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Introduction 

Chiara Orsingher 

University of Bologna, Italy 

Attention is increasingly being focused on quality management in higher 
education institutions throughout Europe. The reasons lie with some rele­
vant political and social changes happened in the last few years. Firstly, a 
large number of education institutions all over Europe have seen a progres­
sive withdrawal of the State as the main financing body of the university 
system. Higher education institutions were therefore compelled to try and 
develop new ways to attract students and financial resources. Secondly, af­
ter granting higher education institutional autonomy, the State has required 
more transparency and accountability. Thirdly, a series of external factors, 
such as the labour market, the European higher education arena and the in­
creasing social relevance of research and higher education led universities 
to the implementation of quality assurance procedures. 

In light of these new challenges, quality assurance represents for many 
higher education institutions the main tool for planning, managing and 
controlling their own activities. Transparency, accountability, legitimacy 
of degrees and comparability between different European higher education 
institutions are just some of the achievements of the quality assurance 
process. 

In Europe, the meaning of quality assurance is being developed in ap­
parently different ways. In some countries quality assurance is an internal 
responsibility of each higher education institution and is based on an inter­
nal evaluation of the institution's programmes. In other countries, quality 
assurance entails an external evaluation or accreditation. In the first case, 
external peers evaluate programmes and institutions, while, in the second 
case, an external independent agency grants a specific 'quality label' to 
programmes and institutions which have met a set of pre-defined require­
ments. 

This difference in terms of tradition and meaning allocated to the idea of 
quality assurance represents, on the one hand, a hindrance to the integra­
tion process of European higher educations, which is also hoped for by the 
Bologna Declaration. On the other hand, these different approaches might 
foster the development of a European quality assurance mechanism based, 
for instance, on the mutual acceptance of different systems. 
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This book offers a starting point for such reflection. It is a collection of 
case studies about different quality assurance procedures implemented in 
relevant higher education institutions of some European countries. 

Before describing the contents of this book, it is now worth explaining 
the reasons which brought about it. The starting point was a research pro­
ject funded by the Ministry for Education, University and Research and by 
the University of Bologna aimed at promoting the intemationalisation of 
the university system and enhance the mobility among teachers and tech­
nical and administrative staff throughout European institutions. To this 
purpose, teachers and technical administrative staff of the University of 
Bologna visited some European higher education institutions. At the same 
time, a few foreign representatives experienced in evaluation and accredi­
tation were invited to hold several lectures at the University of Bologna. 

The tangible result of this project lies in this book which collects the 
evaluation and accreditation experiences gathered by higher education in­
stitutions in Finland, France, Germany, Italy, the Netherlands, the United 
Kingdom, Spain and Sweden. Every case study in this book features a re­
current pattern. To start with, information is provided about the quality as­
surance system of each country. Then, a specific higher education institu­
tion case study is introduced. In this part high premium is placed on the 
operating principles of the quality assurance system and on its impact on 
the organisation. This book does not aim at an exhaustive description of 
the quality assurance scenario either at European level or at national level. 
However, a few lessons for a future European dimension of quality assur­
ance can be drawn from a cross-reading of the case studies presented. 

Finally, this project also brings about an intangible result such as the re­
lations and cultural exchange networks built up between the people who 
took part in this initiative. These networks do not only help standardize fu­
ture quality assurance systems, but they can also act as the driving force 
for the development of cultural projects at European level. 
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Quality assurance and evaluation of programmes 
at the University of Bologna 

Daniela Darchini^, Silvia Giannini^ Muzio Gola^ 

University of Bologna, Torino Technical University, Italy 

1 Introduction 

With its 23 faculties, 68 departments and about 100,000 students enrolled, 
the Alma Mater Studiorum - University of Bologna is one of the largest 
higher education institutions in Italy. Since the early nineties it has been 
implementing a project of de-localization of its activities, opening four 
branches in the southern part of the region and one international centre in 
Buenos Aires. 

In 1999 the Reform Law of universities ushered in a process of un­
precedented change and innovation in Italian universities by means of two 
main cornerstones: the autonomy of universities and the adoption of the 
guidelines of the Bologna Declaration and subsequent acts [1]. The Uni­
versity of Bologna played a primary role in the implementation of the re­
form and today, five academic years later, it has fizUy implemented the 
new model, thus organising the whole teaching activity according to the 
"3+2" year scheme required by the reform. 

The implementation of some of the most significant elements of the Bo­
logna process in such a short period of time and with limited financial re­
sources has been made possible by a joint effort by all sectors of the uni­
versity community: students, technical and administrative staff and faculty 
members. In the spirit of the Bologna Declaration, the reform mainly fo­
cuses on five objectives: 

- achievement of curricular flexibility; 
- adoption of a mainly two cycle-system; 
- introduction of a credit transfer system based on the ECTS (European 

Credit Transfer System) 
- innovation in teaching programmes taking account of students' needs; 

^ Project Coordinator - University of Bologna 
^ Project Scientific Manager - University of Bologna 
^ Project Consultant - Torino Technical University 
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- increase system flexibility and its ability to renew itself. 

Once this new model and the autonomy principle of universities were 
fully implemented, it was time to look ahead and deal with the issue of 
quality certification and accreditation of new curricula. For this reason an 
experimental project about "programmes quality certification and evalua­
tion" was financed and launched in 2003. The aim was to test the imple­
mentation of such functions with particular reference to the European and 
international experience and debate on the subject. The final goal was to 
get ready to address the issue of quality enhancement along with quality 
certification and evaluation in compliance with the procedures already im­
plemented in many other European higher education institutions. 

2 Quality evaluation of higher education in Italy 

2.1 The stakeholders 

A number of institutions and bodies are in charge of or have a more gen­
eral interest in the quality evaluation and accreditation process of degree 
courses. The most important institutions are: 

• MIUR (vv^vvw.miur.it), the Ministry of Education, University and Re­
search (established in 1999 by the merger of the Ministry for Education 
and the Ministry for University and Scientific Research); 

• CNVSU (www.cnvsu.it), the National Committee for the Evaluation of 
the University System, which is the institutional body in charge of gen­
eral university evaluation criteria; 

• CRUI (www.crui.it), an association made up of the Rectors of all Italian 
universities, raising the awareness of governmental and parliamentary 
authorities about the needs of the University system and supporting the 
university initiatives at national and international level; 

• CNSU, the National Council of University Students, which is an advi­
sory body made up of students' representatives; 

• CUN, the National University Council, a representative body which 
promotes university autonomy and puts forward proposals about all ma­
jor issues regarding university planning and administration. 

The MIUR, along with its technical body - the CNVSU - is formally re­
sponsible for establishing quality evaluation and accreditation rules at the 
national level. Nonetheless, the other stakeholders, the CRUI in particular, 
significantly contributed to the debate about which system and which test­
ing procedure for protocol evaluation should be implemented. 

http://www.cnvsu.it
http://www.crui.it
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One of the most relevant activities was the nationv^ide Campus project 
(1995-2000) [3] in teaching processes evaluation w ĥich W2is organised and 
managed by the CRUI and funded by the European Union. The Campus 
project applied quality management procedures to almost a hundred uni­
versity diploma programmes (approximately comparable to the present 3-
year degree course prior to the reform), provided by twenty universities in 
Italy. Later initiatives followed the Campus experience, such as the 
SI.N.A.I. self-evaluation pilot project, which was promoted by the Confer­
ence of the Deans of the Engineering Faculties and involved a small num­
ber of engineering degree courses, and the CampusOne project [4], which 
was launched by the CRUI as a direct follow-up of Campus for the aca­
demic years 2001-2004. 

2.2 Regulatory framework 

In Italy the Ministerial Decree 509/99 empowered each university to estab­
lish its own institutional teaching regulations, expressly stating that these 
regulations had to identify means for verifying or evaluating the quality of 
educational provision (Art. 11/indent 7-1). 

Moreover, Annex 1 (Art. 4/4) to the ministerial Decree No. 115 (May 
2001) states that each degree course must implement "an ongoing quality 
evaluation system for educational organisations and that the outcomes of 
degree course evaluations must meet national and international criteria". 
The Annex also states that degree courses must necessarily take into ac­
count "prospective employment opportunities and comply with the re­
quirements of the outside world". 

Subsequent ministerial documents clarified the purpose and scope of 
these new requirements. Accreditation procedures and criteria were set out 
in the MIUR-CNVSU Document 12/01 (July 2001) "Implementation of a 
course accreditation system in Italian universities: initial recommendations 
and proposals", which illustrated the structure of a document (called Qual­
ity Management "Information Model") whereby objectives, processes and 
intended outcomes of degree courses were stated. 

The MIUR - CNVSU Document No. 17/01 (December 2001) about 
"minimum resources for university courses" put forward requirements for 
determining whether each degree course was run by a specified minimum 
number of faculty members and suggested that limits had to be set to the 
number of students enrolled in each degree course. These measures were 
to be immediately implemented. The document also stated that subject 
classifications would be re-examined in the nearest future and that checks 
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on university facilities (e.g., classrooms, lecture halls, laboratories and li­
braries) used for specific programmes would be carried out at a later date. 

The Ministerial Note No. 995 (July 2003) provided fiarther details con­
cerning minimum requirements and returned to the open issue of degree 
courses quality assurance: "until nov^ the procedures for accrediting degree 
courses and their institutional structures have been developed at national 
and/or Community level in compliance w îth the objectives stated in the 
1999 Bologna Declaration. It is therefore necessary to adopt a set of neces­
sary structural and process parameters to ensure quality and provide stu­
dents with a basis of comparison for making informed choices". 

2.3 Definitions 

The Evaluation of a programme or of an action (a degree programme, in 
our case), as stated in [5], is a cognitive activity that: 

• allows to make an informed judgement about the degree course pro­
gramme; 

• is carried out according to clear, explicit procedures; 
• is intended to have an impact on the degree course programme. 

Evaluation is formative, if its purpose is to improve the programme or 
action, to organise the processes involved more effectively and to make 
adjustments on the way, when things do not seem to be working out. For­
mative evaluation is essentially based on qualitative judgements provided 
by experts, although it also relies on data and indicators. Evaluators gener­
ally conclude their work with recommendations, participate in the pro­
gramme or action and share responsibility for it. For this type of evalua­
tion, continuous monitoring and improvement are more important than the 
identification of the strengths of the degree programme. 

Evaluation is summative when it is concerned with accountability, with 
certification and with the summing up of the entire programme or action. 
A summative evaluation heavily relies on data and indicators and it pro­
vides a final a judgement about the value of the programme (or action). 

Accreditation has several meanings. In the strictest sense, it refers to 
professional accreditation, which is used to determine whether a pro­
gramme or a qualification ensures access to a particular profession. More 
broadly, it refers to academic accreditation, which states that certain stated 
quality objectives have been met. Accreditation can also be seen as an ex­
treme form of summative evaluation, although it differs from evaluation in 
that it returns a verdict which is either "yes" or "no", "pass" or "fail". Ac­
creditation criteria state the principles higher education institutions must 
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abide by and translate them into a set of qualitative or quantitative state­
ments, which allow understanding how and to what extent these principles 
are complied with. Consequently, accreditation must be based on criteria 
or standards that are stated as clearly as possible. As previously mentioned, 
accreditation is often described as a public acknowledgement stating that a 
certain quality threshold has been met or exceeded. However, accreditation 
aims at achieving quality by simply ensuring that minimum standards are 
complied with. 

2.4 Evaluation and accreditation features 

Thus, degree programme evaluation and accreditation procedures must be 
viewed as part of an international process whose objective is to describe, 
develop and certify competencies. 

What should then be evaluated? 

- Internal efficiency or how smoothly the organisational machine is run? 
- Economic efficiency? 
- External effectiveness or to what extent the programme meets the needs 

it is required to fulfil? 

Each one of these three options represents a distinct evaluation philoso­
phy and the third one clearly ranks first. Identifying the learners' needs en­
tails: 

- identifying relevant objectives (i.Q. fitness of purpose concept): 

• by drawing on contributions from stakeholders outside the univer­
sity, the degree course programme must identify overall learning out­
comes which will enable students to meet their further study and ca­
reer aspirations; 

- enabling the majority of students to achieve these objectives (i.e. fitness 
for purpose concept): 

• the degree course programme must allow students to gather useful 
learning experiences to achieve the stated objectives. 

Such multifaceted needs cannot be met by simply relying on quantita­
tive indicators that measure students' progress, performance or achieve­
ments. These indicators are certainly useful since they can condense large 
amounts of information in an objective form and point out any unusual 
feature. Indicators are therefore necessary since they help keeping the pro­
gramme on track by avoiding pure idiosyncrasies, but they do not provide 
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any information about actual the teaching and learning processes behind 
them. 

Indicators must thus be accompanied by qualitative information about 
the factors that most contribute to creating an effective learning environ­
ment: faculty competence, the necessary commitment level of faculty 
members, hov^ effectively the programme meets educational needs, 
whether adequate human and material resources are provided and vŝ hether 
the methods used for teaching and student assessment are effective. 

It is important to make sure that the provision of this qualitative infor­
mation is not seen as a bureaucratic chore, but as an indication of the fact 
that degree programmes can encourage faculty members to do their best. 

Last but not least, accreditation encompasses many different concepts 
and has been implemented in many different v^ays. Similarly, any new ap­
proach to quality assurance and accreditation in the Italian system of 
higher education must be compared with previous experiences and the 
multitude of procedures that Italian universities have more or less system­
atically implemented over the years. Equally intense and extensive atten­
tion has been devoted by educators and legislators alike to the quality 
evaluation of the system. This is explicitly stated in the standards and 
guidelines for Quality assurance drafted by the European Network for 
Quality Assurance in Higher Education (ENQA, 2005) [2] and adopted by 
Ministries in the Bergen Communique. 

Introducing an accreditation system that fails to build on the skills that 
Italy's higher education system and individual universities have acquired in 
this area would mean ignoring one of our most valuable assets and thus 
undermining the system's feasibility. 

At the same time, a modicum of order and method should be brought to 
the many disparate approaches to internal/external quality assurance in use 
today, thus cutting the costs involved, optimising the effort and invest­
ments put into these programmes and making it easier to communicate and 
share experiences and best practices. A system is needed that does not im­
pose hard and fast rules but establishes a common language and a set of 
clear and consistently applied mechanisms which ensure that higher educa­
tion meets its objectives and its most basic aim, that is, serving the country 
and the public at large. 
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3 The "Project for Programme Accreditation" at the Alma 
Mater Studiorum - University of Bologna 

3.1 General information 

In September 2001 the University of Bologna saw the approval by the Na­
tional Ministerial administration (MIUR) of 10 projects to support innova­
tion in the educational process. 

The aim of one of these projects (No.8), hereafter briefly named "Ac­
creditation of Programmes", is to set up criteria for programme quality cer­
tification and evaluation bearing in mind the long-term possibility of 
European level accreditation. 

The project stems from several initiatives already completed or cur­
rently underway at national and local level. The Campus project, the 
SI.N.A.I. and the CampusOne project are the most significant activities 
carried out. 

Starting from the experience gathered, project No. 8 established the fol­
lowing short-/medium-term objectives: 

- spread the culture of quahty; 
- test self-evaluation and external evaluation processes in selected pro­

grammes at the University of Bologna; 
- coordinate evaluation activities and other projects carried out on this 

subject at the University of Bologna; 
- maintain relations with national boards and projects; 

Project No. 8 also sets other more ambitious and long term objectives: 

- extend the evaluation approach throughout the University of Bologna; 
- prepare programme accreditation. 

The project focuses on the new three-year programmes deriving from 
the implementation of the Bologna process, which was set up by the higher 
education reform introduced by act 509/99, and is currently in his third 
year. The following sections will describe the first two years by pointing 
out the approach followed and the most relevant outcomes. 

The project has gone through different stages, each being characterised 
by the implementation of one of the evaluation/accreditation models avail­
able in Italy, carefully investigating their advantages and shortcomings 
from both a theoretical and practical viewpoint. During its first two-year 
period, which expired precisely while this paper was being written, the 
task forces participating in the project have tried to implement quality 
monitoring procedures following two approaches that will be described in 
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the following section alongside related findings. The Scientific Manager 
and the Project Coordinator ensured project coordination and organised pe­
riodic review meetings. At present the project is coming to an end with a 
proposal for a model which aims at being the "best combination" of Euro­
pean experiences and the best compromise between completeness and sus-
tainability. 

The overall budget for the project approved by the administration board 
of the University is about 900,000 € and covers all expenses for the whole 
period 2003-2005. 

3.2 Project Coordinator and Scientific Manager 

The Scientific Manager was appointed among the professors of the Uni­
versity of Bologna that had experience in degree courses evaluation by 
having taken part in evaluation bodies and activities. The Scientific Man­
ager is entrusted with the setting up of the activity framework for the pro­
ject, mainly by means of presentations and discussions during project ple­
nary meetings. 

The Project Coordinator is an expert in quality assurance who periodi­
cally monitors project outcomes and establishes guidelines to make this 
outcomes as uniform as possible. He/she also runs di project coordination 
office that collects documents, builds relations among project participants, 
organise the logistics of plenary meetings and of the other project events. 

3.3 Project Phase I (2003) 

Before describing the project activities, it is now worth briefly introducing 
the boundaries and constraints that characterise the management of a study 
programme in Bologna and in Italian universities at large. Each degree 
course is ruled by the "Consiglio di Corso di Laurea (CCdL)", a board 
composed by all professors and some elected students' representatives. 
The President of the CCdL is responsible for steering CCdL's meetings 
and actions and for reporting about the CCdL's decisions. The CCdL usu­
ally entrusts the analysis and the proposal for solution of specific problems 
to ad-hoc "committees". The findings of these committees are then submit­
ted to the CCdL that may decide whether to accept or not the proposals put 
forward. 

It is therefore obvious that the CCdL, its President and, possibly, an ad-
hoc committee are the primary subjects of any quality assurance activity 
regarding the study programme. 
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In the first stage the project coordination decided to continue the experi­
ence of the Campus project, adopting the new CampusOne model, which 
was introduced in 2002. 

To perform the tasks envisaged by the evaluation model, both Campus 
and, later on, CampusOne require that each study Programme is equipped 
with a specific task force entrusted with the implementation of the self-
evaluation document and its reporting to the CCdL. Such task force should 
include non-academic administrative staff, named Course Manager (CM), 
an academic manager, named Self-evaluation Professor (SeP), and a Pro­
gramme Self-evaluation Board, which will include the President of the 
CCdL. 

The programmes participating in the project were selected after informal 
talks between the Project Manager and the Faculties. The aim was to in­
clude staff members who were most keen to take part in such a project and 
start a self evaluation process, and, at the same time, have a sample of pro­
grammes representing at least most of the Faculties of the University of 
Bologna and therefore a large variety of taught subjects. 

This last point is of great importance given the need to make sure that 
the self evaluation model was applied consistently throughout the Univer­
sity and not just in a specific subject area. 

The project currently involves: 

- 30 Degree Courses (listed in Tab.l), representing 8 Faculties and 4 
locations (Bologna, Forli, Cesena, Rimini); 

- 16 Course Managers (CMs), 
- 30 Self-evaluation professors (SePs), 
- 1 Scientific Manager, 
- 1 Coordinator 
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Table 1. The 30 degree course programmes involved in the project 

Faculties 

Medicine 

1 Mathematical, Physical and 
1 Natural Sciences 
Mathematical, Physical and 
Natural Sciences (Cesena) 

Arts and Philosophy 

Advanced School of Modem Lan-
1 guages for Interpreters and Translators 

Economics (Rimini) 

Engineering - Second Faculty 
(Cesena) 

Engineering - Second Faculty (Forli) 

Agriculture 

Agriculture (Cesena) 

(Veterinary Medicine ;̂̂  

Economics (Forli) 

Political Sciences (Forli) 

Degree courses 

\ Physiotherapy 
1 Nursing | 
Information Technology 1 
Internet Science 
Information Sciences 

DAMS-Drama, Art and Tvlusic Studies | 
Geographical Sciences | 
History | 
Translation and Liaison Interpreting 

1 Economics of Tourism | 
Economy and Management of Tourist 

i Services 
i Economics and Business Administration 
1 Economics and _ Managemen t ^ ̂^̂̂̂ _̂̂̂̂^̂̂̂^̂̂̂  ̂  _̂ ^̂  ̂^ ^ ^̂̂^̂̂^̂̂^̂̂ _̂̂̂J 
B iomedica l Engineer ing j 

\ Te lecommunica t ions Engineer ing | 
Electronic Engineering 
Mechanical Engineering | 
Aerospace Engineering 
Marketing and Economics of the Agro-
industrial System 1 
Technologies of Vegetal Productions 
Protection of Plants and Vegetal Products 1 

\ Territorial and Agro-forestry Sciences | 
Food Sciences and Technologies | 

i Viticulture and Oenology f 
Food Consumption and Catering Sciences | 

; Aquaculture and Ichthyopathology 
Economics of Co-operative Companies and 
Non-profit Organisations 
Sociology and Criminology Sciences for 
Safety 
Diplomatic and International Sciences | 
Institutions, Economy and Policies of the 
European Union | 
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3.3.1 Self-evaluation Professor (SeP) and Course Manager (CM) 
training 

The SePs were chosen among the degree course staff members by giving 
priority to teachers that already had some knowledge, experience or had 
been involved in evaluation processes, or that were at least acquainted with 
the management of programme-specific processes. 

The CM is considered within the Campus model as the coordinator of 
the different steps of the teaching process and he/she constantly monitors 
the process to make sure that quality standards are met. According to the 
CRUI, CMs should be recruited among University technical and adminis­
trative staff or even from the outside, but should have a higher education 
qualification, feature an extensive culture, good relational and team work 
skills and be highly motivated. 

Some of the most frequent CMs activities should be: 

• disseminate information and guide students; 
• monitor processes; 
• search information and classify data concerning resources; 
• help the self-evaluator in drafting the self-evaluation report; 
• interact with staff and organisations; 
• adopt a quality-system based approach. 

The task force needs some training before starting its job. As to the pre­
sent project, training was provided by exploiting the experience gathered 
in the Campus and CampusOne projects, which was applied to some pro­
grammes of the University of Bologna since their beginning. The CRUI 
staff provided training for SePs and CMs with three short courses on Di­
dactic Management for CMs and two courses on the CampusOne self-
evaluation model for both SePs and CMs, This training was completed in 
the first few months of the project. 

3.3.2 The deployment of Phase I 

The CampusOne model is strongly inspired by ISO 9000:2000 standards. 
It identifies five key-dimensions, which are then ftirther expanded in a set 
of basic elements for each dimension. 

The model requires that the degree courses focus on and provide infor­
mation about several elements, while still keeping an overview of the 
whole evaluation process. 

The five dimensions and the related elements are reported below: 
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Dimension 1: Organisation, broken down under three elements: 

• Management system 
• Responsibility 
• Review 

Dimension!: Objectives, requirements, broken down under three ele­
ments 

• Requirements 
• General objectives of the study programme 
• Learning outcomes 

Dimensions: Resources, broken down under two elements: 

• Staff . 
• Facilities 

Dimension 4: Teacliing process, broken down under three elements: 

• Design of the programme 
• Teaching provision 
• Services 

Dimension 5: Results, broken down under two elements: 

• Results 
• Analysis, improvement 

The self-evaluation reports (SERs) were completed and delivered to the 
coordination office in December 2003. An external expert in self-
evaluation and peer review of the CampusOne model was then invited to 
review the SERs and provide comments and tutoring on the task forces. 

1. The SERs and their subsequent external review highlighted some 
weaknesses of the programmes, above all, the lack of a complete 
and well defined set of processes and a clear allocation of responsi­
bilities. Moreover, the reporting of quantitative and qualitative in­
formation was not fully exploited to identify critical issues and sug­
gest improvement strategies. 

In addition to providing information on the quality, as well as the weak­
nesses, of each programme involved in the project, the implementation of 
the CampusOne/CRUI model during Phase I, highlighted some critical 
points, on which most SePs and CMs agreed: excessive attention devoted 
to processes, severe redundancies, use of technical-specific language, spe-
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cialised character of the self-evaluation document v^hich does not serve the 
purpose of public information. 

Last but not least, the cost-benefit ratio of the vŝ hole process of produc­
ing and review îng the SER ŵ as too high to be adopted throughout the Uni­
versity of Bologna in consideration of the large number of programmes po­
tentially involved. The University of Bologna currently runs about 140 
Degree Courses. 

3.3 Phase II (2004) 

On the basis of the Phase I experience, the activity of Phase II v^as planned 
with the major aim to solve the most important problems, w îth the foUov -̂
ing priorities: 

• be more focused on results rather than on procedures; 
• produce simple and readable documentation even for non-experts, 

in particular for the public and for the stakeholders, enabling them 
to come up w îth personal and verifiable judgements; 

• have a better knowledge of the experience gathered at international 
level; 

• better match the features of a complex and multifaceted institution 
such as the University of Bologna. 

As a result, an evaluation model compliant with the above-mentioned 
criteria has been recently proposed by a Work Group set up by the 
CNVSU-MIUR and has been described in an official research report, al­
though it has not been adopted by the Ministry as a viable tool yet [5]. 

This Work Group, which is coordinated by Prof. Muzio Gola of the 
Politecnico di Torino (Torino Technical University), concluded its work 
with a final report including the proposal for an "Information Model" or, 
better, an information protocol. Such protocol is extremely similar to the 
CampusOne checklist, but is considerably simpler and it points out the 
minimum quantitative and qualitative information needed to formulate an 
external opinion about the expected quality level of the programme learn­
ing outcomes. 

3.3.1 Information model for degree course accreditation: 
Document RdR 1/04 MIUR-CNVSU 

This "model" or protocol, hereafter referred to as the "RdR 1 / 04", takes 
into account the international debate about degree courses accreditation, 
international certification requirements, such as the ECTS label, produc-
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tion of the diploma supplement, the need to check course organisation with 
respect to a limited number of "key" actions that are necessary to evaluate 
a study programme for accreditation purposes. The last feature signifi­
cantly reduces the amount of paperwork. 

In order to produce a sustainable scheme, the RdR 1/04 proposes that 
the set of requirements and indicators and the supporting evidence must 
take the shape of a "synthesis" information document, as opposed to the 
current form of "analysis" reports. The preferred form is that of summary 
"Tables" to be filled in following common criteria, thus making compari­
sons much easier. 

The quality of degree course programmes is to be ensured through docu­
mented control of four key dimensions: 

1. External requirements and learning outcomes 
2. Teaching, learning and assessment 
3. Resources and services 
4. Monitoring, analysis and review 

To keep the amount of topics that must be covered by each dimension 
within manageable limits, but to ensure that no potentially accreditation-
relevant aspect is overlooked, dimensions are divided into a uniform set of 
factors. The Work Group has identified the type of evidence that must be 
gathered in exploring these factors and the dimensions linked to them. Di­
mensions, basic factors and evidence are summarised in the following ta­
bles. 

Table 2. Correspondence between dimensions / factors / evidence of the informa­
tion model (source [5]) 

Dimensions Factors Evidences required 

A 
Require­
ments, 
objectives 

Parties consulted to identify exter­
nal (occupational/ professional/ 
educational) requirements; 
requirements identified: reference 
professional roles, competences 
needed to perform such roles; 
learning outcomes: knowledge and 
skills necessary for the develop-
mentof competences^ 

Table Al: Consultation with 
socio-economic forces 

Table A2: Educational require­
ments 

Table A3: Learning outcomes 
and breakdown of Study pro­
gramme under areas 
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Table 2. (cont.) 

Characteristics of students' en­
rolments 

B structure and contents of Pro-
Teaching, gramme 
learning, teaching methods and materials; 

assessment learning assessment methods. 

Teachers and their compe­
tences; 
technical-administrative sup­
port; 
facilities (classrooms, laborato­
ries, equipment, libraries ...) 
tutoring, assistance and stu­
dents' support. 
Students' enrolments and pro­
gress data (internal effective­
ness); 
opinions of students and gradu-

D ates 
Monitoring, occupational outcome of gradu-

analysis, ates (external effectiveness); 
review data analysis and comments; 

periodic review activities. 

C 
Resources, 

services 

Tables Bla, Bib: Educa­
tional prerequisites (selec­
tion, orientation) 
Table B2: Study programme 
Table B3: Calendar of teach­
ing activities 
Annex II: Course module 
datasheet 
Teachers' CV: hyper-textual 
link in Table B2 
Table CI: Rooms 

Table Dl: Students enrol­
ments and progress data (in­
ternal effectiveness); 
Other data to be defined (see 
Table 02)^; 
Students' opinions (attending 
and about to graduate) upon 
completion of CdS 
Data on occupational out­
comes; 
Table D3: Course analysis, 
monitoring, review. 

^ The British QAA has developed the so-called "benchmarking statements" which 
are detailed statements of the attributes and characteristics that students must 
possess in order to be awarded a degree. The Tuning project has been developed 
through European cooperation among institutions 'reference points', 'level de­
scriptors' and professional profiles described in terms of learning outcomes and 
subject specific and generic competences for several disciplinary areas. 
http://www.qaa.ac.uk/academicinfrastructure/benchmark/default.asp. 

^ Other data (to be defined) can be added to Table D2 in cooperation with the 
Anagrafe Nazionale degli Studenti (National Student Registry) by taking due 
account of the requirements associated with the Diploma Supplement. 

http://www.qaa.ac.uk/academicinfrastructure/benchmark/default.asp
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3.4 Implementation of the "Information Model" and project 
costs 

The work carried on during the first year with the contribution of the Pro­
ject Consultant allowed to test the application of the MIUR/CNVSU 
model. Feedback was provided and some proposals for changes were put 
forward so that the model could be more easily understood and imple­
mented. Moreover, it was possible to test the evaluation task force, with 
particular reference to the role of the SeP and CM, and to better define 
their tasks and activities. Up to now the experience gathered on the project 
has proven that this task force is necessary to properly support the evalua­
tion process. 

The final versions of the "Information Model" (or protocol) for the aca­
demic year 2004-2005 will be made available by the end of September 
2005 and will be published on the project website [6]. 

In addition, the implementation of this project has entailed a series of 
other positive side-effects that should be briefly mentioned. 

Firstly, links and coordinated activities have been created with other 
quality assurance projects within the University of Bologna (Interlink, 
Board for the Evaluation of Teaching, Tuning, Teep, CampusOne), in or­
der to exchange information and discuss the outcomes of related experi­
ences. Two Conferences on evaluation and quality assessment of teaching 
processes have been jointly organised (one of the two conferences has 
been organised in synergy with the activities supported by the European 
Commission for the promotion of the Bologna process). 

Moreover, the need to provide the information required by the model in 
a satisfactory and well consolidated way stimulated interactions with the 
University Internet and information systems management departments 
which were encouraged to provide guidelines concerning information to be 
put on-line and Degree Courses. This is the requirement for achieving the 
ECTS label and providing the Diploma supplement. Talks are underway to 
ensure that these contents include all the information that is needed to fill 
in the models in the future. 

To collect the necessary data a wide use has also been made of the new 
Data Warehouse and of other databases of the University. During the last 
decade, the University of Bologna made a big effort in automating all ad­
ministrative processes by means of sophisticated information systems. 
Nowadays, all the information data related to the teaching activities as well 
as to university staff and funding are managed by means of specific, but 
interacting databases. In particular, a Data Warehouse has been recently 
developed in order to have a uniform, coherent and updated database in­
cluding all students and their individual careers. Thanks to the close coop-
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eration and interaction with the project "Accreditation of programmes", 
output formats of the Data Warehouse have currently been standardised in 
order to comply with the requirements of evaluation and accreditation 
models. 

Last but not least, cooperation and coordinated activities are currently 
being started with other Universities that are also testing the same "Infor­
mation Model". 

4 Conclusion 

In summary, although the project is still in progress, a number of important 
achievements can be pointed out. To start with, it was possible to better 
understand the degree of complexity and the effectiveness of the reporting 
required by the quality evaluation process while the project was underway. 

The experience gathered during the first year, which was based on the 
implementation of the CampusOne model, was very useful to introduce the 
culture of quality assessment. At the same time, it also shed some light on 
some of the limits of the adopted model. As previously mentioned, the ex­
tension of this model to a complex institution, such as the University of 
Bologna, would have put an excessive burden on the model. More impor­
tantly, the model showed some inherent complexities that made it partially 
unsuitable to provide the necessary information to all the outside parties 
who are interested in the aims, methods and outcomes of degree courses. 

Bearing in mind that there is no unique, well defined and readily avail­
able model for quality assessment, the new "Information Model" adopted 
in the second and third year of the project seems more capable to fulfil the 
major aims of a quality assurance process, since its widespread implemen­
tation is feasible and it can suitably provide public information. The model 
actually follows similar guidelines to the CampusOne model, but it is as 
simple as possible. At the same time it is transparent and it provides the 
minimum quantitative and qualitative information which is necessary to 
formulate an external opinion about the programme quality. 

The lesson to be drawn from this experience is that, regardless of the 
model adopted, it is of vital importance that all teaching activities of the 
University are progressively involved in the quality assurance process as 
part of a coordinated strategy. The adopted model/models must then meet 
some basic principles and requirements, in order to ensure transparency, 
accountability and allow external evaluation. An "agreed upon set of stan­
dards, procedures and guidelines on quality assurance" has been recently 
developed by the ENQA, in cooperation with the European University As-
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sociation (EUA), the European Association of Institutions in Higher Edu­
cation (EURASHE) and the National Unions of Students in Europe 
(ESIB). These standards and guidelines have been adopted by the Euro­
pean Ministers in charge of Higher Education in the Communique of the 
Conference of Bergen, 19-20 May 2005. The "Information Model" imple­
mented at the Bologna University complies with these guidelines and stan­
dards and could therefore contribute to the introduction and development 
of a systematic method for higher education quality assurance not only at 
local, but also at national level. 
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1 Introduction 

The aim of this study is to present the Quality Assurance System of one of 
the largest universities in Great Britain, the London Metropolitan Univer­
sity (London Met). A brief history of the evaluation system in the United 
Kingdom (UK) and a description of the current situation of Higher Educa­
tion in the UK, as to the quality and standard assurance will be presented 
to start with. In particular, we will describe the activities carried out by the 
national Quality Assurance Agency and the quality procedures imple­
mented in England, Northern Ireland, Scotland and Wales. 

As to the London Met, after a short presentation of the University, we 
will try to present an overview of the quality assurance and management 
systems, their facilities, the people involved (boards, committees, depart­
ments, internal and external examiners) and the procedures currently in 
place. Finally, we will describe the policy adopted by the London Met with 
respect to external accrediting agencies and professional bodies that also 
reported to the organisation of the QAA Institutional Audit in spring 2005. 

