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1997, he pursued a career as a lawyer. Thomas Estermann was previously a member
of the Executive Committee of HUMANE (Heads of University Management &
Administration Network in Europe) and founding chairman of WSAN, a network of
senior university managers in Europe. He is also a member of the editorial board
of the UK-based journal ‘Perspectives’, which focuses on policy and practice in
Higher Education. He holds a Master’s degree in law from the University of
Vienna.

Nadia Fernandez-de-Pinedo Senior Lecturer in Economic history at Universidad
Auténoma of Madrid (Spain). She is research associate of the Historical Archive
of the Spanish Patent Office (OEOPM) and member of IBC Network (http://www.
ibcnetwork.org). Nadia participates in various cross-disciplinary projects, such as
GECEM project funded by the ERC, where she focuses on technology transfer
processes, institutions and consumption patterns in XVIII and XIX centuries. She is
also an expert in teaching, and participates in several projects of teaching inno-
vation that sought to promote new active methodologies and strategies of learning
and teaching.

Cristina Ramona Fit Has an experience of more than 10 years in higher educa-
tion. Presently, she is as a public policy expert on higher education at the Executive
Agency for Higher Education, Research, Development and Innovation Funding
(UEFISCDI), with a special focus on internationalisation of higher education and
the Bologna Process implementation. She coordinated different work-packages in
national projects, financed from structural funds and implemented by UEFISCDI,
and different national conferences on higher education and research. She is author
and co-author of academic articles, studies and reports on internationalisation of
higher education, equity and social inclusion. She coordinated the development of
www.studyinromania.gov.ro, the official Romanian website dedicated to promote
the Romanian HE abroad. She has a bachelor degree in International Relations and
European Studies and a master degree in marketing, both at West University of
Timisoara. Withal, she studied at the Romanian Diplomatic Institute. She is an
accredited project manager and an experienced and accredited trainer. Also, she has
an experience of more than 10 years as PR Manager or PR Executive on education,
on human rights, women, minorities and ethnic groups, corporate communication
and in cultural projects.

Alexandru Foitos Is currently a MA student at the Faculty of Letters, History and
Theology of the West University of Timisoara, specialising in Literature and cul-
ture: Romanian contexts, European contexts. His major interests are academic
research in fields such as Romanian literature, stylistics and poetics, linguistics and
semantics, foreign languages, the use of digital tools and quantitative studies in
domains such as literature, stylistics or poetic lexicography.

Pam Fredman Professor of Neurochemistry at the University of Gothenburg,
Sweden and been and is active in many of scientific and scholarly contexts. This
includes board member of scientific organisations, academies and review
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committees academies and presidency of European Society of Neurochemistry. She
has extensive experience from academic leadership and between 2006-2017 acting
rector at the University of Gothenburg and as chair of the Swedish rector confer-
ence 2009-2014, and during the same period member of European University
Association, EUA, council and EUA Research Policy Working Group. Pam
Fredman has participated in political initiatives and policy development in Sweden.
On behalf of the Swedish government, she recently led the investigation on gov-
ernmental steering and resource allocation to Swedish higher education institutions.
From 2016 she is the president of the International Association of Universities
(IAU), a global network of Higher Education Institutions and organizations created
under the auspices of UNESCO 1950, serving the global higher education.

Marita Gasteiger Studied Slavonic Studies in Vienna, Vilnius and Minsk and is
currently completing her Master degree in Interdisciplinary Eastern European
Studies at the University of Vienna. She is working as officer for certification,
quality assurance and national qualification framework at the Austrian National
Youth Council in Vienna.

Irina Geanta Has been involved in higher education policy activities since 2010.
She is a former member of the Romanian BFUG Secretariat (2010-2012), con-
tributing to policy support, including the drafting of the Bucharest Ministerial
Communiqué. She has been involved as policy expert in several national and
European HE projects focusing on internationalization, social dimension, quality
assurance, etc. and has recently co-authored the “Study on the impact of admission
systems on higher education outcomes” commissioned by the DG-EAC. She is
currently coordinating the internationalization activities in a large scale national
project focused on evidence-based policy recommendations, focusing on the
StudyinRomania website and related promotional efforts. She was also involved in
the coordination of the previous editions of the Bologna Process Researchers’
Conference, and contributed to the subsequent Springer publications.

Delia Gologan Is an educational policy expert that has collaborated with the
Executive Unit for Financing Higher Education, Research, Development and
Innovation (UEFISCDI). She is a program and project evaluator within the National
Agency for Community Programs in the Field of Education and Vocational
Training (ANPCDEFP) and external evaluator for Higher Education Institutions
and study programs for the Quality Assurance Agency of Kosovo. She was a
Councillor within the team of the Secretary of State responsible with quality
assurance in education (September—December 2016) and vice-president of the
National Alliance of Students Organizations in Romania (2011-2013). Main fields
of expertise consist in equity policies and policy for quality assurance of education
—areas in which she has facilitated trainings and workshops for the
NGOs/institutions she collaborated with.

Gabriela Grosseck Is associate professor in the Department of Psychology at the
West University of Timisoara, Romania. She has particular expertise in ICT in
education (teaching, learning and researching), a solid experience in students’/
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teachers’ training both f2f and online environments. For almost a decade she was an
editor-in-chief of Romanian Journal of Social Informatics. An author of many
articles in the field of e-learning 2.0, a speaker at different international events,
workshop organizer and member of editorial committees (journals and confer-
ences), European or national projects coordinator, her research interests cover main
aspects of digital and media literacy, open education (OERs/OEPs and MOOCsS),
Web 2.0 tools and technologies in higher education, collaborative aspects and
proper use of social media (by teachers, students, researchers, policy makers and
other educational actors) and digital storytelling.She is also a full member of
Intercultural Institute of Timisoara (IIT) for more than a decade. She has been
actively involved in several projects as a researcher of IIT on using ICT, social
media and web 2.0 tools on themes as: intercultural education, minorities, migrants,
racism, xenophobia, anti-Semitism, intolerance, education for democratic citizen-
ship etc. She was actively involved in the project Migrant.ro, whose main goal is to
enhance consultation and civic participation of migrants in Romania. Due to her
educational background (BA and MA in educational sciences), and her passion
about Education for Sustainable Development, she became member of GreenUVT
Working Group of WUT, whose aim is to establish the university Education for
Sustainability Strategy. Moreover, she introduced since academic year 2018-2019
in the curricula of 3rd year Pedagogy (BA) the “Education for Sustainable
Development” discipline, whom she teaches since 2018. She also has experience as
module leader, academic coordinator or teacher in different Erasmus+, Jean-Monnet
Action included.

Andrew Gunn At the University of Leeds, United Kingdom, Andrew Gunn
completed a competitive scholarship funded doctorate in the School of Politics and
International Studies, followed by an externally funded postdoc in the School of
Education. Andrew is currently completing a project on the European Universities
Initiative. Previously, he was Worldwide Universities Network (WUN) Visiting
Researcher at the University of Auckland, New Zealand, and in the United
Kingdom was a Principal Investigator and Grant Holder of a Higher Education
Academy (HEA) funded project. In Southeast Asia Andrew has been involved in
two higher education projects funded by the British Government’s Newton Fund.
More recently, he undertook research at the Australia and New Zealand School of
Government (ANZSOG) in Melbourne, where he contributed to the high profile
Monash Commission into the future of post-compulsory education in Australia. He
is currently writing two books: ‘Public Policy and Universities: The Interplay of
Knowledge and Power’ with Cambridge University Press, and ‘Teaching
Excellence? Universities in the Age of Student Consumerism’ with Sage. Andrew is
also an Associate Editor of ‘Higher Education Research and Development’, the peer
review journal of the Higher Education Research and Development Society of
Australasia.

Achala Gupta Research Fellow in the Department of Education, Practice and
Society at UCL Institute of Education. Her current research focusses on exploring
education delivery systems, education practices, and processes of social
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reproduction and inequality. Achala’s Ph.D. research was an institutional ethnog-
raphy that examined mainstream education practices from the vantage point of
private tutoring in contemporary India. She has worked on a project on global Asian
universities at Asia Research Institute, National University of Singapore. She is
currently leading the student strand of the ERC-funded Eurostudents project.

Robert Harmsen Professor of Political Science and Head of the Department of
Social Sciences at the University of Luxembourg, where he also holds the
UNESCO Chair in Human Rights. He has published extensively on European and
comparative international higher education policy, as well as on the European
human rights regime, Euroscepticism and the wider processes of European inte-
gration. E-mail address: robert.harmsen@uni.lu.

Peter Holicza, Ph.D. in Security Sciences, graduate of Obuda University in
Budapest, Hungary. His doctoral research, supported by the New National
Excellence Program of Hungarian Ministry of Human Capacities, focused on the
security aspects of international mobility. He managed international development
and mobility programmes in the higher education sector and consulted to several
policy reform projects (i.e. European Commission—The Erasmus+ Generation
Declaration, European External Action Service—Implementation of the UN
Security Council Resolution 2250 on Youth, Peace and Security). The list of his
publications is available in the Hungarian Repository of ScientificWorks: https://
m2.mtmt.hu/gui2/?type=authors&mode=browse&sel=10052567

Simona Iftimescu Is a lecturer at the Faculty of Psychology and Educational
Sciences, University of Bucharest, and Secretary General of the Romanian
Educational Research Association. Simona’s research interests comprise policy
analysis and development, higher education and particularly the Bologna Process
implementation, graduate employability as well as teacher training.

Georgeta Ion Is an associate professor at the Department of Applied Pedagogy,
Universitat Autonoma de Barcelona (UAB), Spain. Georgeta does research in
Educational Management, Higher Education and Evidence-Based Practices. She is
currently working on a project related to the use of research in school practices and
assessment strategies for self-regulated learning.

Ann Katherine Isaacs Born in Astoria, Oregon (1943), Ann Katherine Isaacs
studied at the University of California, Berkeley, and the State University of Milan
where she received her degree in Modern Letters, summa cum laude. Research and
teaching fellow at the Superior Normal School of Pisa from 1971 to 1975, from
1975 to 2013 she has been professor first of Renaissance, then of Early Modern
History at the University of Pisa. Active in various key projects on the moderni-
sation of higher education, she participated in the ECTS Pilot Project from 1989;
she coordinated the European History Networks from 1999 to 2012, including
designing and coordinating the Sixth-Framework Network of Excellence,
CLIOHRES .net, in which 180 researchers from 31 countries addressed issues of
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citizenship, identity and inclusion/exclusion (www.cliohres.net). As coordinator
of the European History Networks, she edited and published the research results
and the teaching materials created in that context, in total 61 volumes. Isaacs has
been deeply involved the Tuning Process around the world (Europe, Latin America,
Canada, USA, Russia, Georgia, Central Asia); she is ECTS/DS counsellor and
Bologna expert; she received the Erasmus Gold Award for Innovation and
Creativity in 2008, and a Doctorate honoris causa from the University of Latvia,
Riga, for her contributions to the European Higher Education Area and the
European Research Area.

At present she participates in Tuning Southeast Asia and Tuning China. She
designed and coordinated the large-scale Tempus project to build a Central Asian
Higher Education Area (www.tucahea.org), as well as a project on enhancing
Public Health education in Uzbekistan (www.uzhelth.org). She is Erasmus+
Ambassador for Italy; and expert for the European Commission on the imple-
mentation of the Erasmus Charter for Higher Education (ECHE). For some years
she represented the Italian Ministry of Education, Universities and Research in the
European Commission’s ET2020 working group on Modernization of Higher
Education. Currently she also participates in a World Bank project for modern-
ization of Higher Education in Tajikistan, and as expert in a UNESCO TVET
project for higher technical and professional education in Iraq.

From 1 July 2018, and until July 2020, she is Vice-Chair of the Bologna Follow
Up Group of the European Higher Education Area, currently comprising 48
countries, numerous consultative members and partners. She is Co-Chair of the
BFUG’s Coordination Group on Global Policy Dialogue; member of the BFUG’s
Bologna Implementation Group; and Chair of the Drafting Committees for the
Ministerial Communiqué to be agreed by the EHEA Ministers who will meet in
Rome in 2020, and for the Statement to be agreed by the participants in the Global
Policy Forum to be held in conjunction with it.

Sazana Jayadeva Is a postdoctoral researcher at the UCL Institute of Education.
Her research interests include education, migration and mobilities, social media,
language and language ideology, and social class. As part of the Eurostudents
project, she is currently researching how the higher education student is concep-
tualised across Europe. Prior to this, she was awarded a Leibniz-DAAD fellowship
to conduct research on the aspirations and infrastructures mediating student
migration from India to Germany. Her doctoral research, which she conducted at
the University of Cambridge, explores the relationship between language, educa-
tion, and class in contemporary India.

Jens Jungblut Works as an Associate Professor for Public Policy and Public
Administration at the Department of Political Science at the University of Oslo.
Prior to this, Jens was a postdoctoral research fellow at the Scandinavian
Consortium for Organizational Research (SCANCOR) at Stanford University and a
postdoctoral researcher at the International Centre for Higher Education Research
(INCHER) at the University of Kassel. He received his Ph.D. from the University of
Oslo. Jens’ main research interests include party politics, policy-making, and public


http://www.cliohres.net
https://www.tucahea.org
https://www.uzhelth.org

XXiv Editors and Contributors

governance in the knowledge policy domain (higher education & research), orga-
nizational change in higher education, the role of (academic) expertise in policy
advice, higher education in Sub-Saharan Africa, and the role of student unions in
higher education policy.

Alexander Knoth Historian and sociologist, works as a Senior Expert on
Digitalisation at the German Academic Exchange Service (DAAD) in Berlin. He is
responsible for the management and strategic planning of DAAD’s digitalisation
activities. Before he took over this position, Alexander Knoth worked as an Advisor
for the Digitalisation of Teaching and International Affairs at the President’s Office
of the University of Potsdam. As Collaborative Online International Learning
(COIL) coordinator, Alexander has gained experiences in interdisciplinary and
international co-teaching scenarios, connecting classrooms around the globe. He
also worked at the chair of Complex Multimedia Application Architectures
(Institute for Computational Science) and at the chair of Gender Sociology both at
the University of Potsdam.

Veronika Kupriyanova Policy and Project Officer at the European University
Association (EUA) working on university funding, governance and efficiency
topics. Before joining EUA, Veronika worked in various project management and
research positions at the World Bank, the EU Delegation to Russia, the Humboldt
University in Berlin and the Vrije Universiteit Brussel, as well as the Academic
Cooperation Association in Brussels. She has also worked for several US and UK
higher education and research consulting firms. She authored several research
papers and policy reports on topics including university funding, e-learning, aca-
demic mobility and internationalisation. She holds a joint Master’s degree in
Political Science from Sciences Po and MGIMO.

Predrag Lazeti¢ Prize Fellow at the Institute for Policy Research at the University
of Bath with the designated research theme of widening participation in higher
education. His particular interests are in the field of labour market outcomes of
higher education graduates and the research into higher education policy.
Previously he worked as a research fellow at the Department of Sociology at the
University of Surrey within European Research Council-funded project
Eurostudent.

Peter Maassen Is professor in higher education studies at the University of Oslo
(UiO), Norway. In addition, he is extraordinary professor at Stellenbosch
University, South Africa, and fellow at the Steinhardt Institute for Higher Education
Policy, New York University, USA. His main current research interests are in the
area of the governance of higher education and science, and the relationships
between higher education institutions and society. Before moving to Norway in
2000, he was acting director of the Center for Higher Education Policy Studies
(CHEPS), University of Twente, the Netherlands. He has participated in many
national and international expert committees in higher education, and has been a
member of the Executive Board of University College Oslo (now Oslo
Metropolitan University). Currently, he is amongst other things, member of the
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executive board of the Barratt Due Music Academy in Oslo and temporary external
member contributing to the work of the Research Committee of the
Wissenschaftsrat on the report on application orientation in research. He is the
editor of the academic book series Higher Education Dynamics (Springer), and has
produced over 250 international articles, books, and reports.

Laura Malita Graduated Informatics (BA) and Sociology of the Political and
Administrative Institutions (MA). She has a Ph.D. in Web Sociology, being con-
tinuously involved both in teaching and research activities with topics related to
web social learning, web social aspects and users’ behaviour, online communica-
tions, media and digital literacy. She is an academic teacher since 2000, covering
tematics that are related to social media applications in learning and professional
development process, digital media for personal and professional purposes, pro-
fessionalization of teachers regarding such topics. She is the coordinator of the first
BA academic programme “Digital media”.

Her recent research and publishing interests are covering subjects as digital
media and literacy, critical media literacy (incl. fake news and disinformation), time
management for (social) media (incl. digital minimalism, declutter & detox), open,
distance and virtual learning, learning analytics for decreasing student’s drop-out
and increasing their employability and sustainability literacy.

Elena Marin Is currently a lecturer at the Department of Educational Sciences,
Faculty of Psychology and Educational Sciences, the University of Bucharest,
Romania, also collaborating with other universities in Europe and with educational
institutions at a national level. Elena’s research interests range from the social
dimensions of higher education to teacher training, with a particular focus on
inclusion.

Santiago Moll-Lopez, Ph.D. in Mathematics from Universidad Politécnica de
Valéncia (Spain), studying the application of topological properties in functional
analysis. He teaches Mathematics and Orbital Motion at the Aerospace Engineering
Degree. He has completed several stays at the Universidad Adam Mickiewicz
(Poland) and in the New York University. His interests include functional analysis
and orbital mechanics, but also teaching research and specifically, new teaching
methodologies as flip-teaching or blended learning.

Pusa Nastase Senior Program Manager at the Central European University (CEU)’
Center for Higher Education. She is a graduate of the University of Bristol in the
United Kingdom (Ph.D.), Central European University (M.A.) and the Faculty of
Law of Bucharest University. Her research interests are in the field of higher
education policy and management. She is also an experienced manager of executive
education, life-long learning and capacity building programs and a trainer and
consultant with international experience in the field of higher education.

Maeve O’Regan Chartered Occupational Psychologist with over 10 years of
experience as a Student Learning Advisor in Trinity College Dublin. She is cur-
rently undertaking a part-time Ph.D. in the School of Education in Trinity College
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Dublin Ireland (2016-2022). Her research title is ‘Part-time learners’ experiences of
navigating the Ph.D. to completion—interactive or solitary journey?’. Maeve has
worked as a researcher in the Centre for Research and Innovation Management
(CENTRIM) at the University of Brighton UK and as a Careers Advisor in Dublin
City University. She is interested in higher education policy and student access and
success, particularly in relation to students who tend to have been overlooked in
policy and practice, such as part-time doctoral candidates.

Roland Olah Ph.D. student at the Doctoral School of History of the University of
Oradea and an MSc student in Human Resources Management from the Faculty of
Social and Human Sciences, University of Oradea. He has gathered experience in
student representation as a member of different deliberative and decisional struc-
tures and student organizations at the local and national levels in the National
Alliance of Student Organizations in Romania (ANOSR). He is also an expert
evaluator of the Romanian Agency for Quality Assurance in Higher Education
(ARACIS).

Kata Orosz Assistant Professor at the School of Public Policy at Central European
University. She holds a Ph.D. in Higher Education from the University of
Pennsylvania. Her research focuses on the relationship between higher education
policy and the economic and non-economic benefits of higher education for indi-
viduals and societies. Kata is an alumna of Erasmus Kollegium, the Kellner
Scholarship program, and the Hungarian-American Fulbright Postgraduate Student
Grant program.

Adriana Perez-Encinas Lecturer and researcher in the Department of Business
Organization of the Universidad Auténoma de Madrid (UAM). She holds a Ph.D.
in Business Economics at UAM. Her research areas are internationalization of
higher education and university services management. She is a fellow of the
Research Institute on Higher Education and Science (INAECU; www.inaecu.com).
Currently, Adriana is the main project leader of a European Commission project,
Erasmus Skills, to promote those skills acquired during student mobility. Moreover,
she coordinates another European project on intergenerational entrepreneurship and
has coordinated and participated in other international and national projects on
employability, entrepreneurship, mobility and internationalisation.

Enrique Planells-Artigot, Ph.D. in Communication from Universidad de
Valencia (Spain), studying Spanish think tanks. He is a Communication lecturer at
ESIC Business and Marketing School (Valencia campus), where he also coordi-
nates the International Relations department. He has been a visiting lecturer at
University of Roehampton and Queen Mary University of London. His research
interests include the communication strategies of interest groups and think tanks,
the policymaking process, and institutional relations, as well as exploring learning
methodologies.

Carmen Proteasa Currently completing her doctoral studies in Educational
Sciences at the Faculty of Psychology and Educational Sciences, the University of
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Bucharest. Carmen is involved in several projects, ranging from teaching, to teacher
and school management training and development, and her research interests focus
on knowledge transfer and policymaking in education.

Viorel Proteasa, Ph.D. in Political Sciences, is lecturer at the Political Sciences
Department within the West University of Timisoara. The main focus of his
research is higher education: diversity of institutions, student support systems,
students’ protests and organizations, and, recently, the employability of higher
education graduates. A list of relevant publications is available on his Google
Scholar profile. He coordinated the development of a user-driven platform that
matches students’ registrar data from his university with data from the national
register of the employees. He is one of the initiators and main organizers of
Timisoara Workshops on Research Methods.

Florian Rampelt Deputy Managing Director of the Hochschulforum
Digitalisierung (HFD) and Project Lead of the AI Campus, a digital learning
platform on artificial intelligence at Stifterverband in Berlin. At the HFD he is
responsible, among other areas, for peerto-peer consulting on strategies for higher
education in the digital age and international activities of the HFD. Previously, he
was Director of Education at Kiron Open Higher Education. Florian Rampelt
studied political science, European studies, teaching at secondary schools and
education at the University of Passau. After his studies, he worked as a research
assistant at the Centre for Teacher Training at the University of Passau.

Jérome Rickmann Has been working in international higher education since 2007
for German, Swedish and Finnish universities. He currently serves as Head of
Global Insights & Engagement Strategies for Finland University Oy—a consortium
of leading Finnish research universities, where he provides consulting services for
its member universities covering expertise from student attraction to labor market
transition. He is also a Ph.D. candidate in his final year at the Centre for Higher
Education Internationalisation of the Universita Cattolica del Sacro Cuore and was
a visiting Ph.D. candidate at Uppsala University’s Swedish Centre for the Studies
of the Internationalisation of Higher Education. Jérome was the project lead for the
KA2-project “European Centre for Career Development & Entrepreneurship”,
which got evaluated “Very Good” by the NA-DAAD as final result.

Roxana Rogobete Junior Researcher at the Department of Romanian Studies, the
Faculty of Letters, History and Theology, West University of Timisoara, her main
research interests being migration and intercultural literature. She finished her
doctoral studies in 2017, focusing on German language migrant literature written
after the Second World War. Other current research interests include digital liter-
ature, digital tools in studying literature, literature and social media, and Romanian
literature.

Robert Santa Currently a Ph.D. candidate at the National University of Political
Studies and Public Administration of Bucharest, a graduate of UCL’s Institute of
Education in London and Deusto University in Bilbao, Robert Santa has been



XXviii Editors and Contributors

active in the student movement at the local, national and European levels. He has
previously been employed in the private sector on graduate employability issues,
and has conducted research work on a variety of education-related topics in mul-
tiple projects. He is currently working as an adviser within the Education and
Research Department of the Romanian Presidency.

Mihaela Stingu Currently a lecturer at the Department of Educational Sciences,
Faculty of Psychology and Educational Sciences and coordinator of the Centre for
Development and Training in Higher Education, the University of Bucharest,
Romania. Mihaela’s research interests focus around impact of research in the
development of educational policies, professional development of teachers and
training and development in higher education.

Simona Torotcoi Ph.D. candidate Yehuda Elkana Fellow at Central European
University. Simona has been a visiting scholar at CIPES—Center for Research in
Higher Education Policies in Portugal. She received a MA degree in Public Policy
at CEU and a MSc. in Public Administration from Leiden University as a
Praesidium Libertatis scholar. Her main research interests include the study of
higher education policies, especially access and participation policies. Currently,
she is conducting research on the implementation of the Bologna Process in a
comparative perspective.

Robert Wagenaar Professor of History and Politics of Higher Education and
Director of the International Tuning Academy at the University of Groningen. The
Academy is an education and research centre with focus on the reform of higher
education programmes. It runs a bi-annual SCOPUS, ERIC and Web of Science
indexed Tuning Journal for Higher Education. Since 2005 he is the president of the
interdisciplinary and international Erasmus Mundus Joint Master Degree pro-
gramme Euroculture. From 2003 until mid 2014 he was director of Undergraduate
and Postgraduate Studies at the Faculty of Arts of the same University. His research
interest is in higher education innovation and policy making. He has been involved
in the development of many international initiatives such as the development of
ECTS since 1989 and two overarching European qualifications frameworks. His
most recent projects are Measuring and Comparing Achievements of Learning
Outcomes in Higher Education in Europe (CALOHEE) (2016-), and Integrating
Entrepreneurship and Work Experience into Higher Education (WEXHE) (2017-
2019), both co-financed by the European Union.

Barbara Weitgruber Has always been involved in international cooperation,
higher education and research—at the University of Graz, as Head of the Austrian
National Agency for the EU Programmes ERASMUS, COMETT and Human
Capital and Mobility and then at the Austrian Federal Ministry in charge of higher
education and research. She has also been very active in Southeastern Europe,
especially in the framework of the Task Force Education and Youth of the Stability
Pact and the Task Force Fostering and Building Human Capital of the Regional
Cooperation Council. Besides, she has been involved in the Bologna Process aimed
at establishing a European Higher Education Area from its very beginning in 1999,
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especially in the development of the European Higher Education Area in a Global
Setting. She also is a member in numerous committees, including the Task Force
for Research, Technology and Innovation of the Austrian Federal Government and
the European “Research Policy Group” and chairs the Austrian Fulbright
Commission as well as the Scholarship Foundation of the Republic of Austria.

Andrew Whitworth Reader in the Manchester Institute of Education, at the
University of Manchester, UK.

Janine Wulz Studied Political Science, Public Management and Education in
Vienna, Klagenfurt and Warsaw and is currently working as a pre-doctoral
researcher at the University of Victoria in British Columbia, Canada.

Pavel Zgaga Professor of Philosophy of Education at the Faculty of Education,
University of Ljubljana, Slovenia. His primary research interest is in higher edu-
cation studies. He has held several research grants and directed or contributed to a
number of national and international research projects mainly focused on con-
temporary higher education issues, education policy and reforms in the contem-
porary European context and to teacher education as a specific field within higher
education. In this areas he has published extensively. He is a member of the edi-
torial boards for several international research journals. In his field of expertise, he
has been also co-operating with international organisations, e.g. the Council of
Europe, the European Commission, UNESCO, OECD, etc. and has been a con-
sultant and invited speaker to a number of countries. In the 1990s, during the period
of social and political transition in Slovenia he was State Secretary for Higher
Education (1992-1999) and Minister of Education and Sport (1999-2000). After
his return to academe, he co-founded the Centre for Educational Policy Studies
(CEPS, 2001) at the University of Ljubljana and has been its director until today.
He also served as a Dean of Education Faculty (2002-2004). In the early years
of the Bologna Process he was engaged as the general rapporteur (2001-2003) for
the Berlin Conference, as a member of the Board of the Bologna Follow-up Group
(2004-2005) and as the rapporteur of the BFUG Working Group on External
Dimension of the Bologna Process (2006-2007). In 2006, he received the
Slovenian National Prize for research in education. In 2007, he received honorary
doctorate from University of Umed, Sweden. In 2007 he also received the Golden
Sign of the University of Ljubljana. In 2010, he was the founder and the first
President of the Slovenian Educational Research Association (SLODRE) and took
part as a member (2011-2017) in the Council of the European Educational
Research Association (EERA). He is a member of the Consortium for Higher
Education Research (CHER).



Introduction

European Higher Education Area (EHEA)—Two Decades
of European Investment in the Future

Adrian Curaj, Ligia Deca, and Remus Pricopie

Setting the Scene

2020. The year with an astounding numerical symmetry seems to encapsulate more
uncertainty than we have seen since World War II, perhaps with the exception, at
least for some countries and people, of the political changes that reshaped Europe in
the early 1990s. Nature has made one of the footnotes in our emergency plans—a
global pandemic—a dire reality that resets policy debates like no politician or social
movement has done in recent decades. Digitalization has suddenly become the way
of preserving our social contacts and thus our humanity, instead of being viewed as
an obstacle to real human interaction. Scientists and medical doctors have become
the most sought after speakers in televised and online programs, trying to make
sense of how the COVID-19 crisis will be overcome and when—and whether—we
resume our lives as we know them.

The fourth edition of the Bologna Process Researchers’ Conference was orga-
nized just a few weeks before it became impossible to move freely in Europe. This
freedom of movement is a political success we partly owe to the Bologna Process.
At its fourth edition, the event gathered, in January 2020, in Bucharest, 170
researchers and policy-makers from more than 20 countries in order to provide
EHEA ministers a research-based input at a crucial time, before they agree to the
forthcoming Ministerial Communiqué, a policy document that will aim to guide the
next EHEA decade. For the first time, the event was organized jointly by the
Ministry of Education and Research, the Executive Agency for Higher Education,
Research, Development and Innovation Funding, Romania, as well as three major
universities—University Politehnica of Bucharest, the National University for

XXXi
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Political Studies and Public Administration and University of Bucharest, in a true
display of inclusive partnership between academia and decision-makers.

In the past decade, this event was the promise made by the Bologna Process that
political decisions in the 48 country-wide European Higher Education Area will be
linked to what research demonstrates and researchers have to say. The first Bologna
Process Researchers’ Conference took place in 2011, in Bucharest, before the
Ministerial Conference, but soon after the official launch of the EHEA (2010). Two
other editions followed, in 2014 and 2017, aside from the current. And the
remarkable achievement is not only limited to offering an agora for policy-makers
and researchers and bring the best of the two worlds in the same venue; each
conference was followed by a book, based on the best articles presented in the
conference, which informed ministerial decisions and became a reference in the
world of higher education research.! The quality of the articles is demonstrated by
the number of citations and by the strict adherence to the Open Research principles.

In order to make sure that the ideas discussed and validated scientifically in such
conferences are put to good use, we need free, autonomous and responsible aca-
demic communities to disseminate or use them in further research endeavors.

The next ministerial meeting of the EHEA should have taken place in June 2020,
in order to chart the way for the third decade of formal cooperation in the frame
of the Bologna Process. The conference was postponed to November 2020, in light
of the recent effects of the COVID-19 pandemic and related travel restrictions.
There is no certainty regarding what will happen when the pandemic subsides and
we will all try to come back to our lives. Many say things will never return to what
we had before, since the world will change. We do not know how Europe will look
like after this crisis. But what we do know is that the decisions that we will take
need to be based on sound scientific arguments, and this is precisely what the
Bologna Process Researchers’ Conference offers. One of the few certainties we
have is that European cooperation should be based on shared academic values, in
order to make sure that we are stronger together.

But as any sound political decision, European cooperation in the field of higher
education has to be based on a lucid analysis on the added value of joint action.
Especially since the “do nothing” option is increasingly preached in some European
countries, in which the isolation caused by the pandemic was preceded by political
isolationism, nationalism and autocratic measures. Some political forces even
welcomed the closing of borders, and they will most likely be reluctant to reopen
them even after the pandemic subsides. In this context, Europe has to make explicit
the benefit that cooperation in the field of higher education and research brought not
just for academic communities, but for societies as a whole. The time to a vaccine

12012, European Higher Education at the Crossroads: Between the Bologna Process and National
Reforms, Curaj, A., Scott, P., Vlasceanu, L., Wilson, L. (Eds.)—109,000 downloads; 2015, The
European Higher Education Area: Between Critical Reflections and Future Policies, Curaj, A.,
Matei, L., Pricopie, R., Salmi, J., Scott, P. (Eds.) — 779,000 downloads; 2018, European Higher
Education Area: The Impact of Past and Future Policies, Curaj, A., Deca, L., Pricopie, R. (Eds.)—
308,000 downloads link.springer.com, accessed March 2020.
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against COVIDI19 is significantly shortened by cooperation among established
research centers across Europe and beyond. The quick move to online teaching and
learning was also possible due to improvements supported by EU funded projects
and by shared approaches facilitated by the Bologna Process. At the same time, our
ability to treat COVID19 patients depends on medical research developed through
international cooperation and data sharing. And last, but certainly not least, uni-
versities became frontline supporters of medical professionals—through super-fast
delivery of ventilators and protection materials according to in-house designs, by
providing dormitories as places for accommodating those needing to be quaran-
tined, and by developing reliable research that helps and will help in recovering
after the crisis. And all this while digitalizing every academic process—teaching,
learning, research, community engagement. This is a huge opportunity for a leap
forward. It is what J. Kingdon (1984) called a “window of opportunity” when
talking about how public policies change.

The Fourth Edition of the Bologna Process’ Researchers Conference—
Preparing for the Future by Listening to the Voice of Scientific Reason

The conference featured five thematic sessions, each uncovering areas in which the
Bologna Process could and must rise to contemporary challenges.

The first thematic session looked at how the internationalization agenda could
be developed towards the concept of comprehensive internationalization. Research
has shown that internationalization of higher education has become an umbrella
concept, but mobility and student recruitment are too often given priority over
quality and equity. As such, there is a risk of deepening the existing divide, which
means that more could be done to integrate those not at the forefront of this trend if
we want Europe to maintain and increase its overall attractiveness and cohesion.

It is clear that education is central to the UN Sustainable Development Goals
(SDG),2 with SDG 4 as a direct vector, but there are reasons to underline the
essence of education and particularly of higher education for fulfilling all the SDGs.
The question of the role and impact of internationalization of higher education on
fulfilling the SDGs was considered by the participants in the conference as worthy
of further academic investigation. Finally, the interlinks of other European Union
policy priorities—such as European Universities Initiative® or the European Green
Deal*—with the EHEA internationalization agenda were also considered as a good
starting point for developing existing policies, while having in mind that physical
travelling will probably change for a good period of time in the future.

Zhttps://www.sustainabledevelopment.un.org/?menu=1300.
*https://www.ec.europa.eu/education/education-in-the-eu/european-education-area/european-
universi-ties-initiative_en.

“https://www.ec.europa.eu/info/publications/2001 14-european-green-deal-investment-plan_ro.
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The second thematic session looked at what some would call the Achilles’ heel
of the Bologna Process—the social dimension.” The focus on access and success of
every student in higher education is almost two decades old, as an integrated
European approach, with concrete national commitments since 2009, but not much
progress has been achieved, especially in comparison to other EHEA action lines,
such as structural reforms or quality assurance. Missing data or problems in primary
and secondary education were often quoted as reasons for this status-quo, but more
and more researchers are asking whether it is not, in fact, the lack of political will
and the still engrained mentality that higher education belongs to the elites that
cement the current inequalities. Interpretations of the General Data Protection
Regulation in Europe® are recently used as an excuse to limit access to student data,
in a field where comparisons between countries are challenging anyway. This
difficulty also comes from the diversity between the type and size of
under-represented groups. For example, if for some European countries the inte-
gration of migrants is the main topic, for others ensuring access of learners from
rural areas is the priority. But peer learning, supported by real political commit-
ment, has shown that this is not an elusive goal of the EHEA, especially if we want
to stand by our European values—public responsibility for ensuring the right to
quality higher education. In a time when 1 billion pupils from 150 countries have
had their educational experience interrupted or disrupted by the pandemic,” higher
education has a moral imperative to rise up to the challenge and deliver solutions so
that we can bridge the gaps in education for the benefit of every single one of us.

The third thematic session of the conference paved the way for understanding
developments and trends regarding a rather recent focus of the EHEA—teaching
and learning, as well as their link with research. Research-based higher education
has been the tradition of European academia, but renewed efforts are needed to
make sure that the educational experience is student-centered and imbued with the
latest pedagogical methods. Furthermore, the empowerment of the learner and the
changes in mentality that it must bring are very timely in this age of fast-paced
changes. Those higher education systems and institutions that have managed to
support autonomous and responsible teachers and learners had a much easier time
in the time of social isolation that COVID-19 brought about. Researchers also put
forward additional tools and policy changes that could bring welcome change at
European level, such as the creation of a European Framework for the initial and
continuing education of the academic staff, which could include professional
standards for higher education professors, or expanding the ERASMUS program
with a funding line for joint training programs of university professors.

The last two sessions (fourth and fifth) focused on two important subjects for
today’s context—how could the EHEA look like in the future and what is the role
of digitalization in this process. The first of these two sessions underlined the idea

Shttp://www.ehea.info/page-social-dimension.
6https://www.f:c.europa.eu/info/law/l.alw—topiC/d.alta—protection_en.

7http://www.pubdoc:s.worldbank‘org/en/45 0881585235950757/COVID19-Education-Sector-
Guidance-Note-March26.pdf.
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that the most important accomplishment of the Bologna Process is perhaps the
common space for policy dialogue and practice in higher education, based on
shared values and readable systems and qualifications. Bergan and Matei (present
volume) underline four main ways in which education and research are essential in
times of crisis—firstly, we need to learn more about the crisis in order to understand
it before we act. Secondly, what is already known needs to be widely and freely
distributed in order to build the knowledge base needed to solve the underlying
puzzle. Thirdly, public authorities need to build sound policies to counter the effects
of the crisis, but without overreacting and destroying the fabric of democratic and
functional societies. And lastly, disinformation must be countered with hard evi-
dence and scientific facts in order to tackle populism and fake news. The Bologna
Process is the longest standing process of voluntary cooperation in higher education
and continues to be an inspiration globally. Its continuity will make it even more
interesting, and relevant, in these times. It is ready to support and inspire the
stakeholders in higher education to regain their rightful place in national contexts,
as well as at the European level, in order to make academia a powerful force in
rethinking our societies to become more resilient and visionary.

The fifth session focused on digitalization and its role in enhancing a true
European experience to students across Europe. But digitalization can also act as a
magnifying glass for the EHEA strengths and weaknesses. Autonomous students
and dedicated professors thrive in online learning environments. However, online
connections and remote joint work supported by electronic means only made things
that needed to be addressed in the past more visible. But they also put forward
unprecedented opportunities to make sure even those that cannot be physically
mobile have access to a European or global dimension in higher education. Pressure
transforms carbon into diamonds, but it can also crush. What needs to happen in
order to make sure this crisis is not wasted?

One of the main strengths of the EHEA is its participatory nature. The areas
where we desperately need to see progress—the social dimension, student-centered
learning, digitalization of teaching and learning, comprehensive internationalization
—can only be advanced if they are addressed at the level of higher education
institutions. And in order for this to happen, the way in which the EHEA is
governed needs to be upgraded. Many reforms have stood the test of time, but they
could benefit from innovative formats in order to make sure the EHEA fulfils its
promise of implementing its main actions lines, but also retains political relevance.

A new vision-building exercise is necessary, and it will take time. In the con-
ference, we heard from three key players of the EHEA—Pavel Zgaga, one of the
ministers who signed the 1999 Bologna Declaration, Barbara Weitgruber—the
mastermind behind the launching event of the EHEA in Budapest and Vienna, as
well as Pam Fredman, the President of the International University Association. All
three raised significant points related to the importance of the values and history
of the EHEA in defining its future, the intrinsic link between the EHEA and the
European Research Area, as well as the role of higher education in achieving the
Sustainable Development Goals and in leaving no one behind. These three
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contributions are part of this introductory chapter, as a way of nudging into the
research articles included in the book.

Looking Ahead With the Eyes of the Editors

“What’s next? or Quo vadis?” has been the question in the minds of all those
involved in the Bologna Process, one way or another for the past ten years.
The EHEA is the most senior and one of the key performers of a new triple-helix of
European policy processes—the European Higher Education Area, the European
Research Area and the European Education Area. How much evolution and how
much revolution are needed, if we were to paraphrase the whole co-creation and
policy process behind the Horizon Europe program? This question becomes even
more urgent in light of recent developments.

The current global crisis shows once more, but at a larger scale, the intensity of
our fragility. It is not exactly a “black swan”, because it was discussed and
announced on and by many different channels, but it seems we, as humankind, did
not take it seriously enough to have “real scenarios” capable to channel and drive
our initiatives under such difficult times. One way—or, maybe, the way—of
making sure that next time we are better prepared is:

(i) to invest in a more consistent and sustainable way in science and innovation,

(i) to widen the legal and financial framework of international cooperation on
specific research topics,

(iii) to acknowledge the role of science for policy and to give a more visible voice
to the scientists, when public policies are designed and implemented, and

(iv) to combine political responsibility with scientifically informed policy solu-
tions, especially when making crucial assessments like those related to public
safety.

Alternatively, if we were to put it more bluntly: society—including politicians
and big industries—has to understand that science is as important as economic
gains. And that part of the responsibility of elected officials is to prioritize areas
with greater impact, such as education and public health, even if it means losing
votes in the immediate future.

The European Higher Education Area continues to be both a reality in contin-
uous construction and an ambitious goal still to be achieved, sometimes even a fata
morgana, as coined by Bergan and Matei (present volume). As with any policy
agenda, it has different representations in the minds of all those involved—the
ministers, the stakeholder representatives, members of academic communities and
citizens. Implementation of such policy agendas was never a linear process—it
required reconceptualization, reframing and re-gaining ownership in order to
acquire the human and financial capital to make commitments reality. In this
process of building personal representations of what each of us wants and agrees to
achieve, one thing has to come first—aligning our actions with our core values. And
in this quest of co-creation, based on individual visions and aspirations—one
simple potential goal comes to mind—free movement in the EHEA for students or
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academic staff “for academic reasons”, which can easily be translated into “for the
interest of the whole society”. This would entail everything else in the Bologna
Process to work in a concerted fashion—full recognition based on readable degree
structures and robust qualifications systems, trust based on sound quality assurance,
lack of barriers for accessing higher education and true democratic and inclusive
societies which view mobility as an opportunity and not as a threat. If we believe in
Bologna’s core values—academic freedom, participation, institutional autonomy,
equity, public responsibility and the right to education—and our actions are guided
by these beliefs, then the European Higher Education Area will continue to be the
greatest achievement of European higher education, even if beautifully imperfect.

kock ok

This research volume, as all scientific works, is full of data, policy options,
research theories and potential recommendations. Some readers might say all these
are for the sake of the academia. However, one should remember that, as human
history demonstrates, there is no sustainable progress, even in times of crisis,
without education and research. Therefore, all these debates about the future of the
EHEA, which are in fact debates about the future of universities in Europe, are not
just for academics, researches and their students. This is a conversation about the
way society—more exactly, our European society—will look like in the future and
about how academic communities can contribute to it. Therefore, we (the editors
and the authors) hope and trust that EHEA ministers responsible for higher edu-
cation will consider the body of knowledge gathered in this volume, as they have
previously done in the past decade. And that this unique and on-going balance
between the voices of researchers and policy-makers will lead to better decisions in
higher education and, ultimately, to a renewed sense of European ownership for its
higher education cooperation.
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EHEA: The Future of the Past

Pavel Zgaga

The fourth edition of the Bologna Process Researchers Conference—and of this
publication—coincides with the commemoration of important anniversaries: 2019
marked the 20th anniversary of the signing of the Bologna Declaration, and 2020
marks the 10th anniversary of the proclamation of the European Higher Education
Area. Anniversaries are important social events, usually accompanied by festive
gatherings of different actors and stakeholders®—but what role can historical
anniversaries play in a research conference? Before I answer this question, I need to
address some specific questions that will help prepare the way for the answer I want
to give.

When we celebrate anniversaries, memories cannot be avoided. This is certainly
true of the gray-haired heads; for them, history is not just a petrified structure, a fact
that cannot be changed, but in a certain sense always remains subjectively present.
Since I have a gray-haired head, I cannot avoid this deviation.

Therefore, I take the liberty of making one more deviation. In December 2019,
my university celebrated its first centennial. On this occasion, my generation
thought back almost fifty years, to when we enrolled in academic studies as
freshmen. Over the next fifty years, we were personally closely linked to our
institution. But our attitude towards the first fifty years was quite different. We
knew from books and archives that the University of Ljubljana was founded as a
typical national university immediately after the end of World War I, we knew that
it had great difficulties in its early development and that it encountered even greater
difficulties during the later World War II occupation. My generation would have
done many things differently if we had had the opportunity. We had none. But we
did have opportunities later. Today, we have had the very personal experience that
our university, for example, was heavily involved in events connected with the
symbolic year 1968, or that it was a pillar of the country’s modernisation, or that it
was the intellectual axis of the political conflicts and processes that gradually led to
national independence in 1990 and later to accession to the European Union.

Likewise, the Bologna Process and the development of the EHEA are an
important part of my personal experience.

The thoughts, polemics and decisions of that time have been preserved in this
experience, mainly as a proactive response to the Zeitgeist. The 1990s were a time
in which different countries were confronted with different challenges, but which
also united them in their need to respond together to common challenges. This
happened in several areas, and one of them was the path that led to the Bologna
Process.

8As was the case for the 20th anniversary of the Bologna Declaration, with an anniversary
conference at the University of Bologna on June 24-25, 2019, see http://www.bolognaprocess2019.
it/, accessed April 6, 2020.
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I do not want to go into the details of these challenges now. At least when it
comes to higher education, the readers of a publication like this one are well aware
of them, even if not everyone has a gray head. I think it is more important to show
how much and how deeply everything has changed since then than to sketch an
overview of the events themselves. It is not only that the Bologna Declaration has
contributed to a change in higher education in Europe. The whole spirit of the times
has changed. And so, a casual conversation of old dons about how it was twenty
years ago may not only bore the younger generation; it may also show that the
original idea has lost its sharpness and thus its original productive charge. Today,
we are facing completely new challenges, and we must respond to these challenges,
we must respond with all possible sharpness and productive charge. A new gen-
eration is coming to the fore.

Although I broadly agree with this view, I have some concerns. Should such a
strategy really ignore any question of where we come from and how we meet the
new challenges? Forget the past? I think not. In order to meet new challenges well,
we need, among other things, to undertake a critical analysis of our successes or
failures in dealing with previous challenges: What worked well and what did not?
To what extent were we able to achieve our goals and at what points were these
plans hindered, stopped or blocked? Which potentials did we start with, which
of the old potentials can still help us today and which new potentials do we have to
activate in the further process?

One of the key questions in the discussions of the decade just ending is the
implementation of the objectives of the Bologna Process. This question should
certainly not be ignored, although it seems that new challenges require the for-
mulation of new goals and not just a narrow focus on the “final realization” of goals
formulated a decade or more ago. Implementation or non-implementation should
not be seen as a technical problem that we face on the way to “solving all prob-
lems”. On the contrary, I believe the second reason why we should not ignore this
issue is to be found in some of the fundamental dilemmas that have arisen in the
process so far, but which have perhaps been swept under the carpet too quickly.

I will address that later. First of all, I have to answer—at least very briefly—the
question of what is on the list of fundamental changes observed over the past ten or
twenty years. There are many such questions, and I cannot by any means list them
all. T will limit myself to a few that might serve to roughly mark out the most
important shifts while at the same time roughly defining the scope of the new
challenges.

In my view, the first shift concerns the area of teaching and learning in higher
education; an area that has been rather neglected in the past. Various actors at
different levels are devoting more attention to this area this decade. The period
1999-2010 has been characterized by structures and instruments. This does not
mean that the issue of the teaching and learning process as it takes place at the
micro level—in the classrooms of the institutions of the EHEA—has been com-
pletely neglected. It has just been approached in a different way, from the per-
spective of qualifications frameworks, quality standards, recognition of
qualifications, credit systems, mobility programs, etc. This perspective seems to
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have changed during the period 2011-2020 in favour of active students and the
actual learning and teaching process at our institutions. This is an experience from
the era of mass, if not universal, higher education. I think we can describe this as a
step forward from a decade of structural reforms. The so-called social dimension,
which appeared somewhat delayed in the first decade of the Bologna Process
(Bologna Process 2001: 3),” including the extremely complex contemporary issue
of inclusive education, is now coming to the fore. This also includes other issues
such as digitalization, etc. These issues will certainly continue to be at the forefront
in the next decade. Even this shift is very sensitive to the question of whether or not
the objectives of the EHEA will be reached and its policies implemented.

I see the second shift in a completely different area, which cannot be described
simply in short words. These are changes that take place not at the micro level but at
the macro level. Put simply, it is the problem of knowledge in the age of populism.
In the mass media, fake news is far more common than the popularization of
modern scientific knowledge. For example, the rejection of scientifically based
warnings about the negative human impact on climate change reminds us of the
anti-Darwinian hysteria of the 19th century. At this point, the progressive instru-
mentalization of knowledge must be added: A key characteristic that increasingly
legitimizes the production of advanced knowledge is the supposed “practical use”,
or in economic terminology: profit. The trend I have described only very briefly
seriously challenges both the fundamental mission of the university as an institution
for the production of advanced knowledge and the very concept of knowledge,
science and research that has underpinned the cultural development of humanity to
date. I believe that this is one of the important issues that we are already facing and
will face even more seriously in the coming decade.

The third shift, closely related to the previous one, concerns values, both aca-
demic and European, and not least global, sustainable ethics. Again, these are
changes at the macro level that cannot be described in brief. In short, unlike what
we almost believed at the end of the last century when some referred to “the end of
history” (Fukuyama 1992), we have encountered problems during this decade—that
should not be repeated in a united Europe based on a certain set of values. On a
broader social level, we need to counter contradictory, homophobic and exclusive
ideologies. In parallel with this trend, cases of violations of institutional autonomy
and academic freedom as fundamental academic values are emerging. We face this
not in a dictatorship that is far away—in space and time—but within the EHEA,
which was founded only ten years ago. However, it is not just a question of higher
education. The issue is broader and also concerns the continuing controversies
about respect for the rule of law in individual Member States or the question of the
future of European integration, whether it is a question of the “exit” of an old
country or the “entry” of a new one. Ultimately, these are not just political issues,
they are closely linked to values and the future. In 1999, these questions led us in a
direction that is completely opposite to current trends. They were introduced in this

°For an overview, see also http://www.ehea.info/page-social-dimension, accessed April 6, 2020.
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direction half a century ago, the decade after the end of the bloodiest war in human
history.

