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Dear fellow students,

What you have in your hand is the reader for the Student Göteborg Convention. The
texts you find in here have been compiled by the Workshop chairs together with their
“helpers”, i.e. members of the ESIB Executive Committee or Committee on Prague 2001.
The texts are only distributed to the participants of the convention and do not necessarily
state the views of ESIB on the different topics but serve as an introduction and thought
provoker for the coming Workshop sessions of the convention.

We hope that you will digest the information contained in this reader in a leisurely way
but with a clear focus and that you will have questions prepared in your heads when you
come to the convention. The results of the workshops will be compiled into the Student
Göteborg Declaration, which will be presented to a panel of high-ranking officials on the
last day of the convention who will then give feedback. The Student Göteborg Declaration
will then be sent out to all the signatory countries participating in the Bologna process
before their meeting in Prague.

As you know, this will be a historical event and we depend completely on the input from
you to make it so. It is our hope that you will be as well prepared as possible when you
arrive at the convention. Reading this document will get you a long way towards that goal.

Sincerely yours,

Jacob Henricson,
International Officer SFS

The Swedish National Union of Students

Wollmar Yxkullsgatan 16

SE-118 50 STOCKHOLM

SWEDEN

Tel. +46-8-54 57 01 00

Fax +46-8-54 57 01 10

URL: www.sfs.se

E-mail: sfs@sfs.se
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Overview of workshops

Workshop 1 - Accreditation and quality assurance

(co-operating European level)
Chaired by Marieke Rietbergen (member of the EC 1998-1999)
Helper: Frid Tabarki and Ante Martic

Quality assurance and accreditation have three major goals: improving the quality of
education, facilitating pre-recognition of degrees as well as periods of studies and thereby
improving mobility of graduates and students. ESIBs policy paper ‘Quality assurance and
accreditation, ensuring quality and improving mobility’ clearly defines what quality
assurance and accreditation are.

This workshop searches for the answer to how quality assurance and accreditation should
work in practice. Criteria for accreditation and quality assurance need to be defined by
looking at existing systems and adding new ones. The role of student and of the other
stakeholders in both processes has to be clarified and also the way that accreditation and
quality assurance are linked to each other. The ‘who is going to do it?’ question will be
tackled as well as the implications for the European framework.

It is clear that there must be co-operation, with commonly agreed standards, procedures
and guidelines for quality assurance but what is the best model of co-operation and can we
agree on standards, procedures, guidelines?

Workshop 2 - Transnational Education
Chaired by Kristina Lutz (SFS Board)
Helper: Stefan Bienefeld

The occurrence of transnational education is becoming more frequent in an increasingly
globalised world. Nevertheless the awareness about this issue is still very low. The discus-
sion is taking place in expert circles without much public attention. This workshop is
aimed at raising awareness about the issue and discussing its relevance with special regards
to the implications for European Higher Education.

A lot of implications have already been foreseen and raise a number of questions which
need to be answered in the future such as the question about the recognition of degrees
offered by non-national providers. Defining who has the responsibility for transnational
education is not an easy issue, especially if it comes to quality assurance for and accredita-
tion of transnational education programmes. Possible positive impacts, as well as threats
need to be identified. This workshop will try to identify the positive and negative aspects
of transnational education from the student perspective. It will suggest how to benefit
from positive aspects and how to avoid the negative ones.
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Workshop 3 - Social implications of the European
Higher Education Area
Uros Vajgl (Member of EC 1999)

Helper: Marlous Velt

Over the last years ESIB has clearly underlined the importance of free and equal access to
higher education for all and highlighted the support students should receive while study-
ing.  For ESIB these two topics remain important objectives in the Bologna Process. There-
fore this workshop will examine the influence of the Bologna process on study finance
(grants and/or loans) and student welfare systems (subsidised housing, food, etc.).

This workshop will also consider ‘mobile’ students. It will try to find common grounds to
give these students the autonomy they need. Furthermore it will focus on the possible
social implications for the study finance system, the student welfare system and the stu-
dents social life that the extension of the length of studies and the introduction of shorter
first degrees can bring about.

Workshop 4 - Obstacles to mobility
Chaired by Paulo Fuentes (SOCRATES promoter)

Helper: Renata Kralickowa

One of the main tools for the creation of the European Higher Education Area is student
mobility. The optimal situation in this regard would be when every higher education
student would have the opportunity to spend at least one semester in another European
country. In order to reach this goal the existing obstacles to mobility should be overcome.
Some problems are related to the lack of recognition of studies, while others are connected
to the weak attractiveness of certain higher education institutions offering education only
in foreign languages.

There are certain difficulties shared by the students from non - EU countries when they go
and study at higher education institutions situated in the European Union. The situation
differs also for students participating in different mobility programs and for ‘free movers’.
Another problem is the non- existence of relevant, easy accessible information that would
help to increase the mobility to the needed level. The aim of the workshop is to identify
the key obstacles to mobility and especially the means needed to overcome those obstacles.
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Workshop 5 - The role of higher education in soci-
ety
Chaired by Tommi Himberg (Former president SYL)

Helper: Lukas Vylupek

The workshop will discuss the relations between the higher education and society. The
role of the higher education institutions (HEI) has been facing challenges: globalisation,
increased mobility, changes in the roles of the states, emergence of ICT and massification
of higher education just to name a few.

Even the publicly funded HEI are looking for new sources of funding: spin-offs, licensing,
patenting and other forms of fostering innovations into profit are reality in most universi-
ties already. What are the benefits and potential threats of the increased interaction be-
tween HEI and business life? What should be the role of students in this development?

Educational, societal and cultural innovations are needed as well as technological ones.
The “interface” of the HEI towards society is opening up as universities try to fulfil the
needs of not only the government but increasingly those of the general public and com-
munities. The civic impact of the HEI is discussed: what does it include? How are stu-
dents involved in this?

ESIB has emphasised that higher education is a right for all and has demanded a more
open access and abolition of tuition fees. ESIB also promotes active contribution of stu-
dents to the HEI and the society as a whole. Starting from these current visions of ESIB
concerning higher education the workshop discusses the different forms of interaction
between the higher education institutions and the society paying attention especially to
student point of view.

Workshop 6 - European Credits System
Chaired by Polona Car (Member of EC 2000)

Helper: Axel Aerden

ECTS was developed as a framework in which institutions would recognise each others’
credits. ECTS has also been mentioned in Bologna Declaration recommendations and
has been implemented in most of the signature countries. However, there is a need for
further development of ECTS in order to serve as a tool for enhancement of mobility.

There is an ongoing discussion to also include accumulation as a component in the frame-
work of ECTS. This would mean that the framework of ECTS would need to be altered
in order to accommodate the addition. Possible topics to tackle will include: defining the
credit, the importance of study results and/or grades and how it fits into a framework of
study progress that will make it possible for students to accumulate and then transfer their
gained credits.
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Workshop 7 - Degree system
Chaired by Maria Nilsson (SFS Board)

Helper: ida Mielityinen

The Bologna Declaration clearly motivates for a strengthening of the two-cycle degree
system.  Where the system did not exist before it is now, in most cases, being adopted.
The nature of the bachelor degree has been raising many questions, for example because of
the demands to develop it as a more labour market oriented degree. The employability
issue will be discussed in this workshop; what does it mean to the content of the bachelor
degree. The discussion will evolve around different impacts of the system on universities
and other higher education institutions. The relation between undergraduate and gradu-
ate programs will be looked upon; for instance possible selection criteria demanded to
enter the graduate programs.

In relation to the Bologna process, the idea of a European Masters degree has been intro-
duced. This will be discussed in light of the relevance for student mobility.

Workshop 8 - Policy making and the Student In-
volvement in the European Higher Education Area
Chaired by Manja Klemencic (Secretary General, ESIB)

Helper: Martina Vukasovic

The start of the discussion shall look at the domain of higher education policy-making on
national vs. European level. Further on, the workshop will identify the key educational
priorities that students want to influence on national and European level as part of the
Bologna process and a wider context. We will look at who are the key actors in the Euro-
pean Higher Education Area to be influenced and the ways and means of influencing
them. The question to be answered is: what are the key benefits that the Bologna process
will/can/should bring to the students and what are the possible dangers. Overall, we will
try to see how the ‘student added’ value to the Bologna process can be defined.

We shall also discuss the overall student awareness of the Bologna process and ways to
improve it in order to motivate participation. Identifying the role of the individual stu-
dent as well as student unions up to the European level shall be part of this discussion.
While looking at the question what could be the role of the National Unions of Students
at the European level, we shall also deal with basic question of recognising students as
partners within the higher education system.

While keeping in mind the plans for extension of the domain of the European Higher
Education Area, linked to signing of Bologna Declaration, we shall also address ways that
students in non-signature countries can assist in and motivate for joining the process.
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Workshop 1 - Accreditation and quality
assurance (co-operating European level)
Chaired by Marieke Rietbergen (member of the EC 1998-1999)
Helper: Frid Tabarki and Ante Martic

Accreditation is not a new topic for ESIB to discuss. The material that can be found in the
reader that has to be read by the participants of workshop 1 before the workshop reflects
this. The policy paper on quality assurance and accreditation kicks off the package of
texts. After that the report of the workshop ‘what will be accredited’ held at the prague
working group meeting in Helsinki on the 15th and 16th of september 2000 can be found.
It’s important to note that the workshop on quality assurance and accreditation in Goteborg
will elaborate on the findings of the workshop held in Helsinki. The Association of European
Universities (CRE) report ‘ Towards accreditation schemes for higher education in Europe’
is included in this reader to give an better overview on the European discussion that’s
going on accreditation and the role of quality assurance in accreditation. On the European
level there’s already a organisation which promotes the use of quality assurance. The
organisations is called  and in the reader a short description on the organisation can be
found. Lastly there can be found summaries of the systems of accreditation and quality
assurance of Sweden, the Netherlands, Czech republic, Hungary and Germany. The country
summary’s shows the diversity of systems and the lack of one final solution for the question
of quality improvement!
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Policy Paper, adopted at the BM 39, Geneva, October

2000

Quality Assurance and Accreditation - ensuring quality and

improving mobility

Preamble

ESIB – The National Unions of Students in Europe has existed since 1982 to
promote educational, social, economic and cultural interests of students at a
European level, and towards all relevant organisations and institutions. ESIB
currently has 41 member organisations from 32 countries.

Introduction

Quality is a distinguishing characteristic guiding students and higher education institutions.
For the first time the quality of the higher education is the number one priority in the
debates within the European higher education society. The Bologna declaration was an
important incentive for this debate. ESIB warmly welcomes this, not only because ESIB
already participates in it but also because a debate on the quality of Higher Education
within Europe concerning the heart of our work: highly qualified and accessible higher
education. ESIB welcomes the further development of the international co-operation to
improve the quality, transparency and comparability of degrees and studies.

At the moment there is no common frame in which actors of higher education can discuss
quality assurance and accreditation. There are quality assurance systems actually doing
accreditation and the other way around. Furthermore the aims and methods of quality
assurance and accreditation differ from country to country and there are obscurities in the
terms being used. To make the situation more confusing, institutions are at the moment
inviting accreditation agencies from outside Europe to accredit their programmes. The
situation with accreditation is chaotic and uncontrolled which does not enhance the mutual
trust of universities or benefit the higher education in Europe and as such endangers
mobility.

In this document ESIB gives a definition of quality assurance and accreditation and discusses
ESIB’s point of view on these. Then we point out the possible benefits of these systems for
students and higher education institutions. The European dimension is also discussed. We
finish this document by acknowledging the actors of Quality Assurance and accreditation
process.
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What is Quality Assurance?

Quality Assurance is an ongoing process that ensures the delivery of agreed standards.
These agreed standards should make sure every educational institution of which the quality
is assured has the potential ability to achieve a high quality of content. Quality Assurance
must not to be confused with accreditation. The goal of Quality Assurance is to improve
education and therefore it should take place on all levels (course, faculty and institution).

What is Accreditation?

Accreditation is both a status and a process. It should provide a public certification of
acceptable quality as well as the opportunity and incentive for self-improvement in the
programs accredited. The process of accreditation should provide higher education with
an opportunity for critical self-analysis leading to improvement of quality; for consultation
and advice from persons coming from other institutions.

 Accreditation reflects the fact that in achieving recognition, the individual program is
committed to self-study and external review. Not only to meet certain standards but also
to continuously seek ways in which to enhance the quality of education. Therefore
accreditation must be a process in different steps: the three stepping-stones of accreditation.

Step one is to develop criteria or standards, which will be used in the accreditation process.
In this step the criteria should be based on the views of external experts, the academic
community and of course the students.

Step two is the internal accreditation or the self-evaluation of the individual program. The
result of this step is a self-evaluation report. In this step the entire view of the higher
education community (students, teaching staff, researchers and other personnel) must
have a direct influence.

Step three is the external accreditation by an accreditation body. This accreditation body
should operate independently from the ministries of education and the higher education
institution concerned. The involvement of students in this step is essential. The result of
this step is an external accreditation report. Also included in this step is of course the
possibility for the individual program to get feedback and recommendations.

The result of the whole accreditation process is an accreditation report accessible by all
stakeholders. If accreditation is to be accepted by all parties concerned the process must be
completely transparent.



 12    GÖTEBORG STUDENT CONVENTION READER

The importance of Quality Assurance and Accreditation

Quality Assurance is a condition to achieve transparency. It will ensure the quality of the
academic provision of courses and it will allow an objective review of their quality. The
transparency should be dialectical, meaning that the quality assurance should make
institutions transparent, but also that the quality assurance in itself should be transparent,
allowing the outcome to be shared by the participants.

ESIB wants to overcome the obstacles to the effective exercise of free movement of students.
Quality Assurance is seen by ESIB as one of the steps in the direction of pre-recognition of
degrees and of periods of study.

Quality assurance is a prerequisite for accreditation. Education is constantly evolving while
accreditation is an evaluation done at a specific point in time. When accrediting, quality
assurance should be the guarantee that the standard measured in the accreditation process
can be upheld. Thus accreditation cannot be complete unless the programme has an ongoing
process of quality assurance. Accreditation brings along other benefits for actors in higher
education.

The importance of accreditation for students can be stated in three points. First,
accreditation must provide students with the program’s clearly defined and appropriate
objectives for education and maintains conditions under which their achievement can
reasonably be expected. Accreditation therefore must provide assurance that the program
in which students are enrolled or are considering enrolling is accountable for achieving
what it sets out to do.

Second, accreditation will facilitate the mobility of students because accreditation will
provide the higher education institutions with information on the different higher education
programs at other institutions where a student can come from. This must ensure pre-
recognition of degrees and periods of study.

Third, accreditation must facilitate the recognition of degrees in other countries and thus
facilitate mobility of graduates.

Higher education institutions will benefit in two major ways. First, achievement of pre-
recognition of degrees and periods of study will reduce the bureaucratic structures now in
place in the higher education institution. These bureaucratic structures now function to
evaluate and give a value to degrees and periods of study done by students at other
institutions. Pre-recognition will make higher education institutions more attractive for
students.

Second, Quality Assurance and Accreditation will provide the higher education institutions
with transparent tools for self-evaluation and improvement of their quality.  Quality
Assurance and accreditation contributes to more flexible sharing of information and
examples in between countries.
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The European Dimension

ESIB acknowledges the need for a European dimension in Quality Assurance and
Accreditation and therefore puts forward these recommendations.

For quality assurance the goal of this European dimension should be to achieve transparency
of quality assurance systems, not to replace them. Therefore a co-operation should be
established, with commonly agreed standards, procedures and guidelines for quality
assurance. This co-operation will recognise that a quality assurance system uses the agreed
standards, procedures and guidelines. It will however not get involved in the process of
quality assurance. ESIB stresses the need to have the quality assurance systems represented
in the co-operation.

To enhance the quality of education and the mobility of students and graduates in Europe,
accreditation agencies should be able to work in the whole European area. However in
order to give legitimacy to accreditation agencies working in Europe, a European agreement
on methods for accreditation should be made between the different systems of quality
assurance.

The Actors in Quality Assurance and Accreditation
The actors within higher education institutions are the students, teachers/professors,
researchers and other staff; this we call the higher education community. All these actors
can have different views and perspectives on higher education. Because of this, the entire
view of the higher education community must be taken into account in the system of
quality assurance and accreditation.

The need for student expertise in the quality of education and in the organisation of
higher education institutions is evident. Students should be involved in the system of
quality assurance as well as the process of accreditation. Students are partners when it
comes to assuring quality of education. If the practices in higher education institutions are
contradictory to the students’ interest, they will be the first to notice. Students are also the
best experts in the matter of a learning environment and on what criteria a good learning
environment should fulfil. The students’ perspective is essential when planning the criteria
of the quality assurance system and the process of accreditation of a higher education
institution.

Conclusion

Quality assurance is the basis of a well functioning education system. It is a continuous
process and a prerequisite for accreditation. Quality assurance systems should operate in
complete transparency with continuous exchange of information, both on regional and
European level. An agreement between these should result in the legitimacy of accreditation
agencies working in Europe. Thus, quality assurance and accreditation should have three
major goals: improving the quality of education, facilitating pre-recognition of degrees as
well as periods of studies and thereby improving mobility of graduates and students.
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Minutes of the workshop held at the Prague working

group meeting in Helsinki on 15 and 16 september

2000

What Will Be Accredited

Introduction

The workshop begun with a discussion on how to separate quality assurance from
accreditation, what differences and similarities there are, how they are used etc. After
clarifying the terms, the workshop had a brainstorm on what should and could be accredited,
and then tried to collect them into categories or criteria.

Separating Quality Assurance and Accreditation

The workshop reached the following about accreditation: accreditation is about reaching
certain minimum standards. It is not the same thing as quality assurance – or to underline
a bit, it is not necessarily even the same thing as quality in general. Accreditation is about
checking of standards and it can basically be implemented to any institution as such. It
was also debated that accreditation is only needed for publicly funded institutions to ensure
the correct and efficient use of public funds. Private institutions do not need to be accredited
– at least not for this reason.

Quality assurance is something conducted for yourself as a constantly evolving and
developing institution. In quality assurance you aim to come up with methods to improve
your own work and performance.

Quality assurance is also an on-going process. Accreditation in the other hand is a one-
time checking of where an institution stands. In accreditation also the quality assurance
system of an institution should be taken as something to accredit.

Accreditation looks into standards. These standards can be very difficult to determine as
something  in common with different countries and institutions. The workshop concluded
that even if tools for accreditation can be shared – or even to some extend ‘what is accredited’
can be determined, the systems of measuring of ‘what’ must be specified separately in each
case.

An idea of student accreditation was introduced: what you as student must reach to achieve
a certain level. It is linked with institutions accreditation and accepting credits within
student exchange.
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What Should Be Accredited?

Before brainstorming the workshop discussed some basic principles and ideas linked to
accreditation.

It is a fact that some institutions and some countries have more money available for
education that others. In a direct comparison of e.g. laboratory equipment a poorer
institution looses to a financially stronger one. Should accreditation be relative to the
amount of funding an institution gets in comparison to others? Should financial efficiency
– how the money available is used to get best results possible, be accredited?

Can you accredit welfare systems? How would that be done and what mechanism there
would be? A welfare system could be a national criteria in some countries, but hardly an
international criteria. The workshop did agree that social welfare is an important criteria
for students choosing their place and country of study and therefore it should be discussed,
even though accrediting it is not be possible, maybe not even very plausible at the present
situation.

Eight Things to Accredit?

Below you will find 8 categories of things the workshop discussed that could be criteria for
accreditation. Some categories were merged with others, some removed entirely. Discussion
and explanations of the workshop concerning the different points and categories are included
as well as the different questions raised.

The workshop concluded that since accreditation cannot be ‘just ticking boxes’, the
accrediting body, committee or such, can measure and accredit the following points
suggested according to the national situations, adapting and implementing the ‘what’ and
the systems to measure the ‘what’ to national needs.

1) Student Influence

The number of students belonging to student unions

Can this be accredited? There are very different systems raging from compulsory
membership to automatic membership etc.

Voting percentages at student elections

What does a voting percentage really tell us?

student representation in the university structures

In some countries this is ensured by law etc. How can it be then compared? A law does not
necessarily mean that students do actually participate in practise.

Student complaints – channels to do it, the number handled satisfactorily

How to measure this?

The workshop concluded that student participation is highly important and should therefore
be included as something to accredit. (“If you take the students out of the university, there
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is no university.”) However, the level, systems and practises of student participation varies
greatly. Therefore the systems of measuring student participation should be up to the
national bodies to determine.

The thing to accredit in student participation is simply:

Student participation in all decision concerning students in the university

 2) Student Support

student counselling

This is a pretty clear criteria but what should the student counselling include: only academic
or personal and psychological. Personal and psychological obviously goes into welfare,
therefore counselling that can be accredited should be academic counselling only.

Student support as a point was removed after discussion as the points found their way
underneath other categories.

3) Employability

career counselling

Sufficient, quality counselling helps plan your studies etc. for better employment. It was
also argued that studies in general are supposed to achieve that. Is it an important topic for
accreditation anyway? What does it tell about a university? It should be quality assurance,
but not accreditation. It doesn’t show anything from a university’s level.

Taken out after discussion.

4) Internationalisation

Student exchange

International dimension

Language courses

This too was seen as an important criteria, but also a complicated one. The workshop
discussed that rather than simplistically measuring numbers of exchange students, methods
and structures ensuring possibilities for internationalisation and student exchange should
be accredited. International dimension can be measured e.g. in the policies, teaching,
teacher exchange, internationalisation strategies etc. Language courses should be provided
both for incoming and outgoing students. There was also discussion on weather there
should be lectures offered in English for foreign students and if so, how to accredit and
measure these. (A point was raised about the importance of language learning and teaching
versus learning and teaching of the discipline and if these contradict/take time and resources
from the other.)
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5) Facilities

Libraries

Facilitating student organisations and student influence

Facilities ensuring efficient studying possibilities for students such as computers, library
facilities etc.

There was a brief discussion on whether this should be seen as a criteria for accreditation.

Social welfare came up at this point but the workshop agreed that at the moment at least,
the welfare systems in Europe are so different and answer to such different needs that it
cannot be accredited. The workshop, however, agreed on the importance of social welfare
as something the countries should co-operate in to develop and improve systems everywhere.

6) Institution

management efficiency

interaction with surroundings society and other actors

cohesive institution

How well and how efficiently the funds are used or the institutions run in general. What
is the role of the institution in respect to the surrounding world and society: does it
participate, have influence, receive input etc.

7) Teachers, teaching methods

how many students per teacher

is there a continuous quality assurance system for quality of teaching and pedagogical
skills

is/can promotion be based on personal skills and development

The accreditation cannot be conducted on these points separately or as such. The whole
entirety of teaching and teaching methods should be accredited with all these points included
and adapted to the national situation. Numerical information, such as student numbers in
comparison to the number of teachers, may not reveal anything as such, but rather present
a risk of giving the wrong picture of the actual pedagogical quality of the institution –
quality vs. quantity.

8) Academic Content

Academic content was seen as probably the most important – and to some even the only
plausible thing to accredit. The workshop also concluded that is a very difficult criteria for
accreditation. Flexibility of accreditation is especially important in this case.

Quality assurance must be one criteria for accreditation
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Content – structure – equipment – context – mission

Clear set of objectives of the institution

A clear mission

Acquired knowledge underneath objectives

Accrediting academic content is very difficult and complex. The workshop discussed that
there should not be too much stress put to content, but to some extend to reaching certain
standards. Accreditation should not state certain objectives for content, but instead measure
how the institution has reached it’s own objectives.

Higher education is conducted very differently in all countries, is it therefore possible to
accredit students competencies or take it as a part of accrediting the academic content?

It was debated that accreditation should be just the basic criteria for achieving BA and MA
– everything else would rather be something for quality assurance.

It was also pointed out that there is a clash of students as targets vs. students as participants.
If education is seen as a learning process the idea also requires a possibility for students
participation.

An MIT-idea was discussed: should students of engineering study about culture and society
and vice versa. Should this be accredited and can it be accredited?
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Towards Accreditation Schemes for Higher Education

in Europe?
CRE Project, co-funded by SOCRATES Programme

(Complementary Measures for Higher Education)

Andrée Sursock, Project Rapporteur

Centre for Higher Education Research and Information

Open University, London (UK)

17 January 2001

Introduction

The CRE project on accreditation, which is co-funded by the European Commission
under the aegis of the SOCRATES programme, is examining different options for
accreditation schemes open to European higher education aimed at ensuring comparability
of degrees and promoting student mobility at both the European and the international
levels.  Based on an analysis of European and international trends in higher education,
especially in the field of international quality assurance and accreditation, CRE wishes to
contribute to the crucial policy debate that is taking place.  Specifically, the outcomes of
the project will be presented at the Convention of European Higher Education Institutions
(Salamanca, March 2001), whose conclusions will be communicated to the European
Ministers of education (Prague, May 2001) who will take stock of the activities undertaken
so far within the framework of the Bologna Declaration and set priorities for the next two
years.

A key element of this project is its iterative dimension, based on a step-by-step approach
to build the analysis and the recommendations, an approach that is reflected in this report.
The first meeting included 12 participants (Paris, September 2000); the second was enlarged
to 25 (Vienna, November 2000).  Since lack of time in Vienna prevented a full discussion
of recommendations, an ad-hoc meeting, with 11 participants, was organised in Brussels
for that purpose (December 2000).  All three meetings involved institutional leaders and
key European actors in quality assurance.

The validation seminar (Lisbon, February 2001) will be further enlarged: more than 170
participants (CRE members; representatives of the non-university sector, of accreditation
and quality assurance agencies; students; and major European organisations interested in
higher education) will review and test the concepts, definitions and possible scenarios for
accreditation.  The project will end in May 2001.  The time-scale is tight but it is hoped
that the consultative process will result in a policy statement to be placed on the Prague
agenda.

Based on a range of publications and on the three workshops organised by CRE, this
report seeks to present the possible options open to Europe in order to design viable
schemes for accreditation as part of the efforts to create a European educational area.
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Principles

In considering the different options open to Europe (cf. 5), participants in the three
workshops assembled by CRE in autumn 2000 were mindful of the following five principles
and of the need to find a balance among them:

Create a space for European convergence while preserving diversity in higher education
traditions and cultures to respect the principle of national competencies.

Preserve higher education’s institutional diversity in order to meet the needs of a variety of
learners, with a variety of motivations to study.

Establish an appropriate balance between external accountability and institutional
autonomy.

Be flexible and capable of adapting to the on-going international changes affecting higher
education.

Add value to current quality assurance systems while preserving their improvement function.

Functions

4.1 Accreditation:

Accreditation is defined differently around the world although the processes in place share
a degree of commonalties.  The CRE group involved in the project used the following, as
a working definition:

Accreditation is a formal, published statement regarding the quality of an institution or a
programme, following a cyclical evaluation based on agreed standards.

Applied to the present European context, this general definition could, for instance, imply
developing mechanisms to validate new bachelors and masters degrees, possibly on the
basis of European benchmarks 1 , or to provide a “European label” to institutions seeking
international visibility.  This would add specific European value to current national
procedures and further student mobility by facilitating comparability of degrees and credit
transfer.

In this context, the CRE group distinguished between two main possible functions of
accreditation: minimal quality control and promotion of quality assurance (i.e.,
improvement and excellence):

Minimal quality control (mostly in the shape of some kind of certification) serves as a
filtering mechanism in confirming that a higher education institution fulfils minimal quality
requirements and has appropriate quality monitoring procedures in place.  This would
ensure the minimal quality of providers (whether public or private and whatever their
delivery mode) and minimise the existence of ‘rogue’ providers.

 1 A pilot benchmarking project at the European level is about to start for five disciplines
and is attracting the attention of 130 universities, which are interested in participating in
this exercise.



GÖTEBORG STUDENT CONVENTION READER      21

Quality assurance refers to the process of evaluating an institution or a programme.  It
leads to an analysis and to recommendations regarding its quality, including its specific
quality assurance strategy.  Evaluation has an internal dimension (self-evaluation) and an
external one (conducted by external experts, peers or inspectors).  The recommendations
reflect the objective of this exercise, which is to promote ongoing improvement.

These two functions – minimal quality control and quality assurance – exist already in
some way in most European countries and higher education institutions, but mostly not
in the form of accreditation. In general, they are organised in a national (or even regional)
context and mainly for a national audience. In the last years, the second function has also
increasingly gained a European dimension, mostly in non-governmental schemes like the
CRE institutional evaluation programme, or more recently through accreditation schemes.
In the latter case, the motivation is a combination of promotion of quality assurance and
labelling for marketing purposes.

In any case, both should have a European dimension, even if the minimal quality control
function should and will remain mainly a national (or regional) task. This European
dimension may take the shape of  a validation of their procedures to ensure the delivery of
a European label.

4.2 Recognition:

Recognition is applied in two contexts (cf. 4.2.1 and 4.2.2):

4.2.1 It refers to the formal acceptance that Degree A leads to the same rights and
consequences, e.g. for further degrees or for the access to the labour market, than Degree
B (cf. 2.1.3). Recognition may also be requested  for parts of degrees (single courses,
academic study periods, etc.) in the context of student mobility. Credit transfer schemes
are one main way to implement recognition for promoting student mobility.

According to Campbell and van der Wende (2001), the key European conventions and
agreements guiding this area include:

The European Convention on the Equivalence of Diplomas Leading to Admission to
Universities (Paris 1953), which establishes the principle of admitting persons to universities
in the receiving country on the basis of credentials that give admission to universities in
the home country.

The European Commission Directives:

Sectoral directives for health professionals and architects were adopted in the 1970s after
lengthy discussions to establish qualitative and quantitative criteria which diplomas must
meet in order for mutual recognition; this route to recognition was not repeated.

The ‘General Directives’ (89/48EEC of 1988 and 92/51 of 1992), established generally
acceptable minimum requirements, which apply to the finished product, i.e., the fully
qualified professional.  If these requirements are fulfilled, the host country has to prove
that the foreign qualification is not up to standards.
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The UNESCO/CEPES and Council of Europe Convention on the recognition of
qualifications – the Lisbon convention.

In addition, the NARIC/ENIC network meet regularly to exchange information about
recognition and diploma assessment issues.

4.2.2 Moreover, there could be an extension of that approach to the level of quality assurance
and accreditation procedures. One could imagine a process whereas the outcomes of
accreditation or evaluation procedures of an agency A would be recognised by agency B,
whether the agents are national, international or professional bodies.  If a specific degree
(or institution) has been scrutinised with a positive result by agency A, agency B would
then renounce to impose to the institution another procedure and instead would accept
the conclusions of agency A.  This process, which is not yet in place in Europe, will need
to be based on agreed criteria.  To some extent, the so-called Washington Accord between
accreditation agencies in the field of engineering education, could serve as a model.

4.3 Transparency:

Transparency refers to procedures and outcomes (e.g., of accreditation or evaluation) that
are documented and published.

4.4 From national to international quality assurance and accreditation?

The awareness that national quality assurance procedures are not sufficient in an
international context is growing (cf. Appendix B). And if the history of the ‘quality
movement’ is any guide, two major lessons can be drawn from it:

The movement toward accreditation will spread for a variety of reasons, not the least of
which will be the cost of not being part of the ‘accredited club’.

If the ‘accreditation movement’ is allowed to spread without systematic thought or design,
Europe will be faced with a jungle of procedures, matching the jungle of its degrees.  If this
situation is allowed to develop, it will reduce even more transparency and consumer
protection and will increase obstacles to academic and professional mobility.

6. Recommendations

Building on the previous two workshops, the group in Brussels developed the following
recommendations:

6.1 In keeping with the notion advocated in Vienna that the scenario is a step-by-step
approach, in the long term, the European accreditation platform would combine the
following functions:
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A clearinghouse and think tank to collect information on current quality assurance and
accreditation systems and to analyse and disseminate best practice.

A validating body (on a voluntary basis) for existing and developing accreditation procedures
based on agreed criteria, using as possible sources of inspiration the CHEA model in the
USA or the Washington Accord in engineering studies, as well as current or planned
bilateral agreements in Europe.

The possibility (to be discussed further) to provide accreditation of institutions on demand,
e.g., in order to cope with transnational or foreign providers or to provide accreditation
where no national system exists.  This service could be offered by the platform or it could
be delegated to a recognised European accrediting agency.

6.2 In addition:

The mechanisms that would be put in place would be voluntary.

The platform would be formed by representatives of government, quality assurance/
accreditation agencies, higher education institutions, student representatives and other
stakeholders.

The platform should make any possible use of current European schemes and networks,
e.g., ENQA, NARICs/ENICs, thematic networks in certain disciplines, EQUIS, etc.

The validation function could replace very complex and burdensome negotiations on
bilateral or multilateral recognition of national QA procedures;

There would be no ranking involved;

The articulation between the national and European levels is not hierarchical.

The existence of a platform would not prevent competition among accrediting bodies.
On the contrary, it would ensure that this competition is performed on a transparent and
fair basis and offer a quality label to filter ‘rogue’ accreditation bodies. It would represent
the effort of self-regulation of the system in Europe, instead of, for instance, a system
driven by the EU Commission or at an intergovernmental level.

6.3 The group suggested that one or more pilot projects be launched to raise greater
awareness of the issues and to test the procedures.  These pilot projects could focus on two
types of situations:

accreditation of new degrees; validation of existing national accreditation procedures by a
European consortium which would serve as the model for the future platform.
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6.4 While there are still some unanswered questions (cf. Appendix A), the shape and
functions of the platform, as described above, would contribute to the legibility and
comparability of degrees within and outside Europe, and ultimately to student mobility.
As the system matures, it would be tested and further fine-tuned.

Conclusion

This project would builds on the impressive results achieved in the last decade by
organisations such as institutions of higher education themselves, national quality assurance
agencies, CRE and the EU which have contributed to the development of quality assurance
in Europe.  It is hoped this project would add value to current national procedures by
providing an articulation between the national and European levels.  It would achieve the
following aims:

It would preserve the quality improvement function of current national quality and other
well-established assurance procedures.

It would deliver a European label for quality in higher education while preserving national
and institutional diversity.

This European label – based on transparent evaluative methodologies that can be recognised
and accepted worldwide – would protect consumers and all stakeholders.

The increased legibility of degrees would promote the attractiveness of Europe to
international students and would facilitate academic and professional mobility within
Europe.

In practice, the validation seminar to be held in Lisbon on 8-10 February 2000 will discuss
the outcomes of the project, in particular the analysis and the recommendations contained
in this report, and finalise the recommendations. The final conclusions of the Lisbon
meeting will be forwarded to the participants in the Convention of Salamanca, which will
examine a range of issues related to the implementation of the Bologna Declaration and
follow an action-oriented approach in order to move forward in the design of a European
higher education space of convergence. The recommendations adopted in Salamanca will
be sent as a message to the Ministers of higher education meeting in Prague in May 2001.
That is why it is essential that the Lisbon seminar ends with a clear message about proposed
further action in the field of accreditation for higher education in Europe.

What’s ENQA?
At the moment ENQA is the European wide forum for co-operation and a promoter of
contacts between experts. In the beginning the work of ENQA was not financed by the
EU, but after a few years the EU got interested in its activities. ENQA has now been
financed by the EU for one year already. Nevertheless the EU has not shown much interest
and has not tried to influence the aims of ENQA’s work. Some say this is because within
the EU bodies expertise concerning quality assurance has not been very developed yet.



GÖTEBORG STUDENT CONVENTION READER      25

Future

Because of the short history of ENQA, there are no clear views and opinions on how the
ENQA should be developed in the future. The ongoing discussion about transnational
co-operation in the field of quality assurance is, however, forcing ENQA to better define
its working areas.

The steering group of ENQA will hold a meeting at the 10th of February. The meeting
will formulate opinions concerning the goals of the communiqué of the Ministers’
Conference in Prague in May. Especially the questions regarding the area of competency
of ENQA will be discussed. More and more accreditation bodies will be taken as members
of ENQA and that is why the accreditation question cannot be avoided any more.

Unsolved questions

The first important question in the future is the criteria and standards for the quality
assurance and accreditation bodies that are to be accepted as members of ENQA. Quality
of the member organisations is the very precondition of legitimising broader competencies
of ENQA.

Second important question is the opening up of ENQA to the rest of Europe. At the
moment membership of the Network is restricted to Quality Assurance Agencies, public
authorities responsible for (Quality Assurance in) Higher Education and associations of
higher education institutions in the Member States of the European Union.

The last important question is if these members will be willing to grant Accreditation
Agencies the legitimacy to operate in the whole of Europe.

http://www.enqa.net
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The National systems on quality assurance and

accreditation in Sweden, the Netherlands, Czech

republic, Hungary and Germany

Sweden: Quality Assurance

Background

In 1989 the National Agency of Higher Education in Sweden launched an investigation as
a response to massive criticism against the quality of undergraduate education in Sweden.
This was the first step towards a system of quality assurance. The goals of the investigation
were to describe praxis, evaluate the critique towards the praxis and give suggestion as to
how to change and improve this.

