findings, is typically very closed and cautious so I have to 

accept that there are deeper stories and deeper meanings to be discovered. On the 

other hand, my distance as a foreign researcher, with limited understanding of the real 

complexities of Ethiopian society, may have allowed me access to report on issues 

that might have been difficult for Ethiopian researchers to gain access to. For 

example, during the interviews I carried out, it was mentioned by all three of the 

research participant groups that defence is still a relatively closed environment to 

external researchers and requests for data are met with caution and in some cases 

suspicion. However, being a trusted researcher, having worked with defence for a 

number of years with no investment in any Ethiopian political agenda, perhaps 

facilitated the access I was able to achieve.  

 

4.8 Chapter Summary 

In this chapter I have described the approach I have taken to understanding the 

perceptions of selected members of the Ethiopian defence and higher education 

communities about the role of higher education in supporting the professionalisation 

of the Ethiopian National Defence Force. I will be following a qualitative strategy, 

using an interpretative paradigm to understand the thoughts, feelings and perspectives 

of the individual research participants. In-depth, semi-structured interviews have been 

carried out across EMOND and representative civilian universities, interviewing a 

total of 28 participants.  

Data analysis consisted of inductive and deductive coding strategies to ensure 

maximum dependability of the results, important for the overall trustworthiness of the 

research. Other factors that have built trustworthiness into the research have been the 
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considerations of ethics, both in terms of protecting the research participants and 

protecting the integrity of the data. Personal reflection throughout the process, along 

with peer debriefing, has contributed to the overall credibility of the research. The 

provision of thick description of events in relation to their context has aimed to 

support the possible transferability of the research to other similar contexts.  

In the following chapter, I present the findings of my research as defined through the 

data analysis process. 
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CHAPTER 5: FINDINGS 

 

5.1 Introduction 

 

The purpose of this chapter is to present the findings from qualitative research carried 

out with a sample of civilian and military professionals. Analysis of the research 

participants’ perceptions will lead to an understanding of how national civilian higher 

education has contributed to defence reform in Ethiopia since the creation of the Federal 

Democratic Republic of Ethiopia in 1995 and how it can continue to contribute in the 

future.  

Data from 28 in-depth interviews, which took place in Addis Ababa in May 2019, has 

been analysed in line with the steps outlined in the previous chapter. The interview 

participants have been grouped into the following categories: 

• Academics from national civilian universities who have experience working 

with the ENDF (Civ Ac) 

• EMOND civilians working within defence education institutions (EMOND 

Civ) 

• Military officers from within EMOND who have experience of working with 

or being taught by civilian academics (MO) 

Included in the research were individuals working within the Defence University, the 

Defence Transformation Research Unit, the Ethiopian Defence, Command & Staff 

College (EDCSC), the EMOND Training & Education Department as well as 

academics working in Ethiopian civilian universities. 

The findings are presented by way of a discussion of each of the research questions 

outlined in chapter 1. I will present the main themes which have emerged through the 

analysis of the interview data under the research questions they most closely align with.  
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RESEARCH QUESTION 1 

 

How have national civilian higher education institutions supported the Ethiopian 

National Defence Force (ENDF) in its institutional reform over the past 20 years? 

 

 

5.2 Capacity Development 

 

Research participants were asked to concentrate on how national universities have 

supported defence in recent years, specifically since the ENDF started its reform 

process in the early 2000s. 

The main finding to emerge which maps to the first research question is that national 

civilian universities have supported the ENDF by building capacity of defence 

professionals, specifically amongst the officer corps. This has been done in two ways. 

The first way is the academic support for ENDF to develop its own professional officer 

education through the establishment of a defence university and defence education 

colleges. This academic support has consisted mainly of advice on curriculum 

development, the teaching and assessment of military students at defence education 

institutions and developing the capacity of instructors (both military and EMOND civil 

servants). The second area of capacity development which was less emphasised in the 

interviews was the provision of general higher education and training programmes for 

military officers to build their knowledge and skills in a diverse range of subject 

matters, such as degrees in human resource management or leadership studies. As 

research participants discussed this support, there were some patterns emerging from 

the data which also outlined some perceived limitations of academia’s assistance, which 

are also discussed below.  

5.2.1 Context of Defence Reform and Educational Needs 

As outlined in chapter 3, in the mid-1990s to early 2000s Ethiopia was embarking on 

an aggressive development strategy supported by international organisations and 

governments. The reforms were ambitious across many government sectors, however, 

there was a lack of sufficiently trained and educated human capital within the different 

government ministries to support the reform process. The data from this research 
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supported the literature to suggest that this extended to EMOND and to the military 

officers within ENDF who were expected to develop and implement the proposed 

reforms.  

‘In defence, but also in other public institutions, there was incompatibility 

between the country programmes and the capacity within the institutions 

[….] Defence was late in the capacity building agenda in Ethiopia’ (Civ Ac, 

1). 

A common observation from participants across all three groups was that the military 

officers and defence civil servants responsible for developing a new professional 

defence force lacked the human capital skills needed to support the mission and vision 

of the institutions they were leading. It was discussed that this was due to the 

educational opportunities that were missed when key leaders were advancing the 

revolutionary fight against the previous regime – a common phenomenon in many post-

conflict countries (Fitz-Gerald & Macphee, 2014).  

‘Education was lost during fighting, so they had to make up for this. The 

EPRDF was mainly below high school and only a few had a first degree’ 

(EMOND Civ, 27). 

‘There are many intellectuals in Ethiopia, working for the sake of a better 

life system but within the military, I cannot say that there were many, maybe 

a few. Traditionally they were very experienced but those leading the army 

came from the revolutionary forces, from the jungle’ (MO, 6). 

There was also a sense from some participants that a low level of education capacity 

was not just an issue for defence but also for the education sector too, an issue which 

was borne out by the literature discussed in the previous chapters (Semela, 2011; 

Yizengaw, 2003). 

‘Before 20 years ago, the level of civilian universities was too low in 

Ethiopia but there has now been privatisation and expansion of the 

universities so there is more education available’ (MO, 25). 

Interestingly though, the military officer quoted above considered expansion of the 

higher education system as a positive as this meant that there was more accessibility 

to higher education for members of the armed forces, which was important for 

EMOND’s priority to build up education within the defence sector. Throughout the 
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findings, it was clear from participants across all three groups that EMOND placed 

significant value on higher education and considered it a fundamental part of its 

reform process. 

‘After the freedom fighters took over control of the government, there was 

wider access to education for the army’ (MO, 2). 

At the very early stages of the defence reform process in the early 2000s, there was a 

focused effort to build up its own internal education capacity by establishing defence 

education colleges.  

‘The whole purpose of establishing the defence colleges was to upgrade 

soldiers with education after being in the bush - it was to certify them’ 

(EMOND Civ, 27). 

To establish these defence colleges, EMOND required external support which was 

initially provided by both national civilian academic and international military 

advisors. For the EDCSC, curriculum experts from the United States and from Addis 

Ababa University initially worked on developing a two-year programme for military 

officers, combining military classes with wider academic studies to lead to a 

bachelor’s degree. Following the EDCSC’s inauguration in 2006, the US government 

contract moved to a US Army contract and a permanent staff of five US military 

instructors were on-site at the EDCSC until 2009.  

‘The Americans were not only developing curriculum, but they were also 

teaching course. In fact, in those days (2007/2008), no Ethiopians were 

involved in teaching. They were US military’ (EMOND Civ, 3). 

Around 2009, leaders within EMOND decided to start using Ethiopian instructors and 

to rely more on national expertise. The next section will draw out the findings related 

to how the national HE sector supported defence through its professionalisation 

process, in particular, the establishment and further development of the EDCSC, a key 

education institution for educating officers and future senior leaders. 
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5.2.2 Supporting the Establishment of Defence Education Colleges 

The most dominant theme to emerge from the interviews was the contribution that the 

national civilian higher education sector has made to supporting the development of 

the education provision within the defence sector’s own colleges. This support 

consisted of i) curriculum development, ii) teaching and assessing military students 

and iii) capacity development for instructors, as explained by one of the participants 

below: 

‘We started education and training through enormous support through 

civilian academics from public universities. Starting from designing the 

curriculum, developing teaching materials - text books for instance, 

assuming teaching positions for instance. They did almost everything, 

teaching, learning, developing teaching and learning materials, developing 

curriculum - everything. That is the biggest contribution of civilian academia 

to defence’ (EMOND Civ, 8). 

The ENDF was undergoing transformation and facing changing roles and 

responsibilities as the security and defence environment was changing around them. 

As outlined by Edmunds (2006) in his analysis of the transformation of European 

armed forces, the transformation of the Ethiopian armed forces also meant that new 

knowledge and skills were desperately needed to support their changing roles. 

‘Just after the Eritrean war, defence realised that unless it works to equip 

knowledge and skill for its commanding officers at certain level, we realised 

that it will be difficult to cope up with the future world. So, following this 

assessment, defence did a good job and opened up different schools, colleges 

and some kind of affiliation with civilian institutions like Ethiopian Civil 

Service University and other universities like Mekelle University, Bahir Dar 

University, Gondar university, of course Addis Ababa University’ (MO, 9). 

The interview data identified a number of important areas in which skills and 

knowledge were needed amongst the officer cadre to support the ENDF’s 

professionalisation, such as Peacekeeping, Leadership, Governance, Human 

Resources and Education. These will be discussed in more details in the sections 

below. 
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Curriculum development 

 

Curriculum development emerged as the most important area where civilian 

academics supported the development of defence education. It was the first example 

that all three groups of research participants drew upon to illustrate where support has 

been given to the defence reform process. 

‘The support of the national civilian academics was good. We started from 

scratch, from zero. These people supported the college (EDCSC) from the 

beginning. […] Even the content of the curriculum was not known by others, 

it came from the civilians’ (MO, 17). 

Across the EMOND Civ and MO groups, academics from civilian universities were 

recognised for their expertise and experience in curriculum development. 

‘The biggest contribution that national civilian academics have made to 

defence so far has been in education curriculum - they're good at it’ 

(EMOND Civ, 27). 

Affiliations were made with key universities such as Addis Ababa University, Civil 

Service University and Makelle University to form networks or committees whereby 

civilian academics would help defence professionals to design curriculum and 

produce teaching materials to support the curriculum. For the EDCSC, the Civil 

Service University formed part of a committee to develop the curriculum of the first 

Masters programme at the Staff College. It was acknowledged across the participants 

that skills for educational administration were limited within the military in the early 

2000s and that there was a heavy reliance on external expertise. 

Teaching and assessment at defence education institutions 

The second area where civilian academics supported the development of defence 

capacity was identified as teaching within the defence colleges themselves. As the 

defence education institutions were established and courses started to run, it was 

mentioned across all three groups of research participants how academics from 

national universities were brought in to teach on courses delivered at the defence 

colleges.  
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‘Initially scholars from Addis Ababa University and Civil Service University 

supported us until we were in a position to cover all of the courses. Addis 

Ababa University and Civil Service University taught International 

Relations, Peace and Security areas, strategic studies, leadership and 

change management’ (EMOND Civ, 3). 

The above quote was in specific reference to the EDCSC but research participants 

spoke about a similar phenomenon across a number of different colleges and within 

the Defence University, whereby the subjects which were not considered as 

‘traditional military subjects’ were taught by academics from civilian universities. 

These ranged from Maths, English and Physics to Conflict Management, International 

Relations and Diplomacy, depending on the level of seniority of the students and their 

educational needs. For the EDCSC, there was more emphasis on the latter courses but 

academics from civilian universities also taught subjects such as Ethiopian history and 

military geography (MO, 17). Expertise within fields such as armament, radar and 

electric power remained within the remit of military instructors, where even today, the 

military in Ethiopia remain dominant in this field of education (EMOND Civ, 22).   

We will see in section 5.3 of this chapter, that the extent of the involvement of civilian 

academics teaching at the defence colleges has changed over the years as the capacity 

of military instructors within the defence colleges has grown and as the relationship 

has been influenced by different political events. 

Capacity development for Instructors  

Whilst academics from civilian HE institutions initially taught many subjects at the 

defence colleges, military officers were also studying at civilian public universities to 

build their expertise in subject matters that would be taught on the defence college 

curricula. The objective was that as military officers developed their expertise in a 

particular subject area, they could assist the civilian academic on defence college 

courses and eventually teach the classes themselves. 

‘In 2002, the Ministry of Defence strived to open new schools and colleges 

and when you think about establishing a new institution, the very important 

thing is to think about human beings. Who can be able to run those 

institutions? In that case, EMOND decided to select officers who fulfil the 
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requirement and send them to the institutions and those are the people who 

run those colleges. These people are the ones who teach in those colleges, 

prepare curriculum, textbooks, syllabus. All education issues have been 

handled by those people who graduated from universities like Addis Ababa 

University’ (MO, 9). 

Although this fieldwork was unable to identify an existing policy or established 

process for planning the higher education requirements for the ENDF Officers, MO, 7 

explained that there was some criteria. 

‘When deciding who studies what from the staff college, it is normally 

focussed on the instructors, as they need to have first and second degree. The 

focus is also on seniority and rank. For teaching staff the preference is for 

them to study peace and security, good governance, leadership, stuff like 

that’ (MO, 7). 

