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Introduction

On June 24, 2019 Bologna saw the festive celebration of the 20th anniversary of
the Bologna Declaration, which in 1999 was signed by education ministers of 29
European countries. This marked the beginning of the so-called Bologna Process,
creating the European Higher Education Area (EHEA), which by now encompasses
48 countries.

There was every reason to celebrate this great initiative and the movement it started;
even more so as it is hard to imagine that such an initiative would be taken and as widely
followed today, under the present international conditions. Hence the European Higher
Education Area is a precious legacy, to be cherished and honoured, an accomplishment
of the past as well as a promise for the future; which finely characterizes what higher
education itself should be and should do.

On the next day the University of Bologna, in cooperation with Magna Charta
Observatory and the European University Association, hosted an academic conference,
to identify important future challenges for universities and their role in society. The
conference, which drew over a thousand participants from over seventy countries, was
intended as an analytical as well as an agenda-setting contribution to the design of the
Bologna Process in the decades to come. The proceedings of this meeting would then be
presented to the 2020 EHEA Ministerial Meeting in Rome.

The idea behind designing and organizing this academic conference was that for all
the important work of the ministers of the EHEA countries, their staff and the Bologna
Follow-Up Group it would be meaningful to invite teachers, researchers and students to
contribute to thinking ahead about the future of the EHEA and make suggestions for
its dimensions and directions. At the end of the day it is the classrooms that decide what
will be the genuine take-away of new generations of students and what bearing they will
have on the development of society. In my days as president of a university I used to say
that a university without students is as a bike without wheels: a sorry sight. The same
could be said about fine declarations on Higher Education ideals that find no base or
response in the classroom.

The organizers had identified five clusters of themes that seemed to be particularly
relevant. They are a subset of one overarching theme: in what way can universities be
trustworthy communities of teaching and learning for a sustainable future for all citizens of
our very diverse societies?

Speaking on this theme Maysa Jalbout advocated that closing the educational gap
by educating the most vulnerable and truly opening up Higher Education for all who
need it regardless of status or financial means should be the top priority in the decades
to come, for ministers as well as for universities and teachers.



Introduction

In addition to this keynote the present publication contains all keynotes of invited
speakers on all five themes. After that come selected contributed papers on these themes,
some of which were already presented at the conference. In conclusion this volume in-
cludes reports of five roundtable sessions composed by the students that organized these
sessions.

The first of these was on Academic Values. Autonomy, academic freedom, equity
and integrity have entered common usage in recent decades. They are considered to be
among the core values of academia and crucial conditions for trust and reliability. Yet
making declarations about such principles of good practice isn’t the same as actually
embracing and practicing them. Clientelism, commodification, competitiveness, cor-
ruption are only a few among the many deviations from good and fair practice. How
to combat these aberrations, how to build strong communities of good practice and
how to monitor living or cheating academic values in the EHEA — these are the types
of questions that should be addressed. Speakers and discussants stressed the need to bet-
ter define, monitor and protect academic freedom, in the interest of the free pursuit of
knowledge as well as the practice of open, respectful dialogue. At the end of day univer-
sities are and should be learning and exercising fields for democratic culture in society.

The second session addressed Student-Centred Learning, a concept often used but
still imperfectly put in practice in many places.

Students are the primary raison d’étre of any university. Their successful knowledge
and skills acquisition and their subsequent graduate careers are what universities are for.
So it comes as no surprise that student-centred learning has become a standard phrase
in curriculum design, in quality assurance as well as in educational policies. At the same
time mass enrolment, standardized performance measuring and classroom tradition-
alism are anything but promoting student agency, individual sense of ownership and
freedom of choice.

At the conference a number of colleagues have presented inspiring cases of good
practice and successful innovations, at the same time urging Bologna Process partners to
re-kindle the fire of student-centred learning. As one of the speakers put it, learning to
cultivate your own agency and make reflective judgments is a crucial educational asset
and a top skill with enduring value throughout graduate careers.

‘Providing Leadership for Sustainable Development, the Role of Higher Education’
was the title of the third session.

The Sustainable Development Goals are set by the United Nations to achieve a more
sustainable future for all. They each are specific and interconnected at the same time.
It is crystal clear that working towards these goals requires skilled people and the right
kind of policies, innovative solutions and constructive collaborations on many fields.
Interdisciplinary teaching, learning and research at universities have a key role to play.
For the EHEA this goal setting requires a deep rethinking of traditional education and
the design of innovative research projects and programs.

At this session speakers and discussants — among them a good number of students
— contributed by giving powerful impulses, sharing good practices and attractive in-

10



Introduction

centives to academia. If Higher Education and Research systems in the EHEA would
embrace their leadership responsibilities for sustainable development in a strategic and
effective manner, they would be serving their societies well.

The fourth session was about the Social Dimension of Higher Education.

Universities do not exist for themselves or for members of their academic communi-
ties in the first place. Their role and use for society. This poses a catalogue of challenges.
If society is to benefit, how can this best be done? If society is to benefit, which society
are we talking about? How can existing inequalities of Higher Education and Research
in terms of access and outreach be smoothened? How could academia avoid elitism and
become a diverse community itself? As super-diversity is a characteristic of many societ-
ies in our time, it is a true challenge for universities to truly reflect and embrace this
trait. Is HE ready to move beyond indicators of productivity in research and teaching
and integrate scientific excellence with social responsibility?

One of the keynote speakers answered this last question by presenting and defending
the thesis that excellence clearly is not enough. Universities may like to focus on what
they are good at, they should put more weight on what they are good for, what their role
and purpose in society must be.

‘Careers and Skills for the Labour Market of the future’ was the subject of the fifth
session of the conference.

There is already a long tradition of skills and competences-oriented education to re-
spond to the assumed demands of a developing labour market. This has been a welcome
addition and correction to a knowledge base driven curriculum.

It seems, however, that additional adjustments are needed. Skills and competences
have usually been defined in terms of a changing world of technological innovation,
business reinventions and global connectivity. Isn’t another look at the labour market of
the future needed, one that includes social innovation, local relevance and community
development? Our societal developments require profound and agile skills in teachers,
local leadership professions and competences for community build-up.

In a wider perspective one of the keynote speakers stated that while a good match
between education and labour markets is crucial, it isn’t always easy to make this match;
either because of traditional, out-of-touch education or because of underdeveloped la-
bour markets. It is particularly challenging to design curricula and set goals in terms of
skills and competences that intend to be future-oriented when at the same time employ-
ability is still defined in traditional ways and by established preferences.

This and much more can be found in the following pages.

In conclusion, it gives me great pleasure to thank all those who have contributed to
the success of the Bologna Conference, its organization as well as its deliberations. The
organizers were especially pleased with a high number of student participants and the
many academic colleagues who are no regulars at EHEA meetings.

In addition, I would like to thank Federico Cinquepalmi, David Crosier,
Giacomo Di Federico, Eva Egron-Polak, ESU, Liviu Matei, Alessandra Scagliarini,
Peter Scott, Martina Vukasovic and Lesley Wilson for their invaluable help at the
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assessment of the many abstracts that were submitted. Special thanks to Martina
Vukasovic and Peter Scott for sharing with me the task of editing the contributions
to the present volume.

Last but not least, I would like to acknowledge the generous support of the Italian
Ministry for Universities and Research and of the University of Bologna, highlighting
the role of Rector Francesco Ubertini. Without his energetic leadership none of this
would have happened.

Sijbolt Noorda
Chair Magna Charta Observatory Council
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The Greatest Impact of Universities: Educating the Most
Vulnerable

Maysa Jalbout

Centre for Universal Education, The Brookings Institution, Washington, DC, US
Corresponding author: mjalbout@brookings.edu

Abstract: Universities can have the greatest impact by serving the education needs of the most
vulnerable people in the world. Universities need to shift their mission from educating the few to
educating all; and they need to play a much more significant role in contributing to making learning
possible at all levels.

Keywords: Impact; Inequality; Open; Refugees; Vulnerable.

In 2015, the Yerevan Communiqué reaffirmed The European Higher Education minis-
ters commitment to inclusive higher education with the understanding that it contrib-
utes to inclusive societies. This was one of the most important commitments made by a
collective group of higher education officials. The Yerevan Communiqué was ambitious.
It called for making higher education more accessible to students from all disadvantaged
backgrounds — including those who are from lower income families, from migrant com-
munities, and young women who choose traditionally male specializations.

Universities are best positioned to assess whether each of their countries and institu-
tions have done all they can to be more inclusive. Yet, there is a need to do much more.
If universities work together, universities can turn one of our world’s most unconscio-
nable injustices — unequal access to quality education — into one of the greatest hopes
for our future.

Addressing the education divide is not only a moral obligation; it is a crisis that can
be averted. More than that, it is an opportunity to address some of the biggest challenges
we face as a human race. No university would argue against a more inclusive education.
I worry, however, that too many universities still equate more inclusion with less qual-
ity, more students with less research or even more flexibility with less innovation. This
perspective would be mostly justified if we only attempted to do better at what we are
already doing. The urgency and scale of the challenge we are facing, however, does not
afford us the luxury of time to tinker with existing processes nor does accelerating our
existing efforts give us the impact that we need.

Unprecedented challenges require unprecedented solutions. Nothing less than
a complete shift in the way universities see their role in society will be enough.
Universities need to shift their mission from educating the few to educating all.
Today, more than ever, we are in urgent need for universities to lead the way in
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educating everyone but especially the most vulnerable people in their communities
and around the world.

Europe, like most of the world, is grappling with worsening and persistent challenges
resulting from the slow or exclusionary progress for the most vulnerable people. Income
inequality remains at an all-time high. In Europe, the average income of the richest
10% is 9 ¥5 times higher than that of the poorest 10% [1]. Climate change threatens to
destroy our planet altering the course of humanity. Income inequality, like conflict and
climate change, affects the most vulnerable more disproportionately, everywhere. And,
recent reports project that it will take more than 108 years for women to achieve gender
equality.

Education is both a remedy and at the root of inequality. Data shows that education
attainment is directly related to higher levels of income and equality. For example, the
World Bank estimates that every year of a women’s education increases her income by
10% - 20% [2]. Yet, girls and women lag behind in access to education at all levels in
many parts of the world, including in traditionally male dominated fields such as STEM
education in the developed world. And, low-income, rural and first-generation students
around the world are much less likely to enter and complete university. And, only 1%
of refugees have access to higher education globally [3].

It is important to take a moment to recognize that universities face tougher times
than ever. They are expected to reform more quickly than the societies they operate in
while public funding for universities continues to be reduced. At the same time, they
are expected to innovate and produce graduates ready for a changing world. Yet, despite
how challenging it may be for universities at this time, there has never been a more criti-
cal time for them to have a greater impact on the world. Universities can and should
educate the most vulnerable. All young people deserve an education, the world needs it
and advances in and technology help make it possible.

Universities need to adopt two bold strategies to making higher education more
inclusive at larger scale and with greater impact.

First, universities must make higher education open for all who need it regardless of
status and financial ability. Common inclusion programs such scholarship programs like
those offered by universities, governments and foundations are important and have had
a marked impact on the lives of thousands of students in Europe and around the world.
But, they cannot be the answer alone. The number of young people who deserve a qual-
ity higher education far outweighs what any one entity can offer. Even massive contribu-
tions to university endowment funds will only reach a select and lucky few every year.

In the meantime, inequality in access to education continues to grow. Access to
higher education has become one of the most divisive socio-economic barriers of re-
cent times. Every life changed by a university scholarship or financial aid is a life worth
celebrating but scholarships that target students’” merit and financial need often end up
supporting some of the brightest students in the world. For every student who does
receive a scholarship, there are thousands more who do not get the chance at continuing
their education. For this to change, universities must refocus their efforts from raising
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funds for a few select students to opening their education to everyone who needs it.
With the advancement in technologies and improvement in online learning, arguments
such as needing to maintain small class sizes or limited campus spaces no longer hold.

The universities that will have the greatest impact on the world will also be the
most inclusive and it cannot be limited to a few universities. In the United States, the
University Innovation Alliance is made up of universities as diverse as Georgia State to
Purdue. The 11 universities came together with a common goal of innovating within
their universities to significantly increase access to education among first generation
students from 27% to 30% by 2022. One of the Alliance members — Arizona State
University — has ranked as the most innovative university in the US by adopting metrics
that measure how many students they take in rather than how many they keep out. One
way they achieve this is by creating many pathways to entering and completing a degree
such as offering online freshman courses and accrediting online courses towards full
degrees. A recent example includes their recent collaboration with MIT, where students
who successfully complete MIT’s MicroMaster’s in Supply Chain Management, can
automatically receive credit and enrol in ASU’s Masters. These innovative online solu-
tions are encouraging and have the potential to be replicated by universities worldwide,
including in Europe and by all the universities represented here today.

Technology is not a panacea. Education solutions that simply transfer courses offered
face to face to online platforms, work for too few students to be worth any university’s
effort let alone have a large impact. Too many doomed-to-fail initiatives garner a great
deal of attention and financial support with a promise to deploy the latest technology
to deliver education to the most challenging contexts. These initiatives most often have
three strikes against them: they do not understand the needs of the populations they in-
tend to serve; they are too expensive; and they underestimate the commitment required
to make their efforts succeed. By contrast, initiatives that have succeeded are designed
around the needs of vulnerable populations. For example, rather than offer courses in
the main language of instruction (primarily English), universities that have local part-
ners understand that the most marginalized populations have limited access to English
language training. Rather than offer courses online only, they build them around sup-
port from local organizations that offer counselling and mentoring. And, rather than
end their commitment to students at graduation, they plan from the outset for how
their offerings are going to help them transition to sustainable livelihoods.

In summary, if universities are truly committed to the mission of educating the most
vulnerable, they redesign their education to meet their needs.

Second, universities must give higher education a higher purpose — the purpose of
making learning possible for everyone at all levels of education.

Many universities perceive the business of widening the pipeline to university educa-
tion to fall well outside of their jurisdiction. After all, K-12 education and adult edu-
cation are led by other institutions and often regulated by other levels of government.
Universities are especially reluctant to delve into the business of other levels of educa-
tion, if they view themselves as research institutions only rather than hubs of teaching
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and learning. But, if universities are committed to helping make education radically
more accessible, they will reconsider whom they see as their students.

Studies have shown time and again that preparing students for success in colleges and
careers must begin much earlier than the first year of university. To be truly inclusive,
universities must partner with schools to ensure that students are prepared from the ear-
liest age possible. Early counselling and mentoring programs can alter the trajectory of a
student by helping them make good choices and develop the skills they need to succeed
in university and beyond.

At the adult education level, universities are well positioned to offer up-skilling
courses such as MOOC:s. Early impact studies of MOOCs show that short online cours-
es and credentials have had the largest take up among adults who are educated and are
already in the workplace. They enrol in popular courses like coding and data analytics
as a way to get ahead in their careers or in anticipation of career changes. MOOCs need
to be rethought if they are to be more relevant to those who have not had access to an
education or are unemployed. MOOC:s alone are not a solution for reaching the most
vulnerable but they do express an important sentiment and that is university innovation
in making education more accessible does not have to be limited to transition to and
from university education.

Universities, especially when they work in alliances, have unparalleled resources of
talent and tools that could be used to solving the world’s education challenges. To date,
universities have not been tapped for the enormous potential they could offer in the
way of research and experimentation in delivering education for all, especially for the
most vulnerable. Universities must set themselves apart by not accepting the idea that
we have to wait more than one hundred years for the world to close the education gap
for all children. Universities and their partners can start by questioning why we do not
see similar levels of intense research, resourcing and innovation in education as we see
in other sectors.

Early childhood education is an area where universities can play a bigger role. Science
shows that early childhood education can completely rewire a child’s brain, setting them up
for a lifetime of successful learning and good mental health. Yet, access to early childhood
education is unequal for low-income children everywhere. And, in low-income countries
only 1 in 5 children are lucky enough to have access to some form of early childhood edu-
cation [4]. The scale and magnitude of the early childhood education challenge has never
been met with the necessary level of commitment by universities or otherwise. Investment
in early childhood research and programming is very low the world over.

Universities can change the future of every child in a reasonable amount of time, if
they commit the same level of enthusiasm and resources they have made available to
other sectors such as health. After all, it was not long ago when we could not imagine
the progress universities have made in stem cell research and 3D printing of organs.
Why should we not imagine that universities could not help every young child access an
education or that we could close the 100-year education gap much faster than current
projections?
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Universities should not stop at seeing themselves as institutions limited to helping
more students transition into and out of university successfully but begin to see them-
selves as the best hope the world has to develop new education solutions. As institutions
that have helped alter the course of society for the better so often in the past, we need
universities to lead the way in changing the current course of education. It is time to
expand the mission of universities from educating the few to educating everyone, in-
cluding those who are most vulnerable.

There are university presidents who were refugees, heads of global institutions who
were children of economic migrants, and women in political office who were born in
countries where girls have no rights. Every child under 6, every girl child, every refugee
youth, every economic migrant, every woman deserves the same chance at success. And,
universities can make it possible, if they truly harnessed their power for the purpose of
educating vulnerable people.
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Academic freedom in the European Higher Education Area:
crisis or celebration?

Liviu Matei
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Abstract: This paper addresses briefly three topics: (1) the achievements of the European Higher
Education Area (EHEA and its sui generis, unprecedented nature); (2) the need to recognize the
people who made these achievements possible; (3) what can be considered as the single biggest
failure of the Bologna Process thus far, namely the crisis of academic freedom in Europe.

Keywords: crisis of academic freedom; European Higher Education Area; university autonomy.

1. The Bologna Process turns twenty: failures and reasons to worry, but
remarkable achievements as well

Whatever the shortcomings of the Bologna Process, and there are many [1], we have
a lot to celebrate as we mark its 20" anniversary in 2019. I would like to propose that
the achievements of the Bologna Process include: the design and implementation
of a new structure of degree programs in Europe; the emergence of new, European
models of master and doctoral education, and the extraordinary expansion of master
education in Europe; the emergence of a European model of quality assurance; new
principles and tools in higher education policy and management; some new devel-
opments in higher education pedagogy; the emergence and assertion of a European
model of university autonomy; the unprecedented intra-European mobility, etc. The
most important achievement, however, for me, is the creation of a common European
space for dialogue and action in higher education. This space includes nowadays 48
European countries — basically all countries of the continent. In terms of political
geography of higher education, this is unprecedented. The EHEA brings together
an entire continent, in spite of numerous and momentous national differences; it is
a mosaic of different languages, economic systems, political regimes and educational
traditions. The EHEA is not only a nominal transnational common space for higher
education; it has a real substance, in spite of the variable geometry in the implementa-
tion of the commonly agreed upon principles, models and concrete reform measures
of the Bologna Process. Moreover, the reforms, innovations and transformations made
possible by the Bologna Process are sometimes of spectacular magnitude, such as those
mentioned in this section.
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2. The “Bologna soldiers”

Many European organizations, but also anonymous individuals — students, academics,
administrators and policy makers — have made a contribution to the vast changes of
the last 20 years in the European higher education stimulated by or generated directly
within the Bologna Process. These are the people I like to call the “Bologna soldiers”. 1
am one of them myself. 2019 should be their celebration. I find it important to evoke
them because they are never acknowledged. In fairness, history is ungrateful not only
with the foot soldiers in higher education, who remain always anonymous, but also with
the leaders and groundbreakers, who most often remain anonymous as well. We rarely
know where major initiatives, which have changed the face of higher education if not
the world, originate. Who had the idea of the GI bill in the US in 1944, which opened
the door to the massification of higher education? Who exactly in 1999-2000 had the
idea of the European strategy for a knowledge society, and, as part of this, of a European
Research Area? Who invented the Erasmus program, one of the most remarkable epi-
sodes in the history of higher education worldwide? Very few know, and no particular
individual gets recognition for it. For the case of the Bologna Process, not only the gen-
eral public, but even most of the people who have studied or worked in universities in
the EHEA in the last 20 years and whose life have been dramatically impacted by this
Process don't know who devised it or any of its major distinct components and constitu-
tive initiatives.

3. The crisis of academic freedom in Europe

University autonomy and academic freedom are matters of global relevance. They are
universal values in higher education. They are also challenged everywhere; they are global
challenges nowadays [2]. And yet, as policy concepts and practical facets of governance
in higher education, they acquire specificities that have to do with particular contexts.
It is with this observation in mind that I would like to argue that we, in Europe, or the
EHEA, are facing a crisis of academic freedom presently and that we have to take owner-
ship of this European crisis.