^ Acknowledgements: We acknowledge all the Direction and Staff of the London 
Metropolitan University for allowing us to visit their offices and departments 
and to exchange opinions and knowledge about the Quality Assurance System. 
A particular thank goes to Robert Aylett, Jill Grinstead and Trevor Joscelyne 
for their kind welcome and the excellent organisation of our visit. We also 
thank John Lally, Jan Dixon, Catherine Connor, Comell Coggins and the staff 
of the Department of Art, Media and Design, of the Department of Health and 
Human Sciences and of the Department of Quality and Standards for dedicating 
some of their time to our meeting. 
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2 Brief history of the quality evaluation system in the 
United Kingdom 

During the last twenty years, the transition of higher education from a sys­
tem based on a small elite to a system based on mass participation has 
transformed the relationship between higher education and society [1]. In a 
small, elitist university system, academic standards and quality were im­
plicit: the added-value brought about by higher education was clearly un­
derstood. In a mass participation system, standards and value must be 
made explicit to those investing time and money in study. New stake­
holders come to the fore with new expectations and information needs to 
be met. 

For this reason there is now a need for external quality and standards as­
surance. The transition to mass higher education is a phenomenon involv­
ing both developed and developing countries. 

In most countries universities have to stand new pressures, such as the 
increasing number of students and the participation of private finance in 
higher education. They then also need to prove that quality standards are 
preserved and enhanced. To this purpose, many countries have set up na­
tional organisations to carry out an independent quality and standards 
evaluation in higher education institutions. In most cases, initiatives have 
been promoted by governments. The International Network of Quality As­
surance Agencies in Higher Education currently has affiliates in 47 coun­
tries throughout the world. 

3 Higher education institution in the United Kingdom: 
power and responsibilities 

There are over 180 universities and colleges of higher education in the UK. 
They are autonomous, self-governing institutions, even though most of 
them are entirely funded by the government through higher education 
fiinding councils [2]. There are independent councils for England, Scotland 
and Wales. 

Some of these institutions have the power to award degrees: since 1992 
all the universities have been allocated this power by the Privy Council, 
upon the advice of Government. 

Higher education institutions without a proper degree awarding power 
have to prepare their students for degrees awarded by authorised universi­
ties under a licensing or 'validation' arrangement. 
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At present, each higher education institution is responsible for the stan­
dards and quality of its academic awards and programmes. Each institution 
features its own internal procedure for attaining appropriate standards and 
assuring and enhancing the quality of the education provided. In particular, 
they consider two points: 1) students' assessment of students; 2) proce­
dures for programme design, approval, monitoring and reviewing. 

Most institutions both regularly monitor and periodically review pro­
grammes. 

The monitoring activity evaluates how effective a programme is and 
how successful students are in meeting the learning outcomes. This activ­
ity is generally performed by the department providing the programme, 
usually at the end of an academic year. The monitoring process may also 
consider reports from external examiners, staff and student feedback or re­
ports of any professional body that accredits the programme. The results 
obtained can determine some adjustments to the curriculum or to students' 
assessment procedures to ensure continued effectiveness. 

The periodic review of institutions is normally carried out every five 
years and it usually involves external experts. It makes sure that the pro­
gramme objectives are still valid and are being achieved by students. Insti­
tutions have made arrangements to conduct periodic reviews of the support 
services they make available to their students. Each higher education insti­
tution appoints external examiners who report to the head of institution. 
They are independent academic experts from other institutions or from 
other areas of relevant professional practice. They provide impartial advice 
on performance as regards specific programmes. External experts formu­
late judgements about the implementation of the standards set for the 
awards by referring to subject benchmark statements; higher education 
qualification and institutional programme specification frameworks; stu­
dents' performance standards compared with similar programmes in other 
UK higher education institutions; assignment processes implemented by 
the institution for assessment, examination and determination of awards. 

From 2004, all higher education institutions in England are required to 
make available information on: institutional context; students' admission 
and career progression; internal procedure to assure academic quality and 
standards. 

Some of these data will be published on the Higher Education and Re­
search Opportunities (HERO) web site at www.hero.ac.uk. 

http://www.hero.ac.uk


26 Cinzia Castelluccio, Lanfranco Masotti 

4 The assurance of standard and quality in higher 
education in the UK 

In the UK Teaching Quality Assessment (TQA) was first introduced in 
1993 and, prior to the setting up of a National Agency, was carried out 
separately by each of the Higher Education Funding Councils [3]. The 
analysis was conducted on a subject basis. The first subject reviews, which 
were originally carried out by the Higher Education Funding Council for 
England, covered all subject areas (such as Art, Media and Design, Educa­
tion, Health and Human Science) taught in higher education institutions in 
a cycle lasting from 1993 to 2001. 

The way in which judgements were reported varied within the UK and 
over time. In England and Northern Ireland, the TQA analysed students' 
learning experience and achievement from 1993 to 1995. Each subject area 
received a judgement ranging from "excellent", "satisfactory" and "unsat­
isfactory". From 1995 to 2001, universal subject reviews covered six as­
pects of provision (curriculum design, content and organisation; teaching, 
learning and assessment; student progression and achievement; student 
support and guidance; learning resources; quality assurance and enhance­
ment). Each aspect was graded on a scale from 1 to 4, in ascending order 
of merit. The results of these reviews were published and each assessment 
was summarised by a "graded profile" or a "TQA score". Published TQA 
scores were used by some national newspapers in constructing "league ta­
bles" of higher education institutions. Of course, translations of descriptive 
profiles into a score could create limitations in making comparative 
judgements between the programmes and the institutions providing them. 

In Scotland the TQA examined quality at subject level from 1993 to 
1998 under five headings. Judgment was not based on numeric scores, as 
in England. During the last year of the review cycle a revised method of 
assessment was introduced, based on the six elements implemented by the 
English method. 

Also Wales implemented an independent method to examine the quality 
of higher education provision from 1993 to 1998. 

Moreover, from 1991 to 1997, the former Higher Education Quality 
Council and its predecessor, the Academic Audit Unit, conducted the first 
round oi Academic quality audits. This was a form of enquiry covering all 
higher education institutions; its aim was to establish to what extent an in­
stitution could apply correct and effective procedures for standards and 
quality management. 
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After this cycle was completed, the subject review was due to be re­
placed by a new quality assurance method covering the entire provision 
throughout the United Kingdom. 

In 1997, the Quality Assurance Agency (QAA) of higher education was 
established to provide an integrated quality assurance service for the UK 
higher education. From 1998 to 2002, a second round of Academic quality 
audits, known as continuation audits, was undertaken by the QAA. Con­
tinuation audit focused on quality strategy, academic standards, learning 
facilities and communications. 

In 2003, the UK Government published its White Paper on "The Future 
of High Education": some of the proposals put forward in this paper will 
affect UK policy in this area. 

5 The Quality Assurance Agency 

In order to review standards and quality it is necessary to clearly define the 
following terms. 

Academic standards describe the level of achievement that a student has 
to reach to gain an academic award (a degree, a master, etc.). It should be a 
similar level across the UK [1]. 

Academic quality indicates how effectively the learning opportunities 
made available to students help them in achieving their awards. This 
means checking that appropriate and effective teaching, support assess­
ment and learning opportunities are provided. 

In 1997, the Quality Assurance Agency (QAA) of higher education was 
established to provide an integrated quality assurance service for UK 
higher education. QAA is an independent body funded by the subscriptions 
of universities and higher education colleges and through contacts with the 
main higher education funding bodies. The QAA is governed by a Board, 
which is responsible for the strategic planning and direction of the Agency. 
The QAA's mission is to safeguard public interest as regards higher educa­
tion and to ensure continuous improvement for quality management. 

Each higher education institution is responsible for ensuring that appro­
priate standards are being achieved and that a high-level education is being 
offered. The QAA provides reference points that help to define clear and 
explicit standards. For each higher education institution, the QAA reviews 
standards and quality. 

The QAA is a national institution, but there are different review systems 
in the different countries. In England and Northern Ireland, institutions are 
reviewed through an institutional audit. In addition, only in England and 
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for a transitional period ending in 2005, institutions may also be reviewed 
through a developmental engagement or an academic review at subject 
level. 

The institutional audit makes sure that institutions are providing higher 
education, awards and qualifications of acceptable quality and appropriate 
academic standards. Moreover, it ensures that universities exercise their 
legal power to award degrees in a proper manner. 

The developmental engagement allows institutions to check their inter­
nal review procedure at discipline level or at programme level. 

Academic review at subject level considers subject areas: in this case 
judgments are made on academic standards and the quality of learning op­
portunities for students. This last procedure is carried out in all English 
further education colleges that provide higher education programmes. 

In Scotland, enhancement-led institutional review (ELIR) is an essential 
element of the new approach to managing quality and standards in Scottish 
higher education. 

ELIR has been founded by the QAA in accord with Scotland Universi­
ties, student bodies in Scotland and the Scottish Higher Education Funding 
Council. ELIR analyses the methods used by each institution to continually 
raise awareness about students' learning experience. 

In Wales, the purpose of institutional review is to check that the provi­
sion of higher education institutions is both of acceptable quality and com­
pliant with appropriate academic standards. It also makes sure that the le­
gal power to award degrees is being exercised in a proper manner. In the 
UK, the QAA conducts also overseas audits of partnerships between UK 
higher education institutions and organisations overseas that lead to the 
award of degrees from UK institutions. 

The QAA resorts to review processes whereby teams of academics con­
duct audits and reviews. People from the industry and the profession can 
sometimes be involved. 

The QAA helps to define clear and explicit standards for public infor­
mation and acts as a reference point for its review activities. To this pur­
pose, it has cooperated with the higher education sector and other stake­
holders to implement the following initiatives. 

The frameworks for higher education qualifications allow understanding 
higher education qualifications, by setting out the attributes and abilities 
that can be expected of a holder of a title, such as a bachelor's degree with 
honour, a master's degree and a doctorate. This way, they establish the 
meaning of a specific qualifications level and they also provide public as­
surance that qualifications bearing similar titles represent similar levels of 
achievement. A qualification framework is in place for England, Wales 
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and Northern Ireland and one for Scotland, which is part of a wider Scot­
tish Credit and Qualifications Framework. 

Subject benchmark statements set out expectations about degree stan­
dards within a subject area range. They identify the defining features of a 
discipline, its identity and the techniques and skills which are necessary to 
develop an understanding of the subject. They also point out the level of 
intellectual demand and challenge a degree with honours requires in the 
subject area and support higher education institutions in designing and ap­
proving a programme. 

Programme specifications are the information that each institution pro­
vides about its programmes. Each specification has to define what knowl­
edge, skills and other attributes a student must achieve to successfully 
complete a specific programme. 

In these specifications, institutions also define the teaching and learning 
method, the assessment and career opportunities and explain the relation­
ship between programmes and the qualification frameworks. 

Progress Files of students help to make the results of learning in higher 
education more explicit and more valuable: they contain the formal record 
of each student's learning and achievements, but also personal and devel­
opment planning. This helps students to think about their own learning 
achievements and plan their education and career development. 

772̂  Code of practice for the assurance of academic quality and stan­
dards in higher education represents a guideline about the management of 
academic standards and quality. This code features ten sections and each 
of them contains principles institutions should comply with. 

The QAA also carries out other activities. It advises Government on the 
allocation of degree awarding powers, university titles or designations for 
higher education institutions. It licenses Authorised Validating Agencies 
(AVAs) to recognise "Access to higher education courses" and issues cer­
tificates to be awarded to successful students. The QAA has established an 
"Access recognition scheme" to grant AVAs. 

Moreover, the QAA is involved in international quality assurance initia­
tives: this includes membership of the International Network of Quality 
Assurance Agencies in Higher Education (INQAAHE) and the European 
Network for Quality Assurance (ENQA). 

The QAA has developed a Strategic Plan 2003-05 [4] in which the 
Board of Directors has adopted a revised mission statement. These changes 
follow the rapid changes in the environment and in stakeholders' needs. 
Shortly before the publication of the Strategic Plan, the Secretary of State 
for Education and Skills published The Future of High Education. Some 
parts of this document are extremely relevant to the work of the QAA, 
such as the University title or the Access to Recognition Scheme, which 
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the Agency offers in England, Wales and Northern Ireland. For this reason 
the QAA considers it extremely important to closely cooperate with the 
Government to ensure that all the changes are fully understood and that 
quality procedures are really implemented. 

The Agency is in a transitional period: it has completed the planned re­
view and audit programme established by previous bodies. During these 
years it has been developing and implementing new methods and it has 
played new and different roles across the UK. 

6 A case study: the London Metropolitan University 

The London Metropolitan University (London Met) is currently the largest 
single university in London and one of the largest in Britain. Given its lo­
cation in one of the most exciting and challenging cities in the world, the 
London Met has strong links and closely cooperates with London's diverse 
communities, businesses, the industry and public institutions [5]. The 
teaching and research activities of the university are fully oriented towards 
the real needs of society and to promoting access to higher education in 
London, the southeast of England and across the world. 

The London Met is situated in the City, in the north-east part of London, 
and it offers a wide variety of courses in a large number of subject areas. 
In particular, courses are planned in consultation with employers and ex­
amining bodies in commerce, industry, the world of art and design, finan­
cial services, industries and professions. Courses can be followed at sev­
eral levels including, not only the undergraduate and postgraduate levels, 
but also other further education programmes, short courses and profes­
sional and institute qualifications. Many programmed courses can be fol­
lowed either full or part time and the module scheme allows a flexible 
study programme. 

The London Met is the major provider of business and vocational edu­
cation of the City and the north-east part of London. This university pro­
motes personal development through excellent and accessible education 
and training for those who work and live in London, or who wish to study 
in London, to meet the needs of its communities, professions, industries 
and trades. 

Moreover, the education offered will equip students with cultural capital 
in addition to advanced subject knowledge and appropriate skills. 

The London Met stimulates and assists the economic regeneration of the 
north-east of London and it can boast a year-long experience in dealing 
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with the needs of mature and overseas students, playing a full and active 
role in the European as well as the wider international community. 

7 Short presentation of the London Metropolitan 
University 

The London Met was created on 1 August 2002 by the merger of London 
Guildhall University (now London City Campus) and the University of 
North London (now London North Campus): both institutions have their 
own histories behind them before being merged. 

The London City Campus was founded over 150 years ago, in 1848, 
when the Bishop of London set up the Metropolitan Evening Classes for 
Young Men, to improve the moral, intellectual and spiritual condition of 
young men in the metropolis [6]. This became the City of London College 
over time. In 1970 the City of London Polytechnic was created by the 
merger of the City of London College, the Sir John Cass College and the 
King Edward VII Nautical College. In 1990 the London College of Furni­
ture joined the City of London Polytechnic. 

The London North Campus began its activity in 1896 as the Northern 
Polytechnic Institution, where not only English, mathematics and chemis­
try were taught, but also machine construction, plumbing, dressmaking and 
millinery. All subjects were taught at elementary level and most of them 
were offered as evening classes. However, this institution had an immedi­
ate success and in less than five years student numbers doubled. 

In 1992 Further and Higher Education received Royal Assents: poly­
technics were granted university status. The City of London Polytechnic 
became the London Guildhall University. The Polytechnic of North Lon­
don became the University of North London. The merger was made in 
2002 and it was the first merger between two universities in the UK. 

The London Met has over 35,000 students and more than 3,300 aca­
demic and non -academic staff. 

It offers over 240 undergraduate and 140 postgraduate courses and 
many more adult, pre-degree, industry training, professional and short 
courses. 

The London Met has more than 7,000 international students of 188 dif­
ferent nationalities, from more than 150 countries outside the UK: this 
university has offices in Bangladesh, Brussels, China, India, Nigeria and 
Pakistan. 
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The London Met offers a very flexible modular course structure: it is 
possible to combine many subjects to obtain different degree programmes 
according to different needs and interests. 

Moreover, study can be fiill-time, part-time, distance-learning, day and 
evening classes, starting in September or February. 

In addition, the University offers access to learning facilities, such as li­
braries, learning centres. Information Technology (IT) laboratories and 
online reading facilities. 

8 Academic regulations 

The London Met has its own Academic Regulations [7]. The University's 
Academic Regulations represent the rules to be followed in order to attain 
university educational objectives. Academic Regulations govern the stan­
dards of the University's awards, the responsibilities of students and the 
formal roles played by staff as regards admission to university courses and 
programmes, assessment of students' work and granting of awards. They 
also govern the role of external examiners. 

Academic Regulations establish processes and set out criteria for judg­
ing student academic performance. An essential purpose of these regula­
tions is to ensure equity of treatment to students at each stage of their edu­
cation. All students can gain the highest award for which, by means of 
their ability and dedication, they can qualify in the shortest time appropri­
ate for them. Another purpose of these regulations is to protect the aca­
demic standing of the University and the academic integrity of its awards. 
These regulations also include university undergraduates and postgradu­
ates courses. The regulation framework which governs these schemes 
complies with the Framework for Higher Education Qualifications in Eng­
land, Wales and Northern Ireland. These schemes are based on a credit ac­
cumulation system compatible with others in the UK and in Europe. The 
scheme regulation framework and course regulations, which are approved 
on a regular basis on behalf of the Academic Board, shall comply with 
these Regulations. 

As regards students. Academic Regulations do not only grant rights, but 
also responsibilities. They state that students have to attend classes and su­
pervisory sessions, submit work for assessment, pay the established fees, 
but they also indicate how to comply with the administrative procedure. 
The London Met makes every effort to disseminate its Academic Regula­
tions. 
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The Academic Regulations now in use are in compliance with university 
requirements for the maintenance of standards of its approved awards, in­
cluding awards offered in cooperation with partner institutions or by dis­
tance-learning. 

Academic Regulations are linked to the Quality Assurance Procedure: 
for example art. 2 of section Bl.l ('Generic principles for schemes and 
courses leading to university awards') of the Academic Regulation book 
2003-04 states "All schemes and courses shall be approved, reviewed and 
modified in accordance with the Quality Assurance Procedure". 

Academic Regulations represent the guidelines to be followed in order 
to govern a Higher Education institution. The London Met Academic 
Regulation Book 2003-04 is broken down under three different sections: 

• A - Regulatory definition; 
• B - Academic Regulations governing the standards of the University 

Awards, which includes the Generic principle for schemes and courses, 
the Undergraduate regulatory framework, the Postgraduate regulatory 
framework; the Research degree regulation, the Accreditation of prior 
(experiential) learning (AP(E)L) regulation, the London Met Awards 
Framework and the Regulation on assessment and certification; 

• C - Regulations governing students' responsibilities. 

9 The University's academic quality assurance system 

The London Met complies with specific procedures to ensure that the aca­
demic standards of its awards are appropriate and that the quality of 
courses and services offered to students is as high as possible [8] [9]. 

The Academic Board is responsible for these quality assurance proce­
dures, but the University's quality assurance system entrusts committees 
and individuals with specific responsibilities. Moreover, a quality control 
scheme is necessary to support the quality assurance system. 

All quality procedures operate through the principle of peer review and 
will be implemented by taking into consideration the judgment of people 
involved in them. 

Records and audit trails are published, so that the University can dem­
onstrate the probity of its procedure. 

The Department of Academic Quality, Standards and Policy Develop­
ment supports academic departments for a correct application of quality 
procedures (see below). 

Before analysing these procedures, quality assurance committees and 
boards must be introduced. 
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As already mentioned, specific committees and board are involved in 
quality assurance facilities and have different responsibilities. Some of 
them and their main roles are listed below. 

The Academic Board exercises a primary role in quality assurance proc­
esses, although many of the operational aspects are then devolved to other 
committees. It analyses the reports of department reviews and subject level 
reviews. It also analyses reports on the outcomes of the overall annual 
monitoring activities. It is then responsible for several matters of academic 
policy and regulation relating to university courses. To this purpose it can 
receive advice from appropriate committees, such as the Academic Devel­
opment Committee, the Quality and Standard Committee, the Research 
and Development Committee and the Information and Learning Commit­
tee. If the Academic Board has delegated its powers to its committees, it 
monitors their operation by requiring specific reports. 

The Academic Development Committee has to advise the Academic 
Board on the development of the University's academic strategy. It is re­
sponsible for the development and the monitoring of policies and proce­
dures for the operation of every type of academic provision. In particular, 
it approves proposals for new courses and for course closures; it receives 
information on quality assurance activities from the Quality and Standards 
Committee. 

The Quality and Standards Committee is a central committee and is re­
sponsible towards the Academic Board for supervising the operation and 
the effectiveness of the University quality assurance procedures. It ap­
proves new courses and modifications to courses, according to the valida­
tion reports and review panels. Moreover, it has to indicate which mem­
bers of the academic staff are judged to be qualified to participate in 
validation and review panels. The name of these members is noted in a 
specific register. It arranges and controls the activities of the departmental 
quality committee (or equivalent bodies). It monitors several other initia­
tives and it receives advice from appropriate groups. It receives advice, for 
instance, from the Academic Audit Steering Group in supervising matters 
connected with the QAA Institutional Audit and other reviews by external 
bodies. 

The quality structure presents other additional group reports to the Qual­
ity and Standard Committee, the Accreditation of Prior (Experiential) 
Learning (AP(E)L) Board or the Research and Development Committee. 
Moreover, every department presents a Departmental Quality Committee 
or an equivalent committee, which should represent a link with the central 
structure. 

According to the University's policy, each academic department is cur­
rently expected to set up a departmental Quality Committee, which will 
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operate in compliance with specific references and responsibilities. How­
ever, each department can make its own decisions about this committee. 
Some departments prefer to combine quality matters with other related 
matters, such as teaching and learning activities In this case a department 
can propose a different committee from the standard Quality Committee. 
The proposal will be examined by the University Quality and Standards 
Committee and it will be accepted if the proposed committee has the same 
references and responsibilities of a standard Quality committee. 

Furthermore, Departmental Quality Committees have to advise and as­
sist the Head of Department on all department-related quality matters to 
manage and deliver the quality process according to the university's pol­
icy; to supervise the preparation of documentation to be submitted for de­
partment reviews which are carried out both internally within the Univer­
sity and externally by the QAA or professional bodies; to receive and 
recommend for approval proposals for modification and validation of 
courses or modules, if appropriate, before these are submitted to considera­
tion, approval, validation or review, according to University quality proce­
dure. 

Moreover, these committees have to ensure that departmental academic 
information provided to students in course handbooks and other documen­
tation is accurate, adequate and of appropriate quality. They have to report 
on departmental quality activities to the Quality and Standards Committee 
and are entrusted with the formulation, monitoring and review of depart­
mental procedures as regards the communication with external examiners. 
They also have to recognise good practice within the department and re­
cord this in the annual monitoring procedure. 

The Departmental Quality Committee or an equivalent body, even 
though not a standard one, must be able to maintain an objective position 
as regards quality matters and operate independently from the department 
executive management (Figure 1). 
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Fig. 1. The Quality Management Model (from Managing for Quality - a holistic 
model by Jill Grinstead) 

10 The Department of academic quality, standards and 
policy development 

AH the University's quality assurance procedures are administered by this 
Department. This is a professional service department involving a staff of 
about thirty people [8] [9]. The Head of this department is the Director of 
Quality and Standards. The Department of Academic Quality consists of 
three units: the Quality Unit, the Academic Audit Unit and the Secre­
tariat/Policy Coordination Unit. It also includes a Partnerships office, 
whose associate Director has responsibility for developing a major external 
partnership with the University. 

The three units play distinctive roles in the University's quality assurance pro­
cedure. 

The role of the Quality Unit is to promote and develop intemal policy in rela­
tion to academic quality assurance. It cooperates with senior managers within the 
University and with the Chairs of the Quality and Standards Committee and Aca­
demic Development Committee. The Quality Unit has the responsibility to man­
age the central programme of validation and review activity. It advises university 
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staff mainly the course leader, on the implementation of the University's policy 
and procedures for academic quality assurance. 

Moreover, it administers the university procedures for the appointment 
of internal and external examiners and an officer of the Quality Unit su­
pervises the work and provides advice for each validation and reviev^ 
panel. 

ThQ Academic Audit Unit provides administrative support for the 
agreements betv^een the University and external agencies, such as the 
QAA and professional bodies. It also holds the electronic records of the 
University's courses and at the moment it is working to create a document 
management infrastructure which will comply with Teaching Quality In­
formation requirements. The Academic Audit Unit works closely with 
academic departments to prepare subject-level reviews. 

The Secretariat/Policy Coordination Unit provides policy and secretar­
ial support for the University's central committees. In particular, the staff 
of this Unit closely cooperates with the Academic Board and is involved in 
the approval of course proposals. It also provides advice on regulatory 
matters within the University and is involved in the consideration of pro­
posals for courses modifications (Figure 2). 
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Fig. 2. Department of academic quality, standard and policy development 
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11 Quality assurance procedures 

The information gathered by the Quality assurance system is reported in 
the "Quahty Assurance Handbook", which was published by the London 
Met in September 2003. This Handbook is also very detailed in its expla­
nations of the quality assurance procedures implemented by this institution 
[8] [10]. 

There are different quality assurance procedures (Figure 3) and most of 
them involve department planning and acts. Others relate to courses (out­
line approval, course validation, course modifications, annual monitoring); 
others are aimed at different department activities, such as the managerial 
health of the department with particular reference to the quality process 
and outcomes {Department Review). As to the standard model, the Univer­
sity is now going to move away from course-by-course review to introduce 
a Subject-level Review, which analyses the subject grouping of academic 
provision. However, there are still courses which, according to the Univer­
sity, need to be reviewed and the University has therefore retained its pro­
cedure for course review: if specific needs arise, the University can also 
perform periodic reviews. 

The academic department is the "core" of the academic activity and all 
procedures concerning courses go through a system of departmental plan­
ning, in which proposals for new courses or course modifications are indi­
cated. 

Procedures concerning Courses: 

Outline approval (or Course closure) 
Course Validation 
Course Modifications 
Periodic Review 
Annual Monitoring 

Procedures concerning 
Management of Quality and Strategic Planning: 

• Department Review 
• Subject Level Review 

Fig. 3. Quality assurance procedures 
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All quality assurance procedures feature a similar rationale, even though 
they are required to meet the specific aim of the procedure itself. A case in 
point is the department review. 

All academic departments are submitted to the Department Review at 
the London Met. This is focused on departmental planning and manage­
ment of services and resources, not on courses provision, which is ana­
lysed separately. 

The department review analyses: departmental management and plan­
ning, quality management, arrangements for student support and guidance, 
management of student recruitment and career guidance, management and 
monitoring of resources, staff development and research, customer service, 
contact with other academic and professional service departments. 

The aim of this analysis is to identify strengths and weaknesses in the 
department organization and to identify and disseminate good practices. 

A department review (Figure 4) is provided to each department every 
three to six years and a schedule of the review is kept by the Quality Unit. 
The schedule is prepared by the Head of the Quality Unit in accordance 
with the Heads of Department and it is approved by the Academic Board. 

The Quality Unit is entrusted with the organisation of an initial review 
planning meeting, in which the Secretary and the Chair of the review 
panel, the Head of the Department and the departmental staff indicated by 
the Head of the Department are involved. During this meeting, all details 
about the panel visit are established, such as date, timetable, review docu­
mentation, which the review panel needs to examine. 

Each department to be reviewed has to produce a self-evaluation docu­
ment (SED). The SED represents the centre of all documentation required 
for a department review. The content of the SED for department review is 
determined by each department, according to its particular structure and 
activity, but some guidelines are provided by the institution. As stated in 
Appendix 4 of the Quality Assurance Handbook "the guidance regarding 
the content and structure of documentation is therefore not intended to be 
prescriptive and departments should vary their inputs as necessary". 

The SED must be prepared by using different department documenta­
tions, such as departmental plans, annual monitoring reports and also re­
ports from other departments, such as the Systems and Services Depart­
ments. This document should not only be descriptive, but also evaluative 
and should report the sources on which department evaluations are based. 
Other descriptive documentation and also the quoted sources must be 
made available to the review panel before the visit. 

The Head of the Department is responsible for the SED. Once it is pre­
pared, the SED is approved by the Departmental Quality Committee and 
forwarded to the University Quality Unit. The deadline for the SED is es-
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tablished during the review planning meeting. The Quality Unit sends the 
SED to all the members of the review panel before the review event in or­
der to facilitate the full analysis of the documentation. The panel members 
usually submit comments in advance to the department and the detailed 
agenda of the review is often based on this comments. 

The review event usually lasts one day. During the visit the panel can 
meet department staff. At the same time, all documents quoted should be 
made available to the panel. Finally the panel reports its main conclusions 
to the department. In summary, at the end of the visit, the review panel 
formulates a peer judgment about the management of the department with 
particular reference to the quality process and its outcomes. The panel un­
derlines the weaknesses and provides advice about any actions to be taken 
by the department or by the University to improve quality. 

At the same time the panel identifies the good practices, which should 
be disseminated within the University. If further actions are recommended, 
the Head of Department has the responsibility to ensure that a report of the 
actions taken will be sent to the Quality and Standards Committee. 

The review panel draws up a report, which is submitted to the Quality 
and Standard Committee. This Committee recommends the review to the 
Academic Board for approval. The Academic Board can refer back to re­
view panel upon two situations: if the review panel does not comply with 
the correct procedure and if recommendations are inappropriate. 

The approved review report and the comments of Quality and Standard 
Committee are made available to the Academic Development Committee, 
which is entrusted with academic planning. 

At the end of each academic session the Quality and Standard Commit­
tee will prepare an overview of the entire review panel which has taken 
place during the session, to inform the Academic Board mainly about 
common themes or problems. 
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Schedule of the Review Panel is made by 
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Fig. 4. An example of quality assurance procedure: department review 

The Academic Audit Unit, one of the units of the Department of Qual­
ity, Standards and Policy Development, has the responsibility to keep a 
copy of the SED, the review panel report and any other reports or com­
ments concerning the review event. 

The Department Review procedure makes sure that each department is 
effectively managed, but, as previously stated, it does not analyse course 
provision. 

As to this point, different procedures are implemented depending on 
whether a new course must be proposed and approved or a delivery of a 
validated course must be analysed. 

For new courses the procedures of Outline approval and Course Valida­
tion must be met. 

All the University's courses are subject to outline approval. New course 
proposals should be indicated in the departmental plans of each department 
18 months in advance of the proposed start date, although courses can be 
planned in a shorter term in exceptional cases. The academic departments 
present course proposals to the Academic Secretary, which will be ana­
lysed by the Portfolio Development Group. This Group makes a recom-
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mendation for approval to the Academic Development Committee. A 
course proposal camiot be subject to validation, without a first clear outline 
approval Once the course proposal is approved, it may be included in the 
University prospectus, as forming part of the academic provision "subject 
to validation". A similar procedure can be implemented for a proposal of 
course closure. The forms for these applications are provided by the Qual­
ity Unit. 

All university courses are "subject of validation" before they may be of­
fered to students. The University validation process ensures that courses 
meet the appropriate quality and standards and that courses, as well as their 
delivery and assessment procedures, are properly planned. Moreover the 
validation process makes sure that new courses comply with the Univer­
sity's regulations and policies and also with the requirements of the QAA 
Framework for Higher Education Qualifications and the QAA subject 
benchmarks. 

This procedure includes different validation models: the Director of 
Quality and Standards decides which is the most suitable form of valida­
tion according to the type of course proposed. The Head of the Quality 
Unit receives extensive details about all the courses which have obtained 
outline approval and require validation. The Unit also supervises the ap­
pointment of validation panels. The department has to make sure that the 
course is successful although specific actions of the course leader, of the 
course development team and of the Head of Department may be required. 
The Head of Department has also to approve any course documentation 
which is submitted to validation. 

Validation is a process whereby a validation panel analyses the course 
proposal, in order to evaluate if it has been designed according to Univer­
sity criteria. 

Validation panels members are selected as follows: a minimum of two, 
but usually three members are selected from the University's register of 
"validators". One of the members is then designed to chair the panel. 
These members must not be part of the department which originally pro­
posed the course. The Chair of the Quality and Standards Committee also 
selects three external advisors whose expertise is suitable to the course 
submitted for validation. One of them might have recent experience in an 
area or in a profession relevant to the course. 

Before the validation event, the validation panel receives and examines 
all the documentation about the course. During the visit, the course devel­
opment team and the course leader will jointly discuss about the documen­
tation at the presence of the Head of the Department. At the end, if the 
validation panel considers the course appropriate, recommends to the 
Quality and Standards Committee that the course should be approved. No 
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time limit is usually imposed for course approvals, although initial ap­
proval may be limited to a specified period in certain cases (for example in 
a rapidly developing field of study). All conditions of approval are re­
ported to the Quality and Standard Committee, and, in some cases, also to 
the Academic Development Committee. The confirmed validation report is 
submitted to the Quality and Standards Committee, which usually ap­
proves it. The validation report is then sent to the host department and to 
other University staff, if necessary. 

The course leader is responsible for the course handbook and for other 
related module booklets. The handbook is very useful for teaching staff 
and students. It describes the course structure and its regulations. For each 
course approved a course handbook is provided. An electronic copy of this 
handbook is sent by the course leader to the Quality Unit, when a new 
course is approved or whenever the course handbook or the booklets are 
modified, so that the central record of the University's courses is con­
stantly updated. A copy of all the handbooks is lodged with the Academic 
Audit Unit, which is responsible for maintaining accurate course records. 

The courses provided by the London Met University are subject to an­
nual monitoring. This procedure is primarily implemented for the benefit 
of the department and its purpose is to check if modules and courses are 
being delivered in an effective way so that aims and learning outcomes are 
met and students can fixlly exploit their skills. Annual monitoring is retro­
spective, but it entails the introduction and the planning of changes to en­
sure a continuous improvement. Standardised reporting forms are provided 
and can be used for different kinds of courses and modules. The reports are 
analysed by the departmental Quality Committee. A member of the Uni­
versity Quality and Standards Committee is invited to attend the meeting 
of the departmental Quality Committee as an external peer. The depart­
mental Quality Committee makes recommendations to the Head of the 
Department on the final approval of the course monitoring report. The 
Head of the Department takes responsibility for the annual monitoring of 
the academic provision within the department, by approving and signing 
the course monitoring reports and providing a monitoring overview, which 
is then submitted to the Quality Unit. The Quality and Standards Commit­
tee usually analyses the department overview report during its spring meet­
ing and then reports the overall process to the Academic Board. Electronic 
copies of all the reports are held by the Academic Audit Unit. The annual 
monitoring process allows course leaders and departments to rethink about 
the courses provided. The London Met uses another procedure to analyse 
the courses provided by the University, which takes a broader and a more 
long-term perspective of the academic health and development of a subject 
grouping of courses. This procedure is the Subject level Review and is un-
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dertaken periodically. The purposes of this procedure are both to contrib­
ute to the University's central planning and to maintain and improve qual­
ity management at institution level. It is very useful to provide preparation 
for visits by external agencies, such as the QAA and professional bodies. 
In this case too, the Quality Unit is entrusted with organisation of the ac­
tivities since it will group the provided courses in subject area, according 
to the academic departments. Each subject area will be reviewed usually 
every three to six years, following a schedule determined by the Quality 
Unit, after consultation with heads of academic department and subject 
leaders. 

