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Abstract

The expression ‘Bologna Process’ stands for th@ioggeform of the higher education
systems throughout Central Europe. The changdsediigher education systems,
governments and finances are embedded in thegablitansformations, and aim to meet the
needs of the political processes. The major palitibjective of the first phase (the 1990s)
was to establish and develop new national idestitieggher education reforms in the regions
intended to develop national systems that shoulddependent from the former political
structures and should therefore represent the wéticpl identities (independent higher
education systems of Slovakia, Slovenia, Croatlaalde, Serbia). The objective of the
second phase (from around 2000 onwards) was dhid $tie integration of the Central
European states to the European structures (Eurdpeian). Higher education reforms serve
as elements of the ‘catching-up- of-Europe’ drigéthe Central European governments. The
new reforms which aim to internationalise highenaation systems are in confrontation with
the former reforms which intended to develop autoooes and national systems. Referring to
the ‘Bologna Process’ the governments wants tdifeigie their new reform directions at
home and prove their loyalties to the Europearctiras and agencies.

Introduction

The ‘Bologna process’ is a comprehensive concapEfwopean higher education reforms of
the 20th and 21st centuries. ‘Bologna process’ mdamwever, something else in Central
European countries than in the rest of Europeadtiamely interwoven here with a major
social change called the ‘system change’Johnson 1996 Recent higher education reforms
can only be understood if they are put into theesyschanges in Central-Easter-Europe. The
‘Bologna process’ in Central Europe is not onlyighker education reform but also a part of
the system change.

International literature talks mainly about theesttto which the objectives of the ‘Bologna
process’ have been met so far and how much thetél i do for the individual higher
education systems (higher education policies ofiifferent states) to fully realize these
goals. (sedrends I-V In this essay, however, we are analyzing thedBoh process’ as a
chain of political events.

First we are introducing the story itself that ieady illuminating on its own since it consists
of various — and characteristically very differemarratives. These narratives contain not
only a chain of events but also reflect pointsiefwand positions of the speakers. Then we
will turn to the actors: international (suprana@jrorganization, ‘national’ governments,
institutions (the so-called ‘academic sphere’) alhdhose who are outside these circles. We
are searching their aims and means they applyttmgalved into the ‘Bologna process’. We
are also adverting to the situation of minorityleg education in the ‘Bologna process’ since
Central Europe is full of national and ethnic mities.
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The story

Chain of Events. According to relevant international and governtaédocuments the
history of higher education reforms is a historyrohisterial conferences. Launching higher
education reforms in Central European countriesnfgithe programs is regularly connected
to a ministerial conference — usually to that gaitir one where the competent minister of a
given country participated for the first time.

Bologna, Italy, 1988. Rectors of European universities while celebgathe 900th
anniversary of the University of Bologna acceptaldration calledlagna Charta
Universitatis

Austria launches the Central European Exchanger&@rofpr University Studies
(CEEPUS) (1990-91). It participates in the firshgmus program in the academic
year 1992/93; five universities apply the Europeaatlit system. She enters the EU in
1995. A new University Act is adopted in 1997 amgliality assurance system is
introduced for universities. Croatia adopts a neghdEr Education Act in accordance
to which a National Higher Education Council is gpt(1994). HAC becomes
functional in 1992, first as a temporary and them @ermanent body. A first run of
accreditation starts for programs and institutidtigher education as a whole is set
under unified ministerial governance. New Higheu€&ation Act is adopted in
Romania in 1996. A Higher Education Act enters éarc Slovakia laying down the
basis for the creation of an independent Slovakdrigducation (1990). On this basis
a first accreditation committee is set up. The i8@mended in 1996 considering the
creation of the independent Slovakia. In the sddmif of the decade the introduction
of the two-cycle study programs starts (in certagtitutions) without any
governmental coordination. Slovenia adopts her jdikst Higher Education Act
(1993) and an act on vocational higher educatisnyell (1996). Higher Education
Council: 1994, Higher Education Quality Assessn@oinmittee: 1996. The first
Higher Education Act is adopted in Ukraine (1991).

