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JUDAN(V)IOVTAIKINIO LINK:
AUKSTOJO MOKSLO
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EUROPOJE

SANTRAUKA

Straipsnyje pateikiama Europos auks$tojo mokslo (iSorinés) ko-
kybeés uztikrinimo projekty nuo 1980 mety apzvalga. Anali-
zuojami trys skirtingi Vakary Europos $Saliy kokybés uztikrini-
mo sistemy plétotés modeliai, kurie lyginami su akreditacijos
modeliais Centringje ir Ryty Europoje atsiradusiais nuo 1989
m. Sios plétros dinamika apzvelgiama pasitelkus teorines jzval-
gas, ji taip pat lyginama su Bolonijos procesu.

PAGRINDINIY SAVOKY APIBREZIMAI

» Akrediitacjja - kokybeés vertinimo ar kokybés audito procesas,
pasibaigiantis formaliu teiginiu, kad jvertinta programa ar akade-
minis padalinys atitinka ar pranoksta tam tikrg kokybés lygmenj,
todél akreditacijos objektui suteikiama formali teisé veikti.

» Aukstojo mokslo kokybée — produkto ar paslaugos bruozy ir
charakteristiky visuma, atspindinti gebéjima patenkinti pateik-
tus ar implikuojamus poreikius (ISO apibrézimas).

» /vertinimas — informacijos apie akademinj padalinj (pvz., ka-
tedra, fakulteta, aukstajg mokykla) ar studijy programa (ar jos
elementg) nagrinéjimas, siekiant nustatyti jos kokybe.

» Kokybes auditas - netiesioginis kokybés jvertinimo tipas, orien-
tuotas ne j studijy programas ar pacius akademinius padalinius,
bet | tai, kaip Sie padaliniai valdo vidinius kokybés procesus.

» Kokybés uZtikrinimas— platesné uz kokybés vertinima savoka,
apimanti tai, kaip akademinis padalinys organizuoja savo vidinj
kokybés vertinima, kad suzinoty esama kokybeés bukle (koky-
bés kontrolé) ir kaip jis valdo kokybés tobulinimo procesa.

* Palyginamumas arba gerosios patirties pavyzdziy taikymas — vi-
dinis jvairiy aukstojo mokslo institucijos procesy parametry jvertini-
mas palyginus juos su geriausiais kity institucijy atitinkamais pavyz-
dziais siekiant tobulinti savo institucijoje vykstancius procesus.

» ,Saves pardavimas“- prieSingai savianalizei reiSkia tokios
»Savianalizés“ ataskaitos parasyma, kurioje atskleidziamos tik
gerosios puseés ir paslepiami trikumai, siekiant iSoriniams jver-
tintojams ar steigéjams pristatyti studijy programg ar akade-
minj padalinj tik i$ teigiamos pusés (vienpusiskai).

e Pagrindiniai socialiniai partneriai — asmenys ar kolektyvai,
kurie yra (arba galéty bdti) jtakojami aukstojo mokslo.

» Vartotojas — auks$tojo mokslo paslaugy naudotojas. Auksto-
jo mokslo sistemoje vyksta astrios diskusijos apie tai, kas yra
aukstojo mokslo vartotojai (pvz., valstybé, darbdaviai, studen-
tai), taip pat diskutuojama, ar studentai yra ,vartotojai“, ar aka-
deminés bendruomenés nariai.

e Vertinimas — studijy programos ar akademinio padalinio
(pvz., katedros, fakulteto, aukstosios mokyklos), atsakingo uz
vienos ar daugiau studijy programy teikima, jvertinimas. Ver-
tinimas glaudziai susijes su kokybés matavimu.

WALKING TOWARDS

A MOVING TARGET: QUALITY
ASSURANCE IN EUROPEAN
HIGHER EDUCATION

ABSTRACT

The history of (external) quality assurance schemes in European
higher education since ca. 1980 is sketched in this article. The
three pioneering countries in Western Europe are taken as models
of different developments and contrasted with the rise of
accreditation in Central and Eastern Europe after 1989. Using
theoretical insights, the dynamics of these developments are
sketched, then contrasted with the Bologna Process.

DEFINITIONS OF KEY WORDS

*Accreditation — a process of quality assessment or quality audit
resulting in a formal statement that the programme or unit
evaluated reaches or surpasses a certain level of quality, giving
the object of accreditation a formal right to exist.

*Quality of higher education - the totality of features and
characteristics of a product or service that bear on its ability to
satisfy stated or implied needs (ISO-definition).

» Fvaluation — examining information an organisational unit (e.g.
department, faculty, higher education institution) or about (an
element of) a study programme in order to judge its quality.

e Quality Audit- an indirect type of evaluation, as it is not targeted
directly on the study programmes or units themselves, but rather
on how the units manage their quality.

*Quality assurance — a much broader concept than quality
assessment, involving how a unit organises its internal quality
assessment to know about the present state of quality (quality
control) and how it manages its quality improvement.

» Benchmarking - internal evaluation of various aspects of a higher
education institution’s processes in relation to best practice in
order to improve one’s own processes.

*Self-selling — in contrast to self-evaluation, self-selling means

writing a ‘self-evaluation’ report that is intended to show strengths
and hide weaknesses in order to market (‘sell’) the programme or
unit better to external evaluators or stakeholders.

»Stakeholder — persons and collectives who are (or might be)
affected by higher education.

eCustomer — beneficiary of higher education. Hotly debated in
higher education who are its customers (e.g. state, employers,
students), and also if students are ‘customers’ or members of the
academic community.

*Assessment — evaluation of a programme of study or a orga-
nisational unit (e.g. department, faculty, higher education insti-
tution) responsible for providing one or more study programmes.
Assessment is linked closely, therefore, to measurement of
quality.
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1
JUDANTIS TAIKINYS ARBA VIETOJ [VADO

Viena i$ interneto savybiy galinti ir nuvilti, ir nudZiuginti
tuo paciu metu, tai galimybe kelis kartus spragteléjus pe-
le gauti didziulj informacijos kiekj. PavyzdZiui, nusiminiau
suzinojes, kad sgvoka ,judantis taikinys” gana daznai bu-
vo vartojama pavadinimuose nuo 1949-ujy, kai jaunas
rasytojas Ross MacDonald taip pavadino savo detektyvi-
nj romana, véliau tapusj tokiu populiariu, kad atsirado dau-
gybé darby, atneSusiy nebléstancia Slove pacdiam raSyto-
jui. Kita vertus, pavadinimas, kurj turi 300 ar daugiau jvai-
riy veikaly, gana linksmas: taip pavadinti laikraS¢iy straips-
niai, Nobelio premijos laureato William Golding knyga ir
1966-uyjy filmas su Paul Newman ir Lauren Bacall (pasta-
tytas pagal 1949-ujy romana). Idomu suzinoti ir tai, kad
daug taikiniy gali judéti: pradedant nuo atskaitomybés
(The High School Journal, 1977) ir mokymo standarty
(Gardner, 1978) iki, kaip manyta, ginkly kontrolés (Sale-
tan, 1999) ir Koréjos branduoliniy ginkly (Hayes, 1992),
taip pat DVD (Byte, 1997), kapitalizmo (Silk, 1974) ir Osia-
no romantinés poezijos apgaulés (Foley, 2002). Be to,
buvo skelbiami darbai, pristatantys judanciy taikiniy nu-
statymo metodus, pradedant nuo bendry ,,optimalios apy-
tikrés vietos paieskos” (Stone, 1979) ir ,optimalios pasa-
los paiesSkos”“ (Hohzaki, 2001) metody iki specifinés ,ar-
timu kovos lauku judanéio taikinio sekimo naudojant mig-
lotus neuroninius tinklus® (Ma, 2000) taktikos. Taigi kodel
tuomet pasirinkau taip daznai vartotg pavadinimg? Pir-
miausiai dél to, kad kokybés uztikrinimas atrodo akivaiz-
dus judancio taikinio pavyzdys: kiekviena karta, kai ma-
noma, jog aukstojo mokslo kokybés ,ieskota“ arba ,ty-
kota i§ pasaly” gana ilgai ir ji jau turi bati ,netoliese” ir
kad tereikia optimizuoti patikrinimo metodus arba studen-
ty vertinima, kai staiga kazkas atsitinka ir turime viska vél
pradeti i$ naujo. Siame skyriuje bus aptariama pastarojo
ar dviejy pastaryjy deSimtmeciy kokybés uztikrinimo plét-
ros Europoje chronologija, ketinama parodyti, kaip ,,ju-
dejo” kokybeés taikinys. Viename skyriuje, nors ir gana
netrumpame, nejmanoma apzvelgti visy atskirose Euro-
pos Salyse susiklosCiusios situacijos niuansy. Net ir ne-
meginsiu to daryti: bendrais bruozais aptarsiu jos raida
trijose Salyse, kurioms teko novatori§kas vaidmuo uztik-
rinant auks$tojo mokslo kokybe — Jungtinéje Karalysteje
(JK), Prancuzijoje ir Nyderlanduose. Tik retkaréiais bus
paminimos ir kitos Europos Salys. Pirmuosiuose dviejuo-
se poskyriuose bus trumpai supazindinama su konteks-
tu, kuriame kokybés uztikrinimas tapo reikSmingas, bei
aptartos kai kuriy ¢ia vartojamy savoky reik§més.

1.1

PIRMYN: KODEL REIKALINGAS

KOKYBES UZTIKRINIMAS?

Manyc¢iau, kad aukstojo mokslo kokybé tapo politiniu klau-
simu nutrakus tradiciniams pasitikéjimu grijstiems santy-
kiams tarp aukstojo mokslo institucijy ir visuomenei at-
stovaujanéiy politiky. Reikéty pastebéti, kad pati koky-
bés kaip reigkinio savoka nebuvo nauja. Zymaus auksto-
jo mokslo istoriko Guy Neave Zodziais, ,kokybé negali
»Cia likti“, gal tik del akivaizdzios priezasties, kad per uni-
versitety egzistavimo Europoje Simtmecius, ji niekada ir
nebuvo iSnykus” (Neave, 1994, p. 116). Kodél politikai
nepasitikéjo aukstuoju mokslu taip, kad leisty jam ramiai

1
INTRODUCTION OF A MOVING TARGET

One of the characteristics of the Internet, depressing and
amusing at the same time, is that it delivers an overload of
information at a few mouse clicks. For instance, | found it
depressing to find out how often titles already have been
used with the phrase ‘moving target’ in them, ever since
1949, when a young writer called Ross MacDonald chose
it as a title for a detective novel that was to prove so suc-
cessful it engendered a whole series and brought ever-
lasting fame to himself. On the other hand, the 300+ item
title was amusing in itself: it included newspaper articles
as well as a book by Nobel-laureate William Golding and
a 1966 movie with Paul Newman and Lauren Bacall (based
on the 1949 novel). Also, it was amusing to see the variety
of targets supposed to be moving: from accountability (74e
High School Journal, 1977) and educational standards
(David Pierpont Gardner, 1978) to—predictably—gun con-
trol (William Saletan, 1999) and Korea’s nuclear arms (Pe-
ter Hayes, 1992), but equally DVDs (in Bytfe, 1997), capi-
talism (Leonard S. Silk, 1974) and the Romantic poetry
hoax of Ossian (John M. Foley, 2002). Methods to hunt for
moving targets were published as well, from the general
sounding ‘optimal whereabouts search’ (Lawrence D.
Stone, 1979) and ‘optimal ambushing search’ (R. Hohzaki,
2001) down to the specific tactics of ‘tracking a near-field
moving target using fuzzy neural networks’ (C.W. Ma,
2000). Why then would | choose such an often-used title?
Quite simply, because quality assurance seems to be an
eminent example of a moving target: every time one thinks
that quality of higher education has been ‘whereabouts
searched’ or ‘ambushed’ enough to be in the ‘near-field’,
so that all that is needed is an optimisation of the review
methods or of student assessment, suddenly something
happens and we have to start all over again. This chapter,
outlining the chronology of how quality assurance moved
in European over the last decade or two, is intended to
show how the target of quality moved. In the space of a
single chapter, even a long one, it is impossible to give
every nuance of situations across all European countries.
| shall not even try to do that: with boot-strides | shall go
through the developments in the three countries that took
a pioneering role in quality assurance, the United King-
dom, France and the Netherlands, with occasional side-
steps to other parts of Europe. But the first two steps will
be to give a rough sketch of the context in which quality
assurance rose to prominence and to clarify some of the
terms as | shall use them.

1.1

START WALKING:

WHY QUALITY ASSURANCE AROSE?

Quality of higher education, as far as | can see it from where
| stand, arose as an issue in policy because of a break-
down of traditional relationships of trust between higher
education and politicians, representing the society. It
should be observed that quality itself was not new. In the
words of the eminent historian of higher education, Guy
Neave: ‘quality is not “here to stay”, if only for the self-
evident reason that across the centuries of the university’s
existence in Europe, it never departed’ (Neave, 1994: 116).
Why did politicians no longer trust higher education to work
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egzistuoti savo legendiniame dramblio kaulo bokste?
Tai Iémé padidéjusi aukstojo mokslo svarba jau nuo
Manheteno projekto ir ,Sputniko Soko* laiky Antrojo
pasaulinio ir po to prasidéjusio éaltojo karo metu. Kai
buvo suvokta, kad mokslas — svarbesnis uz elito zaidi-
mg dramblio kaulo bokste, o aukstasis mokslas neturi
bati dvasininky ir valdzios pareiguny mokykla (Sia vie-
no sakinio santrauka beveik karikatiira paveréiami as-
tuoni istorijos Simtmeciai) — aukStojo mokslo problemos
tapo kasdieniu politiky darbotvarkés klausimu. Tokia pa-
detis turejo privalumuy, nes vyriausybés, siekdamos tu-
réti daugiau gerai isilavinusiy Zmoniy, buvo linkusios
ir daugiau investuoti j aukstajj mokslg bei plesti galimy-
bes jgyti aukstajj iSsilavinima. Masinj galimybiy jgyti
aukstajj moksla augima skatino ir tolesné ,iSoriné de-
mokratizacija“ arba ,masiskumas*“ kurie atsirado skir-
tingu metu jvairiuose Europos regionuose: 1960-aisiais
ir 1970-aisiais Vakaruose, 1980-aisiais Pietuose, o 1990-
aisiais Centrinéje ir Ryty Europoje. I§ pradziy pokario
laikotarpiu augandiai Vakary Europos $aliy ekonomi-
kai nekilo problemy finansuoti aukstojo mokslo plétra.
Tadiau véliau aukstojo mokslo finansavimo poreikiai taip
iSaugo, kad, atrodé, virSuneé jau buvo pasiekta. ,Luby
efekto” pasiekimas aukstojo mokslo finansavime atsi-
spindéjo visy vyriausybiy biudZetuose, tam jtakos turé-
jo ir ekonominiu pozZitriu maziau palankus 1970 ir 1980
mety laikotarpis. Studenty masiniai 1968 mety ir véles-
ni bruzdéjimai nesustiprino visuomenés pasitikejimo
jaunimu, demokratija (universitety valdymas buvo im-
tas demokratizuoti nuo 1968-uju, pvz., Vokietijoje ir Ny-
derlanduose') bei kitomis nedidelémis jsisgmonintomis
vertybémis, pvz., kritine diskusija. Be to, santykiai tarp
vyriausybiy ir visuomeneés, regis, émé keistis mazdaug
1980-aisiais. Daugelyje $aliy jau nebuvo tikima, kad vy-
riausybiy veikla neSaliSka ir efektyvi, skirta visy gerovei
(kairiyjy judéjimai tg neigé daugiau kaip Simtmet)). ,\Vy-
riausybés klaidos“ sglygojo ,rinkos klaidas®, kurioms
reguliuoti pirmiausiai buvo numatytas vyriausybes jsi-
kiSimas | rinka ir naujojo vieSojo valdymo sukurimas,
paremtas vyriausybiy vaidmens mazinimo idéja regu-
liuojant saveika visuomenéje (neoliberalizmas ir ne-
okonservatizmas Siuo atzvilgiu veiké iSvien). Atskaito-
mybé uz tai, kur vyriausybés panaudojo i§ mokesciy
moketojy surinktus pinigus, tapo bendru reikalavimu,
taip pat daranciu jtakg aukstajam mokslui skiriamai (di-
déjandiail) valstybés biudzeto daliai. Sios tendencijos
ypac akivaizdzios Jungtinéje Karalystéje (JK), kur 1979-
aisiais vadovaujant Margaret Thatcher j valdzig atéjo
konservatoriy partija. Si pirmoji neokonservatoriy arba
neoliberaly vyriausybé Europoje parode didelj pasiti-
kéjima rinka ir auk$tojo mokslo institucijomis, tiesiogiai
dirbanciomis rinkai, t.y. politechnikos institutais. Univer-
sitetai, buvo laikomi abstrakciais ir nepasaulietiniais ir
daug maziau vertinami. Nors brity universitetai buvo lai-
komi institucinés autonomijos pavyzdZiu nuo jy gyva-
vimo pradzios viduramziy pabaigoje, taciau dabar jy
autonomija buvo pakirsta. Universiteto subsidijy tary-