The subject review will be focused, among other things, on the overall 
development of the subject area and plans for fixture course develop­
ments/deletions in relation to external changes within the discipline; the 
impact of research and staff; student achievement across the subject area; 
feedback from professional bodies, subject review reports and any other 
external engagements; etc. 

The subject level review follows almost the same procedure of the De­
partment review procedure: details are reported on the Quality Assurance 
Agency Handbook. 

In its quality assurance procedures the London Met has also introduced 
the Appointment of examiners. The London Met actually appoints qualified 
internal and external examiners to ensure that the standard of the Univer­
sity's awards is preserved. Moreover, they make sure that the assessment 
of students complies with this standard, so that all the students are evalu­
ated by means of the same criteria. 

The coordinator of the appointment and payment systems for examiners 
is a member of the Quality Unit staff. The regulation governing this role is 
included in the Academic Regulations. 

The External Examiners for taught courses can perform two different 
roles: Subject Standards Examiners for module and Award Examiners for 
schemes and courses. The Head of Department, in agreement with the 
course leader, contacts an appropriate nominee and if he/she agrees, the 
Head submits his/her CV to the coordinator, who checks that the appoint­
ment is compliant with the University's regulations. 

Afterwards, the nominee is submitted to the Examiners Group appointed 
by the Quality and Standards Committee. Each external examiner has to 
produce a report of his/her visit. The coordinator has to make sure that 
these reports are distributed. The contractual fee will be paid by Univer­
sity, only after the annual report has been received. 

External Examiner appointments last normally for four years, but on re­
quest of the Head of Department, there will be an extension to five years. 
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Among External Examiners, there are members from professional bod­
ies (i.e. member from the Law Society for Law Society courses). 

In addition to External Examiners, the University appoints a number of 
internal examiners to become members of Award Boards and Subject 
Standards Boards. Chairs and Vice-Chairs are usually members of these 
Boards along with Module Internal Examiners. The appointment of these 
examiners is suggested by the competent Head of Department to the coor­
dinator. All the Board members are appointed by the Examiners Group, 
which provides a recommendation to the Quality and Standard Committee. 

12 Role of the students in quality assurance procedure 

According to the national High Education practice, the London Met has es­
tablished three different procedures to ensure the participation of students 
in the quality process: 

L questionnaires; 
2. course committee; 
3. student representation in University committees. 

The London Met acknowledges the importance of student opinions at 
different levels and this element of the quality assurance framework could 
have great influence on the department's management and on course and 
module organisation. 

In some cases, focus groups of students can be organised by depart­
ments, committees or course leaders to obtain students' opinion on specific 
matters in a shorter time. 

As regards questionnaires, each module/course leader submits forms to 
students to obtain student feedback on learning and teaching activities. The 
questionnaires should be issued in a way as to get the maximum response. 
In addition to the basic questions connected to the relevant area, leaders 
can introduce further course/module related questions. Course and module 
leaders will collect the questionnaires and the results will be included into 
the annual monitoring report. The reports will be analysed by departmental 
Quality Committees. 

Questionnaires are also prepared to evaluate learning resource areas, 
such as libraries or information technology facilities. 

The course committee advises the Head of Department, course leaders 
and subject leaders. It participates in the general operation and manage­
ment of one or all the courses in its subject area. Some students can be 
members of this committee: they are appointed by students attending the 
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course and are defined as Student Academic Representatives. They will re­
ceive training and support in their role by the Students' Union. 

Moreover, the majority of the University's Committees include repre­
sentatives of the students' body: members are appointed by the President 
of the Students' Union. The London Met University implements an active 
policy to encourage students' participation in University committees. The 
Secretariat for Quality and Standards provides training to students taking 
part in the University Committee activities. 

13 Relationships between the London Met and external 
agencies and professional bodies 

The London Met aims to achieve high academic and professional stan­
dards [8]. It implements a policy of cooperative work with professional, 
accrediting and regulatory bodies. Anyway, in this transitional period, the 
relationship between university and these external institutions are not gov­
erned by precise and well defined rules. In a section of its Quality Assur­
ance Handbook (September 2003), the London Met indicates the key ele­
ments of all external accreditation activities, in order to help subject areas 
to achieve suitable results and to have an overview at University level. 
These activities are monitored by the University through the Academic 
Audit Steering Group, as regards strategies and plans, and the Quality and 
Standard, as regards organisation. 

The Academic Audit Unit plays a vital role in the visits organised by ex­
ternal agencies. It also assists departments in the relationship with profes­
sional bodies. Although professional bodies usually have an on-going rela­
tionship with contact people within the academic department (subject 
contacts), the Head of Academic Audit Unit is responsible for the official 
correspondence with external institutions in this field. The Academic Au­
dit Unit maintains a record of all involvement activities with professional 
bodies and external agencies. These records will be periodically updated in 
consultation with subject contacts. All the remaining formal reports con­
cerning quality provision, such as final validation accreditation visit re­
ports, are kept by Academic Audit Unit. 

Before the accreditation visit the staff cooperates in preparing an initial 
self evaluation document. In order to make sure that the right procedure is 
implemented and that central University practices are appropriately and 
suitably represented, the self evaluation document must be prepared in co­
operation with the Director of Academic Administration, the Director of 
Quality and Standards, Student services. System and Services and all the 
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other areas which are deemed to be appropriate. Comments from compe­
tent colleagues will be collected before submitting the document to exter­
nal agencies. Compilation of information required by the external agencies 
is a responsibility of the subject area, although the analysis and the selec­
tion of the documents that will be submitted are supervised by the Aca­
demic Audit Unit. The Head of the Academic Audit Unit can provide ad­
vice as to the organisation of visits: the subject contact identifies the main 
room and the meeting room for the review visit. The agency will send the 
draft report following the visit to the Head of Academic Audit Unit, which 
is entrusted with the coordination of reports analysis and the drawing up of 
comments. These comments must be sent to the relevant body and must be 
submitted for approval to the Head of Department and, if necessary, for the 
final approval to the Vice-Chancellor. 

In the final report external agencies can indicate some recommenda­
tions: subject contact and Head of Department will be asked to propose an 
action plan through the departmental Quality Committee to respond to the 
recommendation, within three months of the publication of the report. The 
final report will be analysed by the Academic Audit Steering Group, which 
will indicate good practice and recommendations for the whole institution, 
to the Quality and Standards Committee. 

The Academic Audit Unit will report the accreditation of a professional 
body to the Quality and Standard Committee. 

14 Institutional audit: spring 2005 

As of May 2005, the London Met will be reviewed by the QAA's Institu­
tional Audit [9] [11]. 

The QAA's Institutional Audit replaces the Subject Review and Con­
tinuation Audit and its purpose is to monitor quality assurance in universi­
ties. The QAA's Institutional Audit will consider the effectiveness of the 
University in ensuring academic standards and quality in its course and 
service provision. In particular, the main objectives of QAA are: fiirther 
enhance high quality in teaching and learning; ensure that the information 
on course programmes is as clear as possible and available to external and 
internal users; make sure that public fixnds are effectively used. 

The QAA will provide judgments on the University in this field through 
the audit by: 

- an analysis of external advice on its internal quality procedure in com­
pliance with the QAA's Code of Practice and the Frameworks of Higher 
Education Qualifications 
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- the accuracy in managing information data which must be preserved and 
pubUshed by the University 

- the implementation of quaUty assurance procedures at subject-level (in­
cluding Discipline Audit Trails during the visit) 

- the analysis and management of students' experience and feedback 
- a mechanism to assure the academic standards and quality of collabora­

tive provision, such as franchising and other forms of programme re­
lated partnerships. 

Judgments falls into three categories: broad confidence, limited confi­
dence and no confidence. 

The judgment of limited confidence will be given if there is one or more 
essential recommendation. 

The QAA will also carry out a subject-level investigation into the inter­
nal quality procedures implemented in the departments. These are called 
Discipline Audit Trails and for each Institution there will be four to six 
trails, representing about 10% of all the full-time students of that Univer­
sity. In the London Met there will be six trails and the QAA will inform 
University about the departments or subjects selected approximately four 
months before the trails. The aim of these visits is to verify that the quality 
procedures are really in place and that departmental support is effective. 
Moreover, the QAA checks that students' achievements are analysed by 
the Institution and it compares the information published by the University 
and students' experience. Selected departments have to prepare their self 
evaluation document with the support of the Quality and Standard and 
must comply with the deadline set by the QAA. The visit will last one day. 
The department of Quality and Standard suggests that each department 
prepares and makes available the main documents usually required for the 
years 2002-2004, such as the student feedback meeting, departmental qual­
ity and standards meeting, annual monitoring, handbooks of courses, sam­
ples of assessed student work, etc. 

The London Met Student's Union is invited to take part in the Institu­
tional Audit. The Student's Union believes that all students must be aware 
of the Institutional Audit and considers this event as a great opportunity to 
report their own experience. The policy of this students' representative 
body is to raise audit awareness and involve students in the process. The 
Student's Union has been preparing for this event since September 2003, 
by participating in University or departmental committees and keeping 
constantly in touch with the Department of Quality and Standards. 

During the QAA Institutional Audit, the University will have the oppor­
tunity to present its main systems for quality and standards assurance and 
to submit them to the external analysis of senior members of other univer-
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sities who will be part of the institutional audit. The Department of Quality 
and Standards has been preparing for the visit. More specifically, the draft 
of a self- evaluation document is being prepared in cooperation with the 
committee and departments, to which it will be handed over before being 
submitting to the external audit. The aim of the London Met is to show that 
quality management strategy and systems are intact and involve the whole 
Institution. All the new procedures which are also reported in the QA 
Handbook 2004, comply with the QAA's Code of Practice and other im­
portant external benchmarks. It is also of vital importance that all the qual­
ity assurance strategies are consolidated before introducing a more radical 
approach to quality in 2006. All the staff of the London Met is invited to 
take part in the audit providing comments and suggesting ideas about the 
future development of quality and standards strategy and policies. Another 
goal of the London Met is to consolidate the reputation of the quality man­
agement of its two preceding universities. 

15 Conclusion 

The last major selected Committee inquiry in Higher Education System in 
UK took place about 15 years ago. Higher education has turned since then 
from a system based on a small elite into a system based on mass partici­
pation. As a result, an external assurance of quality and standards was 
needed. The presence of a national, external Quality Assurance Agency, 
which closely cooperates with both the central Government and single 
Higher Education Institutions, currently meets these needs. Of course, this 
is a transitional period, in which past experience has been treasured, im­
proved and adjusted to the changes. 

As regards the London Metropolitan University, high premium is placed 
on Quality assurance procedures, as shown by the set up of a specific De­
partment of Academic Quality, Standards and Policy Development and by 
of the large number of people involved in this matter at department level as 
well. 

Particular attention is then allocated to students' outcomes, opinions and 
participation in the University policy. As reported in the Strategic plan tar­
gets 2004-09 prepared by the Department of Quality and Standards, quality 
and standards are considered of vital importance to provide and implement 
academic governance strategies and systems [12]. 

At the beginning, the aim of the Department of Quality and Standards 
was to design and implement regulatory and quality assurance systems for 
the London Met. For the next few years staff training and development is 
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scheduled as well as an increase in partnerships and the development of 
new quality procedures as of 2006. 

In this perspective, the Department of Quality and Standards will con­
tribute to the creation of a Quality Network in the University to assist staff 
in understanding their roles and responsibilities in terms of quality and to 
help departmental quality committees to achieve higher quality levels at 
department level. Another crucial point of the next strategic plan is to im­
plement quality assurance procedures for collaborative provision and part­
nerships and to create a framework with partnership-specific terminology 
which is appropriate to global higher education. This will enable the Uni­
versity to achieve appropriate international accreditation. 
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1 Introduction 

This article presents the results of a study visit in the Netherlands, in order 
to collect information and better understand how the main quality-
assurance related topics in higher education - evaluation and accreditation 
systems - are experienced in one of the most advanced European countries 
in this field. Our main objective is to present the information gathered 
through several interviews. In order to understand the local history of the 
evaluation and accreditation system, the political reasons that drove to the 
setting up of the system, its existing diffusion throughout the national aca­
demic environment and the relationships between the national level and 
the local sites, after an introduction about the national system, we will 
thoroughly analyse the case of the Twente University. 
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Leiden) and Prof Dr. J.F.M.J. van Hout (University of Amsterdam) for their 
help in providing a detailed overview of quality assurance related topics in the 
Netherlands. 
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2 History of the evaluation and accreditation system in 
the Netherlands 

In Europe, the history of system-wide quality assurance mechanisms in 
higher education (HE) started in the early 80s. Around 1985 the Nether­
lands started to build their own national quality assurance system, promot­
ing the autonomy of higher education institutions linked to quality assess­
ment processes. Between 1988 and 1990 the external assessment of higher 
education started at a national level, coordinated by associations of univer­
sities and "Hogescholen" (professional higher education institutions). As it 
was often the case with many other national systems, the Dutch quality as­
sessment system was (and in some form still is) based on self-evaluation, 
site visits and public reports. The general model of quality assessment 
(Van Vught & Westerheijden, 1993) was implemented in the Netherlands 
up to the Bologna process. It included four main elements: a national body, 
self-evaluation, external peer evaluation and a published report (Faber & 
Huisman,2 2003). 

The Dutch national body VSNU (Vereniging van Nederlandse Univer-
siteiten - Association of Netherlands Universities) was entrusted with the 
coordination and the implementation of procedures and methods for qual­
ity assurance in HE. Quality assessments reviews, which were coordinated 
at programme level and conducted by a team of people on a peer-review 
style, featured three main objectives: quality-evaluation, improvement, ac­
countability. Quality assessment processes performed four different tasks: 
assess, advice, compare and inform. The peer evaluation processes there­
fore assessed the quality of programmes, thus providing advice for im­
provement, made a comparison between programmes and provided infor­
mation (to Inspectorate of education, students, and social 
parties/stakeholders). 

The self-evaluation process, as a system cornerstone (Faber & Huisman, 
2003), emphasised the contents and the level of the programme, and it 
served three main purposes: it provided basic information, stimulated the 
internal assessment and served as a preparation for the review commit­
tee's visit. For the external peer evaluation, independent peers were chosen 
to make up a review committee to carry out discussions with academic and 
administrative staff, students and alumni. Finally a report, setting out the 
findings of the peer review visit, was published. The study programmes 
were compared, using a system of clusters of related programmes, in order 

^ Centre for Higher Education Policy Studies, University of Twente, The Nether­
lands 
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to show the diversity in quality and the final assessment was published in a 
national and international context. 

In brief, all public programmes were assessed according to the sub­
ject/discipline; the Inspection Agency for HE checked the quality assess­
ment reports and could inform the Education Secretary in case of contin­
ued inconsistent performance by institutions. The Secretary of Education 
could warn and eventually withdraw funding to low quality programmes. 
The result of the described processes, as reported by NVAO - the Nether­
lands-Flemish Accreditation Organisation - was a gradual shift from im­
provement to accountability. 

After 1999, along with the Bologna Process and the implementation of 
the bachelor-master system, the national framework for quality assurance 
experienced a transition period. In the Netherlands, the quality issue was 
considered to be one of the main challenges within the Bologna process 
and the national quality-assurance system was no longer perceived as the 
right answer to the challenges of international validity and credibility of 
degrees. To meet the European objectives, it was decided to implement a 
system of accreditation. The accreditation process represents the culmina­
tion of a well-functioning system of quality assessment, based on the 
granting a quality and validation mark if a study programme meets speci­
fied basic requirements (Faber & Huisman, 2003). The accreditation sys­
tem is based on the existing quality assessment system and is implemented 
at programme leveP. 

Until recently, an externally legitimate judgment on the programme as 
well as a standard for basic quality was missing. In June 2002, the Dutch 
Parliament passed a new law on Higher Education, including the regula­
tion of accreditation. The Netherlands Accreditation Organisation NVAO 
- the Dutch abbreviation for the Dutch-Flemish Accreditation Organisa­
tion - was established. The NVAO was set up by the Dutch and Flemish 
governments with the objective of establishing an accreditation system for 
all existing and new study programmes in higher education. The Dutch ap­
proach to accreditation seeks to safeguard (comparable) standards of qual­
ity for study programmes in higher education, with the objectives to create 
transparency in the education system; ensure independent quality assess­
ment; enable international comparisons between degree programmes; en­
able foreign course providers to access the Dutch market and further en­
hance the quality of Dutch degree programmes. 

The main tasks of the NVAO are: accreditation of programmes in higher 
education, on the basis of checks and inspections ensuring that the pro­
gramme meets the demands of basic quality; accreditation of new pro-

' Netherlands Accreditation Organisation, 2003a, 2003b 
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grammes, focusing on the judgment of the basic quality; and, at the request 
of the institutions, the judgment of special quality-features of current pro­
grammes. 

As it was the case with the previous quality assessment procedure, ac­
creditation is composed of self-evaluations and visits by expert panels to 
judge the quality of the programme. The self-evaluations of accreditation, 
however, are not submitted directly to the NVAO itself The NVAO is in 
charge of the supervision of the work of the authorised assessment agency, 
a 'Visiting and Assessing Institution' (VAI), who judges the self-
evaluation of the study programmes. The NVAO establishes beforehand 
the criteria for accreditation according to predefined frameworks. VAIs' 
judgment should be based on these frameworks. The role of the NVAO 
then plays a vital role in the procedural evaluation and the validation of the 
conclusion (Faber & Huisman, 2003) made by VAFs. The main focus of 
the assessment is on process quality and on the improvement function, al­
though there are some doubts about accreditation capability to maintain the 
quality improvement aspect (Westerheijden, 2003). The accreditation 
process puts a stronger emphasis on the results of the programme, on the 
achieved quality level of graduated students and, most notably, on the in­
ternal quality assurance. Thus accreditation strengthens the function of ac­
countability, mainly serving as external justification and legitimacy, mean­
ing that accreditation is an assurance for basic quality. This implies an 
important contribution to the international recognition of the higher educa­
tion. 

Regarding the international features of accreditation, also foreign (ac­
creditation) organisations can be considered as VAIs in the Netherlands. 
Organisations may apply for the status of VAI, provided that their assess­
ment criteria and method fit the Dutch framework. 

Accreditation is a key condition for funding, student aid and recognised 
degrees of higher education institutions (Netherlands Accreditation Or­
ganisation, 2003a, 2003b). One of the main assumptions of the accredita­
tion system is to start nationally and to expand the system at international 
(European) level. 

The new accreditation system, under which courses may only be as­
sessed for accreditation purposes by completely independent organisations, 
came into force in 2003. Until 2003 it was the VSNU that assessed univer­
sity education and research on the basis of independent peer reviews. In 
2004 the VSNU set up the Quality Assurance Netherlands Universities 
(QANU) foundation, a new organisation originated from the VSNU's 
Quality Department. QANU's main task is now to assess the quality of 
university teaching and research as a self-contained and completely inde­
pendent organisation. QANU has been certified by VAI, one of the as-
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sessment institutions approved by the Dutch-Flemish Accreditation Or­
ganisation (NVAO). As previously mentioned, accreditation is a prerequi­
site for government funding of courses, the right to av^ard official degrees 
and the allow^ance of student grants and loans. Furthermore, the NVAO as­
sesses vv̂ hether the length of courses can be extended: in 2003 it granted 
extensions to 22 Master's courses. According to VSNU's annual report in 
2003, the change-over to the neŵ  accreditation system involved more bu­
reaucracy and multi-layered assessment procedures and thus increasing the 
cost of accreditation for universities. 

The w ĥole Dutch University system, and the Higher professional system 
as well, is actually involved in quality assurance processes. Fourteen uni­
versities are therefore subject to accreditation processes. We would now 
like to point out some data included in the VSNU annual report in 2003: 

STUDENTS 
• 188,937 students enrolled at the universities 
• 80% of the students obtained a university degree 

HUMAN RESOURCES 
• 51,307 university staff, 54% of them academic staff 

3 Theoretical assumptions and methods 

To describe the main features of the accreditation process in the Nether­
lands, we will refer to an official guide published by QANU"̂ . 

According to the Dutch law (i.e. the Higher Education and Research 
Act), accreditation is 'the quality mark for educational programmes'. The 
authority issuing this quality mark is the NVAO. 

To determine the quality of a degree programme, the VAIs (the Dutch 
abbreviation is VBI and, as previously mentioned, QANU is one of its cer­
tified agencies) appoint a panel of independent experts to form an opinion 
about each programme to be accredited. 

The QANU assessment protocol reflects the structure of the internal 
quality assurance systems operated by institutions of higher education and 
degree programmes, since these institutions and programmes are responsi­
ble for the quality of the education they provide. QANU's protocol offers 
an operational description of the 'basic quality', i.e. the minimum stan­
dards (intended to be at a fairly high level) to be met by an academic de­
gree programme. It provides criteria to describe the academic orientation 

"̂  QANU Protocol - Guide to extemal quality assessment of bachelor's and mas­
ter's degree programmes in research-oriented universities - 2004 
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of the programme and of the level that bachelor's and master's degree pro­
grammes in research-oriented universities are expected to attain. The pro­
tocol helps programmes to indicate how they implement educational inno­
vations and how they keep the programme in line with changing social, 
professional and academic requirements. This can be done within each 
programme's own specific objectives and considering internal quality as­
surance standards. 

The improvement function (facilitating improvement of the quality of 
the programme) and the accountability function (providing a basis for pub­
lic accountability about programme quality) remain integral parts of the 
quality assessment. The quality mark function (judging the quality of the 
programme to provide a basis for accreditation) is a new addition. 

The accreditation decision taken by the NVAO, does not have an imme­
diate improvement ftinction, it simply states whether a specific programme 
meets the relevant basic quality standards or not. This decision is based on 
the assessment of the topics and facets and on the panel's overall judgment 
about the programme. The quality mark function of accreditation rein­
forces the accountability function because the panel's judgment is vali­
dated by the NVAO. This certifies that the programme's quality justifies 
state fiinding (where applicable), the issue of degree certificates and stu­
dent grants. 

The institutions providing the programmes are free to draft their own 
improvement policy in response to an external assessment. The panel's 
recommendations can be of assistance in this context. 

3.1 The accreditation process in brief 

To summarise the accreditation process, the following steps to obtain ac­
creditation can be pointed out: 

• The University clinches an agreement with an authorised assessment 
agency (VAI) concerning the external assessment of the programme. 
The agency appoints an assessment panel. 

• The programme staff carries out a self-evaluation of the programme in 
accordance with the agency's assessment protocol. This self-evaluation 
records the results of a structured internal quality assurance procedure in 
a report that is then sent to the agency. 

• The agency decides whether the self-evaluation report is explicit and in­
formative enough in compliance with the NVAO's assessment meeting 
requirements. 
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• The assessment panel determines the quality of the programme on the 
basis of the self-evaluation report and the interviev^s held during a site 
visit, and decide w^hether the programme meets accreditation criteria. 

• The assessment panel's decision is laid dov^n in a report submitted to 
the University by the agency. 

• At least one year before the expiry of the current accreditation for the 
programme, the institution submits an application for renevv̂ al of the ac­
creditation to the NVAO. This application is accompanied by the as­
sessment panel's report. The assessment must describe the situation in 
place no more than one year before the submission of the application. 

• The NVAO evaluates the report prepared by the agency and the overall 
decision concerning the quality of the programme laid down in that re­
port, and checks their compliance vŝ ith accreditation criteria. 

• The NVAO decides w^hether to renews the accreditation within three 
months from receipt of application. 

• If the NVAO's decision is favourable, then the programme accreditation 
is renewed for a period of six years starting from the date of expiry of 
the old accreditation. 

• When the accreditation is withheld or not renewed, the institution loses 
its rights to government financing for the programme and cannot issue 
degrees in the relevant field. The Institution has the opportunity to im­
prove and repair quality shortcomings and apply for a new accreditation 
process during a two-year period, but in the mean time student enrol­
ment must be suspended. 

An example of an assessment timetable may be the QANU's assessment 
schedule, in which preparations for renewal of the accreditation begin 36 
months before the expiry of the current accreditation as the point of depar­
ture for national assessment of related degree programmes. This timetable 
is summarised in Table 1. 

3.2 Assessment protocol (QANU) 

The Dutch law prescribes which quality aspects must be considered during 
the assessment of a degree programme for the purpose of obtaining ac­
creditation (Higher Education and Research Act [Dutch abbreviation 
WHW], art. 5a8). 

Taking these legal provisions as its basis, the NVAO has formulated an 
assessment protocol that forms part of its 'Accreditation framework for ex­
isting degree courses in higher education'. In this protocol, various aspects 
of quality are pointed out, which are referred to by the NVAO as topics. 
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The NVAO assesses degree programmes on the basis of the following 
topics: 

1. Objectives of the degree course 
2. Programme 
3. Deployment of staff 
4. Facilities and provisions 
5. Internal quality assurance 
6. Results 

Table 1, Nationwide assessment timetable (QUANU)^ 

Period Activity 

36 months QANU reminds the institutions involved of the need for assessment 
before ex- and asks them whether they wish to participate in the assessment 
piryofac- process. 
creditation QANU and the participating institutions make formal agreements 

about the performance of the assessment. 

24 to 34 QANU appoints the external assessment panel. The course provider 
months be- conducts a self-evaluation and records the results in a self-
fore expiry evaluation report, 
of accredita­
tion 

12 to 24 The extemal assessment panel assesses the degree courses in ques-
months be- tion and reports on its findings. The panel's assessment reports are 
fore expiry sent to the institutions concemed. 
of accredita­
tion 

Not less The institutions submit the application for renewal of accreditation, 
than 12 accompanied by the report of the assessment panel, to the NVAO 
months be- for each degree programme involved, 
fore expiry 
of accredita­
tion 

These topics are further subdivided into what NVAO calls facets, which 
are assessed with reference to criteria, the decision-making rules on the ba­
sis of which the VAI's assessment panels come to an overall judgment as 

QANU Protocol, 2004 
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to whether the quality of the programme is adequate or not. This largely 
defines the reference framework for an assessment agency. However, as 
the NVAO protocol states on page 14: 'The NVAO's accreditation frame­
work for existing degree courses only provides a broad outline and leaves 
room for institutes to make their own choices and for VAJs to make their 
own interpretations. 

4 Relations between the national centre of evaluation -
accreditation and local sites 

As described in section 2, the initiative for accreditation rests with univer­
sities: the law requires that one year before the expiry of the current ac­
creditation universities submit an application for renewal of the accredita­
tion to the NVAO. In this application universities describe a number of 
features of the degree programme, including its level (bachelor's or mas­
ter's) and orientation (higher professional education or academic educa­
tion). The application must be accompanied by an assessment report pre­
pared by an authorised inspection and assessment agency. This means that 
the institution will have to approach such an agency well before the current 
accreditation expires, and request an external assessment of the degree 
programme in question. 

The NVAO grants accreditation to a degree programme on the basis of 
this external assessment. Accreditation occurs in accordance with the rules 
laid down in the 'Accreditation framework for existing degree courses in 
higher education', which consists of an assessment protocol, decision 
rules, criteria for judging the assessment method, the report produced by 
the agency and a description of the procedure to achieve accreditation. 
Separate accreditation is necessary for each bachelor's or master's pro­
gramme, and an assessment report prepared by an authorised assessment 
agency must be submitted for each programme. 

5 The University of Twente case study 

The University of Twente is one of the smallest Dutch universities in terms 
of numbers of students and budget, but has a high and long-standing repu­
tation for quality and its market share has been growing in recent years. 
The University of Twente represents a special case in the Netherlands: it is 
a very young university, since it was founded in 1961 and its purpose is 
clearly stated: revitalise the Twente region. 
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The University of Twente is the only American-style campus university in 
the Netherlands. Its campus integrates education, accommodation and 
sports facihties on a surface area of approximately 150 ha. The campus 
area includes over 100 buildings and 2,000 accommodation units, along 
with sport and cultural facilities, laboratory facilities and a cater­
ing/shopping centre to serve roughly 8,000 students. 

The declared mission of the University of Twente is to be an entrepre­
neurial research university aiming at excellent education, research at inter­
nationally recognised level and academic entrepreneurship. 

The focal points of its strategic development are: 

- Institutional Profile (highly specialised in the engineer­
ing/design/problem-solving area). 

- Education System (based on the Major, Minor^, Bachelor's and Master's 
courses structure) represented by 5 Faculties, offering programmes in 
Science & Engineering, social & behavioural sciences (social sciences 
since the early 70s, behavioural sciences since 80s) and health-related -
medical sciences (since 90s)„ 

- Research, focused on deploying knowledge to the benefit of the local 
community, explicitly supporting innovation through a strong relation­
ship with local authorities and enterprises. 

In detail, the number of students (2003-2004) can be divided as follows: 

- Bachelor / master students 7,05 8 students 
- PhD students 627 (275 are international) students 

The University of Twente has been recently reorganised to achieve a 
better balance between scientific and non-scientific staff In 2003 scientific 
personnel amounted to 1,477 people (1,284 people in 1999) and 1,241 non 
scientific personnel (1,338 people in 1999). 

The organisational and governance structures of Twente University 
were modified in order to better meet institutional objectives by separating 
education and research and to increase organisational transparency (see 
Fig. 1 and ly. 

The organisational structure shows the considerable autonomy of Facul­
ties and Research Institutes. The governance model implemented by 

^ "Minor courses" are 20 ECTS Courses of the Bachelor's programme, the key 
purpose is to have students experience a "paradigm shift" in a different field, 
and leam cross-functional skills. (For 2004 / 2005, 38 "institutionalized" mi­
nors are offered at Twente University) 

^ Courtesy of Dr. Hans van den Berg, Quality Assurance and Quality Management 
at the University of Twente (Intemal Presentation, June 2004) 
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Twente University focuses on the important role of professional staff to 
support and to provide expertise to management. As shown in table 2, to 
support departments shared needs, research institutes and the Executive 
Board, a number of service departments has been set up. In addition to and 
in cooperation with service departments, the Office of the Executive Board 
supports the decision-making processes of the board. The staff is mainly 
concerned with policy-making in the fields of education, research, legal 
matters and intemationalisation. The Office of the Executive Board is 
made up of three workgroups (Staff, Registrar's office. Operational audit) 
under the Secretary's (Head of Executive Board Office) supervision. 

6 History of the evaluation and accreditation system at 
Twente University 

The Twente University, as is the case with all Dutch Universities, joined 
the new accreditation system in 2002, after having experienced the previ­
ous evaluation system under VSNU's coordination. 

The first external review, in addition to internal self-evaluation proc­
esses, under the new system was carried out in 2003 by QANU. In this im­
plementation stage of the new system in the Netherlands, a change-over 
procedure was used in which 'old' external reviews were complemented 
by short additional external reviews to comply with the 'new' system. 
Three applications for accreditation were submitted between September 
2004 and May 2005 by the Dutch universities aiming at accreditation by 1 
January 2008 in order to timely meet deadlines. 

The accreditation process certifies that basic requirements are met at 
programme level. At Twente University some programmes (i.e. Public 
Administration Study programmes) may apply for an "advanced" accredi­
tation. Note that Twente University is between EAPAA, the European As­
sociation for Public Administration Accreditation which was founded in 
1999 by early members. 
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7 Organisation of the evaluation and accreditation system 
at Twente University 

The new Dutch external quality assessment system, which was introduced 
in 2003, is based on external accreditation. Consequently, the internal 
quality assurance approach of the University of Twente is focused on the 
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business model of an "alliance of independent faculties" which, despite the 
autonomous governance model, share a large number of common QA fea­
tures (see Fig. 3 and 4)^ 

Internal quality assurance processes are supported and centrally facili­
tated by a service department for Information Technology, Library and 
Education (ITBE). The ITBE sub-department Education counted 19 em­
ployees in 2004 and focuses on development of expertise in instructional 
design, learning technologies, e-leaming, quality management and ser­
vices. 
The quality management area is entrusted with the following activities: 

- Supporting individual educations in improving their QA system and 
achieving accreditation 

- Supporting shared initiatives to enhance QA and accreditation capability 
ofUT 

- Coordinating the Quality Management and Accreditation Platform (a 
Community of Practice) 

- Advising the Executive Board on Quality Management and accredita­
tion policies 

- Producing recurring evaluation reports, e.g. "Scientific Education Moni­
tor" (alumni) 

At programme/faculty leveP a QA coordinator is in charge of ensuring 
an appropriate management of QA processes (i.e. collecting data, net­
working between courses, monitoring Key Performance Indicators.) is 
supported by administrative staff and promotes harmonisation with Pro­
gramme Director's guidelines. The following tables show the organisa­
tional model implemented for QA at Twente University. Fig. 3 presents the 
three different levels at which QA processes are carried out. As previously 
mentioned some processes refer to an institutional level (planning and con­
trol policy and procedures, business ambition and vision) within an "alli­
ance of independent faculties". Internally each department or study pro­
gramme may have either a stand-alone Quality Management System, or 
share common elements with other departments/study programmes. Of 
course, some supporting processes, such as employer relationships, may be 
centrally coordinated. In 2004-2005 the University of Twente developed a 
common internal quality assurance model system that pro­
grammes/faculties can use on a voluntary basis. 

^ Courtesy of Dr. Hans van den Berg, Quality Assurance and Quality Management 
at the University of Twente (Intemal Presentation, June 2004) 

^ In some faculties, a Quality Management System - QMS - may be shared be­
tween programmes, in other faculties, programmes may have stand-alone QMS 
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In Fig. 4 some QA characteristics and processes that may be shared by several 
programmes or departments are indicated. As previously pointed out, these fea­
tures mainly refer to the organisation of Quality Assurance processes, whereas QA 
policies are generally coordinated at University level. 
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8 Implementation steps and timetable of the/a process 

To comply with the national accreditation system, which is based on ex­
ternal assessment, implementation steps and timetable at the University of 
Twente are the same as at all other Dutch Universities^^ Thus, a self-
report, based on programme evaluation, is produced every six years. In 
September 2004 a midterm evaluation review both between and within 
Dutch universities was under discussion. The self-evaluation process is 
carried out at programme level and is centrally facilitated by the ITBE de­
partment. 