The situation of academic freedom is in many respects different in Europe compared
to other regions of the planet, which are not without challenges either. There is also
significant variation within Europe itself. There are, in particular, national differences
having to do with traditions, legislation and regulations, and also with the nature of the
current political regimes in each European country.

Why talk about a crisis of academic freedom after having just cited reasons
for celebration and some very significant, even breath-taking achievements in the
EHEA? Is this assertion about a European crisis of academic freedom justified?
What is the nature of this crisis? Is there a way out? Is there a European solution to
a European crisis? Should any solution to the crisis of academic freedom in Europe

22



Academic freedom in the European Higher Education Area: crisis or celebration?

be based, instead, on a global-universal perspective? Or, perhaps, rather on national
efforts and regulations?

I would like to argue that there are two main dimensions of the crisis of academic
freedom in Europe. One is intellectual in nature, or conceptual: we lack a clear concept
of academic freedom in Europe, a definition or conceptual articulation that would have
academic, legal, regulatory or policy relevance. We have a common European higher ed-
ucation area, but no explicit common conceptual reference in it for academic freedom.

The second dimension of the crisis of academic freedom is empiric: academic free-
dom is under attack in many EHEA countries. It is challenged, even threatened. This is
a recent development, in part the result of a changing political climate, with new ideolo-
gies and public policy narratives that undervalue liberty and freedoms more generally,
including the freedom of science and higher learning. A new political epistemology is
spreading in Europe. In the thinking and action of powerful political forces the last few
years have marked the corrosion of the centrality of policy concepts supportive of uni-
versity autonomy and academic freedom, such as knowledge society, democratisation,
Europeanisation or social inclusion. This new political epistemology is not supportive of
higher education in general and may simply not tolerate academic freedom [3].

The most severe situation in the EU is in Hungary. In 2010, the Hungarian
Constitution was amended, the principle of academic freedom was abolished and sub-
stituted with the principle of government control. Since 2017, my institution, Central
European University (CEU), has been subject to repeated attacks from the regime in-
stituted by Viktor Orban. As a consequence of these attacks, CEU will be forced to go
in exile to another country from September 2019. This too, forcing a university out of
a country, is an unprecedented, unexpected and unbelievable development in an EU
member state in the 21 century. It is not a good development, obviously, but rather a
brutal example of infringement of academic freedom in Europe and of the failures of the
Bologna Process. The other Hungarian universities, while remaining open for business
in Hungary, are subject to a degree of control from the government that is reminiscent
of the totalitarian regimes of the 20" century. More recently, the government decided to
disband the network of research institutes of the Hungarian Academy of Sciences, the
most prestigious research institution in the country.

There are many cases of infringement of academic freedom in Europe. This is not a
Hungarian disease only. Some are well-known, other less so, some quite extreme, other
rather insidious. The severe restrictions, even repression, of academic freedom in Turkey
are public knowledge. The government has closed down entire institutions, fired faculty
and staff, and sent academics and students to jail by the thousands in the wake of the
coup of 2016. Turkey is not a member of the EU, but it is a European country and an
important member of the EHEA.

Of course, the situation is not identical or equally bad in all EU and EHEA coun-
tries. But there are worrying signs elsewhere too, including in Western Europe. In 2017,
for example, a member of the UK parliament from the main governing party sent a
letter to all vice-chancellors asking that they submit to his office the names of any aca-
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demics who teach European affairs-related subjects, Brexit in particular, and all teaching
materials, paper-based or online used by these academics. This incident represents a sig-
nificant attempt at intimidation and restriction of academic freedom. It generated a lot
of emotion in the UK. At a conference I attended two years ago, a senior policy maker
from another Western European country stated that academic freedom is a concept of
the past, a privilege for a small elite, and therefore in no need to be protected or perpetu-
ated. He said that we should simply stop talking about academic freedom, which is not
a value or principle that makes any sense today. In Italy, just recently, an Italian politi-
cian tried to impose that a particular book, based on serious research, be removed from
the list of readings for a particular course at the at the Universita di Bologna because it
dealt with the political organization of this particular politician. This too is an attempt
at restricting academic freedom. Gender studies degree programs are banned through
national regulations and acts or university-level administrative measures in at least two
EHEA countries.

In Europe, we have developed a model of university autonomy, embedded in the
EUA Autonomy Scorecard. This Scorecard is supposed to be only a monitoring tool.
However, the “tool” is in reality also a conceptual model of university autonomy, and
as such highly influential on our continent and worldwide [4]. This model of autonomy
does not mention academic freedom at all, not even as a phrase, and there is not similar
European model for academic freedom. This is another illustration, I would like to ar-
gue, of the crisis of academic freedom in Europe: we have a model, a common reference
for autonomy, but not for academic freedom.

These examples are not isolated, nor exactly random either. They belong to a trend;
they are symptoms of a deeper illness. A lot more can be mentioned, unfortunately,
even though there is no systematic monitoring of academic freedom in the EHEA. Are
examples like these, however, sufficient to support the assertion about the existence of
a crisis of academic freedom in Europe? This can be debated. I believe that the list of
recent incidents involving infringements of academic freedom is sufficient to make us
worry. Moreover, carefully analysed, it does prove the point about a real-life crisis of
academic freedom. This crisis has as its main source the changing political epistemolo-
gies, public policy and political narratives in Europe, that is, a source from outside the
higher education sector itself. It is equally important, however, to note that the crisis
of academic freedom in Europe is also a result of internal evolutions within the higher
education sector itself and also specifically within the Bologna Process. It is true that we
have witnessed unprecedented developments in higher education in Europe since the
signing of the Bologna Declaration in 1999. Unfortunately, academic freedom can-
not be counted among the achievements. It has been systematically neglected in the
Bologna Process, until recently. For almost 20 years, we have taken academic freedom
for granted. Save for a few brave but isolated attempts, we have not even talked much
about it, let alone make it a core part of the intellectual and policy reflection in higher
education. Academic freedom is an underdeveloped and undervalued concept in the
EHEA. There is no European definition, conceptual reference or model for academic
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freedom. This makes it difficult to monitor academic freedom, to develop, promote and
evaluate policies and practices for which academic freedom is or should be relevant.

Let me illustrate this with one last example: to its credit, the European Commission
tried to address the worrying evolutions in Hungary. The Commission sued Hungary
over the new legislation that was meant to shut down CEU in 2017. In the original
submission to the European Court of Justice, a direct allegation of infringement of aca-
demic freedom was made by the Commission. The Hungarian government contested
the existence of a European legal ground to make the case for academic freedom. In
response, and implicitly acknowledging that there is no, or no clear, actual or useful
European reference, the Commission changed the head of charge and the case is becom-
ing currently about the right of establishment and delivery of commercial services!

This grim situation that I am describing in Europe has, however, a silver lining.
Last year, the ministers responsible for higher education of the EHEA countries agreed
to bring university autonomy, academic freedom and integrity to the forefront of the
Bologna policy dialogue for the first time. A sentence to this effect was inscribed in
the 2018 Paris Ministerial Communiqué. This is a potentially major breakthrough.
Subsequently, an expert group was appointed, tasked with developing an initial proposal
for an EHEA reference for academic freedom to be considered soon by the ministers,
along with possible mechanisms for monitoring and protection. It seems that the work
has started, seriously, towards a European solution to the European crisis of academic
freedom. Of course, this work is not done yet and as in the case with other worthy
Bologna initiatives, it may lead to a dead end. I am confident that will not be the case,
I am optimistic about the result.
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Restrictions on academic freedom come in many shapes and forms. Sometimes they
are crude and obvious; sometimes they are soft and subtle. When the Khmer Rouge
took power in Cambodia in 1975, as part of their brutal “year zero” campaign,
they suspended all academic activities, destroyed school buildings and libraries, and
killed thousands of professors, teachers and students. This complete wipe-out of
the academic sector is one end of a very broad spectrum of restrictions on academic
freedom. Closer to the other end of the spectrum, we would find the conflicts of
interest that may arise from corporate influence over universities — when they turn
to private money to sustain their operations. For example, in Cologne, Germany,
a pharmaceutical company finances graduate programs on medical research, which
has raised suspicions about the company’s interference in research and teaching
contents. Those two scenarios — the abolition of everything deemed ‘intellectual’
and the subtle influence of corporate money — may seem hard to compare with one
another. But this is precisely what my colleagues, Katrin Kinzelbach, Ilyas Saliba,
and I are trying to achieve by creating a comparative global index of academic free-
dom. The attempt to do justice to the nuances between such disparate scenarios as
Cambodia in the 1970s and Germany today is one of five key challenges in devis-
ing such a measurement. Before turning to these five challenges and how we are
addressing them, let’s first consider why such a global measurement is so needed in
the first place.
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Academic Excellence vs. Academic Freedom

You might say we have several well-established university rankings: the Times Higher
Education ranking, the QS World Rankings, the Shanghai ranking, for example. They
rate universities across the world for their excellence in research and teaching — why do
we need a separate measurement of academic freedom? Apart from the widely known
methodological shortcomings and biases of these rankings, the key problem is that aca-
demic freedom is distinct from academic excellence. Think of Nazi Germany when insti-
tutions of higher education were under tight control by the government. Nevertheless,
they produced several Nobel laureates in the 1930s and 40s. Similarly, the limited sci-
entific autonomy and intellectual freedom in the Soviet Union did not prevent their
pioneering of space exploration in the 1950s. And in more recent times, we see rapid
technological progress coming from an increasingly authoritarian China. In fact, a lot
of staggering scientific research and innovation has resulted from extreme government
pressure — in particular to gain the upper hand over enemy technology in times of war.

The fact that university rankings measure academic excellence but not freedom has
two consequences: First, it means that universities in countries that extensively violate
academic freedom do not experience negative effects to their international reputation as
a consequence. In a way, these rankings make it not only tolerable but — at times — even
rewarding to repress the freedom of scholars and students. Such reverse incentive struc-
tures should be of great concern to the international academic community. And indeed,
the fact that the Bologna process has taken up this issue proves that there is an increased
awareness and sense of responsibility around this issue. Second, the total lack of compa-
rable data on academic freedom prevents us as researchers and practitioners from study-
ing these phenomena in more depth. Indeed, not only university rankings have failed
to take up this issue — even existing democracy or human rights indices are so far not
collecting data on academic freedom in any meaningful way. Having such data would
go such a long way towards improving our knowledge of the state of academic freedom
across the world — a knowledge that is still very limited today. A global measurement
on academic freedom is thus very much needed today. In fall 2017 my colleagues and I
convened an expert conference in Germany to discuss possible strategies forward. Since
then, after continuous work on the subject, we formally started a pilot project earlier
this year. The project’s goal is to develop a methodology and to collect initial data. This
endeavour faces several challenges:

The Challenge of Defining Academic Freedom
First of all, there is no legally binding international definition of “academic freedom”.
There is not even an authoritative definition that is widely agreed upon. Furthermore,

the concept in its positive form is very elusive. By positive form, I mean the freedom 7o
do — the freedom of academics to carry out their work in a self-determined way: How
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can one measure freedom? So, inspired by existing measures of other freedoms and
rights, we decided to look at academic freedom in its zegative form, meaning the free-
dom from interference. Strictly speaking, we are not measuring academic freedom, but
rather the degree to which there are infringements of academic freedom. What exactly are
we looking at then? While there is no clear definition, there are a number of elements
that are generally accepted as being part of or closely linked to academic freedom. The
freedom to research and teach is one of them. Are scholars free to determine their own
research agenda and their teaching curricula? The exchange with other academics in the
research process, uncensored access to research material, and the publication of find-
ings within academia and for the wider public, are other key ingredients of academic
freedom. Many studies also emphasize the aspect of institutional autonomy, which can
be regarded as a necessary precondition of academic freedom: Are universities exercising
autonomy over their internal governance, including budgeting, hiring, student admis-
sions, and so on? A further precondition of academic freedom that we found important
to include is what we call ‘campus integrity’. What we mean by that is the absence of
a climate of intimidation through securitization, targeted physical threats or oppressive
surveillance on campus. In sum, without committing ourselves to a particular definition
of academic freedom, we have set out to measure the extent to which these different ele-
ments are restricted or not.

The Data Challenge

The second measurement challenge relates to the fact that no data source exists on these
issues that cover countries across the world. There are several methods that have been
applied to gather data in some geographical areas — mostly in Europe. These include self-
reporting mechanisms like the EUA’s Autonomy Scorecard, surveys among academics or
students, or legal analyses of countries’ protection of academic freedom. However, if we
were to widen the scope of these studies to a global level, or even a wider European level,
we would encounter a number of problems. In repressive countries, the discrepancies
between the de jure and the de facto situation are often substantial, so that a purely legal
analysis risks capturing a very misleading picture. Just because a constitution stipulates
that academic freedom is protected doesn’t mean that scholars aren’t intimidated in prac-
tice. Surveys among academics and students can give a good impression of their situa-
tion and opinions in an open country context. But as researchers who have worked ex-
tensively on repressive countries, we know that manipulation and self-censorship would
very likely distort both the selection of participants and the survey results. Furthermore,
conducting surveys in repressive countries always raises serious ethical questions, as even
a survey request might put people at unforeseeable risk. Lastly, self-reporting can only
meaningfully be applied to relatively factual questions, and even these can easily be
manipulated if done in bad faith. A fourth method that has been applied globally is the

collection of so-called events data. That means that incidents of repressive events against
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scholars or students are documented, as done by Scholars at Risk in their Academic
Freedom Monitor. However, from the literature on conflict data and my own experience
with human rights case data, we know that events data have critical limitations. They
typically capture only the tip of the iceberg. For this reason, they are also unfit to paint
a representative and comprehensive picture of global restrictions on academic freedom.
This is not to say that all of these methods are useless in a global context, quite to the
contrary. Legal analyses, for example, can be extremely useful in furthering our under-
standing of the de jure situation of universities across the world. And events data, even
if incomplete and selective, can be of great illustrative value, and indicative of academic
communities that are particularly under attack.

However, for a global measurement design, we needed a different approach. After
much deliberation, we found that the most promising approach was to rely on expert
assessments. Expert surveys have been used for many years in political science endeav-
ours. In its most condensed form it can deliver a numerical country score that indicates
how well the country is doing. One of the clear advantages of assessments by country
experts is that they are able to incorporate in-depth analyses. It is important to em-
phasize, though, that expert assessments have their own methodological shortcomings.
An important challenge is the dependency on the expertise and integrity of all the ex-
perts involved. A second problem is to ensure the comparability of the data, as different
experts might interpret measurement standards differently. Lastly, expert assessments,
especially if done well, are relatively expensive and logistically demanding. I will come
back to these issues below.

Comparing the Apparently Incomparable

The third challenge is the one that I started with: how to devise a comparative mea-
surement between situations that seem so utterly incomparable — between the Khmer
Rouge’s “year zero” approach and Bayer’s funding of graduate programs? First, I want to
make clear that in comparative measurements, there is an inherent tension between the
level of comparability and the level of complexity that can be achieved. In other words:
We need to simplify in order to compare. This is always unsatisfactory, because simplify-
ing means losing information, variation, context. So comparative measurements are a
lot about striking the right balance between information loss and comparability. This is
particularly true when it comes to quantitative measurements in the form of scores or
rankings. Their distinct strength is the ease of comparison between countries. However,
without the necessary level of complexity, these scores are relatively meaningless and do
not actually bring us closer to understanding the underlying issue.

We approach this dilemma in two ways: Firstly, it is very helpful to understand aca-
demic freedom as a composite concept that consists of several distinct elements like the
ones | mentioned earlier. Different country cases show us that restrictions on academic
freedom not only vary widely in severity of infringements. Repressive actors also em-
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ploy a very diverse mix of methods of interference. Scholars might have the freedom to
determine what they want to research, but they could be strongly limited in what they
can or cannot communicate to the public. Universities might enjoy complete autonomy
from the state, while their scholars are influenced by corporate money on what they
teach their students. On a basic level, by breaking the measurement of academic free-
dom down into different elements and measuring them separately from each other, we
can depict some of the complexity of restrictions on the academic sector. In addition,
when asking experts to assess these different aspects, they not only determine whether
the situation is good or bad, but they evaluate the given situation using a scale that has
several levels: ranging from very severe restrictions to the absence of restrictions. Taken
together, the different dimensions and scaling levels thus allow us to capture a relatively
broad variety of scenarios.

However, as handy as quantitative scores might be when comparing countries, we do
not rely exclusively on the quantitative approach in our pilot project, but will comple-
ment it by qualitative case studies. Here, too, we are developing a research protocol that
seeks to establish some level of comparability between the studies. But through the use
of a narrative approach, these studies will of course allow for a much greater degree of
complexity, detail and historic context. In the long run, ideally, we would have historic
and recent country-year scores at a global level as well as a growing number of case stud-
ies on individual countries. These two methods are mutually beneficial. For example, the
quantitative scores will allow researchers to detect recurring or unusual patterns, which
can then be further explored in case studies. As for the practical use of these tools: those
who represent universities or ministries which are committed to the cause of academic
freedom could use this quantitative tool to identify countries with problematic track
records of infringements. If such an institution seeks to collaborate with partners in
one of these countries, they could refer to the case study for further detail, to help them
assess risks, inform their strategy, and develop appropriate measures for cooperation
agreements.

Dealing with Within-Country Variations of Academic Infringements

Furthermore, there can be a lot of variation in the degree and type of infringements on
academic freedom within a country itself — be it between different institutions or be-
tween subject areas. These within-country variations represent the fourth key challenge
of measuring academic freedom on a global scale. The variation between subject areas
is indeed a crucial part of academic freedom infringements. Looking at examples of
authoritarian governments, the social sciences are typically under stricter control by the
state. In contrast, natural sciences are more easily exposed to the influence of corporate
money. We firmly believe it is important to assess the integrity of the academic commu-
nity as a whole, and that it would be dangerous to excuse or relativize the infringements
on some subjects by the freedom of others. At the same time, the quality of restrictions

31



Janika Spannagel

on the academic sector as a whole is different depending on whether only some or all
disciplines are targeted. For these reasons, we include the scope of interference across
disciplines as part of our measurement. Measuring the variation on a subnational or
university level, on the other hand, is unfortunately not realistic within the scope of our
pilot project, especially if we want to reach global coverage. At this stage of the meth-
odological design, we focus on the country level and ask experts to generalize across
universities. By doing so, we can at least find out what the prevailing practices and re-
strictions are. I should add, though, that the qualitative case studies allow us to account
for variations at the subnational level in more detail.

From Design to Data: Implementing the Measurement

The question of what is realistically possible brings me to the fifth and last challenge of
designing a global measurement: Namely, the data collection has to be practical and fea-
sible, both within the context of our pilot project, and for the measurement to continue
in the future. I mentioned earlier that expert assessments are expensive and logistically
demanding. At the Global Public Policy Institute, where our project is based, we have
the methodological and substantial expertise to design the questions for an expert sur-
vey; and we have a network of committed experts and practitioners who are advising us
in this process. But what we do not have is the necessary infrastructure to carry out a
global expert survey in a sound and credible way. For this reason, we decided to collabo-
rate with V-Dem (Varieties of Democracy), a well-established democracy measurement
project based at the University of Gothenburg in Sweden. At V-Dem, they have the
necessary infrastructure for and experience in carrying out such a survey. This includes a
broad network of experts across the world; a statistical approach that helps to cross-ver-
ify ratings and to reduce biases in the results; and transparency and public accessibility
of all the collected data. We are currently at the stage of finalizing our partnership with
V-Dem. If all goes well, we will have global data on five questions relating to academic
freedom by spring 2020. The ratings will be available on a country-year basis reaching
back to the early 20th century. With this data, we — and others — will be able to develop
a comprehensive picture of the global state of academic freedom and explore some more
complex research questions around the topic. In addition, as previously mentioned, we
are preparing a methodology to carry out complementary case studies. This methodol-
ogy will be tested and refined with a handful of pilot countries, and the results presented
within a year from now.