' Olandy jstatymas apie demokratinj valdyma ,WUB* buvo
parengtas labai greitai ir jsigaliojo 1970 metais, bet lai-
kantis Zeitgeist buvo pakeistas kitu labiau vadybinio po-
bidzio dokumentu ,MUB“ 1998 m. (Boer, Denters & Goe-
degebuure, 2000).

quietly in its legendary ivory tower? The answer seems to lie
in the increased importance that higher education had be-
gun to be given since the Manhattan Project and the ‘Sput-
nik shock’ in World War Il and its Cold War aftermath. Once
it had been realised that science was more than a game for
an elite in an ivory tower and higher education more than a
school for clergy and government officials, as it had been
seen until then reducing almost to a caricature eight centu-
ries of history in this single-sentence summary-it rose on
the political agenda. Which had the advantage that govern-
ments were willing to invest much more in higher education
and to widen access in order to have a large well-educated
work force. The massive growth of access to higher educa-
tion and the consequent ‘external democratisation’ or
‘massification’ took place at different times in different re-
gions of Europe: broadly speaking, from the 1960s and
1970s in the West, to the 1980s in the South and to the 1990s
in Central & Eastern Europe. At first, the Western European
economies in their post-war expansion had no problem fund-
ing higher education’s expansion. Later though, the level of
funding for higher education was so high that a ceiling
seemed to have been reached. At the same time, a ceiling
effect was visible all over the governments’ budgets, in com-
bination with less advantageous economic times in the 1970s
and 1980s. Probably, the student movement of 1968 and
afterwards did not increase society’s trust in the strongholds
of youth, democracy (the governance of universities was
democratized after 1968, e.g. in Germany and in the Neth-
erlands'), and other little understood values like critical de-
bate. Moreover, the relationship between governments and
societies seemed to change around the 1980s. In many
countries, governments were no longer trusted to work im-
partially and efficiently for the common weal (which left-wing
movements had denied for over a century). ‘Government
failures’ came to balance the ‘market failures’ for which gov-
ernmental intervention in market had been designed in the
first place, leading to ideas of ‘New Public Management’
and to a smaller role for governments in regulating interac-
tions in society (neo-liberalism and neo-conservatism went
hand in hand in this respect). Accountability for what gov-
ernments did with tax money became a general demand,
also affecting higher education’s (growing!) share of the state
budget. These trends were highly obvious in the United
Kingdom, where the Conservative Party came to power in
1979 under Margaret Thatcher. This first neo-conservative
or neo-liberal government in Europe showed a high trust
in the market and in higher education institutions working
directly for the market, i.e., the polytechnics. The universi-
ties, depicted as abstract and unworldly, were valued mark-
edly less. Had British universities been seen as the model
for institutional autonomy ever since their inception in the
high Middle Ages, now their autonomy was undermined.
The University Grants Council, the powerful buffer body
made up of academics that distributed the governmental
block grant among the universities, was reconstituted ulti-
mately as the Higher Education Funding Council (one each
for England, Scotland and Wales), much closer to the go-

' The Dutch law on democratic governance ‘WUB’ was issued at
close to record speed and came into force in 1970, but in
keeping with the Zeijtgeist was replaced by a much more
‘managerialist’ descendant in 1998 (‘MUB’) (de Boer,
denters,&Goedegebuure, 2000)
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ba, galingas buferinis organas, sudarytas i§ mokslininky,
kurie paskirstydavo vyriausybinio bloko subsidijas tarp uni-
versitety, buvo galiausiai atkurta kaip Aukstojo mokslo fi-
nansavimo taryba (po vieng Anglijoje, ékotijoje ir Velse)
arciau vyriausybés aparato. Jau 1981-aisias ji pradéjo ma-
Zinti universitety biudzetus (Sizer, 1989). Taigi vyriausybés
»piniginés galia“ tapo vis labiau tiesioginé. Tuo paciu metu
reikli ,atskaitomybé® salygojo tai, kad dar viena pagrindi-
né tradicinés universitety autonomijos sritis, t.y. studijy pro-
cesas, buty kruops$g¢iai tikrinamas: ar universitetai protin-
gai naudoja dideles pinigy sumas surenkamas i§ mokes-
¢iy mokétojy? Ar jy veikla verta sumokéty pinigy (Sizer,
1990)? Ciaiskyla kokybés uztikrinimo klausimas, kuris bus
aptartas 3 poskyryje. JK buvo laikoma rySkiausiu aukstojo
mokslo konteksto kaitos 1970-aisiais pavyzdziu; kaip Sie
pokyciai vyko kitose mus dominanciose Salyse bus taip
pat aptariama 3 poskyryje. Bet kuriuo atveju politinéms sis-
temoms 1980-ujy pabaigoje atrodé, kad aukstasis moks-
las nepateikia to, kg turety. Perfrazuojant Nancy Sinatra
Zodzius, atrodo, jog 1980-aisiais politikai mané tarsi auks-
tasis mokslas sakytuy: , Turit man kazka? Kazka, kg vadinat
kokybe. Bet prisipazinkit — kiSot nagus ten, kur neturéjot.”
Ir pasekmé buvo aiski: ,Naujokai, ar pasirenge? Pirmyn!*

1.1.1

TRIJY PAGRINDINIY AUKSTOJO MOKSLO

MODELIY AUTONOMIJA

Ankstesniame poskyryje teigta, kad brity universitetai bu-
vo laikomi rySkiausiu universitety autonomijos pavyzdziu.
Taip pat minéta apie jy autonomijg finansavimo ir studijy
programy srityse. Autonomijos pradzia buvo kitokia kitose
Europos Salyse. Pati autonomijos sgvoka buvo supranta-
ma skirtingai ir teig¢iau, kad tai buvo skirtingy aukstojo
mokslo ,filosofijy”“, iSplétoty 19-ame amZiuje, padarinys.
I$ tikryjy brity pozicija buvo iSdéstyta rastu véliausiai, maz-
daug amziaus viduryje. Tg padaré vyskupas Newmanas
naujojo universiteto Dubline jsteigimo proga (Newman,
1976). Jis sutelké démesj j akademine brity auk$tojo moks-
lo filosofijg, trumpai apibtdinama kaip ugdancig visapu-
siSkai iSsilavinusius visuomenés lyderius. Taciau universi-
tety autonomijos Brity salose uzuomazgos daug senes-
nés, siekiancios pirmojo universiteto iStakas apie 1200-uo-
sius Oksforde, kur jvairiuose koledzuose veiké i§ esmés
savarankiSskos magistri grupés/kolektyvai, kurioms centri-
nio universiteto ar iSoriniy valdzios organy kontrolé tebuvo
formali/simboliné (Charle, Verger, 1994; Cobban, 1975; Frij-
hoff, 1996). Van Vught sugretino brity autonomijos tipg su
kova, lémusia oficialy universiteto Paryziuje jsteigimag
(Vught, 1994, p. 38). ISoriné déstytojy kontrolé Paryziuje
del /icentia docendli apie 1200-uosius buvo griezta, pana-
Siai kaip Siais laikais skiriant profesorius. Tuo metu Sig /-
centia suteikdavo (uz atitinkama mokestj) Notre Dame ka-
tedros kancleris, tai nebuvo paciy deéstytojy kolektyvo
sprendimas. Véliau, 1231-aisiais, popiezius atkuré désty-
tojy kolektyvo autonomija, universitas, nors formaliai /icentia
liko vyskupo galioje (bet nemokama) (Cobban, 1975, p.
76-84; Nardi, 1992, p. 82-83). Kaip pabrézé Van Vught,
viduramziy universitety autonomijos esme sudarancig sa-
vikontrole, tikriausiai akivaizdziausig Oksforde ir Kembri-
rinkimai bei studijy programuy, egzaminy ir kt. tvarkymas.
Taciau ilgus amzius universitetai buvo glaudziai susije — ir
kaskart vis labiau — su pasaulietiniais valdovais. Sie glau-

vernmental apparatus. It started to reduce universities’
budgets already in 1981 (Sizer, 1989). In this way, the
government’s ‘power of the purse’ was becoming much
more direct. At the same time, the other main area of
traditional university autonomy, i.e. the educational
process, was also brought under closer scrutiny by
demanding ‘accountability’: did the universities do sen-
sible things with the large amount of tax money? Did
they deliver ‘value for money’ (Sizer, 1990)? Here we
get to the issue of quality assurance itself, which | shall
defer until section 3. The UK was taken as the clearest
example of how the context for higher education chan-
ged in the 1970s; how these changes took place in the
other focus countries will be described in section 3, too.
Anyway, it appeared to political systems around the turn
of the 1980s that higher education was not delivering
what it should. Paraphrasing Nancy Sinatra, it seems
that in the 1980s politicians had the feeling that higher
education kept ‘saying / You got something for me /
Something you call’ quality ‘But confess / You've been
a’messin’ Where you shouldn’t 've been a’messin’.” And
the consequence was clear: ‘Are you ready, boots? Start
walkin’l’

1.1.1

AUTONOMY IN THE THREE MAIN MODELS OF
HIGHER EDUCATION

In the previous section, | mentioned that British univer-
sities had been seen as prime examples of university
autonomy, and | mentioned their autonomy in funding
and in curricular matters. The starting point with respect
to autonomy was different in other parts of Europe. In-
deed, the concept of autonomy was perceived differ-
ently, and | contend that this was a consequence of
different ‘philosophies’ of higher education, elaborated
in the 19th century. In fact, the British position was put
in writing last, around the middle of the century, by
Bishop Newman, on the occasion of the establishment
of a new university in Dublin (Newman, 1976). His fo-
cus was on the pedagogical philosophy of British higher
education, briefly characterised as educating all-round
educated leaders of society. Yet the roots of the institu-
tional autonomy on the British Isles were much older,
dating back to the beginnings of the first university there
around 1200, Oxford, as basically self-organised col-
lections of magistri in different colleges, with hardly
more than a nominal control by a central university or
outside authorities (Charle & Verger, 1994; Cobban,
1975; Frijhoff, 1996). Van Vught contrasted the British
type of autonomy with the struggle that led to the for-
mal establishment of the university of Paris (van Vught,
1994: 38). The masters in Paris around 1200 were un-
der tight external control regarding the /icentia docendi,
perhaps comparable to current-day professorial ap-
pointment. At the time, this /icentia was issued (after
due payment) by the chancellor of Notre Dame cathe-
dral rather than being decided by the collective of mas-
ters themselves. Later, in 1231, the pope (re-) estab-
lished the autonomy of the collective of masters, the
universitas, although nominally the /icentia remained
under the bishop’s authority (but for free) (Cobban,
1975, p. 76-84; Nardi, 1992, p. 82-83). As Van Vught
emphasised, the core of the medieval university’s au-
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dUs santykiai reiské tai, kad pirmiausiai nuo popie-
Ziaus arba imperatoriaus (o véliau ir nuo vietiniy val-
dovy) valdzios priklause, ar universitetai galéjo buti
steigiami. Tokia tvarka tesési, nes nuo valdovy valdzios
taip pat priklausé licentia ubique docendi skyrimas,
uzmokescio finansavimas, pastatai ir t.t. (Charle, Ver-
ger, 1994, p. 40; Frijhoff, 1996, p. 65; Nardi, 1992).
Finansiniu ir organizaciniu pozitriu, dar vadinamu pro-
ceddrine autonomijja (Berdahl, 1992, p. 165), Zemyni-
nés Europos dalies universitetai niekada nebuvo la-
bai autonomiski. Jy esminé autonomija, t.y. autono-
mija studijy programy turinio srityje paprastai buvo
daug didesné, nors popiezius dél filosofijos ir teologi-
jos klausimy jsikiSdavo gana daznai (Charle, Verger,
1994; Cobban, 1975; Nardi, 1992), o kai kurie karaliai
ir imperatoriai i$ pat pradziy taip pat domédavosi, pvz.,
teise (Nardi, 1992). Pasibaigus viduramziy epochai
universitetai visoje Vakary Europoje iSgyveno intelek-
tualine krize, o alternatyvy pradéta ieSkoti nuo 17-ojo
amziaus. Tyrimai, ypa¢ (naujuosiuose) gamtos moks-
luose, buvo skatinami KaraliS$kosios draugijos (1662)
bei jai analogisky akademijy kitose Salyse. Auksciau-
sio lygio studijos ir vél, ypa¢ gamtos moksly ir su jais
susijusiy ,naudingy” dalyky tokiy, pvz., civilinés inzi-
nerijos, kasybos, chirurgijos, taip pat dailés, buvo su-
koncentruoti specializuotose mokyklose (Frijhoff,
1996, p. 46 ir t.t.). Tokios mokyklos, kuriy pavyzdys
galéty biti Grandes Ecoles porevoliucinéje Prancuzi-
joje 18-0jo amziaus pabaigoje, visiSkai iSstimé ,la-
biausiai sustabaréjusig universitety sistema Europo-
je“ (Frijhoff, 1996, p. 58). Siy mokykly studijy progra-
my turinj grieztai kontroliavo $alies vyriausybé. Spe-
cializuotos mokyklos ir centralizuotas studijy progra-
my turinys tapo vadinamojo Napoleoniskojo auksto-
jo mokslo modelio skiriamuoju bruozu. Reaguojant j
visiska, bet ne absoliuty Prisijos pralaiméjimg pries
Napoleono kariuomene, Wilhelmui von Humboldtui
buvo suteikta galimybé jgyvendinti aukstojo mokslo
reformos idéjas savo Salyje (Labrie, 1986, p. 162-165).
Jis pabreézé reformos svarbg bendruosiuose universi-
tetuose — vieng jkuré Berlyne remdamasis nespeciali-
zuotomis mokyklomis, — ir akcentavo realios autono-
mijos juose vaidmenj, kurig suprato kaip asmenine
profesoriaus laisve destyti ir dirbti mokslinj darba. At-
spindédami Sia akademine laisve, studentai buvo laisvi
siekti reikSmingos apskritai visapusés saviugdos (Bi/-
aung). Karo ir Restauracijos kontekste Von Humbold-
to pasekeéjai pakreipé reforma ta linkme, kad universi-
tetai duoty daugiau naudos valstybei (Labrie, 1986,
p. 169-175). Vélesni Vokietijos universitetai i$ tikrujy
iSplétojo valstybinio aparato administracine dalj: finan-
savimas ir personalo politika buvo tvirtai susieti su vals-
tybiniy jstaigy tvarkymu. Sis Humboldiskas modelis
turéjo jtakos didesniai Centrinés Europos? (t.y. Aust-
ro-Vengrijos imperijos) bei jos Siaurés vakary daliai.
Rysys tarp Sio istorinio konteksto ir skyriuje nagriné-
jamy dalyky yra tas, kad minéta filosofija ir juo la-

2 Sjandien tai néra laikoma svarbiu autonomijos elementu, vi-

duramziy universitetai turéjo ir teisiniy galiy savo nariy at-
2vilgiu (déstytojy ir studenty), pavyzdziui, buvo labai svar-
bus gyvenamosios vietos klausimas (kambario nuoma ar
nuomos kaina) (Cobban, 1975; Nardi, 1992; Ruegg, 1992).

tonomy, perhaps best shown in Oxford and Cambridge, was
in its selfregulation exemplified by the free election of the
governing authorities (rectors, wardens, etc.), and in setting
curricula, examinations, etc.2 Nevertheless, throughout the
centuries universities were closely related—and increasingly
so—to worldly rulers. The close relationship to the rulers was
centred on dependence on the authority of at first the pope
or the emperor (later also more local rulers) for universities
to be established. And it continued in dependence on the
licentia ubique docendias well as funding for salaries, build-
ings, etc. (Charle & Verger, 1994, p. 40; Frijhoff, 1996, p. 65;
Nardi, 1992). From a financial and organisational, also called
procedural autonomy point of view (Berdahl, 1992: 165),
Continental European universities never were very autono-
mous. Their substantial autonomy, i.e. their autonomy over
the curriculum, was much larger as a rule—although papal
intervention in issues of philosophy and theology occurred
quite a number of times (Charle & Verger, 1994; Cobban,
1975; Nardi, 1992), while some kings or emperors also from
early days on showed an interest in e.g. law (Nardi, 1992).
After the Middle Ages, all over Western Europe universities
were in intellectual crisis, and alternatives were sought since
the 17th century. Research, especially in the (new) natural
sciences, was stimulated through the Royal Society (1662)
and its counterpart academies in other countries. Highest-
level training, again especially in the natural sciences and
associated ‘useful’ disciplines such as civil engineering, min-
ing, surgery but also fine arts, was concentrated in special-
ised schools (Frijhoff, 1996, p. 46 ff). In post-revolutionary
France, in the end of the 18th century, the ‘most ossified
university system in Europe’ (Frijhoff, 1996, p. 58) was even
completely replaced by such schools, which became known
as the Grandes Ecoles. Their curricula were controlled strictly
by the national government. Specialised schools and cen-
tralised curricula became the hallmark of the so-called Na-
poleonic mode/ of higher education. In reaction to Prussia’s
all but complete defeat against Napoleon’s army, Wilhelm
von Humboldt was given the chance to implement his ideas
of reform on higher education in that country (Labrie, 1986,
p. 162-165). He emphasised reform in general universities—
he founded the one in Berlin—rather than through special
schools, and within them the role of substantial autonomy,
interpreted as the individual professor’s freedom to teach
and to research. Mirroring this academic freedom, students
had a freedom to learn to attain the all-important broad
Bildung. In the environment of war and Restoration, Von
Humboldt’s successors steered the reform towards the need
of universities to contribute to the state’s cause (Labrie, 1986,
p. 169-175). Indeed, the later German universities were ex-
tensions of the state apparatus from an administrative point
of view: funding and personnel policies all were embedded
tightly in the state’sinstitutional arrangements. This
Humboldtian model/influenced much of central Europe? (i.a.
the Austrian-Hungarian empire) as well as the north-west-
ern part of the Continent.The relevance of this historical dis-
quisition for the current chapter is that thesephilosophies,
and evenmore the traditions into which they were institu-

2 Less recognisable as an important element of autonomy nowadays,
medieval universities also had judicial powers over their mem-
bers (masters and students), while e.g. regulation of lodgings
(tenancy and price) was high on the agenda as well (Cobban,
1975; Nardi, 1992; Riegg, 1992).
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biau tradicijos daré jtakg Europos aukstojo mokslo insti-
tucijy tvarkai iki pat 20-ojo amziaus galo. Todél naujos
politinés priemoneés, Siuo atveju kokybes uztikrinimas, tu-
réjo skirtingg poveikj Sioms nevienodoms autonomijos for-
moms: jei kai kuriose Zzemyno Salyse centralizuota admi-
nistraciné kontrolé sumazéjo, tai kitose, pavyzdziui, JK,
ta kontrolé buvo sugrieztinta. Be to, universitety poziuris
ju .teiséta” autonomijg skyreési — priklausé nuo $alyje jsi-
vyravusios aukstojo mokslo filosofijos, kuri lémé reagavi-
ma | kokybés uztikrinimo mechanizmy jdiegima.