In addition to external accreditation, the University of Twente has intro­
duced a system of "Major / Minor courses"^^ in the bachelor curriculum 
under which minors are internally "accredited". 

The internal accreditation process starts with the idea of a new "minor" 
submitted to a "Central (institutional) Education Committee" that decides 
about further developments on a go/no go basis procedure. If the decision 
is "go" then the plan of a new minor is developed in details and submitted 
for advice to an internal "Validation and accreditation Committee", At this 
point, by means of a validation questionnaire the decision to go on rests 
once again with the Central Education Committee. 

In case of a positive decision, the new minor course is experimented for 
a period of two years on a Deming-cycle procedure basis (Plan, Do, 
Check, Act). After the experimental period, a second internal accreditation 
process takes place (using questionnaires and interviews to students) and a 
formal report is submitted to the Central Education Committee that may 
decide to stop the programme or to let it go on for one further year or for 
five further years. When all Minor courses have been reported internally, 
the results will be collected and transferred for external accreditation. 

This new system has been internally criticised for being somehow "bu­
reaucratic", but it can be regarded as an interesting case of informal, 
autonomous organisation. As a matter of fact, it is a case in point of a for­
malised process within a rather informal autonomous organisation. 

^̂  Please see point 3.1 for the accreditation process in brief 
^̂  Please see footnote no. 6 
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9 Results of the evaluation/accreditation process: control 
and assessment 

Results of all the three levels of the QA systems are monitored and as­
sessed in accordance with NVAO criteria and a large use of surveys and 
KPIs monitoring is made. In addition to common QA approaches, and to 
facilitate and stimulate the exchange of best practices across programmes, 
we can highlight some local QA elements and actions: 

- To promote a joint evaluation between students and teachers, discus­
sions are organised on a six-week basis. 

- Monthly teacher-lunches are a current practice to stimulate communica­
tion among teachers. 

- To focus on quality assessment, an Educational Quality Commission has 
been appointed. 

- To formalise a Deming cycle (PDCA) at teacher level, a Human Re­
sources Management policy may be combined with educational Key 
Performance Indicators (for example through dedicated incentive 
schemes). 

- To foster the inputs coming from students, an Education committee of a 
students' union has been appointed. 

- A QA coordinator at departmental or program level dedicates time and 
effort to efficiency and QA improvement. 

At Twente University high premium is placed on Human Resources in 
terms of internal courses (Didactical Introduction Courses for new teachers 
are compulsory in order to be appointed on a full-time contract basis) and 
incentive mechanisms for teaching development^^. 

Internal Education processes are coordinated and driven by the ITBE 
department for about 4,000 training hours per year. 

The table below indicates some incentive mechanisms through which 
the University of Twente wishes to develop teachers' professional profile. 
These actions refer both to the QA domain and to the specific domain of 
human resources management and development (job analysis and descrip­
tion, career plans). 

^̂  Fig. 5 is a courtesy of Dr. Hans van den Berg, Quality Assurance and Quality 
Management at the University of Twente (Internal Presentation, June 2004) 
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Fig. 5. Incentive mechanisms for teaching staff at Twente University 

One of the key challenges for quality improvement is the involvement 
of teaching staff in QA processes, although the time spent in QA is often 
perceived as an additional demand or "time subtracted" from research ac­
tivities", which is the main interest declared by many teachers. 

In terms of incentive schemes there seems to be a plan for actions more 
focused on education. According to the people we interviewed, the present 
scheme does not actually seem to encourage enough education improve­
ment. 

10 Costs 

A rough cost-estimation for QA processes provided by the University of 
Twente can be broken down under: 

- External costs for VAI and NVAO accreditation procedure. These costs 
are calculated for 15 programmes (there should be at least 35 pro­
grammes) once every 6 years and estimated costs amount to (no applica­
tion for accreditation has been submitted yet) about € 150/200,000 per 
year for the whole university. 

- An estimation of internal costs can be made assuming that every pro­
gramme is attended by 6 people (a process owner, a project leader, a 
number of teachers and people consulted or informed about it), which 
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would be equal to one man/year. Under these conditions, internal costs 
may include both: 

- running costs (self evaluation procedures, QA support at 
programme level, QA central support, special evaluations, in-
programme routine evaluations and improvements). 

- set-up/ project costs (working group, IT enhancements, 
programme level set-up) 

Of course, the above-mentioned costs-categories take into account the 
present transition stage to a new accreditation system. 

One issue which is often raised at a national level within the debate over 
the new system is the expensiveness of accreditation processes at pro­
gramme level. It is particularly evident that evaluating approximately 
1,280 programmes (at national level) in the bachelor-master system will be 
much more expensive than evaluating the previous single programmes 
(approximately 410 under the "old" evaluation system at national level). 
Moreover, high costs of accreditation are regarded by Dutch Universities 
as not sufficiently rewarding (according to a forecast, only five percent of 
Dutch study programmes may not achieve the minimum requirements for 
accreditation). The debate involving the University association in the 
Netherlands, over the evaluation level (programme, faculty or even the In­
stitute as a whole) and timing (a mid-term evaluation in a six-year period is 
considered by Universities as a fiirther enhancement of the evaluation im­
provement function) is still underway. 

11 Future steps and developments 

The recently developed model for Quality Assurance and accreditation in­
dicates that improvement is still needed. As it was highlighted by an inter­
nal analysis of the ITBE department, the key areas for internal improve­
ment include the present shift to explicit QA, as required by new 
accreditation system. 

These are some of the areas which need to be improved: 

• Transforming implicit quality assurance processes into explicit. 
• Turning the Deming cycle (PDCA) into a closed cycle for all QA proc­

esses. 
• Working towards an integral quality management system. 
• Developing and implementing student testing and assessment policy, 

which are still underdeveloped. 
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• Strengthening and demonstrating the correlation between individual 
courses, competence and "end terms" 

• Harmonising and standardising Key Performance Indicators across pro­
grammes, thus ensuring an easy access to information through central­
ised information systems. 

There seems to be a plan for several key initiatives at university level to 
improve QA at Twente. 

Since people are considered as the starting point, a new people platform 
was implemented in 2004 to enable members to better discuss QA-related 
topics, share ideas and find new solutions. 

At the same time, a model of a Quality Management System is under 
development in terms of processes. The model will comply with NVAO's 
criteria and it will support departments and study programmes improve­
ment processes. Of course, tailoring initiatives will be provided to better 
meet special needs either at department or programme level. To this pur­
pose, a QA manual will be made available. 

To support QA and improvement processes at university level, some ini­
tiatives are scheduled also in the information-technology area. An Elec­
tronic QA system to share information, support planning and control proc­
esses all over Twente University is now under development, as well as a 
customised Management Information System (based on various data­
bases), which will be gradually introduced over the next two years. 

At Twente University QA improvement is perceived as a set of chal­
lenges. Some of these challenges are brought about by the many changes 
occurred in the past few years (the new Bachelor-master system in Europe, 
the new accreditation system in the Netherlands, departmental restructur­
ing at Twente university). As previously mentioned, the implementation of 
a more effective connection between the organisational structure and edu­
cational Key Performance Indicators is considered as another challenge. 

Moreover, a few more challenges are posed by the lack of human re­
sources able to meet QA needs and implement improvement processes that 
are sometimes perceived with a limited sense of urgency. 

As reported by many people, meeting these challenges requires a long-
term effort and close cooperation between departments, study programmes 
and central support. 

At the University of Twente the efforts made towards improvement and 
innovation are focused on both top-down and bottom-up approaches to 
change the mindset. Top-down approaches include organisation, finance 
and human resources management by considering principles implementa­
tion and adequate funding of education as best practices. At the same time, 
a number of bottom-up approaches towards a cultural change and involv-
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ing scientific staff in educational communities are currently deployed. To 
this purpose, several initiatives, such as Educational courses, curriculum 
development, a web portal on professionalisation, an educational people 
network, a new QM and accreditation platform and a decentralised human 
resources management (in faculties) are now available. 
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Creating a culture of quality: quality assurance at 
the University of Groningen in the Netherlands 

Robert Wagenaar^ 

University of Groningen, the Netherlands 

1 Introduction 

In January 2003 the Sunday edition of the New York Times published a 
two page article headed "The New E.U." which opens as follows: Tor a 
college founded in 1614, the University of Groningen in the northern 
Netherlands is surprisingly open to change. This fall, it divided its five-
year undergraduate program into separate bachelor's and master's degrees. 
It will soon adopt a new European credits system. And its recruiters are 
busy wooing young Asians and Eastern Europeans to do their postgraduate 
studies - in English, naturally - in this friendly medieval city.' The article 
focuses on the revolution that is shaking up European universities with the 
objective to create a united higher education system that is globally com­
petitive. 

Groningen and other Dutch universities have always been strongly in­
fluenced by foreign models and developments. In particular, the German 
model and later the Anglo-Saxon one shaped present Dutch higher educa­
tion to a large extent. The Netherlands has a reputation for being interna­
tionally oriented. Dutch economy is very much tied up with many Euro­
pean countries as well as the United States. Given the international 
orientation of the country, it is no surprise that the Bologna Declaration of 
1999 was very much welcomed by Dutch universities. The need for greater 
harmonisation of European higher education systems had already been felt 
for some time. This feeling had been stimulated by the tremendous success 
of international student mobility programmes, Erasmus above all, since the 
mid 80s. Although it copied foreign models and approaches and developed 
these further in the Dutch setting, the Netherlands also was a forerunner 
for a number of aspects. As one of the first countries in Europe, it launched 

^ Robert Wagenaar is Director of Undergraduate and Graduate Studies at the Uni­
versity of Groningen. Along with Julia Gonzalez (University of Deusto, Bilbao), 
he co-ordinates the projects Tuning Educational Structures in Europe and Tun­
ing America Latina. 
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a national credit transfer and accumulation system, now more than twenty 
years ago. It was also among the first countries that set-up a national qual­
ity assurance system based on external peer reviews. Both systems were 
created to boost quality and to make study programmes more effective. 
Traditionally, Dutch higher education students took (and still take) their 
time to study. An average student used (and still uses) 50% more time than 
officially planned. Around 1980, as an effect of the oil crises in the 1970s 
and the level of the wages compared to other countries, the Dutch econ­
omy was in disarray. This forced the government to take action, because 
there was an obvious lack of tax money to pay for the growing number of 
students who wanted to go to university. The number of university stu­
dents more than doubled between 1970 and 1992 from 123.900 to 256.731. 
Government shortened the official length of studies with one year and 
based them on credits. When this did not lead fixlly to the expected results, 
the instrument of quality assurance was introduced. 

Since the launch of the Dutch quality assurance system all higher pro­
grammes have been assessed at least twice by external committees. Before 
this external review system was established, a heated debate took place be­
tween the higher education sector and the government. The central point in 
this discussion was not so much whether the Netherlands should opt for an 
accreditation model or a quality assurance model, but much more what 
kind of body should be responsible for organising the external quality as­
surance reviews, an independent agency installed by the government or the 
sector itself. A compromise was found implying that the universities them­
selves were made responsible for setting up their own system. However, 
the system itself as well as the outcomes of the review process would be 
monitored by the Inspectorate of Education, a separate and independent 
body of the Ministry of Education. It was prescribed that the main out­
comes and conclusions of the external reviews should be published in a 
public report. For some fifteen years this system worked remarkably well, 
although not all reports met the same standards. For each subject area or 
sometimes a combination of subject areas a separate committee was estab­
lished composed by independent experts in the field as well as one educa­
tionalist. These experts were mostly a group of retired professors com­
pleted with a number of active Dutch professors working abroad or 
foreigners acquainted with the Dutch system. Some review committees de­
cided to compare and rank the disciplines assessed, others decided not to. 
If not, this was done by the public press anyway, that showed great interest 
in the outcomes of the external review processes. 

Given the fact, that the Netherlands has a binary higher education sys­
tem, in practice two bodies were made responsible for organising the ex­
ternal review processes: the VSNU, the association of universities for the 
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research or traditional universities, and the HBO-raad, the association of 
universities of professional education for its own membership. According 
to the system, every subject area had to be externally reviev^ed in terms of 
required quality standards as w êll as comparability every five to six years. 
Since a binary system is not knov^n in a number of countries, it might be 
useful to explain the features of the Dutch higher educational system. It is 
important to stress here that the Dutch secondary education system is a se­
lective one. After primary school pupils go to different secondary schools 
v^hich match their intellectual and practical level. Two types prepare for 
higher education: HAVO (Senior General Secondary Education), which 
covers five years of full time learning and VWO (University Preparatory 
Education including Gymnasium), which covers six years of full time of 
learning. HAVO gives direct access to universities of professional educa­
tion and VWO gives access to research or traditional universities. i i4 TO 
plus one year of study at a university of professional education also allows 
for entrance at a research university. Universities of professional education 
offer undergraduate programmes which last four years of full-time study. 
For some subject areas one year postgraduate programmes are offered. 
This situation already existed before the introduction of the Bologna two-
cycle system. The Dutch higher education system is well reflected in the 
following model prepared by Eurydice, a service of the European Com­
mission: 
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Fig. 1. Higher education structure in the Netherlands 

Source: Eurydice, Focus on the Structure of Higher Education in Europe 
2004/2005, National Trends in the Bologna Process (2005) 

In 2002 the Dutch parliament passed tv^o important lav^s on higher edu­
cation. The first one re-introduced a two-cycle system and a second one in-
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troduced a quality assurance system based on the accreditation of study 
programmes. The term re-introduction is particularly suitable in this con­
text since before the shortening of university programmes to one cycle pro­
grammes of four year, the system was based on a three-year undergraduate 
phase {kandidaats) and a postgraduate phase of at least two years {doc­
tor aal). By passing the law, the Anglo-Saxon terminology was officially 
introduced in Dutch higher education. The use of the bachelor-master ter­
minology did not imply, however, that another important feature of the 
British-American system was also expected to be introduced shortly: 'se­
lection at the gate'. Since the 1970s equality had been one of the main fea­
tures of higher education in the Netherlands. Until recently, the issue of se­
lection and differentiation in higher education was experienced as a taboo. 
However, the discussion about a knowledge-based economy challenges the 
existing tradition of egalitarianism and equalizing. Initiatives are now be­
ing developed which will stimulate competition between students as well 
as between higher education institutions. In this setting the recently intro­
duced system of evaluations and accreditation is taking shape. Against this 
background the University of Groningen has organised its present quality 
assurance system and is busy developing a quality culture system based on 
a continuous process of quality enhancement. 

2 Quality assurance at Groningen University: past and 
present 

As in other Dutch universities, the introduction of an external review sys­
tem has drawn more attention to the issue of quality assurance. Since dec­
ades student evaluations are an integrated and fully accepted element of 
the educational process. Each faculty has its own system, but the set of 
questions is more or less comparable. Each questionnaire has a length of 
around fifteen standard questions focusing on the educational module or 
unit and the performance of the teacher, but also allows for more precise 
added questions as well as student comments. Also the member(s) of staff 
are asked to reflect on the unit itself and the performance of the students 
that have participated in it. The outcomes of evaluations are discussed in 
the so-called programme committees, in which students and staff are 
equally represented in terms of numbers. As under the law, each study pro­
gramme has its own programme committee, which acts as an advisory 
board for the authorities who are held responsible for the delivery and the 
quality of a study programme. Besides the chair professors, who are offi­
cially responsible for the content of learning, this portion of the staff repre-
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sents the executive board of the faculty and the director of undergraduate 
and/or graduate studies. The director has the day to day supervision and is 
accountable to the executive board. 

Programme evaluation is still much less developed tool. In practice the 
curriculum is evaluated only during an external review process. As part of 
this reviev^ process a so-called 'self evaluation report' is produced, which 
contains information about the programme itself, the choices made, as well 
as statistical data concerning the number of successful students, the drop­
out rate, the average duration to finish the programme and the student-staff 
rate. In the past the model for organising an external review was prepared 
by the sector itself at national level. Although a basic outline was fol­
lowed, each subject area had the possibility to adjust the model to its own 
wishes. This is no longer the case since the introduction of a new quality 
assurance system. This system, which has been in place since 2004, is 
based on a double model. As a first step, an independent quality assurance 
agency prepares a report. On the basis of a positive report the higher edu­
cation institution will ask for accreditation of the study programme in­
volved. The quality assurance agency, the so-called VBI, bases its report 
and therefore its questions, on the guidelines given by the accreditation au­
thority. This authority is called the NVAO, the Dutch-Flemish Accredita­
tion Organisation. Although this organisation has been created by the 
Dutch and the Flemish Ministries of Education, it operates independently. 
The already mentioned Inspectorate of Education checks whether the or­
ganisation does its work correctly. 

The previous policy that every study programme has to be assessed 
every five to six years has been kept in the new system. However, because 
of the possibility that a programme is assessed unsuccessfully and there­
fore cannot be accredited, the status of the whole process has been raised. 
In practice, the new system has proved to be much more time consuming 
and costly. As part of the new style external review system again a self-
evaluation report has to be written for each study programme. But since 
the existing study programme has been split into two separate ones, the 
bachelor and the master, and many formal specialisations have been trans­
ferred into separate master programmes, the number of programmes to be 
evaluated as well as related costs have increased by 300%. At present for 
each external evaluation report the higher education institution has to pay a 
variable amount ranging from 10,000 to 12,000 euros. The Groningen Fac­
ulty of Arts, of which 19 bachelors and 26 master programmes are as­
sessed in 2005, expects to pay around 440,000 euros to the quality assur­
ance agency and more than 20,000 euros to the NVAO to obtain 
accreditation for its programmes. The size of the total amount has already 
led to the conclusion that this system can not be maintained in the future. 
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Both the government and the NVAO have announced that the system will 
be changed after the first round of accreditations. It is expected now that 
the present system of programme evaluation and accreditation will be re­
placed by a system of so-called 'domain (a combination of subject areas) 
evaluation and accreditation' or by a system of institutional evaluation and 
accreditation. The higher education sector as well as the NVAO opts for 
the last possibility because it is less costly and fits better in the present 
European state of affairs. The introduction of the present external quality 
assurance system and the shift to a domain or institutional based evaluation 
and accreditation system has made it extremely clear to everyone involved 
that the urgent need for a complete internal quality assurance and en­
hancement system which makes quality assurance a routine matter instead 
of a sort of plague returning every five to six years. 

3 Quality assurance at Groningen University: future 
perspectives 

Most faculties as well as the central university level are drafting plans to 
develop this so-called 'integral quality culture system' which will be a pre­
condition for institutional evaluation and accreditation. Before this option 
was launched, the faculties that were recently visited by external review 
committees, such as Law, Economy and Business Administration as well 
as Arts concluded that a more structured approach regarding quality assur­
ance procedures was required. The preparation for the visits was experi­
enced much more as a burden than a chance to improve educational pro­
grammes, due to the reports to be prepared and the material to be collected. 
Because of the broadening and deepening of the procedures as a result of 
the new external assessment model, much more data and documents have 
to be gathered now than ever before. For this reason some faculties have 
taken the initiative to develop a plan for setting-up a special data base for 
quality assurance, an initiative that has been welcomed by most other fac­
ulties and by the university authorities. At present the necessary features of 
such a database are developed and it is expected that a decision will soon 
be taken to either buy an existing software system or to develop a dedi­
cated system. The present external review system is based on 21 facets or 
aspects of the educational process, ranging from domain specific require­
ments, level, profile and study load to the outcomes of the learning proc­
ess, the internal quality assurance system, the policy regarding intemation-
alisation of education and programme maintenance. Although peer review 
committees have already stated that the number of facets to be assessed is 
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far too high, in practice they play an important role in the development of a 
university-v^ide quality culture system. In the academic year 2004-2005, 
reports v^ere prepared both at faculty and central level to identify the cen­
tral elements of a framework for a quality culture. The different reports 
shov^ many common features. 

There is a general feeling that quality in the design and delivery of pro­
grammes has turned into one of the most central focal points in higher edu­
cation, both nationally and internationally. This is underlined by the out­
comes of the Bergen summit of ministers of education, vv̂ hich took place 
on 19 and 20 May 2005. At that conference, the Standards and Guidelines 
for Quality Assurance in the European Higher Education Area, developed 
by the European Association for Quality Assurance, ENQA, endorsed by 
the EUA, EURASHE and ESIB, vŝ ere accepted by the European ministers 
of education. At national level government and public expectations in­
creased accountability for the money spent. One of the vv̂ ays to show^ ac­
countability is a transparent quality assurance system. 

Another important reason for underlining quality in higher education is 
mutual trust and confidence. Cooperation betw^een teachers v^ithin a unit, 
school, department, faculty and university as V^QW as between universities 
requires trust based on argumentation and proof in terms of the design, im­
plementation and delivery of a study programme, as well as its outcomes 
in terms of attractiveness, profile, learning outcomes but also employabil-
ity. 

In March 2005 the executive board of the university published its proto­
col for internal quality assurance. It offers a model, a quality assurance cy­
cle system, aimed at guaranteeing the quality of study programmes. This 
cycle contains the following steps: 1. checking or evaluating; 2. develop­
ment of plans for improvement (if required); 3. implementation of im­
provements; 4. checking the effectiveness of improvements made. Fur­
thermore, it identifies the main elements for quality assurance: 

study programme (curriculum) and its modules or units; 
teaching staff; 
outcomes of the learning process; 
facilities and means to organise and deliver the programme; 
intemationalisation. 

These elements, which have to be regularly evaluated contain the fol­
lowing topics: 
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Curriculum: 

Aims / profile of the programme and its learning outcomes 
Study programme 
Assessment and assessment policy 
Educational concept 
Evaluation of modules / units 
Placement (if included in the programme) and final project or 
thesis 

Teaching staff: 

Didactic qualities 
Research qualities 
(Project) counselling 
Quantity (staff- student ratio) 

Teaching and learning facilities 

Accommodation 
Information and Communication Technology (ICT) 
Library 
Recording system(s) 
Information system(s) 
Timetabling 
Student counselling and support 
Student reference service (for failing students) 
Quantity of supporting and technical staff 

These elements or facets have to follow the already mentioned quality 
cycle. This implies that for these facets the following has to be established: 

• Moment of evaluation and the authority responsible 
• Mode of evaluation, the instruments to be applied and the persons 

to be interviewed 
• Mode of assessment of the outcomes and the authority responsible 
• Plans for improvement and the persons responsible for developing 

and implementation these plans 
• Checking of implementation process 

The protocol also requires a system of regular reporting about the inter­
nal quality assurance procedures. The university protocol is intended to be 
a binding guideline which can be filled in by individual faculties. 

An effective implementation of the quality assurance cycle system re­
quires that the responsible people/boards are clearly identified. The overall 
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responsibility lies with the director of studies and/or the faculty executive 
board (depending on the situation). They are responsible for the function­
ing of the programme. They are also expected to draw -̂up a yearly working 
plan for quality assurance. In practice, an important role in the process is 
played by the already mentioned programme committee and by the exami­
nation board. As an option, it is suggested to install a special committee for 
quality assurance or to appoint a quality assurance officer. This model is 
represented in the following graph: 

c 
1 • / 

C 

3== 
i 

r 

£ 
Committee for Quality Assurance 

Examination Board 

Fig. 2. Quality assurance model 

The accreditation framework requires that all aspects are evaluated 
every six years. From 2010 it is expected that this review is no longer an 
external one but will be organised completely internally for all pro­
grammes. At Groningen University it is foreseen that this internal quality 
system will already be in operation in 2006. In the university template the 
following scheme is suggested to organise the evaluation process. This 
graph also makes a distinction between the role and level of students since 
they are actually important factors for the success of a programme. The 
facet 'students' should be seen as a subdivision of the facet 'programme': 
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Table 1. Groningen University Internal Quality System 

Aspect Groups / people to be 
interviewed 

Evaluation period 
(minimum require-
ments) 

Curriculum 
Aims/profile and learning 
outcomes (competences 
to be obtained by the stu­
dents) 

Study programme 

Assessment and assess­
ment policy 

Educational concept 

Evaluation of units / 
modules 

Placement / Final project 
or thesis 

Students 
Entrance level 

Relation secondary edu­
cation - university educa­
tion 
Relation university of 
professional education -
research university educa­
tion 

Alumni 
External stakeholders 
(professional organisa­
tions and employers) 
Programme committee 
Teaching staff 
External experts 
Educationalist(s) 
Teaching staff 
Educationalist(s) 
Programme committee 
External stakeholders 
Teaching staff 
Educationalist(s) 
Students 
Teaching staff 
Programme committee 
Educationalist(s) 
Students 
Students 
Teaching staff 

Students 
Teaching staff 
Examination board 
External stakeholders 
Educationalist(s) 

Educationalist(s) 
Teaching staff 
Secondary and university 
teaching staff 

Teaching staff universi­
ties of professional edu­
cation and research uni­
versities 

Every six years; interme­
diate improvements every 
three years 

Every three years 

Every three years 

Every three years or 
more often when new or 
unsatisfying outcomes 
Every three years 

Every six years 

Every three years 

Every three years 
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Table 1. Groningen University Internal Quality System 

Motivation 

Teaching staff 
Didactic qualities 

Research qualities 

(Project) counselling 
Quantity of teaching staff 
Teaching and learning fa­
cilities 
Accommodation 

ICT 

Library 

Recording system(s) 

Information system(s) 

Time tabling 

Student counselling and 
support 
Student reference service 

Quality of supporting 
staff 
Quantity of supporting 
staff 
Outcomes 
Meeting the anticipated 
learning outcomes (com­
petences to be achieved 
by the students) 
Output (in terms of suc­
cessful students) 
Duration of studies 

Teaching staff 
Programme committee 

Students 
Educationalist(s) 
Responsible executive 
Researchers 
External experts 
Students 
Director of studies 

Teaching staff 
Students 
Supporting staff 
Teaching staff 
Students 
Supporting staff 
Teaching staff 
Students 
Supporting staff 
Teaching staff 
Students 
Supporting staff 
Students 
Supporting staff 
Students, Teaching staff 
Supporting staff 
Students, Teaching staff 
Student counsellors 
Students 
Student counsellors 
Students, Teaching staff 

Students, Teaching staff. 
Director of studies 

Teaching staff 
Programme committee 
Examination board 
External stakeholders 
Programme committee 

Programme committee 

Every three years 

Every year 

Research external review 
(every five year) 

Every two years 
Every year 

Every three years 

Every two years 

Every three years 

Every two years 

Every two years 

Every year 

Every three years 

Every two years 

Every year on the basis 
of review interviews 
Every two years 

Every three years 

Every year 

Every year 
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In this table the evaluation of the curriculum plays a central role as ref­
erence point for the faculty quality assurance system. The faculty, in prac­
tice its executive board and director of studies, are responsible for the 
transparency of process and information towards the parties involved. 

4 Quality assurance and enhancement at faculty level: the 
example of the Faculty of Arts 

As stated before, in Groningen a central role in the quality assurance proc­
ess is given to the faculty level. This reflects the decentraUsed system for 
designing, implementing, organising and improving programmes. The fac­
ulty executive board has the authority to approve study programmes after 
having received a positive advice from the director of studies and the fac­
ulty board. The approved programme is formally confirmed in the Educa­
tion and Examination Regulation. The law requires that every programme 
is based on such a regulation. Since all Groningen faculties have their own 
peculiarities, it is now worth further analysing the quality assurance proc­
ess at that level. The Faculty of Arts has been chosen since it seems to 
have the most advanced policy and strategy not only in terms of quality as­
surance, but also in terms of quality enhancement. It is one of the few fac­
ulties in Groningen, but also in the Netherlands that has completely re­
structured all its study programmes and course units upon the introduction 
of the bachelor - master structure. In this process, the faculty has focused 
very much on the enhancement of its programmes to create a good basis 
for quality assurance at a later stage. 

The Faculty of Arts based the shift from single four-year degree 
programmes to two-cycle programmes on the approach of the project 
Tuning Educational Structures in Europe. For the design of 19 bachelor 
and some 25 master programmes special committees were established with 
the task to develop detailed proposals. These committees received a set of 
guidelines to comply with. In these guidelines the concept to be applied 
was explained in detail. This was necessary since not only did the change 
to a two-cycle sytem take place, but also the shift from a semester to a 
trimester system, the transition from a staff-oriented to a student-centred 
approach and the introduction of a modularised system and a major-minor 
system. Detailed information was given about cycle descriptors and 
intermediate level descriptors to be used as one of the basic elements in the 
design of the programmes as well as information regarding a step-by-step 
approach to calculate students' workload. 
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As a first step the committees were asked to identify the profile of each 
of the programmes and to translate into learning outcomes expressed in 
subject specific competences (knowledge and technical skills) and generic 
competences to be obtained by the student. The profiles and the 
accompanying learning outcomes at programme level were checked by the 
responsible authorities before the next step could be made: the conversion 
of these outcomes into modules. For each of the modules it was asked to 
identify the competences to be trained. These had to be displayed in a grid, 
showing that not only were all learning outcomes covered, but also that 
progress was guaranteed as regards the learning outcomes to be achieved 
and the competences to be obtained during the programme. Before 
individual staff members were asked to design the course units in terms of 
teaching, learning and assessment approaches, the overall design of the 
degree programmes was assessed internally and, if required, adjusted. 

The design of the course units again was based on the concept of 
learning outcomes and competences taking into account the number of 
ECTS-credits allocated to each of the modules and their accompanying 
student workload. The process described above took place during the 
period spring 2001 until the winter 2002/2003. In September 2003 all 
existing programmes were replaced completely by the new programmes. 
For current students transitional arrangements were made. In 2004 the 
benefit of the approach used was proved when the external review of 
programmes had to be prepared. It turned out to be relatively simple to 
prepare the self evaluation reports because most of the material and 
information required to answer the questions was already available. In this 
respect, it was also very valuable that the programme design committees 
had been asked to base their programmes on national and international 
reference points. As a follow-up of the reform as well as the external 
evaluation of its degree programmes, the Faculty of Arts developed its 
own internal quality culture system which will become operational in the 
autumn of 2005. 

Although this faculty system is in line with the university template or 
protocol, it clearly has its own features. It aims at integrating the different 
aspects or facets that are of relevance for quality assurance, rather than the 
university model. The Arts model makes use of a well-known distinction: 

• Education as process; 
• Education as outcome: 
• Organisation and facilities. 

Furthermore, a clear distinction is made between the course unit or 
module and the study programme as a whole, as shown in the following 
table: 
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Table 2. Course units and curricula 

Course unit or module Curriculum 
Educational 
process 

Educational 
outcome 

Organisation 
and facilities 

learning outcomes of a 
course unit and its 
relationship with the 
learning outcomes of the 
curriculum 
modes of instruction 
(types of teaching and 
learning activities) 
methods and techniques 
of instruction and 
learning 
ways of assessement 
performances / 
counselling by the teacher 
feedback on the process 
of learning 
syllabus 
course material 
student load 
efforts and responsibilites 
of the teacher 

degree profile (aims edu­
cational programme) 
learning outcomes and 
competences to be 
achieved 
degree/educational pro­
gramme build-up and or­
der of programme com­
ponents (to achieve 
progression) 
coherence of degree / 
educational programme 
division of workload over 
the semester and aca­
demic year 
feasibility of programme 
teaching, learning and as­
sessment methods 
connection of secondary 
and higher education 
international cooperation 
and student mobility 

registration 
assessment participation 
percentage of succesful 
student 

study rate 
drop-out rate 
rate of switch-overs 
output of 1 St and 2nd cycle 
employability 

quality and quantity of teachers and support staff 
timetabling of study programmes and examinations 
quality of class rooms 
ICT and multi-media facilities 
Information and registration systems 
Study programme information 
Student counselling and advising 
Student support 

According to the chosen educational concept, study programmes are 
output based. Central indicates what the student should know, understand 
and be able to do after a learning process. For each programme it has been 
tried to find the right balance between subject specific competences and 
generic competences. These competences are taught, learned and trained 
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together on the basis of a domain of knowledge. Bachelor and master are 
clearly distinguised and are seen as entitities in itself having their oŵ n 
learning outcomes. 

Compared to the university model the Arts model focusses much more 
on quality enhancement than on quality assurance. This is reflected in the 
the internal evaluation system organisation. The evaluation focusses in 
particular on the design and delivery of the study programme. Contrary to 
the university model, the curriculum evaluation is carried out yearly on the 
basis of a set of fourteen premises and questions, w ĥich covers all relevant 
aspects. The questionnaire that has been designed to this purpose has been 
included in this paper as an annex. The Dutch version of this questionnaire 
contains a detailed explanation as regards the questions and the available 
material that should be used to this purpose. The programme committees 
have been made responsible to produce a yearly report based on the 
answers to the questions, which is made available to all the people 
involved in the educational process. In order to carry out their work 
properly, the committees receive all relevant information directly or from 
the director of studies, such as the outcomes of course unit evaluations, 
course unit syllabi, information material concerning the study programme, 
the outcome of questionnaires to measure the rate of satisfaction among 
students, statistical data concerning the success rate of the programme and 
its units, reports concerning the connection of secundary and higher 
education, outcomes of questionnaires for alumni, reports concerning 
employ ability, etc. 

5 Conclusion 

As a result of the Bologna Process and the introduction of a new national 
quality assurance system, based on external evaluations and accreditation 
of study programmes, the University of Groningen has decided to develop 
its own quality culture in education. The reasons for doing so are diverse. 
First of all the university wants to be considered as a reliable partner by 
other universities inside and outside Europe. The institution plans and de­
livers a growing number of joint degree programmes. It also wants to show 
accountability for its programmes in a transparent way. An effective sys­
tem of quality assurance and enhancement guarantees that the programmes 
are of good quality and therefore attractive for potential students. Another, 
more implicit reason for setting-up a quality culture system, is to anticipate 
external reviews in the most effective way, whether these are based on the 
evaluation of the institution as a whole, a domain or individual study pro-
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grammes. By investing in this quality culture now, the institution expects 
to limit the cost for quality assurance in the (near) future. By making qual­
ity assurance a routine process, teaching and supporting staff as well as 
students become fully aware of the importance of quality in the design and 
delivery of study programmes. This is benefit for the institution itself, but 
also for society as a whole. 

The final responsibility for the quality of programmes rests with the fac­
ulty as an organisation. This shows that there is some tension between the 
desired system of institutional evaluation and accreditation and the level of 
formal responsibilities. In Groningen this potential tension has been 
avoided by the university authorities by developing a template or protocol 
that should serve as a model from which a faculty can deviate. The exam­
ple of the Faculty of Arts shows that each faculty will set there own priori­
ties, inspired by its internal culture and its will and possibilities to develop 
and enhance programmes. It proves Groningen's tradition to respect diver­
sity within its own institution by accepting its common identity and its 
aims and objectives. The University of Groningen has decided to go for 
educational reform, as the article in the New York Times shows, because it 
is a tool for creating a European identity, but also for making Europe more 
competitive. Its newly created culture of quality is one of the major tools 
that will make the University even more competitive within but also out­
side the European Higher Education Area. 
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Annex 

Checklist for curriculum evaluation 

The following elements can be distinguished within the framework of cur­
riculum evaluation: the educational process, the educational outcome and 
the means and facilities required for programme delivery. 