Academic values have been included in virtually all ministerial documents of the
Bologna Process, but even in this case, one could speak of implementation or
non-implementation. In this respect, it is time to remind ourselves of a fundamental
dichotomy that is at stake in the discussion of the implementation of one of the
objectives of the EHEA Bologna Process: the question is whether the voluntary
approach of each country in the EHEA should mean that each member is expected
to implement all the commitments agreed so far or whether this should be done a la
carte. Should the previous agreements be seen only as a vague orientation towards
distant goals and not as a set of strict commitments that should already guide the
actions of members?

Let me remind you that this is an old dilemma in the European integration
processes, and it is also an old dilemma within the Bologna Process. The most
recent outcome of a political discussion on this issue is set out in the Paris
Communiqué (Bologna Process 2018): Reforms that are driven by the Bologna
Process require “both successful implementation and full ownership”; they require
concerted efforts by all stakeholders. In Paris, the need to “unlock the full potential
of the EHEA and ensure the implementation of the key Bologna commitments” was
recognized. As we know, a “structured peer support approach” was confirmed as
key to this involvement.

While we are waiting for the Rome Ministerial conference in November 2020,
we can reconsider at least part of the road we have already travelled. We recall that
“the issue of non-implementation of key commitments” was raised, for example, in
the Yerevan Communiqué (Bologna Process 2015). The gray-haired heads
remember, however, that the issue had been discussed at least ten years earlier. By
mid-2004, in preparation for the Bergen conference, a serious debate was already
underway on the basic “Bologna principles” and even the “Bologna philosophy”
behind these principles. At least four of the five principles mentioned in a working
document from that time had a clear reference to “European values” (Bologna
Process 2004: 2), and it was proposed to the BFUG to expect the member countries
to fully respect them. The essence of this proposal was adopted but the later
develpoments showed that the 2004 consensus had not been maintained. I reported
on this case in the first edition of this conference in 2011 (Zgaga 2012; see also
Zgaga 2019). It seems that we are still dealing with a similar, if not the same issue.

This brought us back both to the question of history and to our introductory
question: What role can historical anniversaries play in a research conference or in a
research article? Let me answer this question by the shortest route: history counts!
The esteemed audience at the conference, as well as the esteemed readers, certainly
do not need explicit proof that history is a kind of “beachhead” of research, if I may
use military jargon. Anniversaries must remind us that the task of researchers is to
discover and determine where and how it all began, where we are now and why,
and in which directions we can go from here. Research is always about the past, the
present and the future.
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I would, therefore, like to conclude this article with a modest proposal on one
of the possible items on the agenda for further research. I believe that the history
of the Bologna Process should be placed on the research agenda. It is particularly
important to work on the history of higher education policy ideas, both on a
European and global scale. In my recent work, I have discovered how difficult, if
not impossible, it is to gain access to certain documents, particularly from the early
“Bologna period”. Recently, in my research center, we have been collecting doc-
uments, photographs and other historical material from the turn of the century'® and
we were surprised to see how little of this secondary material has been preserved.
Now, we still have time to build a comprehensive archive; in ten years’ time, it will
be much more difficult. This is important not only for researching the past and
understanding the present but also for outlining possible scenarios for the future.

References

Bologna Process (2001). Towards the European Higher Education Area.
Communiqué of the meeting of European Ministers in charge of Higher
Education in Prague on May 19th 2001. http://www.ehea.info/Upload/document/
ministerial_declarations/2001_Prague_Communique_English_553442.pdf,
accessed April 6, 2020.

Bologna Process (2004). Further Accessions to the Bologna Process. Procedures
for Evaluation of Applications and Reports from Potentail New Members.
Document BFUG B3 7 of October 4, 2004. http://www.ehea.info/media.chea.
info/file/20041012-13_Noordwijk/79/9/BFUG3_7_further_accessions_579799.
pdf, accessed April 6, 2020.

Bologna Process (2015). Yerevan Communiqué; http://www.ehea.info/Upload/
document/ministerial_declarations/Y erevanCommuniqueFinal_613707.pdf,
accessed April 6, 2020.

Bologna Process (2018). Paris Communiqué; http://www.ehea.info/page-
ministerial-conference-paris-2018, accessed April 6, 2020.

Fukuyama, F. (1992). The End of History and the Last Man. New York: Free Press.

Zgaga, P. (2012). Reconsidering the EHEA Principles: Is There a “Bologna
Philosophy?”, in Curaj, A., Scott, P., Vlasceanu, L., Wilson, L. (eds.). European
Higher Education at the Crossroads. Between the Bologna Process and
National Reforms, Springer International Publishing, pp. 17-38.

Zgaga, P. (2019). The Bologna Process in a global setting: twenty years later.
Innovation, the FEuropean Journal of Social Science Research, 32(4),
pp- 450-464. doi: 10.1080/13511610.2019.1674130, accessed April 6.

105ee http://www.ceps.pef.uni-lj.si/index.php/en/history-of-the-bologna-process, accessed April 6,
2020.


http://www.ehea.info/Upload/document/ministerial_declarations/2001_Prague_Communique_English_553442.pdf
http://www.ehea.info/Upload/document/ministerial_declarations/2001_Prague_Communique_English_553442.pdf
http://www.ehea.info/media.ehea.info/file/20041012-13_Noordwijk/79/9/BFUG3_7_further_accessions_579799.pdf
http://www.ehea.info/media.ehea.info/file/20041012-13_Noordwijk/79/9/BFUG3_7_further_accessions_579799.pdf
http://www.ehea.info/media.ehea.info/file/20041012-13_Noordwijk/79/9/BFUG3_7_further_accessions_579799.pdf
http://www.ehea.info/Upload/document/ministerial_declarations/YerevanCommuniqueFinal_613707.pdf
http://www.ehea.info/Upload/document/ministerial_declarations/YerevanCommuniqueFinal_613707.pdf
http://www.ehea.info/page-ministerial-conference-paris-2018
http://www.ehea.info/page-ministerial-conference-paris-2018
http://www.ceps.pef.uni-lj.si/index.php/en/history-of-the-bologna-process

Introduction xliii

Synergies between the European Higher Education Area
(EHEA) and the European Research Area (ERA)—From
Words to Action?

Barbara Weitgruber

Education, research and innovation have been strategic policy fields in the
European Union ever since the European Council in Lisbon in 2000 set the
ambitious goal for the European Union “to become the most competitive and
dynamic knowledge-based economy in the world, capable of sustainable economic
growth with more and better jobs and greater social cohesion” (Council of the
European Union 2000). National policies in higher education and research had been
strongly influenced by this goal over the past two decades.

The concept of a European Research Area (ERA) took concrete shape in 2000
with the European Commission Communication Towards a European Research
Area (European Commission 2006) adopted by the European Council in Lisbon,
with a view to overcoming fragmentation and isolation of national efforts and
systems and reducing disparities of regulatory and administrative frameworks.

In 2002, the European Council agreed in Barcelona on two further ambitious
targets: the overall spending on research, development and innovation in the
European Union should be increased with the aim of approaching at the average 3%
of GDP by 2010, and the European education systems should become a worldwide
quality reference by 2010 (Council of the European Union 2002).

The European Council committed in 2006 the (then) 25 EU Member States to
spending 3% of the GDP on research, development and innovation as a national
target—another milestone on the way to the 3% target for the EU (Council of the
European Union 2006). This was crucial as public research funding is primarily a
national task with only a small percentage of the overall public research funding
coming from European sources.

With the Lisbon Treaty, signed on 13 December 2007, a legal basis for the
achievement of the ERA was established making its implementation a “constitu-
tional commitment” and a joint responsibility of the European Commission and the
Member States (European Union 2007).

In 2008, member states were asked to show in their national reform programmes
how their Reasearch and Development strategies would contribute to the realisation
and better governance of the ERA (Council of the European Union 2008). The
European Council on 13 and 14 March 2008 made clear that the implementation of
reforms in higher education was an important element in the creation of the “fifth
freedom” by removing barriers to the free movement of knowledge.

In February 2011, the European Council confirmed the need for a unified
research area to attract talent and investment and called for the completion of the
European Research Area (ERA)—which should originally have been established by
2010—by 2014 (Council of the European Union 2011).
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The European Commission confirmed its engagement in the ERA with its ERA
communication in 2012 (European Commisison 2012), which included a renewed
partnership between Member States, the Commission and research stakeholders
adopted in Council Conclusions.

With the adoption of the ERA Roadmap 2015-2020 (European Research Area
and Innovation Committee 2015) and the development and implementation of
national ERA action plans, the focus shifted from the European to the national
level. Framework conditions at EU level were considered to be already well in
place. The role of the European Commission, therefore, focused on supporting and
monitoring as well as on the EU framework programmes for research and inno-
vation in delivering a fully functioning ERA.

With the shift to the national level, the ERA implementation focused on more
effective national research systems, transnational cooperation and competition
(including research infrastructures), an open labour market for researchers, gender
equality and gender mainstreaming in research, optimal circulation, the access to
and transfer of scientific knowledge, and on international cooperation.

Over the past two decades, a wide range of ERA-related policy reforms and
initiatives have been successfully implemented both in national research and
innovation systems and on the European level, contributing towards the overar-
ching objective to make the ERA a reality. Nevertheless, progress has been slowing
down, and there are still major disparities between countries and regions, some of
which are even diverging rather than converging, as stated in the ERA Progress
Report 2018 (European Commission 2019). Such an insufficient co-evolution of
European, national (including regional) research and innovation systems and an
unbalanced mobility and knowledge circulation contradict, however, the ERA
policy objectives.

The need for a new ERA paradigm was recognised in the European Council’s
New Strategic Agenda 2019-2024 (Council of the European Union 2019), which
underlines that “we must step up investment in people’s skills and education, do
more to foster entrepreneurship and innovation and increase research efforts, in
particular by addressing the fragmentation of European research, development and
innovation”.

The building of a true ERA pulling together national and EU efforts is also
prominently mentioned in the mission letter of Commissioner Gabriel, which
guarantees that it will remain high on the policy agenda of the Commission: “T want
you to work with Member States to build a true European Research Area in which
we pull together all national and European efforts.” (Gabriel 2019).

The European Research Area and Innovation Committee adopted its Opinion on
the future of the ERA (European Research Area and Innovation Committee 2019) in
December 2019 after an intensive process with the ERA working groups and
relevant stakeholder groups. This opinion will feed into the European
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Commission’s ERA communication in 2020. The discussion on the future of ERA
on the ministerial level will take place during the German presidency of the Council
of the European Union in the second half of 2020.

In higher education, sweeping structural and institutional reforms have started all
across Europe in the framework of the Bologna Process since 1999 when the
Bologna conference, at which ministers of 29 European countries responsible for
higher education signed a declaration (Bologna Process 1999) aiming at estab-
lishing a European Higher Education Area (EHEA) by 2010, took place. The
Bologna Process as a voluntary intergovernmental cooperation closely linked with
stakeholders based on trust, cooperation and respect for the diversity of cultures,
languages and higher education systems in Europe regards higher education as a
public responsibility. Its main principles encompass academic freedom, autonomy
and accountability of higher education institutions.

Since 1999, 48 parties to the European Cultural Convention'' of the Council of
Europe have joined the Bologna Process and have made a strong commitment to
implement commonly agreed reforms in higher education across Europe. In a joint
effort, public authorities responsible for higher education, higher education insti-
tutions, staff and students, organizations representing employees and employers,
quality assurance agencies, international organizations and European institutions
have engaged in these reforms and have jointly shaped the EHEA. As foreseen in
1999, the EHEA was launched in 2010 (Bologna Process 2010) even though it was
clear that some of the original aims had not yet been achieved. The progress made
in the Bologna Process since its beginning was assessed in 2010 from different
stakeholders’ perspectives.'” This was crucial as student and staff protests in a
number of European countries had shown that some of the reforms had not been
implemented properly and some of the original ideas had not been clearly com-
municated and explained. Besides, measures and developments not even related to
the Bologna Process had been criticized as measures implemented in the Bologna
Process, and many “Bologna myths” had developed.

At the Bologna Ministerial Anniversary Conference in March 2010, it was
therefore agreed by the then 47 members and the stakeholders participating in the
Process that more efforts and also adjustments—involving staff and students as
those mostly concerned—were necessary at European and national, but above all at
institutional levels to realize the EHEA as originally envisaged in 1999 and
re-confirmed in 2010 as follows:

“The Bologna Declaration in 1999 set out a vision for 2010 of an internationally
competitive and attractive European Higher Education Area where higher education
institutions, supported by strongly committed staff, can fulfil their diverse missions
in the knowledge society; and where students benefitting from mobility with

"hitps://www.coe.int/en/web/conventions/full-list/-/conventions/treaty/018/signatures,  accessed
29 March 2020.
>The various parts of the assessment as well as on overview and background are available at

http://www.ehea.info/cid103687/independent-assessment-the-implementation-the-bologna-
process-2007-2009.html, accessed 29 March 2020.
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smooth and fair recognition of their qualifications, can find the best suited educa-
tional pathways.” (Bologna Process 2010, para. 3).

From the very beginning of the Bologna Process, research has been regarded as
an integral part of higher education both at the system level and at the level of
higher education institutions.

The Bologna Declaration, for instance, underlined that “Universities’ indepen-
dence and autonomy ensure that higher education and research systems continu-
ously adapt to changing needs, society’s demands and advances in scientific
knowledge.” (Bologna Process 1999: 2).

In Prague, in 2001, the European Ministers in charge of Higher Education
stressed that “the quality of higher education and research is and should be an
important determinant of Europe’s international attractiveness and competitive-
ness.” (Bologna Process 2001: 3).

In 2003, Ministers responsible for Higher Education agreed “that efforts shall be
undertaken in order to secure closer links overall between the higher education and
research systems in their respective countries. The emerging European Higher
Education Area will benefit from synergies with the European Research Area, thus
strengthening the basis of the Europe of Knowledge.” (Bologna Process 2003: 2).

A concrete area for synergy and cooperation was the field of doctoral pro-
grammes leading to the inclusion of the doctoral level as the third level in the
Bologna Process. Doctoral studies and the training of young researchers, third cycle
students and early stage researchers became corresponding terms in the EHEA and
ERA contexts, respectively.

In 2005, the so-called Salzburg Principles were elaborated and adopted in the
Bologna Process as a basis for reforms for doctoral education (Bologna Process
2005)."

In 2010, at the time when the EHEA should have been completed, ministers
envisaged that “by continuously developing, enhancing and strengthening the
European Higher Education Area and taking further the synergies with the
European Research Area, Europe will be able to successfully face the challenges
of the next decade.” (Bologna Process 2010: para 12).

Still, it was only in Paris in 2018 that ministers did not only refer to the need for
synergies but also asked for concrete action: “We call on the BFUG [Bologna
Follow-up Group] to establish interaction with the European Research Area and
Innovation Committee (ERAC) by 2020 in order to develop synergies between the
EHEA and the European Research Area (ERA).” (Bologna Process 2018: 4).

In October 2019, the Finnish presidency of the Council of the European Union
organised a joint conference of the Directors General for Higher Education and the
European Research Area Committee in order to enhance the policy dialogue
between higher education, research and innovation in a structured form, followed
by a dialogue between the BFUG and ERAC.

Bologna Seminar on “Doctoral Programmes for the European Knowledge Society” (Salzburg,
3-5 February 2005), Conclusions and Recommendations, available at: https://www.eua.eu/
downloads/publications/salzburg%20recommendations%202005.pdf, accessed 27 January 2020.
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Synergies and joint efforts might be beneficial for both processes. On the one
hand, the ERA is hardly known beyond a small group of experts and specialists; not
even all researchers and higher education and research institutions are familiar with
the concept. Many simply associate the EU research and innovation framework
programmes with the ERA. On the other hand, the Bologna Process and the EHEA
are well known, but they are not always positively connotated.

Nevertheless, many structural and systemic reforms have been implemented
effectively across countries in the EHEA based on a voluntary process while the
ERA, despite its strong legal basis in the EU Treaty, has not yet led to such
sweeping structural and systemic reforms across Europe as the EHEA.

Maybe a joint effort could lead to a new positive impetus for both the European
Higher Education and Research Areas. Barriers at national, including regional, and
European level to a fully functioning ERA cannot be overcome by Reasearch and
Innovation policy alone. They need to be addressed by a broader set of horizontal
and sectorial policies in a coherent whole-of-government approach. An integrated,
coherent approach between education, research and innovation policies and
instruments will be necessary in order for the ERA to effectively achieve its wider
objectives.

The fact that Commissioner Mariya Gabriel as Commissioner for Innovation,
Research, Culture, Education and Youth (2019-2024)'* has the responsibilities for
higher education and research and that her mission letter includes both the devel-
opment of the European Research Area in cooperation with Member States as well
as the implementation of the European University Initiative can be seen as a
window of opportunity for policy objectives in the same directions. Besides, at the
next EHEA Ministerial Conference which will take place in 2020 in Rome, min-
isters will outline their priorities and objectives for the future of EHEA. Also in
2020, the future of ERA will be discussed by ministers in charge of research and
innovation at EU Council meetings and in a ministerial conference on ERA—so the
year 2020 could be the year in which synergies between the European Higher
Education Area and the European Research Area are translated from words into
action.
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The Role of Higher Education in Making Our Society
Sustainable: An International Perspective

Pam Fredman

The world faces unprecedented challenges in ensuring a sustainable future. The
United Nations Agenda 2030 “Transforming our world for a sustainable develop-
ment” and its 17 Sustainable Development Goals (SDGs) have been adopted by 193
countries. The Agenda 2030 is a key document for all stakeholders. The UN has
also outlined the key role of higher education in helping reach the SDGs, and not
only the SDG4, the one that concerns education most directly. The UN Agenda
2030 is a global agenda that can and should be embraced by higher education; it
provides for a good roadmap for higher education to foster sustainable
development.

Thus, the future of higher education requires that higher institutions and
organisations cooperate on the basis of trust and respect.

The International Association of Universities (IAU15 ) was established by
UNESCO in 1950, and we are now the leading global association of higher edu-
cation institutions and organisations. The IAU counts 650 member institutions and
more than 30 organisations in 130 countries. The IAU develops and maintains the
World Higher Education Database,'® which lists more than 1900 higher education
institutions, acts as the global voice of higher education in UNESCO and has been
given special consultative status by the UN Economic and Social Council
(ECOSOC).

70 years ago, the IAU was created in response to the need for a global network
of higher education leaders. They needed to promote and support the role of higher
education in fostering democratic social development and preserving peace. When
the IAU was established, our predecessors already stated that in order for higher
education institutions to fulfil their role in creating, developing and disseminating
knowledge through research and education they must enjoy academic freedom and
institutional autonomy. This is a must for the academic community and our insti-
tutions to be able to identify research topics, determine course content and develop
methodology free from political, ideological or economic pressures. Therefore,
academic freedom and institutional autonomy are the core values of the IAU. They
are also the fundamental principles of higher education, as expressed through the
Magna Charta Universitatum, which has been signed by more than 1000
universities.

Higher education, then, plays a key role in the sustainable development of our
societies. At the same time, however, we hear voices criticising this role and the
relevance of the fundamental principles. These voices grow louder, also among
community stakeholders. Therefore, higher education institutions and organisations

15https://www.iau—aiu.net/, accessed 27 March 2020.
https://www.iau-aiu.net/World-Higher-Education-Database-WHED, accessed 27 March 2020.
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must speak with a common voice locally, nationally and globally promoting fun-
damental values. This way, we can regain societal trust and recognition. In this way,
we can deal with the societal development and needs that are changing very rapidly
and that cannot be adequately addressed without the contribution of higher
education.

Higher education itself is changing and has done so for decades, even centuries.
We do not see the “same” institutions today as 1999 when the Bologna
Declaration'” was signed. As I write these lines, higher education institutions
around the world are transforming incredibly fast to address the consequences
of the Covid-19 pandemic. Teaching and education, meetings and conferences have
moved online, and this situation will affect the future of higher education. But
higher education should and will not just adjust to new circumstances. We should
develop and shape the world in which we live. To do so, we must gain acceptance
for the fact that research and education operate with a longer-term perspective than
many other areas of society. There is a reason higher education has not only
survived but also thrived for centuries. Knowledge will always be needed.

To meet the demands of the development of a knowledge society, the number of
individuals enrolled in tertiary education and of higher education institutions has
increased substantially. This rapid expansion has resulted in many institutions, not
at least in developing countries, conducting education with little connection to
research. This decoupling of research and education, which goes against one of the
characteristics of higher education, is less frequently noticed and discussed than
academic freedom and institutional autonomy. This de facto separation means that
new knowledge and understanding developed through research as well as an
understanding of the methods of research will not be transferred to students, and
through them to all sectors of society where they will act. In addition, the dialogue
between students and researchers is lost, a dialogue that stimulate unexpected
questions and new ways of seeing things, and that is a base for developing the
critical thinking, analytical skills and innovation. Students are the future
decision-makers, citizens and labour market actors. They are key to sustainable
development of all around the world.

Another challenge for the future of higher education is the separate funding
systems, private as well as public, for research and education. Funding of large
research programmes nationally and not at least in Europe is rarely linked to
education, and education achievements are not part of evaluation of success. This
decoupling must be reconsidered to ensure advanced, academically based compe-
tence in society.

The local mission of higher education, to meet local and regional challenges and
the needs of local communities for knowledge and competence, is getting
increasing attention. Cooperation between higher education and local communities
is both increasing and improving. It both requires and develops mutual trust and
respect between higher education and the various actors without which we cannot

17http://www.ehea.info/U pload/document/ministerial_declarations/1999_Bologna_Declaration_
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meet these challenges. Such collaboration is often done locally while research
funding often requires broad cooperation beyond the local scene. Higher education
institutions and organisations need to jointly define and then implement the
requirements for higher education to fulfil is social responsibility. This is part of and
not contradictory to high quality and excellence in research or education.

Ranking and evaluation systems constitute another obstacle to promoting the
social responsibility of higher education, as traditional measures for research per-
formance weighs much more heavily than societal impact, which also needs new
evaluation parameters. The merit system in higher education, which determines
careers, is built on the same parameters. Academics as well as institutional leaders
have a crucial role in promoting due recognition of societal impact.

Yet another concern is the fact that the funding of research and education very
often gives preference to selected areas like technology, medicine and natural
science, leaving much less for disciplines that are key to the social dimension of
higher education and research. The humanities, social sciences and the arts are
disadvantaged when it comes to funding, and therefore, the development of skills
for research and education in these disciplines is challenged. This also affects the
education of the schoolteachers, those responsible for good quality in primary and
secondary schools, which is crucial to global sustainable development and our
ability to reach the goals of Agenda 2030.

There are obstacles that need to be addressed within the education community,
too. These include standardisation of education programs and curricula on national,
regional and international level, aiming at strengthening quality and facilitating
mobility. An amount of standardisation is required, but we must avoid lock-in
effects for the development of programmes to provide the new knowledge and skills
we need, not least for lifelong learning. The financing system often counteracts
flexibility in education development and favours readymade programmes instead of
innovative courses. Since 1999, when the Bologna Declaration was signed, the
societal demands on higher education have changed, and maybe the very aim of the
Bologna Process should be reconsidered and adjusted to the current reality and
demands. We will need funding and governance that promote flexibility in pro-
grammes and courses enabling coupling of education to knowledge development
and needs of society and with the perspective of lifelong learning.

Digitalisation and social media have not only changed the speed with which
information is disseminated but also the ways in which it is received and interpreted
—and sometimes not even digested. Information has become global but too often
digested without factual scrutiny, often received without the critical eye needed to
ensure democracy and innovation, in a word: sustainable development. Today, due
to CIVID 19 pandemic, much teaching is moving to online. In the future, digital-
isation of higher education may grow exponentially. The digitalisation impacts of
Covid-19 due to the closure of higher education campuses must be evaluated once
the crisis is over in the light of the concerns and priorities I have just outlined. In
addition, social media have lowered the threshold for personal attacks and bullying,
as well as for political smear campaigns. This affects our students and teachers
directly in their education and research. Digitalisation and technological
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development open up new opportunities for higher education but also has detri-
mental consequences that must be considered and dealt with. Our culture of ethics
and integrity needs to be strengthened.

Recently, the IAU launched a report based on an open consultation of higher
education institutions on technology,18 as a basis for developing an IAU policy
document on technology 2020. More than 1000 higher education institutions from
127 countries were involved. From this consultation, it is obvious that most but not
all institutions are developing their pedagogy with technological aids, mostly in the
form of blended learning and distance education, but there is surprisingly little
interest in creating open online courses. However, on a global perspective, national
infrastructure and financial support for technology development are extremely
diverse. Higher education institutions and organisations need to raise awareness
among policy and decision-makers of the inequality of global capacity building.
A common voice from higher education institutions and organisations will be
important for fulfilling our social responsibility globally.

There are also expectations that technological development will facilitate
international collaboration in both research and education by enabling people to
meet face-to-face without having to travel and to hold seminars and give presen-
tations to students simultaneously in different parts of the world. The Covid-19
pandemic has given a push in this direction, and we will see whether this will be a
lasting development. However, as shown in the IAU consultation and as experi-
enced by many academics, infrastructure and experience are so unevenly spread
around the world that anything close to equal access to education through digi-
talisation is still a dream of the future rather than a reality of the present.

Knowledge has no borders, and the internationalisation of research and educa-
tion aiming at knowledge transfer and exchange and cultural understanding is an
important part of higher education. Internationalisation is and has always been a
priority for the IAU, fo promote inclusive, fair and ethical process of internation-
alization of HE. In 2019, the 5th IAU global survey on internationalisation'® was
published, and the results invite a discussion on rethinking internationalisation. The
consequences of the Covid-19 consequences will probably have effects on
managing internationalisation beyond physical mobility that we cannot foresee
today.

From the survey, it is obvious that internationalisation as a part of the strategy
and vision of higher education institutions is increasing in importance. However,
the answers reflect diverse national and regional conditions for this internationali-
sation. There is agreement that higher education is and must be international.
A common view was that international collaboration should increase and that it
should contribute to capacity building as well as increase the international aware-
ness and commitment of students on global issues. However, for that to become
reality, internationalization needs to be ethical and inclusive.

! 8https /lwww .iau-aiu.net/Higher-Education-in-the-Digital-Era-The-Current-State-of-
Transformation-Around, accessed 27 March 2020.
Phttps://www.iau-aiu.net/Global-survey-on-Internationalization, accessed 27 March 2020.
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The most common and outspoken threat to a sustainable internationalisation is
the commercialisation of the higher education. Students are too often seen as
customers and higher education—not to speak of diplomas—as a commodity from
which profit is made. Many higher education institutions have a significant share
of their budget from tuition fees. The number of scholarships is limited, and their
distribution throughout the world is unequal. The effect is an increasingly socially
skewed recruitment related to socioeconomic background. How is the job market
for international students? Recruiting the academically high performing students is
an option for only a few of the more 19000 institutions in the world. Exchange
programmes tend to favour the top-ranked institutions, with serious consequences
for the majority of institutions.

Linguistic competences and the predominance of certain languages is another
issue. Several countries, for example in Africa, wish to develop the use of their local
languages in higher education in order to better reach out locally. French, Spanish
and Portuguese are widely spoken languages, and higher education is often pro-
vided in these languages rather than in local and national languages. In addition,
lack of competence in the English language of teachers and students often prevents
international mobility beyond language groups. This can lead to quality deterio-
ration in teaching. Whether we like it or not, English is the most commonly shared
language in higher education, not least for publishing research, sharing knowledge
and developing cooperation.

Criticism grows against assessments made on the basis of purely quantitative
measurements such as the number of outgoing and incoming students and teachers
without assessing the outcomes and the quality of the exchange. Does international
academic cooperation lead to the exchange of knowledge and cultural learning that
is being sought?

On the research side, international co-publications are valued in evaluations and
rankings, but most of the 19000+ institutions in the world are never considered for
participation in the exclusive group of the established research universities.

Successful internationalisation must address the social dimension, issues related
to accessibility, equality and quality and long-term capacity building worldwide. If
the Western world is to “recruit the best” for its own development, large parts of the
world will be left outside, and we will not be able to achieve neither climate goals
nor the other sustainability goals in Agenda 2030. This diversity applies also to
within European higher education.

Higher education institutions and organisations must demonstrate responsibility
for their key role, as clearly stated by UN, in reaching the goals of Agenda 2030 and
the SDGs and building a sustainable future.

Therefore, institutions and organisations must cooperate to:

e Promote and defend the fundamental principles of higher education: academic
freedom, and institutional autonomys;
Promote the necessary link between research and education;
Promote the social responsibility of higher education;

e Promote research and education to meet the local and global needs of society;
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e Ensure inclusiveness, equity and ethics;
e Promote involvement of students in higher education development.

I wish the future of higher education to be a shared responsibility of institutions
and organisations and of society at large, because our future will be shared.
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Internationalization has evolved in higher education over the past 30 to 40 years from
amarginal aspect to a key aspect of the reform agenda. It also has evolved in different
directions and, in that process, some previous values have got lost, and past priorities
have been replaced by others. Economic rationales have become more dominant, but
as the society is facing extreme challenges, summarized in the Sustainable Develop-
ment Goals (SDGs) of the United Nations, internationalization needs to respond to
these challenges and goals. Some of the papers in this section address the sustain-
ability and quality of the current state of internationalization, others look ahead and
analyse whether new initiatives such as the European Universities initiative (EUI)
are an answer, or how internationalization can address the need for higher education
of refugees. It is important to place the papers in perspective of the evolution of
internationalization as a basis for the next decade.

1 Internationalization in Perspective

Universities have always had international dimensions in their research, teaching and
service to society, but those dimensions were, in general, more ad hoc, fragmented
and implicit, rather than explicit (de Wit and Merkx 2012).

Comprehensive strategies are a rather recent development of the past three
decades. In the last decade of the previous century, the increasing globalization
and regionalization of economies and societies, combined with the requirements
of the knowledge economy and the end of the Cold War, created a context for a
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more strategic approach to internationalization in higher education (Knight and de
Wit 1995). This became manifest first and foremost in Europe (the EU programs
and the Bologna Process), but gradually also elsewhere. The European Commission,
international organizations such as OECD, UNESCO and World Bank, national gov-
ernments, as well as higher education organizations such as the International Associ-
ation of Universities (IAU) and the European Universities Association (EUA) placed
internationalization at the top of the reform agenda. Internationalization became a
key change agent in higher education, in the developed world, but also in transi-
tional democracies and developing societies, who also used international trends to
justify unpopular reforms (de Wit et al. 2015). Some of these societies, particularly in
regions such as Central and Eastern Europe, can be seen as ‘laboratories of reform’ in
terms of the effect of internationalization of higher education on the overall evolution
of the higher education system (Dakowska and Harmsen 2015; Deca 2016).

Mobility of students, scholars and programs; reputation and branding (manifested
by global and regional rankings), and a shift in paradigm from cooperation to com-
petition were the main manifestations of the agenda of internationalization in higher
education over the past 30 years. International education became an industry, a source
of revenue and a means for enhanced reputation and soft power.

Quantitative data about the number of international degree- seeking students, of
international talents and scholars, of students going for credits abroad, of agreements
and memoranda of understanding, as well as of co-authored international publica-
tions in high impact academic journals, were not only the key manifestations of
this perception of internationalization, but also did and still do drive its agenda and
actions.

All these aspects of internationalization resulted in an increasing dominance of
English in research but also teaching, created the emergence of a whole new industry
around internationalization, forced national governments to stimulate institutions of
higher education going international, and did enter new buzz words such as cross-
border delivery and soft power in the higher education arena.

In the period 2010-2020, we see not only the number of international students
double to five million, but we also notice an increase in franchise operations, artic-
ulation programs, branch campuses and online delivery of higher education. There
is fierce competition for talented international students and scholars, and selective
immigration policies have shifted from low-skill to high skill immigration.

National excellence programs have increased differentiation in higher education,
with more attention being given to a small number of international world-class uni-
versities and national or even regional flagship institutions which compete for talents,
for positions in the global rankings, for access to high impact journals, and for fund-
ing, at the cost of other institutions.

But internationalization has also become more globalized, and regional, national
and institutional initiatives are developed in the emerging and developing world:
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In the current global-knowledge society, the concept of internationalization of higher edu-
cation has itself become globalized, demanding further consideration of its impact on policy
and practice as more countries and types of institution around the world engage in the pro-
cess. Internationalization should no longer be considered in terms of a westernized, largely
Anglo-Saxon, and predominantly English-speaking paradigm (Jones and de Wit 2014, p. 28,
see also de Wit et al. 2017).

Internationalization became defined by the generally accepted definition of Jane
Knight (2008):

The process of integrating an international, intercultural or global dimension into the purpose,
functions and delivery of post-secondary education

describing clearly the process in a general and value-neutral way.
Some of the main trends in internationalization in the past 30 years have been:

— More focused on internationalization abroad than on internationalization at home;

— More ad hoc, fragmented and marginal than strategic, comprehensive and central
in policies;

— More in the interest of a small, elite subset of students and faculty than focused on
global and intercultural outcomes for all, so little to no inclusiveness and equity;

— Directed by a constantly shifting range of political, economic, social/cultural, and
educational rationales, with increasing focus on economic motivations;

— Increasingly driven by national, regional, and global rankings;

— Little alignment between the international dimensions of the three core functions
of higher education: education, research, and service to society;

— Primarily a strategic choice and focus of institutions of higher education, but
increasingly also a priority of national governments (soft power, reputation and/or
revenue- driven) and regions (European Union, Bologna signature countries,
ASEAN);

— Following already well-established models—mainly promoted by “big players”
with enough economic clout and tradition in higher education promotion: the UK,
USA, France, Germany etc.

Traditional values that did drive international activities in higher education in the past,
such as exchange and cooperation, peace and mutual understanding, human capital
development and solidarity, although still present in the vocabulary of international
education, have moved in that process to the sideline in a strive for competition,
revenue and reputation/branding.

2 Rethinking and Redefining Internationalization

Around the change of the century, we observed already a first response to these
developments. The movement for Internationalization at Home within the European
Union started in 1999 in Malmo, Sweden, asking more attention to the 95% of
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non-mobile students, not participating in the successful flagship program of the EU,
ERASMUS.

In the UK and Australia, a similar movement asked for attention for internation-
alization of the curriculum and teaching and learning in response to the increased
focus on recruiting income- generating international students.

And in the US, attention emerged around internationalizing the campus and devel-
oping more comprehensive approaches to internationalization as an alternative for
the marginal and fragmented focus on undergraduate study abroad on the one hand
and international student recruitment on the other.

These reactions were and are important manifestations of concern about the com-
petitive, elitist and market-oriented direction of internationalization, and call for
more attention to the qualitative dimensions of internationalization, such as citizen-
ship development, employability and improvement of quality of research, education
and service to society, from output to outcome and impact.

In the past decade, one can observe an even stronger reaction to these trends. While
mobility is still the most dominant factor in internationalization policies worldwide,
there is increasing attention being paid to internationalization of the curriculum at
home and from physical mobility to virtual mobility and exchange, collaborative
online international learning.

There is also a stronger call for the comprehensiveness of internationalization,
addressing all aspects of education in an integrated way. Although economic ratio-
nales and rankings still drive the agenda of internationalization, there is more empha-
sis now being placed on other motivations for internationalization, political, aca-
demic, social, cultural.

For example, attention is being paid to integrating international dimensions into
tertiary education quality assurance mechanisms, institutional policies related to stu-
dent learning outcomes, and the work of national and discipline-specific accreditation
agencies (de Wit 2019).

A wide range of academic scholars and international education practitioners push
with their publications and presentations the agenda for change and rethinking inter-
nationalization.

A study for the European Parliament on the state of internationalization in higher
education gave this push an extra dimension. Not only provided the study a compre-
hensive overview of the literature and the practice of internationalization in higher
education around the world, but also—based on a global Delphi Exercise—it pro-
moted a new agenda for internationalization for the future, by extending the definition
of Jane knight of 2004, defining that direction as follows:

The intentional process of integrating an international, intercultural or global dimension
into the purpose, functions and delivery of post-secondary education, in order to enhance
the quality of education and research for all students and staff and to make a meaningful
contribution to society (de Wit et al. 2015, European Parliament Study)

This definition gives a normative direction to the internationalization of higher
education by emphasizing that such a policy process does not and should not go on
by itself, but needs clear intentions, that internationalization is not a goal in itself, but
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needs to be directed towards quality improvement, that it should not be of interest
only to a small elite of mobile students and scholars, but directed to all members of
academic communities, and that it should make a clear contribution to society.

3 Challenges and Opportunities for the Next Decade

Over the past five years and in light of the new UN agenda for the achievement of the
Sustainable Development Goals, this new approach has received positive attention,
and at the start of a new decade, it is important to see if this shift back to a more ethical
and quality approach with respect to internationalization is indeed taking place and
what new dimensions one can observe in that shift.

Internationalization of higher education is entering a new phase. A shift from
internationalization abroad with a strong focus on a small elite of mobile students,
faculty, administrators and programs towards internationalization at home for all
students, faculty and administrators is even more urgent than ever.

Making internationalization more carbon-neutral (de Wit and Altbach 2020),
addressing more the importance of the contribution of internationalization to society
(Brandenburg et al. 2019) and linking the global to the local are imperative.
Reducing short-term mobility of less than 8 weeks, making mobility in programs like
Erasmus+ obligatory carbon-neutral, diminishing the need for administrative travel,
supporting more actively virtual exchange and collaborative online international
learning, addressing the needs of immigrant and refugee populations, are some of
the key tasks of internationalization in the next decade. The benefits of emerging in a
different culture, such as developing intercultural competences and skills, are without
discussion, but a policy focused on making these more carbon-neutral—longer stays,
using more sustainable forms of transport—would be welcome.

Also, itis high time to talk about what should be the role of national authorities and
how much national strategy building is beneficial to the efforts of higher education
institutions in terms of internationalization. Even the notion of national strategy for
internationalization is something that needs more reflection, especially in light of the
need to support institutional autonomy and public responsibility of higher education
institutions. Finally, the impact of high profile new projects needs to be assessed,
such as the European Universities Initiative, since they might redefine international-
ization as we now know it, as well as national legal frameworks if original intentions
materialize.

Several papers in the internationalization section address some of these new key
issues: institutional, national and regional initiatives such as the European Universi-
ties Initiative; and how to deal with forced internationalization of refugees in higher
education.
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4 National Policies

National governments increasingly see internationalization of higher education as an
important factor in national economic development, trade and reputation. In light of
enhanced student and staff mobility, the increased presence of branch campuses and
international providers, and booming competition for international talent, tertiary
education institutions and national governments are mobilizing to both leverage and
steer internationalization. National tertiary education internationalization strategies
and plans represent the most tangible and direct attempts by governments to play
an active and decisive role in relation internationalization, but there are substantive
differences in their approaches, rationales and priorities.

A worldwide census of explicit national policies carried out by Criciun (2018)
reveals that only 11% of countries have an official strategy for internationalization,
most having been adopted in the last decade. Such strategies have been developed
predominantly by developed countries—3 in 4 come from members of the Organ-
isation for Economic Co-operation and Development (OECD). European countries
have taken the lead in promoting strategic thinking about internationalization at the
national level—2 in 3 come from this world region, and programs such as Erasmus+
and Horizon 2020 have led to further regional harmonization of higher education
systems (British Council 2017).

This is not to say that other countries have not taken measures to promote interna-
tionalization. In fact, to support internationalization processes, many countries have
taken both direct measures (e.g. re-evaluating their visa policies to give preferen-
tial treatment to international students and scholars, establishing bi-lateral or multi-
lateral agreements through memoranda of understanding, and promoting transna-
tional education through free-trade deals) and indirect measures (e.g. supporting
internationalization in political discourses and giving universities autonomy to pur-
sue internationalization activities).

The main focus in internationalization strategies and plans is still at the institu-
tional level. Indeed, institutions operate in many cases without a national plan in
place. Where national plans do exist, institutions may operate in conflict or in align-
ment with the national agenda. A national policy can serve as a catalyst or a drag
on internationalization processes, but is mostly seen as a highly positive element for
the advancement of internationalization. They align internationalization with other
key national priorities, such as economic growth and national security. They incen-
tivize institutions and individuals to assist in meeting national strategic goals through
internationalization. In short, national internationalization strategies and plans offer
not only a good overview of the manifestations of internationalization, but can also
shape key action, provided they are reasonably well-resourced and monitored.

However, it would be a misconception to assume that national plans and policies
have common rationales and approaches to internationalization. Differences exist
between and among high-income, low-income, and middle-income countries with
respect to their policies and practices, despite the obvious temptation to focus on
flagship dimensions of internationalization, such as mobility, rankings or publishing
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performance. Also, there are differences in explicit and implicit policies and prac-
tices, with some countries having well- documented plans, and others having no plans
but well-defined activities. More research could perhaps go into what drives simi-
lar approaches in terms of higher education internationalization based on national
historical and social context, as well as cultural heritage.

Three papers analys e national policies for internationalization. Ligia Deca com-
pares the national policies of Romania and Portugal, as two countries that went
through transition from dictatorships to democracy in a similar regional context.
Robert Santa and Cezar Mihai Haj look at demographic policies in the interna-
tionalization of Romanian higher education. And Pusa Nastase analyses drivers for
internationalization in Georgian higher education.

S European Universities Initiative

In 2018, a major European Union initiative was the call for proposals and conse-
quent approval of pilot networks for the European Universities Initiative (EUI). This
scheme followed French president Macron’s political impetus to create a new type of
university collaboration scheme that will drive educational innovation and quest for
excellence across Europe. Although it is still too early to come to conclusions on this
initiative, for which the second call just opened, Andrew Gunn in his contribution
places the initiative in a context of alliance formation and a means for furthering the
internationalization of higher education. The challenges with the EUI are several,
in particular: is it possible to get universities comprehensively work together, and
will the networks be more political and geographic compromises or realistic institu-
tional alliances? One has to see if this attempt will be more successful than previous
initiatives to create truly European universities (Orr et al. 2019).

6 Increased Erasmus+ Support

Both the European Commission and European Parliament are supportive of increas-
ing the funding for and mobility of students and teachers in the flagship Erasmus+
program. In itself, this is positive, but it requires more analysis of the conditions
under which this program can be successful and what are its measurable benefits.
Several papers address these questions. Adriana Perez and Jerome Reichmann look
at the current context and status of European career services, trying to identify how
the formation of international career service consortia could contribute to improving
the benefits of internationalization. Daniela Criciun, Kata Orosz and Viorel Proteasa
try to answer the question: does international student mobility have a positive impact
on graduate employability? Cristina Ramona Fit takes a different approach, giving an
example of how Romanian universities promote their educational offers and whether
these marketing efforts are in line with their wider institutional strategies. And Peter
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Holicza provides an insight in a complementary scheme, CEEPUS, focused on col-
laboration and exchange in Central and Eastern Europe, with a focus on how this
existing program could and should evolve in the future.

7 Forced Internationalization

As Ergin and de Wit state in their paper, much attention has been given over the
past recent years to the challenges of developed countries in receiving refugees from
developing countries, as in the Syrian case where the refugees who have been able
to enter countries like Germany were closely followed by media reports. But the
large majority of refugees are not only coming from the developing world, but are
also hosted in the developing world. The unceasing war in Syria and long stay of
the “unexpected” Syrian guests “forced” the Turkish government to make academic
and financial reforms to enhance their access to Turkish higher education, which
is introduced as ‘forced internationalization of higher education’ in the literature
(Ergin et al. 2019). Attention to access, support and retention of refugees within the
European Union countries is important, but as they state, based on the case of Syrian
refugees in Turkey, attention to these issues in the developing world is even more
important.

In summary, internationalization in higher education is an evolving process and
changes in response to changes in the local, national, regional and global environ-
ment. The Sustainable Development Goals of the United Nations and Climate Change
initiatives by the European Union will most likely be the inspiration for a rethinking
of internationalization from a competitive market orientation to a social enterprise.
At the start of the 2020 decade, it is important to look at the challenges and oppor-
tunities for the future and how the Bologna Process can influence that process. And
this reflection will surely add to a wider conversation that keeps coming back in the
context of the European Higher Education Area—what can European cooperation
add to forward- looking, high quality, equitable higher education systems at national
level?
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The European Universities Initiative: A )
Study of Alliance Formation in Higher L
Education

Andrew Gunn

1 Collaboration in Higher Education

Alliances are a longstanding feature of the higher education landscape. The Univer-
sities Bureau of the British Empire represents an early example which was founded
in 1913 and would later become the Association of Commonwealth Universities that
is still in operation today (Pietsch 2013). Another important milestone in the devel-
opment of global alliances includes the International Association of Universities,
which was first proposed in 1948 by the government of the Netherlands and the
United Nations Educational, Scientific and Cultural Organization and launched in
1950. Moodie (2010) notes that the “number of international associations of univer-
sities has exploded since the 1970s. In the 35 years from 1972 to 2007 at least 38
international associations of universities were established, more than one each year.
Neither is the pace slackening.”

Alliances take many forms and operate at different territorial scales. To help
classify the myriad of different manifestations of cooperation in higher education,
Beerkens (2002) uses concepts from organisational and management studies to
develop a multidimensional typology of international inter-organisational cooper-
ation. The critical dimensions within the typology are size, scope, nature of inte-
gration and intensity. Tadaki and Tremewan (2013) observe how the internationali-
sation strategies of universities increasingly feature activities of engagements with
and through international consortia which they see as a “new set of actors, logics
and relations between and beyond institutions of higher education and research” (p.
367). We can position the EUI initiative as a new regional scheme within this context
of heightened collaboration.
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2 The Idea of a European University

The idea of a supranational university is as old as the European political project.! A
European university was first mooted in 1948 by German economist Alfred Miiller-
Armack who believed European integration would require ‘a community of the intel-
ligence’ in order to be completed. Here, a supranational university would help to fulfil
this requirement while also acting as a ‘role model’ institution (Lehmann 2019, p.
77). The idea was later taken forward by German academic and diplomat Walter Hall-
stein in 1955, when he was the representative of Germany at a meeting of the original
six members of the European Coal and Steel Community (SCSC) in Sicily (Kiisters
1998). The German? delegation produced a paper for the summit on European inte-
gration which set out how their government “hopes to show tangible testimony to
young people of the desire for European Union through the foundation of a European
University to be created by the six SCSC states” (cited in Corbett 2005 p. 26). In
presenting the paper, Hallstein argued that the view in Bonn was that integration
ought not to be solely about the economic domain but should also involve some
sort of cultural integration (Corbett 2005 p. 26). This point identifies what would
be an enduring fault line running through the European political project: is it about
economics and trade or culture and social solidarity, or both? And where does higher
education fit into both of these differing rationales?

Miiller-Armack and Hallstein continued to pursue what was now the German
position, where a European University would be an ‘intellectual homeland’ that
contributed to cultural integration and nurtured a European elite (Corbett 2005, p.38).
Although not opposed to the idea, European leaders, faced with the pressing problems
of immediate post-war Europe, didn’t see a new university as being their number one
priority. Yet, the issue was significant enough to remain on the agenda and was taken
up by France. However, the French position differed from the German one, and the
disagreement over the supranational university would be an early example of how
the Franco-German relationship would be prominent in determining the dynamics of
integration (Cole 2010; Webber 2005; Hendriks and Morgan 2001). The French saw
the value of a European university solely in the then-emerging area of nuclear energy
research and training, so placed the proposed university within the Euratom? Treaty,
not the European Economic Community (EEC) Treaty which concerned economic
and political union, thus blocking the German vision for a supranational university
(Corbett 2012, p. 45).

This juncture had consequences for the European University, as Orr et al. (2019)
explain, whereby it became untethered from the broader work of the community “and
was instead linked primarily to innovation and development rather than European

IThis history of this debate from the late 1940s onwards has been well documented by Palayret
(1996), Corbett (2005) and Lehmann (2019).

2Federal Republic of Germany, Bundesrepublik Deutschland.

3The European Atomic Energy Community (Euratom) Treaty was signed the same time as the
European Economic Community Treaty, 25th March 1957, but is a distinct document concerned
with nuclear power.
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cultural integration. This tension, between a Europe united through culture and a
Europe united in development, has followed the university project ever since.”

The university included in the Euratom Treaty was never realised (Corbett 2012,
p. 35). Discussions continued throughout the 1950s but remained gridlocked owing
to a lack of consensus over its legal and financial status, if it would be a nation
state competency, where it should be built/based and whether it should be a com-
prehensive or specialist institution. Another critical dimension which hampered the
creation of a supranational university was the strong opposition from existing univer-
sities. Lehmann (2019) argues that “university representatives were decisive infor-
mal actors, influencing the formal negotiations”, and that a European University was
“first and foremost rejected due to academic resistance which especially heads of
universities from western continental European countries organised in the late 1950s”
(p. 76).

Despite the opposition, a worked out scheme was presented in 1960 where the
new European University would be a two-year postgraduate residential institution
for 500 students, teaching subjects of relevance to European integration. This would
be accompanied by national research institutes which could access European funding
and a structure for exchanges amongst existing institutions. But the lack of agreement
endured, and this proposal was killed off at the Bonn summit of 1961 (Corbett 2005
p- 45). The idea remained sidelined for most of the decade until the Italians—who
had now assumed responsibility for the university, thus distancing it from Franco-
German wrangling—proposed a new institution be created in Italy. This came to
fruition in 1969 when European leaders agreed to fund the European University
Institute, a postgraduate and post-doctoral institute for teaching and research in the
social sciences, in Florence, which opened in 1972 (Palayret 1996). However, this
small, specialist institute wasn’t the supranational university featuring the full range
of subjects many had envisaged.