Local level

The investigation suggested that the quality controls should be the business of the
universities themselves. The students were considered the most important group for the
higher education sector. The quality of results, i.e. what the student has gained when the
education is finished, is considered to be the basis for quality in Sweden.

Follow-up of results, quality assurance and evaluation are considered as co-operative parts
in a coherent quality system. Every evaluation is based on three steps: Self-evaluation, peer
review and actions taken on basis of the first two steps. Every university was given the
responsibility to create their own programmes for evaluation of quality.

Central level monitoring
During 1996-1998, the National Agency of Higher Education (HSV) has been reviewing
the quality work at universities with focus on undergraduate education. The role of HSV
is to judge not the actual quality, but the strategies, goals, methods, plans, systems and the
organisation the university uses in order to achieve and sustain quality. The devises: “to
review in order to improve” and “quality is a journey, not a destination” were used to
describe the work. The reports created in the process were published.

A set of criteria were named to constitute “the good institute of higher education”, and
were to be a loose guideline for reviewers. These included: self-regulation and learning,
long-range visions, international perspectives, clear leadership, co-operation with
stakeholders, equality and student focus.



GÖTEBORG STUDENT CONVENTION READER      27

The role of HSV

Since 1999, evaluations of the work done on local level on cross-boundary issues have also
been performed. These are: equality, student influence and social- and ethnic diversity.

The most powerful tool the HSV uses to enforce quality improvement work is issuing and
withdrawal of the rights to award exams. Several universities and Högskolor in Sweden
have lost rights to issue one or more exams and this always receives massive media and
student attention. In a situation where the competition for funding and students is increasing
between universities in Sweden, this is a strong punishment, which they will try to avoid
at almost any cost. Evaluations of general exams, vocational exams and researchers educations
are done with a periodicity of six years.

Other observations

The need for a quality assurance system

Four main factors which support the need for a national quality assurance system are
identified by the authors of the report:

Control

Quality should be reviewed to give basic data for educational policies. The people have the
right to know how their tax money is spent.

Development

The evaluations should be used by universities and Högskolor to improve and develop.

Information

Students and other stakeholders need easily accessible information.

Comparison

National and international comparison should be possible.

Other actors

Some Swedish magazines have done rankings of universities and Högskolor in Sweden,
similar to the ones performed by, for instance Der Spiegel and Times Higher Education
Supplement.

An international trend can also be discerned as emerging where Swedish institutions of
higher education have been accredited by international organisations, like the European
Quality Improvement System.
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The Netherlands: Setting up programme accreditation

The landscape of the Dutch system of higher education is changing fast. Under a new
minister the two-phase bachelor-master structure has been introduced, but a system of
accreditation has been put in place as well – it will come into force in 2002. A draft system
of accreditation has been drawn under the responsibility of the minister of education. He
has appointed the ‘Kwartiermakers’ (‘Forerunners’) commission to prepare the way.

Now it’s up to the commission to prepare the foundation of the accreditation agency. The
opinion of the commission will be implemented by the minister in the second half of
2001. The current activities of the commission are at first to create a framework for the
accreditation agency to properly evaluate current and newly developed programmes. The
major constituting elements of this framework are written standards of quality of
programmes of higher education. The commission’s second area of work is maintaining an
overview on foreign organisations active in the field of quality research and evaluation.

The practical effect of the implementation of ‘Accreditation’ is usually that programme
needs the stamp of approval of good quality for its government funding. This stamp of
approval accounts for an educational level sufficient to qualify for funding from the
education minister’s purse.

In his outline, the minister asked for a revision of the current practice, in which quality
assurance is taken care of by not entirely objective assessment committees. He further
stipulated three opportunities that could arise when accreditation is implemented. Not
only does accreditation enhance possibilities for international comparisons of the quality
of academic courses and curricula, but it also increases the transparency of the educational
level. Thirdly, accreditation could prove to be worth both institutions’ and students’ while
because of its potential as a powerful tool for future students to base their choice on. It’s
important to note that institutions of higher education have the choice to be either subject
to the system of accreditation or not. Then again, joining the accreditation carrousel will
be the only way for institutions to safeguard subsidies from the government and eligibility
of their students for the ‘study financing’ programme. This programme, a scholarship
available to all with its partly size depending on the parents’ income, has become a
prerequisite for life for Dutch students.

The Accreditation Agency will be responsible for the accreditation of all programmes of
higher education in the Netherlands. The method of assessment, used for the accreditation
of programmes, is not entirely clear yet. At the moment it seems that the Agency will not
perform assessment visits by itself, but will delegate this task to other organisations. Foreign
organisation can get this grant beforehand. To get this grant the Agency looks into the
methods and criteria used by this organisation. When granted, the reports of the study
visit organisation will be used by the Agency to evaluate the quality and ambition of the
programme and management and will then decide whether or not to provide a stamp of
approval.

The guidelines drafted by the ministry state that within this Agency, there will be two
different organs that use the same system of accreditation but use different criteria. One
will look at study programmes of universities and one at programmes of non-universities.
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It’s dangerous to look in the future, but listening to the whispering at the grapevine suggests
there’s a fair chance that in the near future some non-university programmes are brought
before the university board, while university curricula appear before its non-university
counterpart. This would herald the end of the formal binary system of Dutch higher
education.

A final interesting development is the international orientation of the ministry and the
commission. Not only is a representative of the Flemish government (Belgium) a monitor
in the commission. The ministry asked the commission to also involve German and British
experts in the work of the commission. The reason for this international orientation is the
possible co-operation in the near future of the Dutch Accreditation Agency with the other
accreditation systems in Flanders, Germany and the UK. Decisions of the Dutch Agency
could then be used easily for example by the German Agency to guarantee titles and easy
acceptation of a Dutch Bachelor of the Universiteit van Amsterdam to a master’s programme
in Aachen. The CoP2001 newsletter will follow this evolution in the next months.

Czech Republic: Program Accreditation

Introduction

The Accreditation Commission in the Czech Republic takes care of the quality of higher
education and performs its comprehensive evaluation. While evaluating activities pursued
by higher education institutions and quality of accredited activities, the Accreditation
Commission concentrates especially on evaluating activities pursued by faculties and higher
education institutions of public or state higher education institutions, private higher
education institutions or legal entities which participate in educational, scholarly, research,
developmental, artistic or other creative activity of higher education institutions.

Activity

The Commission usually chooses one institution or several institutions performing similar
accredited study programmes for evaluation in the same period. This process lasts one and
half year. The result of the procedure is a comprehensive evaluation of all similar study
programs in the Czech Republic. These programs are usually divided into groups and HEI
with low rating of their program must reaccredit their study program again. All information
concerning accreditation are public.

Procedure

The accreditation of the new study program or reaccreditation of the study programs is
based on the application of HEI. This document has to be provided to the commission by
the HEI and must contain following information:

name of the study program and the aims of the accredited study program

profile of the absolvent skills, knowledge, list of professions and characteristics of employers
of future graduates
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deep description of subjects, its length, relevant literature etc.

evidence of the personal supply

evidence of the financial supply

evidence  of technical and material supply

intention of future development of the program

justification of social importance of the study program

http://www.msmt.cz/cp1250/info/sql/web/informace.asp?kods=34++

Hungary: institutional and program accreditation

Introduction
The Hungarian Accreditation Committee (HAC) operates since 1992 and was formally
established by Hungary’s first Higher Education Act in 1993. It is responsible for supervising
the quality of higher education in Hungary, whereby it states its opinion to the Minister of
Education (who must publish any dissenting decision). HAC gets funding from the
Hungarian parliament but the money is channelled through the Ministry of Education.

HAC is a legal entity and an independent professional body. It progressively became the
body it is now: in 1992 it was just a jury committee for evaluating proposals for Ph.D.
programs but it got more legitimacy in 1993 when it got the competency to accredit
Higher Education Institutions. The aim stated for HAC was “the ongoing supervision of
the standard of education and scientific activity in higher education, and for the perfecting
of evaluation there.”

To reach this aim HAX examines whether or not the requirements of the Higher Education
Act are fulfilled and if a certain level of quality is met (a yes/no, or “threshold type”
accreditation).

Functions
The main functions of the HAC are:

the ongoing supervision of the standard of education and scientific activity in higher
education (since 1993);

the assessment of the quality of higher education (since 1993);

the supporting of quality assurance in higher education (since 1996).
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Tasks

The main tasks of the HAC are approving, expressing opinions and evaluating.

                                                  Approving     OPINION    EVALUATION   ANALYSIS

Institutional Accreditation

IA of operating HEIs                                                           X

Establishment of new HEIs                            X

Establishment of new faculties                        X

Operation of foreign HEIs                              X

Yearly report of HEIs                                                                                       X

Program Accredition

New degree programs (grad.)                         X

New degree programs (postgrad.)                   X

National qualifications                                   X
requirements

PhD/DLA disciplines                 X

PhD/DLA programs                   X

PhD/DLA schools                      X

Accreditational vocational                              X
HE disciplines

Other

Regulation of the credit                                 X
system

International agreements on...’                      X

Regulations                                                   X

In

Appeal against standpoints and opinions of HAC can only be on formal-procedural grounds
and on the judgement on quality of HAC. If the Minister of Education deviates from the
opinion and thus the advise of HAC the Minister has to publish the reasons.

Set of values

Like every organisation HAC has a set of values. Among the 12 values we of course find
independence, objectivity and impartiality. More interesting are harmonisation of
viewpoints of stakeholders, collaboration with international professional organisation and
openness towards innovation.



 32    GÖTEBORG STUDENT CONVENTION READER

Objectives

The main objectives of the accreditation system are:

public protection of the “stakeholders” of HE, students, employers, society at large,

promoting quality improvement, and to an increasing extent, accountability to the
Government and the public about the quality of education.

Organisation

There are three levels of decision making in HAC. The plenary session or Plenum are on
the top level; on the medium level are the colleges and the institutional and interdisciplinary
committees; and on the lowest level are the expert committees for program accreditation,
the special and ad hoc committees and the (ad hoc) visiting committees.

Top: Plenum

30 full members (15 representatives from higher education, 10 from research institutes
and 5 from professional organisations).

5 non-voting members from fields not represented by the full members

1 non-voting student member, representing The National Union of Students in Hungary
(HOÖK).

Medium: Colleges or Boards

Humanities and social sciences

Life sciences (including medicine and agriculture), and

Physical sciences and technology.

Other medium level decisions are those made by the institutional committees (for
institutional accreditation) and interdisciplinary committees (for the accreditation of
interdisciplinary programs).

Low: Expert Committees

About thirty expert committees or panels consisting of 10-15 specialists in their field
prepare the work for the decisions of the HAC. Their chairs are usually members of the
Plenum. The total number of expert committee members (including HAC members) is
328. HAC can also rely on a pool of Hungarian and foreign experts from which it recruits
peer reviewers for the evaluation of program applications.

International Advisory Board

The International Advisory Board consists of 9 (though by law there may be a maximum
of 11) experts. These experts are leading scholars from institutions in the EU and the US.
They are in correspondence with HAC, meet in Hungary yearly, discuss the HAC’s annual
report, and draw up recommendations.



GÖTEBORG STUDENT CONVENTION READER      33

Activities

HAC is active in the accreditation of institutions and of programs.

Institutional Accreditation

Operating HEIs must be assessed at least once every eight years and there is compulsory
preliminary accreditation for HEIs to be established, faculties to be established and for
branches of foreign universities.

The quality assessment and accreditation process takes place by the following steps:

a self-evaluation within the institution, followed by a report,

a site visit by peer reviewers appointed by the HAC, followed by a report,

a resolution by the HAC in which it adopts a position,

the final decision by the Minister of Education.

For the self-evaluation HAC prescribes a list of performance indicators. An Accreditation
Guidebook is also provided by HAC and is used by higher education institutions to prepare
the self-evaluation, and by peers to check off items to consider in their evaluation during
the visit and their report. This guidebook contains ‘factors of assessment’, including aims
and objectives of the institution and programs, faculty or university policy, the structure
of the degree program, student numbers and success rates, student’s final research
assignments and/or practical training, examination methods, qualifications of staff and
staff numbers, facilities, internal quality assessment, and research.

The Chair of the peer review team is selected by HAC, who then selects 3-7 (sometimes
more, depending on the number of degree programs) experts in the field. (The institution
has a right on ample grounding to disagree with the composition of the panel and ask for
other member/s.) The visit lasts three days on average and peers are provided with a checklist.
Foreign experts are included in case there are no disinterested experts available in Hungary,
or the institution has a monopoly in teaching in the given field.

The result is a yes/no accreditation of the institution with detailed justification. All degree
programs are given an evaluation with one of four grades, the last being inadequate. The
peer visit report is screened by a HAC institutional subcommittee, sent to the HEI for
checking factual errors or expressing disagreement, voted on at the plenary meeting. The
accreditation decision is forwarded to the Minister, who may dissent from HAC’s decision
only by publishing his/her reasons (also needed for program accreditation as well). The
decision is published and the HEI has the right to publish its remarks in the same
publication.

Note: The evaluation is the common property of the HAC and the HEI. It can be published
only with the consent of HAC’s president and the head of the HEI.
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The HAC‘s decision (proposal for the Minister of Education) may be:

to accredit the HEI and its degree programs,

to accredit the HEI but not all degree programs,

to accredit a degree program for a specified period of time, by which time specified
requirements are to be met, and which the HAC will review at that time,

not to accredit the HEI.

As to the consequences of quality assessment and accreditation: when a higher education
institution does not meet legal and quality threshold requirements the HAC will make a
proposal for:

the suspension of the right to conduct the final examination and to issue diplomas,

the closing down of an institution, faculty, or program, or the withdrawal of state
recognition,

other measures to ensure the standard of education (ex. making of an Action Plan).

For students in discontinued programs, the Act provides them to attend another near-by
institution to complete their studies.

So far, there is no relation between accreditation and funding.

From 30 June 2002, no university or college will be permitted to operate unless the legal
and quality requirements are met.

For institutional accreditation a product/process quality assessment method is followed.
To be able to evaluate training and scholarly activity in HEIs, the HAC examines the
institutions from the point of view of the diplomas.

The quality of the diploma is determined by the quality of the work going on at the
institutions.

The quality of the work is determined by the process of teaching (who teaches and what,
how, to whom) on the one hand, and by factors influencing the quality of teaching
(competence, responsibility, scholarly activity, management, infrastructure) on the other.

For the quality assessment of the process of teaching we assess the teaching staff, teaching
material, teaching practice, postgraduate teaching and students.

For the quality assessment of the factors influencing the quality of teaching the following
topics are accounted: research work, institutional management, and infrastructure.

Data are collected and evaluated concerning three levels: the individual degree programs, the
faculty, and the institution.

Program Accreditation

Program accreditation consists of approving individual Ph.D./D.L.A. programs; expressing
opinion on national qualification requirements, establishing/launching of degree programs
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and accredited vocational higher education programs.

An application must include a proposal for national qualification requirements if the
proposed degree program doesn’t have such requirements yet.

HAC must decide whether the proposed qualification requirements are warranted or are
similar to already existing ones.

If the degree program already has accepted qualification requirements HAC must decide
whether the proposed program meets these requirements.

HAC considers whether the proposed program meets the professional requirements,
whether the teaching staff is adequate, and whether the infrastructure is sufficient.

For church-run HEIs the HAC may not examine the content of subjects connected with
religious belief, and only secular subjects /degree programs are assessed.

The church authority supervising the church-run HEI compiles its own qualification
requirements for programs connected with religious belief.

In case of a negative decision, a HEI may submit a new application at any time.

The procedure of program accreditation is the following:

when the HAC Secretariat receives an application (head of section for program accreditation
in consultation with the chairmen of the respective committees, if needed) it identifies its
discipline and suggests the respective expert committee and its program officer,

the expert committee concerned gives its opinion:

the chairperson of the committee invites two experts who remain anonymous to give their
opinions (one of them is usually a member of the committee, the other is an external
expert),

experts formulate their opinions,

the expert committee discusses and conveys its opinion to the respective College of the
HAC,

the College concerned discusses the given question and brings proposal for decision before
plenary meeting,

the Plenum discusses and votes, passes resolution,

the HAC president informs the Minister and HEI about the resolution of the Plenum.

For program accreditation HAC has published so-called minimum requirements
(“evaluation criteria”) which have been focused on and published in more detail according
to disciplines (expert committees) as detailed program requirements. These contain the
standards of evaluation in a unified structure giving:

definitions;

for establishing and launching degree programs, requirements concerning:

national qualification requirements,
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staff,

infrastructure;

for Ph.D. programs, supplements to the earlier published minimum requirements.

Conclusion

Hungarian Accreditation Council is a well-structured organisation with well-defined
functions, tasks, values and objectives. The activities include program and institutional
accreditation. For both activities minimum requirements have been defined.

Germany : Meta-Accreditation

Introduction

Accreditation in Germany is rather connected to the introduction of Bachelor/Master
programs in Germany, which became possible with the last amendment of the Framework
Act for Higher Education in August 1998. Most of the laws of the federal states have
adopted similar regulations, allowing the introduction of such programs.

Due to this, the Standing Conference of the Ministers of Education and Cultural Affairs
of the Länder of the Federal Republic of Germany passed a resolution on December 3rd

1998, which created the National Accreditation Council in Germany.

The Council consists of fourteen members, two of which are students. The aim of this
council is to set up a system of accreditation of Bachelor/Master programs in Germany, to
develop standards for accreditation and to supervise the existing accreditation bodies in
Germany.

Standards & Criteria

On November 30th 1999 the Accreditation Council adopted a set of Basic Standards and
Criteria for the Accreditation Agencies and the Accreditation of Programs, developing a
highly complicated structure, which is now doing the accreditation process in Germany.
The Council itself may do the accreditation by itself but only at the special request of
ministries of the Länder (German States).

Accreditation of Accreditation Agencies

Normally the accreditation procedure is done by accreditation agencies. These agencies
have to get an accreditation by the accreditation council and to obtain this; they have to
fulfil the following criteria:

they have to be independent from HEIs, business, industry and professional associations

they have to be non-profit oriented

they have to bring together national and international competence
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they have to represent HEIs as well as representatives of professional practise

they have to prove that the procedures applied are comprehensible and transparent

they are accountable to the accreditation council, they have to deliver an annual report
and give notice of the accredited programs

The accreditation of the agencies is done for a two years term followed by a new assessment.

Accreditation of the programs

For the programs themselves a different kind of criteria is applied. The programs have to
fulfil the following basic standards and minimum criteria:

quality and international compatibility of the curriculum with regard s to content and
structure

modularization, ECTS

the professional qualification with regards to the employability of the graduates

assessment of foreseeable developments in the fields of occupation

an acceptable number of staff, if possible also including contacts at partner institutions

in case of a Master’s programme, the Bachelor or a similar degree has to be the prerequisite
and, if necessary, additional requirements have to be introduced

the programs must offer a transfer to the traditional degrees of Magister and Diplom

The normal frame of an accreditation process is then as follows: the HEI or the responsible
ministry contacts the accreditation agency (or accreditation council), which then sends a
team of peers to the HEI doing the inspection of the facilities and discussing the program
with students and teachers. The team delivers so-called peer reviews to the decision making
body of the agency, which then takes the final decision on the accreditation of the program.

At the moment there are four accredited agencies, one of which accredits all kind of
programs, whereas the others are specialised on business, chemistry and related subjects
and engineering.

Student representation
The two student members of the accreditation council where not selected by the various
student associations in Germany but handpicked by the rector’s conference in Germany.
One of them is coming from the University of Leipzig and worked in the local union some
years ago. He has finished his studies already and now does his doctorate in History. The
second student comes form the technical university of Berlin and is member of the Christian-
democratic student organisation in Germany. The different student organisations in
Germany criticised the selection procedure, (often) the idea of accreditation, the applied
standards and the introduction of Bachelor/Master programs as such. After considerable
criticism, the accreditation council invited the student representatives to a round table
discussion. This resulted in the establishment of a student pool for the accreditation process.
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Students have to be represented in the decision-making bodies of the agencies and can also
be part of the expert team which does the peer reviews of the programs. The accreditation
council has recommended the use of the established student pool to the agencies for these
purposes. The student pool is formed by nearly all the student associations in Germany
(the party political ones, the professional ones, the ones of the federal states etc.) and is
run by the students themselves. The bureau and the administration of the pool is done by
fzs, the ESIB member organisation from Germany.

Thus, the student organisations participate on a pragmatic level in the process of
accreditation, although there is still considerable criticism towards the accreditation process
and the introduction of Bachelor/Master programs amongst the majority of them.

Controversy
The accreditation process as such has caused quite some controversy in Germany and is
heavily criticised by some, whereas others see it as a necessary first step for common standards
for Bachelor/Master programs, which guarantees the quality of the program content and
structure.
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Workshop 2 - Transnational Education
Chaired by Kristina Lutz (SFS Board)
Helper: Stefan Bienefeld

Introduction
Transnational Education, or TNE in the abbreviated version, is a phenomenon, which is
gaining more and more importance, on the European as well (and even more) on the
global level of Higher Education policy.

The term is (at a first look) easily defined: Transnational Education describes a form of
delivery of Education (Services) in a given country through providers coming from a third
country. This means for example the situation that an institution from France offers a
program in European law at an HEI in the Netherlands or that Harvard sets up a com-
plete branch in Budapest. Education is in that surroundings (at least in the view of many
governments) a Service which is ex- and imported out of and into countries and this
export and import of (especially) Higher Education has become a huge market of interest
and rather big revenues for the providing agencies.

The phenomenon of TNE raises several questions of utmost importance such as:

• Who defines the “terms of trade” for TNE? Governments? UNESCO? NGOs? the
WTO?

• Who defines criteria and examples of good practise?
• How can the quality of transnational programs be assured and constantly enhanced?

Do we need an international accreditation scheme for TNE programs?
• How do the more market oriented and flexible TNE programs relate to publicly

organised and provided HE?
• How can the recognition of qualifications from TNE programs most easily be organ-

ised? Does it need special laws and regulations or are existing frameworks sufficient?
• What forms of delivery and assessment of Education are important with regards to

TNE? What role does ICT usage play?
These questions and many more have become of growing importance with the emergence
of TNE as a global trend, which is increasingly acknowledged as an important result of
globalisation and a “changing force” within the HE sector as a whole.

Thus, it can be easily explained that many of the “big” actors in the field have increasingly
committed themselves to the topic of TNE. UNESCO/CEPES (European branch of
UNESCO, based in Bucharest) has, in co-operation with the Council of Europe and the
Confederation of EU-Rectors conferences been dealing with the topic in a working group
and is in the process of producing a final report to address some of the questions raised
above. Within the Swedish EU-Presidency a seminar on the issue of TNE will be held in
Malmo, Sweden from 2nd to 35d of March.
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Finally, on the global level UNESCO as a whole, the World Bank and the WTO plus the
International Association of University Presidents have been dealing with the issue and a
special NGO called GATE (Global Alliance for Transnational Education) is working. All
these facts indicate towards the growing importance of the issue and also indicate the
importance for students to start discussing the topic, weighing possible chances against
possible dangers and establishing a coherent policy on the issue which will allow students
to actively take part in the discussions and get the Educational Service they request.

Some of the topics shall be addressed in the Workshop. Please read the following docu-
ment and/or check one of the following webpages for preparation:

www.cepes.ro (UNESCO/CEPES, click Acaemic Mobility!)

www.crue.upm.es/eurec/transed.htm

www.edugate.org
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INTRODUCTION TO THE THEME

OF

TRANSNATIONAL EDUCATION

by

Sérgio Machado dos Santos

Conference of The Directors General for Higher Education

and the

Heads of the Rectors’ Conferences of the European Union

                                                                                                         Aveiro, 3 April 2000

1. Background

The Portuguese Presidency defined as the main objective of the annual Conference of the
Directors General of Higher Education and the Chairpersons of the Rectors’ Conferences
of the European Union to bring forward a discussion on the theme of transnational edu-
cation, aiming at identifying forms of regulation for this type of higher education provi-
sion.

The theme fits the agenda for the follow-up of the Bologna Declaration, not only because
the setting up of a European area for higher education raises questions that go far beyond
the formal national education systems, since it implies competing in a global education
market with traditional and new providers under multiple forms, but also because the
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issue of mobility, which is central to the Bologna process, has nowadays also to do with the
mobility of institutions and of educational programmes and services, besides the mobility
of people. Thus, many of the instruments to be developed within the Bologna process to
deal with the “promotion of mobility by overcoming obstacles to the effective exercise of
free movement” 1 may be of relevance for the regulation of transnational education and
vice versa.

The Confederation accepted the challenge presented by the Portuguese Presidency and
consequently decided to undertake a study on the process of accreditation, since this will
certainly be an essential tool for dealing with transnational education. The results ob-
tained by the specific task force that looked into the subject of accreditation are presented
by Prof. Erichsen in a separate paper.

As for this presentation, it is merely intended as a first introduction to the complex theme
of transnational education, based on a review of some recent reports and papers. The idea
is to launch a debate around some key questions, such as: why is transnational education
flourishing? in which forms is it developing? which main problems arise? how to deal with
them?, with the aim to identify basic concepts and methodologies and try to define an
action plan for the near future, which should culminate in the international seminar fore-
seen on the agenda of the Bologna process for the next year.

2. The explosion of new providers
Ted Marchese, Vice-president of the American Association for Higher Education, recently
presented an extensive survey on what he calls “an explosive array of new competitors” in
American higher education. Several trends emerge from Marchese’s study 2:

• Many of the existing universities and colleges are developing remote-site strategies,
provoking an explosion of branch campus;

• A growing percentage of institutions are offering distance education courses;
• Big conglomerates of universities are creating powerful virtual universities to act as

brokers for their distance learning courses;
• For-profit networks, including universities, are attracting big investments from Wall

Street for the provision of post-secondary education and training in a market consid-
ered to be “huge and ripe for the picking”;

• For-profit universities, well capitalised and national/international in ambition, are
rapidly expanding;

• A host of new providers “hope to be the brokers of choice for the flood of courseware
hitting the Web”;

• Industry groups combine to produce their own education enterprises, with the aim to
lessen their dependence on exiting campus due to dissatisfaction with traditional
higher education.
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The trend of an increasing competition in higher education, as presented above for the
U.S., is becoming global and has also reached Europe. In a report by NikosKokosalakis 3
on non-official higher education in the European Union relating to nine European coun-
tries, it is documented that in southern Europe there is a significant problem with the
rapid expansion of non-official new providers: in Greece there are about 130 such institu-
tions, enrolling 28 000 students; in Italy, 62 non-official institutions were identified and
there are also a large number of franchising agreements and educational brokers; in Spain,
more than one hundred institutions of the type are in operation. Other European coun-
tries included in the survey also show this phenomenon, although at a smaller scale: in the
UK, about five percent of the students were attending non-official higher education courses
in 1992; in Ireland, the existence of eight “rogue colleges” was reported and the develop-
ment of private higher education has “led to growing public concern about the need for
consumer protection”; in France, there are references to 42 non-recognised institutions
offering higher education services and to 654 masters degrees and 282 MBAs in 1995
with no official recognition.

It can be added that in Portugal (not included in the survey) the private sector of higher
education had an exponential growth, with 113 private institutions being in operation in
1998. There are also a few franchising agreements with Polytechnics concerning the Mas-
ter degree. The recent announcement that the International Oxford University, based in
the Bahamas, is to start offering one hundred degree programmes late this year using
distance learning techniques raised big concerns of quality and consumer protection.

A pattern emerging from the survey is that the UK is by far the biggest exporter of higher
education in Europe; Greece, Spain and Italy are, in turn, the main importers. The Open
University of the UK is one of the main providers in the other European countries, and in
general British universities are active in collaborative agreements and in providing MAs
and MBAs in all countries of the study. Universities from the U.S. are also present in all
countries of the study and are the principal providers from outside Europe.

There are also examples of corporations’ collaborative ventures in Europe 4, to provide
customised degrees and training, such as the British Aerospace Virtual University, the
Daimler-Benz Corporate University or the Lufthansa Business School. International in-
stitutions, like the European University Centre for Management Studies with more than a
dozen campuses all over Europe, are developing as well.

The flourishing of new providers in higher education has much to do with the balance of
supply and demand, on both quantitative and qualitative terms.

The demand for post-secondary education has been growing continuously, not only from
traditional students but also from the emergence of new publics seeking higher education.
The increasing connection and juxtaposition of education and training has, in fact, raised
the needs for continuing and lifelong education and for more flexible and dynamic forms
of delivery: demand-led and client-driven approaches are needed, “where learners can
shop for education from diverse sources and in ways they themselves plan” 5. The need for
specialisation and the “saturation of graduates” have in addition contributed to the rapid
increase in the demand for postgraduation studies.
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From the supply side, the official higher education systems are not always adequate to
meet the needs of the expanding education markets, often falling short of what is needed
3. In many countries, the provision of official higher education is insufficient and subject
to strongly selective recruitment of students. Traditional institutions are frequently organ-
ised in supply-led and heavily institutionalised ways, lacking the flexibility to respond in
time to the new needs in contents and methodologies. The decline of public funding also
contributes to widen the gap between demand and the official supply.

The conditions are therefore ripe for the emergence of alternative providers outside the
official higher education, who are quickly grasping the opportunities for a potentially
lucrative market. These new providers target the new and left-behind areas which were
neglected or poorly served by the traditional institutions, often filling niches and making
use of flexible approaches to adapt to clients’ needs.

The new information and communication technologies facilitated different and more
decentralised ways of organising education, providing easier access to courseware. Many
new providers are therefore technology-driven, characterised by high capital investments
but low-cost operations.

It must be noticed that alternative providers in a particular country, aiming at filling the
gap between demand and supply, may be institutions which are part of the official higher
education system in another country. For example, the development of a “enterprise cul-
ture” associated with a drop in public funding has led the British universities to market
educational services abroad, by offering franchised programmes and recruiting students
from abroad. This justifies the strong presence of British universities in southern Europe,
as mentioned earlier.

3. Basic concepts and definitions
The situation concerning transnational education is very dynamic and fluid, and different
terms are sometimes used to mean similar - but not always equivalent - concepts, so it is
convenient to clarify some basic definitions. Some good references for a terminology can
be found in the UNESCO/Council of Europe Code of Good Practice in the Provision of
Transnational Education 6,7 and in a study on “institutions, programmes and qualifica-
tions outside of the educational system of the host country” 8, produced by the Swedish
National Agency for Higher Education.

A first distinction must be made between two somewhat overlapping concepts:

• Non-official higher education — higher education activities operating in parallel to
and outside the official higher education system of the host country;

• Transnational education — higher education activities (study programmes, or sets of
courses of study, or educational services, including those of distance education) in
which the learners are located in a host country different from the one where the
awarding institution is based; such programmes may belong to the education systems
of a State different from the host country or may operate outside of any national
education system.
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Transnational education implies, therefore, crossing the borders of national higher educa-
tion systems and usually falls into the category of non-official higher education in the host
country. However, non-official higher education may also include private institutions which
are not transnational.

Transnational education is often considered in relation with the franchising of institutions
and programmes, but it can also take other forms of delivery. The different institutional
arrangements may be systematised as follows:

• Franchising: the process whereby a higher education institution (franchiser) from a
certain country grants another institution (franchisee) in another country the right to
provide the franchiser’s programmes/qualifications in the franchisee’s host country,
irrespective of the students’ provenience (from the first, the second or any other coun-
try):

-In many cases, the franchisee only provides the first part of the educational programme,
which can be recognised as partial credits towards a qualification at the franchiser in the
context of a “programme articulation”;

- the franchisee is not always recognised in the host country, even if the franchiser’s pro-
grammes/qualifications delivered in its home country are recognised in the host country.

• Branch campus: campus established by a higher education institution from one coun-
try in another country (the host country) to offer its own educational programmes/
qualifications, irrespective of the students’ provenience:

- the arrangement is similar to franchising, but the franchisee is a campus of the franchiser;

- the notes on franchising apply here as well.

• Programme articulation: inter-institutional arrangements whereby two or more insti-
tutions agree to define jointly a study programme in terms of study credits and credit
transfers, so that students pursuing their studies in one institution have their credits
recognised by the other and accepted for transfer in order to continue their studies
(“twinning programmes”, “articulation agreements”, …).

• International institution: institution offering “international” programmes/qualifica-
tions that are not part of a specific educational system:

- may have branch campuses in several countries;

- seldom recognised in host countries;

- may be accredited by a national accrediting body in the U.S., or have articulation agree-
ments with American or British universities.

• Off-shore institution: autonomous institutions established in a host country but be-
longing, in terms of its organisation and contents, to the educational system of an-
other country without having a campus in the country to which it belongs:
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- seldom recognised in the host country;

- some are accredited by regional or national accrediting commissions in the U.S.;

- some may have articulation agreements with other educational institutions in the coun-
try to which they belong.

• Other arrangements: other examples of institutional arrangements for transnational
education may be:

- large corporations, which organise their own higher education institutions or study pro-
grammes offering qualifications not belonging to any national system of higher educa-
tion;

- distance learning: institutions offering distance education (there is a growing number
of such institutions, whose programmes/ qualifications may or may not belong to the
higher education system of a particular country).

-
It is possible for a particular institution to fit the description of more than one type of
institutional arrangement. Also, new modalities or arrangements may emerge as

the demand for higher education keeps growing.

4. Problems arising from transnational education
Transnational education can be seen in a positive way, as representing an important con-
tribution to improve access to higher education in countries where the demand far exceeds
the available supply from the official higher education system. It can also contribute to the
diversification of the ways in which educational and professional training programmes are
delivered, widening learning opportunities for new publics emerging from the develop-
ment of lifelong learning attitudes. Transnational education is also seen as a means to
further develop the internationalisation of higher education and to promote intercultural
co-operation 9.

There is a growing tension, however, between the national educational systems and the
process of internationalisation of higher education 3,9, mainly due to the alarming growth
of transnational education and the emerging problems of transparency and regulation.
The appearance of “degree mills” and cases of dubious legality in the awarding of degrees
does not help to reduce the tensions. Also, “there are quite openly expressed fears in the
established integrated universities that new entrants (…) will ‘cream-skim’ them, i.e., offer
only high-demand low-cost courses with solid margins of profit (…), diminishing their
ability to cross-subsidise low-demand or high-cost areas the retention of which is a legiti-
mate public interest” 10.

Nevertheless, transnational education in general should not be identified with fraudulous
activities or bogus titles. Much of its provision works in parallel to the formal systems and
in some cases it can be of comparable or even higher quality. The trouble is that in an



GÖTEBORG STUDENT CONVENTION READER      47

increasingly diversified system, the necessary mechanisms to guarantee adequate regula-
tion and transparency are lacking.

There are, indeed, serious implications from the fast and unchecked growth of transnational
education. Kokosalakis 3 underlines that all the national reports from the nine countries
involved in his study point to the “crucial problems (raised by non-official higher educa-
tion) for the whole area of certification, recognition, parity of titles, transparency, quality
control and assurance and above all the legal framework which legitimises these issues
across the EU”. The difficulties are augmented by the fact that transnational education
often falls outside the official framework for higher education and, as a consequence, stays
outside the formal supervision of academic standards.

In synthesis, the most problematic issues emerging from the expansion of transnational
education are 9:

1. regulation: “the various legislative, cultural, linguistic consequences of partnerships or
other education arrangements”;

2. quality assurance: “the assurance of quality and standards of both the study programmes
provided and degrees awarded through collaborative partnerships”;

3. recognition: “the recognition of qualifications awarded through such transnational
collaborative partnerships”.

There is a basic concern behind these considerations - the need for consumer protection.
As said before, malpractice may occur and there are “degree mills” in operation, so people
may be awarded titles without formal or substantive value. The aggressive marketing of
institutions and programmes is not always helpful and may even be misleading or deceit-
ful. The problem also concerns other stakeholders, like official academic institutions or
employers, who may be misled into accepting non-recognised or false qualifications. Cer-
tification plays an important role in this context.

5. Basis for solutions
To devise ways and solutions to deal with the problems raised by transnational education,
the crucial and interdependent issues of regulation, quality assurance and recognition
must be addressed, as seen.

Regulation

The questions should not, however, be seen only in the context of the legal and formal
structures of regulation of higher education in each country, because borderlines are dif-
ferent and what is an official qualification in one country may be non-official in another.
Indeed, “the crux of the problem arises within the transnational framework of regulation
and recognition of higher education in the EU” 3 and any regulatory measures must take
into consideration the national, the EU and the international law. To this effect, it is
worth remembering that the General Agreement on Trade in Services (GATS) establishes
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equal treatment related to the movement of professional and educational services across
national borders. In the relations between the EU Member States, the same question arises
from the implementation of Directives relating to the internal market and to mobility.

An interesting point to note is that the countries with open regulatory frameworks, like
Austria, the Netherlands or Norway, seem to have less problems with transnational educa-
tion, because such open systems tend to absorb non-official higher education as it comes
and, by officialising it, some control is acquired.