1.2

VISKAS VIRSTA NIEKAIS

KAINUKRYPSTAMA | SAVOKAS

Vienas ilgiausiy ir jdomiausiy bandymy apibrézti kokybe
randamas Robert Pirsig romane Zen and the Art of Motor
Cycle Maintenance (Pirsig, 1984, p. 163): ,kokybé ... zinai,
kas tai, bet ir nezinai, kas tai. Ta¢iau tai savaime sau pries-
tarauja. Kai kurie dalykai geresni uz kitus, vadinasi, jie ko-
kybiskesni. TaCiau, kai bandai apibadinti, kas yra kokybé,
iSskyrus tuos dalykus, kurie jg turi, viskas virsta niekais!
Néra daugiau apie kg kalbéti. Bet jeigu negali pasakyti,
kas yra Kokybé, i$§ kur zinai, kas tai, arba i$ kur Zinai, kad ji
egzistuoja?”

Kitame dar jdomesniame groZinés literaturos kdrinyje
iSsakyta guodzianti mintis, kad apibréZimai néra tokie svar-
bis: zodZiai neturi nekintanciy reikSmiy, o kiekvienas api-
brézimas téra susitarimo reikalas. ,Kai vartoju zodj,“ taré
Humpty Dumpty pasaipiu balsu, ,jis reiskia tik tai, kg pasi-
renku, kad jis reiksty — nei daugiau, nei maziau,“. ,Klausi-
mas tas,” pasakeé Alisa, ,ar galima priversti Zodzius reiksti
tiek daug jvairiy dalyky.“ ,Klausimas tas,” taré Humpty
Dumpty, ,kuris bus pagrindinis — $tai ir viskas.” (Carroll,
1970, p. 268).

Taigi toliau nemeéginsiu pateikti svarbiausiy sgvoky pa-
grindiniy reikSmiy, bet nurodysiu, kuria reiksme juos var-
foju. Manau, kad mano pasirinktas jy vartojimas sutampa
su daugelio nuomone. Taciau taip pat labai gerai Zinau,
kad sgvokos gali bditi skirtingai suvokiamos jvairiose Saly-
se ir kad tai priklauso nuo visuomeniniy ir politiniy diskusi-
ju, kuriose kartais tos savokos ,susidévi“, todél privercia
kurti naujas, kad buty atsikratyta nepageidaujamy konota-
cijy. Kokybe, Cia Pirsigas buvo teisus, — pati kebliausia sa-
voka. Ji siejama su lukesCiy pateisinimu arba jy virsijimu,
arba remiantis Tarptautinés standartizacijos organizacijos
apibrézimu: ,kokybé yra gaminio ar paslaugos bruozy ir
savybiy visuma, suteikianti galimybe patenkinti apibréztus
ar numanomus poreikius“ (/nfernational Organization for
Standardization - 1SO, 2003). Tokiu atveju kokybé i§ es-
mes tampa sinonimiSka efektyvumui, kadangi daiktas ar-
ba rei$kinys yra efektyvus, jeigu jis pateisina lukescius ar-
ba atitinka nustatytus tikslus.

»~Judéjime“ dél kokybés nuo 1980-yjy paplitusios tik ke-
lios kokybés sgvokos, kai kurios atitinka ISO apibrézima,
kitos ne visai. Pritaikydami auk$tajam mokslui, Harvey ir Gre-
en iSskyré penkias pagrindines kokybés sgvoky kategorijas
(Harvey, Green, 1993). Keturios i$ jy yra gerai Zinomos ka-
tegorijos: kokybé kaip tobulumas (tradicinis akademinis po-
Ziuris), kokybé kaip atitikimas standartams (,,nulis klaidy®),
kokybé kaip tinkamumas tikslui pasiekti ir kokybée, verta su-
mokeéty pinigy. Kokybés kaip tobulumo sgvoka, nors atro-
do, kad pabrézia amzing auksinj standarta, bet i$ tikryjy pa-
nasi j ginklavimosi varzybas: dar kartg perfrazuojant rasyto-

tionalised, influenced the institutional arrangements of
European higher education until the late 20th century.
Accordingly, new policy instruments—quality assurance
in our case— had different effects on these different
embeddings of autonomy: what was a release of cen-
tralised administrative control in some Continental coun-
tries was a tightening of state control in the UK, for in-
stance. Moreover, the views of academe on their ‘right-
ful’ autonomy differed according to the nationally
adopted philosophies of higher education, which influ-
enced their reactions to the introduction of quality as-
surance mechanisms.

1.2

IT ALL GOES POOF:

A SIDE-STEP TO TERMS

One of the longest, and most amusing, efforts to define
quality was made in Robert Pirsig’s novel Zen and the
Art of Motor Cycle Maintenance (Pirsig, 1984, p. 163):
Quiality ... you know what it is, yet you don’t know what
it is. But that’s selfcontradictory. But some things are
better than others, that is, they have more quality. But
when you try to say what the quality is, apart from the
things that have it, it all goes poofl There’s nothing to
talk about. But if you can’t say what Quality is, how do
you know what it is, or how do you know that it even
exists? From another and even more amusing fiction
writer, we can learn that there is consolation in realising
that definitions are not that important: words have no
fixed meanings and every definition is a convention.
‘When | use a word,” Humpty Dumpty said, in rather a
scornful tone, ‘it means just what | choose it to mean—
neither more nor less.” ‘The question is,” said Alice,
‘whether you can make words mean so many different
things.” ‘The question is,” said Humpty Dumpty, ‘which
is to be master—that'’s all.” (Carroll, 1970, p. 268) Ac-
cordingly, in the following | shall not attempt to give the
essential meaning of some key terms, but will indicate
how | use them. | believe that my use conforms to a
broadly shared consensus. Yet | am also very much
aware that there are national differences in under-
standings of terms, and that these understandings are
subject to public and political debates in which some-
times terms are ‘worn down’ necessitating the inven-
tion of new ones to get rid of unwanted connotations.
Quality itself, Pirsig was right in that, is the most diffi-
cult concept. It has to do with meeting or exceeding
expectations, or in the definition of the International
Standards Organisation: ‘The totality of features and
characteristics of a product or service that bear on its
ability to satisfy stated or implied needs’ (International
Organization for Standardization (ISO), 2003). This
makes quality practically synonymous with effective-
ness, because a thing is effective if it does what it is
expected to do, or reaches stated goals. In the quality
‘movement’ since the 1980s, a handful conceptions of
quality are current, some compatible with the ISO defi-
nition, others less so. Applied especially to higher edu-
cation, Harvey & Green listed five main categories of
conceptions (Harvey & Green, 1993). Four of these are
generally known categories: quality as excellence (the
traditional academic view), quality as conformity to
standards (‘zero errors’), quality as fitness for purpose,
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jo Carrol heroje Alisa, ji turi bégti vis greiCiau, norédama
iSsaugoti savo pozicijas ir zitréti, kad kas nors i$ kartu
béganciy tose lenktynése taves nepralenkty. Kokybés
kaip tinkamumo tikslui pasiekti sgvoka, atrodo, glaudziai
susijusi su oficialiu ISO 9000:2000 kokybeés apibrézimu
ir teikia galimybiy daryti naujas svarbias jzvalgas. Ji su-
telkia démes;j j ,vartotojus®, taigi ir j ,pagrindinius socia-
linius partnerius* arba suinteresuotas asmeny grupes pa-
¢iame aukStajame moksle arba uz jo riby. Be to, Si koky-
bés samprata rodo, kad kokybés negalima apibrézti ab-
soliuia prasme, ji visuomet bus susijusi su tam tikrais
tikslais. Taciau jei kalbétume apie tai, kaip kokybe su-
pranta vartotojas ar pagrindiniai socialiniai partneriai, tu-
rétume pastebéti, kad i esmés produktas nebiina vie-
nodos kokybeés. Pritaikant aukStajam mokslui: ,auksto-
jo mokslo kokybés apibrézimy yra ne maziau kaip
pagrindiniy socialiniy partneriy kategorijy (pvz., studen-
tai, akademinis personalas, moksliné bendruomené, vy-
riausybe ir darbdaviai) padauginus is tiksly arba aspek-
ty, kuriuos Sie pagrindiniai socialiniai partneriai iSskiria,
skai¢iaus” (Brennan, Goedegebuure, Shah, Westerheij-
den, Weusthof, 1992, p. 13). Taigi kokybés savoka ga-
liausiai virsta politine, o kokybés apibréZimas vartojamas
tam tikroje visuomeninéje sistemoje tampa valdzios pa-
skirstymo toje sistemoje funkcija. Tuo paciu metu sub-
jektyvus kokybés apibrézimas reiSkia, kad kokybé néra
vienoda netgi to paties tipo pagrindiniams socialiniams
partneriams. Lukes¢iy lygis daZzniausiai skiriasi priklau-
somai nuo subjekto patirties: kuo geresné kokybé buvo
anksciau, tuo labiau ji turi geréti, kad patenkinty busi-
mus Itkescius. Tai viena priezasciy, kodél aukstojo moks-
lo kokybeé i$ prigimties yra judantis taikinys. Daugelis pri-
pazjsta, kad kokybé vienkaip tinkamumastikslui pasiekti
yra per plati aukstojo mokslo kokybés interpretacija. Jg
reikéty papildyti tinkamumo #ks/uiaptarimu, jei, kaip sa-
ké Elaine El-Khawas norime jteisinti koledza vagims auks-
tojo mokslo sistemoje, nes toks koledzas taip pat galéty
deklaruoti tinkamumo tikslui pasiekti kokybe.

Kokybé kaip nulis klaidy sutelkia musy démesj j
atitikimg standartams. Cia démesys taip pat sutelkia-
mas | aukstojo mokslo institucijy atsakomybe uz jy
studentus: ,klaidos® — ,(studenty) nubyreéjimas® — ga-
na dazni reiSkiniai daugelyje aukStojo mokslo siste-
my (ypac kai remiamasi Humboldo /aisvés mokytis sa-
voka), bet jie tapo ne tokie priimtini pastaraisiais de-
Simtmeciais, ypa¢ deél padidéjusiy masinio studenty
nubyréjimo socialiniy i$laidy. Tai, kad Sis rei$kinys tam-
pa vis maziau visuomenei priimtinas, susije su ketvir-
taja kokybés kategorija, t.y. kokybés vertos sumokéty
pinigy samprata. Kaip jau buvo minéta, pinigy klausi-
mas vyriausybiy darbotvarkése iskildavo gana daznai,
todél tuo metu vyriausybéms Sis aspektas buvo svar-
biausias. Politechnikos institutai, kur uztenka trumpes-
nio laiko laipsniui jgyti ir reikia mazesniy pridetiniy is-
laidy tyrimams, 8iuo poziuriu atrodydavo geriau paly-
ginti su tradiciniais universitetais. Penktoji kategorija
yra paties Harvey indélis: tai kokybé kaip transforma-
cija. Joje pabréziama, kad aukstasis mokslas néra tik
paslauga vartotojams, bet jis kai ka suteikia ir studen-
tams. Studijuodami jie pasikeiCia, jgyja iSsilavinima,
todel tipiniy kokybés apibrézimy negalima taikyti tie-
siogiai: studenty tikslai ir poreikiai i$ pradziy gali skir-
tis nuo jy pozidrio studijas baigus. Kita pamatiné sa-

and quality as value for money. The conception of quality
as excellence, although it seems to point to an eternal gold
standard, in fact is like an arms race: paraphrasing Carrol’s
Alice again, one has to run ever harder to maintain one’s
position, let alone to excel, among others who are also
running hard in the same race. The fitness for purpose view,
which to me seems very closely related to the formal defi-
nition of quality in ISO 9000:2000, opens important new
insights. It directs attention to the ‘customers’, hence to
‘stakeholders’ or interest groups in and around higher edu-
cation. In addition, it makes clear that quality cannot be
defined in an absolute sense, but is always relative to some
purposes. However, putting quality ‘in the eye of the be-
holder’ (customer of stakeholder) equally means that in
principle a product does not have a single quality. Applied
to higher education: ‘there are (at least) as many defini-
tions of quality in higher education as there are categories
of stakeholders (such as students, teaching staff, scientific
communities, government and employers), fimes the
number of purposes, or dimensions, these stakeholders
distinguish’ (Brennan, Goedegebuure, Shah, Westerheij-
den, & Weusthof, 1992, p. 13). This makes the concept of
quality ultimately a political one and the operational defini-
tion of quality in a given social system becomes a function
of the power distribution within that system. At the same
time, the subjective definition of quality implies that there
is no fixed quality even for a single type of stakeholder.
Expectation levels tend to vary with a subject’s experiences:
the better things used to be, the better they will have to be
to live up to expectations. This is one of the reasons why
quality in higher education is inherently a moving target.
On the other hand, there is wide agreement that fitness for
purpose aloneis atoo wide interpretation of quality in higher
education. It needs to be accompanied by some discus-
sion of fitness ofpurpose, unless, as Elaine El-Khawas said
it, we want to accept a college for thieves in a higher edu-
cation system, for such a college too might boast excel-
lent fitness-for-purposequality. Seeing quality as zero er-
rors directs attention to conformity to standards. It also di-
rects attention to the responsibility of higher education in-
stitutions for their students: ‘errors’—‘drop out’'—are quite
common in many higher education systems (especially
when a Humboldtian conception of freedom fo learn is
adopted), but have become less acceptable in recent dec-
ades, not least because of the increased social costs of
mass drop-out. This decline in social acceptation of drop
out was connected to the fourth category of quality views,
i.e. value for money. For governments, the money issue
had risen much on the agenda, as mentioned before, so
that for them this view was highly salient at the time.
Polytechnic-type institutes, with shorter times to degree and
less ‘overhead’ for research, easily seemed to cut a better
figure in this sense than traditional universities. The fifth cat-
egory is Harvey’s own contribution: quality as transforma-
tion. With this view, he stresses that higher education is not
just a service forcustomers, but does something fothe stu-
dents. They are changed, empowered by education, so that
standard quality definitions cannot be applied in a straight-
forward way: students’ goals and needs at the outset may
(must?) be different from their views as graduates. The other
foundation level term is evaluation, which | take to mean the
(systematic) process of formulating a standard and reach-
ing a value judgement on something (Weusthof, 1994: 35).
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voka — jvertinimas, kurj suprantu kaip (sistemiska) stan-
darto formulavimo ir tam tikro rei$kinio vertés nustaty-
mo procesg (Weusthof, 1994, p. 35). O dabar sutelkime
démesj j sgvokas, kurias vartojame aukstojo mokslo sri-
tyje aptariant jo kokybe, o ypac | studijy organizavimo
procesus.

Kokybés vertinimas galéty buti apibréztas kaip studi-
ju programos ar akademinio padalinio (pvz., katedros,
fakulteto, aukstojo mokslo institucijos), atsakingo uz vie-
nos ar daugiau studijy programy jgyvendinima, jvertini-
mas. Taigi vertinimas glaudziai siejasi su kokybés mata-
vimu. Kokybés vertinimas gali bati atliktas /s vidaus,
aukstojo mokslo institucijos viduje, ir /s iSorés. Pastarojo
pobudZio vertinimai sudaro ryskiausia naujy politikos prie-
moniu, jdiegty 1980-aisiais, dalj.