Paris, France, 1998. Education ministers from France, Great-Brit#tialy and Germany
issue the Sorbonne Declaration. It enhances thessitg of higher education mobility and the
recognition of degrees.

Austria amends her University Act under the infloenf the Sorbonne Declaration
(1999) and adopts among others an act on teacheing as well. The European
credit system is introduced in Slovenia where fisei¢ of diploma supplements also
starts (1998).

Bologna, Italy, 1999. Education ministers from 29 countries signBadogna Declaration
the creation of a ‘European Higher Education Arsdbreseen for 2010.

Accreditation becomes compulsory for universitreéustria (2000) and a national
‘Bologna Follow-up Group’ is set up. Hungary joithe Bologna Declaration (1999)
and carries out radical institutional integrati@d@0). Romania, Slovakia and
Slovenia also join the Bologna Declaration (198pvenia amends the 1993 Higher
Education Act (1999). Diploma supplements are a&soed from the academic year
2000/01.
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Prague, Czech Republic, 2Q@ducation ministers of 39 countries issueRh&gue

Declaration In this document they add new objectives to #m®mmendations of the

Bologna Declaration (the proposal for a unified &ean quality assurance system, however,
was not adopted then).

A new University Act is adopted in Austria and be@s highly discussed in
professional and social circles (2002). (This acves as an example for higher
education acts in some neighbouring countries ldeg Hungary, too.) At the same
time the College Act is amended according to thevéisity Act. Croatia signs the
Bologna Declaration (2001) and ratifies the Lislgreement (2002). A so-called
CsEFT project (for joining the European Higher Eatian Area) is launched in
Hungary, however, the assembling of a higher etwtabund-table conference fails
(2002). Acknowledgment of qualifications becomegularized in Slovakia (act:
2002, amendments: 2004).This act also providegtorching diploma supplements.
Slovenia adopts a national higher education deveéop plan (2002). Serbia signs the
Bologna Declaration (2001). An education assessiedgttronic information) centre
is set up in Serbia (2001). Guidelines to the Eeappcredit system are issued (ECTS,
2002).

Berlin, Germany, 2003 Education ministers of 42 countries review phegress of the
‘Bologna process’ and a model of a three-cycleesyss drafted (doctoral studies become the
third cycle of higher education studies).

Issuing diploma supplements becomes compulsoryustria (2003) and the Quality
Assurance Agency of Austria is created (2004). Gacedopts a new Higher
Education Act (2003) and amends it after a yeanake it compatible with the
‘Bologna process’. Act on the recognition of foreidiplomas (2004). Hungary joins
the EU together with Slovakia and Slovenia (2004 Higher Education Act is
amended in Slovenia (2004).

A new ministry is set up to govern higher educateonational ‘Bologna support
team’ is created. Serbia signs the Lisbon Agreerfeamtesponding diplomas) (2003).

Bergen, Norway, 200%uropean quality assurance levels and directivesdopted and a
creation of a European network for accreditatiot @mality assurance agencies are proposed
in the closing declaration.

Croatia changes for the two- (three-)cycle studhgpams and introduces the European
credit system (2005—-06). The act on the recogntidioreign qualifications is
amended (2006). The present Higher Education Aatiapted in Hungary (2005) but
the Constitutional Court imposes amendments. Amemdsmow in force (2008) are
drafted by 2006. Basic level (BA, BSc) study pragsaare launched in Romania in
2005/06. The Higher Education Act is amended aga8lovenia (2006) according to
which quality assurance is reorganized. A Higheundadion Act is adopted in Serbia
(2005). A national strategy on life-long learnisgaidopted (2006). The accreditation
of institutions starts (2006/07). Ukraine joins Ba&ogna Declaration (2005).

London, United Kingdom, 2007 The closing declaration of 45 education mimgste
emphasizes equal opportunities and the qualifinaiod knowledge necessary to find a job —
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entirely the so-called ‘social dimension’. It foees the completion of the ‘Bologna process’
and the change for the ‘European Higher EducatieaAby 2010.