In addition to providing academic courses to develop expertise for military 

instructors, civilian universities also supported instructors within the defence 

university and the defence colleges by improving their academic practice, principally 

in the area of teaching methodology. It was commented on across all three participant 

groups that this is still an area which needs support within the defence colleges and 

remains a differentiator between civilian and military education experience in terms of 

the quality of the education. 

‘As soon as you graduate from your first degree, you are going to teach first 

degree students. […] Most of the Ethiopian Defence College are a few 

experience. They only have a few years of teaching in existence. This is the 

difference between civilian and military. A great contribution which civilian 

education has given us in defence is in teaching methodology’ (MO, 4). 

Participants referred to the current “HDP” training, which is a Higher Diploma 

Programme in teaching methodology, as a key component of the capacity 

development support currently provided by Addis Ababa University to all instructors 

across all defence colleges in Ethiopia.  

‘We are focusing on building capacity through HDP, not to bring civilian 

instructors here from universities but to build the capacity of the instructors’ 

(MO, 5). 

The drive for the focus on training in teaching methodology is so that defence 

education establishments are viewed as being in line with other national universities 
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in terms of teaching practice. Although unsaid, the inference from the interviews 

amongst the EMOND Civilian group and military officer group of research 

participants was that it was important for defence higher education to be seen equal to 

civilian higher education. 

5.2.3 General Education and Training 

In addition to the specific aim of building capacity amongst instructors within the 

defence colleges, civilian universities have also provided courses for specific groups 

within the ENDF to develop new knowledge and skills in specific areas. A good 

example of such is the Leadership Masters course which was developed by the 

Institute of Leadership and Good Governance at the Civil Service University (MO,9). 

It started its first course in 2013 consisting of approximately 39 senior officers, (up to 

and including the rank of General). There have been 7 cohorts since then focusing 

initially on educating high ranking officers and then moving down through the 

different levels of command and continues to run at the time of carrying out this 

research. To accommodate the operational requirements of the military officers, 

academics from the CSU were deployed to various military sites throughout the 

country, for example to Mekelle, Harah, Bahir Dar and Shire, to teach military 

officers. The teaching was carried out in 10-day blocks, with time in between for the 

military officers to work on their assignments whilst continuing with their 

professional duties. The aim of this arrangement was to minimise disruption to the 

work carried out by the more senior leaders at the time but also for them to be able to 

pursue their higher education studies. 

Another area of support frequently mentioned was the training and education given to 

the military for developing their peacekeeping activities. The Institute for Peace and 

Security Studies (IPSS) was established at Addis Ababa University in 2007, launching 

a Masters in Peace and Security. Of the initial 26 students from across the Horn of 

Africa, 7-8 students were from the Ethiopian military. The course, which also 

continues to run today, attracts both civilian and military personnel, particularly those 

involved in peacekeeping activities within the region. Academics from Addis Ababa 

University have also been involved in teaching, developing materials and evaluation 
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of students in collaboration with military personnel at the Peacekeeping Training 

Centre (PKTC) in Addis Ababa since 2016. This programme was mentioned by 

research participants as an example of where a formal, structured agreement has been 

put in place between EMOND and the University, at a more strategic level, rather 

than unstructured ad hoc agreements.  

An interesting observation from the academics from civilian universities group of 

participants was that its success in terms of civ/mil collaboration could be because the 

course is an international one, dealing with international case studies for another 

country’s context, rather than focusing discussions on Ethiopia’s own security 

dilemmas. 

5.2.4 Limitations of Academic Support from Civilian Universities 

Although the general consensus is that the support from the civilian HE sector to 

defence was and still is highly valued, there were a number of limitations which were 

also identified as part of the data analysis. 

Facilities and resources 

A theme which clearly emerged from the data presented by the EMOND civilians and 

military officer groups was that although civilian academic institutions have the 

knowledge and expertise to support the capacity development of members of the 

ENDF, they are lacking in material resources. The quotation below by a military 

officer is representative of other comments made by research participants from across 

the military officers and EMOND civilian groups. 

‘The facilities in military education, I mention as a benchmark our Staff 

College. In this case there are great facilities and we are supported by a 

good level of materials in terms of quality and quantity. We are supported by 

classrooms and syndicate rooms. When it comes to civilian studies, because 

their numbers are very high and because the government has a limitation, 

there is somehow a gap. […] There is a great contribution from the 

government to enlarge the size of the universities in any corner of the country 

[…] but when it comes to materials and providing a good quality educational 
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system, there is still a problem and even the government believes there is a 

problem’ (MO, 6). 

Interviewees within defence, both the EMOND civilians and the military officers 

were keen to also stress that educational support was not just one way from the 

civilian academics supporting defence.  

‘There is a good relationship. Civilian students go to the defence university 

because of the facilities - there's a good relationship. Reciprocity exists’ 

(MO, 25). 

Mechanical and engineering fields were mentioned by a number of interviewees from 

the EMOND civilian and military officer groups as key areas where defence has been 

able to support the civilian academic community by opening up its facilities for 

academic purposes, specifically for training and education for industries such as 

airlines or shipping.   

‘The defence university has a good reputation. The civilian community want 

their children to be students at the DU engineering college because of its 

practical nature and its links to industry. Some scholarships exist in the 

college for civilian students - funds exist’ (EMOND Civ, 23). 

The investment that the defence engineering college has made in the equipment and 

development of laboratories clearly contrasts to the funding situation of public 

universities in Ethiopia in the early 2000s. We have seen in chapter 3 that Ethiopia 

was suffering from the same issues as many neighbouring countries in terms of 

decades of underinvestment. This, along with the strain placed the HE sector to 

undergo rapid expansion has left university facilities in a poor state and has also left 

them in a position of inferiority in comparison to military education establishments, 

most obviously in the technical disciplines, such as engineering. It could be argued 

that had Ethiopian universities had access to the same facilities as defence education 

institutions, they would have been in a better position to support Ethiopia’s position to 

prepare itself to compete within the global knowledge economy.    
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Academic theories not contextualised to military examples 

Another limitation that emerged from the interview data, raised only amongst the 

EMOND civilian and military officer groups, was that civilian academics were 

limited in their ability to contextualise and apply the theories and concepts of their 

discipline to the military environment. There was a sense of frustration amongst some 

of the military officers that civilian academics could not apply the theory to military 

problems due to a lack of military experience or military knowledge. This links back 

to the complex nature of the military profession (Abbotts, 2002, 2005) in that military 

professionals operate across different jurisdictional spaces by having a profession 

within a profession, such as a military logistician or a military educationalist, 

requiring a dual element to their professional education (Callado-Muñoz & Utrero-

González, 2019). 

'There is still a lot of work to be done in the civilian universities to make the 

theoretical courses more relevant to defence, for example, a degree in 

psychology but what does that mean in the military context which has 

particular challenges in psychology’ (MO, 2). 

There was a wider point raised in the MoE’s 2018 Education road map which 

suggests that the limitation mentioned above extends beyond military education. It 

suggested that within the Ethiopian higher education system, there is a disconnect 

across a range of disciplines between linking academic activity to topics and the 

concerns relevant to other sectors in society. However, considering that academia’s 

relationship with the defence sector in Ethiopia has been changeable throughout the 

years, it is not surprising that the same observations were made with reference to 

defence education. An environment for developing academic interests and research in 

defence studies, which would help theoretical application of knowledge in teaching, 

has been lacking in Ethiopia. 

‘There are some academics I know who have an interest in studying the 

military but this is a country which doesn't have a history of democracy so 

going to the military is not something that you just do at will. […]the 

perception is, well why do you want to know this?’ (Civ Ac, 18). 
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It is therefore difficult for academics to contextualise their teaching and research if 

there are limitations in terms of access to data for research. Furthermore, a civilian 

academic explained that another challenge for academics researching issues relating 

to defence and security is that these are subject areas thought of as pertaining to the 

military.    

‘If you are trying to research on military issues such as peacekeeping, peace 

support operations, these are areas generally considered as the purview of 

military so anyone else trying to research into those issues are more or less 

considered as an outsider’ (Civ Ac, 13). 

When civilian academics were asked about the perceived limitation of being too 

theoretical, there were mixed responses. Some academics accepted the criticism: 

‘I very much agree that academics are too theoretical. Our academic 

training within certain subject areas should also include some military 

people to come in and deliver lectures, to give practical experience about 

how things operate. This would strengthen the civil-military cooperation, but 

also there is a value added in that the practicality issues would be addressed. 

The point about civilian academics being too theoretical is very valid’ (Civ 

Ac, 13). 

However, some other academics did not feel that this criticism was a strong enough 

argument for defence to create its own internal curriculum on topics where civilian 

subject matter experts exist within the national universities. 

‘The argument is that the academics can't teach subjects like 'security 

studies' etc. because they are too theoretical. This is their [the military's] 

argument. But you can bring them both together, the practical and the 

academic. By bringing together they can enrich the material. They can merge 

the military practical and the academic theoretical. I don’t buy what they are 

saying’ (Civ Ac, 14). 

The subject of security studies was also mentioned by MO, 2 who explained a bit 

more about how the theoretical knowledge is being transferred from the civilian 

universities and applied to the defence education institutions.  

‘There are courses like security studies and risk management and conflict 

management in the university which help us but they are not developed for 

defence. We have security studies, risk management, conflict management in 
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defence so we take that knowledge and transfer it to defence. We are 

converting the courses we learn there to apply it here [in defence]’ (MO, 2). 

 

There was also an example given by one of the civilian academics about the practical 

nature of the courses developed by the Civil Service University, specifically to 

combine theory-based studies with practical application, whereby students would 

study and then go to their workplace for 3 months to apply the theory. 

What is clear from the comments from different academics is that there is a continued 

willingness amongst academics to work with the military to provide content which is 

more applicable to the military context.  

 

5.2.5 Summary 

The findings in this section have indicated that the higher education sector in Ethiopia 

supported the ENDF through its reform process by helping to develop both 

institutional capacity of its educational colleges as well as human capacity of the 

military and civilian ministry of defence staff. It has done this through 1) supporting 

the establishment of defence colleges in terms of curriculum development, regulations 

and standards 2) by teaching and assessing military students on courses in defence 

colleges, 3) by enrolling military officers and defence civil servants on undergraduate 

degree and Masters programmes within public universities to build their capacity so 

that they can instruct on courses within the defence colleges 4) by providing specific 

courses for other military officers outside of defence education. The participants 

shared that although the civilian HE sector is rich in subject matter expertise, it does 

not have the quality of facilities and materials, which can be found in defence 

education institutions. Military officers and EMOND civil servants were proud to 

share examples of where EMOND also supports higher education in this regard by 

opening defence college facilities to public universities and their students.  

The next section will concentrate on the dynamics of the civilian/military relationship 

in more depth and identify how the relationship has evolved over time.  
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RESEARCH QUESTION 2 

How has the relationship between the ENDF and the civilian academic community 

evolved? 

5.3 An Unstable Relationship 

The proximity of the relationship between the military and academics at civilian 

universities has undergone significant change since the beginning of the defence 

reform process in the early 2000s, and as this section will discuss, most of the changes 

have been driven by decisions within the military. To understand the nature of the 

HE-military relations a bit deeper, this section will firstly look at the drivers for 

change before discussing each group’s perceptions of each other along with how the 

military’s relationship with wider Ethiopian society is perceived. The final sub-

sections will highlight where existing tensions are mostly felt, along with some 

emerging opportunities to improve the current relationship. This section will draw on 

some of the discussions raised in chapters 2 and 3 to contextualise the findings within 

the literature.  

5.3.1 Drivers for Change  

 

More distance as capacity grows 

The resounding consensus from all interviewees was that at the time of carrying out 

the fieldwork, the levels of engagement between the two sectors was low.  

‘In terms of the relationship between civilian HE and the military, there are 

some gaps. (…..)The relationship is not strong and not close - it needs closer 

cooperation’ (MO, 21). 

This relationship has become more distant in recent years and through analysis of the 

data from interviews across all three groups of participants, the narrative which 

emerged, specifically in relation to the EDCSC, was that as capacity has developed 

within defence education institutions, civilian input is required less.  
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‘[The relationship between academic and defence is] not stronger - looser. 

Because you know the problem is not that we have a problem between us, it's 

because we are now able to support ourselves’ (MO, 17). 

As knowledge and expertise, both in terms of subject matter expertise and experience 

in education have increased, defence has taken more ownership of managing its own 

education activities, including the structure and content of the curriculum.  

‘Command and Staff College directly hired civilian instructors and made 

them part of permanent staff. Defence has now become dependent on its own 

internal capability’ (MO, 9). 

This is a positive move and one which has been encouraged in the literature for three 

main reasons: 1) involvement of civilian expertise allows for greater scope for 

challenges to be made against organisational myths 2) involving professional civilian 

academics in developing the curriculum within defence education institutions reduces 

the risk of focusing too much on operations and training versus a wider and broader 

education and 3) using civilian academics provides educational expertise in terms of 

academic practice (Mukherjee, 2018). However, as we will discuss later in this 

section, EMOND has directly hired civilian instructors as EMOND civil servants, so 

civilian instructors are employed by the Ministry of Defence not by higher education 

institutions. This is an interesting area to explore in terms of the effect that the 

employment of civil servants within defence education has on higher education-

military relations.  