Beyond the Data

This brings me to my last point: the synergies that I see between our measurement proj-
ect and current political efforts around the issue of academic freedom, in particular the
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Bologna monitoring endeavour. In their Paris Communiqué last year, the ministers of
the European Higher Education Area (EHEA) made a strong commitment to protect
and promote academic freedom in their higher education spaces. This commitment and
the envisaged monitoring effort are a very timely endeavour. It rightly puts the issue of
academic freedom on the political agenda — even if it focuses on the European Higher
Education Area, it will have a signalling effect not only to countries in this area, but also
to the rest of the world.

The success of university excellence rankings shows that the higher education sector
is very reputation-sensitive. I strongly believe that collectively we can contribute to a
shift in reputation criteria; a shift to a situation where academic freedom constitutes a
necessary building block of universities’ reputation. This can only be done by systemati-
cally monitoring restrictions on academic freedom, by exposing unacceptable practices,
and by increasing the overall knowledge around the state of academic freedom in the
world. Our quantitative data, as well as our case study methodology, will be available
within the timeframe when the Bologna Follow-up Group is devising a possible moni-
toring mechanism. I am convinced that the data we collect on European countries could
very usefully feed into this effort.

I want to emphasize that the current Bologna process is a unique opportunity to cre-
ate a monitoring structure that is embedded in an existing institutional — and, of course,
also political — process. The key advantage of this embeddedness is that we can set up an
incentive structure for countries and universities to better protect academic freedom. I
believe, however, that the data collection itself should not be placed under the control
of EHEA member states. Rather, it should be carried out by academic institutions that
can ensure that academic standards are upheld in the process.

There is not one ideal method to evaluate academic freedom and there are a num-
ber of limitations to our measurements. We excluded possible data sources due to the
methodological problems attached to them at a global, and already at a wider European
level. But we also deliberately decided to focus on a type of data that can bring some-
thing new to the table: New data that can be used in combination with all other types
of data wherever available. New data that strike a reasonable compromise between levels
of abstraction and worldwide coverage. New data that allow us to look at restrictions of
academic freedom as a global phenomenon that requires global action.

I personally believe that establishing a global comparative measurement of academic
freedom will be a great and very important achievement. But data alone will not im-
prove academic freedom. A global measurement tool is only one step, and the new data
will tell us just how much work there remains to be done.
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The human condition is making choices and judgments. We are confronted with prob-
lems, examine them, and then decide what to think and what to do. We do this every
day in our work, but also as citizens and individuals. How well we make those choices
and judgments determines the quality of our communities and our lives. Since all edu-
cation should prepare students to live well, both as individuals and in societies, it follows
that one thing education, including higher education, should teach students is how to
make choices and judgments in a good way.

This means that, in order to determine how higher education should be shaped, one
must consider how choices and judgments are made, and what it means to make them
well. While there are many ways of making judgments, two important mechanisms are
determinate judgment and reflective judgment.

Determinate and Reflective Judgment

Determinate judgment is the judgment of experts. It solves problems by asking what a
particular set of rules, or system of thought, says about the issue under consideration.
The quintessential example of this is the work of judges in a criminal law system. Judges
apply the law, by determining what crime a defendant has committed, following the def-
initions of various crimes established in the criminal code. Once they have determined
this, they follow the rules set out by the law concerning what the appropriate penalty for
that crime would be. However, this kind of judgment happens in many other contexts
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as well; whenever problems are solved by the application of existing rules or standards
determinate judgments are made.

Reflective judgments, on the other hand, are not made by asking what the rules say
about a particular case, but rather by asking which of many rules that one could apply
to a given situation should be used. There are many problems in which different rules
could be used, and there is no agreement as to which one should be applied. Each set
of rules gives a different solution, and these are better in some ways but worse in others.
Some people benefit more from one answer than others do, and different groups are
disadvantaged by different solutions to different extents. Hence it is of no use to merely
be able to determine what a certain rule says about a problem, as the question whether
that rule is the one to use is precisely what is at stake.

The Importance of Reflective Judgment

Being able to solve such so-called complex or wicked problems through reflective judg-
ment will be particularly important in the future. For one thing, the major challenges
of the 21* century are problems that cannot be resolved simply by the application of
existing rules or systems of thought. These include preventing environmental change,
dealing with social inequality, or pacifying long-standing international conflicts.

Moreover, being able to make reflective judgments well will be of particular eco-
nomic importance in the context of the rise of artificial intelligence. Computers are
designed to apply algorithms to a wide variety of cases based on large amounts of data,
and hence they are very capable of making determinate judgments. As a result, many
occupations that primarily consist of making determinate judgments will cease to exist,
because this work will be taken over by computers. However, occupations which con-
sist largely of making reflective judgments cannot be automated because computers are
fundamentally incapable of making these kinds of judgments. After all, computers can
merely execute pre-determined programs and carry out instructions that human being
have issued. These will be the jobs of the future.

One might also add that being able to make reflective judgements is an important
aspect of being a citizen in a democratic society. The idea of democracy is that citizens
consider different solutions to, or at least different visions about, social problems, and
then decide what they feel is the best solution. All these perspectives are then exchanged
and aggregated, through debate and voting, to come to some collective decision. This is
a process of reflective judgment. Democracy cannot survive if all citizens do is ask what
an external system of rules says about a social issue and act accordingly. That may be
appropriate in an authoritarian regime, but a true democracy requires people to make
up their own minds.

However, despite the importance of teaching students how to make reflective judg-
ments, much of higher education is fundamentally concerned with teaching students
how to make determinate judgments. Especially in teacher-centred pedagogies, the
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model seems to be that teachers are the experts, who know what the rules say and how
one can classify cases into the categories they create to determine what those rules say
about them. The goal of education seems to be to transfer this knowledge to students, so
that they learn what the experts already know. Traditional lectures make perfect sense as
a didactical tool in this vision, because they are an efficient way of conveying this kind of
knowledge. Similarly, it is appropriate to not give students the possibility of composing
their own curriculum. Rather, teachers are best placed to decide on the correct sequence
and content of instruction. When it comes to assessment, the goal is to determine how
well students have internalized the rules and can apply them to the kinds of problems
they are likely to encounter. This can be tested through multiple-choice exams or closed
questions, which pose a problem and ask what the correct solution is. While this is, in
some ways, a caricature of much higher education and many universities have aban-
doned this model, it is exemplary of a teacher-centred approach to education.

This focus on teaching determinate judgment through a teacher-centred model of
education, which still seems to be present in much of European higher education, is
ill-suited for teaching students how to make reflective judgments. As this will become
increasingly important in the future, a different approach is required. This approach
must be much more student-centred, because this is a much better way of learning
how to make such judgments. To see this, one must consider how one makes reflective
judgments.

Making Reflective Judgments through Student-Centred Education

By its very nature, making reflective judgments cannot be understood as a mechanical
process. Nevertheless, one can identify certain phases. Firstly, one must consider what
rules or systems of thought can be applied to a particular problem. This requires one to
apply different perspectives to it. For this reason, determinate judgement still has a place
in making reflective judgments. However, one must go further, initially by considering
the effects of each of the possible solutions on different aspects of the situation and on
different groups of people. This gives one a sense of the different consequences one must
accept if one chooses a particular solution, and the trade-offs involved. Then, and this is
the most difficult part, one has to decide what to do. In doing so, one must formulate
reasons that one finds persuasive, and that one can explain to those affected. That means
that reflective judgment is ultimately a matter of values. Indeed, that is why computers
are fundamentally incapable of making reflective judgments; they have no values except
for the ones those who program them give them.

Education can help students learn how to do this in a number of ways. In order to
do so, it must expose students to different disciplines and ways of looking at problems.
It must also make them aware of how different interventions affect different groups in
society. But above all, it must help students discover their values, and teach them how
to articulate and communicate those values to others. The best way of doing this is to
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let them deal with complex or wicked problems during their education, providing them
with the disciplinary resources they need to consider what different ways of looking at
various problems exist, but also giving them an opportunity to discover their values. For
while one can only make reflective judgments based on one’s values, one discovers one’s
values by making reflective judgments. One must make a decision and reflect on why
one feels that is an appropriate conclusion, considering what values might animate that
conclusion and what that says about what one finds important. That makes learning
how to make reflective judgment a matter of experience, but also of self-discovery.

These goals cannot be accomplished through a teacher-centred approach to educa-
tion; a student-centred approach is better suited to allowing students to develop the
ability to make reflective judgments. The central idea behind such an approach is that
students should have the freedom to ask and answer complex questions, and thereby
learn how to apply different systems of thought to different problems, thus developing a
value system that will enable them to deal with these kinds of problems. This means that
students should have ownership of what they study and how they study it, but should
also be invited to develop their own perspective on what they study. This is an abstract
ideal. However, a recent development in European higher education can provide a mod-
el of how this educational ideal can be realized.

Liberal Arts Education and the Art of Reflective Judgment

Since the start of the Bologna process, Europe has seen the introduction of a significant
number of liberal arts programs. By some counts, there are over 80 programs of this
type, mainly in the Netherlands and the UK, but also in a range of other countries.
These programs typically cater to students in the first cycle of their higher education
and, while they differ in a number of respects, they usually share a number of features.
These features all contribute to a student-centred model of higher education, which
fosters students’ ability to make reflective judgments.

Firstly, they offer an interdisciplinary curriculum, in which students are exposed to
a range of different disciplines. In most cases, students are given considerable freedom
of choice in designing their course of studies, either through an open curriculum or
through a system of majors and minors. Students are expected to both develop them-
selves broadly and to develop expertise in a particular combination of disciplines or
topical issues. This T-shaped curriculum ensures that students learn to see what each
discipline can contribute to understanding particular problems. Every academic dis-
cipline is a particular system of thought, and it looks at questions in a specific way.
Studying only one discipline might make sense for learning determinate judgment,
but it is insufficient to learn how to make reflective judgments. Moreover, allowing
students to design their own curriculum and giving them freedom in what they study
requires them to consider, more carefully than most students do, what subjects they
feel they need for their further development. This is an example of those complex or
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wicked problems that require reflective judgment. Forcing student to think about it
gives them an opportunity to practice this kind of decision making and come to a
self-understanding of their values and goals.

Secondly, liberal arts programs typically have an active pedagogy. They mostly shun
large-scale lectures in favour of small-scale tutorials or seminars, in which students
take a much more active role. In such formats, students are asked to pursue ques-
tions, consider scientific sources, weigh evidence and draw conclusions concerning
the subjects they study. This makes these pedagogical formats conversations between
students, in which they are expected to present their perspective on the material and
questions under consideration, exchange their perspectives with others, weigh those
perspectives and come to well-justified conclusions. Teachers do not act as sources of
knowledge, but play much more of a coaching role. They engage in a Socratic dialogue
with the goal of challenging students to clarify their own thinking and face the com-
plex problems their studies raise.

Moreover, many liberal arts programs seek to enrol a diverse range of students. They
often promote themselves as international communities, consisting of students from
many different countries. These programs also try to attract students from all kinds of
social and economic backgrounds, through outreach activities and scholarships. They
do so because they believe that this creates a better educational environment. Students
learn as much from each other as they do from their teachers, and a diverse student body
exposes them to many different viewpoints. This is especially important in the context
of the active pedagogy discussed above. In a lecture-based education system, it does not
matter where students come from, as they are passive consumers of education. However,
if education is to be an active process in which different sides of issues and questions are
explored, it helps to have a diverse student body. Students from different backgrounds
will bring different perspectives and insights to the table, which all reveal something
about the issues under consideration.

All of this contributes to students’ ability to make reflective judgments. This type of
pedagogical approach forces them to consider different perspectives on problems, and
makes students realize the effects of different decisions on different people. These active
pedagogies require students to listen to the contributions their peers make, and present
their own opinions to others. The former asks them to understand the perspectives of
a range of other participants, ask clarifying questions, and consider why they came to
the conclusions that they did, giving students a sense of the effects of various answers
and solutions to problems on others. Moreover, they must present their own solutions
in such a way that others can understand and scrutinize them. This requires them to
reflect on and articulate their own values, as is required for making reflective judgments.

Thirdly, liberal arts programs assess students in a much more process-oriented way.
They typically prefer not to rely on closed questions and multiple-choice exams. Rather,
they ask students to write essays, give presentations and do their own, independent
research. Students usually receive extensive feedback, and are welcome to engage in fur-
ther discussions concerning their work with their teachers. This approach to assessment
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is only logical. While one can assess the extent to which one is able to make determinate
judgments correctly by posing a problem and looking at the answer students provide,
the quality of reflective judgment cannot be measured in this way. How well one makes
such a judgment depends on the number of perspectives one has considered, how care-
fully one has taken the consequences of different answers into account, and how clearly
and consistently one has articulated the reasons and values that led to the conclusion
one has reached. It makes assessing reflective judgment a matter of assessing a process,
and it requires one to examine how that process unfolded. Closed questions and multi-
ple-choice exams do not allow for this. Essays, presentations and the like allow teachers
a much better insight into how students come to their conclusions.

Conclusion

For all its limitations, the idea that education is only real if it involves experts trans-
ferring knowledge and teaching students how to apply rules or systems of thought to
particular cases is persistent. It still informs a lot of thinking about higher education, if
only implicitly. However, the increasing need for individuals who can make reflective
judgments will require that the teacher-centred approach that a focus on determinate
judgment often generates be replaced by a more student-centred way of learning. Liberal
arts programs can provide examples of how this can be done. While they remain a niche
in the European higher education landscape, many of their features, such as freedom of
choice, more active pedagogies, and more process-oriented forms of assessment, can be
implemented in a wide range of contexts. In this way, European higher education can
make good on the promise of the Bologna process: to create an education area that pre-
pares future generations for realizing a society that does justice to a fundamental aspect
of the human condition, i.e. choosing well.
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Introduction

This keynote begins with good news. The EHEA policies on student-centred learn-
ing and teaching (SCLT) capture the essential elements of SCLT environments recom-
mended by scholarship. First, SCLT is firmly linked to the learning outcomes, including
the competences needed in changing labour markets and the competences for active
and responsible citizenship in democratic societies. Second, EHEA policies mention
the importance of effective support and guidance structures for SCLT, including pro-
fessional development opportunities for higher education teachers. Third, since Paris
Communique (2018), SCLT is also linked to flexible learning pathways in the context of
lifelong learning. Fourth, the European Standards and Guidelines for Quality Assurance
in the EHEA include several standards specifically addressing student-centered learning,
teaching and assessment, in particular Standard 1.3 stating that “[i]nstitutions should en-
sure that the programmes are delivered in a way that encourages students to take an active role
in creating the learning process, and that the assessment of students reflects this approach.”
(ESG, 2015, 1.3), as well as the related standards on learning resources and student sup-
port (ESG, 2015, 1.6), and teaching staff (ESG, 2015, 1.5). Finally, the EU’s renewed
modernization agenda highlights the importance of work-based learning and activities
involving real-world problems, as well as the role of technology in enabling the flexible
and individualized learning pathways.

The problem with the existing policies is, however, as European University
Association (EUA) researchers Gover and Loukkala (2018, p. 24 cited in Dakovic and
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Zhang, forthcoming, p. 9) point out, that “across institutions and countries, there is still
a lack of formalized definition or common approach to SCL” and “there is no common
understanding of what features or indicators would demonstrate the presence of SCL at
institutions, even when institutions do implement SCL, and internal policies are explicit
on the need for SCL.”[1] Similarly, European Students’ Union (ESU) researchers sug-
gest that studies conducted by ESU show that “the implementation of SCL in practice
is lacking” (Susnjar and Hovhannisyan, forthcoming, p. 2) [2]. In short, a visible shift to
SCLT in EHEA has been hampered by the fragmented mention of SCLT across EHEA
policies and instruments, the lack of an overarching EHEA policy framework for SCLT
along with the ambiguities in the definition of SCL, its key elements and the indicators
to demonstrate presence of SCLT in an institution (Klemenci¢, 2017) [3].

In the present situation, any higher education institution can rather easily comply
with the EHEA/ESG guidelines on SCLT by showing evidence of some SCLT prac-
tices in selected courses, some academic advising, some flexible learning pathways, some
internal policies demonstrating intention to implement SCL, etc. However, in most
institutions we have not witnessed a general shift to SCLT environments. Often SCLT
is merely a catchphrase in the course design documents or the study program self-eval-
uation reports or a reference merely to the teaching method (McKenna and Quinn,
forthcoming)[4] rather than a comprehensive framework and indeed a culture permeat-
ing all educational processes at the higher education institution.

This keynote argues that for institutions to make such a “paradigm shift” to SCLT
the institution has to develop an overarching framework, indeed a student-centered
learning and teaching ecosystem (SCLTE) as an interactive system of multiple key
elements centered around the study programs and their courses in which the student-
centered instructional practices are designed for the purpose of activating and deepening
learning towards the expected learning outcomes (see Figure 1 below). Such ecosystem
will follow the explicit purposes and principles of student-centered learning and teach-
ing (SCLT) as an overarching approach to deepen student learning by (adapted from
Hoidn & Reusser, forthcoming [5]; Klemenci¢, forthcoming [6]; Lea, Stephenson &
Troy 2003 [7]; Blumberg 2019 [8]; Weller 2019 [9]:

* purposefully defining meaningful learning outcomes, and aligning learning and
teaching activities, assignments and assessment tasks to these outcomes to engage
students in active learning experiences;

* recognizing mutual interdependence between students, teachers and support staff
in the co-construction of knowledge and fostering mutual respect and shared re-
sponsibilities in teaching and learning processes;

* recognizing the diversity of the student body and seeing students as persons with
lives beyond higher education and recognizing that learning happens both inside
and outside of the classroom and accordingly supporting students to make con-
nections between learning and their lives;

* strengthening student agency in institutional governance of teaching and learning
as students’ capabilities to actively participate in decisions on the design, imple-
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mentation and evaluation of courses, study programs, and institutional learning
environments (i.e. all of the components of what we term the student-centered
ecosystems) and strengthening students’ learner autonomy through offering per-
sonalized and individualized learning opportunities and fostering self-regulated
learning;

developing all-supportive and inclusive learning environments in the classroom as
well as within broader institutional contexts by considering learning support,
learning spaces, learning resources, and learning communities and partnerships;
enable formative as well as summative assessment that promotes achievement of
learning outcomes;

enable flexibility in academic pathways through recognition of prior learning, flex-
ibility in curriculum and schedule and permeability of degree programs.

Student-centred learning and teaching ecosystems (SCLTEs) encompass 10 elements:

1.

N

High-impact student-centered instructional and curricular methodology includ-
ing active learning activities (i.c., activities that all students in a class session are
called upon to do other than simply watching, listening and taking notes of the
lecture) and that are involve higher-order cognitive activities (such as questioning,
problem-solving), collaborative learning activities (i.e., activities that prompt stu-
dents to working in pairs or groups on an assignment or project leading to a final
product whereby each student individually is held accountable for doing their
share of the work), experiential learning activities (i.e., activities that engaged
students in doing some educationally-purposeful work and reflecting on the ex-
perience of doing that work), and self-regulated learning activities (i.e., activities
that strengthen students’ learning autonomy).

Learning support (i.c., academic advising to students).

. Teaching support (i.c., professional development opportunities and mentorship

to teaching staff as well training for graduate students and undergraduate teaching
assistants).

. Active learning spaces and libraries (i.e., active learning classrooms: student-cen-

tered libraries, laboratories, studios).

Learning (technology) infrastructure (i.c., academic technology support).
Community learning connections (intra-institutional partnerships with research,
entreprencurship and outreach functions as well as educational partnerships with
local community actors).

Flexible learning pathways (broadening the curriculum to include elective cours-
es, allowing for more flexible entry routes to the study programs, flexible delivery
modes through part-time, distance and e-learning provision and broadening the
curriculum to include elective courses, interdisciplinary courses, interdisciplinary
study programs, etc.).

Student-centered assessment (with formative and summative elements, enabling

learning through timely feedback).
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9. Quality and teaching and learning data analytics (for quality assurance purposes);
10.These elements are enabled with institutional SCLT policies, rules and regula-
tions, and SCLT governance and administrative structures that express institu-

tional norms and values, and reward and incentivize SCLT practices across the
institution.