Romania enters the EU (2007). Ukraine starts aigfiind accrediting curricula for
basic (BA, BSc) programs (2007), and diploma supplats are introduced in 2008.

This chain of events in education diplomacy sugg#stt individual higher education reforms
are directly determined — or at least indirectiijuenced — by these events (declarations,
closing declarations) on the international stagarélations are not that spectacular in the
1990’s when, however, similar processes took platee examined Central European higher
education systems (adopting acts on higher eductdlmwing the 1989-93 system changes)
as they were not connected to international dipmmout to their regained national
independence.

Higher education reforms accelerated at the enlden1990’s and became more and more
similar to each other. Countries and education stens signing the Bologna Declaration
created a critical mass, the influence of whichl¢mot be avoided by other countries either;
especially not when they were approaching the Eld.dn obvious explanation for this chain
of events just as for the seemingly similar objegiof higher education reforms. The
Bologna Declaration did not only give an impetu$igher education reform in Europe but
also made it a one-way progress.

Narratives Professional and social circles in Central Eartghl different stories about the
recent higher education reforms. These storiesalled the narratives of the ‘Bologna
process’. They are all about how the ‘Bologna psststarted in the various Central
European countries, what are its moving forces revitegoes and what we have to do to keep
the reform on its path. The story always begins whe break-away from an ‘empire’ (the
Soviet sphere of interest, Czechoslovakia, Yugda)a¥he higher education system of a
given country first tries to become independentthen it is always the devotees of
integration who prevail. ‘Bologna process’ is indeeeuphemism in these stories since it
means the integration of a relevant Central Eunogeantry to the European Union. The
‘European Higher Education Area’ seems to be ate@ramber’ to the European Union. This
is the narrative of the ‘Bologna process’ e.g. @nfta, Croatia or Ukraine.

According to other explanations European univessiélways tried to modernize themselves.
The ‘Bologna process’ is another attempt to strearturopean universities. This is a must
dictated by the globalization challenging worldwitie higher education systems of the
various nations. National higher education systeamsonly address this challenge if they join
together. This is the narrative of the ‘Bolognagass’ e.g. in Slovakia or Hungary.
Opponents to the ‘Bologna process’ would rathee Yot a cooperation between institutions
than a cooperation between governments in Eurdpevalue of bodies like the European
University Association (EUA) is raised in this rative and institutions like the European
Commission in Brussels only seem to be bit players.

We find obvious antagonisms between events anatnaes (there are two Bologna
declarations and they contradict each other; theimients of the ‘Bologna process’ do not
oblige anyone to anything; the European Commissidrussels is only an observer in the
‘Bologna process’). It was not the ‘Bologna pro¢disat started higher education reforms in
Central Europe but the changes of the politicalesys. Real goals for higher education
reforms in Central Europe were not set by the ‘Babprocess’ but by the changes of the
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political system still going on. We can talk abauprogress’ and a ‘completion’ of the
‘Bologna process’ only in the frame of politicalnemunication. In an educational policy
analysis, however, we must pay attention to thiehhces and conflicts of the change of the
political system.

Previously we divided system changes into thregestéhat could be characterized by
different educational policieK6zma, Polonyi 2004 The first stage was a break-away, the
second was becoming independent and the third \was@d of new integration. Higher
education reforms also fitted into these threeestayf the system change. ‘Bologna process’
is meant in Central Europe as higher educatiorrmesdriggered by system changes.
‘Bologna process’ fits into the system change iche&levant country. ‘Bologna process’ is
in its different stages from country to countrycgrihe system change differs from country to
country, too. All countries in the survey left @dy the Soviet sphere of interest (1988-91).
Some countries still have problems with becomirtgpendent while others are already
integrated into the EU, which determines the vaipaositions of the ‘Bologna process’ in
Central Europe.

Actors

Educational governments and buffer organisation§he main actors of the ‘Bologna
process’ are educational governments. Higher eaurcegform in this region is governmental
educational policy; ‘Bologna process’ is a top-dawform. Thus the various groups of
interests are mainly to be found in the educatigoakrnments.