The debate remained dormant until 2005 when Commission President José
Manuel Barroso proposed a European Institute of Technology which would under-
take “high level education, research and innovation activities, both in some strategic
thematic areas and in the field of science and innovation management” (Barroso
2006). The new institute, proposed to have a large campus in Strasbourg, was never
created as it lacked sufficient backing from member states, existing universities and
the businesses it was supposed to benefit (Meller 2006; Meller et al. 2006). The
supranational university, therefore, remained the unfinished business of the Euro-
pean political project. The issue would go quiet until the election of pro-European
Emmanuel Macron as French President in May 2017 who sought a complete over-
haul of the European Union including tax convergence, reformed institutions, a joint
EU budget and shared defence. Within this sweeping set of reforms, the sleeping
idea of a European University would be reawakened.
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3 From Idea to Implementation

On the 26th September 2017, President Macron delivered a speech at the Sorbonne
University, Paris, entitled New Initiative for Europe. The address sets out Macron’s
vision for a “fair, protective and ambitious Europe’ which stands in solidarity, united
by the bonds that have always bound the European Union together: ‘culture and
knowledge’. The President argued that “fragmentation is only superficial’ and that
diversity is, in fact, our ‘greatest opportunity”. Macron used the example of the many
languages of Europe which should be made an asset rather than being deplored,
arguing that Europe should be a place where all students can speak at least two
European languages by 2024. Moreover, instead of lamenting the divisions between
nations, exchanges between them should be increased so by 2024 half of students
“should have spent at least six months in another European country by the time
they are 25, whether they are university students or learning a trade”. To realise this
vision, the President proposed the creation of new structures in the European higher
education landscape:

I believe we should create European Universities—a network of universities across Europe
with programs that have all their students study abroad and take classes in at least two
languages. These European Universities will also be drivers of educational innovation and
the quest for excellence. We should set for ourselves the goal of creating at least 20 of them
by 2024. However, we must begin setting up the first of these universities as early as the next
academic year, with real European semesters and real European diplomas (Macron 2017).

Macron’s Sorbonne speech was an influential driver of change, shaping the char-
acter of European higher education policy making in the coming months. This vision
was embraced by the European Commission, who produced the report Strengthening
European Identity through Education and Culture presented to EU Leaders at their
meeting in Gothenburg on the 17th November 2017. The report placed at the heart
of this agenda a renewed emphasis on the creation of a European Education Area
“based on trust, mutual recognition, cooperation and exchange of best practices,
mobility and growth”, which should be in place by 2025 and would foster “a sense
of a European identity and culture”. Specifically, the report recommended “creating
world-class European universities that can work seamlessly together across borders”
(EU Commission 2017a).

The Commission also produced an accompanying document entitled Network of
European Universities which considered actions for the next two years. This advo-
cated a range of new initiatives aligned to Macron’s speech, including establishing a
School of European and Transnational Governance based on a network with partner
institutions, development of further strategic partnerships between higher education
institutions, creating 200 more Erasmus Mundus master’s programmes, and increas-
ing the visibility of the U-Multirank tool to promote the EU as an attractive study
location. The report also set out potential initiatives with a 2025 perspective which
included the creation of a European universities network “to reinforce and struc-
ture cooperation among higher education institutions”. This would involve, first, the
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establishment of networks of universities and joint delivery of programmes with the
use of distance learning tools, second new joint ventures and third the creation of
institutions (EU Commission 2017b).

In December 2017, the European Council published the conclusions of the
Gothenburg summit. These included a call for Member States, the Council and the
Commission, in line with their respective competences, to take work forward with a
view to:

strengthening strategic partnerships across the EU between higher education institutions
and encouraging the emergence by 2024 of some twenty ’European Universities’, consisting
in bottom-up networks of universities across the EU which will enable students to obtain
a degree by combining studies in several EU countries and contribute to the international
competitiveness of European universities (EU Council 2017).

This position was then reaffirmed by the Education Committee of the Council who
met on the 22nd May 2018. The Committee supported the emergence of European
Universities’, which they saw could play a flagship role in the creation of a European
Education Area, as the main theme of the meeting (EU Council 2018).

With the political ground work within EU institutions complete, steps could now
be taken to realise the new network. As a first step, to help conceptualise the new
initiative, the Directorate-General for Education, Youth, Sport and Culture and the
Directorate-General Joint Research Centre commissioned research to map out exist-
ing transnational collaborative partnerships, which captured forms of formal cooper-
ation between higher education institutions from at least two European countries in
the areas of education, research and/or innovation. The findings supported the argu-
ment that the new network would add value when compared to what currently exists.
In particular, half of all respondents believed existing funding instruments—which
are complex and require applications to multiple calls every year—are not suitable
for deepening and extending transnational cooperation between higher education
institutions. Furthermore, the study identified a number of administrative and legal
issues—such as lack of common accreditation standards and differences in academic
calendars — which prohibit more intense and sustainable cooperation. Here, we can
note how the study identified specific issues that could be addressed with a European
Statute to help achieve common EU-wide standards (Karvounaraki et al. 2018).

The next step involved refining and defining the new scheme which required
developing selection criteria, following the procedures stipulated in the Erasmus+
Regulation, for a pilot phase and setting objectives. The pilot round was intended
to test different innovative and structural models, while supporting the “creation of
alliances, ideally composed of 5 to 8 partners”. Two main objectives for the EUI
were agreed:

1. Promoting common European values as enshrined in article 2 of the Treaty on
European Union and a strengthened European identity by bringing together a new
generation of Europeans, who are able to cooperate and work within different
European and global cultures, in different languages, and across borders, sectors
and academic disciplines.
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2. Reach a substantial leap in quality, performance, attractiveness and international
competitiveness of European higher education institutions and contributing to the
European knowledge economy, employment, culture and welfare by making best
use of innovative pedagogies and striving to make the knowledge triangle a reality.
‘European Universities’ will be key drivers to boost the quality of higher education
and where possible to strengthen its link to the research and innovation landscape
in Europe and its outreach towards the society and economy (EU Commission
2018, p. 125).

Three ‘key elements’ were developed to indicate what was expected from suc-
cessful alliances by 2025. This included, first, a shared, integrated, long-term joint
strategy for education with links to research and innovation and society at large;
second, a European higher education inter-university ‘campus‘, where all students
and staff can move seamlessly (physically or virtually) between any of the partner
institutions who have embedded mobility at all levels and deliver new joint and flexi-
ble curricula; third, European knowledge-creating teams of students, academics, and
other parties of relevance to the alliances, to address societal and other challenges in
a multi-disciplinary approach.

The call for the first round of pilot funding closed at the end of February 2019,
and 54 applications for new alliances were received. The applications were initially
reviewed by three experts and then considered by an evaluative committee who
ranked the proposals. Those ranked the highest were selected, based on the funds
available. The proposals were assessed against five criteria: relevance of the proposal,
geographical balance, quality of the proposal and implementation, quality of the
alliance cooperation arrangements, and sustainability and dissemination. From this
process, 17 European Universities, involving 114 higher education institutions from
24 Member States (see Table 1), were selected and announced in June 2019 (EU
Commission 2019). Each alliance of university networks will receive up to € 5m
over three years.

The second call opened in November 2019, similar to the first, the main difference
being the initiative is now backed by more money, meaning there may be around 24
new alliances funded, rather than 17 in the first round. The results of the second
round are expected in July 2020.

It is evident that the number of alliances after the second round will be far greater
than the goal of ‘at least 20’ in Macron’s Sorbonne speech. We can also see how this
has produced a unique structure of alliances which can be described as a ‘network of
networks’—a series of self-contained, unique, alliances developed using a bottom-up
approach, which are united through their membership of a top-down strategic scheme
with common overarching aims and objectives. This is a novel organisational form
for a university alliance, as it differs from established multilateral structures.
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Table 1 EUI alliances funded in the first pilot by university members and nation state
UNA Europa - IEUROPE

Alma Mater Studiorum - Universita di Bologna Italy

Freie Universitaet Berlin Germany

Katholieke Universiteit Leuven Belguim

The University of Edinburgh United Kingdom

Universidad Complutense de Madrid Spain

Universite Paris I Pantheon-Sorbonne France

Uniwersytet Jagiellonski Poland
The 4eu+ Alliance

Kobenhavns Universitet Denmark

Ruprecht-Karls-Universitaet Heidelberg Germany

Sorbonne Universite France

Universita degli Studi di Milano Italy

Univerzita Karlova Czech Republic

Uniwersytet Warszawski Poland
CHARM European University (Challenge-Driven, Accessible, Research-Based, Mobile)—CHARMEU

Eotvos Lorand Tudomanyegyetem Hungary

Trinity College Dublin Ireland

Universitat de Barcelona Spain

Universite de Montpellier France

Universiteit Utrecht The Netherlands

CIVICA - The European University In Social Sciences

European University Institute Ttaly
Handelshogskolan I Stockholm Sweden
Hertie School of Governance Mmeinnutzige Gmbh | Germany
Institut d’ Etudes Politiques de Paris France
Kozep-Europai Egyetem Hungary
Scoala Nationala de Studii Politice Si Romania
Administrative
Universita Commerciale Luigi Bocconi Italy
CIVIS - A European Civic University Alliance
Eberhard Karls Universitaet Tuebingen Germany
Ethniko Kai Kapodistriako Panepistimio Athinon | Greece
Stockholms Universitet Sweden
Universidad Autonoma de Madrid Spain
Universita degli Studi di Roma La Sapienza Italy
Universitatea din Bucuresti Romania
Universite d’ Aix Marseille France
Universite Libre de Bruxelles Belguim
CONEXUS—European University For Smart Urban Coastal Sustainability
Agricultural University of Athens Greece
Fundacion Universidad Catolica de Valencia San Spain

Vicente Martir

(continued)
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Klaipedos Universitetas Lithuania
Sveuciliste U Zadru Croatia
Universitatea Tehnica de Constructii Bucuresti Romania
Universite de La Rochelle France
ECIU University—ECIUn
Aalborg Universitet Denmark
Dublin City University Ireland
Kauno Technologijos Universitetas Lithuania
Linkopings Universitet Sweden
Tampereen Korkeakoulusaatio Sr Finland
Technische Universitat Hamburg Germany
Universidade de Aveiro Portugal
Universita degli Studi di Trento Italy
Universitat Autonoma de Barcelona Spain
Universiteit Twente The Netherlands
Universitetet I Stavanger Norway
European digital Univer City—EDUC
Masarykova Univerzita Czech Republic
Pecsi Tudomanyegyetem Hungary
Universita degli Studi di Cagliari Italy
Universitaet Potsdam Germany
Universite de Rennes I France
Universite Paris Nanterre France

European Partnership for an Innovative Campus Unifying Regions—EPICUR

Albert-Ludwigs-Universitaet Freiburg
Aristotelio Panepistimio Thessalonikis
Karlsruher Institut Fuer Technologie
Universitaet Fuer Bodenkultur Wien
Universite de Haute Alsace Uha
Universite de Strasbourg

Universiteit Van Amsterdam

Uniwersytet Im. Adama Mickiewicza W Poznaniu

Germany
Greece
Germany
Austria

France

France

The Netherlands
Poland

Alliance for Common Fine Arts Curricalum—EU4ART

Accademia di Belle Arti di Roma Italy
Hochschule Fiir Bildende Kiinste Dresden Germany
Latvijas Makslas Akademija Latvia
Magyar Kepzomuveszeti Egyetem Hungary
European University Alliance for Global Health—EUGLOH
Communaute d’universites Et Etablissements France
Universite Paris-Saclay
Ludwig-Maximilians-Universitaet Muenchen Germany

(continued)
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Lunds Universitet
Szegedi Tudomanyegyetem

Universidade do Porto

Sweden

Hungary
Portugal

European Universities Transforming to an Open, Inclusive Academy for 2050—EUTOPIA

Goeteborgs Universitet

The University of Warwick
Universidad Pompeu Fabra
Universite de Cergy-Pontoise

Univerza V Ljubljani

Vrije Universiteit Brussel

Sweden

United Kingdom
Spain

France

Slovenia

Belguim

Fostering Outreach within European Regions, Trai
—FORTHEM

nsnational Higher Education and Mobility

Johannes Gutenberg-Universitat Mainz Germany
Jyvaskylan Yliopisto Finland
Latvijas Universitate Latvia
Universita degli Studi di Palermo Italy
Universitat de Valencia Spain
Universite dijon Bourgogne France
Uniwersytet Opolski Poland
The European University of the Seas—SEA-EU
Christian-Albrechts-Universitaet Zu Kiel Germany
Sveuciliste U Splitu Croatia
Universidad de Cadiz Spain
Universita Ta Malta Malta
Universite de Bretagne Occidentale France
Uniwersytet Gdanski Poland
University Network for Innovation, Technology and Engineering—UNITE!
Aalto Korkeakoulusaatio Sr Finland
Institut Polytechnique de Grenoble France
Kungliga Tekniska Hoegskolan Sweden
Politecnico di Torino Ttaly
Technische Universitat Darmstadt Germany
Universidade de Lisboa Portugal
Universitat Politecnica de Catalunya Spain
Young Universities for the Future of Europe—YUFE
Ita-Suomen Yliopisto Finland
Universidad Carlos Iii de Madrid Spain
Universita degli Studi di Roma Tor Vergata Italy
Universitaet Bremen Germany
Universiteit Antwerpen Belgium
Universiteit Maastricht The Netherlands
University of Cyprus Cyprus

University of Essex

United Kingdom
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4 Accounting for Success

We can observe from the sequence of events set out above the EUI quickly gathered
approval and moved to the implementation stage. This is an important milestone
in European higher education policy history as in doing this the EUI overcame the
political and practical obstacles of various schemes suggested over the preceding 70
years. For this reason, it is worth considering why the EUI succeeded where previous
attempts at a supranational university failed. Here, a series of factors are presented
to account for this breakthrough.

This first set of factors relate to the innovative ‘network of networks’ approach,
which overcomes several obstructions all at once. First, it removes rivalry between
nations as it locates the scheme and its beneficiaries in a wide range of locations
without favouring one particular country. As Table 1 shows, the successful alliances
include universities from a wide range of European states. Second, it eliminates dis-
agreements over what form the institution should take as multiple forms of higher
education can take place concurrently across different networks. One network, for
example, can contain likeminded specialist institutions or those with a similar rank-
ing, thus meaning the EUI overall creates multiple spaces for a wide range of uni-
versities. Third, it removes the expense of building a new physical campus and the
difficulties of launching a new entity in a sector where history, esteem and status
are paramount. Launching a new university isn’t just expensive; it’s also a high risk
venture as institutions can take time to develop recognition and reputation. Fourth, it
turns a threat into an opportunity. A new supranational university would be seen as a
rival amongst not only existing universities but also nation states who have allocated
considerable resources nurturing their own flagship universities. As Lehmann (2019)
explains, one of the factors which inhibited the creation of a supranational university
in earlier periods was the opposition from existing universities who saw it as a threat,
particularly in the political battle for scarce resources. The EUI inverts this problem
by creating a new source of funding which existing universities can bid for.

A second set of factors concern changes that have taken place in recent years within
European universities—driven by the EU, nation states and universities themselves—
that have made realising the EUI more feasible. First, the Bologna Process has
resulted in greater harmonisation across the continent, along with an improved under-
standing of the processes and organisation learning needed to achieve this. This
includes harmonisation at the most elementary level, such as common terminology
across countries as well as a shared understanding of the meaning and purpose of
quality assurance. Moreover, Toderas and Stdvaru (2018) find participation in the
European Higher Education Area (EHEA) results in ‘spillover effects’ across higher
education systems, such as strengthening the culture of quality, increased use of
deliberative policy-making instruments and the fostering of public accountability.
The Bologna Process, therefore, produced structural changes which are conducive to
the implementation of a new regional scheme such as the EUI. Second, as Maassen
and Stensaker (2019) conclude, research-intensive universities have been changing
their internal governance and organisational structures through “strengthening their
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organisational governance hierarchies”, which “is often associated with increased
professionalisation and specialisation with respect to managerial and administrative
tasks and responsibilities”. This leads to “tighter vertical steering and the emer-
gence of more integrated organisations” which can respond to the “continuous need
for flexibility and adaptivity”. Universities are therefore now more like corporate
entities driven by a strategic planning process which facilitates the implementa-
tion of new strategic schemes within institutions. This relates to the third factor—
institutional autonomy. As state oversight of higher education has moved away from
traditional forms of ‘command and control’ towards new forms of public manage-
ment (Paradeise et al. 2009; Dobbins and Knill 2014; Amaral et al. 2013; Kriiger
et al. 2018; De Coster et al. 2008), universities now have increased autonomy which
frees them to invest, innovate and enter into alliance negotiations which they see
as strategically beneficial. There is also a financial dimension to this argument as
universities are expected to be more self-financing and be less dependent on direct
state grants (De Dominicis et al. 2011; Stachowiak-Kudta & Kudta 2017; Altbach
etal. 2019 p. 74). As universities increasingly seek new streams of income, schemes
such as the EUI are met with enormous enthusiasm as they provide new sources of
funding to bid for. A fourth factor can be seen in the ascendancy of the internation-
alisation agenda across Europe (de Wit et al. 2015; Seeber and Lepori 2014) which
has produced more outward-looking institutions that are more likely to collaborate
with foreign partners. Moreover, European collaboration is now more established,
following the activities of bodies such as the European Research Council. Fifth, the
pursuit of national excellence schemes (Froumin and Lisyutkin 2015) and flagship
universities (Gornitzka and Maassen 2017) in many European countries has not only
produced a group of better-resourced institutions, but has also embedded the ideas of
differentiation and stratification within higher education systems. This has fostered
an environment where universities are strategically well placed (in terms of resources
and status) to enter into alliances with similar counterparts.

5 The Scope for Collaborative Advantage

In 2011-12 Gunn and Mintrom embarked on a project which originated from the
observations that university alliances were increasingly ‘strategic’, that in a period
of increasing competition among universities collaboration represents a curious phe-
nomenon, and that the behaviour of these alliances in the early 2010s appeared to
match behaviour of private business in the first half of the 1990s. To provide a theo-
retical background which deals with these themes, the research drew upon the Art of
Alliances, the seminal work by Rosabeth Moss Kanter (1994) which considers how
partnerships can produce ‘Collaborative Advantage’—the mutual benefit, or symbi-
otic advantage, yielded from the synergy of creating new value together. Applying
this theory to higher education, a study was undertaken of three alliances—the Asso-
ciation of Pacific Rim Universities, Universitas 21, and the Worldwide Universities
Network—which identified five factors which shape the ability of global university
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alliances to create collaborative advantage for their members. These are: (1) The
alliance’s strategic intent; (2) the comparative status of member universities; (3) the
opportunities created for mutual learning among members; (4) the salience of the
alliance inside member universities; and (5) the on-going relevance of the alliance
and its capacity for change (Gunn and Mintrom 2013).

Guided by the first strand of Kanter’s theory, which considers the attributes of
effective alliances, we can see the EUI, by design, has the potential to generate
collaborative advantage for its members. This is evident in how each alliance is not
a short term deal but part of a long term process to deliver change over time, i.e.,
the alliances can be seen as ‘living systems’ which is indicative of longevity. The
design of the EUI also places emphasis on each alliance addressing the challenges of
achieving the expected transformational change by working together to jointly create
new provision, i.e., they are about more than mere immediate exchange, which is a
criterion for success. Moreover, each alliance has sufficient scope to shape their own
internal infrastructures and linkages, i.e., they are not tightly controlled by a formal
system. However, we should note each alliance will be different and some will be
more effective than others.

The second strand of Kanter’s theory considers how organisations seek out and
select suitable partners. Here, the ‘bottom-up approach’ adopted allows groups of
likeminded universities to freely collaborate and develop their own response to the
call based on their local priorities. This means, at the level of each alliance, the
universities involved are more likely to be compatible as they chose to work with
each other. This matters as a degree of compatibility (similar specialism or strategic
mission, comparable status or ranking, for example), including the less tangible
aspects of compatibility (such as institutional values and cultures), is an important
variable in determining harmony, longevity and success. At the aggregate level of the
EUI, the creation of multiple alliances running concurrently creates separate spaces
for collections of likeminded universities to cluster together. This diversity across
all the alliances harnesses the power of very different types of institutions who are
doing different things; this helps the overarching goals of the EUI to be achieved as
its vision is being pursued in multiple ways.

We can also argue it could make the overall initiative more inclusive, as a broader
range of institutions have a place where they can find compatible partners and con-
tribute to the initiative. The extent to which this manifests itself in practice depends
on the profile of institutions funded after the second round. Alternatively, the EUI
may comprise of elite institutions, furthering the stratification of higher education in
Europe. On this theme, Birk (2019), Director of the Erasmus+ National Agency for
Higher Education at DAAD argues there may be a tension between inclusiveness and
excellence,” i.e., is the EUI for the elite big research universities or for all universities

4Birk finds Macron’s Sorbonne speech supports both interpretations of the EUI, depending on if you
read the German or the English translation. The sentence “Des universités européenes qui seront
aussi des lieux d’innovation pédagogique, de recherche d’excellence” when translated into German
became “Orte ... exzellenter Forschung” (“places of excellent research”), i.e., the EUI should be
about excellence. The English translation was “drivers... of the quest for excellence”, i.e., this is a
quest which is open to being inclusive.
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who put forward a convincing case for intensified cooperation? And if it includes
both, can it work? Moreover, this is set against the need to ensure all regions of
Europe are included. Although some will advocate the need to concentrate resources
in places of established excellence, Claeys-Kulik (2019), policy coordinator at the
European University Association (EUA), urges European and national funders to be
aware of the Matthew Effect® and “find a balance between supporting such alliances
and funding smaller scale collaboration projects that are in high demand under the
current Erasmus+ programme”. Claeys-Kulik (2019) warns “if too much funding
was to be concentrated on a few alliances, this could hit resources in the higher edu-
cation and research system as a whole” which would not help close the innovation
gap within Europe.

The third dimension within The Art of Alliances addresses the different types
of integration needed for a productive alliance. This draws our attention to what
will perhaps be the greatest challenge for the new alliances as new approaches of
integration will be needed to deliver transformational change. For example, a notable
feature of the EUI is the ‘embedded mobility’ component, which the funding call
describes as “a standard feature”, where at “least 50% of the students within the
alliance should benefit from such mobility, be it physical, virtual or blended.” This
target is highly ambitious and perhaps unprecedented. To involve over half of all
students across a whole alliance is a much higher level of interaction than has hitherto
been achieved through a bilateral or multilateral collaboration. In order to achieve
this, many of the selected pilot alliances emphasise the use of virtual or blended
forms of mobility as a means to meet the target. We can learn two things from this
development. First it provides another example of how new forms of technology
are reshaping higher education, in this instance, the mass mobility of students in
the context of an alliance. This illustrates the use of digital technologies and virtual
forms of integration in the modern academy. ‘Virtual’ mobility is also used by some to
address concerns about the high volume of travel, and therefore large carbon footprint,
produced by universities (Rumbley 2020). Second, itillustrates the growing relevance
of ‘Internationalisation at Home’ (IaH), a concept that first appeared twenty years
ago, but has become more prominent in recent years (Robson et al. 2018). We can see
how the EUT has the potential to be a driver of IaH through not just curriculum reform
and the promotion of foreign language learning, but through bringing international
experiences to the home campus through virtual means.

Another factor is the time needed to achieve the level of integration required to
deliver results. A criticism that has been levelled at the EUI, which may limit the
benefits derived from alliance membership, is that it is perhaps too ambitious for the
prescribed timeframe. For example, a major challenge comes from the need to ensure
the compatibility of curriculum and qualifications required for the credit and joint
degrees to be awarded for time spent at other institutions within the alliance. This
is a move that requires standardisation well beyond what has been achieved through
the Bologna Process since 1999 and evokes many of the same difficulties (Sin et al.

5The Matthew Effect of accumulated advantage can be summarised by the adage “the rich get richer
and the poor get poorer”. The concept is applicable to matters of fame or status.
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2016; Yergebekov and Temirbekova 2012; Cippitani and Gatt 2009; Reichert 2010).
This process may take time to implement and has triggered comments such as those
from Sriram Pavan, President of the Erasmus Mundus Association, who spoke at the
2019 European Association for International Education conference in Helsinki:

With institutions having to overcome numerous legal and administration hurdles in each
country, as well as quality assurance and credit recognition issues, three years would not
be enough time to integrate processes ... Instead, institutions should be given at least seven
years to forge meaningful links with each other (Pavan quoted in Grove 2019).

An issue related to the timeframes for establishing an alliance is whether the
alliances funded as part of the EUI are completely new or established entities. Mem-
bers of the Cesaer Network—the European association of leading specialised and
comprehensive universities of science and technology—Ilobbied the European Com-
mission, arguing that the second round of pilots should “put funding towards tried
and tested institutional networks” and that “the results of the first call indicate that
the European Commission is funding innovative approaches to higher education
cooperation rather than already established and functioning models. In our view, the
networks do not necessarily need to be new, but must demonstrate excellence, effec-
tiveness and efficiency” (Cesaer 2019). Another argument that established networks
may be more effective comes from Professor Eugenijus Valatka, Rector of Kaunas
University of Technology, representing the ECIUn alliance which was successful in
the first pilot round, who notes, concurring with the point above, that the EUI is a
huge transformation, but then argues the ECUI network is capable of tackling these
challenges, as the network isn’t new but has a twenty-year history. Professor Valatka,
speaking at an event held by the European Commission on the EUI on the 7th of
November 2019 in Brussels, identifies a problem arising from the EUI pilots being
expected to demonstrate a transformational ten-year vision within a three-year test
period.

6 Conclusion

This chapter has explained how the EUI represents a unique approach to alliance
formation in higher education described here as a ‘network of networks’. In adopting
this model, the EUI has overcome the difficulties that hampered various proposals to
create a supranational university over the preceding 70 years. Moreover, the design of
the EUI is congruent with the current climate in European higher education, making
it appropriate for its time and place. The analysis presented here has considered
how the new alliances have the potential to deliver collaborative advantage for their
members. However, the EUI expects transformational change within a tight time
frame. Moreover, this chapter only deals with the introduction of the EUI and the
pilot phase, meaning the extent to which the EUI delivers its objectives remains to
be seen.
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The launch of the EUI marks a new chapter in the evolving position of higher
education in the European political project. If we accept the argument that the idea
of a supranational university can be realised without the creation of a new physical
campus, then we can now say the European University is much nearer a reality.
The strong emphasis President Macron placed on European languages, identity and
solidarity when inaugurating the initiative, which has been carried through into its
design, illustrates how the EUI is primarily about European cultural integration. The
French position on the European University has therefore aligned with the German
position of 70 years earlier, where the EUI is placed to realise the original goals of
the supranational university, albeit in a different form.
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How Do Romanian Universities Promote )
Their Educational Offer and What Gt
Mechanisms Are Used to Attract

International Students?

Cristina Ramona Fit

1 Research Question and Purpose of the Research

1.1 Research Question and Aim of the Study

Strategies at the European level together with the Bologna Process, underline the
importance of internationalization. Mobility is of utmost importance on the Euro-
pean agenda and was assumed by the Bologna member countries through the past
Ministerial Communiques, by adopting a dedicated strategy for mobility (“Mobility
for better learning”, Bucharest 2012), by supporting mobility through digital tools
(Paris, 2018) or by prioritizing transnational cooperation (Paris, 2018). Romania is
still far from reaching the 20% mobility target by 2020, but Romanian universities
are more and more interested in attracting international degree-seeking students. The
reason for this is the decrease in the number of Romanian students over the past years
and the aim to increase internationalization (which is mostly perceived as mobility)
in the context of a competitive education market. This paper aims to identify how
Romanian universities promote their educational offer, if there is a link between their
internationalization of higher education strategies and their specific actions. The pur-
pose is to contribute to the improvement of internationalization of Romanian higher
education policies by understanding universities’ perceptions regarding strategies,
actions and mechanisms they use in order to develop mobility and contribute to a
better quality of higher education. The paper will present the link between the interna-
tionalization strategies of the Romanian universities and the status quo of promoting
their educational offer. The article also includes a short analysis on how universi-
ties promote their study offer nationally and internationally, taking three Romanian
universities as case studies and looking into their institutional internationalization
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strategies, the strategic plans for institutional development and the instruments used
for promoting their educational offer.
The main research questions considered are:

e Is there any correlation between the institutional internationalization strategy, the
strategic plan for institutional development and the main activities actually per-
formed to promote their educational offer?

e How do universities promote their educational offer and what mechanism do they
use to attract international students?

e Which mechanisms are most efficient in attracting international students?

1.2 Methodology

The methodology of the article has a mix of qualitative and quantitative data analysis
of documents and data collected through a perception questionnaire. As Byrman
(Bryman 1988) stated, each research needs to have a specific research method in
order to better answer to the research questions of the study. Therefore, there will
be a document analysis of the internationalization strategies and the strategic plans
for institutional development, understanding the methods and instruments used for
promoting their educational offer.

The universities that were asked to complete the questionnaire will remain anony-
mous. These institutions were chosen based on the number of students (small or big),
their geographical location, in order to cover all areas from Romania, type of insti-
tution in terms of public and private, and the institution’s mission, comprehensive or
technical.

In the end, the article will provide several recommendations on ways to improve
the level of promoting the educational offer.

One of the research limitations is the low number of universities that contributed to
the questionnaire. However, Romanian universities are rather similar, which is why
I considered the institutions that contributed to this study representative at national
level.

1.3 Theoretical and Conceptual Framework

Jane Knight defined internationalization as “the process of integrating an interna-
tional, intercultural, or global dimension into the purpose, functions or delivery
of postsecondary education” (Knight 2008). Internationalization of higher edu-
cation, according to Knight, is a process that has two important components—
“internationalization at home” and “internationalization abroad”. De Wit and others
(2015) have updated the first definition by Knight on the internationalization of higher
education, describing internationalization as being” the intentional process of inte-
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grating an international, intercultural or global dimension into the purpose, functions
and delivery of post-secondary education, in order to enhance the quality of educa-
tion and research for all students and staff, and to make a meaningful contribution
to society” (De Wit et al. 2015).

OECD defines internationalization in general terms, according to Pricopie et al.,
as “the totality of processes whose combined effect, planned or not, is to ensure the
international dimension of higher education experience in universities and similar
educational institutions” (Pricopie et al. 2009).

Debates from the last several years in the academic communities expanded and
lead to a redefining and rethinking of internationalization of higher education. If,
at first, the main rationale of internationalization of higher education was perceived
as increasing the “international dimension in teaching and research or fostering a
climate of greater appreciation for and understanding of other cultures, languages
and different ways of approaching and analyzing issues” (Egron-Polak and Hudson
2012), now, according to the 5th Global Survey Report, developed by IAU (Mari-
noni 2019), the benefits of internationalization are seen as predominantly improving
“international cooperation and capacity building” and the “quality of teaching and
learning”, as the main important benefit. The relevance of internationalization is
becoming more and more important, depending on the size of the institution. As
stated in the Global Survey Report (Egron-Polak and Hudson 2012), the way institu-
tions approach international dimensions depends very much on the size of the HEI:
institutions of small size have the tendency to concentrate more on the mobility
dimension (having a strong economic motivation related to the extra funds brought
by foreign fee- paying students), while HEIs with a comprehensive character have
the tendency to concentrate more on research partnerships.

According to the 5th IAU Global Survey Report, HEIs worldwide increased their
interest in internationalization. “Howeyver, this increase has happened mainly in HEIs
where the level was already high, whereas it has not happened at HEIs where the
level was low. This might lead to a growing inequality between HEIs” (Marinoni
2019).

As an EHEA member, Romania has made a series of commitments in the field of
education which imply both the internationalization of education and the increase of
quality.

During the London Ministerial Conference in 2007, the first strategy that included
objectives regarding the development of the internationalization of higher education,
“European Higher Education in a Global Setting”, was adopted. During the 2012
Bucharest meeting (EHEA 2012), three priorities for 2012-2015 were established:
offering quality higher education for everyone, increasing the employability of grad-
uates and enhancing mobility as a way for better learning. At this meeting, interna-
tionalization of higher education was recognized as a priority, and the 2020 Strategy
for Mobility in EHEA was adopted. Strategies at the European level underline the
importance of mobility, such as the newly launched Erasmus+ Program, that has a
substantial increase in funding, which translates in better support for universities.

Since mobility has become a priority, especially in the context of a decrease in the
number of students in Europe where “populations in many countries are getting older,



34 C.R. Fit

and, in the process, the key 15-to-24-year-old college-aged cohorts are shrinking”
(Monitor ICEF 2017) and in the context of a worldwide competition for students
(Redden 2019), promoting higher education offers should be among the key topics
that dominate the internationalization of higher education agenda in Romania.

2 Romania—Context and Status Quo

2.1 Details About the Internationalization of Higher
Education in Romania

The student population in Romania has been decreasing drastically in the last ten
years. If in 2009/2010 the total number of students at public universities was around
624,000, in ten years the number of students dropped by 26%, reaching 463,000
students in the 2018/2019 academic year. There are many reasons for this, namely
population decrease and the decrease in the number of Baccalaureate graduates. Also,
there is a major phenomenon of “loss”, more specifically “following a generation of
children enrolled in the Ist grade in 2003/2004, only 27% of them reached higher
education, and only 20% finalized the 1st year of higher education.” (UEFISCDI P.
P., Access in higher education policy brief 2018). Some of the reasons for this loss
are repetition, dropout, and migration (Table 1).

In terms of the evolution of students at public universities (Bachelor, Master,
PhD), please see below a set of data from CNFIS and ANS:

Table 1 Evolution of Student Population in the last ten years for public HEIs
2009/ 2010/ 2011/ 2012/ 2013/ 2014/ 2015/ 2016/ 2017/ 2018/

2010 2011 2012 2013 2014 2015 2016 2017 2018 2019
Total 624,654 | 616,506 | 576,290 | 520,853 | 479,876 | 461,582 | 448,939 | 426,567 | 473,304 | 463,135
no of
students

Source (2009-2015) CNFIS, available data according to public HEIs reports—data ref January
Source (2016-2018) ANS

Since the paper analyzes the correlation between the institutional international-
ization strategies and the main activities actually performed to attract international
students, it is relevant to write a short introduction on the number of international
students, countries of origin and evolution in the last ten years. Romania had its
record on international students in the early ‘80s, when 10% of students were inter-
national. As a result of political changes, the number of international students began
to decrease (Deca and Fit 2015). In the last years (UEFISCDI P. P., International-
ization of Higher Education Policy Brief 2017), analyzing data from 2017, the most
popular academic programs with foreign students are taught in French. Most of the
international students study a bachelor’s degree, and more than one third of the non-
EU students in Romania study mostly Medicine, Dental Medicine and Pharmacy.
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Most of these fields are accessed by students from Israel, Moldova, Tunisia, Syria,
Morocco, Lebanon, Albania, Jordan and Iran.

In terms of the evolution of incoming international degree students, in the last
ten years in Romania there was a 74% increase from 15,538 international students
in 2009/2010 (together with Romanian ethnics) to 27,048 in 2018/2019. The last
available clear data is from 2018. If in 2015/2016, the percentage of international
degree students out of the total student population (considering the INS data, meaning
public and private universities) was 5.5% (MENCS 2016, pp11), in 2018/2019 the
percentage is 5.8%.

Top incoming countries for international degree students in 2018/2019 are Repub-
lic of Moldova, Israel, France, Italy, Germany, Tunisia, Morocco, Greece, Serbia and
Hungary.

In terms of incoming credit mobility students, in 2009/2010 there were 1,359
incoming credit mobility students while in 2018/2019 the number of incoming stu-
dents increased by 194% to 3,995 number of students.

As for outgoing credit mobility students, in 2009/2010 there were 4,768 students,
and in 2018/2019 there are 7,812 students outgoing.

National Policies

Romania does not have any national internationalization strategy formally acknowl-
edged by the Ministry of Education and with a dedicated budget. There is still the
internationalization strategy developed during the IEMU' project in 2015 which does
not have any action plan and it was not politically approved.

An in-depth analysis of public strategic documents of Romanian HEIs from 2013,
made during the IEMU project (2014), reveals that 43 of 92 universities had vague
or missing information on internationalization and mobility in their institutional
strategies and operational plans. 30 universities mentioned internationalization of
education, mobility and partnerships in general terms, but HEIs had no comprehen-
sive strategy with concrete targets on this dimension. Thus, only 19 universities have
set detailed objectives and concrete references regarding the internationalization of
HE (at the date of the study 2014) (Deca et al. 2016).

As for internationalization governance, Romania has no institution dedicated to
managing the internationalization of higher education. The Ministry of Education is
the official institution that manages internationalization currently but with no ded-
icated national strategy or objectives. In terms of attracting international students,
Romania has no marketing strategy, policies or projects.

Between 2016 and 2017, The National Council of Rectors (NCR) started in a
more informal way to manage one of the aspects of internationalization, namely pro-
motional activities. Unfortunately, by the end of 2019, there are no clear objectives,
a strategic approach or joint requests to the Ministry of Education for support in the

!nternationalization, equity and institutional management for a quality higher education’ (IEMU)
project, managed by UEFISCDI during 2013-2015, and financed by the Sectorial Operational Pro-
gram Human Resources Development (SOP HRD), seek to promote the development of a national
strategy by September 2015.
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development of internationalization. Managing promotional activities (participation
at educational fairs and conferences) by NCR has so far proven to be successful, as
developing a bottom-up process of involvement rather than a top-down is a positive
aspect, but there are, unfortunately, some negative aspects of this approach as well.
Not all universities are actively involved in the process of promotion or developing
internationalization at national level, there is no common budget dedicated to inter-
nationalization activities, as well, every HEI has an individual and different budget
for promotional activities.

Following the recommendations from the Strategic framework for international-
ization of Higher Education in Romania, a document developed during the IEMU
project, The Ministry of Education started the FDI?> program to incentive HEISs that
want to enhance their internationalization activities.

As for budgets for internationalization activities, HEIs started to have internal
budgets dedicated mostly to promotional activities, more specifically for participation
at educational fairs or conferences.

Nationally, as a result of the IEMU project, www.studyinromania.gov.ro was
launched in 2015, a website dedicated to promoting the Romanian higher education
and attracting international students. If in 2015 there were 12 HEIs which submitted
their educational offer with 740 study programs, in 2019 there were 45 universities
that submitted at least one study program, which is a total of 3,677 study programs
in 15 languages, most of them taught in Romanian or in Romanian and another
language, as well as in English, French, German or Hungarian.

Presently, according to the HG no. 326/2019, there are 235 programs in English, 95
programs in French, and 88 programs in German offered by Romanian universities.

An analysis of the main findings in 20 HEISs self-studies, SWOT analysis and sum-
maries of the universities’ goals for internationalization together with the observa-
tions of the expert teams reveals that around half of all universities which participated
in the IEMU project reported that they had no marketing or communication strategies
(UEFISCDI 2015). The conclusion is that most universities had very limited capacity
and resources to design and implement such strategies. This gap can be perceived as
an obstacle to attracting international students and scholars. The absence of a com-
munication strategy was visible in HEIs websites, which often provided insufficient
information, were lacking information in English, or there was no strategy to recruit
international students.

After analyzing 19 of the HEIs that developed an internationalization strategy
during the IEMU project, all these HEIs have the same strategy they developed in
2014/2015, but some of the institutions made a few updates. The same recent analysis
revealed that 13 out of 19 universities mentioned in their internationalization strategy
that they want to raise the visibility of their educational offer or to develop a marketing
strategy. Out of these 19 HEIs involved in the IEMU, 17 have a website in English
with information for international students, and 18 of them have a dedicated page
for international students with at least basic information, such as admission process
and educational offer. At the same time, a recent analysis of the 47 public HEIs in

2EDI—The Institutional Development Fund, given by the Ministry of Education.
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Romania, reveals that 37 HEIs have a website in English that is at least 80% translated
and includes information for international students.

In the context of a more competitive higher education area in terms of attracting
students, with a focus on international students, new trends have developed in the
education sector, “what some have called global marketization”. “The term “mar-
ketization” refers to the fact that as the HE market has become progressively more
competitive, many HE institutions (HEI) have started to engage in strategic marketing
and design marketing activities with the aim of increasing the number of applicants to
their universities (Fernando Angulo-Ruiz 2016)”. In terms of mechanisms to promote
their educational offer or to communicate with enrolled and prospective students, 46
out of the 47 public HEIs analyzed have a Facebook page on which universities com-
municate, but not always in English or a foreign language. In terms of an Instagram
account, 35 HEIs out of 47 have an account, but this does not necessarily mean that
they have an active account (*active account means sharing at least once a week).

Following a questionnaire developed by the Ministry of Education in 2016 that was
meant to help the Ministry better understand HEIs priorities on internationalization,
out of 92 HEIs, 52 universities submitted their answers, 43 public HEIs, 9 private
institutions and 5 having a military profile. The questionnaire findings revealed 5
top internationalization priorities, namely increasing partnerships with international
universities, increasing students and academic staff mobility, promoting the univer-
sity at an international level (including increasing the visibility of the educational
offer or actions related to university branding and marketing), attracting international
degree students, internationalization of the curricula and priorities regarding research
(partnerships development or involvement in research networks).

In terms of attracting international students, the priority areas were the following:
EU member states, EU (Non-member states), DCI Asia, South-Mediterranean (ENI
SOUTH), Eastern Partnership (ENI EAST).

3 Case Study—Analysis of Romanian Higher Education
Institutions

3.1 Details About the Case Study Universities

Types of Universities

To understand if there is a link between the internationalization strategies and insti-
tutional development plan of HEIs in Romania, I have chosen three case study uni-
versities (which will remain anonymous) for which I have analysed their strategies
and looked for similarities between objectives and targets. To these three case study
institutions, I have also applied a questionnaire. These HEIs were chosen based on the
number of students (small or big), their geographical position (covering most areas
in Romania), the type of institution (public or private), and the institution’s mission,
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comprehensive or technical. The main reason for considering all these indicators
while choosing the case study universities was to best cover the types of higher edu-
cation institutions that exist in Romania. To continue, in order to keep the anonymity
of the HEIs that completed the questionnaire, they will be defined as:

e University 1 (Ul), big public university, in the technical field, situated in North-
East Romania

e University 2 (U2), big public university, with a comprehensive mission, situated
in the West part of Romania and

e University 3 (U3), small private university, comprehensive mission, situated in
South Romania.

All case study universities have developed their most recent internationalization
of education strategy during 2014/2015 in the IEMU project. Most of the HEIs made
an update of the previous strategies but in a few areas.

3.1.1 Analysis of the Internationalization Strategies

Even though there is a variety between the analyzed strategies, the goals for interna-
tionalization covered the following areas (first four areas are priority areas as stated
by the universities):

Mobility—All case study universities want to enhance incoming and outgoing
mobility of students, academic or administrative staff. Main goals refer to increasing
numbers, but the private university mentioned increasing mobility opportunities for
academic staff and highlighting the qualitative aspect of mobility, such as its impact
on institutional development. It is worth mentioning that all case study universities
set at least one measurable target referred to increasing mobility for students or
academic staff.

Internationalization at Home—The most common goals focused on the interna-
tionalization of the curriculum, increasing the number of programs taught in foreign
languages, especially English, increasing language skills (mostly English) of the
academic, auxiliary and administrative staff; creating an international and friendly
environment through extracurricular activities and attracting international speak-
ers/teachers. One university also mentioned focus on developing double degree
programs. Moreover, universities mentioned creating a buddy system dedicated to
international students. None of the universities proposed to introduce international
competences (such as intercultural competences, language skills for both teachers
and students, “’skills, values and behaviours that prepare young people to thrive in
a more diverse and interconnected world” Savvy 2019) into the curriculum (Jones
2013; Leask 2009), showing that the concept of Internationalization at Home is not
well understood.

Marketing and promotion—All institutions formulated goals related to market-
ing and promotion. The main common goal was to increase the international visibility
of the university and to design a dedicated marketing strategy or have defined mar-
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keting elements. The private university stated as an objective to become involved in
new international associations or networks.

Partnerships—The private comprehensive university and the public technical
institution mentioned goals to develop a network of relevant partners, increase the
percentage of non-EU partners, increasing bilateral partnerships or focus more on
developing strategic partnerships with international networks. Worth mentioning is
the fact that institutions did not seem to pay attention to strategically choosing and
prioritizing partnerships, resulting in a focus on the quantity rather than the quality
of the partnerships. Focusing on quantity could, in many cases, lead to inactive
partnerships.

Research—All HEIs expressed interest in this area, especially in developing
more international research partnerships, creating a framework for academic scien-
tific research in order to build a competitive academic and research environment,
thus attracting new funding opportunities and international researchers. The private
comprehensive university mentioned developing interdisciplinary research programs
focusing on international relevant topics and finding a more strategic way of choosing
partnerships.

Services for international students—The public technical institution and the
private comprehensive one have objectives to improve services for international stu-
dents, but none addressed services for international staff.

Internal organization matters—The public technical and the private compre-
hensive institutions proposed goals that address internal organizational issues, mainly
focusing on digitization of various processes, such as recruiting, admission process
and adapting to modern communication instruments.

Quality of educational provision—Two HEIs, both public universities, want
to improve the level of internationalization of the curriculum, meaning to adapt to
scientific and technological evolution and as well to have high-quality programs, this
being a pre-condition to increase institutional branding and to attract international
students.

3.1.2 Priority Areas for Internationalization

In the questionnaire developed for this study, one of the questions referred to priority
areas for which institutions set targets and objectives and all institutions have chosen
four main areas, out of nine, which are: mobility, internationalization at home, mar-
keting and promotion, and partnerships. As data shows, from the internationalization
strategy analysis, even though 3 out of 3 HEIs mentioned increasing their education
offer visibility or developing a marketing strategy, in the end, the public technical
institution has an actual marketing strategy in place.
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3.1.3 Internationalization Strategy Versus HEIs Strategic Plan Analysis

While analyzing the internationalization strategies and the Institutional Development
Strategy for each institution, the current study developed the following matrix. First,
the study looks if there are any common dimensions between those two documents
and then attempts to identify the same key words in the strategies searching for
similarities (Fig. 1).

Please see below the matrix and results.

As a general conclusion, all institutions had comprehensive institutional docu-
ments. As J. Knight and de Wit say “comprehensive internationalization does not
reflect widespread reality, however: for most institutions around the world, inter-
nationalization is still characterized by a collection of fragmented and unrelated
activities” (Knigh and de Wit 2018). Looking at the internationalization dimensions
that were defined in the internationalization strategies versus main areas defined in
the institutional strategies, one can conclude that there is a certain link between those
two strategic documents developed by the case study institutions, but it is not clear if
there is a real connection between the strategic approach and the actions. Analyzing
from the perspective of institutional strategy, for each dimension defined in the docu-
ment, we could find a common denominator in the internationalization strategy. The
main six areas that were common for all three universities are: Internationalization,
Branding and International Communication, Partnership with Students and Student
Services, University Management and Quality Assurance and the last dimension was
Entrepreneurship and Bridge with Economic Stakeholders. It is important to keep
in mind that “the presence of a strategy does not necessarily align with a strategic
approach to internationalization if there are no activities to implement it and support
structures in place, if the strategy is not monitored, and if progress is not evaluated”
(Marinoni and de Wit 2019).

Internationalization—as it can be seen in the “Strategy Matrix”, in the insti-
tutional strategy there were specific goals related to quality of education provision
(e.g. goals for increasing the internationalization of the curriculum), goals related

uualn_v d, R ‘S!r\ncef 'OI, lnte_ma_l Internationalization " £
3 at home ol i "
provision students matters
3 3 3 I SEH 3 3 Internationalization
Branding and international
3 3 ication/mkt
Partnership with students
3
3 3 3

Fig.1 Strategy Matrix—Links between Institutional internationalization strategies and HEIs Insti-
tutional Strategies
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to research (e.g. developing strategic partnerships to increase research and inno-
vation), goals for mobility (most of them related to increasing both incoming and
outgoing mobility for all stakeholders), internationalization at home (e.g. more visit-
ing/international professors or international conferences), marketing (goals related to
increasing universities’ visibility at international level, developing marketing strate-
gies to attract more students and international students), partnerships (increasing
strategic partnerships with priority countries or networks).

Branding and International Communication—Universities had objectives
related to mobility (such as international marketing in order to promote the HEI
internationally or boosting university’s scientific performances and increasing the
national and international visibility of the research results) and marketing (setting
specific goals related to marketing indicators and promotion).

Partnership with Students and Student Services—Institutions developed objec-
tives related to student services, both national and international. The public compre-
hensive university stated the aim to create a study package for international students
(that should incentive prospective international students and include teaching mate-
rials, information materials, accommodation, scholarships). Similarly, the private
comprehensive university mentioned “Increasing students motivations through the
use of a diversified study scholarship system”. The same private university men-
tioned objectives in terms of streamlining the communication process with students
through secretariats or the virtual environment.

Research and Innovation—All institutions had objectives related to research,
such as developing new international research partnerships, increasing collaboration
with international researchers, or receiving national or international accreditation for
the research centres created at institutional level.

University Management and Quality Assurance—All institutions had objec-
tives related to the quality of education provision (aims to increase the quality of
the programs and adapt to international standards), internal organization matters and
matters regarding internationalization at home.

Entrepreneurship and Making Connections with Economic Stakeholders—
This dimension was not present in the internationalization strategies, but it was
important to state its presence since all universities had different objectives related
to ways to better connect higher education with the labour market.

To conclude, there is a link between the internationalization strategies and the
strategic plans for institutional development, since there are similarities between
focus areas and objectives. On paper, everything seems to connect well, but the
question remains if the institutional strategies and the implemented actions correlate.
This will be discussed, later in the paper.

3.2 Questionnaire Analysis—Collecting HEIs Answers

To better understand if there are correlations between the institutional strategies, the
internationalization strategies and the actions implemented by institutions, I have
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developed a questionnaire. The role of the questionnaire was to see the main activities
performed by HEIs to promote their educational offer. Moreover, the questionnaire
reveals what mechanisms institutions use to promote their institution and attract inter-
national students and which of these are perceived as most efficient in completing
their objective to attract international students. The following questionnaire designed
especially for this study contains 25 questions. Some of the questions were related to
a better understanding of the main internationalization priority dimensions, priority
areas of interest in terms of attracting international students, information about mar-
keting objectives, such as goals to attract international students, or budget allocated
for promotion. Other questions were related to indicators that institutions collect for
a better understanding of the evolution of their actions and efficiency, in terms of
mechanisms HEIs use to attract students. There were also questions related to per-
ception, namely if and how HEIs perceive the impact of internationalization on the
quality of education.