In short, the student-centered learning and teaching ecosystems in EHEA are interac-
tive systems of multiple elements supporting the design and the implementation of
study programs and courses based on SCLT instructional and curricular methodologies.
They are premised on the existence of SCLT institutional policies, rules, regulations
and incentives and SCLT governance and administrative structures which reflect the
collective values and norms on SCLT. Such ecosystems allow for interactions between
the multiple and intertwined learning communities — within each course, course-based
projects, advising or peer tutoring groups, study programs, multiple related study pro-
grams, research and entrepreneurship labs, etc. — that comprise of internal stakehold-
ers — students, teaching staff, relevant administrators, researchers, etc. as well as their
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Figure 1: Student-centered learning and instruction ecosystems in EHEA.
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educational partners from outside communities, i.e., industry, government, non-profit
organizations, etc.

Recognizing the problems with the implementation of SCLT in EHEA, the keynote
first discusses and refutes the common misconceptions of SCLT. Next it lists the key
indicators for evaluation of SCLT at the level of a higher education institution and
within study programs. The keynote draws on the author’s prior work on SCL policies
in the EHEA (Klemenc¢i¢ 2017) and the contributions to the forthcoming Routledge
Handbook on Student-Centered Learning and Instruction in Higher Education edited
by Sabine Hoidn and Manja Klemenci¢ (forthcoming) [10].

Misconceptions of SCLT and steps towards successful deigning of SCL
ecosystems

(1) Scholars, such as McKenna and Quinn (forthcoming) argue that policy delib-
erations on SCLT are particularly prone to misconceptions because pedagogical ap-
proaches are introduced as a corrective of existing practices yet the institutional cul-
ture underlying these practices remains unchanged. Indeed, the higher education
institutions and their departments have robust sets of collective values, traditions and
narratives of learning-teaching processes that shape and are shaped by student and
teachers’ identities, and in turn impact students’ and teachers’ agency and their inter-
actions in teaching and learning environments. Implementation of SCLT, therefore,
necessarily involves exploring both collective values and personal beliefs of teachers
and students and how these interact with the principles of SCL. As ESU suggests,
SCLT is not only a set of teaching-learning practices, but is “both a mindset and a
culture within a given higher education institution” (ESU, 2013, p. 3 cited in Susnjar
and Hovhannisyan, forthcoming, p. 12).

Exploring students’ and teaching staff’s values on teaching-learning can be conduct-
ed through an internal survey or focus group meetings or as part of the deliberations
developing new institutional and departmental policies on SCLT. In the next step, these
collective values and collective narratives have to be adjusted to align with the principles
of SCLT. Changing institutional culture, is of course, neither easy nor quick. Inclusive
process of drafting new institutional and departmental policies and guidelines for imple-
mentation of SCLT is one important step in this direction. Students, teaching staff and
administrative teaching and learning support staff should be involved in drafting the
policies and guidelines. The more inclusive the process and the more open to the input
from the departments, the better chances it has to result in successful implementation.
Institutional policy and guidelines provide a framework for the preparation of the de-
partmental policies and guidelines.

Merely new policies and guidelines for implementation, even if drafted through an
inclusive policy process, often do not suffice for a necessary change in institutional cul-
ture. To bring about cultural change, institutional leaders need to consider a long-term
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public relations campaign that will signal the institutional values on SCLT, justify and
explain the elements of SCLT ecosystem, and showcase the internal examples of impact-
ful and innovative SCLT practices. Furthermore, opportunities for learning about SCLT
and exchange of best practices have to be created for teaching and teaching-support staff
as well student representatives and student teaching assistants and institutional leaders
and administrators.

(2) Another common misconception of SCLT is that there exist teaching practices
that can and should be universally applied — without consideration of the disciplinary
knowledge as part of the expected learning outcomes or without consideration of type
of the course (foundational vs specialized) or without consideration of size of the course
(mass lecture course or a small seminar). SCLT policies and practices are often discussed
as generic pedagogical tools removed from the disciplinary knowledge and the expected
learning outcomes. This is obviously wrong and goes against the basic principles of
SCLT which highlight the key function of content in SCLT in the sense that SCLT
seeks to impart students with the ways of thinking, communicating and practicing as
disciplinary access and allowing students to access new ways of knowing and inquiry
through discipline-specific methodologies. Design of SCLT without knowledge content
and learning outcomes in its core, “obscures the ways in which students are transformed
by their engagement with knowledge, second it obscures the importance of the expertise
of teachers in designing an environment that provides students with access to knowl-
edge, and third it obscures the role of educational institutions in providing a context
in which this transformation can take place” (Ashwin forthcoming, p. 1) [11]. It is
therefore necessary that the design of the aforementioned elements of SCLT ecosystem
is centered around the design of the study programs and the learning outcomes they seek
to develop and the knowledge - content they are based on. This is to ensure that the ul-
timate purpose of SCLT is achieved that is to activate student learning, to help students
to achieve and exceed the expected learning outcomes defined as “[...] statements of
what the individual knows, understands and is able to do on completion of a learning
process” (ECTS Guide, 2015, p. 10).

Tuning Project has assisted institutions within EHEA (and beyond) towards reforms
of study programs based on definition of study program profile and learning outcomes,
and the Tuning Methodology also requires to define approaches to teaching, learning
and assessment (Wagenaar, 2019) [12]. However, the aforementioned perceptions of
uneven implementation of SCLT point to weaknesses in this area. So how to remedy
this? It should be expected of each study program and of each course to develop the
teaching and learning methodology for achievement of expected learning outcomes in
the same way — in as much detail and attention - as researchers are expected to de-
scribe research methodology by which they expect to come to research findings. Such
teaching-learning methodology also has to explain how the aforementioned elements of
SCLTE are utilized and to what purpose.

Over the past 20 years of the Bologna Process, we have witnessed across EHEA
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higher education institutions unprecedented reforms of the study programs following
the policy recommendations on the European Credit Transfer System and European
Qualifications Frameworks (Wagenaar, 2019). These reforms have shown that European-
led initiatives can bring about visible changes in how higher education institutions con-
duct their study programs; even if the reform processes were not without challenges and
often happened at different speeds across countries and institutions.

Similar large-scale reform of teaching and learning environments to implement
SCLTE: are possible. As departments and institutions put effort towards designing their
study programs with learning outcomes and degree profiles of their graduates in mind,
so can departments reassess their teaching, learning and assessment methodologies and
other elements of SCLT ecosystems. Each study program and each course description
should include an elaborate description of SCLT methodology specifically designed for
that study program and each course in that study program.

SCLT methodology cannot be copy-pasted from one study program to another nor
from one course to another. There will be variety of methodologies across study pro-
grams reflecting the fact, as suggested by McKenna and Quinn (forthcoming, p. 7) that
“[t]he nature of knowledge differs from discipline to discipline. Disciplines vary along
multiple lines: from how reality and truth are understood to how arguments are built,
from the types of evidence that are considered valid to the ways of writing that are re-
quired for communicating knowledge, and so on.”

Furthermore, each study program follows a careful sequence of courses applying
logic of scaffolding to guide students from more directed instruction in foundational
courses progressively towards more independent learning and independent knowledge
construction. Similarly, in each course, the instructors use scaffolding logic to help stu-
dents progress from basic to deeper understanding and greater learner autonomy. These
differences in scaffolding logic also result in differences in SCLT methodologies which
have to the choices in material, activities, sequencing, etc.

Finally, the contents of study programs as well as teaching-learning processes ought
to — at least in some part — reflect the needs and the specific characteristics of the im-
mediate local communities and create opportunities for learning interactions with and
within these communities to better equip graduates for working life after they graduate.
Undergraduate research work in local communities, project work with local communi-
ties, internships, field visits are all excellent examples of impactful community learn-
ing interactions. Mckenna and Quinn (forthcoming, p. 9) also point out that SCLT
approaches can “provide a strong vehicle for connecting students’ lived experiences to
powerful disciplinary knowledge” as well as take account of the prior knowledge that
students bring with them.

(3) SCLT approaches are often (wrongly) conceived as a less rigorous teaching learn-
ing methodology focused on satisfying and “Edu entertaining” the students-con-
sumer (McKenna and Quinn, forthcoming). Critiques of SCLT argue that SCLT

allows student-consumers to make requests and direct the contents and the teach-
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ing-learning processes even when at odds with their learning needs (McKenna and
Quinn, forthcoming). I want to make clear that SCLT is not about lowering aca-
demic standards to satisfy students. SCLT does not mean that challenging activities
and problem-sets need to be removed to keep the student-consumer satisfied. SCLT
also does not mean that students should never struggle to accomplish an assignment.
To the contrary: SCLT practices allow for more personalized, more individualized
instruction, for differentiated instruction when students come with different levels of
prior knowledge and competences.

Indeed, SCLT approaches presume more choice for the student over learning-teach-
ing contents, processes and deliverables, but these choices are offered within a carefully
designed curricular framework. In other words, there is no free choice, but choice within
the course structure defined by the teaching staff with academic expertise in that subject.
Furthermore, these choices also presume more responsibility of the student over his/her
learning, self-regulated learning capabilities building towards greater learner autonomy
(Hoidn and Reusser, forthcoming; Klemenci¢, forthcoming). Such expectations toward
the learners, do not undermine the responsibilities or professional integrity of teachers.
Teachers still define the expected learning outcomes and teachers still define the content,
the process, the deliverables and the assessment in a given course.

In defining their SCLT course methodology, teachers have to purposefully consider
how — through what material, activities, sequencing - student learning will be activated
and deepened. Teachers also have to allow enough flexibility in their course methodology
that they can adjust it based on student feedback during the course, new information on
student prior knowledge or specific needs or interests, and based on own reflection about
the ongoing teaching-learning process. In addition, teachers have to be aware of the high-
impact classroom practices (and or given opportunity to learn about these practices and
receive instructional support) and seek to integrate them — when possible and when mean-
ingful in terms of expected learning outcomes — into their course methodology. SCLT
indeed changes the relationships between students and teachers from paternalistic authori-
tative partnership based on mutual respect and belief that in learning-teaching processes
there are shared responsibilities and students and teaching staff in a course all constitute a
collective learning community. These relationships are also based on understanding that
learning is inherently social process and that students do not only learn from teaching staff,
but also from peer students and that teaching staff also learn from students.

There are several high-impact SCLT classroom approaches, which I will discuss be-
low. For SCLT techniques, please see the description on Harvard’s ablconnect [13] or
similar teaching and learning sites.

First, assessment in SCLT is multifaceted, consisting of assessing and offering feed-
back on several small (lower-stake) assignments rather than one final high-stake assess-
ment. Testing has often been understood as going against the mindset of SCLT and
to be used only to measure learning. There is powerful evidence from research that
testing helps learning (Schell and Martin, forthcoming) [14]. As argued by Schell and

Martin (forthcoming, p. 1), “learning is dramatically enhanced when students retrieve
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Figure 2: High impact SCLT classroom approaches and techniques.

or pull information from their memory, a theoretical principal known as retrieval, or
test-enhanced learning... Examples of evidence-based, student-centered learning out-
comes that result from test-enhanced learning include dramatically increased long-term
retention of knowledge, improved performance on inferential tasks, increased motiva-
tion, increased social-emotional well-being, enhanced ability to transfer learning to nov-
el situations, and engagement in the construction of new knowledge and meaning.” In
fact, the authors argue that “using the principle of retrieval-enhanced learning to guide
pedagogy in higher education is one of the easiest and most promising ways instructors
can deliver student-centered instruction” (ibidem).

Student-centered assessment is not only summative but formative by offering stu-
dents timely feedback on their academic progress. Such feedback helps students self-
regulate, i.e., develop strategies for improvement. Such assessment also helps teaching
staff develop support measures within the class or with help of student academic sup-
port services. Low-stake assessment throughout the course also allows teaching stuff
to adjust the teaching interventions and support according to individual students’ or
student groups’ readiness, progression, prior knowledge and possible gaps in prior
knowledge, learning profiles and interest, i.e., engage in differentiated instruction
(Gheyssens, Griful-Freixenet and Strayven, forthcoming) [15]. Recognition of prior
knowledge through course-entry assessment or questionnaire is a pre-condition for
differentiated instruction and another high-impact SCLT practice. Furthermore, as-
sessment within SCLT also includes self-assessment/self-quizzing (to activate reflec-
tive practice) and peer assessment (to activate peer-to-peer learning) (Motschnig and
Cornelius-White, forthcoming) [16].

49



Manja Klemencic¢

Second, technology-supported teaching-learning processes have also been shown ef-
fective not only to offer flexible delivery modes, but also to strengthen contact to student
and student engagement (Motschnig and Cornelius-White, forthcoming). Technology-
supported SCLT also shows excellent capabilities to bring about more personalized edu-
cation (‘allowing for student choice in contents and relevance of contents to the indi-
vidual student’) and individualized education (‘allowing students to work at their own
pace and according to their particular learning needs’) education (Langworthy, Shear, &
Means, 2010, 111-112 cited in Klemen¢i¢, 2017).

Third, while research shows that a straight lecturing is far from an effective practice,
this does not mean that lecture is no longer an acceptable method in SCLT (Hoidn
and Reusser, forthcoming) [17]. However, lecturing needs to be modified: broken-up
into mini lectures (recognizing students’ limited attention span) (Doyle and Doyle,
forthcoming) [18], multimodal (to allow enable dual coding of information), and to
include active learning components, such pair or group work on a problem-sets or work
on a prompt with class discussion (McCarty and Deslauriers, forthcoming) [19]. As
McCarthy and Deslauriers (forthcoming) demonstrate on the case of transforming a
mass lecture-based physics class this can happen with a moderate investment of time
by the teaching staff, without sacrificing content and with evident improvement in test
scores and student attitudes to the course compared to the traditional lecture. Both col-
laborative learning and peer-to-peer learning activities are excellently suitable for large
lecture classes (Duraisingh forthcoming) [20].

Fourth, SCLT approaches seck to overturn the practices which rely on impairing
knowledge and insights discovered by others — typically through an uninterrupted
lengthy lecture — and then test students’ memories for recall of those insights, a practice
popularly referred to as rote learning. SCLT does not mean that we should conduct all
teaching-learning processes always and necessarily through experiential learning rather
than guided learning. However, SCLT is an umbrella for a number of high-impact ap-
proaches to help activate and deepen student learning, such as different forms of expe-
riential learning: inquiry-based learning (research-based and research-tutored practices
are widely considered high-impact SCL practices) (Struthers and Van Arsdale, forth-
coming) [21], and project-based learning. Study programs should be expected to offer
such types of experiential learning opportunities to students. Again, it might not be suit-
able for every course to have an experiential learning component, but within the entire
study program, there must be many courses based on experiential learning.

Fifth, high-impact classroom practices also include helping students to become self-
regulated and thus more autonomous life-long learners. Self-regulated learning means
that students continually reflect on their own learning process and when needed adjust
their learning strategies (Hoidn and Reusser, forthcoming). Classroom practices that
invoke and strengthen self-regulation include entry-point assessment for prior knowl-
edge and gaps in prior knowledge, low-stake assessments, self-quizzing and reflection
prompts. In brief; in a course, teaching staff need to help students define their personal
learning goals, plan their learning strategies and reflect in meeting these goals and pos-
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sible needs to adjust their strategies. There exist various activities to activate reflection on
own learning, such as reflective journaling (private or public) and purposeful reflection
on group work activity or on experiential learning activity, such as conducting research
for a research paper.

Key indicators of presence of SCLT at the national and institutional level
SCLT policies, rules and regulations

National and institutional policies on SCLT
Relevant considerations for national and institutional policies on SCLT:

* A student-centred approach to learning and teaching is seen as a prerequisite for
quality in learning and teaching.

* There is a commitment to implement all the elements of the SCLT ecosystems.

* There is a commitment to organizational learning — be a learning organization
— through supporting data collection and research into own functioning and to
support professional development of own personnel.

* Practice evidence-based policy making by enabling data collection and analyses to
assist policy-decisions.

* DPolicies are coordinated and integrated horizontally with other public or institu-
tional policies and vertically across all levels of governance for a concerted effort
to achieve desired policy outcomes.

* A strategy document includes benchmarks to best performing countries or insti-
tutions, objectives aligned with the overall vision, instruments and responsible
authorities and individuals to achieve the objectives, a timeline and concrete indi-
cators to evaluate policy implementation.

Rules and regulations concerning teaching staff in SCLT
Relevant considerations for rules and regulations concerning teaching staff in SCLT:

* Rules and regulations on hiring, promotion, remuneration, workload and profes-
sional development of academic teaching staff include SCLT criteria, such as sub-
mission of teaching portfolios (complete course design (syllabi), assessment guides
and rubrics checking for evidence of SCLT approaches, teaching statement express-
ing understanding of, and commitment to, SCLT and (if applicable) certification
from professional development programs in SCLT in higher education), etc.

* Attention to reasonable teaching workloads (possibly supported with graduate
student fellows and or undergraduate teaching assistants).

* Teaching-track career pathways are considered next to the traditional aca-
demic (professorial) tracks for academic staff whose primary engagement is
in teaching.

* Institutional evaluations and measures of teaching effectiveness are considered in
hiring and promotion decisions, and they are matched with teaching support.
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Funding is available for professional development of teachers and innovation in
learning and teaching.

Rules and regulations on hiring, remuneration, workload and professional de-
velopment of graduate teaching fellows, undergraduate teaching assistants and
teaching support staff (e.g. instructional designers, learning technology experts,
librarians) include SCLT criteria, such as familiarity with SCLT approaches in
classroom instruction, ideas about using learning technologies to further SCLT
practice, etc.

To ease the workload on academic staff, HEIs should seek to offer opportunities
for teaching fellowships to graduate students and teaching assistantships to under-
graduate students.

To strengthen support services for SCLT and at the same time offer educationally-
purposeful work or extracurricular volunteer opportunities to students, the HEIs
should offer paid and volunteer opportunities to (both undergraduate and gradu-
ate) students to serve in learning and teaching support roles.

Rules and regulation concerning students in SCLT
Relevant considerations for rules and regulations concerning students in SCLT:

* Guidelines on student conduct (e.g. student handbooks) have to set expectations

for students to take responsibility for learning and develop as self-regulated and
autonomous learners.

* These guidelines have to clearly communicate student rights and complaint proce-

dures; which have to be transparent, fair and objective with ensuring that students
do not face retaliation in case of complaints.

¢ There also ought to exist clear guidelines stating expectations of students’ academ-
g g g

ic integrity and ethical behaviour in education processes and offering resources to
help student understand and meet this regulation.

ere ou o exist provisions for student engagement in learning and teachin
e Th ght t t for student engag tinl g and teaching

through generating research on SCLT, act as consultants for SCLT and serve in
learning and teaching support toles.

Funding of SCLT
Relevant considerations in funding of SCLT include:
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* Providing human (teaching staft and learning and teaching support staff) and

material (technology infrastructures, learning spaces, libraries) resources to imple-
ment SCL across HEIs and HESs.

Include implementation of SCLT and SCLT relevant student outcomes among
criteria for performance-based funding; paying attention to teaching staff work-
load, remuneration for teaching, advising and mentoring; financial (or time) in-
centives for educational innovation; grants for professional development and mo-
bility for professional development.

¢ Offering competitive project funding for advancement of SCLT practices.
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Offering competitive research funding for basic and applied research as well as
knowledge exchange in learning and teaching.

Governance and strategic leadership of SCLT
Relevant considerations on governance and strategic leadership of SCLT:

The central decision body responsible for education mission involves students and
other stakeholders.

Governance of education mission/SCLT is coordinated horizontally with other
governance structures responsible for other higher education missions (i.e., re-
search and service) and vertically along the different levels of institutional gover-
nance (from central authority to the departments).

It is paramount that the administrative/managerial bodies responsible for the
implementation of SCLT policies and strategies have sufficient and competent
human resources to guide, support and monitor the implementation of SCLT
policies and that these professionals have direct access to strategic leadership.
Strategic leadership and administration support and enable institutional learning
through opportunities for professional development for staff.

There a body responsible for grievance procedures concerning education mission,
including on questions of academic integrity, ethical conduct, discrimination and
sexual harassment or sexual assault in higher education.

Institutional leadership (e.g. university presidents or rectors, provosts, deans and
departmental chairs), government officials, politicians responsible for higher edu-
cation (e.g. in relevant parliamentary committees) explicitly express their com-
mitment to strengthen the teaching mission and recognize SCLT approaches as
synonymous with excellence in teaching and learning.