Quality assurance

Non-official higher education raises problems of transparency and quality control as it is
outside the official system and therefore is not subject to the national mechanisms of
quality assurance in the host country.

When looking at transnational education from the supplier side, two different situations
may occur which are of relevance to quality assurance:

• the programmes/qualifications offered in the host country are integrated in the offi-
cial system of the awarding institution’s country;

• the programmes/qualifications do not belong to any official system.
The first situation may lessen the problems, because the awarding institution is then sub-
ject to the quality assurance system in its country and the franchised/exported programmes
are most probably recognised in the original country. The circumstances, however, are not
always completely clear and problems may occur for a number of different reasons: the
awarding institution, even if it is public in its own country, becomes a private institution,
financially dependent on the students fees, in the host country; the partner institution
may be a small or recently established organisation lacking university tradition; the
franchising agreement may not guarantee a sufficient control of the awarding institution
on the supervision of teaching and examinations, the quality of staff and resources or the
protection of students.

Anyway, the awarding institution has the main responsibility for the quality of the quali-
fications provided, which raises a problem of image for the institution itself and for its
national higher education system if standards are not kept in the franchised programmes.
This, by itself, constitutes a mechanism of some safeguard of standards, because the na-
tional system (Rectors’ Conference, national agency for quality assurance, Government) is
interested in not having its image tarnished and is therefore likely to take precautionary
measures.

It is understandable, in this context, that the main higher education exporting countries,
in an attempt to address the issues on the quality of transnational education - as seen from
the provider’s perspective - have produced codes of good practice that include recommen-
dations for the awarding institutions aiming at ensuring the quality of education provided
and the standards of the qualifications awarded. Particularly meaningful examples of such
codes are:
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• in the UK: Code of Practice for Overseas Collaborative Provision in Higher Educa-
tion, Higher Education Quality Council (1996); Quality Assurance Code of Prac-
tice: Collaborative Provisions, Quality Assurance Agency.

• in the US: Principles of Good Practice for Educational Programs for Non-U.S. Na-
tionals, shared among the regional institutional accrediting bodies of the U.S.

• in Australia: Code of Ethical Practice in the Offshore Provision of Education and
Educational Services by Australian Higher Education Institutions, Australian Vice-
Chancellors Committee.

The second situation, when the awarding institution does not belong to any official sys-
tem, escapes regulation from the supplier’s side and is more fluid and prone to create
problems. Some providers are however conscious of the image problem and seek forms of
legitimation for their courses, sometimes through alliances with well established universi-
ties. International accreditation by private agencies in thematic areas is another possibility
for buying a label of quality. In a more global approach, the Global Alliance for Transnational
Education (GATE) devised a code of good practice for transnational education and a
process of certification for those institutions that submit themselves to certification proce-
dures and adhere to the established principles. However, criticisms are known on this type
of approach.

From the demand side, i.e., in the perspective of the receiving countries, different forms of
reaction may be identified to try to solve the problems of transnational education, from
simply outlawing transnational programmes to the integration of such programmes in the
official system of higher education through a recognition procedure.

The radical approach of a tight control on the operation of transnational education does
not seem to be convenient, because it will probably be in conflict with European Union or
international laws and, anyway, would only postpone and not solve the problems. A re-
cent example concerns Greece, where non-official higher education is precluded by the
constitution but, following action by the European Court of Justice, a presidential decree
will soon change the legislation governing private universities, degree parity, academic
qualifications and professional rights, bringing it into line with the rest of the EU 11.

A more practical and efficient approach may be to institute appropriate practices to gain
some control of the provision of transnational education in the host country, namely by
creating mechanisms and/or incentives for its submission to the quality assurance proce-
dures applying to official higher education.

The problems on quality assurance emerging from transnational education are of indi-
vidual concern to most European countries, but there is also a European dimension to it.
In fact, besides being a common concern, by highlighting these problems one focuses on
areas where intervention could be foreseen, such as the promotion of policies of common
recognition and parity of titles and the transparency of their production and regulation,
which, after all, are prerequisites for promoting mobility of people within Europe. The
European Network for Quality Assurance in Higher Education, launched a short time
ago, is expected to play an essential role in monitoring and in exchanging information and
good practices related to the provision of transnational education. It must be stressed,
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however, that the network is not - and should not be - intended as a European agency for
accreditation.

Recognition

The recognition of institutions and of programmes, for academic and/or for professional
purposes, is a very complex subject involving conflicting interests at several levels, viz.
between the protection of traditional diplomas and professions and the needs in relation
to mobility and the market. The theme will be thoroughly dealt with in the next presenta-
tion, on accreditation, so only two particular points will be raised here.

A wide normative and methodological framework to deal in general terms with the recog-
nition of qualifications awarded under transnational collaborative arrangements is already
provided by the Lisbon Recognition Convention 12, particularly in what concerns the
mobility of students. However, the Convention applies to qualifications issued under a
higher education system recognised by a signatory State of the Convention and does not
deal with the specific recognition issues deriving from transnational education. In this
context, the work being conducted by the Working Group on Transnational Education,
operating within the ENIC framework under the auspices of UNESCO(CEPES) and the
Council of Europe, which is dealing with “the issues of quality and assessment of franchised
higher education programmes/institutions (in order to) propose guidelines for the recog-
nition of qualifications granted by these institutions” 6, is of great importance.

The Working Group prepared a draft for a Code of Good Practice in the Provision of
Transnational Education which is under appreciation by the Committee of the Lisbon
Recognition Convention. The code aims at providing a normative framework designed to
present the perspectives of both sending and receiving countries. The code provides a set
of principles, in the form of statements with a normative value, with the objective to be a
source of reference to the quality assurance and evaluation of programmes, to contribute
to consumer protection for students, employers and other stakeholders and to facilitate
the recognition of qualifications.

The second point relates to the transparency of certification, which can be greatly en-
hanced by the systematic use of the Diploma Supplement developed as a joint initiative of
the European Commission, the Council of Europe and UNESCO/CEPES. The Confed-
eration, with support from the European Commission, is undertaking a project to pro-
mote the implementation of the diploma supplement in all Member States of the EU and
the EEA. If issuing the diploma supplement becomes a rule, it can hardly be avoided by
non-official higher education institutions and the extra information provided may be of
help to assess the value of the qualifications.
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6. Some basis for action
Transnational education brings to the field of higher education a situation of fluidity and
competition that completely changes its landscape. It represents a matter of concern for
each EU Member State individually and for the Union as a whole. The national and
European dimensions of the problem must be kept in mind when devising any measures
intended to reinforce the beneficial aspects of transnational education in terms of learning
opportunities, and to solve or reduce the tensions related to quality and standards of the
qualifications awarded.

A first very basic question to be addressed is the one of clarification and transparency. A
better understanding of the normative basis of transnational education, of its practices
and of its effects is essential as a means to make it acceptable for both the receiving and the
sending systems. Transparency in the regulatory mechanisms, in the formulation of
transnational arrangements, in its monitoring and assessment and in the recognition and
certification of qualifications is a fundamental prerequisite to ease the tensions.

To make these objectives operational, some possible courses for action can be foreseen and
introduced in the debate, as follows.

Study on transnational education in Europe: to undertake a study with the aim to map
developments in Europe concerning the situation and trends in the franchising of educa-
tion, the typology of non-official education, the regulatory mechanisms in place or under
consideration, the problems arising and examples of good practice in dealing with them.
The study should be developed with the support of the Rectors’ Conferences and in close
cooperation with the European Network for Quality Assurance, to assess the repercus-
sions for quality assurance, and with the NARIC/ENIC Network to link to the questions
relating to the recognition of qualifications, access and information to students and
stakeholders. Some conclusions must be drawn on ways to harmonise rules and to encour-
age good practices. The support from the European Commission is essential for the study,
which should include all the signatory countries of the Bologna Declaration. As part of
this study, or as an independent report, the implications of GATS and of EU Directives on
the provision of transnational education should be explicitly addressed.

Monitoring of quality assurance in transnational education: apart from the proposed study,
the European Network for Quality Assurance could follow closely the ways in which the
national systems of quality assurance deal with the assessment of non-official higher edu-
cation, aiming at the dissemination of examples of good practice. It would also be worth-
while to follow the discussions taking place in other organisations on the establishment of
codes or guides of good practice that could be of help to the national systems.

National legal framework of regulation: the legal framework for the regulation of higher
education seems to need serious consideration in each country, in order to develop a more
comprehensive, diverse and elaborate approach, keeping in mind that the open regulatory
systems demonstrate better adaptation to the new and non-official forms of higher educa-
tion provision.
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The role of the NARIC/ENIC Network: the experience of NARICs/ENICs on the recog-
nition of official qualifications under the Lisbon Recognition Convention is of great im-
portance to tackle the more difficult issue of the recognition of non-official qualifications.
The Convention, although restricted in a strict legal sense to the recognition of official
qualifications, provides a procedural and methodological framework that can be of value
for transnational education, as is clearly shown in the code of good practice under prepa-
ration within the NARIC/ENIC network. NARICs/ENICs should therefore be encour-
aged to proceed with their work on the discussion and dissemination of good practice.

Promotion and implementation of the Diploma Supplement: as mentioned earlier, it is
important to generalise the use of the diploma supplement as a means to introduce greater
transparency into the certification of qualifications and provide better information for
consumer protection and for recognition procedures.

 A final point must be made on the fact that wild competitiveness and the marketisation
of higher education raise serious conflicts with the traditional university ethos of scholar-
ship and the pursuit of knowledge for its own sake. Alternative providers do not necessar-
ily produce new knowledge, they are more concerned with transmitting existing knowl-
edge and they “may be trading on one of the most destructive myths of our time, the idea
that intellectual powers, deep understanding, and valuable skills can be ‘transmitted’ via
‘delivery systems’” 13 as pointed out by the President of the Association of American
Colleges and Universities.

It is essential that the traditional research university keeps its dedication to disinterested
study, of which it is proud, and to the creation of a proper environment for students’
socialisation and character building, in a judicious balance with serving the needs coming
from society’s new and wider expectations. Above all, the modern university, like the an-
cient Greek Academies, must value very high in its mission the question of what sorts of
citizens it wants its graduates to become.
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Workshop 3 - Social implications of the
European Higher Education Area
Uros Vajgl (Member of EC 1999)
Helper: Marlous Velt

Report of ESIB SA working group meeting

The following is the content report of the preparatory meeting for the Cyprus ESIB Board
Meeting and seminar on student welfare, held in Larochette, Luxembourg, between 1st

and 4th of July, 1999. Present were representatives of 10 national unions of students. The
report is divided into the topics that were discussed at the meeting: student housing,
student financial aids, student employment and student health care.

Student Housing

Aims and issues
Student housing can fulfill several goals: socialization of the students. Student housing are
places where many students live which prevents them from being isolated. Very often,
parties and cultural events are organized there. Living with others is also a way to learn
citizenship.

Student housing facilitates mobility: it is of course difficult for foreign students to find an
accommodation in their host country. Even within the same country, student housing is
often an easier and cheaper way for students to stay in the city of their university.

There is also a social goal of student housing: in many countries cheap student
accommodations are reserved for low income students. Finally, student housing also offers
autonomy from the family.

Important is also giving students a decent accommodation – there should be minimum
standards. There should also be student representation at all level of decision making in
student dormitories.

The issues involved with student housing were listed; aim of the housing system, welcoming
of foreign students - supporting mobility, how to regulate the private market, who is
responsible for the housing of the students (government, student unions, universities -
funding, administrating) and the criteria for entering student homes.
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Country comparison

Belgium:
There is no unified system for student housing. It is mainly managed by the universities
themselves. However, there is a start of a national coordination.

Finland:
Responsibility of the universities (autonomy of the universities). The costs of
accommodation in student houses varies according to financial background. Finland
housing is funded by student unions - therefore students are represented in governing
boards. Students tend to stay apart from their families - 30 to 40% of students stay in
dormitories. No social criteria.

Slovenia:
In Slovenia 15% of students live in dormitories, 30% in private accommodation (black
market) - state offers subsidies for private accommodation. The black market
accommodation is a problem for students. Dormitories non-profit organization run by
the university, state and student union. There are separate quotas for exchange students.
The students are allowed to stay for 5 years.

Hungary:
In Hungary there are mainly problems with housing of exchange students - exchange
students must find apartments on their own.

The Netherlands:
In the Netherlands you can find accommodation through a private NGO, a governmental
organization, the student union. You can live there for as long as you wish - there are
however waiting lists.

Sweden:
In Sweden there is also a waiting list for entering student homes - students wait for up to
a year. Good experience that native and exchange students live together. There is no national
coordination for the housing service.

Cyprus:
Student housing in Cyprus is not financed by the state. POFNE is collecting information
about cheap housing for students. POFNE is also lobbying for a sum of 2000 US$ per
year for housing.

France:
In France some 11% live in dormitories, 50% with their parents. The dormitories are
managed by  a central administration (CROUS) where students are elected. There are also
dormitories councils where students have a consultative status. There is help from the
state (150 EUROS per month) for all students not living with their parents.
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Denmark:
In Denmark there is also no centralization of student housing services. The criteria for
entering the homes is set by students. Only people living far from the places of studies are
able to stay in the dormitories.

The discussion pointed out that students are a benefit for any city - they spend all of the
money they actually receive.

Iceland:
In Iceland there is a student company running student homes - a non-profit organization
not paying taxes, it also runs a list of possibilities of the private market offering them a
place to stay.

Luxembourg student housing

Student housing in Luxembourg is new. The speaker is representing a private organization
founded 5 years ago operating a student dormitory. It is built ecologically, artistical point
and taking care of handicapped. Establish human contact with each one of the students.

There is a council overviewing the functioning of the dormitory, this council does include
a student. The administration is however centralized. It started establishing contact with
Crous (France) and Studentenwerk (Germany). Employed by the administration are a
technician, a cleaning lady and a gardener.

It is possible to stay for 1 year in the dormitories, 2 years at most. The criteria to acquire a
room is to be a student, a participant in a exchange programme and social background of
the participants. The convention from the Ministry is 5.000 LUF per student per month.
There is an ever increasing demand also of Luxembourg students for living in the student
houses.

Financial aid systems

Aims and issues
The speaker, Jean-Paul Weynandt of the Luxembourg Ministry of Education, argued that
there must also be a system of merit encouraging students to be more efficient in their
studying. This system would function on the basis: the more efficiently you study, the
more grant you have.

Why should government spend budget on financial aid? Social justice, also investment
into the students the only asset into which society can invest. All financial aid is a sort of
an investment from society - if you invest in education, you will be paid back in the future.
Indeed, the student -worker to be- will work for himself but also for the community.
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The speaker also argued that students should be charged at a market interest rate (without
subsidizing) for the loans they receive. He would prefer to give a basic grant to every
student. In some cases there would be grants taken not for studying purposes but as a
cheap loan.

The participants on the other side argued that a system of grants does not sufficiently ease
the access to education for lower income families, since the money will have to be repaid
anyway.

The discussion also focused on the autonomy of system against the family situation of the
student (with family, type of family, own family, etc.). It was discussed that the system of
financial aids should focus more on the characteristics of individuals and not on the family.

Financial aid scheme in Luxembourg

The speaker is responsible for financial aids, also food, scholarships, etc. for college students
and pupils in the Luxembourgian Ministry of Education. The Ministry of Education is
also co-operating with the student services abroad - mainly on housing for the students
going abroad.

The speaker presented the financial aid scheme for students studying abroad; the
beneficiaries, the components of the system, how to define the amount of money they are
entitled to, how long they are receiving the aid and how they pay back the loan.

Who is a beneficiary:

- all students of Luxemburgian citizenship (no matter where)

- foreign students complying to certain criteria (i.e. mother working in Luxembourg)

- foreigners with a completed education in Luxembourg (i.e. secondary school)

- all university students or students of similar courses.

There are 3 components of the financial aid: the system as itself, aid given to the families
(until children reach the age of 27) and the fiscal system (students are considered a part of
family, which ensures fiscal reduction through lower taxes).

The budget available for each student is calculated individually. Every student could dispose
of 8.000 EUROs, from this amount we must deduct what the family is receiving and
come to the final figure - 6.000  EUROs. The 2.000 EUROs that the family is receiving
can also be given to the student directly (if the student expresses this wish). Approximately
half of this budget is in the shape of a grand, the other half a loan (interest rate 2% paid by
the students, the government subsidizing the rest).

The aid meant for families can also be given to the child directly. It is important to
understand that the family values are deeply installed in not only this system, but in many
processes in Luxembourg. It is a compromise of what was realized in the Northern countries
(i.e. in Finland the family has no responsibility for children after age of 18) and what was
not realized further south.
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The budget can also be increased by an additional 2.500 EURO if tuition fees are high
and by an additional 1000 EURO for student parents.

1800 students are currently receiving a grant from the scheme out of a total 4200 students
in the system.

The criteria used to determine the amount of the budget that is given to the student in the
shape of a grant is disposable revenue and the number of kids in the family.

Student Employment

Aims and issues

Students who are working beside their studies are earning money, which they can use
however they want. In this sense their work provides them with a greater independence. It
was argued whether it was good to work and if the work experience is beneficial to the
studying. The reasons supporting student employment is the earning of independent money,
gaining work experience and accessing first time employment.

The arguments against employment are the difficulties of successful studying beside working
(failure rate at the university), the second question is how many students are actually able
to work in the field of their studies, which questions the quality of the work experience
gained.

An important issue is whether student labour is necessary. It was commonly acknowledged
that students should not have to work, however if they do, they should be provided service
and easier access to the jobs.

Another issue that was brought up, was the policy of student unions regarding student
employment. A common argument was that student unions are not labour unions and
should not be involved in such matters, however there are several countries where student
employment is a unavoidable means of income for students. In these countries student
unions are also active on the issue.

Country comparison
Students are working part-time in most European countries. In many countries it is an
unavoidable result of poor financial aid schemes for students. Regardless of this, the financial
aid given for students needs to be given back if the student earns too much money (i.e. the
Netherlands).

A large majority of the participants stated that part-time work is very often for students in
their countries (i.e. France). In many countries students work part-time (i.e. Finland),
although they do not need to. In several countries there are employment agencies dealing
with student labour. In some cases these are located at universities and easily accessible,
while in some cases they are located elsewhere.
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Belgium:
Most students in Belgium do not need to work - parents are obliged to pay for the studies.
Students there are mostly involved with summer-time jobs. To a certain amount the family
pays the taxes for the student salaries, over a certain amount the student pays the tax.

Cyprus, France:
In Cyprus and in France more than one third of the students work part-time.

Denmark:
In Denmark 55% of students are working part-time - instead of taking a student loan.
There is a roof to how much you can earn.

Iceland:
In Iceland there is an employment company for students. The students get only loans - the
sum of the loan divers according to the amount of money earned. Since the loan is not
sufficient even in the first year, the students are forced to work more and more each year.

Student employment and student employment agencies in
Slovenia

In the first part of the session, the speakers introduced the student employment agencies
in Slovenia. The agencies are firms owned by the student organizations. The taxes are used
for the functioning of the firms as well as for financing student organizations and extra-
curriculum activities.

In the second part of the session the speakers presented the legal base for the student
employment in Slovenia. An important aspect of student employment in Slovenia is that
students and pupils are exempted from paying taxes on the money they earn through their
work. Instead of deducting taxes to the state, the employment agencies servicing the part-
time employment charge companies an additional 10% of the money that the student
earned, which they use for the functioning of the agencies and for financing student extra-
curriculum activities, through the student unions and other student associations. This is
the legal basis for the financing of student unions in Slovenia.

The students are exempt from the tax for sums up to 61% of the average gross yearly salary
in Slovenia. If they earn more money than this, they are obliged to pay taxes normally. The
tax exemption makes it easier for students to find part-time employment, since they are a
relatively cheaper work force than the rest of the population. The separation of student
and pupil labour from the rest of the population also makes the student employment
agencies a popular resource for companies seeking part-time help.
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Social protection

Aims and issues

The first issue discussed was whether there was a need for a separate student health service.
It was discussed that students have different problems and needs than the general population,
thus there is a need for a separate health care service aimed directly at students. Such a
service would also be beneficial for students, since it could be made more accessible for
them.

Another question was brought up - which problems can be considered typical student
problems and which are just generally problems of youth or the whole population. Students
are very concerns by problems like AIDS, stress, bad nutrition, suicide, contraception,
many of these concerns are equal to all youth, however have different consequences for
students and may be addressed to differently for students. The discussion also brought up
the question of mental health care.

The general question of the autonomy of the students was also discussed. Students should
be allowed to autonomously take care of their own health problems.

Country comparison

In France in 1946 the student union founded a specific social security system for students.
It still exists. This students system is the “Mutual system”. It was created according to the
mutuality principles already existing for workers: that means that it is a system based on
solidarity among students and that it is managed by the students themselves. There are
elections every two years to elect students who are going to manage the system. They
decide about what is going to be reimbursed, the general policy of the Mutual. In other
countries, special student health care services are either be student operated, as in France,
operated by universities or non-existent.

The Mutual (MNEF) in France has a long tradition of campaigning and informing in
Universities. It struggled for the right of abortion, the pill, the reimbursement of
psychological help, etc. The MNEF founded “houses of Youth and Health “ where all the
doctors are totally free.

The specific student health system is in French opinion something very positive: students
are totally independent from their parents if they want to go to the doctor, get the pill,
have an abortion…

Student health care is free in quite some countries: in Cyprus, Denmark and Iceland, for
instance, the health care is free for all citizens, while in some countries it is free just for the
students (example Slovenia, Hungary). In Holland, the student health care fees are
subsidized by the government, but are not free. In France, students pays about 150 EUROs
per year for their health care system. It is free for students who have a scholarship.
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Student health care service in Finland

The Finnish Student Health Service (FSHS) was founded by the National Union of Finnish
Students in 1954, having its roots in the 1930’s. It covers all university students (118 400)
in 16 cities. It provides students with preventive health care, medical, mental and dental
care.

The FSHS is financed by the Social Insurance Institution (64%), the students (18,5%)
and student unions, the university cities (11%) and the State of Finland. Students are
represented at all levels in its administration. Students can therefore decide on the amount
of what students will have to pay and on how much will be reimbursed.

This independent system for students allows a great deal of autonomy for the students in
Finland.

Surveys and debates on student welfare
The following is a collection of papers gained from different organizations active in the
field of student welfare. Upon searching for these papers we stumbled upon several sources
of valid information on different aids for students - both financial and non-financial. The
following texts are not meant primarily to portray statistical data, but to spark discussions
on the important issues that need to be addressed.

Current developments in the educational assistance systems in
Western Europe in connection with the family burden
equalization systems

The Deutsches Studentenwerk2  has recently published a survey on Current Developments
in the Educational Assistance Systems in Western Europe in connection with the Family
Burden Equalization Systems. The survey, supported by the German Federal Ministry for
Education, Science, Research and Technology (BMBF) examines the current developments
in the educational assistance systems of 13 western European countries which are - with
the exception of Switzerland - members of the European Union.

The assistance systems in western European countries find themselves in a process of
continuous change, in some cases developing parallel along the same lines, in others,
developing in opposite, contrary directions. When these assistance systems are to be
subjected to a comparative analysis, then one cannot simply individually compare the
principles of assistance, the group of those qualifying for assistance, the level of assistance
or the proportion of students receiving assistance, since, taken by themselves, these data
provide but a limited range of information. The objective of the survey is to illuminate the
complex structure of interaction between maintenance legislation and the family burden
equalization systems. Within this context, the tax burden also plays a significant role.
Moreover consideration is also given in the survey to the issues of tuition fees and additional
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forms of assistance available in the various countries. 

As far as the question of the promotion o student mobility within the national assistance
systems is concerned, the survey examines the various assistance systems, with consideration
of their component which provide support for foreign students and those which provide
support for nationals of the respective country when these study abroad. The results c the
survey could serve to improve the fine-tuning and co-ordination of European support
programmes with national assistance systems.

I would like to focus on some important issues and illustrate them with comparative
charts.

parental-dependent and parental-independent assistance systems

There are two basic groups or types of assistance systems. On the one hand, there are
systems of assistance in which the parental income is taken into consideration in the cal-
culation and awarding of grants, and, on the other, there are systems of assistance in which
the student is supported, regardless of the parental income. In the following, these assi-
stance system will be denoted as parental dependent and parental independent. Parental
dependent assistance systems are to be found in Belgium, Germany, France, Italy, Austria,
Ireland, Switzerland, Spain and the United Kingdom. Parental independent assistance
systems are to be found in Denmark, Finland and Sweden, although Denmark and Finland
provide parental dependent support up to when the child turns 20, and children who are
living with their parents in Finland also partly receive their assistance in a form dependent
on the parental income. Apart from the generally parental independent assistance, the
Nordic assistance systems also reveal a number of other common denominators, meaning
that one can certainly speak of a “Scandinavian Model”. The Norwegian system of assistance
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has not been examined within the scope of this survey, although it does reveal the same
characteristics as the assistance systems in Denmark, Finland and Sweden.

A mixed system of parental dependent and parental independent support is to be found in
the Netherlands, where a parental independent base sum - resulting out of the transfor-
mation of former family burden equalization payments into direct transfers to students
and parental dependent supplementary assistance, plus a parental independent loan, run
parallel to each other.

As Chart I on the proportion of students receiving assistance shows, there is a direct link
between the parental dependent or respectively independent component in the assistance
systems and the percentage of students among the total student body actually receiving
assistance. High proportions of supported students (over 50 %) are to be found in coun-
tries with parental independent assistance systems, that is in the Scandinavian countries
and in the Netherlands (where it applies the parental independent base grant). In the
Republic of Ireland, the proportion of those receiving support is higher in comparison to
other countries with parental dependent assistance systems. This illustrates a relationship
to state transfers within the scope of the family burden equalization system which is not
awarded in Ireland. In all other cases, around quarter of all students receive assistance.

A European comparison of the maximum amount of monthly assistance reveals substantial
differences (in comparing, it must be note that the currencies have varying levels of
purchasing power and that the cost of living in individual countries may differ greatly.
The extent of indirect assistance may also play a role). The higher levels (above ECU 500)
are to be found in Switzerland, Denmark, Finland, Sweden, the Netherlands, Austria and
Germany. Indeed Switzerland, followed by Austria, clearly offer the highest levels of
assistance.

The relationship between grant & loan elements
When the assistance systems in Western European countries are examined as regard the
relationship between grant and loan elements, it is initially seen that most countries operate
a mixed system. Assistance based solely on grants, at least for students who properly pursue
and complete their studies, is to be found in Belgium, France, Italy, Austria, the Republic
of Ireland and Spain. In all cases, these are parental dependent assistance systems. The
assistance systems of Denmark and the Netherlands (with maximum assistance in the
parental dependent part of the assistance system) have a high grant element (above 50 %).
Finland, Germany and the United Kingdom provide educational assistance approximately
on the basis of half loan and half grant. Only Sweden has a loan element well above 50 %;
if the maximum assistance rate is taken, it even amounts to 70 % and is also interest-
bearing. This means that those receiving assistance will have accumulated a substantial
debt by the time they enter their careers.

Observation of the latest developments in the assistance systems and of the current discussi-
ons on reform plans reveals - certainly also as a consequence of the need for cost-cutting
measures in the national budgets of European countries - a clear shift from grant-based
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systems to loan-based systems: Since I 996, the grant element in the assistance system in
the Netherlands has initially only been paid out in the form of an interest-bearing loan;
the retrospective conversion into grants is linked to the rapid completion of studies. In
Finland, loans have been awarded by private banks at market rates and conditions; interest
is charged on these during the studies. Previously they were state subsidized. In the United
Kingdom, the loan element developed by the government in the early 1990s has risen
from 20% to 49 %.

In Germany, interest-bearing loans have been introduced as assistance in the two semesters
which follow the maximum support period. The Republic of Ireland and Switzerland are
considering the introduction of loans (or respectively the extension of the loan element).
Only in Italy, the country with the lowest number of students receiving assistance, does
the government intend to expand the assistance system in the form of grants.

Tuition fees and other charges

Students are expected to pay various fees and charges in the countries examined: tuition
fees, registration fees, examination fees, social contributions and contributions to the stu-
dent representations or unions. In some countries, tuition fees are refunded.

Chart 2 compares the levels of tuition fees per academic year. Primarily, tuition fees are
generally to be paid by all students, whilst in Spain and the Netherlands students may be
(partly) exempted within the scope of parental dependent assistance systems.
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The interaction between education-related maintenance
legislation, the equalization of family burdens system and the
educational assistance system
A summary of the examination of the assistance systems in the European countries covered
by this survey reveals the following:

In those countries in which parents are not obliged to maintain their children in higher
education, the state does not provide family burden equalization measures such as child
benefit or tax allowances. However students in northern European countries have a legal
right to parental independent assistance in the form of grants or loans which are sufficiently
calculated to cover the full cost of studying. In Denmark and Finland, this educational
assistance is even regarded as taxable income. The proportion of students receiving assistance
in these countries is very high. The Netherlands. the United Kingdom, the Republic of
Ireland and Spain support their students at least in parts of their assistance system on a
parental income dependent basis, despite the lack of a statutory basis. The proportion of
those receiving assistance and the level of assistance differs greatly.

Preference for a specific kind of assistance on the basis of loans or grants cannot be identi-
fied in any of the countries without a statutory basis for education-related maintenance
legislation.

In Belgium, Germany, France, Austria and Switzerland, which have a statutory basis for
the parental maintenance obligation for their children in education, the parental education
related maintenance obligation forms the main pillar for the relevant state assistance in the
form of child benefit and, in particular, tax benefits. Educational assistance is only provi-
ded on a subsidiary basis to the children of parents with low incomes, mostly in the forms
of grants. The proportion of those receiving assistance is relatively low.

The extent of total state expenditure on assistance systems, on the one hand, and the
expenditure within the family burden equalization system, on the other, could not be
examined within the scope of the survey. However, the example of France, Austria and
Germany will be taken to hypothesize that state expenditure on family burden equalization
systems in west and central European countries with a statutory maintenance obligation
plays at least just as important a role as the volume of expenditure for the specific assistance
systems: In 1995, France spent 6.2 billion FF on its system of educational assistance provided
on the basis of social criteria. In 1995, tax concessions for families with children in higher
education amounted to approx. 5 billion FF (the French assistance system unintentionally
gained a clearly parental income-independent component with the introduction of rent
subsidy for students in France in the early 1990’s. Expenditure on rent subsidies amounted
to 4.5 billion FF in 1995. Indirect assistance for the services of the French student affairs
associations amounted to 1.7 billion FF).

In Austria, the 1995 family benefit and tax concession payments amounted to around
2.95 billion ATS with a similar level of expenditure expected in 1996.The total federal
expenditure on educational assistance is expected to amount to 1.8 billion ATS in 1996.
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In Germany, the 1995 financial volume for BAfoG payments was lower than in previous
years, at DM 2.2 billion. The estimated volume for 1996 is approx. DM 2 billion; state
expenditure on students or respectively their parents within the system of family burden
equalization is, by contrast, expected to amount to DM 6.2 billion (source: Dieter Dohmen,
Forschungsinstitut f. Bildungs- u. Sozialokonomie: “Be- und Entlastung von Familien
mit Kindern in schulischer hochschulischer und beruflicherAusbildung”, Cologne,Jan.
1996,p.83). Since those countries without a statutory basis for education-related
maintenance legislation either have no or only very low expenditure within the scope of
their family burden equalization system, a European comparison shows that the payments
in Germany provided within the scope of the family burden equalization system and in
relation to the expenditure on direct educational assistance is very high. The ratio is approx.
3:1, whilst in France it is approx. 0.8:1 (in which the rent subsidy has been disregarded),
and in Austria the ratio is approx. 1.8:1.

It can also be seen that in those countries in which tax concessions play a major role, the
tax progression results in the state making relatively high appropriations for families with
high incomes. The resulting unequal treatment of families with middle-range incomes
whose children no longer qualify for the assistance system and in which parents only
benefit to a certain degree from the tax concessions is not only to be found in Germany,
but also in other countries with an education-related maintenance obligation.

National education assistance for studies abroad

Chart 3 presents a survey of the availability to nationals of the respective country of national
educational assistance as support for studies abroad.
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When the assistance systems are analyzed for their support for studies abroad, it becomes
clear that the Nordic countries of Denmark, Finland and Sweden support studies comple-
ted abroad to the same extent as they do studies completed within the respective country.
To some extent, they also cover the additional costs arising out of studies abroad, such as
tuition fees or traveling costs. In Sweden, assistance for studies abroad was reformed in
1989, although students taking their national assistance with them for studies abroad
must give consideration to the fact that additional loans will have to be taken to cover the
additional costs of study abroad. In the Republic of Ireland, the system was amended in
1996 to allow students to take their national educational assistance with them for full
studies abroad within the EU. Within the Dutch educational assistance system, students
can complete their studies abroad, if the studies are comparable with the Dutch system.
This applies, for example, in the case of studies in countries neighboring onto the
Netherlands, for example, Belgium, and Germany (in this case applying to the federal
regional states of Lower Saxony and North Rhine- Westphalia).

A limited period of study abroad is supported by the national assistance systems in France,
Germany and Austria. In Austria, students can top-up their grants to cover the additional
costs of studying abroad for a ten-month period. Otherwise, the maximum assistance
period for studies abroad is four semesters. In Germany, the recent reform of the maximum
support period for studies abroad was increased to five semesters. The BAfoG system
includes foreign supplements to the grant element aimed at covering certain additional
costs arising out of the stay abroad. The details are defined in special provisions. However,
a study period abroad is now calculated as part of the maximum support period, meaning
that recognition of the study achievements abroad constitutes an indirect condition for
the assistance, since the student would otherwise exceed the maximum support period
and would then have to take up a so-called study completion loan (an interest-bearing
loan). In France, support is currently only available if the studies abroad are integrated
into the curriculum of the home country. Belgium restricts assistance for studies abroad in
that the provisions stipulate that only those degree courses are supported which are not
offered in Belgium. An exception to the rule applies to the German minority.

In the southern European countries of Italy and Spain, assistance for studies abroad or for
a temporary study period abroad is, essentially, not possible within the scope of the natio-
nal assistance system. This is primarily due to the fact that support for children from low
income families in these countries is above all provided by the provision of free-of-charge
accommodation in student halls of residence and/or free meals.

NB: Within the scope of this survey it was not possible to examine indirect assistance in
the individual countries. The western and central European countries (B,D,F,A,CH) which
base their system on the obligation on of the students relatives to finance studies, also
provide substantial indirect assistance for facilities e.g. refectories and halls of residence. In
the northern European systems in which there is no education-related maintenance
obligation, this type of indirect assistance plays a comparatively minor role.
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Financial support for Students in Higher Education in

Europe

Free access or tuition fees, grants or loans, support to parents or
for students themselves?

Financial support to students corresponds to an overall annual budget of around _12
billion, or almost 20 % of all state expenditure on higher education in Europe. No less
than 30 % of students in the European Union and EFTA/EEA countries (Iceland,
Liechtenstein and Norway) receive a grant, while 12 % secure a loan.

These few figures point to the significance of the debate in most European countries on
whether personal contributions to higher education should be raised by means of tuition
fees or whether student loans should replace grants. Contrary opinions on this issue are
expressed in terms of the purpose of higher education in society (its individual or collective
benefit), and on the fairness of measures associated with it, in particular as regards the
principle of free access.

To fuel discussion on such matters, DG XXII of the European Commission has just
published a thorough study conducted by EURYDICE3  on public financial support to
students in higher education. Its approach broadens the statistical perspective so as to
analyze the operation of systems (criteria for award, bodies responsible for decisions on
expenditure, the number of students and pupils concerned, etc.) and situate them in the
context of the different cultures and of their history.

Several significant differences are observed between countries, with regard to the following:

- higher education participation rates: while an average 3 % of the total population
is enrolled in higher education, a few countries record a rate of above 4% (Spain, Finland)
or, on the contrary, a full-time student rate of around 2% (Sweden, the United Kingdom).

- the age profile of the student population which is mainly concentrated between
the ages of 18 and 23 in Belgium, Greece and Ireland, and between 20 and 30 in Denmark,
Germany, Austria and Finland. These variations have implications for budgets and the
forms of public-sector financial support awarded to students and/or their parents, for
study purposes.

- free access to studies: in practically half of the countries, institutions are directly
financed by the State. Students do not contribute to the costs of higher education and
admission to it may therefore be considered free. By contrast, in all the countries of southern
Europe, as well as Belgium, France, Ireland, the Netherlands, the United Kingdom and
Iceland, students pay registration and/or tuition fees. Amounts vary with country and,

1 EURYDICE is the EU information network on education in Europe. Established in
1980, it has been an integral part of the Socrates programme since 1995. Its main
responsibility is the production of reliable and readily comparable information on education
systems and national educational policies.
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sometimes from one kind of course or institution to the next. For example, they stand at
an annual minimum of around _ 100 in France in publicly maintained institutions, while
representing a flat-rate payment of over _l I00 in the Netherlands and the United Kingdom.
However, the extent of the student contribution (with due regard for assistance in the
form of exemptions, or grants for fees, etc.) depends on parental income.