The role of the questionnaire was to conclude my first research question (if there
are any correlations between the institutional strategies and the main activities per-
formed to promote their educational offer) and respond to my last two research
questions.

First, I will analyze HEIs perception regarding the link between strategies and
actions, as well as the impact of internationalization on the quality of higher educa-
tion. I will then move forward to analyze what mechanisms institutions use to attract
international degree-seeking students.

3.3 HEIs Perceptions: Link Between Strategy Versus Actions
and the Impact Internationalization Has on the Quality
of Higher Education

Two universities (U1 public, technical and U3 private, comprehensive) consider that
there is a very high correlation (80-100%) between the internationalization strategy
and the actions they implement. The public comprehensive institution (U2) stated
that there is a relative correlation (around 20% to 40%) between the implemented
activities and the objectives from the internationalization strategy.

In terms of HEIs perception regarding the impact of internationalization of higher
education on the quality of education in the university, public universities consider
that actions related to internationalization of higher education have a very high or
high impact on the quality of education within the university. The private institution
perceives actions related to internationalization with relative impact (20-40%) on
the quality of education in the institution.

Despite the last response, the private university (U3) considers that the existence
of an internationalized curricula has a very high impact on the quality of the pro-
gram, while the public universities perceive that the existence of an internationalized
curricula has a high impact (U1) and a relative impact on the quality of the program.
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Public universities perceive the curricula of their study programs, internation-
alized in a relative way, while on the other hand, the private university finds the
curricula of their study programs internationalized at a very high level.

3.4 Priority Countries to Attract International Students

According to a self-study report completed by all case study universities, in 2014,
most of the HEIs did not have priority countries or regions. At that time, most
institutions did not have the concept of “prioritizing countries”. Most international
degree-seeking students in 2014 were from the Eastern Partnership (ENI EAST)—
from The Republic of Moldova, Europe (Member states) and South-Mediterranean
(ENI SOUTH)—mostly Israel, Morocco. There were also some students from Turkey
(Europe—non-member states).

In 2017/2018, according to CNFIS data, the top three regions for international
degree-seeking students were the Eastern Partnership (ENI EAST)—most of the
students were from Republic of Moldova, Romanian ethnics, South-Mediterranean
(ENI SOUTH)—Israel, Tunisia, Morocco or Palestine and Western Balkans IPA—
Serbia, Albania. We can see that the focus changed from European countries (member
states) to South-Mediterranean (ENI SOUTH) or Western Balkans IPA.

In 2019, when universities were asked to complete their priority areas for attracting
international degree students, there were three main areas that were chosen by the
public universities as the main priority:

1. South-Mediterranean (ENI South), this includes the following countries: Algeria,
Egypt, Israel, Jordan, Lebanon, Libya, Morocco, Palestine, Syria, Tunisia

2. DCI Asia, thisincludes Afghanistan, Bangladesh, Bhutan, Cambodia, China, DPR
Korea, India, Indonesia, Laos, Malaysia, Maldives, Mongolia, Myanmar, Nepal,
Pakistan, Philippines, Sri Lanka, Thailand and Vietnam and

3. Region 9 with Iran, Iraq, Yemen

There is a shift between past priority areas and present ones, and a shift from a non-
priority type of recruitment to a more aware and prioritized one. South-Mediterranean
(ENI South) remained a priority, but two other new areas were added: DCI Asia and
Region 9. HEIs are following international trends that highlight, according to the
Institute of International Education, the top 10 countries (Institute of International
Education 2019) of origin of the degree-seeking students in the USA are mostly
from DCI Asia. An interesting difference between the universities was the fact that
the private university mentioned one area as a priority for incoming degree-seeking
students, DCI Central Asia, while the public universities mentioned four and five
regions as priority areas, out of which three regions were stated the same for the
public institutions.

In order to find if there is any correlation between objectives (in this case the stated
priority countries) and the actions (in this case the participation at International Edu-
cation Fairs), I have asked which are the international fairs universities took part in
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over the past four years. The analysis indicates a weak correlation between objectives
and implemented actions. If we compare the responses by labelling institutions as
comprehensive and technical, we note that both comprehensive institutions partici-
pated in 14 educational fairs over the last four years, with two to four participations
in targeted countries, according to their stated priorities. The technical university
participated in 10 fairs, with only two in line with the objectives. All other participa-
tions in international fairs could be perceived as actions that were aimed at attracting
international credit mobility students.

The small number of participations at targeted promotional events indicates a
partial correlation (10-30%) with HEIs’ strategic objectives. It is worth mentioning
that starting with 2018, all universities increased their participation at international
education fairs, including the EAIE Conference (both 2018 and 2019), which con-
stitutes both a learning experience for the university representatives (in terms of
internationalization) and a good opportunity for networking and establishing new
partnerships.

3.5 Marketing Strategy and Promotion

The comprehensive institutions stated that they do not have a marketing strategy
per se, but they have defined objectives and actions. The technical institution (U1)
confirmed that they had developed a marketing strategy. In terms of promotion budget
to attract international students, all institutions, no matter their category, said they
have an allocated budget of more than 10,000 Euro per year. A hypothesis is that
most of the allocated budget is used for international education fairs.

3.6 Indicators Considered by Institutions When Analyzing
the Impact of the Internationalization Strategy
(Promotion) to Attract International Students

The International Relations Department monitors the internationalization strategy
and/or marketing plan, according to all institutions. The four indicators that all
universities consider when monitoring the impact of their actions with regards to
attracting international students are the number of international degree students, the
number of incoming credit mobility students, the number of participations at Inter-
national Education Fairs and the number of active partnerships with international
universities. U1, a public technical university that has a marketing strategy and U3,
a private comprehensive university, stated that they analyze the increase or decrease
of active partnerships with international universities, due to International Education
Fairs participation; on the other hand, the comprehensive HEIs look at the number
of international students applying for degree mobility (U2, public university and



How Do Romanian Universities Promote Their Educational Offer ... 45

the U3, private institution). The technical public university (Ul) and the compre-
hensive private institution (U3) consider both, eight indicators (not the same) out
of 16 indicators presented in the questionnaire when analyzing the impact of the
internationalization strategy.

3.7 Mechanisms HEIs Use to Promote Their Educational
Offer

Promoting the educational offer is not easy considering the large number of com-
petitors worldwide, the budget or the strategy that top countries/ institutions have.

All case study institutions stated that the used mechanisms to attract international
degree-seeking students are their English website, HEI presentation video in various
languages circulation, participation at International Education Fairs, promotion via
the national portal www.studyinromania.gov.ro, promotion via other platforms and
through word of mouth (through teachers, students or existing partnerships). The
other platforms public HEIs use to promote their education offer are keystoneaca-
demic.com, studyportals.com, masterstudies.com and educations.com.

Two universities (U1, public, technical HEI and U3, private, comprehensive HEI)
stated they use specialized companies for promoting and recruiting international
students. In terms of promotion via their Facebook page, both comprehensive insti-
tutions, U3 private HEI and U2 public HEI stated they use this mechanism. The
private university stated that they are currently using e-mailing campaigns.

By comparison, the private university uses 10 mechanisms out of the 16 presented
in the questionnaire to promote their educational offer, while the public institutions
use 8 mechanisms. Promotion through Facebook paid campaigns, via Instagram,
through Instagram paid campaigns, via HEI YouTube Channel or other conferences
to attract international students are not mechanisms of interest to universities.

3.8 Perceived Most Important Mechanisms and Most
Efficient in Attracting International Degree-Seeking
Students

All universities perceive “highly important” and “important” mechanisms to attract
international degree students the following: English website, word of mouth (through
teachers, students or existing partnerships), participation at International Education
Fairs, promotion via other platforms/portals, HEI presentation video in various lan-
guages, promotion via studyinRomania.gov.ro portal. The other mechanisms are
considered relatively important, less important or not important at all. Those that are
stated as less and not important at all are promotion via HEI YouTube Channel, con-
ferences to promote and attract international students, promotion through Facebook
paid campaigns, promotion via Instagram page and promotion through Instagram
paid campaigns (Fig.2).
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Fig. 2 Most important mechanism currently used to attract international degree-seeking students

When asked about the most efficient mechanisms to attract international degree
students, universities stated as highly efficient or efficient the same five mechanisms
mentioned above as most important, skipping the promotion via study in Roma-
nia.gov.ro portal, and instead adding partnerships with international HEISs.

3.9 Correlation of Targets for International Degree-Seeking
Students From the Internationalization Strategy

From the case study universities only, the comprehensive ones stated an actual tar-
get for attracting international students. In their internationalization strategies, both
comprehensive universities aim for an increased number of international students,
with 25% for the public institution and 20% for the private one.

Data shows that the number of international degree students increased by 10% for
the public institution and 17% for the private one, compared with 2015/2016, the year
when universities started implementing their new internationalization strategies. All
three universities increased the overall number of international students but did not
meet the target.
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4 Conclusions

When looking at the correlation between the institutional internationalization strat-
egy, the strategic plan for institutional development and the main activities performed
to promote their educational offer, the analysis shows that there is a relative corre-
lation. As stated before, there are various correlations between objectives from both
institutional documents (for each case study), but there is also a rift between objec-
tives and actual actions.

Even though the institutions stated they want a marketing strategy to increase
the university’s visibility internationally, only one higher education institution has
managed to develop such a document. Nevertheless, despite the lack of a market-
ing strategy, institutions had several actions that were meant to increase the HEI’s
visibility or to attract more international students.

In terms of prioritizing countries, the private university seems to be more focused,
choosing one priority area for attracting international degree-seeking students. This
type of prioritization could be more efficient in terms of managing the available inter-
nationalization budget and have proven results. But, as we could see from the analysis,
if we look at the surveyed institutions, participation at international educational fairs
is only partially correlated (around 10-30%) with stated priority countries. From this
point of view, we can conclude that institutions fail to correlate their actions with the
stated objectives. At the same time, when we look at the perception between inter-
nationalization strategies versus actions, most universities perceive there is a high
correlation (80-100%) between the internationalization strategy and the actions they
implement.

How do universities promote their educational offer and what mechanisms do
they use to attract international students?
Even though the surveyed universities have internationalization strategies, most of
them lack a marketing strategy (as a standalone document or as a part of the overall
internationalization strategy) to attract international students or to promote their
educational offer. This shows that institutions do not have clear marketing objectives,
targets, priorities and well-defined mechanisms that could help build their brand.
Institutions promote themselves through the English website, presentation video,
participation at International Education Fairs, promotion via the national portal www.
studyinromania.gov.ro, promotion via other platforms and word of mouth (through
teachers, students or existing partnerships). Even though these mechanisms are used,
universities do not monitor relevant indicators in order to see the actual efficiency or to
have a better understanding of where and why they should use a specific mechanism.
Institutions use these mechanisms to attract international students in an ad-hoc way
and are not in line with trends in international education marketing or with the new
generation, the so-called the Generation C (the connected generation).

Even though studies (Research Center Pew 2018) show that the new generation is
mostly active on social media, the most frequently used social media platforms for
the 18-24 age group being YouTube, Facebook and Instagram, institutions do not
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yet perceive social media as an essential mechanism to advertise their educational
offer or to attract international students.

Most of the surveyed universities use specialized companies for promoting activ-
ities and recruiting international students. Using professionalized help can be a good
option when institutions do not have specialized resources to attract international
students or since specialized companies have direct contact with the prospective
students.

When analyzing the impact of the internationalization strategy, universities fail to
consider indicators that could show them relevant data and could give their actions
a more focused approach on the objectives, such as the HEI website traffic (interna-
tional users). This could help institutions understand from which countries originate
most of their prospective students, which can then lead to prioritizing all or most
educational marketing and promotion actions in certain or dedicated countries. It
could be a great opportunity to analyze which webpages from the university website
are most accessed to introduce more relevant information.

Private or public, technical or comprehensive, universities seem to use 8—10 mech-
anisms to promote their educational offer. In a context where universities understand
and know very well their target audience, there would be no need to have many
mechanisms to promote their educational offer. Less, but more targeted mechanisms
can certainly lead to more results. However, there is no certainty that universities are
aware of their target audience with its specifics and their main selling points.

Which mechanisms are most efficient in attracting international students?
Most efficient mechanisms to attract international degree students stated by univer-
sities were the English website, word of mouth, participation at International Edu-
cation Fairs, promotion via other portals, HEI presentation video and partnerships
with international HEISs. It is interesting how institutions perceive some mechanism
highly efficient or efficient without having an actual indicator that can clearly mea-
sure or show data in this sense. The English version of their website is seen very
effective, but when measuring the impact of the strategy or mechanisms used, none
of the HEIs monitor HEI website traffic (international users).

The same happens with word of mouth, because it is a very powerful mechanism,
although it also lacks indicators to measure its efficiency. This is the case for almost
all other mechanisms, including the much-emphasized participation at International
Education Fairs, institutional promotion clips or partnerships.

The perception questions reveal a limited understanding of the concepts of com-
prehensive internationalization, communication, branding and promotion. While
public universities consider that internationalization has a very high or high impact
on the quality of education in the university, at the opposite pole there is the private
university that perceives internationalization with relative impact (20-40%) on the
quality of education in the institution.

When universities were asked if they consider that the existence of an interna-
tionalized curricula has impact on the quality of the program, interestingly enough
the private university perceives that an internationalized curriculum has a very high
impact on the quality of the program even though the same institution considers
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that internationalization has a relative impact on the quality of education. At the
same time, the private university considers that the curriculum of their study pro-
grams is internationalized at a very high level, while public universities perceive the
curriculum of their study programs internationalized in a relative way. As well, pub-
lic universities perceive that the existence of internationalized curricula has a high
impact on the quality of the program (U1), while the U2 considers the impact in a
relative way.

5 Recommendations for Institutional Level

For better results, when creating a brand, increasing visibility at international level
and attracting international degree students, the following recommendations can be
made based on the analysis presented above:

e Universities should pay closer attention to the correlation between objectives and
actions; otherwise, they will most likely fail to achieve the stated goals. There is
still work when it comes to focusing actions on the stated objectives, and better
planning should be put in place in order to use the budget in a more strategic way
rather than spending it on actions that are not in accordance with the declared
objectives and do not help in achieving anything. For example, in the future,
universities could focus more on participating in international fairs that are in the
prioritized area countries in order to achieve the desired results or fulfil the strategy
objectives.

e For universities to have a realistic perception regarding the correlation between
actions and strategy, at the end of each year, I would recommend an exhaustive
analysis of all the actions in relations with the stated objectives. This will help
them better monitor the process and the results and could make them change or
adapt their strategy.

e Universities should develop a marketing strategy, with a mandatory focus on the
Why, What and Where, together with an allocated budget.

e In terms of prioritizing countries, institutions should have a realistic approach
when defining their target countries that is why I would recommend an in-depth
analysis on which countries they should focus and all actions to be in accordance
with the chosen objectives.

¢ Institutions should have clear objectives when presenting their programs, in terms
of defining why and what makes the program different and what competencies
students will acquire. As well, in order to have a much more focused communi-
cation strategy, HEIs should understand what information about the university or
the program is relevant for the targeted audience.

e Universities should define Unique Selling Points, which can help prospective stu-
dents make more accurate choices based on concise points that differentiate uni-
versities. Eventually, this can help attract more international students.
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e Universities should consider developing a department or hire specialized human
resource representatives in education marketing, to work closely with specialized
personnel in recruiting and attracting international students.

e Universities should dedicate more time and resources in creating their own aca-
demic brand.

Even though the number of international students increases or may increase, it is
important to understand which were the most efficient mechanisms that made inter-
national students chose their university, understand where international students seek
information, and what type of information they need.

e When monitoring the efficiency of the most frequently used mechanisms, univer-
sities should consider new indicators that could help them in the future, focusing
their energy or budget better.

e For institutions to be sure that the stated mechanisms’ are the most efficient to
attract international students, I would recommend a better monitoring of these
mechanisms and analyze the data in order to have a certainty whether these are
efficient or not.

e To achieve their internationalization strategy objectives, HEIs should pay more
attention to developing their educational marketing strategies to enhance mobility
further and attract international students.

e The most used social media platforms for the 18-24 group are YouTube, Face-
book and Instagram. Therefore, universities should adapt more to these types of
platforms, by communicating and promoting their educational offer, as well as
branding themselves on these platforms.

e Since 2017, the most populated academic programs with foreign students were
taught in French, and in Romania there are only 95 programs in French; therefore,
universities should develop more Bachelor programs taught in French.

3

To sum up, institutions miss several aspects to connect their internationalization
strategies with actions. For them to achieve their goals, they should have an action
plan that follows each objective.

Even though studies show that prospective students spend a highly ample time on
social media, from where they take their information, Romanian institutions seem
to ignore this aspect and do not concentrate their efforts in better communicating on
social media.

To conclude, it seems universities still do not understand what comprehensive
internationalization is, since they perceive the impact of internationalization on the
quality of education or the impact of an internationalized curricula in slightly different
way.

3Universities perceive English/the bilingual website, word of mouth (through teachers, students
or existing partnerships), participation in International Education Fairs, promotion via other plat-
forms/portals, HEI presentation video in various languages, promotion via studyinRomania.gov.ro

portal mechanisms as “highly important”, “important” and most efficient mechanisms to attract
international degree students.
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Addressing Career Services’ )
Internationalisation Challenges Through | @@
Transnational Consortia

Jérome Rickmann, Adriana Perez-Encinas, and Nadia Fernandez-de-Pinedo

1 Introduction

Providing optimal support on employability for students and graduates has become
an integral part of the role of HEIs. In the US, international students tend to seek job
opportunities, which is probably why universities such as the University of Southern
California and New York University ‘provide resources and professional develop-
ment workshops on job search processes and strategies’ (Nara et al. 2019) as a way
to improve demand and supply. In the case of Europe, the Bologna Process led to
an increase in the implementation of career services at European HEISs to strengthen
the employability of their institutions’ graduates (cf. eg. Sultana 2017).

In fact, in the 2014-2016 period, internships abroad have shown an upward trend
(European Commission 2018a). Universities have developed strategies to interna-
tionalise their structures and to favour international mobility. In particular, the number
of students involved in international internships grew by 14%, from 73,338 students
(and recent graduates) in the first year of the Erasmus + programme implementation
to 84,190 students in 2016 (European Commission 2015; European Commission
2018a).

The provision of student services has become a key topic among academics and
various stakeholders due to the growing numbers of mobile students (Perez-Encinas
2017). The high quality provision of support services can attract and retain interna-
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tional students and satisfy their expectations. Moreover, providing them with supe-
rior structures and opportunities locally and internationally can enhance their general
experience (ACE 2016). In this respect, this paper explores how work and internship
mobility, as well as career services, operate at an international and national level.
Two central questions are answered by means of an exploratory method. Firstly, are
European career services equipped to adapt to the increasingly international dimen-
sion of their work, such as integrating international students into the labour market
or helping them to find internships abroad? Secondly, how could international career
service consortia support HEIs® global ambitions?

2 International Internships and the Benefits of Studying
Abroad

The increasing number of internationally mobile students reflects the expansion of
tertiary education systems worldwide (OECD 2013). Consequently, it is claimed
that a more comprehensive approach to the internationalisation of higher education
(Hudzik 2014) will increase the awareness that HEIs have to become more inclusive
and less elitist by not focusing predominantly on physical mobility but more on the
curriculum and learning outcomes (European Parliament 2015). In 2014, the ERAS-
MUS + programme was launched as the successor to the ERASMUS programme,
into which mobility schemes were integrated that were previously separate, thus
promoting the mobility of an increased number of students under more typologies
than was previously possible. The EU’s programme, with a budget of €14.7 billion,
provides opportunities for more than 4 million Europeans to study, train, gain expe-
rience and volunteer abroad. In particular, its aim is to tackle high levels of (youth)
unemployment and reduce poverty by promoting education system modernisation.
It also encourages the cooperation and partnership of higher education providers,
aside from serving as a vehicle for social inclusion, intercultural comprehension and
networking (European Commission 2018a). In addition to this strategy, the European
Commission has launched a new virtual mobility action called the Erasmus +Vir-
tual Exchange, taking advantage of today ’s digital learning tools to complement
the physical mobility programme in Europe. Social skills and a sense of initiative
could be two learning outcomes, among others, that virtual mobility could enhance
(Vinagre 2016).

Students who participate in international mobility face new challenges and unfa-
miliar situations that might enable them to develop autonomy and self-confidence.
According to the Erasmus Impact Study (2014), students participating in internships
abroad were able to interact and work with people from other backgrounds and cul-
tures. Moreover, they adapted to new situations and, at the end of their internships,
they were more interculturally competent. They had also gained foreign languages
skills and a broader knowledge of the host country’s culture, society and economy.
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Erasmus+ promotes the acquisition of knowledge and competences that might not
be taught at home but are demanded by employers to satisfy today’s business needs
(European Commission 2015; European Commission 2018b). In this sense, work-
ing abroad is a valuable opportunity for students to improve their CVs (European
Commission 2014), for instance by stressing newly developed skills, such as mas-
tering a foreign language, or acquiring new understandings and developing personal
attributes (Yorke 2006, p. 8). In fact, Van Mol (2017) found that international edu-
cation was particularly valued when employers needed graduates with good foreign
language and decision-making skills.

In the European context, the international dimension of higher education started
to be managed less by incidental and individual initiatives than in the past. It began to
be increasingly structured into organised activities, projects and programmes based
on political rationale. It also became increasingly driven by national governments
rather than by HEIs (De Wit and Merkx 2012). The internationalisation of higher
education also influenced the organisation of support services. Erasmus’ support for
traineeship has gradually grown in importance since Erasmus+ was launched. In
the three years since implementation, about 235,000 students have gone abroad on
traineeships, with 20,500 of them being recent graduates (European Commission
2018b).

In particular, career services play an important role in supporting students in their
school-to-work transition and in the acquisition or improvement of crucial skills and
competences to gain initial employment (e.g. problem- solving skills, multi-cultural
environments, networking and socialising, initiative and entrepreneurship), accord-
ing to Altmann and Ebersberger(2012). The traditional way of providing career
services is changing in response to current trends and new pressures. Do Céu and
De Nazaré (2014) argue that career services could provide students with seminars,
workshops, career counselling and information to support the school-to-work tran-
sition. Moreover, career services can also assist students by making them aware
of the existence of mobility study programmes or internships abroad that could
enable them to enhance their employability in the global context. Knight and Yorke
(2003) suggested that employability might be improved through work experience,
entrepreneurship modules, a portfolio of achievements and (good quality) career
advisers. However, the delivery of support services varies significantly across Euro-
pean HEIs, with students getting information and support from a variety of sources
instead of a central and unified structure. For instance, international students might
have to ask for information, advice or support from offices which were originally cre-
ated to support only exchange students or mobile student enrolment (Kelo and Rogers
2010). Additionally, especially in European institutions, there seems to be a lack of
research literature around the internationalisation of career services that is not writ-
ten from an Anglo-American perspective and which provides in-depth knowledge
about heterogenic developments (cf. for American universities, e.g., Kenyon and
Rowar-Kenyon 2014). The importance of a broader view was highlighted a decade
ago by Kelo and Roger s (2010) following an innovative study conducted in six Euro-
pean countries (Denmark, France, Germany, Italy, Poland, and UK). In line with this
study, Mikulds and Jitka (2019) explored acculturation experiences by analysing a
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database containing the questionnaire responses of international students studying
abroad (France, Germany, Italy, Spain and Portugal). One of the findings was that
the cultural impact of mobility was positive and most favourable in Germany.

However, many European HEIs still find it difficult to satisfy international stu-
dents’ needs, because in many cases support services differentiate between domestic
and international students, and the domestic services are not in all cases adapted to
tackle the needs of international students or those willing to go abroad. Taveira (2017)
argued, for example, that career services have to adopt a more holistic approach and
introduce psychological and guidance services for students.

3 Method

This paper is exploratory in nature; the aim is thus not to generalise or to evaluate
with statistical certainty. As a first step, we conducted desk research and combined
and interpreted known statistics and surveys about career services, mainly in Europe,
under a new research interest. Based on the presentation of the current state of career
services, a case study approach was adopted with a view to exploring the benefits
of a career service consortium model. We conducted an exploratory holistic single
case analysis (cf. Yin 2018; see also Ridder 2016). Since the 1980s, case studies
have been a popular research method in a wide range of disciplines, from the social
sciences to health, with a variety of perspectives and approaches being utilised to
understand complex realities. In education, the pioneers were Stake (1995), Merriam
(1998) and Simons (2009). According to Stake (1995, p. xi) ‘a case study is expected
to catch the complexity of a single case’. Consequently, even a single explanatory
case study would be sufficient to extrapolate results (Yin 2009). The particular case
was chosen because the authors were involved with career consortium implementa-
tion, which afforded us in-depth insights into the unit of analysis. While the authors’
close involvement in the study might have resulted in bias, this was limited since the
purpose of the study was to develop propositions for further research and not to judge
or assess the overall impact or quality of the work conducted. The data was gath-
ered mainly during evaluation sessions, in which the project participants discussed
the progress made during the project, and through evaluation surveys to assess the
various activities of the consortium. Additionally, we had access to funding propos-
als, internal documentation and project outputs. We worked through the material
‘from the ground up’ (Yin 2018, p. 169—170) and analysed it using a hermeneutical
approach similar to Yin’s logic models (cf. Yin 2018).

How Prepared Are Career Services to Facilitate Global Student Work Mobility
in Europe?

As indicated previously, there are still many grey areas when assessing and compar-
ing the role of career services internationally, especially when it comes to something
as specific as their internationalisation. The structural situation of career services
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in Germany and their internationalisation efforts are, however, relatively well docu-
mented. In the following section, we will, therefore, examine the case of Germany in
detail and contextualise it with findings from other countries (Netherlands, Sweden,
Canada, Romania, Spain, Italy, France, the UK and the USA). Whilst this proce-
dure does not offer sufficient knowledge to provide a quantitative global answer to
the above question, it helps to outline where further research is needed and what
the focus should be. Moreover, it supports the initial argument that more intra- and
inter-institutional cooperation is needed.

In 2014, the German Rector’s Conference (HRK) conducted a survey amongst
German career services and international offices, asking about their internationali-
sation efforts (Bohm and Brandl 204). In 2015, the same stakeholders, that is, the
German Rectors’ Conference and the Career Service Network Deutschland e. V.,
published a general report on the structural situation of career services in Germany
(CSND 2015). Additional data to compare the German case with the international
scenario was derived from the Expert Council of German Foundations on Integration
and Migration’s (ECGFIM) study ‘Train and Retain. Career Support for International
Students in Canada, Germany, the Netherlands and Sweden’ (2015). Data published
by the Qareer-project (2017), which conducted a cross-national study with a special
focus on Italy, Romania, Spain and Poland, was also sourced. The main findings
provide a good indication of the current state of affairs and highlight the urgent need
for more reliable academic research.

The HRK survey (Bohm and Brandl 204) results show that German HEIs have
started to internationalise their career services. More than 78% of the answering
institutions stated that they provided activities to internationalise their services (e.g.
trainings, projects, specific classes), which shows that these institutions recognise to
a certain extent that facilitating support for the international dimension of careers is
one of their responsibilities.

When asked about their main target group, about 61% of the institutions identified
international students trying to integrate into the German labour market, whilst 39%
stated that the focus of their internationalisation activities was on local graduates.

The responsibility for the integration of international students into the German
labour market is largely assigned to career services (57%), which in Germany are
usually central departments at higher education institutions (78.9%). This is also
reflected in the career services’ budgets, in which activities aimed at international
students receive the largest budget share (compared to activities specifically for men,
women, doctoral students, disabled students and dropouts) (CSND 2015).

The main challenges are that the foreign student body might not be accustomed
to the specifics of the German labour market. These students might also experience
workplace discrimination and be hampered by language barriers. Consequently, most
career services aim to minimise the effects of these ‘disadvantages’, typically via
workshops on the job application process, individual coaching for international stu-
dents, and language and intercultural training (Bohm and Brandl 204). This is true for
most countries, according to the ‘Train and retain’ report (ECGFIM 2015). German
HEISs, similarly to Swedish universities, focus their services mainly on students who
are about to graduate, whilst Canadian and Dutch HEISs tend to start early after enrol-
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ment and offer support throughout the study cycle (ECGFIM 2015). Even though
German institutions score highly compared to Canada, Sweden and the Netherlands
in terms of targeting their services at international graduates, it is only in the Nether-
lands that the strategic integration of international alumni in the job market is a
popular activity of career service work (ECGFIM 2015).

Unfortunately, there is insufficient data to directly assess the extent of these mea-
sures and their impact, which is a recognised issue, when assessing the impact of
career service work (Eimer 2014). While it is assumed that career services provide
a useful service, the extent to which students benefit from them is unclear.

From an organisational perspective, communication restrictions are an issue when
trying to reach students. However, even more severe is the resource question, which
makes a continuous need-focused, ready-on-demand service delivery rather unlikely.
Thanks to the “Train to retain’ report (ECGFIM 2015) and the HRK survey (CSND
2015), one has a rough idea of the student-to-staff ratios in career services (Canada:
2,922:1; Germany: 7,283:1; The Netherlands 8,765:1; Sweden: 4,999:1). Though
these numbers differ quite a bit from institution to institution, it is fair to say that
it is close to impossible to imagine that all students could benefit from individual
attention and counselling. Considering that the student-to-staff ratios at international
offices (Canada: 2,770:1; Germany: 2,082:1; The Netherlands 2,445:1; Sweden:
1,941:1) are rather low, it seems that organisational priorities (expressed in fund-
ing and resource allocation) do not favour career departments. The answers to the
survey questions about the sustainability of internationalised services clearly indicate
a lack of resources (Bohm and Brandl 204).

As the authors of the “Train to retain’ study write: ‘Despite international students’
need for more systematic and coordinated job entry support at the local level, most
of them encounter a poorly coordinated patchwork of occasional career fairs, job
application training and chance acquaintances with service staff or company repre-
sentatives who may or may not be able to help them’ (ECGFIM 2015, p. 4).

The countries in the abovementioned study are among the rather well-off coun-
tries. Moreover, while in Germany, for example, most career services were estab-
lished only 10 years ago, countries such as Romania started even later with the estab-
lishment of university career services on a larger scale (Cojocariu and Puiu 2014).
The uneven development of career services in Europe is also one of the reasons for
which there are no commonly shared international standards of career service work
(Qareer 2017), which further begs the question of how career services profession-
als are trained. Whilst the UK is leading in offering qualifications related to career
guidance as fully recognised study programs on a university level in the European
context, such a high degree of professionalisation is the exception rather than the
rule in Europe (cf. Qareer 2017).

After having looked at the inbound perspective related to the integration of inter-
national students, let us have a look at the outbound perspective. How are career
services helping their students to find work abroad?

There is a lot of financial support in the EU for students to support mobility.
Students can apply for ERASMUS+ internship funds and/or government funding
(e.g. BAF6G) for some financial help when they go abroad (in 2013/2014 the
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National Agency that manages ERASMUS funds in Germany alone allocated about
€10,000,000 for 6, 500 students to do internships abroad and additional funding
schemes are available).

According to the HRK’s survey (Bohm and Brandl 204), about 39% of career
services identified home students as the main target of their internationalisation
activities. Organising workshops that aim to enable students to find work abroad
and/or intercultural training aiming to prepare graduates for a global work environ-
ment are the most popular services offered. Survey responses suggest, however, that
institutions quite often do not possess the necessary knowledge internally and have
to rely on external coaches to conduct workshops, which means they might be not
able to satisfy information needs when in actual demand but only at specific times.
About 29% provide job boards, on which international job advertisements are also
published. It is unclear how many students are able to benefit from the workshops or
how well-connected career services are internationally. European universities rarely
provide structured schemes to place students with companies abroad, in contrast to
many North-American universities (cf. Kenyon and Rowan-Kenyon 2014).

To sum up, if all the aspects outlined above are considered, a patchwork impres-
sion prevails. Though one finds admirable efforts at institutions and there has never
been a time when more has been done to support international work mobility, there
still is a great deal of work to be done to improve services to support global work
mobility. Hudzik’s (2014) call for comprehensive internationalisation also needs to
be answered in career service work. Currently, we find a multitude of activities which
are somewhat related to in- or outbound mobility and labour market integration, but
only limited discussion about what internationalisation should mean in the context
of career service work and how institutions can address the problem of a lack of
resources, networks and knowledge to adapt to the demand of preparing a truly
global workforce.

3.1 Case Study: Benefitting From Inner- and
Intra-institutional Cooperation

As indicated above, two of the main challenges for career centres in HEIs in terms
of their endeavour to support their students are scarce resources and a lack of pri-
oritisation. It is a costly endeavour to build knowledge of foreign labour markets,
to produce target group-specific activities and resources for international students
to integrate into the local economy and to build worldwide company collaborations.
The necessary institutional resources are seldom in place to implement a systematic
strategy and aligned effective operations.

One possible solution could be participation in career service consortia. Consid-
ering the amount of HEIs worldwide, there is enormous potential to connect and
collaborate in order to improve students’ career mobility, that is, student migration
flows, with the aim of working (internship or entry- level) abroad. Rooted in the con-
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text provided so far, we present in this part the lessons learnt from an ERASMUS+
strategic partnership project that aimed to address many of the challenges outlined
above and to improve the service offer in the institutions involved in a transnational
career service consortium operating under the name ‘European Centre for Career
Development and Entrepreneurship’ (ECCE).

The ECCE consortium was established between Universidad Auténoma de
Madrid, Universita Cattolica del Sacro Cuore, Regent’s University London, the Paris
School of Business and EBC Hochschule. The preparation phase started in 2014,
and in 2015, the initiative received funding through the ERASMUS+ Key Action
2-strategic partnerships.

The project partners aimed to create a small consortium that should, at its core,
work like a second- level support system for career officers and support those offi-
cers directly on an operational level, meaning helping them to advise and place
their students abroad. This involved colleagues from different countries collectively
developing and sharing materials, training each other on labour market standards
in their respective countries, regularly liaising with each other and responding to
specific questions from their student-facing colleagues. The aim of this approach
was to (a) improve the availability of international know-how at all times and not
only when external coaches were present; (b) extend the institutional reach (that is,
sharing company networks rather than trying to develop your own); and (c) push
inner- and intra-institutional cooperation through the involvement of a diverse set
of stakeholders. Besides the traditional career service responsibilities, the partners
decided to add entrepreneurship education to their consortium portfolio in order to
enhance cooperation within their own institutions and between institutions. The latter
decision enabled project-based summer schools on Entrepreneurship in Europe to
train students. The basic assumption was that the core of entrepreneurship education
was to foster problem-solving skills and initiative because both traits are beneficial
for students aiming for a corporate career; hence, there was a clear link to career
service work (ECCE 2015).

The summer school curriculum was developed by involving academics and project
managers from all institutions, and the summer school delivery also involved all
institutions. Doing so allowed the career service officers to expand their workshop
offers, reach out and collaborate with colleagues from international offices. Most
importantly, it also involved academics and entrepreneurs, which again brought their
entrepreneurship knowledge and networks to the table. It furthermore enabled them
to gain international teaching experience and provided them with the opportunity to
cooperate with like-minded academics from the partner institutions (ECCE 2017a).

The heart of this network is a platform on which the partners share resources, such
as job-boards and application guides, and offer the possibility to match academics,
students and other stakeholders who have an interest in entrepreneurship in terms of
research or actual start-up cooperation. This has been accompanied by staff training
weeks for career service members and summer schools to foster entrepreneurial skills
amongst students in order to develop internationally-aware staff and students. The
aim remains to keep the network small and foster deep relations between the career
officers involved so that they truly benefit from their enlarged network in their day-
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to-day operations. At the same time, ECCE promotes the model and its experiences
since it wants other institutions to copy the model.

3.2 The ECCE Model

Two central questions were addressed, namely: are European career services equipped
to adapt to the increasing international dimension of their work (e.g. integrating inter-
national students in local labour markets or supporting their students to find work
abroad) and how could international career service consortia support HEIs’ global
ambitions? Figure 1 answers these questions by proposing the ECCE model built by
the authors, in which four main elements should be taken into account: a joint plat-
form and guides, joint training, joint networks and joint entrepreneurship summer
schools. In this model, it is important to involve and connect with stakeholders in each
country: students, administration (e.g. career services, 10s), academics, companies
and other organisations.

The long-term impact of the initiative remains to be seen, but preliminary feedback
indicates that pursuing such a model (as represented in Table 1) could be worthwhile
inrelation to career services, summer schools and collaborations between institutions.
As noted by Larrance (2002, p. 9), ‘the commitment to the long term must be present
in order to succeed, and success in leveraging resources will follow if these areas are
recognised and thoroughly explored’.

In the abovementioned concept paper, the ECCE team stresses the following as
critical for those considering implementing a similar structure:

‘The main challenge for a consortium is not so much the creation of technical
resources and tools to share, but to foster a team spirit across universities and coun-
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merstﬁomwg and Career staff leams first hand from

international colleagues about their
m'b. kand, oAafl labor markets

c] career staff receives
second level S\zzurt from their Thiough new network
inte rmatio nal colleagues if their

o stndanie want b work shmed Joint Platform and

Cruides

| Various activities and outputs

grow everyone's network, which Surner sclm!.shmg lectarers |
again feeds into the offer on the Joint and career staff together, who
tfom entrepre newship organize them: Entre prenewrship
Each institution has a stronger summer Schools skills can also be used as career
outreach shroad, compared to the skills and both parties are

seuch the carser services had interested to arvolve companies

before the project

Fig. 1 ECCE model



62

J. Rickmann et al.

Table 1 Results of the ECCE model

Career service

Officers who participated in the training expressed high satisfaction
with it, felt better prepared to advise their students and appreciated the
exchange with their international colleagues. They also indicated that
the training led to increased overall work satisfaction because they had
better target-specific materials at hand to advise both inbound and
outbound students. International job offers overall had increased,
although language remained a major obstacle to mobility.

Summer Schools

The participants in the summer schools expressed extremely high
satisfaction with the learning outcomes and the execution of the
training; appreciated the enlargement of their international networks
and oftentimes stayed in contact with their peers, leading to valuable
ongoing collaboration; several participants went on to put their
learning into practice by funding their own businesses, which led to
spin-off projects.

Collaboration

The collaboration between the universities led to increased
international academic cooperation and to a larger network of
entrepreneurs, academics, administrators and students supporting each
other with advice and contacts. From initially five project managers,
there are now more than 50 staff (academics and administration)
contributing to the success of the project from across institutions and
institutional levels, as well as external stakeholders.

Institutions

Currently, each institution has nominated a liaison career officer,
which helped to transform the initiative from a project phase into
institutionalisation. Other institutions outside the network can benefit
from the ECCE experiences in terms of utilising several outputs which
have been produced by the project team, such as a European career
advisor curriculum, which synthesises the learnings of the staff weeks,
the ECCE-concept paper, which documents the project and key
lessons, parts of the platform to enlarge the entrepreneurship
community, and/or a career guide for the involved partner countries,
specifically written with international students in mind (ECCE 2017a).

tries, and to keep this spirit alive over time and personnel turnover. The advantage
of small consortia compared to larger associations is that the colleagues know each
other faster and better’ (ECCE 2017b).

4 Conclusions

From a global perspective, institutional engagement has made it possible to develop
career services to afford students a better chance of insertion into the job market.
Those universities that have specialised support services in that direction are more
likely to attract students. In this paper, we dealt with the new challenges that Euro-
pean career services have to face due to internationalisation and how consortiums
could support such a demanding task. Given the challenges of extremely hetero-
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genic economies and career service landscapes internationally, smooth global work
mobility facilitated by HEIs will remain a long-term goal.

The power of consortia is based on the fact that they enable both large and small,
private and public institutions, and like-minded people to come together to try to solve
the problems facing higher education and create services that satisfy the needs of all
users. The ECCE results indicate that a lot of small, actively cooperating networks
could have a larger impact and offer more helpful student-centred support than large
associations would be able to, though they would not necessarily need to compete,
but could complement each other. Personal relations will be key if we want career
officers to not only broaden their perspectives but also obtain the tools necessary to
assist students on a larger scale.

These transnational models have a lot of potential to add a new dimension to
already existing EU-wide university networks. The challenge going forwards is to
find sustainable funding models and to scale the operations for a larger input.

Atan individual level or through alliances, international collaboration should be at
the core of HEISs in order to govern resources and provide the infrastructures needed
to enable students to face new and future challenges Our case study highlights how
networks of engaged professionals from differing institutions were able to establish
a quick and transparent communication system to organise a series of actions involv-
ing academics, entrepreneurs, students and career services staff. This professional
integration has generated better networking, providing students with a clearer per-
ception of the European labour market than was previously possible. However, all
those benefits need to be channelled by administrations to continue in the long run
and not remain a project-funded case study.
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Internationalization of Higher Education | m)
in Romania and Portugal—Strategies L
and Transitions at the (Semi-)Periphery

Ligia Deca

1 Introduction

The internationalization of higher education is, without a doubt, one of the undeni-
able trends that continues to (re)define governmental and university level strategies
alike. In a world where knowledge is the key asset, brain circulation becomes one of
the essential indicators of just how much countries and higher education institutions
are willing to rethink their future moves in order to attract international students and
researchers. In 2017, there were over 5.3 million international students, up from 2
million in 2000." The five most successful countries in attracting foreign students
(in absolute numbers) were: The United States of America, the United Kingdom,
Australia, France and Germany. Anglo-Saxon countries dominate this ranking, but
economic development is also a powerful indicator for attractiveness. Despite the
strong position of the top tier countries, some European nations, in light of the chal-
lenges posed by demography and migration, have become aware of the opportunities
presented by internationalization, with a focus on attracting degree-seeking mobile
students (Sin et al. 2019; Deca 2015; Mosneaga and Agergaard 2012). In fact, student
mobility—both degree and credit—remains a priority as well as the most frequent
activity within the internationalization agenda of European higher education institu-
tions (Sursock 2015; EUA 2013).

This paper compares the recent history of higher education internationalization
in two countries situated simultaneously at the periphery of the European Economic
Area and at the semi-periphery of internationalization efforts in the university sector.

These two case studies share arecent history of transition from totalitarian regimes
to functional democracy, in a wider context of accession to the European Union and
the European Higher Education Area. This transition does start from different ide-
ological standpoints (communism for Romania and fascism for Portugal) and at
different points in time (1989 for Romania and 1974 for Portugal). The author will
examine the internal and external drivers for internationalization of higher education
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in these two national contexts, as well as how and whether their socio-economic and
historical specificity influenced the way in which dominant models of international-
ization have been translated at the national and institutional level.

The conclusion will include policy lessons for decision-makers and explore
whether and how potential misalignments between national and institutional endeav-
ors can pose obstacles in fulfilling strategic objectives at either level.

2 Methodological and Conceptual Considerations

The current article uses the empirical work done for the author’s PhD thesis regard-
ing the Romanian higher education system, defended in 2016 at the University of
Luxembourg, as well as the interviews and research conducted in Portugal as a
post-doctoral fellow at the New Europe College, in Bucharest. It is conceived as a
qualitative analysis, using semi-structured interviews conducted in 2013-2015 and
2018 in both Romania and Portugal, with representative decision-makers on higher
education, mainly at the national level.

The concept of periphery used in this paper is based on the Sin et al. (2019)
translation of the Immanuel Wallerstein’ theory of the “world system” (Wallerstein
1974), which divides countries based on the structure of their economy in: core,
semi-periphery and periphery. This taxonomy was then modeled on the more niche
economy of international higher education, taking as a proxy inbound/outbound
mobility flows. For the purpose of this article, core countries are those that are
considered net “importers” of degree-seeking students (e.g. the United States, the
UK, France, Germany, the Netherlands etc.). Semi-peripheral are those countries
with more balanced mobility flows, such as Poland or Portugal. And finally, those
countries that are mainly “exporters” of mobile students are considered as peripheric
(Romania, Bulgaria etc.).

The working assumption for this article is that peripheral and semi-peripheral
countries (should) use internationalization policies that are different from those of
the core countries, in light of their different circumstances, capacities and challenges
(Urbanovic et al. 2016). Additionally, some of these countries, such as those situated
in Central and Eastern Europe, can be considered as a ‘privileged site for under-
standing the processes of Europeanization and internationalization’ (Dakowska and
Harmsen 2015: 5), using regional and international models to develop their higher
education sector. Despite there being no universal model for internationalization, “a
correlation exists between the standing of the higher education system in the global
arena and the influence of its internationalization model worldwide.” (Deca 2016:
15). In general, systems with a de facto low standing such as those in periphery or
semi-periphery become net borrowers of policy practices in the realm of internation-
alization.

As such, countries from the periphery or semi-periphery become pertinent models
in analyzing the suitability of transposing established models of internationalization
to regions with different circumstances. Also, the observations made in the com-
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parison can help identify how the internationalization of higher education could be
pursued without reinforcing the status-quo, namely the divisions between higher edu-
cation systems worldwide (Teichler 1999), which makes more powerful actors its
primary beneficiaries. De Wit et al. (2019) underline that countries with developing
economies (and sometimes democracies) tend to adopt Western models of interna-
tionalization, focusing on incoming mobility, branding and prestige while also suffer-
ing from political instability. They also underline that, in such cases, other dimensions
of internationalization might be more helpful in reaching the overall objectives of
the higher education system (e.g. internationalization at home for enhancing overall
higher education quality etc.).

3 Romania—the Resurrection of the Internationalization
of Higher Education Agenda After Three Decades of
Transition

Following its 1989 anti-communist regime Revolution, Romanian higher education
and its policy framework changed according to perceived international and Euro-
pean trends but was also shaped by the internal imperatives of democratic transition.
According to Deca (2015), each of the three decades following 1990 has constituted a
distinct phase of policy change. The 1990s, for example, were a time of massification
and witnessed a search for external models in order to redefine higher education in the
new democratic setting. The first decade of the new millennium constituted the Euro-
peanisation phase, heavily influenced by the Bologna Process and Romania’s new
EU membership. Lastly, the past decade was one in which the internationalization
discourse dominated, with various highlights—rankings, international cooperation
and the fight to maintain institutional capacity by attracting foreign students.

Higher education was always seen as a sign of social status in Romania. In light of
its previous elitist character, the first wave of change (1990s) was linked to massifica-
tion and happened in a time when other HE sectors in the world were going through
similar changes. The previous technical colleges were transformed in universities
and a flurry of private providers started to offset the increasing demand for a higher
education degree (Damian 2011: 59). This rapid expansion of the capacity of the
higher education sector came with a challenge to maintain the quality of provision,
which is perhaps why Romania was the first country in Central and Eastern Europe
to establish a governmental agency for quality control in this sector, in 1993—the
National Council for Academic Evaluation and Accreditation (CNEEA), following
a UNESCO-CEPES study with support from Japan.

There was some resistance to this push for modernization, with some actors trying
to revert to the model of the pre-communist academic community. In this sense,
Romania has a strong academic heritage based on the centralized Napoleonic model,
combined with a second wave of centralism in higher education governance during
communism (Dobbins and Knill 2009; Dobbins 2011).
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The European Union, together with the World Bank, also played an active role in
redesigning the Romanian higher education landscape, which brought international
trends close to those taking policy decision. A long-standing higher education expert
in Romania pointed out that ‘the 1990s were the decade of Euro-Atlantic influence
in the Romanian higher education system. The influence of Anglo-Saxon excellence
models was predominant, especially in relation to university research reform’ (Inter-
view 2).

This so-called ‘Euro-Atlantic’? influence included, for example, the introduction
of moderate tuition fees and an increasing focus on research outputs inspired by
the US higher education system model, as well as the adoption of British inspired
models of lump sum funding (Dobbins and Knill 2009, 416). This was coupled with
the introduction of EU and Bologna Process inspired recognition instruments, such
as ECTS, qualification frameworks and Diploma Supplement.

At the government level, the prevailing discourse seemed to be heavily influenced
at the time by the World Bank (Interview 2), whose influence started to manifest
itself around 1991/1992, potentially due to its status as the main external funding
source for higher education reform in this transition period (Cirstocea 2014, 130).

The OECD also undertook a ‘Review of National Policies for Education’ for
Romania (OECD 2000), which became highly influential amongst Romanian policy
makers (Interview 1). The focus of the OECD with regard to higher education was
on the system governance and structural reforms, enhancing teacher training, as well
as on fostering links between universities and the labor market.

As this first phase of transition closed, international norms were largely used
by the government as a form of leverage for reform in conjunction with the strong
presence of international organizations on the ground, while opponents of reform
did not seek to move beyond a defense of the national status quo.

In the second phase (2000-2008), there seems to be an instrumentalization of
the Bologna Process by the government in the context of the EU accession process,
mostly looking at the structure of the higher education system and mainly using a
negative legitimation strategy (i.e. invoking the perils of choosing a different path
for the upcoming accession of Romania to the EU). In this phase, the government
had the perhaps surprising help of one of the student national federations (ANOSR),
which used the Bologna Process in a positive way, as a resource to establish itself
and to promote student interests.

In the third phase (2008-2019), the government promoted a policy shift based
on the need to increase Romania’s international competitiveness in the discussions
surrounding the National Law on Education (Law 1/2011), but other actors in higher
education diversified their counter-arguments by including international references
(such as the use of the Bologna Process for arguing in favor of maintaining a collegial
system of higher education by students and academic staff representatives). In this

2 Euro-Atlantic is a term used to capture the desire of the Romanian policy makers to become
compatible with both EU and US norms, broadly seen as ‘Western’ influences. The Romanian
efforts towards both EU and NATO integration at the time is also an influencing factor in this
regard.
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timeframe, Romania also assumed the Secretariat of the Bologna Process (2010—
2012) and organized the EHEA Ministerial Conference and Bologna Policy Forum
in 2012. As an EHEA Vice-Chairing country, Romania was an influential player in
the drafting of the EHEA Bucharest Communique.

Over these three successive moments, there is a clear evolution of the use of
international norms by Romanian higher education actors. During the 1990s, the
system and its actors were in search of relevant models and still heavily centralized. In
the second ‘Bologna’ phase, we can already see two interesting instances of strategic
use of international norms. On the one hand, the government used the Bologna
Process both as a resource for its reform and as a constraint to limit opposition. In the
third phase, we witness the government using international processes to legitimize
national reforms but also starting to ‘upload’ national policy priorities within the
areas where it played a significant role, such as the EHEA. Also, at this moment,
actors displayed a diversified use of internationally inspired arguments for their policy
positions, notably in the defense of the principle of stakeholder consultation itself.