Kokybés uZtikrinimasyra daug platesné savoka ir ap-
ima tai, kaip tam tikras padalinys organizuoja savo vidinj
kokybés vertinima siekdamas suzinoti esamg kokybés
bukle (kokybés kontrolé) ir kaip jis valdo kokybés tobuli-
nimo procesg. Kartais Sis terminas vartojamas nusakyti
visg kokybés vertinimo sistema (vidine ir iSorine kartu),
ypac, kai norima iSkelti visuomenés uztikrinimo dél auks-
tojo mokslo sistemos kokybés funkcija. Butent Sia reiks-
me sgvoka yra pavartota Sio skyriaus pavadinime.

Kokybés auditas yra netiesioginis jvertinimo budas,
nes jis nevertina studijy programy ar paciy akademiniy
padaliniy, o tai, kaip Sie padaliniai valdo kokybés pro-
cesus.

Akreditacija galiausiai yra kokybés vertinimo arba ko-
kybés audito procesas, pasibaigiantis oficialiu pareiski-
mu, jog vertinama programa ar akademinis padalinys yra
pasiekes arba virSija tam tikrg kokybés lygj. Oficialesnj
apibrézima yra vartojusi Sursock ir kiti.: ,Akreditacija yra
oficialus iSspausdintas pranesimas dél institucijos ar pro-
gramos kokybés vadovaujantis cikliniu jvertinimu, pagrjs-
tu priimtais standartais“ (Sursock, 2001, p. 8). Apibrézi-
mas iSpleciamas dviem elementais: pirma, jvertinimas yra
ciklinis procesas (todél akreditacija yra ribotos trukmes).
Antra, démesys sutelkiamas | tai, kad akreditacijos metu
priimant sprendimg laikomasi teisés normomis patvirtin-
to budo, akreditacija turi remtis pries tai vieSai nustaty-
tais standartais, o dél jy proceso veikejai sutaria. Kadan-
gi akreditacija remiasi standartais, todél ji artima ,,nulis
klaidy“ nusakomam poziuriui j kokybe: akreditacija is es-
meés skiria ,,gerg” ir ,bloga“ aukstajj moksla. O kadangi
proceso dalyviai susitaria dél standarty, tai akreditacija
suteikia aukStojo mokslo kokybés savokai specifinj at-
spalvj.

1.3

KOKYBES UZTIKRINIMO ZINGSNIAI

IKI MAZDAUG 1999-UJU

Jau buvo minéta, kad Jungtiné Karalysté — viena i$ ty
Saliy, kurioje kokybés uztikrinimas tapo reikSmingas 20-
ojo amziaus gale. Dar dvi ,Salys iniciatorés” Vakary Eu-
ropoje: Prancuzija ir Nyderlandai. Ypac brity ir olandy
kokybés uztikrinimo plétojimo palyginimas (panaSumai
ir skirtumai!) gali padéti suprasti to laikotarpio pokycius.
Labai skyrési kokybeés uztikrinimo plétra Centrinéje ir Ry-
ty Europoje, nes Cia akreditacija buvo akivaizdesnis reis-
kinys. Paskutiniajame poskyryje bus kalbama apie tai,
kad Vakary Europoje akreditacija paplito po Bolonijos de-
klaracijos paskelbimo.

Let us now concentrate on the terms used in the quality
discussions in higher education, and more specifically on
the educational processes in higher education.

Quality assessmentcould be defined simply as evalu-
ation of a programme of study or an organizational unit
(e.g. department, faculty, higher education institution) re-
sponsible for providing one or more study programmes.
Assessment is linked closely, therefore, to measurement
of quality. Quality assessment can be done internally,
within a higher education institution, but also externally.
The latter are the most visible parts of the new policy
instruments introduced in the 1980s.

Quality assuranceis a much broader concept, involv-
ing how a unit organises its internal quality assessment
to know about the present state of quality (quality con-
frol) and how it manages its quality improvement. Some-
times this term is also used to denote a whole quality
assessment scheme (internal plus external elements in
combination), especially to stress its function to give
assurance to society about the quality delivered by a
higher education system. This is how the term was used
in the title of the present chapter, for instance.

Quality auditis an indirect type of evaluation, as it is
not targeted directly on the study programmes or units
themselves, but rather on how the units manage their
quality.

Accreditation, finally, is a process of quality assess-
ment or quality audit resulting in a formal statement that
the programme or unit evaluated reaches or surpasses a
certain level of quality. More formally, Sursock et al. used
as working definition: ‘Accreditation is a formal, published
statement regarding the quality of an institution or a pro-
gramme, following a cyclical evaluation based on agreed
standards’ (Sursock, 2001, p. 8).

This adds two elements: first, the evaluation is cyclical
(the accreditation therefore of limited duration). Second,
and more importantly, it draws the attention to the fact that
in order to make an accreditation decision in a way that
can be upheld under the rule of law, accreditation needs
to be based on standards that have been defined previ-
ously and publicly, and that are agreed among actors in-
volved. To the extent that accreditation relies on standards,
it comes close to the ‘zero errors’ view on quality: accredi-
tation basically distinguishes between ‘good’ and ‘bad’
higher education. To the extent, however, that the stand-
ards are agreed among the actors, it adds a specific higher
education flavour to the quality conception.

1.3

STEPS TOWARDS QUALITY ASSURANCE

UNTIL CIRCA 1999

As already indicated above, the United Kingdom was one
of the countries where quality assurance rose to prominence
at the end of the 20th century. There were two other ‘pio-
neer countries’ in Western Europe: France and the Nether-
lands. Especially the comparison (similarities and contrasts!)
between the British and Dutch developments may be help-
ful for an understanding of the developments at the time. A
very different development was followed in Central and East-
ern Europe, where accreditation was a much more promi-
nent phenomenon. After the Bologna Declaration, accredi-
tation became more prevalent in Western Europe too, as
will be shown in the final subsection below.
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1.3.1

JUNGTINE KARALYSTE

»Verté, jgyjama uz sumokétus pinigus” galéjo buti laiko-
ma svarbiausiu terminu JK kokybés uztikrinimo raidoje.
Konservatoriy partijos suformuotos vyriausybés nuo
1979-ujy labai akcentavo aukstojo mokslo jsipareigoji-
mus atsakyti uz mokesciy mokeétojy skirtus pinigus. Dos-
nus pinigy aukojimas universitety subsidijy taryboms,
uztikrinantis universitety autonomija, buvo pakeistas tiks-
linémis IéSomis skirtomis tyrimams atlikti ir rodomas Ty-
rimy vertinimo pratimais (Research Assessment Exerci-
se— RAE, cf. McNay, 1997) bei studijy subsidijomis, kur
jos buvo rodomos kaip pakankamos ar didesnes verti-
nant programas naujosiose Finansavimo tarybose (Si-
zer, 1990). Tiesa, Anglijoje, didziausioje JK dalyje, sasa-
jatarp programy vertinimy ir finansavimo niekada nebu-
vo materializuota, taCiau daug Svelnesné forma buvo pa-
sirinkta ékotijoje, kuri turéjo savo Finansavimo taryba.
Buvo diegiamos ir kitos finansavimo formos tam, kad
institucijos susikoncentruoty | politikos tiksly aukstojo
mokslo srityje jgyvendinima. Universitetai ir déstytojai i$
pat pradziy jauté, kad tokiu bldu Thatcher vyriausybé
bando keésintis j auk$tojo mokslo autonomija, tokia, ko-
kia ji buvo tradiciSkai suprantama. Atmosfera tapo kon-
fliktiSka; todél tiek vyriausybeés, tiek aukstojo mokslo ins-
titucijos staigiai pakeite savo politikg sieckdamos pergud-
rauti viena kitg. Universitetai kartu meégino finansavimo
taryby programy vertinimams uzbégti uz akiy apie 1990-
uosius jsteigdami savo akademine audito institucija, ku-
ri atlikty universitety kokybés auditg (Young, 1990). 1992-
aisias vyriausybé suteiké politechnikos institutams uni-
versitety statusg palikdama autonomijg suteikti laipsnius,
dél to visais atzvilgiais padidéjo konkurencija veikian-
tiems universitetams. Politechnikos institutuose laipsnius
suteikiantis organas CNAA (angl. Council for National
Academic Awards) prarado savo funkcija, o jo kokybeés
vertinimo padalinys susijungeé su AAU (angl. Academic
Audit Uni)) ir sudaré Aukstojo mokslo kokybes tarybg
(Higher Education Quality Council — HEQC)), kuri tesé
AAU (bei CNAA) institucijy lygio audita. Tuo paciu metu,
1992 metais, buvo jsteigtos finansavimo tarybos, kurios
pratesé ir sutvirtino programy vertinimy sistema (Wil
liams, 1997). Véliau HEQC susijungeé su finansavimo ta-
ryby kokybés vertinimo skyriais ir nuo 1997-yjy sudaré
Kokybés uztikrinimo agentura (Quality Assurance Agency
— QAA). Nors QAA ir toliau atliko kokybes audita, taciau
pagrindinj démes;j jau skyré programy vertinimams. Pro-
gramy vertinimo sistema véliau buvo sustiprinta proce-
dary taikymu ir susieta su plecianéia savo veiklg nacio-
naliniy kvalifikacijy sistema, pritaikius apibrézima ,,Auks-
tojo mokslo kvalifikacijy sistema“ visoms disciplinoms
bei ,dalyko geriausiems pavyzdziams iSdéstyti“ (Quality
Assurance Agency for Higher Education, 1998, Zr. t.p.
www.gaa.ac.uk). Nacionaliniy studijy turinio standarty
idéja — t.y. kaip jie dazniausiai buvo suprantami, atrodo,
buvo dar vienas pasikésinimas j universitety autonomi-
ja. Universitety grupé, ,Russell Group*, pavadinta vieto-
vés, kur kartais susitikdavo jy vicekancleriai vardu, va-
dovavo ,sukilimui® prie$ Sig vis sunkiau pakeliama QAA
jsikiSimo nasta (jiems taip atrodé) 2001-aisiais. QAA ge-
neralinis direktorius turéjo atsistatydinti, o QAA buvo pri-
versta apibrézti patj procesg ,Svelniau”: i§ esmés grizti
prie AAU institucijy audito kaip pagrindinio metodo.

1.3.1

THE UNITED KINGDOM

‘Value for money’ may well have been the leading term
in the UK developments. The Conservative Party gov-
ernments since 1979 put a heavy emphasis on higher
education’s duty to be accountable for the tax money it
was given. The free gift of money to the University Grants
Council that used to safeguard the universities’ autonomy
was changed into targeted funds for research perform-
ance, to be shown in the Research Assessment Exer-
cise (RAE) (cf. McNay, 1997), and in grants for teaching
shown to be adequate or better in programme assess-
ments on behalf of the new Funding Councils (Sizer,
1990). Eventually, in England, the largest part of the UK,
the link between programme assessments and funding
never materialised, although a much milder form of it
was introduced in Scotland, which had been given its
own Funding Council. Other funding instruments were
introduced as well to make institutions focus on policy
goals regarding higher education. Universities and aca-
demics from the outset felt that in this way the Thatcher
government tried to infringe on higher education’s au-
tonomy as it was understood traditionally. The atmos-
phere was full with conflict, and policies both of the gov-
ernment and of higher education bodies changed rap-
idly to outmanoeuvre the other party. Thus, the universi-
ties collectively tried to forestall the funding councils’ pro-
gramme assessments by introducing their own Academic
Audit Unit around 1990, which would make quality au-
dits of the universities (Young, 1990). In 1992, the gov-
ernment upgraded the polytechnics to universities with
the concomitant autonomy to grant their own degrees,
which created more competition for the existing univer-
sities on all fronts. The polytechnics’ degree awarding
body, CNAA, lost its function and the quality assessment
parts of it merged with the AAU to form the Higher Edu-
cation Quality Council (HEQC) which continued AAU’s
(and CNAA’s) institution-level audits. At the same time
in 1992, the funding councils were established and they
continued and strengthened the programme assess-
ments (Williams, 1997). In a further merger, the HEQC
and the funding councils’ quality assessment divisions
made up the Quality Assurance Agency (QAA) since
1997. While QAA continued the quality audits, its em-
phasis clearly was on programme assessments. The pro-
gramme assessments were further bolstered by adapta-
tions of the procedures and by tying them to the devel-
oping National Qualifications Framework, through defi-
nition of a ‘Framework for higher education qualifications’
across disciplines as well as ‘subject benchmark state-
ments’ (Quality Assurance Agency for Higher Education,
1998, see also www.qaa.ac.uk). This idea of national
standards of curriculum content—that is how they were
often seen—seemed to be another infringement on uni-
versity autonomy. A group of universities, the ‘Russell
Group’, named after the location where their vice-chan-
cellors sometimes met, led the ‘revolt’ against this ever-
heavier burden of QAA interference (as they would see
it) in 2001. The chief executive of the QAA had to step
down and QAA had to define a process with a ‘lighter
touch’: practically returning to the AAU’s institutional
audits as the main method.
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1.3.2
NYDERLANDAI
Napoleoniska ir Humboldto tradicijos dare jtakg nyderlan-
dy auk$tojo mokslo raidai 19-ajame amziuje ir pirmoje
20-o0jo amziaus puseéje. Napoleono tradicija ypac isrys-
keéjo profesinio rengimo ,koledzuose* arba olandy auks-
tojo mokslo HBO (angl. hogescholen) sektoriuje. Univer-
sitetams didesnés jtakos turéjo Humbolto tradicija.
Nyderlandy aukstojo mokslo sistemai sékmingai be-
siple€iant nuo 1960-uju, 1980 metai turéty bati laikomi
neramumy deSimtmeciu. AnkscCiau minétos problemos
uzklupo ir Sig $alj: iSaugo studenty skaicius, padaugéjo
aukstojo mokslo institucijy, kuriy ,,kontrolés apimtis” su-
mazejo; masiskumas salygojo augancias pretenzijas j
valstybes biudzeta, kuris jau nebedidéjo taip sparciai, kaip
ankscCiau (Vught, 1994). Valstybés islaidy skaidrumo rei-
kalavimai sustiprino jtampa, taip pat ir neokonservatoriy
ideologija, kuri tuo metu buvo populiari ir kuri atsispinde-
jo tuometinio laikotarpio koaliciniy vyriausybiy pobudy-
je. Pirmieji bandymai ,daryti kg nors su aukstuoju moks-
lu buvo tradiciniai: du kartus sumazinamas biudzetas pir-
moje 1980 m. puséje ir oficiali studijy programy trukmé
sutrumpinama nuo penkeriy ar SeSeriy iki ketveriy mety*
(Bijleveld, 1989). Dél tokios politikos labai smarkiai pa-
blogéjo santykiai tarp Svietimo ir mokslo ministerijos bei
universitety. Bandant Siuos santykius i§ dalies atstatyti —
kartu su tuometine valstybés reguliavimo panaikinimo ma-
da - nauja ,reguliavimo filosofija“ paskelbiama 1985-ai-
siais originaliame strateginiame pranesime, pavadintame
LAukstasis moksias. autonomija ir kokybé " (Higher Eau-
cation: Autonomy and Quality). Akcentuojama aukstojo
mokslo institucijy savireguliacija, aukstojo mokslo insti-
tucijoms suteikiama daugiau autonomijos nei anksciau,
bet reikalaujama, kad jos atsiskaityty uz autonomijos tai-
kyma — jskaitant ir mokesc¢iy mokétojy pinigus — parody-
damos savo kokybi$ka veiklg kokybés vertinimo metu. I$
karto galime nurodyti Sios jsivyraujancios ,reguliuojan-
Cios filosofijos” pavyzdziy: koledzams (HBO-institucijoms
arba nyderl. hogescholen) tuo metu suteikiama didesné
administraciné autonomija tesiant susijungimy politika Sia-
me auk$tojo mokslo sektoriuje 1983-1987 m. (Goede-
gebuure, 1992). Kita politiné strategija, kur kokybé ir ver-
tinimas uzémeé svarbiausig vieta, buvo pradéta
Nyderlandy universitetuose 1983 m.; tai vadinamoji ,sa-
lyginio tyrimy finansavimo* strategija. Si strategija sieké
»Skatinti ir kokybe, ir sistemingas diskusijas prioritety ir
iStekliy panaudojimo klausimais“ universitety tyrimuose
(Spaapen, Van Suyt, Prins, Blume, 1988, p. 1). Atskaito-
mybé uz i$ valstybés gaunamas léSas galéty buti laiko-
ma uzsléptu tikslu. Sia strategija buvo pradétas universi-
tety finansavimo politikos peréjimo nuo ,,dovanojimo mo-
delio® prie ,mainy modelio“ procesas (Bijleveld, Goede-
gebuure, 1989, p. 101). Tarpinis tikslas buvo tyrimy pro-
jekty grupavimas ir jtraukimas j didesnes programas, ku-
rios turéjo buti jvertintos. Pastarasis tikriausiai léeme ilgiau-
siai trunkantj Sios strategijos poveikj, kadangi jis i$ es-
mes reiské subtily ,bet” pereinant nuo Humboldto auto-
nomijos tradicijos, kai atskirus tyrimus atlikdavo pavienis
profesorius (retai: profesoré) (Maassen, 1996), prie (JAV
jkvéptos) institucinés autonomijos, kai tyrimy programas
nustato fakulteto dekanas (de Boer, Enders, Westerheij-
den, 2003). Praéjus dviem metams po salyginio tyrimy
finansavimo jvedimo, buvo iSspausdintas anksciau mi-