In addition to the increased capacity of directly employed EMOND civilian 

academics, defence had also built up the capacity of its military instructors to teach on 

all the courses at the Staff College. The interview data revealed that there is still the 

view amongst some of the research participants that the education provided by 

academics from civilian universities is distinct to that provided by military instructors.  

‘Military instructors stick within the box, this means they don't look at the 

wider experience outside the box. Within the box, they are very clever 

though. […] Military instructors need to draw on wider experiences, 

knowledge about the world/subject. They much more focused on domestic 

issues’ (MO, 21). 
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This idea of “sticking within the box” is also a point that arises in the literature. 

Johnson-Freese (2013) and Mukherjee (2018) argue that in comparison to civilian 

academics who dedicate their entire career to the creation and transmission of 

knowledge on a topic, there is a limit to the depth of knowledge a military instructor 

can have on the same topic, and furthermore, they may not have the experience or 

confidence to draw on different case studies to help challenge deep routed thoughts, 

or ‘organisational myths’ (Mukherjee, 2018).  

Academics within civilian universities who also recognised that as the internal 

capacity grew within defence, there was a reduction in the level of interaction with 

civilian universities.  

‘Previously, military students were sent to public universities for degree 

programmes and Masters programme but then they created their own 

strategy and said, why are we sending our students to study in civilian 

university, why don't we formulate our own. They formed their own Defence 

University. They decided they had to craft their curriculum to teach their 

own personnel. What they lack is to have more civilian instructors from 

civilian universities. Previously they did have this actually, they sent people’ 

(Civ Ac, 20). 

As mentioned in the quotation above, EMOND took control of its own curriculum as 

the relationship with civilian universities underwent changes. This will be explored in 

more depth in the next sub-section.    

Curriculum Changes: Less civilian, more military 

The literature in chapter 2 argues that limiting the extent of academic involvement 

from civilian universities in defence education risks defence education institutions 

becoming training institutions, focusing on operational military topics, rather than 

offering a broad, liberal education which can develop such skills as critical thinking 

(Johnson-Freese, 2013; Mukherjee, 2018). Analysis of the interview data also 

identified this as being evident in the Ethiopian case, specifically in relation to the 

Staff College curriculum. The interview data revealed that the reason for the changes 

in curriculum was because the senior military leadership considered that it had 

become too ‘civilianised’.  
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‘The main thing is that the military institutions feel that they are self-

sufficient and they closed everything. Take one example, they simply delete 

courses - relevant courses, in particular, in leadership, human resource, 

security - any relevant courses offered by civilian academics. They simply 

erased it for purely military courses. So, it is the military establishment 

which simply closed the opportunity to attract the civilian academics to 

defence institutions…around 2012’ (EMOND Civ, 8). 

The timing of these changes is relevant as this was when the country was starting to 

undergo significant political change with the death of Prime Minister Meles Zenawi in 

August 2012. As discussed in chapter 3, the death of Prime Minister Meles resulted in 

some power shifts within the government – a government which was closely aligned 

to the ENDF leadership. 

‘This might be speculation but perhaps defence became more closed. Internal 

politics to make the military establishment to be closed to everything. Those 

courses, particularly the academic courses, from almost all of the public 

universities were replaced by purely military courses around 2012’ 

(EMOND Civ, 3). 

There was also a sense that the decision to reduce the level of cooperation between 

academia and defence was not something that those interviewed agreed with. They 

considered that the courses taught by external civilian academics which were removed 

from the Staff College curriculum were still relevant at that time to military officer 

education and that attendance at external universities, or the presence of external 

academics within the defence education institutions was still necessary.  

‘An order was given that all military personnel should train in the military 

college. I think this was unacceptable because the military college didn't 

satisfy all the demands of the military’ (MO, 15). 

At the time of carrying out the interviews, the strong message coming from all 

participants was that currently there was some limited form of relationship but it was 

not as strong as it was in the years prior to 2012, and it should be stronger. Individuals 

in senior positions within Defence were seen as key to re-establishing and nurturing 

these relationships. 

‘There is a gap in the relationship, but the gap is not constant. Individuals 

who lead the organisations can influence the gap’ (EMOND Civ, 16).  
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There was also a sense that at a college level, rather than at a ministerial level, the 

relationships that do exist between civilian universities and defence are dependent on 

the personalities in charge, the educational background of those personalities and the 

personal networks they have and therefore they are unstable in their longevity. 

 

Demand-driven relationship from the military 

 

It is clear from the findings that the extent to which the relationship has been closer or 

more distant over the past 20 years has been largely determined by the military. This 

was confirmed by one of the military officer research participants.  

‘The military drive any initiative for cooperation between defence and 

civilian academia’ (MO, 26). 

When there was a need to have close cooperation in the early stages of setting up and 

delivering on the Staff College courses, the relationship was close but as the military 

developed its own internal capacity, it reduced the frequency of interaction with the 

higher education sector. This situation was also recognised by the civilian academic 

group of research participants.  

‘The perception between military and civilians and vice versa is still weak. 

The teaching exchange will help this but so far it seems to be just one way 

with the civilians going there (to the military colleges). There needs to be a 

more bilateral programme’(Civ Ac, 13). 

The quotation above represents a feeling that was expressed across all three of the 

research participant groups that greater cooperation between the two sectors was 

needed. However, from the academics from civilian universities group, there was 

frustration that the partnership to date, even when it was close, was one-sided.  

‘I would say generally the relationship between defence and civilians is 

weak. They (Defence) call the civilian academics because they can't cover it. 

But I believe the relation between the academics and military can be one way 

of advancing the civil-military relationship. That can be one of the sectors 

that the military can interact with’ (Civ Ac, 14). 
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This sentiment was also expressed by some of the EMOND Civilian participants who 

acknowledged that an even partnership has not existed between the defence and 

academia sectors.  

‘Don't just open the door when we need something - we should open the door 

all the time. We need to make the environment open’ (EMOND Civ, 27). 

Although the overriding message from the interviews was that the current relationship 

is weak, civilian academics do still support defence education, but it seems that the 

extent of the support is limited and on an ad hoc basis, as this military officer 

explains: 

‘There are some subjects like leadership, security, we invite - actually we 

don’t have them, as such, very regularly - but we invite civilian academicians 

for like seminar or workshops. Also we invite for research methodology. We 

invite them to give a short lecture’ (MO). 

It would appear that the balance of power sits with the military and as the civilian 

academic below explains, much of the perceived tension between the military and 

civilian academic institutions can be explained by deep-rooted political, ideological 

and historical factors. 

‘There was a huge obstacle between the military and the civilian institutions, 

which is termed in one word - ideological. Universities across Africa and 

specifically in Ethiopia, are seen as opposition parties to governments. So, it 

would have been far better if we had more trust in each other rather than 

think one is the enemy. Translated from a saying in Amharic, "treating one 

as your own son and one as your stepson". So, universities are treated as 

stepdaughters or stepsons. That has been a real obstacle’ (Civ Ac, 11). 

Overall, the theme that emerged from this aspect of the data analysis suggested that 

the military has been the dominant force in setting the extent to which it partners with 

national civilian academics. The changing political context in 2012 seems to have 

influenced this partnership which resulted in a weaker relationship between the two 

sectors. This also coincided with the military building up its own internal capacity and 

making changes to the Staff College curriculum. It would appear from the interview 

data that these decisions came from the leadership within the ENDF at that time, and 

that they contrasted with the dominant opinion of the research participants who 
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desired the relationship to be closer to build stronger, broader civil-military relations 

within the country and for developing a cooperative knowledge based society.   

5.3.2 Perceptions of Each Other 

Part of building relationships across professional groups is developing a deeper 

understanding of each other’s culture, which is achieved through developing a deeper 

understanding of one’s own culture (Farren, 2019). As all the research participants 

had worked or studied across the two professional groups of the military and civilian 

academia, they had developed perceptions about how their own professional groups 

relate to another. The analysis of the interview data identified some common 

perceptions which played out within the educational setting and influenced the 

military/academia relationship both on a personal level but also as a reflection of 

wider civil-military relations. This section reports the main findings in relation to the 

participants’ perceptions of themselves and the ‘other’.  

Difference in culture 

 

One of the frequently mentioned differences in culture between the military 

educational environment and the civilian is the extent to which there is open debate 

and challenge, including that of the academic staff. Interestingly, the military perceive 

themselves to have a much more open culture to challenge ideas within an educational 

setting. 

‘Military are quite open with their ideas and quite forward. Most of my 

civilian classmates are more reserved. I think this is the difference in culture’ 

(MO, 7). 

This view was also recognised by the civilian academic participants as well, however, 

they did say that it could be due to other factors.  

‘The military students are outspoken in the classroom compared to the 

average civilian students but also they are older so…..’ (Civ Ac, 13). 

It could also be that the military students, when studying within their own colleges, 

are part of the same professional group, whereas in the civilian university setting there 
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is a mixture of backgrounds. This links to the thoughts expressed by the military 

officer and EMOND civilian participants that the culture within the military colleges 

was closer and based more on teamwork whereas within the civilian institutions, the 

culture is more of an individualistic one. 

‘The military environment is highly tight, for instance, when we see the 

relationship among the staff, the teaching staff, the administrative staff and 

so on and anyway, the relationship among the staff, this community is 

basically different from the relationship among the HE community in the 

public universities’ (EMOND Civ, 8). 

The idea of an individualistic versus group culture was mentioned by participants 

from across both the military officer and EMOND civilian group as a key contrast 

between the academic and military professions.   

‘The military profession is very demanding and has group commitment 

rather than individual commitment. Everything we do here in defence is 

largely cooperative and in public universities for instance everything, we can 

say almost everything, can be performed independently. Entirely 

individualist there’ (EMOND Civ, 8). 

These comments spoke to the values of the two professional groups. For academia, 

original thought is highly valued and a professional academic’s career is often built on 

their individual success in this area. For the military professional, however, there is 

more value placed on a group or institutional ethos, acknowledging that the military is 

both a bureaucracy and a profession, taking us back again to the complex nature of the 

multiple jurisdictions within which the military operates (Abbotts, 2005). 

The emphasis on group culture in the military was also linked to the difference in the 

pedagogical style between the military educational institutions and civilian 

universities. Participants from the MO and EMOND Civ group suggested that active, 

group-based learning was more present in the defence education institutions than in 

the civilian universities. 

"The difference between military and civilian education is very different. Our 

system of education here [within the military] is very tight. Our way of 

education is an active learning approach because our students are 

experienced and they have a kind of background in their field so we use their 
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background to participate in the learning. From what I see in civilian 

education it is more lecture based. One instructor will read some materials 

and this is the difference for me" (MO, 6) 

 

Perceptions of the Military  

 

For the civilian academics who have worked with the military, both within civilian 

universities and within the defence education institutions, the essence of their 

experience is that at first they were slightly nervous about working with the military, 

however, over time they started to understand the culture and enjoyed, or still 

currently enjoy their interaction. A characteristic which was frequently mentioned by 

civilian academics as a notable difference between working with the military and 

other civilian groups or civilian students is the military students’ disciplined 

behaviour and their keenness to improve their understanding about a whole range of 

topics, including educational practice itself. 

‘One thing I learnt that was particular to working with Defence is that they 

are very disciplined and that they are open and ready to listen to you. They 

differ from the civilians, for me. They are eager to hear from you. They value 

the expertise that comes from experts and they want to get as much as they 

can from you. They are ready to take what they can, in a positive way. They 

really want to improve themselves. They respect people and they respect new 

ideas. They are open - within the agreed and defined context and scope in 

which we were there’ (Civ Ac, 1). 

It is interesting to note from the quotation above that the interviewee added ‘within 

the agreed and defined context and scope in which they (the academic) was there’. In 

analysing the data, there was an undertone of civilian academics getting on well with 

defence professionals but understanding very clearly the limits of their role. This 

sentiment has to be considered in the context of the wider government/higher 

education relations which were discussed in the previous chapter. These relations 

have been tense throughout history as the university has often been seen as opposition 

to the government, with the state security apparatus - of which the military is only one 

element - often being seen as the strong-arm of government policy.  

‘I would label my experience [working with the military] as smooth and 

comfortable to work on these matters of curriculum, accreditation etc…. 

Basically, to my knowledge, me and my colleagues have been able to support 
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them, our aims were to support them. So as far as my knowledge we were not 

interested in affecting them in political ways, like recruiting them to belong 

to a group war or to rebel against the government or not to do this and that 

so they listen to us’ (Civ Ac, 19). 

Overall, analysis of the interview data suggests that although there were generally 

positive reflections regarding perceptions of the military, there were also some areas 

of tension noted. One of these areas was the perception of the uniform and what this 

represented. 

‘The barrier to developing a closer relationship are cultural reasons - the 

civilian world and the military world are completely different. […] When 

people see the uniform, they start to differentiate themselves. They may not 

sit together - such gap is there’ (EMOND Civ, 16). 

For military officers too, they perceive the uniform can portray a negative reaction 

about their identity within certain environments. 