In the Romanian case, according to Deca (2016: 130), “internationalization was
initially a wider concept, including mediation by the Government of international
policy processes in support for domestic reform, but also a way to ensure ‘belonging’
in the European community. In recent years, internationalization evolved towards an
independent policy area, in connection with the desire to increase economic com-
petitiveness in a knowledge-based society.”

At the same time, internationalization of higher education as a policy process has
resurfaced in the past decade as a central concern for universities, after a relative
lack of attention in the 1990-2010 timeframe. In the 1980s, Romania was among
the top 15 countries worldwide in terms of attracting foreign students (10% of the
total student number) due to the strategies employed by the communist government,
which included special student support services, lowering tuition fees, providing
government scholarships for priority countries etc (Pricopie and Nicolescu 2011).

In light of the decreasing number of foreign students starting with the late 1980s
and continuing towards year 2000, Romania decided to increase its competitive-
ness and align its higher education system structure with the perceived “European
model”, which meant adopting the Bologna Process structures (three cycles, ECTS,
Diploma Supplement, QF) between 2004-2007 (Deca et al. 2015). Following the
adoption of Law 1/2011, a growing concern for internationalization as a distinct pol-
icy endeavor was evident at both national and institutional level, perhaps augmented
by the rankings shock.

As previously noted, international organizations were key actors in promoting
internationalization either via technical/ financial assistance or through thematic
reports. Also, the support of specialized agencies was essential. One such example
is the Executive Agency for Higher Education, Research, Development and Innova-
tion Funding (UEFISCDI), who developed and implemented the ‘Internationaliza-
tion, equity and university management for quality higher education in Romania’
(IEMU) project, in 2014-2015, in partnership with the International Association
of Universities (IAU) and the National University of Political Studies and Public
Administration (SNSPA). This project produced a strategic framework for interna-
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tionalization, helped twenty Romanian universities to develop their own strategic
plans for internationalization and created the “Study in Romania” portal. Another
valuable deliverable was a Blueprint for developing a structure for the promotion of
Romanian higher education abroad. However, these documents never translated into
a nationally endorsed policy. One obstacle for internationalization policies to over-
come their current ad-hoc and fragmented status is the legal and political instability.
The fast-paced change in ministers poses real challenges to designing a coherent
national policy for higher education in general and for internationalization of higher
education in particular. Also, the lack of national investment in internationalization
could not be fully offset by European programs, even though some European calls
prompted the Education Ministry to provide matching funding (e.g. the European
Universities Initiative call).

Despite the discursive prioritization of internationalization of higher education
(Government of Romania 2019), the internationalization of higher education as a
distinct policy never reached policy formulation phase. The relative lack of alignment
between general higher education (and general education) policy, internationalization
and other policy areas (immigration, foreign policy, economic policy) also impinges
on materialising a national approach. It is clear that without a clearly formulated
national policy, which would include responsibilities, priorities, targets and financial
allocations, no significant progress can be made or measured in areas such as mobility,
cross-border higher education provision or even internationalization at home. (Deca
2016)

4 Portugal—How a Former Empire Strikes Below Its
Weight

The Portuguese higher education system has its roots in the Middle Ages, with the
first higher education institution being set up in Lisbon, later moving to the city
of Coimbra—University of Coimbra (1290). Its evolution was later influenced by
the needs of the Portuguese Empire, with engineering and medical higher education
institutions being set up in various colonies (South-America, Asia etc.), in order to
support the needs of those societies. The links between the former Portuguese Empire
territories and the Portuguese universities are very relevant still when looking at how
internationalization of higher education is conceptualized in national and univer-
sity level strategic documents. The establishment of the Community of Portuguese-
speaking Countries (Comunidade de Paises de Lingua Portuguesa—CPLP) in 1996
was an added driver to the existing intense academic links with these territories.
Mobility statistics prove that Portugal welcomes more than 60% of its interna-
tional students from its former territories: Brazil, Angola, Cape Verde, Mozambique,
Sdo Tomé and Principe, Guinea Bissau and East Timor. All countries except Brazil
and East Timor gained their independence in the 1970s, almost at the same time with
the Carnation Revolution, which makes Portugal a particular case of a transitioning
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country, as the country retained close and multi-faceted links with a number of emerg-
ing new states. The Portuguese government materialized its interest in maintaining
its influence in these territories by offering scholarships to prospective students from
CPLP countries (Veiga et al. 2006). In addition, there was another driver to increased
mobility from these countries—the lack of capacity of higher education systems
in these countries—which became a real push factor for students to seek tertiary
education in Portugal (Franca et al. 2018).

With the incentive of the increased demand for higher education, in the 1980s
and 1990s, a flurry of private higher education institutions tried to offset the two
trends—the democratization of higher education in Portugal and the intake from
former colonies. At the same time, culturally and historically, CPLP students were
not seen as “foreign”, even in the legal sense, since universities could not impose extra
fees and with special quotas allotted for their enrolment in Portuguese universities.

In this context, Law 62/2007 which addressed the Juridical Regime of Higher
Education acted on two fronts—enacted new provisions related to quality assurance
and provided the opportunity for higher education institutions to change their legal
regime in order to become autonomous foundations, with an increased level of insti-
tutional autonomy. Interestingly, only three higher education institutions opted for
this possibility at the time—the University of Porto (the largest institution in Portu-
gal by number of students at the time), ISCTE Lisbon and the University of Aveiro.
Other higher education institutions later chose the same path—University of Minho,
Nova University etc.

The financial crisis in 2008/2009 hit in a dramatic way the Portuguese economy,
with drastic cuts to the higher education sector (Teixeira 2012). In addition, this
prompted increased levels of labor migration, coupled with declining demographic
trends. In this context, Portuguese universities were desperate to find ways to increase
their revenues (Sin et al. 2016) and attracting foreign students was seen as one such
avenue.

In February 2014, the Portuguese Ministry of Education and Science and the
Ministry for Regional Development joined forces in order to develop a strategy for
the internationalization of Portuguese higher education (MADR/MEC 2014). In July
2015, the Portuguese Government adopted this strategy (Council of Ministers Res-
olution 47/2015). This document provided guidance and political priorities in what
was an area of interest for most, if not all, higher education institutions in Portugal.
The strategy included provisions for the promotion of the national higher education
system and its institutions (universities and polytechnics) abroad. It also designated
priority regions for further cooperation, going beyond EU and CPLP countries. It
aimed to improve the provision of information for prospective international students
and to remove some of the red tape associated with visas, residence, financial oper-
ations, etc. This was partially achieved by creating the ‘via verde’—a fast way—for
the admission of international candidates in Portuguese higher education institutions
and for their settling in the country. Lastly, the strategy aimed to augment the number
of higher education programmes offered in English.

Responding to a similar demand for clarifying the national framework for interna-
tionalization of higher education, in the same year— 2014, the Statute of the Interna-
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tional Student (Decree-Law 36/2014) was adopted. This piece of legislation defines
international students as those originating from other countries than the EU/EEA
members. The main objective of the law is to define a new admission regime for
students that can be treated differently compared to national students, according to
EU law. More autonomy was thus given to higher education institutions in setting
admission practices for international students, as well as for establishing tuition fees
that reflect the actual costs of higher education. As an exception, students from CPLP
countries could benefit from a special scholarship, in order to maintain the links with
former Portuguese Empire territories (with the exception of Brazil). However, this
last provision is not yet implemented (Franga et al. 2018).

If prior to the 2014 Student Statute, students coming from Portuguese speaking
countries were not differentiated from national or EU/ EEA students when it came
to tuition fees, the change in strategy has incentivized public higher education insti-
tutions to be interested in attracting more international students, similarly to private
universities, especially in light of the dwindling numbers of national candidates (Sin
etal. 2016: 185-186). Mainardes et al. (2012) point to an increasing tendency to look
at internationalization of higher education in Portugal with a market logic, which is
also signaled by the internationalization commission of the representative body of
Portuguese public universities (CRUP): ‘There is a mentality to change and an idea
to bear in mind: higher education is exportable’ (Assungdo 2017: 7).

In this light, several initiatives were put in motion: one coordinated by CRUP—
‘Universities Portugal’—with the support of the Government, the Camdes Institute,
the Portuguese Agency for Foreign Investment and Trade, the Ministry of Foreign
Affairs, etc. (Assuncdo 2017); another one planned by polytechnic institutions for
joint promotion abroad (Mourato 2016) and a very recent one in 2019— study-
research.pt. The latter is in line with the 2016 Decree which emphasized the link
between higher education and research for further internationalization efforts and
encompassed the previous “Study in Portugal” portal. A clear focus of the Portuguese
Government was attracting Portuguese researchers back to Portugal by offering 50%
tax deductions to those deciding to relocate back in the country. Finally, in 2019, 2500
more places for international students were awarded by the Portuguese Government
to higher education institutions, in order to enhance their capacity to attract fee-
paying students.

However, despite efforts made in the past decade to raise the profile of Portuguese
higher education institutions, the OECD was critical of the strategic endeavors in
its Review of Portuguese Higher Education report (OECD 2019). Even if separate
initiatives exist, there is little coherence between them, as well as between higher
education, research and innovation policies. In terms of percentages of the overall
student body in Portugal, foreign students represented around 6%, with 4% of all
bachelor students being international, as well as 8% of all Master students and 27%
of PhD students.?

Similar to other countries, the strategy for the internationalization of higher edu-
cation (and research, to some extent) in Portugal is linked with the country’s foreign

3https://www.oecd.org/education/education-at-a-glance/EAG2019_CN_PRT.pdf.
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policy interests. In this case, it attempts to consolidate the role of Portugal as an
education and science hub for Portuguese speaking communities across the world,
while relying on the brain gain phenomenon that might be boosted by the country’s
EU membership. Indeed, Portugal frequently refers to itself as a gateway to Europe
(Almeida 2008). A special interest is seen in relation to the Chinese market of poten-
tial degree-seeking students, as Portuguese is the language of several African and
Asian countries in which China currently shows clear economic and strategic interest
(e.g. Angola, Macao etc.). One prominent former Portuguese expert underlined the
win-win strategy that Portugal and Chinese authorities pursue in this respect—China
sends students to Portugal in order to have a European higher education degree and to
learn Portuguese and then deploys these graduates in Portuguese speaking countries,
in order to make sure it has the human resource to further its interests there; Por-
tugal, in turn, gains both fee-paying students and well-placed graduates that speak
Portuguese (Interview 3).

Portugal’s internationalization efforts are declaratively in line with its main foreign
policy goals. However, the oversized focus on attracting degree-seeking students
and its lack of continuity in following its strategic policy documents (mainly due
to political and economic changes) makes this former empire strike well below its
weight in terms of higher education internationalization (Interview 4). Despite its
strengths, it displays a similar tendency to imitate models of internationalization
characteristic to economically developed countries, while not fully taking advantage
of its unique strengths in the global setting.

5 Comparative Analysis and Conclusive Remarks

Portugal and Romania navigated a historically recent transition from totalitarian
regimes to democracy (from the Salazar and Ceausescu regimes respectively). They
are both EU members and have been heavily influenced by efforts to harmonize
higher education systems in Europe. And they have definitely been impacted by
worldwide transformations, such as the 2008/2009 financial crisis or the post-2010
rankings shock. As such, internationalization of higher education has definitely been,
in the case of Romania and Portugal, a “driver for policy change” (Enders 2004).

In general terms, in the Romanian case, internationalization did not yet reach
the stage of policy formulation at the national level, despite commendable efforts
made in the IEMU project, where a strategic framework for internationalization
was developed, together with the “Study in Romania” portal and with 20 university
strategies for internationalization. Portugal is ahead in terms of national level policy
formulation, with a framework developed and adopted by the Council of Ministers in
2015 and subsequently adapted and developed. However, political instability affected
a concrete translation of this strategy in a monitored work-plan, especially since no
targeted funding was provided for its implementation.

A similar push for internationalization in the two countries was generated by inter-
nal structural drivers: rural/urban (Romania) versus coastal/inland (Portugal) divides,



76 L. Deca

resource scarcity due to decreasing public investment and demographic downturn,
as well as a noticeable impact generated by the 2009/2009 financial crisis. However,
different academic traditions and history may have had an impact on the potential for
internationalization at the institutional level. The oldest university in Portugal, the
University of Coimbra was founded in 1290, while the oldest university in Romania,
the University of lasi was set-up in 1860. Since those moments, the development of
the two countries in terms of geographical spread, political influence and economic
prowess influenced the ability to attract and retain both national and foreign students.
Both countries have a large number of their foreign students coming from territories
in which Portuguese and Romanian are spoken, which has something to say about
the influence of foreign policy and of language proficiency of the academia over
internationalization policies. Also, in the early 2000s, both countries were heavily
influenced by the structural changes of the Bologna Process and the EU policies
(modernization of higher education agenda, Erasmus and Erasmus+, research coop-
eration etc.).

Despite their different historical evolution, many traits are common to the two
countries, which share their relative peripheric position in the global international-
ization of higher education arena. Firstly, both systems retain numerous obstacles
related to administrative red tape, foreign language barriers (especially at the level of
administrative and teaching staff), financial support for internationalization, internal
resistance. Importantly, the non-alignment of discourse and action is very present in
the perception of the university leadership (e.g. in terms of immigration procedures—
despite a formal focus on attracting international students, the number of student visa
requests being refused is still high in areas declared as important recruitment mar-
kets).

A key role of individual policy entrepreneurs can be observed in both cases,
especially when talking about the actors who pushed the internationalization agenda
ahead. They were generally educated abroad via programs such as Fulbright, social-
ized in European structures and have changed multiple hats, from rectors to decision-
makers and from NGO leaders to ministers. Historical links remain of great signifi-
cance for the two countries, with clear national policies favoring academic links and
inward mobility related with territories in which the same language is spoken or that
were in the same political alliance at some point in time (Moldova and east of the
Iron Curtain for Romania and the CPLP countries for Portugal).

Despite their different trajectory and the diverse points in time when the transi-
tion from autocratic regimes to democracy began, as well as despite the different
availability of EU funds for higher education projects (due to different EU accession
years), Romania and Portugal share similar selling points when marketing HEIs or
the entire national higher education system abroad. These include EU membership,
safety, quality of life, low cost of living, tourist attractions/ lifestyle, with the extra
language highlight for Portugal. This can be interpreted as a sign of the emergence
of a European brand for higher education marketing, despite modest pan-European
efforts in this sense.

There is an interesting comparison to be made regarding the way in which the
diffusion of international norms happens in the context of transitions from differ-
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ent ideological totalitarian regimes. A neo-liberal and marketization logic is quite
common in the way in which internationalization of higher education is perceived
and even mainstreamed in various higher education systems. Romania and Portugal
are no exception, and the race for more international, fee-paying students and for
a better place in international rankings is a clear indication. This shows that there
is less current ideological underpinning of internationalization efforts than it could
have been expected, in light of the distinct history of the two countries.

However, there is a discussion to be had regarding the usefulness of using “big
player” tactics when a higher education system is in fact more suited for a “niche”
strategy for internationalization. Trying to attract as many international degree-
seeking students as possible in order to boost your international standing and to
offset the depleted university budget is perhaps not the best strategy, especially if the
overall goal of the higher education system is to help in reducing regional divides
or to offset shortages in key sectors such as health. Furthermore, in terms of higher
education marketing, it is clear that not all countries can or should successfully target
China or South-East Asia since strong links between higher education systems are
hard to build and promising when they already exist.

To sum up, both Romania and Portugal have been making recent efforts to boost
the international profile of their higher education systems and institutions. State and
university efforts seem to converge, and the drivers that push the internationalization
agenda are less different than what could have been expected from the experience
of countries with a more visible profile in the global higher education market. With
this in mind, more attention could be paid to what constitutes a national internation-
alization strategy and whether all types of higher education systems actually need a
coordinated internationalization effort in order to support university efforts.

Interviews

Interview 1: Ministry official in Romania 1998-2000, conducted on 29.03.2013.
Interview 2: Ministry official 1991-1992 in Romania, member of the Presiden-
tial Commission on Education and Romanian BFUG representative, conducted on
03.04.2013

Interview 3: Quality assurance agency official in Portugal, conducted on 14.06.2019

Interview 4: Adviser to the President on Education and Research in Portugal, con-
ducted on 12.06.2019.
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Regional Mobility in Europe: The m
Importance of CEEPUS Based on oo
Hungarian Evidence

Peter Holicza

1 Introduction

The CEEPUS program is currently in its third phase since it was launched in 1993.
The program was initiated in Austria, and the founding contract was signed in Hun-
gary. At that time, there were only 6 countries participating: Austria, Bulgaria, Hun-
gary, Poland, Slovakia and Slovenia. Today, 16 countries participate in CEEPUS as
beneficiaries of institutional networking, professional projects and inter-institutional
mobility, joint research and degree programs (CEEPUS 2019). The program is based
on networks established by faculties or departments of higher education institutions.
The network has one coordinator, and the other institutions are partners. Several
institutions from one country can participate in the same cooperation—but at least
three institutions from three countries are required to form a network. These net-
works are thematic collaborations focusing on a specific professional topic of their
choice—for example, a discipline-focused or interdisciplinary approach, joint train-
ing, joint research, publications (Scheck et al. 2015). In the first phase (1995 to 2004),
the focus was on cooperation and recognition contributing to the formation of the
European Higher Education Area, while the next two phases (2005 to 2010 and 2011
to 2019—present) aimed to focus on content development beyond partnerships. In
the academic year 2005/2006, the program supported 35 professional networks and
that number increased to 80 by 2019/2020. Of the number of coordinated networks
that were selected for support over the last 15 years, Austria (174), Poland (113) and
Romania (109) are having the most. Hungary ranks 5th in this list with a total of
90 coordinated projects. With regard to mobility, until the current academic year,
24,940 student mobilities have been completed (Schuch 2019). However, there are
notable differences among countries by the sending and receiving rates. Austria and
Slovenia tend to be receiving countries, while Serbia, Croatia and Poland tend to
send most of the students and professors abroad. In the Hungarian case, the ratio is
nearly balanced (TPF 2019a).
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In addition to student mobility, the CEEPUS also supports study visits for 20,010
during the same period. In addition, there are 6,500 so-called free-movers, i.e. mobil-
ities between higher education institutions in CEEPUS countries, independently of
their networks (TPF 2019a).

Beyond mobility numbers, the program places a strong emphasis on quality and
long-term achievements as well. The CEEPUS Ministers’ Prize was established in
2001 to recognize the best performing networks. It has been awarded annually since
2002—Hungary won 8 times, Austria 4, Romania 3, Poland 2, Slovakia and Slovenia
1 time—based on their excellency, being operational for at least 3 years, utilization
rate and well-allocated resources (Schuch 2019).

2 CEEPUS in Hungary

The program was coordinated by the Ministry of Education until 1997 when the
Hungarian CEEPUS Office was established within the Tempus Public Foundation.
As a partner, the Ministry of Education provides the financial support for the pro-
gram each year. According to Hungarian CEEPUS Office data, the utilization of the
incoming quotas (the program finances the incomers and the amount of support is
defined by mobility months) draws a positive and progressing picture. Assuming the
rates of Fig. 1 below, the CEEPUS program is very efficient in utilizing the avail-
able domestic funds, with minimal residual funds. There is little difference between
the available and the used quotas: the lowest utilization rate was 88% 10 years ago
compared to 96% in recent years (TPF 2019a).

An important feature of the program is that the scholarship for incoming participants
is provided by the host country. Its amount varies from country to country, Hungary
is among the highest contributors (4th) for Bachelor, Master and PhD students. Pro-
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Fig. 1 Utilization of Hungarian CEEPUS quotas (months) Source Hungarian CEEPUS Office data
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fessors are usually given higher grants; Hungary is in the middle position on this
scale (8th place).

In terms of the number of networks, a constant increase can be observed. Hungar-
ian participation is relatively high, though not constant—between 53 and 62 in recent
years. In contrast, the number of Hungarian-led networks is not increasing—apart
from a few years when it reached 9. There are currently 4-5 Hungarian-coordinated
networks. In other words, Hungarians are more likely to be partners in a network
(Uszkai and Danos 2014).

Including free-mover mobilities, 26 (approx. 40%) of the Hungarian higher edu-
cation institutions (HEI) are involved, this number has not increased significantly in
recent years. In contrast, the vast majority is active in the Erasmus+ program: 45-50
institutions apply for mobility grants each year. Considering the number of faculties
and departments participating in CEEPUS, the growth is more evident as it increased
from 24 (in 2005-2006) to 120 that it currently counts (TPF 2019a).

2.1 Incoming Mobility

Based on the data provided by the Hungarian CEEPUS Office, during the last
10years (2009/10 to 2018/19), most of the students came from Romania, Poland and
Slovakia—Erasmus+ Program Countries—followed by Serbia as Partner Country
(since 2019, Serbia is Program Country as well). Focusing on the Partner Countries,
a significant increase is visible mostly on the arrivals from Kosovo, Montenegro and
North Macedonia (TPF 2019a).

The number of participants increased evidently in 2015 when the quota almost
doubled compared to the previous year. The number of incoming professors and the
number of funded short-term student mobility months increased, while the length of
long-term student mobilities did not increase significantly. In other words, one of the
attractive features of the CEEPUS program is the flexibility in terms of duration: it is
not mandatory to spend a full semester at the partner university, shorter study periods
are an option as well. The average length of stay is nearly the same for the short-term
students and teaching staff—nearly 1 month, while the long-term student mobility
varies between 4-5 months. The trend of teaching staff mobility to Hungary is in line
with the program level, where the involvement of professors and senior researchers
is increasing, approaching the student mobility numbers (Schuch 2019).

2.2 Qutgoing Mobility

There are fewer statistics available on outgoing mobility, as in the CEEPUS pro-
gram, the host country finances the stay. Therefore, the number of students and
professors can be indicative instead of the financed months spent abroad. Similarly
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to the incoming mobility, there has been a shift towards teaching staff mobility over
the last 10 years with fewer students travelling for long term mobilities.

The target countries of students and professors are significantly different. While
a quarter of professors chose Romanian institutions, more than a third of students
travelled to Austria. The second most popular teaching destination is Slovakia, where
20% of the professors travel to. As for the students, Poland is the second favourite
option. Looking at the institutions, most of the students target the University of
Vienna, the Babes-Bolyai University and the University of Ljubljana; while most
of the professors tend to visit Technical University of Cluj-Napoca, Babes-Bolyai
University and thirdly the Technical University of Kosice (TPF 2019a).

Comparing the numbers, it is evident that Austria is a very popular destination
for Hungarian students (675), but only a small part (89) of Austrian students went to
Hungary. This ratio is balanced with Poland, where the Polish student participants
account for (279), and the Hungarians for 300.

Most of the visiting professors arrive from Romania, Slovakia, Serbia and Poland.
The Western-Balkan States show relatively low, but increasing statistics. The CEE-
PUS participation did not suffer any decrease in mobility numbers when these coun-
tries became Erasmus+ Partner Countries (TPF 2019a).

3 The Effects of CEEPUS in Hungary

Below, the survey and focus groups interview results are presented and elaborated
on. As part of this evaluation study, a survey has been designed and delivered to
114 Hungarian network coordinators in September, 2019. Besides the demographic
variables, it included 18 multiple-choice, 5-point Likert-scale and open-end ques-
tions overall to better understand the effects of the program, future implications and
possibilities for improvement. Out of the total sample, 41 responds are considered
complete and are included in the analysis. This sample represents 22 different uni-
versities and colleges, where the respondents have at least 5 to 10 years of experience
as coordinators, and the vast majority is highly experienced with up to 20 years in
the program.

The results show that there are similar reasons for participants’ motivation for stu-
dent and professor mobility, regardless of the destination country. The number one
factor of participation in CEEPUS is the shorter mobility options, second is the inter-
est in the (professional) topic of the particular network, and thirdly the destination
country. These features make the program the most attractive for participants (over
other ones that do not have such features and do not provide such opportunities).

As a result of mobility, students’ skills are enhanced equally towards expanded
professional knowledge, improved language skills, intercultural competences and
new relations. Professors mention firstly new relations thanks to CEEPUS participa-
tion, then getting to know the higher education system and good practices of other
countries. Thirdly, they value the development of professional skills and intercultural
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competences. These results are in line with the international literature of CEEPUS
mobility (Javorova 2013; Scheck et al. 2015; Welzer et al. 2017).

On Liker-scales, respondents evaluated the outcomes of CEEPUS, where the
internationalization of Hungarian higher education was rated the most important
contribution of the program. Secondly, its regional aspect is rather an advantage than
disadvantage, as the program significantly contributes to international recognition of
the Hungarian scientific sphere (publications, materials, references etc.) and facil-
itates professional collaboration among neighbouring countries and other member
states in the CEE region. Considering the related achievements, first of all, the par-
ticipants built trust, organized and realized short-term mobilities; and thirdly, begun
to operate inter-institutional networks successfully.

The development, modernization of curricula, the creation of joint study materials
and the issuance of joint diplomas received the least points on this scale. Adminis-
trative obstacles are likely to play a role in these low grades as well, however, it is
important to mention that in half of the cases, the cooperation failed to contribute
to significant achievements on the particular focus area. There is a lot to improve in
the dissemination practices as well. Other than inner reports and summaries on the
university webpages, the achievements do not get notable or significant visibility.

As the Central CEEPUS Office tries to analyze in-depth the possibilities of fur-
thering the program to other education and research & development areas (Hori-
zon2020, Marie Curie, COST, Erasmus+), a related question was addressed in this
survey as well. The answers were in line with the preliminary assumption that the
above-mentioned programs, with the exception of Erasmus+, do not provide sig-
nificant opportunities for Hungarian CEEPUS network members to further develop
their results. Only three institutions indicated that the results are part of Horizon2020
projects, Marie Curie program was not referred by any institution, the COST pro-
gram was cited once. The Visegrad Fund came up at three institutions, while domestic
projects seem to be more relevant for sixteen of them. The results of the networks
remained primarily within the institution which may also be influenced by the fact
that the number of people working on the network from the Hungarian side was “less
than five persons” (28). Six respondents indicated that they are working alone on the
network at home, and only seven indicated a larger option with 6—10 people. This
implies limitations and more difficult situation to step up from a small group size.
These answers are in line with the official data of the National Agency, as most of
the Hungarian networks have 6-10 partners.

For the program features to be improved, only two proposals received clear support
from respondents: more dynamically growing monthly quotas (23) and providing
further shorter mobility opportunities (23). No additional options were claimed by
respondents even if the alignment with the focus area is not complete (see above).
The definition of a new focus area is not supported (39). Similarly, the focus on
innovation was rejected (36), involvement of new target groups is not supported
either (25). It is notable that the focus group interview led to opposite results in some
cases, such as inclusivity—the involvement of new target groups and the introduction
of longer-term mobility opportunities.
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Without the continuation of the CEEPUS program (after 2025), most of the net-
works could keep working only partly (17), but 13 not at all, according to the survey.
Only one institution could manage the same routines and practices without the pro-
gram, while 10 (25%) could not answer the question. The vast majority (30 of them)
could not continue the short-term student mobilities, especially with the Balkan
States—that is one of the most appreciated opportunities that CEEPUS provides.
This puts in question the sustainability of the networks without CEEPUS support.

3.1 Focus Group Interview Results—SWOT Analysis

Based on the questionnaire, a focus group interview was conducted with the net-
work and institutional coordinators of the participating universities. It focused on
three main topics: preparing a SWOT analysis of the CEEPUS program, identifying
the most popular characteristics—the unique selling point of the program (OPERA
method employed), and finally collecting the good practices and added value of pro-
gram participation on institutional or faculty level. As the participants overlapped
with the questionnaire respondents, focus group discussions serve to refine, rather
than to validate the results. Accordingly, the analysis led to the following observa-
tions.

The strengths of the CEEPUS program are:

— the variety of mobility and professional opportunities combined with flexible peri-
ods;

— its members having a common or similar historical and cultural background, there-
fore they understand each other easily;

— theregional character and geographical proximity, strengthening Central European
linguistic relations;

— adiverse range of partners beyond EU countries;

— the free-mover option;

— the possibility to involve many partners, even external industrial ones (as Silent
Partners);

— joint activities such as PhD co-supervision and training;

— the ease of application and administration: clear deadlines, easy cooperation with
the office and the network.

Despite the special opportunities and positive experiences, several weaknesses have
been mentioned:

— Coordinators dislike the annual requirement for application, which makes longer-
term planning difficult and there is dissatisfaction in terms of the scholarship rates.
In many countries, it is too low but often requires high administrative burdens.
These administrative practices and rules vary from country to country—which are
usually cumbersome and bureaucratic.
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— Payments are often delayed. In addition, the new system (new Traffic Sheet) makes
it difficult to use.

— The application deadlines and administrative obligations are not well aligned with
the typical schedule of higher education system (exam periods, breaks, summer
break).

— There is no support for administrative tasks, therefore some of the coordinators
are trying to “save money” elsewhere, unable to travel to meetings.

— Quota: network growth demand versus available quota. For larger and more effec-
tive networks, monthly quotas per institution are too low. If there is more than one
partner from one country in a network, they will become competitors in some way.

— Compared to other programs: they are better known (e.g. Erasmus+) due to better
promotion, higher scholarship rates and, in some cases, simpler administrative
procedures.

— Some minimum quality requirements are missing: in the case of rejection of mobil-
ity applications, there is no explanation provided in some countries. The same
network and action plan can be rejected in one year, while it received support in
previous years.

The listed opportunities start with travel expenses provided, the introduction of
staff mobility as a new target group, better branding, and making better use of
the CEEPUS brand. In line with the missing feature above, a budget for organi-
zational/administrative costs would be an uptake not only on the Hungarian but on
international level as well (Schuch 2019).

Threats mentioned are different administrative requirements from country to coun-
try, dissatisfaction with the use of the new Traffic Sheet, bureaucratic burdens that
originated from the annual application, more competitive rival programs such as
Erasmus+ Credit Mobility and Campus Mundi.

4 Summary

Concluding the program features and experience of network coordinators, CEEPUS
offers more and different kinds of opportunities for professional cooperation in the
CEE and Western-Balkan Region than the Erasmus+ Program. The program is a good
and more flexible starting point for a less experienced faculty, department, coordi-
nator or student. It supports the internationalization of higher education institutions,
in particular those not yet participating in Erasmus+ or Partner Countries. The the-
matic networks come from bottom-up initiatives and work on specific topics that
they define and are specialized on. CEEPUS allows easier and more informal collab-
oration even with external partners such as industrial actors (Javorova 2013), which
is unique among mobility programs. Networks are not necessarily linked to current
national or international education policy priorities (e.g. innovation, STEM areas),
but they highly contribute to the preservation of historical, cultural and linguistic
heritage (Welzer et al. 2017), not to mention some of the shared principles with the
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Danube Strategy or the Visegrdd Group (Veskovi¢ 2012; Zotti 2017). The regional
aspect is mentioned several times on different platforms as a definite advantage of
the program, especially for the non-EU countries where less international funds and
scholarships are available.

For students, the “risk” of participating in CEEPUS is low—the shorter mobility
periods are available and attractive on entry level or to the ones who are discouraged
from staying abroad for a whole semester (at first). Credit recognition, administra-
tion problems and disadvantages in the home studies during the mobility are not
common. The incoming mobility to Hungary is growing, the available quota was
utilized at 96% in the last academic year. Most of the foreign students come from
Romania and Poland; among Hungarian students, Austria is the most favourable,
followed by Poland. Important to note that participation from the Western-Balkan
States is increasing as well, the Erasmus+ International Credit Mobility did not affect
it negatively (as pull factor) (Jovanovska et al. 2018; Schuch 2019).

Most of the Hungarian networks would suffer significant loss without CEEPUS
in the future; only one institution would be ready to continue its network operations
the same way. It is in line with the Croatian research results, where ca. 30% of the
coordinators would not be able to continue their current CEEPUS activities through
other mobility programs or projects after 2025. Approx. 60% of them stated that only
to a smaller extent or partly they could keep up their related activities. Due to these
facts and the Hungarian achievements in the program, it is inevitable that CEEPUS
is a change-maker in the region (TPF 2019b).

5 Recommendations

Along this 25 years of operation, the programme expanded and achieved a lot, but to
keep it potential and attractive in the future, several improvements are needed. First
of all, visibility and recognition to its special features that make it different from other
mobility schemes (Jovanovska et al. 2018), especially the Erasmus+. Highlight and
communicate the outstanding multilateral cooperation opportunities and relatively
easy availability of non-EU state partnerships and mobilities. It is in line with the
suggestions of the international impact study conducted by Scheck et al. (2015).

There is a strong demand for new, modern and user-friendly online platforms that
begin with the main webpage of the program. Similarly to the Erasmus+, creative and
attractive infographics would prove and promote the effects of CEEPUS mobility,
especially in relation to those member states where the “big brother” is less present
(yet).

As the coordinators suggest, financial support for administration as well as the
involvement of staff mobility would be necessary and, at the same time, it would
attract those institutions that are not participating in the programme. More inclusive
strategy and targeted approach would enable the programme to keep up with high
utilization of national quotas even when the competition is increasing with other
mobility programs. The competitiveness would increase if the impressive participa-
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tion rates were supported with new (minimum) quality standards for more sustainable
projects and effective program management.

As this research shows, in line with the international literature review (Scheck
et al. 2019), the key of success is the flexibility and short-term mobility option,
opportunities to organize and participate in summer universities, joint trainings, etc.
that other programs do not support. In order to keep these strong pull-factors, the
administrative burdens should not make any barriers in the host countries, where
no common practices and program management standards are adopted. The number
of monthly scholarships should be revised as well; participants aspire for higher
rates—especially in the Balkan States, where it is the lowest currently. Considering
the EU enlargement policy, it would be of great importance to increase their activities
and involvement in the European higher education practices (Bos$njovi¢ and Trivun
2013; TPF 2019b). Concluding the role of CEEPUS, it is not an alternative program
to Erasmus+ but complementary that allows for additional and different opportunities
for regional collaboration.
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Drivers for Internationalization m
in Georgian Higher Education L

Pusa Nastase

This research investigates the main drivers for the integration of international ele-
ments in the Georgian higher education. The internationalization of higher education
in many regions of the world has been widely documented in the past three decades.
As often noted, internationalization is somewhat of a one-size-fits-all term used to
describe diverse processes and programs including: “[student and faculty] mobil-
ity, mutual influence of higher education systems, and internationalization of the
substance of teaching and learning to institutional strategies, knowledge transfer,
cooperation and competition, and national and supranational policies” (Kehm and
Teichler 2007). More recently, internationalization has been defined as “the inten-
tional process of integrating an international, intercultural or global dimension into
the purpose, functions and delivery of post-secondary education, in order to enhance
the quality of education and research for all students and staff, and to make a mean-
ingful contribution to society” (de Wit et al. 2015).

In Europe, internationalization has been incrementally adopted for a few decades
now, starting in the 1980s. At macro level, internationalization programs served both
economic and political purposes. For instance, student mobilities helped the EU
economy by preparing European students to work in other member countries and
make the EU economy more global competitive. Other initiatives (such as TEM-
PUS) achieved the political goals of diminishing the gap between the new candidate
countries and older Member States.' The expansion led by internationalization started
to be questioned once the unintended consequences of this process became obvious:
the commercialization of research, diploma and accreditation mills and the impact
of international rankings on institutions (Knight 2003). Confirming the predictions
of the earlier warning signs, Altbach and de Wit (2018) reflected more recently that
“the unlimited growth of internationalization of all kinds—including massive global
student mobility, the expansion of branch campuses, franchised and joint degrees,
the use of English as a language for teaching and research worldwide, and many

Thttp://internacional.ipvc.pt/sites/default/files/ Tempus%4020%20- %20A%20Retrospective
9%200f %20the %20Tempus%20Programme %20over %20the %20Past %2020%20 Years.pdf .
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other elements—appears to have come to a rather abrupt end, especially in Europe
and North America” (p. 2).

Outside the EU, Georgia has also placed internalization high on the national higher
education agenda. While for other EU members internationalization has arguably a
financial component (due to the considerable EU funding available for research in
particular) this is less so in the case of Georgia, which has limited access to EU
funding. This study explores the main drivers of internationalization in Georgian
higher education with a view of finding out why it is a national priority at the same
time when many other countries experience a reverse of internationalization policies.

1 Internationalization in Georgian Higher Education

The internationalization agenda in Georgia has been promoted for the past several
years as an effort to align with Western higher education and to overcome the chal-
lenges from the past. Some of these challenges were related to the Soviet time when
universities did not train students to be civic-minded but to work in the planned
economy (Sharvashidze 2005), with the interrupted tradition of teaching social sci-
ences and the different organization of doctoral studies cycle (Kovacs 2014). Some
other challenges have to do with the economic difficulties of the 1990s when the
severe underfunding of universities resulted in an underperforming higher education
sector that had difficulties attracting good faculty and lacked the facilities needed
for students. The so-called Rose Revolution of 2003 reversed this course. President
Saakashvili declared that higher education needed change and described efforts to
stem corruption and increase the transparency of the sector from admission exams
to faculty appointments (2006). Just like in the case of Armenia (Matei et al. 2013)
the rapprochement to the EU was viewed as a priority for the country, and higher
education was considered as a tool to achieve this goal.

A major step that confirmed the “European” trajectory and the Saakashvili gov-
ernment’s educational reform initiatives (Jawad 2005) was made in 2005 when the
enlargement of EHEA towards the East (Armenia, Azerbaijan, Georgia, Moldova
and Ukraine) took place. In the beginning, the motivation of European Partnership
countries for joining the Bologna Process was used either to increase EU integration
or to benefit from the financial advantages in the field of higher education (Toderas
and Stavaru 2018). As noted by Dobbins and Khachatryan in the case of Eastern
Partnership countries, the Bologna Process is a mechanism which has a convergence-
promoting force (2015).

In later years though, Georgia, in particular, has expressed the intention to join
EU and made efforts to further bridge the gap in higher education. In June 2019,
the European Quality Assurance Register (EQAR) Committee concluded that the
Georgian National Center for Education Quality NCEQE complies substantially
with the ESG as a whole and approved the application for inclusion on the Register
valid until 2024. Georgia becomes one of the two Eastern Partnership countries (after



Drivers for Internationalization in Georgian Higher Education 93

Armenia) to join EQAR, the rest of the agencies from Eastern Partnership countries
are only affiliated.

Another tool to bridge the gap with the EU countries has been through the use
of mobilities. The official statistics of the European Commission show a significant
raise in the number of Erasmus mobilities: Georgian students and staff moving to
Europe between 2015 and 2018 totalled 3613, increasing steadily between 695 in
2015 to 1109 in 2018. The total number of students and staff moving to Georgia on
an Erasmus mobility was of 1973 for the same period, with a significant increase
from 2015 (190) to 2019 (699)—data from the official statistics of the European
Commission. Overall Georgia has attracted 24% of the total budget for international
credit mobilities available for Eastern Partnership countries, more than their regional
neighbours Azerbaijan (8%) and Armenia (12%) combined.”

With regard to the foreign students pursuing degrees in Georgia, data provided
by the Ministry shows in 2019 a number of 12945 foreign students (an increase
from 9439 in 2017)* with the majority of them coming from India (6820 in 2019, an
increase from 2895 recorded in 2017), followed by Azerbaijan (1475), Iran (546),
Iraq (544), Israel (532) and Nigeria (523).

Georgian students have also pursued degrees abroad funded by using their own
resources and through state scholarships. In 2014, the International Education Cen-
ter was set up with the purpose of supporting young Georgian in studying abroad.
The Center has awarded over 500 scholarships to study in 26 countries, with the
most students opting for the U.S.A. (88 fellows), the U.K. (75 fellows), Hungary (75
fellows) and France (40 fellows)* under the understanding that scholarship recipi-
ents will return to work in Georgia after graduating. Interestingly, even before this
funding scheme produced graduates, it was shown that Georgians studying abroad
were returning in high numbers. A comparative study on the Georgian and Moldovan
alumni of foreign universities (Campbell 2016) estimated that 80-90% of Georgians
return to live and work in their home country (almost double than in Moldova)
which increases the pool of candidates for faculty positions and further bridge the
gap with their Western counterparts. Alumni are incentivized to return also by pro-
grams designed to support their re-integration such as the one run by the German
development agency GIZ; the local GIZ office in Georgia helps graduates of German
universities to identify suitable jobs and tops up their wages for 2 years if they choose
to work in the public or non-profit sectors.

Academic positions for returnees can be found not only in state universities but
also in private ones which have more flexibility to offer better salaries. One of the
new institutions, which is perhaps symbolic for the drive to internationalize, is the
establishment in 2014 of the Tbilisi campus of San Diego State University, offer-

Zhttps://ec.europa.eu/programmes/erasmus-plus/resources/documents/country-factsheet-
georgia_en, consulted January 20, 2020.

3 According to official data obtained for this study from the Ministry of Education—actualized for
November 2019.

“http://iec.gov.ge/en-us/About-us/Statistics Consulted January 10, 2020.
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ing undergraduate degrees in several engineering fields to Georgian and foreigner
students with support from the US-funded Millennium Fund.

However, while the pace and achievements are incontestable, there are also voices
drawing attention to the fact that the Bologna-inspired reforms were introduced in
order to gain international recognition but have triggered in fact only a symbolic
system-change without deep transformation. Building on institutionalism theories
(Mayer and Rowan 1977) Jibladze (2017) -herself one of the alumni returning to
Georgia with foreign degrees, has noted that the changes of the higher education
system were, in fact, less transformative and that they instead created decoupled
institutions. She describes institutions having the appearance of their Western coun-
terparts while holding onto a path- dependent core, similar to impressions collected
in other former communist countries (see Nastase 2015).

To sum up, significant reforms were adopted in Georgian higher education, lead-
ing to increased transparency, less corruption and diversification of higher education
sector. While certain voices have raised warnings about some of these changes being
rather cosmetic than systemic, there are undeniable changes in the Georgian educa-
tion landscape. In this context, the next sections will focus on what drives internation-
alization and how is it linked to the changes so far and with Georgia’s aspirations as a
country. research (Campbell and Gorgodze 2016) found that’ the three main engines
driving internationalization efforts in the country were percived to be (1) western
influences, (2) national university accreditation processes, and (3) faculty and stu-
dents returning from abroad. In this study I try to see whether the political will and
the funding allocated changed this perception and to bring additional perspectives
on internationalisation in universities outside the capital.

2 Research Design

Following Knight (2004) suggestion to investigate internationalization looking both
at the top process (national and institutional) and the bottom (institutional and indi-
vidual), interviews were conducted with 19 higher education professionals including
a former Deputy Minister, the Rector of Georgia’s largest university from the capi-
tal, the Deputy Rector from one of the largest universities outside the capital (in the
Adjara region), a high ranking leader from San Diego University Georgia, a Head of
Department from the Ministry of Education, a high ranking official from the Inter-
national Education Center (the state agency in charge with managing hundreds of
scholarships for Georgian students studying abroad), two senior staff members from
International Offices in two separate universities, an official from the GIZ-Georgia
(the German agency for international development) and ten faculty at all levels of
seniority in four of the largest universities. The semi-structured interviews were con-
ducted in 2018 and 2019, in English, in person (9/19) and by Skype (10/19). The

3 According to 18 respondents from Georgian universities and governmental agencies (instructors,
administrators, and managers of programs related to internationalization).
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transcripts of interviews were sent to the interviewees for their approval. The intervie-
wees were asked what drives the internationalization of Georgian education in their
opinion, and what evidence is there to support their view. Most of the participants
at institutional level offered both the institutional perspective on internationalization
and their personal one—either as staff member or as faculty.

Additionally, Ministry of Education documents and relevant websites were
reviewed, among them the Study in Georgia program website and universities’ web-
pages to gather and corroborate information.

3 Key Findings

The interviewees were asked to reflect on the drivers for internationalization and
to estimate their importance and urgency as seen from their own perspective as
policy-makers, faculty or officials. They were also asked to provide as much as pos-
sible evidence substantiating their views. The picture they provided was relatively
uniform with most of them agreeing on a limited number of drivers as outlined below.

Higher Education as a Tool for Political Agenda

Most participants indicated as the main driver for internationalization the political
will for alignment with Western nations and particularly with the European Union.
The former Minister of Education noted that internationalization of education is
seen as a gateway to EU. For this reason the current Minister of Education® has
made the statement in a meeting with EU Commissioner Navracsics that Georgia
aims at becoming Erasmus Program Country in the future and not just Erasmus
Partner Country as it is now. At this stage the experts from both parts (Georgia
-EU) are working on a timetable and conditions to be met for this to happen. Other
interviewees noted that the desire to get closer to the EU is only logical because this
is where we belong (International office staff member) and what else is there for us,
this is the logical path (faculty member)?

Part of this national narrative is the lack of academic ties with Russia, the former
colleagues and partners for many years, whose language many Georgian academics
still speak (although this is no longer the case with younger generations). The polit-
ical factor was invariably quoted as the main reason for the lack of formal ties with
Russian institutions. Both faculty and staff agreed that beyond the political stance the
Georgian society has a lack of trust in Russia due to the occupation of some Georgian
territories, and initiating formal relations with Russian partners might create tensions
in society and reflect poorly on universities. One staff member noted that collabora-
tion exists in multi-lateral formats but not bilateral because bilateral relations need
to be both ways: for Georgians is difficult to go to Russia (due to Russian visa) and
they do not feel that good there. Additionally, a faculty member noted that social

6In November 10, 2019.
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sciences are much politicized in Russia and it makes sense to engage with partners
that are serious about real research.

Nevertheless, Georgia’s desire to increase ties with the EU affects its internation-
alization efforts due to conflicting restrictions from areas other than higher education:
for instance, in order to align with EU standards in the field of immigration and border
control, many university applicants from countries like Libya, Nigeria, Iran, Saudi
Arabia experienced visa problems, and a high number was not able to attend the uni-
versity because their visa application was turned down. As the representative from
the San Diego State University (SDSU) in Georgia noted: many families in countries
like Nigeria or Libya are looking for a safe country with affordable education to send
their children too and Georgia has a lot to offer and it is very attractive for them. But
the visa requirements also depend on Georgia’s EU aspirations and the criteria they
need to meet in this regard, so they walk a tight line that does not depend entirely on
them.

Moreover, the immigration-related requirements imposed by EU might affect
Georgia’s aspiration to become a regional hub. The former Deputy Minister noted
that we not only want to be close to EU, but to maintain good relations with the
regional neighbours and to become a regional hub for higher education but not only.
We cultivate relations with countries further afield in Asia and Africa with the same
intentions of attracting them as higher education clients and partners in other fields.

3.1 Higher Education as an Export Product

Another driver given by many participants as being very important is the financial
aspect. This has two major components: the desire to attract EU funding for projects
and mobilities and the income brought by foreign students paying high fees.

First, all participants to the study (with one exception) mentioned the severe under-
funding from the not so distant past, and the effects it had on the universities. The
SDSU official noted that Georgian universities were hit very hard by the underfund-
ing from the past, particularly in STEM fields where investment is needed to keep
up. Their laboratories and facilities mandatory for science disciplines were hit the
hardest. A faculty member also noted that going to conferences abroad or accessing
Jjournals was very difficult, and it still is for some universities that are smaller and less
financially stable. Another faculty member reflected that we absolutely need to be
part of EU projects, especially large ones that expose us to good partners because
funding for research is still very limited in Georgia. Yet another faculty member
noted that being part of the EU projects allows us to have conditions similar to those
in EU countries, so it bridges the gap in terms of research quality ... at our depart-
ment getting EU funded projects is a priority. Very often they come with enormous
bureaucracy but they are still worth it because we would not be able to cover many
activities from own sources.

The rector I interviewed noted that for his comprehensive university the income
from international students does not make a big impact, but in medical schools they



Drivers for Internationalization in Georgian Higher Education 97

pay more than 3 times higher tuition fees than local students (7000+ Lari vs. 2250
Lari for domestic students). The same view was shared by the official from the SDSU
who noted that foreign students pay fees that are also used to subsidize Georgian
students’ studies. One faculty member noted that we are way cheaper than many
Western universities, but still the income foreign students bring can have an impact.
This is why we need to increase the quality not only of what happens in the classroom
but also of facilities. The Rector also indicated that his institution is currently building
dormitories with pools, sport facilities and all technology expected. They expected
that by attracting international students the tuition fee will help pay for the facilities
in the longer term.

The recruitment of foreign students has been made a priority in 2004 through
a governmental program titled Study in Georgia. The website lists (9 November
2019) 109 English language programs (55 undergraduate, 43 Masters and 11 doctoral
programs) and 7 Russian language programs at institutions throughout Georgia but
no opportunities for scholarships (although institutions like International School
of Economics have available a limited number of merit- based scholarships). The
program was launched with great expectations, but it seems to have achieved less
than initially planned, partially because of the unfit strategy for recruitment and
partially due to limited coordination between Ministry and universities. The official
from International Education Center noted that some 20 coordinators were sent
around the world to recruit students, but this strategy did not pay off. They could try
helping universities to recruit rather than have external agents recruit on behalf of
universities.

Despite challenges, the rector interviewed mentioned that the number of inter-
national students are currently as high as 13000 and increasing despite challenges
which forces Georgia to invest in education to stay competitive because this is a mar-
ket that rewards good universities with good reputations and international recogni-
tion.

3.2  Quality Enhancement Benefitting Local Students

A third driver seems to be the desire to offer degrees recognized for quality education
for Georgian students, for them to be competitive and adaptable. The vice-rector from
the capital stressed that the increase in quality is a governmental priority because
quality pays for itself; when you offer quality, everybody wants to be partner with you,
and students come to you. The rector also stressed that internationalization is not a
purpose initself, in a vacuum, it is really a tool to increase quality through EU funding
and academic exchange. He also mentioned that quality needs to be recognized, and
this is why Georgia got into EQAR and is making everything possible to achieve
recognition. He mentioned multiple efforts made by his and other universities to
invite colleagues in Georgia, to increase the visibility of Georgian education and to
be on the map of quality education, such as the next meeting of the International
Association of University Presidents, which will take place in Georgia.
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For quality to be recognized, the Georgian universities are also taking other steps:
two programs at Thilisi State University received the visit of an accreditation team
from the United States in November 2019. The university also prepares to invite
the European University Association (EUA) for an institutional visit. The Medical
University made efforts to be part of the World Federation of Medical Education
(linked with WHO) and achieved a good step towards increasing reputation and
recognition of the Georgian medical degrees.