1.3.2
THE NETHERLANDS
The Napoleonic and Humboldtian traditions influenced the
development of Dutch higher education in the 19" and
the first half of the 20th centuries. The Napoleonic tradi-
tion was visible especially in the vocational ‘colleges’ or
HBO-sector of Dutch higher education. The university tra-
dition leaned more towards the Humboldtian influence.
After the rapid expansion of the higher education sys-
tem in the Netherlands from the 1960s onwards, the 1980s
could be seen as a decade of turmoil. The problems men-
tioned before hit this small country too: growing student
numbers, growing number of higher education institutions
stretching the ‘span of control’ to its limit; massification led
to rapidly increasing claims on the governmental budget,
which however had stopped increasing as fast as before
(Vught, 1994). More demands for transparency about gov-
ernment expenditure added to the pressure, together with
the neo-conservative ideology that was popular at the time
as shown by the character of the government coalitions of
the time. The first efforts to ‘do something about’ higher
education were in the traditional vein: two budget reduc-
tion operations hit the universities in the first half of the 1980s,
and the official length of the study programmes was re-
duced from in general five or six, to four years (Bijleveld,
1989). These policies, unintendedly, resulted in a deterio-
ration of the relationships between the Minister of Educa-
tion & Science and the universities. Partly in an effort to
restore these relationships—and in line with the deregula-
tion fashion of the day—a new ‘steering philosophy’ was
announced in a seminal policy paper in 1985, entitled Higher
Education: Autonomy and Quality. Self-regulation of higher
education institutions was to become the main focus, giv-
ing the higher education institutions more administrative
autonomy than before, but requiring them to account for
the use of their autonomy—and the tax money involved—
by showing the quality of their operations through quality
assessments. Examples for that emerging ‘steering philoso-
phy’ could be found nearby: the colleges (HBO-institutions
or hogescholen) were already being given a greater de-
gree of administrative autonomy, as part of the merger op-
eration going on in that sector of higher education 1983-
1987 (Goedegebuure, 1992). Another policy in which qual-
ity and assessment were crucial, had started in the Dutch
universities in 1983, the so-called ‘Conditional Funding of
Research’ policy. This policy was intended to ‘promote both
quality and systematic discussion of priorities and the use
of resources’ in research in universities (Spaapen, Van Suyt,
Prins, & Blume, 1988, p. 1). Accountability regarding gov-
ernment funding can be seen as an ulterior goal. This policy
marked the beginning of change of university funding from
a ‘give away model’ to an ‘exchange model’ (Bijleveld, &
Goedegebuure, 1989, p. 101). As an intermediary goal, the
policy entailed grouping research projects to be evaluated
into larger programmes. This was perhaps the most lasting
effect of the policy, as it implied a subtle but in the end
radical change from the tradition of Humboldtian autonomy
of the individual professor in his (rarely: her) private research
(Maassen, 1996) to the (US-inspired) institutional autonomy
of the faculty dean to define research programmes (Boer,
Enders, & Westerheijden, 2003). Two years after the intro-
duction of Conditional Funding of Research, the HOAK
policy paper, mentioned before, was published. The idea
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nétas HOAK (nyderl. Hoger Onder wijs: Autonomie en
Kwaliteit, angl. Higher Education: Autonomy and Quall-
ty) strategijg apibudinantis pranesimas. Kokybeés verti-
nimo idéja, apimanti tik tyrimus, iSple¢iama iki visos pa-
grindinés aukstojo mokslo institucijy veiklos vertinimo.
Tai rei8ke, kad turés buti plétojamas studijy kokybés
vertinimas. Svarbu pastebéti, kad kaip istorinis ,faktas”,
atskiros studijy ir tyrimy vertinimo proceduros tuo me-
tu jau buvo akivaizdzios. Derybose dél HOAK Svietimo
ir mokslo ministras, skétinés universitety tarybos (angl.
umbrella bodlies of the universities), Nyderlandy uni-
versitety asociacija (Association of Universities in the
Netherlands -VSNU) ir Koledzy asociacija (HBO Tary-
ba) susitaré, kad kokybés vertinimo projektus koordi-
nuos skétines universitetinés tarybos. Remdamasi sa-
vireguliacijos idéja, vyriausybé nenaudos kokybés ver-
tinimo rezultaty tolesniam finansavimui keisti. Taciau jei-
gu studiju programa Zzemos kokybés ir néra tobulina-
ma daug mety, vyriausybé gali iSduoti ,raudong korte-
le“: ji iSbrauks tg studijy programa i$ oficialaus regist-
ro, o tai reik$, kad Sios studijy programos diplomas dau-
giau nebus pripazjstamas, o programa nebebus finan-
suojama, tad studentai praras teise j valstybine para-
ma. Bet pries tai ministras iSduoda , geltong kortele* —
ispéjima.® Raudonos kortelés iSduodamos nebuvo, ta-
¢iau geltony korteliy buvo iSduota beveik kasmet. Jos
skatino aukstojo mokslo institucijy ir Svietimo inspek-
cijos derybas, o kartais ir drasti$ky priemoniy naudoji-
mg siekiant padétj patobulinti (Jeliazkova, Westerheij-
den, 2000). Todel galiausiai valstybiné kontrolé isliko,
bet skétinés universitetinés tarybos veiké kaip atsvara,
leidzianti sutelkti didesnj démesj j kokybés tobulinima.
Tadiau pragjus deSimtmeciui po programy vertinimuy,
pasirodé, kad nors tie vertinimai vis dar padeda gerinti
zemesnio lygio programas, bet geresniy programy to-
kie vertinimai neskatino tobuléti (Jeliazkova, Westerheij-
den, 2000).

Be kity dalyky, remdamasi mazéjanciu darbdaviy
pasitenkinimu ir nepaprastai subalansuotomis patikri-
nimy ataskaitomis, HBO Taryba 1998 m. pabaigoje émé-
si bandomojo programy akreditacijos projekto, kuris
turéjo vesti j aiSky ,taip“ arba ,ne“ kokybés patvirtini-
ma. Standarty nustatymas ir jy jgyvendinimo procedu-
ros pasirodeé sunki, bet verta jdéty pastangy patirtis (Go-
edegebuure, Jeliazkova, Pothof, Weusthof, 2002), ta-
¢iau tolesnj vystymasi paveiké Bolonijos Deklaracijos
pasiraSymas 1999 m. Kokybés taikinys Nyderlanduo-
se judejo j priekj, todél neatsiliekant nuo politikos pléet-
ros reikéjo ,spéti laiku suciupti kate uz uodegos”. Tai
buvo programy vertinimo papildymas akreditacija po
Bolonijos Deklaracijos pasiraSymo. Nyderlandy akre-
ditacijos organizacija (Netherlands Accreditation Orga-
nisation — NAO), cf. www.nao-ho.nl) turéjo parodyti pri-
tarimo Zenklus remdamasi kity kokybés agentary verti-
nimais (paliekant VSNU ir HBO Tarybai vizity sistema,
bet atveriant rinkg kitiems jvertintojams). Studijy pro-
gramy akreditacija dabar leidzia:

* suteikti pripazjstamus bakalauro ir magistro laips-
nius;

3 Uzbaigus pirmajj vertinimo ciklg universitetuose, 1993 m.
laikas, skirtas Siai procedrai atlikti buvo sutrumpintas,
bet principai isliko tie patys.

of quality assessment was to be extended from research
only to all major primary activities of higher education insti-
tutions—meaning, in fact, that quality assessment of teach-
ing had to be developed. Note that as an historical ‘acci-
dent’, separate procedures for the assessment of teach-
ing and research were self-evident at the time. In the ne-
gotiations about HOAK, the Minister of Education & Sci-
ence and the umbrella bodies of the universities, the As-
sociation of Universities in the Netherlands (VSNU) and
the Association of Colleges (HBO Council), agreed that
the umbrella bodies would co-ordinate the quality assess-
ment schemes. In keeping with the selfregulation idea,
the government would not use the outcomes of the qua-
lity assessments for further changes to its funding. How-
ever, if a study programme was of low quality, and no im-
provements took place over a number of years, the
government could issue a ‘red card’: it would strike this
study programme from the official register, entailing that
its diploma would no longer be recognised and that the
programme would no longer be funded, nor would stu-
dents have a right to governmental support. Before that
happened, the Minister would issue a ‘yellow card’ as a
warning®. Red cards have not been issued, but yellow
cards were practically a yearly phenomenon, leading to
negotiations between the higher education institution and
the Inspectorate of Education and resulting in sometimes
drastic measures to improve the situation (Jeliazkova, &
Westerheijden, 2000). Ultimately, therefore, governmen-
tal control remained in place, but the umbrella bodies
acted as a buffer, enabling substantial attention to quality
improvement. However, after a decade of programme as-
sessments, it appeared that although they still helped to
ameliorate programmes at the lower end of the scale, for
the better programmes the national evaluations no longer
provided an impetus for improvement (Jeliazkova, &
Westerheijden, 2000).

Based amongst others on diminishing satisfaction of
employers with the overly balanced review reports, the HBO
Council at the end of 1998 started a pilot project with ac-
creditation of programmes, which was to lead to clear yes-
or-no statements of quality. The experiences of defining
standards and procedures proved difficult but worthwhile
(Goedegebuure, Jeliazkova, Pothof, & Weusthof, 2002),
however its further development was overtaken by the ad-
vent of the Bologna Declaration in 1999. Obviously, the
quality target was on the move in the Netherlands, and
policy had to get into a new pair of boots to keep track.
The new boots were found in the addition of accreditation
to the programme assessments after the Bologna Decla-
ration. The Netherlands Accreditation Organisation (NAO,
cf. www.nao-ho.nl) will give a seal of approval based on
other quality agencies’ assessments (leaving the VSNU and
HBO Council their visiting system, but opening the market
to other evaluators). Accreditation now is mandatory for
study programmes:

* to award recognised bachelor’'s and master’s de-
grees;

* to make their students eligible for study grants and
loans;

3 After the first round of assessments in the universities, in 1993,
the timing of this procedure was tightened, but the principle
remained.
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* garantuoti studentams teise j stipendijas ir studijy kre-
ditus;

* gauti valstybés finansavimg (tik valstybinéms auksto-
jo mokslo institucijoms).

Visa tai reiSkia, kad auks$ciau aptarta tvarka netiesio-
giai taip pat bus taikoma ir privac¢ioms aukstojo mokslo
institucijoms iSskyrus tik valstybés finansavima,. Kita jdomi
nyderlandy naujové yra ta, kad akreditacijos sistema grin-
dziama vadinamaisiais ,Dublino aprasais“. Tai pastarojo
laikotarpio iniciatyva plétoti bendruosius bakalaury ir ma-
gistry programy aprasus Europos mastu (Westerheijden,
Leegwater, 2003).

1.3.3

PRANCUZIJA

Oficialus kokybés uztikrinimas Prancizijoje buvo jves-
tas tuo paciu metu kaip JK ir Nyderlanduose arba gal-
bat ir Siek tiek anksc&iau (Chevaillier, 2003). Nacionaliné
universitety vertinimo taryba (Comité national d’évalua-
tion des établissements publics a caractere scientifique,
culturel et professionnel, sutrumpintai CNE)) buvo jsteig-
ta 1984 m. Ji buvo suprantama kaip politinis instrumen-
tas leidziantis iSlaisvinti auks§tojo mokslo sektoriy i$ dis-
funkcineés biurokratijos, susiformavusios deél spartaus
sektoriaus augimo ir napoleoniskojo centralizmo, rys-
kiausiai atsispindéjusio nacionaliniy laipsniy sutekime ir
studijy programose. Ministerija pripazino, kad turéjo
»perduoti detalig kontrole, kurios jau nebepajegé atlikti®
(Chevaillier, 2003). Nauja politika pirmiausiai atsispindéjo
ministerijos ir auk$tojo mokslo institucijy sutartyse, ku-
rios institucijoms turejo suteikti daugiau autonomijos ir
tuo paciu skatinti jas tobulinti kokybe ir veiklos profil].
Pagrindinés tokiy sutaréiy priemonés buvo plétros pla-
nai, kuriuos institucijos turéjo pateikti per derybas. CNE
jvertinimai tapo dar vienu Sios politikos jrankiu, galbat
neakcentuojant kaip JK ir Nyderlanduose kity kokybés
uztikrinimo funkcijy, pvz., Sio sektoriaus kokybés skaid-
rumas placios visuomenés pozidriu (nors $i funkcija ne-
buvo visiSkai iSnykus).

Nuo 1984 m. CNE aukstojo mokslo institucijos ver-
tinamos atsizvelgiant j jy funkcijas, t.y. studijas, studen-
ty apgyvendinimg ir tyrimus. Be to, buvo vertinamas ins-
titucijos valdymas. CNE atlikdavo ir kai kuriy discipliny
(pvz., geografijos, taikomosios matematikos) bei tam
tikry kursy laipsniams gauti (magistro laipsnio medici-
nos studijy, farmacijos kursy) lyginamuosius jvertini-
mus visos 8alies mastu. CNE metodologija grindziama
jprastais savianalizes elementais, partneriy vizitais ir
glaustu rezultaty iSdéstymu ataskaitos forma. CNE jver-
tinimy ataskaitos spausdinamos ir, atrodo, turi jtakos
santykiams tarp atsakingy ministerijy ir auk$tojo mokslo
instituciju, ypa¢ derybose dél plétros kontrakty. Tac¢iau
iki 2003 m. CNE jvertinimai nebuvo tiesiogiai siejami
su plétros plany rezultatais, todel nebuvo tikslaus (1:1)
santykio tarp universiteto jvertinimy ir sprendimy pri-
emimo dél atitinkamos sutarties, kurig universitetas pa-
sira8ydavo su ministerija. Neseniai buvo pasitlyta, kad
toks tiesioginis rySys turéty atsirasti (Chevaillier, 2003).
Jau cituotame Chevaillier straipsnyje pabréziama, kad
didesne tiesiogine jtakg studijy turiniui daré nacionali-
niy laipsniy programuy habilitacija ir kiti patvirtinimo pro-
cesai atskiriems programy tipams. Kaip teigia Chevail-
lier, per vieng ar du pastaruosius deSimtmedcius, Sis pro-

* to get state funding (for public higher education
institutions only).

Implicit in the above is that private higher education
institutions will be included in this procedure on an equal
footing with public ones, government funding apart. An-
other interesting addition in the Dutch case the frame-
work for accreditation will be based on the so-called
‘Dublin Descriptors’, a recent initiative towards devel-
opment of common level descriptors for bachelor’s and
master’s at the European level (Westerheijden, & Leeg-
water, 2003).

1.3.3
FRANCE
France’s formal introduction of quality assurance was con-
temporaneous with the developments in the UK and the
Netherlands or even predated them (Chevaillier, 2003).
The National Council for Evaluation of Universities (Comité
national d’évaluation des établissements publics a
caractere scientifique, culturel et professionnel, abbrevi-
ated as CNE) was created in 1984. It was seen as a policy
instrument in an effort to rid the higher education sector
of dysfunctional bureaucracy caused by the combination
of rapid growth of the sector and the Napoleonic
centralism, most visible in the existence of national de-
grees and curricula. The ministry recognised that it had to
‘relinquish the detailed control it was not able to exert any
more’ (Chevaillier, 2003). The new policy was primarily
embodied in the contracts between the ministry and the
higher education institutions, which were to give more
autonomy to the institutions while enabling them to de-
velop their quality and their own profiles. The major means
for these contracts were the development plans the insti-
tutions had to submit for these negotiations. The CNE’s
evaluations were primarily another means in this policy,
putting perhaps less emphasis than in the UK or the Neth-
erlands on other functions of quality assurance, such as
transparency about the sector’s quality to the general
public (although this function was not wholly absent).
Since 1984 then, the CNE evaluated higher educa-
tion institutions regarding their functions, i.e. education,
students’ accommodation and research. It included the
way the institution was managed. The CNE also made
comparative evaluations of some disciplines (e.g. geog-
raphy, applied mathematics) and of some types of de-
gree course (postgraduate degrees in medical studies,
pharmacy courses) across the country. The CNE meth-
odology is based on the usual elements of self-evalua-
tion, site visit by peers and condensation of the outcomes
in a report. The reports of the CNE evaluations are pub-
lished, and they seem to inform the relationships between
the responsible ministries and the higher education in-
stitutions, especially the negotiations for the development
contracts. Until 2003, however, the CNE evaluations were
not tied directly to the results of the development plans,
so that there was not a one-to-one relationship between
a university’s evaluations and decision-making on the
contract it signed with the ministry. It has been proposed
recently that such a direct link should be established
(Chevaillier, 2003). In Chevaillier’s article, quoted already,
he emphasised that what influenced the content of edu-
cation much more directly, was the habilitation of na-
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cesas iS formalios, biurokratinés napoleoniskojo sti-
liaus priemones tapo tikru jvertinimo procesu. Sis
pletros etapas baigési 2002 m., kai remiantis Bolo-
nijos deklaracija, buvo jvestas naujas magistro laips-
nis. Universitetai galéjo siulyti naujas programas, lei-
dziancias jgyti naujg magistro laipsnj, vadovaujan-
tis tik tais kriterijais, kuriuos ministerija panaudos
programy akreditacijai (Chevaillier, 2003).