To foster the ‘Bologna process’ national educatiggoaernments set up international buffer
organizations (e.g. the European University Assmrathe European Network for Quality
Assurance in Higher Education, etc.). These budfganizations start an own life and let one
think that the ‘Bologna process’ is managed by thidowever, the ‘Bologna process’ is a
governmental reform policy. Its main actors — asady mentioned — are the educational
governments. (E.g. the Ministry for Education amteSce of Ukraine set up a so-called
national team to follow-up the ‘Bologna process’cdmmittee called ‘Joining the European
Higher Education Area’ was formed in Hungary in 20 Slovakia all the buffer
organizations were integrated into the Instituttbizducational Information and Prognostics
in Bratislava.)

‘Bologna process’ is being formed and taking plecthe cooperation and conflicts between
governments and their buffer organizations. Higédrcation reforms run in this simulated
political arena. It seems as all the objectivethef‘Bologna process’ were governmental
goals (‘European Higher Education Area’, studentsbility, multi-cycle study programs)

that are either accepted or rejected by the higtecation institutions. And as if those means
were also governmental means to enforce the ‘Balguyocess’ on the higher education
institutions (diploma supplement, European creditsfer system, higher education quality
assurance, etc.).

Institutional Administrators and Managers. The ‘Bologna process’ (a political game) has,
however, other actors, too, whose cooperationsaand can draw the ‘Bologna process’ from
its original objectives. The more visible amongnthare the heads of the institutions. Heads
of universities and colleges can have a strongemite on higher education reforms because
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higher education institutions are represented byntbAnd the results of the ‘Bologna
process’ finally depend on the institutions, indeed

It is mainly typical of the countries of the forméuagoslavia — Serbia, Croatia and
Slovenia. University faculties became independeadggally in former Yugoslavia.
Higher Education Acts adopted between 2000—-200& &tea ‘corporative model’
(faculties only form an ‘umbrella organization’ e\tee independent departments). It
recalls the political traditions of self-governarhbat look back to a long history in the
region and was made an official ideology by Tito.

Students Students are among the actors of the ‘Bologoegss’, too. They have national
associations and are also represented in the rmanbgdies of the universities in Central
Europe. Their international association is the dfal Unions of Students in EurofeSIB
2005, 2007. Their participation in the management of ursitees began in the times of the
European students movements of the 1960’s. They tethe tradition of the ‘self-governed
university’ in Europe according to which all ‘ciéms’ of the university could participate in
bringing community decision®k{iegg 1993-2004ee especially Vol Il, Ch IV.)

Students also ‘vote by foot’: they either join taysaway from students’ mobility programs.
There are several analyses about them (e.g. Teit®84) that depict these students' mobility
programs as success stories. Students’ mobiliGeintral Europe is, however, rather a failure
(Kozma 1993).

This failure is explained by two causes. One ofthefinancial. Neither students nor
universities in Central Europe have money for fgmestudies (thus Croatia set up a fund for
this aim). If more money arrived in higher educatiethey say — activity of the students may
also become more intensive. The other is an edugdtorganisational cause. The credit
system does not promote foreign studies but rattedes them even more difficult. Credits
acquired abroad are indeed difficult to get acakpitus they want to complete the European
Credit Transfer System or replace it by the ‘Eusyp@ualifications Framework’.
Nevertheless we do not explain students’ inactmity financial and educational
organisational causes but with students’ still txgsstandoff from the ‘Bologna process’.
Students have not been touched by the ‘Bolognaegsicyet. For the time being they cannot
or do not want to involve in these programs how there planned by the creators of the
‘Bologna process'.

Teachers Teachers in Central Europe were not involvethéplanning of the ‘Bologna
process’ almost at all. They only participatedha implementation namely drafting the
bachelor and master study programs. (These progremesunknown in the European higher
education. They were only applied in Great Britgirhis element of the ‘Bologna process’ is
a ‘success story’. Europe-wide it is the most plevaand accepted momentum of the higher
education reforms (Kehm, Teichler 2006). Teachersdlvement in the ‘Bologna process’ in
Central Europe can be estimated on the extentghdicipated in the elaborating of the
multi-cycle study programs. We can say that higtercation in Central Europe inherited
from the 19th century was restructured with thetgbuation of teachers.