- the nature and scale of support: in the Nordic countries, in which young people
tend to be financially independent from their parents, support goes exclusively to students
in the form of a combined grant and loan. In Iceland, only loans are available. The other
countries provide supplementary cash support for student registration, for the parents of
students, or both. Further various kinds of assistance are offered to students in the form of
state-subsidized social benefits for transport, accommodation and restaurant services, etc.
In half of the countries analyzed, students are considered to be dependent on their parents
who receive corresponding assistance under the heading of allowances or tax relief. Tax
relief assumes various forms among which tax credit, tax exemption, tax allowances
proportional to income, or tax deductions on real expenditure, comprise a representative
sample.

- coverage of support: several countries target support on a limited number of students
selected with reference to parental income, while others provide for support to a majority
of students. Coverage ranges from 3% in Greece and Italy to over 90% of full-time students
in Denmark and the United Kingdom.

One aim of this first volume of Key Topics in Education has been to identify trends in the
development of principles  and other considerations  relevant to the  forms  of  support
introduced. Additional findings from the study are as follows:

- the principle of free studies has been maintained wherever it was fundamental to
the establishment of  the contemporary system  concerned:  free education has been
preserved in all cases in which tuition fees were not charged when the system was established.
Wherever registration and tuition fees existed during the 1970s, they have been maintained,
and markedly increased in Italy and Portugal.

- in the Nordic countries, the financial independence of students has become a steadily
stronger feature in the last 30 years; elsewhere the principle of family responsibility  for
them remains very firmly upheld: only the Nordic countries have moved towards total
financial independence of young people vis-à-vis their families. In Iceland, this principle
has long been fully accepted. The Netherlands has also moved in this direction through
the abolition of assistance to families and the introduction of grants available to all. Yet by
establishing within the system a supplementary parental means-tested grant, the dependence
of young people on their families has been partially preserved. Elsewhere, the principle of
family responsibility remains strong.

- attainment requirements among countries are becoming increasingly similar: more
flexible systems are tightening their requirements while the strictest systems are becoming
more flexible: countries in which satisfactory study progress was formerly a sine qua non
requirement for the continued award of Drants have introduced measures providing for
longer periods of entitlement (Spain, Portugal). The greater the extent to which support is
generous, involving a big grant share to a large proportion of students, the closer the
apparent relationship between the award of support and attainment.
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- the introduction of loans is a difficult undertaking wherever student support has
traditionally been in the form of grants: most attempts to introduce loans have met with
little success or even been abortive, either because loans are only sparsely used by students,
or because banks have been reluctant to offer them without sufficient collateral. Only the
United Kingdom appears to have made the transition successfully, under circumstances in
which the independence and financial responsibility of students were being promoted. In
general, even in countries in which loans have always existed, students  avoid  borrowing
and  often  prefer to  rely  on  remunerated employment. Furthermore, the terms of loan
repayment (interest rates, period for repayment, income-linked repayment installments,
etc.) condition the scale of student debt which may be considerable and as undesirable for
graduates as it is for the State. Where defaulting on repayment occurs or the conditions of
repayment are changed, the savings expected from the introduction of a loans system are
not achieved.

Publication of the wealth of reliable information contained in this first volume of the new
Key Topics in Education series is a timely occurrence, with the increase in personal
contributions to higher education and the independence of students now at the heart of
political discussion.

Major issues at the heart of debate

Three basic questions should be central to all reforms or debate regarding financial support
to students in higher education. What are the fundamental principles underlying a given
system? What are its aims? And what are the factors making change inevitable? The various
components of support, its target groups and the financial resources required, depend on
the answers to these questions.

The issues of equal access and the balance between state intervention and personal
contributions are always at the heart of the tensions that fire debate on student financial
support. Those in favour of course registration fees and/or the introduction of a system of
repayable loans generally base their arguments on the principle of personal contributions,
given the personal gain accruing from the possession of a degree. Those in favour of free
admission and the award of non-repayable support are concerned that the principle of
equal access - or even of balanced social representation in higher education enrolments -
should be upheld.

A few countries (Italy, Portugal and the United Kingdom) have recently introduced tuition
fees or increased them considerably. This reform has been accompanied by financial
compensation for students from less well-off families (either through reductions in the
amount charged, total exemption from payment, or an increase in the grant). The aim is
clear, namely to increase the personal contribution to the cost of studies, while respecting
the principle of equal access. It is too soon to measure the impact of these recent measures.

Only developments in the education budget and in access to courses in the next few years
will enable consideration of how the aims underlying these measures are being realised in
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practice. Discussion as to the increase or introduction of registration fees paid by students
cannot overlook a key variable in countries where there are tax benefits. This is that there
are diminished savings to the State in raising the personal contribution to the cost of
studies, where families are offered opportunities to secure tax allowances in accordance
with their real expenditure on tuition fees.

One question prompted by the study is whether the increase in personal contributions,
and the other conditions imposed by the State, will hinder progress towards respect for the
principle of equal access, which all countries are striving to achieve.

The Nordic experience has demonstrated that raising personal contributions via loans in
an egalitarian system increases graduate debt and has repercussions on public-sector
budgeting because of defaulting on repayment.

The phenomenon has led most countries that have put this option to the test to revise
their decisions. Increasing personal contributions via tuition fees and loans in redistributive
systems (in which richer families pay for those that are less well off ) is not an approach
which has existed long enough for its possible advantages to be fully proven. Firm
conclusions will only be possible in the light of the reaction of all those directly concerned
in the years ahead.

No examination of financial support to students is complete without considering measures
concerned specifically with the principle of commitment to successful study. Greater
emphasis has been placed on this principle in recent years, given the political will not only
to ensure that students accept greater responsibility, but to reduce their overall period of
study and, with it, the cost of education. These measures relate especially to the progress
required in student coursework.

While they may assume several forms, all of them limit in one way or another  the
entitlement of students to support if they take longer than the normally accepted period
to complete their courses. Without denying that such measures may boost student
motivation to do well, it is to be feared that they may inhibit access to higher education
among young people from underprivileged social groups and that, as a result, they run
counter to the principle of equal access.

Already disinclined to continue studying for economic and cultural reasons, the same
young people are confronted with yet a further barrier, namely the obligation to do well
quickly. As emphasised above, the approaches of countries that only recently had very
divided views on this question are becoming increasingly similar. Once again, the evidence
of the next few years should make it possible to identify the impact of such measures on
access to studies but, above all, on dropout, the scale of which is only now beginning to be
fully appreciated.

Several countries have set up observatories on student lifestyles, and carry out surveys on
various aspects of the situation experienced by the student population. Such initiatives
should be very fully welcomed in making it possible to go beyond the analyses underlying
political decisions, and enrich the statistical data on macroeconomic expenditure that are
already available. Indeed, they provide the opportunity for a field investigation of both the
tangible effects of the various forms of support and how young people view the whole
issue (in terms of the fear of debt, personal gain and the requirement that study should be
successful, etc.).
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Key Topics in Education, Volume I: Financial support for students in higher education in
Communities (EUR-OP) or its national sales points. The study may also be accessed from
mid-July on the EURYDICE web site, http://www.eurydice.org.

ESIB Policy paper

Student Welfare into the New Millennium

Introduction

ESIB (The National Unions of Students in Europe) considers the budgetary cuts in
expenditure for higher education in European countries are endangering the welfare of
students. Because of the budget cuts, students have to face problems concerning finances,
housing and mobility.

There is a danger of decreasing quality in higher education because on one hand the
institutions of higher education have less money and on the other hand students have to
work to afford to study and consequently they can not spend enough time on studying.

It is a fundamental citizens´ right to have ´free and equal access to higher education
independent of social and economical background. The governments should recognise
their obligation to be the primary investors in higher education and student welfare thus
recognising the great importance of higher education in creating a society with equal
opportunities for all sit citizens. Next to society as a whole the major beneficiaries of
higher education are the students and the industry. All the beneficiaries have a role to play
in the student welfare system.

Students should be seen as individual and autonomous citizens. Thus society should
recognise the individual needs of students and take the responsibility to establish supporting
systems offering each student possibilities to choose between a variety of possible solutions
(e.g. housing, health, etc).

It’s important that people with different needs, for example disabled students or students
with children, can have equal opportunity to access to higher education as people without
these needs. Government should consider the needs of these people in higher education.

Diving into student welfare

Society should first and foremost focus on securing the basic needs of students:
accommodation, health care, food, study material and other equipment necessary for
studying. If a student chooses to stay with his/her family it must be according to a free
choice of his/her own. To make this possible society must create real possibilities for students
who want to get a life of their own.
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Within student welfare there are a lot of actors on different levels. The levels of these
actors are world-, international umbrella organisations within a continent, nations,
provinces, cities, institutions and students themselves. Coherence between these different
levels and within the levels is of utmost importance. Because of the amount of actors and
the substantial coherence between the different parts of student welfare (like between
student financing and housing) clear rules and transparency of the policies of the actors is
needed.

International umbrella organisations (e.g. UNESCO) must show their support and
solidarity with students through supporting countries who strive to fulfil students basic
needs and through putting pressure on those countries who do not recognise this
responsibility. The international umbrella organisations must have agreements on the
support of countries reforming their student welfare and give guidelines and make
agreements on the definitions of the need of student welfare.

On a world level the different actors should be mostly involved in statements on the
wellbeing of students and the importance of equal access to (higher) education.

The European Union (EU) and the Council of Europe (CoE) have a task in improving the
position of students in advisory committees concerning student welfare by urging and
checking the member states on the participatory level of students in the different
organisation concerning student welfare. Best practices of parts of the student welfare
systems within different countries should be discussed by the EU and CoE as a way to
strengthen each other.

The national governments are the main actors in student welfare. The government is
responsible for a good financial support system for students. But that does not mean that
students can not use the possibilities offered by corporations. However corporations can
never replace the government as the main actor in student welfare.

A survey on a regular basis about the need of students concerning student welfare makes
sure that the government can react on the changing needs of students. Not only in the
making of this survey students must be involved but also in all processes of decision making
concerning the measures taken by institutions who are responsible for student welfare.
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It’s all about money

The whole educational experience incorporates a study financing system. It is the full
responsibility of the state to ensure that all people can access higher education. The aim of
all study financing systems is to ensure the students right to autonomy, therefore financial
support systems need to remain flexible to guarantee that all can access higher education.

ESIB believes that a full and adequate maintenance grant during the whole year, also
holidays, is the correct and proper study financing system. Any governments attempt to
deplete or remove the grant is strongly condemned by ESIB. In some situations where
governments are suffering from extreme hardships, ESIB understands that the introduction
of loans can improve students’ access to higher education. However as soon as the situation
improves, a grant system should be introduced immediately, either or not in combination
with loans.  Student welfare issue is a social support question and thus student grades
should not affect on the amount of financial aid a student can get. Student welfare should
be based on needs not on achievements.

Students loans repayments and interest cost should be set in a way that it will not discourage
anyone to participate in higher education. Interest rates , if they can’t be avoided, should
be lower than market rates and more predictable. Repayment should take into consideration
the income of the student. The repayments should end after a certain amount of time. If
graduates can not pay back their loans because of a low income they should not carry their
burden with them forever.

Fees and other payments made by the student in higher education are causing a social
selection within the accessibility of higher education. ESIB considers it very important
that higher education is made possible for all social classes. Therefore education at all
levels must be provided free for all students.

Students should be able to finance their studies without working. If students must work it
may decrease the quality of education and extend the study period. Students who choose
to work must work under transparent conditions. This means that there must be a well-
working structure and information about jobs must be provided. However working
experiences within the student’s field of studies can be valuable. Students who are obliged
to work because of their financial position or their education face a lack of jobs, especially
qualified. An institute should be responsible for arranging these jobs. The wages and other
working conditions should be satisfactory. If students are earning money through holiday
work and part time jobs besides their studies, there will be no reduction of grants or loans.

A roof without leakage

Accommodation is a basic right and need for everybody including students. Student housing
is facing problems all over Europe. There are not enough dormitories or student houses
and they are often in bad condition. Student dormitories and student houses should be
built to answer to the demand. It should not be a barrier to get into education that you are
not able to find or afford a place to live. Dormitories and student houses should also be
provided to students with special needs for example disabled students, students with health
problems and students with children.
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When there are not enough student dormitories and/or student houses the government
should encourage the private market to invest in the building and renting of cheap student
housing. The government is responsible for the regulating of the price of student housing
especially the one that gets public funding. Then students who pay too much for a roof
above their head can go to court assisted where necessary by the national or local student
unions. For students who can not get a place in dormitory or a student house should
receive a special housing supplement to cover part of the rent they have to pay extra in the
private market.

Living standards in dormitories must be improved and they should be reasonable comparing
to other groups of people in the society. Students have the right to privacy and the lack of
it affects studying. Sufficient amount of study room and social areas should be provided in
the dormitories and student houses.

Students on the move

The lack of equal access to the mobility programmes is still a common problem due to too
low grants. Absence of sufficient information and lack of financial support has made many
students passive and indifferent towards mobility. The mobility programmes will only
become more accessible when the supportive grants on travelling and living expenses are
covered.

Where possible international organisations should be more specific on the needs of students
and guaranty the mobility of students between member states of these organisations. They
should guarantee the students that they are not at a financial disadvantage to the students
of the host country. To encourage the mobility of Central- and Eastern European students
from these countries should have a special status within the European Union so these
students can receive special welfare for studying abroad.

Other basic needs

There is a trend of profit health insurance companies taking over certain parts of the
health care security and services. ESIB considers it a government responsibility to secure
the basic health care of its citizens. In case of health insurance is needed students should
have access to inexpensive heath insurance. They should also have special health services
in order to deal with typical problems students have. An institution should provide students
with information about diseases, hygiene and prevention

It is necessary for efficient studying to have special students restaurants with low prices
and healthy food. There should be a student transportation card and support for students
who must spend resources on transportation between home and study. An international
discount student card should provide students of Europe with equal access to fixed student
reductions in all the European countries.

Conclusion

A good student financing system is one of the key factors in a good education system.
ESIB considers it of utmost importance that everybody is given the same opportunity to
study, no matter what his/her social position is. Students must be closely involved in the
making and updating of the student welfare system.
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As adult students should be seen as individual and autonomous citizens., To achieve the
independence of the students the amount of benefits must be sufficient for students to live
and take part in normal life. The best way to define  the basic costs for students is through
researches of students´ average living costs.

ESIB states that free education at all levels and good student welfare system are essential to
ensure the equal access to education.
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Workshop 4 - Obstacles to mobility
Chaired by Paulo Fuentes (SOCRATES promoter)
Helper: Renata Kralickowa

Introduction
Mobility of higher education (here after HE) students is a very special topic to talk about.
Mobility as such is perceived as very positive, desirable and politically not controversial
component of higher education. Still there are obstacles on all levels of administration and
of users of mobility. Different obstacles makes the mobility less attractive and accessible to
the HE students. Even ERASMUS, the biggest mobility program on a European level,
touches only a very small number of higher education students. In the European Union1

there is something around 11 million2  of HE students and only 100.000 of them (little
more than 1%) took part at he ERASMUS program in 1997/19983 .

Some of the obstacles that were identified by the administrators of student mobility as
well as by students themselves are relevant for all the students, while others are related to
special groups of students, such as students from countries that are not accepted in European
community programs yet, students who did not obtain an ERASMUS grant, students
with a problematic economic situation, etc.

The obstacles to mobility in general

Language
The official language, which is usually the one used for the courses, when less widely
spoken, can be viewed as a barrier for incoming students. Countries with low take-up
rates of incoming students are often characterized by less spoken languages, such as Portugal
or Greece. On the other hand countries like Great Britain and Ireland, both English
speaking, have the highest take-up rates3.  There are several possibilities to motivate people
to go study to the first type of countries. This could be done through language courses
organized by home institutions or by host institution, or by both. Another way of solving
this particular problem would be to offer the courses in English even in the non-English
speaking country. The proposals offered here have both theirs pros and cons and both are
also currently being used to overcome the language barrier. There can also be a variety of
other solutions possible.

Social- Economic background

According to the socio-economic survey of ERASMUS students, it is more relevant to talk
about the education of parents  than about the economic status of parents. Over half of
ERASMUS (53%) students in 1997/1998 described their parents income as average. On
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the other hand parents of ERASMUS students are better educated than the parents of
other higher education students. Thus talking from the point of view of obstacles to mobility,
the low level of education of parents is more important than their income. The question
that comes up with this kind of statement is why more educated parents think that it is
important that their child participate at a mobility program. One reason might be that
due to their good education their know more about the advantages of studying in foreign
country. The other reason, as proposed by the survey authors, is that these people have
better knowledge of mobility programs. The solution to improve the situation of the students
from “less educated” families could be for example better information distribution.

Financial Obstacles

It is very common that the amount of ERASMUS  grant is viewed as not sufficient and
therefore the financial obstacle is identified as one of the main obstacles to mobility. The
socio-economic survey has shown that the amount of grant seems low to students coming
from countries with less developed financial support of students. The students may confuse
the mobility grant with a public financial support and accordingly their expectations from
a grant can not be met. The role of expectations from the grant can be demonstrated also
by the fact that almost half (47%) of the so called “free movers” (students with no
ERASMUS grant) do not declare any financial problems, whilst students that receive and
ERASMUS grant the number is 43%. Another reason may be that free movers need to do
much more research and organizing of their studies abroad by themselves than students
participating mobility programs and thus they need to think more actively about the
financial problems and their solutions. Here again the information campaigns should be
used to enlighten the role of a mobility grant.

The grants are perceived as low also by students living with their parents. It is a factor
launched from the culture of the respective country that determines whether the students
live with their parents or without them. These countries are more or less overlapping with
the countries with low level of public support (Italy, Portugal and Greece).3 Here it is
worth to discuss possible ways how to implement the philosophy of economical background
of the student that is independent from his/her parents. This discussion will be quite
controversial and complicated.

The national financial support of students (grants, loans, housing subsidies and such)
must be fully transferable abroad. This is the practice, for example, in the Nordic countries
where students studying abroad are eligible to the same study support as if they were
studying in their home country.

ERASMUS money is delivered to each country to distribute to the HEI’s through their
Socrates National Agencies. Each country, or HEI, independently determines the amount
of the ERASMUS grant given to the individual students. Some countries provide larger
ERASMUS grants but to fewer students, some provide a small grant for a larger group of
students. Depending on the situation of a particular country, the level of the national
study support, availability of other mobility grants etc. either system can be good – or bad.
Student involvement into the discussion on the amount of the grant is important on a
national and local level.
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Double Taxation

The only obstacle that can be identified as same one for all the students on mobility is a
possibility of double taxation of students. This means that the student while participating
at the mobility program is obliged to pay taxes in his/her home country as well we in the
host country. In other words “...a person residing in a country, that is, their country of
residence for tax purposes, are generally obliged to declare all their incomes, whether they
come from the country or from abroad. On the other hand, non residents are generally
taxed only on the income taxes they receive in that country. These fiscal arrangements may
lead to double taxation.” 4  This issue is highly political. What might be done by the
student organizations is the pressure on their national governments and through ESIB-
The National Unions of Students in Europe also on the EU bodies and to point out
possible danger.

Informing About Mobility Possibilities

The lack of sufficient and up-to-date information about the different mobility possibilities
often comes up as an obstacle to mobility. One concrete project implemented to solve this
problem was for example the information campaign ‘Socrates on the Move’ about mobility
programs.3 This campaign was launched in the year 2000 by the liaison group5 . The students
informed their fellow colleagues about the mobility programs of the European Community,
with a special focus on the SOCRATES II program. The promotion of mobility programs
should not only serve to inform students about the different mobility programs, but also
to inform them about their rights and duties while participating on a mobility program.
The information campaign of course should not be the only way to spread information.
The are also other ways are to be identified.

Recognition of study period abroad

Another obstacle that we will talk about here has academic nature. It concerns the
recognition of the study period abroad. One of those is the European Credit Transfer
System (ECTS). This system is planned to help to transfer the credits obtained at host
institution to home institution. The problem here is that a lot of higher education
institutions (especially from Eastern Europe), do not know how to use this system. This is
not that serious, since it can be solved through active training of the HE institution staff,
for example through an information campaign targeting at this, or through SOCRATES
II program (intensive programs). More difficult problem is, which is also quite common,
that the teachers and mobility administrators are not willing to recognize the credits obtained
in foreign institutions. This is a result of a set of factors, such as low knowledge of the
higher education system of another country and of the respective subject. Because of low
knowledge the HE institution staff is afraid to trust a not known institution.

The problems within ECTS can perhaps be related somewhat to the fact that there is still
not an answer to the question of how does the institution know whether the quality of
a course in a foreign institution is the same as the quality at the home institution. We do
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not want to elaborate further on this topic in this paper, as we believe this is not the right
place for that long and complex discussion. We just wanted to  point out the relation
between the discussions about the obstacles to mobility and between academic discussions
about quality assurance of higher education institutions on the European level. Without
trust among the HE institutions there is no chance for well working student mobility.

Recognition of Qualifications

The mobility of students should not be limited to the program such as ERASMUS, where
students go abroad only for one semester or one school year. It is important that students
also have a chance to do their whole degree abroad or after accomplishing of some part of
their study to continue their higher education studies at their home institution, somewhere
else within their country or even abroad. In this moment the main obstacle to this is the
fact that the higher education institutions do not generally recognize the parts of studies
without a very long and bureaucratic procedure. Just like in previously this too can be
related to the lack of knowledge and about the quality of the higher education of the other
country and non-existence of generally accepted rules for assuring the quality among
different HE institutions. One possible solution here could be the extending of ECTS
into a system of transfer of accumulated credits.

There is naturally a third level of mobility that is related to recognition of the whole study
period or degree which is employment in another European country. The problem has the
same problems and syndromes as the ones mentioned above. The goal here is though to
have free movement of labor around Europe without being sanctioned for having done
the education in another state. The possible tools in this case are the quite well known
Diploma Supplement and the EUROPASS. The Diploma Supplement serves as
a description of completed studies at the higher education institution and aims to facilitate
employment. It can be also used for further studies at another higher education institution.
EUROPASS training document “aims to facilitate the recognition of achievements during
the periods of mobility describing them in the languages concerned according to a common
format; the relevant expressions are established in the 11 languages of the EU. A “general”
version would have the same aim and would also apply to categories of training (and
education) other than work-linked training.” 5

All the tools mentioned in this part serve more or less to improve the information flow
about and in between of the different study courses, programs and degrees in Europe.
They can be in some cases managed by a higher education institution, but we should not
forget other institutions established to help the process of removing this part of obstacles
to mobility. The institutions and the individuals should learn to use the services of those.
There are four of them in these days:

1. The NARIC national centers: The National Academic Information Centers, co-ordinated
by the Commission. provide information on the academic recognition of diplomas and
periods of study undertaken in other country.

The ENIC, European Network of Information Centers for Academic Recognition of
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Mobility.  A European wide information exchange network for EU, and non-EU  countries.

2. The network of information points concerning the directives on the recognition of
qualification: (Council directive 89/48 EEC) it is general system of recognition of higher
education diplomas awarded on completion of professional training of the last three years
duration and (Council directive 92/51 EEC) on the recognition of professional education
and training in short higher education courses and at secondary level

3. The European  employment services (EURES): facilitate freedom of movement of workers
in the countries of the European Economic Area (EEA). Provide mobile workers with
information on job opportunities and living and work conditions in the EEA. In this
context they can also provide the information on value of their diplomas or qualifications,
or on their chances of finding employment.

4. Network of National Resources Centers for Vocational Guidance: provide information
on training opportunities in Member States, responding to question from vocational
guidance specialist. 5

The obstacles to mobility in some special cases

Eastern European countries

The main obstacle to mobility in some Eastern European countries is that they are not yet
part of the European Community programs, such as SOCRATES. This concerns mainly
the ex Yugoslav states. It is necessary for democratic development of the region that students
will have a chance to travel and learn about the external world as well as share their cultural
richness with the higher education students abroad.

When these countries will join the mobility programs they will enlarge the group of Eastern
European students that are participating already. It is very likely that they will then share
problems with other students from this group, which are especially economical and political.
The economic problems derive from the fact that the students would need to have  the
mobility grant to cover all their expenses abroad. This is due to a very low average income
in comparing with countries of EEA. Not all the Eastern European states do not have
a real public support system for students. It is not probable that mobility grants could
solve the problem alone. A possibility would be to grant the students a possibility of
gaining work permits. There are, however, restrictions in many countries concerning foreign
students working, for example, restriction to how much money they are permitted to earn
or how many hours per semester they are allowed to work. This obstacles needs to be
tackled with. A possibility in some cases could be that either a hosting HE institution or
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the European Community (in the case of ERASMUS) would guarantee that a student on
mobility will not misuse this opportunity. This can be highly controversial and very political,
but in the same time there is a need to enable the students from all around Europe to
participate in the mobility programs.

Disabled students

Here we have to say that there has not been anything done yet from the European level to
help disabled people to fully participate at the mobility programs. So it is a good time to
start to talk about their possibilities and about removing the obstacles which are even
bigger for them than for any other group of students.

Gender issues in mobility

According to the socio-economic survey there is more female students (57%) participating
at student mobility then male. Only in some fields the women are underrepresented, but
those are the same ones as within the HE studies. 3

There is number of obstacles that we didn’t mention in this short paper, but we tried to
mention at least some of them and to also propose possible solutions to them. At the end
we would not like to finish up by negative feelings an therefore we offer you some positive
feedback of ERASMUS students. As much as 98% of the survey respondents declared
that they had very positive social and cultural experience and 91% said the same about
academic experience while being on the mobility program3. About 80% of survey
participants were first ones of their family participating at a mobility program3. This means
that the program started a process of massification of mobility on the European level. This
way wider group of students have a chance to spend some time studying abroad and share
the great international experience.

1 we do not mention students coming from non EU states, because in the that period
they did not participate in the European Community programs

2 V. Reding, speech at the launch conference for the second phase of SOCRATES,
Birmingham, 20 March 2000

3 Report from the Commission, Survey into the socio-economic background of
ERASMUS students, Commission of the European Communities, Brussels, 18.1.2000

4 Facts sheets on the measures included in the draft “Mobility action plan” presented by
the French presidency, DG for Education and Culture, European Commission,
Brussels, 24th of August 2000

5 The liaison group is composed by 3 international student organizations: ESIB- The
National Unions of Students in Europe, ESN (Erasmus Student Network), AEGEE-
Europe
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RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE
COUNCIL

of

on mobility within the Community for students, persons undergoing training,

volunteers, teachers and trainers

THE EUROPEAN PARLIAMENT AND THE COUNCIL OF THE EUROPEAN
UNION,

Having regard to the Treaty establishing the European Community, and in particular
Articles 149(4) and 150(4) thereof;

Having regard to the proposal from the Commission 1 ,

Having regard to the Opinion of the Economic and Social Committee 2 ,

Having regard to the Opinion of the Committee of the Regions 3 ,

Acting in accordance with the procedure laid down in Article 251 of the Treaty 4 ,

Whereas:

(1) The transnational mobility of people contributes to enriching different national
cultures and enables those concerned to enhance their own cultural and professional
knowledge and European society as a whole to benefit from those effects.  Such experience
is proving to be increasingly necessary given the current limited employment prospects
and an employment market which requires more flexibility and a greater ability to adapt
to change.
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(2) Mobility for students, persons undergoing training, volunteers, teachers and trainers
– whether in the context of a Community programme or not – is an integral part of
freedom of movement for people.  This is one of the fundamental freedoms protected by
the Treaty.  The right to move and reside freely is moreover recognised for any citizen of
the Union under the conditions provided for by Article 18 of the Treaty.

(3) Council Directive 68/360/EEC of 15 October 1968 on the abolition of restrictions
on movement and residence within the Community for workers of Member States and
their families 5 , recognises the right of residence for workers and their families.  Council
Directive 93/96/EEC of 29 October 1993 on the right of residence for students 6  obliges
Member States to recognise the right of residence for any student who is a national of
another Member State and who has been accepted on a vocational training course, and for
the student’s spouse and their dependent children who do not  enjoy this right under
other provisions of Community law. Furthermore, Council Directive 90/364/EEC of
28 June 1990 on the right of residence 7  recognises the right of residence more generally,
in certain conditions, for citizens of the Union.

(4) Mobility for students, persons undergoing training, volunteers, teachers and trainers
is also an integral part of the principle of non-discrimination on grounds of nationality as
provided for in Article 12 of the Treaty.  That principle applies to the areas covered by the
Treaty, as has been held in the case law of the Court of Justice.  It therefore applies to the
fields of education, training and youth.

(5) Council Regulation (EEC) No 1408/71 of 14 June 1971 on the application of
social security schemes to employed persons, to self-employed persons and to members of
their families moving within the Community 8  has in part become applicable to students
under Council Regulation (EC) No 307/1999 9 .

(6) Council Regulation (EEC) No 1612/68 of 15 October 1968 on freedom of
movement for workers within the Community 10  provides for equality of treatment as
regards access to education and vocational training for workers and their families who
have exercised their right to freedom of movement.

(7) The recognition of professional qualifications for entering and exercising regulated
professions, such as teaching, is governed in the Community by the general system
established by Council Directives 89/48/EEC 11  and 92/51/EEC 12 .

(8) Council Resolution of 3 December 1992 on the transparency of qualifications 13 ,
and Council Resolution of 15 July 1996 on the transparency of vocational training
certificates 14 , called on the Commission and the Member States to take steps to improve
mutual understanding of the qualifications systems of the various Member States and of
the qualifications themselves, by making them clearer and more readable, and therefore
more transparent.  A European Forum in the field of transparency of vocational
qualifications has been created to make concrete proposals for implementing those
Resolutions.  The first proposals were submitted in February 2000.

(9) Involvement in transnational voluntary activities helps to shape young people’s
future careers, develop their social skills and smooth their integration into society, thereby
fostering the development of an active citizenship.  In addition, since voluntary work is an
activity which specifically involves solidarity, is non-profit-making and unpaid, it should
not be treated, under national legislation, as employment.
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(10) Furthermore, the Member States have invited the Commission to study the
feasibility of introducing, on a voluntary basis, a European administrative annex to the
diploma in order to establish synergies between academic recognition and professional
recognition of qualifications 15 .  The work undertaken along those lines by the Commission
together with the Council of Europe and UNESCO has been completed and will soon be
followed up with a public awareness campaign.

(11) Despite the provisions quoted above, the Green Paper on “Education, training,
research: the obstacles to transnational mobility”, adopted by the Commission in
October 1996, noted the existence of obstacles to mobility.  The diversity of the status in
the Member States of students, persons undergoing training, teachers and trainers,
particularly with regard to provisions on the right of residence, employment law, social
security and taxation, is an obstacle to mobility.  Similarly, not recognising the specific
nature of voluntary work is a hindrance to the mobility of volunteers.

(12) Persons wishing to undertake mobility in the areas of education, training and youth,
particularly students, persons in training, volunteers and teachers and trainers, are often
discouraged by the many obstacles they encounter, as evidenced by the petitions they
address to the European Parliament.  In this context, the Community’s action should cater
for the aspirations of its citizens in terms of mobility in education and training.

(13) In the context of Article 293 of the Treaty which provides in particular for the
Member States, so far as is necessary, to enter into negotiations with each other with a
view to securing for the benefit of their nationals the abolition of double taxation within
the Community, it should be noted that this network of bilateral agreements is still not
complete, with the result that obstacles to mobility still remain.

(14) The Green Paper proposed a series of actions to eliminate those obstacles.  They
have been largely approved in the context of the debates which have been organised on
this subject in all Member States.  It is therefore necessary to remove those obstacles
to mobility.  Special attention should be paid to the needs of the most disadvantaged and
most vulnerable groups, such as the disabled.

(15) The European Council in Lisbon on 23 and 24 March 2000 declared its support
for mobility as an essential feature of the new knowledge society and in promoting lifelong
education.  It called on the Member States, the Council and the Commission to:

– take the necessary steps within their areas of competence to foster the mobility of
students, teachers and training staff, in particular by removing obstacles, through greater
transparency in the recognition of qualifications and periods of study and training, and
through specific measures for removing obstacles to the mobility of teachers by 2002;

– develop a common European format for curricula vitae to encourage mobility by
helping to improve assessment, by education and training establishments and employers,
of knowledge acquired.

The European Council also called on the Council and the Commission to create a European
database on jobs and learning opportunities to facilitate mobility, while improving
employability and reducing the skills shortage.

(16) Mobility fosters the discovery of new cultural and social environments.  There is
therefore a need to facilitate the cultural preparation and initiation of the persons concerned
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into living, learning and working practices in different European countries, as well as their
return under appropriate conditions, namely by training relevant contact persons of the
target groups (university teachers and administrators, vocational teachers and trainers,
teachers and head teachers, staff of sending and hosting organisations) interculturally, and
to encourage educational and training establishments to appoint staff to coordinate and
facilitate their intercultural training.

(17) This Recommendation conforms to the principle of subsidiarity referred to in
Article 5 of the Treaty insofar as Community action, complementing action by the
Member States, is necessary for the obstacles to mobility to be removed.  It is important to
that end to emphasise that mobility requires Community intervention because by its nature
it entails transnational aspects.  This Recommendation also conforms to the principle of
proportionality referred to in that Article because it does not go beyond what is necessary
to achieve the objectives pursued.

(18) This Recommendation seeks to encourage cooperation between Member States
on the subject of mobility by supporting their activities and fully respecting their
responsibilities within the framework of their national legislation in particular as regards
the implementation of the invitations which it contains.

(19) This Recommendation is aimed at Member State nationals who would like to
experience living in a Member State other than the home Member State.  Nevertheless, it
should also be noted that the European Council stated at Tampere on 15 and
16 October 1999 that the European Union must ensure “equal treatment for third country
nationals who are legally resident in a Member State” and that a more vigorous integration
policy should aim at granting them rights and imposing on them obligations comparable
to those citizens of the Union.  Third country nationals who are legally resident in a
Member State should be granted a number of rights in that Member State which come as
close as possible to those enjoyed by the citizens of the Union.

(20) Community education, training and youth programmes are open to the countries
of the European Free Trade Association participating in the European Economic Area and
the associated countries of Central and Eastern Europe (CCEE), in accordance with the
conditions set out in the Europe Agreements, in their additional protocols and in the
decisions of the relevant Association Councils, and to Cyprus, Malta and Turkey.  This
Recommendation should accordingly be brought to the attention of these countries and
mobility should be facilitated for any nationals from those countries who pursue studies
or training, take part in voluntary activities, or provide teaching or training within the
European Union under a Community programme.

(21) The Community programmes, including those mentioned above, have enabled
the development at Community level of good practice and of important tools which aim
to facilitate mobility for students, persons undergoing training, volunteers, teachers and
trainers.  The widest possible application of those good practices and tools should be
envisaged,
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I. HEREBY RECOMMEND that Member States:

1. Measures which concern all categories of people covered by this Recommendation:

(a) take the measures they consider appropriate to remove the legal and administrative
obstacles to the mobility of persons undertaking a course of studies, a period of training or
a voluntary activity, or providing teaching or training in another Member State, particularly
in the context of Community programmes (including Socrates, Leonardo da Vinci and
Youth) but also outside them; to cooperate with the Commission in the promotion of the
exchange of experience and good practice relating to the transnational mobility of the
persons concerned and the various aspects of this Recommendation;

(b) take the measures they consider appropriate to reduce linguistic and cultural
obstacles, for example:

– to encourage the learning of at least two Community languages, and to make
young people aware, in particular, of Union citizenship and respect for cultural and social
differences;

– to encourage linguistic and cultural preparation before any mobility measure;

(c) promote the development of various arrangements for financial support for mobility
(grants, scholarships, subsidies, loans, etc.) and in particular:

– facilitate the portability of scholarships and national aids;

– take the measures they consider appropriate so that the procedures for transferring
and paying grants and other assistance abroad are facilitated and simplified;

(d) take the measures they consider appropriate to promote a European qualification
area, i.e. to enable those concerned to report on the qualifications obtained and the
experience acquired in the host State to the relevant authorities, particularly the academic
and professional authorities in their home State; that might be carried out by promoting
the objectives of the 1992 and 1996 Resolutions on the transparency of qualifications and
training certificates, by encouraging the use of the Europass-Training document as provided
for in Council Decision 1999/51/EC of 21 December 1998 on the promotion of European
pathways in work-linked training, including apprenticeship 16  and of the European diploma
supplement, and by implementing the conclusions of the Lisbon European Council of 23
and 24 March 2000, in particular by establishing a European framework of basic skills
and a common European format for curricula vitae; 

(e) consider to what extent the persons covered by this Recommendation can benefit
from the arrangements for support available to the same categories of persons in the host
State, such as for example reductions for public transport, financial assistance with
accommodation and meals, as well as access to libraries and museums, with the exception
of benefits available under social security.  In this context discussions on introducing a
“mobility card” should be initiated;
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(f ) help to enable people interested in mobility to have easy access to any useful
information concerning opportunities for studying, training, volunteering, or providing
teaching or training in the other Member States, by extending the work of the National
Academic Recognition Information Centres, the European Network of Information Centres
and Europe Direct, in particular by:

– improving the dissemination of information regarding the possibilities and
conditions (especially the arrangements for financial support) concerning transnational
mobility;

– ensuring that their citizens are aware of their entitlements under Council
Regulation (EEC) No 1408/71 and under existing reciprocal arrangements concerning
social security cover while they are temporarily resident in another Member State;

– encouraging the training of, and regular provision of information to, those at all
administrative levels regarding the Community acquis on mobility;

– taking part in the work on the creation of a database on jobs and learning
opportunities, in the context of decentralised procedures and taking full advantage of
existing structures and mechanisms such as the European Employment Services (EURES); 

(g) take the measures they consider appropriate so that the categories of persons
concerned by this Recommendation are not subjected to discrimination in their home
Member State in relation to the same categories of persons who do not undertake a
transnational mobility experience;

(h) take measures they consider appropriate to remove obstacles to the mobility of
third country nationals who, when participating in Community programmes, including
Socrates, Leonardo da Vinci and Youth, pursue study or training, do voluntary work or
provide teaching or training.