1.3.4

ZENGIANT PIRMYN: AKREDITACIJA

CENTRINEJE IR RYTY EUROPOJE

Nuo 1989 m. sugriuvus komunistiniams rezimams Cen-
trinéje ir Ryty Europoje auks$tojo mokslo studiju pro-
gramos turéjo smarkiai pakisti: reikéjo atsisakyti seny
standarty ir patvirtinti naujus per kelerius metus. Be to,
reikéjo atgauti akademinj garbinguma, o tai daugeliui
Saliy reiske, kad reikia atsigrezti j tradicijas, vyravusias
iki Antrojo pasaulinio karo ir stipriai veikiamas Centri-
néje Europoje Vokietijos ir Austrijos imperijai budingy
Humboldto paziury (Westerheijden, 1995).

Siems tikslams pasirinkta priemoné beveik visur
buvo nacionaliné (t.y. susijusi su valstybe) akredita-
cijos taryba (Campbell, Rozsnyai, 2002). Pasirinktas
akreditacijos tipas — ir vél daugeliu atvejy, nors ir ne
visais, — programy akreditacija, kai nustatoma pro-
gramoms reikalingy sgnaudy (salyguy, personalo, stu-
dijuy plany ir kt.) standartai visose ziniy srityse. ,,Aka-
deminé oligarchija“, kaip jg pavadino Clark, nustaty-
davo standartus de facto, bet ne visada de jure (Clark,
1983). Taciau Sie gerbiami valstybiniy aukstojo moks-
lo jstaigy akademikai turéjo mazg aukstojo mokslo
pertvarkymo patirtj iSskyrus gebéjimg Salinti komu-
nistinés ideologijos elementus i$ studijy programuy.
Autonomijos ir akademinés laisvés vertybés buvo
svarbesnés uz moderniy akreditacijos kriterijy ir me-
chanizmy palaikyma, jei atsizvelgtume | nauja visuo-
meninj auk$tojo mokslo vaidmenj auk$tojo mokslo
sistemoje ir pramonés ekonomikg keiciancios ziniy
ekonomikos konteksta.

1.35

KELETAS ZINGSNIU ATGAL?

KOKYBES VERTINIMA PERIMA

KITOS VAKARU SALYS

1992 m.Europos Sagjungai pirma kartg susidoméjus
kokybés uztikrinimu kaip aukstojo mokslo sistemos
harmonizavimo arba internacionalizacijos priemone
savo Salyse, pasirodé, kad prie trijy $aliy iniciatoriy
jau prisijungé Danija (Vught, Westerheijden, 1993).
Si galis peréme pirminj ,nyderlandy modelio® varian-
ta. Buvo padaryti trys svarbiausi pakeitimai: pirma,
jos jvertinimo agentira buvo daug artimesné Svieti-
mo ministerijai. Antra, jvertinimo agenttira organizuo-
davo nacionalinius tyrimus siekdama informuoti is-
orinius tikrintojus. Trec€ia, tam tikros srities patikrini-
mo rezultatai budavo aptariami su asmenimis, susi-
jusiais su patikrinimu, nacionalinéje konferencijoje.
Sioms keturioms $alims teko vadovaujantis vaidmuo
kitame ES bandomajame projekte. Jj sudaré jvertini-
mas, apimantis vieng ar dvi dviejy ziniy sri¢iy pro-
gramas, visoje (tuometinéje) ES ir kai kuriose kitose
Salyse (Management Group, 1995). Periodu tarp $io

tional degree programmes and other approval processes
for other types of programmes. Over the 1 past two dec-
ades, he maintained, this process had changed from a for-
mal, bureaucratic measure in a Napoleonic mode, to an
actual evaluation process. It culminated in 2002, when fol-
lowing the Bologna Declaration the new master’s degree
was introduced. Universities were free to propose new pro-
grammes leading to the new master’s degree with as only
guidance the criteria that the ministry would use for the pro-
grammes’ accreditation (Chevaillier, 2003).

1.3.4.
STEPPING UP: ACCREDITATION
IN CENTRAL AND EASTERN EUROPE
When the Communist regimes in Central and Eastern Eu-
rope collapsed after 1989, study programmes in higher edu-
cation had to step up the speed quickly: the old standards
had to be discarded and new standards had to be intro-
duced within a couple of years. Moreover, academic re-
spectability had to be regained, which in many countries
meant looking back to pre-world war traditions, coloured
heavily—in Central Europe—by the Humboldtian influence
of Germany and the Austrian empire (Westerheijden, 1995).
The instrument chosen for these tasks was almost in-
variably a national (i.e. staterelated) accreditation council
(Campbell, & Rozsnyai, 2002). The type of accreditation that
was chosen was—again in most though not all cases—pro-
gramme accreditation in the form of setting standards for
inputs (facilities, staff, curriculum plans, etc.) for programmes
in all fields of knowledge. The standards were defined de
facto if not always de jure by what Clark coined the ‘aca-
demic oligarchy’ (Clark, 1983). But these respectable aca-
demics from public higher education establishments had
little experience with achieving transformation of higher edu-
cation beyond scrapping elements of communist ideology
from study programmes. Autonomy and academic freedom
were values preponderant over keeping accreditation crite-
ria and mechanisms up-to-date with a view to the new
societal role of higher education in a mass system of higher
education, and in the context of an emerging knowledge
economy instead of an industrial one.

1.3.5

SOME STEPS BEHIND?

OTHER WESTERN COUNTRIES

ADOPT QUALITY ASSESSMENT

When the European Union first became interested in quality
assurance as a means for harmonisation or internationalisa-
tion of the higher education systems in the member countries,
in 1992, an inventory of the state of play showed that the three
pioneer countries had been joined by Denmark (van Vught &
Westerheijden, 1993). This country had adopted an original
variant of the ‘Dutch model’. Perhaps three main changes were
made: first, its evaluation agency was much closer to the min-
istry of education. Second, the evaluation agency organised
national surveys to inform the external reviewers. Finally, the
results of a review of a certain field were discussed with all
concerned at a national conference. These four countries took
the lead in the following EU pilot project. It consisted of evalu-
ation exercises involving one or two programmes in two knowl-
edge areas in all (then) EU countries and some others (Man-
agement Group, 1995). In the period between the inventory
and the launch of the pilot project, the EU’s ambitions had been
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bandomojo projekto inventorizacijos ir zvalgomojo tyri-
mo pradzios ES uzmojai sumazéjo, todél buvo nutarta
Siuo projektu apimti tik iSorinj programos vertinima, o
$alis, netaikancias iSorinio vertinimo, supazindinti su Sia
politine priemone.* Pazvelgus placiau, t. y. apimant kai
kurias Centrinés ir Ryty Europos $alis, 1992 m. zyméjo
ne tik ES démesj kokybeés uztikrinimui, bet ir tg momen-
ta, kai beveik pusé Europos $aliy perémé tam tikrg iSori-
nio kokybés uztikrinimo tipg (zr. 1 lentele, iS Schwarz,

toned down to just making it an exercise in external pro-
gramme assessment, and to make countries without exter-
nal assessment acquainted with this policy instrument®.
Looking broader, i.e. including some Central and Eastern
European countries, 1992 was not only the year of the EU’s
entrance on the scene of quality assurance, but also the
moment that about half the European countries had intro-
duced some type of external quality assurance (see Table
1, from Schwarz, & Westerheijden, forthcoming 2004)° . By

1 lentelé. 1Sorinio institucinio jvertinimo veikly akcentavimas. 1992 m.
Table 1. Focus on Supra-Institutional Evaluation Activities. Year: 1992

ISORINIO INSTITUCINIO JVERTINIMO VEIKLOS NEAKCENTUOJAMOS
NO FOCUS ON EVALUATION ACTIVITIES

ISORINIO INSTITUCINIO |VERTINIMO VEIKLOS AKCENTUOJAMOS
FOCUS ON EVALUATION ACTIVITIES

NO, SE, FI, ES, PT, IT, GR, DE, AT, BE(FL)

NL, DK, FR, GB, IR, HU, PL, CZ, LT, LV

Westerheijden, 2004).% Iki 2003 m.iSorinis kokybeés uz-
tikrinimas paplito visur: atrodo, kad visos Europos Salys
buvo pasekusios Saliy iniciatoriy pavyzdziu.

»Sekimo iniciatoriy pavyzdziu®“ idéja galéty bati is-
plétota — pritaikytas iSorinio jvertinimo bendrasis mode-
lis. Beveik praktiSkai visuomet jis apimdavo nacionalinj
koordinatoriy, metodologija, pagrjsta savianalize, bei i$-
orinj patikrinima jskaitant vizitus, o pabaigoje — tam tikrg
visuomeneés informavimo formg (Schwarz, Westerheij-
den, 2004; Vught, Westerheijden, 1994). Detaliau tiriant,
zinoma, buvo taikomi labai jvairus modeliai ir metodai:
Brennan pastebéjimas, kad ,Sis vadinamasis kokybés
vertinimo ,bendrasis modelis“ Sio proceso eigg tiek pat
nustelbia, kiek jg atskleidzia“ (Brennan, 1999) buvo Siuo
atveju teisingas, taciau Sio lygmens detalumas buvo at-
skleistas kituose darbuose (pvz., Brennan, 1999; Bren-
nan ir Shah, 2000; Scheele, Maassen ir Westerheijden,
1998; Schwarz ir Westerheijden, 2004; Vught ir Wester-
heijden, 1993).

1.4

IGIMTAS TOBULEJIMAS:

AR TAIKINYS TURETY BUTI JUDANTIS?

lvertinimo proceso arba akreditacijos sistemos dalyviai mo-
kosi taikydami Sig sistemg (Jeliazkova, Westerheijden,
2002). Pavyzdziui, institucijy personalas ir vadovai mokosi
savianalizés meno. Mokymasis lemia dalyviy elgsenos
aukstojo mokslo sistemoje kaita. Toks ir yra siekiamas tiks-
las: didesnis demesys studijy kokybei yra butina kokybés
tobulinimo salyga. Tadiau pasiekus ,lengva pergale “pir-
majame sékmingo jvertinimo etape, antrasis (nepakites)
etapas nerodys tokio pat kokybés patobulinimo ar atskai-
tomybés laipsnio, koks buvo pasiektas pirmajame etape.
Rutina, biurokratizacija ir geras pasirodymas - tai i$ pas-
kos sélinantys pavojai. Norint Sioms tendencijoms pasiprie-

41998 m. remdamasi ES zvalgomojo tyrimo rezultatais ES Komi-
sija iSleido rekomendacijg jkurti ir paremti ES Saliy kokybés
uztikrinimo agentiry tinklg (Kern, 1998). Sis europinis koky-
bés vertinimo agentiry tinklas (ENQA) pradéjo veikti 2000.

5 Jy tyrime dalyvavo 20 Europos Saliy: ES Salys narés (iSskyrus
Liuksemburga), Norvegija, Cekija, Vengrija, Lenkija, Latvija ir
Lietuva

2003, it had become ubiquitous: all European countries
seemed to be following in the steps of the pioneers.

The idea of ‘following in the steps’ could be extended
to the general model of external evaluation used: practi-
cally always it involved a national co-ordinator, a method-
ology based on self-evaluation and external review includ-
ing site visits, and resulted in some form of public infor-
mation (Schwarz, & Westerheijden, forthcoming 2004;
Vught, & Westerheijden, 1994). At a more detailed level,
of course very different models and methods were used:
‘This so-called “general model” of quality assessment ob-
scures as much as it reveals about what is going on in
these processes’ (Brennan, 1999) was Brennan'’s correct
observation on that account, but | must leave that level of
detail to other publications (e.g. Brennan, 1999; Brennan,
& Shah, 2000; Scheele, Maassen, & Westerheijden, 1998;
Schwarz & Westerheijden, forthcoming 2004; Vught, &
Westerheijden, 1993).

1.4

INHERENT DEVELOPMENTS:

MUST THE TARGET BE MOVING?

Actors involved in an evaluation or accreditation scheme
learn during its implementation (Jeliazkova & Westerheij-
den, 2002). For example, staff and leadership in institu-
tions learn the art of self-evaluation. Learning leads to
changes in the way actors in the higher education system
behave. This is what is intended: giving greater attention
to the quality of teaching is a precondition for quality im-
provement. However, once the ‘easy wins’ have been
called as a result of a successful first round of evalua-
tions, a second (unchanged) round cannot add as much
quality improvement or accountability as the first did. Rou-
tine, bureaucratisation and window dressing aredangers
lurking behind. To counteract these tendencies, quality

4In 1998, as a late consequence of the EU’s pilot project, the
Commission of the EU made a recommendation to estab-
lish and support a network of the EU member states’ qual-
ity assurance agencies (Kern, 1998). This network, the Eu-
ropean Network of Quality Assessment Agencies (ENQA),
finally became operational in 2000.

5 Their study included 20 European countries: the EU mem-
ber states (minus Luxembourg), Norway, the Czech Re-
public, Hungary, Poland, Latvia and Lithuania.
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2 lentelé. Kokybés uZtikrinimo sistemy etapai

Table 2. Phases in quality assurance systems

PROBLEMOS
PROBLEMS

KOKYBES UZTIKRINIMO VAIDMUO
ROLE OF QUALITY ASSURANCE

INFORMACIJOS BAZE
INFORMATION BASE

ISORINIO VERTINIMO POBUDIS
NATURE OF EXTERNAL REVIEW

1 etapas. Rimtos abejonés
dél Svietimo standarty.

Phase 1: Serious doubts
about educational standards.

Svietimo substandarto programy
identifikavimas.

Identifying sub-standard educational
programmes.

ApraSomosios ataskaitos.
Atlikimo rodikliai.

Descriptive reports. Performance

indicators.

Sumuojamasis vertinimas; akreditacija.
Standarty patikrinimas. Ataskaita
vyriausybei.

Summative; accreditation, checking
standards. Report to state.

2 etapas. Abejonés dél
aukstojo mokslo sistemos
ir/ar institucijy efektyvumo.

Phase 2: Doubts about the
efficiency of the higher
education system and/or
institutions.

a) VieSas atsiskaitomumas.
b) Kokybéskurimo supratimas
institucijose.

a) Public accountability.
b) Creating quality awareness
in institutions.

ApraSomosios / strateginés

atskaitos (,saves pardavimas*)®

apimancios: a) atlikima,

b) procediiras.

Descriptive / strategic reports
(‘self-selling’)® covering:

a) performance, b) procedures.

Institucijy rangai. Viena ataskaita
vyriausybei ir institucijoms. Gerosios
patirties identifikavimas.

Ranking of institutions. One report
to state and institutions. Identifying
good practices.

3 etapas. Abejonés dél
naujoviy pajégumo ir
institucijy kokybés
uztikrinimo pajégumo.
Phase 3: Doubt about
innovation capacity and
quality assurance capacity
of institutions.

Skatinti institucijy savireguliacijos
pajéguma. Viesas atsiskaitomumas.

Stimulate self-regulation capacity of
institutions. Public accountability.

Savianalizés ataskaitos apie:
a) procedras, b) atlikima.

Self-evaluation reports about:

a) procedures, b) performance.

Audito ataskaita — institucijai.

Audit report to: — the institution —
the state

4 etapas. Poreikis skatinti
iSlaikyti kokybés kultdrg
institucijose.

Phase 4: Need to stimulate
sustainable quality culture
in institutions.

Skilimas tarp: —savireguliacija pagrjsto
pagerinimo; — vie$o atsiskaitomumao.

Split between: — improvement based
on self-regulation; — public accountability.

Skilimas tarp: — savianalizés
ataskaity apie procesus ir
strategijas, pagristas SWOT ir
gerosios patirties skleidimu;

— savarankigkos ataskaitos apie

atlikimo rodiklius.

Split between: — self-evaluative

reports about processes and

strategies based on SWOT and
benchmarking; — self-reporting
about performance indicators.

Skilimas tarp: — audito ataskaitos
institucijai; — verifikavimas duomeny,
kurie bus jvesti j visuotines duomeny
bazes.

Split between: — audit report to the
institution; — verifying data to be
incorporated in public databases.

Nauji iSSukiai. Mazéjantis
skaidrumas aukstojo mokslo
sistemoje.

New challenge: Decreasing
transparency across higher
education systems.