Nevertheless teachers participate in the ‘Bologoagss’ quite critically. Four decades ago it
was pedagogues who were kept to be a main baorjarhilic education reforms (Husén,

Boalt 1967). Today it is university teachers whermsdo prevent reforms. Mainly those who
are more organized and as such can better repr@seprotect their interests. Opposite them,
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‘enlightened managers’ usually stand for the ‘Bolagrocess’. It is moreover a part of the
general politics in Central Europe. The ‘Bolognagass’ is (or seems to be) a part of the
system change. Who hinders it, hiders the systeangg as well.

Employers Graduates’ opportunities to find a job, emplsyeeeds and wishes and the
labour market are continuously referred to in Carfiurope. Finding a job was, however,
examined in an organized form only in some cousitféeg. Austria, Hungary, Serbia). For the
present actors outside the higher education sgtten®t get any role in the ‘Bologna process’
in Central Europe; and they are not involved inghafessional and vocational higher
education, either.

The ‘Bologna process’ as bureaucratic coordination

Manifest objectives — latent ambitiondHigher education decisions in Central Europe can
mainly be explained by the different objectiveshs various governmental and buffer
organizations. These different objectives expresmselves in contradictions between
manifest objectives and latent ambitions. The @ifigoals of the ‘Bologna process’ are
common all over in Europe. While declaring the veayne objectives in Central Europe,
however, there are other education policy and gtbécy ambitions, too, that differ from
those of the the ‘Bologna process’. For examplerelare attempts to limit the autonomy of
university faculties in former Yugoslavia, or tanit mass higher education in Slovakia or
Hungary, or in many countries to create a natitigtier education system, or to enhance
national identity in Ukraine, or to reinforce theliical legitimacy of the education policy in
Serbia or Hungary, etc.

Bureaucratic or market coordination? ‘Bologna process’ in Central Europe was inithte
and is kept on moving by organizations that mediateveen the European Commission in
Brussels, the international buffer organizationd #ne national education governments.
Higher education reforms in Central Europe are &ugeatically launched and implemented.
It differs from bottom-up initiatives (market coamdtion).

* ‘Bologna process’ is implemented under simulatedriat conditions’ all over Europe.
In Central Europe, however, governments — as oparatintroduce and enact reforms.
Milestones of the ‘Bologna process’ in Central fag@re made up of the adoption or
amendments of higher education acts. (Serbia: 2006gary: 2005-06; Ukraine: 2002;
Slovenia: 1999, 2004; Romania 2006; Slovakia 2@®@atia 2003-04; Austria 1997—
09). The time gap between entering the ‘Bologn@gse’ and adopting a new higher
education act shows how strong the various edutgtiwernments are or on the
contrary how uncertain they became.

» It goes necessarily together with a halt or a resfahe higher education reform. It is
typical of the bureaucratically coordinated reforfst®p-go model) as already described
by Archer (Archer 1982).

» The influence that can be and is used by the govenis in the name of the ‘Bologna
process’ differs from system to system. An extrgro@n be seen in the Serbian
‘Bologna process’ and another in the Ukrainian mefoThe ‘Bologna process’ in
Austria, Slovakia or Hungary position themselvesveen these two extremities. It has
historical but also political causes, too. Governtag¢hat have already joined the
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European Union or are waiting for acceptance eefarore or less the conditions of the
‘Bologna process’. The contest of the governmentsiastitutions usually work out
according to the fact whether governments can ba@sd by the ‘Bologna process’ and
referring to it.