Educational process: 

degree profile (aims educational programme) 
learning outcomes and competences to be achieved 
degree/educational programme build-up and order of programme 
components (to achieve progression) 
coherence of degree / educational programme 
division of workload over the semester and academic year 
feasibility of programme 
teaching, learning and assessment methods 
connection of secondary and higher education 
international cooperation and student mobility 

Educational product I outcome: 

study rate, drop-outs and switch-overs (output) 
output of 1 St and 2nd cycle 
employability 

Required facilities and means: 

structural and technical facilities 
staff and material means 
student support: student counsellors 
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Educational process 

1 Degree / programme profile 

Premises: 
The degree programme has a clearly defined profile which is based on the 
demands set by an academic degree on the one hand, and by the needs of 
society on the other hand by taking the future labour-market of graduates 
(of that particular programme) into consideration. 
Questions: 
To what extent do the available data show that the programme profile 
meets the demands? If necessary, which adjustments are thought to be de­
sirable? 

2 Learning outcomes and competences at programme 
level 

Premises: 
The degree programme has clearly defined learning outcomes that reflect 
the programme profile. Learning outcomes are described in terms of com­
petences to be attained by the students (knowledge, understanding and 
skills). 
Questions: 
To what extent do the learning outcomes and competences to be attained 
by the students match the programme profile? If necessary, which adjust­
ments are thought to be desirable? 

3 Learning outcomes and competences of (individual) 
programme components 

Premises: 
For each degree programme component a total of about five learning out­
comes has been formulated, which clearly contribute to achieving the 
learning outcomes at programme level. The learning outcomes are de­
scribed in terms of competences to be attained (knowledge, understanding 
and skills) 
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Questions: 
Are the learning outcomes (explicitly) mentioned in the course syllabus of 
each programme component (module or course unit), and explained fiirther 
when required? To what extent is it clear that specific competences are 
practised from the descriptions? Is the level of the competences aimed for 
indicated? 

4 Curriculum set-up and the sequence of programme 
components / educational modules 

Premises: 
The curriculum is structured in such a way that coherence is assured 
throughout the programme, in the different steps and components of the 
programme and continuous progression is made as regards the generic and 
subject-specific competences that have to be attained in terms of knowl­
edge, understanding and skills. 
Questions: 
To what extent is it clear in practice that the programme is structured in 
such a way that coherence is assured and that progression is made with re­
spect to knowledge, understanding and skills in relation to the learning 
outcomes and competences to be attained? If necessary, which adjustments 
are thought to be desirable? 

5 (Division of) workload 

Premises: 
The programme is structured in such a way that a well-balanced division 
of the total workload is achieved for the programme as a whole, for and 
within the separate academic years and for and within both semesters. The 
calculated workload per programme component must correspond with the 
time that a typical student needs to attain the required learning outcomes. 
Questions: 
To what extent is it shown in practice that the total workload is divided ac­
cording to the previously mentioned premises? If necessary, which ad­
justments are thought to be desirable? 
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6 Feasibility of degree programme 

Premises: 
The programme is set up in such a way that it is feasible for a typical stu­
dent (to complete the programme within the given time frame). This im­
plies a good mixture of teaching, learning and assessment methods, no un­
necessary impediments between programme components, and sufficient 
supervision/tutoring by the teaching staff 
Questions: 
To what extent are guarantees that a well-balanced combination of teach­
ing and learning and assessment methods is applied, sufficient supervision 
by teaching staff is available, and entrance requirements for programme 
components are only required when a motivation as regards educational 
content can be given? If necessary, which adjustments are thought to be 
desirable? 

7 Teaching, learning and assessment methods 

Premises: 
Several teaching, learning and assessment methods are used and have been 
chosen since they are particularly well-suited to achieving the formulated 
learning outcomes and competences. 
Questions: 
To what extent does the available information, in particular the educational 
and assessment regulations and course syllabi, assure that the formulated 
premises are being met? If necessary, which adjustments are thought to be 
desirable? 

8 Connection of secondary and higher education 

Premises: 
The programme has been set up in order to take into consideration the en­
trance level of students. For first-cycle programmes it concerns the con­
nection to secondary education and for second cycle programmes it con­
cerns the connection to first cycle programmes (that grants entrance to the 
second cycle programmes). 
Questions: 
How effectively is it ensured that the programme is set up in such a way 
that a good transition is provided as regards entrance qualifications for first 
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and second cycle? If necessary, which adjustments are thought to be desir­
able? 

9 International cooperation 

Premises: 
There is structural cooperation with foreign partner institutions. This coop­
eration can be joint degree programmes and/or facilitating student ex­
changes and recognising the academic achievements of partner institutions. 
Questions: 
In what way is it guaranteed that students do not fall behind schedule if 
they take part of their programme in a foreign partner institution, except 
when they are directly responsible (e.g. because they have changed their 
programme without consultation, or because they have not completed pro­
gramme components successfully). If necessary, which adjustments are 
thought to be desirable? 

Educational product 

10 (Achieved) output of 1st or 2nd cycle 

Premises: 
The Faculty/School aims at achieving the following aims: successful com­
pletion of the first year of study xx% (maximum two years after starting 
the programme), completion of a first cycle degree based on a completed 
first year xx% (four years after starting the educational programme), com­
pletion of a second cycle degree xx% (two or three years after starting the 
educational programme). 
Questions: 
Does the programme achieve the set percentages? If not, why? Which sug­
gestions are made in that case to bring about improvement? 

11 Employability 

Premises: 
The degree programme meets a need in society if the transition to the la­
bour market in a broad sense is effective. 



92 Robert Wagenaar 

Question: 
Do graduates find (suitable) employment within a reasonable period of 
time that fits the profile and level of the degree programme? 

Required facilities and means 

12 Structural and technical facilities 

Premises: 
Sufficient structural and technical facilities and provisions are available for 
the delivery of the degree programme. 
Question: 
Are any bottlenecks in practice in the delivery of the programme as re­
gards facilities and provisions? 

13 Material and personnel means 

Premises: 
For the delivery of the programme sufficient quantitative and qualitative 
personnel means are made available in terms of teaching and supporting 
(administrative and technical) staff. Each programme / organisational unit 
has sufficient means for the delivery of the programme (guest lecturers, 
materials etc.) 
Question: 
To what extent are the assigned means actually sufficient to deliver the 
programme according to its original premises and set-up? 

14 Student support, advising and tutoring 

Premises: 
A system for student support, student advising and tutoring is made avail­
able to students for the benefit of programme delivery. 
Question: 
In what way is the demand/need met for an adequate system of student 
support, advising and tutoring? 
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1 Introduction 

The purpose of this paper is to present the evaluation and accreditation 
procedures of an important German higher education institution: the Tech­
nische Universitat of Berlin. The paper starts with a general presentation of 
the educational system in Germany, of its evolution and distinctive fea­
tures. Then, the case study of the Technische Universitat of Berlin will be 
presented along with an overview of the implementation of national regu­
lations on evaluation and accreditation in this institution. 

The internal and external evaluation processes and the accreditation pro­
cedure will be described. 
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Finally, some conclusions will be drawn about the present state of the 
evaluation and accreditation system of our case study and some sugges­
tions will be presented as a basis for reflection for the fixture. 

2 Overview of the higher education system regulations in 
Germany 

Germany is a Federation (Bund) made of single Federal States (Lander) 
which are in charge of higher education, research and development. 

German higher education institutions are autonomous, self-governing 
bodies and they consequently develop courses and study regulations ac­
cording to their own priorities and strategies. These regulations must com­
ply with the respective State laws and regulations and must be approved by 
the incumbent State Minister. Regulations are only recommendations and 
must not be implemented in every detail. However, they were created to 
guarantee common contents for higher education and thus foster accepted 
standards and mutual recognition in Germany, especially in the first two 
years of higher education, allowing students to switch from one institution 
to another at national level. 

A specific Anti-Fraud Act protects the academic degrees awarded by 
German higher education institutions. Under the respective Higher Educa­
tion Acts of the individual Federal States, academic degrees grant immedi­
ate access to the professions in Germany, apart from teachers, physicians 
and lawyers. 

The general principles and foundations of the higher education system 
were set by the 'Federal Higher Education Framework Act' (Hochschul-
rahmengesetz). The respective State Higher Education Acts (16 acts in to­
tal) follow the example of the Federal Framework Act to create a unified 
system. Some State parliaments passed a single common law for the higher 
education system, others passed up to four (slightly different) laws for 
Universities, Universities of Applied Sciences, Academies of Art and Mu­
sic and Colleges of Education respectively. In order to achieve the neces­
sary harmonisation level for academic studies within the Federal Republic, 
'Framework Regulations for Academic Studies and Examinations' (Rah-
menprufungsordnungen) were approved by the Conference of State Minis­
ters of Education and Cultural Affairs and by the Conference of Rectors. 

The Federal Higher Education Framework was amended in 1998 since it 
entailed some disadvantages. On the one hand, teaching activities in Ger­
many were differently regulated from State to State; on the other hand, the 
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creation of a Federal framework regulation was a cumbersome, time con­
suming procedure which tended to produce old-fashioned results. 

The resolution of the Association of Universities and other Higher Edu­
cation Institutions in 1998 allowed German higher education institutions to 
develop degree programmes leading to Bachelor's and Master's degrees in 
compliatice with the Bologna Process. The new three-cycle system includ­
ing bachelor's, master's and doctoral degrees is supposed to replace the 
traditional system featuring Diplom- and Magister-Degrees. Some other 
degrees such as medicine, law, and teacher education and training will im­
plement the new cycle system at the latest by 2010. Following an interna­
tional tradition, German Bachelor's degree courses lay the foundations of 
academic education, provide methodological skills and professionally-
oriented qualifications. The "more practice-oriented" and "research-
oriented" profile types are a distinctive feature of Master's degree courses. 
Higher education institutions devise each Master's degree course pro­
gramme. 

The aim of the resolution was to increase the flexibility of higher educa­
tion institutions, improve international compatibility of German university 
degrees, enhance students' mobility and increase the number of foreign 
students applying for university places in Germany. 

This intemationalisation of higher education and the introduction of 
Bachelor's and Master's degrees have actively promoted the issue of qual­
ity: accreditation procedures were considered to be necessary to ensure the 
comparability and the quality of teaching, study programmes and degrees. 

3 Implementation of the evaluation and accreditation 
system: the Accreditation Council 

The German Evaluation and Accreditation system started its activity in 
1998 with the foundation of the "Federal Council of Accreditation" 
{Akkreditierungsrai), whose objective was to manage, coordinate and or­
ganise the accreditation procedures implemented by independent agencies, 
which were either already existing, newly founded or still had to be ap­
pointed. 

After a three-year starting period, the accreditation system in Germany 
became permanent and its final statute came into force on 1 January 2003. 

The Accreditation Council is affiliated to the Conference of the Minis­
ters of Education and it was set up following an agreement between the 
Conference of the Ministers of Education and the Conference of Rectors. 
Since the Accreditation Council is an independent institution, it is made up 
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of 16 members (besides the President), who are representatives of the 
Lander (4), higher education institutions (4), professional practitioners (4 
employers' and employees' organisations), students (2) and foreign experts 
(2). 

The Accreditation Council authorises Accreditation Agencies to accredit 
degree course programmes. Such agencies, as well as the degree pro­
grammes accredited by them, bear the quality label - rectius quality certifi­
cate - of the Accreditation Council (Siegel des Akkreditierungsrates). For 
example. Master's study courses can only be accredited if they are either 
allocated the "practice-oriented" or the "research-oriented" profile type. 
The Accreditation Council draws up criteria for the allocation of profile 
types, and allocation is checked upon during accreditation. 

Additionally, the Council coordinates and monitors the work carried out 
by the Accreditation Agencies and it runs a central documentation office to 
ensure the transparency of degree course compatibility and equivalence. 

3.1 Measures for building an accreditation system 

The new German accreditation system makes sure that the programmes 
leading to BA or MA degree courses meet certain quality standards. The 
system makes a distinction at Master level between a theoretical and re­
search oriented profile and a more practice-oriented profile. The system 
also allows programmes to go beyond the threshold standards of the ac­
creditation requirements, but does not provide a certification for special 
merits or labels. 

The primary objective of the Accreditation Council is to set the princi­
ples and the minimum standards that agencies have to meet in order to be 
authorised to accredit courses. 

To this purpose, the Accreditation Council has passed some regulations 
that are mandatory for agency organisations. Agencies must be independ­
ent from the State, Higher Education institutions, associations of Faculties 
and disciplines, professional associations and businesses. They cannot be 
profit-oriented and must perform accreditation activities for all types of 
HE institutions of the Federal States of Germany. Agencies have to be or­
ganised as legal entities and include a body authorised by the Accreditation 
Council that has the final say on any accreditation-relevant decision. As to 
the accreditation procedure itself, the Accreditation Council ensures 
equivalence, guarantees quality, creates transparency and also encourages 
and facilitates diversity. Accreditation results can be considered to be 
equivalent only when agencies comply with a reference framework, i.e. 
agreed criteria, standards and procedures. Therefore, one of the main tasks 
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of the Accreditation Council is to develop criteria agencies should apply 
v^hen accrediting degree courses. The aim of the Accreditation Council is 
to allow higher education institutions to organise their courses as flexibly 
as possible, w îthout, hov^ever, jeopardising the comparability of future 
study programmes. In contrast to the fairly rigid quantitative standards and 
specifications contained in framev^ork examination regulations, the Coun­
cil has consequently developed relatively general criteria, which provide a 
flexible framework for the review of degree courses. For example, stan­
dards concerning the level and work load of new degrees courses, such as 
Bachelors and Masters, are only based on a few general criteria. In so do­
ing, innovation is constantly fostered. 

4 The evaluation system 

The accreditation system finds its roots in the Quality Evaluation system, a 
system for higher education quality assurance that has been operating in 
Germany since the early 80s. The Quality Evaluation procedure comprises 
the following three steps: 

- Internal evaluation. For each degree programme, the University prepares 
a self-report describing the structure and the contents along with the 
opinions of the teaching staff and students. The careful survey that is 
conducted produces an extremely detailed self-report. 

- External evaluation. A number of appointed independent peers judge the 
learning outcomes and their transformation into programmes and 
courses on the basis of the self-report and the supplementary discus­
sions, which took place during a visit at the University. 

- Follow-up. Quality assurance through evaluation is not generally a se­
lective procedure but a continuous process. The University consequently 
strives to implement the recommended measures for quality improve­
ment and may require a subsequent evaluation after a while. 

Nowadays, evaluation is still carried out in higher education institutions 
and it has not been completely replaced by the Accreditation Procedure. 
The two systems coexist: accreditation requires evaluation, but evaluation 
does not necessary lead to further accreditation. 
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5 Accreditation agencies 

Accreditation Agencies are responsible for the accreditation of degree 
courses. As previously said, accreditation is performed by assuring quality, 
verifying the feasibility of study degree courses, facilitating diversity and 
enhancing transparency. The review process assesses whether a degree 
course has set and achieved its learning outcomes. The first Accreditation 
Agencies were set up in 1995 when they started to perform their first 
evaluation tasks. Nowadays, they perform both evaluation and accredita­
tion activities. Some others are specialised in accrediting certain subject 
areas. These are the Agencies which are currently authorised by the Ac­
creditation Council to provide accreditation of study programmes: 

- ZEvA (Zentrale Evaluations- und Akkreditierungsagentur): is a gener­
ally-oriented agency which started its activities by following higher edu­
cation institutions in Lower Saxony. ZEvA started offering evaluation in 
1995 and accreditation in 1998. It supports quality assurance and quality 
improvement for academic programmes and teaching activities. Since it 
was set up, it has carried out more than 150 external assessments in 
natural sciences, engineering, law, economics, social sciences, linguis­
tics and cultural studies. 

- ACQUIN (Akkreditierungs- Certifizierungs- und Qualitatssicherungs-
Institut) carries out accreditation activities of Bachelor's and Master's 
degree courses in all fields of study. 

- AQAS (Agentur fur Qualitatssichemng durch Akkreditierung von 
Studiengangen) performs accreditation of Bachelor's and Master's de­
gree courses in all fields of study. 

- FIBAA (Foundation for International Business Administration Accredi­
tation): it provides accreditation of Bachelor and Master degree courses 
in the Business Administration field of study and related areas. The FI­
BAA provides Accreditation of newly designed degree courses leading 
up to a Diploma or Magister degree. 

- ASIIN (Akkreditierungsagentur ftir Studiengange der Ingenieurwissen-
schaften, der Informatik, der Naturwissenschaften und der Mathematik). 
ASIIN is the only German agency specialised in accrediting degree pro­
grammes in engineering, information technology/computer science, 
natural sciences and mathematics. ASIIN also accredits interdisciplinary 
study programmes in Bachelor's and Master's degree courses. 

- AHPGS (Akkreditierungsagentur far Studiengange im Bereich Heil-
padagogik, Pflege, Gesundheit und Soziale Arbeit, Accreditation 
agency for study programmes in special needs education, care, health 
and social work) carries out accreditation of Bachelor's and Master's 
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degree courses study programmes in special needs education, care, 
health and social work. 

6 The accreditation procedure 

The accreditation procedure comprises the following steps: 
Firstly, the University submits an application to the Agency headquar­

ters containing a set of essential information that the Agency requires in 
advance. This information includes a brief overview of the study pro­
gramme contents showing the programme's core purpose. 

The Agency receives and formally examines the survey. Preliminary in­
formation is viewed by the headquarters and by Technical Committees in 
order to decide who, within the Agency, will be in charge of the accredita­
tion procedure and how many auditors are required. On the basis of this in­
formation, the headquarters office prepares a proposal for the accreditation 
procedure, including timing and costs. 

Secondly, the University applying for accreditation signs the accredita­
tion agreement and submits a self-report to the Agency in compliance with 
the Agency's guidelines. Following the suggestions of the Technical 
Committees, the Agency sets up a capable audit team under the leadership 
of a head auditor. Applicants are informed about the members of the audit 
team and, if necessary, can replace one or more of its members. After re­
ceiving the self-report, the audit team starts an intensive check of the pro­
gramme's technical features. Then, it provides the Head of the programme 
with an assessment of the programme level and informs the staff responsi­
ble of any questions and comments prior to the visit in person. 

Thirdly, the accreditation team visits and interviews the staff involved in 
the programme. The team can ask the University to provide any further in­
formation, which is not included in the self-report, and it therefore drafts 
quite an extensive assessment report. For example, the audit team checks 
whether the intended outcomes of the degree course programmes corre­
spond to the contents and to the organisation of teaching and learning 
processes. The audit team also makes sure that students' hopes and expec­
tations about degree programmes are met, but only at a general level. This 
is a major difference with respect to the evaluation procedure where, on 
the contrary, students' opinions about each single teacher are taken into 
consideration. 

The outcome of the on-site visit is a final report including recommenda­
tions for the Accreditation Commission of the accrediting Agency, which 
has to come up with the final decision. 
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As previously mentioned, accreditation is compulsory for new degree 
programmes. 

Higher education institutions offering a new programme have to submit 
their study concept to the Accreditation Agency. A group of experts exam­
ines the application for accreditation and discusses the new concept with 
teaching staff and students. Experts will then draw up an assessment report 
in which they express a recommendation to the Standing Accreditation 
Commission of the Agency, which accredits courses. 

The accreditation procedure might have four different results: 

1. Accreditation without reservations for the full accreditation period of 5 
years. 

2. Provisional accreditation valid for one year. This is a temporary accredi­
tation which is valid only for a limited period of time and it requires that 
certain conditions be fulfilled by a set deadline. Should requirements not 
be fulfilled (the audit team and the Technical Committee determine 
whether the conditions have been complied with during a second, cost-
free visit), the accreditation is extended for the full period of 5 years. 

3. Initial refusal. In this case the institution has another opportunity to be 
heard by accreditation commission. 

4. Final refusal. If the institution receives a final refusal, the Accreditation 
Council is also notified of the decision. 

The result of the accreditation process enables the educational institu­
tion to receive the accreditation label, i.e. the Quality certificate of the Ac­
creditation Council - Siegel des Akkreditierungsrates. 

7 Evaluation and accreditation at the Technische 
Universitat in Berlin 

7.1 General information 

The history of the Technische Universitat in Berlin (hereafter referred to as 
T.U.) dates back much further than its re-establishment under this name in 
1946. Its roots can be traced back to the 18th century when the Royal 
Technical College of Berlin was founded. 

After the Second World War the Technical College was "one of the pil­
lars supporting the technological development of the terrible war machine 
which enabled Nazi Germany to attack other countries" (http://www.tu-
berlin.de) and many professors against the war (for example Gustav Hertz 
and Georg Schlesinger) were forced to leave. 

http://www.tu-
http://berlin.de
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The Technical College was re-opened in 1946 under the name "Techni­
cal University". The learning outcomes were also redefined: all courses in­
cluded "humanistic studies", and in 1948 the chairs of history, literary 
studies, anthropology and social ethics were established. 

Students at the T.U. Berlin can now take Interdisciplinary Studies in or­
der to learn methods and approaches used in other disciplines and to de­
velop new approaches to complex problems. 

Since its foundation, the T.U. Berlin has shown an open approach to­
wards new ideas and reforms. As early as in 1946 the first student parlia­
ment was elected here. The reform legislation in the 1960s and the pres­
sures of the student movement brought about fundamental changes in the 
internal organisation of the university. A President replaced the Rector as 
head of the unified administration; he/she was elected for only two years 
and was responsible for academic affairs. University bodies were made re­
sponsible for academic self-administration. 21 departments replaced the 9 
Faculties that had previously existed. These departments were reduced to 
15 in 1993. Then, in the course of the current Reform Project, 8 Faculties 
with increased autonomy, along with Centres of Excellence, have replaced 
the departments. 

The 8 Faculties of T.U. are: I- Humanities; II- Mathematics and natural 
Sciences; III- Process Sciences; IV- Electrical Engineering and Computer 
Sciences; V- Mechanical Engineering and Transport Systems; VI- Civil 
Engineering and Applied Geosciences, VII- Architecture-Environment-
Society; VIII- Economics and Management. 

With some 30,700 students, enrolled in more than 50 degree courses, 
T.U. Berlin is one of largest technical universities in Germany. It also has 
a high proportion of foreign students - around 6,200 in 2004 - coming 
from more than 130 different countries. T.U. Berlin cooperates with more 
than 200 institutions worldwide in research projects and academic ex­
changes. 

T.U. Berlin is spread over several locations in the city, for a total area of 
approximately 600,000 m ,̂ 6,818 people work at the university: e.g. 347 
professors, 1,732 postgraduate researchers, and 2,244 personnel working 
in the administration, laboratories, and central facilities. In addition, there 
are 1,784 student assistants and 155 trainees (September 2004). 

7.2 Evaluation and accreditation at the T.U. Berlin 

The T.U. Berlin started the internal evaluation of its degree programmes 
back in the 80s. It has gradually developed an evaluation system using lo­
cal peer groups first, and it then followed the evolution of the national 
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evaluation system and went for large agencies operating in all kinds of de­
gree programmes. It is worth pointing out here that some accreditation 
agencies in Germany perform both evaluation and accreditation). 

Evaluation started with internal reviews or self-evaluation reports and 
was extended to external peer-review in 2001. Nowadays, peers are chosen 
from the accreditation agency in agreement with the University. Besides 
these external procedures, which are often required by the respective State 
governments, the quality assurance or quality management structure of the 
T.U. Berlin encompasses a wide range of tools and facilities. For example, 
specifically appointed people cooperate in carrying out quality manage­
ment activities: four people are involved at central level in the evaluation 
and accreditation procedure and three to five people without any specific 
training are involved at Faculty level. About 90% of the students are in­
volved in internal evaluation. 

One of the key points of internal evaluation is the students' question­
naire. This questionnaire is rather exhaustive since it is made up of more 
than 90 questions. Students are asked questions about their course expecta­
tions (facilities, teaching, etc), and whether they are satisfied with the 
course. Data on students' profiles are also gathered and they allow an ac­
curate analysis of respondents. Questionnaires are handed out during 
courses. The return rate is around 30/45%; 20% of the students answer by 
email. 

Data are gathered for each programme taking part in the evaluation pro­
cedure and they represent an important part of the internal report. Teachers 
also fill in questionnaires, in which they are asked questions about the 
quahty of materials and facilities used to deliver the courses. 

In the stage of peer-evaluation, each Institute (which may be considered 
as the basic unity of the university) chooses four peers for every pro­
gramme (2 academic peers, 1 external expert, and 1 student). Peers read 
the reports and then, during a two-day visit, they examine the programme 
and the conditions of its provision. Finally, they draw up a report contain­
ing a number of constructive criticisms and recommendations for im­
provement. The University board then discusses the report. The board gen­
erally concentrates on single tasks in order to improve some of the course 
features. In some cases it is possible that the University board allocates 
some funds to the degree programme. In some other cases, the Institute 
asks the State government for financial help the make the necessary im­
provements. The federal government and the responsible states (Bunde-
slander) are interested in the development and enhancement of the quality 
of higher education system and are therefore willing to fund programme 
improvements. 
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In some extreme cases, the evaluation outcome for the degree pro­
gramme or for the single courses is a sort of punishment and financial re­
sources are decreased. 

Up to novŝ , out of 68 degree programmes 43 are involved in internal 
evaluation and 25 in external evaluation. The w ĥole evaluation process (in­
ternal and external evaluation) generally takes fi-om four to eight months 
and it is repeated every three years. 

Although the T.U. Berlin regularly performs evaluation, there are some 
limitations connected to this procedure. Firstly, the questionnaire return 
rate is rather low, and the possibility of a complete automation of the 
evaluation procedure is still remote. Secondly, peers are frequently chosen 
by the Institute and are sometimes not independent. Thirdly, the University 
and the Institute have a hard time finding the necessary financial resources 
to carry out the improvements suggested by the peer evaluation. 

The T.U. Berlin completed its first Accreditation procedure in 2002. In­
formation and data gathered during the evaluation procedure served as a 
basis for the accreditation. Hov^ever, as previously noted, accreditation 
W2is carried out by the accreditation team of the Agency, v^hich checked 
whether degree programmes met the minimum standards required. Four 
Masters' degree programmes have been accredited up to now; the cost of 
the accreditation procedure amounts at 12,000 euro for each programme, 
which explains the gradual diffusion of the procedure. 

Moreover, accreditation requires a cultural change that affects several 
University constituencies, and, like every cultural change, it takes time. 

Finally, there are some substantive questions concerning accreditation 
that still remain unanswered, such as: what is an "effective" Mechanical 
Engineering degree programme? Is it a German programme? Is it a Euro­
pean programme or an international programme? These are only some of 
the many open questions concerning the scope and future of the accredita­
tion system. 

8 Conclusion 

Today the T.U. Berlin has successfully adopted the spirit and implemented 
the accreditation system procedures. Its long tradition of internal and ex­
ternal evaluation has contributed to the favourable reception of the accredi­
tation culture. T.U. Berlin is fully aware of the main advantages of the ac­
creditation system: a better recognition of its degree programmes along 
with their international acceptance; a better quality of study degree 
courses, the possibility to attract skilled students and more resources. 
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Furthermore, the development of accreditation has been confronted with 
some challenges. The first is the need for more information and coopera­
tion. The T.U. Berlin needs a clear organisation chart pointing out roles 
and responsibilities of each person involved in the accreditation procedure. 

A second challenge is the need for raising additional funds. The accredi­
tation procedure is rather expensive. It certainly pays off in the end, but it 
requires a substantial financial effort in the short-term. 

A third challenge is coping with the resistance at organisational level. 
Accreditation requires transparency and it requires the organisation to re­
think its established practices and procedures. Not every member of the 
organisation is ready for that. 

T.U. Berlin is also aware that the road to accreditation entails some 
risks. For example, the risk of inefficiency if too many people are involved 
in the procedure; the risk of a financial imbalance if too many resources 
are invested in accreditation; the risk of building a heavily bureaucratic 
structure. 

Striking the right balance between accreditation costs and benefits will 
be crucial in the next few years. 
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1 Introduction 

Swedish higher education is regarded as one of finest in the world. Top 
marks in OECD statistics are an indication of its excellent reputation. 
In Sweden there are fifty higher education institutions run by either central 
government or private interests. There are 36 state-run higher education in­
stitutions, of which 11 are universities. 

340,000 students attend higher education undergraduate degree pro­
grammes; 83,300 of them are newly enrolled students. Active doctoral stu­
dents add up to 18,900, of which 2,700 are new students. Higher education 
is subsidised by the state. As a result, students are not required to pay tui­
tion fees. 

Higher education institutions have obtained a growing degree of auton­
omy and independence over the years. Nevertheless, Swedish higher edu­
cation is kept to the highest standards by a rigorous quality control system. 
Degrees are nationally certified. The quality of education provision is 
monitored and regularly evaluated by the National Agency for Higher 
Education. 

Sweden's education policy is directed at an internationally oriented en­
vironment and the intemationalisation of the student body, of the faculty 
and of the programmes is kept in great consideration by evaluation sys­
tems. As a result, the Stockholm University School of Business evaluation 
system has been chosen as a particularly significant case study. 

The School of Business has been awarded the European Quality Im­
provement System (EQUIS), one of the leading international quality as­
sessment systems, which is run by the European Foundation for Manage­
ment Development (EFMD). In the EQUIS system the international 
dimension is considered as the most important approach to accreditation. 
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2 Higher education accreditation in Sweden 

2.1 A short history 

Accreditation was introduced in Sweden by a new act on higher education 
in 1993. The aim of this act was to grant more flexibility to the higher edu­
cation institutions.. Universities were given the right to hold all kinds of 
examinations including doctoral degree examinations. Such a decentralised 
system required a quality control system which could create trust and make 
institutions accountable for their activities. This way, accreditation proce­
dures could be implemented in order to support and control higher educa­
tion quality. 

The National Agency of Higher Education (NAHE) was established in 
1995 to perform higher education evaluation activities and it thus replaced 
the older Government Agencies. 

The NAHE has been carrying out quality audits, implementing pro­
gramme evaluations and accrediting institutions since 1993. 

Quality audits were first performed in 1995 and two rounds have al­
ready been completed. These audits may be seen as a response to the in­
creased responsibility which higher education institutions were allocated in 
order to perform quality assurance activities and implement quality devel­
opment strategies. After two rounds and despite the accuracy with which 
quality assurance procedures were implemented in many higher education 
institutions, these quality audits have had only a limited impact on quality 
development at department level. This is the main reason why the Agency 
decided to suspend quality audits for a while. 

In 1999 the National Agency conducted its first evaluation of major 
quality-related features, such as the work of the higher education institu­
tions on gender equality, student impact and social and ethnic diversity. 

In 2001 the National Agency was entrusted with the task of evaluating 
all undergraduate and postgraduate programmes during a six-year period. 

2.2 Features 

The Agency performs two different kinds of accreditation activities. The 
first one provides for institutional reviews in a three-year cycle. At the end 
of the review a final report including recommendations and criticisms is 
drafted. 

The most widely spread accreditation process is carried out every six 
years and it entails a deep review of all subjects and programmes. The aim 
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of quality reviews is to perform a control, ensure development, informa­
tion and comparison. 

The control is carried out by taking into consideration that institutions 
must reach a certain quality level. Subjects and programmes v îll be re-
view êd vv̂ ith respect to the general higher education objectives stated in the 
Higher Education Act. The development of higher education institutions 
should foster renewal and diversity in disciplines and programmes. High 
premium is placed on the availability of information about subjects and 
programmes. This assessment procedure ends with a "yes/no" decision by 
the NAHE. 

The accreditation general structure includes different steps. After a self-
assessment, peer reviews are performed by an external assessment group 
of international assessors and student representatives. The on-site visit of 
the assessment group enables assessors to have a look at the institution and 
talk directly to the university staff. After this step, feedback is provided 
through statements and recommendations for further development. The fi­
nal steps are a public report, a decision by the University Chancellor on 
approval or disapproval and follow-up. 

The criteria and the aspects evaluations will focus on are developed in 
cooperation with the Agency and higher education institutions. The NAHE 
suggests the features that will be evaluated in the review. Partners from the 
higher education institution will discuss about and confirm features and 
criteria. 

The most important aspects for programme review are: education pre­
requisites, processes and results. 

Education prerequisites take into consideration recruitment and student 
groups, teaching skills, scientific expertise and opportunities for staff de­
velopment; goals, content and organisation of education; library and other 
information support, facilities and equipment. 

The National Agency for Higher Education is participating in European 
cooperation schemes on higher education evaluation within the ENQA 
framework (European Network for Quality Assurance Agencies in Higher 
Education). 

The Swedish evaluation system partially differs from other European 
countries where the role of students is less important. Both undergraduate 
and postgraduate programmes undergo the same evaluation process, which 
is carried out by one single assessing panel. The follow-up of each evalua­
tion after three years is an integral part of the evaluation process and sanc­
tions, such as the revocation of the entitlement to award degrees, provide a 
guarantee of quality. 
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2.3 Diffusion 

About 700 programmes were evaluated from 2001 to 2003. The degree 
awarding powers of the institution concerned have been queried in 69 cas­
es out of the 700 evaluated undergraduate and postgraduate programmes. 
These programmes had failed to reach a minimum level of academic ac­
ceptability. 

During the last three years 330 assessors (125 of which, i.e. 38%, were 
women and 121 came from outside Sweden) have taken part in the Na­
tional Agency's panels of assessors. A total of 48 postgraduate and 61 un­
dergraduate students have participated in the panels of assessors. The Na­
tional Agency was particularly satisfied with the contributions made by the 
students taking part in the panels. 

The costs for all quality reviews are covered by the budget set by the 
Parliament through the NAHE. The costs for drafting the self valuation re­
port are borne by single higher education institutions. 

3 The Stockholm University School of Business 

3.1 General information 

The Stockholm University, which is located in the capital of Sweden, is 
one of the largest universities in the country with about 35,000 students 
and more than 2,150 graduate students. 

Undergraduate education is provided alongside postgraduate degree 
courses and research activities at the four faculties: Law, Humanities, So­
cial Sciences and Natural Sciences. 

In 1878 the first series of public lectures on natural sciences were held 
in the Stockholm College, which then a state University in 1960. 