2. Measures which specifically concern students:

(a) facilitate the recognition, for academic purposes, in the home Member State of the
period of study undertaken in the host Member State; for this purpose the use of the
European Credit Transfer System (ECTS) throughout the Community should be
encouraged which, based on the transparency of curricula, guarantees the recognition of
academic experience as a result of a contract drawn up in advance between the student and
the home and host establishments;

(b) take, furthermore, appropriate measures so that the decisions of the authorities
responsible for academic recognition are adopted within reasonable timescales, are justified
and can be subject to administrative and/or legal appeal; 

(c) encourage educational establishments to issue a European supplement as an
administrative annex to the diploma, the aim of which is to describe the studies undertaken
in order to facilitate their recognition;

(d) encourage students and pupils to complete a part of their studies in another Member
State and to facilitate the recognition of periods of study completed in this context in
another Member State;
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(e) take or to encourage appropriate measures to enable students more easily to prove
that they have health cover or insurance in order to obtain their residence permits;

(f ) facilitate the integration (academic guidance, educational psychology, etc.), of
students undergoing mobility into the education system of the host Member State, as well
as their reintegration into the education system of the home Member State, following the
example of the Socrates programme.

3. Measures which specifically concern persons undergoing training:

(a) promote the consideration in the home Member State of attested training
undertaken in the host Member State; to this end, the use of the “Europass-Training”
document, amongst others, should be encouraged;

(b) encourage the use of more transparent models for vocational training certificates,
as provided for in the 1996 Resolution on the transparency of vocational training certificates
and in the proposals submitted by the European Forum on the transparency of vocational
qualifications.  These proposals aim in particular at:

– issuing, with official national certificates, a translation of such certificates and/or a
European certificate supplement;

– designating national reference points responsible for providing information on
national vocational qualifications;

(c) take the measures they consider appropriate, in accordance with Community law
and in the framework of their national law, so that persons travelling to another Member
State for the purpose of undergoing recognised training there are not subject, because of
their mobility to discrimination with respect to relevant social protection, including the
administrative formalities for this protection, such as in the area of health care and other
relevant areas;

(d) take the measures they consider appropriate from the administrative point of view
to make it easier to obtain proof that a person undergoing training in another Member
State has sufficient resources, as provided for in Directive 90/364/EEC.

4. Measures which specifically concern volunteers:

(a) ensure that the specific nature of voluntary activity is taken into account in national
legal and administrative measures;

(b) promote theconsideration, in the home Member State, of voluntary activity
undertaken in the host Member State by means of a certificate that persons have taken
part in voluntary activity projects, describing the experience gained, within the framework
of the objective of bringing about a common European format for curricula vitae;

(c) take the measures they consider appropriate, in accordance with Community law
and in the framework of their national law, so that volunteers and their families are not
discriminated against because of their mobility with respect to relevant social protection,
such as health care and social welfare policies;
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(d) take the measures they consider appropriate, under national legislation, to ensure that
recognised voluntary activities are not treated as employment;

5. Measures which specifically concern teachers and trainers:

(a) take into account as far as possible the problems facing teachers and trainers on
short-term mobility covered by the legislation of several Member States and encourage
cooperation in this respect;

(b) take the measures they consider appropriate to facilitate teachers’ and trainers’
mobility to other Member States, for example:

– by making arrangements for the temporary replacement of teachers and trainers
on European mobility;

– by ensuring that arrangements are made to facilitate their integration in the host
establishment;

– by considering the introduction, in accordance with procedures established at
national level, of European training periods to make mobility easier.

(c) encourage the introduction of a European dimension into the professional
environments of teachers and trainers, in particular:

– in the content of the programmes for the training of teachers and trainers;

– by encouraging contacts between establishments for the training of teachers and
trainers in different Member States, including exchanges and courses in other Member
States;

(d) promote consideration of European mobility experience as a component of the
careers of teachers and trainers.

II. HEREBY INVITE Member States:

– to produce a report once every two years on the implementation of the different
aspects covered by this Recommendation and to forward it to the Commission.

III. HEREBY INVITE the Commission:

(a) to set up a group of experts who represent all Member States and include people
who know the different groups covered by this Recommendation, in order to enable the
exchange of information and experience on the different aspects of this Recommendation;

(b) to continue to cooperate with the Member States and the social partners, within
inter alia the European Forum on the transparency of professional qualifications, so that
useful information and experience concerning the implementation of the measures
advocated in this Recommendation may be exchanged;
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(c) to submit a report once every two years to the European Parliament, the Council,
the Economic and Social Committee and the Committee of the Regions based on
contributions from the Members States on the implementation of the different aspects
covered by this Recommendation;

(d) to study the procedures for introducing a pass for schoolchildren/students/trainees/
volunteers within the Community giving holders entitlement to different concessions during
their period of mobility;

(e) to draw up proposals for improved cooperation in promoting the transparency of
qualifications, in particular for making the EUROPASS available to third countries
participating in Community programmes, and with regard to certificates of completion of
vocational training;

(f ) to study appropriate procedures for the adoption of measures, in cooperation with
the Member States, for the exchange of information on opportunities for education, training
or voluntary work, or providing teaching or training in the other Member States.

Done at Brussels,

For the European Parliament For the Council

The President The President
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ANNEX

CATEGORIES OF PEOPLE COVERED BY THIS RECOMMENDATION

The people mentioned below are covered by this Recommendation only if they move
from one State (the home State) to another (the host State) for a temporary stay not
exceeding, in principle, one year and return to the home State at the end of their stay.
Such persons keep their legal residence, as defined by the law of each Member State, in the
home State.

I. Students:

People who study in educational establishments such as those covered by the third indent
of Article 149(2) of the Treaty.

II. Persons undergoing training:

People who, regardless of their age and professional conditions, attend vocational training
at any level including higher education.

III. Volunteers:

People, especially young people, who, in the context of the “European Voluntary Service”
section of the Community “Youth” programme or of transnational voluntary projects
similar to the “European Voluntary Service”, undertake an activity which specifically involves
solidarity, is non-profit making and unpaid for a duration of one year in principle, and
helps them acquire social and personal skills.

IV. Teachers:

People who provide teaching in educational establishments such as those covered by the
third indent of Article 149(2) of the Treaty.

V. Trainers:

People who provide training in educational or vocational training centres such as those
referred to in the fourth indent of Article 150(2) of the Treaty and/or in training centres or
undertakings.
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Workshop 5 - The role of higher education
in society
Chaired by Tommi Himberg (Former president SYL)
Helper: Lukas Vylupek

The reader consists of texts in three categories. The discussions in the workshop concentrate
on issues presented in the texts of “should read” –category. For background information
especially for those not familiar with the recent educational policy-making a look into the
“Good to read” –category will help to acclimatise oneself to the discussions. “For those
interested” –category is meant for those HE-policy-junkies who need hard-core research
material to satisfy their thirst of information on the subject.

Should read:

- MEIRA SOARES, Virgilio A. and AMARAL, Alberto M.S.C.: “The
Entrepreneurial University: a Fine Answer to a Difficult Problem?”Higher Education in
Europe, Vol 24, N:o 1, 1999

- SHARROCK, Geoff: “Why Students are not (Just) Customers (and other reflections
on Life After George)”, Journal of Higher Education Policy and Management, Vol. 22
N:o 2, 2000

Good to read:

- ESIB’s policy papers concerning education as a right (Student Rights – Human
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www.esib.org/policies/)

- “World Declaration on Higher Education for the Twenty-first Century: Vision
and Action” adopted in the World Conference on Higher Education organised by UNESCO
(http://www.unesco.org/education/educprog/wche/declaration_eng.htm)

For those interested:

On impacts of these challenges to structures of institutions:

- SPORN, Barbara: “Towards More Adaptive Universities: Trends of Institutional
Reform in Europe”, Higher Education in Europe, Vol 24, N:o 1, 1999, UNESCO
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On American example of philanthropy:

- MORA, Jose-Ginés, and NUGENT, Michael: “Seeking New Resources for
European Universities: The Example of Fund-Raising in the US.” European Journal of
Education 33, no. 1, 1998)

More discussion on the role of higher education:

The Proceedings of the WCHE (http://www.unesco.org/education/educprog/wche/)

OECD Education Policy Analysis: “Paying for Tertiary Education – the Learner Perspective”
1998 (http://www.oecd.org/els/education/ep/)

About innovations and especially social impacts of research:

Check the website of CORDIS – Community Research and Development Information
Service (http://www.cordis.lu)

The Entrepreneurial University: a Fine Answer to a

Difficult Problem?

The recent changes in the relationship between universities and society and the change of
attitudes of governments towards higher education instututions are analysed. The different
possible reactions of the insitutions to the more demanding attiude of society as a whole
are discussed. The authors present a critical view of the concept of entrepreneurial
universities based on the work of Burton Clark and on the results of the quality audits of
the Association of Europeand Universities (CRE), and offer some comments about their
applicability and usefulness to European higher education systems.

THE UNIVERSITIES IN A CHANGING ENVIROMENT

Over the last decades, universities have been faced with very important changes, both in
their environmcnts and in their relationships with society (Amaral, 1991, pp. l95-202):

—We live in a world of global economic, poIitica1, and technological interdependence in
which a continuous flow of technical innovation has become a fundamental ingredient
for industrial competitiveness and economic vitality.

—The rate of change of science and technology has increased very rapidly.
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—Industrial development will increasingly depend upon knowledge, a situation that makes
education a major economic resource.

The qualifications of manpower and the provision of lifelong education have become
important cancerns and pressing demands. The presence inside the campus of a sizeable
number of mature students, with previous work experience and attitudes largely different
from those of regular undergraduates, Will force major changes in teacher-student relation-
ships, in study contents and teaching methodologies, and in the organization of disciplines
and of the institutions themselves (Price, 1989, p. 61).

Universities have been asked to direct their research towards programmes that may gain
some technological advantage for their societies (Robinson, 1987). For instance, in the
United Kingdom, the government Department of Education and Science (DES) published

a White Paper (DES, 1987) stating that universities were cxpected “. . . to serve the economy
more efficiently, by achieving greater commercial and industrial relevance in higher
education activity”.

Earlier, Giovanni Agnelli (1988, pp. 1 l-17), had noted that:

. . . from their very beginning universities were free institutions, cven in societies
ruled by despots; thcy were disinterested, for their task was not imposed on them
from outside, but chosen by themselves, and that task was the pursuit of knowledge.
And from the first they were international in spirit. Even in the most intolerant
and difficult [of ] times they held that knowledge should be free and universal.

Intensifying the relationship between universities and industries can alter certain of the
characteristics of univcrsities as outlined above by Agnelli. There is, for instance, the need
of companies for secrecy regarding R&D processes, This need is in opposition to the
academic ethos of free diffusion of ideas and the exchange and discussion of experimental
rcsults (knowledge should be free and universal . . , ).

As a result of massification, students increasingly expect that obtaining a degree will provide
them with a job. In a White Paper pubIished in 1972 (DES 1972), the British government
was already recognizing that:

. . . not f a r from the surface of most candidates’ minds is the belief that higher
education will go far to guarantee them a better job.

Universities are also faced with the question of the relevance of their study programmes
and their research projects because, as the skills base of the economy is changing, an
increasing number of voices claim that the disciplinary basis of universities is becoming
irrelevant.

Robert Cowen (1995, pp. 9-13) considers that those three propositions-that universities
ought to contribute to the economy, that students are merely looking for jobs at the end of
their studies, and that the disciplinary basis of universities is increasingly irrelevant-have
been undermining certain aspects of the role of traditional universities, and that:

. . . Government has taken direct policy action to alter the basis of university
funding, in order to make universities more entrcpreneurial. . . . the social process
that is currently developing is not merely that the university should try to link
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itself more tightly with industry and business. The central core of the present
process is that the university itself should become a business, and it is in this sense
that we now think of the English university as ‘entrepreneurial’. Universities will
become less independent and Iess disinterested as they engage in joint ventures
with industries and as they are forced by budget cuts to seek profit-making activities
by which to increase their revenues. However, the idea that knowledge should be
free and universal is nevertheless confronted by the need for confidentiality and
for strict control over the R&D processes of companies.

Universities must combine continuity with change, expanding their role and functions to
respond to these new demands, while maintaining their most important and traditional
objectives.

Robinson (1987) states that:

... more than ever before, universities must make, implement, and defend strategic
choices -because this is the only way to protect the integrity of the university and
to sustain the public respect which is the ultimate base of the university’s freedom.

Over the last decades, the centralized model of state control, established with the advent
of the modern university after the great reforms of the Eighteenth and early Nineteenth
Centuries, was replaced in most developed countries by a model of institutiunal autonomy
and self-regulation (the state supervision model). This change has been associatcd with
such transformations as the massification of higher education, the diversification of higher
education s y st e m s and the introduction of elements of market competition with the
objective of increasing institutional efficiency.

During this period, a new actor, the “market‘, has replaced public administration as the-
driving force behind the development of higher education, as well as the main employer of
its products (Neave and Van Vught, 1994, pp. 269-271). This new actor that is associated
with the individual (private) consumer, instead of the former public community, presents
different and pressing demands, strongly supported by such ponderous justifications as
the economic cornpetitiveness of society and the need to keep up with the rapid changes
in science and technology.

However, there realIy is no “market” for higher education (Dill, 1997, pp. 167-185; Trow,
1996, pp. 309-324). And even if this market were a reality, it is doubtful that it could be
used or even that it should be used, given the full regulatory power of government over
higher education. Education is known for its capacity to generate externalities, the concept
of externality being used to compare private and social benefits from an activity, and
technically it corresponds to the benefit received by society beyond the individual private
benefit. Amongst the external advantages of education one can list, for instance, the
competitiveness of society, social cohesion, social mobility, and increased democratic
participation. For this reason, education cannot be fully left to the discretion of market
values and decisions driven by profit and short-term visions, and for this same reason,
even when the state praises the ultimate benefits of an all-powerful market, it still holds on
to an important share of its regulatory power.

As a result of this new policy (Amaral, 1995, pp. 249-256), governments have given
autonomy to higher education institutions by transferring to them the responsibilities for
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detailed implementation of educational policies and for daily administration, and have
given them block grants, while keeping control over some of the more important variables
of the system, such as rates of access, unit costs, retention rates, student/staff ratios, etc.

Increased autonomy has entailed greater responsibility. As the increasing costs of higher
education were increasingly felt by taxpayers who also had to support larger shares of the
costs of other public systems, such as health and social security, universities have been
forced to demonstrate that they are making proper and efficient use of the funds made
available to them. Thus, quality assessment has become a common practice in many
countries.

Universities remain a unique form of organization because of the multiplicity of their
functions and the absence of a unique top-down absolute authority. Universities are
professional bureaucracies (Mintzeberg, 1979), in which real power lies at the leve1 of the
classrooms and the research laboratories. According to Allen (1988, p. 26):

They are a genus apart, a non-organisation, or an organised anarchy, charactetised
by ambigu ity, bu t [are] not therefore ‘‘illegitimate, immora l , or ineffective”.

Universities are institutions used to long-term visions. They are accustomed to slow decision-
making following maturation processes resulting from lengthy discussions and the formation
of equilibria amongst peers and their units-faculties, departments, or even disciplines -
where in general at the top the rector does not hold strong power. Neave (1995, pp. 9-10)
states that:

... the university, like very large tankers, requires a good look-out in order to be
able to change course and to have time to complete the manoeuvre above all
when, as it is not unusual these days, the Ship of Learning has to plot its course
within narrow financial straits, in both senses- nautical and financial - of that
word.

This form of govcrnance, responsible through the ages for a unique capacity for innovation,
but of course with some inefficiencies (at least from a purely managerial point of vicw), is
now facing a cultural conflict (Duke, 1992, p. 2): “. . . between the long timc horizons of
the university ethos and the ‘culture of the microsccond’ which compels stock exchanges
to install circuit breakers against information technology-induced disaster”. Chris Duke
(1992, p. 12) states that in addition:

There are two assumptions behind all this: that univcrsities are inefficient; and
that their efficiency wil1 be improved by a series of external interventions,
implemented largely top-down, and drawn in the main from the management
practices that reward systems of other kinds of organisations.

It is no wonder that in many universities academic rhetoric is becoming associated with
nations o f managerialism, efficiency, a n d even alien concepts such as total quality
management or value for money, instead of the former long-lasting academic values of
scientific excellence and academic freedom.

Universities are indeed facing multiple challenges. The massification of higher education
has brought inside the institutions the tensions between the national policies of elitism
and academic excellence, on the one hand, and the need to answer the ca11 for increascd
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social dcmand for higher cducation and to comply with the human capital theory, on the
other. As Duke (1992, p. 64) puts it:

Universities are pluralistic “non-organisations”. How much diversity of values,
purposes, and activities can they tolerate? Can the oId and the new paradigms-
the thin clear stream of excellcnce and the broad flood of acccss-run together
through the same campuses and faculty boardrooms?

This conflict is quite wc11 expressed by Henry Miller (1995, p. 28):

. . . thus it is argued that the gcvernment, civil services, and quasi-state institutions
like funding councils are faced with linked pressures. There are pressures to limit
increasing public expenditure, which is itsclf fueIled by rising popular expectations
of access to higher education, resulting in either highcr student numbers or
increased numbers of frustrated applicants.

Massification has had a negative effect both on the morale and the social standing of
academics The increasing number of univcrsity professors has prevented the fulfilment of
cxpectations regarding salary increases, while the socia1 standing of the academic pro-
fession has declined. Academics are being faced with demands for morc participation in
lecturing to increasing masses of students (for the sake of efficiency gains), while the quality
of their performance is being questioned (for the sake of quality assessment) without any
visible rewards being attached to good performance as is usual in the entrepreneurial media
from which the assessment techniques were imported. And research money has become
scarcer and ortly available through fierce competition.

Universities are also under pressure from govcrnments (and even from the European Union)
to become more responsive to market demands, not only regarding the provision of
education, but also in regard to the nature of the research performed. And governments
have sided with industry (Tapper and Salter, 1992, p. 31):

. . . the state bureaucratic apparatus has assumed the task of helping capita1 to
define what its necds may be, of reconciling the tensions inherent in the definition
of those needs, and demonstrating in more precise terms the ways in which
schooling (and presumably un iversi ty courses and research) must change if these
needs are to be met

Universities, under pressure from governments to become more managerial and more
entrepreneurial, are looking for new management tools (Teichler, 1990, p. 12):

On the one hand, there is widespread criticism that the traditional managerial
modes of a rclatively wcak rector, a limited number of administrative staff, and a
strong acadcmic staff in decision—making at universitics is no longer appropriate
in times of increascd i mportance of institutional policies. On the other hand, the
US. model of institutional management is frequently criticised for subordinating
academics and their rationale to a managerial class...

How can universities react to these pressures? Recently the higher education scenario was
invadcd by anothcr version of the university, the ultimate product to succeed in a competitive
global market, the “entrcpreneurial university”. Is it the solution to the problems evoked
abovc (Co wcn, 1995, pp. 9-13) or should it be dismissed as just another form of education
business?
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THE ENTREPRENEURIAL UNIVERSITY

Universities were suddenly faced with very short budgets, demands for efficiency from
governments and from society, criticism for not being ablc to meet immediate social
demands and, at the same time, they were required to increase and divcrsify their sourccs
of income, not only to accompany the increasing rapidity of the creation of knowledge
but, in many cases, simply to survive.

What may be regardcd as a proactive attitude on the part of some universities, today called
an entrepreneurial attitude, may also be the rcsult of a reaction to adverse conditions
created b y the environment. A recent study b y Clark (1998) g i v e s some interesting
exampIes of entrepreneurial universities, In all the cases, the first steps had their origins
more in external constraints than in genuine interna1 convictions, but therc is no doubt
that later a proactive attitude was devcloped.

The need to diversify sources of income is a necessary but not sufficient condition to modi
fy the typical attitude of academics. The low leve1 of state budgets was and stil1 is a very
powerful driving force for change. Because of declining state funding, i n t e r n a l budgeting
processes need to secure other sources of income to be reallocated according to a process
that can be generally accepted by the academic community. Such an acceptance can only
be achieved if the participation of all stakeholders is ensured and effective.

Strong personalities in central administration seem to be another necessary condition for
success, even if a central administration powerful enough to change an institution is often
in contradiction with the self-centredness and the centrifugal forces of departments and
basic units. 0n the other hand, a close look at the composition of the senates of some
traditional universities wiI1 indicate that the more influential actors do not sit there, a fact
that weakens this governing body once considered the forum for the discussion of general
university policies.

The search for “private” funding is usually based on research groups or on technological
departments that have privileged contacts with companies and other sectors of society.
The common attitude of these units is, however, a rcfusal to give away overheads to bc
redistributed throughout the institution based on strategic dccisions taken at central level.
The central administration is responsible for fostering internal co-operation among the
different units of the i nstitution and for developing an “institutional” entrepreneurial
instead of “individual ” entrepreneurship. Interdisc iplinary, interdepartmental, or
interfaculty work is seldom present because the “pigeonhole” characteristics of universities
very often hamper co-operation. How to do it is mainly dependent on the ways universities
are organized. In many cases, “interface institutions” have been used to provide the necessary
flexibility for hiring temporary people and for using funds in more discretionary ways.

Traditional universities composed of faculties generally behave like “federations”, a feature
that does not favour change. Deans and heads of departments are usually powcrful and do
not desire any “illegitimate” interference on the part of the rector or the central
administration . They feel that their power will be threatened and are not willing to
contribute to a “poor” faculty or department that they view as a burden in regard to the
improvement of the budgetary situation of the university. “If they do not look for alternative
funding sources, why should wc (our faculty or department) give up our money, earned
with a lot of effort, to maintain unproductive and poorly managed faculties?“, art words
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very often spoken b y deans and other staff members belonging to the more “entrepreneurial”
faculties or departments.

More modem and more flexibly organized universities are institutions that adapt (or pro-
act) more easily under new circumstances The capacity for innovation of their management
and for changin g their organization is less affected by the established self-interest of
academics whose power may be partially lost by profound changes. A leading team with
clear ideas about the way to change the organization and to increase the capacity of the
institution to obtain extra funding will certainly be much more successful.

Clark’s study (1998) is based on an observation of five institutions that undcrwent major
changes over the last twenty-fivc years: the University of Warwick in England, the University
o f Twente i n The Netherlands, the University o f Strathclyde i n Scotland, Chalmers
University of Technology in Sweden, and the University of Joensuu in Finland. Clark
finds five “pathways of transformation” in the five cases studied, but the ways by which the
pathways became present depended very much on the starting point and on the special
characteristics of the given institutions, as demonstrated below:

—The strengthened steering core: the need to develop “a more organized way to refashion
thcir programmatic capabilities” makes it necessary to strengthen the central steering core.
But, as the author rightly points out, that strengthening “must embrace central managerial
groups and academic departments” and “must reconcile new managerial values with
traditional academic ones”.

—The expanded developemental periphery: the creation of units “that are professionalized
outreach offices . . . working on knowledge transfer, industrial contact, intellectual prop-
erty dcvelopment, continuing education, fund raising, and cven alumni affairs”. These
units shouId be “interdisciplinary projcct-oriented research centres” that “bring into the
universities the project orientation of outsiders” and must have a “certain flexibility in that
they are relatively easy to initiate and to disband”. “They (also) mediate between departments
and the outside world.”

—The diversified funding base: “widening the financial b a s e becomes essential, since
virtually everywhere mainline institutional support from govemment, as a share of total
budget, is on [the] wane”. Universities “set up their efforts to raise money from a second
major source, research councils”, and “construct a widening and deepening portfolio of
third-stream income from campus services, student fees, and alumni fund raising. Third-
stream sources represent true financial diversification and provide discretionary money.”

—The stimulated academic heartland: this pathway is scen as critical because “many units
at the heartland that promoted changes and innovative steps are likely to fail”. Of course,
if opposition to changes is strong enough at this level, “the life in the institution proceeds
largely as before”. “One department and faculty after another needs itself to become an
entrepreneurial unit ... promoting third-stream income.” Also as “their members must
participate in central steering groups, they need to accept that individuals as well as collegia1
groups will have stronger authority in a managerial line that stretches from central officials
to heads of departments and research centres”.

—The integrated entrepreneurial culture; “entrepreneurial universities . . . develop a work
culture that embraces change. [The] new culture may start out as a relatively simple
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institutional idea about change [and] later [become] a university culture. Strong cultures
are rooted in strong practices.”

Clark’s examples are all cases of success but, as indicated above, behind these successes
there were sometimes struggles for survival that indeed involved taking risks. Howevcr,
thcre was ambition, imagination, and clear leadership. Except for the case of the University
of Joensuu, the driving force for renovation can be attributed to the technical character of
the units rcsponsible for the “take-off ” which was then accompanied by the right choices
of the rector (vice-chancellor or principal) and some administrators. Thcse two “factors”
together were really indispensable in the transformation process. The case of Joensuu,
although having a slightly different background, cnjoyed the benefits of the aforementioned
“pathways of transformation”.

An impressivc outcome of these five examples is the importance that academic research
plays in the major activities of the institutions in qucstion. Their research centres or units
appear wc11 placed among their competitors at national and international levels, meaning
that thcir choicc of diversifying the third-stream of the budget, far from driving the
institution away from one of the main traditional meanings of the university mission, has
strengthcned their research capacities and their scientific production.

One could be tempted to transform thesc five “pathways” into a recipe for good university
practice. However, some questions still have tu be clarificd. The examples used deal with
small to medium-size institutions. These institutions were not comprehensive universities.
They consisted mainly of a small numbcr of faculties and had very fcw students. The
difficulties in overcoming internal opposition were certainly less strong than in the older
established comprehensive universities”

On the other hand, what seems so easy (the choice of a strong management for the
institution) is sometimes difficult to accomplish in “classical” universities. Flexibility of
organizational rules, of management, and of employment laws does not exist or strongly
limits the ability of institutions to change their attitudes. The example of Chalmers, at
which the transformation of a public university into a “foundation university” was an
interesting step and an extreme example of the will to take the future into its hands, is a
risk not easily acceptable by the great majority of universities (in Sweden, the Chalmers
University of TechnoIogy was the only one to take the chance). However, the decision to
take this step was no doubt an important step towards eventual success.

Despite the inefficiency that one may recognize in the action of some statutory collegial
bodies of universities, the reaction to the underestimation of their importante in the internal
equilibrium is unpredictable and has to be carefully considered.

The Association of European Universities (CRE) started a Programme of Institutional
Evaluation for its members in 1993. Certain features found by the review t e a m s are
common to many audited universitics. The need fur a strengthened stcering core is very
oftcn implicit in the recommendations given by the audit teams. The absence of strategic
thinking spread throughout institutions is also mentioned. The factor of strategic thinking
seems to be considered the main tool for changc.

Hard, and sometimes harsh, remarks conceming departmental centrifugal forces are often
voiced. These forces are frequently citcd as internal constraints in the lives of institutions
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and as barriers to the deeper involvement of deans or heads of departments in the
management decisions of institutions, Audit teams also stress the need to allocate budgets
according to strategic decisions taken at central level as well as the use of “third-stream”
income to reinforce university identity.

Audit teams express different opinions about the apparent contradictions bctween the
processes of integration of  “federated” universities and the decentralization needed to
involve academics in the operation of change (academic freedom is very often evoked as
an argument to oppose innovative ideas). Once again, “old” universities have greater
difficulties in achieving a balanced ‘‘centralized decentralization” successfully. Howevcr,
doing so seems to be one of the main factors in reaching a successfull reorganization in

order to “innovate” and to disseminate a new institutional culture. And in the institutions
auditcd by CRE, almost everybody accepts the need for a reorganization that wiIl include
the creation of units or centres of activity that are independent of conventional structures
and that work in close co-operation with the non-university sectors and with tbc central
administration. However, implementing ideas is much more difficult than accepting thcm
(Kannan, 1997, pp. 7-28).

FINAL COMMENTS

The fundamental questions asked by the CRE Audit Programmc to universities a r e
helpful tools. What objectives is the university pursuing? What are the rcsources that the
university is applying in order to achievc these objectives ? How does the univcrsity vcrify
their imp1ementation? What steps is the university taking to improvc itself?

Any leadership team that has obtained conscnsua1 answers to these questions may havc
surmounted the first difficult obstacle. The identification of the problems, the proposal of
solutions, the implementation of these solutions, and their continuous monitoring is the
kind of culture one finds in any enterprise. All those elements are present in Clark’s cases.
In fact those institutions did not forget their past. Thcy took advantage of the past and
shaped their own future in a very innovative way without losing the main characteristics
of a university, as they are commonly understood. They diversified and rcspondcd to
challenges in some cases because doing so was the only way to survive, or because they
thought that taking risks to improve their performance was a worthy endeavour. In that
sense, thcy are called entrepreneurial universities without any fear of being misinterpreted.

A sense of enterprise can be achieved by answering the above-mcntioned questions and
taking actions that wiI1 lead universities to discover new ways in a world that does not
look at univcrsities in the same way as it used to do. It may be a huge but necessary task in
many cases.

One cannot resist the temptation of repeating a remark made by a group of experts who
audited an old univcrsity at which resistance to change is wc11 known. “A common reaction
we encountered amongst staff was to be syrnpathetic in theory to the idea of a strategic
plan, but that in practice the shortage of funds and other external constraints were too
scverc to make planning worthwhile.” “We cannot think [of any] more than how to survive”,
said several members of staff to us. “We believe that it is possible to construct a strategic
plan if one gets away from the understandable obsession with budget shortages.” And later
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they wrotc: “ . . above all, a key point of the [strategic] plan might be to set out a progressive
path to bring faculties a bit closer together”. What the auditors did not understand was
that some “private money” generated by research contracts and other contracts with the
non-university sector was being hidden (by faculties or departments) from the central
administration of the university! Some staff may have told the truth, but even in that case,
a more helpful attitude would have been to find ways of overcoming budgetary problems
by making more efficient use of resources and by divcrsifying budget streamlining. This
example shows how important it is to have a strengthened steering core to effect the necessary
changes i n t h e organization of universities. Moreover, it demonstrates the importance of
having a generalized “stimulated academic heartland”.

The examples given by Clark as well as the conclusions obtained by CRE lead the authors
to emphasize the importance of spreading good practice. The Universities of Warwick,
Twente, Strathclyde, Chalmers, and Joensuu were able to become less dependent, but not
completely independent, of the state budget. More importantly, they are examples today
of self-determination and search for academic excellence.

An entrepreneurial attitude does not necessarily mean that a publie university should aim
at behaving in aIl senses likc a n enterprise. Profit-making is not clearly an objective
compatible with some of the objectives of universities. They have a social mission that
cannot be disregardcd. However, state support is insufficient t o maintain the universities
at the financial leve1 at which they need to be, making it necessary for them to look for
funds elsewhere. How far should they go in the search for third-stream income is not
consensual, even among the entrepreneurial universities studied by Clark.

The authoriries of the University of Twente expressed the following view:

There is a limit to the increase of turnovcr and profit of contract research, contract
education, and consultancy. Wc estimate the balance to be betwccn onc-quartcr
a n d one-third of the state budget, since exceeding this limit would make the
university too . .. dependent [on] industry and extra-governmental income.

This sensible observation may be a warning to those who think that total independence
from the state budget is an aim to be pursued if a university wishes to adopt an
entrepreneurial attitudc. The recently adopted “WorId Declaration on Higher Education
for the Twenty-First Century” (UNESCO, 1998) is unequivocal. Its Article 14 states that:

The fundin g of highcr education requires both public and private resources. The
role of the state remains essential in this regard.

A r t i c l e 13 summarizes a part of what this article covers:

(a) The management and financing of higher education require the development
of appropriatc planning and policy-analysis capacities and strategies, based on
part-nerships established between higher education institutions and state and
national planning and co-ordination bodies, so a s to secure appropriately
streaeimed management and the cost-effective use of resources. Higher education
institutions should adopt forward-looking management practiccs that respond
to the needs of their environments. Managers in higher education must be
responsive, competent, and able to evaluate regularly, by internal and external
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mechanisms, the effectiveness of procedures and administrative rules.
(b) Higher education institutions must be given autonomy to manage their internal
affairs, but with this autonomy must come clear and transparent accountability
to the govemment, parliament, students, and the wider society.
(c) The ultimate goal of management should be to enhance the institutional
mission by ensuring high-quality teaching, training and research, and services to
the community. This objective requires governance that combines social vision,
including understanding of global issues, with efficient managerial skills.
Leadership in higher education is thus a major social responsibility and can be
significantly strengthened through dialogue with all stakeholders, especially
teachers and students, in higher education. The participation of teaching facuIty
in the goveming bodies of higher education institutions should be taken into
account, within the framework of current institutional arrangements, bearing in
mind the need to keep the size of these bodies within reasonable bounds . . .

As Clark (1996, pp. 52-61) pointed out, a university that pursues innovation must possess
four elements: an ambitious idea; a change-oriented and integrated administrative core; a
funding base that enables new orientations and programmes; and a developmental periphery.
AIl these have been evoked in these pages. The term, “innovative university”, seems to
better fit the idea of the change needed.

The universities referred to in Clark’s study were founders, along with five other universities,
of the European Consortium of Innovative Universities (1996). The Charter of this
consortium recognizes some common features: “academic strengths in engineering and
social sciences, . . . are relatively young, [and] ... have close ties to industry and to the
regions in which they are situated”. The Charter also states that the “member institutions”
are committed to developing and implementing new forms of teaching, training, and
research, to assuring an innovative culture within their walls, to experimenting with new
forms of management and administration, and to sustaining and nurturing internationally-
minded staff ’, and that “the Consortium will build on these strengths in fulfilling its
primary objectives of enhancing its members’ contributions to their regions, to their
countries, and to Europe as a whole’’.

These institutions think about and shape their future by developing a new culture. How
far their example can be extended to traditional universities is something to be seen.
However, even if universities become increasingly influenced by market attitudes and may
cven try to act in a business-like way, they “should not become enterprises, nor strive to be
more like enterprises”.

“Only if universities remain very different from industry, will industry continue to come
to them for ideas and solutions” (Declercq, 1987). Universities must respond to the
increasing demands of society while at the same time taking strategic decisions so as to
maintain their enduring intellectual heritage and their secular principles.
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Why Students are not (Just) Customers (and other

reflections on Life After George)

In industry, management decides … but universities don’t have that pyramid structure …I
can’t remember a single instance in which anybody admitted that there was any aspect of our
existing arrangements that was indispensable. Everybody recognises that there have to be cuts,
because the Government controls the purse-strings, but nobody will actually make them. (From
Nice Work by David Lodge, 1988).

The Big Argument

Hannie Rayson’s new play, Life After George, has struck a chord with universities. In a few
deft, resonant scenes we see George, the left-wing professor of history, arguing with his ex-
wife Lindsay, now dean of the faculty. Facing a funding crisis, Lindsay is moving to close
the French department, and replace existing courses with vocational, income-generating
courses. She says students want jobs when they graduate, and that as clients they should
get what they want. She argues for links with the corporate sector, to generate income.
George is outraged. Students aren’t customers, he says. We can’t just give them what they
want. They don’t know what they want until after they’ve heard what we have to tell them.
We should be producing educated citizens, not corporate fodder! And I won’t work with
those corporate bastards! All they care about is business!

Lindsay emerges as the most compromised figure in the play. But her dilemma is real
enough. She is not the author of the funding crisis—just the person whose job it is to
somehow make the best of an impossible situation. So she says, OK George, we have a
two-million-dollar deficit: what’s your strategy? He replies, Wrong question, professor.
You’re still just being a manager, implementing the corporate agenda. The real question is:
How do we fight it?