Policies The ‘Bologna process’ has brought the followiagults in Europe so far: Certain
higher education systems gradually joined the nefarhose systems joined the ‘Bologna
process’ in this way where governments and theegs and buffer organizations were
engaged and given enough support by internal psli@riginally the initiators of the
‘Bologna process’ were thinking in the same wayglfler) education ministers signing the
1999 Bologna Declaration committed themselvesi®dhjective. It is an optimal version of
the ‘Bologna process'’.

It happened, however, in most of the higher edanatystem in Central Europe in another
way. The steps of the ‘Bologna process’ came tlityea other ways and other times than
they were planned; newer and expanding Bolognactbgs piled on those not yet fulfilled. It
causes fluster in the governmental sphere andorerd the resistance of the institutions. In
Central Europe all these get ‘politized’ under tireumstances of the system change;
successes are seen as breakthroughs of the sysdegecvhile lags are considered to be
failures of the system change. This is how the dgok process’ typically works out in the
region.

Although drifting is the typical higher educatioaligy in Central Europe, we can also easily
detect changes in the examined countries. Ukramgtorms — against their declared ‘Bologna
objectives’ — partly serve enhancing the identitjhe nation state, too, by applying the
means of higher education, as well. Serbian highecation reform is taking place in an
intensively politized arena of the system change igstill going on. In this political field of
forces higher education reform is going on accaydinthe changing and shifting balance of
the participating forces of the system change.Higker education government is also
trapped in this fight of forces. The Slovenian refds also taking place on a very
proportioned political stage: the influence of thgher education government is reinforced by
its international integration while the higher edtion sphere is quite independent. Although
it slows down the ‘Bologna process’, it also hdhagancing it in a certain way. We can thus
say that the Slovenian reform process shows quaitgptimal implementation of the ‘Bologna
process’.

Minority education and the ‘Bologna process’

Minority higher education Central Europe is full of national minoriti@heir problems,
however, do not appear in the ‘Bologna processictcally the ‘Bologna process’ goes on
without even saying a word about minority educatiois easy to see that the competent
international organizations do not wish to deahwiite question. It is just left for the relevant
governments as a Member State problem. Thus the @&fsminorities does not appear in the
‘Bologna process’ as a pan-European question theras a problem to be solved by the
different higher education systems. To understhig] e have to go back again to the
system changes.

Usually ‘minority education’ means all (higher) edtion forms that are run or required by a
minority in a given society. There are two suchug®known in Central Europe: national
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(minority) communities and the (Christian) churchBsus in this region ‘minority (higher)
education’ means (higher) education that is kegbupowned by and referring to the needs
of certain ethnical communities or church instias.

Churches and nationalities are often tightly botmdach other in Central Europe. They are
split into orthodox national churches; the UkramiRomanian and Serbian orthodox
churches are the biggest in the examined regions€juently Romanian, Ukrainian or
Serbian minorities — where they exist — are usuatiifodox minorities at the same time.
Similarly, protestant churches are also tightlyrto nationalities that are almost
exclusively Hungarian national communities. Diffettg from them, Catholics are
international. Some churches, however, interweageerand more with the political entity in
which they function — Slovak, Slovenian, CroatiarHongarian Catholics, Romanian,
Ukrainian (Russian) Orthodox Christians.

This particular interweaving between religious aational communities results in the
guestion of minority (higher) education arising eras a national question and at other times
as a question connected to the church. Institutiegsired or run by national communities are
often church institutions, as well; the church sgtsand runs institutions often for national
minorities, moreover in the regions where they.liVkis interweaving of religious and
national minorities to keep up schools is well-kmoa¥l over Europe and beyond her
boundaries, as well. It is, however, a definingda the examined regions (¢ozma

2009; especially since the system changes.

The relationship of minority (religious and natitnastitutions to the relevant higher
education system is complex, burdened with tragsti@nd changes dynamically. Many
experts — mainly in American literatureevy, Slantcheva 20D# celebrate the creation and
spread of these institutions since the system @sag the spread of private higher education
in Central Europe. It let us conclude that theransther second sector emerging next to
public higher education namely that of the privaigher education. It is an empire of
freedoms following the system change where studserdgeachers get rid of the forty-year
control under totalitarian governments and opeir thars to the national and international
higher education markets. We know, however, froneosurveys that it is not the case
(Kozma 2005 Opposite to this idealistic picture, private lneg education only exists on the
outskirts of the higher education systems in CéBuaope; and the golden age for these
institutions was the 1990’s decade in the region.