Rinkos reguliavimas, t.y. klienty
informavimas (studentai, darbdaviai).

Market regulation, i.e., informing clients
(students, employers).

Rodikliai apie gautus ,produktus®
(absolventy zinios ir gebéjimai).

Performance indicators about

‘products’ (knowledge and skills

of graduates).

Lyginamuyjy atlikimo rodikliy
publikavimas. Standartizuotas
absolventy testavimas?

Publication of comparative performance
indicators. Standardised testing

of graduates?

Sinti, kokybés uztikrinimo sistemos turi bati planuoja-
mos taip, kad pasizyméty savybémis skatinanc¢iomis to-
buléti. Tai galima pavadinti jvertinimo proceso ir akre-
ditacijos sistemy dinamiSkumo vidine varomaja jéga.
Be to, apytiksliai suvokta hierarchiné problemy skale, |
kuria kokybeés uZztikrinimo sistemos turéty atkreipti de-
mes;j (zr. 2 lentelé, i§ Jeliazkova ir Westerheijden, 2002).

Vienos problemos ,uzbaigimas“ (priimant politinj
sprendimg ar kompromisg bei konstatavus laiking pa-
detj, bet nebutinai suradus tikrajj problemos sprendima)
reiSkia, kad kils kita problema. Bandymas spresti ,pas-
kesne*“ problema gali biti bergzdzias, kol ,pradiné” pro-
blema nebus iSspresta. Mes jvardijome Siuos tiesioginio
kokybés uztikrinimo sistemy konteksto pokycius kaip
konfeksto dinamikg. Tiek vidinés, tiek konteksto varo-

8 Sukurtas terminas (Frazer, 1997).

assurance systems need to be designed with a built-in facility
for positive change. This can be seen as an /nternal drive for
dynamism in evaluation and accreditation schemes. Moreo-
ver, there is a—loosely hierarchical—scale of perceived prob-
lems which quality assurance systems are expected to ad-
dress (see Table 2, from Jeliazkova, & Westerheijden, 2002).

‘Closing’ one problem (a political decision or compro-
mise and a temporal state of affairs, not necessarily an
actual solution to the issue) exposes another one. At-
tempts to address a ‘subsequent’ problem may be futile
before a ‘more basic’ one has been brought to closure.
We singled out these changes in the /mmediate context
of quality assurance systems as contextual dynamics.
Both internal and contextual drives would lead any evalu-
ation scheme to evolve from checking basic quality

8 Term coined by (Frazer, 1997).
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mosios jégos lems bet kurios proceso jvertinimo sistemos
plétrg pradedant pirminiu kokybés patikrinimu taikant akre-
ditacijos tipo procesus, efektyvuma kelianioms priemonéms
ir baigiant kokybés tobulinimo ir kokybeés kulturos stiprini-
mo sistemomis. Dél Sios priezasties manéme, kad kokybés
uztikrinimas batinai privalo bdti judantis taikinys. Taciau em-
piriSkai kokybés uztikrinimo sistemy vidiné logika nebuvo
akivaizdi daugelio Saliy kokybés uZztikrinimo plétros proce-
suose, o tai, atrodo, neatitiko auk$ciau aptartos (kaip pa-
vaizduota, pvz., Schwarz ir Westerheijden, 2004) etapy pro-
gresijos. Galbut 2 lenteléje pateiktg sistema reikéty pertvar-
kyti, nes iSorés dinamika grei€iausiai buty svarbiausia varo-
moji jéga, skatinanti kokybeés uztikrinimo sistemas keistis.
Kokios buty pagrindinés varomosios jégos aukstojo moks-
lo politikos kontekste, salygojancios kokybés uztikrinimo di-
namika? Vienas atsakymas j §j klausima jau buvo pateiktas
paskutinéje 2 lentelés eilutéje: situacija yra stipriai pakeitu-
sios Sorbonos ir Bolonijos deklaracijos.

1.5

JUDEJIMAS TAIKINIO LINK? NAUJA SITUACIJA PO
SORBONOS IR BOLONIJOS

Beveik nuo viduramziy pradzios aukstasis mokslas buvo ta-
pes valstybés interesy dalimi (Riegg, 1992). Simtmedius tru-
kusi tautos ir valstybés raida aukstajj moksla vis labiau susie-
jo su valstybe ir nacionalinémis mokymo strukturomis. Toks
plétojimasis émé keistis tik pastaraisiais metais, kai interna-
cionalizacija i§ nezymios paribiy problemos tapo pagrindine
aukstojo mokslo politikos ir valdymo asimi (Wende, 2001). Ir
netgi dabar daugeliui universitety ir koledzy, kuriuos tenkina
savo regiono aukstojo mokslo teikéjo vaidmuo - o tai galéjo
uztikrinti jy iSlikima ir netgi klestéjima valstybei finansuojant —
tarptautinis mokslo ir tyrimy mastas liko saglyginai nesvarbus.”
Tokia padétis éme keistis tik po to, kai buvo pasirasytos Sor-
bonos ir Bolonijos deklaracijos 1998 ir 1999 metais. Sorbo-
nos deklaracijoje svarbiausias keturiy $aliy aspektas pritaiky-
tas mazdaug 35 Europos Salims remiantis Bolonijos proce-
su, reiSke visiSka aukstojo mokslo politikos Europoje aksio-
mos kaitg i$ jvairovés j harmonizacijg. |vairovés kaina, ma-
tyt, buvo per didele, kai turima galvoje tuometinis didesnés
judéjimo Europoje laisvés troskimas ir mazejantis Europos
auksStojo mokslo patrauklumas pasaulinéje rinkoje.® Struk-
tury harmonizavimas susiliejus dviem pagrindiniams ciklams
(Sis susiliejimas kartais vadinamas ,bakalauro ir magistro
struktlira®) tapo svarbiausia priemone siekiant bendros auks-
tojo mokslo Europoje erdvés. Palaikant struktlrine konver-
gencija, aukstojo mokslo standartai ir kokybe taip pat turéjo

7 Pasitelkus viduramziy terminus, regioninés institucijos gali buti
vadinamos studium particulare ir suprieSinamos su keliomis
institucijoms, kurios pritrauké studentus i$ visos Europos, pvz.,
ParyZziaus, Bolonijos ir Oksfordo universitetai, vadinami sfu-
dium generale (Cobban, 1975; Ruegg, 1992).

8 Negalime paneigti, kad greiciausiai visos Salys signatarés pa-
siraSydamos Sias Deklaracijas mintyse turéjo savo naciona-
linius politinius tikslus, i§ esmés galima sakyti, kad egzistuo-
ja tiek Bolonijos deklaraciju, kiek Saliy signatariy.

® Placiau apie dvieju Europos mobilumo ir globaliosios konkuren-
cijos darbotvarkiu svarba ,Bolonijai“ skaitykite, pvz. (Vught,
Wende, Westerheijden, 2002).

through accreditation-like processes, through effi-
ciency-enhancing measures, to quality improvement
and quality culture enhancing schemes. In that way,
we thought, quality assurance necessarily had to be a
moving target. However, empirically the inherent logic
of quality assurance systems was not visible in most
countries’ developments, which ostensibly did not fol-
low the progression of phases proposed above (as
shown in e.g. Schwarz, & Westerheijden, forthcoming
2004). Rethinking the scheme of Table 2 apparently is
needed, for external dynamics seem to be the most
important drivers for change of quality assurance
schemes. What are the main drivers in the context of
higher education policy that influence the dynamics
of quality assurance? One answer to that question was
already given in the last line of Table 2: the Sorbonne
and Bologna Declaration changed the landscape con-
siderably.

1.5.

A TARGETED WALK? THE NEW LANDSCAPE
SINCE SORBONNE AND BOLOGNA

Almost from the beginning in the Middle Ages, higher edu-
cation has been part of the state’s interests (Riegg, 1992).
With the growth of the nation-state over the centuries, higher
education became increasingly bound to national borders
and national educational structures, a movement that was
reversed only in recent years, when internationalisation
moved from a marginal issue to part of main-stream higher
education policy and management (Wende, 2001). And
even then, for many universities and colleges satisfied with
their role as regional providers of higher education—which
could very well ensure their survival and even prospering
under the state’s funding—international dimensions of edu-
cation and research remained relatively unimportant.” This
only changed with the Sorbonne and Bologna Declarations
of 1998 and 1999, respectively. The main element of the
four-country Sorbonne Declaration, widened to about 35
European countries through the Bologna process, was the
about-face from diversity as the axiom for higher education
policies in Europe, to harmonisation as the main princi-
ple.?2 The costs of diversity apparently were seen to be too
high in view of the desire for more freedom of movement of
persons across Europe, and in view of the diminishing at-
tractiveness of European higher education on the world
market.® Harmonisation of structures through the conver-
gence on two main cycles (sometimes called ‘bachelor-

7 In medieval terms, regional institutions would be called
studjum particulare, in contrast to the few institutions that
attracted students from all over Europe such as Paris, Bo-
logna and Oxford, which were called studium generale
(Cobban, 1975; Riiegg, 1992).

8 Which is not to deny that probably all signatory countries
had their own, national, policy-agendas in mind when sign-
ing these Declarations, probably to the point that there
one might say that there are as many Bologna Declara-
tions as there are signatory countries.

® On the importance of the two agendas of European mobility
and global competition for ‘Bologna’, see e.g. (van Vught,
van der Wende, & Westerheijden, 2002).
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susilieti, bet Bolonijos deklaracija ir po jos vyke susiti-
kimai Prahoje 2001 m. ir Berlyne 2003 m. palyginti mig-
lotai apibrézia kriterijus ir mechanizmus, kuriais remian-
tis galima pasiekti daugiau nei keliy cikly ar keliy mokslo
mety konvergencija. Sio skyriaus rémuose negaliu gi-
lintis j Bolonijos procesa ir jo svarba kokybés uztikrini-
mui (mano pozidris iSsakytas, pvz., Westerheijden,
2001, 2003; Westerheijden, Wende, 2001). Tadiau at-
rodo, kad kokybés taikinys jau tapo ne nacionalines
aukstojo mokslo sistemos, bet europinés svarbos lyg-
meniu. Tai iliustruojama ir jvairiy discipliny bakalauro ir
magistro kompetencijy Bendrosios kokybeés iniciatyvos
aprasuose (,Dublino aprasai®) bei Tuning projekto re-
zultatuose dél tarptautinio konsensuso siekiant apibu-
dinti absolventy kompetencijas daugelyje discipliny
(santrauka pateikiama Westerheijden, Leegwater,
2003). Be to, Saliy, kuriose kokybés uZztikrinimo siste-
mos adaptuojamos arba net radikaliai pertvarkomos,
skaiCius auga. Pavyzdziui, ne tik Ispanijoje, bet ir Vo-
kietijoje, Nyderlanduose, Norvegijoje akreditacijos sis-
temos buvo pasitelktos po Sorbonos ir Bolonijos de-
klaracijy pasirasymo (Schwarz, Westerheijden, 2004).
Vadinasi, galéjo prasidéti naujas etapas, todeél gali pri-
reikti naujy veiksmy norint kokybés uZztikrinimo nei$-
leisti i$ akiy ir atsizvelgti | naujai keliamus reikalavimus,
pvz., skaidruma, Europos mastu.

1.6

BAIGIAMIEJI ZINGSNIAL:

VIENA DIENA

Pratesdami ankstesniame skyriuje pradétus svarsty-
mus, galima kelti klausima, kad egzistuoja ir kita ga-
limybé: galbut visa tai néra siekimas pereiti j naujg
lygmenj po Bolonijos deklaracijos pasiraSymo, o tik
atsitiktinis judéjimas. Tokig iSvada galime padaryti
remdamiesi Birnbaum tyrimo rezultatais: viena i$ svar-
biausiy kokybés uztikrinimo formy — Visuotiné koky-
bés vadyba (7otal Quality Management -TQM) — at-
rodo, didZigja dalimi tebuvo tik susiZzavéjimas, kuris
greitai praéjes JAV aukstajame moksle nepalikdamas
reikSmingy pédsaky (Birnbaum, 2000). Ar naujo po-
budzio kokybés uztikrinimas, ypac¢ Bolonijos dekla-
racijoje iSkeltos kg tik paminétos akreditacijos sche-
mos, taip pat bus tik trumpalaikis susizavejimas? AS
taip nemanau. Jei Neave teisus, nuo kokybés nieka-
da nebuvo nusisukta, tai kodél turétume dabar jos
nesiekti? Mano nuomone, kokybeé klasikinio tobulu-
mo siekimo prasme visada buvo pagrindiné auksto-
jo mokslo vertybé, galbat net aukstajj moksla apibu-
dinantis bruozas. Beveik savaime suprantama, kad
Ziniy struktira akademinéje srityje nuolat kinta, Siy
pokyciy rezultatas — nuolatiniai poky¢iai studijy pro-
gramy turinyje pradedant ,smulkmenomis ir einant
prie bendrujy principy®, naujos specializacijos ir t.t.
(Clark, 1983), trumpai tariant, atsiranda nauji koky-
bés aukstojo mokslo srityje apibrézimai bet kuriuo i$
duotyju momenty. Vis délto kokybés siekimas kaip
vertybé nesikeicia. Panasiai kinta ir jzvalgos | didak-
tikg ir pedagogika, atsisakoma paskaity formos (kaip
viduramziy universitety liekanos, taip buvo déstoma,
kol nebuvo iSrasta spauda) ir kity ,frontalinio désty-
mo* formuy, darosi vis labiau priimtinos interaktyvios
studijavimo formos, pvz., problemomis grindziamas

master structure’) was to be the main instrument to achieve a
single higher education area in Europe. Underpinning the struc-
tural convergence, standards and quality of higher education
ought to converge as well, but the Bologna Declaration and its
follow-ups in Prague, 2001, and Berlin, 2003, were rather vague
on criteria and mechanisms through which more than conver-
gence on number of cycles and perhaps number of years of
study should be attained. | cannot go deeply into the Bologna
process and its relevance for quality assurance in the frame of
this chapter (my views can be foundin, e.g., Westerheijden, 2001,
2003; Westerheijden, & Wende, 2001). Yet it seems that the tar-
get of quality has moved from the national higher education sys-
tem to a European level, as exemplified in the Joint Quality Initia-
tive’s descriptors of bachelor's and master’'s competencies
across disciplines (the ‘Dublin Descriptors’), and the Tuning
project’s results regarding international consensus on gradu-
ates’ competencies within a number of disciplines (summarised
in Westerheijden, & Leegwater, 2003). Moreover, in a growing
number of countries, quality assurance schemes are adapted
or even revolutionised. For instance, not only in Spain, but also
in Germany, the Netherlands and Norway accreditation schemes
have been introduced since the Sorbonne and Bologna Decla-
rations (Schwarz, & Westerheijden, forthcoming 2004). In this
way, a new phase may have arrived and new steps may be
needed to keep quality assurance on target for the new demands
put upon it, such as Europe-wide transparency.

1.6

CONCLUDING STEPS:

ONE OF THESE DAYS...