All participants (with two exceptions) mentioned internationalization as a key
development towards going up in international university rankings. The former
Deputy Minister noted that a sign of the internationalization of Georgian higher
education is the presence of Georgian universities in rankings (THE and Shang-
hai) while other universities from Caucasus countries were absent. To increase their
research output and prepare their students for research, one faculty member stated
that in her university the majority of faculty desires to be part of internationalization
and they voted that doctoral students need to have publications in English in good
Journals even if this rule is tough for the professors too (the university will try to help
them in identifying journals and translating).

3.3 Restauration of Past Traditions

A fourth driver mentioned by all participants was Georgia’s pre-Soviet tradition
of having an elite educated abroad. Most participants view the current drive for
internationalization as a way of returning to the traditional cosmopolitan nature of
Georgian academics as set up by the founding fathers of local universities. The
founder of our school was educated abroad both in Russia and Germany, and many
previous scholars were educated in both Russia and Europe (France, Germany). Not
only university professors but Georgian cultural elite were always educated abroad
and skilled in [foreign] languages. For instance, in 1918 when the first university
was established [now Tbilisi State University], all the professors invited to teach
were educated in European universities. After the sovietization, all professors with
foreign education were not really well accepted, and this is where the tradition broke.
Other interviewees mentioned that as soon as it was possible, in the 1980s actually, the
universities started to send faculty abroad: re-internationalization in Georgia started
in 1988 mostly through students going to study abroad when the first scholarships
were offered to students from Georgia (IEC official). A faculty member from a social
science department also recounted that: In the late 70s it became again possible to
send some students abroad but in limited numbers. From their department, they
could send students in the 80s in universities from the socialist camp and other non-
Western parts. In the 80s, the first ethnographer was sent to India. Then they were
allowed to go to Poland, and other socialist states. But even those countries were
limited in terms of what they could offer because they were not at the forefront of
disciplinary development.
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3.4 Professional Development of Faculty

A fifth driver refers to the desire of faculty to catch up with the trends in their fields,
particularly in social sciences which have been politicized or, in some cases (psychol-
ogy, sociology), even removed from the curriculum. The same senior faculty member
describing the early scholarships available in the 1980s reflected that because in the
soviet past many things were interrupted, the methodological and content develop-
ment in social sciences, it is important to catch up. I have been trying constantly to
catch up because the time we lost was tragic; there are so many new developments,
new methods, we have to constantly try to catch up and keep up.

A more junior faculty member noted that I know there was a gap in us being
part of the larger academic world, but I think it has been bridged significantly. 1
personally feel that [ am part of the larger academic world and have the duty to keep
up, not to lag behind, and I can do that best through partnerships.

3.5 Sense of Duty Towards Students

A sixth driver mentioned by several senior faculty was the duty to offer opportunities
they had in the 1990s and 2000s to the students. The state could not fund us 15 years
ago, but there were scholars exchange program (ISET/RESET) offered by Open
Society Foundation which then supported the creation of new networks: a project
called Building Anthropology in Eurasia created a network that still continues and
is very useful to this day. These projects changed the world for scholars...they were
important for internationalization because it gave Georgian scholars access to top
experts in their field. In one project, Harvard University was involved and really top
scholars in the field...were involved. These contacts and meetings are very valuable
to this day. I experienced that and want my students to experience this opening, but
today these programs no longer exist so we need to use the opportunities through
EU programs and other international programs (faculty member).

To further illustrate the pressing need to help students, she stated that when I
started to develop my career there were not so many students interested in going
abroad. There was less competition. Now the Caucasus is not anymore so interesting
and this is a limitation for our students. They are more ready because they speak
languages, but there is more competition, so we need to help them as others helped
us.

3.6 Support for Research

Several interviewees both at faculty and university leaders’ levels mentioned that
internationalization is essential in developing research and in supporting the move
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from faculties dedicated mostly to teaching to those where research plays a major
role. The Vice-Rector from the university outside Tbilisi noted that you have to
understand that research is very expensive, but it puts you on the map. So far, my
university was very good at teaching, but now research has become a priority. The
rector from Tbilisi also stressed that without research we cannot go up in rankings,
and for research we need to be part of transnational networks. Rankings and research
are important to my university, and we need internationalization to boost them,
and particularly EU funded projects. A faculty member also noted that to keep
the pace with the global academic community is very hard and costly: travelling
to conferences, registration fees even if you present papers, publishing, all require
funding and through international projects, we can secure this funding.

3.7 Other Drivers

Additional drivers for internationalization were mentioned, including institutional
and personal ones. The Head of Department from the Ministry of Education indicated
that the decrease in population affects Georgian universities, and internationalization
is a mean to filling the places that cannot be filled internally. Two faculty members
were of the opinion that internationalization is the only way of rooting out faculty
without relevant knowledge while other two mentioned the need to open the minds
of the society at large by cultural exchanges. The Vice-Rector from the university
outside Thbilisi mentioned internationalization as a tool to stand out, to gain visibility
which is difficult to attain for a small university outside the capital. In her words
maybe countries that give up internationalization have become tired of being famous,
but my university, away from the capital, still needs to survive in the big globalized
world, and internationalization helps with survival.

To sum up, at policy level, internationalization seems to be driven mainly by
the political will to get closer to the EU, with education being one of the tools to
achieve a rapprochement. At institutional level, the reasons are several: the aim for
quality enhancement through international exchanges, to prepare students for their
professional lives in Georgia and abroad and the financial motivation, particularly in
medical schools. At a personal level, faculty seems motivated by the desire to catch
up professionally—made even more acute in certain disciplines like social sciences
(which have been previously marginalized and even prohibited) and engineering
(where lack of funding affected the level of technology endowment). Additionally,
most faculty mentioned a sense of duty toward students. Some professors work to
create for their students travel and research opportunities similar to those they had
themselves while others are driven by the belief (supported by research) that students
need internationalization to be competitive and to get good jobs.
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4 Challenges to Internationalization

Several challenges to internationalization were recurrent in the interviews. Among
them are the rigid salary scales at public universities, and the low salaries available
for junior professors make it difficult to hire talented graduates of foreign universi-
ties, who have better chances for getting a high income in the private universities
or outside academia. Also, the limited incentive systems for faculty available for
university leaders was often quoted as a major challenge to attracting faculty with
foreign degrees and speaking foreign languages, much needed for foreign language
programs and for conducting internationally visible research. And the English lan-
guage competencies are limited among senior Georgian faculty who never studied
the language in school, therefore the new hires are essential to internationalization.

Additionally, as the senior leader from San Diego University mentioned, many
professors are of retirement age but cannot afford to retire due to the low pension
available. Sadly, they are forced to hang on to their positions, cling to their for-
mer reputation, and prevent younger colleagues from joining or advancing in the
university. This shows that policies such as the pension system, which are not in
any way influenced or controlled by universities, have nevertheless an impact on
internationalization.

The lack of reform of state university administration was also quoted as an imped-
iment to internationalization, mostly linked to the low salaries available for admin-
istrators and their lack of appeal for competent people. Additionally, the vice-rector
from the Adjara region noted that they badly need administrators speaking languages
because there is a lot of administration in European funded projects, much of it in
English...and with students and faculty we can see results of language training but
for administrators it is harder.

Several sources also mentioned an overall need for better coordination between
ministries dealing with internationalization in addition to a visa system that prevents
students from certain countries to attend university. Additionally, the vice-rector
from the university outside Tbilisi noted that we do get a lot of support from the
local authorities of the region but almost none from the Ministry, not even with visa
support. They should spread the word more, try to involve those that are not in Tbilisi
more, but I do not see that happening.

The challenges to internationalization reflect national conditions not dissimilar to
those in other Central and Eastern European countries (among them Slovakia, Hun-
gary and Romania) where universities are granted limited staffing autonomy.” They
also highlight the effect of policies from fields unrelated to education (immigration
policy, pension system, the organization of central and local administration) on the
activity of university and the push for internationalization. These findings point to the
multitude of conditions needed for internationalizing the higher education in coun-
tries newer to this trend and the political will required to reform and align policies
outside the education system to the internationalization effort.

7See https://www.university-autonomy.eu/dimensions/staffing/, Consulted January 15, 2020.
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5 Concluding Remarks

Internationalization in Georgian higher education is driven unsurprisingly by mul-
tiple factors among which the political will is a very important one. Not unlike
Saakashvili’s statements in 2005, the present policy-makers state their desire to be
part of the Western sphere and view internationalization of education as an impor-
tant tool. Georgia is not alone in using higher education to support a new national
identity and narrative (Matei et al. 2013 discuss the case of Armenia). Some inter-
viewees linked the need to internationalize with recapturing the spirit of Georgian
intelligentsia from pre-Soviet times, a return to a state of normalcy. Others reflect
on Georgia being a small country with limited resources to compete in a globalized
world.

From official documents and interviews, the general impression is that interna-
tionalization is a policy priority, and Georgia is open for relations not just with EU or
the US but with countries in the region and beyond. Nevertheless, the sense gathered
from the interviews point rather to a selected, targeted internationalization where
engaging with their neighbor (and political enemy) Russian Federation is not desired.
My research echoes the findings of earlier studies (Toderas and Stavaru 2018, Dob-
bins and Khachatryan, 2015) and confirms that not much has changed in the academic
relations between Georgia and Russia and that this separation continues to be part
of the national narrative.

Another finding is the strong support for adhering to European Standards and
Guidelines with the view of accessing EU grants needed to finance academic research
and exchanges. Internationalization and particularly academic engagement with the
EU is seen almost across the board at all levels as a tool to increase quality through
EU funding and academic exchange. For this reason, Georgia has been active in EU
funded research programs, ranking number 10 in terms of activity among all non-
EU countries. Most interviewees noted that Georgia is to a large extent forced to
internationalize because the national budget is insufficient to independently support
the desired development of the higher education sector. The power of EU’s purse
(Bathory and Lindstrom 2011) provides, therefore, a strong incentive for Georgia to
open up in order to attract funding. Building on resources dependency theory (Pfeffer
and Salancik 1978) we could advance the conclusion that EU resources are vital to
Georgian research, and therefore internationalization is as much a choice as it is a
need.

Increasing research output is also needed to improve the standing in rankings,
where Georgia is doing better than the rest of the Caucasus neighbours but equally
struggling as most of Eastern European countries for the same reasons (Boyadjieva
2017): a history of universities as teaching places and academies of sciences as
research places, limited funding to higher education, language limitations and the
added burden of a turbulent recent past.

As pointed out by a faculty member and an administrator, the internationalization
of higher education seems to be also externally driven or supported or even desired by
external partners: the US has supported the Millennium Challenge which financed
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the establishment of the Tbilisi campus of San Diego University as a way to support
STEM education in Georgia. The American university partnered with three Geor-
gian universities, Georgian Technical University (GTU), Ilia State University (ISU),
and Thilisi State University (TSU) to offer internationally recognized undergraduate
degrees. Additionally, other initiatives like the one funded by the German govern-
ment through GIZ support internationalization through funding academic exchange
programs.

To conclude, Georgia’s reasons for internationalization are very much part of the
effort of enforcing a pro-European and pro-Western national identity and educating
citizens in this spirit. The main arguments against internationalization that led to a
reversal of policy in parts of Europe are not present in Georgia: the state funding is
used primarily to cover the costs incurred by national students, the foreign students
rarely remain to work in the country, and students from certain countries cannot
even enter the educational system; therefore the argument of foreigners taking local
jobs or abusing local resources is not present. The only drawback to international-
ization mentioned by four out of 17 interviews is the loss of Georgian language as an
academic language if internationalization continues, but universities try to address
this concern by including solely readings in Georgian at undergraduate level and
making efforts to translate into Georgian key research articles published in English.
In brief, Georgian academics and policy-makers see that the benefits brought by
internationalization far outweigh the potential disadvantages.
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Does Erasmus Mobility Increase m
Employability? Using Register Data to L
Investigate the Labour Market Outcomes

of University Graduates

Daniela Craciun, Kata Orosz, and Viorel Proteasa

1 Introduction

International student mobility is not a new phenomenon (Altbach 2005; Guruz 2008).
However, there has been a significant growth in scale in the last few decades. The
Organization for Economic Cooperation and Development (OECD) estimates that
the number of international students across the world has increased from 0.6 million
in 1975 to 2.4 million in 2004 (OECD 2006) and a staggering 4.6 million in 2015
(OECD 2017). In Europe, international student mobility is regarded as one of the
most important drivers for synchronizing the continent’s disparate higher education
systems to the same heartbeat.

In this context, the Erasmus program is considered the “flagship of European co-
operation” (Barblan 2002) in higher education. Approximately 4.4 million higher
education students have participated in the Erasmus+ program in the three decades
since the program was set up in 1987, and the program continues to steadily increase
in popularity (European Commission 2017). This year, the European Commission
has pledged “to triple the Erasmus+ budget (going beyond the Junker Commission’s
proposal to almost double the envelope)” (Rubio 2019, (1) for the 2021-2027 pro-
gramming period. The policy decisions at the European level are mirrored by national
and institutional trends of students’ participation in Erasmus outgoing mobilities (see
Fig. 1):
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Fig. 1 Participation in Erasmus outgoing mobilities: national trends for Romania and institutional
trends for the West University of Timisoara Source: Compiled by authors from data from The
National Agency for Community Programmes in the Field of Education and Vocational Training
(ANPCDEFP)—Erasmus programme data, The National Council for Financing Higher Education
(CNFIS)—student cohorts country level data, The West University of Timisoara—student cohorts
institutional data

Notwithstanding the increasing popularity of and investment in international stu-
dent mobility, the actual labour market benefits for individuals are still widely debated
(Di Pietro 2019). One of the major claims has been that individuals who study
abroad enjoy better labour market outcomes than their non-mobile peers (Wiers-
Jenssen and Try 2005, Wiers-Jenssen 2008, 2011). Specifically, both credit and
degree mobility are said to lead to a better insertion into the labour market (and
thus to decreased unemployment), above-average earnings, a more prestigious occu-
pation, and a higher likelihood that graduates will work outside their country of
permanent residence/citizenship.

However, the actual impact of student mobility on labour market outcomes is less
clear, as research is scarce, the evidence used is often “qualitative and anecdotal” or is
prone to bias (Di Pietro 2019). Traditionally, the effect of mobility on employability
has been measured using interview or survey data collected from (1) students who
participated in mobility programs, (2) university administrators in charge of study
abroad programs, and (3) employers (Di Pietro 2015, 2019). While these types of
studies provide important insights about the benefits associated with international
student mobility they can be affected by social desirability bias (Bowman and Hill
2011) and they rarely account for causality.! Thus, linking mobility and employability

I The net effect of student mobility on top of other predictors that are associated with both propensity
to be internationally mobile as a student and employable as a graduate, e.g. individual ability (Kucel
and Vilalta-Bufi 2016 Mallik and Shankar 2016) or family background (Akhmedjonov 2011 Kucel
and Vilalta-Bufi 2016 Mourifie, Henry, and Meango 2018).
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in a causal relationship is challenging due to selection and self-selection effects, i.e.
“[s]tudents who study abroad may differ from students who do not in unobserved
characteristics that are likely to affect labor market outcomes” (Di Pietro 2019),
and omitted variable bias which can lead to over-estimating or under-estimating the
impact of international mobility on employability.

Various econometric techniques can be used to mitigate the selection problems
inherent to observational data, including the use of fixed effects, instrumental vari-
ables, various propensity score matching techniques, and regression discontinuity
designs (Schneider et al. 2007). While such techniques are invaluable in reducing
bias that results from omitted variables and various forms of selection, no analytic
technique can provide valid estimates if the data on which the analysis is performed
is of questionable quality. Obtaining high-quality data by means of surveys is highly
resource-intensive. In this chapter, we take an alternative approach, that of using
register data to answer questions about the benefits of international student credit
mobility.

According to Andersson and Nilsson (2016, 4), in national (or institutional) con-
texts in which “there is access to national registers that cover the entire population”,
register data on income, occupation, unemployment (Nilsson 2017, 79) enable more
“penetrating” (Andersson and Nilsson 2016, 4) and more cost-efficient analyses.
Using register data offers the possibility to use already existing population-level data
and compare the actual employment outcomes of mobile and non-mobile students.
In this chapter, we present an analysis based on register data from university records
and national employment and baccalaureate exam records of 8 cohorts of graduates
between 2007 and 2014 from the West University of Timisoara (UVT), a leading
comprehensive university in Romania. By demonstrating the utility of pre-existing
data sources in answering policy-relevant research questions through the case of this
single institution, we want to send a broader message to ministers of education and
higher education leaders: to release existing register data to the research community.
In this way, the linkages between education and labour market outcomes can be
rigorously and efficiently tested, descriptions of population parameters from which
samples are drawn can be more robust, and policy-makers and institutional leaders
can have access to the evidence needed to make informed decisions.

In order to illustrate the utility of combining data from pre-existing registers,
the chapter analyses the impact of credit mobility on labour market outcomes using
institutional- and national-level data. In our analyses, we sought to answer the follow-
ing question: Does credit mobility have a positive impact on graduate employability?
To answer this overarching question, we establish the predictors of international stu-
dent mobility and test whether credit mobility is significantly positively associated
with labour market insertion, income levels and occupational prestige. Specifically,
we address the following research questions: (1) What are the predictors of partici-
pation in Erasmus mobility among the specific population of graduates we analyse?
(2) Does participation in the Erasmus student mobility program predict insertion on
the labour market within that population? Among those graduates who had an active
work contract, is participation in the Erasmus student mobility program predictive of
(3) an above-average salary or (4) having a more prestigious occupational category?
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To answer these questions, the chapter proceeds as follows. First, an overview
of existing studies exploring the relationship between international student mobility
and employment outcomes is provided. Second, the methodology employed and the
analytic sample are described. Third, the results of the data analysis are presented and
discussed. Finally, the concluding section highlights avenues for further research and
makes an argument for the benefits of using existing register data to test theoretical
claims in higher education research.

2 Literature Review

There is a plethora of theoretical arguments linking international student mobility
with individual benefits that are expected to translate into better employment out-
comes for graduates, but relatively few empirical studies have tested these causal
claims (Di Pietro 2015, 2019; Wiers-Jenssen and Try 2005). This section explores
the theoretical expectations and empirical evidence brought forward by previous
research on the relationship between study abroad and labour market outcomes.

The theoretical expectation linking mobility and employability is that individuals
who study abroad will accrue non-economic benefits (i.e., skills, mobility capital)
that will ultimately transform into economic benefits (i.e., favourable labour market
outcomes such as domestic or international employment, higher wages, higher occu-
pational prestige) (Craciun and Orosz 2018). This is expected on the premise that the
skills acquired by individuals through studying abroad are marketable (i.e., valued
by employers) (Di Pietro 2015) and because mobility widens the job search area
of graduates beyond the domestic labour market (i.e., more and better employment
opportunities) (Di Pietro 2019).

International student mobility is perceived and expected by participants, university
administrators, and employers to have a positive effect on all aspects of a worker’s
skill set. First, mobility has been shown to have a positive impact on individuals’
cognitive skills, particularly foreign language proficiency (Canto et al. 2013; Llanes et
al. 2016), problem-solving, and decision-making skills (Bikson et al. 2003). Second,
studying abroad exposes students to foreign cultures which is expected by employers
to have a positive impact on their non-cognitive skills, especially inter-personal and
inter-cultural skills, confidence and self-reliance (Bikson et al. 2003; Bracht et al.
2006; King et al. 2010; Matherly 2005). Third, mobility can improve job-specific
skills for jobs that have an international component or give students the skills and
experience to pursue an international career (Di Pietro 2019).

Cognitive, non-cognitive and job-specific skills are all valued in the workplace,
so the expectation is that they will be rewarded by employers through hiring, higher
wages and more prestigious jobs. Table 1 provides an overview of research findings
from existing studies on the relationship between mobility and these employability
indicators.

Several studies have shown that there is a positive relationship between mobility
and various labour market outcomes (European Commission 2014, 2016; Di Pietro
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Table 1 The relationship between international student mobility and labour market outcomes

Indicator Benefits for internationally mobile students

Labour market insertion | (+) Less likely to face long term unemployment (European Commission
2014, 2016)

(+) Lower unemployment rates 3 to 10 years after graduation (European
Commission 2014, 2016; Di Pietro 2019; Schnepf and Hombres 2018)
(+) Mobility useful in securing (first) job (Bracht et al. 2006; King et al.
2010; Teichler and Janson 2007)

(+) Mobility experience contributes to making job interviews more
successful (King et al. 2010)

(=) No difference in unemployment rates of mobile individuals compared to
non-mobile individuals immediately after graduation (Wiers-Jenssen 2011)
(=) No difference in probability of employment 1 month after graduation
(Koda and Yuki 2013)

(=) No difference in holding a graduate level job (Koda and Yuki 2013)

(-) Takes a longer time to find a job (Rodrigues 2013)

Earnings (+) Higher wages (Rodrigues 2013; Varghese 2008)

(=) No difference in (starting) wages compared to non-mobile individuals
(Koda and Yuki 2013; Messer and Wolter 2007; Wiers-Jenssen 2011)

Occupational category (+) Likely to have jobs with high professional responsibility (Bracht et al.
2006)

(+) More likely to occupy managerial positions 6 months after graduation
(Schnepf and Hombres2018)

(+) More likely to hold a management position 5 to 10years after
graduation (European Commission 2016)

International career (+) More likely to work abroad after graduation (Parey and Waldinger 2011;
Di Pietro 2012; Rodrigues 2013; Teichler and Janson 2007; Varghese 2008)
(=) No difference in likelihood to have an international job compared to
non-mobile individuals (Wiers-Jenssen 2011)

Source Compiled by authors

2019; Schnepf and D’Hombres 2018) “though they provide mixed results about the
magnitude of this effect” (Di Pietro 2013, 6). Others find no difference between
mobile and non-mobile students in terms of employment outcomes (Koda and Yuki
2013; Messer and Wolter 2007;Wiers-Jenssen 2011).

3 Data and Methodology

In order to test whether there is a statistically significant relationship between inter-
national credit mobility and employment outcomes, the chapter relies on an original
dataset constructed from institutional and national register data. We linked three
sources of register data to create the analytic data set: (1) university register data of
individuals who completed a bachelor’s and/or master’s degree at UVT, and national
register data on (2) baccalaureate exam scores and (3) labour market outcomes. The
data comes from an institutional, ICT intensive, tracer study (Proteasa et al. 2018).
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The initial dataset was based on university register data of individuals who com-
pleted a bachelor’s and/or master’s degree at UVT. This data set contains, among
other things, information on UVT graduates’ age, gender, the start year of their bach-
elor’s and/or master’s degree, the field of study, whether they received social and/or
merit-based scholarships during their studies, and whether they participated in Eras-
mus mobility during their time at UVT. This dataset was then matched with publicly
available data on the graduates’ baccalaureate exam scores launched in 2004 (Minis-
terul Educatiei Nationale 2019) and with information about UVT graduates’ labour
market outcomes. Information about UVT graduates’ labour market outcomes was
requested and received from ReviSal, a mandatory national register for all employees
in Romania that was launched in 2011 (Guvernul Romaniei 2011).

Matching ReviSal data with university records allowed us to capture informa-
tion on whether UVT graduates had an active working contract with an employer
operating in Romania, as well as information on the highest salary and highest occu-
pational category associated with each individual’s working contract(s) during the
period 2011-2018. This meant that we were able to test whether mobile students actu-
ally enjoyed better insertion into the labour market, above-average earnings and/or
a more prestigious occupation as compared to non-mobile students.

The raw dataset included information on individuals who completed at least a
bachelor’s degree at UVT (n = 20,707). From this dataset, a number of observations
were excluded for various theoretical and practical reasons that are discussed next.
First, UVT graduates who could not be matched with ReviSal data were excluded
from the analytic dataset, as a lack of match to ReviSal records meant that no conclu-
sions could be drawn about their labour market outcomes. Second, UVT graduates
who started their bachelor’s degree program in or before 2007 were also excluded
from analysis, as the UVT Erasmus mobility records we had access to only start
from the academic year 2007/2008. Third, UVT graduates who started their bache-
lor’s degree program in or after 2015 were also excluded from analysis, because they
could not have completed their studies by January 2018, the date when the ReviSal
export was received. Finally, UVT graduates whose baccalaureate exam score was
missing were also excluded from the analysis, as we used their performance on this
national exam as a proxy for academic ability. As a result of delimitating the raw
dataset in this way, we ended up with an analytic dataset of n = 16,565, which
includes information on the labour market outcomes of both mobile (n = 719) and
non-mobile (n = 15,846) UVT graduates.

Table?2 provides summary statistics for the variables used in our data analysis.
The majority of the individuals (88.5)* in our analytic sample were born between
1988 and 1995. They started their bachelor’s degree program at UVT between 2007
and 2014. The average baccalaureate score among UVT graduates who participated
in Erasmus credit mobility was 8.95, which is statistically significantly higher (t
= —8.7507; p = 0.000) than the average baccalaureate score of UVT graduates
who did not participate in Erasmus credit mobility (8.63). Moreover, the average

2 According to the birth year analysis, some people in the analytic sample who started their BA in
2007 or later were born as early as 1947.



Does Erasmus Mobility Increase Employability? Using Register Data ...

Table 2 Descriptive statistics of UVT graduates in the analytic sample
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AllUVT Mobile UVT | Non-mobile Pearson xz )

graduates (n = | graduates (n = | UVT graduates

16,565), % 719), % (n = 15,846),

%

Gender 100 100 100 16.1
‘Women 71.7 78.4 71.4 (0.000)
Men 28.3 21.6 28.6
Baccalaureate exam performance 100 100 100 111.1
Lowest quartile 252 16.0 25.7 (0.000)
Low-middle quartile 249 17.9 252
High-middle quartile 25.0 259 25.0
Highest quartile 249 40.2 242
Field of study (BA) 100 100 100 186.6
Social sciences 61.3 44.5 62.0 (0.000)
Humanities and arts 22.0 42.1 21.1
Math, natural sci., biology & biomed 13.1 12.1 13.1
Physical education and sport 3.7 1.3 3.8
Receipt of merit-based scholarship® 100 100 100 378.5
Did not receive 59.0 24.1 60.6 (0.000)
Received 41.0 759 39.5
Receipt of social scholarship 100 100 100 8.1
Did not receive 89.9 86.8 90.1 (0.004)
Received 10.1 132 9.9
Master degree status® 100 100 100 124.8
Never enrolled in a master program 40.4 21.1 413 (0.000)
Enrolled but didn’t graduate 17.3 18.9 17.2
Completed a master program 424 59.9 41.6
Labour market insertion in Romania 100 100 100 4.3
Had a working contract® 76.2 73.0 76.4 (0.038)
No record of a working contract¢ 23.8 27.0 23.6
Occupational category 100 100 100 32.8
Managers 39 2.5 4.0 (0.000)
Professionals 343 39.9 34.1
Technicians & associate professionals 15.0 152 15.0
Clerical support, service & sales workers | 20.5 13.6 20.8
Elementary occupations 2.6 1.8 2.6
Missing 23.8 27.0 23.6
Income relative to average salary® 100 100 100 494
Below-average salary 46.0 35.7 46.4 (0.000)

(continued)
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Table 2 (continued)
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AllUVT Mobile UVT | Non-mobile Pearson xz )
graduates (n = | graduates (n = | UVT graduates
16,565), % 719), % (n = 15,846),
%
Similar to average salary 8.4 6.7 8.5
Above-average salary 219 30.6 21.5
Missing 23.8 27.0 23.6

Source Calculated by authors

4 The receipt of social scholarship is based on financial need.

b The analytic sample for the analyses on insertion and occupational category was smaller than the
analytic sample for labour market insertion since all observations that did not have an active work
contract had to be excluded. We also excluded all observations that had missing data on income
and occupational category. Thus, the analytic sample size in these analyses is n = 11,540. The
proportion of mobile UVT graduates is 3.9% (n = 451), which is higher than the 1.8% average
credit mobility rate of graduates from Romanian universities (European Commission 2018a). To
compare, the average EU credit mobility rate of university graduates is 8% (European Commission
2018a).

¢ Only refers to enrollment at UVT graduates in the analytic sample who have a bachelor degree
from UVT may have enrolled in master degree program at other universities in Romania, or abroad.
4 Some UVT graduates had no record of a working contract in ReviSal for the period 2011-2017.
This could happen either because these graduates were inactive, unemployed, self-employed or
working in a so-called “liberal profession” (e.g., lawyers), or employed outside of Romania in the
entire period of 2011-2017. Those who participate in Erasmus credit mobility may be more likely
to work abroad after graduation (see Wiers-Jenssen 2011), and those who work abroad would not
show up in the ReviSal database.

¢ Refers to having at least one working contract recorded in ReviSal for the period 2011-2017.

age at which UVT graduates completed their bachelor’s degree was 22.7, which is
statistically significantly lower (t = 4.4199, p = 0.000) than the average age at which
UVT graduates who did not participate in Erasmus credit mobility completed their
bachelor’s degree (23.4).

To test what predicts labour market outcomes, the log odds of (1) having an active
contract in Romania in the period 2011-2017 (insertion), (2) having an active con-
tract that is associated with an above-average salary (earnings), and (3) having an
active contract that is associated with a managerial or professional job (occupational
category) were modelled as a function of UVT graduates’ gender, field of BA study,
year in which they started their BA, their age at graduation from BA (22 or below
versus above 22), their performance in the baccalaureate exam (in quartiles), their
receipt of a merit-based scholarship or social scholarship during their BA, whether
they enrolled in or completed an MA degree at UVT, and whether they participated
in Erasmus mobility during their studies at UVT.3

3We calculated relative income by comparing all working contracts to the average basic gross salary
of the year in which they ended. Income information associated with working contracts still active
in December 2017 were compared to the 2017 average basic gross salary. The average gross salary
for each year was calculated based on data from national statistics.
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For more robust results, we also estimated the relationship between Erasmus credit
mobility, labour market insertion, earnings and occupational category with the help
of propensity score matching* models, using the same set of co-variates as the logistic
regression models discussed above. Detailed results from the logistic and propensity-
score matched models are discussed in the next section, and the regression tables are
available from the authors upon request.

4 Data Analysis and Results

(1) What Are the Predictors of Participation in Erasmus Mobility Among UVT
Graduates?

Comparing mobile and non-mobile students,> the profile of Erasmus participants
becomes apparent. Even though 78% of the mobile students are women, all other
things being equal, gender is not predictive of participation in Erasmus mobility
among the UVT graduates in our analytic sample. Over the years, higher mobility
rates in the Erasmus program have been observed for women, at around 60% (Brooks
and Waters 2011; Souto-Otero 2008; Teichler et al. 2011). Previous research has
shown that for Romania, the gender gap is even bigger, with females representing
70% of mobile students at the national level (Souto-Otero and McCoshan 2006, 4).
However, “[t]he feminisation of higher education is apparent at all levels of study”
in national student populations (Orr et al. 2011, 59). Therefore, the tilted balance
towards higher female participation rates can be in part accounted for by the general
structure of national student populations.

Notwithstanding, other factors are predictive of participation in mobility. First,
the year in which students began their BA studies is a positive predictor of mobility:
with each year, the likelihood of participating in the Erasmus program was 12%
higher. This finding is consistent with the growth in popularity, accessibility and
funding of the Erasmus program over the years (European Commission 2017, 2018b),
and reflected in the national and institutional trends—see Fig. | in the introductory
section.

Second, age at the time of BA graduation is a significant negative predictor of
credit mobility: each additional year in age is associated with a 28% lower likelihood

4“When subjects are not randomly assigned to treatment and non-treatment groups, as is the case
with observational studies, other methods are needed to avoid the possibility of selection bias. Bias
can arise when apparent differences in outcome between treatment and non-treatment groups can
be attributed to characteristics that affected whether a subject received a given treatment rather than
simply to the effect of the treatment itself. Propensity score matching adjusts for such potential
bias by creating a sample group of subjects who received the treatment that is comparable on all
observed characteristics to a sample of subjects that did not receive the treatment” (Di Pietro 2019).
5The log odds of participating in Erasmus mobility was modelled as a function of the UVT graduates’
gender, the field of BA study, the year in which they started their BA, their age at graduation from BA,
their performance in the baccalaureate exam (in quartiles), their receipt of a merit-based scholarship
or social scholarship during their BA, and whether they enrolled in or completed an MA at UVT.
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of participating in the Erasmus program. This finding is in line with the predictions
of empirical studies on migration which “overwhelmingly conclude that the relation
with age is negative, i.e., that the likelihood of migration decreases with age” (Zaiceva
2014, 4).

Third, academic ability is a predictor of Erasmus mobility. Students’ performance
at the baccalaureate exam (our proxy for academic ability) is a significant positive
predictor of mobility. A one-unit increase in the baccalaureate exam score is asso-
ciated with a 47% higher likelihood of participating in the Erasmus program. The
receipt of a merit-based scholarship is also significantly positively related to mobility.
Those students who received a merit-based scholarship were 3.2 times more likely
to participate in Erasmus than those who did not receive such a scholarship. The fact
that Erasmus grants are awarded on academic merit and that “Erasmus appears to
be much more selective in Eastern Europe (where 20% of applicants are rejected)®
(European Commission 2016) could explain the magnitude of the relationship. There
is no evidence of a link between the receipt of a social (i.e., need-based) scholarship
and credit mobility in the analytic sample.

Fourth, degree level is significantly positively associated with Erasmus mobility.
Compared to those who never enrolled in a master degree program at UVT, those who
enrolled but did not complete were 91% more likely to participate in mobility, while
those who completed a master degree were 97% more likely to participate in mobil-
ity. This makes intuitive sense, as those who remain affiliated with a higher education
institution longer have more opportunities to apply for an Erasmus scholarship. All
in all, the typical Erasmus mobility participant at UVT is young, academically able
and more likely to pursue graduate education.

(2) Does participation in Erasmus mobility predict insertion into the labour
market?

Participation in Erasmus mobility is significantly negatively associated with insertion
in the domestic (i.e., Romanian) labour market in our analytic sample.” Graduates
who were mobile during their studies at UVT (either during bachelor or master degree
programs) were 40% less likely to have an active work contract with an employer
operating in Romania, compared to non-mobile graduates. Rather than implying that
mobile graduates are less likely to be employed, this finding is consistent with the
body of evidence that suggests that mobile students are more likely to work abroad
after graduating (Parey and Waldinger 201 1; Di Pietro 2012; Rodrigues 2013; Teich-
ler and Janson 2007; Varghese 2008) and, thus, less likely to appear in the national

5By way of comparison, the rates of Erasmus application rejection in other European regions
are: 19% for Southern Europe, 9% for Western Europe and 7% for Northern Europe (European
Commission 2016).

"The negative association between Erasmus participation and labor market insertion is significant
in the logistic regression model and in propensity score matching (PSM) model. The association is
negative but not significant in the PSM model if standard errors are clustered by bachelor cohorts.
The inconsistency in results may be due to measurement error on our labour market insertion
variable.
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employment database with an active contract. As migration research has shown, peo-
ple with a migratory experience have an increased propensity for re-taking this step.
“Once someone has migrated, therefore he or she is very likely to migrate again,
and the odds of taking an additional trip rise with the number of trips already taken”
(Massey et al. 1993, 453). Through the experience of mobility, students acquire
‘mobility capital’ and are likely to look for and take up jobs outside the domestic
labour market (Rodrigues 2013; Wiers-Jenssen 2008).

All other things being equal, gender, baccalaureate exam results, the year when
the bachelor degree program started, and the receipt of social scholarship (our proxy
for socio-economic status) were not predictive of labour market insertion in our ana-
lytic sample of UVT graduates. As previous studies have also shown, field of study
is predictive of employment status in our analytic sample. Compared to social scien-
tists, humanities and arts graduates and physical education and sports graduates are
significantly less likely to have an active work contract, while graduates from natu-
ral sciences, mathematics, biology and biomedicine are significantly more likely to
have an active work contract. Also, having a master degree is significantly positively
associated with labour market insertion. Compared to those who never enrolled in a
master degree program, master graduates are twice as likely to have an active work
contract in our analytic sample. This finding is in line with human capital theory
predictions.

(3) Among those who have an active work contract, does participation in Eras-
mus mobility predict an above-average salary?

Erasmus mobility is significantly positively associated with earnings. All other things
being equal, those who participated in Erasmus mobility during their studies at UVT
were 75% more likely to have a higher-than-average monthly salary® associated with
their active work contract. Results from the propensity score matching model (with
the same specification as the logistic regression model discussed above) also suggest
that participation in Erasmus mobility is positively associated with an above-average
monthly salary among those UVT graduates who had an active contract.
Comparing mobile UVT graduates, the duration of study abroad is not predic-
tive of differences in earnings. In other words, there was no statistically signifi-
cant difference in the likelihood of having an above-average salary, regardless of
whether the mobile student experienced a short-term mobility period (operational-
ized as 5 months or less), or a long-term Erasmus mobility period (operationalized
as more than 5 months). The year in which students participated in Erasmus credit
mobility is predictive of earning differences. The year of mobility is negatively asso-
ciated with earnings, that is, among mobile UVT graduates, the likelihood of having
an above-average salary decreases with every academic year. This finding is consis-
tent with the expectation that, over time, as Erasmus mobility became more and more
common, it became less valuable in accessing higher-paid positions. Alternatively,
the negative relationship could be explained by the fact that students who went on

8Please refer to Table 2 for details on how we operationalized higher-than-average monthly salary.
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Erasmus earlier have had more time on the labour market, and their longer work
experience explains their higher likelihood of having higher-paid positions.

(4) Among those who have an active working contract, does participation in
Erasmus mobility predict having a managerial or professional occupation?

Prior research found that “five to ten years after graduation, significantly more Eras-
mus alumni (64%) than non-mobile alumni (55%) hold a management position. The
difference is especially large in Eastern Europe (70% compared to 41%)” (European
Commission 2016). Contrary to the expectation of higher occupational prestige, in
our analytic sample, Erasmus mobility is not predictive of a more prestigious occu-
pational category. All other things being equal, those who participated in Erasmus
mobility during their studies at UVT were not more likely to have an active work
contract with a managerial or professional occupation. The results from the propen-
sity score matching model (with the same specification as the logistic regression
model discussed above) also suggest that participation in Erasmus mobility is not
associated with managerial or professional occupations among UVT graduates with
an active work contract. Our result might be explained by the fact that higher educa-
tion attainment in Romania is the lowest in the European Union and, as such, having
a tertiary degree per se is highly valued by employers when they are looking to fill
managerial or professional positions. Nevertheless, the mechanisms of obtaining a
higher status job may be underspecified in our model. Further research should look
into the micro-causalities at play on the local labour market as they might provide
an explanation for these findings.

Within the sub-group of mobile UVT graduates, the duration of study abroad is
not predictive of occupational category either. In other words, both short- and long-
term Erasmus mobility periods are associated with a similar likelihood of holding
a managerial or professional job. The year of mobility is not associated with the
occupational category either: the likelihood to have a managerial or professional
position is the same irrespective of the academic year in which the Erasmus mobility
took place.

5 Conclusion: Benefits and Limitations of Register Data

In this chapter, we analysed a unique dataset from Romania to illustrate how register
data can be used to answer questions about the benefits of Erasmus credit mobility.
We found that the typical UVT graduate who participated in Erasmus mobility and
then got employed in Romania after graduation is a woman who has a bachelor
degree in social sciences or in humanities, who did not receive a social scholarship
but received a merit-based scholarship, who enrolled at one point in time in a master
degree program at UVT, and who has a managerial or professional occupation.

In terms of labour market outcomes, our analyses indicate that, all else being
equal, participation in Erasmus mobility is (1) significantly negatively associated
with insertion in the domestic labour market; (2) significantly positively associated
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with above-average income among those who do work for an employer operating
in Romania, and (3) not predictive of a managerial or professional occupational
category.

Working with register data is resource-efficient, but it has its own limitations.
Findings presented in this chapter are limited to graduates of a single university
in Romania, as a spin-off from an institutional, ITC intensive, tracer study (Pro-
teasa et al. 2018). The limitations of the Romanian employee register are reflected
into our findings: as the national registry includes only labour contracts, the results
may be less relevant for fields in which self-employment is common, such as law,
psychology and even computer sciences. A further limitation of using data from a
single national register is that we had no employment information about graduates
who were employed outside of Romania. The tracer study used interval measures
of graduates’ salaries (Proteasa et al. 2018), which makes the measurement of our
earnings data less precise. And while working with data from ReviSal allowed us to
observe the labour market outcomes of more UVT graduates than would have been
possible with the use of an alumni survey, our analytic dataset still misses informa-
tion about theoretically important characteristics of the UVT graduates, such as their
marital status, number of children, and the educational background of their parents.

Nevertheless, register data shows promising avenues for research and encourages
the efficient use of resources by using data that is already collected for administrative
purposes both at the national and institutional level. The availability of register data
enables researchers to test linkages between higher education and a wide range of
individual institutional and societal outcomes. At the very least, register data can
provide researchers with good descriptive population parameters from which sam-
ples can be drawn for further research. Ministries and higher education institutions
should consider these benefits when evaluating requests for data release for research
purposes.
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Integration Policy for Syrian Refugees’ m
Access to Turkish Higher Education: L
Inclusive Enough?

Hakan Ergin and Hans de Wit

1 Introduction

Forced displacement has been a “tragic destiny” of humanity (Ergin 2016). Even
the first human beings, Adam and Eve, experienced it when they ate the “forbidden
fruit”, according to the Jewish, Christian and Islamic religions. Since then it has
repeated itself on the Earth in the forms of individual and mass movements from a
place to another, such as the cases of early sophists in Ancient Greece, European
tribes in the Migration Period and German Jewish scholars in Nazi Germany.

History is repeating itself at the moment, and the world is witnessing a historic
case of forced displacement. As the recent statistics of the United Nations Refugee
Agency (UNHCR) indicate, 37,000 people a day are forced to displace from a place
to another due to persecution and conflicts in their home countries (UNHCR 2019).
This number is a result of the ongoing conflicts around the world, such as the fight
between the government and opposition forces in South Sudan, everlasting internal
instability in Afghanistan since the U.S. intervention in 2001 and economic crisis in
Venezuela.

Beyond any doubt, the global displacement crisis has become more “catastrophic”
with the recent conflict in Syria which has led to “the largest displacement crisis in
the world”, recorded since World War II (UNHCR 2018:3). Due to this, the world
has witnessed the murder of more than half a million people, internal and external
displacement of over thirteen million, dead bodies of babies by the Aegean Sea, who
were trying to arrive in Europe with the hope for “a better life” with their families, and
endless political discussions about how to manage the huge refugee crisis until the
conflict comes to an end (Ergin 2019a; Human Rights Watch 2019; Ibrahim 2018).

Much attention has been given to the challenges of developed countries in receiv-
ing refugees from developing countries, as in the Syrian case, where the refugees
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who have been able to enter countries like Germany were closely followed by media
reports. But it is a fact that the large majority of refugees are not only coming from
the developing world, but also are hosted in the developing world, in particular neigh-
boring countries (UNHCR 2019). The same, as a result, applies to the challenges of
refugees to access higher education in these countries (Unangst et al. 2020). Devel-
oping countries are still in the process of massification with a higher demand than
supply for local students, and, as a result, refugee students have more difficulty to
enter higher education and face resistance from local students and communities, fear-
ing that they take their places and decrease quality. Their harsh struggle for getting
the right to higher education in developing regions mostly remains far from the center
of attention.

As most forced displacement cases do, the conflict in Syria “poses an unprece-
dented challenge for neighboring countries” (Balsari et al. 2015: 942). Being one of
the neighboring countries, Turkey has become a destination for 3.6 million Syrians,
which has made it host to the largest group of refugees (UNHCR 2020). With a
welcoming open-door policy, Turkey has provided the Syrian refugees with human-
itarian aid, the right to education, residence and work permits (Ergin 2016). It was
recently reported that government spending on the Syrians in Turkey has already
exceeded USD 40 billion (Euronews 2019).

The unceasing war in Syria and long stay of the “unexpected” Syrian guests
“forced” Turkish government to make academic and financial reforms to enhance
their access to Turkish higher education, which is introduced as ‘forced internation-
alization of higher education’ in the literature (Ergin et al. 2019). These reforms
included establishing Arabic-taught programs, providing scholarships and develop-
ing facilitative admission processes special to the Syrians in order to foster their
access. The reforms enabled over 27.034 Syrians to enroll in a study program at
Turkish universities as of the end of 2019 (Council of Higher Education [CoHE],
2020). This has made Turkey host to one of the largest groups of refugee students in
the world (Ergin and de Wit 2019).

Turkey’s long-lasting humanitarian efforts for enhancing Syrian refugees’ access
to higher education is undoubtedly admirable and a good model for other countries.
It is promising that there is an increasing local and international research interest
in this. Nevertheless, it is disappointing to state that most of the available research
lacks a systemic questioning to what extent this long-lasting government policy
of enhancing Syrian refugees* access to higher education in Turkey is inclusive.
In this respect, taking a critical perspective, this study will examine who has been
granted access to higher education and who has been left behind by this policy. Using
official statistics, it will discuss the distribution of the Syrian university students
in Turkey by gender, associate degree/undergraduate/graduate level, public/private
university type, geographical region of the university, type of sponsoring for their
higher education and higher education attainment of their parents. Following this
discussion, the study will end up with recommendations for making this eight-year-
old policy more inclusive, equitable and non-discriminative.
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2 The Syrian Conflict and Its Impact on Turkey

In 2001, a pro-democracy group started protests against Syrian President Bashar
Al-Assad. The group asked him to stop his authoritarian practices and move to a
more democratic regime, which they missed since 1971 when the Assad family
came to power. Bashar Al-Assad regarded these demonstrations as a real threat. He
suppressed them by military, paramilitary and police forces. The resistance of the
anti-regime demonstrators increased with the extensive use of power by security
forces. This led the small-scale demonstrations to turn into a civil war between
the two parties (Encyclopedia Britannica 2019; Cousins 2015). However, due to
external interventions of other countries, such as the U.S., Russia, Saudi Arabia, Iran
and North Atlantic Treaty Organization (NATO) nations, it is considered as a real
conflict, no more a civil fight between local forces (Ghaddar 2016).

However named, the conflict in Syria caused an ongoing tragedy which includes
the death of over 400,000 people (Council on Foreign Relations 2019) and internal
displacement of almost seven million (UNHCR 2019). More than 13 million people
in Syria are now in need of humanitarian aid, and over half of the public institutions,
including hospitals, have been destroyed or they function partially (UN News 2019).
The conflict has not only caused chaos inside Syria but also across the region. Up
to now, it has forced over 5.6 million Syrians to move to another country, mostly a
neighboring one. Accepting 3.6 million Syrians, Turkey has become a host to the
largest group of refugees across the world (UNHCR 2020).

It is possible to observe three stages in Turkey‘s integration policy for Syrian
refugees. In the first stage, between 2011-15, the Turkish Government established
tent cities in the south of Turkey and provided Syrian refugees with humanitarian
aid. In the Temporary Protection Regulation issued in 2014, Syrians in Turkey were
identified as “guests under temporary status”. This reveals Turkish Government‘s
assumption that Syrian refugees’ stay in Turkey would not be a long one. The second
stage started in 2015 when the refugee influx from Turkey into Europe started. The
European Union (EU) asked Turkey to make a deal in order to prevent the refugee
flow into European countries. A Joint Action Plan was signed by the two parties in
November 2015. Accordingly, both parties agreed on the need for more collaboration
in order to prevent irregular migration. The second stage proved that European coun-
tries were not and would not be willing to share the burden of hosting Syrian refugees,
and Turkey would remain to be a final or permanent destination for refugees. In the
third stage beginning from 2016 and continuing up to now, the Turkish Government
has been working hard to help Syrian refugees integrate into Turkey by enhancing
their employment, access to education and even providing some of them with citi-
zenship. (Erdogan and Erdogan 2018; Ergin 2016; Ergin and de Wit 2019; i¢duygu
and Simgek 2016).



124 H. Ergin and H. de Wit

3 Integrating Syrian Students into Turkish Higher
Education

The stay of Syrian refugees in Turkey and the conflict in Syria lasted longer than
expected. This forced the Turkish Government to meet Syrian refugees‘ needs in the
long run. Thus, the Council of Higher Education (CoHE), a government body which
plans and coordinates higher education in Turkey, has taken an action to enhance
Syrian refugees‘ access to universities.

In order to enhance potential Syrian students‘ access to universities, CoHE has
made several academic and financial reforms. The first academic reform in 2012
enabled Syrian refugees to get into seven universities in Turkey as a special student.
The universities were specially chosen amongst the ones in the south of Turkey,
where the refugee population was the highest. The second reform in 2013 allowed
Syrian refugees with proof of former academic qualifications to apply for a program
at any universities in the country. The quota for the Syrian refugees was restricted
to ten per cent of that of Turkish students. The third reform in 2015 allowed eight
universities to establish Arabic-taught programs (CoHE 2012, 2015; The Official
Gazette 2013; Ergin and de Wit 2019).

Academic reforms for Syrian refugees‘ access to universities were supported by
financial reforms. In 2014, with a decision of the cabinet, Syrian university students
were exempted from paying a tuition fee, which was expected to be paid by inter-
national students in Turkey. In addition, as of 2016, Syrian university students have
been provided with government scholarships (Ergin and de Wit 2019; The Official
Gazette 2014).