System changes and minority institutionsin the first waves of the system changes —
bringing euphony of the breaking-away — previougitations lost effect or at least loosened.
This period can be put between 1988-94 in the MonthVestern part of the region —
Hungary, the independent Slovakia -; for the Easpart of the region, however, it was only
shut down by the revolutions (Romania, UkrainejherBalkan wars (Croatia, Serbia).
Except for Hungary and Romania, the previous sttése region broke up and new political
entities were coming to life only very slowly. Thelitical elite of the system changes,
revolutions and wars was inherited from the presisystems. They tried to achieve what
they had been dreaming about before the systengeh#ivie can call these political — both
educational political and social political — idé@kird Way’ conceptions. They tried to make
ideas a reality that had been known in the polititerature of the region since the end of the
19th century and have been called into life agathagain throughout the history of the
region (self-government, direct democracy, collecfreedom rights, self-supplying
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communities, a special and distinct developmenhefregion independently from the world
systems).

A real ‘explosion’ of higher education (after beikgpt between relatively tight frames)

started in this political vacuum. Under these ualagd circumstances private higher
educations appeared in many forms in the regioculRe formations were community (local,
regional) colleges or ‘universities’ that satisfiegleds that had already been latently present in
a given region for a long time. Their organizerd aperators were leaders who had not
wanted or been able to make a public appearanoecbiife system change and who turned
their political ambitions to create higher eduaatinstitutions at a given historical moment.
These community (local, regional) colleges or ‘@msities’ in Central Europe were mainly
organized by the Church or national minorities.

The second stage of the system change was a mérooamsolidation (more or less from the
mid-90’s to the mid-2000’s ending up revolutionsl avars, creating new political institutions
up until entering the European Union). In this pdra new elite entered the political arena
representing the international integration of Calriiurope. The previous elite considered that
their main political tasks were to create indepeweeand identity for the country while this
new elite urged new integrations (internationalamigations and companies). This period
brought consolidation for higher education, as welk clearly shown by the first generation
of higher education acts after the system chanlged&ia 1990, Ukraine 1991, Croatia 1994,
Slovenia and Hungary 1993, Romania 1996). Highacation systems were consolidated in
these acts — and the relevant accreditation presess

Consolidation acts also determined the place aledofqorivate higher education in the higher
education system of a particular country. Agaihstéxpectations mentioned already, the
private sector of higher education has not becofeading sector but only played a
complementary role — or in certain cases we caewen talk about a role. Local institutions
created under unclear conditions either managedegrate into the national higher
education system while it was taking shape or gat to winding-up. Many of them really
fought for life and could only survive the consalibn of higher education if they found
financial and (or) political supporters (mainlythre so-called ‘mother countries’). Needs that
had been satisfied by the institutions createtiénfirst period could either be legalized by the
relevant local or regional communities in the cdigsdion era or were left again without
institutions and representation.

The ‘Bologna process’ and minority institutions The ‘Bologna process’ in Central Europe
started in the middle of the consolidation peribds the cause of its progress or lagging-
behind. We can report about the progress or laggéignd of the ‘Bologna process’
depending on the actual state of the consolidgg@iod in a given country and higher
education system. It also influences minorityitagibns that have gone through the
consolidation period. If they have already integdainto the higher education system, their
strengthening can be supported by the ‘BolognagasicIf they have not managed to
integrate so far, the ‘Bologna process’ can meair getting to the periphery once for all.