In 1970 the University campus at Frescati - an area just north of the city 
centre - was built. Today, the main University campus stretches across a 
naturally and culturally inspiring landscape - in and around the world's 
first National City Park. 

The Stockholm University School of Business moved from Frescati (the 
University headquarters) to the premises of the College of Veterinary 
Medicine on the south part of Roslagsvagen/Norrtaljevagen in 1912. The 
area is known as Kraftriket (i.e. the Crayfish Kingdom). The School cele­
brated its 40th anniversary in 2002. 

The Stockholm University School of Business is one of the top Nordic 
Business schools and provides courses in traditional business administra-



The case study of the Stockholm University School of Business 109 

tion-related subjects. It comprises four departments: Accounting, Finance, 
Management and Organisation, Marketing. 

The School has more than 4,000 enrolled undergraduate and graduate 
students and about 150 researchers and doctoral candidates. 

Five Research Institutes work in close co-operation w îth the private 
public sector in both research and training: the Institute of Local Govern­
ment and Economics (IKE), the Market Academy Institute (EMA), the Per­
sonnel Economics Institute (PEI), the Sw êden Asia Business Education 
Center (SABEC) and the Stockholm International Business Institute 
(SIBI). 

Furthermore, an International Unit plays a primary role in this School, 
which has entered into a large number of joint agreements with universities 
throughout the world. 

The School of Business has 150 staff, of which 43% are women and 
57% men. There are 115 Faculty members, of whom 19 are associated pro­
fessors, 16 are full professors and about 40 technical and administrative 
staff. 

The Department Board is made up of 18 members, of which two come 
from the trade and industry sectors and four are students. The Dean and 
Deputy Dean are standing members. 

There is no direct equivalence between the Swedish and the Brit­
ish/American systems as regards Undergraduate Programmes. Degrees in 
business administration last three or four years. The Swedish academic 
year is divided into two terms running from August to January and from 
January to June. Each term comprises 20 weeks of full-time study, which, 
if successfiilly completed, will give students 20 credits. 

The School offers a wide range of programmes and up to around 90 
courses, many of which are taught in English. All programmes are accred­
ited by the EQUIS and the National Agency for Higher Education. 

3.2 The evaluation and accreditation system 

The School of Business has been acknowledged by the highly acclaimed 
European Quality Improvement System (EQUIS), which is run by the 
European Foundation for Management Development (EFMD). 

The EQUIS is one of the leading international systems for quality as­
sessment, improvement and accreditation of higher education institutions 
in the management and business administration field. It is a voluntary sys­
tem and institutions apply for assessment. Its fundamental objective, which 
is strictly related to the EFMD's mission, is to raise the standard of educa-
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tion management worldwide. Institutions must be primarily focused on 
management education. 

The EQUIS covers all the degree programmes offered by an institution 
from first-level degrees up to PhDs. 

In its first seven years of its existence, the EQUIS has accredited 82 in­
stitutions in 28 countries. Institutions that are accredited by EQUIS must 
not only demonstrate the high general quality of their activities, but also a 
high degree of intemationalisation. Since companies recruit worldwide, 
students choose to get their education outside their home countries and 
schools build alliances across borders and continents, there is a rapidly 
growing need for students to identify those institutions in foreign countries 
that deliver high quality education in international management. 

The EQUIS does not only assess degree programmes but all the activi­
ties and sub-units of the institution, including research, e-leaming units, 
executive education provision and community outreach. 

The EQUIS tries to strike a balance between high academic quality and 
the professional relevance provided by close interaction with the corporate 
world. 

The EQUIS is supported by a broad international body of academics and 
professionals. Deans of reputed academic institutions, HR and MD direc­
tors of major corporations, directors of national professional associations, 
consultants and assessment experts take part in the international peer re­
view. 

The Stockholm University School of Business started the accreditation 
process in 2001 and has been awarded the "conditional accreditation" for 
education quality, intemationalisation and co-operation with the business 
community in July 2002. 

4 The Stockholm University School of Business "Equis" 
accreditation 

To achieve EQUIS accreditation. Institutions must be able to demonstrate 
that they satisfy quality criteria in three equally important topics: high in­
ternational quality standards, a significant level of intemationalisation and 
corporate integration into programmes, activities and processes. 

4.1 General quality criteria 

The School should be officially recognised by public authorities in its na­
tional environment and should be regarded as a major quality institution by 
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the marketplace. The School should also have a clearly articulated mission, 
w ĥich is understood and shared throughout the institution and recognised 
as legitimate by the marketplace. The School should then be significantly 
present in one, and preferably more, of the following areas of educational 
activity: first-level degree programmes, postgraduate degree programmes 
(including MB A) and executive education. 

The School should recruit staff, develop and manage its faculty structure 
in accordance v îth its strategic objectives, have sufficient core faculty staff 
to cover the major disciplines and represent a reference point for its dis­
tinctive expertise. 

The School should also recruit and select high quality students in its na­
tional/international environment and should be able to demonstrate the 
quality of placement of its graduates and should provide effective profes­
sional student services in areas such as Admissions, International Affairs, 
Careers and Counselling. It should also explicitly and effectively support 
the personal development of its students besides the acquisition of know l̂-
edge in areas, such as managerial skills, values, ethics and leadership. 
There should be coherent programme design, staffing, administration and 
evaluation, incorporating client and student feedback and rigorous assess­
ment processes for monitoring student progress. 

The School should have a clearly defined research and publication pol­
icy encouraging faculty staff to develop distinctive areas of expertise. 

4.2 The international dimension 

The international dimension is considered the most important approach to 
accreditation. The intemationalisation of students, the international experi­
ence of the Faculty and the intemationalisation of programmes are the 
main areas in w ĥich the School must be involved. 

The intemationalisation of students is characterised by the recmitment 
of students from other countries, by the implementation of exchange pro­
grammes to ensure a tw^o-way flow of students and by the intemational 
placement of graduates. 

The intemational experience of the Faculty is evaluated trough the abil­
ity of faculty staff to teach in English, the involvement of visiting profes­
sors, the involvement of the Faculty in intemational networks, the partici­
pation in intemational conferences and the research and publication of an 
intemational nature. 

The intemationalisation of programmes is evaluated trough teaching ac­
tivities focused on European and global business environments, courses 
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jointly designed and taught with partner institutions abroad, internships 
and periods of study abroad as an integral part of programmes. 

4.3 Connections with the corporate world 

The School should have a clearly articulated policy as regards its relations 
with the corporate world and it should be able to demonstrate a strong cus­
tomer orientation, particularly in relations with corporate clients. When­
ever possible, given the statutory constraints under which the School oper­
ates, members of the corporate community should participate in its 
governance. 

The School should manage a portfolio of contacts with the corporate 
world, a substantial part of which should include leading companies in 
their national/international environment. The School should monitor the 
recruiter's satisfaction with the quality of its graduates. 

Programmes should incorporate structured opportunities for participants 
to gain direct experience of the corporate world, through internships, field 
work and campus visits by company representatives. 

4.4 Procedures 

The EQUIS is a continuous process combining strategic institutional de­
velopment, ongoing quality improvement and progress towards accredita­
tion. Accreditation may be achieved, under the most favourable circum­
stances, within approximately one year from application if, according to 
the initial Peer Review, the institution meets all the necessary criteria. 

1. Preliminary Inquiry. The EQUIS Director and his staff will provide in­
formation about the scheme and preliminary advice to the institutions 
that are considering application. 

2. Formal Application, Schools wishing to enter the scheme are invited to 
send a formal letter of application to the EQUIS Director and to fill in 
the Data Sheet by providing basic factual information about the institu­
tion. 

3. Eligibility, Upon receipt of the complete application to enter the scheme, 
the institution, will go through a preliminary eligibility screening to de­
termine whether there are major obstacles to accreditation and whether 
accreditation is feasible within a reasonable period of time, which is cur­
rently set at five years. This stage is also designed to make sure that in­
stitutions enter the EQUIS scheme with a fiiU understanding of both its 
criteria and processes. An important part of this eligibility stage is the 
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initial on-site briefing visit that takes place after receipt of the applica­
tion and Data Sheet. 

4. Self-Assessment, As soon as an institution is declared eligible, it is in­
vited to carry out an extensive Self-Assessment and to write a Self-
Assessment Report (SAR) covering the quality criteria provided for in 
the EQUIS standards. The EQUIS staff will provide the necessary ad­
vice and assistance during the preparation of the report. This stage gen­
erally lasts from six months to one year. The Institution carries out an 
extensive self-evaluation and drafts a SAR in accordance with the 
guidelines established. The SAR is intended to be self-critical rather 
than promotional and analytical as well as descriptive. 

Table 1. Stockholm University School of Business self assessment report: table of 
contents 

1 Preface 
2 Introduction 
3 The Teaching Scope of the School of Business 
4 The Development Strategy of the School 
5 Faculty and Staff 
6 The Student Body 
7 Personal Development 
8 Research 

However, the information provided must provide an overview of the in­
stitution's situation and to support the work of the international review 
team. This self-evaluation process is designed to help the institution in 
gaining a clearer understanding of its strategic position by assessing its 
strengths and weakness, by measuring the main constraints and oppor­
tunities determined by its environment and by making sure that ambi­
tions and resources are consistent. 

5. International Peer Review, Once the Self-Assessment Report has been 
submitted, a team of Peer Reviewers will visit the institution to provide 
an evaluation of its compliance with the EQUIS standards and to draw 
up recommendations for future progress. The Peer Review is usually 
scheduled to take place within two months from submission of the Self-
Assessment Report. The Peer Review team is made up of four members, 
who usually come from different countries: three of them are part of the 
academic community and one is a corporate representative. One mem­
ber of the team will be familiar with the institutional environment of the 
School to be assessed. The visit lasts two and a half days during which 
the EQUIS Peer Reviewers meet a wide variety of people representing 
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the different activities and interests of the institution. At the end of the 
Peer Review, the Chairperson orally presents the team's preliminary as­
sessment and recommendations for future development. The Chairper­
son then writes the Peer Review Report, indicating the team's final as­
sessment of the institution with respect to the EQUIS quality criteria 
along with its recommendations for future development and quality im­
provement, including advice on what remains to be done for the institu­
tion in order to qualify for accreditation. If the Peer Review team be­
lieves that the School clearly meets all EQUIS criteria and is qualified 
for immediate accreditation, it will ask the School and the EQUIS Di­
rector to send the report to the Awarding Body for a decision on ac­
creditation during its next meeting. The Chairman of the Peer Review 
team will then write an accompanying document stating the reasons for 
its support of the accreditation application. In all other cases, the Peer 
Review team will indicate areas in which progress is necessary and will 
suggest steps that need to be taken before the institution can satisfy all 
criteria. The expectation in these cases is that the institution will enter a 
period of "Guided Development" with the assistance of the EQUIS team 
in order to reach the level at which accreditation will be possible. 

, Awarding Body Decision. All institutions that have been through the 
Self-Assessment and Peer Review process are free to request that the 
Peer Review report be submitted to the Awarding Body for a final deci­
sion on accreditation. However, it is clear that only those institutions 
that have the explicit support of the Peer Review team will have a real 
prospect of a favourable outcome. The Awarding Body can choose from 
three possible decisions. It can grant Full Accreditation when it deems 
that all EQUIS standards are met. It can grant Conditional Accreditation 
when it believes that there are significant areas where the standards are 
not fully met, but that the institution generally deserves immediate ac­
creditation. Finally, accreditation can be rejected. The Stockholm Uni­
versity School of Business achieved Conditional Accreditation: this is 
the usual decision when a School applies for its first accreditation. 

. Guided Development. Once an institution has gone through the Self-
Assessment and Peer Review process and has received the report includ­
ing recommendations for future progress towards accreditation, it may 
choose to enter the Guided Development stage. This service, which is 
provided by an EQUIS Adviser under the supervision of the EQUIS Di­
rector, is designed to help the institution define and implement an action 
plan to achieve accreditation within a reasonable time frame. The proc­
ess is designed in a way that institutions can progress towards accredita­
tion at a speed which is commensurate to their particular situation. Pro­
gress towards accreditation must be linked to the strategic objective of 
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attaining credibility in the international market place. When the desig­
nated EQUIS Adviser deems that the institution is qualified for accredi­
tation, he/she v îll invite the institution to resubmit a formal application 
for accreditation and to enter a second Self-Assessment and Peer Re­
view procedure. An institution may, of course, decide to w ôrk on its 
oŵ n until this stage if it thinks that it has addressed all the issues raised 
in the Peer Review assessment and that it is ready to reapply for accredi­
tation. When the institution can prove that it has addressed the issues 
raised in the initial Peer Review and that sufficient progress has been 
made, a renewed assessment will be made with the expectation that the 
institution can be recommended to the Awarding Body for accreditation. 

4.5 Process management 

The Dean of the Business School is in charge of the entire process coordi­
nation. This is one of his/her main responsibilities. This is a calculated and 
strategic choice. The Dean represents the driving force and his/her author­
ity is needed to coordinate, control and encourage the people involved in 
the process. His/her power is needed to take strategic decisions concerning 
the organisation of the School as well. The Dean was supported by a secre­
tary dedicated to the EQUIS programme. Everybody in the faculty and 
among the staff is informed, involved and updated about the accreditation 
process. High premium is placed on the students. The student's quality 
board, the student's union and the Alumni Association play an important 
role in the process. 

A full professor is responsible for the self assessment report and for the 
annual progress report. 

4.6 Timetable 

The Eligibility briefing session for a School should take place no later than 
two months after receiving its Data Sheet by the EQUIS office. A School 
which has been declared eligible is expected to notify the EQUIS office 
about its intention to continue with the process within a two-month period. 
If a School has not made any progress as regards the EQUIS process. Eli­
gibility will be lost after two years and the School will need to reapply. 
The process from Eligibility to an Awarding Body Decision can usually be 
completed within twelve months. The Self Assessment is, of course, the 
most time consuming activity. It takes several months to collect and ana­
lyse the data, especially when this process involves a large number of insti-
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tution members. The drafting of the Self-Assessment report will then re­
quire at least a month. 

The Self-Assessment report should be submitted to the EQUIS office six 
weeks before the date of the on-site visit to allow enough time for the PR 
Team members to read the report and to prepare the schedule for the PR 
Visit. If the School is aspiring to an immediate decision on accreditation, 
the Peer Review Visit should take place at least six weeks before the date 
of an upcoming Awarding Body meeting, whereby a decision on accredita­
tion can be taken. The School will have one week time to confirm the fac­
tual accuracy of the PR Report or to return its comments on it. 

Two years must go by before an institution is allowed to resubmit an 
application for another Self Assessment and PR Visit. If the EQUIS Com­
mittee rejects a resubmission, no further application may be resubmitted 
for one year, unless otherwise indicated by the EQUIS Committee. 

A School must apply for re-accreditation one year before its accredita­
tion expires. The Stockholm University School of Business accreditation 
process lasted about one year and a half It started in early 2001 and it 
ended in July 2002. 

Table 2. Stockholm University School of Business - EQUIS accreditation timeline 

Time Act 
Early 2001 Application 
Autumn 2001 Self assessment report 
April 2002 EQUIS peer review visit 
July 2003 Intemal EQUIS annual progress report 
July 2004 Intemal EQUIS annual progress report 
April 2005 EQUIS peer review visit 
July 2005 Confirmation of accreditation 

4.7 Costs 

For initial accreditation the School must pay: 

- an initial sum of 7,200 €, due 30 days after the Application Data Sheet 
has been approved by the EQUIS office for presentation to the EQUIS 
Committee for Eligibility; 

- a main payment of 12,000 € due 30 days after the Self-Assessment Re­
port is sent to the EQUIS office; 

- the final payment 

• In case of full accreditation: 12,000 € 
• In case of conditional accreditation: 7,200 € 
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• In case of non-accreditation: 0 € 

- For Guided Development the Registration fee is 2,400 € and the Advi­
sory Service Fee is 1,800 € per day. 

Travel, accommodation and other direct expenses connected with the in­
ternational peer review are to be paid by the institution. In addition, the 
School bears the costs of the staff involved in the project coordination, of 
the secretary and of the writing of the report. In the case of the School of 
Business the total cost of the EQUIS process - from the application to the 
awarding - was estimated at around 97,000 €. 

Table 3. Stockholm University School of Business - EQUIS accreditation costs 

Type of cost Amount (€) 
Initial payment 7,200 
Main payment 12,000 
On-site visit 10,000 
Final payment 7,200 
Coordination (six month /w.u.) 33,000 
Reports 8,000 
Secretary (six month/w.u.) 20,000 
Total 97,400 ............̂ ^ 

5 Conclusion 

The EQUIS International accreditation has been a stimulating challenge 
for the Stockholm University School of Business. 

The accreditation has been sought even though the School of Business is 
being evaluated by the National Agency for Higher Education. The NAHE 
evaluation, that is carried out every 5 years, is not considered by the 
School as a chance, but as a bureaucratic chore. It is an internal evaluation 
process that is seen as restrictive as regards the School's objectives. 

Why 

Three main reasons have led to the EQUIS accreditation: 

• an international recognition and the possibility of having a benchmark in 
a ranking perspective; 

• stimulating quality studies and researches; 
• attracting funds for the foreign research. 
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The international recognition is certainly the most relevant reason. This 
is a prerequisite to stimulate exchange programmes for students, professors 
and researchers and to give the necessary assurances to research flinders. 

How 

The EQUIS process involves all the university staff, students and stake­
holders. 

A great initial effort was necessary to launch the process and encourage 
staff and students. Many devices such as informative letters, meetings, let­
ter boxes, small exhibitions, informative brochures and articles appeared 
on the School's magazine and on the School's web site have been used. 

However, it was the management's approach which played a vital role 
in achieving accreditation. All the process has been managed by the 
School's Dean and supported by the University's Chancellor. 

The process supervision and the control as regards parameters is still 
one of the Dean's priority tasks. The authority and the power of the project 
leader have certainly played a vital role in the accreditation process 
achievement. 

Tremendously serious 

The achievement of the preset objectives has undoubtedly been a challeng­
ing task. The achievement of the EQUIS accreditation has deeply changed 
the School's organisation and management. 

The EQUIS evaluation is not simply a formal analysis of the School's 
processes and organisation, but it judges the content of policies concerning 
education, research and publications. It introduces adjustments and time-
schedules, should any deviation be detected. 

The Self Assessment Report is a real Business Plan which thoroughly 
describes the School's strategies and "the dirty linen". This is the reason 
why the report is not considered as "top secret", but strictly "confidential". 

The School's transformation from Headquarter into University Campus, 
which has been carried out to meet the Institution's qualifications, may be 
considered as an indication of the value attached to the process. 

However people involved think that if the process had not been "tre­
mendously serious", it would not have been successful. 

Tangible results 

The accreditation process has brought about a significant improvement in 
the School's management. It has enhanced coordination among Depart-
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ments, teaching methods and the capability to publish on international 
journals. It has also increased the collection of research funds. The im­
provements are generally intemationalisation-related. In order to be able to 
compete with foreign universities and research institutes and to attract stu­
dents and teachers from abroad, the achievement of high quality standards 
is of vital importance. 

They are very proud of it 

The Stockholm University School of Business is extremely gratified to 
have been av^arded accreditation by EQUIS. The staff and the students are 
really proud to exhibit the w ôrld recognised symbol of high quality educa­
tion in international management. Furthermore the School has achieved the 
international recognition thus meeting one of its ov^n most important ob­
jectives. Its vision and its mission have been clearly defined. Through the 
EQUIS accreditation the School novv̂  has a plan for the fiiture. 
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Quality assurance in higher education. A case 
study: Helsinki Technical University 

Muzio Gola^ 

Torino Technical University, Italy 

1 Main features of evaluation and accreditation of higher 
education and research in Finland 

1.1 The past 

In 1985, a work group of the Ministry of Education (KOTA) drew up a 
programmatic document regarding the development of a university as­
sessment system. Amongst other effects, this document led to the prepara­
tion of a national database containing information about students, staff 
members, graduates, research and funding. 

In 1986, the Council of State approved an increase in government fund­
ing conditional on the adoption of measures designed to improve manage­
ment. A portion of these additional resources was earmarked for a general­
ised university assessment process. 

Since 1990, the Finnish higher education system has been binary, i.e., 
based on universities and on AMK - vocational educational institutions 
which are upgraded to Polytechnics in the field of engineering. 

Acknowledgements: The author is thankful to Anna-Maija Liuhanen, Senior Ad­
viser at the HUT (Helsinki University of Technology, TKK) for a fruitful dis­
cussion carried out at FINHEEC (Finnish Higher Education Evaluation Coun­
cil), and to Vice-rector Prof. Mauri Airila and Prof Anneli Lappalainen, 
Director for Academic Affairs, for a very informative visit at the HUT. Thanks 
are due to: Ms. Kaisa Ala, Senior Advisor, for her perfect organisation; Prof 
Kari Heiskanen (Head, Dept. Materials Science and Rock Engineering); Prof 
Olof Forsen, (Deputy Head, Dept. Materials Science and Rock Engineering); 
Mr. Timo Brander, Project Manager and Quality Coordinator. Information about 
the past history of Finnish Quality Assurance was taken from chapter II of the 
H3E- WG2 report "Quality Assessment and Quality Assurance in Engineering 
Education", by Muzio Gola. FINHEEC publications. All the remaining data 
were found on Intemet websites. 
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Quality assessment was introduced into the system in 1990. The first 
evaluations (based on departmental self-evaluation and on national evalua­
tion committees) concerned humanities, natural sciences and social sci­
ences and were completed in 1993. One of the most visible results was the 
reintroduction of the two-level system (Bachelor and Master). 

Moreover, the early 90s saw the introduction of Ministry-university 
consultations, which established agreed upon objectives and financing 
measures. As a result, the perception was that the university database 
(KOTA) and the performance consultations at least partially met the need 
for accountability and control and that evaluation policy could concentrate 
on quality improvement to a greater extent. 

Evaluations and reforms were simultaneously introduced in line with the 
autonomy and "adjustments according to the results" ideology, whereby 
the Ministry of Education applied only a form of remote control through 
quality assessment, as opposed to the previous centrally planned and con­
trolled educational system. This self-regulation strategy is often considered 
as a new name for the national management of higher education through 
incentives. Evaluation concerned both education and research and the latter 
was organised by the Academy of Finland. The third evaluation, which 
was carried out in 1994, concerned education and teacher training. 

At the beginning of 1996, the Ministry of Education set up the Higher 
Education Evaluation Council. Appointed for a four-year term, the Council 
was made up of 12 members assisted by a permanent Secretariat which 
raised matters for discussion and implemented decisions. 

The task of the Council and its Secretariat was to assist educational in­
stitutions and the Ministry in: 

- evaluating an integral part of institutional practice. 
- enhancing institutions' expertise in evaluation. 
- evaluating the impact of policy solutions. 

Evaluation was considered as an integral part of the institution's devel­
opment. The Council considered it to be particularly important for students 
to take part in the internal evaluation. 

In order to develop higher education evaluation, the Council: 

- enhanced expertise in evaluation; 
- organised training for evaluation experts; 
- collected information about Finnish and foreign evaluation practices in a 

database; 
- developed evaluation methods; 
- promoted research in higher education evaluation; 
- fostered international co-operation in evaluation. 
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The idea was that institutional performance depends on the internal 
quality assurance mechanism standards. The audit of quality assurance 
systems was a combination of self-study and peer review. The focus was 
on the institution's self-knowledge and self-regulation capacity, as well as 
its willingness and ability to assume responsibility for its quality. Methods 
for the evaluation of teaching activities were jointly developed by the 
Council, universities, polytechnics and the National Board of Education. 

An internal evaluation team was responsible for the self evaluation re­
port, which was submitted to an external committee. The external evalua­
tion team reported to the University Board, which passed the information 
on to the National Higher Education Council. The results of the assessment 
were made available to: the University Board, the deans of the depart­
ments, and, through internal channels, to the all the faculties of the univer­
sity. The criteria adopted for university evaluation were defined by the 
Ministry of Education and were related to quality, efficiency, effectiveness 
and innovation. 

In consideration of the differing historical development and individual 
characteristics of each institution, the approaches to assessment used were 
not always uniform. Some universities gave priority to assessing courses or 
individual disciplines, while others assessed departments. 

The following assessment methods were adopted: 

• Institutional evaluation: This evaluation, which was conducted and 
funded by the Ministry of Education, was requested by the institutions 
themselves. 

• Evaluation of educational activities: This evaluation was jointly organ­
ised by the Ministry of Education and the National Higher Education 
Council. 

Both institutional evaluation and evaluation of educational activities 
were based on self-assessment and external assessment. 

External assessment was always preceded by self-assessment. The ex­
ternal evaluation team received the self-assessment report prepared by the 
university structures, visited the university and interviewed staff and stu­
dents. The team then drew up a final report containing suggested im­
provements. 

The final evaluation reports have been published and were made avail­
able to all who were interested. 

Most of these peculiar features have been transferred as such to the pre­
sent method applied by FINHEEC. 
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1.2 The present 

From official FINHEEC documents available on the Internet^: 

The Finnish Higher Education Evaluation Council (FINHEEC) is an 
independent expert body assisting universities, polytechnics and the Minis­
try of Education in matters relating to evaluation. 

FINHEEC is appointed by the Ministry of Education for a four year pe­
riod. 

The accreditation of higher education in Finland is one element of the 
national quality assurance system. However, enhancement and assessment 
of the quality of education has so far been considered as more important 
than accreditation in Finland. 

As regards evaluation methods, FINHEEC reviews the costs and bene­
fits of the customised evaluations versus the use of a standardised method. 
FINHEEC also pays attention to problems created by evaluations carried 
out in a foreign language and to the development of a theoretical basis for 
evaluation projects. 

Evaluation methods are developed in cooperation with other European 
evaluation councils. 

FINHEEC promotes evaluation research, for example, by making in­
formation available to researchers. Implemented evaluation projects also 
offer information which is suitable as research material. FINHEEC organ­
ises evaluation research in cases where it can acquire resources for re­
search. In cooperation with the Academy of Finland or other funding bod­
ies, FINHEEC may support international comparative evaluation research 
activities. 

The following is an example of the scope and reporting system 
(FINHEEC 2002 Institutional Evaluation of DIAK Polytechnic - presenta­
tion of the Report). 

The goals and targets of the evaluation were agreed upon in coopera­
tion with DIAK and FINHEEC. The main issues that DIAK wished the 
evaluation team to investigate were: 1) cultural value and mission of the 
polytechnic; 2) autonomy, synergy and cooperation between units; 3) ex­
change of credits between DIAK units; 4) administration, decision-making 
and organisation models; 5) centralisation and decentralisation functions; 
6) leadership and 7) quality assurance. 

2 http://www.enqa.net/files/workshop_material/Finland.pdf 
http://www.minedu.fi/minedu/education/finheec/FINHEEC%20Action%20plan 
%20.pdf 

http://www.enqa.net/files/workshop_material/Finland.pdf
http://www.minedu.fi/minedu/education/finheec/FINHEEC%20Action%20plan
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FINHEEC hopes that the recommendations introduced in this report 
provide elements for strategic planning and development of the polytech­
nic. The evaluation team has now completed its work and it is now up to 
the polytechnic to decide how to take the best advantage of the evaluation. 

The words of the evaluation team chairman, Inspector Ko, are echoed in 
the introduction to the report: 

"The title of this report, 'With care\ reflects our opinion of the imple­
mentation of our recommendations. We do hope that DIAK will have fruit­
ful discussions, clear decisions and effective implementation of these rec­
ommendations which we believe are of DIAK's best interests ". 

By ŵ ay of summary, the Finnish system is based on institution quality 
audits and not on certification or accreditation. The institutions examined 
are Universities and Polytechnics. A Manual for quality audits has been 
drav^n up. The ideology behind the Finnish system is not to prescribe or to 
check upon the presence of a specific organisation but rather to check 
w^hether the system in place really v^orks and to w ĥat extent. 

In other words, the purpose of quality audits is to ascertain the types of 
mechanisms institutions implement, to know what measures are being 
adopted and how and the way responsibilities are allocated. The system is 
open in that the purpose of quality audits is to find out the mechanisms 
through which institutions achieve quality. 

Consequently, the Finnish system emphasises the responsibilities of lo­
cal management and respects autonomy. Within such context, high pre­
mium is expected to be placed on Quality Assurance at institution level. 

2 Quality assurance and quality assessment at the HUT 
(Helsinki Technical University) 

2.1 The context 

The HUT was set up in 1908 and it will celebrate its hundredth anniversary 
in 2008. It has awarded around 35,000 master degrees and 5,000 Doctoral 
degrees so far. It currently welcomes around 15,000 students (Master and 
Doctoral students). 

In 2004 it awarded 960 Master degrees and 190 Doctoral degrees. It has 
230 permanent Professors (there is one type of professor only) and around 
3,000 total staff (half of them are researchers). 

The accreditation and evaluation system of the HUT is only partially 
complete. 
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By way of summary, "Quality" processes are in place for doctoral the­
ses, at Department level for Laboratory measurements and at institution 
level for university staff recruitment. 

At course level, some departments implement opinion polling for stu­
dents. However, the institution does not currently demand teachers to per­
form any form of evaluation. Only 30% of the activities are actually being 
evaluated. 

The majority of professors favours a better organisation of teaching ac­
tivities and are sensitive to quality issues. These issues are considered at 
three levels: 

1. general organisation of quality processes at institution level 
2. compliance of contests and methods with learning outcomes 
3. individual teaching quality (effectiveness of teaching/learning proc­

esses). 

In 2007 the HUT is going to implement a quality assurance system 
which is designed to meets the requirements of the Ministry of Education. 

The policy implemented by the HUT is based on the idea that university 
excellence is to be evaluated along with teaching and research activities. 

There are currently two stakeholders whose views must be taken into 
account: 

- the Ministry of Education^; 
- the Academy of Finland" .̂ 

The legislative reforms enacted in 1999 compel all Finnish universities to carry 
out self-evaluation and participate in external evaluations. Evaluation reports are 
made public and many of them are published in English. Students actively par­
ticipate in all evaluations. Most evaluations consist of self-evaluation and an ex-
temal evaluation with intemational experts. Higher education institutions are as­
sisted in their evaluation work by the Higher Education Evaluation Council 
(FINHEEC). 
The Academy of Finland provides funding for high-quality scientific research, 
serves as an expert organisation in science and scientific policy and strengthens 
the position of science and research. The Academy of Finland has a range of dif­
ferent funding instruments for different purposes: it provides funding for re­
search projects, research programmes, centres of excellence in research, re­
searchers' training, intemational cooperation as well as research posts for 
Academy Professors and Academy Research Fellows. The Academy has four 
Research Councils that decide on the allocation of funding within their respec­
tive fields (http://www.aka.fi). 

http://www.aka.fi
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2.2 Competence development 

Employers' viewpoint is of utmost importance for the HUT. Employers are 
not interested in internal processes, but rather in what students know and 
can do after they have completed their studies, i.e., the competences they 
have developed. 

Learning outcomes and competences are monitored in several ways, 
while complying with the HUT's policy to reduce paperwork as much as 
possible. 

Firstly, the HUT places high premium on the viewpoint of the "Union of 
Professional Engineers in Finland", to which roughly 90% of former stu­
dents belongs. Information is gathered through meetings or presentations 
of this Union with single Departments. 

The Union carries out studies on careers, levels of salaries, correspon­
dence of acquired knowledge and skills with career paths. Moreover, it 
polls the opinions of former students on the education they received, on 
what should be removed from or added to the Programme. 

Secondly, professors receive direct feedback from industries. Around 
800 out of 1,000 final theses are actually developed in industries. This 
brings about meetings and discussions on the competences students should 
have achieved in order to effectively master a subject and it fosters rela­
tions between industry experts and professors. However, this does not 
seem to be bringing about a systematic reporting on the part of professors. 

Thirdly, industry committees provide recommendations to Departments 
through representatives at institutional level. However, these recommenda­
tions are often generic and suggest providing more courses in economics 
and foreign languages. 

Fourthly, students' opinions are collected by Departments. 
Finally, the quality of doctoral theses is assessed by means of a basic 

control system. 
The quality of teaching activities is monitored in several ways in differ­

ent Departments. 
The Institution as a whole has not implemented a general compulsory 

scheme yet. According to Professors Heiskanen and Forsen, "the opera­
tional culture here is independent, faculty members enjoy great freedom 
and rely on their own doing this '\ Some Departments do not show any 
particular interest; others, such as the Department of Mathematical Sci­
ences, an extremely proactive faculty, are extremely engaged and devote 
time and efforts to it, but they only represent 7% of the University staff. 
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2.3 Teaching activities and learning outcomes 

A vision exclusively focused on teaching activities deals with the devel­
opment of knowledge of skills, while a vision based on education exam­
ines which professional figures need to be trained. 

High premium is placed on "Learning Outcomes" i.e., assessing the re­
sults and competences that students have attained. 

The HUT tries to foresee and define the competences your engineers 
will need in the nearest fixture, in the next 10 years. This is a far-reaching 
vision entailing two parts: 

1. a permanent part (basic science); 

2. a variable part (module structures): disciplines which deserve 
more attention in the last years of the degree course and which might be 
changed and replaced more frequently. 

In order to improve teaching activities, the HUT provides an elective 
course of 25 credits, which is strongly recommended to newly enrolled 
teachers since it is relevant for teachers' fixture careers. This course was 
first organised 6 years ago and 2 sessions are currently run every year. 
Course contents aim at improving teachers' performance, e.g.: 

- how to run a course; 
- how to become more interactive (understand main teaching values, e.g., 

indoctrination vs. facilitation); 
- how to increase motivation. 

Another technique employed for teachers' development is "peer re­
view". Two or three colleagues agree to take each other's lessons. After­
wards they draw up a partly confidential report. The HUT has also started 
preparing a "teaching portfolio". 

Particular attention is devoted to gathering students' opinions. Students 
have been evaluating courses for several years and now they even do so 
through the Internet. Students may receive up to one additional point for 
each examination if they participate in the evaluation. Attention is also de­
voted to the dissemination of information so that students are kept con­
stantly informed about the procedures implemented by their University. 

All these initiatives have been gradually incorporated into a structured 
system. The Faculty "pays for" professors' teaching activities provided 
that certain conditions are met: 

- teachers provide lecture notes; 
- students' evaluation marks are sufficient (this part is now experimental); 
- teachers have a teaching portfolio. 
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Not much is being done to improve teachers' professional skills as re­
gards students' assessment (i.e. examination techniques). Hov^ever, some 
efforts are being made to this purpose. Every course entails some core-
competences (basic knowledge, diligence and achievements levels) w ĥich 
are now being made a prerequisite for achieving higher marks. 