Representatives of teachers (e.g. faculty councils, teacher trade unions) and stu-
dents (e.g. student councils) explicitly express their commitment to strengthen the
teaching mission and recognize SCLT approaches as synonymous with excellence
in teaching and learning.

Student-centered curriculum and pedagogy
Relevant considerations on SCLT curriculum and pedagogy:

Curriculum design involves academic staff’s collective processes of determining
what knowledge in a particular discipline and or a specific study program is, what
the expected learning outcomes are and how this knowledge and the expected
learning outcomes can be achieved through pedagogy and assessment.

Course design involves the responsible teachers’ processes of determining what
learning outcomes are expected in the course, how these align with and contrib-
ute to the overall study program objectives and (diversity) of course offer, and
how these learning outcomes can be achieved through pedagogy and assessment.
Clarity and transparency of expected learning outcomes, assessments and SCLT
methods applied in the required courses in a study program.
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Courses in the study program should apply SCLT methods and techniques as
appropriate to the specific contents/level of the course and appropriate to the
student academic development and background.

Provide scaffolding learning support based on student need and gradually remove
support moving towards learner autonomy, help develop student learning skills,
set expectations of students’ responsibility for learning and create safe, supportive,
inclusive and achievement-oriented learning environments. Teachers signal part-
nership in learning and teaching processes.

Built-in flexibility in study program curriculum (flexible learning pathways), such
as course choice (elective courses), capstone project or thesis choice, internships
or service-work opportunities, research or entrepreneurship opportunities, differ-
entiated instruction.

Critical engagement of student representatives as partners in curriculum design
and student feedback on curriculum through surveys, focus groups or townhall
meetings. Student-feedback on teaching and learning and teachers respond to
student feedback.

Create a supportive and inclusive dynamics in the classroom recognizing students’
identities as valuable and productive, listen intently to what students have to say,
invite student self-revision, and distribute authority in the classroom.
Self-regulation, self-directed learning is to help students define their person-
al learning goals, plan their learning strategies and reflect in meeting these
goals and possible needs to adjust their strategies. Self-regulation is reinforced
through course exercises in meta-cognition: reflection prompts, reflective journ-
aling, reflection on group work or on experiential learning activity; entry-point
assessment for prior knowledge and gaps in knowledge; low-stake assessment &
self-quizzing.

Student-centered assessment
Assessment - Study programmes/courses:
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Does assessment reflect the expected progression from the lower towards the up-
per level of Bloom’s taxonomy of learning objectives (i.e. apply, analyse, evaluate,
create)? Does assessment encourage students to make connections to other fields
or topics (think outside the box of disciplinary knowledge or apply knowledge to
real-world situations)?

Is assessment reflecting expected learning outcomes and is geared towards learning
(rather than merely grading)?

Are assessment criteria and standards fair, objective and unambiguous?

Are assessment policies (criteria and standards) clearly communicated and consis-
tently applied (among teaching staff if there is more than one instructor and for
all students equally)?

How frequently are students assessed in a course and how? For each course, are
there multiple assessments, including low stake assessments (testing), peer-to-peer
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assessment, self-assessment (self-quizzing)? Are there placement tests or course
entry tests? Are there synoptic assessments to assess student outcomes every year
or at the program level?

Is there flexibility in assessment practices and policies; is there a possibility to re-
vise work or repeat assessment to learn from mistakes?

Is formative feedback offered to students on academic progression, professional/
career projections and personal growth? Is timely formative feedback offered to
students on their academic progress throughout the duration of the course?

Flexible learning pathways
Relevant considerations regarding flexible learning pathways:

Flexible learning pathways can be created through, for example, interdisciplin-
ary or self-designed study programs, (b) elective and interdisciplinary courses, (c)
flexible entry routes to the study programs, (d) flexible delivery modes through
part-time, open and blended learning provisions.

Recognition of prior learning or out-of-class learning enables non-traditional
learners to gain academic credit and thus shorten their study time and add mo-
tivation for study. Institutions ought to consider recognizing certificates, badges,
nanodegrees and other forms of credentials obtained in alternative (possibly non-
academic) programs (Klemenci¢, 2020).

Evening classes, flexible schedules to take classes or meet instructors are other
practices that support and enable learners who combine study with work and or
familial responsibilities.

Administrative barriers to transfer between study programs are diminished by in-
formation about the procedures, possibly modularization of programs and recog-
nition of credit for comparable courses.

Flexibility in delivery modes includes variable schedules, online and blended
education

The necessary condition for enabling flexible learning pathways is also academic
advising and academic support.

Permeability of study programs in the sense of recognising academic credit from
comparable courses obtained elsewhere is also an important aspect of flexible
learning pathways.

Learning support
Relevant consideration for learning support:

Provide a coherent institutional offer of student services, i.e. learner support,
to cater to an increasingly diversified student body (e.g. counselling and tutor-
ing provisions, curricular orientations, extracurricular courses, writing centres,
libraries, career service) to widen access, improve student retention, prepare stu-
dents for employment and support their entry into the labour market (e.g. study
path choices).
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Teaching support

Relevant consideration for teaching support:

Provide more systematic teacher support and professional development opportu-
nities to teaching staff as well training for graduate students and undergraduate
teaching assistants. This way teachers can expand their knowledge and pedagogi-
cal skills and are able to apply and reflect upon innovative teaching methods and
practices conducive to SCLT.

Continuous professional development requires adequate working conditions,
teaching workloads and an institutional culture that values innovation of learning
and teaching, and experimentation.

Recognize teaching excellence by rewarding and publishing exemplary teaching
scholarship and practice including efforts of instructors who steer the SCL ap-
proach forward and give awardees opportunities to share good classroom examples
and innovative learning practices in order to stimulate the adoption of innovative
and good practices in curriculum design and instruction.

Active learning spaces and academic libraries
Relevant considerations for active learning spaces and academic libraries:

Build active learning spaces (e.g. flexible learning spaces with movable furniture,
writing surfaces and integrated information technologies, acoustics and lighting, air
quality, temperature and ventilation) designed to encourage cognitively active learn-
ing. These spaces allow instructors and students to transition seamlessly between dif-
ferent social forms such as small group activities, lectures or student presentations.
The flexible layout enables greater circulation around the room and thus, allows for
better interactions and collaboration between teacher and students.

Redesign library spaces as active learning spaces both in physical environment
and online.

Learning technologies infrastructure

How many study programs or courses within study programs offer online or
blended education? What SCLT practices do these programs or courses entail?
What are student enrolments and success rates in these programs?

What (academic technology) support is available to students to be able to navigate
and fully use these education opportunities?

What technology support is available to all courses/study programs (e.g. course
management platforms)?

What training is available for teaching staff to use technology for SCLT?

What incentives for developing technology enhanced SCLT are available at the
institution?

Community learning connections
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What types of community connections or explicit partnerships to enhance
teaching and learning (and advance SCLT) exist on the institutional level, for
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example: (a) intra-institutional partnerships with research units, (b) entrepre-
neurship centers, (c) innovation labs, (d) service-learning educational partner-
ships with local community actors, (e) institutional programs and initiatives for
practitioners to spend time at the institution as visiting scholars and engage in
research and teaching?

e What types of system-wide partnerships between higher education institutions,
independent research centres, industry and non-profit sectors exist within the
higher education system?

* Are there inter-institutional domestic and/or international partnerships in teach-
ing and learning (through bilateral partnerships or university alliances) on the
institutional level and support for these on the system level, for example: (a) joint
degree programs, (b) student and staff exchanges, (c) joint projects related to the
advancement of teaching and learning, (SCLT) practice and policy, (d) sharing of
teaching and learning support or resources (e.g. joint online learning platforms,
joint library resources)?

Quality and learning analytics for student-centred learning and teaching
Quality - Institutional level:

* Is there a unit responsible for monitoring and measuring institutional perfor-
mance of teaching and learning? Is such unit explicitly committed to SCLT? If
yes, how is such unit supported/assisted/guided in data collection and analysis? If
not, who is responsible for quality of learning and teaching?

* Are students and other stakeholders involved in the design and application of
internal quality, i.e. also as consultants and researchers or in interpretation of data?

* Which teaching and learning data is collected from:

— Students: (a) Student enrolment, retention and graduation rates; related entry
and exit tests; graduate career tracking (employability, job retention and sala-
ries), etc. (b) Is such data filtered for trends in gender, age, socioeconomic sta-
tus, ethnicity, language, disability, student high school achievement/standard-
ized tests, student high school background and other characteristics relevant
to the institutional or system context? (c) Are course evaluations and student
engagement surveys conducted?

— Teachers: (a) Are teachers required to submit a detailed course learning and
teaching methodology as part of each course design (syllabi) including assess-
ment guides and rubrics to be checked for evidence of SCLT approaches? (b)
Are these course design plans (syllabi) publicly available in an open institu-
tional repository? (c) Are teachers required to prepare teaching statements
(that would indicate understanding of and commitment to SCLT) (d) Are
classes observed or recorded for evaluation?

* What other basic or applied institutional research/educational assessment is per-
formed institution-wide or within a study programs (e.g. exploring reasons for
drop-out or transfer from a study program)?
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* To whom is data on learning and teaching and SCLT reported and how is it used
in decision-making?

Quality - System level:

* Is there an independent quality assurance and accreditation body that covers all
types of higher education institutions and study program across the HES?

* Do standards and guidelines for quality in higher education include commitment
to SCLI?

* Do standards and guidelines for quality in higher education refer to all compo-
nents of the SCEs framework, and take into consideration input and output fac-
tors as well as education processes?

* Is institutional data on quality of learning and teaching in individual institutions
and study programs made publicly available to inform student choice?

* Are students and other stakeholders involved in the design and administration of
external quality in higher education?

Conclusion

Scholarship on SCLT offers ample evidence of the superior effectiveness of student-cen-
tred classroom practice to activate and deepen student learning (Hoidn and Klemenci¢,
forthcoming). As discussed earlier, there is no single formula of SCLT practice that
works for every course and for every study program. The SCLT methodology for each
course and each study program is developed with expected learning outcomes in view,
with consideration of who the students are (their prior knowledge, learning styles and
needs, interests), the specific teaching-learning situation (size of the course, classroom
design, etc.) and with enough in-built flexibility that adjustments can be made based on
feedback from students and ongoing reflection.

SCLT is not only about classroom practices. Other elements have to be in place
within a higher education institution to create a truly student-centred environment and
to support and reinforce SCLT curricular instructional and assessment practices in the
classroom: learning and teaching support, active learning spaces and learning technol-
ogy infrastructure, flexible learning pathways, quality systems with learning and teach-
ing data analytics and community learning partnerships. We can think of these elements
as gears that reinforce — bring power — from one element to another within the same
system; all with the purpose to activate and deepen student learning within each course
and the entire study program.

SCLT policy framework and guidelines need to be developed by the institutional
leadership to create such an SCLT ecosystem. Process of developing such policies and
guidelines has to be inclusive to reflect the views of teaching staff, students, relevant
administrators and external stakeholders. As discussed earlier, for a real change in
institutional culture — norms, values, narratives on teaching and learning — towards
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SCLT principles, a purposeful long-term SCLT campaign might be needed in addi-
tion to SCLT policies.

Finally, SCLT ecosystem cannot be established in an academic environment which
is not fully committed to the highest standards of academic integrity and ethical be-
haviour. Breeches of such standards, for example, by tolerating plagiarism, cheating on
exams, etc., undermine and hamper implementation of SCLT. As part of the implemen-
tation of SCLT ecosystems, higher education institutions have to revise and strengthen
their policies, procedures and institutional bodies responsible for preventing and sanc-
tioning unethical behaviour in educational processes. Teachers have to be aware of the
ways to prevent (for example, by showing standard citation practices, designing new
problem sets for exams rather than recycling them, avoiding rote learning practices, etc.)
and to sanction breeches of academic integrity.
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Multiple crises affect our societies and manifold political actions threaten the global
commitment for a better future. These crises, generally due to trade conflicts because of
resources, continue to rage in the world causing instability and underlining the extreme
inequalities. The European Union, founded on the principles of peace, cooperation and
solidarity, is not immune to instability, which is also reflected in the European Higher
Education Area. Three years ago, the Brexit vote represented an aftershock. Barely a
month before the European Parliament elections, the political scenario predicted by
polls had seen the populists and the eurosceptics gaining votes, which fortunately did
not come as true as forecasted and feared. Nowadays, many challenges remain central
for the future of students: the defence of academic and press freedom, which are actu-
ally under attack; the fight against corruption; the redefinition of an asylum policy that
could guarantee the fundamental right to leave in order to have a better life, with a real
share of responsibility among states without any barriers. Furthermore, millions of stu-
dents across Europe are raising their voices in the Fridays for Future movement to tell
decision makers not to postpone the commitment for climate anymore. Young people
all over Europe invaded streets and squares in the last months, demanding their right to
have the sustainable future described in the 2030 Agenda.

In the rising collective social engagement on sustainability, in all its forms, uni-
versities have a prominent and guiding role. Indeed, the Higher Education Action is
decisive for kick-starting important steps towards the implementation of Sustainable
Development Goals (SDGs) adopted four years ago. Among them, the human right for
education is covered by SDG 4, and is based on Article 26 of the Declaration of Human
Rights (1948) [1], whose ratification by the national states is mandatory. In contrast
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to previous development agendas, the Agenda 2030 does not only explicitly mention
the tertiary education for the first time in SDG 4.3, but also resends to the importance
of the promotion of technological and innovative capacities in various sub-objectives
and cross-references. Scientific research is framed as an implementation mechanism in
many interconnected fields, for example in agriculture and food security, renewable
energies, industry, innovation, infrastructure and climate change. Moreover, the Global
Partnership repeatedly refers to science, technology and innovation. We can afhrm that
the role of higher education in knowledge, training and placement of expertise is prop-
erly recognized, above all referring to the implementation mechanism of teaching and
learning. Diversity and inclusion are set indeed as cornerstones of Higher Education
Institutions cultures: they have to be consubstantial with all their functions (teaching,
learning, research, outreach). Gender balance is still missing in many study fields, in
particular within the Science Technology Engineering Mathematics'. Higher Education
Institutions need to strive to achieve it by offering flexible learning paths and teaching
forms, as well as by putting support mechanisms for special needs of students in place.
According to the 4.7 target of SDG 4, all people have the right to access knowledge and
skills needed to promote sustainable development in order to build resilient and sustain-
able societies (UNESCO, 2013). But despite the solemnity of this principle, the right
for access to education, above all to the tertiary one, is not guaranteed on the same level
around the globe. The lack of participation in tertiary education in the Global South,
in particular in the Sub-Saharan area, reflects the strong disparities due to income dif-
ferences. The beneficiaries of the undeniable expansion of tertiary education in these
macro-regions are only upper and middle class citizens. In most of these cases, young
women from poor families are more affected by this discrimination than young men
from poor families.

Governments should ensure that economic reasons do not impede anyone from
studying. Such reasons are not only restricted to tuition fees, but also include ancillary
expenses such as transportation, housing, and general living expenses. In the context
of equal access issues, participation in higher education of people with a refugee back-
ground, which is currently less than 1% [2], received increased attention in the inter-
national debate. Although the need for recognition of diplomas and different forms of
learning is controversial. Every student and potential student should have good access
to information available in accessible language. Universal accessibility is a central is-
sue. There is the need of accurate and reliable information and guidance in Higher
Education for pre-tertiary students in order to increase their access, participation in and
completion of Higher Education studies. In this case, too, attention should be particu-
larly given to vulnerable and underrepresented students.

Education is clearly linked with all the issues present in the other SDGs, so the ap-
proach needed in order to acquire instruments and skills to implement them is that
of trans-disciplinarity. This is a feature of the Education for Sustainable Development
(ESD), defined by UNESCO as the education that “empowers learners to take informed
decisions and responsible actions for environmental integrity, economic viability and a
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just society, both for present and future generations, while respecting cultural diversity”,
in other words to reach “a safe and just space for humanity”[3].

As a matter of fact, a deep heterogeneity characterizes the discussion about the func-
tion of Higher Education (HE) in relation to implementation of the SDGs. There are
many interpretations of “sustainable development”; according to International Alliance
of Universities, the ecological understanding is still dominant, at least in the Global
North. Its most important feature is the conceptual dynamics, so education for sustain-
able development must be heterogeneous in its content and implementation, open to
contradictions and critical reflection [4]. In the Global South, instead, in a situation
of promotion of the tertiary education, the contribution of HE to achieve the SDGs
is primarily viewed as training for managers and innovators for economic growth in an
increasingly high-tech world [5, 6].

Education for sustainable development has to be taken in consideration both in the
current law and in reforms, as underlined also into the “Global Monitoring Report”
2016 [7], together with the principles of Social Dimension, also trough a cross-cutting
cooperation across Ministries. Governments should reverse the shift of the public spend-
ing cuts that has accompanied the difficult economic situation in the recent decades,
with a growing trend of increasing fees or private education. Given that UNESCO as-
sumes an indispensable increase in public expenditure for the implementation of SDG
4, the recommended plan of allocation from 15% to 20% of public budgets to the
education sector is urgently needed [8].

As also OFSE affirms, the global growing tendency to commodification of HE and
the anchoring of it in a modernist-western narrative that dates back to the colonialism,
with the establishment of strong asymmetries in what is considered legitimate as knowl-
edge, that according postcolonial criticism [9] is a “global epistemological phenomenon
cemented”, affecting the potential of tertiary education and the achievement of the
targets of sustainable development. This situation leads to a system of hierarchical strati-
fication of the global landscape of higher education, that locates the “opinion-leading”
universities in the Global North, and is defined by Eurocentric Curricula and Ranking
according to international excellence criteria. Instead SDGs call for educational equal-
ity, that also has the positive consequence to enabling the capacities necessary for the
development [10].

Universities and higher education institutions clearly reveal themselves as fundamen-
tal, both for its educational and social role, as underlined also in the Paris Communiqué.
Many higher education institutions in the EU committed themselves to sustainability
and have created national or regional networks in order to share and promote best
practices in sustainability with the aim to cooperate towards reaching the SDGs (such
as ‘RUS’, the Italian Network of 60 Sustainable Universities, or ‘Hoch-N’, network
of 11 Sustainable Universities in Germany). Their monitoring [11, 12] showed that
sustainability at higher education institutions is strongly linked to committed individ-
ual change agents. Students usually play a vital role as initiators, drivers and contribu-
tors of the sustainability processes, but the institutionalisation of this engagement is

63



Valentina Tafuni, Janek Hel3

useful through structures that assign responsibilities and provide resources and funds.
Examples of Green Offices run by students (such as offices at Maastricht and Bologna
University) or sustainability departments illustrate, that a cooperation between all actors
of the university environment is possible and desirable. The two-way relation between
university management and students has positive effects such as avoiding the hand in
hand dispersion of responsibility raising awareness and creating participation models
which include the civil society.

HE(I) must “transform itself” in order to promote sustainable development (Tilbury,
2011 [13]). But the integration of sustainability into curricula and didactic frameworks
needs support. The integration is already ongoing in the international framework with
515 courses, masters or PhDs, which present various references to it in their names and
contents (according to the Italian Universities’ Rectors Conference). Developing leader-
ship, as an understanding of participation and democracy in decision-making structures
and in order to face the complex challenges towards a more equitable society, green
economies, eradication of poverty, food security and other steps are important. This re-
quires increasing the trans-disciplinarity of teaching and learning programs and also the
respective research, because it will facilitate the inclusion of vulnerable groups in educa-
tion. A key point should be surely addressed at the level of governance, where is very
rare to deal with an important issue like democracy. HEI should understand that very
often they play as actors into the process of reproduction of social inequalities. Anti-
discrimination strategies are not enough to reverse the trend, above all in the Global
South [14]. The commitment has to be the removal of the obstacles that undermine the
transformation of Universities from HEIs to SDG-relevant actors, namely, according
to the AU, the lack of funds firstly; secondly, the insufficient unfavourable incentive
systems for implementing the SDGs in higher education worldwide. Research is indeed
mostly oriented towards disciplinary excellence, because of the excellence criteria, rank-
ings and research promotion strategies on which is based the global science, instead
inter- and trans-disciplinary approaches or partnerships with institutions.