Itis obvious that the Turkish Government worked hard to enhance Syrian refugees*
access to higher education. Figure 1 shows the effect of this effort on the change in
the number of Syrian students in Turkish higher education from the beginning of the
Syrian conflict to date.
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Fig. 1 Change in the Number of Syrian University Students in Turkey* Source CoHE (2020)
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As Fig. 1 illustrates, the number of Syrian university students in Turkey has
increased significantly since the conflict started in 201 1. Until that time, this number
had not exceeded 608. It reached 5,560 in 2015, 15,042 in 2017 and reached 27,034
in 2019. This reveals that the government reforms discussed above enhanced Syrian
refugees’ access to universities.

4 A Closer Look at Syrian Students in Turkish Higher
Education

Beyond any doubt, Turkey has made significant efforts and sacrifices for the sake of
enhancing the Syrian refugees’ access to universities in Turkey. This policy enabled
a group of Syrian students to integrate into the largest higher education system in the
European Higher Education Area. This rare case of forced internationalization (Ergin
et al. 2019) should be sustainable and more inclusive to help more refugees access
universities. Thus, it is vital to take a critical perspective to discuss its inclusivity.
For this reason, a closer look at Syrian refugees who are already in the system is
required.

First of all, the distribution of Syrian students at Turkish universities by genders
will be presented to have a better understanding of to what extent individuals of either
gender can access universities. Out of 27,034 Syrian university students in Turkey,
63% are male, and 37% are female. This shows that there is no equal distribution of
them by gender, which will be discussed more in the next section.

To understand the integration policy better, revealing the distribution of Syrian
students by level of study programs is noteworthy. 75% of Syrian university students
in Turkey are enrolled in an undergraduate program. This is followed by the ones in
associate degree, master‘s and doctoral degree programs at respectively 17, 6.5 and
1.5%.

Currently, there are 207 universities in Turkey (CoHE 2020). 129 of them are
public, and 78 are private foundation universities. The number of Syrian students in
public and private universities can give us an idea about to what extent the integration
policy has extended beyond both types of higher education institutions in the country.
While 86.4% of Syrian students are enrolled in a public university, 13.6% of them
study in a private one. This reveals that the government-led integration policy has
not been adopted equally by public and private universities.

Turkey is comprised of seven geographical regions. As 240 thousand out of 3.8
million Syrian refugees only live in the government-run refugee camps, a vast major-
ity of Syrian refugees are in urban areas in these geographical regions (UNHCR
2020). Not only the overall Syrian population unequally spreads over the country,
but also Syrian university students. The highest ratio of Syrian students is in Mar-
mara Region at 27.2%, followed by South East Anatolia Region and Mediterranean
Region, respectively at 25 and 14.6%. In other words, 66.8% of them study in a
university in either Marmara Region, the most developed part of the country, or the
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other two, which are in the south. More capacity at universities and job opportunities
for the Syrians in the developed region, on the one hand, and the proximity of the
southern regions to Syria, on the other hand, are the main reasons for this unbalanced
distribution.

There are no available country-wide data about the financial status of Syrian
students in Turkey. However, Erdogan and Erdogan’s (2018) survey with 395 Syrian
students in Turkish universities gives an idea about it. Out of them, 18% receive a
scholarship, 24.93% work, and 57.65%’s education expense is sponsored by their
families. This reveals that the number of Syrian students who take a scholarship
is quite low. It complies with another source which notes that the ratio of Syrian
students in Turkey who take a government scholarship is 5.7% only (Miilteciler
Dernegi 2019).

Lastly, knowing higher education attainment of Syrian students’ parents can give
an idea about who can provide their children with higher education under refugee sta-
tus. No nation-wide social, economic, demographic or educational data are available
about Syrian university students’ parents. However, findings about higher educa-
tion attainment of 379 Syrian students’ parents can give us a clue about the profile
of parents (Erdogan and Erdogan 2018). A vast majority of this group of Syrian
students’ parents attained higher education. Accordingly, both parents of 21.37%
attained higher education, only father of 30.87% and only mother of 7.65% attained
it. Neither parent of 40.11%, on the other hand, attained higher education.

5 Discussion on the Inclusivity of the Policy

As its very current definition underlines, internationalization of higher education
aims to “make a meaningful contribution to society” (de Wit and Hunter 2015:3).
This cannot be achieved by confining higher education to an elite club who can afford
to study in another country (Ergin 2019b). By enhancing Syrian refugees‘ access to
universities, Turkey has made a real effort to enable untraditional international stu-
dents who cannot meet traditional requirements of being an international student such
as a fund, proficiency in a host country‘s language and proof of previous academic
credentials (Ergin et al. 2019). Nevertheless, a closer look at the above given avail-
able official statistics reveals that inclusivity in enhancing Syrian refugees‘ access to
higher education in Turkey has not fully been achieved yet for several aspects.

As mentioned, only 37% of Syrian students in Turkish universities are female.
Compared to that of local female students, this ratio is low as almost 50% of total
Turkish university students are female (CoHE 2020). This might result from societal
and cultural reasons regarding women‘s place in Syrian society. Marriage at an early
age is more common, and birth rate is higher in Syrian society than in Turkish society.
To make matters worse, post-war trauma and lack of income and security might force
Syrian women to marry to a local man, take care of family members at home or work
in order to contribute to family budget (Barin 2015; Cak:r 2017; Erdogan et al. 2017;
Hohberger 2018).
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Next, 92% of current Syrian students in Turkish universities are enrolled in an
associate or undergraduate level study program. It means that eight percent is pur-
suing a graduate degree only (CoHE 2020). This huge imbalance between the levels
of enrollment can be caused by several reasons. Firstly, Turkish universities may not
be attractive enough for Syrian refugees to pursue a graduate degree. In a survey
of 360 Syrian university students in Turkey, it is noted that almost half are willing
to move to a third country. Western countries, such as Canada, UK, Germany, USA
and Sweden, are on the top of the most desired destinations by this group of Syr-
ian students (Erdogan et al. 2017). The increase in the number of Syrian students
in these countries confirms this inference. For example, there is a high demand for
higher education in German universities by Syrian refugees. The number of Syrian
university students in Germany increased by 69% between the years 2017-18 and
reached 8,618. Of the newly registered refugees in 2018/19 winter semester, 22%
are graduate students (Trines 2019). Secondly, Syrian refugee students might have
difficulties to get access to graduate education by lack of documentation of their
previous education and equivalencies, a rather general problem for refugees’ access
to higher education, but more so for graduate education.

Only 13.6% of Syrian students in Turkey are enrolled in private universities (CoHE
2020). It means that—except a few individual exceptions- Syrian students in private
universities have to cover their own expenses, such as a tuition fee. This inevitably
divides refugee parents into two, ones who can afford their children’s study in a
private university and others who cannot.

In addition to the imbalance in Syrian university students’ number by type of
institutions, another imbalance is observed regarding the geographical regions they
are in. There are seven geographical regions in Turkey. Yet, 66.8% of Syrian students
are enrolled in universities in three of these regions, Marmara, which is the most
developed region with the highest number of universities, and Southeastern and
Mediterranean, which are close to Syria (CoHE 2020).

Important to note here also is that very few Syrian university students in Turkey
sponsor their education cost by a scholarship. According to Miilteciler Dernegi
(2019), this ratio does not exceed 5.7. As the above-given survey of a group of
Syrian students reveals, education cost of 57% of the group is sponsored by their
parents, while 25% have to work for it (Erdogan and Erdogan 2018). This reminds us
of the risk of elitism in internationalization (Ergin 2019b). A vast majority of today ‘s
international students are funded by their wealthy parents. If the same applies to Syr-
ian university students in Turkey, then we have to face a risk that only the Syrian
parents in Turkey who can afford their children’s study in a university or Syrian
students who are healthy and fortunate enough to find a job to afford their costs are
included in the system.

Last but not least, parents’ awareness about the significance of higher education
may play an important role in their children’s access to universities. Lack of official
statistics makes it unlikely to come up with a socio-economic and educational infer-
ence about parents of Syrian university students. However, as the above-given data
about a group of Syrian students indicate, 60% of them have parents either or both of
which have attained higher education (Erdogan and Erdogan 2018). This reminds us
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of the concept of family educational capital (Howard et al. 1996). If the policy mostly
enhances children of parents who have higher education capital, then it means that
children of others who do not have this capital are left behind.

6 Conclusion

It should be noted here again that hosting 3.6 million Syrian refugees and providing
27,034 of them with access to higher education (CoHE 2020; UNHCR 2020), Turkey
has served as a model to other countries. This study does not expect an emerging
country to include refugees in higher education flawlessly. However, in order to attain
a more inclusive policy, it brings forward several recommendations:

— Special projects for encouraging more female Syrian refugees to access higher
education should be planned and implemented. Scholarships open to application
of female Syrians only, daycare at universities for mother refugees’ kids and raising
Syrian parents’ awareness about their daughters’ higher education attainment could
be among possible practices.

— A long-term route map should be made to enhance more Syrian refugees’ access
to graduate programs. Job opportunities on the campus, such as a graduate assis-
tantship, and special quotas for Syrian students in graduate program admissions
could foster Syrian refugees’ access.

— Private universities should be included in the policy in a more active way. Each
private university should admit a certain number of Syrian refugees with a full
scholarship and without expecting a tuition-fee payment.

— In order for a more balanced distribution of them around the country, regional
quotas for Syrian students should be determined.

— In order not to leave the access to higher education only to those whose parents
can afford it, more scholarship opportunities should be provided.

— Itis obvious that Syrian parents with higher education attainment are already aware
that their children should attain higher education. In order not to ignore the others
whose parents do not have this educational capital, campaigns should be organized
to raise awareness of Syrian parents about the significance of higher education.

Refugees face similar challenges while they struggle to access higher education in
their host countries. Wherever they are, financial restrictions, family issues, post-
displacement traumatic experiences, bureaucratic problems and local tension in the
host society could be counted as common barriers before their right to higher educa-
tion. For this reason, the findings and recommendations of this study in our opinion
are not only relevant for the case of Syrian refugee students in Turkey, but also for
other countries in the Middle Eastern region and in other contexts, such as Venezue-
lan refugees in Latin America and refugees from Myanmar in South Asia (Unangst
et al. 2020).



Integration Policy for Syrian Refugees’” Access ... 129

References

Balsari, S., Abisaab, J., Hamill, K. & Leaning, J. (2015). Syrian refugee crisis: When aid is not
enough. The Lancet, 385(9972), pp. 942-943.

Barin, H. (2015). Tiirkiye’deki Suriyeli kadinlarin toplumsal bagglamda yassadiklari sorunlar ve
¢Oziim tinerileri. Go¢ Arasstirmalart Dergisi, 1(2), pp. 10-56.

CoHE. (2012). Duyurular. Retrieved from https://www.yok.gov.tr/en

CoHE. (2015). Tirkiye’de bulunan Suriyeli 0grencilerin iiniversitelerimizde egitim
ve Ogretimlerini alabilmelerine yonelik duyuru. Retrieved from http://www.yok.
gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F167422C2F4684080D 7p_
p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle=0&p_p_state=normal&p_p_
mode=view&p_p_col_id=column-1&p_p_col_pos=1&p_p_col_count=2&_101_INSTANCE_
4Zc45YTE6eNh_delta=10&_101_INSTANCE_4Zc45YfE6eNh_keywords=&_101_
INSTANCE_4Zc45YfE6eNh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_
andOperator=true&p_r_p_564233524_resetCur=false&cur=90.

CoHE. (2020). Yiiksekogretim bilgi yonetim sistemi. Retrieved from https://istatistik.yok.gov.tr/.

Council on Foreign Relations. (2019). Global conflict tracker. Retrieved from https://www.cfr.org/
interactive/global-conflict-tracker/conflict/civil-war-syria.

Cousins, S. (2015). Syrian crisis: Health experts say more can be done. The Lancet, 385(9972), pp.
931-934.

Cakir, H. (2017). Suriyeli miilteci kadinlarin sosyokiiltiirel degisime uyum cabalari: Yozgat 6rnegi.
COMU International Journal of Social Sciences, 2(4), pp. 53-68.

de Wit, H.,, & Hunter, F. (2015). The future of internationalization of higher education in
Europe. International Higher Education, 83, pp. 2-3.

Encyclopedia Britannica. (2019). Syrian civil war. Retrieved from https://www.britannica.com/
event/Syrian-Civil- War.

Erdogan, M. M., Erdogan, A., Yavcan, B., Mohamad, T. H., Kavukcuer, Y., Sanci, G. (2017). Elite
dialogue: Tiirkiye’deki Suriyeli akademisyen ve iiniversite 6grencilerinin durumu, sorunlart ve
beklentileri aragtirmasi. Ankara: HUGO & IGAM.

Erdogan A. & Erdogan M.M. (2018). Access, qualifications and social dimension of Syrian refugee
students in Turkish higher education. In: A. Curaj, L. Deca, R. Pricopie (Eds.), European higher
education area: The impact of past and future policies, (pp. 259-276). Cham: Springer.

Ergin, H. (2016). Turkish university students’ perceptions towards their Syrian classmates. Educa-
tion and Science, 41, pp. 399-415.

Ergin, H. (2019a). Refugee studies are too focused on developed countries. Retrieved from https://
www.universityworldnews.com/post.php?story=20190717102317676.

Ergin, H. (2019b). Is international higher education just an elite club? Retrieved from https://www.
universityworldnews.com/post.php?story=20191104073714229.

Ergin, H. & de Wit, H. (2019). Religion, a forceful driver for forced internationalization of higher
education. International Higher Education, 99, pp. 9-10.

Ergin, H., de Wit, H. & Leask, B. (2019). Forced internationalization of higher education: An
emerging phenomenon. International Higher Education, 97, pp. 9-10.

Euronews. (2019). Erdogan: Suriye‘de giivenli bolge olmazsa, kapilari agmak zorunda kalabil-
iriz. Retrieved from: https://tr.euronews.com/2019/09/05/erdogan-cumhurbaskanligi- hukumet-
sisteminden-donus- yok-sorunlar-sistem-degil-uygulamadan.

Ghaddar, H. (2016, December 14). Stop calling the Syrian conflict a ‘civil war’. It’s not. The
Washington Post. Retrieved from https://www.washingtonpost.com/posteverything/wp/2016/12/
14/stop-calling-the-syrian-conflict-a-civil- war-its-not/ 2utm_term=.92ab05f16a6e.

Hohberger, W. (2018). Opportunities in higher education for Syrians in Turkey: The perspective
of Syrian university students on the educational conditions, needs and possible solutions for
improvement. Istanbul: Istanbul Policy Center.


https://www.yok.gov.tr/en
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
http://www.yok.gov.tr/web/guest/duyurular;jsessionid=33DF32078B0674F16 7422C2F4684080D?p_p_id=101_INSTANCE_4Zc45YfE6eNh&p_p_lifecycle =0&p_p_state=normal&p_p_mode=view&p_p_col_id=column-1&p_p_col_p os=1&p_p_col_count=2&_101_INSTANCE_4Zc45YfE6eNh_delta=10&_10 1_INSTANCE_4Zc45YfE6eNh_keywords=&_101_INSTANCE_4Zc45YfE6e Nh_advancedSearch=false&_101_INSTANCE_4Zc45YfE6eNh_andOperator=true&p_r _p_564233524_resetCur=false&cur=90
https://istatistik.yok.gov.tr/
https://www.cfr.org/interactive/global-conflict-tracker/conflict/civil-war-syria
https://www.cfr.org/interactive/global-conflict-tracker/conflict/civil-war-syria
https://www.britannica.com/event/Syrian-Civil-War
https://www.britannica.com/event/Syrian-Civil-War
https://www.universityworldnews.com/post.php?story=20190717102317676
https://www.universityworldnews.com/post.php?story=20190717102317676
https://www.universityworldnews.com/post.php?story=20191104073714229
https://www.universityworldnews.com/post.php?story=20191104073714229
https://tr.euronews.com/2019/09/05/erdogan-cumhurbaskanligi-hukumet-sisteminden-donus-yok-sorunlar-sistem-degil-uygulamadan
https://tr.euronews.com/2019/09/05/erdogan-cumhurbaskanligi-hukumet-sisteminden-donus-yok-sorunlar-sistem-degil-uygulamadan
https://www.washingtonpost.com/posteverything/wp/2016/12/14/stop-calling-the-syrian-conflict-a-civil-war-its-not/?utm_term=.92ab05f16a6e
https://www.washingtonpost.com/posteverything/wp/2016/12/14/stop-calling-the-syrian-conflict-a-civil-war-its-not/?utm_term=.92ab05f16a6e

130 H. Ergin and H. de Wit

Howard, V. & McLaughlin, T. F. & Vacha, E. (1996). Educational capital: A proposed model and its
relationship to academic and social behavior of students at risk. Journal of Behavioral Education,
6, pp- 135-152.

Human Rights Watch. (2019). Syria: Events of 2018. Retrieved from https://www.hrw.org/world-
report/2019/country-chapters/syria.

Ibrahim, Y. (2018). The Unsacred and the Spectacularized: Alan Kurdi and the Migrant Body. Social
Media + Society, October-December, pp. 1-9.

Icduygu, A. & Simsek, D. (2016). Syrian refugees in Turkey: Towards integration policies. Turkish
Policy Quarterly, 15(3), pp. 59-69.

Miilteciler Dernegi. (2019). Suriyeli 6grencilere verilen burs ne kadar? Retrieved from https://
multeciler.org.tr/suriyeli-ogrencilere- verilen-burs-ne-kadar/.

The Official Gazette. (2013). Yiiksekdgretim kurumlarinda 6nlisans ve lisans diizeyindeki program-
lar arasinda gecis, ¢ift anadal, yan dal ile kurumlar arasi kredi transferi yapilmasi esaslarina iliskin
yonetmelikte degisiklik yapilmasina dair yonetmelik. Retrieved from http://www.resmigazete.
gov.tr/eskiler/2013/09/20130921-9.htm.

The Official Gazette. (2014). 2014-15 egitim-6gretim yilinda yiiksek6gretim kurumlarinda cari
hizmet maiyetlerine 6grenci katkisi olarak alinacak katki paylari ve 6grenim iicretlerinin tespitine
dair karar. Retrieved from http://www.resmigazete.gov.tr/eskiler/2014/09/20140927-6- 1.pdf.

Trines, S. (2019). The state of refugee integration in Germany in 2019. Retrieved from https://wenr.
wes.org/2019/08/the-state-of-refugee-integration-in- germa-ny-in-2019.

UN News. (2019). Syria. Retrieved from https://news.un.org/en/focus/syria.

Unangst, L., Ergin, H., Khajarian, A., DeLaquil, T. & de Wit, H. (2020). Refugees and Higher
Education: Trans-national perspectives on access, equity, and internationalization. Global Per-
spectives on higher Education. Rotterdam: Brill/Sense.

UNHCR. (2018). Comprehensive protection and solutions strategy: Protection thresholds and
parameters for refugee return to Syria. Retrieved from https://data2.unhcr.org/en/documents/
download/63223.

UNHCR. (2019). Figures at a glance. Retrieved from https://www.unhcr.org/figures-at-a-glance.
html.

UNHCR. (2020). Syria regional refugee response. Retrieved from https://data2.unhcr.org/en/
situations/syria.

Open Access This chapter is licensed under the terms of the Creative Commons Attribution 4.0
International License (http://creativecommons.org/licenses/by/4.0/), which permits use, sharing,
adaptation, distribution and reproduction in any medium or format, as long as you give appropriate
credit to the original author(s) and the source, provide a link to the Creative Commons license and
indicate if changes were made.

The images or other third party material in this chapter are included in the chapter’s Creative
Commons license, unless indicated otherwise in a credit line to the material. If material is not
included in the chapter’s Creative Commons license and your intended use is not permitted by
statutory regulation or exceeds the permitted use, you will need to obtain permission directly from
the copyright holder.


https://www.hrw.org/world-report/2019/country-chapters/syria
https://www.hrw.org/world-report/2019/country-chapters/syria
https://multeciler.org.tr/suriyeli-ogrencilere-verilen-burs-ne-kadar/
https://multeciler.org.tr/suriyeli-ogrencilere-verilen-burs-ne-kadar/
http://www.resmigazete.gov.tr/eskiler/2013/09/20130921-9.htm
http://www.resmigazete.gov.tr/eskiler/2013/09/20130921-9.htm
http://www.resmigazete.gov.tr/eskiler/2014/09/20140927-6-1.pdf
https://wenr.wes.org/2019/08/the-state-of-refugee-integration-in-germa-ny-in-2019
https://wenr.wes.org/2019/08/the-state-of-refugee-integration-in-germa-ny-in-2019
https://news.un.org/en/focus/syria
https://data2.unhcr.org/en/documents/download/63223
https://data2.unhcr.org/en/documents/download/63223
https://www.unhcr.org/figures-at-a-glance.html
https://www.unhcr.org/figures-at-a-glance.html
https://data2.unhcr.org/en/situations/syria
https://data2.unhcr.org/en/situations/syria
http://creativecommons.org/licenses/by/4.0/

The Role of Demographic Policies in the )
Internationalization of Romanian Higher | @@
Education

Robert Santa and Cezar Mihai Haj

1 Introduction

In recent years, several European countries have tuned their policies pertaining to
international students to their need for immigration reform and the recruitment of
highly skilled, highly educated professionals into their economies. Europe has been
lagging behind other developed regions when it comes to attracting highly educated
labour from abroad, despite being one of the regions with the steepest demographic
downturns in the world. Governments have been trying to correct this either by
making it easier for highly skilled immigrants to move to Europe (via a multitude of
schemes such as the EU-backed ‘Blue Card’) or by allowing international graduates
to become long-term residents in an expedited fashion.

A growing shortage of skilled workers and the role of higher education in tackling
this issue have also been emerging as an important topic in the Romanian public
debate, and immigration legislation has been revised and tuned to European practices.
This paper aims to analyse the implementation of recent legal changes that now
facilitate the employment of non-EU graduates of Romanian universities. It will try
to explore the extent to which the law is already implemented, the way in which it
has been internalized and used by universities to communicate to non-EU students
or in their student recruitment activities, but also to look at how inter-institutional
cooperation functions in light of recent legal changes. The paper is exploratory in
nature and tracks the implementation of Romania’s new immigration legislation at
a very early stage, just a year from the time of adoption. Nevertheless, from a policy
analysis perspective, this is useful in order to identify weak spots on the road between
legislative decisions and institutional practices.
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Avoiding any major controversies, the Romanian Parliament discretely modified
immigration legislation in 2018,! trying to overhaul high thresholds for access to
permanent residency. Prior to this, becoming a permanent resident in Romania as
a non-EU citizen was more difficult and blocked at several choking points. On the
one hand, a higher minimum wage was regulated for foreigners, on the other, a fixed
quota and stern enforcement of employment preference for EU citizens represented
further obstacles, though the latter provision is still formally in place. Changes in the
new legislation included a provision that enabled foreign graduates in Romanian uni-
versities to seek employment for up to nine months after graduation, as an alternative
to the six months awarded for the resolution of administrative issues following stud-
ies. The legislation was spearheaded by the need to align Romanian legislation with
the provisions of European Directive (EU) 2016/801. The purpose of the Directive
is, in turn, to harmonise the conditions for admission and authorisation at EU level
and foster mobility for students and researchers. The Directive governs the condi-
tions for third-country nationals for admission and authorisation as a researcher (and
family members), student, trainee or volunteer in the context of European volunteer
service.?

These new approaches are not unique to Romania and should be seen in light of
similar policy adaptation across Europe. These changes address the need of many
governments to compensate for the ageing population of various European countries,
the need for fiscal sustainability and the desire to make immigration fiscally valuable.

2 Background

While the EU is trying to expand the share of persons aged 30-34 who have completed
a form of tertiary education to 40%, non-EU immigration in many countries weighs
down such goals. With a few exceptions, notably the UK with its high share of
educated migrants, European countries tend to have immigrant populations with low
levels of education.

For example, according to Eurostat data, almost 35% of non-EU immigrants had
at most lower secondary education (ISCED 0-2), double the rate among Europeans
without a migrant background. The share of tertiary education graduates among
migrants was lower than the rate for natives and EU immigrants.? Tertiary level

"Law text (Romanian) available online at: https://legeS.ro/Gratuit/gmydqobqgeza/legea-nr-
247-2018-pentru-modificarea-si-completarea-unor-acte-normative- privind-regimul-strainilor-
in-romania.

Zhttps://ind.nl/en/news/Pages/New- directive-improves-mobility- within-the- EU-for-researchers-
and-students-from-- %E2%80%98third- countries % E2%80%99.aspx.

3Eurostat, retrieved in October 2019 and available at: https:/ec.europa.eu/eurostat/web/products-
eurostat-news/-/DDN-20190523-1.
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attainment would be even lower in the post-Brexit EU27, as Britain (and indeed,
Ireland) tended to be outliers via their attraction of a highly educated migrant popu-
lation.*

The education level of immigrants seems to have a cascading effect in society,
impacting other metrics. For example, one can easily notice that Britain has a smaller
gap between non-EU migrant employment rates and the respective rate for natives.’
Ireland is in a similar position. Also, the gap in PISA test scores between immigrant
and non-immigrant students is lower in countries with a more educated migrant
population. In the case of Europe, this again leads to smaller differences in the
United Kingdom,® though it should be noted that—despite having a large number of
migrants with ISCED 0-2 education—countries such as Spain and Italy also display
moderate differences in results based on migration background. Research has already
identified the key role of immigration policies in shaping the success of immigrants
and their children in educational settings (e.g. Entorf and Minoiu 2004).

All of these issues are, from a demographic standpoint, important for European
countries. All EU members, sans exception, have below-replacement fertility levels
and have had them for decades. This means that the eventual decline in the number of
people working will have to be compensated either by raising the productivity of the
dwindling domestic workforce (for example via greater automation), by immigration
or (as is most likely) by a combination of both.

International students have become a target for increasingly generous ‘waivers’
offered upon graduation in order to look for employment. While Britain briefly
reversed a pre-2012 policy on allowing students to seek employment, it has since
reverted to it, offering graduates a generous two-year period to seek employment
(Adams 2019). Sweden has also introduced similar policies in order to tackle short-
ages of skilled workers (The Local 2019). Such policies also exist in countries such
as the Netherlands, Denmark, Germany and, indeed, Romania since 2018.

These policies have a fairly simple principle: they enable international students
to try and apply for employment in the country they study after graduation. The host
country, especially if it has not asked the students to pay for the full cost of their
tuition, or if they study in a field that sees skills shortages, is directly interested to
at least offer the graduates a chance to extend their stay. The host country solves
several issues related to immigration and integration by selecting graduates from
domestic universities. First of all, there is a head-start on integration, even though
it has to be said that many contemporary programs are taught in a foreign language
(usually English). Secondly, issues such as diploma recognition and sector-specific
internship experience are often solved before employment. Lastly, when the point

“Eurostat, retrieved in October 2019 and available at: https:/ec.europa.eu/eurostat/statistics-
explained/index.php?title=Migrant_integration_statistics_-_education#Educational_attainment.
SEurostat, retrieved in October 2019 and available at: https://ec.europa.eu/eurostat/statistics-
explained/index.php/Migrant_integration_statistics_ %E2%80%93_labour_market_indicators#
Employment_rates.

SOECD data for PISA 2015, retrieved in October 2019 and available at: https:/www.oecd-
ilibrary.org/education/pisa-2015-results-volume-i/immigrant-background-student-performance-
and-students-attitudes-towards-science_9789264266490-11-en.


https://ec.europa.eu/eurostat/statistics-explained/index.php?title=Migrant_integration_statistics_-_education#Educational_attainment
https://ec.europa.eu/eurostat/statistics-explained/index.php?title=Migrant_integration_statistics_-_education#Educational_attainment
https://ec.europa.eu/eurostat/statistics-explained/index.php/Migrant_integration_statistics_%E2%80%93_labour_market_indicators#Employment_rates
https://ec.europa.eu/eurostat/statistics-explained/index.php/Migrant_integration_statistics_%E2%80%93_labour_market_indicators#Employment_rates
https://ec.europa.eu/eurostat/statistics-explained/index.php/Migrant_integration_statistics_%E2%80%93_labour_market_indicators#Employment_rates
https://www.oecd-ilibrary.org/education/pisa-2015-results-volume-i/immigrant-background-student-performance-and-students-attitudes-towards-science_9789264266490-11-en
https://www.oecd-ilibrary.org/education/pisa-2015-results-volume-i/immigrant-background-student-performance-and-students-attitudes-towards-science_9789264266490-11-en
https://www.oecd-ilibrary.org/education/pisa-2015-results-volume-i/immigrant-background-student-performance-and-students-attitudes-towards-science_9789264266490-11-en

134 R. Santa and C. M. Haj

of immigration is tertiary education, the state waives most prior integration costs
(language tutoring, pre-tertiary education) and quickly starts receiving the net fiscal
benefit of having one more highly skilled resident in the tax system.

All of these benefits contrast with the more problematic integration of children
with an immigrant background in general. Dronkers and de Heus (2012), as well as
Dronkers and van der Velden (2013) point to a complex web of factors that influence
educational performance among immigrant children in general, with factors such
as religion, country of origin and community structures playing a role in education
outcomes. With immigrants arriving as international students, the point of entry
already includes a fairly high barrier defined by previous academic success.

Still, this modus operandi has some limitations. Policies aimed at recruiting stu-
dents as skilled workers have a different logic than points-based systems, such as
those developed by Australia and Canada. Most European countries use neither
explicit quotas nor formally quantified systems of grading the merit of individual
applications for residency.” Employment and immediate labour market needs seem
to be key concerns for policy-makers, in line with prior European efforts of recruiting
‘guest workers’. Immediate needs take priority over long-term concerns with inte-
gration, and this could be seen as reflective of the lack of cultural awareness of what
being a ‘country of immigration’ entails.

Policies aimed at facilitating immigration by international graduates are already
impacting the makeup of immigrant contingents that are awarded residency in some
of the countries that use them. The Netherlands, for example, now receives a steady
flow of Indian immigrants, which often top annual non-EU, non-refugee immigra-
tion.® Efforts to reduce immigration via family reunification that have preceded the
recent international student boom mean that such inflows now dwarf immigration
from previously dominant countries of origin (such as Morocco and Turkey). France
has also seen its immigrants become increasingly educated,’ as have other countries
inside the EU. The impact of the adoption of policies aimed at attracting a greater
share of those highly skilled might be difficult to gauge for a while, especially when
concerning indirect networked migration,'? as the 2015 refugee crisis has seen a big
inflow of migrants that were not screened before arrival in Europe. That means that
the overall sociodemographic profile of the total immigrant population might not
improve in the short term.

While Romania has been—until recently—aloof of these efforts, the debate
around attracting international students has intensified. After 2009, the number of
students fell abruptly, especially in the private sector and in the fee-paying subsector
in public universities (CNFIS 2014). At the same time, the one chronic problem of

7Exceptions do exist, such as the recent UK proposal on using a points-based system to assess
immigration decisions after 2021.

8Dutch Statistics CBS, retrieved in October 2019 from: https://www.cbs.nl/en-gb/news/2019/30/
indian-knowledge- migration-has-doubled.

9French Statistics INSEE, retrieved in October 2019 from: https://www.insee.fr/fr/statistiques/
3640742#titre-bloc-6.

10For example, family reunification.
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unemployment and underemployment began gradually being reversed, with unem-
ployment being as low as 3.9% in September 2019,!! below the EU average. Short-
ages in high-skills sectors could be potentially problematic in any national effort
to completely close the middle-income trap. Romania is in a very poor position, as
Eurostat places it in the very last spot when it comes to tertiary education attainment.
Less than 25% of people aged 30-34 have a higher education diploma as of 2018,
and the number has even declined year-on-year.'> Romania is thus one of the few
EU countries that risk failing to meet their Europe 2020 targets for tertiary education
attainment.

In these conditions, Romania is at a tipping point in its need to attract a greater
number of highly skilled graduates. It displays a mix of demographic contraction, low
share of highly educated people among its own citizenry, rapid economic and wage
growth and low unemployment. Legal efforts to facilitate highly skilled immigration
now exist, and the ensuing trickle-down effect has now been set in motion by defining
a legislative framework, though it is yet to be seen whether and how it will be used.

3 Methodology

The present paper used a three-fold approach in analysing the relevant topic. On the
one hand, it analysed the legislative tools that govern education-centred immigration
policies in both greater Europe and in Romania. This was necessary to frame recent
legislative changes in Romania into what is a wider policy practice in Europe. The
second tool was a brief desk research covering materials and articles related to inter-
nationalization efforts, including the argumentation used for the adoption of current
legislation. The third tool was the use of interviews with key institutional representa-
tives in Romania, to see the degree to which policy changes have been internalized by
universities and are being used as part of Romania’s offer to international students.

Of these instruments, semi-structured interviews were arguably the most impor-
tant given that the paper tackles a very recent issue that has not yet been documented
in academic literature or even in statistics bulletins. Due to some difficulties in estab-
lishing interviews with central authorities, the first four interviews were taken with
representatives of universities that were deemed representative for the scope of this
paper. These included three public and one private university. Three of the universi-
ties were based in Bucharest, while one was regional. The fifth interview was with
central level representatives of the authority responsible with immigration, while a
sixth was taken with the representative of a human resources company. The inter-
views, with two exceptions, were either with two persons or included follow-up

Eyrostat, retrieved in October 2019 and available at: https://ec.europa.eu/eurostat/statistics-
explained/index.php/Unemployment_statistics#Recent_developments.

12Eurostat, retrieved in October 2019 and available at: https:/ec.europa.eu/eurostat/statistics-
explained/index.php/Europe_2020_indicators_-_education#Increasing_attainment_at_tertiary_
level.


https://ec.europa.eu/eurostat/statistics-explained/index.php/Unemployment_statistics#Recent_developments
https://ec.europa.eu/eurostat/statistics-explained/index.php/Unemployment_statistics#Recent_developments
https://ec.europa.eu/eurostat/statistics-explained/index.php/Europe_2020_indicators_-_education#Increasing_attainment_at_tertiary_level
https://ec.europa.eu/eurostat/statistics-explained/index.php/Europe_2020_indicators_-_education#Increasing_attainment_at_tertiary_level
https://ec.europa.eu/eurostat/statistics-explained/index.php/Europe_2020_indicators_-_education#Increasing_attainment_at_tertiary_level

136 R. Santa and C. M. Haj

phone calls. This was due to the need, in bigger universities, to ask questions from
both persons involved in decision-making and staff involved with the practical and
administrative side of managing admission for international students. Thus, in total,
10 individuals were interviewed for this article.

It should be noted that some criteria were used in selecting universities. These
had to have a significant (by Romanian standards) number of international students.
Medical universities were excluded as these have traditionally attracted international
students due to factors such as cost, numerus clausus in the home country or the
value of Romanian diplomas in the context of professional regulation. Similarly, the
universities were screened to avoid those that have an overwhelmingly Moldovan-
origin international student body, as linguistic ties and legal facilities mean that
Moldovan students are not international stricto sensu.

4 Internationalization in Romania

Internationalization has been the object of attention for education and policy
researchers over the past few years, while its importance in higher education dis-
course and political practice has been rising. As universities have seen fewer and
fewer domestic students due to the poor quality of secondary education and due to
demographic factors, internationalization has also presented a greater level of interest
for universities.

Decaetal. (2015) noted that internationalization efforts in Romania started off in a
largely ad hoc manner, with no national strategy and with many policy changes deter-
mined by the need to comply with Bologna Process requirements or policy require-
ments associated with EU accession. These included the adoption of the European
Credit Transfer and Accumulation System (ECTS), the use of the diploma supple-
ment and more participation in EU mobility programmes, but did not preclude the
continuation of traditional partnerships such as those associated with Agence Uni-
versitaire de la Francophonie (AUF) membership (ibid.). They also point to several
structural obstacles existing in the way of internationalization efforts, including poor
data collection, the lack of a national strategy and limited use of institutional strate-
gies.

These deficiencies are also visible when looking at existing statistics. Romania
remains a fairly marginal destination for international students. This can, for example,
be seen with European mobilities, with 2.5 times more Romanians leaving the country
than other Europeans arriving to study in local universities (UEFISCDI 2018). But
the number of international students who undertake their studies in Romania outside
the field of medicine, and who do not benefit from ethno-preferential access is small.

There is no research with regard to the degree to which employability was a factor
in determining existing students to choose Romania. Such research does however
exist for more general international student populations. When Medina and Duffy
(1998) defined five main directions for branding for universities seeking to promote
themselves internationally, graduate career prospects were one of these directions.
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In their paper, graduate career prospects referred to employment prospects per se,
expected income and employer attitudes towards said graduates. Rajika Bhandari
(2018) noted that Indian and Chinese students (the main US intakes) reported con-
cerns about employment opportunities, especially when enrolling at graduate level.
41 of university campus administrators in the United States had, in fact, reported
that concerns over the limited number of HIB work visas (which offer temporary
employment to skilled foreign nationals) were a factor in the decline in the number
of international students applying to study in the country (ibid).

An earlier study by Binsardi and Ekwulugo (2003) found that immigration and
admission procedures ranked second after educational standards/qualification recog-
nition among motivations offered by international students who had chosen to attend
universities in Britain. Employment was third, ahead of costs, culture and lifestyle.
The impact of talent retention is, of course, quite positive for the countries of des-
tination, which reap the rewards of having a greater number of graduates within
their overall populations. Varghese (2008:24) noted that employment prospects for
internationally mobile students are high and that while this premium is greater in
developing countries (often the countries of origin), many do stay, giving as an exam-
ple the large share of Chinese and Indian students in the US tech sector.

It should be noted that while employability and employment prospects are a
potential hook for international students, they are not necessarily a key driver for
internationalization efforts by institutions. Altbach and Knight (2006) do not list the
provision of employment for national labour markets as an institutional objective for
internationalization. Ultimately, universities themselves benefit from international-
ization mainly while the students are present.

As stated above, data shows that progress in attracting international students
remains limited. Despite increased efforts to promote Romania as an international
student destination, the number of newly arriving international students has been
rising slowly. Furthermore, once Moldovans (who, due to the common language, are
an atypical group of international students) are taken out of the tally, we actually see
the past few years witnessing a slight decline in the number of study visas issued to
non-Moldovan non-EU citizens (Table 1).

Nevertheless, within the body of students awarded Romanian study visas, there has
been some diversification. While Israeli, Tunisian, Iraqi and Nigerian students seem
to have witnessed a steep decline in the past few years (the latter two nationalities
with a steep drop between 2015 and 2016), there has been a steady rise in the number
of ‘other’ students coming from non-traditional destinations. These have risen from
28.3% in 2015 to 36.5% in 2018 among non-Moldovan arrivals. Of the big traditional
countries of origin for international students, Turkey has seen a significant rise in total
arrivals.
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Table 1 International student admissions (source: IGI)

Citizens of 2015 2016 2017 2018 Total
Moldova 1612 1720 1849 2202 7383
Israel 655 692 641 479 2467
Turkey 443 509 586 591 2129
Morocco 255 260 277 256 1048
Tunisia 355 234 200 173 962
Serbia 215 256 201 196 868
Ukraine 115 138 141 183 577
Iraq 226 132 96 107 561
Syria 126 96 113 112 447
Nigeria 246 53 67 75 441
Other 1039 1149 1175 1249 4612
Total-MD 3675 3519 3497 3421 14112
Total 5287 5239 5346 5623 21495

5 Findings

Our initial research effort looked at existing legal documents and the arguments that
they used. The Law 237/2018 was a catch-all overhaul law for Romania’s immi-
gration and residency legislation, creating new immigration pathways, simplifying
others, reducing the requirements necessary to employ non-EU staff and facilitat-
ing international mobility in research, education and au pair childcare work. These
changes brought Romanian legislation in line with European practices, but the law
itself went beyond the scope of European Directive (EU) 2016/801.

Among the new provisions introduced or perfected by the Law, the most mean-
ingful from the standpoint of education include:

1. A definition was now provided for what an international student was (both ter-
tiary and pre-tertiary). A similar definition was provided for international interns
(“stagiar”). These definitions did not change de facto practices but enabled better
alignment with EU and additional legislation;

2. The concept of educational project was introduced and used as a criterion in
awarding certain types of visas;

3. Punitive clauses were introduced to limit access to residency in Romania for
foreigners who had committed various crimes and misdemeanours, including
criminal acts, breaches of migration and employment legislation in Romania and
other EU states;

4. The criteria for being awarded an international study visa was updated (though
in practice remained broadly similar to prior conditions);

5. Additional criteria linked to income and assurance were inserted, in order to both
ensure that international students can afford their studies;
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6. Provisions were introduced to facilitate the international mobility of non-EU
citizens studying in another EU country;

7. There was an overhaul of criteria used to award visas to non-EU researchers, and
to ease intra-EU mobility for non-EU researchers;

8. Lastly, students graduating in Romanian universities were awarded the chance to
stay for nine months to seek employment.

It should be noted, however, that Romanian legislation does limit the absolute
number of visas issued across categories. As such, there is an absolute cap that is
placed on the number of foreign workers, currently at around 30.000 persons per
year (Interview 5). This additional legislation authorizes the government to regulate
the cap on a year-by-year basis, though interviewees from the immigration authority
noted that this cap is not set in stone, and the total number of new admissions can be
extended.

The other restriction to the formally open legislation is the requirement for prior-
itization of Romanian and European Union citizens. This is common across most of
Europe as part of anti-social-dumping regulations that aim to limit employers from
recruiting foreign workers and limiting wages. Nevertheless, law 247/2018 also toned
down existing restrictions. For example, it lowered minimum wage requirements for
non-EU citizens. Romanian minimum wage is now sufficient to employ a non-EU
foreigners while before 2018 the floor was higher. The changes in legislation are
likely to have a more limited effect on tertiary graduates, as they usually have a
higher level of income to begin with.

It should be noted that while the new legislation explicitly regulated seeking
employment as a valid reason for a visa extension, graduates had been able to find
employment under the previous law (Interviews 4, 5). Even though legislation did
not explicitly permit seeking employment upon graduation, immigration officials
noted that the six-month extension offered to students in order to finish graduation
formalities were in some cases used for this purpose. Nevertheless, the pre-Law 247
immigration regimen was often restrictive. One university (Interview 2) complained
that, in practice, students had been struggling with visa extensions should they need
a deadline extension for final thesis projects.

Labour shortages seemed to be acknowledged by most interviewees as a societal
reality that is likely to affect Romania’s long-term development. And, in the informal
setting of the interviews, the respondents often acknowledged the importance of uni-
versities in attracting highly skilled foreign workers in the context of the demographic
crisis. Employing skilled foreign workers has indeed been a long-time demand by
employers, who often complain about labour shortages and currently use corporate
networks or foreign agencies to recruit non-EU labour (Interview 6). In fact, leg-
islative and executive authorities had already been addressing this issue before the
adoption of Law 247/2018. For example, the overall cap on foreign workers has been
raised in the past few years consistently, and it is current policy to raise it should the
demand for workers exceed supply (Interview 5). However, up until now, this cap
has mostly been used for recruitment in the hospitality and construction industries
(Interview 5, 6).
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However, none of the academic responders had resorted to using employment
prospects as a hook or a prominent feature of their public discourse targeting potential
international students. Universities would often tout the cost-effectiveness of their
programmes (Interviews 1, 3), the lifestyle offered by living in a major European
capital (Interview 2) or a mix between the two (Interview 4). Respondents usually
seemed to consider membership of the European Union as a major selling point, as
this would enable easy recognition of awarded degrees for employment purposes
(elsewhere in the European Union).

This, of course, is not entirely unexpected given the recent nature of the topic
of immigration in public discourse in Romania. And, while immigration has been
limited for the most part and is broadly a very recent phenomenon, emigration of both
graduates and non-graduates has been a massified trend which has resulted in over
3.500.000 Romanian citizens living in other European Union countries. Nevertheless,
there has also been a sharp increase in the number of immigrants living in the country
in recent years, though this in itself is still largely an effect of circular migration by
Romanian citizens moving back-and-forth from/to EU countries and a small but
rapidly rising contingent of foreigners.

As Eurostat data indicates (see Table 2) the highest share of foreign-born residents
in Romania is given by countries with Romanian diasporas, either ethnic or migratory.
This points to a fairly low level of authentically foreign permanent or long-duration
immigration to the country and could be a factor in explaining why the idea of
targeting non-nationals for employment purposes has yet to catch on. There is a
rapidly growing number of non-nationals who are employed on a temporary basis,
but these are not skills-selected but are awarded visas based on existing (and often
short-term) needs in the labour market (Interviews 5, 6).

This non-familiarity with the very topic of immigration can also be seen in
inter-institutional cooperation, and how respondents related to it. While Bucharest-

Table 2 Residents in Romania by country of birth (source: Eurostat)

Country/year |2013 2018 Country/year |2013 2018
Romania 19,862,852 19,013,651 Russia 4,952 7,189
Moldova 59,670 199,703 Greece 4,085 6,864
Italy 22,486 62,914 China 2,978 5,473
Spain 18,827 47311 USA 2,360 4,888
Ukraine 8,743 24,570 Israel 1,665 3,660
United 2,604 21,050 Syria 2,295 3,358
Kingdom

Germany 3,759 20,168 Belgium 54 3,269
France 3,780 15,867 Ireland 3,780 2,632
Bulgaria 11,163 10,543 Serbia 1,529 2,465
Hungary 5,795 8,648 Austria 121 2,084
Turkey 5,057 7,901 Iraq 1,136 2,045
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based universities tended to appreciate their cooperation with immigration authorities
(Interviews 2, 3, 4), they mainly valued its role in facilitating visas and informing
students on their rights, status changes etc. The only regional university interviewed
had a less fortunate track-record in cooperating with regional immigration authorities
(Interview 1). This contrasted with the attitude of the responders from the immigra-
tion authority, which seemed to consider employment as a priority in awarding visas.
It should be noted that respondents who became familiar with recent legal changes
during the interview process expressed openness to using employment prospects as
a bigger part of their marketing and branding efforts.

A major point of criticism within inter-institutional cooperation was the process
of awarding first-time entry visas for students. Due to the timing of the Romanian
admission process (just 2—3 months before courses commence), the tradition of
summer holidays in embassies and the limited capacity in consular offices, many
students arrived in Romania after course started, with universities reporting delays
ranging from over a month (Interview 2) to as long as three (Interview 4). There
were also reports of countries where the rate of rejected visa applications was high
enough to discourage future applicants (Interview 4). Among other findings of the
interviews, there seemed to be a trend towards simplifying bureaucratic processes
(a decision is often communicated to students using scanned files as opposed to
physical dossiers), as well as an effort to better accommodate international students
during their stay. The needs of international students reported by the interviewees
were diverse, ranging from the provision of foreign language administrative services
to—in an extreme example—protection from radicalization efforts. One university
complained that accreditation processes are not conducive to the development of
study programmes in foreign languages, placing significant burdens on universities
that try to develop English or French language versions of their existing study offer
(Interview 2).

6 Conclusions

Romanian authorities have, in recent years, simplified many of the immigration-
related restrictions that previously made attracting international students more oner-
ous than in many other European countries. This has included better alignment to
European regulations, more leniency in processing admission dossiers and indeed
greater leeway for international students graduating in Romania to stay and seek
employment within the country.

Administrative bodies tasked with implementing legislation seem proactive in
implementing legislation to the advantage of international students, though the recent
nature of the current legal framework does not offer scope for a quantitative analysis
based on the number of issued visas and variations by category. Nevertheless, most
Bucharest-based respondents deemed central level institutions as being supportive
in their efforts to attract international students.
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On the other hand, the intra-institutional dialogue still seemed problematic. Most
universities did not seem entirely familiar with the impact of recent legislative
changes but were overall keen to use them in the future in order to better market
themselves abroad. However, other state bodies were less conducive to greater open-
ness. The late timeline of admissions, as currently regulated by law, means that
students are pressed to obtain visas in a very short amount of time. Bureaucratic
burdens remain and are indicative of a lack of inter-institutional trust, with certain
policy priorities not reflected in the operational practices of embassies, for example.

As a broad conclusion, it can be said that the updated legislative framework is,
at the moment, limited in its overall impact on internationalization of Romanian
higher education by the permanence of certain barriers. Chief among them is the
scheduling of admissions and the limited capacity of overseas Romanian embassies
to process dossiers in order to award visas, though domestic bureaucratic issues also
exist. The present article should warrant a follow-up once statistics are compiled for
the first few years in the implementation of Law 247/2018, in order to determine if
a statistically significant rise in international graduates seeking employment in the
country occurs.

From a chronological point of view, and going beyond the findings of this paper,
the new reforms can be seen as a new waypoint on the road to aligning Roma-
nian higher education policies to those found in much of the rest of Europe. This
started with the adoption of most Bologna tools, greater levels of mobility and greater
research cooperation, but policy alignment is now crossing the boundary between
education and immigration legislation in line with recent European practice. How-
ever, the extensive transformation brought about by Bologna and European Union
membership is still incomplete. As in many other countries, de facto practices in the
higher education system are anchored as much in older and deep-rooted traditions
as they are in newer policy initiatives.

List of interviews

Interview Responders

Interview 1 Public university. Conducted via phone in two stages. Two responders

Interview 2 Public university. Conducted face-to-face. Two responders

Interview 3 Private university. Conducted face-to-face. One responder

Interview 4 Public university. Conducted face-to-face with phone follow-up. Two
responders

Interview 5 Public authority dealing with immigration. Face-to-face interview with
two responders

Interview 6 Representative of human resources company. Telephone interview
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1 The Social Dimension in the Bologna Process

...student body entering, participating in and completing higher education at all levels should
reflect the diversity of our populations’ (Bologna Process Bologna Process 2007a)

The social dimension is a term coined in the early years of the Bologna Process (BP).
Although mentioned in the early ministerial communiqué texts, the term itself was
not clearly defined until 2007. Looking back, this could perhaps be considered an
oversight. However, the more likely explanation is that the term was chosen intention-
ally, leaving open possibilities for national and institutional action while, at the same
time, committing countries to nothing precise. In the early years of policy-setting for
the European Higher Education Area (EHEA), the use of the term “dimension” was
indeed a signal of aspiration in a rather loosely defined policy area. Thus, as well
as the “social dimension”, references can be found in Bologna documents (commu-
niqués and working group reports) to the “European dimension” of higher education
as well as to the “international dimension” and also to the “external dimension” of
the Bologna process. None of these terms was accompanied by clear definitions.
An important moment for the social dimension in the Bologna Process came
in 2007 when in London the higher education ministers adopted the recommended
definition of the working group that had been mandated to reflect on how policy in this
area should be developed. They defined the objective of social dimension policy to
be that the ‘student body entering, participating in and completing higher education
at all levels should reflect the diversity of our populations’ (Bologna Process 2007a).
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This definition continues to be a valid and actual reference point. It is a definition
that embraces a clear, aspirational objective—the representation of the diversity of
the population. It also entails a process to reach the goal—i.e. the development and
implementation of policies and practices (Bologna Process 2007b). Most importantly,
establishing this definition brought clarity to discussions.