‘During my first year at the civilian university I hid my uniform from my 

classmates’ (MO, 21). 

The connotations of the military uniform is a reflection of the relationship between the 

military and wider civil society based on the historical and social context of society. 

During the interview, the participants also talked about society’s perceptions of the 

military, which is discussed in more detail below. 

5.3.3 Society's Perception of the Military 

As indicated in chapter 3, Ethiopia’s recent history has had an influence over the way 

in which the military is perceived within society. The use of excessive force by the 

Ethiopian security services and some groups of the military in response to the 2005 

protests and subsequent protests since then has resulted in a negative perception of the 

profession from some groups across civil society.  

‘In talking about the relationship between the academic world and the 

military world, in that case I think there is a problem. Because in this 

country, the civilians don't have a positive attitude towards the army - there 

is a strain. Due to that if you do something and if you say you are from the 

military, people fear or something like that’ (Civ Ac, 16). 
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The interviews with military officers and civilians working with EMOND revealed 

that the military officers are aware of this tension between themselves and civilian 

groups. 

‘[In the past] the military had a perception that they have been hated by the 

civilian community […] but there is a change now on behalf of the military. 

The military has also changed his mind’ (EMOND Civ, 3). 

In order to change society’s thinking towards the military, the ENDF hosted what it 

called ‘Army Day’ in 2013. During the interviews, ‘Army Day’ was mentioned across 

the EMOND civilian and military officer groups as a key event which changed 

society’s perception of the professionalism and capacity of the military. ‘Army Day’, 

which is now an annual event, is when Defence opens its doors to the civilian 

community to display its research and development in areas of engineering and 

production. Interestingly, the first of these events was at a similar time to the military 

becoming more independent from the civilian academic institutions, which could be 

seen as a way to demonstrate its legitimacy as an authority over their profession. 

‘People are very surprised when they see what defence is doing and 

producing, such as UAVs. We showed these things in the national Army Day. 

People were very surprised that the army had produced this. The army is not 

a separate entity. The work that the army is doing is allowing people to go 

about their business and to keep the country safe. Who is bringing the peace? 

But people are not thinking that the military is doing this. They see military 

as separate to their day-to-day lives’ (MO, 2). 

As outlined by the military officer above, Army Day provided a chance to show how 

society and defence are connected through the technological developments which 

benefit society. 

‘Now we have city buses in Addis Ababa which came from METEC/defence 

technology so many people see how defence is contributing to society. […] 

Many people commented that Defence has moved a lot in defence technology 

and is ahead of civilians in this area’ (EMOND Civ, 3). 

In addition to ‘Army Day’, research participants also mentioned that at a similar time, 

from around 2013/2014, the military started to televise the graduation ceremonies in 

an attempt to raise awareness about the educational development of the 

professionalising force. 
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‘This was so that people became aware that defence is transforming in 

education’ (EMOND Civ, 3). 

In general, the narrative of the findings was that the historical legacy of the role of the 

military, the more recent reactions of the military in response to some of the civilian 

protests and the proximity of the military to government has left the civilian 

population wary of the military. Whilst public relations efforts from the ENDF around 

2013 started to help change perceptions about the military in relation to their 

educational status and their capacity to make positive contributions to the 

development in society, political tensions continued. These tensions increased until 

the election of Prime Minister Abiy in 2018, referred to below as the ‘new system’.  

‘The situation of the country was more fear of the military because it was just 

before the transition from the old system to the new system. The state of 

emergency was there at the time. I think this was the factor for the civilian 

students fearing the military. We have exercised 3 governments in the 

past[..].Because of this people have different perceptions about the military 

in Ethiopia’ (MO, 15). 

The sub-section below will explore the main findings which emerged from the 

interviews in relation to changing perceptions about military-higher education 

relations since Prime Minister Abiy came to power. 

5.3.4 A New Era 

The timing of the fieldwork for this research was approximately one year after Dr 

Abiy Ahmed was elected as Prime Minister in April 2018. As discussed in the 

previous chapter, his inauguration set out an aggressive reform agenda across all 

sectors, including higher education and defence. This following section reports on the 

relationship between defence and academia and the findings as they relate to the 

changing political landscape in Ethiopia.  

Signs of change 

 

The data collected shows a clear optimism across all three participant groups in 

relation to Ethiopia’s political future, however, this was also caveated with caution as 
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the implementation of the new president’s proposed reforms is still to be realised, 

including those within defence.  

‘At least rhetorically there are some changes. I think there are changes 

because what you can see at least is that the army is becoming more and 

more independent. I mean two years ago you would have seen the army 

being deployed in every political conflict. In very minor communal conflict, 

being part of the government's decision’ (Civ Ac, 18). 

There was a sense from the interviews that many of the participants consider this 

current period the start of the reform process for defence, as if previous ‘reforms’ 

could not be considered as real reforms. 

‘We should have made defence reform years back but because of a lot of 

issues we were not able to think about reform or defence reform. But 

following the recent changes and the environment, the human capital that we 

have from civilian universities, those who studied abroad, with personal 

efforts, resulting that defence reform is being made by individuals who have 

graduated from civilian universities’ (MO, 9). 

There is a sense that the new Prime Minister is bringing together different 

professional groups and different sectors of society and therefore creating confidence 

building measures between different groups.  

‘A few days ago, many professors and lecturers and committee members 

were meeting at the prime minister's office forwarding ideas what should be 

done on violent ethnic extremism and how to cooperate and you can see such 

trust, people coming to closely work together with security and with the 

military as well and so the doors are opening now. That started after 2nd 

May after Dr Aby came to power’ (Civ Ac, 11). 

Academia is playing a prominent role in discussions across all sectors and is being 

called on to make contributions to the national discussions in areas such as defence 

and security, in which previously it would have had a limited role. 

‘What I am hearing, there is a lot of reforms happening within military and 

defence since the change in government. Overall, there is a sense of 

openness by the government to research, in terms of academic contribution’ 

(Civ Ac, 13). 

As mentioned above, a dose of caution was peppered throughout the interviews in 

relation to Abiy’s new reform agenda. Speaking about how the changes within the 
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defence sector will transform into increased levels of cooperation between academia 

and defence, one of the MOs explained that there had been limited involvement of 

civilian academics in the recently built War College.  

‘Still our institution is closed for the civilian institutions because there is no 

clear guidance or direction how to integrate the two, how the civilians 

support the military or how the military support the civilians’ (MO, 15). 

However, as an example of where defence reforms have been implemented and will 

encourage greater cooperation between the HE sector and Defence is in the field of 

ENDF officer recruitment policy. Authorised by the House of Representatives in 

2019, civilians can now be recruited directly into the military as officers, whereas they 

used to be promoted to officer rank after a number of years within the army. The 

direct recruitment to officer level is a good indication of continued professionalisation 

of the armed forces. Recruitment will take place when potential officers complete 

their undergraduate and in some cases postgraduate studies, so, in theory, this should 

also lead to better cooperation between academia and the ENDF to ensure that civilian 

universities are producing the right type of graduate for the role (EMOND Civ, 8). 

This is an important change as new recruits to the army will enter their professional 

career after experiencing civilian higher education and take these skills and values 

with them as they go through the professional military education and training system. 

Academic freedom 

Another key area where changes were noted by participants across all three groups, 

but most notably amongst civilian academics, was the growing acceptance of open 

academic discourse within society.  

‘In the past there was a sort of marginalisation of civilians in defence and 

the voice was not so high but there has been a change in curriculum 

development, teaching, conferences etc…’ (EMOND Civ, 3). 

Research participants agree that since Prime Minister Abiy’s inauguration there has 

been more freedom to write, print and talk without censorship (Civ Ac, 19). 

‘In the last year the context is totally different […] We believe that the 

control of the government are less and so nobody can take measures for what 
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I speak. Previously, I may lose some opportunities and it would have some 

implication on how I should behave’ (Civ Ac, 14). 

Despite the optimism around the increasing openness of academic discussion in 

defence and security issues, one of the academics working at a civilian university 

explained that entrenched behaviours and organisational cultures will take longer to 

change, and the tensions which were mentioned earlier in this chapter remain in place. 

‘In terms of whether the relationship is better between civilian and defence 

communities, it depends on the situation, For example, in research, are they 

[defence] willing to share data? I don't think so. As an academic, when I 

want to do research into defence, are they ready to give me unclassified 

information? I don't think so. If they are not willing to give this data, how 

can academic staff support them? I haven't seen too much change in this 

respect as this is their own culture’ (Civ Ac, 14). 

It appears to be early days for significant organisational cultural change but the 

conclusion from the interview data is that the strategic vision of the government has 

been received positively. It also appears that there is a desire, and some very early 

signs, to nurture a culture of academic freedom and inclusive, open dialogue across 

government departments and civil society. 

5.3.5 Summary  

The findings within this section, constructed through analysing the perceptions of the 

research participants, have outlined the key areas for the changing relationship 

between the defence and civilian educational institutions. The relationship weakened 

around 2012 which appears to be related to senior level decisions for defence to use 

its internal capacity and expertise to take more ownership of its curriculum and other 

educational activities. Overall, there is a keenness for closer cooperation between the 

two groups, however, there is also a desire for this to be on more equal grounds. The 

perception across all research participant groups is that defence drives the levels of 

cooperation. The unstable nature of the relationship to date is also closely linked to 

the unstable wider political environment. 

The legacy of the military involvement in Ethiopian politics until the change of Prime 

Minister in 2018 continues to influence the way civilians, both within universities and 
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wider society, view military personnel. This is despite concerted efforts from the 

ENDF in 2013 to raise more awareness of the institution’s research, development and 

educational achievements.  

Tensions still exist between the military and civilian groups. There is a perception 

from civilian academics that the military is overprotective about sharing its 

information and this prevents a deeper cooperation between the two sectors. That said, 

the contribution that academics from civilian universities make to defence is highly 

valued and it seems that with the election of Prime Minister Abiy, there is a more 

open environment for academic research and critique of government and public sector 

work. 

The next and final section of this chapter will consider the main challenges to moving 

forward to a more cooperative relationship between defence and national civilian 

academia. 
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RESEARCH QUESTION 3 

What are the current challenges to the working relationship between the ENDF and 

national civilian academic institutions? 

5.4 Lack of Strategic Direction for Defence and Academia Cooperation 

As outlined in the previous sections, the findings demonstrate that there is appetite for 

more cooperation between the civilian universities and the defence sector in the areas 

of education and research. Despite very early signs of a more open environment for 

academic debate, the research participants perceive that there are still significant 

challenges that remain to support a more cooperative relationship. This section will 

consider the main challenges which were raised during the participant interviews, 

which can be grouped into two sub-sections. The first sub-section will consider the 

lack of institutional partnerships and agreements that exist to facilitate cooperation 

between defence and higher education. The second sub-section will then discuss the 

perceived lack of joint research between civilian higher education institutions and 

academics and defence.  

5.4.1 Lack of Institutional Partnerships for Defence and HE Cooperation 

By far the biggest challenge to the relationship between the ENDF and civilian 

universities is the lack of strategic planning to develop institutional partnerships. As 

has been reported throughout the findings so far, the relationship at the individual 

level is good but at the institutional level it is weak. 

A call for the defence and education sectors to be more formally connected at the 

strategic level came across from all three of the research participant groups. The 

quotation below summarises the key messages. 

‘I believe they (civilian universities) did whatever they could to help 

transform the defence institution but the relationship was not 

institutionalised and it largely depended on individual contributions, for 

example, we contacted individuals at Addis Ababa university, from Civil 
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Service University, from other universities, rather than establishing formal 

institutional relationships with public universities’ (EMOND Civ, 8). 

There was also the point raised by an academic from a civilian university that formal 

agreements cannot be on a short-term basis if an effective partnership is to develop 

between the two sectors. 

‘In order to improve this relationship, it should be at the institutional level 

and it should be based on a memorandum of understanding on clearly 

identified issues over the next 5 years. An agreement cannot be based on just 

a semester or 1 year. An MoU would allow the staff to develop relationships 

with defence’ (Civ Ac, 1). 

Participants accepted that separate defence colleges should exist for the specific 

purpose of providing professional military education, however, partnerships would be 

key for their future development (MO, 21). Sharing knowledge across the two sectors 

was viewed not just for the benefit of defence and academia but part of being in the 

national interest for creating a more secure, knowledge-based and joined up society.  

‘This knowledge society creation should start I would say in the military 

itself. In the military for instance the gap we had previously is getting 

narrower and narrower, now they (the military) are with us and we are with 

them and gradually we are identifying what security threats we have. 

Security threat identification is not simply by opposition to party membership 

or ideological values but rather fundamentally against even human beings. 

So the military and the civilians, the way they design their courses, the way 

they interact should definitely be based on this broader perspective rather 

than ethnic politics - or a very pigeon-holed approach to education but a 

very holistic approach to knowledge creation in society which is the vision. 

And at the same time, you have this cybersecurity and definitely cyberspace, 

cross-border crime, organised crime - these should be put into the vision. So, 

the way we design curriculum, the way we identify problems, it should 

definitely be synchronised. Even syllabus design. Our overall aim is to create 

a knowledge society for everyone’ (Civ Ac, 11). 