Open access to educational resources and the Open Education strategies would
be useful in order to guarantee the core principle of equal access for those who want
to pursue education. But in this perspective, digitalization must be seen as an op-
portunity, not as an unavoidable end. We need good and future-oriented teaching
and learning as necessarily as always. Actually, in part — but not only — thanks to new
technologies, we have chances to embrace the chance of teaching and learning even
better. Digitalization must not be a driver for considering education as an object of
commodification. There is the need to avoid the fragmentation of the institutional
structure and the interpersonal dialogue.

What is needed the most is a continuous involvement of students in all key aspects
of the HEIs’ work. Allowing their participation into study programs design and deliv-
ery, considering the diversity within students and guaranteeing flexibility and use of
difference approaches of teaching and learning, help to create a successful relationship
between faculty and students. In the environment promoted it should be possible, be-
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tween students and teachers, to learn reciprocally and communicate. In this context,
also academic staff should be able to work with appropriate resources and funds, and be
allowed to have access to training programs aimed to increase their knowledge on teach-
ing and learning and students’ proactivity. The capacities of students must be increased
in order to conduct them gradually towards the new student-centred system, in which
they become active co-creators, feeling responsible of their own education. Taking on
this responsibility themselves, as well as experiencing different modes of assessment and
feedbacks in order to evaluate their planned learning outcomes, support students not
only to be autonomous learners, but also “aware” individuals. Individuals that are able to
develop system’s thinking, alternative futures’ envisioning, a critical thinking to evaluate
sustainability values and principles and the ability to be collaborative and benefit from
the mutual motivation.

Aware individuals, then, will be ready to take charge of their collective responsibil-
ity to deliver a more equal world to the next generations. A world where no one is left

behind.
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There are, I believe, two key questions we should always ask about our academic
work. The first is: what are we good at? Most of us, and certainly all university lead-
ers, are very practiced in responding to this question. We can easily reel off subjects
and disciplines in which we excel, statistics about rankings and league tables, names
of eminent alumni, tales of prizes won, and evidence of esteem indicators. There is,
however, also a second question, which I believe is of equal importance. The second
question is: what are we good for? We are much less practiced in responding to this
second question. Indeed, it still seems to catch us by surprise. This question is about
our role in society — about the social dimensions of higher education. It is within
this context, that of the good-for question, that I would like to put forward three
theses, drawing on past experience in order to try and formulate helpful principles
for the future.

My first thesis grew out of my time as Rector and Vice-Chancellor of Stellenbosch
University. Stellenbosch is a university town about 50 kilometers east of Cape Town.
Historically, it was the first inland town founded by the Dutch settlers, when they
started venturing out from their fort in Table Bay in the 1670s. It is located in an
area of great scenic beauty, situated in the Winelands of the Cape. It is also well
known amongst rugby fans as the base of a rugby club which has produced many
Springboks for the national team. For all of these reasons it is a very popular tourist
destination.

There is however another reason why Stellenbosch is worth knowing about. It
was there, in that beautiful university town, where apartheid was born. Most of the
well-known figures of apartheid had a Stellenbosch connection, and for most of the
20" century Stellenbosch was the intellectual home of the apartheid regime. The
architect of ‘grand apartheid’, Dr. Hendrik Verwoerd, was a Professor of Sociology
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at Stellenbosch University before he turned to politics. D.F. Malan, the man
who won the election of 1948 which initiated the 46-year rule of the Nationalist
Government, had his home in Stellenbosch. Indeed, the National Party itself was
founded in Stellenbosch, in 1914 (two years after the founding of its nemesis, the
African National Congress). When Verwoerd was assassinated in 1966, his successor
was a Stellenbosch alumnus, John Vorster, who became Chancellor of the University
— as did Vorster’s successor, the strongman P.W. Botha.

Surely it is one of the tragedies of the 20* century that the Afrikaners, who had
the sympathy of the world after being defeated by the mighty British Empire in the
Boer War of 1899-1902, decided that their only chance of survival was through the
domination of others. And surely, within that narrative, we should take account of
how and why a university became a standard-bearer for a narrow ethnic nationalism,
proclaiming itself (through the mouth of Rector H.B. Thom in the 1960s) as the
Volksuniversiteit of the Afrikaners.

It is necessary to say something about apartheid, for those readers for whom it
is a concept distant in time or geography. On a high wall in the Apartheid Museum
in Johannesburg you will find a display which lists all the apartheid laws passed by
parliament between 1948 and 1994. There are many, and they are very detailed.
Apartheid was intended to make sure that white people and black people would live
their lives separately, that white people would exercise political and economic power
while black people would supply labour, and that education for black people would
be restricted on the grounds they would never need anything more. Cities and
towns were divided into separate residential and business districts, every post office
and every police station had two entrances, one for ‘whites only’ and one for ‘non-
whites’, and every park bench, every bus and every beach was likewise designated.
Nationally, all African black people were supposed to be resident in one of the so-
called ‘homelands’ (or ‘Bantustans’), but were permitted to come and work in the
white areas provided they had a ‘pass’ authorizing them to do so. In the educational
sphere, Dr. Verwoerd himself piloted the Bantu Education Act through parliament,
in the process asking the infamous rhetorical question “What is the use of teaching
a Bantu child mathematics?’

The ‘grand apartheid’ vision was that each of the homelands would be an indepen-
dent country for each of the separate ‘ethnic’ and/or linguistic groups: the amaZulu,
the amaXhosa, the Batswana, the VhaVenda, and so on. The rest of the country would
be for the white people. (The fact that, in this manner, about three quarters of the
population was supposed to be resident on about 13% of the land was glossed over.)
Then, as regards higher education, each of these independent countries would have
its own university. This idea was duly enshrined in law through the ironically-named
Extension of University Education Act of 1959 — which meant, in reality, that black
students were removed from ‘white’ universities, because they were supposed to go to
their ‘own’ universities. In this manner, apartheid thinking went, a very diverse coun-
try would have a very diverse higher education system.
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Or would it? That rather depends on what you think diversity looks like.

I was appointed as Rector and Vice-Chancellor of Stellenbosch University in May
2001, while I was still working in Australia. I was the first ever Rector to be appointed
from outside the University; the first who was not an alumnus, and the first who had
never been a member of the Afrikaner Broederbond (‘Band of Brothers’), the secret
organization behind the National Party. How, I wondered, when I took up office on 1
January 2002, does a university which had been the intellectual exponent of apartheid
become an integral part of the new South Africa?

Stellenbosch University, as I found it, was still largely populated, and entirely con-
trolled, by white Afrikaners. In my view this situation was neither justifiable nor
sustainable. I took up the leadership of the University committed to the view that the
acknowledgement, promotion and celebration of diversity should be a key response to
the legacy of the past. But that would have to be a diversity different from the apart-
heid kind: not a diversity where people were kept in different boxes, but a diversity
where people rub up against different people all the time.

There is pleasant tradition at Stellenbosch University that the academic year be-
gins with an academic opening: a full academic procession, and a university-wide
congregation where all new students are officially welcomed by the Rector. Like most
universities in the southern hemisphere, the academic year at Stellenbosch follows the
calendar year, and so the academic opening usually takes place at the end of January.
Within a few weeks of taking up office, therefore, I had the opportunity to give a ma-
jor address to my new colleagues and students. And this is what I said [1]:

Stellenbosch University needs more diversity.

The reason why I believe we need more diversity is this: diversity has an inherent
educational value. That is why we need more of it. This is an educational institu-
tion. Our business is about knowledge. That means we all have to learn, all the
time. [And ...] we will learn more from those people, those ideas and those phenom-
ena that we do not know, than from those we know only too well. We need around
us people who represent the rich spectrum of South African life, and we need the
diversity of ideas that are new to us. We need to pursue this diversity of people and
ideas because of our core business — which is to learn.

I could have chosen to justify diversity as a moral imperative, which it was. I could
also have chosen to justify it as a strategic or even a tactical move. Instead, I chose
to give an educational justification for diversity at an educational institution. It is
always easier to be convincing when you really believe what you are saying, and I am
convinced of the inherent educational value of a diversity of people and ideas. This
became the keynote, so to speak, of my Rectorship at Stellenbosch, and I believe it
remains as valid today as it was then. And so, for present purposes, I present it as my
first thesis on the social dimensions of higher education:
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Quality needs diversity [2]

For my second thesis, taking my cue from the antiquity of Bologna La Dotta, let us first
go back into European history. On the 7* of March 1277, in Paris, there was an attack
on academic freedom. The Bishop of Paris, Stephen Tempier, issued a condemnation of
219 propositions associated with Aristotelian teachings at the University.

As we know, the writings of Aristotle entered western Europe via Muslim Spain dur-
ing the 12" and 13" centuries, causing a tremendous intellectual revival. Particularly
influential were the writings of ‘the Commentator’, the jurist, physician and scholar
known as to Europeans as Averroes of Cordoba. Averroes took the stance that it was
wrong for religion to forbid philosophy, and this very same point of contention resur-
faced in the Catholic Church. The Bishop of Paris, for one, in his scatter-gun condem-
nation, believed that he was defending faith against dangerous Averroists like Siger of
Brabant and Boethius of Dacia. These logician-philosophers were rationalists, arguing
that reason should follow its course irrespective of any doctrine of faith.

But the Bishop overreached himself. Amongst his 219 propositions were some attrib-
uted to a renowned scholar who was supposed to be on the side of the Church: Thomas
Aquinas, the Angelic Doctor. While Aquinas did write a treatise against the Averroists,
he was himself a true Aristotelian, teaching the primacy of the intellect over the emo-
tions. For Aquinas, God was ‘the most perfect of intellectual beings’ — a kind of Supreme
Professor of Logic. He made it his life work to reconcile faith and reason in his Summa
Theologica, and that he was largely successful is shown by the fact that he was not only
canonized within 50 years of his death, but that Thomist teachings remain a key part of
the Catholic Church even today.

And so, universities, in a wonderfully unintended consequence of the Condemnations
of 1277, became liberated to follow reason wherever it may lead. Over time, this dedica-
tion to the exercise of reason and the pursuit of truth became what we might call the
soul of the university — its essence, or animating principle. Five hundred years after the
futile actions of the Bishop of Paris, Immanuel Kant reformulated the primacy of reason
in alittle treatise titled 7he Conflict of the Faculties [3]. The University, as was common in
the late 18" century was composed of four Faculties. The three ‘higher’ Faculties of Law,
Medicine and Theology were, according to Kant, subject to the bidding of the state or
the Church. The ‘lower” Faculty of Philosophy (or the Arts), however, had the privilege

and the obligation to be answerable only to reason.

It is absolutely essential that the learned community at the university also contain a
Jaculty that ... concerns itself with the interests of the sciences, that is, with truth: one
in which reason is authorized to speak publicly.

The same ideal was still prevalent in the 19" and the 20® centuries. We even installed
our own patron saints of higher education: Wilhelm von Humboldt as the proponent

of blue-sky research, and John Henry Newman as the proponent of teaching knowledge
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for its own sake. When we formulate what we are good at, we do so in the context of
Von Humboldt and Newman.

But then, around the turn of the new millennium, something happened. We made a
Faustian bargain. We traded reason as the soul of the university for something called
‘excellence’. Somehow, we convinced ourselves that higher education is a competitive
enterprise, and that our job is to outperform our colleagues at other universities in
measurable output parameters. Higher education thus becomes a kind of continuous
Olympiad.

Let me draw out the consequences of this change by saying something about a cliché:
the knowledge economy. If we take this idea seriously there is a simple but profound
question which has not been asked often enough: in the knowledge economy, what are
the drivers of supply and demand? In the academic world in which I grew up, the answer
was clear: the driver of knowledge on the supply side is the curiosity of the individual
researcher. That is why we speak of ‘curiosity-driven’ or ‘basic’ or ‘pure’ research, and
this was the pre-eminent and most highly esteemed kind of knowledge production.
Moreover, in the paradigm of curiosity-driven research, knowledge production was as
much as we were required to do. As long as our output was good, and we kept on pump-
ing out knowledge into the world, that was our job done. We were confident and com-
fortable in our belief that through the workings of an invisible hand, curiosity-driven re-
search would in the fullness of time bring benefit to society. In the meantime, we could
reap the rewards of ‘excellence’ by enjoying the esteem indicators of being highly ranked.
Most of us, including myself, actually do believe in the validity of the invisible hand
argument. However, increasingly many of us also believe that, while true, it is not the
whole truth. It is essentially a supply-side argument, not taking account of the fact that
the workings of the invisible hand are unpredictable and slow. It focuses on what we
are good at, ignoring the entire demand-side dimension of the question what we are
good for. There is a legitimate question about the extent to which we respond (or fail to
respond) to the needs and demands of society, and ‘excellence’ by itself will not answer
that question. That is my second thesis:

Excellence is not enough [4]

For my third thesis, I will first draw on recent experience. I live in a town called
Franschhoek, about an hour out of Cape Town. In 2017 and 2018, Cape Town very
nearly became the first major city to run out of water. For three winters it did not rain
to the extent expected, and dam levels went down precipitously. There was an imminent
risk that the taps would run dry. Severe water restrictions became the norm: no watering
of plants, no washing of cars, re-using your household grey water, two-minute showers
only (not more than once a day and not every day), not flushing the toilet every time
you use it, and so on. It is fair to say that the City was not well-prepared, and for some
time its response to the crisis seemed to be only to pray for rain. There is something
else worth noting for its absence, though: where were the universities? There are four
universities in and around Cape Town, three of them have an institute of water research,

71



Chris Brink

and none of these institutes played any major visible public role during the crisis. Which
raises the question: if universities have so many experts, and there is a need for knowl-
edge to address some societal challenge, where and how should these experts play a role?

This is very much an issue on the demand side of the knowledge economy, and it
brings up a question about the responsiveness (or lack of responsiveness) of universities
to societal challenges.

Nowadays most universities, in most parts of the worlds, see their academic work as
playing out in three portfolios: research, teaching and something variously called ‘out-
reach’ or ‘engagement’ or ‘community service’ or even ‘third strand’.' Now here is a ques-
tion: in your university, is the ‘Outreach’ portfolio defined by what the university would
like to deliver, or by what society actually needs? Further, turning the question into a little
thought experiment, the university could ask itself: of all the grand challenges facing soci-
ety, globally, nationally and regionally, for which of these do we have the knowledge base
and the academic expertise to help find solutions? Moreover, which of these challenges are
particularly relevant in our own city or region? So, for example, when there is a water crisis,
will our institute for water research be in the forefront of seeking solutions?

The question of responsiveness (or lack of it) is very much in the context of the overall
‘good for’ question, and it is a question well worth the attention of all universities. Does
your university, for example, have a ready portfolio of responses to the United Nations
Sustainable Development Goals? And does that portfolio feature on your university web-
site with the same level of prominence as your latest ranking on the most fashionable
league tables? In terms of local challenges, have you taken notice of the idea of ‘university
social responsibility’? [5]. Do the leaders of your university have regular meetings and
productive collaborations with the city council or local authority? Do you educate your
students primarily so that they can get jobs, or so that they can be responsible citizens?

I have already made the point that knowledge production is indeed a valuable part of
our social responsibility, but that excellence in knowledge production is not enough to
discharge that responsibility. So, what more do we need to do? We need to do as much
on the demand side of the knowledge economy as we have been accustomed to doing
on the supply side. Specifically, we need to put that which we are good at to work, in
response to the needs and demands of society. That is my third thesis:

Responsibility requires responsiveness

Let me conclude by returning to the Condemnations of 1277. One of the rationalists
whose work stood condemned was a now-little-known figure called Boethius of Dacia,
or ‘Danske Bo’. In a marvelous little treatise titled De Summo Bono he wrote:

The supreme good open to man is to know the true, to do the good, and to delight in both.

' T'am one of those who believe that the terminology ‘third strand’ has been harmful. In positioning
our role in society as a third strand of activity, we divorced it from research and teaching, thus charac-
terising it as an onerous add-on obligation rather than an integral part of scholarship.
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This sentiment rather sums up what I wanted to say about the social dimensions of high-
er education. To know the true is our traditional task. It is about the pursuit of truth, the
exercise of reason, knowledge production, the supply side of the knowledge economy. It
is what we are good at. To do the good is to put our knowledge and expertise to work in
responding to societal challenges. This what we should be good for, and what we should
do more of. And finally, we might do well to remember that we can take delight in both.
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I would like to begin by thanking the conference organisers for the invitation to con-
tribute to this Bologna Anniversary event. I am delighted to participate and to have the
opportunity to share with you some thoughts, reflections and brief comments on the
Bologna process and in particular, the social dimension aspect of the process.

This contribution to the event started life as a joint paper presentation with my two
co-authors Ninoslav S¢ukanec Schmidt and Robert Napier who are the joint Chairs of
the current Social Dimension Advisory Group of which I am also a member. I will be
looking at some of the issues noted in our original abstract but only some. As I won’t
have time to explore these in any great detail here I would like to invite you to contact
me with any points and comments you may have and I will be delighted to feed these
into the ongoing discussions of the Social Dimension Advisory Group as it works to-
wards delivering its mandate which I shall come back to in due course. Facilitating an
open dialogue in respect of the work of the advisory group is a very important way of
drawing on the wider body of knowledge and practice relating to the social dimension.
I will give you my contact details at the end of this paper for your comments.

The title for this paper is “Bologna and the Social Dimension — Lost in translation?”
In using the word translation, I want to suggest that part of the ongoing challenge for
the social dimension involves a significant degree of translation and for that matter, in-
terpretation. For example, the challenge of translating the defining features of the social
dimension into policy and practice has been part of the work of successive social dimen-
sion working groups over the years. This has not been a linear or incremental process but
rather as we shall see a fairly uneven one with valuable points of progress over the period
that the Bologna process has been operating. I shall point out some of these issues as we
explore the Bologna process and social dimension.

Given the limits on the paper I will confine my commentary efforts to three areas
of discussion. First, I will make a few remarks by way of a highly edited overview on
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the Bologna process itself. I am sure I have missed things out but hopefully for those of
you not familiar with the Bologna process it will at least provide a starting point. Many
apologies in advance to any Bologna historians and experts as my overview remarks will
be at best a scene setting exercise and at worst a quick run through my personal selection
of the key features of the Bologna process. In this sense, I am less of a Bologna scholar
and much more a participant observer with a particular interest in the “public good and
wider benefits of higher education” which I believe in very strongly. I increasingly realise
that the Bologna process is very complex and as a participant in co-operation with other
colleagues my involvement is just in one part of the current cycle only. So therefore, I
will confine my comments to this.

My second area of discussion will focus on some of the social dimension aspects of
the Bologna process and for this I will be drawing on a combination of documentary
sources but mainly a selection of relevant Ministerial Communiques which make refer-
ence to the social dimension as well as some of the working papers from the Bologna
follow up group (BFUG) and the advisory groups that form a key part of the working
arrangements for each iteration of the process.

Finally, I will set out and also make a few remarks about the terms of reference for
the current Advisory Group for the Social dimension.

The outputs from this group will feed into the deliberations for the 2020 Ministerial
Communique and therefore help shape the growing body of knowledge and practice in
this crucial aspect of Bologna.

Before I come to the three areas of discussion let preface this by giving you some
background on me and my roles and responsibilities as this might also give you a clue
as to where I am coming from in my understanding and views on the social dimen-
sion. Like most of us these days I have multiple roles and responsibilities. My day job
is at the University of East London (UEL) where I am Director of Continuum — The
Centre for Widening Participation Policy Studies. This is a research and development
centre established in 2003 which undertakes a variety of research and near policy
studies often in collaboration with both local and international partners. The centre
for example has been commissioned by the London Councils representative body to
provide a series of longitudinal studies on the Journey of Young London Learners
to Higher Education (London Councils 2018) and amongst other things to look at
the social dimensions of these journeys. At a regional and national level this work
has raised important questions which are directly relevant to the Bologna process in
relation to the origins and destinations of learners progressing to Higher Education.
I will come back to the theme of widening participation later as it has been and is an
influential umbrella term connected to the social dimension often with reference to
national level policies and strategies.

The University of East London has a mission which is driven by its long-term com-
mitment to widening access and participation for more and different learners from com-
munities throughout East London and beyond. My university is therefore very much
an “anchor institution” in the region providing higher education opportunities to amaz-
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ingly diverse communities of learners in some of the poorest parts of London, which
often have low levels of higher education access participation and progression.