Everything that has been written in subsequent communiqués and EHEA policy
texts derives from and sometimes repeats the 2007 Working Group report and the
definition in the London Communiqué. Thus “Student body within higher education
should reflect the diversity of Europe’s populations (Bologna Process 2009)”,“The
student body entering and graduating from higher education institutions should
reflect the diversity of Europe’s populations (Bologna Process 2012)”, “....the student
body entering and graduating from European higher education institutions should
reflect the diversity of Europe’s populations...(Bologna Process 2018)”

Some subsequent communiqués focus on commitment to develop and implement
national strategies (Bologna Process 2009, 2012) while others give particular empha-
sis to other aspects. For example, the higher education role in building inclusive soci-
eties is a focus of the 2015 Yerevan Communiqué. In this document, ministers agree
to ‘enhance the social dimension of higher education, improve gender balance and
widen opportunities for access and completion, including international mobility, for
students from disadvantaged backgrounds.” (Bologna Process 2015). The commu-
nique further emphasises flexible learning paths and the inclusion of different types
of learners by promoting life-long learning and recognition of prior learning.

While responsibility lies with countries and institutions, there have nevertheless
been important developments in European-level discussions throughout the Bologna
period. Despite each country being left to determine the particular parameters of
under-representation in its specific context, a European discussion has required some
broad categories of under-represented groups to be identified. These categories may
also correspond to notions of disadvantaged or vulnerable students in national con-
texts and commonly include people from a low socio-economic background (identi-
fied through low income or low educational background of parents), gender, disability
and immigrant or minority status. Mature students are also often included. European
discussions also recognise that students from particular geographical regions may
be disadvantaged—particularly those in isolated rural areas or areas of high urban
social deprivation, and that under-representation is also associated with insufficient
formal education qualifications for entry into higher education.

These categories of under-represented, vulnerable or disadvantaged groups are
not separate, discreet entities. In lived reality, they combine as characteristics of
individual citizens, and under-representation may be apparent in a combination of
these different factors. Thus, a person from a low socio-economic status background
will also have a gender, may come from an area of social deprivation, may be a
migrant or have a disability, and all of these factors will combine to play a role in
shaping or limiting opportunities in a particular context. Within the Bologna Process,
the main discussion focuses on the need to develop strategies and actions to improve
access to, participation in and completion of higher education for members of these
groups.
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This paper aims to present an overview of the ways in which the issues under
the umbrella term of “social dimension” have been conceptualised and addressed
by higher education policy throughout the Bologna Process. It also considers the
challenges that lie ahead in improving social reality in European higher education
and introduces the papers that have been selected to provide in-depth research on
different aspects of the social dimension.

2 Social Dimension Strategy

Despite discussion and commitment for national strategies and action plans (Bologna
Process 2007a), there are few countries that have actually made a conscious effort to
develop genuine social dimension strategies in the European higher education Area.
Ireland is perhaps the most notable exception to this general rule. Here, a succession
of higher education policy strategies has consistently featured inclusion and widening
participation as high-level policy goals throughout the Bologna period. The coun-
try has also developed support measures focused at students from under-represented
groups—particularly mature students, students from the traveller community and stu-
dents with disabilities. Ireland has also established good quality monitoring systems
to track the impact of policy—measuring completion and drop-out rates for specific
under-represented groups. (Department of Education and Skills, Dublin 2011)

The focus on social inclusion has not inhibited other policy initiatives. On the con-
trary, Ireland’s strategy has engaged fully with other trends in learning and teaching,
research and innovation, community engagement and internationalisation. Indeed,
the country’s approach offers a good model for the wider EHEA commitment being
prepared for the 2020 Rome Communiqué to make the social dimension a core
commitment on which to build all future policy.

Other countries also offer interesting models. In particular, the Nordic countries
demonstrate a model of social equity that permeates higher education. This can
be most clearly seen through the type of financial measures that are used to sup-
port students. In contrast to nearly all other European systems, no tuition fees are
charged to national and European students. This policy also extends in some coun-
tries to all international students, but in recent years, countries such as Denmark and
Sweden have introduced fees for students from outside Europe. (European Commis-
sion/EACEA/Eurydice 2018)

In addition to the absence of fees, a very high proportion of students receive
grants, with amounts usually adjusted according to the individual student’s socio-
economic situation. The public investment is, therefore, considerable and provided
in a mainstream form.

One important aspect of this Nordic model is that no specific groups are identified.
Through providing generous conditions and support to all students, disadvantaged
or vulnerable students also receive sufficient support and are not stigmatised.

While one major benefit of this model is its inherent inclusivity, its most significant
disadvantage is that there is no way of knowing how many students from under-
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represented, disadvantaged or vulnerable groups actually benefit from the support.
As the notion of groups is anathema to a system designed to support everyone, there
remains a potential for hidden inequity to continue without specific action being
taken to address it.

Almost all other European higher education systems take a different approach to
student financing. Most commonly, countries charge tuition fees to some students—
but provide fee reductions or exemptions to students who are considered as ‘disad-
vantaged’. This refers to students with low socio-economic background and those
belonging to various under-represented groups, such as students with disabilities, eth-
nic minorities, orphans or, in a few countries, children of war victims. Fee waivers
or reductions based on socio-economic criteria generally concern a relatively small
proportion of students.

A number of transition countries such as Latvia, Lithuania, Hungary, Romania,
Bosnia and Herzegovina, Serbia and North Macedonia use merit-based criteria in
differentiating fees paid by full-time higher education entrants. In these countries,
based on performance in upper secondary education and/or results of admission tests,
students start their higher education studies in one of two groups: a ‘state-funded’
group, including better-performing students who do not pay fees or pay only small
administrative charges, and a group of ‘self-financing’ students who cover (fully or
partially) their tuition expenses. Depending on the country, self-financing students
may comprise between 30% and 60% of students.

Even more countries use merit-based criteria for allocating grants. According to
Eurydice data, in 22 higher education systems, grants are awarded either based on
educational outcomes during higher education studies or based on secondary school
results or performance in admission tests.

This merit-based approach to student funding appears to be blind to the reality that
itrewards previous social and educational advantage. Yet research consistently shows
that students coming from families where parents have themselves benefitted from
higher education have greater opportunity to access higher education. Providing fee
waivers and grants on the basis of merit-based criteria thus shores up social advantage
and inequity.

One of the reasons why merit-based student funding may not be a high profile
social justice concern for citizens or policy makers is that almost all countries also
have parallel support that is attributed on a needs basis. Indeed, Eurydice shows that
in 32 higher education systems, grants exist that prioritise socially or economically
disadvantaged students.

While student financing is widely understood as an important aspect of the social
dimension, there is little evidence that specific funding approaches are effective in
widening participation. The United Kingdom provides an interesting case study in
this respect, as England (and to a lesser extent Wales and Northern Ireland) operates
a system where high fees (capped at £9 250/€10 000 per year) are charged to all
students. However, these fees are only paid after the student graduates, and when
she or he is earning over a specific income threshold. In combination with these
fees, students may take out loans which also have to be repaid after graduation. Most
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prospective students, therefore, begin their study programmes in the knowledge that
they will accrue high levels of debt.

While this system transfers some of the cost of higher education from state to
individuals who participate, it has also been designed with features to support under-
represented groups. Indeed, higher education institutions have to sign access agree-
ments that aim to ensure equality of opportunity for students from low-income and
other under-represented groups and to increase retention rates. Some of the fee fund-
ing is thus redistributed to low income and other under-represented groups through
specific measures at institutional level, while higher education institutions also take
other action in terms of service provision to support disadvantaged students.

Scotland, which has full responsibility for its education system, takes a radically
different approach to student funding. No fees are charged in short and first cycle
higher education to Scottish and European students—except to those from the rest of
the United Kingdom. Meanwhile, a combination of grants and loans support students
from disadvantaged backgrounds.

Interestingly, there is no clear evidence that one approach is having a more positive
impact than the other on widening participation to students from under-represented
groups. The evidence suggests rather that the factors affecting participation of under-
represented and disadvantaged groups run deeper than funding. In other words, if
funding at higher education level is the main mechanism used to attempt to widen
participation, then success is likely to be limited.

Austria and Romania are both countries which have made attempts to take a
broader strategic approach to social dimension issues in recent years. These countries
are thus the subject of a comparison of experience in the paper by Torotcoi. Austria
has established long-term targets for increasing participation from under-represented
groups and has set multiple goals for different societal groups. (BMWFW 2017)
Stakeholder representatives have all been involved in defining and developing the
objectives, and there appears to be a widespread understanding of the underlying
rationale for action. Torotcoi demonstrates, however, that other national strategies and
policies are in contradiction with the objectives of higher education social dimension
strategy, and hence the likelihood of deeply-rooted change is diminished.

In contrast, Romanian universities have worked individually to define their social
dimension strategy and have then been brought together through stakeholder inter-
action. However, so far improving the social dimension has not proved to be a suffi-
ciently strong motivating factor for universities to form a true critical mass. A broader
debate and greater societal engagement will be needed if there is to be agreement on
the direction of such social inclusion policies. This debate needs to engage actors in
social policy across a number of sectors and involve different responsible government
ministries.
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3 Exploring Social Dimension Policies

One of the main challenges for research in this field is that it has often been limited
to exploration of policy measures taken at higher education level. There are many
rational reasons for this research choice. Among them is the fact that policy-making
is often differentiated by sectors in national systems. While some governments have a
ministry responsible for all aspects of the education system, many countries separate
ministerial responsibility for school and higher education. Moreover, even in more
unified systems, administrative divisions may facilitate separate spheres for action
in higher education.

One important study (Orr et al. 2017) examined the impact of admission sys-
tems on higher education outcomes—including opportunities for access as well as
successful completion of degree programmes. This study showed that admission is
best conceptualised as a process that is developed through the relationship between
different parts of the education system. Thus in some countries, the fact that a sig-
nificant share of lower secondary education pupils may be directed into educational
paths that do not provide access to higher education is a stage of defining who can
and cannot be admitted to higher education. The implication is that, if the social
dimension agenda is to be coherent, it must consider how this kind of system feature
can be reformed to ensure that equity runs throughout the education system. This
approach would apply from early childhood education and care, through primary
and secondary education as well as higher education.

Gender is another aspect of the social dimension that illustrates the difficulty of
taking action only at higher education level. The 2018 Bologna Process Implemen-
tation Report shows that fields of study are highly differentiated by gender. Women
make up almost 80% of first cycle students enrolled in subjects related to education,
health and welfare, but less than 20% of the students in information and communi-
cation technologies. (European Commission/EACEA/Eurydice 2018)

This reality is shaped by our societies from early childhood education onwards.
Without awareness of gender differentiation and action to address it coherently
throughout society, there is little hope that the pattern of participation in higher
education programmes would change. Indeed, it is a moot point whether this is an
issue that can be significantly affected by higher education policy reform.

Higher education is also a sector that often seems to be more reactive than
proactive in the face of certain societal developments. One example is demographic
change. Since 2010, many EHEA systems, particularly Ukraine, Kazakhstan, Esto-
nia, Poland, Romania, Slovenia, Slovakia and Lithuania, have been experiencing a
decline in the numbers of secondary school leaving students seeking access to higher
education. (European Commission/EACEA/Eurydice 2018)

This demographic decline could have been a catalyst for policy makers and higher
education institutions to innovate in adjusting their offer. Such innovation could, for
example, have comprised the exploration of targeting new potential learners in higher
education. Admission through the recognition of prior learning, or other criteria than
achievement of upper secondary education could have been explored. Alternatively,
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countries could have invested in preparatory programmes to develop a baseline of
knowledge, skills and competences in more mature returners to higher education.

It is noticeable, however, that none of the countries mentioned above
has taken steps to make this kind of adaptations to their system.
(European Commission/EACEA/Eurydice 2018) Rather, they remain steadfast in
the model of higher education on offer. While there may be discussion to broaden
access among the typical higher education age group, there has been little or no
reflection on changing the nature of the programme offer.

Two of the papers in this section consider the way in which social dimension policy
is having an impact on under-represented groups in different parts of Europe. Torot-
coi et al. explore the question of whether existing policy measures have demonstrated
success in increasing participation of under-represented groups. Through analysis of
research in the field, it becomes clear that this question has no simple answer. Just
as different characteristics combine in the single identity of any given citizen, so
too do different factors affect the impact of actions and measures in any particular
context. Guidance and counselling services, for example, may be highly effective
to support certain students in accessing higher education and studying. However,
the quality of these services, their ability to identify and target students in need of
support and myriad other factors may affect their impact. Similarly, funding support
to disadvantaged students can intuitively be recognised as a necessary measure to
support those students with few financial resources to participate in higher educa-
tion. However, if this is an isolated policy action that is not complemented by other
elements of a widening participation strategy, then it is very unlikely to stimulate
significant change. A further problem identified in this paper is that policies may
often be developed without sufficient attention to the monitoring required to assess
their impact.

The outcomes of this work emphasise the complexity of understanding reality,
of developing effective policy, and of assessing impact. The research confirms the
enormous need for quality data and research to improve understanding of social
reality and to develop and refine more effective policy interventions.

Brooks et al. approach the issue of policy needs in this area from the perspec-
tive of learners and staff. The research explores how staff and learners perceive the
impact of social characteristics on higher education experience. They do this through
a research project focused on subjective perception of staff and learners’ experience
of social characteristics in seven European countries. The research uses focus group
discussions to reveal a number of interesting findings. Notable among them is that
staff and student perceptions of social reality differ significantly. While staff may
be conscious of certain characteristics in the student population—particularly char-
acteristics often featured in national policy and media discussion—they are often
seemingly unaware of others. Students, on the other hand, appear to have a higher
level of awareness of the different social characteristics of their peers, as well as
of the impact that these characteristics may have. Discussions with students thus
tended to consider a broader range of factors than those with staff. The research also
revealed significant national differences in the perception of impact of social charac-
teristics on opportunities to access higher education. In particular, in Poland—which
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was the only example of a post-soviet transition country in the sample—there was a
widespread view that there is no issue of under-representation to be tackled.

These findings give further arguments to pursue some of the challenges that the
European Higher Education Area faces. Firstly, there is clearly a need to engage
students in policy discussions—particularly in relation to social dimension issues if
these are to be tackled effectively. Secondly, it is essential to provide training to staff
to raise awareness of how social characteristics may affect student learning and the
overall higher education experience. There is also a need to improve understanding
of how education provision could better respond to a broader range of needs in a more
diverse student body. Finally, it will be important to assess the impact of measures
taken to address these challenges. Effective monitoring, therefore, needs to be built
in to all policy actions.

4 Lack of Impact of the Bologna Process in the Social
Dimension

Although the social dimension has remained a constant discussion on the Bologna
Process agenda, it is difficult to find evidence that the process itself has been an
effective vehicle for addressing social dimension challenges. Nevertheless, the 2018
Bologna Process Implementation Report shows that most countries have some mea-
sures in place designed to improve inclusion. As already discussed, financial support
for students from under-represented groups exists almost everywhere, and access in
some systems has also been facilitated by preferential treatment and opening alter-
native entry routes. Outreach programmes and information campaigns directed for
under-represented groups are also commonly used, and counselling and guidance
services are widespread. Performance indicators for institutions often now include
financial incentives for institutions to improve access and completion for under-
represented groups. However, there is no macro-level correlation of the existence of
these measures with any improved outcomes.

The main aspects of inequity have remained constant throughout the Bologna
period and across geographical boundaries. Under-representation persists in all coun-
tries, despite a variety in policies and diversity in the underlying socio- economic
conditions of countries. There remains a clear correlation between high educational
background of parents and the chance of their children entering higher education.
(European Commission/EACEA/Eurydice 2018)

Gender differences in certain study subjects persist and are strengthening. Students
with an immigrant background are also clearly under-represented in most EHEA
higher education systems. Meanwhile, although the numbers of mature students vary
between countries, life-long learning is often not a significant reality. Few inroads
have been made to any of these aspects of reality.
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5 Monitoring: Neglect in Social Dimension Policy

One important aspect of social dimension policy is that impact—positive or
otherwise—can only be assessed if policy is underpinned by effective monitoring.
All countries monitor the composition of the student body to some extent. However,
when monitoring practice is examined more closely, gaps are revealed.

The 2018 Bologna Process Implementation Report shows that EHEA countries
report that the student body is monitored usually at entry and during studies, but
to a lesser degree at graduation and least often after graduation. This means that,
even if information on the social composition of the student body can be provided
at entry and during studies, comparable information is not collected at the point of
graduation, and thus the effectiveness of measures and services in supporting under-
represented groups through higher education is impossible to determine. Even less is
known about what happens to graduates beyond higher education and whether social
factors continue to have an impact on their opportunities in the labour market.

The lack of systematic monitoring at key stages of higher education is com-
pounded by two other issues. The first is that monitoring tends to be undertaken as a
snapshot—revealing a picture of current reality. It is rare to find systems that mon-
itor the development of cohorts or track individual students. This type of tracking,
however, is needed to allow a clearer picture to emerge in relation to the particular
characteristics of the student population.

The second problem is that, even when administrative monitoring is undertaken,
many relevant social characteristics are commonly overlooked. Across the EHEA,
it is unsurprising to find that gender and age are routinely monitored. Beyond that,
the picture varies. Many systems collect data on disability, but this is likely to be far
from comprehensive as many students with impairments may choose not to disclose
them for fear of stigma. (e.g. Eurostudent) Data on socio-economic background is
also often collected in relation to student support systems. However, it may not be
used for policy reflection. Data on migrant or ethnic minority status is much less
often gathered. Overall, according to the 2018 Bologna Process Implementation
Report, only 11 EHEA countries have reliable data on completion rates of studies
for students from under-represented or disadvantaged groups. The other 37 countries,
despite monitoring overall completion and drop-out rates, do not collect information
in relation to specific groups.

The only conclusion that can be drawn from this information is that this rather
ineffectual action in monitoring means that social dimension policy implementation
cannot be considered as a great priority. If it were, there would be available data
gathering systems in place to understand the impact of policy.
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6 New Social Dimension Challenges

The issues already outlined in this paper provide a massive policy agenda implying,
as they do, a major effort at holistic education system reform. Nevertheless, the
reality that we face today is fast-moving and rapidly changing, as exemplified by the
sudden onset of the covid-19 pandemic. The closing of higher education institutions
is being accompanied by a surge in online provision, and this temporary reality
will no doubt drive a shift in attitudes towards digitalisation that will have some
permanent repercussions. The social dimension, therefore, needs to take account of
the changes in the global context as well as the potential opportunities provided by
new developments.

The social dimension is inextricably related to sustainable development, another
paradigm that must guide future policy-making. The objective must be to harness new
technologies, as well as new ways of thinking and collaborating to face the challenges
in our world. This is the logic that has been followed within the Bologna Process
by moving the social dimension to a core commitment for future development. It
implies that other emerging challenges—such as the harnessing of digital technology
to support inclusive teaching and research, or the integration of micro-credentials into
the higher education framework—are understood as part of a new social dimension
paradigm.

7 The Integration of Refugees and Asylum Seekers

From 2015, Europe was faced with what at the time was often described as a “migra-
tion crisis”. This followed the significant increase in numbers of asylum seekers and
refugees seeking to enter European Union countries as a result of war in Syria, and
continued post-conflict societal degeneration in a number of other states—with the
most significant refugee numbers coming from Afghanistan.

Mass migration is not a new phenomenon: while the factors behind mass move-
ments of people change, the reality of migration has been with us throughout the
modern era. So while the increase in numbers of asylum seekers to European shores
was an unusual and unexpected event, it is inevitable that migration will continue
to be a feature of our lives in the future. We may not be able to predict the precise
causes of future mass migration, but we can prepare for such events knowing that
they will occur at some point.

Two of the papers in this volume—by Berg and Erdogan—consider the emergence
of refugees and asylum seekers as a group affecting the social dynamics of higher
education systems in recent years. While media reporting tended to focus attention
on the potential impact of asylum seekers and refugees in each individual country, in
reality, the only European Union countries that responded through opening up their
countries to refugees to any significant extent were Germany and Sweden.
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It was the neighbouring countries to Syria that accepted the vast majority of
asylum seekers and refugees. Foremost among these countries is Turkey, which
in 2020 has a population of more than 4 million asylum seekers and refugees—
the largest population of displaced people in the world. Overall, among all Syrian
asylum seekers fleeing the country in 2015 and 2016, more than 50% were in the age
category 18-34. Among these, many have been seeking to develop their educational
skills since leaving Syria. This provides challenges as well as opportunities for the
host country in developing skilled and educated citizens.

The paper from Erdogan is based upon survey research with Syrian refugees
studying in the Turkish higher education system. The research explores a variety of
aspects of the refugees’ experience of Turkish higher education, and the findings pro-
vide an important overview of the extent to which this vulnerable population has been
supported into higher education institutions. The findings are relevant for improving
Turkish action and measures. However, they are equally relevant for wider European
policy-thinking—especially if European countries are to prepare better to integrate
asylum seekers and refugees in the future. It is, of course, impossible to predict when
a significant new wave of refugees will be in need of asylum nor in relation to what
particular conflict or natural disaster. However, it is entirely possible to predict, on
the basis of past experience and known realities about climate emergency, that the
future will see significant numbers of new refugees arriving at some point. It would,
therefore, be sensible to prepare for such an eventuality.

Berg consider the integration of Syrian refugees into Germany—the European
Union country that also welcomed a large number of refugees in 2015 and 2016. The
research explores the transition into higher education, focusing on refugee students,
and highlighting the ways in which the experience for refugees may differ from ideal
or typical transitions. The paper illustrates how professionals working in the higher
education system may need to think carefully about their routine practice. While
“typical” native students may have acquired knowledge of the transition process,
many of these aspects cannot be assumed for refugee students. Hence there is a need
to think ahead of potential barriers and the support that refugees may need. To do
this effectively, it is important to find out directly from refugee students how they
experienced the process.

This research focuses on how often the provision of information is constructed
with a particular idea of a student (coming out of secondary education) in mind,
and not considering the needs of vulnerable students. It also shows how counselling
services may carry unconscious or conscious biases that mean that sometimes refugee
students are not encouraged to develop their full potential but rather to enter low-
level education programmes.

Both papers on refugee students point to the need not only for the potential student
to adapt to the higher education system, but also for the system, institution and
support services to adapt to the needs of the student. The capacity of a system to do
this effectively should be considered as a measure of success in the social dimension.
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8 The Third Cycle

Perhaps because only a small minority of students studies in third cycle programmes,
these studies have often been neglected in considerations of the social dimension.
The research undertaken by O’Regan addresses this cycle, focusing in particular on
differences between full and part-time doctoral candidates in Ireland in access to
programme-based information and academic and personal support networks.

In the particular sample selected, part-time candidates have a higher share of
mature, female students. The findings suggest that awareness and consideration of
the needs of this group of students would enable information and support to be
more effectively delivered. While this research draws on information related to a
specific geo-cultural reality in Irish higher education, the outcomes are worthy of
more general reflection. Indeed, they reinforce points revealed in the research by
Brooks et al. and by Berg that academic staff often appear not to be sufficiently
aware of students’ social characteristics, or of the impact that these characteristics
may have on their learning experience.

9 Conclusions: Addressing the Challenges Ahead

The social dimension, despite being a broad concept, has been clearly defined in the
European Higher Education Area since 2007. The definition of the London Commu-
niqué responds to a basic question for citizens and policy makers alike, “what kind
of higher education system do we wish to develop?” The response contained in the
definition is that we are striving for a higher education that is open and equitable,
and where the diversity of our populations is reflected in higher education.

Although the goal has been acknowledged throughout the Bologna Process, it
has largely remained an aspiration. No country has achieved the objective, and most
countries have taken little action even to move towards it. Indeed, the social dimension
has remained a largely peripheral concern of the EHEA, with periodic reminders in
subsequent communiqués to develop strategies to address the topic.

While the social dimension has been largely a neglected aspect of EHEA attention,
there are now signs that this is set to change. Recent work undertaken by the BFUG
Advisory Group for the social dimension has produced a document that aims to push
the social dimension agenda to the forefront of policy discussion in the Bologna
Process. The Principles and Guidelines to Strengthen the Social Dimension of Higher
Education in the EHEA will be a highly beneficial tool for any government willing to
address this area seriously. They provide a clear and concise set of issues that require
reflection and debate (Bologna Process 2020).

The Principles and Guidelines document establishes ten principles, accompanying
each principle with guidelines on how they could be implemented. It should be
adopted by Ministers in Rome, November 2020, alongside a strong statement on
why the social dimension should be at the core of the Bologna Process.
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Another reason to hope that the Principles and Guidelines may stimulate positive
change is that it is a very comprehensive overview of the issues that need to be
considered. It provides the perspective of long-term commitment, with governments
mainstreaming social dimension, accessibility, equity and inclusion in all aspects of
their education systems. If implemented seriously, it may act as a catalyst for the type
of holistic thinking around education systems that is essential for social dimension
challenges really to be addressed.

The Principles and Guidelines also consider the main areas of action required
from higher education institutions and the fact that they need support to strengthen
their capacity to respond to the needs of a more diverse student body. The document
highlights the need for effective counselling and guidance and raises questions about
the type of student funding required to strengthen the social dimension. These actions
will require good systems for monitoring, and this task is also fully incorporated
within the Principles and Guidelines.

The social dimension clearly requires major policy attention. European higher
education serves many purposes, but until now, it is not a strong force in redressing
societal inequity. Indeed, admissions systems, curriculum organisation and resource
distribution are currently more likely to contribute to and strengthen inequity than
to tackle it. Greater understanding of social reality is clearly needed, and better
data gathering systems must be developed. However, it would be wrong to wait for
better data before taking policy action. The process of addressing social dimension
challenges needs to begin now as a matter of urgency.
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What Does It Take to Build a Social m
Dimension Strategy? A Cross-Country oo
Comparative Analysis of Romania and

Austria

Simona Torotcoi

1 Context

Within the Bologna Process, every two or three years, there are Ministerial Con-
ferences organised in order to assess the progress made and to decide on the new
steps to be taken. Based on ministers’ deliberations, each meeting has produced a
declaration or communiqué which indicates the new higher education priorities. The
various national representatives and organisational structures involved in the Bologna
Process provide evidence about participating countries’ political interest in the pro-
cess, their stance of higher education policies, and the ways decisions are arrived at.
Bergan and Deca (2018) point out that in the last 2—-3 ministerial meetings there has
been a declining political interest from the ministers’ side, with a decreasing number
of ministers participating in the ministerial conferences. The authors argue that this
might be driven by the “lack of new politically appealing commitments that would
make the Bologna Process more attractive within national debates” (Bergan and Deca
2018, 298). Other scholars like Vidarsdottir (2018) argue that the increasing lack of
political interest in the Bologna Process comes along with considerable implications
for the lack of implementation at the national level. Can this explain the low number
of initiatives taken by participating countries to build a social dimension?

Given the voluntary aspect of the Bologna Process, the current paper aims to
shed light on the relationship between setting the Bologna Process social dimension
agenda and participating countries’ implementation responses. More specifically,
it asks why there has been little attention given to the social dimension among
Bologna participating countries, and why the attempts to build and implement a social
dimension and life-long learning strategy or national plan have failed to become a
reality at national level. First, it provides an overview on the social dimension agenda-
setting at the European and national level. Then, the paper proceeds with an overview
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of how Romania and Austria reacted to these policy proposals in terms of immediate
steps to comply with such commitments. Last but not least, this paper identifies and
analyses the key rationales for why countries have or have not developed specific
strategies or plans.

2 Introduction: The State of Art of the Social Dimension
in the EHEA

The EHEA is not only about competitiveness and employability, but also about
social aspects (Halford 2014; Yagci 2014). The Sorbonne Declaration referred to
the fact that “students should be able to enter the academic world at any time in
their professional life and from diverse backgrounds” (1998, p. 2). In her book
European Higher Education Policy and the Social Dimension: A Comparative Study
of the Bologna Process, Kooji (2015) provides an account of the development of the
social dimension and contends that when it first appeared on the agenda, it was an
ambiguous item, which appeared under other action lines such as student mobility or
lifelong learning. In 2001, the social dimension was discussed in relation to mobility
and the need to expand it to students who were less likely to be mobile due to their
socio-economic background. In 2003, there was an emphasis on strengthening social
cohesion and reducing social and gender inequalities, and in the upcoming years,
participating countries were encouraged to make quality HE equally accessible to
all, create appropriate conditions for students so that they can complete their studies
without obstacles related to their social and economic background.

A clearer conceptualisation of this action line is presented in the 2007 and 2009
Communiqués, where it is stated that it is about access, equity, equal opportunity to
quality education and widening participation of underrepresented groups':

‘We [the Ministers] share the societal aspiration that the student body entering, participating

inand completing higher education at all levels should reflect the diversity of our populations.

We reaffirm the importance of students being able to complete their studies without obstacles

related to their social and economic background. We therefore continue our efforts to provide

adequate student services, create more flexible learning pathways into and within higher

education, and to widen participation at all levels on the basis of equal opportunity (European
Ministers Responsible for Higher Education, London Communiqué 2007).

With the adoption in 2015 of the “Strategy for the Development of the Social Dimen-
sion and Lifelong Learning in the EHEA to 2020, participating countries were asked
to create concrete national plans to address the participation of underrepresented
groups in higher education:
We [the Ministers] agree that all member countries in the EHEA will develop a coherent
set of policy measures to address participation in higher education which identify under-

represented groups in higher education and outline specific, measurable actions to improve
access, participation and completion for those groups, consistent with national approaches.

!For a historical development of the social dimension see Kaiser et al. (2015). No Future for the
Social Dimension? In: Curaj A., Matei L., Pricopie R., Salmi J., Scott P. (eds) The European Higher
Education Area: Between critical reflections and future policies. Springer, Cham.
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An effective way of doing this is through national access plans or strategies, for which a set
of European guidelines has been developed (Widening Participation for Equity and Growth
2015, 1).

In the guidelines,” the following steps are recommended:

1. Set up a coherent and inclusive process.

2. Set general objectives.

3. Analyse the current position. (A) student population (B) existing measures
4. Identify data gaps and ways to overcome them.

5. Identify barriers to access, participation and completion in higher education.
6. Contrast existing measures with identified barriers.

7. Develop strategies to overcome these barriers.

8. Implement a follow-up process and set specific targets.

The accompanying guidelines—a “roadmap” for member countries in order to
ensure that national plans or strategies are developed using a systematic approach—
aimed to assist countries to meet the challenge of developing or enhancing national
plans or strategies. The weakness of the guidelines at hand stands in the fact that they
do not focus so much on the content but rather on the process of how the stakeholders
should reach a consensus.

Bologna implementation studies and reports have shown that participating coun-
tries move towards the same direction when it comes to implementing the agreed
commitments, however, they do so at varying degrees and paces (Heinze and Knill
2008). The 2015 Bologna Implementation Report reveals that overall, in the EHEA,
“the goal of providing equal opportunities to quality higher education is far from
being reached” (European Commission/EACEA/Eurydice 2015, p. 19), with less
than 20% of participating countries setting concrete quantitative objectives with
reference to underrepresented groups. Similarly, little progress has been registered
with regards to lifelong learning—a concept which is rarely well defined and opera-
tionalized in the participating countries. The 2007-2009 Bologna Process template
for national reports introduces a section within the report which aims to explore
the potentials for National Strategies for the Social Dimension or even present ini-
tiatives in this sense. The national responses vary in this respect. If countries like
Ireland, Austria or Romania put forward specific actions or plans for addressing the
social dimension, countries like Portugal are rather reluctant to provide details on
current or intended plans. According to the European Student’s Union (hereinafter
ESU) (2015), in 2015, access plans were successfully implemented in two countries,
six were struggling with proper implementation of action plans, ten countries were
debating implementation of an action plan, and 13 countries did not debate it until
that moment (Wulz et al. 2018, p. 213). The 2018 Bologna Implementation Report
states that “only few countries have introduced measures in recent years to improve
the conditions for under-represented groups to access and complete higher educa-
tion” (European Commission/EACEA/Eurydice 2018, p. 15) and that “equal access

ZReport of the 20122015 BFUG Working Group on the Social Dimension and Lifelong Learning
to the BFUG 2015, 35.
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to higher education for students of different backgrounds is far from being a reality
(p. 167). It is worth noting that despite these developments, countries like Austria,
the Czech Republic, France and the United Kingdom have set longer-term targets
for different groups of students (i.e. students with ‘non-traditional’ backgrounds or
from low socio-economic status, or at reducing the gap between male and female
participation).

The uneven implementation of the social dimension might question national rep-
resentatives’ pledge over turning words into deeds by endorsing the ministerial dec-
larations or communiques and their comprehensive understanding of the policies
they will have to implement at the national level as a follow up of their signing. The
next sections explore the relationship between setting the Bologna Process social
dimension agenda and participating countries’ implementation responses.

3 Setting the Social Dimension Agenda at the EHEA Level

Setting the social dimension agenda at the Bologna Process level has been a topic of
interest for scholars and practitioners alike. One of the most relevant works on the
topic of agenda-setting for the social dimension at the Bologna Process level is Yagci’s
(2014) article, which aims to identify the major actors interested in the issue and their
motivations for having it as a widespread European policy. For example, ESU has
been among the first actors within the Bologna Process to define access inequalities,
insufficient studying and living conditions of students; and later became a policy
entrepreneur advocating for having the social dimension as a Bologna action line
within the Prague Communiqué (Klemenci¢ 2012). The European University Associ-
ation (EUA) mentioned the importance of student satisfaction and free access (Yagci
2014). The EUA considered such inequalities problematic in relation to increas-
ing the competitiveness and excellence of universities and institutional autonomy.
Education International (EI) also supported free access to higher education, consid-
ering its focus on the commodification of higher education (Yagci 2014). Moreover,
in order to ensure a sustainable supply of a highly qualified labour force for the
overall European economy and, therefore, enhance economic growth, the European
Commission (EC) advocated for increasing and widening access to higher education
(Yagci 2014; Keeling 2006).

The Bologna Process, therefore, cannot be reduced to the decisions of the Minis-
ters of Education or country representatives participating in the ministerial meetings.
Beside the above mentioned transnational networks, there are several parties orga-
nized through different structures, including a Bologna Follow-Up Group (BFUG), a
Board, a Secretariat, different working groups and consultative bodies—all of which
have a clearly defined role in supporting the background policy development. As
far as the BFUG is concerned, it is the main follow-up structure in the Bologna
Process; it can establish working groups which might deal with certain topics in
details according to the priorities and tasks set within the Ministerial Communique,
etc. The BFUG is made up of representatives of the participating countries, the
European Commission, the Council of Europe, the European University Associa-
tion, European Association of Institutions in Higher Education (EURASHE), ESU,
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UNESCO, Education International, the European Association for Quality Assurance
in Higher Education (ENQA) and BUSINESSEUROPE. The BFUG is responsible
for the actual work and for the development of the overall process, and it is supported
by the Bologna Secretariat. While it is claimed that there is an uneven practice when
it comes to the roles of the Secretariat (so far seven Secretariats), it mainly ensures
the continuity of the Bologna reforms by supporting the BFUG and its spinoff bodies
(e.g. for the social dimension several working groups have been developed during
the last Bologna secretariats) by preparing draft agendas, notes or minutes, or even
reports and policy recommendations (Torotcoi 2017), with the latter almost always
laying within the working group members, especially the co-chairs.

One of the hidden actors (Kingdon 2003) within the Bologna Process is the Euro-
pean Commission (EC), which through different tools (mainly funding and expertise)
succeeded to become a partner in the Bologna Process. Even though the Bologna
Process goes beyond EU member states, the idea of associating the Bologna Process
with the European Union becomes nowadays a fact which cannot be contested (c.f.
Deca 2013 on the discursive use of the Bologna Process in the Romanian higher
education system as an EU initiative; Keeling 2006 on the role of the EC in shaping
the European higher education landscape). In the European Union, education policy
was always under the responsibility of the Member States, however, starting with the
late 80s, the EC expanded its soft competencies in the field. The Maastricht Treaty
(1992) provided a legal basis for the EC to contribute to the development of quality
education cooperation by fostering cooperation between Member States and, there-
fore, developed different higher education programs which aimed at strengthening
cooperation between universities and enterprises, promoting student mobility and
exchange, encouraging teaching and research in the field of European integration,
and even promoting innovation and equal opportunities in all sectors of education.
Currently, due to its expertise and capacities (funding, expertise, producing policy
papers, and reports on the progress of the Bologna Process), the EC is recognized
as indispensable (Klemencic¢ 2018). Moreover, Bologna participating countries and
other stakeholders have embraced the Commission’s deft combination of research
and priorities, utilizing this common language for higher education to describe and
contextualize their national reforms.

Many projects regarding the implementation of the Bologna Process have been
funded through a special funding mechanism for EHEA reforms.®> For example,
Expanding Opportunities in European Higher Education through peer learning
(ExpandO) is a project funded under the Lifelong Learning Programme of the Euro-
pean Commission. ExpandO, a pilot project of peer learning on the social dimen-
sion, promoted the implementation of Lifelong Learning Strategies in the field of
widening access through peer learning. It aimed to carry out a focused survey on
‘widening access’, to develop a series of national/regional action plans, and to for-
mulate a series of practical guidelines and recommendations for the participating

3See Support to the Implementation of European Higher Education Area (EHEA) reforms: https://
eacea.ec.europa.eu/erasmus-plus/library/support-implementation-european- higher-education-
area-ehea-reforms_en.
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LLP countries and the whole European Higher Education Area. The Peer Learning
Initiative for the Social Dimension (PL4SD) was a three-year project (2012-2015)
funded by the European Commission through the Lifelong Learning Programme
(Erasmus Multilateral projects) aimed to provide national and international policy
makers, stakeholders and practitioners with resources to develop effective measures
for ensuring the social dimension of the European Higher Education Area. Among
others, the project aimed at ensuring transparency in current developments, stimulat-
ing international exchange and debate on policy measures and enabling peer learning
and easing the implementation of policy measures by other countries.

The outcomes of such projects like PL4SD or ExpandO, including the socializa-
tion processes in between, the results from different Bologna implementation reports
and other venues, made the members of the Social Dimension and Lifelong Learn-
ing Working Group 2012-2015 (SD&LLL WG)—which functioned as the PL4SD
stakeholder forum—propose certain solutions (Kingdon 2003)—a strategy and a set
of guidelines—to the Bologna Follow-up Group:

The BFUG is requested to consider the strategy [Widening Participation for Equity and
Growth- A Strategy for the Development of the Social Dimension and Lifelong Learning
in the EHEA to 2020] for adoption by Ministers at the Yerevan meeting. (Report of the
2012-2015 BFUG Working Group on the Social Dimension and Lifelong Learning to the
BFUG 2015, 18).

Most of the times, through a process of interaction, the WG makes proposals to the
relevant stakeholders, including Ministers, about the relevant data, developments,
challenges, best practices etc., and such, these groups of actors arrive at common
views about the next steps (De Bruijn and ten Heuvelhof 2002). The findings and rec-
ommendations about which consensus is reached—more specifically, the negotiated
knowledge which meets professional standards—*“will be more directive for the deci-
sion to be made than those about which there is dissent” (De Bruijn and ten Heuvelhof
2002, 233). However, the dynamic of such processes is not so simplistic. Involving
such multiple streams of stakeholders, from students, higher education institutions,
national governments to private enterprises (e.g. Business Europe), implies that they
have to negotiate with each other and they do their best to gain support for problem
definitions and aims, interests and to conclude favourable package deals. As such,
each stakeholder will try to gain the maximum from the agenda-setting process.
However, as it has been mentioned before, “it is only after being stated in the min-
isterial communiqués and declarations do issues have a chance to be translated into
national agendas” (Yagci 2014, 515).

4 Setting the Social Dimension Agenda at the National
Level

While the topic of strategy formation and agenda-setting has been largely discussed
in relation to how issues come about at the Bologna Process level (Yagci 2014;
Huisman and Van der Wende 2004; Keeling 2006), there is a literature gap with
regards to strategy formation and stakeholders’ involvement at the national level.
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The few existing studies point out that the development of national social dimension
strategies differs country by country in terms of the stage of strategy development (as
a process) and content. For example, Wulz et al. (2018)—who are looking, among
others, at the role of students’ unions in the development and implementation of social
dimension strategies—report that in Lithuania, no strategy on social dimension was in
place before 2018, however, a process involving students’ union in specific working
groups existed. In Spain, students have been involved in the consultation process, but
they were not satisfied with the results. In Germany, no national strategy is in place,
but students have been involved in different working groups. Unlike in Italy where
students were involved as a consultant body, and they were not satisfied with their
involvement in the process, in Slovenia students were satisfied with the outcome of
their involvement.

Most of the times, the Bologna Process has been understood by policy-makers,
stakeholders and scholars as a top-down linear model in which policy-makers postu-
late policy objectives and goals which are later put into practice at lower levels (i.e.,
at the HEIs level). The underlying assumption of the top-down strategy formation is
that actors at the top (either at the Bologna Process level or country level) can con-
trol what should happen at lower levels of the implementation chain. The bottom-up
scholars argue that in order to understand the reality and the process of strategy
formation and implementation, one should look at the main policy deliverers. The
bottom-up literature theorizes that implementation outcomes are the results of inter-
active processes involving various levels of government including the street-level
bureaucrats who may distort or modify initial policy goals and objectives (Lipsky
1980; May and Winter 2009).

Within the Bologna, top decision-makers and politicians are responsible for par-
ticipating in the Bologna Process decision-making structures, and for adopting the
commonly agreed commitments at the national level. As far as the first role is con-
cerned, two aspects are worth mentioning. The first one refers to the participating
countries’ bargaining power (Peters 1993) in putting on the Bologna agenda issues
they consider relevant for their national higher education context (policy upload).
Their bargaining power in uploading policy preferences (Vukasovic et al. 2017)
would reflect national needs and interests but also strategic goals (i.e. enhancing
competitiveness). It can be claimed, therefore, that the more similar policy-makers
preferences with the Bologna Process commitments, the higher the speed with which
policies will be adopted and implemented.

The process of drafting and negotiating a Bologna policy direction is important not
only for understanding its contents but also for knowing if implementation problems
might be related to the decision-making process. Besides, policy scholars argue that
there is need for implementation actors and target groups to be incorporated into the
supranational decision-making processes in order to avoid political decisions that are
out of step with the reality on the ground (Schneider and Ingram 1993). Involving
all relevant domestic actors in the preparation of the supranational policy-making
processes can lead to smooth implementation; otherwise, they might resist during
the downloading process.

This paper addresses the question of how participating countries within the EHEA
have taken on board the suggested guidelines for developing national action plans and
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strategies for the social dimension: how the strategy development process started,
who were the actors involved, what was the main strategy formation mechanism,
and what was the outcome of such a process. Whereas more countries have a social
dimension strategy or have started a process for developing such strategies—i.e.,
Croatia, Ireland—due to the feasibility of data collection process, this paper looks
in depth at two country cases that attempted to create the necessary conditions for
such strategies, that is Austria and Romania. These countries are different in many
aspects, including traditions, type of higher education system, governance, policy-
making, and most importantly, different socio-political contexts (Wodak and Fair-
clough 2010). The common point, however, is that both of them have joined the
Bologna Process in 1999 and attempted to build a social dimension and life-long
learning strategy: Romania embarked on a bottom-up approach, whereas Austria on
a top-down approach.

4.1 Romania: An Unsuccessful Attempt to Comply?

Despite the fact that Romania does not have a national strategy for the social dimen-
sion strategy, the social dimension aspect of higher education is rather developed.
Starting with the early 1990s, Romania developed a system of free higher educa-
tion, and in the next decade, it reached to have a ground student aid system (Alexe
et al. 2015) including scholarships (i.e., for students from rural areas, with dis-
abilities), loans, noon-cash support, social assistance and even reserved places in
universities for the Roma minority. More recent developments are considered to be
the result of the main actors interested in the issue, such as the National Alliance
of Student Organizations in Romania (ANOSR), the Executive Agency for Higher
Education, Research, Development and Innovation Funding (UEFISCDI), and other
actors. According to Wulz et al. (2018), in Romania, the students’ union (ANOSR)
started to campaign more intensively for social dimension issues in 2016, demanding
public funding and other goals for higher education development, i.e., basic funding
for scholarships, investment funds in higher education, subsidy for transport or can-
teens, student counselling, etc. As a result, the student scholarship fund increased by
142% between January and March 2017, and the students benefited from free train
transportation throughout the year.

A former president of ANOSR claimed during the interview that they have recently
started to approach the social dimension from a financing perspective. They want to
support the services for students, including the amount of scholarships, at a national
level. Another area on which they work is student accommodation and canteens, and
here they succeeded to get a 12% state subsidy increase. Moreover, the representative
added that they also focus on access to education and “we decided to focus on the
post admission aspect—more specifically on the orientation and counselling offices.
In Romania, in this respect, we have quite a basis because there is a network of this
type of centres across the country and you’re focusing on ensuring that they increase
their visibility in different projects and programs” (Interviewee #1122017).
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In Romania, building a social dimension strategy came up as a bottom-up approach
tried by key policy actors—the Executive Agency for Higher Education, Research,
Development and Innovation Funding (UEFISCDI) in particular—in bringing uni-
versities together and then work towards a potential national social dimension strat-
egy. UEFISCDI engaged in a grassroots level approach which included a pilot exer-
cise to measure the impact some national social dimension policies had in some
selected universities. This experience has shown that social dimension as the topic
was not developed enough (internalized by universities or by the Ministry).

One of the interviewees, who has quite a rich experience with the Bologna Process
both at the national and European level, mentioned that at the national level UEFIS-
CDI had an important role in promoting a certain type of discourse with regards
to Bologna.* UEFISCDI started its activity more intensely in 2010 when Romania
started to host the Bologna Secretariat. UEFISCDI brought a team of young capable
people and experts, and ever since, it started to develop projects and research in this
area, bringing, therefore, the “know-how” to the country. Practically, it helped the
Ministry of Education in the policy-making process:

Willingly or not, currently we, the agency, are the component which brings a bit of strategic
intelligence to the Ministry [of Education] and to the higher education sector in general.
If you have a look at the ministry indeed, you have some 50-60 people working there in
the higher education unit, but none knows what they do. They always come to us because
they do not have where else to go. We are the only ones who have proposed strategic things
(Interviewee #2122017).

From a policy perspective, the UEFISCDI has been permanently active in the policy-
making process by running a cluster of European structural projects regarding the
future of Romanian higher education. One such project is “Internationalization,
equity and university management for quality higher education” (IEMU) co-financed
by the EC through the European Social Funds, implemented by UEFISCDI at the end
of 2015, which aims to develop the social dimension of higher education in Romania
and put forward the basis for a strategy:

This project was developed within a social program and obviously aimed to provide some
guidance considering the lack of strategic approach in the field of equity and participation
- in other words, the Romanian state had different policies, but they are not connected by a
logical thread. By developing a national strategy on equity through this project, we aimed to
have an overall view of what is happening in the field. We have worked with a lot of experts
and had various inputs from several institutions. (Interviewee #3122017).

This strategic framework was among the first initiatives aimed exclusively at improv-
ing equity. The project brought expertise and evidence-based research on the current
situation of the social dimension in Romania, with which the actors envisioned to
transform the strategic framework into something more formal. Overall, the frame-
work can be considered as an instrument aimed to increase the capacity of the central
decision-making institutions to create more policies in this area and to promote cer-
tain aspects on the public agenda.

4Similarly, research has shown the UEFISCDI contribution to the Romanian higher education and
research—see Curaj et al. (2015)
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When asked about the intentions behind this policy process, one of the actors
involved in this project contended that their decision was not to repeat “the top-
down approaches which have no bottom-up content”, and, therefore, they decided to
continuously invest in bottom-up approaches at the institutional level (Interviewee
#2122017). The idea was that by following such an approach, they could identify
the major actions that have to be consolidated in order to later justify a top-down
approach.

The actors in this project have also reflected on the parallel processes they have
been involved in with regards to the development of an internationalization strategy.
In this case, they have had field visits and have worked with around 24 universities so
that each of them develops its own internationalization strategy. In the second stage,
they came to the ministry with a strategic framework:

In the case of the social dimension we could not do that. It is interesting from a narrative
point of view, but not attractive enough. We have tried to look and work with the universities
to define their approach, their strategy related to access and equity. What happened... what
these projects have shown is that universities have not been prepared to do a critical mass
out of this topic. When it comes to access and equity, not even the language was as it should
- this is sad... We almost needed a dictionary to make them understand what we meant.
For this reason, we decided that the social dimension is not a mature topic... (Interviewee
#2122017).

‘What this project experience shows is that at the institutional level, there are different
structured and envisioned approaches. By thinking about equity and access only in
terms of an equally distributed scholarship schemes, universities have a rather narrow
understanding of the social dimension. Last but not least, there were no incentives for
universities to be proactive regarding the social dimension of education by developing
an institutional strategy (Matei and Curaj 2014). Nowadays, as the number of poten-
tial students has declined dramatically, universities have a clear incentive to attract
and include previously underrepresented groups or non-traditional students in order
to cover the available subsidized places and benefit the corresponding per-student
funding (Santa 2018).

4.2 Austria: A Case of Creative Compliance?

The Austrian Government Programme for 2013-2018, among others, aimed to pro-
mote non-traditional ways to higher education access and raise the balance and
compatibility of studies with work and family life. One of the tools for doing so
was the output-oriented budgeting, through which o