George doesn’t have a solution, but he does have a point. Traditionally, universities don’t
regard education as a ‘product’ or ‘service’ to be sold to students, nor students themselves
as ‘products’ for the labour market. The language of the marketplace doesn’t translate well
to the work of universities, and allergic reactions like this suggest that something important
is at stake. Writing about government a few years ago, Mintzberg (1996) argued that the
failure of communist regimes in Eastern Europe doesn’t mean simply that the private
sector works and the public sector doesn’t. What’s been working for Western economies is
the balance they have struck between a strong private sector and a strong public sector.
This is now at risk, he argues, due to the orthodoxy that a commercial, customer-oriented
approach can be readily applied to any social purpose. For Mintzberg, the role of ‘customer’
is just one of ‘four hats’ we wear in society—as customers, clients, citizens and subjects.
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The question I want to ask George and Lindsay is, ‘When is it useful to think of students
as customers, or clients, or citizens, or subjects?’ It might help to see them as customers if
what they encounter is indifferent teaching, or an unresponsive administration. And as
clients when they need advice to help them understand their concerns, and make informed
decisions. As citizens of the university, they have access to its resources, and can exercise
certain rights. And as subjects they have obligations, as members of its community. On
any given day, a student might be:

A customer wanting routine information (from a department or faculty office),

A client in need of expert guidance (choosing a course, or reviewing an assignment),

A citizen with certain rights (borrowing a book, or appealing against an act of
discrimination), and

A subject with certain obligations (being fined for an overdue book, or working to
make a grade).

The list could grow to express other relations of membership or exchange. Students might
also be novices, acquiring the habits and values of a profession; or investors, intent on
gaining expertise with a certain market value. Insisting on a single definition, market-
oriented or not, doesn’t automatically enhance their education. A workable policy for
doing so has to define what these relationships mean, and how the parties might enact
them. When expectations on both sides are discussed at an early stage, as Scott suggests
(1999, p. 199), staff can be clear about which hats they wear, to make their dealings with
students more transparent. This would be more constructive than debating whether students
are customers, and doesn’t preclude the idea that under the hats we all wear, there’s a
person in Rawls’ (1972) sense of the term, who deserves the kind of treatment we Australians
call ‘a fair go’.

As George says, students can’t just be given what they want. They don’t passively consume
their education: they actively co-produce it. Staff don’t just feed them information. They
challenge their thinking, engage them with ideas, assess their understanding, and ultimately
decide whether to pass or fail them. So whether students pay fees or not, calling them
customers obscures the fact that ‘going to university’ isn’t the same as going to McDonald’s,
or staying at the Hilton. The analogy doesn’t work because in the marketplace, there’s no-
one at the door to assess whether you’re qualified to eat those fries, or rent that room. And
when you leave, no-one assesses whether you’re now qualified to go and practise what
you’ve learned. In this respect universities aren’t just service providers, but regulators and
standard-setters. They incur risks when they underplay these roles. If you call students
customers, charge them full fees, then fail them, there’s a fair chance that they’ll sue you—
especially if the teaching falls short of their expectations.

Customers and Quality in the Public Sector

The policy issue is: what kind of social contract does a university make with its students?
How does this relate to its wider obligations? Because the answer varies with the discipline,
local definitions will prevail. A university-wide policy may not amount to much more
than the idea that all constituencies are best served by high standards. A university-wide
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concern will be, how well are these promises kept? This is where efforts to apply ‘Quality
management’ come into play. To widen my theme about customers, I want to explore why
‘Quality’ (which itself has many variants) seems to work so well in the private sector, and
yet so badly in the public sector.

As a modern approach to management, Quality transformed business by ‘inverting the
corporate pyramid’ (although as Hilmer & Donaldson (1996, p. 31–33) observe, this
overstates the case). It changed the basic premise of ‘scientific’ management: that managers
think, while workers do. In manufacturing, it enabled shop ‘ oor workers to modify the
system, stripping the waste out of mass production. In service industries, it shifted the
focus of front line staff from ‘pleasing the boss by following procedure’ to ´finding new
ways to please the customer’. By combining ‘customer focus’ with worker discretion and
system improvements, Quality enabled corporations to meet the needs of consumers, and
win their hearts and wallets. Management was reoriented toward ‘making the system support
the work’ rather than ‘subjecting each person to detailed control’. Compared with what it
replaced, this was so revolutionary that some consultants wore T-shirts that said ‘Subvert
the dominant paradigm’. It’s now routine to place Customers at the heart of Quality (Cole,
1998, p. 43–44; Billing 1998, p. 140), and Quality at the heart of Best Practice.

All this makes good sense—in business. The trouble is that in the public sector, ‘customer
focus’ becomes a problematic concept, because a basic function of the sector is to balance
competing interests, and regulate social contracts. If you work in the tax office, and start
treating taxpayers as customers, you find that they’re not ‘always right’, and that trying to
please them can land you in jail. Making them equally unhappy might be the best you can
do. This doesn’t preclude what Quality implies for timeliness, clarity or courtesy. But it
does show that the work of government is not really concerned with the private preferences
of consumers. It’s about meeting the needs of citizens, and managing the relationship of
individual actors (persons or corporations) to the wider community.

So it’s hard to apply Quality thinking in public institutions. In universities, there are also
pre-existing structures and practices which diminish the value that Quality might otherwise
add. With academic work, the benefits of ‘inverting the pyramid’ will be slim, because in
academia there never really was a pyramid in the first place. At the front line of teaching
and research, thinking and doing are already inseparable, and the scope for people to use
discretion and creativity is already assumed. Standardized systems, that make mass
production economic, rarely apply. Where Quality thinking can be applied, and may offer
benefits, is in streamlining complex administrative processes like enrolment.

The debate about whether Quality approaches really work only makes sense in terms of
where they work, and how well they’re adapted. For many in the public sector, prescribing
Quality as a doctrine simply adds to their list of headaches by overriding their sense of
context. The same can be said of any other form of ‘best practice’ that’s lifted from one
context and imposed in another. Consultants are sometimes complicit in this, when we
take sophisticated techniques that have been successful, and package them as generic
solutions. Governments and administrations are sometimes complicit, when they take our
generic solutions and standardize them as compliance procedures.

This is not to deny the virtue of Quality in its own context. As an approach to
manufacturing, Quality is one of the better examples of Kurt Lewin’s dictum that there’s
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‘nothing so practical as a good theory’. My concern is about how it translates from one
context to another. The will-to-standardise reflects its manufacturing origins, and the will-
to-idolise-customers reflects its marketplace origins. These tendencies need to be curbed
in a university context. There’s no theory quite so good that it can’t be misapplied. The
Quality template works best as an open set of questions, rather than a closed set of answers.
It’s like Rorty’s conception of the proper relationship of philosophy to politics, ‘a good
servant, but a bad master’ (1999, p. 232).

Quality, Value and Identity in Universities and the Marketplace

George is right to reject the idea that students are simply customers, and to insist that the
business of education is education, not business. But his idea that producing ‘educated
citizens’ is its real purpose won’t suffice. It implies that learning to be a good employee
somehow diminishes one’s role as a citizen. And emphasising citizenship might not do
much for students from overseas, who may not want to internalise a culture other than
their own. George’s invocation of Newman’s ‘Idea of a University’ harks back to an era of
elite institutions and secluded nation-states, where cultivating a ‘philosophical mind’ was
supposed to temper the exercise of privilege, and the intellectual virtues were supposed to
trickle down to the rest of the populace. Yet Newman himself didn’t entirely discount the
utilitarian benefits of higher education (Coady, 2000, p. 7–8).

George seems blind to these other benefits for students and those who employ them; and
blind to their contribution to a wider economic well-being that is one precondition for
social well-being. He’d be more convincing if he espoused a more promiscuous, less
monogamous view of the purposes of a university, or wedded his vision more closely to the
Idea of the Humanities.

Many of these arguments stem from different conceptions of quality and value. Marketplace
conceptions are like the idea of beauty: they finally rely on the eye of the beholder. So
providers defer to the waves of consumer preference. These keep shifting, endlessly
redefining what constitutes quality, and what represents value-for-money. That’s why in
business it’s a useful discipline to keep asking who the customers are, and what they want
(although preferences can be in‘ uenced by marketing, or by innovation). But in universities
and the wider public sector, where users may not be the only beneficiaries, transactions are
not just acts of consumer choice. They are enactments of social purpose. Professional
protocols, vocational norms and institutional policies loom large in the minds of
practitioners, enabling them to calibrate ‘customer’ perceptions against internal standards
of practice, and the interests of other parties outside the transaction. The standards
themselves may be shaped by the time and tide of circumstance, and by new currents of
thought emerging within the discipline. But these adaptations are negotiated: they don’t
just go with the flow.

Conceptions like these enable people to serve their different purposes, and practise their
different disciplines. Meanwhile we all paddle the waters of globalism, and ponder the
risks of being culturally swamped, or economically stranded. It’s hard to draw the line. For
those entrenched in the debate, accepting the validity-in-context of different conceptions
might help them articulate their resistance to the undertow of each other’s purposes. This
would prevent a person’s identity from being submerged in the other’s authority, anchored
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as it is in another kind of value. Ideally, it would help people deploy each other’s disciplines,
and surf each other’s purposes, without relinquishing their own. The challenge for
universities is to learn from the disciplines of business without becoming one, and to
engage with business in ways that are constructive as well as critical. This more pluralist
dynamic would be an advance on George’s anti-market, anti-business prejudice, and also
on Lindsay’s wholesale abandonment of educational purposes.  We no longer simply take
sides between being anti-business or pro-business, or between the social and the economic.
More nuanced positions are available, which neither idolise the marketplace nor dismiss it
as inherently pernicious (Stretton & Orchard, 1994; Drucker, 1995; Giddens, 2000).

To summarise so far, the debate about students-as-customers can be reframed as a set of
questions about multiple relationships, social contracts, and how these are related to context-
specific purposes. The gulf that exists between diverse perspectives on quality and value
can be bridged, by considering in detail how far management techniques translate across
different contexts, and how they support or subvert different purposes. But there are still
larger policy questions lurking in the background. These go to contemporary problems of
public sector financing, and how different players think about the role of management in
universities.

Funding Dilemmas, Value-for-Money and the Humanities

George Bernard Shaw once said that lack of money is the root of all evil. While making
money isn’t the purpose of universities, much of what af‘ icts them can be traced to the
lack of it. One reason tensions have escalated is that they’re no longer masked by the
government ‘largesse’ (Macintyre & Marginson, 2000, p. 61) of the 60s and 70s. At the
start of the Whitlam era in the early 70s, it seemed that the growth of higher education
would be matched by an endless expansion of government funding. It was a time of
abundance in which more public money was spent on higher education (as a percentage of
GDP) than in any period before or since (Karmel, 1999). That moment of largesse proved
unsustainable, in part due to economic concerns, and also because the continued growth
of the sector coincided with escalating costs in other areas of public spending— notably
health and welfare.

In the face of these pressures, governments changed their thinking about economic
management and public sector financing, and looked to the private sector for alternatives.
Containing the cost was always high on their agenda. While growth in student demand
continued, the climate of abundance in universities gave way to a climate of scarcity.
Administrations were encouraged to make internal changes, oriented toward capturing
non-government income. They succeeded in doing so, to the extent that about half of
university funding overall now comes from non-government sources (Kelly, 2000a).
Meanwhile, as a percentage of GDP, public spending in the sector by the end of the 90s
was about a third less (Karmel, 1999) than it had been in the mid-70s. But the new
scarcity hasn’t done much for quality, academic lifestyles and working conditions have
been eroded, and life in the mixed economy of the university has become more complicated.
While pressure for growth continues, the prospect of large increases in government funding
seems remote.
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From a government perspective, the dilemmas are real. Doubling the higher education
budget over the next decade would be money well spent. But halving it would still not free
enough tax dollars to meet the expected growth in the cost of (say) health care. The old left
answer to this dilemma used to be about increasing corporate taxes, or cutting defence
spending. But in an economy like ours, which relies on attracting global capital, increasing
corporate taxes has negative consequences—at least until nation-states tackle this in a
much more unified way, as thinkers as diverse as Giddens (2000), Rorty (1999) and Saul
(1995) agree. And our military spending is already at a fifty-year low (Kelly 2000b), with
a different political meaning post-East Timor than it had post-Vietnam. Nor do the pressures
end there. The Australian Council of Social Services (ACOSS, 2000) argued recently for
an extra three billion dollars of welfare spending, on compassionate grounds—and also
argued that on economic grounds, this would be money well spent. Yet this amount equates
to more than half our public spending on higher education each year.

Perhaps governments will reorder their priorities as universities build their case. Meanwhile,
from an institutional perspective, internal dilemmas abound. In techno-science alone, our
universities struggle to find the resources to engage with the sheer proliferation of knowledge
worldwide. But even if they could do this adequately, they have much wider commitments.
They serve communities that also need philosophers, historians and classical scholars. The
fact that technoscience offers prospects for economic benefit doesn’t mean we should
relinquish the study of humanism. Nor should a focus on economic performance displace
the kind of critique that examines the human consequences of technoscience, and seeks to
locate economic agendas within broader social agendas.

Within institutions, adopting the principle of ‘parity of esteem’ among the disciplines, as
suggested at Monash University in 1992 (Marginson, 2000, p. 205), can serve as a corrective
when economic pressures start to narrow the options, forcing choices about which forms
of knowledge to support. But, even as we accept all of this, ‘parity of esteem’ still doesn’t
resolve the pragmatic question of how many taxpayer-funded philosophers, or historians,
or classical scholars the community actually needs. Nor does it tell us in how many places
they should congregate, or to what extent any particular institution should contain and
cross-subsidise their work.

The dilemma of pursuing boundless knowledge with limited funding is complicated further
when we consider that in a university context, ‘value-for-money’ is itself problematic. We
can’t determine the relative worth of the different forms of knowledge by adding up their
intrinsic virtues, their social benefits, their market value and their economic utility,
subtracting the associated costs, and comparing the results. The kind of cost-benefit analysis
that a business might use to allocate resources doesn’t apply, because much of the work of
universities isn’t amenable to this kind of calculus. The fact that among the disciplines
there is no stable currency of value, or rate of exchange, goes with the territory. As Oscar
Wilde might say, we can know the price of everything they do, without knowing the value
of anything they do. One problem for the humanities is that they often find themselves
arguing for public funds, in competition with disciplines that are seen as economically
useful, while insisting that the kind of value they represent can’t be translated into economic
terms, and failing to offer a compelling account of social and cultural benefits.
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Meanwhile, postmodernist thinking has dismantled (if not quite abandoned) humanist
conceptions of knowledge, truth and value (Norris, 1994). As Saul (1995, p. 173) puts it,
‘deconstructionists have effectively attacked our addiction to answers, but in such a way as
to undermine the validity of our questions’. This makes it hard to develop a compelling
rationale for further public investment in the humanities. If truth is not just complicated
or elusive, but technically unavailable, why should ordinary citizens even try to make
sense of all the technical-sounding stuff that comes out of the humanities? In a world
where human suffering is commonplace, why spend scarce tax dollars on those who endlessly
profess that in the end you just can’t tell?

On both counts, what starts as an epistemological problem gets played out as a handicap
in the funding game. At some point public investment in the humanities, while perfectly
reasonable, is no longer (financially) rational. It’s an act of faith, truncated by the prevailing
bottom line. For many universities, especially those without deep pockets, this threatens
to skew the balance of spending. What the humanities can (and do) say is that a broad
education combined with a capacity for critical thinking complements any professional
discipline, and is in itself attractive to employers. For taxpayers, this is an improvement on
the argument that the study of culture is worth funding because—well, because it’s culture.

University Culture Versus University Management

These are some dilemmas facing universities generally, and the humanities in particular.
What follows is addressed primarily to those who, like Goering and ‘culture’, reach for
their revolver whenever they hear the word ‘management’. You don’t have to work in
academia to know that many academics are disenchanted. You can always read about it in
the newspapers. One effect of scarcity and change is to lay bare the exigencies of
organisational life. Power relations become more explicit, choices become more stark,
decisions entail winners and losers, and workplace politics become more intense. For many,
the failure by governments to maintain, or even approximate, full funding feels like betrayal.
The internal change agenda, with its dislocatory effects, also feels like betrayal (Molony,
2000, p. 62–84). In Australia as elsewhere, what Said (1992) called the ‘utopian space’
afforded by universities has shrunk, and the balance of power between the faculty and the
administration has shifted. This shift entails an encroachment on the assumed freedoms
of academic life, and fuels resentment toward institutional authority. It also lends power
to non-academics, many of whom are otherwise seen as second-class citizens in their own
institutions (Aitkin, 1998, p. 124; McInnis, 1998, p. 162). So it’s understandable when
scholars infer that something must be rotten, higher upstream, and enact a kind of antic
disposition toward their institutions.

Alongside the scholarly debate, there’s a public debate in which scholars defend their interests
by denouncing the encroachments of ‘management’ in general. Managers are seen as a
barbarian elite—corporate high-‘ yers with low cultural capital, narrowly fixated on the
bottom line. In the play, George compares them with cockroaches. He keeps seeing them
on planes, reading Wilbur Smith, just as John Ralston Saul keeps seeing them on planes,
reading Sidney Sheldon.
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Some of these denunciations turn on different conceptions of ‘the university’ itself. Thus
Campbell (2000) in a colourful tirade against ‘managerialism’ recalls telling a ‘minor
bureaucrat’ at Deakin University that ‘she was not the university, I was. Further, the task
of the administration was to serve the academics and students who comprised the university’.
The substance of the dispute is unclear, but Campbell’s conception deserves comment. It
recalls a story by Gaita (2000, p. 44), in which the dons of Oxford University rebuke a
visitor by insisting that ‘We are not employees of the university. We are the university.’ In
both cases, two conceptions of ‘the university’ are at play. The dons of Oxford prefer a
conception that re‘ ects their collegial identity, their sense of scholarly vocation, and how
these sacerdotal attributes go beyond mere wage-earning to embody ‘the university’—
when seen as a set of institutionalised purposes. Yet scholars do exist separately, and do
engage in relations of exchange with ‘the university’—when seen as an institutional entity.

The trouble with the dons’ conception (or its virtue, depending on your point of view) is
that it limits the role of the institution-as-entity to merely servicing the requirements of
scholars, without providing any basis for requiring anything of them. Any administration
that accepts this undercuts its own role in protecting the interests of the institution and its
students in their relations with academic staff. That is, accepting the claim that scholars
simply are the university is tantamount to making them the real ‘customers’ of the
institution. This in turn supports the comfortable assumption that scholarly freedoms and
preferences, no matter how pointless or damaging they may seem, are to be privileged
ahead of the concerns of any other constituency.

The recent experience of a group of Oxford undergraduates (Omrani et al., 2000) illustrates
the problem. They were dismayed to encounter dons who were remote, self-obsessed and
intellectually stagnant, who fell asleep in their own tutorials, and who read their lectures
from ancient notes while making it clear that the topic bored them even more than it did
their students. If stories like these are indicative, the inner disciplines of collegiality and
vocationalism are failing at Oxford, and its culture is in need of a dose of ‘customer focus’.
If this is not administered by academics themselves, the task falls (unhappily) to
management. Problems like these don’t flow automatically from the idea that a university
equals the sum of its scholars, but the risks are real. To ignore the existence of a social
contract that cuts both ways misrepresents the relationship, and ultimately risks eroding
the rationale for governments to fund the work of academia. The fact is, academics are
employees of their institutions, and also members of the communities those institutions
support, and also contributors to the purposes those institutions serve. They may be
connected to something more than the payroll, but they’re not connected to less. I know
that Gaita himself is a dedicated scholar, writer and teacher, and probably the last person
anyone would accuse of disingenuousness. But his conception here is open to abuse, and
makes for inadequate policy. While intellectual freedom is central to a university’s truth-
seeking and knowledge-creating purposes, this doesn’t render sacred every liberty taken in
its name.

Denunciations of management add little to the debate about how universities might operate
as large, complicated institutions pursuing a plurality of missions. The body of knowledge
about management is hardly monolithic. Collegiality is just one more variation, which in
practice often entails its own shadowy hierarchies, opaque agendas, and pre-emptive
decisions. Arguing for collegiality and against management enables scholars who aren’t
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conversant with management theory (imagine my dismay when they haven’t done the
reading) to express their distaste by debunking its jargon, without engaging with the
problems it seeks to address. Yet no-one quite argues that the work of management would
disappear if managerial roles were dispensed with. Nor is it seriously argued that a return
to pre-existing collegial norms will resolve the problems universities now face. Meanwhile
the public debate continues, often in the form of an anti-managerialist polemic that lacks,
as Marginson (2000, p. 210) observes, much in the way of analysis.

Debating ‘Managerialism’

In one sense, academia was well-placed to resist the encroachments of ‘management’ in
universities during the 90s. Similar moves in the government sector had already been
identified, and a critique was ready to hand. The label of choice was ‘managerialism’, a
term with no settled definition. It is variously linked to capitalism, corporatism,
commercialism, authoritarianism, instrumentalism, Taylorism—and also to administrative
reform. In the Australian context, Rees and Rodley (1995) represent it as just evil, Considine
and Painter (1997) rather less so, and Zifcak (1994) not at all. Yet none seem to use it
quite as Braverman (1974) had, in his critique of labour process theory, to revive the
Marxian thesis in industrial sociology. It now appears frequently in the public debate
about Australian universities, as a ritual denunciation. To speculate about the dynamics in
this, I’ll look brie‘ y at ‘managerialism’ in the Australian government context.

Managerialism in Government

The emerging critique in the late 80s suggested that the new ‘corporate’ management
eroded the values and purposes of public administration by adopting a technocratic, private
sector approach. It reduced public sector programs to ‘output’ goals and measures, stripping
them of their content, and undermined policy capability by promoting a generic,
instrumental conception of the roles of senior staff. For many of its critics in academia, it
was ‘too thin a brew’ to sustain the public sector (Considine & Painter, 1997, p. 2).

In reply, senior public servants from the Victorian and Commonwealth public services
(Paterson, 1988; Keating, 1990) expressed surprise at these concerns. They saw the new
management as a means of tackling the (self-evident) inadequacies of existing administrative
practice. For them, public sector purposes weren’t being eroded, but enhanced. What they
didn’t quite say (but the signs are there) was that this was because managers were never
assumed to be ‘content-free’ practitioners. They were expected to combine what Yeatman
(1987) had termed ‘technical and substantive consciousness’. Their task was to manage
with the numbers, but not just by the numbers. They didn’t aim to dispense with policy
development, due process or concern for the public interest. All this was presupposed. So
‘management’ wasn’t a whole new brew, but a powerful additive to an existing brew. In
effect, they argued that while the system might seem Hyde-bound to outsiders, Dr Jekyll
was still in control.
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All this took place before the Kennett era, when a second wave of change in the early 90s
added ‘marketisation’ to ‘managerialism’ (Considine & Painter, 1997, p. 5–6). The first-
wave practitioners had been cogent enough. Both saw misconceptions in the thinking
deployed against them, and both saw signs of ideological truf‘ ing therein. This led Paterson
to ‘ ick what he saw as windmill-tilting scholasticism, and Keating to detail the Weberian
continuities of the new approach, along with their weakness in tackling the tasks of modern
government. Over time it became clear that many of these early reforms had been oversold:
the ratio of babies to bathwater was extremely mixed.

Three Sources of Cognitive Difference

Whatever the assessment one makes, three things are striking about this debate. The first
is the difference between the background assumptions of the practitioners in government,
and those of their critics in academia. For those within, the existing ethos was a necessary
(but no longer sufficient) element of an effective public sector. For those without, this
ethos had been expunged from the lexicon—and thus from life. It wasn’t inscribed in the
textual artifacts that the critics were using as their primary evidence of the new managerial
thinking. So practitioners were guilty of speaking in terms of a ‘content-free’ discourse,
which failed to articulate the substantive content of their own managerial practice. The
critics, meanwhile, were guilty of deploying a ‘content-free’ critique of managerial thinking,
whose substance (being unspoken) was unavailable to them. Alford (1993, p. 135–148)
recognised this. He suggested that the critics were attacking an archetype, rather than a
practice, and that neither side was painting the full picture.

A second difference is the extent to which practitioners internalised the climate of fiscal
constraint, while the critics by and large did not. That is, practitioners were committed to
meeting two of the aims of their respective (Labour) governments: to make public spending
re‘ ect government priorities, and to find ways to cut costs in some programs as a means of
financing others. Theirs was a deeply pragmatic orientation, but hardly devoid of principles
or purposes. The more speculative focus of the critics, by contrast, was on what the new
management might ultimately mean, rather than the results it might deliver.

A third difference is the way in which practitioners sourced their authority, and accepted
as legitimate both its hierarchical form and its instrumental focus. They saw the work of
the public service primarily in terms of serving the needs of external constituencies, according
to the dictates of an elected government. Their critics were at least as concerned with
internal constituencies resident in the sector. These were staff caught up in the throes of
change, but unhappily remote from its decision-making. Some critics implied that there
was something inherently undemocratic in the idea of ‘letting the managers manage’, that
was re‘ ected in the way authority was deployed, policy determined, and funding allocated.
Keating’s response was to ask where a public servant’s decision-making legitimacy came
from, once outside the boundaries of official policy. Paterson’s response was, ‘Tough’.

These three differences amounted to a sizeable cognitive gulf separating the proponents of
public sector management and their critics at the end of the 80s. Readers can judge the
merits for themselves, against their own sense of how democratic values mesh with the
larger mechanisms of government. The critique succeeded in provoking practitioners to
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clarify their assumptions. It failed to convince governments to abandon the project. Its
main weakness was the lack of alternatives—except, perhaps, for the implied alternative of
a return to more public spending and letting the non-managers manage. There were few
attempts to tackle the problems that governments faced—especially their fiscal problems.
In the early 90s, Alford (1993) attempted to move the debate ‘beyond managerialism’,
while Yeatman dissociated herself from the rejectionism of the anti-managerialists, confessing
embarrassment at having her work appropriated to their cause (1994, p. 287). But the
label had begun to stick, and the anti-public sector Kennett years both transformed and
consolidated it. By the late 90s the dark side of ‘managerialism-cum-marketisation’ was
widely evident. As I write, the new Victorian Labor government is cautiously undoing
some of these changes, and starting to spend from a stronger fiscal position than before.

Managerialism in the University

What can universities learn about their own debate from this earlier debate in government?
As someone who thinks that good management is a good thing in a university, I’m sceptical
about the value of the term ‘managerialism’. The earlier critique marks out a discursive
space in which the debate about universities now occurs. It enables academics to position
managers as wrong by definition, because their belief in the need to ‘manage’ is construed
as a misguided salute to an already-debunked ideology. One cannot speak of the concerns
of ‘management’ in universities without conjuring up ‘managerialism’— its evil twin. So-
called ‘managerialists’ are morphed by the gaze of their audiences into Frankenstinian
creatures (part-Thatcher, part-Kennett), and accorded the intellectual status of
pornographers. No matter how much they deny the association, right-minded people still
know it when they see it.

This dynamic inhibits informed debate. How can academics and managers tackle the
substantive issues together, and in good faith? Returning to the play, we can ask what kind
of cognitive gulf might exist between the positions taken by Lindsay and George. Is Lindsay’s
conception of the work of the university ‘content-free’, or is it a tactical corrective to
George’s conception? To what extent do they privilege different constituencies? How far
do they internalise or externalise the faculty’s funding problems, and its substantive purposes?

Four Examples of Bad Faith
As fiction, the play creates a relatively neutral space for this kind of speculation. Its real
concerns are with the human situation, not the system effects of university administration,
higher education policy, or public sector financing. It doesn’t tell us what works. We don’t
see George resisting his way to the freedom of a taxpayer-funded faculty. Nor Lindsay
marketing her way to the freedom of a privately-funded one. The scenario deftly captures
an archetypal clash at a moment of transition. At the risk of distorting the nuances, I want
to extrapolate some assumptions behind this scenario, to suggest how both characters
might be acting in bad faith, and to speculate about what they could do differently.
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Lindsay’s Bad Faith

Lindsay is doubly compromised. Her initial response to George is that the closure of the
French department is none of his business. The decision to cut back programs is presented
as a fait accompli. She has dispensed with the kind of open discussion that any group
undergoing change should have. Her bad faith consists in failing to conduct an open
process of problem-solving, that engages directly with her constituents. The real debate
she should have been conducting is all about the problem of sustainability— defined
broadly enough to include financial performance, but without excluding other imperatives.
Just as many corporations now seek to manage in terms of a ‘triple bottom line’—financial,
social, environmental—so Lindsay needs to work with the many bottom lines at play
within the faculty. How can its members recognise financial constraints, find ways to
offset their negative effects, and also fulfil its primary purposes?

But instead, she dismisses George’s concerns, and rationalises decisions that are driven by
non-educational factors. In pursuing a narrowly defined bottom line, she doesn’t pay enough
attention to his bottom line. Lindsay’s compromised position stems from the fact that
she’s responsible for the numbers. She fails to use dissidents as critical resources in defining
problems and designing solutions. Like many professionals who become managers, she
fails to practise leadership because she can’t let go of her own former identity as an expert,
whose authority derives from having a clear intellectual position. Nor has she learned to
engage with the multiple bottom lines of her constituents, without internalising the
incoherence they collectively represent.

This incoherence can be understood in the terms that R. D. Laing used to interpret
schizophrenia. His analysis located the problem not inside the individual, but in the
dynamics of their social situation. To illustrate this, the following quote substitutes
‘incoherent leadership’ where the term ‘schizophrenic’ appeared in the original:

The behaviour that gets labeled ‘incoherent leadership’ is a special strategy that a person
invents in order to live in an unlivable situation…They cannot make a move, or make no
move, without being beset by contradictory and paradoxical pressures and demands, pushes
and pulls, both internally from the self, and externally from those around them. They are,
as it were, in a position of checkmate… This state of affairs may not be perceived as such
by any of the people in it …The behaviour of the incoherent leader is part of a much
larger network of disturbed behaviour … The contradictions and confusions ‘internalised’
by the leader must be looked at in their larger social contexts.’ (1967, p. 79)

The transitional state of universities is just such a social context. Like many middle managers
in moments of transition, Lindsay has internalised the dilemmas of her institution, but
hasn’t managed to reconcile their contradictory pressures. As Hampden-Turner observes,
leaders in this position find themselves caught between antithetical values that ‘crucify the
psyche and threaten to disintegrate both leader and organisation’ (1990, p. 7).

Lindsay is also intellectually suspect. As a former student of George’s, she still shows signs
of sharing his ethos. Her own career began by identifying with that ethos, and in the
course of the play she surfs the politics of every ascendant orthodoxy—Marxian radicalism,
feminism, market fundamentalism—always, it seems, to personal advantage. In Yeatman’s
(1987) phrase for technocrats, she is ‘teleologically promiscuous’. It isn’t hard to imagine
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her adopting George’s arguments in the university’s budget process. There, she might
insist that the humanities are a special case, different from (say) accounting or computing,
and worthy of special consideration because they are closer to the real purpose of the
university as an agent of social progress. In this sense, her bad faith consists in a kind of
ideological infidelity, whereby she adopts different positions at different times, and in
different forums. She has reinvented herself without reintegrating her thinking.

George’s Bad Faith

Like many scholars of his generation, George found his niche when times were good, and
has been buffered from the piecemeal careers and material anxieties of later generations.
He has never had to reinvent himself, or reintegrate his thinking. What’s striking about his
response to the climate of uncertainty is his sheer lack of doubt. Yet George doesn’t have a
solution to Lindsay’s dilemma. She needs to make the numbers work, but he won’t talk
numbers. The luxury of his role as a non-manager is that making the numbers work is not
his problem. This leaves him free to veto every compromise on the grounds of principle.
He can tell her exactly what, as a fellow-professor, she should think, while de‘ ecting the
question of exactly what, as dean, she should do. Yet the play tends to present George as
merely ‘ awed in the private sphere. In his work, he is true to himself as a scholar-intellectual.

George’s bad faith is more subtle than Lindsay’s. One reason he won’t ‘mind his own
business’ is that, like Socrates, he can’t turn a blind eye. But unlike Socrates, he’s also a
senior member of a multi-million dollar institution. The problem isn’t that he wants to
intervene, but that he should have made the problem his business long before any decision
had to be made. Where was he when Lindsay was building her case to fight for the faculty’s
budget? Or when the faculty first identified a looming gap between its finances and its
programs? What was his contribution to the discussion about alternatives before the
guillotine fell on the French department? What is it about the way intelligent people like
George enact collegiality that leads deans to take advice from outsiders, and make decisions
without enough consultation?

The play doesn’t give us this kind of background. We don’t know which other universities
offer French, what the arrangements are for staff and students, or why it’s so important
that French be taught internally. (After all, it’s a quirk of history that Australian universities
offered European languages before those of our geographic neighbours. Melbourne
University, for example, now offers Vietnamese and Thai—but arranges with other
institutions to teach them.) Yet we don’t see George inquiring, just reacting. He seems
remote from any wider debate about alternatives, that might be as rigorous and as relevant
to our society as French, and might also attract the income needed by the faculty. For a
self-styled agent of change in the wider world, he is remarkably loath to contemplate
anything other than the status quo in his own world. It’s as though his thinking about it
stopped where his History of the Australian People stops—back in the 70s, at the start of
the Whitlam era.

George loses sight of the material conditions of his own existence, and insists on the right
to a utopian space that transcends those conditions, no matter what happens outside.
While true to himself, he’s not all that true to his context. So if, like Brutus killing Caesar
for the sake of principle, he were to stage a coup, get rid of Lindsay, re-open the French
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department, and seek to restore the faculty to a more collective governance, what then? He
might find himself cast in just her kind of role, under the same kinds of pressure, and
facing the same lack of engagement from his faculty colleagues. He might even find that
any attempt to reach a decision and act on it, led to a similar veto from some other George,
belatedly expressing some other concern. (In Shakespeare’s play, there’s an anachronistic
clock that strikes in ancient Rome just as Brutus and his colleagues decide ‘how not to
murder Caesar’ (Burckhardt, 1968). It’s a sign that, honourable or not, they’re about to act
in a way that is out of step with their time). In his role as an intellectual, George is also
suspect. His views are internally coherent, but they’re open to debate. For the sake of the
argument, we can explore one course option that George dismisses out of hand. He cites
tourism, marketing and hospitality as topics unworthy of serious study because they offer
no prospect for ‘academic excellence’, and no scope for critical engagement with the ‘riddles
of human existence’.

As someone who studied European languages at a ‘real’ university, I have to say that they
didn’t always entail such profundities. Some of the material was great, and so was some of
the teaching. But much of what I encountered wasn’t that mysterious. Perhaps the gulf
between higher education and vocational training is as wide as ever. Yet it isn’t that hard to
imagine an approach to studying tourism, marketing and hospitality that would examine
how we construct our Australian identities when we encounter (say) the Americans or the
Japanese, and how we negotiate our differences with them. Or how we develop concepts
of ‘good service’ that don’t violate our sense of living in an egalitarian culture. Or how we
deal authentically with what looks like offensive behaviour from people who, in terms of
their own culture, aren’t being offensive. Or how a cafe´ creates a certain kind of ambience,
so that people will have this kind of experience, not that kind of experience. One thing the
deconstructionists demonstrate is that there’s little in life that can’t be theorised, and related
to larger questions. If we can study popular culture as an emerging discipline, as one
historian has argued (Macintyre, 2000), why not the culture and practice of everyday
work in a growth industry that’s important to Australia’s future?

It might lack status and cultural capital, but you don’t have to be dumb to be a waiter.
Despite those who think like George, this entails more than knowing ‘how to mix a cocktail’.
Nor is it an occupation that precludes the worker-as-citizen from participating in society.
Plenty of people who work in these fields might like to explore how they relate their
identities to their work, what it enables and what it constrains, how they find dignity in it,
and how they might make a difference in the practice of their everyday lives. Speaking
from outside the humanities, I find questions like these as worthy of examination as anything
I read by (say) Camus. What a university might make of such a course is still an open
question. George’s bad faith lies in his refusal to engage open-mindedly with suggestions
like these, while claiming to represent the common wisdom of ordinary people.

The above is not presented as a generic solution to the dilemmas of the humanities, but as
one more line of inquiry. Newman, we recall, didn’t value research in universities, but he
did value inquiry. In this sense, Lindsay and George are both damned, in that they’re so
busy advocating their positions (in harder, simpler terms than either might privately allow)
that they fail to inquire. The adversarial dynamic of their argument makes for good drama,
but in reality it leads to either no solution, or solutions that aren’t well-conceived because
they haven’t been well-probed.
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Living with Uncertainty

The funding of universities and the range of work they support is a political dilemma that
leads inevitably to compromise positions, and makeshift solutions. The prospect that
institutions will become immune to the uncertainties of a wider, more intrusive world
seems remote. Deans and other managers face a paradox. They can’t afford to just manage
by the numbers, because this ultimately detracts from the purposes of the university. Nor
can they afford to ignore the numbers, because making the numbers work is a basic need
for any institution, and a basic responsibility of management. The purposes of universities
can’t be served if people don’t get paid; nor yet can they be served if choices are based on
financial considerations alone. A task for leadership is to bring focus to these issues in a
way that recognises the diffusion of authority, the diversity of perspectives, and the
distributed nature of action in a university setting.