Complementing my role at UEL I am also a guest Professor at Malmo University,
Sweden where I work on a number of higher education widening access and participa-
tion research and development projects and related initiatives. This role has also led to
a healthy and productive knowledge exchange and wider co-operation being developed
between the two universities focusing on social dimension type issues and concerns in
relation to inclusion, partnership working and City/University co-operation. This is
much in the spirit of Bologna co-operation.

Thirdly, I am Chair of FACE — The Forum for Access and Continuing Education.
This is a professional network which supports and represents widening participation
practitioners from across the UK and which also has strong links with sister networks
internationally.

Finally, and of particular relevance as I mentioned I am the UK representative on the
Bologna Advisory Group Social Dimensions 2018-2020 and I also previously served as
the UK rep on the Social Dimension and Lifelong learning working group from 2014-
2015. I will draw on my experiential learning of working in these groups throughout
this paper.

Turning to my first area for discussion let me offer a brief reminder and overview of
some of the main features of the Bologna process.

The first point to make is that it is based on an intergovernmental cooperation
structure which is comprised of 48 participating countries together with the European
Commission. There are also a number of consultative members and representatives
from the national ministries in addition to colleagues from student and staff bodies
and stakeholder groups in the European Higher Education Area (EHEA) and so on.
The specific composition of the various thematic and advisory groups changes with
each cycle of the Bologna process to reflect the areas and priorities in the ministerial
communiques, which in turn frames the mandate for such groups. Oversight and
management of this process is the responsibility of the BEUG which includes repre-
sentation from the EHEA members.

So, what were the founding concerns of the Bologna process? Firstly, it is important
to note that the Bologna declaration, which I strongly urge you to read if you haven't
done so, was preceded and informed by the Sorbonne joint declaration which was pro-
duced a year before the Bologna declaration in 1998. Substantive sections of this dec-
laration were taken up in the Bologna declaration including those relating to the social
dimension. The Bologna declaration itself was signed by 29 European countries in 1999
and makes reference to a number of what have since become familiar features across
the EHEA landscape. Such as a credit transfer system, student/staff mobility, common
structure for academic qualifications and so forth. Importantly the declaration high-
lighted a commitment to Educational co-operation noting this form of working can
contribute to peaceful, stable and democratic societies. Certainly, in the two working
groups I have been a member of there has been a strong culture of cooperation between
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members. We should not underestimate the value and impact that such co-operation
makes to the quality of work undertaken in the various advisory groups. The social
dimension incidentally is mentioned in the very first paragraph of the declaration, so it
was very much one of the overarching themes of the declaration.

How has the Bologna process been progressed?

Two phases to the Bologna process with Phase 1 from 1999 to 2010 often character-
ised as the structural phase in which the setting up of the EHEA took place underpinned
by the aim of creating a compatible system of higher education with a common struc-
ture of qualifications and so on.

Phase 2 — 2010-2020 sometimes referred to as the phase of consolidation building
on the EHEA as well as a range of social dimension type developments such as inclu-
sion, widening access and participation in HE and supporting student success as well as
promoting the wider mobility of students and staff. So, from this we can begin to see the
way that aspects of the social dimension are part of an ongoing process which is inter-
mittent as we shall see. This is a process which includes the domains of practice, research
and policy and pays particular attention to the connection between these three domains.

Moving on to the organisational features of Bologna.

Essentially each cycle of the Bologna process comprises of a ministerial meeting ev-
ery second year supported by the BFUG. A major output from this is the Ministerial
Communique signed off by the member countries. The BEUG has the responsibility
to progress the commitments made in the communique and it does this through the
appointment of a series working and advisory groups which in turn are tasked with
progressing the specific terms of reference framed by the BFUG and agreed by the
Ministerial group. The BFUG meets at least every 6 months and is supported by a
secretariat drawn from the country which is hosting the Ministerial meeting for that
particular cycle. As Italy is host for this cycle the next Ministerial level meeting will take
place in Rome in 2020. So, the work plans and terms of reference for each of the cur-
rent themes including the social dimensions are presently being worked on by a series of
groups with oversight from the BFUG. The groups will present their reports and related
papers in time for the Rome 2020 ministerial meeting and communique.

Let me now turn to my second discussion area the social dimension and offer some
brief comments of where this fits into the Bologna process. Various commentators have
identified the social dimension as being a “moving target” within the Bologna process.
What this tends to mean in practice is that there has been variable degrees of emphasis
and attention given to the social dimension in the different communiques over time.
So, in some instances the social dimension features prominently and others much less
so. Given this in the next few paragraphs I shall attempt to highlight this moving tar-
get aspect by drawing on a brief textual analysis of references made in a sample of
Ministerial Communiques and related developments across the two phases of Bologna
I noted earlier.

If we go back to the original Bologna declaration we find the social dimension is
included in a list of key influential factors at the very start of the declaration itself. From
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its positioning in the text it seems to be the case that the social dimension was regarded
to be an overarching theme and part of the vision to create what is described in the dec-
laration as ‘part of a growing awareness’ in the public, academic and political spheres of
the need to establish a more complete and far-reaching Europe. The social dimension
being foregrounded as a critical feature of this vision of a Europe which as the declara-
tion goes on to say “is building upon and strengthening its intellectual, cultural, social
and scientific and technological dimension”. This particular vision of a social Europe has
of course been changing and this in turn has had consequences for the social dimension
and how it contributes to the wider changes across the EHEA.

By the time of the Berlin Ministerial meeting in (2003) and Bergen in (2005) we see
that the language and position of the social dimension has shifted. So, for example in
the case of the Berlin Communique there is a call to improve the “social characteristics”
of the EHEA as a way of balancing the increased emphasis on competitiveness in the
EHEA. The Bergen communique offers in contrast to previous communique standards
a rather detailed description of the social dimension. It refers to the measures taken
by governments which includes help to students especially from socially disadvantaged
groups. The help being provided includes financial as well as guidance and counselling
relating to accessing HE. As a number of commentators here have pointed out care
needs to be taken not to create a deficit model of the very learners that are being focused
on supported to access and excel in Higher Education.

When we reach the London communique in 2007 we arguably find the most de-
tailed and concrete definition of the social dimension so far. So, for example the London
communique talks about:

That the student body entering HE should reflect all our populations and the role of
student services also it uses widening participation and equal opportunities discourses
and terminology.

Although there have been several iterations of the social dimension in subsequent
communiques the London formulation marks a step change in attempts to define the
social dimension and it has had a significant influence on subsequent communiques
as well as the current work plan of the social dimension advisory group which has ad-
opted this definition in its work. We can also see strong echoes in the national widen-
ing participation plans and strategies in a number of EHEA member countries. The
take up and implementation of social dimension proposals and developments in EHEA
member states has been explored in for example the work of the PL4SD project which
undertook a mapping exercise of widening participation strategies across Bologna mem-
bers countries. This suggests that there is considerable positive interaction between the
Bologna process and its pronouncements concerning the Social Dimension and national
and institutional policy developments across the EHEA.

This mutual engagement and cooperation have also been proactively supported by
the various social dimension advisory groups over time.

So, the London Communique defines the social dimension in relation to who goes
to HE, participates in it and completes their HE studies. Furthermore, this definition
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also recognises the structural and operational challenges this involves when it identifies
the need to create flexible learning pathways into (Access) and within higher education
(Progression).

This interpretation of the social dimension also recognises the equal opportunity and
widening participation imperatives at all HE levels (eg undergraduate, postgraduate and
doctoral studies).

I am now going to move to the final discussion area by fast-forwarding a decade to
the 2018 Paris Communique. Here we can also see a strong alignment with the London
Communique both in language and intent. Specifically, the ministers acknowledged and
agreed that the following needs to be addressed by the 2020 Ministers meeting.

1. Social dimension needs to be strengthened.

2. HE student population reflects the diversity of Europe’s populations.

3. A common understanding of the social dimension needs to be developed.

Before I conclude this short paper let me set out the terms of reference for the current
Social Dimension Advisory Group moving forward to the next ministerial meeting for
the Bologna process which will take place in Rome in the summer of 2020:

4. To develop a common understanding of the concept of social dimension within
the BFUG.

5. To develop proposed principles and guidelines for the social dimension of higher
education within the EHEA and to submit these, through the BFUG, to the 2020
Ministerial conference for adoption.

6. To gather and examine data on good practices in the field of social dimension,
drawing on previously agreed commitments and existing data.

7. To explore the scope for EHEA cooperation to strengthen the social dimension of
higher education.

8. To begin working on Peer Learning Activities within the Social Dimension sphere.

In many ways, these terms of reference capture and embed the essence of the Bologna
process and specifically the social dimension aspect. In doing so they also provide an
important set of challenges to the EHEA members going forward beyond 2020. These
challenges include the following:

* Data collection and comparison at national level.

* Different understandings of the social dimension between countries and within

the HEIs.

* Divergence between Bologna objectives and national objectives in social dimen-
sion policies.

* Consistency of monitoring arrangements.

These ongoing challenges form part of the backdrop for the Advisory Group for

the Social Dimension and are currently being progressed through the group’s Terms of
reference.
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a criticism for too direct linkage to the labour market needs, not allowing the unforeseen demands in
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more appropriate term. A too strict link to the existing labour market can be conserving our societies
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compared to the labour market needs. We also have to be aware of the existing allocation of study
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This session, Careers and Skills for the Labour Market of the future, is about the future.
However, I start by looking back, as it is a 20™ anniversary. Twenty years ago, many gov-
ernments in Europe needed support to tackle modernisation of universities. The Bologna
Declaration was a starting point for several European governments to reorganise and mod-
ernise the higher education system in their countries. The establishing of the European
Higher Education Area was, among many other things, also oriented towards the require-
ments in the labour market. In the Bologna declaration, as well as in the communiques
from the ministerial conferences, employability is mentioned as an important aspect for
HE programs. It is especially linked to the first cycle degrees, which should be relevant
to the European labour market as an appropriate level of qualification, but it is of course
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linked to all three cycles. The demands of the labour market also included a stronger fo-
cus on the STEM subjects (science, technology, engineering and mathematics), life- long
learning, the ability to broaden the competences for individuals when the labour market
needs are rapidly changing as well as a broader recruitment of students with diversified
backgrounds. The means was to restructure the higher education sector to be more alike
between countries in Europe and thereby make it easier to understand the labour market
outside one’s own country. The redesign of curricula with learning outcomes in focus was
also a way to accentuate the different types of skills demanded in many work places.

The word “employability” has been criticized. This can be understood in the light
that many higher education systems had first degrees of 4-5 years before adjusting to
the Bologna process and found it difficult to think of a shorter first cycle degree as suit-
able for the labour market. The criticism can also be related to a criticism for too direct
a linkage to the labour market needs, not allowing the unforeseen demands in society,
which more general studies might assure. “Usability” has been mentioned by students as
a more appropriate term. A too strict link to the existing labour market can be conserv-
ing our societies instead of developing them. With a close connection to research, higher
education programs can be influencing the labour market with new ideas.

Parallel to this, there has been a modernisation agenda in the EU structure, with
various reports and a High Level Group. The focus has been on how you learn, how you
teach and the digital competences needed in the society. Also, the skill mismatches be-
tween the supply of graduates and demand from the labour market have been discussed.
In both approaches, the wider Bologna Process community and the EU agenda, the
employability versus the utility of studies are discussed. Is the concern only to adapt to
the labour market needs or is the concern also to influence the labour market?

Anyhow, there is a skills gap between supply and demand of higher education trained
people in certain areas, especially the STEM fields, but also elsewhere. The gap exists
locally, regionally and nationally. The digital gap is challenging in almost all fields. There
is concern from politicians, from the business sector and employer organisations about
these gaps, but also from the higher education sector. But the gap is not only related
to the situation in the higher education institutions; it is also about the conditions on
the labour market and the lack of attractiveness in certain fields — which can vary from
country to country.

How can you tackle these gaps? Several kinds of measures are necessary. The working
conditions in certain fields must be ameliorated, not only linked to salary but also wider.
The most difficult issue is to influence the attitudes among young people towards certain
jobs/fields. There are efforts, like the Technological Leap (“Teknikspringet”) in Sweden
which is an opportunity for young people directly after secondary school to spend half
a year at an enterprise in order to find out what kind of jobs there exist. The idea is to
be influencing these youngsters to choose a suitable higher education program. Summer
schools at higher education institutions have a similar aim.

The challenge with the digital skills gaps is that these gaps are of different kinds:

technical and professional competences, generic IT competences and soft supplemen-
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tary I'T competences (OECD, 2016, Skills for a Digital World, Policy Brief on The Future
of Work. Paris: OECD Publishing). Not least the last type of skills gap is about supple-
mentary learning in the field, where new knowledge and new approaches are necessary
as the labour market changes. So, the automation and artificial intelligence will change
the skills needed in the work force in many different directions. The challenge is to
combine the human cognitive capacity with new cognitive and intelligent instruments
given. Therefore, a broad supply of different educational offers for life-long learning is
important, to which also higher education institutions can contribute.

We have to realize that the skills gaps exist. The gap between the supply of
graduate competences and the demand from parts of the labour market is discussed
not least by enterprise associations. And we have to be aware that our governments
sometimes seem to be impatient with the higher education institutions - and stu-
dents - when it comes to the supply of competences compared to the labour market
needs. They take action — different actions from country to country. Sometimes
the existing allocation of study programs across different fields is questioned. The
allocation might still mirror the historical facts. Programs in the humanities and
social sciences have many students, as these programs often are without restricted
admission and hitherto cheaper than programs demanding lab resources. These
fields often attract more students compared to the SciTech fields. Higher education
institutions also take action. Among other things, like restructuring the curricula,
internships in different work places while studying in higher education, are meant
to make it easier to get a job directly after graduating.

In a broader spectrum, what kind of competences do we need in the future labour
market? If we could meet these requirements, we would also tackle the skills gap. Above
all, we need to train students in skills that enhance their employability. The language
skills must be broadened to several languages. The labour market of the future — but
also of today — is requiring transversal skills, both connected to the field of study and
generally. Which are these transversal skills? Actually, they are skills we train in higher
education, but we do not always put them forward as essential, as they are not always
assessed as such. It is about communication skills, both orally and written. It is about
analytical skills and ability to critical reflection. It is also about ability to think in new
directions, entrepreneurial skills. But it is also very simple things like the ability to plan
one’s work and to make decisions. You can say that some of these skills are a question of
personality, but we should train our students to be better off. The digital skills have to
be included as well in how the field is approached.

The labour market of the future is also a labour market in a globalised world.
Therefore, and as many nations have an increasingly heterogeneous population, inter-
national and intercultural skills are needed more broadly. These skills are the transversal
skills applicable to an international context: to be open-minded, aware of cultural dif-
ferences, have intercultural understanding and be adaptable to new perspectives. It can
include the preparedness to work in an international setting. The entrepreneurial skills
might be emphasised after an international experience, which make increased mobility
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an important means for training students in these skills as well as in international and
intercultural skills.

The learning outcomes of different study programs are nowadays, thanks to the
Bologna process, expressed in a way which includes transversal skills. Students are not
always aware of the importance of transversal skills when they market themselves in a
job interview. In order to make the training of all these skills more important for higher
education institutions as well as for students, the training has to include a more thor-
ough assessment of the transversal skills. If anything has to be further examined in order
to meet the labour market of the future, it is different approaches and experiences to
assess and examine these skills.

In the European Union, there is an initiative inside the Erasmus program, which is
approaching some of the challenges of the labour market of tomorrow: the European
Universities initiative, starting in the autumn of 2019. This initiative is a linkage be-
tween local and national and European needs, it is a means of strengthening and deep-
ening recognition and mobility, it has a focus on inclusion and the civic society and
also on the entrepreneurial approaches and innovation in a broad sense. The European
University is meant to be long term cooperation between several higher education insti-
tutions covering all regions in Europe. The labour market issue is of course important
for these initiatives. Among many other things, practical and work-based experiences to
foster an entrepreneurial mind-set and develop civic engagement are mentioned in the
recent call. Innovation, local relevance and community development are focussed in the
same time as cross-national cooperation. The assessments of transversal skills might not
be on the agenda. However, the assessments of the transversal skills have to be discussed
and tested.

The Bologna Declaration was an instrument to refresh higher education in different
countries in Europe in order to modernise higher education and make it more in line
with requirements of the labour market. The European University initiative is an instru-
ment to contribute to the competitiveness of European universities by a wide coop-
eration, covering students, staff, curriculum design, governance, innovation and other
societal interaction programs and inclusiveness to neighbouring societies. This is a new
effort to influence higher education institutions to do their best for the society and the
labour market in a European setting. However, the training and assessment of transver-
sal skills inside the study programs remain the most important instrument to meet the
future demands of the labour market and to increase the usability of higher education.
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Introduction’

Comparative analysis shows that in some countries (like Russia and some other post-
socialist countries) the expansion of higher education does not lead to the acceleration
of the economic growth and labour productivity (Klees, 2016).

However, even in most developed countries with well-established system of institu-
tions (including labour market) the pace of increase in tertiary education participation
(assumed it is an education of good quality) is faster than the pace of economic growth
(OECD, 2018).

Hence, the decrease in global economic growth in general, as well as the problem
of weak connections between economic growth and growth in education participation
— cannot be explained by referring to the issue of “bad institutions” alone. Drawing
on T. SchultZ idea of “the ability to deal with disequilibria” — or, in other words, “the
entrepreneurial” abilities — and John. W. Meyer’s concept of “expanded actor hood” we
elaborate some theoretical insights, which suggest new principles and mechanisms for
the connections between education, economic growth, and institutions — and the role
of education in these regards.

! This paper partly utilizes and elaborates on fragments from Kuzminov Ya., Sorokin P, Froumin
L., 2019. Generic and Specific Skills as Components of Human Capital: New Challenges for Ed-
ucation Theory and Practice. Foresight and STI Governance, 13(2): 19-41. DOI: 10.17323/2500-
2597.2019.2.19.41.
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Mismatch between Education and Labour Market

A common explanation for the insufficient influence of formal education upon eco-
nomic growth is a “mismatch” between education and the labour market (Roshin &
Rudakov, 2015; Caroleo & Pastore, 2017).

Statistics show that more than 20% of Russian students enter college to study some
form of engineering and this segment has been growing since 2014 (Kliachko, 2017). At
the same time, the labour market does not support a corresponding number of jobs that
would make use of these engineering skills, while the rate of employment in the retail
sector rose 2.4-fold in the same period (Gimpelson, 2016).

Ultimately, educating engineers on a mass scale ends up being a poor use of time for
the majority of students and a waste of money on the part of the state. However, the
mismatch applies not only to jobs available on the labour market and specific professions
associated with them, but also to skills that are in demand more broadly (McGuinness
et al., 2018). This means that the problem lies not only in the sphere of specific human
capital, but also in the general sets of skills that are applicable to different jobs and even
to various industries.

In the global context, systems of higher education experience no less pressure to
confront the mismatch in skills as they do the mismatch in professions. A wide-ranging
study of the US labour market showed that changes in the demand for widely applicable
skills on the US labour market since the turn of the twenty-first century are partially
responsible for the decrease in upward mobility among workers with a diploma in high-
er education (Beaudry er al., 2016). Conclusions such as these contradict traditional
understandings about the primacy of specialized professional skills for success on the
contemporary labour market.

Education systems responded to the increased demand for soft skills over hard, nar-
row ones by, for instance, increasing the share of students studying humanities and
education (from 19% to 24% of bachelor’s students in Norway, France, Great Britain,
and Germany, but only 12% in Russia (Kliachko, 2017, p. 24)). Another response to
this demand was the spread of new universities following the classic liberal arts model
of education. Studies show (Telling, 2018), that students in highly developed countries
are most likely to prefer this model of education because it is open to a large spectrum
of potential professional trajectories (Telling, 2018).