More attention is also been devoted to teaching methods. After defining 
core-competences, teachers have tried to identify the most effective teach­
ing methods. Innovative examination techniques, such as public speaking 
about a given topic, are currently being tested. 

In order to support teaching and learning activities, a group of experts 
has been set up at the HUT including around 8 graduates in teach­
ing/learning problems who provide support as regards teaching matters. 

Besides the Department of Mathematical Science, which is particularly 
proactive, other Departments are equally active: 

• Electrical and Communications Engineering; 
• Chemical Engineering and Plant Design; 
• Department of Computer Science and Engineering; 
• Department of Forest Products Technology; 
• Department of Surveying; 

representing about 50% of HUT's Departments. 

2.4 The internal quality assurance and improvement system 

It is now worth pointing out that the HUT has 12 Deans, i.e. Department 
Directors and that Faculty Board members are appointed among Depart­
ment staff 

The system features the following internal structure: 

- the Vice Rector for Teaching chairs a specific Committee for policy­
making, including the Director for Academic Affairs and the Directors 
(and Deans) of the Departments; 

- the Director for Academic Affairs (with a specific budget of his/her 
own) is also Head of the Teaching Office, which is composed of 2 edu­
cators and 1 secretary cooperating with Departmental Teaching Offices. 
Such Offices might be made up of graduates in pedagogics, as is the 
case at the Department of Mathematical Science, or by technical-
administrative staff, as is the case in other Departments; 

- the University Teaching Office supports and guides the Teach­
ing/Learning Development Unit by providing advice on teaching meth­
ods; teachers are supported by educators. 
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Tutoring services are also being provided. By way of example, the De­
partment of Mathematical Science has recruited 5 elder students to help 
students with their daily problems through counselling activities. Every 
elder student involved is expected to allocate 10 hours per month to such 
counselling activity. 

As regards the principles of course design and provision, it is common 
belief at the HUT that students should be informed about the competences 
and the skills they are expected to achieve besides Programmes' contents. 

After establishing reference "values", an internal peer review must be 
carried out to make sure that such "values" are complied with. Of course, 
teachers' attitudes might vary. Some teachers believe that the responsibil­
ity of learning processes is shared by teachers and students; others think 
that their task is simply to teach the contents of a subject and that students 
should take care of themselves. 

3 Conclusion: ideas and trends for quality assurance and 
assessment at the HUT 

The interview carried out at the HUT pointed out that any quality audit 
process risks to be transformed into an "empty shell". This is why the 
HUT says to be committed to the development of its internal processes in 
the first place, while complying with external requirements, such as Minis­
try requirements. 

Finland has a history of commitment to Quality Assurance behind itself 
before the introduction of Quality Assessment and the HUT is no excep­
tion. 

The Quality Assurance system was first implemented at the HUT in 
2001 and developments are still under way. A pilot scheme was imple­
mented in May/June 2005. 

Even before 2001, there had been discussions on how to organise the 
systems of all University units. The need for an internal quality system was 
raised by the staff running the Units by underlining the needs of research 
projects. The most developed activities actually relate to the Quality Man­
agement of Laboratories. 

Only later on have the needs of teaching activities been considered, i.e. 
after the Ministry demanded the implementation of a specific quality sys­
tem. 

At the HUT the Rector initiated the process. He appointed a team and 
then involved professors and administrators in a work group made up of 
about 8-9 people. 
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Even if the process has been favoured from the beginning, lack of re­
sources (staff and money) have compromised its implementation. As a re­
sult, the system has been only partially developed. 

The HUT does not have an official organisation chart pointing out roles 
and responsibilities of each person involved. A proposal has been put for­
ward to this purpose. Most formal processes have not been implemented 
yet. 

Two people have been appointed "Quality Coordinators" and are devel­
oping the Quality System of the University. 

As to the formal quality assurance of Courses, a few elements have been 
implemented, but no coordinated and formal process has been initiated 
throughout the University yet. Therefore, the following questions cannot 
be answered for the time being: "How often does the process take place; 
how long does it take to complete it; how is the process organised; who 
and how assesses the process; who is the 'referee' of the process results; 
who is in charge of the internal and external assessment; what kinds of re­
ports are needed; how many of them are required; how detailed should 
data be; who reads the reports; what is the use of the process results; how 
should non-conformities be managed?'' 

One of the Quality Coordinators pointed out that the question to be an­
swered is: how can a high-quality teaching system be implemented? The 
answer was that it is important to measure how efficient teaching activities 
are. The following set of questions was then put forward: 

- how many students apply (compared to those admitted?) 
- how many foreign students apply? 
- qualifications of admitted students (in marks): 

- final secondary school examination 
- entrance examination 
- secondary school career 

- average time to graduation 
- average graduation mark 
- number of graduates per year 
- how many graduate students apply for post-graduate (doctoral) studies? 

(in Finland the government grants money to this purpose) 
- employment rates of graduates (after a predefined period of time) 
- students' satisfaction (students' questionnaires) 
- employers' satisfaction (distribution of questionnaires) 
- quality of teaching material (how can it be assessed?) 
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Quality assurance in higher education. A case 
study: the Deusto University in Bilbao 
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1 The higher education system in Spain: a short history 

The Spanish university system dates back to the Middle Ages when the 
University of Salamanca was founded in 1218. The present system, how­
ever, actually derives from the 19th century liberal university, which was 
inspired by the centralised French model. In the last years, it has experi­
enced its greatest growth in history, while at the same time advancing to­
wards a self-governing and decentralised system. 

The Ministry of Education, along with the Departments of Higher Edu­
cation in the universities, coordinates the activities of state-run and private 
institutions and puts forward major education policy proposals. The Con-
sejo de Universidades sets up guidelines for the creation of universities, 
centres and institutes. It can also propose measures concerning advanced 
postgraduate studies, identify which qualifications deserve official recog­
nition throughout the country and the standards governing the creation of 
university departments. The law on university autonomy provides for ad­
ministrative, academic and financial autonomy. Higher education is pro­
vided by both public and private institutions. 

The Ley de Reforma Universitaria (LRU) in 1983 enabled universities 
to offer their own degree programmes in addition to the degree pro­
grammes officially recognised by the Ministry of Education and Culture. 
This law also allowed private universities to be established for the first 
time in Spain and gave universities greater autonomy in curriculum devel­
opment and budgetary matters. 

Acknowledgments: We would like to thank Vice Rectora Julia Gonzalez Fer-
reras for her kind and warm welcome and for having helped us in understanding 
the University of Deusto System. Moreover, we thank Aurelio Villa Sanchez, 
Vicerrector de Innovacion y Calidad, for having patiently explained us the 
Deusto Training Model. We finally acknowledge the precious time that both Ms 
Julia Gonzalez Ferreras and Mr Aurelio Villa Sanchez devoted to us. 
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The most recent reform law, the Ley Organica de Universidades (LOU) 
enacted in 2001, promised to significantly recognise Spain's system of 
higher education along the lines of the Bologna Declaration, Under the 
LOU, universities are now free to set their own admission requirements in 
lieu of the national college entrance examinations. 

2 Evaluation system in Spain 

The LOU states that university quality promotion and assurance at national 
and international levels is one of the major aims of university policies. In 
compliance with the LOU, the Ministry of Education and Science set up 
the National Agency for Quality Assurance and Accreditation (ANECA) in 
July 2002. ANECA is a member of the European Association for Quality 
Assurance in Higher Education (ENQA) and it has been represented in 
ENQA's steering committee since January 2003. In February 2003, the 
Agency has joined the International Network for Quality Assurance Agen­
cies on Higher Education (INQAAHE) and it joined the European Consor­
tium for Accreditation (ECA) in November 2003. A coordination commit­
tee was set up in 2003 to ensure transparency and cooperation between the 
national and regional agencies - eight in total - throughout Spain. 

The main purpose of ANECA is to certify, accredit and measure the per­
formance of higher education provision as a public service. The Agency 
also seeks to reinforce transparency and comparability in order to promote 
quality and quality assurance in universities and, by the same token, their 
integration into the European Higher Education Area. It also seeks to es­
tablish accountability criteria. The LOU provides that once the introduc­
tion of a study plan is complete, universities must submit the actual per­
formance of that study plan to assessment by ANECA. The procedure and 
the criteria for suspension or revocation of recognition of a degree will be 
estabhshed by the Government. ANECA carries out its tasks by imple­
menting six main programmes: 

1. The Accreditation Programme: The Accreditation Programme repre­
sents ANECA's main function and, under Universities Law, is the only 
accrediting body in this field. Through this programme ANECA checks 
compliance with given criteria and established standards, while ensuring 
that training results are adequate and that the skills acquired by students 
meet the demands of the labour market and society as a whole. The pro­
gramme applies for courses of study leading to official degrees, degree 
courses leading to doctoral degrees and institutions offering study pro­
grammes in foreign education systems. The ANECA Seal of Quality or 
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Excellence is awarded to all official degree courses that attain the de­
fined standards. To validate this process, ANECA has established a Na­
tional Accreditation Committee (Comite Nacional de Acreditation) 
whose members have a national and international reputation in the fields 
of teaching and academic research, as well as in the business and pro­
fessional sectors. The main task of the committee is to validate the ac­
creditation process. 

2. The Institutional Assessment Programme assesses university courses 
leading to official degrees valid throughout the national territory in or­
der to steer improvement plans. The criteria and indicators used in this 
process are the same as for degree accreditation. The Institutional As­
sessment is developed in three consistent phases. 

3. During the first one - i.e. the Self assessment phase - the assessed unit 
describes and appraises its own situation with respect to the established 
criteria. The result of the analysis is recorded in an Internal Assessment 
Report and its accuracy is checked upon by an external committee of as­
sessors appointed by ANECA during the second phase, which is called 
External assessment. The committee then makes its own recommenda­
tions and puts forward proposals for improvement, which are stated in 
an External Assessment Report. 

4. The Institutional Assessment Programme is completed once the Final 
report (third phase) is issued by ANECA on the basis of the self As­
sessment Report, which is drawn up by ANECA in light of the reports 
on degrees, and the External Assessment Report, which is proposed by 
the University as a synthesis of the recommendations stated in the self 
Assessment and External Assessment Reports. The University is in 
charge of inviting the ANECA commission to perform the peer review. 
Should the external assessment not be successful, the Rector will ask the 
representatives of the faculty that did not pass the assessment to draft an 
improvement plan to be assessed by ANECA. 

5. The Teaching Staff Assessment Programme: The objective of this 
programme is to implement all the competences relating to teaching 
staff assessment. These competences cover both teaching staff contracts 
at public and private universities throughout the national territory, and 
aspects of eligibility processes. To that end, Assessment Committees 
have been set up and entrusted with the task of curricula assessment. 
The ANECA is also responsible for assessing merits in connection with 
the allocation of pay supplements to teaching staff 

6. The Certification Programme is an external assessment process to 
check compliance with a set of previously established specifications. Its 
main purpose is to inspect quality and introduce a methodology for 
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promoting the continuous improvement of university programmes and 
services. 

7. The European Convergence Programme aims at the promoting of ac­
tions facilitating the integration of Spanish higher education within the 
European Higher Education Area. To this purpose, 

• it fosters the dissemination of and raises awareness about the Bo­
logna Declaration contents; 

• it carries out pilot experiments in order to design and introduce 
degrees compliant with the Bologna Declaration and 

• it supports coordinated inter-university projects for the estab­
lishment of the European Credit System. 

The Internal Evaluation System of Universities is in line with each uni­
versity's evaluation plans and with the II Plan for University Quality (II 
Plan de la Calidad de la Universidades), whose objectives are being devel­
oped and promoted by ANECA. 

3 A case study: the University of Deusto 

3.1 A brief history 

The University of Deusto (UD) is one of the most distinguished and pres­
tigious academic private institutions in Spain, with campuses both in Bil­
bao and San Sebastian. It was established in 1886 thanks to the desire of 
the Basque country to have its own university and the wish of the Society 
of Jesus to move its school of Higher Studies from La Guardia to a more 
central location. The Business College of the University, which was 
founded in 1916, was the first college and the only one of its kind for 
nearly 50 years in Spain. In 1973, it became the Faculty of Economics and 
Business Administration. During the Spanish Civil War, the UD became a 
military base, and after the fall of Bilbao in 1937, it was turned into a hos­
pital and concentration camp. University life finally resumed in October 
1940. 

3.2 The University of Deusto today 

The UD has undergone many changes since its foundation. The number of 
students has grown from 5,000 in 1962 to over 16,000 nowadays; the num­
ber of lecturers has risen to more than 600; eight more faculties have been 
set up and a large number of institutes, university schools and other kinds 



A case study: the Deusto University in Bilbao 137 

of centres, as well as many postgraduate degrees, such as master's degrees 
and diploma courses, have been created. The central headquarters of the 
UD is located on the opposite side of the estuary, facing the Guggenheim 
Museum. In 2002 the campus of the UD in Bilbao has been declared His­
torical Monument. 

The international approach of the UD is demonstrated by a clear com­
mitment to Europe and Latin America, having signed agreements with 211 
universities in 1998 as part of the Institutional Contract for 2000-2001. 
With a mobility of approximately 1,300 students and 50 professors, the 
faculties, institutes and schools are also involved in intensive programmes, 
European modules and joint curricular designs at various levels while they 
participate in cross-border activities, integrated languages, ODL and Leo­
nardo programmes. The entire University adopted the ECTS system in the 
year 1994 and currently promotes and improves its quality. Since May 
2001 the UD and the University of Groningen in the Netherlands have 
been jointly coordinating the project Tuning Educational Structures in 
Europe financed by the European Commission. 

The University of Deusto also participates in several ALFA (America 
Latina - Formacion Academica) projects and was granted a UNESCO 
chair for the training of human resources for Latin America in the 90s. It 
co-ordinates the Crisis and Humanitarian Action Programme, in which 140 
students, 25 experts, and 15 to 20 professors from six European universi­
ties participate, and other initiatives such as the European Migration Mod­
ules, Cultural and Territorial Identity in Europe and Christianity and Euro­
pean Collective Memory. 

As to the governance, the UD is run by three boards: 

1. Consejo de Gobierno. Its members are external people representing po­
litical and economic institutions in the city. It is mainly entrusted with 
strategic planning; 

2. Consejo de Direccion. It is the executive body and is made up of the 
Rector, six Vice rectors - entrusted with Ordinacion Academica y Pro-
fesorado, Reaserch, Innovation and Quality, students and Language Pol­
icy, the San Sebastian campus and International Relations - and the 
General Secretary; 

3. Consejo Accademico. It is the political body and its members are the 
Rector, the Vice rectors, the Faculties' Deans and the representatives of 
the Institutes. 
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3.3 UD's mission 

Despite all changes the UD has undergone, it has always remained faithful 
to its original principles such as peace, solidarity and justice, which are 
strongly shared by the Governing boards and the staff. These principles are 
at the heart of UD mission. 

The dedication, commitment and quality of the teaching staff are the 
primary resource to promote the development of the UD mission. Among 
the main features of the teaching staff, the following characteristics stand 
out: 

• the professional quality of their teaching staff who is concerned with the 
development of students as individuals and their crucial problems, in 
addition to their academic learning; 

• their high level of scientific authority and research competence in their 
chosen field; 

• their interdisciplinary nature; 
• their willingness to discuss and to create close relationships with stu­

dents; 
• their participation in networks and in collaboration with other profes­

sionals from institutions worldwide; 
• their commitment to continuing education and training. 

3.4 The Strategic plan 2004-2007 

The reasons that lead the UD to adopt a Strategic Plan date back to the last 
decade. At that time a widespread need to change the internal system was 
strongly felt among the Governing boards and the staff at the University. 
When the Declaration of Bologna was signed in June 1999 and the so-
called Bologna process began, the Deusto University was ready to imple­
ment the irreversible harmonisation process of the various European sys­
tems of higher education, with the aim to establish a European Higher 
Education Area by 2010. 

The University of Deusto already stood out for its openness to innova­
tion and development in 1994 when the entire University adopted the 
ECTS system. As a matter of fact, the Universidad de Deusto was the first 
European university to extend the implementation of the ECTS to all its 
faculties. During the past few years, the University Governing Board and 
Management have been reviewing the Strategic Plan that led to the re­
vamping of the UD, by considering which factors and options have had a 
positive impact and by correcting any mistakes. In spite of such mistakes. 



A case study: the Deusto University in Bilbao 139 

all the university community members believe that there is a need for a 
strategic plan that guides the institution and its activities in order to meet 
common objectives. The strategic plan basically suggests that individuals 
(both students and staff) are the pivot element of the process and that their 
dedication to the task requires an appreciation of the value of individuals 
themselves which must be constantly fostered. The Strategic Plan is aimed 
at a further development of the students' learning processes independently 
from the Teaching Framework already in place. It entails a comprehensive 
development of students at personal, socio-ethical, academic-intellectual, 
professional and spiritual level. 

The Strategic Plan, which is shown in Figure 1, is made up of 5 major 
strategic action lines such as Teaching Innovation, Quality Management, 
Research Development and Reinforcement, Promotion of Life-Long 
Learning and Strengthening of the University-Society Relationship. Each 
one of these actions entails various sub-projects featuring both general and 
specific objectives, the tasks to be carried out, a time schedule for the next 
four years, the indicators laid down to check that the Strategic Plan is 
complied with and the people responsible for its correct implementation. 

The projects are approved at first by the Consejo de Gobiemo, then by 
the Consejo Accademico and again by the Consejo de Gobiemo. All these 
governing bodies meet every 3 months. The Direccion de la Universidad 
and the vice rectors are responsible for the actual fulfilment of approved 
projects. 

The following strategic action lines describe the main processes of uni­
versity activity in a selective and focused way. 

First action line - Teactiing Innovation 

- This action line focuses on the application of common guidelines for 
teaching and learning activities concerning all degrees; on the custom­
ised monitoring of students' performance by means of a reinforced tutor 
system; on the promotion of the values associated with social justice and 
solidarity; on multilingualism with particular reference to encouraging 
proficiency in the Basque language and its significant use in the UD, as 
well as the promotion of capabilities in modem foreign languages and 
the mobility of students and lecturers within intemational exchange pro­
grammes. 

Second action line - Quality Management 

- This line is aimed at promoting an institutional culture that helps im­
plementing common teaching and leaming practices, by introducing a 
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quality process management system in all the UD centres and services. 
This action line also includes the key-project on staff development, 
which provides for the training, assessment, motivation, promotion and 
remuneration of teaching staff. 
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Fig. 1. Strategic plan 

Third action line - Researchi Deveiopment and Reinforcement 

- This line promotes the Development of the UD general research activi­
ties, with particular reference to the major interdisciplinary projects of 
each centre and research teams, and their incorporation into relevant na­
tional and international networks of excellence. 

Fourthi action iine - Promotion of Life-Long Learning 

- This line focuses on continuous education and training and postgraduate 
courses, which actively contribute to the training of professionals by 
means of specialised programmes, both at university level and through 
"on line" courses. As a result, a dedicated Institute has been created in 
order to coordinate and promote these activities. 
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Fifth action line - Strengthiening of tfie University-Society 
Relationstiip 

- This action line is designed to intensify university-society relations at 
both national and international level w îth a view to future developments. 
This option includes projects aimed at: 

• promoting communication and cooperation with social insti­
tutions and the business world; 

• strengthening existing student associations; 
• promoting activities focused on issues of social concern 

such as peace and encouraging justice and human rights as 
well as intercultural exchange. 

3.5 The Deusto Training Model (MDF) 

The MDF summarises the psycho-pedagogical aspects and provides guide­
lines to develop teaching and learning processes by incorporating the so-
called 'competence approach' into the European Credit Transfer System 
(ECTS). The main goal of this model is to develop a significantly autono­
mous learning process as well as to provide students with a comprehensive 
education at personal, social, ethical, academic and professional level. The 
MDF's objective is to achieve the highest level of development of stu­
dents' capacities and to provide them with constant support in their aca­
demic progress. Students will thus acquire a method enabling them to con­
tinue learning by themselves, linking their academic development to 
continual training throughout their work and professional life. 

The MDF bear the shape of a pyramid as shown in Figure 2. 
The four sides at the pyramid's base represent the fundamental princi­

ples of the UD's mission: The UD is an organisation that is ethically and 
socially committed, works in teams, leads and encourages staff and places 
high premium on students. Each side represents the essential elements for 
the development of the teaching and learning process: 

1. instrumental, interpersonal and systematic competences that make the 
development of personal resources possible in order to integrate them 
into the environment with a spirit of service aimed at "being there for 
the others"; 

2. values such as personal and social development and ethical commit­
ment; 

3. essential learning attitudes such as autonomy, students' personal re­
sponsibility for their own learning process and cooperation; 
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4. Learning like the development of the learning context, personal reflec­
tion, the incorporation of knowledge and its practical application and the 
critical assessment of the whole process. 

Organisation that is 
ethically and socially 
committed 

Organisation that 
works in teams 

Instrumental 
competences 

Interpersonal 
competences 

oydici i i iu tyruiiipciciiuca 

Organisation that leads 
and encourages staff 

Organisation that learns and 
is focussed on the student 

Fig. 2. Deusto training model 

The development of specific learning attitudes such as autonomy, the 
students' personal responsibility for their own learning process and coop­
eration, the acquisition of values in accordance with the UD's mission, are 
of utmost importance in this approach. The learning model is intended for 
personal and social development, ethical commitment and an open attitude 
to transcendence. The implementation of the MDF is based on a manage­
ment system which organises, plans, develops and assesses university ac­
tivities. 

A team at the Department of Education at the UD has been involved in 
the creation and in the drafting of the MDF under the supervision of the 
Vice Rector for Innovation and Quality. 
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Both the Strategic Plan and the MDF are currently promoted and sup­
ported as much as possible by any means of communication so that the in­
ternal staff, students, teaching and administrative staff as w êll the external 
w ôrld can get to knov^ them. 

3.6 Design and planning process of teaching and learning 
activities 

The evaluation process at the UD is part of the MDF involving all projects 
concerning academic life aspects. The first faculty involved in the process 
ŵ as Economics (both in Bilbao and in San Sebastian). By the end of 2005 
all faculties (8) v îll be involved in the MDF. The MDF is a very complex 
and detailed project that is divided into several projects or sub-processes 
such as the 'teaching staff collegiality process', the design and planning 
process of teaching and learning activities, learning management, assess­
ment, reviev^ and improvement processes. Each one can be further split up 
into sub-processes. Every degree should set out sub-processes in detail. 

By vŝ ay of example, the following list describes all the necessary steps 
for the design of teaching and learning activities and the relative planning 
sub-process: 

1. write s detailed description of the subject (module) related to the aca­
demic-professional profile, the European Credits Transfer System 
(ECTS) and the MDF; 

2. describe learning outcomes in terms of competences to be achieved; 
3. develop learning units structure; 
4. select contents and competences for each learning unit; 
5. promote, develop and incorporate the values which are indicated in the 

curriculum (i.e. contents, practices, debates, etc.); 
6. implement the Deusto Educational Model and draw up the student's 

autonomous learning guide with particular reference to objectives, con­
tents, activities, work systems (contact hours, seminars, workshops 
and/or individual work); 

7. define how ICTs should be used; 
8. estimate students' workload in terms of number of hours and perform 

the necessary adjustments according to the number of credits (ECTS) al­
located to the module; 

9. define follow-up and feedback systems for students' work provided for 
by the module; 

10. implement a tutorial system for students' individual and teamwork su­
pervision, including timetables; 

11. draw up a learning guide to be handed out to students; 
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12. select and design didactic materials and resources; 
13. select ITC resources such as access to computers, databases, electronic 

magazines, platforms, etc; 
14. draw up a bibliography; 
15. supply orientation and writing guidelines for the drafting of students' 

papers (compulsory, optional, in-depth studies); 
16. set up a learning assessment system. 

3.7 Internal evaluation process at the Universidad de Deusto -
the Technical Unit for innovation and quality (UTIC) 

The Technical Unity for Innovation and Quality (UTIC - Unidad Tecnica 
de Innovacion y Calidad) is the internal quality unit of the UD and it in­
cludes 1 full-time director, 3 part-time professors and 1 scholar. 

The UTIC'S mission is to support faculties and units in re-planning and 
re-engineering their teaching processes and internal organisation within a 
quality system. Furthermore, the UTIC supplies financial as well as human 
resources for technological development and logistical adjustments. Its 
mission is to raise awareness about quality and the precise and strict con­
trols concerning the assessment of processes and outcomes. The following 
activities are carried out to this purpose: 

- set up an internal quality assurance system in all faculties, units and cen­
tres of the UD; 

- support the implementation of and compliance with standards; 
- work out the indicators and the standards of the internal quality assur­

ance and to support their implementation at the UD; 
- gather data to compare the objectives met by one faculty/unit with other 

faculties/units; 
- plan research activities and studies to back the analysis of the students' 

learning paths and to assess their progress and evolution; 
- plan quality tools for satisfaction assessment; 
- regularly publish the objectives achieved; 
- design a database including specific and common quality elements 

among different units and faculties. 

The UTIC'S support to units and faculties is of utmost importance to 
improve their internal organisation and, at the same time, to carry out in­
ternal quality management processes. Professors' assessment and im­
provement, teaching processes assessment, students' learning and work ac­
tivities, the use of ITCs and the development of teaching programmes are 
some of the projects carried out by the UTIC staff 
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The Quality commission, which includes six members, is also part of 
the UTIC and it revises the approved projects and supervises the standards' 
feasibility, benefits and implementation. Moreover, the commission sug­
gests changes, puts forward solutions for gaps and errors, submits new ini­
tiatives in line with the European standards to the Governing boards and 
sets new quality management actions. 

3.8 Label ECTS Docente Project 

The Label ECTS Docente project is part of the main objectives of the 
UTIC and it will be implemented in September 2005, when the new aca­
demic year starts. In the previous months professors will be trained (200 
hour-training) in order to get as much information as possible about the 
project and its implementation. Professors are supplied with guidelines and 
documentation on evaluation. 

All professors in charge of a course are expected to obtain the ECTS 
Label in compliance with the indicators and the standards established by 
the Quality Commission as regards the degree course. Such indicators pro­
vide information about the achievement of degrees, cross competences and 
specific competences to be developed and the consequent necessary ad­
justments of the MDF. 

This internal process entails two consistent stages: planning and fulfil­
ment. As regards the planning of the teaching course, professors are re­
quired to provide the following indications: 

L results in terms of competence; 
2. specific features of scientific contents; 
3. students' practice and activities; 
4. distribution of the estimated workload; 
5. individual and group activities; 
6. methods used; 
7. students' learning guide; 
8. adjustments of the MDF. 

Moreover, it is important that professors include tutorial activities in 
their courses providing students with individual and group counselling, 
self-learning guidance, feedback work and exercises. 

Finally, professors are required to set up a students' evaluation system 
in compliance with key-indicators such as the level of assistance required, 
involvement, knowledge of contents, originality, initiative and communi­
cation skills. Furthermore, contents have to be expressed in terms of theo­
retical knowledge; general and specific competences and communication 
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skills should be applied to produce individual/group and oral/written re­
ports, even in virtual forums. 

Furthermore, professors are required to report the achievement rate with 
respect to the objectives set out in the plan and the success rate too. At this 
point the plan and its fulfilment will be assessed not only by students, who 
will be asked to fill in a questionnaire, but also by the Department's Board 
of Directors (Direccion Departemento). 

4 Conclusion 

The objective of this paper was to present the Quality Assurance policies 
implemented by the University of Deusto. The following final conclusions 
can be drawn from this case study. The University of Deusto is a rather 
small Higher Education Institution with its 16,000 students, more than 
2,000 professors and 8 faculties. Consequently, the opportunity to timely 
monitor facilities, quality assurance processes and stakeholders is partially 
facilitating the Quality Assurance system implementation and manage­
ment. 

In addition, the UD has placed high premium on students and on their 
human and professional growth. Quality Assurance stills allows to foster 
students' cooperation according to their capabilities and responsibilities. 

This open minded attitude is not restricted to the internal organisation; 
the UD plays an active role at international level as well. It has been the 
first University to have adopted the ECTS label system. Moreover, it cur­
rently coordinates the Tuning Projects, whose purpose is to foster Euro­
pean cooperation to develop high-quality, effective and transparent Euro­
pean higher education. 

The initial resistance to change shown by a few university members has 
been gradually replaced by the strong belief that the implementation of a 
Quality Assurance system represents a fundamental strategic action line. 
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1 Some theoretical considerations about accreditation 

According to a standard definition, accreditation is "a formal published 
statement regarding the quality of an institution or a programme following 
a cyclical evaluation based on agreed standards". Albeit quite precise 
about the subject of this text, this definition does not tell much about the 
reasons why accreditation exists and why the issue has become paramount 
in higher education. Before entering into specific considerations about the 
French systems of accreditation, it is useful to present a few theoretical 
considerations. 

A large number of research activities in economics has been devoted to 
the study of trade and exchange in the context of information asymmetry 
in the last three decades and George Akerlof was awarded a Nobel Prize 
for proving that competitive free markets cannot operate efficiently when 
there is information asymmetry as regards the quality of the goods traded -
the sellers owning generally better information than the buyers. This result, 
of course, is to be considered as a challenge for the welfare properties of 
competitive systems, as stated by the neo-classical economic theory. 

Among the types of commodities that show strong information asymme­
try, educational services are paramount. 

Firstly, education is a service whereby, unlike most goods, production 
and consumption are not separable. As a result, the value acquired through 
an educational programme cannot be properly assessed by the receiver. By 
definition, if somebody wants to learn a new subject, he/she is unable to 
assess the ex-ante value of a content she is ignorant about. 

Secondly, education is a service which is subject to many externalities, 
which hinder competitiveness. One interesting externality is the value that 
a business attaches to its special clients, with respect to standard clients. 
The same applies to classrooms: the standard students will feel that the 
value of the classroom they are part of is higher if some of the top students 
of the country, rather than plain students, are part of the same classroom. 
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The main hindrance to a proper competitive system in the field of higher 
education is the adverse selection risk. Let us now imagine a situation 
whereby some potential providers of an educational service, e.g. business 
schools, are offering MBAs programmes on a free competitive market. 
Each school will contend that its programme is one of the best and that it 
only selects the best students. When deciding about which schools to apply 
to, prospective students will take into account the possibility that this 
statement is untrue and the price he/she will be ready to pay will reflect 
both his/her hopes and his/her doubts. This compromise price is higher 
than the price he/she would pay, provided that the quality is poor, and 
higher than the price he/she would be willing to pay, provided that the 
quality level is high. Consequently, this price is a strong incentive for both 
low quality education providers and high quality providers to step out of 
the market. Balance on the free market can only be achieved through low 
quality at the lowest price. This is Akerlof s theory in a nutshell. 

Conversely, the adverse selection risk represents a hindrance for educa­
tional institutions when they strive to attract good students. Assessing the 
value of a student can be very difficult. Looking at previous academic re­
cords can be useful but one should also make sure that the institutions 
which have granted the student's past degrees are of a suitable quality 
level. In some disciplines, previous records are less important than the spe­
cific results achieved by a student during a particular entrance test or ex­
amination especially designed for candidate selection (e.g. the GMAT test 
for management studies). It is even more difficult to assess the value of 
applicants when the reference criterion is, for instance, business experi­
ence. The selection might turn out to be an "adverse selection": the institu­
tion is not particularly interested in candidates, who are accidentally the 
most enthusiastic candidates, while the targeted profiles do not show up. 
One could give many examples of new programmes, launched with inten­
sive advertising, which have not taken off and eventually failed because 
risk had been inadequately managed. 

Whenever the risk of information asymmetry and the negative effects 
from externalities are too severe, education cannot operate in a free com­
petitive system. As a result, education is not governed by free markets in 
most countries. 

More precisely, at the level of primary and high school education, ex­
ternalities are so strong that education is not left at the parents' decision 
(e.g. education is compulsory in France until 16). Education is generally 
provided by a public system. Whenever private institutions are involved, 
they are not independent from the dominant public system, they are 
strongly regulated and, in general, highly subsidised. 
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At the intermediate level of college and university education, there are 
mixed situations according to v^hether countries are public-oriented or pri­
vate-oriented. But even in this case, the governance system of such institu­
tions and their regulations are not precisely governed by the free market 
(e.g. the trustees in US institutions). Even in the US, the effects of adverse 
selection are so subtle and sophisticated that a system of profit-oriented 
private institutions competing for market shares is not conceivable. Some 
authors, hov^ever, contend that such a system would lead to greater effi­
ciency and less v^aste of resources than the present situation. 

At the same time adult education, w ĥich should grow at a high rate in 
the next decades, is often left to fi-ee market economics whereby mecha­
nisms are required to counter the negative effects of information asymme­
try. In executive education, for instance, business schools are competing 
with powerfiil consulting companies in the US as well as everywhere in 
Europe. 

Since information asymmetry is an important feature of the economics 
of education, high premium must be placed on information processes. 

It is once again worth presenting some theoretical propositions. In order 
to restore efficiency, agents must implement strategies which prevent ad­
verse selection. One strategy extensively studied by the literature is «sig-
nalling». One of the pioneers of the economic theory of signalling is Mi­
chael Spence who has also been awarded the Nobel Prize. 

Signalling is basically an action which is undertaken by informed people 
to foster uninformed people to trust the good quality of the services they 
provide. In order for this process to be successful, the cost of the action 
should be as varied as possible so that discrimination arises. Providers of 
good quality services are interested in this action while providers of low 
quality services are not. The latter are either compelled to stay on the mar­
ket or to provide their services at a lower price since the quality of their 
services has been revealed. Many signalling devices have been identified 
in real economic and business situations. Some are quite natural, such as 
the guarantees given, for instance, as regards the market of used cars, but 
others are more subtle. Some e-banking pioneers were not successful be­
cause they had forgotten that brick-and-mortar, in particular when it is 
adorned with gold, marbles and masterpiece paintings, is important to sig­
nal the customers that the bank has massively invested to stay long enough 
in the market to produce significant returns on its customers savings. 

When the market offers a range of providers with a great variety of dif­
ferent quality levels, a very efficient signalling device is reputation. A 
competitor can imitate an innovation in a short span of time but cannot do 
the same with reputation. Reputation is long and costly to acquire. How­
ever, it can be destroyed rapidly. The signalling effect operates since the 
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uninformed party is aware of it and anticipates that a reputed provider can­
not take the risk of endangering its reputation. Reputation creates trust and 
allows for a higher price. 

However, reputation becomes less efficient as a signalling device when 
the environment changes very rapidly since it takes quite a while to build 
it. The people who have newly entered an emerging technology sector do 
not have enough time to build up reputation and must find other signalling 
mechanisms. The same applies to established sectors whereby the number 
of providers is rapidly growing as result, for instance, of deregulation, or 
of a change in the demand. 