Like George, I don’t have a solution. Yet it may be possible to change the dynamic of this
debate, beyond mere critique, and beyond the tribal antagonism between scholarly authority
and managerial authority. What universities need is a more creative dialogue among people
who make it their business to learn the price of everything and also the value of everything.
Once these bottom lines are sufficiently recognised, the work of managing with the numbers
(but not just by the numbers) can begin. Two normative steps in this direction are:

For managers to redeem the idea of management in universities by working to
reclaim the elements of collegial practice; by embracing dissent rather than blocking it or
sidestepping it; by making their agendas more transparent; and by opening up the process
of problem-solving and decision-making to wider constituencies; and

For academics to redeem the idea of collegiality by extending ‘parity of esteem’ to
their non-academic colleagues; by internalising strategic dilemmas; and by taking on the
task of thinking more broadly about the multi-dimensional problems that administrations
face, which are more complex than they used to be, and are critical to the sustainability of
their institutions.

In this article I’ve used Rayson’s play as a springboard to speculate about management
issues in universities. I haven’t done justice to its nuances. But I hope to have opened up
some questions for those who struggle daily with these issues. In writing about this, I find
myself struggling with my own tribal identifications—as a former government bureaucrat,
and a  former university administrator. (I have this Kafka-like vision of managers squirming
in the audience, thinking, ‘I am not a cockroach! I am a human being!’) One of the great
things about the play is that it voices these concerns so passionately. What do we really
care about? What will our children thank us for? How do we make our work valuable, and
our values workable? It reminds us that financial performance is a very narrow measure of
success. While in business this is often said to be the main concern, it is not the main
concern of the public sector, nor of our universities. There, success can only be assessed as
contribution to social and economic need, to the common good, and to human aspirations.
Defining what these might be, and how we might promote them, is a conversation that
never ends. However they are funded, and whatever mix of purposes they serve, our
universities have a critical role to play in that conversation.
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Workshop 6 - European Credits System
Chaired by Polona Car (Member of EC 2000)
Helper: Axel Aerden

ECTS, A Brief History
To help students make the most from their study abroad, the European Commission has
developed a European Credit Transfer System, which provides a way of measuring and
comparing learning achievements, and transferring them from one institution to another.
ECTS, the European Credit Transfer System, was initially established under the Erasmus
programme (1988-1995) and has been tested over a period of 6 years in a pilot scheme
involving 145 higher education institutions in all EU Member States and EEA countries,
operating in five subject areas: Business Administration, Chemistry, History, Mechanical
Engineering and Medicine (the so-called “inner circle” institutions).

Based on the results of the pilot scheme, the ECTS system has proved to be an effective
instrument for creating curricular transparency and facilitating academic recognition and,
as a consequence, the European Credit Transfer System has been included within the
higher education component - Erasmus - of the Socrates Programme (1995-1999). Its
promotion within higher education institutions has taken place within the framework of
the Institutional Contracts drawn up between the Commission and the institutions.

The exponential increase in the number of ECTS users has been a real challenge for the
Commission: the need to follow up the implementation of the system and ensure its
quality required the adoption of new measures. Therefore several measures have been
taken to achieve this:

national workshops

national help lines

site visits

ECTS extension

ECTS Extension, The Future

By ECTS extension we mean the extension of the European Credit Transfer System (ECTS)
principles and practices (so far primarily applied to Erasmus student mobility) to all
programmes of higher education institutions. As such it is one of the biggest challenges
and opportunities for the European education.

ECTS can be applied to all educational programmes and not just to the parts that are
currently offered in the ECTS framework for the purposes of international credit transfer.
Therefore, under an EC(T)S credit accumulation system all study programmes would be
expressed in ECTS credits which could be used both for credit accumulation and transfer.
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The introduction of a European credit (transfer) system embracing all higher education
programmes has a number of clear advantages for European citizens, employers and
institutions:

a) It increases transparency making it easier to understand and compare diverse
educational

     systems.

b) It will improve recognition of academic and professional qualifications (including
part and

     intermediate awards) resulting in increased employability throughout Europe.

c) It will provide the necessary flexibility to take into account the enormous range of
study opportunities open to citizens in the EU/EEA.  Credits allow bridges and links to be
built    between different modes and types of education. They help create multiple entry
and exit points essential for lifelong learning.

d) It will facilitate regional, national and international mobility. This mobility
dramatically widens student study choices and EC(T)S provides the possibility for full
recognition of studies undertaken abroad (credit transfer).

e) It also aids the recognition of the whole qualification thereby making it more
portable and  mobile. A major benefit of this system is that it includes credit transfer and
credit accumulation and is available to all students - not just those on exchange programmes.

f ) It facilitates collaboration between European institutions e.g. the development of
joint curricula, etc.

g) The introduction of a European credit system has a major role to play in the
convergence of  educational structures agreed by 29 higher education Ministers in the
Bologna Declaration.

The adoption of EC(T)S has many benefits and advantages. In addition, its widespread
adoption will increase transparency across Europe making it easier to understand and
compare diverse educational systems. A consequence of this will be the improved recognition
of academic and professional qualifications (including part and intermediate awards)
resulting in increased employability throughout Europe. Many countries are already
adopting national credit systems based on 60 credits per year. It is useful to stress that the
adoption of such a norm has increasing benefits as it becomes more widely used. Where
national credit systems are not yet in place, EC(T)S will act as a template and spur for
development.

Currently, different countries employ different ways to allocate credits within their national
credit systems. Some use teaching/contact hours as a basis for credit allocation whilst
others use total student workload (a more meaningful method). Variations in how credits
are allocated also exist within and between institutions. This situation does give rise to
obvious problems.
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Under the European credit (transfer) system, credits should be allocated on a ‘top-down’
approach on the basis of total student workload and learning outcomes. The starting
point should be the full programme structure and pattern of courses/units a student would
normally have to complete full-time in one academic year. This should equal 60 credits.
Allocating credits on a ‘bottom up’ basis is very complicated and may result in a total of
more than 60 credits for a year. However, the existence of part-time, distance/flexible, and
intensive programmes of study does complicate credit allocation. Further guidance on
credit allocation will become available in future from the pilot project research.

The development of the European credit (transfer) system was clearly envisaged in the
Bologna Declaration of June 1999. It is one of the main tools to help establish ‘the European
higher education area’. In particular, the declaration signed by 29 education ministers,
suggests the ‘Establishment of a system of credits – such as in the ECTS system – as a
proper means of promoting the most widespread student mobility. Credits could also be
acquired in non-higher education contexts, including lifelong learning, provided they are
recognised by receiving Universities concerned.’

ECTS is currently designed to act as a framework to facilitate credit transfer. Systems for
credit transfer can be distinguished from those for credit accumulation. In the latter the
students’ entire educational programme is expressed in terms of credits. ECTS can easily
be applied as an accumulation system but this will require appropriate support and guidance.
‘ECTS Extension Feasibility Study’ clearly highlighted a demand for the transformation
of ECTS towards an accumulation system - a pan-European Credit System.

One serious negative concern is based on a misconception. This is the opinion that the
introduction of credit accumulation creates an ‘à la carte’ framework in which the student
has complete freedom to mix credits/units (different types and levels of education) at will,
and then demand a recognised qualification. It must be emphasised that this is not possible,
nor envisaged. It is for each relevant national structure to determine how educational
programmes are validated and constructed, for universities to take the ultimate decision.
A number of adaptations and developments to the existing ECTS tools and procedures
would be necessary for its application to lifelong learning

The development and introduction of an ECTS credit-based lifelong learning framework
will be a complex process, best achieved at the strategic policy level through processes
enabling a wide dialogue between European higher education institutions, initial education
providers, professional bodies and employers. At the tactical level there is a strong argument
for short, well-focussed follow-up projects, involving these bodies. This would help achieve
a big step forward towards the Sorbonne/Bologna objectives.

It is difficult to envisage a European system that did not require some convergence at
national/institutional level. The experience with ECTS has shown that countries and
institutions may at first resist change but then will slowly adjust to a system that facilitates
mutual benefit, understanding and mobility. The Bologna Declaration is an indication of
the political support offered by European governments to such a process.

The European Credit (Transfer) System is an important tool of contemporary and future
education processes in Europe. But we should not forget it is merely a tool. We should
always have in  mind, that the purpose of enabling comparisson between different
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educational systems through ECTS, is improving the quality of education. Therefore
thinking of credits and credit systems must always involve evaluation and quality assesment,
where users – students – should play the key role.

you can find more information at:

http://europa.eu.int/comm/education/socrates/ects.html,

in the Report for the European Commission: ECTS Extension Feasibility Project and in
the conference report of International Seminar in Leiria, Portugal: Credit Accumulation
and Transfer Systems
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Workshop 7 - Degree system
Chaired by Maria Nilsson (SFS Board)
Helper: ida Mielityinen

Trends and Issues in Learning Structures in Higher

Education in Europe
One of the main topics of discussion concerning higher education policies in Europe has
been about the degree systems. Majority of the European countries share the common
social political goal to increase and improve the education of their citizens and the mobility
of labour in Europe.  Another important goal is to increase the competitiveness of European
education in respect to competing economical areas such as the United States and Easter
Asia. To reach the above goals the convergence of degree systems to a certain extend has
been seen as necessary. With convergence the degree systems will be shaped more readable
and comparable on an international level. An important aim, however,  is maintaining
national features of education together with increasing international co-operation and
mobility.

The Bologna Declaration foresees the two cycle degree system, the undergraduate and
graduate, as the basis for the development of higher education systems in Europe. According
to the Declaration entering the second cycle would first require the completion of the first
cycle. The period of time for the completion of the first cycle would be 3 years as mentioned
in the Bologna Declaration. Also according to the Declaration the first cycle should already
provide competency for students to enter the European job market. The discussion on the
degree system is often complicated by the differences of education systems throughout the
Europe. To enable fruitful workshop working we have therefore gathered here relevant
information concerning the education systems of different European countries.

The following description of degree system in Europe is based on the document “Learning
Structures in Higher Education in the EU/EEA countries” written by Guy Haug and Jette
Kirstein.  The report on the project, Trends in Learning Structures in Higher Education, is
hereby presented as a background paper for the Bologna Forum on 18-19 June 1999. The
report comprises information on and analyses of current trends in higher education
structures in the Member States of the European Union and the European Economic
Area. The objective of the project has been to provide an outline and overview of learning
structures in higher education and a comparative analysis of the different systems embodying
these structures, thereby offering a tool to identify possible divergences and convergences
in the national and institutional policies. The aim of the Trends in Learning Structures in
Higher Education project has been to provide an overview of structures throughout the
European Union and the European Economic Area and an outline of areas of divergence
and convergence within these learning structures.
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Introduction to the recent situation in European

degree structures
The survey of existing structures shows the extreme complexity and diversity of curricular
and degree structures in European countries. The Sorbonne Declaration recommended
that studies should be organised in an undergraduate and a graduate cycle, but did not
provide an indication of their duration. The debate that followed focussed on the alleged
existence (or emergence) of a European “model” with 3 main levels of qualifications
requiring 3, 5 or 8 years of study.

No significant convergence towards a 3-5-8 model was found. Whether traditional or
newly introduced, bachelor-type degrees require 3 to 4 years, and many European countries
without bachelors have first degrees in 4 years; there is however a high degree of convergence
towards a duration of about 5 years for master-level studies; but there is no 8-year standard
duration for doctoral degrees. In addition, whereas the UK, the US and most countries in
the world - except in continental Europe - apply two-tier (undergraduate-postgraduate)
systems, the length of studies and the degree structures vary considerably within and between
these countries, and duration tends to be expressed in academic credits rather than in
years.

Several important trends affecting the structure of degrees/qualifications in Europe could
be identified. There is a strong and growing governmental push towards shorter studies,
first aimed at reducing the real duration of studies to their official length (which is typically
exceeded by 2 to 4 years in many countries), and more recently through the introduction
of first degrees in countries with traditionally long curricula without an intermediate exit
point. Recent reforms in Germany and Austria have introduced new bachelors/masters
curricula on a voluntary basis alongside traditional diplomas, whereas in Italy and France
existing curricula are being re-arranged in a first and postgraduate cycle. Elements of two-
tier systems exist in many other European countries, and it seems that currently only a few
countries in the EU/EEA do not have, or are not experimenting with two-tier curricula in
at least part of their higher education system.

In countries with a binary system, the line of divide between the university and non-
university sectors (and their degree structure) is become increasingly blurred. Most countries
have adopted, or are adopting various types of systems for the transfer, and to a lesser
extent also the accumulation of academic credits; most are compatible with the ECTS
system, which is gaining ground at many institutions. There is a marked trend towards
more autonomy of universities, coupled with new initiatives for quality control and
evaluation in many countries.

In recent years, European higher education has been faced with mounting challenges from
abroad. Transnational education delivered in English by foreign/overseas providers through
branch campuses, franchising, or by electronic means has grown rapidly in many European
countries; a whole new sector of higher education is emerging alongside traditional, national,
state-regulated systems, but until now it has been largely ignored by governments as well
as universities in Europe.
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Four main avenues of combined action which may foster the desired convergence and
transparency in qualification structures in Europe are being suggested.

1 The gradual adoption of an ECTS-compatible credit accumulation system. This would
enhance the flexibility of national/institutional systems (in particular in view of the
development of lifelong learning), bring them more in line with each other and with
world systems, and ease mobility both within and from outside the EU/EEA area.

2 The adoption of a common, but flexible frame of reference for qualifications. A rigid,
uniform model (like the 3-5-8 model) is neither desirable nor feasible in Europe. In line
with the analysis of existing systems and reforms in progress, the following broad frame
could serve as a common reference, while at the same time allowing for flexibility and
differences in countries and subjects (length of studies are expressed not in years, but as
the number of academic credits that must be successfully completed (one academic year
corresponds to 60 ECTS credits):

sub-degree level (certificate, diploma): 1 to 2 years worth of ECTS credits;

first degree level (bachelor, honours, other first degree): no less than 3, no more
than 4 years worth of ECTS credits;

master level: about 5 years worth of ECTS credits, of which at least 12 months
worth of master-level credits;

doctoral level: variable (about 7 or 8 years in total).

The main conditions for meaningful first degrees of the bachelor/honours type are being
set out. Key factors are the introduction of new curricula (instead of a sheer re-packaging
of existing ones), a guaranteed level (gauged on the basis of knowledge and competencies
acquired rather than time spent), real possibilities on the market labour, a clear separation
from postgraduate studies, and formal accreditation. Short master programmes (12 months)
present specific opportunities for intra-European mobility and international
competitiveness.

In general, the growing diversification is considered an asset for higher education systems
both in a national and in an international context. However, a price to be paid for the
increased diversification has to some extent been a lack of transparency of the qualification
structure of a given country and difficulties in the mutual recognition of qualifications,
due to the growing number of different levels and variations in the contents of qualifications.
Therefore the increasing diversification calls for other instruments which can further
understanding of and information on qualifications, e.g. credit systems such as the ECTS
and the Diploma Supplement to make diplomas more transparent.
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There is little convergence towards a first degree after 3 years.

No one country in Europe has an across-the-board system of 3-year first degrees in all
sectors of higher education or all disciplines.

In the UK, while most bachelor degrees indeed take 3 years to complete, there are many
which take longer (typically 4 years), especially (but not only) courses involving a period
of work-based learning (sandwich model) or integrated study abroad (e.g. in modern
languages). Nearly all degrees can be classified as “honours” or “ordinary” degrees; the
difference is neither in duration nor usually in a significantly different profile of the
curriculum; honours degrees include a thesis and can only be achieved with certain grades
(as opposed to a simple pass/fail system). In some fields such as engineering, there are 4-
year curricula leading to a first (undergraduate) degree called a master (M.Eng). In Scotland,
the first degree normally takes 4 years to complete and is usually called a bachelor degree
(but in some cases, a master degree).

In Denmark and Finland where they were introduced in 1988 and 1994 respectively,
bachelor courses last 3 years but do not exist in all fields. In other countries with bachelor
degrees, their duration also varies between 3 and 4 years, e.g. in Ireland, Malta, Iceland, as
well as in the Czech Republic and Slovakia.

Where bachelor studies are based on a credit system, students may influence the duration
of their studies and finish in slightly less time than the normal duration of the curriculum,
or extend their studies part-time over a much longer period. The actual length of the
programme is then best expressed not in years or semesters, but in the number of credits
that need to be acquired. With the development of part-time studies and lifelong learning,
this is bound to become more prominent in the debate about the structure of qualifications
at national and European level. There are numerous study programmes, both at universities
and at other institutions of higher education, leading to a first degree after 4 years. This is
also the case in many countries not included in the tables, e.g. in Romania and Bulgaria
and for most Licences in Switzerland.

A very obvious phenomenon is that the duration of first degree studies (whether leading
to a bachelor or not) varies significantly in many countries depending on the discipline
(not mentioning medical studies which take longer everywhere), e.g. in Sweden, the
Netherlands or Germany. Engineering, law or teacher training studies tend to be different
from other disciplines. Even in systems where bachelor degrees have been introduced in
other topics, certain curricula in engineering and technology lead straight to a master
degree (e.g. in Denmark, Finland, UK).

Moreover, it should be remembered that in most countries (e.g. Austria, Denmark,
Germany, Italy, France, Greece and several others) there are huge differences between the
official and the real duration of studies, with many students taking up to 7 years to complete
a 4 or 5-year curriculum; comparisons based on the official duration of degrees and a
possible alignment of systems on this basis would be meaningless if they were not combined
with measures aimed at reducing the real duration to the theoretical duration of studies.

A final but very important observation about the first step in the 3-5-8 “model” is that it
fails to pay attention to the large number of higher education students enrolled in short,
sub-degrees studies of 1 or 2 years at various types of institutions, e.g. IUTs at French
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universities, Tecnico Superior in Spain or HND courses at British Colleges of Further
Education. The relationship between these studies and bachelor courses should be seen as
an integral part of the overall structure of higher education, especially in the perspective of
the growing role for higher education in lifelong learning.

There is a high degree of convergence towards master degrees after about 5 years. Even
bearing in mind the above observations on the limited value of the duration of studies as
a basis for comparison, there is a high level of convergence in Europe towards a total
duration of about 5 years for master level degrees; most countries and most disciplines
would find it relatively easy to compare their degrees at this level, even though it may
correspond either to long curricula with no intermediate point of exit, or to a sequence
organised in different ways: 4 years + 1, or 3 + 2, or sometimes 2 + 3 (at French Grandes
Ecoles).

With national systems converging towards master degrees after (approximately) 5 years of
study, the adoption of a common frame of reference for qualifications should be relatively
easier, including at the levels below and above that of the master. It is also interesting to
point out that in countries where long one-tier curricula are traditional (e.g. Germany,
Austria, Switzerland, Italy and until recently also Sweden and Finland), governments seem
to be determined to reduce the real duration of studies close to their official duration of
usually about 5 years; if successful, this would of course contribute to even greater
convergence between national systems after about 5 years in higher education.

There are of course exceptions to the average 5-year duration of studies until the master
level, some of them very specific (e.g. graduates of Oxford or Cambridge are awarded a
master degree after a set period of time, without any additional study or examination) and
others of a more general nature: the French Maîtrise can be completed in 4 years (the view
is often held that on the labour market the first “real” qualification in France is the Maîtrise,
not the Licence) and, depending on their choices, British students can possibly add a one-
year master programme to a 3-year bachelor course.

Where master programmes are separated from undergraduate studies, their length varies
from one to two years. In the UK many taught master programmes last about 12 months,
while more research-based ones tend to be longer; yet, there is no direct link between the
nature of the programme (taught, research, or often a combination of both) and its duration.
Many other countries have longer, 2-year programmes, both for “professional” and “research”
master degrees.

There is no 8-year standard duration for doctoral studies. The comparison and recognition
of doctoral studies and titles are not a problem area, at least not from the academic point
of view. But there is no evidence that a Doctorate or Ph.D. normally takes 8 years: this is
an area of high volatility, with actual duration varying more according to discipline than
to national degree systems. A small number of countries have intermediate doctoral titles
(with potentially misleading names such as Lisenciaatti in Finland or M.Phil in the UK)
or have – especially in Central and Eastern Europe - a “higher doctorate” (or a “habilitation”)
as the highest degree for an academic career.

There is, therefore, not much ground to conclude that European higher education systems
are converging towards 3 main levels of qualifications earned after 3, 5 and 8 years of
study. However, are there any external reasons for a move in this direction? Among the
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fears heard in the debate about the value of a 3-5-8 model was the possibility that Europe
might just import a foreign, “Anglo-Saxon” (and mainly American) model.

What the British and the US system, as well as those of the numerous countries which
took inspiration from them (in the Commonwealth, Latin America and Asia and more
recently in former communist countries) all share in common is a basic structure
differentiating undergraduate and (post)graduate studies. Their definition, organisation,
content, respective role and size may be very different according to country and subject;
the line of divide between them may be blurred and their articulation may be shifting. But
the broad distinction between an undergraduate and a (post)graduate level is so widespread
around the world that not also having it would make continental Europe an ever more
isolated island of relative incompatibility. The Sorbonne Declaration was more than justified
to promote a move in this direction.

Yet, a single “model” for the length and structure of courses and degrees does not exist and
there is no established or generalised international standard. The growing diversity of
British bachelor degrees and master courses has already been mentioned. What may be
less well known is that the US system, which is highly structured by institutions and
accreditation bodies, at the same time features a great variety of curricula, length of studies
and types of degrees.

Over one third of all US students do not study at universities but at “community colleges”
which offer a variety of short vocational courses and 2-year programmes leading to an
“associate degree” in Arts, Science or Applied Science. Holders of an “associate degree”
may apply for admission to further studies at universities, usually on the basis of a convention
between their college and a local university in the same state. Community colleges are an
essential part of the US higher education system, and omitting them in transatlantic
comparisons can lead to gross misrepresentations. The main conclusion is that the US
system has its own structure, logic, history and also its own weaknesses and difficulties. It
exercises an influence on other systems in the world, including Europe, and is also influenced
by features in the European system. Attempts to replicate parts of the US (or any other)
system in Europe in isolation from its underlying educational and broader social
infrastructure would be doomed. Europe needs to develop its own system(s) to suit its
own needs - but of course not in isolation from world developments as was pointed out
above.

A growing wave of new bachelor/master courses Even though the phenomenon is far from
generalised, there is currently an accelerating move in favour of the introduction of bachelor
degrees in systems that hitherto had mainly, or only, long curricula with no exit point
before the master level.

In addition to the UK and Ireland where they are traditional, two countries introduced
bachelor degrees in most subject areas a few years ago: Denmark in 1988, and Finland in
stages after 1994. Both countries report that the reform was not really successful, with the
vast majority of students continuing for the master degree and employers showing little
interest in holders of a bachelor degree. In Denmark it was however observed that the
reform led to a redistribution of students after the bachelor, according to the areas of
specialisation offered by universities other than their own. In Germany an amendment to
the federal law on higher education in 1998 allowed universities and Fachhochschulen to
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set up new bachelor and master degrees. Bachelor courses may last from 6 to 8 semesters,
and master courses from 2 to 4 semesters; when offered as consecutive steps in a long
curriculum their aggregate duration cannot exceed a total of 10 semesters. New courses
may replace traditional ones or run in parallel, but no additional public money is provided.
Institutions are expected to arrange for students to finish on time. The law also provides
for the introduction of a credit accumulation and transfer system. The system will be
evaluated after 5 years.

A survey of the approximately 80 bachelor and master courses that were started in the
autumn of 1998 shows that :

most courses are in science and technology (while none in law and hardly any in
humanities or social science, except management);

most use English only or in various combinations with German;

few explicitly refer to ECTS credits;

whether offered as separate programmes or as consecutive steps of a long programme,
most bachelors are in 6, and most masters in 4 semesters, with various possibilities
to earn a German Diplom on top of the bachelor or master degree, often after an
additional period of study;

there is one rather non typical programme leading in 8 semesters to a Fachhochschule
degree and simultaneously an American MBA.

Austria just adopted an amendment to the law on higher education along similar lines as
in Germany: introduction of bachelor courses on a voluntary basis in replacement of
existing curricula, credit system, bachelors in 3-4 years, but masters in 1 year except at
universities of Arts, no extra funding.

In Italy, the major reform currently in progress explicitly wants to bring the whole
architecture of the Italian system in line with the emerging European higher education
space. It plans a resolute move away from the traditional single degree and includes the
following measures:

across-the-board introduction of a “short” laurea after 3 years and a new “specialised
laurea” after 2 more years;

identification of 5 broad disciplinary areas, each with core curricular requirements
and defined degree “classes” set by the State;

substantial curricular autonomy for universities (for 34 % of the credits) within
the confines of the common rules for each disciplinary area and degree class;

grouping of degrees into “classes”, with minimal requirements for each class (in
terms of e.g. transversal skills, non-specialist knowledge and choice allowed to
students) and equal legal value for all degrees in a given “class”, irrespective of their
curriculum differences and specific denomination at particular universities;
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introduction of a generalised system of credits based on ECTS;

encouragement of self-appraisal activities and broadening of the role of external
evaluation at all levels.

In France, the first-degree and master levels should be “underlined” in the existing multilayer
system of national diplômes, but without an obligatory quality review or revamp of the
underlying curricula; certain universities have nonetheless undertaken to re-design courses,
and a new “professional licence” aimed at providing a more effective access to the labour
market after theoretically only 3 years is being introduced on a voluntary basis. A new
degree, the Mastaire, is about to be introduced for students who complete 2 years after the
Licence or graduate from a Grande Ecole.

Several countries in Central/Eastern Europe have also introduced bachelor and master
degrees as part of the reform of their higher education systems. Bulgaria just passed a new
law implementing the principles of the Sorbonne declaration.

In many other countries, the possibility for institutions to create bachelors and/or masters
exists and has been used to various extents. In Norway, international curricula taught in
English exist as a separate educational line. In Sweden, national degrees are translated into
English and presented as appropriate as a bachelor or a master degree. In the Netherlands
universities have not made use of their legal possibility to offer bachelor courses.

After the introduction of the various reforms described above, only a few countries in the
EU/EEA area seem not to have, or not to be experimenting with two-tier curricula in at
least part of their higher education system (Greece, Netherlands and to a certain extent
also Spain).

Blurring of boundaries between the university and non-university
sectors
In several countries with a binary system of higher education, the boundaries between the
university and non-university sub-systems are more and more blurred as a result of a
whole series of changes in the higher education landscape:

in several countries (e.g. Belgium (Fl), the Netherlands and Denmark) students
enrolled at universities are now in the minority, and in many others growth in the
non-university sector is stronger;

new laws covering the whole of higher education were passed to submit all
institutions to the same rules (as in Sweden, or the new Polish law), or to create
common bodies for such purposes as evaluation (e.g. Portugal) or comprehensive
qualification frameworks (Scotland);

In their international publications and dealings, German Fachhochschulen have
been officially authorised to call themselves University of Applied Science, and
Dutch Hogescholen to call themselves University of Professional Studies;
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through international cooperation agreements, many institutions opened for their
students study possibilities that were not easily accessible at home because of
regulatory restrictions (e.g. where a Fachhochschule student earns a British master
degree which can then be used to gain access to doctoral studies at a German
university);

the possibilities have increased in most countries to transfer credits or otherwise
get recognition from universities for studies completed in the non-university sector
(in particular direct access to master or doctoral studies); In Italy, where a new
non-university sector (the “integrated technical higher education”) is being planned
as part of the reforms in progress, “bridges” to the university sector are being foreseen.

non-university institutions have been authorised to offer full degrees (e.g.
licenciaturas at Portuguese Politecnicos), masters (as planned in the Netherlands)
or Ph.D. programmes (Sweden, Norway);

in several countries, small specialised colleges have been merged into more
comprehensive, bigger institutions, more able to gain visibility and to compete
locally and internationally.

While some countries have confirmed their interest in keeping a binary system (e.g. Ireland),
the question of its eventual transformation into a unitary system comprising different
types of institutions of equal status is being debated in several others. Growing competition
for students, status and money is likely to increase pressures in this direction, with obvious
consequences for the overall architecture of higher education systems and qualification
frameworks.

Possible Ways into the Future

A common, but flexible frame of reference for qualifications

Main articulation of a European frame of qualifications

A rigid, uniform model (like the 3-5-8 model) is neither desirable nor feasible in the
European higher education environment. Existing systems in Europe and elsewhere seem
to point instead to an architecture based on 4 steps corresponding to the main entry levels
into professional life or to progress steps in studies. The average duration needed to reach
these steps are about 2 between 3 and 4, about 5, about 8 years, but (as stated in the
section about credit accumulation) the length of studies should be expressed not in years,
but as the number of academic credits that need to be successfully completed in order to
reach the corresponding level. Hence, the main levels should be understood as follows
(bearing in mind that the workload of one academic year corresponds to 60 ECTS credits):
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sub-degree level: 2 years worth of ECTS credits;

first degree level: no less than 3, no more than 4 years worth of ECTS credits;

master level: about 5 years in total, including 12 months worth of ECTS (master)
credits;

doctoral level: about 8 years in higher education depending on subject.

Such a frame of reference, which allows for flexibility and can accommodate the needs of
particular disciplines or countries, would be nonetheless in line with the Sorbonne
Declaration and the common goals and similar format of reforms in progress. It would
offer the following positive features:

inclusion of sub-degree studies into the overall frame, with enhanced possibilities
of transfer of relevant credits towards further study in a global lifelong learning
system;

possibility to organise first degrees in 3 or 4 years; 4-year courses are common in
many countries in Europe, are more compatible with national regulations reserving
access to certain positions to holders of an academic degree, and allow for more
diversified curricula in legal, scientific or technological fields that need to start
with the acquisition of a broad theoretical basis. Time for practical work, research
projects or a language component could in certain cases be added to degrees
involving a basic 3 year-worth of ECTS credits;

in a small number of disciplines or at a small number of institutions, longer curricula
leading straight to a master degree could be accommodated;

the average duration of first degrees may change with time, as a response to factors
pushing in opposite directions; tradition, tuition-free systems, recruitment habits
may temporarily or durably point towards 4-year courses; on the other hand, there
are also powerful factors that may in the short or longer term rather favour 3-year
degrees, including the European directive providing for the mutual recognition of
qualifications requiring at least 3 years of higher education, the growing pressure
to reduce public spending, increased competition for home and foreign students
and the development of lifelong learning.

Another interesting aspect is that such a frame would be in line with the proposal put
forward in the Dearing report for the UK, which distinguishes the following levels:

Sub-degree: Certificate

Diploma
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Degree level: Bachelor

Honours

Postgraduate: Master

Ph.D.

The re-separation of first degree studies into (ordinary) bachelor and honours levels in this
model provides a possible link to the 3 or 4-year first degrees mentioned earlier on. The
Dearing report envisages that students pursuing broad programmes and securing the
equivalent of 180 ECTS credits would be awarded a bachelor degree. Honours degrees
would require a minimum number of specialist credit points (variable according to the
balance between breadth and specialisation in each course), with the rate of progress
depending on the amount of previous specialisation. In Scotland first degrees of the honours
and master type would require the equivalent of 240 ECTS credits (normally 4 years).

With such a template for degrees/qualifications, institutions or countries could locate
their own degrees at the appropriate level, thus fully respecting the authority of governments
and the autonomy of institutions while at the same time using common references. A
certain alignment in vocabulary would be desirable in order to avoid obvious discrepancies
(e.g. licence in 3 years in France and 4 years in Belgium and Switzerland) and designations
that may be misleading (e.g. licence designating a level other than a first degree). More
subtle differences (e.g. between a M.Sc. in Engineering and a M.Eng) could also be addressed
in due time. The work of the British Quality Assurance Agency for Higher Education
aiming at a clearer definition of degrees/qualifications could be used as a starting point for
such an exercise.

Meaningful first degrees

Within the common but flexible frame of qualifications set out above, first degrees of the
bachelor/honours type would be most meaningful if they could meet the following key
conditions:

if the introduction of first degrees of the bachelor/honours type does not result
from a simple re-labelling or re-packaging of existing programmes, but corresponds
to the development of new curricula, or to the qualitative improvement of existing
courses;

if they guarantee the acquisition of core knowledge and competencies (and thus
are based on outcomes rather than on inputs such as time spent or curricula content);
with the growing diversification in programme delivery and the development of
part-time studies and lifelong learning, indicators such as time and years spent
loose significance;

if they open real possibilities on the European labour market, and for this purpose
are broadly based and prepare students to a way of reasoning and learning, whether
their main emphasis is scientific, professional or technological;
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if first degrees with such differentiated profiles are offered by universities as well as
certain other higher education institutions;

if higher education institutions are interested in the successful completion of
programmes within the allowed period of time, i.e. if low dropout and failure rates
are considered as important performance indicators;

if all types of first degrees open the possibility to access postgraduate studies, but
not all applicants are automatically accepted;

if postgraduate studies in a complementary rather than identical subject area, at a
different institution or in a different country and language as those of the first
degree, are specifically encouraged – especially for students who spend a substantial
period in professional life before starting studies towards a master degree; this would
facilitate cross-fertilisation between students from different backgrounds and would
contribute to the diversification of the profile of those entering the European labour
market;

if new first degrees (as well as masters) are accredited, both nationally and, as soon
as possible, also by independent, disciplined-based bodies at the European level (cf
infra, section on evaluation in subject areas). In most cases, new degrees will co-
exist with traditional degrees and diplomas, which have been known and accredited
for a long time, and their development would no doubt be impeded in case they
were not formally accredited;

if students are properly informed of what is expected or required of them, especially
with a view to reducing dropouts and failures;

if employers are encouraged to hire graduates after their first degree and are therefore
properly informed of, and associated to the development and evaluation process of
new curricula.

If the above conditions were favoured by authorities, it should be possible to reduce the
main risks associated with the introduction of new degrees, which could be summarised as
follows:

new names without qualitative change/improvement, leading to situations where
new bachelor degrees would be seen as nothing more than an intermediary step in
traditional, long studies;

even longer (rather than shorter) studies, in case sub-degree courses were
downgraded, first degrees failed to open real employment possibilities, or were
seen as a low-status option for those who cannot gain admission to postgraduate
studies;

more confusion and complexity resulting from the addition of new degrees to an
already long and complex list of qualifications, especially if the two sets of
qualifications are not clearly separated or co-exist for too long;

reduced diversity in learning profiles, through the combined effect of an academic
drift at non-university institutions and a professional one at universities.
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The Bologna Process

Conclusions and Recommendations of the Seminar

to the Prague Higher Education Summit

Benefits of developing bachelor-level degrees
These conclusions concern first degrees or first cycle degrees commonly referred to as
bachelor-level degrees. For the sake of clarity, the term bachelor-level degree will be used
in this document.

Most European countries have, are introducing or are planning to introduce a higher
education degree structure based on a sequence of bachelor, master and doctoral degrees.
Reforms in this direction have been carried out in countries with unitary higher education
system  as well as in countries with binary or dual higher education systems.

Long first study cycles, high drop-out rates and the lengthening of university studies are
problems shared by many European countries. Well-planned and efficiently realised bachelor
degree programmes help reduce the number of students discontinuing their studies without
any qualification and thus facilitates their placement in the labour market while possibly
contributing to shortening overall study times.  There is a considerable lack of comparability
in the European degree structures which is an impediment to mobility.

The bachelor-master (two-tier) structure offers several advantages in comparison with the
long, often rather inflexible curricula leading straight up to the master level which have
been traditional in many countries.  A main benefit is that students can be offered
programmes which allow more easily individual flexibility, which also promotes mobility.
The two-tier structure makes room for national and international mobility by contributing
to the modularisation of study programmes. In the age of life-long learning one of the
most significant factors speaking in favour of a two-tier structure is that it allows interaction
between studies and working life.

Most of the professionally oriented higher education institutions offer at the moment
bachelor-level degrees, and in many countries master-level degrees are being introduced to
these institutions. This development may serve the purpose of diversification of higher
education provision. It may also contribute to the efficient use of resources because students
do not need to change their orientation at the transition point.

The bachelor/master structure has become a world standard. Its adoption will facilitate
better recognition of European degrees both within Europe and in the world and will
make it more attractive for international students to consider studying in Europe.
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Framework for bachelor-level degrees in Europe

The promotion of mobility in Europe requires increased transparency and comparability
of European higher education qualifications. In order to achieve this need some common
criteria for the definition of bachelor degrees are needed. This framework should be flexible
enough to allow national variations, but at the same time clear enough to serve as a
definition. These broad definitions should be achieved already in the Prague Summit of
Higher Education.

The following factors could be seen as useful common denominators for a European
bachelor-level degree:

Bachelor-level degree is a higher education qualification the extent of which is 180 to 240
credits (ECTS). It normally takes three to four years of full-time study to complete the
degree. Bachelor-level degrees play an important role in the life-long learning paradigm
and learning to learn skills should be an essential part of any bachelor-level degree.