To achieve this, participants have suggested that strategic agreements need to be 

supported at the very highest level of defence and education such as between the 

respective ministries. The desire expressed by research participants across all groups 

was for strategic consultations to look at how national civilian education can support 

defence in terms of teaching and research. To achieve this, a better understanding of 

the new roles and responsibilities of defence was required in order to develop 
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appropriate courses within the civilian sector, as argued by Edmunds (2006) in 

relation to the transformation of the European defence forces. Participants expressed a 

lack of educational planning to link higher education courses to an individual officer’s 

career path and the strategic and operational needs of defence. 

‘Strategic leadership of training and education is lacking. Each college is 

run in its own way with no relationship between colleges and education. 

Registers of training and education which takes place is just 

starting.’(EMOND Civ, 27). 

Although the findings identify a strong feeling that there is a lack of strategic 

partnerships between defence and civilian universities, research participants did 

frequently refer to the ‘HDP programme’ between Addis Ababa University and all 

defence colleges across the country as an example where there is a successful strategic 

programme currently in place.    

‘We have to formalise our relationship with civilian academics. We have 

started that with the HDP. We [defence] did not directly engage with 

academics, instead we wrote a letter to the education department to the 

university explaining our needs, budget etc…[…] Each institution should 

have a formal link to civilian academic institutions’ (EMOND Civ, 3). 

The HDP is seen as an example of an institutional agreement which has been set up in 

a professional way for Addis Ababa University to support development of defence on 

a large scale and could be used as an exemplar for other areas of knowledge, skills 

and research partnerships. 

5.4.2 Lack of Joint Research in Defence and Security Issues 

The other key challenge to emerge from the interview data is the current lack of joint 

research between the two sectors. However, if we link back to the literature discussed 

in chapters 2 and 3, the time the civilian universities were building close relationships 

with defence, the higher education sector was undergoing mass expansion of teaching 

and therefore funding and capacity for research were severely limited. This situation 

was not limited to Ethiopia and it was not limited to a lack of research cooperation 

with the defence sector alone. The lack of research capacity has been documented 

across many African countries and across all sectors. As we will see from the findings 
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in this sub-section, there is a clear desire for increased cooperation in the area of 

research, however, African universities are still underfunded and still struggling to 

build their own capacity in this area.  

Despite the Ethiopian universities’ financial limitations as outlined in the previous 

chapter, they are still regarded as an authority on how to conduct independent, 

academic research. As expressed by the MO, below, interview participants argued that 

defence would benefit from additional capacity development within this area to get 

the most out of their own research and that of their students. 

‘One of the areas where civilian universities can contribute to defence is in 

the area of research and development. In the Command and Staff College 

there is not any research paper about the experiences. The theory, the 

development and other issues are very important to be developed during the 

research. [..] Civilian universities can help us improve our research work. 

They help us to prepare a good research’ (MO, 15). 

In addition to the financial and resource limitations which civilian universities face, 

the lack of culture for civilian researchers to explore defence-related issues is also a 

barrier, as we heard earlier in this chapter. 

‘The other thing is that Ethiopian Universities are not that active in terms of 

initiating research projects. [..] The culture for joint research with military 

does not exist’ (Civ Ac, 18). 

Conversely, another research participant suggested that there is interest on behalf of 

civilians to work in defence-related research, however, this participant was referring 

to civilians working within defence research institutions, rather than within civilian 

universities. 

‘Yes (yes, there is sufficient appetite from the civilian side)! They critically 

understand the role of defence in terms of securing our country and they 

critically analyse the lack of capacity building because of the lack of 

civilian academic participation so because of this it is their hunger to be part 

of it. Some of them explained it in such a matter’ (MO, 12). 

There were a number of suggestions where the military and civilians could work 

together on joint research areas as a starting point. The main areas mentioned in the 

interviews were topics related to peace studies, peacekeeping and civil-military 
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relations. There was also a recent example of where defence research related to issues 

of military resettlement had been outsourced to a national university. The decision to 

outsource the research to civilian academics was to produce an independent and 

objective study. 

5.4.3 Summary 

This section has outlined the key challenges for increased cooperation between 

defence and civilian universities and also provided some suggestions of how they can 

be overcome. The key challenges can be summarised by a lack of strategic planning in 

the shape of formal inter-institutional agreements or partnerships as well as a lack of 

joint research between defence and civilian universities. Interviewees have suggested 

that agreements or joint research projects should be managed at senior levels of 

defence and academic institutions, such as the successful HDP. Although there is a 

sense that civilian academics are not interested in defence and security related 

subjects, suggestions have been made across all research groups to pursue joint 

research in subjects such as peace studies, peacekeeping, civil-military relations, 

cybersecurity and ‘new threats’. A way to improve the civil-military working 

relationship could be to have an increased cooperation in these topics which 

contribute towards nation-building and national security. 

5.6 Chapter Summary 

This chapter has outlined the key findings from the data collected from 28 in-depth 

interviews carried out with military officers, and civilians working within EMOND 

and with academics employed by civilian universities. The main findings show that 

the biggest contribution that civilian universities have made to defence reform has 

been supporting the establishment and development of defence education institutions, 

principally the higher institutions such as the Defence University and the EDCSC 

which were established just after the end of the Ethio-Eritrean war. This support 

consisted of curriculum development, teaching courses at the colleges until selected 

military officers took over, and the provision of training in academic practice. In 

addition to providing capacity development specifically for defence education 

institutions, civilian universities also provided training and education in key areas to 
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support the reshaping of the new, professional army, such as in areas of Leadership, 

Human Resources and in Peacekeeping. 

The findings clearly show that the relationship between defence and academia became 

more distant around 2012. Although one explanation is that defence had grown 

sufficient capacity to be more independent, specifically within the EDCSC, there was 

the suggestion that the political environment influenced the change in relationship 

dynamics, and led to key decisions made by the ENDF leaders at that time to 

minimise the relationship. At the time of carrying out the interviews however, the 

relationship was starting to warm again and there were early signs that civilian 

academics were being encouraged to participate in discussions relating to government 

policy, without the fear of repercussions for speaking freely.  

As far as personal relationships were considered, participants reported positive 

experiences when previously working or studying across each others’ sectors. There 

are clear differences between the cultures within the military and civilian academic 

environments, however, the findings suggest that these differences are respected on 

both sides. The participants spoke of some remaining negative perceptions held within 

civil society about the military, however, since Prime Minister Abiy came to power, 

there are signs of the military becoming more independent from government. 

However, in terms of defence and academia working together, that relationship is still 

perceived as weak by the research participants, despite a strong desire on all sides for 

closer, more frequent cooperation.  

The two key areas to strengthen the partnership which emerged from the data, are 1) 

establish high-level, long-term strategic partnerships between the defence colleges 

and civilian universities and 2) start to carry out joint research activities between 

defence and civilian academic institutions in subject areas such as peacebuilding, 

peacekeeping or cybersecurity – topics which contribute to the future national security 

of the country. 

Having outlined the key findings of the data analysis, the next section will move to 

discussing these findings in the context of the literature set out in chapters 2 and 3.  
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CHAPTER 6: DISCUSSION 

 

6.1 Introduction 

Following from the previous chapter which laid out the findings of my research, this 

chapter will discuss those findings in relation to the literature and the context 

reviewed in chapters 2 and 3. This chapter is organised into 3 analytical themes which 

were developed through interpreting the categories outlined in the previous chapter 

into higher level abstract ideas to be discussed at a theoretical level. The three themes 

are 1) developing capacity leads to autonomy and independence 2) strong academic 

partnerships, civil-military relations and national development and 3) strong HE 

research capacity, civil-military relations and national development. 

The 3 themes relate to the three research questions used to guide this research and as 

such this chapter will be structured according to each of the research questions and 

corresponding themes. Figure 8 below illustrates the connection between the research 

questions, the overarching finding from chapter 5’s results and the discussion themes 

which have emerged from the data analysis. Following a detailed discussion of each 

of these themes, this chapter will end with a summary of the most salient points 

before moving on to the final concluding chapter of the thesis which will consider the 

implications of the research.
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Figure 8: Main Findings and Discussion Themes 
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6.2 Developing Capacity Leads to Autonomy and Independence 

The first research question sought to explore the perceptions of the interviewees in 

relation to how the Ethiopian civilian higher education sector has supported reform of 

the Ethiopian armed forces over the past 20 years. The principal finding from the 

research was that support was initially given to develop capacity within the ENDF 

and EMOND to establish and run defence education institutions. The purpose of 

establishing the defence education institutions, specifically the Defence University 

and the EDCSC, was to build up necessary skills and knowledge of military officers. 

As discussed in chapter 2, the World Bank report in 2005 reflected upon the wider 

impact that individual capacity development (level 1) has on society by contributing 

to increased capacity within specific organisations (level 2) which feeds through to 

the wider governance of institutions (level 3). The report argues that this encourages a 

more engaged society and leads to improving the overall effectiveness of the state. 

The idea being that “an effective state delivers public goods and services to the 

population, provides an enabling environment for growth and private sector 

development, and ensures peace and security” (World Bank, 2005, p.iii), and “an 

engaged society participates in public decision making, contributes to the provision of 

public goods and services, and holds authorities accountable for the means and results 

of public action” (World Bank, 2005, p.iii). It is notable that despite the defence 

sector’s role in contributing to these goals, the literature related to capacity 

development in defence is often dealt with separately, typically in the security sector 

reform literature. This may be because of international donor funding rules but it does 

mean that defence can be left out of some important public sector analysis by the 

international donor community. Notwithstanding these issues, the broad capacity 

development frameworks, such as that developed by the World Bank, are useful for 

understanding links between defence and other sectors such as higher education and 

how capacity development within defence can contribute to the aims of more effective 

states and more engaged societies.    

In comparing the findings from the research to these three levels of capacity 

development, it could be argued that the ENDF has been working on the first level of 

capacity development, at the individual or ‘human’ level. The second and third levels 



141 

 

require that society has access to information and transparent decision-making and 

that there is an open space for participation. However, as we heard in the previous 

chapter, the perception of interviewees is that access to information and transparency 

of decision-making has been an issue within the ENDF and within EMOND. As Civ 

Ac 14 told us ‘there is a culture of secrecy in defence’. Space is starting to open for 

participation at the institutional level but the interviewees expressed that this is in its 

infancy, as summarised by Civ Ac 11, “the doors are opening now”. It was mentioned 

by Civ Ac 18 that regular interaction between military and civilian academic life 

improves understanding and perceptions between the two organisational groups and 

helps to reduce suspicion. As the academic and military relationship grows, this could 

arguably lead to more capacity development within ENDF and EMOND at the second 

and third levels of the World Bank (2005) model for building effectives states and 

forging engaged societies.  

Returning to capacity development at the individual level, we can relate the findings 

in chapter 5 to the characteristics of ‘expert knowledge’ and ‘technical autonomy’ 

which are key components of establishing professionalism (Gorman and Sandefur, 

2011). The interview data highlighted that the ENDF pursued an aggressive reform 

agenda which prioritised higher education, the establishment of defence colleges and 

a Masters programme at the EDCSC for its military officers, which was the most 

senior college until the War College was inaugurated in 2019. The findings of the 

research suggest that without support of the civilian universities, the ENDF would 

have struggled to obtain legitimacy to have control over their own body of 

knowledge, i.e. ‘technical autonomy’ (Gorman & Sandefur, 2011). Taking the 

EDCSC as an example, although the United States military was heavily involved in 

supporting the establishment of the Staff College and the initial curriculum, there 

were certain elements of support that could only be provided by national civilian 

academia. As outlined in Castell’s (2001) framework, one of the core roles of national 

universities is the ‘training of the labour force’ whereby universities provide 

education and training to the professions and bureaucracy of society on a large scale. 

National universities, notably, Addis Ababa University and the Civil Service 

University supported both the capacity development of professionals across the armed 

forces but also the capacity needed by the instructors and the administrators within the 
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colleges and defence university to adequately provide professional military education 

for the officer cadre. 

We saw in the findings that national universities also provided significant support to 

the defence university and EDCSC in areas of academic administration, for example, 

in revising the curriculum after support from the US was stopped and supporting the 

‘Ethiopianisation’ of the curriculum. Furthermore, support was given to establishing 

regulations and standards that were in line with national education requirements 

standards and crucially providing the degree award for graduates from the Staff 

College degree programmes. We heard from interviews that civilian universities were 

needed to award the degree programmes at the defence colleges until 2013 when the 

Defence University received its own accreditation from the Higher Education 

Relevance and Quality Agency (HERQA).  

What we have seen from comparing the findings of chapter 5 with the literature is that 

notwithstanding the capacity development support from foreign donors, specifically 

military training teams, the role of national universities has been fundamental to 

building up individual capacity which, in line with table 2, has increased the 

professionalism within the ENDF. This growth in capacity has also come with some 

potential consequences to the relationship, which will be discussed in more detail, 

below. 

6.2.1 Increased Capacity, Increased Independence and a Distancing Relationship 

There was a clear finding from the research that the relationship between higher 

education and the defence colleges changed quite dramatically around 2012 as 

indicated by MO, 15 ‘An order was given that all military personnel should train in 

the military college’. This was around the same time that HERQA provided degree 

awarding powers to the defence university which meant that it could provide the 

accreditation to the EDCSC degree programmes. We also heard about the changes to 

the Staff College curriculum in that a number of the courses taught by academics from 

civilian universities had been reduced or removed. Instead, EMOND had recruited 
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civilian academic instructors to be part of its internal staffing to increase its 

institutional independence. 