Accrediting mechanisms can replace reputation. An accrediting mecha­
nism delivers information about the content of the services provided. 
However, this is not the most relevant aspect, since the uniformed party 
usually does not know accreditation reports in detail. But achieving ac­
creditation is a way to induce the uninformed party to trust the provider 
who has been able to be taken into consideration by a recognised inde­
pendent body and achieve an acknowledgment that others cannot obtain. 
Consequently, loosing accreditation, after having enjoyed it for a given pe­
riod of time, is disastrous for the provider. This represents a guarantee for 
the uninformed buyer that the provider will not endanger its accreditation. 

If we then considered employees as the providers (of their skills), the 
uninformed parties would be the employers and classical examples of ac­
creditation would be diplomas. Diplomas have actually been extensively 
studied as signalling devices in the literature. For instance, without a rec­
ognised degree, medical consulting would be subject to a severe adverse 
selection risk. Since most people know little about medical sciences, any­
body could virtually introduce himself^herself as a doctor and nobody 
would be interested in asking further information. 

When companies are the providers, accreditation is represented by ISO 
certifications. They replace reputation more effectively in sectors where 
the pace of change is fast and there is a large information asymmetry be­
tween buyers and sellers, in particular when quality cannot be ensured by 
mere inspections but is embedded in the complex processes leading to the 
production of goods or services. 

The case of education is particularly interesting because of the simulta­
neous presence of the adverse selection risk on both sides of the market: 
the quality of the institutions is not easily assessed by the students and the 
quality of the candidate students is not known unless institutions perform 
costly investigation activities. 

Before having a look at the new trends in higher education accreditation 
in France bearing in mind the theoretical considerations developed here, it 
is not worth introducing the main features of the French education system. 
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2 Features and peculiarities of the French system of 
higher education 

The French higher education system of is essentially run by the state under 
the close supervision of the government. It has been shaped by four centu­
ries of domination of the economic and social activity by the State. How -̂
ever, the system includes two different types of institutions: universites 
and grandes ecoles (schools). Historical reasons explain this duality. The 
Colbertist tradition, inspired by the mercantilist doctrine - Colbert ŵ as the 
minister of Louis XIV - has led every government department to organise 
its ov^n training activities for highly skilled personnel, instead of entrusting 
training to universities or external institutions. Today, many ecoles are op­
erating under the shared authority of the Ministry of Education and another 
Ministry. For instance, the Ecole Polytechnique is a military school, the 
Ecole des Mines is affiliated v îth the Ministry of Industry and the Ecole 
des Fonts et Chaussees is part of the Ministry of public infrastructures, 
v^hich is called Equipement. The Ministry of Agriculture has its ov^n 
ecoles. However, there are many ecoles vŝ hich are under the sole authority 
of the Ministry of Education and these w êre generally set up in the last tv^o 
or three decades. For two centuries the Universite, which is generally re­
ferred to as a singular word in French, largely invested in the training of 
teachers and researchers and showed little consideration for the needs of 
the economy and companies. Only two disciplines - Law and Medical Sci­
ences - were treated differently, since they were preparing the traditional 
"professionals": doctors and lawyers (avocats). 

The modem university system has been set up in 1968 with the creation 
of about seventy autonomous universities. The outlines of these universi­
ties have been defined after an intense debate within the academic com­
munity. The most radical positions were in favour of abolishing the 
grandes ecoles and integrating them within the universities. Such a posi­
tion has been defended again in 1984 when the socialist government 
passed a new law to revise the 1968 law. But the resistance of the schools 
and the alumni associations has allowed the ecoles to survive and eventu­
ally to thrive, even under the socialist government which created a few 
new ones. The average funding per student is proportional to the level of 
prestige of the school. Therefore, less selective university departments re­
ceive the lowest funding. 

At the same time, the resistance to the idea of autonomous universities 
has always been widespread within the academic community. Nowadays, 
the official title of a professor is professeur des universites and not pro-
fesseur a Vuniversite de... to recall that 3.professeur, although attached to 
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a particular university, has been appointed at a national level and can exert 
his/her function in any university. This has produced a mixed system in 
which universities enjoy certain autonomy in their resource allocation and 
diploma policies but have almost no leeway in their human resources pol­
icy, since academic and administrative staff are appointed and evaluated 
by national procedures. 

The reason of this resistance to autonomy lies in the traditional bias 
against competition, which is widespread in the French opinion. In the col­
lective mind and following Colbert's theories, France tends to consider it­
self as a single company competing against other nations. Internal compe­
tition is therefore not welcome at university level as well as in the case of 
large companies. As a result, competition is fierce among very young stu­
dents since entering a prestigious "ecole" or an excellent university de­
partment is subject to intense competition. There are today almost hundred 
public universites. They welcome about 1,300,000 students. During the 
last thirty-five years about thirty new universities have been created, often 
in smaller cities. There are different types of ecoles offering variable 
length courses. Here we are interested mainly in the "grandes ecoles'\ 
which are broken down under two categories: the grandes ecoles 
d'ingenieurs, which are mainly public institutions and welcome less that 
50,000 students. The studies last three years after a two/three year prepara­
tion in special sections of the secondary system called classes prepara-
toires. 

Most of the grandes ecoles de commerce et de management control the 
chambers of commerce - they are therefore called ecoles consulaires -
welcome about 50,000 students. This system is actually very similar to the 
public system for two reasons. Firstly, although chambers of commerce are 
managed by the elected representatives of the business world, they are 
strongly regulated by the State, since they act as tax receiver in many in­
stances, and, in particular, in their educational function. Secondly, their 
degrees and diplomas receive a form of accreditation by the Ministry of 
Education. 

There is also a tiny group of prestigious schools, which are specific and 
do not fall in either category, including the Ecole Normale Superieure, 
which trains professors and researchers and the Ecole Normale 
d'Administration, which trains higher civil servants. 

There are many differences between the universites and the grandes 
ecoles systems. We will focus on two of them: the governance and the re­
cruitment of students. Three elected boards govern universities; one is re­
sponsible for administration, one for research and the other one for stu­
dents' life. The university president - le president - must be a member of 
the faculty and is elected for five years by a college made up by the mem-
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bers of the three boards (roughly 120 people). On the contrary, a directeur 
managing a grande ecole is appointed by the ministry. The board is made 
up of appointed members and the president of the board is not a member of 
the permanent staff. 

The second distinguishing feature is the student recruitment in the early 
periods. Selection is performed for the ecoles, but there is no selection for 
the universites. Actually, selection does exist in some universities, in par­
ticular in the Instituts Universitaires de Technologic (lUT), which were set 
up in 1965 and welcome about 100,000 undergraduate students. The lUT 
are universities but they look more like an ecolc since they are autono­
mous bodies with a separate budget and allocation of funds. They select 
students and their director is appointed and not elected. We will not take 
them into consideration here since we are focusing more on graduate stud­
ies rather than on undergraduate studies. 

Students can freely enter any university and, apart from a few specific 
cases, they never meet any selection barrier before entering the fifth year 
of university. Every year final exams only determine the right to have ac­
cess to the higher level. Universities are therefore forced to provide a 
higher education public service on a large scale, which drains away a great 
deal of their resources. Since students are formally well represented in the 
university boards and participate in the election of the president, the gov­
ernance of the universities is aimed at the achievement of this public ser­
vice. 

On the contrary, entering a school generally requires a first selection for 
a two-year programme {classe preparatoire) and then a further selection is 
performed trough an entrance examination to a school. The grandes ecoles 
are ranked according to a prestige hierarchy, which is old and highly de­
termined by the attitudes of the students themselves. By way of example, 
students who want to enter a school of management also have to pass a na­
tional examination on the same day and are ranked at national level. They 
choose a school according to their results and their choice reflects the hier­
archy of the schools. The school then selects the best students among those 
who have not been selected by a school of higher status. In the last fifty 
years this hierarchy has practically remained unchanged at the top. Simi­
larly, in engineering disciplines, a very small set of school, which are all 
located in Paris, enrol the best students coming from the classes prepara-
toires. Surprisingly enough, every year it is possible to see students enter­
ing a school as prestigious as the Ecole des Fonts et Chaussees who feel 
intense frustration because they have failed to be admitted to the school of 
higher status, the Ecole Poly technique. Their behaviour is justified since 
this hierarchy will have an impact on their whole life of graduates. If they 
embark on a career in the public administration or in state-owned compa-
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nies, this hierarchy will be preserved. Most private large companies also 
feature a hierarchal organisation which reflects public administration. It is 
not by chance that many French CEOs have worked several years as civil 
servants before moving to the private sector. Moreover, the agreements 
passed at the national level for the sector, which are called conventions 
collectives, formally divide schools and diplomas in categories according 
to jobs and career parameters, such as salary, promotion rules, and pension 
schemes. 

For these reasons, the hierarchy of quality and attractiveness of the 
French grandes ecoles proved to be very stable during several decades. It 
is clear that - according to the definition previously mentioned - such a 
system has made accreditation relatively useless in the last decades. The 
grandes ecoles had no proper signalling strategies. The choice of the stu­
dents played a pivot role and a fixed hierarchy determined the quality of 
the institutions. The grandes ecoles were not competing among them­
selves: they were letting the students compete for them. The rank implic­
itly assigned to the school by the established hierarchy would thwart any 
effort to increase quality and offer better career prospects to its graduates. 
Why should they have made such an effort since the school alumni would 
never move from category B to category A, in the law or in the conven­
tions collectives! 

However, competition among the grandes ecoles de commerce has re­
cently become fiercer. This is due to the fact that universities have seen a 
decrease in their number of students since they started to offer programmes 
which are similar to those provided by the grandes ecoles. Since universi­
ties charge comparatively low fees, they have become less attractive. Ac­
cording to the theoretical propositions, when competition increases in ser­
vices which are subject to adverse selection, the need for a signalling 
device is stronger. 

3 The French accreditation systems and their evolution 

There are several accreditation systems in France and a distinction has to 
be made between grandes ecoles and universites because of the different 
nature of competition. 

3.1 Accreditation of schools 

Because of previously mentioned reasons, the accreditation of schools has 
not been considered as a crucial issue over the years. Of course, accredita-
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tion procedures existed, but they were used only for new schools or de­
grees and only too rarely for the established ones. For instance, the 
grandes ecoles dHngenieurs grant a diploma awarding the title of inge-
nieur diplome. This diploma opens the door to attractive careers in French 
companies and in the public sector. The title is awarded under the supervi­
sion of a national committee called "Commission du litre d'lngenieuf 
which was established in 1934 in order to protect the title and to prevent its 
dissemination without control. For years this committee had mainly dealt 
with the new applications for admission to the club of grandes ecoles 
d'ingenieurs, but has almost never discussed about the schools already in 
the club. A few years ago, for instance, it was found out that schools that 
no longer existed still enjoyed accreditation. Recently, the role and the 
procedures of the commission have been redefined to embrace the modem 
approach to accreditation. 

For the grandes ecoles de commerce there used to be only a simple and 
formal recognition procedure carried out by the State which was called 
visa. Once the visa was granted, it was rarely withdrawn. Here again, the 
quite stable hierarchy of schools was a sufficient piece of information for 
candidates, students and employers. A new procedure has recently been in­
troduced. The case is interesting because it illustrates some of the most re­
cent trends in the evolution of the French system. 

Shortly after the Sorbonne declaration in June 1998, in the run-up to the 
Bologna meeting, the French socialist Minister of Education, Claude 
Allegre, who is a well-known scientist specialised in earth sciences, started 
to rock the boat and proposed a reform with new accreditation procedures 
which were more suitable to the increasing competition at European and 
national level. 

Since the readability of the French old diplomas, called Maitrise and 
DESS was too weak, the Ministry introduced a new degree called master -
an English word now recognised as French - covering all degrees achieved 
after five years of university studies. However, this prompted grandes 
ecoles, which award their degrees after five years, to ask for the permis­
sion to name their own diploma master. Given the difficulty to assimilate a 
specific university degree which was accredited on the basis of its con­
tents, with a school programme leading to a professional degree, the Min­
istry made a subtle distinction between the master regarded as a diplome 
and the master regarded as a grade. The former rewarded successful com­
pletion of a two-year university programme, whereas the latter simply 
identified the level of the degree the school. So institutions external to the 
universities were authorised to award the university master qualification. 

Clearly, this distinction has not been completely assimilated by the 
French and, a fortiori, by the foreigners yet, but it has determined a com-
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plete reshaping of accreditation within the grandes ecoles. The grandes 
ecoles d'ingenieurs, which were state-run and were subject to the authority 
of the Commission du litre d'Ingenieur(CTI) have been automatically 
authorised to award the grade de master along with their degrees after five 
years of studies, which included two years of classes preparatoires outside 
the school and three years within the school. The CTI itself has been re­
vamped. 

The situation was different for the grandes ecoles de commerce since 
they were administered by the chambers of commerce or were purely pri­
vate. Stakeholders started to think that the grandes ecoles de commerce 
asking for the recognition of their degree as a grade de master should not 
be subject to an evaluation procedure. 

The government appointed a task force to draft the decree for the new 
procedure. The intention of the Ministry, as declared by the highest official 
(Directeur des Enseignements Superieurs) at the first meeting, was to test 
a new evaluation procedure. This would provide a model which could be 
later extended to all universite degrees of the management and commerce 
field. It is apparent that the most attractive schools the procedure was ad­
dressed to had already been accredited at an international level by means 
of the EQUIS procedure, which was initiated by an association of Euro­
pean business schools (EFMD for European Foundation for Management 
Development). This was due to the need for signalling devices on the part 
of the most attractive schools, which wanted to meet rising competition 
and thus conquer students. 

The EQUIS model has exerted a profound influence on the talks of the 
task force. Moreover, the new procedure implemented by the Commission 
du Titre dlngenieur also provided a model and common meetings have 
been organised with Commission's members. A few months later in 2001 a 
national commission, which was called Commission d'Evaluation des 
Formations et Diplomes de Gestion, was officially set up. This commis­
sion included representatives of universities, chambers of commerce and 
government branches involved in management and commerce. However, 
this was the first time that an institution awarding university grades had in­
cluded only a minority of members from the University. Of course, the de­
cision was criticised by the stakeholders who wanted to preserve the mo­
nopoly of universities over the diplomas as far as possible, but the first 
years of activity of the commission have gone smoothly and today its role 
seems to be recognised and accepted. 

From a practical viewpoint, the commission appoints two experts - one 
of them must necessarily be a university representative - who have to visit 
the school and inquire about the specific degree for which accreditation is 
applied. They draw up a report which is submitted to the school for possi-
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ble objections and then put forward to the commission, which makes the 
final decision. Accreditation is granted for a limited period of time, five 
years in general, although shorter conditional accreditation has been 
granted in special cases. Most schools have accepted to go before the 
commission to be authorised to award the grade de master. INSEAD, a 
private institution belonging to the tiny group of top global business 
schools has even applied for recognition of its MBA as a French master. 

3.2 Accreditation of university programmes 

In the case of universities, evolution started in the seventies when universi­
ties were faced with an increasing market demand for more specialised and 
better skilled staff. Until the mid seventies, the main task of universities 
was the education of the next generation of secondary school teachers (for 
lycees and colleges) and public researchers. The performance of their stu­
dents in the national contests (concours) for teachers' recruitment in the 
secondary school system and research field provided an evaluation of the 
quality of universities. 

In the mid-seventies a large number of students started to enrol at uni­
versity since no entrance examinations were sat. The majority of university 
age people decided to go to university. To avoid rejecting too many stu­
dents after two years given the limited number of jobs in public education 
and research, universities launched professional degrees for careers in 
other remaining fields of society. The issue of quality evaluation was then 
brought to the forefront. Any university offers two types of degrees: the 
"diplomes d'Etaf and the diplomes d'universite. The latter remain a pre­
rogative of universities and the only indication of quality is provided either 
by market recognition or by good media assessment. The diplomes 
d'universite do not receive any state fiinding. On the contrary, the 
diplomes d'Etat must be accredited by a national body - the French word 
is habilitation - and are consequently state funded. 

To perform this type of accreditation, the French Ministry has tested the 
implementation of several systems. However, the basic idea has always 
been peer evaluation. The evaluators, who are called experts, are selected 
by the Ministry in each discipline. The French academic world is divided 
into 77 scientific disciplines and each discipline is managed by a national 
committee, which is in charge of the appointment and promotion of uni­
versity professors. The criterion of competence and academic recognition 
prevails, but the members chosen generally share a common vision of the 
university with the incumbent Minister and his/her staff, and have some­
times affiliations with the political party in office. 
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The national evaluators examine the project of running a diplome d'Etat 
course. The outcome depends on the discipline and the personality of the 
evaluators and the Minister. There is an old tradition in the French Univer­
sity for university courses. On the contrary, university lectures cannot be 
monitored. By definition, a university professor is supposed to be at the 
cutting edge of his discipline and must teach students the latest discoveries 
and recent ideas. In the secondary system supervision is performed by a 
body of auditors who are independent from teachers (the inspecteurs). On 
the contrary, the contents of university courses cannot be subject to exter­
nal inspection. This extreme position is in conflict with the need for ac­
creditation when universities deliver professional degrees. The only viable 
possibility is therefore peer evaluation. 

Some evaluators admit that their peer colleagues can bring about inno­
vation and new pedagogical methods and contents. They firmly stick to the 
principle of academic independence. Consequently, they just check that the 
candidate degree meets a set of basic requirements (e.g. is the faculty strik­
ing a good balance between academics and practitioners? Do the targeted 
jobs really exist in the economy?). 

In other cases, the Minister and the appointed evaluators have a com­
mon opinion of the discipline and of the corresponding degrees. They have 
in mind a curriculum model for all university programmes leading to a 
specified degree. They expect each candidate programme to comply with 
the model. In this case the university autonomy is reduced. In recent years 
many academic members have complained that their status becomes closer 
to that of the teachers in the secondary school system: they are supposed to 
deliver knowledge according to nationally defined programmes and rules 
and their freedom of choice is shrinking. The reality features more indis­
tinct outlines and probably follows the Lawrence and Lorsch "differentia­
tion-integration" model. The system is not actually hostile to innovation 
and those who want to practice it, find relatively supportive evaluators. 
The large number of new degrees created in the last five years, and in par­
ticular during the LMD shift in the last two years, is evidence of the will­
ingness of innovation. Nevertheless, once innovation is implemented, the 
pressure for common standards, which are expected by the students, the 
media and the employers, restores the government's role as the "great in­
tegrator". Efforts are then made to manage the excessive variety brought 
about by innovation. This is a traditional way of functioning whenever a 
market system cannot operate selection and sort out positive and negative 
innovations. 

Although the scenario is more complex, one can observe that evaluators 
of first type tend to belong to the group of academics who think that there 
is not enough competition in the French system. They therefore favour lo-
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cal innovation and differentiation. The extreme positions w ôuld favour 
very autonomous universities with freedom in faculty recruitment and cus­
tomised contracts in an environment of fierce competition, v^hich means 
student selection and probably entrance fees. 

The evaluators of second type v^ant as little competition as possible 
among the universities and deem that there is too much variety in the sup­
ply. They want to preserve a centralised state control over the diplomas 
and prefer to slov^ dow n̂ differentiation. Their view is influenced by the 
fears of increasing privatisation of French universities or by the fact that 
they believe that university professors will lose the civil servant status. 

In practice, the difference lies with the issue of balance between coop­
eration and competition among universities. It should be noted that politi­
cal attitudes do not explain the inclination towards innovation-competition 
versus integration-state control. A part of the rightists embrace the liberal 
philosophy favouring coinpetition while another larger part sticks to the 
Colbertist tradition of the dominance of the State. Those who are left-
oriented and aware of the weaknesses of France in the international aca­
demic competition arena are favourable to more competitive market condi­
tions. They are in conflict with the larger part of the left that sees variety 
and autonomy as a liberal dream hiding a likely dismantling of the cele­
brated French public services. The vote on the European constitution pro­
ject in May 2005 has triggered an intense debate in the country about these 
notions and it has become clear that the issue deeply divides both the Left 
and the Right. 

No formal visit is generally scheduled for the evaluation and evaluators 
focus exclusively on the project. When re-accreditation is applied for, the 
file must include a report about the past period containing general statistics 
about the programme, career paths of alumni and resources consumed. For 
new projects with a professional orientation, detailed description is re­
quired and it should be proved that actual career opportunities are available 
by means of a letter written by potential employers or experts of the sector 
supporting the project. 

For projects with a "research orientation", other additional requirements 
about the research environment in which the project takes place must be 
met. For instance, a university which wants to offer a "research master" 
degree course in biology, can do so only if there is a locally recognised re­
search centre in the discipline, if there is a local body of researchers will­
ing to teach and supervise the activities of students and if the programme is 
closely linked to this centre. 

The outcome of the evaluation can be threefold: acceptance, rejection, 
or "navette'" (shuttle), which implies a back and forth dialogue between the 
evaluators and the university. Most navettes end up with acceptance. The 



160 Pierre Batteau 

navette allows for possible improvements. Quite often, it is triggered by 
the fact that a university or other universities in the neighbourhood have 
proposed similar degrees. Since the Ministry is committed to funding the 
accepted programmes, there is a strong pressure for grouping similar de­
mands into the same project. 

Initiatives for a new programme cannot be launched at any time. For re­
ceiving the necessary resources, universities generally have a four year 
planning {plan quadriennal) with possible half term revision. The evalua­
tion cycles tend now to be consistent with this planning. Accreditation is 
usually given for four years and a new evaluation occurs at the end of the 
term. The fact that the same evaluators work at the same time on the over­
all set of similar degrees in the country, makes it possible to implement a 
national policy of "diplomas map". This favours consistency in terms of 
supply and a good use of public funds, but it often limits the claimed 
autonomy of universities and may slow down innovations. 

Doctorates are a special case. They represent the core of university ac­
tivities and the only level at which they have a quasi-monopoly. A special 
institution called ecole doctorale (ED) runs doctoral programmes. An ED 
is not formally an independent organisation and is necessarily a division of 
an existing university. However, when many universities are located in the 
same area, such as a city or a cluster of cities, and operate within the same 
group of disciplines, the Ministry issues accreditation for a single ED. EDs 
are often lateral organisations and for this reason have some degree of 
freedom with respect to the parent university. 

It should also be noted that whenever a grande ecole wishes to launch a 
programme for a degree usually granted by universities, such as a re­
search-oriented master, the same procedure implemented by universities 
applies. Conversely, if a university sets up its own "ecole dHngenieurs'\ 
the Commission du litre dlngenieur evaluates the project. 

Finally, it should be mentioned that a national body supervises all the 
activities of universities. This committee, which is called CNESER (Con-
seil National de VEnseignement Superieur et de la Recherche) is com­
posed of 61 elected members, representing all higher education stake­
holders (professors, administrative and technical staff, researchers, and 
students). The CNESER votes on any accreditation before the decision is 
taken by the Ministry. The election of the CNESER is definitely politi­
cally-oriented and generally leads to an over-representation of the left and 
the extreme left among the students and staff representatives. For this rea­
son, it is likely that the CNESER will not enthusiastically welcome ac­
creditation procedures leaning more towards competition and the signal­
ling of excellence. In some instances, the CNESER and the Commission 
d'Evaluation des Enseignements de Gestion have disagreed on issues that 
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are central to accreditation. For instance, the issue of selection is often 
controversial, since it is a common feature of grandes ecoles, but a forbid­
den concept for many members of the CNESER. 

3.3 Other evaluation procedures 

There are other evaluation procedures implemented in the French system. 
As previously mentioned, French universities are part of a public system 
and are under the authority of the central government. In this respect, the 
evaluation processes described above are internal. People vŝ ho have a di­
rect interest in the system manage processes. They are often in charge of 
degrees themselves w ĥich are in direct competition with the degrees they 
have to evaluate. To provide an external assessment of the performance 
and the quality of French universities, the Parliament has voted in the early 
eighties for the creation of a national committee (Comite National 
d'Evaluation) w ĥich is independent of the universities and the Ministry. 
The President appoints this committee. Each university is evaluated every 
four or five years and the report is published. From a practical view^point, 
the committee sends a delegation of auditors to visit the university and 
meet faculty staff, and students. The operation can last several days be­
cause of the number of people involved and the facilities to visit. Many 
French universities have facilities scattered over several locations. This 
type of evaluation is general and descriptive, but it is usefixl as a first ap­
proach to appraise the strengths and vv^eaknesses of a particular university. 
The Ministry offices often refer to this document when they negotiate with 
a university for preparing the four-year planning or for bargaining over 
slots and budgets. There is no accreditation after this audit. 

4 Perspectives, problems and trends 

The previous description explains that accreditation plays two distinct 
roles: 

According to the theory, when competition increases in this type of ser­
vice, the need for signalling mechanisms becomes more compelling. The 
demand for accreditation increases and this has been the case in the most 
competitive areas, such as management, commerce and business educa­
tion. Accreditation mitigates the risk of adverse selection, upholds the 
price, if any, and promotes the image of the institutions when they com­
pete for students on the market. 
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Accreditation plays another role when, as previously mentioned, the 
Ministry in charge of the strategic orientations and budget allocation tends 
to view universities as subordinated entities and does not regard competi­
tion as a primary objective among them. Cooperation is the main concern. 
Accreditation - habilitation in the French - entails internal auditing proce­
dures which shed some light on the local activities carried out to allocate 
resources adequately. They also serve the purpose of informing potential 
partners about cooperative activities. Partners can get to know the real 
situation of the applying institution. In fact, networks involving university 
departments in various disciplines tend to aggregate institutions with simi­
lar habilitations. The habilitation process most probably looks different in 
both cases because one or the other of its functions needs to be empha­
sised. 

However, new events and circumstances could lead to a change in the 
Ministry procedures. A big change has occurred since 2003 in the French 
university system to make its degrees more compliant with the Bologna 
agreement. 

Traditionally, university studies were broken down under three different 
stages: the undergraduate stage cdiWQd premier cycle, lasting two years, the 
licence and maitrise stage (one year each), called second cycle and the 
troisieme cycle, a stage which was divided into several categories of de­
grees, such as the Diplome d'Etudes Superieurs Specialisees (DESS), 
which lasted one year and was practice-oriented, the Diplome d Etudes 
Approfondies (DEA), which lasted one year and was research-oriented, and 
finally the doctorat, which lasted between 3 and 5 years. 

University studies are now divided into three stages: Licence (three 
years). Master (two more years) and Doctorate (three more years), hence 
the designation LMD or 3-5-8. The peculiarity is that entry to the M period 
(Ml) does not entail any selection, although universities implement a 
whole series of tricks to select students, whereas entrance to the second 
year (M2) of the master's degree course entails a selection procedure. This 
leads to the question of what should be done with the students rejected af­
ter one year of master preparation. 

However, old degrees have not been suppressed since they are a prereq­
uisite for applying for concours for public positions and many private jobs 
defined by the conventions collectives. Moreover, the master's qualifica­
tion awarded by the grandes ecoles is not consistent with LMD since they 
follow a three-year scheme after two years of preparation, while the LMD 
scheme requires three years (L) before the M period, which lasts two 
years. 

The LMD reform has been considered at first as an opportunity to re­
vamp university degrees and in some universities, this has actually oc-
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curred. Obsolete programmes have been closed or merged w îth new ones; 
concentration of resources has been achieved, and more readable degree 
courses description have been made available. Hovv êver, in many other 
cases, the proposals put forward have shov^n a v^aste of efforts and re­
flected mere defensive moves to protect vested interests. 

The expectation was that accreditation procedures might have played a 
disciplinary role. However, it seems that the Ministry has eventually ac­
cepted a large number of proposals resulting in an excessive dispersion of 
the education provision. As a result, universities were compelled to run af­
ter students to be able to continue running their degree courses. The reason 
for this apparent laissez-faire might be of political nature: the first moves 
towards LMD in 2003-2004 triggered extremely unfavourable reactions 
from the students and their parents, who were supported by some teachers' 
unions. The government has judged that the risks of an entire rejection of 
the reform were high, and, as a result, hundreds of thousands of students 
would be put in the streets. The idea was to calm the unrest by showing a 
positive attitude towards all projects. It should also be noted that experts 
have had only a short time to examine a huge mass of new projects and 
only a few tools had been made available. A comprehensive inspection of 
the facts and the proposals presented in the projects was impossible. The 
experts preferred the risk of accepting dubious projects rather than reject­
ing good ones. This example shows that the accreditation system has not 
worked properly and requires deeper investigation. 

However, the pressure for change is increasingly high and it mainly de­
rives from the global trends in higher education. Some years ago, the 
French media started to publish rankings of the universities, schools, and 
programmes in terms of performance and quality. The criteria were some­
times questioned. In some cases, for instance, the ranking would judge the 
efficiency of the process on the basis of the ratio of graduates over newly-
enrolled students by showing the drop-out or rejection rate during the stud­
ies. The lowest rejection rates were ranked top while the top institutions at­
tracting many students - with no entrance selection but very selective at 
the end - were ranked at the bottom. The method simply reflected a uni­
versity logic according to which excellence should not be aimed at; the 
mail goal was rather bringing as many people as possible at the higher 
level in the spirit of the service public. 

The media are now faced with the new challenge of positioning the de­
grees in the European landscape. The complexity of the French systems 
has made this task quite uneasy. In the meantime, international mass media 
have published rankings showing that the French systems are too much fo­
cused on domestic needs with little awareness of the increasing competi­
tion among universities at a global level. 
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It is not by chance that the most pro-active attitudes towards accredita­
tion have been shown by institutions in the field of business and manage­
ment education, where there is an intense international competition for 
both students' recruitment and their graduates' placements. The first 
shocks came some years ago when the rankings of European institutions in 
management education were published by the Financial Times. A school 
like the HEC {Ecole des Hautes Etudes Commerciales), which has been 
sitting at the top of the domestic pyramid for decades, providing the 
French business world with countless marketing and sales directors and 
many CEOs, was confined to a lower position. The French observers im­
mediately complained about an Anglo-Saxon bias of the survey. However, 
the ranking showed that the school organisation was strictly related to its 
role as leader of the network of the French grandes ecoles de commerce 
and that the school was not so willing to play a major role at European 
level. For instance, the MBA is the degree that makes such an institution 
internationally visible. Regardless of all the criticisms concerning the 
MBA, the international use of the concept and the domination of the great 
US business schools make it di passage oblige for top positions in the rank­
ings. The HEC is running a very good MBA programme, taught mostly in 
English, with an international audience of students featuring professional 
experience and the best professors of the HEC enjoy teaching in it. How­
ever, the HEC must primarily defend its position of leader in the complex 
system of recruitment procedures of French students via the concours 
d'entree. For this reason, the MBA programme, at first, might not have 
been associated with the name HEC and was developed as a separate entity 
called ISA (Institut Superieur des Affaires), Today the HEC is striving to 
impose its MBA and its main competitors are INSEAD, the London Busi­
ness School, the IMD in Lausanne, the lESE in Barcelona and some oth­
ers. 

A more recent shock, at the scale of the whole system, came with the 
celebrated ranking of world universities issued by the University of Shan-
gai. When it was first published at the end of 2003, the effect in France 
was devastating: this ranking was not based on an American biased crite­
rion, as might have been suspected in the case of MB As. It simply focused 
on international visibility of research, faculty and alumni. The first French 
institution in the list ranked sixty fifth; the two most prestigious grandes 
ecoles in France, and Ecole Normale Superieure and Ecole Polytechnique 
were respectively 107̂ ^ and 253"̂ .̂ Moreover, besides the majority of US 
institutions, UK, Sweden, Germany, Switzerland, Canada, Japan, Nether­
lands and Australia had a representative among the top fifty institutions, 
but France was not among them. 
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During the academic year after the publication, many debates have 
taken place to understand the situation. In the author's university, the 
president launched a thorough investigation and it turned out that research­
ers published a large part of their international articles w îth an improper 
name of the origin university and that they sometimes used a name dating 
back to the period prior to the 1968 reform. The reason being that many re­
searchers and professors still see the university as a mere administrative 
entity. In Paris universities bear numbers and students and even some fac­
ulty members sometimes ignore the number of their university. Once 
again, it should be noted that the concept of autonomous universities has 
not alv^ays been enthusiastically implemented. 

The neŵ  Shangai* ranking published in 2004 shoves the subsequent ef­
forts made and all the French universities which were part of the rank have 
gained between twenty and thirty ranks. There are now two French repre­
sentatives in the top 50. 

The ranking has essentially raised greater awareness about the impor­
tance of an international profile for the French institutions and has focused 
attention on their rather weak communication policies. It will also proba­
bly speed up the improvement process of evaluation procedures in research 
and, later on, it will have an impact on accreditation procedures by empha­
sising the importance of international achievements. 

However, these adjustments cannot replace a thorough reflection about 
the effects of an increasing competition in the global higher education sce­
nario. Should the present growth rate in Asia persists for at least some 
years, the need for European institutions to play a role in higher education 
in Asian countries will become of vital importance. The nature of competi­
tion in this field and the essential effects of information asymmetry will 
demand more and more sophisticated signalling devices. 

How will France react to this challenge? According to the traditional 
view, a small group of national champions will be pinpointed and receive 
financial support. A large number of resources will be allocated to them 
and the others would have to share the cake's leftovers. The UK has ap­
plied a similar policy to research, following a deep change in evaluation 
procedures. In France, recent discussions in the research area were focused 
on the concept of pole de competitivite. The idea is to devote more atten­
tion and allocate more funds to local clusters of universities, research cen­
tres, schools and firms to increase their capacity to meet international 
competition. Evaluation and accreditation procedures will have to be 
strengthened in order to pinpoint and select the candidates which should 
receive government financial backing to meet global competition. 

Will this trend decrease competition among (and within) universities, by 
underlining the need for united efforts to fight against foreign competitors? 



166 Pierre Batteau 

If so, will the evaluation procedures perform different functions? Far from 
becoming signalling devices on the domestic market, they would be rather 
considered as control procedures to serve the purpose of auditing the uni­
versities, identifying the most suitable ones to meet global competition in 
order to allocate most of the resources to them and only a few resources to 
others. If this turned out to be true, the French institutions {grandes ecoles 
or university institutes or departments) which are most subject to interna­
tional competition will resort more and more to external bodies for finding 
efficient signalling devices. They will resort to the AACSB (American As­
sociation to Advanced Collegiate Schools of Business) or the association 
of MBA based in the UK. Today getting the EQUIS is more important for 
an ecole de commerce than the recognition granted by the commission 
d'evaluation des formations et diplomes de gestion. 
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