The deficit in general human capital has also been reflected in the widespread ad-
dition of entrepreneurial elements to curricula, including in secondary and tertiary
education. Countries with leading positions in the innovation economy have been the
most active in this area. In Finland (NAE, 2014) and British Columbia, Canada an
entrepreneurial component is part of the “technology” curriculum. In a paradoxical
turn of events, the tertiary education sector, which traditionally specializes in producing
specific human capital and specialized work skills, has become increasingly permeated
by entrepreneurial education. This is especially noticeable in countries and regions at
the forefront of technological progress. The largest intellectual hub of Silicon Valley,
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Stanford University, has significantly boosted its entrepreneurial offerings over the last
twenty years, including programs within technical and software disciplines. According
to one large-scale survey in 2011, more than one third of Stanford graduates started
their own business, and a similar percentage have experience working at a start-up. More
than half of the graduates that became entrepreneurs said that Stanford’s entrepreneurial
spirit was what drew them to the university (Eesley & Miller, 2018). All told, Stanford
graduates founded almost 40,000 companies and created more than 5 million jobs,
generating annual revenue of $2.7 trillion (Eesley & Miller, 2018).

The tertiary education sector in Russia is also showing a distinct tendency towards
renewal, but the impact of entrepreneurial education on the economy remains small.
Businesses created in collaboration with universities have so far failed to compete ef-
fectively (Karpov, 2018). Whereas the Massachusetts Institute of Technology (MIT)
incubates more than 150 new companies annually, 24 of the top 40 Russian universities
generated less than 10 start-ups between 2009 and 2015 (Karpov, 2018). Nevertheless,
a net positive effect of specialized entrepreneurial training has been proven for the devel-
opment of Russia’s business ecosystem (Dukhon e al., 2018).

The challenge of the new global trends for human capital and education

The problem becomes even more complicated if we consider several trends in global
social, economic and technological development, which formulate new demands to the
human capital’s principal qualities. These trends may explain the decrease of the positive
effect of increasing education levels on aggregate economic growth on the macro level
(Klees, 2016).

The radically increased pace of technological development leads to customization,
that is, making individual the primary producer and consumer. Technologies change
the whole structure of global economy and labour market (ILO, 2018). The propor-
tion of job-places in industry decreases (with automatic systems enhanced with artificial
intelligence replacing humans), while the demand for labour force in services increases
— in particular, in non-market services, like healthcare, which is a necessary response to
the demographical transformation in developed countries (with an increasingly aging
population).

Innovative technologies, including Artificial Intelligence, 3-D printing and Platforms,
become GPT (General Purpose Technologies) that empower large institutional transfor-
mation — potentially decreasing the effect of “economy of scale”.

Corporate employment is gradually replaced by freelance, part-time employment,
which creates risks of underemployment and threats for the quality of life and social
protection. The dominating type of skills become non-routine skills — those that are
most difficult to substitute by a machine (Levy, Murnane, 2013).

Typical corporate careers also change, departing more and more from what Max
Weber called ideal type of “bureaucracy”: the principles of rational planning, strict spe-
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cialization and control appear inadequate for the turbulent times when project based
working and multi-functionality are essential for success (Deloitte, 2017). The hard
distinction between working time and leisure time also gradually vanishes.

These trends make especially relevant what T. Schultz in 1975 called “the ability to
deal with disequilibria” — or, in other words, “the entrepreneurial” abilities — as core ele-
ment of human capital, applicable to any job-place and even to every situation of choice
in the context of uncertainty. The idea that “educated” individual\collective action can
play a leading role in changing institutions — is not entirely novel for current sociological
literature: the concept of “Expanded actor hood” (Meyer, 2010).

The debates on human capital in the last decades largely ignored this element. At
the same time, in other domains of literature, valuable and relevant knowledge has been
accumulated — for instance, concerning “entrepreneurship education” or “liberal arts”
in higher education. These findings may be integrated in the dominating discourse on
human capital under T. Schultz general framework.

The pace of societal changes, empowered by revolutionary technological inventions
like artificial intelligence, internet-based platforms and networks - has become so fast
that it requires national states, companies and individuals to develop principally new ca-
pability in order to progress in economic growth. This capability goes beyond adapting
to the existing institutional systems — it rather implies the ability to transform them, to
create new institutions seen not simply as “increase in efficiency”, but as “a new system
of social interactions”, with “new identities”, “new value”.

Therefore, we suggest an expanded definition of human capital, with a special focus
on the following four categories of individual development (see Figure 1):

* Specialized skills adapted to specific jobs (specific human capital). According to
classical human capital theory, it is created through specific (mostly, tertiary) edu-
cation, as well as work experience.

* General human capital 1 — universal competences, for instance, creativity, criti-
cal thinking, cooperation and communication. It is developed through creative,
project-based work and requires supplementing traditional education with new
types of collective and independent activities.

* General human capital 2 - basic non-cognitive traits such as those found in the Big
Five, as well as grit, perseverance, psychological adaptability in the face of social
changes and challenges, and so on. These traits can be strengthened by specific activ-
ities and supported by an increased socio-personal component in education process.

* An expanded view of the concept of agency, or active independence, is the basis of
General human capital 3, which engages with the entrepreneurial element of hu-
man capital (Schultz, 1975). This category describes a person’s ability to transform
social structures and institutions, make improvements in the world in collabora-
tion with others, and create new types of action, including economic ones.

Agency will play a key role in job redesigning and in implementing new technologies
into labour processes. The whole workforce in the near future will face the need to invent
new tools and working methods. A WEF survey of international businesses (WEE 2018)
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Figure 1

showed that the corporate sector is ready to invest in training only for its most productive
employees, and even in such cases the expectation is that they themselves take the initia-
tive. Large part of the workforce will likely shift to freelance and temporary employment
(Upwork Global, 2017, p. 13). Under these conditions, agency becomes the most impor-
tant dimension of human capital for competing in the twenty-first century.

Conclusion

What can be the contribution of the education system to the economic growth in this
new reality?

1. First, it implies the ability of individuals to deal with weak institutes (a most im-
portant issue for countries like Russia).

2. Second, it also implies the ability to transform and change practically all institu-
tions — even the most “strong” and “efficient”, respected and well established (this
may be relevant to all countries with high participation in tertiary education).

3. 'Third, it poses the question about how tertiary education (the type of education
most rapidly expanding) contributes to human capital in terms of non-cognitive
skills, universal competences and other elements of human capital, essential for
the 21* century.
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Abstract: As it celebrates its 20" anniversary, the Bologna Process can look back at important
achievements. Structural reforms and other aspects of the European Higher Education Area are well
worth marking. But looking forward is even more important than looking back. In its next phase, the
Bologna Process will need to be more explicit about fulfilling all purposes of higher education. It needs
to spell out how the European Higher Education Area can help develop higher education in Europe to
meet the challenges we face as societies. It needs to look at how we can help develop societies that are
sustainable environmentally and socially, politically and financially, intellectually and practically. We
need to develop both the overarching framework of qualifications of the European Higher Education
Area and the Council of Europe’s Reference Framework for Democratic Culture.
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Turning 20

Turning 20 is worth celebrating. And, when we celebrate, we tend to look back. There
is good reason to do so, because nobody present in Bologna during those days in June
1999 when the Bologna Declaration was adopted and signed had probably imagined
quite what this Declaration would evolve into:

* A higher education area that is truly European, with 48 members;

* 'The reference point for higher education in Europe, and from which no country
felt it could afford to stay aloof;

* A framework for cooperation between the different actors in higher education,
across national borders: public authorities, institutions, students, staff, and inter-
national organizations working together;

* 'The facilitator of comprehensive structural reforms;

* A framework also for cooperation where countries undertake commitments and
then report on whether the commitments have been fulfilled.

There is much to celebrate. Higher education in Europe would have been very differ-

ent today had we not had the Bologna Process.

Even if implementation of our commitments is uneven throughout the European
Higher Education Area, and even if no member country can claim to be driving on
bright green traffic lights alone, the EHEA has made it easier for students to move
across borders. It has made it easier for students and graduates to have fair recognition
of their qualifications, so that they do not need to leave parts of their luggage behind
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at the higher education equivalent of customs stations because recognition procedures
are narrow-minded or protectionist — or both. It has helped students know whether any
given study program that may look interesting has been quality assured.

These alone are no small achievements, and they are not the only things the EHEA
has managed to do.

Looking forward rather than back

But we are turning only 20. We should have many more reasons to look ahead to than
to look back. What can we do in the next 20 or 40 years that we have not done so far,
or have not done well enough?

I believe our higher education systems and structures are supremely important. They
are important not because they look nice but because they serve a purpose. Ensuring
that more people leave higher education with a qualification and that fewer drop out
without one is important. But traveling faster and more smoothly, enjoyable as it is,
makes sense only if we travel toward something worthwhile. If we were going in the
wrong direction, we might as well travel slowly.

So structures are important but education is much more than structures. Education
has several purposes:

* Preparation for the labor market, certainly;

* But also preparation for life as active citizens in democratic societies;

* Personal development;

* And the development and maintenance of a broad and advanced knowledge base

(1, 2].
These four purposes, as defined by the Council of Europe, are equally important and
they are not contradictory. Many of the competences that make us attractive on the
labor market also prepare us for a role as active participants in democratic societies and
further our personal development.

At the Council of Europe, we have focused our work in particular on preparation
for democracy. Part of the reason is to be found in the same events that made it possible
to establish a truly European Higher Education Area: the extensive political changes in
Europe in what historians may come to call the “long 1990s”.

The Wall fell, and we applauded.

* Constitutions were changed, and we not only applauded but often advised.

* Free elections were held, and we rejoiced.

* And we thought we had democracy.

And then we discovered this was not quite enough. Institutions, elections, and laws
cannot be democratic unless they function in societies imbued by democratic culture;
the set of attitudes and behaviors that accept that conflicts should be resolved peacefully,
that recognize that your view may legitimately be different from mine, and that see di-
versity as an opportunity rather than as a threat.
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A Culture of Democracy

This is what we have come to call a Culture of Democracy, and for which we have devel-
oped a reference framework that outline 20 competences centered around four clusters:
(i) values; (ii) acticudes; (iii) skills; and (iv) knowledge and critical understanding [3].

A culture of democracy cannot be developed without education. Education cannot
help develop a culture of democracy unless the fundamental values of the European
Higher Education Area are respected and promoted. These fundamental values are aca-
demic freedom, institutional autonomy and the participation of students and staff in
higher education governance [4]. Just before the Bologna Anniversary Conference, on
June 20-21, the Council of Europe hosted a Global Forum on Academic Freedom,
Institutional Autonomy, and the Future of Democracy. The Global Forum adopted a
declaration that is now being disseminated [5].

There is no more appropriate place than Bologna to remind ourselves of the funda-
mental values of higher education. Bologna is the city that gave us the Magna Charta
Universitatum, and Bologna is the city that gave us — well, the Bologna Declaration and
the Bologna Process. As we look back at the very real achievements of the European
Higher Education Area over the past two decades, let us also look forward, to what
should guide us during the next years and decades. Six important issues must now be
addressed:

* How can we build on the structural reforms and other achievements of Bologna’s
childhood and youth to do what Bologna should do as an adult: develop higher
education in Europe to meet the challenges we face as societies?

* How can we, through the European Higher Education Area, help develop societ-
ies that are sustainable environmentally and socially, politically and financially,
intellectually and practically?

* How can we, as students, staff, higher education institutions, and public authori-
ties, work together not only to #rzin but to educate? We train ore highly qualified
subject specialists than ever before. But we also need to educate intellectuals: those
who can put their subject specific knowledge into a broader context, ask critical
questions, and find answers to them.

* How can we develop both the overarching framework of qualifications of the
European Higher Education Area and the Council of Europe’s Reference
Framework for Democratic Culture?

* How can the Bologna Process help us make education what the American journal-
ist Ambrose Bierce [6], in his Devil’s Dictionary, thought it should be: that which
reveals to the wise and hides from the foolish their lack of understanding?

* How can the European Higher Education Area help answer the question the
Chilean sociologist Eugenio Tironi [7] feels we need to answer before we can de-
cide what kind of education we need: what kind of society do we want?

With that we should have our agenda set not only for this anniversary conference but

for the many Bologna anniversaries we hope are still to come. No city is better placed
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than Bologna to both celebrate what higher education has achieved and look ahead to
what higher education still needs to do.
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edited by Broucker et al. (2019) sets out to describe, analyse and compare the current situation in
twelve European higher education systems, the path of reform these systems went through, and the
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the main findings of that book.
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Introduction

Twenty years after the start of the Bologna Process, the time is right to take stock of the
reforms that have since then been carried out in higher education systems throughout
Europe with regard to the original goals set out by the Bologna Declaration. The book
Higher Education System Reform [1] sets out to describe, analyse and compare the current
situation in twelve European higher education systems, the path of reform these systems
went through, and the triggers and discourses that played a role in the reform path.
The term ‘system reform’ is derived from the definition of public management re-
form by Pollitt and Bouckaert [2]: “Deliberate attempts to change the structures, pro-
cesses, and/or cultures of public sector organizations with the objective of getting them
(in some sense) to run better”. In the context of higher education, the term thus refers to
intentional attempts to reform the system-wide structures, processes, and/or cultures of a
higher education system [3]. In this paper, we summarize the main findings of that book
The Bologna Process created a momentum in Europe to engage in system reform in
higher education, with a view on creating a European Higher Education Area (EHEA).
The Bologna Declaration initially stipulated six main objectives: (1) the adoption of
a system of easily readable and comparable degrees; (2) the adoption of a system es-
sentially based on two main cycles; (3) the establishment of a system of credits; (4) the
promotion of mobility; (5) the promotion of co-operation in quality assurance; and (6)
the promotion of the European dimension. For these six objectives the question after

99



Kurt De Wit, Bruno Broucker

twenty years is, first of all, to what extent have different HE systems adopted and imple-
mented those goals? Second, what has been the path of reform to arrive at the current
situation? Third, what were the triggering (economic, social, political) factors for the
reform in each system? And finally, what was the rationale or narrative that guided the
intended reforms?

These four questions have guided the analysis by national experts of twelve European
higher education systems: Flanders, Germany, the Netherlands, Finland, Denmark,
Italy, Spain, Portugal, Ireland, England, Lithuania, and Hungary. The main conclusions
from the comparative analysis of system reforms in these twelve systems are presented
in the next sections.

The current situation with regard to the Bologna goals

When gauging the current situation in the twelve higher education systems with regard
to the six original Bologna goals, it is clear that Bologna has not put an end to diversity.
This finding confirms many earlier studies that have put into question the overly opti-
mistic view put forward by the official follow-up reports. Interestingly, there is a clear
difference to be observed between the first three Bologna goals (comparable degrees, two
cycles, credit system) and the last three (mobility, quality assurance, European dimen-
sion). With regard to the first three objectives, it can be said that the higher education
systems have adopted the ECTS-system, have created a system of comparable degrees,
and have mostly adopted a two cycle based system.

Yet there remain differences between the systems, which might seem minor but nev-
ertheless raise the question to what extent they could yield large consequences. For
instance, not all countries have implemented the two-cycle structure consistently across
all fields of study. In Germany there still is a traditional single cycle first degree in fields
such as medicine, law, theology and engineering, and in Italy some faculties, such as law,
still have a five-year unique cycle. While such examples already show that the compara-
bility of systems remains complicated in some cases, additionally there are differences in
assessment schemes. For example, Germany has a descending grade scale, while others
such as Flanders have an ascending one. Further variety can be found in the recognition
of the Bachelor degree by the labour market: in the Netherlands and Finland, for in-
stance, such recognition is lacking, while in Flanders the ‘academic’ bachelor (at univer-
sities) is not even really constructed to have a real value on the labour market. These kind
of differences between higher education systems can be referred to as small, or based
on exceptions. Nevertheless, they make it more difficult to really compare the systems,
and on a more practical level to exchange students and credits, and hence to allow the
creation of a truly flexible and mobile student population across Europe.

With regard to the further three objectives, again and perhaps even more divergence
can be observed, as well as less (clear) implementation. In the twelve higher educa-
tion systems, the promotion of mobility has been restricted mainly to student mobility.
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Moreover, student mobility in itself has increased less than was hoped for at the start of
the Bologna Process. In 2013, only 7% of total student enrolment in EU Member States
came from abroad, with large national differences. Figures from the OECD [4] show
that student mobility has increased in absolute numbers, but far less as a percentage of
total enrolment, and in some countries (Germany, Spain, the UK) it has even decreased.

The Bologna objective to promote European co-operation in the field of quality
assurance surely has received a lot of attention, through the adoption of the European
Standards and Guidelines for Quality Assurance, and the institutionalization of internal
and external quality assurance processes. But at the same time the complexity has in-
creased, because of the remaining divergence in quality assurance processes, a prolifera-
tion of (accreditation and other) bodies and organisations, and growing specialisation
with regard to accreditation.

Finally, regarding the European dimension, it turns out to be difficult to isolate this
objective and to see its results within the twelve higher education systems. There seems
to be little concrete proof of how this target has been implemented. At best, it has been
translated into a policy of internationalization (e.g. in Flanders, Germany or Lithuania)
or mobility (e.g. in Spain, the Netherlands). But there are also countries that have not
given attention to the European dimension, for instance Finland or Portugal.

The results of these three objectives, which have a broader and less focused definition
than the first three, which to some extent are rather technical, do not seem to depend on
the level of implementation of the first three objectives. This is noteworthy as the first
three — when implemented in all their potential — could result into more cooperation,
mobility and the promotion of a European ideal throughout the EHEA. However, in
actual fact some countries have fully adopted the ECTS system and have implemented
a comparable degree structure, yet witness a relatively low student mobility and do not
emphasize to a large extent the international or European dimension as promoted by
Bologna. From a European policy approach, therefore, the question should be raised to
what extent the rationale of Bologna in itself has indeed resulted in a true comprehen-
sion, not only of the purpose, but also of the values behind it. Bologna does not seem
to have created the desired European connectedness and has not eradicated the diversity
between higher education systems. National and/or regional policy objectives with re-
gard to higher education still matter more than the aspired ideal of co-operation within
Europe. System reforms are mostly conducted from an internal, regional/national policy
perspective — despite the European context wherein higher education systems operate.

The path of reform towards the current situation
The Bologna Declaration in hindsight has marked the start of an important phase in
what has come to be known as the European Higher Education Area, a major devel-

opment despite the continuing diversity and complexity. The path of reform that the
twelve higher education systems have gone through to arrive at the current situation,
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has not always been straightforward and naturally shows wide variation as well, since
their engagement with the Bologna Process from the beginning was different as well.
Not for all systems was the Bologna Process a starting point for reform. For instance
in England and Ireland, Bologna was just an additional step in an evolutionary process
of reform that was already underway. For other systems, such as Flanders, Italy or the
Netherlands, Bologna implied a more radical change of the way in which higher educa-
tion was structured before.

In these systems Bologna was an impetus to draw anew the contours of the higher
education system and to rebuild it in accordance with the Bologna framework. In
these cases Bologna was a triggering factor to introduce change and to legitimate a
process of reform. For instance, in Germany and Italy Bologna was seen as a window
of opportunity to increase the quality of the higher education system. In Denmark
the governance of the higher education system was the focus of debate. In Flanders
and the Netherlands the Bologna Process was referred to as a means to contribute to a
European ideal of higher education in which they wanted to play a role, and did not
want to be left behind.

The Bologna objectives thus were adopted for different reasons, in many cases not
as constituting a reform project in their own right, but often as a legitimation of re-
forms deemed necessary from within the higher education system itself. For instance in
Finland mergers were the actual focus of policy-makers reform plans. In Lithuania the
Bologna Process was an opportunity to take an extra step in the reform of the higher
education system away from the Soviet past and, more recently, to take a turn towards
neoliberal reforms in higher education.

In other words, not only when we look at the current state of affairs, but also when
we take the perspective of the reform path towards that current state, it again becomes
clear that the primary objective of higher education system reforms more often than
not was to implement a national or regional reform trajectory, rather than adhering to
a European ideal.

The driving factors triggering the system reforms

From the above it will be already clear that the driving factors triggering system reforms
have much to do with national policy arenas, rather than with the Bologna Process in
itself. In the twelve higher education systems, system reform in the past twenty years
has been a matter of legal experts and of dialogue between a large set of stakeholders.
However, the actual power to decide has remained in many cases in the hands of the
government and an elite group of powerful stakeholders. For some higher education
systems, participation of stakeholders in the decision-making regarding the Bologna
Process is more a matter of formal adherence than an actual reality. This is for instance
the case in Hungary where participation of students in decision-making is marginal and
where policy is implemented top-down. In other systems