‘Command and Staff College directly hired civilian instructors and made 

them part of permanent staff. Defence has now become dependent on its own 

internal capability’ (MO, 9). 

Whilst the recruitment of civilian academics as permanent staff within the Ethiopian 

Ministry of Defence was positive for building internal academic capacity within the 

defence colleges and something argued to improve civil-military relations in the 

literature (Mukherjee, 2018), it has enabled a distancing of civilian academic 

interaction from higher education institutions outside of defence. It could be argued 

that having greater internal capacity reduces the reliance on civilian universities, key 

actors within civil society, who could play a prominent role in influencing the 

professionalism of the armed forces through subjective control mechanisms 

(Williams, 1998). 

According to the interviewees, 2013 was also the time that defence started to show its 

capabilities in research and development to the public through Army Day and also 

when it started to televise the graduation ceremonies from EDCSC. It seems that there 

was a point at which defence felt it needed to take control over its body of knowledge 

and had sufficient capacity to do so. This aligns with the points put forward by 

Gorman and Sandefur (2011) which argues for the importance of society recognising 

a profession’s expertise.  

“If members of a given profession have control over a body of knowledge—

that is, if society recognizes their expertise and accords them the right to 

determine what is correct or true in this area—then no one outside the 

profession can legitimately dictate what those professionals do or how they 

do it” (Gorman and Sandefur, 2011, p.278). 

Given the growing political unrest and significant changes during 2012, it may be that 

educational independence, communicating expertise and exercising technical 

autonomy over a body of knowledge was important for the ENDF. With Prime 

Minister Meles passing away in August 2012, there were inevitable changes to power 

dynamics and the military could have been securing its position in society. The idea 
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that the power to define the nature of problems, to control the potential courses of 

action to resolve them, and to use discretion within the profession to make 

autonomous decisions comes with being recognised as a professional group (Evetts, 

2003), arguably would have been appealing to the ENDF during a time of political 

change. It is also possible that the ENDF was feeling vulnerable to de-

professionalisation which was happening in many other professions in different global 

contexts whereby “professional actors lose the ability to influence and the power to 

define the contents and forms of their own work, and fail to maintain the boundaries 

of their professional domains vis-a`-vis other professionals, the authorities, market 

forces, or others” (Frostenson, 2015, p.20).  

As identified in chapter 5, there was a sense from some decision makers in leadership 

positions within the military that some of the content of the curriculum had become 

‘too civilianised’, suggesting that some individuals within the ENDF felt that 

professional boundaries needed to be asserted. 

‘The main thing is that the military institutions felt that they were self-

sufficient and they closed everything. Take one example, they simply delete 

courses - relevant courses, in particular, in leadership, human resource, 

security - any relevant courses offered by civilian academics’ (EMOND Civ, 

8). 

The changes to the curriculum are not dissimilar to examples found within the 

literature. Scholars argue that there is a danger that the reduction in broader liberal 

education leads to military education becoming more aligned to operational training 

(Johnson-Freese, 2013, Mukherjee, 2018). The findings outlined in the previous 

chapter suggest that the EDCSC was starting to move in this direction. This could 

have two main effects: 1) defence education can drift from education taught within 

wider society and therefore creating knowledge and skills gaps and 2) some of the key 

thinking skills which are developed through a broader higher education programme, 

such as critical thinking skills, could be reduced. Topics such as strategic studies or 

political science for senior leaders need expert academics who are truly immersed in 

these subject areas. The power of the external academics is that they can facilitate 

wider thinking around the most important and strategic defence and security related 
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problems and break away from organisational group think, thereby supporting the 

development of critical thinking skills (Johnson-Freese, 2013).   

To summarise this first section, the national higher education sector has been a 

fundamental part of the professionalisation process. It can be argued that civilian 

higher education has supported the ENDF to acquire legitimacy from society for its 

professional expertise and technical autonomy. A distancing relationship might be in 

response to academics from civilian universities stepping into what the military 

consider to be within their professional jurisdiction, which was arguably heightened at 

a time of political change and perhaps a feeling of increased vulnerability to positions 

of power. The ENDF has employed academics as permanent civil servants of 

EMOND but the question is to what extent this might limit the continuous 

relationship between important civil society actors outside of defence, such as 

academia. Where the military is still reaching out to civilian universities, for example 

with the HDP programme or the peacekeeping training and education programmes, 

these are not courses which directly affect the content of the Staff College curriculum. 

The HDP is teaching methodology training for the instructors within all defence 

colleges, so firmly within the boundary of the education discipline. Likewise, the case 

studies and problems used for the peacekeeping courses are often not Ethiopian issues 

so not directly contributing to national problem solving. There needs to be a balance 

between establishing a relationship which allows for more external civilian academic 

interaction but one which allows the military to retain authority over its professional 

body of knowledge.  

6.3 Strong Academic Partnerships, Civil-Military Relations and National 

Development 

The interview data demonstrated the unstable nature of the relationship between 

academia and the military. Although there appeared to be a good working 

relationship, in 2012 political changes led to unanticipated decision making at senior 

levels of the ENDF and a sudden distancing of the higher education-military 

relationship.   
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The changes in the relationship between academia and the military matter, not just for 

the skills development of the armed forces but also for the role academia can play to 

improving civil-military relations within a developing democracy. In chapter 2, it was 

discussed that Huntington’s idea of ‘objective control’, meaning a physical and 

ideological separation of the military from political decision-making, was not 

appropriate for the Ethiopian context given the historical nature of the political ties 

which the ENDF had with the government since it came to power in 1991. The 

alternative, more appropriate models within the CMR literature were those which 

acknowledged the role key actors in civil society could play a role in determining 

‘subjective control’ mechanisms which provide another way of contributing towards 

stable civil-military relations (Janowitz, 1960; Finer, 1962; Schiff, 1996; Williams, 

1998). The difference between the two forms of control is that objective control relies 

on formal institutional, constitutional, legalistic mechanisms, whereas subjective 

control mechanisms rely on “relationships and partnerships entered into between the 

leadership of the armed forces and the leadership of the political and civil elite” 

(Williams, 1998, p.25).  

As outlined in section 6.2 above, the findings of this research have revealed the 

crucial role that higher education has played in supporting the ENDF with its 

educational development. Despite decades of historical tensions between universities 

and the military in Ethiopia, working relationships on a personal level are generally 

positive and both the military and academia enjoy working together. From the 

military there is respect for academic expertise, both in terms of subject knowledge 

and teaching methodology and from academics there is an appreciation for the 

discipline and keenness to learn as well as respect for the ‘lived experience’ of 

military officers and soldiers. Through working closely together in the initial stages of 

the reform process, military personnel and civilian academics started to increase their 

understanding of each other’s cultures, which was important for building collaborative 

relationships. 

‘I think it is improving as we see military coming into regular civilian, full- 

time classes, so that would eventually contribute to mutual understanding 

and good perception’ (Civ Ac, 18). 
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As Civ Ac 18 suggested above, there is a sense that mixing civilian and military 

groups in an educational setting is helping to promote a better understanding of each 

other’s profession and that through this interaction, this can build trust. 

Williams (1998) argues that forming ‘powerful partnerships’ is less about formal 

institutional arrangements and more about developing trust between different parties. 

As we saw in section 6.2, it could be argued that trust seemed to breakdown around 

2012 when there were political changes and when the military felt that civilian 

academics were encroaching within their jurisdiction of expertise. This supports the 

point that is made in the literature (Johnson & Metz, 1995; Williams 1998; Schiff, 

1996) which suggests that disruption in civil-military relations happens when there is 

a breakdown in trust. 

“Civil-military relations tend to be placid when both sides understand and 

accept the distribution of responsibility for specific issues and functions” 

(Johnson & Metz, 1995, p.5). 

Although trust is clearly important for building strong partnerships, we have also seen 

particular challenges of building trust between the civilian academic community and 

the military in Ethiopia. One such challenge has been the limitation on the levels of 

academic freedom under the EPRDF until Prime Minister Abiy came to power in 

2018. For strong partnerships to develop, civilians need to be able to freely debate and 

critique public policy, including defence-related issues, however, the findings of this 

research suggest that this has been limited in Ethiopia from 2012 until 2018.  

To facilitate building trust, research participants suggest that higher level strategic 

agreements between the Ministry of Defence and the Ministry of Education would 

encourage closer cooperation, and longer-term agreements would provide protection 

against arbitrary decisions being made within key institutions to limit the interaction 

for political or personal reasons. The research participants mentioned the ad hoc 

nature of the agreements which were often based on personal connections, rather than 

strategic goals. This is an area which international donors could support and facilitate 

in the initial stages of security sector reform interventions. Having long term strong 
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partnerships in place would provide a framework for HE/military cooperation to 

continue despite politics or personalities.  

The findings also revealed the power dynamics of the relationship between the ENDF 

and the civilian academics. Participants across all three of the research groups 

indicated that ‘The military drive any initiative for cooperation between defence and 

civilian academia’ (MO, 26). Not only was the relationship guided by the needs of 

defence but participants also mentioned their perceptions of the difference between 

defence educational resources and facilities those found within civilian institutions. 

As discussed in chapters 2 and 3, civilian higher education was significantly stretched 

in terms of financial, physical and human resources due to many years of neglect by 

the international donor community. Studies are starting to emerge to support increased 

investment in higher education as its role on national development is receiving more 

attention. However, the literature which considers the role higher education plays to 

supporting civil-military relations remains scarce and even more so within the African 

context. 

A clear outcome of this research is that there is a keen desire from all parties to have a 

closer working relationship between defence and academia. Participants view this as 

important for improving civil-military relations and for increasing understanding 

about each other. All three groups, military officers, civil servants working in 

EMOND and academics working in civilian higher education believe they have a 

common interest to contribute to national development and are hopeful to find some 

way in which they can work together across the academic/defence sector towards this 

goal. 

One area they expressed as a vehicle for future cooperation is through collaborative 

research. This was a strong theme which emerged in the findings and as such will be 

discussed as a separate theme below. 
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6.4 Strong HE Research Capacity, Civil-Military Relations and National 

Development 

As outlined above the data clearly shows a desire for increased cooperation and 

partnership between academics from civilian universities and the military. 

Overwhelmingly, the research participants suggested that this could be achieved 

through increased joint research initiatives. However, there are two barriers to this: 1) 

the lack of investment in the research capacity of universities, as outlined in chapters 

2 and 3 and 2) the balance of power tipped in favour of the military in this area, as 

already alluded to in the sections above. 

The results of this research support the literature which argues that universities in 

Africa have suffered from a lack of investment in facilities and resources which 

contribute to research capacity, thereby hampering their ability to carry out their role 

of supporting national development (Task Force on Higher Education, 2000; Castells, 

2009; Altbach, 2009; Tierny, 2011; Milton & Baraket, 2016; Molla, 2014; Molla, 

2019). Despite a lack of financial and human capacity, the interview data suggests that 

universities are still regarded as the centre of expertise for research activities. This 

perception provides an opportunity for developing more cooperative relationships 

between defence and academia.  

Where defence research collaboration currently occurs within Ethiopia, the data 

suggests that civilian academics are asked to work within research institutions within 

defence. Whilst positive, this retains expertise within a defence institution and does 

not allow for a more open research environment. Although Castells (2009) argues that 

research capacity does not have to sit within a university and could equally sit within 

a research institute, a government facility or the private sector, it could be argued that 

internalising research within defence could reinforce the power dynamics and lack of 

parity across the two sectors. This could also prevent the development of a wider 

academic interest in defence-related topics within civilian academia. Drawing on 

Evetts (2003) is useful to this discussion as she suggested that instead of analysing the 

military profession against the category of ‘reward, status and income’, power 
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resources could be more relevant as they may be disproportionate to other 

professional groups, which in turn can reinforce their prevailing position in society. 

Aside from a lack of investment, another barrier to more effective collaborative 

research across defence and academia is access to data. The interview data suggests 

that there is not a culture in Ethiopia for civilian academics to research defence topics. 

The perception amongst some of the military officers and EMOND civilians is that 

this is due to lack of interest, however, the stronger finding, particularly amongst the 

civilian academic group, is that Ethiopia does not have the environment in which 

defence data is accessible to civilian academics. As already discussed, academic 

freedom to critique government policies, which would include defence and security, 

has been limited until very recently. It will take time for trust to develop between the 

two communities and for mechanisms to be established for sharing of data. 