It is important to note that the bachelor-level degrees, often referred to as first degrees can
be taken at either traditional universities or at professionally-oriented higher education
institutions. Programmes leading to the degree may, and indeed should have different
orientations and various profiles in order to accommodate a diversity of individual, academic
and labour market needs.

In order to increase transparency it is important that the specific orientation and profile
and learning outcomes of a given qualification are included in its title and explained on
the Diploma Supplement issued to the student. Information on different study programmes
should be transparent to enable the students make informed choices.

Even bachelor degrees which serve as an intermediate qualification preparing students for
further study should be based on a proper curriculum. They should not only be seen as a
part of a longer curriculum, as some students may wish to change direction or to choose a
graduate programme or specialisation offered at another institution.

Labour market relevance

In the European tradition higher education has never been an island. There is a strong
need for close interaction between higher education and society at large. Labour market
relevance should not undermine higher education’s cultural value.

There are many different ways in which bachelor-type degrees can be relevant to the
common European labour market. While many curricula ought to be geared towards
specific professions and immediate entrance onto the labour market, others need to prepare
students for further studies and a later entrance. All curricula should include transversal
skills and competencies required from all active citizens in Europe. This entails long-term
development of educational contents.

In European countries labour markets expect higher education qualifications from more
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and more young people. This is likely to be more difficult in countries offering only long
one-tier qualifications.  The higher education system is expected to offer independent,
shorter degrees of the bachelor type geared specifically for labour market needs. At the
same time there are needs for updating and upgrading qualifications and skills of the
present labour force.

Disciplinary issues
Different disciplines have characters of their own and they have to be taken into
consideration when developing degree structures. It should be clear that in some fields
which involve professional accreditation bachelor-level degrees will not always serve as
independent qualifications leading to full labour market relevant professional competence.
However, in those fields too an intermediate qualification may be worth developing for
the reasons mentioned above.

In all fields, reasonable transition mechanisms between bachelor and master programmes
should be established, both within the same higher education sector and between different
higher education sectors. These transition mechanisms should enhance also
interdisciplinarity.

Reforming structures only is not enough. Transparency and comparability of transferable
core competencies expected from graduates of bachelor and master programmes in broad
subject areas are needed at the European level. Higher education institutions and their
European networks involving professional bodies and other stakeholders should develop
these common guidelines.
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Workshop 8 - Policy making and the
Student Involvement in the European
Higher Education Area
Chaired by Manja Klemencic (Secretary General, ESIB)

Helper: Martina Vukasovic

Background information
In order to find new solutions for student participation in European educational decision
making and especially take into consideration the recent developments in recognition of
ESIB, below information will be the basis for discussions in the respective workshop.
Participants are instructed to read it as well as consult other sources, especially in terms of
finding further information on the key European educational players. Although many
positions by ESIB have been already taken, this workshop shall develop concrete recom-
mendations for cooperation with European educational decision makers and identify pos-
sible channels of influence, by always, however, considering direct involvement of the
National Unions of Students.

This section of the reader shall provide you with:

1. Position on student participation in European educational debate by Thomas
Östros, Minister of education of Sweden;

2. Speech by Romano Prodi, President of European Commission »Towards a Euro-
pean civil society” on participation of civil society in the work of the European
Commission;

3. Information on the existing formal and informal channels of influence of ESIB
to the European educational policy makers;

4. The ESIB policy paper on the Student participation at the European level;
5. The abstract on Student participation from Student rights - Human rights policy

paper;
6. Abstract on Student participation from ESIB Statement on Higher Education

towards the next century.
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1. Position on student participation in European educational de-
bate by Thomas Östros, Minister of education of Sweden

»A reccurent theme in the Swedish Presidency is to continue strenghtening student influence
in the European educational debate. I argue that active participation by students in decisions
on content and direction of education is a decisiove issue for the quality of education. In
school and in higher education a foundation is laid for encouraging citizens’ active
participation in working life and in society. As a part of this, there is an invitation to a
large European student meeting on student influence and mobility in Sweden at the end
of March.«

From Thomas Östros speech to the European Parliament on Wednesday 24th of January,
2001

2. Speech by Romano Prodi, President of European Commission

Towards a European civil society, Bad Honnef, 6 April 2000

Ladies and gentlemen,

Europe is part of a fast-changing world. Globalization is dissolving national boundaries
and challenging the role of the nation state.  The IT revolution is radically transforming
every aspect of the way we work and interact.  Population growth and the pressure for
industrialization in the developing world call for concerted global action to ensure
sustainable development.  A new world trade round is urgently needed to give hope and
support to the world’s poorest nations.

In short, we need a new world order – a new, democratically accountable system of global
governance – and Europe, with its distinctive ethical and political values, must seek to
play a leading role in that new system.

At home, we face major economic and social challenges. To combat unemployment and
make Europe globally competitive, we have to modernize our economies and generate
dynamism and growth.  Our ageing population has serious implications for health care
and pensions in ten to twenty years’ time.

Meanwhile, the situation in the Balkans shows how important it is not only to be able to
deal with crises on our doorstep but, in the longer term, to stabilize our whole continent
and secure peace, democracy and respect for human rights throughout Europe.

The challenges I have outlined are complex and interrelated : they cannot be tackled in
isolation from one another.  That is why, early this year, the Commission published a
document setting out our strategic objectives for 2000-2005 and outlining a coherent and
integrated approach to the challenges of the new century.

The recent Lisbon Summit made a very good start on tackling the economic and social
challenges.  At Lisbon, the EU’s heads of State and government clearly recognized that
new information technologies offer tremendous potential for generating jobs, growth and
productivity.  But they also recognized that we have to ensure the digital revolution does
not divide Europe into information haves and have-nots, the digitally literate and illiterate.
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The even more recent Regional Funding Conference for South-East Europe, international
donors pledged more than 2.4 billion euros for economic development and reconstruction
in the Balkans – a significantly higher figure than we had expected.  Most of the money
will go to finance infrastructure projects such as road and rail links, water schemes and
electricity supply, and I am committed to ensuring that the Commission delivering the
promised aid swiftly and effectively.

I am personally delighted at the result of the Funding Conference, as I have consistently
argued that it is not only in the EU’s vital interest but also our moral duty to take care of
the Balkan countries.  Although not yet candidates for accession to the Union, they are –
culturally and historically – an integral part of the European family of nations and we
must show them true solidarity.

We can also help them by promoting social and civil dialogue – helping set up networking
contacts between trade unions, employer and consumer associations and other NGOs in
the region.  That way they can share experience and exchange good practice.  Building up
a true civil society in those countries is vital for their long-term political and social progress.
This is equally true within the EU, of course – and I shall say more about this in a few
minutes.

To stabilize our whole continent in the longer term, we have to make a success of
enlargement. The EU is preparing to welcome up to thirteen new Member States, and the
accession process is designed to ensure that democracy and respect for human rights as
well as sound economic policies become the norm in all candidate countries before they
join us.  This will clearly create a wide area of prosperity and stability within the Union’s
new borders.

But we also have to ensure that our new borders do not become the dividing line between
poverty and prosperity in Europe.  We need to develop a coherent policy of co-operation
with our new neighbours. This means means being more actively engaged with Russia,
Ukraine and the Caucasus and Maghreb countries, sharing with them the economic
benefits of enlargement.

An enlarged Union will not only be more prosperous and more stable but also more
diverse.  This worries some people, who see diversity as the enemy of unity and European
identity. But European integration has always been about diverse peoples with varied cultures
learning to live and work together, discovering shared values and a shared sense of identity.

Indeed, diversity is one of Europe’s greatest riches.  It is an asset, not a handicap.Experience
has repeatedly shown that when people with different outlooks and cultural backgrounds
put their heads together they are capable of producing brilliantly new ideas.  This is exactly
what Europe needs in a fiercely competitive world that requires constant innovation.

In this increasingly diverse Union, however, it is increasingly important that people have a
clear sense of what Europe is about.  Where we have come from.  What the European
Union is for. How it works. Why it matters. A sense of history and of civic values is
essential.

It is also essential that the values and aspirations of Europe’s diverse civil society be properly
represented in our policymaking process – and this is a subject I shall return to shortly.
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I am optimistic that the present economic outlook – the best for a generation – gives
Europe genuine prospects of success in tackling enlargement and the other challenges
facing us.  The combination of sustained growth, the IT revolution and the expanding
European market will, I believe, give us the “virtuous circle” we need.

But we will not succeed without the support of the European citizens, for whom the
European Union exists.

The problem is that, in spite of the reassuring economic outlook, and in spite of all Europe
has so far achieved, our citizens are not happy with the way things are done at European
level.  They feel that “Brussels” is remote – out of reach and beyond control.  They are
sceptical that institutions and conventional politics can deliver the kind of society they
want. They are rightly calling for a much greater say in setting goals, making policy and
evaluating progress.

The challenge is therefore not simply to reform the European institutions and make them
work more effectively.  The challenge is to radically rethink the way we do Europe.

That is why I am proposing a new approach to European governance, to be outlined in a
White Paper.  The Commission has already started work on this, and I would expect the
White Paper to be ready within the next twelve months.

Its fundamental purpose is to stimulate debate, and I hope to see a very wide and intensive
discussion taking place in all Member States in the months and years ahead.  It is absolutely
essential that Europe’s citizens be involved in shaping the new Europe they want – to get
all the stakeholders involved in designing the Europe of tomorrow.

The White Paper will ask some fundamental questions about the future of Europe.  It will
not only ask what European institutions we need for the 21st century but, more radically,
what should be done by the different levels of governance in Europe.

I believe it is time to recognize that “Brussels” is all of us : Europe is not just run by
European institutions but by national, regional and local authorities too – and by civil
associations such as NGOs.

I believe Europe needs a new division of labour - a new, more democratic form of partnership
- between civil society and the other actors involved in governance.  I call this new
partnership « Network Europe ».  It means EU institutions, national governments, regional
and local authorities and civil society interacting in new ways: – consulting one another
on a whole range of issues; shaping, implementing and monitoring policy together.

It means citizens having a greater say at all levels.

But if civil society is to play an effective part in European governance, we have to ensure
that European policy initiatives are debated in Europe-wide fora.  The media must be
involved, obviously, but also trade unions, business associations, churches and all the various
non-governmental groupings which make up civil society.

An important question arises at this point: to what extent does civil society actually exist at
European level?

Because of language and cultural barriers, there is no Europe-wide media other than in the
embryonic form of “Euronews” and “Europe by Satellite”.  National media cover European
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issues, of course, but always with a national spin, often negative. Nor do they provide
much in-depth explanation of European policymaking: citizens remain confused about
the European institutions and what they do.

Are there Europe-wide trade unions, business associations and churches?  The ETUC and
UNICE certainly exist, but they are federal groupings of national groupings, and do not
directly consult the grassroots membership they aim to represent.  Some churches have
congregations throughout Europe, but collectively the churches do not yet speak with a
single ecumenical voice.

Institutions such as the Economic and Social Committee and the Committee of the Regions
have been set up as fora within which the social partners and regional and local authorities
can find a voice.  But what about the rest of civil society?  What about the consumer
interest groups, the environmental NGOs, the many religious organisations and all those
associations dedicated to caring for the needy and disadvantaged members of our society?

The main way in which these groups can currently influence European decision making is
through lobbying – and there is no established method of preventing the European agenda
from being hijacked by the strongest and most vocal lobbyists.

Europe therefore needs much more wider anging and representative fora, and a system for
using those fora effectively.

Recent experience has shown that Europe-wide action by civil society is most effective
when NGOs focus media and public attention on specific issues – usually environmental
or social.  A single NGO may be able to achieve this if it is well established throughout
Europe.  Otherwise, a number of NGOs with similar concerns may form temporary,
issue-based alliances.

Faced with an urgent situation, NGOs are often able to react much more swiftly and
efficiently than institutions.  They also often have superior specialist knowledge of the
situation on the ground, and are much less tied up in red tape.  That is why they are
increasingly seen as valuable partners by public authorities.

So the best way to get civil society involved in European governance may not be through
centrally organised pan-European institutions, but rather through networking and issue-
based activism.

I believe the EU needs to encourage civil society networks, at every level and across frontiers.
Networks bring people together, allowing them to discover who shares their view of a
particular issue and who disagrees.  It is essential that citizens understand it is not “them in
Brussels” against “us” but rather different views of a European issue held by different
groups of European citizens. Networks should cover the candidate countries too, and our
neighbours in the wider Europe.

I also believe that the European institutions need to actively seek the opinions of civil
society networks.  This will inevitably meet with resistance from within the institutions –
but it is essential if we are serious about getting the citizens involved.

« Network Europe » will thus make European democracy much more direct, more
participatory.
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The new information and communication technologies make this increasingly feasible.
The citizen can be involved directly in e-mail campaigns and website petitions, newsgroups
and online discussions. Opinion pollsters can consult people directly, with a click of the
mouse.

The problem at present with online democracy is that it’s elitist: you can’t be involved
unless you have access to a computer, know how to use it  and have enough leisure time
and motivation to take part in political debates.

That is one reason why we need to get everyone in Europe online as soon as possible and
to promote the kind of user-friendly ICT to which everybody has access.

I am thinking, in particular, of the new generation of telephones which will have a data
transmission capacity far in excess of even the most modern cable systems. New-generation
mobile phones linked to interactive digital TVs thus offer tremendous potential for polling
and public debate.

But if the citizens of Europe are to have an effective say in European policymaking and
decision making, they must have a good grasp of the increasingly complex issues facing us.
That is why Europe needs to invest vastly more in education.  We can no longer afford a
situation where issues affecting everyone’s lives are properly understood only by a dwindling
elite of specialists.

Effective public debate also requires the citizens to be well-informed.  This cannot be
achieved unless they have Europe-wide access to balanced media coverage of European
issues. We need more than websites run by interest groups and newspapers run by
publishers with their own political agenda.  We must take advantage of the new possibilities
of “narrowcast” TV, in which the information supplier provides the information and the
interested person goes to hunt for it.

I would, for example, like the Commission to be involved in developing an on-line
interactive television service that provides all the relevant information on any particular
policy.  People using the next generation of TV set should be able to switch as easily to
“Commission on line TV” as to CNN.

But genuine debate requires people to be exposed, whether they like it or not, to a wide
range of opinion.  That is why, in my view, we need to create a culture of public meetings
to debate European issues.

One possibility would be to organise conferences throughout Europe coinciding with the
launch of green or white papers.  These events should give the public the chance to question
speakers from several EU Member States.  Speakers should include MEPs and key civil
society activists, and there should be an opportunity to continue the discussion afterwards
– perhaps via an on-line debate with members of the Commission.

Public meetings should, ideally, be covered by local radio and TV to reach the widest
possible audience, and the popular channels should seek to provide citizens with genuinely
entertaining and stimulating opportunities to hear, and be part of, the ongoing debate.

However the debate is conducted, and whatever the technology we use to make it happen,
the purpose is simple: to enable civil society and citizens to play their full part in shaping
the new Europe.
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I said earlier that Europe’s civil society will become increasingly diverse as the Union
enlarges.  Our civil associations represent a tremendous multiplicity of cultures, languages,
traditions and outlooks.  Yet when action is called for they are able to network and co-
operate swiftly and effectively.  This clearly shows that diversity is not a barrier to finding
common ground and taking joint action on European issues.

Likewise, I am convinced that diversity does not militate against a sense of shared European
identity.  On the contrary, it enriches our sense of what Europe is.  I would even say that
what constitutes “the soul of Europe” is our shared heritage of spiritual values, expressed
in our rich diversity of cultural forms.  While unifying and consolidating Europe, therefore,
it is absolutely essential to preserve its core values and its rich diversity.

It is precisely because Europeans share key values such as freedom, justice, tolerance and
solidarity that Europe has a key role to play in global governance.  But to earn the right to
global leadership we must first show the world that our model of society really works.  We
must create a new Europe that is truly democratic and inclusive - a shining example of
how a fair and caring society can go hand in hand with economic dynamism and prosperity.

The key actors in this enterprise must be the citizens.  Europe must be built by the
citizens for the citizens, and civil society must have a key role in the Network Europe I am
proposing.  Let us move – and move swiftly – towards a truly European civil society.
Thank you.

3.  Information on the existing formal and informal channels of
influence of ESIB to the European educational policy making

a) Council of Ministers’ of Education of the European Union
ESIB has held the First European Student Convention in October 2000 in Paris during
the French Presidency. At the event Student visions for Higher Education in Europe have
ben discussed and conveyed in form of Manifesto to the French Presidency to the European
Union. The event has gathered 300 students from ESIB member and partner organisations.
Representatives from the French Presidency as well as representative from Swedish
Presidency have presented their views and discussed with the students. ESIB delegation
has been invited to the Council of Ministers’ Meeting to Brussels in November where
ESIB Chairperson, Remi Bourdu also held a speech.

Swedish Ministry of Education has during  its Presidency  to the European Union  invited
students to the European educational debate by supporting large European student meeting
in Goteborg in Sweden  in March, 2001.

In the framework of the Bologna process and the Meeting of Ministers’ of Education in
Prague, May 18-19, 2001 during Swedish Presidency to the European Union, delegation
of ESIB representatives has been invited to the meeting and also to hold a speech presenting
student input in regard of implementation of Bologna Declaration and the future priorities.
The ESIB views shall also be included in the official circulation letter prior to the Prague
meeting.
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Follow-up of the Implementation of Bologna Declaration

ESIB participated with about 20 participants at Ministers’ Conference in Bologna in June
18-19, 1999 when the Bologna Declaration has been signed. At the end of the year ESIB
organised an expert Committee on Prague2001 and Ad Hoc Working Group. Throughout
of the year 2000 those have been working on development of ESIB policies as well as on
recognition of ESIB and official inclusion in the Follow up process.

Observatory status has been granted to the Liaison group in the year 2000 to the Extended
Follow-up group of the Bologna Declaration. However, due to the expertise and work of
ESIB, we have participated alone in the meetings and more: ESIB has been invited to all
relevant European Bologna/Prague events and many national ones. ESIB policies have
been widely distributed and discusses; the monthly Prague2001 newsletter has been
distributed among all members of the Follow-Up group, MEPs and more, and ESIB web
page on Bologna serves as the key source of background information on Bologna/Prague
process.

The future of ESIB involvement in the Follow-Up of Bologna process needs, however, to
be  rediscussed and determined.

b) European Parliament
ESIB traditionally has meetings with the MEPs  from Committee on Education and Culture
to discuss current educational developments. No other formal channels existing.

ESIB has participated in the EP hearing of youth organisations coordinated by the European
Youth Forum in regard to White Paper on European Youth Policy.

c) European Commission

Agreement between AEGEE, ESN and ESIB setting up a European
Liaison Group of Higher Education Student Organisations

I) Name:

European Liaison Group of Higher Education Student Organisations.

II) Composition:

The Liaison Group shall be initially composed of the following organisations:

Association des Etats Généraux des Etudiants d’Europe (AEGEE)

Erasmus Student Network (ESN)

The National Unions of Students in Europe (ESIB)
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III) Aims:

Exchange information between the European Commission and student organisa-
tions

The Commission plays an increasing role in the field of Higher Education. However,
there is no system that would allow the student representatives to be regularly informed
about the Commission’s initiatives in this field. Students would benefit from the involvement
of their organisations in the Commission’s initiatives and reflections. The information
and suggestions given by the student representatives would help the Commission to improve
its actions and programs. Therefore, such a Liaison Group would be of mutual interest to
the Commission and the student organisations and would establish the basis for a long-
term partnership.

Establish closer co-operation between student organisations at the European level

The Liaison Group will improve and facilitate co-operation between its members as well
as with other student organisations in Europe, complementing and improving their
individual activities on common issues in the interest of student needs in Europe.

Set a frame for joint projects, program

Both the co-operation between student organisations and the co-operation between these
organisations and the Commission will allow joint projects, like “Socrates on the Move”,
that fulfil the objectives of students and the Commission.

IV) Working methods:

Meetings between the student organisations and the Commission

Two to three meetings per year would be necessary to inform the student organisations
about the main objectives and initiatives of the Commission regarding Higher Education.
One of these meetings can be opened to other student organisations.

Meetings between the student organisations

These meetings with the Commission would also allow the student organisations to meet
regularly, to update each other about their actions and plans and to discuss common
projects. Other representative student organisations shall be included as well in the
information channels.

Communication in between Liaison Group meetings

The Liaison Group shall benefit from a contact person within the Commission to assist
them in their contacts with the Commission. This person shall channel most of the
information but will also guide the student organisations to the relevant responsible persons
within the Commission. Information packages shall be sent to the student organisations
(for instance minutes and decisions of committees).
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Participation in the higher education sub-committees and committees and work-
ing groups

As a first step, the student organisations shall have access to the preparatory meetings of
the Erasmus sub-committee and, later, to the Socrates committee itself. As partners, they
shall also be included in the various higher education meetings and steering or working
groups. The student organisations will nominate two representatives to the above mentioned
preparatory meetings. These representatives will be individuals, representing one
organisation, and will take part in the preparatory meetings from the beginning to the
end. The members of the Liaison Group will agree on representatives to the above mentioned
meetings and working groups.

The Liaison Group will not be considered as an organisation but as an informal
group

The Liaison Group is only a means to facilitate the co-operation between the student
organisations and to improve the communication with the Commission. The Liaison
Group as such must not be considered as an organisation. Therefore, there will not be any
statement or action taken by the Liaison Group itself. Even though joint actions or
statements shall be possible, the organisations composing the Liaison Group shall still act
independently from each other. Therefore, only minimum rules of functioning shall be
necessary, no vote shall be taken within the Group. There shall only be a rotating co-
ordination of the Liaison Group.

Financial support by the European Commission

According to its goals and working methods, the Liaison Group shall not be a heavy
structure. However, the support of the Commission will be needed in order to help the
student organisations to work efficiently. The European Commission shall reimburse the
costs of the Liaison Group (transportation, meetings, etc.).

Signed on the 21st of February by:

Rémi BOURDU, Chairperson of ESIB, The National Unions of Students in Europe

Linda BAAN, Vice President of AEGEE

Matej ACCETTO, President of ESN International.

Through the above agreement ESIB has established first formal steps of cooperation with
European Commission. In the past there were many informal meetings with Commission
representatives, especiall with responsible for NGO contacts within the higher Education
Unit. ESIB has coordinated the work of the newly established Liaison group in the year
2000. A meeting with European Commission representatives from the A2 Unit for Higher
Education took place in June 2000  where representatives from the Commission have
been presenting the priorities in their work and discussed it with representatives from the
ESIB, AEGEE and ESN. As stated in the protocol two representtaives have also been
invited to the preparatory meeting of the Higher education Sub-committee meeting.
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A large scale European project Socrates on the move has been granted to ESIB, as contractor
and ESN and AEGEE as partners, in the project for the year 2000. The project has aimed
at providing information on Socrates programme to the students by students Socrates
promoters.

ESIB has been also invited to European Commission Consultation meeting with Social
partners in the area of education, where co-chaired a workshop on East-West Dialogue in
the field of education. ESIB representative has also been a member of the Evaluation
group of Socrates I Programme. ESIB has participated in giving recommendation to French
Presidencies Action Plan on Mobility, organised by the European Commission.

ESIB is also in contact with the Youth Unit of the European Commission where we apply
for funding under the Youth programmes.

d) Council of Europe
Higher Education and Research Division

ESIB has been in 1999 granted observatory status with Committee on Higher education
and research within Council of Europe, DG IV.

Close cooperation with Higher Education and Research Division was through the Kosovar
projects aiming at organising democratic and representative student union in Kosova and
realising public debates on role of students and higher education within Kosovar society.
ESIB traditionally participates in Council of Europe’s Workshops on lifelong learning.
There has been communication on project Universities as cites of citizenship and social
responsibilities, as well as participation in event on Education for Democratic Citizenship.

ESIB has since its beginning participated in the Stability Pact Kosovo Academic Task
Force leaded by Council of Europe and CRE.

Youth Directorate

ESIB had traditionally representative in the Advisory Council of the Council of Europe
Youth Directorate which is the decision making body within the Youth Directorate.

European Youth Foundation is one of the key sources of project and administrative funding
for ESIB. ESIB also applies for European Youth Centers sessions and facilities.

e) UNESCO and UNESCO-CEPES
ESIB has participated at the UNESCO World Conference on Higher Education in Paris
in 1998 and has ben active within the Follow up group of student associations of
WCHE.There hasn’t been any official UNESCO-CEPES and ESIB cooperation besides
meetings in the framework of Stability pact.
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f ) OECD/ OCDE, Organisation for Economic Co-operation and Development

ESIB cooperates especially with IMHE.

g) Stability Pact, Working Table I, Task Force for Education and Youth
ESIB is a member of the Task Force and active in the Working group on Higher Education
and Working Table for Young people. ESIB contributed to the Recommendations on
Academic Cooperation in the framework of Stability Pact and participated at expert and
donor conferences.

h) Confederation of EU Rectors’ Conferences and CRE
ESIB holds strong cooperation with both organisations which have just merged into one
structure. Currently the cooperation is especially in the framework of Bologna process, as
well as within Stability Pact initiatives.

Representatives of both orgaisations are often invited experts to ESIB events.

i) ETUCE and EI (European Trade Union Committee on Education and Education
International)

With both ESIB cooperates through meetings and invitation to experts.

j) Academic Cooperation Agency (ACA)
ESIB cooperates through meetings and expert invitations.

k) OBESSU
ESIB cooperates through meetings, exchange of policies.

l) European Youth Forum
ESIB is members of the European Youth Forum and cooperates in general youth issues of
concern.

m) Other student associations
ESIB is in contact also with sectorial student associations (IMISU), political party and
religious student association.

4. The ESIB policy paper on the Student participation at the Eu-
ropean level

A new political context
The last meeting of the European Council in Lisbon has given a mandate to the European
Union’s institutions to increase their level of activity in the field of Education. EU’s
involvement in the field of Higher Education is much more than solely mobility programs.
In the last ten years, the European Commission has been tackling all main aspects of
Higher Education.

The scope of these discussions, policies, programs goes beyond the borders of the European
The European Union should not close itself when it comes to Higher Education. The EU
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institutions should be conscious of the fact that their policies have effects beyond the EU
borders and should therefore have an open and cooperative influence. The students have
been having a cooperation on the pan European level for many years already. It would be
profitable for all parts that they are more closely involved at all levels of decision making in
order to build their future. Democratic mechanisms of student participation existing at
the national level can serve as examples of participation at the European level.

5. The abstract on Student participation from Student rights - Hu-
man rights policy paper adopted at BM39 in October, 2000 in Ge-
neva

Preamble

Student rights form the fundamental basis of ESIB actions and policies. Student rights are
derived from human rights, considering the Universal Declaration of Human Rights (1948),
the International Covenant on Economic, Social and Cultural Rights (1966), the International
Covenant on Civil and Political Rights (1966) and the authoritative interpretations of these
acts.

Introduction

Education and human rights are two concepts which are intrinsically linked. Firstly, the
right to education is a human right. This particular right requires that students have certain
other rights, so that they are enabled to exercise the right to education. Secondly, education
is a fundamental means of promoting all human rights.

In order to exercise the fundamental human right to education, students must also have
other rights. Examples of such necessary rights are the civil and political rights to freedom
of expression and privacy and the economic, social and cultural rights to social security,
work, housing and health care; all of which are set forth in the Universal Declaration of
Human Rights. ESIB finds these human rights to be fundamental for all individuals.

Students have the same civil, political, economic, social and cultural rights as other members
of society. For example students must enjoy the same welfare entitlements as others and
must not have a lesser stake in these.

Education as a human right

Education is aimed towards full personal development and to the strengthening of respect
for human rights and fundamental freedoms. It also promotes the culture and under-
standing of active, critical and constructive participation. Education shall promote under-
standing, tolerance, respect and friendship among all nations, ethnic or religious groups
and shall further the activities of the United Nations for the maintenance of peace. Educa-
tion facilitates more effective participation in a society and people’s ability to form an
opinion of their own. It also facilitates persons to contribute to the quality of the society.
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Everyone has the right to equal chances of access to elementary, fundamental and all forms
of higher education (HE). Primary and secondary education must be compulsory. The
standard of secondary education should be such that it secures access to higher education.
There should not be any discrimination and higher education institutions (HEIs) and
governments should provide equal chances to everyone. The opportunity to gain a quali-
fication is not the prime reason why there should be equal access to HE but to exercise the
possibility to develop as an individual.

ESIB believes that tuition fees promote inequality in access to HE and as such makes
higher education a privilege to a limited number of people, not a right for everyone. Thus
ESIB believes that access to HE is a right and therefore higher education has to be a public
service, without fees and thus free.

ESIB asserts that a safe working environment ought to be a basic human right. All stu-
dents should have the right to facilities, services and financial resources in educational
programs of their choice. These facilities must be provided free from barriers of physical,
structural or attitudinal nature. There is a need for adequate infrastructure to promote
equality of education for all students including disabled students. This does not only
concern the visible disabilities but also the hidden ones, hearing impediment, dyslexia etc.
Proper student health conditions, both physical and mental, must also be secured and
provided for. It should be the responsibility of HEIs to secure the safety of students during
all academic activities. In this regard HEIs must ensure that all students are insured for the
duration of all aspects of study.

It must be the goal of every HEI to provide the staff and students with both quality study
space and working environment. Lack of facilities must not prevent students opportunity
to study. Material conditions such as reading material, laboratories, library resources and
information and communications technology (ICT) facilities for teaching staff and stu-
dents need to be continuously improved. This should be done in order to provide equal
opportunities within HEIs and to secure the quality of education. The form and sub-
stance of education, including curricula and teaching methods must be student oriented.
In this regard, as with all other aspects of HE, students and authorities of HEIs must
communicate in order to create a better study environment.

All students have the right to study in any of the languages commonly used in their coun-
try of residence. Every effort must also be made to promote diversity of access and experi-
ences of education for all members of society, irrespective of, but not limited to, such
factors as political conviction, religion, ethnicity, cultural origin, sexual orientation, gen-
der, social standing or disabilities. Every effort must be made to promote involvement of
foreign students in HE. This must include offering courses in different languages but also
other measures are needed. It should also be the responsibility of providers of HE to take
the appropriate measures in order to guarantee access to all levels of education for all
minority groups.

Education has to be flexible so it can adapt to the needs of changing societies and commu-
nities and respond to the needs of students within their diverse social and cultural settings.
It should be the responsibility of HEIs to have a critical insight to changes in the society
Other economic, social and cultural rights
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ESIB believes the economic, social and cultural rights of students must be further devel-
oped and strengthened. These rights are necessary for the exercise of the civil and political
rights and as such form a vital tenet in HE. Therefore, governments and international
organisations must focus more on economic, social and cultural rights, for example the
right of free choice and access of employment during and after the studies.

Every government and HEI must encourage the diversity of cultures and languages in the
HEI. This for example facilitates mobility of students between countries and thereby cul-
tures. To ensure such mobility, welfare entitlements must be designed so that foreign stu-
dents too can exercise their right to education. Therefore, students rights must be met
whether they study in their own country or another. Foreign degree students must be
allowed to fully take part in the welfare support of the hosting country. This includes all
the in kind services, such as health care, housing, subsidised food, cheaper transportation
and other. In general, it does not necessarily include, however, the social grants given to
the domestic students. In that case, these should be taken care of by the home country
government. All forms of domestic social support to students must be fully transferable to
abroad. Further, a foreign degree student must be entitled to the same rights as domestic
students in fields of labour legislation, educational rights and any other.

ESIB demands the enforcement of the economic, social and cultural rights to be as effi-
cient and effective as for the civil and political rights, both on a national and on an inter-
national level. ESIB thus requires that individuals be given efficient and effective rem-
edies, when the economic, social or cultural human rights are claimed to be violated.

Other civil and political rights

Students and student organisations have the right to freedom of expression. Higher edu-
cation institutions are crucial forums of free expression. This right includes freedom to
hold opinions, to receive and impart information and ideas without interference by oth-
ers. This means that nobody has the right to forbid students and student organisations
from expressing their opinions. ESIB also asserts the rights to organise, assemble and
strike.

The student organisations must be autonomous and free of all external manipulation and
interference for example from the part of the HEI. It is a right of students, and student
organisations, to have the freedom to make certain decisions about their private affairs
without unsolicited interference.

Universities and other institutions keep records of our academic and personal progress.
This information should be limited to absolute minimum and used only for their admin-
istrated purposes. Students must have free access to their records.

Student participation

Students are an equally important and integral part of HEI community. Students must be
seen as partners who are in the centre of interest of the HEI. Student representatives must
be elected in a democratic way by the students.
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Students have the right to have an equal input in all issues concerning them at all the levels
of decision making. At institution level, students must have the right to take part in deci-
sion making as equal partners in all issues. This right has to be enshrined in law. At na-
tional and international levels students must have the right to participate in the prepara-
tion, implementation and evaluation of decisions concerning students including educa-
tion and student welfare and any other affairs that students see relevant.

One of the goals of education, and HE in particular, is to encourage the development of
active, critical and constructive citizens. Democratic academic community and student
organisations are important places to develop and exercise these qualities. Therefore a
democratic relationship between the administration of HEIs, staff, students and student
organisations has greater importance in the creation of an ethos of democracy than just
being the system to administrate all these organisations.

Right to participate in HEI concerns all members of the institution, the professors, other
staff and students. The basic facilities of democracy have to be developed in order to
ensure good governance. These basic facilities include access to information, free media
and efficient flow of information between the representatives and those represented, trans-
parency of administration and training of representatives in methods and substance.

The Role of Student Organisations

Student organisations have the responsibility to promote educational and welfare rights
for  students and potential students. In order to enforce and observe these rights, student
organisations must be recognised by the law and they must be seen as competent to act in
courts on behalf of the students.

Representative student organisations must be democratic and transparent to allow all in-
dividual students to exercise their rights to take part in its processes and projects. Student
organisations are fundamental tools for the individual student to participate in the deci-
sion making process in the HEIs.

Student organisations have a responsibility to engender a culture of activity by and among
its members.  This is important not only to ensure legitimate decisions based on student
reality but also to promote the culture of active, critical and constructive participation.
Student organisations must also stimulate the awareness of what particular needs students
have in respect of their rights by informing the students themselves, the institutions, the
authorities and the society in general.

Student organisations ought to show solidarity on both national and international levels.
Solidarity is a support which has to be given to groups and individuals in all cases of
repression and violation of student rights and human rights. Student organisations must
be concerned with the prevention of such repression and violations.

Solidarity is based on mutual respect, the demands and needs of those asking for it and the
opportunities for those who engage in it. In this respect showing solidarity is both a right
and a duty of students and should never stop at any border. There is a clear need for the
solidarity network on the European and International level. It should be voluntarily based
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for exchanging information and plans about different projects and campaigns.

Human rights are student rights. A right is a moral entitlement, more than want or desire,
that every person ought to have; it is not something you can gain or loose. Violations of
these rights concern students as well as other individuals. Therefore students and student
organisations must promote human rights and tackle any obstacles to these fundamental
rights.

6. Abstract on Student participation from ESIB Statement on
Higher Education towards the next century

3. Student Participation in Decision Making

Education in the twenty-first century will face a lot of old problems, but we need to keep
in mind that new unexpected situations will arise as well. Students shall face these problems
and they will find new, creative solutions fitting the spirit of the age. We students ask for
recognition of our sense of responsibility for our own education. Students as adults should
participate in the organisation of their education at different levels. We are participators
rather than clients in Higher Education. Decisions made on national and regional levels
influencing Higher Education or students’ social life cannot be taken without consulting
us. Students have a common interest and therefore demand a share of responsibility in
decision-making bodies. Close co-operation between students and staff is - therefore - of
vital importance and could through this shared responsibility be developed further.

Higher Education is expected to strengthen the ability to act as resource persons in a
democratic society and to be responsible citizens. These institutions should be in the
forefront of promoting and setting an example for interactive problem solving through
the inclusion - and making responsible - of all parties referred to. Student organisations
and other international organisations dealing with education have a vital role to play in
discussions and decisions taken on a regional and international level and their potential
should be actively used.

3.1 Student Statute

ESIB acknowledges the need for creating a widely carried legal student statute, in which
our rights to education, social security, and participation are fixed. A world wide student
charter should be explored.

3.2 Student Unions

To secure a good student input on all levels, student unions’ capacity and knowledge can
not be underestimated. Student Unions should play a central role in those institutions’
development. National Unions of Students (NUS’es) and institute based unions can pro-
vide their members with training courses and background information. They make sure
the voice of the student will be heard at all levels and act as an intracommunicative body.

The creation and development of NUS’es needs active support from both local and re-
gional student unions and national governments. On the regional level student structures
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like ESIB or OCLAE also need support, morally and financially, to be able to fill the
position of spreading information, training student unions on international levels; as well
as being the counterparts and interacting partners to institutions and decision makers, to
make the students’ opinion heard. The delegates of ESIB are more than willing to explain
you more about our aims, ideas, and member unions.  
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