Continuing the reasoning in the previous section, there is
another possibility: maybe there is not a targeted move-
ment to a new level after the Bologna Declaration, but just
a random walk. This could be the consequence to draw
from Birnbaum’s finding that one of the main quality assu-
rance forms, Total Quality Management (TQM), to a large
extent seems to have been a fad that has passed through
US higher education without leaving many traces behind
(Birnbaum, 2000). Would the new quality assurance, es-
pecially those inspired by the Bologna Declaration, such
as the accreditation schemes just mentioned, also be fads
of a passing nature? | do not think so. If Neave was right
that quality ‘never departed’, why would it depart now?
To my mind, quality in the classical sense of striving for
excellence, has always been a central value of higher edu-
cation, maybe even a defining characteristic. Aimost as a
matter of course, the state of knowledge in academic fields
continuously changes, leading to continuous ‘bottom-up’
incremental changes in the content of study programmes,
to new specialisations, etc. (Clark, 1983), in short, to new
definitions of what constitutes quality higher education at
any given moment. Yet the striving for quality, the value,
does not change. Similarly, insights into didactics and
pedagogy change, leading amongst others to turning
away from lectures (perhaps a remnant of the medieval
universities when the printing press had not yet been in-
vented) and other forms of ‘frontal teaching’ towards more
interactive forms of learning such as problem-based learn-
ing. This would be an additional reason for change of study
programmes, hence of quality content, but again this does
not deny that quality as a value to be aimed for remains.
At the same time, these basic reasons for change add to
the reasons mentioned in section 5 to the conviction that
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mokymasis. Tai bty dar viena priezastis, kodél turétume
keisti studijy programas, o kartu ir turinio kokybe, bet tai
nepaneigia minties, kad kokybé yra siekiama vertybé. Sios
pagrindinés kaitos priezastys tuo pat metu papildo kaitos
motyvus, aptartus 5 dalyje, ir dar kartg patvirtina jsitikini-
ma, kad kokybé savo pobudziu yra judantis taikinys. Kas
gi gali kisti dél jvairiy priezas¢iy (Siam klausimui skirta 5
dalis)? Kinta tai, kaip mes artéjame prie Sio judancio tai-
kinio, t.y. kaip mes vertiname auks$tojo mokslo kokybe.
Siame skyriuje nubrézéme kontirus, kaip socialiné aplin-
ka, supanti aukstajj mokslg (ypa¢ masiS§kumas) ir lemian-
ti santykius tarp vyriausybés ir Salies visuomenés (ypac
didéjantis poreikis atsiskaitomybei) salygojo kokybés uz-
tikrinimo aukStajame moksle atsiradima. Galbut Sios ten-
dencijos néra negrjztamos, bet néra pagrindo manyti, ko-
deél jos turéty pakeisti savo kryptj ir grjzti atgal. Atrodo,
kad kokybeés uztikrinimas ,nusistovés ir pabus”. Reikia
tik zengti toliau. Pagaliau Europa tapo neturincio pavyz-
dzio judéjimo taikios integracijos link liudininke (nepavy-
kus visiems kariniams nuo viduramziy laiky, Napoleono
ir Hitlerio méginimams). Bolonijos procesas gali buti lai-
komas $io proceso rezultatu. Siuo atveju aukstojo moks-
lo sektorius atsiliko nuo kity visuomenés sektoriy integ-
racijos dél ideologijos, ,Europos jvairove (aukStajame
moksle) buvo jos turtas®, kuri turéjo bati kuriuo nors bu-
du pakeista, jei Europos Salys nenoréjo per daug prarasti
dél ziniy ekonomikos plétros pasaulyje. Antra vertus, Bo-
lonijos procesas yra ir tolesnés integracijos (ar politiné-
mis sgvokomis tariant, harmonizacijos) varomoji jega. Sis
procesas iSliko patvarus net ir po to, kai visi ministrai sig-
natarai buvo pakeisti, ir jau bus beveik pasiekes pusiau-
kele iki 2010 m., kai Sis straipsnis bus iSspausdintas. At-
rodo, kad néra priezasties, jog Sis procesas pasukty at-
gal ar salygoty stipry pasiprie$inima, mazinantj europi-
nés kokybés dimensijos ir greiCiausiai kokybés uztikrini-
mo svarba. Zinoma, negalime nuspéti, kur kokybés uZztik-
rinimo taikinys pasisuks iki 2010 m.: kur slypés balansas
tarp kokybés tobulinimo ir atsiskaitomumao, tarp akredita-
vimo, tarp nacionaliniy ir europinio lygmens veikeéjy. Rei-
kia palaukti kartu su Nancy Sinatra: vieng primenancig
Sig dieng gal visa tai laikysime savo rankose?

quality inherently is a moving target. And what may
be changing as well, for different reasons—and this
is what section 5 aimed at more specifically—is how
we walk towards this moving target, i.e. how we as-
sess quality of higher education. In this chapter, it
was sketched how social developments around
higher education (massification, in particular) and
around the relationships between governments and
their societies (such as increasing demand for ac-
countability) led to the emergence of quality assur-
ance in higher education. Maybe these trends are not
irreversible, but | cannot see a reversal coming. It
seems then that ‘quality assurance is here to stay’.
The boots will keep walking. Finally, Europe is see-
ing an unprecedented movement towards peaceful
integration (after the military efforts of—since medi-
eval times—Napoleon and Hitler). The Bologna proc-
ess can be interpreted as a resultant of that. In that
view, the higher education sector was lagging behind
integration in other sectors of society, due to the ide-
ology of ‘Europe’s diversity [in higher education] is it
richness’, and that needed to be changed in some
way, especially if the European countries did not want
to lose too much momentum in the development of
knowledge economies around the world. At the same
time, the Bologna process is a driver for further inte-
gration (or in politically correct terms, harmonisation).
It is a process that has shown to be sustainable even
after all signatory ministers were replaced, and has
almost reached its half-way point until 2010 by the
time this chapter is published. There does not seem
to be a reason why it would revert, or lead to strong
reactions diminishing the influence of a European di-
mension of quality, and possibly of quality assurance.
Of course, where the target of quality assurance will
move until 2010 cannot be predicted: where will be
the balances between quality improvement and ac-
countability, between assessment, audit and accredi-
tation, between national and European-level actors?
We will have to wait with Nancy Sinatra: One of these
days these boots are gonna walk—but where to?

69



70

AUKST0JO MOKSLO KOKYBE « THE QUALITY OF HIGHER EDUCATION » 2005/2

LITERATURA / REFERENCES

Berdahl R. O. (1992). Public Universities and State Governments:
Is the Tension Benign? // Academic Freedom and University Auto-
nomy. Bucharest: CEPES-UNESCO, p. 162-172.

Bijleveld R. J. (1989). The Two Tier Structure in University Educa-
tion: An evaluation of a major restructuring operation. In Maassen
P.A. M., & Vught F. A. van (Eds.), Dutch Higher Education in Tran-
sition: Policy issues in higher education in the Netheralnds. Cu-
lemborg: Lemma, p. 31-47.

Bijleveld R. J., & Goedegebuure L. C. J. (1989). The Paralysing
Effects of a Balanced Power System: An Analysis of the Introduc-
tion of the Condiitional Funding System in University Research. In
Maassen V., Frans A. (Ed.).

Birnbaum R. (2000). The Life Cycle of Academic Management Fads
/I Journal of Higher Education, 71(1), p. 1-16.

Boer H. F. de, Denters S. A. H., & Goedegebuure L. C. J. (2000).
Dutch disease or Dutch model: An evaluation of the pre-1998 sys-
tem of democratic university government in the Netherlands. In
Weisberg R. (Ed.), Democracy and the academy. Huntington, New
York: Nova Science Publishers, p. 123-140

Boer H. F de., Enders J., & Westerheijden D. F. (2003). Policy Re-
forms and Their Consequences in Higher Education Practice: Ins-
titutional Leaders and the Professoriate in Two Cases from The
Netherlands. Paper presented at the CHER 16th Annual Confe-
rence, Porto.

Brennan J. (1999). Evaluation of higher education in Europe. In Hen-
kel M., & Little B. (Eds.), Changing relationships between higher
education and the state. London: Jessica Kingsley, p. 219-235.
Brennan J., Goedegebuure L. C. J., Shah T., Westerheijden D. F.,
& Weusthof P. J. M. (1992). Towards a methodology for compara-
tive quality assessment in European higher education: A pilot stu-
ady on economics in Germany, the Netherlands and the United
Kingdom. London/Enschede/Hannover: CNAA/CHEPS/HIS.
Brennan J., & Shah T. (2000). Managing quality in higher educa-
tion: an international perspective on institutional assessment and
change. Buckingham: Open University.

Campbell C., & Rozsnyai K. (2002). Quality Assurance and the
Development of Course Programmes. Bucharest: CEPES-UNES-
CO.

Carroll L. (1970). Through the Looking-Glass, and What Alice
Found There. In Carroll L. (Ed.), The Annotated Alice (rev. ed.).
Harmondsworth: Penguin.

Charle C., & Verger J. (1994). Histoire des universités. Paris: Pres-
ses universitaires de France.

Chevalillier T. (2003). Accrediitation in the Framework of Evaluation
Activities: Report For France. Dijon: IREDU, Université de Bour-
gogne.

Clark B. R. (1983). The Higher Education System. Academic Or-
ganization in Cross-National Perspective. Berkeley: University of
California Press.

Cobban A. B. (1975). The medjeval universities.: Their develop-
ment and organisation. London: Methuen & Co.

Frazer M. (1997). Report on the modalities of external evaluation
of higher education in Europe: 1995-1997 // Higher Education in
Europe, 12(3), p. 349-401.

Frijhoff W. (1996). Patterns. In de Ridder-Symoens H. (Ed.), A His-
tory of the University in Europe, 2 (Universities in Early-Modern
Europe (1500-1800). Cambridge: Cambridge University Press, p.
43-110.

Goedegebuure L. C. J. (1992). Mergers in Higher Education: A
Comparative Perspective. Utrecht: Lemma.

Goedegebuure L. C. J., Jeliazkova M., Pothof F., & Weusthof P. J.
M. (2002). Alle begin is moeiljfk : Evaluatie van de proefaccredite-
ring HBO. Enschede: CHEPS, Universiteit Twente.

Harvey L., & Green D. (1993). Defining Quality // Assessment &
Evaluation in Higher Education, 18(1), p. 9-34.

International Organization for Standardization (ISO). (2003). /SO
Standards Compendium: ISO 9000 — Quality Management (10th
ed.): International Organization for Standardization (ISO).
Jeliazkova M., & Westerheijden D. F. (2000). Het zichtbare eindre-
sultaat. Den Haag: Algemene Rekenkamer.

Jeliazkova M., & Westerheijden D. F. (2002). Systemic adap-
tation to a changing environment: Towards anext generation
of quality assurance models // Higher Education, 44(3-4), p.
433-448.

Kern B. (1998). A European Union Perspective on Follow Up.
In Scheele J. P, & Maassen P. A. M., & Westerheijden D. F.
(Eds.), To be continued...: Follow-up of quality assurance in
higher education. Maarssen: Elsevier/De Tijdstroom, p. 39—
63.

Labrie A. (1986). ,Bildung” en politiek 1770-1830: De ,Bil-
aungsphilosophie* van Wilhelm von Humboldt bezien in haar
politieke en sociale context. Amsterdam: Universiteit van Ams-
terdam.

Maassen P. A. M. (1996). Governmental steering and the aca-
demic culture: The intangibility of the human factor in Dutch
and German universities. Utrecht: Lemma.

Management Group. (1995). European Pilot Project for the
Evaluation of Quality in Higher Education. European report.
[Brussels]: European Commission, DG XXII ‘Education, Trai-
ning and Youth’.

McNay I. (1997). The impact of the 1992 Research Assessment
Exercise in English universities // Higher Education Review,
29(2), p. 34-43.

Nardi P. (1992). Relations with Authority. In de Ridder-Symoens
H. (Ed.) // A History of the University in Europe, 1 (Universities
in the Middle Ages). Cambridge: Cambridge University Press.
p. 77-107.

Neave G. (1994). The politics of quality: developments in hig-
her education in Western Europe 1992-1994 // European Jour-
nal of Education, 29(2), p. 115-133.

Newman J. H. (1976). The ldea of a University (Ker |. T., Trans.).
Oxford: Oxford University Press. Pirsig R. M. (1984). Zen and
the Art of Motorcycle Maintenance. New York: Bantam Books.
Quality Assurance Agency for Higher Education. (1998). Qua-
lity Assurance in UK Higher Education. A brief guide. Glou-
cester: Quality Assurance Agency for Higher Education.
Riegg W. (1992). Themes. In de Ridder-Symoens H. (Ed.), A
History of the University in Europe, 1 (Universities in the Mid-
dle Ages). Cambridge: Cambridge University Press, p. 3-34.
Scheele J. P, Maassen P. A. M., & Westerheijden D. F. (1998).
To be Continued . . . : Follow-Up of Quality Assurance in Higher
Education. Maarssen: Elsevier/De Tijdstroom.

Schwarz S., & Westerheijden D. F. (forthcoming 2004). Accre-
ditation in the Framework of Evaluation Activities: A Compa-
rative Study in the European Higher Education Area. Dor-
drecht: Kluwer.

Sizer J. (1989). A critical examination of the events leading up
to the UGS’s grant letters dated 1st July 1981 // Higher Edu-
cation, 18, p.639-679.

Sizer J. (1990). Funding Councils and Performance Indica-
tors in Quality Assessment in the United Kingdom. In Goe-
degebuure L. C. J., & Maassen P. A. M., & Westerheijden D. F.
(Eds.), Peer Review and Performance Indicators: Quality as-
sessment in British and Dutch higher education. Utrecht:
Lemma.

Spaapen J., Suyt C. A. M. van, Prins A. A. M., & Blume S. S.
(1988). De moeizame relatie tussen beleid en onderzoek: Eva-
luatie van viff jaar Voorwaardeljjke Financiering. Zoetermeer:
Ministerie van Onderwijs & Wetenschappen.

Sursock A. (2001). 7owards Accreditation Schemes for Hig-
her Education in Europe? Final project report. Geneva, Swit-
zerland: CRE Association of European Universities.

Vught F. A. van (1994). Intrinsic and Extrinsic Aspects of Qua-
lity Assessment in Higher Education. In Westerheijden D. F., &
Brennan J., & Maassen P. A. M. (Eds.), Changing Contexts of
Quality Assessment: Recent Trendss in West European Higher
Education. Utrecht: Lemma, p. 31-50.

Vught F. A. van, Wende M. C. van der, & Westerheijden D. F.
(2002). Globalization and Internationalization: Policy Agendas
Compared. In Fulton O., & Enders J. (Eds.), Higher Education



DON F. WESTERHEIJDEN

JUDANCIO TAIKINIO LINK: AUKSTOJO MOKSLO KOKYBES UZTIKRINIMAS EUROPOJE « WALKING TOWARDS A MOVING TARGET: QUALITY ASSURANCE IN EUROPEAN HIGHER EDUCATION

in a Globalizing World. International Trends and Mutual Obser-
vations. Dordrecht: Kluwer, p. 103-120.

Vught F. A. van, & Westerheijden D. F. (1993). Quality Manage-
ment and Quality Assurance in European Higher Education.: Met-
hods and Mechanisms. Luxembourg: Office for Official Publica-
tions of the Commission of the European Communities.

Vught F. A. van, & Westerheijden D. F. (1994). Towards a general
model of quality assessment in higher education // Higher Edu-
cation, 28, p. 355-371.

Wende M. C. van der (2001). Internationalisation Policies: About
New Trends and contrasting Paradigms // Higher Education Po-
licy, 14(3), p. 249-259.

Westerheijden D. F. (1995). Panta rhei or plus éa change, plus c’est
la mzme chose? Transformation and Traditionin Central and East-
ern European Higher Education. Paper presented at the NIG confe-
rence ‘The Role of Institutions in the Public Sector’, Enschede.
Westerheijden D. F. (2001). Ex oriente /ux? National and Multiple
Accreditation in Europe after the fall of the Wall and after Bolog-
na /| Quality in Higher Education, 7(1), p. 65-75.

Westerheijden D. F. (2003). Movements towards a European Di-
mension in Quality Assurance and Accreditation. In Westerheij-
den D. F,, & Leegwater M. (Eds.), Working on the European Di-
mension of Quality: Report of the conference on quality assuran-

Don F. WESTERHEIJDEN

Vyresnysis mokslo darbuotojas

Moksliniy interesy kryptys:

vidinio ir iSorinio (Svietimo, tyrimy ir instituciju)

kokybés jvertinimo institucinis bei sisteminis poveikis
Europoje, akcentuojant Bolonijos procesg ir kitus klausimus;
aukstojo mokslo kaita Centrinéje ir Ryty Europoje,
Lbufferiniy” organizacijy vaidmuo aukstojo mokslo sistemoje,
spendziant metodologinius atvejy analizés

ir palyginamujy tyrimy klausimus.

Twente universitetas
Aukstojo mokslo politikos studijy centras (CHEPS)

ce in higher education as part of the Bologna process, Amster-
dam, 12-13 March 2002. Zoetermeer: Ministerie van Onderwijs,
Cultuur en Wetenschappen, p. 16-41.

Westerheijden D. F., & Leegwater M. (2003). Working on the Eu-
ropean Dimension of Quality: Report of the conference on quali-
ty assurance in higher education as part of the Bologna process,
Amsterdam, 12-13 March 2002. Zoetermeer: Ministerie van On-
derwijs, Cultuur en Wetenschappen.

Westerheijden D. F., & Wende M. van der (2001). Who says B
also has to say A? From Bologna to Accreditation: Design Re-
quirements for Quality Assurance in Europe. Paper presented at
the INQAAHE Conference, Bangalore.

Weusthof P. J. M. (1994). De interne kwaliteitszorg in het wetens-
chappelijk onderwifs. Utrecht: Lemma.

Williams R. (1997). Quality Assurance and Diversity: The Case of
England. In Brennan J., & Vries P. de, & Williams R. (Eds.), Stan-
dards and Quality in Higher Education. London; Bristol, Pa.: Jes-
sica Kingsley, p. 104-118.

Young D. (1990). The Academic Audit Unit: An Organisation for
University Quality Assessment. In Goedegebuure L. C. J., & Ma-
assen P. A. M., & Westerheijden D. F. (Eds.), Peer Review and
Performance Indicators: Quality assessment in British and Dutch
higher education. Utrecht: Lemma.

Jteikta 2005 m. geguzés mén.
Delivered 2005 May

DON F. WESTERHEIJDEN

Senior research associate at University of Twente
Research interests:

institutional and systematic impacts of internal and
external evaluation of quality (of education, research, and
of institutions) in Europe, amongst others focusing on the
Bologna process; transformation of higher education in
Central and Eastern Europe, and the roles of buffer
organisations in higher education systems,

next to methodological issues of case study

and comparative research.

University of Twente
Center for Higher Education Policy Studies (CHEPS)

RO. Box 217, NL-7500 AE Enschede, Netherlands
d.fwesterhejjden@utwente.n/

n