Interviewees suggested that enabling joint research activities, such as in areas of civil-

military relations, peacekeeping or new security threats such as cybersecurity or 

trafficking can pave the way for setting up collaborative projects. Not only will this 

provide a platform to increase understanding about each other’s groups and 

professional interests but it will also build trust. Furthermore, academics will be able 

to use research to contextualise theory in the classroom and provide academic case 

studies relevant to the military audience.  This also links into Castell’s point that one 

of a university’s functions, in fact its primary function, is to produce scientific 

knowledge, but with ‘applications into society’ (Castells, 2001). The scientific 

knowledge produced from these universities has to be important for the country. This 

would also address the critical review of the Ethiopian higher education sector, as 

outlined in the Ministry of Education’s 2018 road map, which emphasises the need for 

academic research to have greater relevance to society for the benefit of national 

development.  
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6.5 Summary 

The literature discusses the importance of universities for LICs and also the role they 

play in legitimising the professionalisation of groups. When it comes to playing this 

role in the professionalisation of the military, there needs to be more research about 

the early stages of engagement and what can be done to make the relationship more 

durable to improve civil-military relations. The international donor community may 

have a role to play here. 

We have seen from the results of this research that there was a perception amongst the 

research participants that defence became more distant as it started to professionalise, 

however, by becoming more isolated and reverting the curriculum to one which 

focuses mainly on military operational issues, could potentially weaken the 

foundations of its professionalism.  

The results from the Ethiopian interviews have shown us that even in a context where 

significant political tension exists between the two groups, the relationship ‘at the coal 

face’ was positive and there is a keenness on both sides for increased cooperation. 

However, to improve the duration of a fragile relationship like this, it needs to have 

long-term strategic agreements established early on so that the relationship is 

protected against personality driven decisions or political changes.  

Universities need more investment in research to help address the power 

differentiation between the two sectors. Prioritising research capacity within 

universities, rather than within defence institutions will allow for greater accessibility 

of these research outputs nationally and internationally, therefore becoming a public 

good. A more even distribution of teaching & research resources across the two 

sectors would limit inequalities and help balance the power of professional groups. 

The military needed the higher education sector for academic administration and 

initial capacity development at the individual level but now, there needs to be a reason 

to continue this cooperation and good quality scientific research could be that reason.  
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CHAPTER 7: CONCLUSION 

 

7.1 Introduction 

The aim of this chapter is to synthesise and reflect critically on the research carried 

out and presented in the previous 6 chapters before offering recommendations for 

policy, practice, and further research. The final part of this chapter will provide some 

personal reflections about my research journey. 

 

7.2 Aims and Rationale of the Study  

Higher education has an important role to play in supporting capacity development 

within both public and private organisations, especially in low-income countries 

where knowledge and skills are needed to contribute to the national development 

effort. However, limited capacity can also be a problem within the education sector in 

LICs and conflict-affected countries. This has particularly been the case for higher 

education which has been largely neglected by the international donor community 

over a number of decades, with financial investment being directed at primary 

education in support of the Millennium Development Goals (MDGs). As a result, 

human, financial and physical resources have been insufficient for universities to 

realise their expected roles to their full potential.  

This has certainly been the case in Ethiopia. In the early 2000s, with higher education 

still in its infancy, Ethiopia embarked on a multi-sector capacity development 

initiative at the same time as mass expansion of higher education was starting to take 

hold. The focus of the university was primarily the teaching and training of a skilled 

labour force whilst other functions such as developing national scientific research 

capacity were left wanting. 
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The defence sector was also embarking on a professionalisation programme during 

this time, having emerged from conflict with Eritrea in 2000. Defence forces 

undergoing significant transformation often lack the capacity needed to effectively 

create and transmit this knowledge and to build up a critical aspect of 

professionalisation which is authority over a body of knowledge. A function of 

civilian universities is to develop capacity within both public and private 

organisations including defence. However, for countries with unstable civil-military 

relations, forging relationships between the military and the academic communities 

can be challenging.  

The aim of this study was to explore the role of higher education in the 

professionalisation of the Ethiopian National Defence Force at the beginning of the 

21st century. Drawing on perceptions from military officers, defence civil servants and 

academics from national civilian universities, the aim of the research was to increase 

understanding about the nature of the relationship between the different professional 

groups and how this has evolved over the past 20 years. 

This research set out to contribute to the literature on military professionalisation 

specific to the Ethiopian context and more importantly to show higher education as a 

key actor for developing effective civil-military relations. As the military 

professionalisation literature is dominated by western experiences, an objective of this 

research was to provide insights from an African nation that has undergone significant 

political, economic and social transformation over the past 25 years to add to the non-

western experiences. 

 

7.3 Research Design  

The data for this research was collected through 28 in-depth interviews with 

representation from across both defence and the higher education sectors. The 

participants fell into three groups: 1) Civilian academics from national civilian 

universities who had experience working with the ENDF, 2) EMOND civilians 
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working within defence education institutions, and 3) Military officers from within 

EMOND who had experience of working with or being taught by civilian academics. 

Following interpretive qualitative analysis, four conceptual frameworks were used as 

analytical tools to further interpret the findings of the study as outlined in figure 3. 

The findings were organised into three analytical themes which were mapped to each 

of the research questions set out in chapter 1.  

 

7.4 Contribution of the Study  

There are a growing number of studies that look at how higher education supports 

capacity development in conflict-affected and LICs, such as those outlined in chapter 

1, and some more recent additions (Milton, 2020; Chankseliani, Qoraboyev & 

Gimranova, 2020), however, I have not yet encountered any studies that look 

specifically at the role of national higher education in the professionalisation of the 

Ethiopian National Defence Force.  

The scant literature (Van Veen, 2016; Berhe, 2017; Gebregziabher, 2019) which has 

been published about contemporary Ethiopian civil-military relations focuses more on 

the political nature of the ENDF and the requirement for more ‘civilian oversight’ 

mechanisms to be in place at the institutional level. There are some recent 

publications (Day, Khisa and Reno, 2020; Khisha & Day, 2020) which continue the 

work of Williams (1998) looking at a new approach to African civil-military relations 

and a combination of ‘objective’ and ‘subjective’ control mechanisms but they do not 

look specifically at higher education as a potential influential actor in that regard. 

The contribution of this research has demonstrated that local universities are in a 

prime position to develop and to improve democratic civil-military relations due to 

their ability to help militaries professionalise by establishing authority over their 

domain of knowledge. But to do this, two things are needed: 1) strategic long-term 
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agreements between institutions, 2) increased investment in university’s research 

functions to support them to be experts in that field. 

To date the higher education development literature has focused on universities in 

Africa being important to economic development but little has been written about the 

outcomes of investing in universities to improve civil-military relations. Defence is 

often excluded from public sector analysis due to limitations for the international 

donor community to fund activities related to foreign militaries. However, through 

subjective control mechanisms and powerful relationships, this can contribute towards 

the idea of a more engaged society and a more effective state. The findings of this 

study suggest that encouraging militaries to look to the university sector for its 

leadership in academic practice, teaching and research, will help with those 

relationships. What is clear in the Ethiopian case is that despite a more recent focus on 

trying to understand the role of higher education in conflict-affected and LICs, HE 

remains a ‘neglected pillar’ of the wider education sector (Milton, 2013) and this can 

impact the power and resource dynamics between military and civilian HE 

communities.   

Whilst there are elements of this study which add to the military professionalisation 

and civil-military relations literature, the overall contribution of this thesis best fits 

within studies of higher education and international development (Oketch, McCowan 

& Schendel, 2014; Howell, Unterhalter & Oketch 2020). This thesis has provided 

evidence of the importance of higher education to support the strengthening of human 

and institutional capacity of defence education institutions, therefore contributing to 

the literature which concentrates on the extent to which the outcomes of higher 

education contribute to strengthening public institutions (Oketch, McCowan & 

Schendel, 2014; Unterhalter & Howell, 2020; Howell, Unterhalter & Oketch, 2020; 

World Bank, 2005). The findings of this research argue that stronger national 

universities with more resources, backed up by long-term, institutional agreements 

would be better placed to support human and institutional capacity development for a 

defence sector undertaking reform. This adds to the existing research by contributing 

findings specifically in relation to the defence sector, a sector which is often excluded 

from broader capacity development research of public sector institutions. This 
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research also suggests that a further outcome of HE-military agreements would be the 

strengthening of civil-military relations, therefore contributing to the literature that 

argues that higher education also leads to a strong and engaged civil society (Howell, 

Unterhalter & Oketch, 2020; Novelli et al. 2014; Milton & Barakat, 2016).   

 

7.5 Implications of the Study and Recommendations 

The implications of this study are important for the defence and higher education 

sectors in Ethiopia to understand established but changing perceptions of the 

HE/military relationship, but also for other countries of a similar context to Ethiopia. 

Furthermore, these implications are also relevant to the donor community both at a 

national and international level. The recommendations below are specific to Ethiopia 

but they could be considered for wider transferability to other similar contexts. 

7.5.1 Recommendations for EMOND and the MoSHE 

As defence institutions are starting to accept more research being carried out by 

civilian academics on defence related issues, a trusting relationship needs to be 

developed. The following recommendations will support this: 

1. To mitigate against arbitrary decision-making, develop strategic agreements at 

the ministerial level for teaching and research initiatives specifically to support 

the senior level officer education at the EDCSC and the War College. This 

would encourage longer-term (10+ years) partnership agreements to evolve on 

a more secure foundation.  

 

2. Establish a journal at one of the higher academic institutions within defence 

(EDCSC or the War College) to debate defence-related topics.  

• Form a national joint military-civilian (civil servants and external 

academics) editorial board to oversee the journal. 
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• Publish the Defence Studies journal through Ethiopian Journals 

Online (EJOL), a platform hosted by the Ministry of Science and 

Higher Education. 

• Invite external academics from a number of different universities 

from around the country to contribute as reviewers, advisors, editors 

and authors. 

This would allow defence to own the administration of the journal whilst still 

collaborating jointly with academia. This would communicate the defence sector’s 

intention to carry out serious, reputable, and independent academic research which 

can reach interested parties on a national, regional and international level. 

 

3. Form a senior cross-sector research group to develop training and education in 

research methodology across defence colleges and universities interested in 

defence studies. This would help to address the applicability of research 

‘theory’ to the defence context. It would also help to encourage more civilian 

academics to research defence topics and would foster cross-sector 

partnerships. 

 

4. Develop a list of defence-related topics, such as cybersecurity, cross-border 

issues, peacekeeping or civil-military relations whereby both sectors agree to 

carry out joint research activities, outlining mechanisms for sharing data for 

research purposes. This recommendation would allow for cooperation in 

topics which both parties are interested in and happy to share data. By 

agreeing data sharing mechanisms in advance might avoid perceptions of 

defence being closed to academic research interests.  

 

5. To generate more interest in defence studies, establish relevant short-courses 

in defence-related topics for civilians and military students to attend. Establish 

the courses within civilian universities where teaching teams consist of 

military and civilian professionals, as is the case with the peacekeeping 

training centre. By having joint teaching teams, this will project cooperation 

between the two sectors and perhaps widen the appeal to both civilian and 
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military students. By having civilian and military students in the classroom 

together, this can break down perceptions about each other. Making defence 

studies more available to civilians will slowly encourage academic expertise in 

this field.  

 

6. Reinstate external academics from civilian universities on the teaching faculty 

of Staff College for appropriate subject areas, even if in partnership with 

military instructors. This would encourage continued collaboration and 

alignment with civilian academic courses. Encouraging a broader, more open 

debate on topics important to the military through the engagement of subject 

matter experts who are external to the armed forces will broaden the range of 

case studies and thinking skills the military students are exposed to. It will also 

keep the students up to date with the latest developments in the field.    

 

7.5.2 Recommendations for International Donors 

 

1. The current literature reveals that it is common for international military 

training teams to refer to ‘western’ models in their support for helping 

conflict-affected and LICs with their defence reform. A recommendation is for 

international advisors to have more awareness of potential ‘subjective control’ 

mechanisms relevant to the particular context. An awareness of national actors 

who could play a role in influencing the military through powerful 

relationships is important at the inception phase of an intervention as it can 

help form and facilitate military-HE relations. 

 

2. Encouraging strategic and strong relationships between defence and local 

universities at the earliest of stages can help support with building those 

powerful relationships.   

 

3. The findings have shown that defence has greater access to teaching and 

research facilities. International investment in defence-related research centres 

within universities will encourage research and teaching to also take place in 
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civil society. The Institute for Peace and Security Studies (IPSS) at the Addis 

Ababa University is a good example of a centre of excellence which has 

established a reputation for expertise in peace studies. A similar initiative 

focusing on defence research is recommended to build up a similar level of 

expertise in defence studies within civilian universities. 

 

7.5.3 Recommendations for Further Research 

 

1. Continue the pursuit of an ‘African’ model for military professionalisation 

with a more detailed look at the Ethiopian case. Ethiopia provides an excellent 

example for demonstrating the challenges of Huntington’s ‘objective control’ 

theory based on the ENDF’s historical links to political decision-makers. 

Exploring the possible ‘subjective’ control mechanisms in Ethiopian society 

would contribute to Williams’ (1998) theory of a more nuanced approach to 

civil-military relations and military professionalisation in Africa. 

 

2. Further research into the extent to which actors within higher education can 

exert a form of ‘subjective control’ would deepen understanding of how higher 

education/universities can support the development of stable civil-military 

relations. 

 

3. Research into the effectiveness of higher education in LIC contexts often 

excludes defence from analysis of its contribution to public sector reform. 

Further research from ‘higher education and development studies’ scholars 

into the role of HE in military professionalisation, or wider defence reform 

would support the body of literature which argues that higher education 

contributes to improving levels of democracy, societal engagement and state 

effectiveness. 

 

4. Current ‘good practice’ in civil-military relations policy and practice 

advocates increasing the number of civil servants within defence. Ethiopia has 
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made strides in following this approach, both within defence education 

institutions and across the wider sector. However, it would be interesting to 

consider the potential impact of increasing the levels of permanent internal 

civilian capacity on longer-term military relations with external civilian 

groups, such as academics from national universities.  

 

7.6 Reflections on the Research Journey  

This research journey has been more complex than I imagined it would be, but I have 

also learnt much more than I initially anticipated, in ways and in areas which were 

unexpected. This section will draw out the main areas which have challenged me but 

also where I have learnt a great deal from experiencing those challenges. I will firstly 

consider the complexity of bringing together three distinct bodies of literature to 

frame my research problem. I will then discuss the importance of understanding the 

context of a research site, particularly when researching overseas. Next, I reflect on 

the challenges of carrying out research where access to information is mainly obtained 

face to face and the intensity that this brings to the fieldwork. The last point of 

reflection is the experience of feeling responsible for data and research participants 

and how this brought the theory of research ethics to life.   

The literature 

Firstly, a challenge I didn’t fully appreciate was the complexity of bringing together 

different bodies of literature which are not natural bedfellows. It became apparent 

quite early on that I could not address the concept of professionalisation of the 

military without bringing in some long-established ‘western’ models. I was aware of 

the criticism surrounding their incompatibility with African contexts; however, I was 

also aware that even with the most recent literature they are still used as a point of 

departure. To fully explore the concept of military professionalism and its link to 

expert knowledge, Huntington’s framework seemed central to the conceptual framing 

of this study. It was in the later stages of writing up my thesis that I came across 

Libel’s framework of security expertise which, whilst a promising departure from 
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Huntington’s framework, is still based on European case studies and focuses more of 

knowledge production rather than the broader concept of military professionalisation. 

Using military professionalisation literature in combination with the higher education 

and development body of literature was challenging due to the disparate nature of the 

disciplines. The focus of military professionalisation literature is the extent to which 

the military is controlled within a given society, how and by whom. However, this 

was not the main concern of my study. I was interested in one element of the military 

professionalisation process which was the role of education. 

A further challenge was presented by the higher education literature. There is very 

little written about defence and higher education in conflicted-affected or LICs and 

where it is, it is not written about from the perspective of defence education and 

professionalisation. This research has shown that military officers and civilian 

academics from national universities have had positive experiences working together 

and want this relationship to continue. This viewpoint is not often expressed in the 

development literature as more is often written about the tension between the two 

groups. The multiple layers of narrative which can be seen from different angles can 

present a challenge when trying to interpret and transmit the ‘story’ of one research 

project.      

I purposefully wanted this study to be about the national higher education providers 

and not about international provision. Upon reflection I feel like there could be an 

untold story of the role of international HE on Ethiopia’s military professionalisation, 

however, I still feel that the right decision was made not to include this line of inquiry 

within my data collection. I am aware that many of the Ethiopian military officers and 

EMOND civil servants I interviewed will have studied or worked with international 

higher education providers, indeed, I was one of them, however, I was keen to keep 

the focus on national provision to have a clearer sense of the dynamics of the national 

relationship. 
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Understanding the context 

A further challenge which I had to manage throughout the thesis process but 

specifically from the point of data collection was the extent to which politics 

permeated the research topic. Although this has come out in some parts of the 

findings and discussion, I purposefully chose not to frame my questions around the 

political nature of the relationship between defence, higher education and wider 

society. I was aware of the sensitivities involved in party politics in Ethiopia but I did 

not know enough to carry out research in this area without potentially causing 

unintended consequences or offence. My aim was to improve understanding about a 

relatively closed, under researched topic, without pushing the boundaries too far. 

Linked to the section above is the challenge of carrying out research in a different 

culture, in a different country. I had anticipated that this would be a challenge from 

the beginning of the research and although I felt that I had a good understanding of 

the Ethiopian culture and history having worked there for 8 years, this research 

journey has shown me the limit of my cultural knowledge. Ethiopia has an extremely 

rich and deep history and cultural composition, some of which is documented and 

much of which is not and as such it made me realise how challenging it would have 

been to carry out this research not having had the previous in-country exposure I was 

fortunate enough to experience. A further limitation in this regard is that I do not 

speak Amharic which limited my ability to gain a deeper understanding of the subject 

matter. As a speaker of foreign languages, I understand the insight language gives you 

to understanding a culture or a way of thinking and by not speaking Amharic I felt 

this limited me to a certain extent on my research journey. 

Accessibility of information 

My visits to Ethiopia were limited in time and although I tried to prepare meetings 

and permissions ahead of time, I soon realised that to get any traction, I had to wait 

until I was in the country. Upon reflection, without my personal contacts, I think I 

would have found it very difficult to get the necessary permission and meetings for 

this research. I am hugely grateful to my Ethiopian friends and colleagues who helped 

me navigate local protocols and modus operandi. Another very simple, practical 
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lesson was the importance of owning a local phone. Everything was arranged by text 

message or local phone calls and very little by email or letter. Upon reflection, I 

should have allowed myself an extra week to set up the administrative procedures. It 

made me realise the importance of local networks to obtain access to information. 

Although I had requested relevant documents throughout my fieldwork, my research 

drew on very few defence-related official and non-official documents. There are 

limited records of training and education activities and policy papers are just starting 

to be developed in this area. This confirmed that face-to-face in-depth interviews was 

the correct choice of data collection methods for this study. 

 

Importance of ethics 

When I embarked on this research, I was concerned that having worked with a 

number of Ethiopian military officers that I would find my position as a Doctoral 

researcher challenging. Furthermore, being employed by a UK university which 

works frequently with a number of other national defence ministries, I was also 

conscious that my assumptions about the topic under investigation would interfere 

with my research. Upon reflection, having thought about these issues from the outset 

and having built in mitigating processes throughout the research design as outlined in 

chapter 4, this allowed me to keep as true to the data as I could.  

Perhaps the most surprising element to me throughout this research journey was the 

extent to which my feelings of responsibility increased throughout the process. I 

understood the ethical considerations such as confidentiality, anonymity and data 

accuracy before I went to the field but as soon as I started interacting with research 

participants, I felt an enormous sense of responsibility for protecting the information 

they had given me. I had this same sense of responsibility when carrying out the data 

analysis and writing up the findings. This feeling of responsibility has made me 

reflect deeply on the trustworthiness of my work. 
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Final thoughts 

From this research I have learnt a great deal about the challenges and opportunities of 

higher education and military relations in Ethiopia. The positive experiences which 

were shared from all participant groups are encouraging for what could be a 

flourishing and cooperative relationship on important issues related to defence and 

security. These insights are significant for me, or for anyone else working across the 

two sectors in Ethiopia as it has changed my understanding of the perceptions each 

group hold towards each other. What has been clear is that at the individual level, 

there is a great keenness to work together and a notable respect of each other’s 

professional work. The findings of this research therefore provoke a sense of 

excitement about opportunities for small-scale initiatives to rebuild some of the HE-

military interaction but in a more long-term and balanced way.  

As someone who works frequently across the military-HE sectors, this research has 

helped me to understand the critical role that higher education plays in legitimising 

the social standing of the military profession. Appreciating how fragile this 

relationship is to a perceived or real encroachment on the military’s authority over its 

domain of knowledge is particularly important in countries which do not have stable 

civil-military relations. When working with foreign military organisations, I now have 

a much deeper appreciation of the importance of understanding societal tensions and 

the extent to which these are reflected within both the military and academia. Having 

this understanding will be critical for the development of successful educational 

initiatives within and/or across both the HE and military sectors.  

My final observation is that the military is inherently complex as an organisation and 

remains one of the few professions that maintains relative independence over its 

education across all societies. As new security challenges emerge, such as digital 

warfare, it will be interesting to see how the civilian and military spheres interact 

across their jurisdictions to meet the need for a very specific set of skills and 

knowledge in this area, and ultimately, where the authority over expertise will lie.  
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APPENDICES 

Appendix 1: Request for Access Letter  

 

REDACTED 

Letter removed as it contains personal information 
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Appendix 2: Interview Guide 

Military Officers and EMOND Civilians 

• Can you tell me a little bit about your military/EMOND career? 

• Can you tell me about your military education experience and specifically the 

civilian component? (Mos only) 

• Can you explain how EMOND interacts with the civilian academic 

community, either universities or individual academics? 

 

o What formal relationships exist between national civilian universities 

and EMOND? 

o What civilian higher education qualifications are offered to EMOND 

personnel as part of their career development? 

o Within the Defence Colleges (i.e. the Defence Command and Staff 

College), how are civilian academics involved in the academic 

programmes? 

 

• Could you give an example (or many) of where the civilian and military 

academic partnership works particularly well? 

• Could you give an example (or many) where the civilian and military 

partnership could work better? 

• Do you think national civilian higher education institutions/academics have 

supported Ethiopia’s defence transformation process? In what way? 

• Do you envisage this relationship changing over the next 10 years? 

• Do you think the military would benefit from closer interaction with the 

civilian academic community? If so, why/how? 

Additional Questions for Military Officers 

Was your civilian education experience different from your military education 

experience? 

• What specific skills and knowledge did you gain through your civilian 

education that you did not gain through your military education? 

• Do you think there are some subjects that are better taught by military 

educationalists? 

• Do you think there are some subjects that are better taught by civilian 

educationalists? 

• Do you think it is better to study for your university qualification only with 

other military students or with a mixture between civilian and military 

students? 
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Civilian Faculty Interviews 

• Tell me a little bit about your career as an academic. 

• Could you describe your professional interaction as an academic with the 

military community? 

• Can you explain how the civilian academic community, either universities or 

individual academics, interact with EMOND? 

 

o What formal relationships exist between national civilian universities 

and EMOND? 

o What civilian higher education qualifications are offered to EMOND 

personnel as part of their career development? 

o Within the Defence Colleges (i.e. the Defence Command and Staff 

College), how are civilian academics involved in the academic 

programmes? 

• In what way does your academic work with the military differ from your 

civilian academic work? (teaching, research, curriculum development, student 

support, administration etc.) 

• Could you give an example (or many) of where the civilian and military 

academic partnership works particularly well? 

• Could you give an example (or many) where the civilian and military 

partnership could work better? 

• Do you think national civilian higher education institutions/academics have 

supported Ethiopia’s defence transformation process? In what way? 

• Do you envisage this relationship changing over the next 10 years? 

• Do you think the military would benefit from closer interaction with the 

civilian academic community? If so, why/how? 
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Appendix 3: Research Participant Information Sheet – 1:1 interviews 

 

Research Project Title: The role of national civilian higher education in defence 

transformation in Ethiopia. 

 

Researcher: Miss Paula Macphee, Doctoral candidate, Bristol University 

 

Purpose of the research project: This research is being carried out by Miss Paula 

Macphee. It forms part of the requirements for the completion of her Doctorate in 

Education from the University of Bristol. Although Paula Macphee is an employee of 

Cranfield University, this research is separate from the work carried out by Cranfield 

University in Ethiopia. The primary publication of this research will be the 

researcher’s Doctoral thesis, however, it may also be used in journal articles published 

by the researcher. 

 

Aim of the research project: The aim of this research project is to investigate how 

higher education is perceived to support the professional development of the 

Ethiopian Defence Force. Personal perceptions will be gained from officials within 

the Ethiopian Ministry of Defence (civilian and military) and academics working in 

national civilian higher education institutions. 

 

What the research participant can expect? Research participants will be invited to 

participate in an interview with the researcher which will last between 1-2 hours. The 

researcher will either record the interview with a dictaphone or take notes to aid 

transcript.  

 

Confidentiality/anonymity: At no stage during the research process will the identity 

of the research participant be disclosed to another party. Data that might potentially 

identify the research participant will not be used in any published material. 

 

Contact details of the researcher: As a research participant, you can contact the 

researcher at any point during or after the research phase to ask questions. Contact 

details are as follows: email:___ REDACTED ____  tel:_____ REDACTED _____       

 

Complaints: Should you wish to make a complaint about the researcher or the 

research process, please contact the researcher’s supervisor: REDACTED__________ 

 

 

 

 

 

mailto:pm13462@bristol.ac.uk
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Appendix 4: Research Participant Consent Form 

Research Project Title: The role of national civilian higher education in defence 

transformation in Ethiopia. 

Researcher: Miss Paula Macphee, Doctoral candidate, Bristol University 

1. I have been informed of and I understand the purpose of the study.  

2. I have been given the opportunity to ask questions before consent and I will 

have the opportunity to ask questions throughout the data collection phase. I 

also understand that I will have the chance to comment on the summary of the 

themes which the researcher will draw from the data collection. 

3. I understand that I can withdraw at any time from the research.  

4. I know who I need to contact should I have a complaint about the researcher or 

the research process. 

5. I understand that any data that might potentially identify me will not be used 

in published material. 

6. I understand that the data collected by the researcher will be kept in 

accordance with the UK’s data protection act. 

7. I agree to participate in the study. 

 

Name: 

Signature: 

Date: 

 