» Teacher training makes up the main sphere for ntjnbigher education (Romania,
Slovakia, Croatia, Serbia). Teacher training is ohhe questions that remain unclear in
the whole ‘Bologna process’. Restructuring diffssn country to country and from
system to system in Europe just like the traditioheacher training. Participants of the
‘Bologna process’, however, tend to make an exaemgtr the reform of the teacher
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training programs (e.g. in Germany) or to restreeethe whole teacher training system
according to the Anglo-American pattern. It wouldan for minority higher education
that their most important higher education insioio$ would be downgraded — except
they are able to award master degree in teacheimiygprograms. (Austria created a
separate master degree for teacher training pragrisnidungary former kindergarten
teachers’ and teachers’ training colleges orgaizger training courses following
which candidates only need to complete a shortemester program to get a teacher’s
degree.)

» Referring to the ‘Bologna process’ there are idaaeveral higher education systems
(e.g. Slovakia, Hungary) about narrowing the systéimgher education. They mention
that mass higher education of the consolidatiorodezannot be financed by the states,
and institutions are unable to provide qualityrtiag. While former periods benefited
the creation of smaller institutions (referencelddae made to local needs and mass
education), the foreseen narrowing in higher edodtas a negative effect on the
further development of the system of minority ingtons. (It can especially cause
problems at places where minority higher educasarganized as outplaced faculties
of major universities; e.g. the University of Né&®ad in Serbia or the Babes-Boyai
University in Cluj, Romania.)

» The implementation of the European credit system@nasbjective of the ‘Bologna
process’ does not make students’ mobility easiérdther means a barrier to it and as
such is used as an explanation for low-level sttgl@mobility in some higher education
systems (however, making students’ mobility easi@nother objective of the ‘Bologna
process’). Collecting and having credits accepigasgclose the doors of the higher
education system of a given country since it enbsistudents to collect credits where it
is easier to have them accepted. It hinders crosdeb cooperations if it is more
difficult for a student belonging to a national aoomity to get credits in the
neighbouring (mother) country. It is the case mgUkraine where the higher education
system and governmental buffer organizations pilgnawork for establishing national
identity and only secondly for a European integratiThe standoff from integration or
the aim to close the national ‘market’ come int@esfion even in higher education
systems like the Austrian one that is a most irstegl system in the ‘European Higher
Education Area’.

* Quality assurance policy and means, which are ewsks in the ‘Bologna process’
(2005), turn to the opposite direction if appligdHigher education governments eager
to bring a given system of institutions under séricontrol. Today the ‘Bologna
process’ (and not the national sovereignty) carebered to if a higher education
government questions the functioning of a locagi@eal, community or minority)
institution (it is proved by quite a lot of casexdies from Ukraine, Romania or Serbia).

The ‘Bologna process’ in Central Europe reinforitesbureaucratic coordination of higher
education systems. It legitimizes higher educagiovernments that suffer from lack of
legitimacy in some cases, and in the name of mazkgran it offers means — international
cooperations — that strengthen the dominance ofea dnigher education government over
the institutional sphere at the same time. Minanstitutions can only survive this change —
and find their place and role in a unifying ‘EurapeHigher Education Area’ — if they
manage to integrate even if they have to sacrifieg previously acquired rights. Who is left
out is left behind.
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Conclusions

Higher education reforms going on in Central Europetradict all proposals from experts in
connection with education during the last fifty g@and what was commonly agreed in the
international professional and scientific communitilese reforms

» go classically from top to down (top-down modeBtaad of addressing problems of the
institutions, certain professional groups or a gaplic or social community;

» are rather designed to satisfy governmental needi®iat to solve the problems of higher
education systems;

« are characterized by governmental decisions exaojudiher potential stakeholders of
higher education policy;

» do not consider local or regional needs or theamiWwhere the institutions are financially
and socially embedded;

« increase the centralized character of higher educaystems instead of decreasing it;

» exclude economic effects and needs from the dewedap of higher education
institutions, which denies all rhetorics;

* highly appreciate experts with international cotdand devalue higher education
teachers and students;

» are communicated latently and misleadingly inst#fadbing it in a clear and plain way;
however, they represent these intangible requirégsn@iEuropean Higher Education
Area’) as if they were tasks to fulfil along indioes;

» are characterized by ever changing and expandijegtoles where higher education
changes enlarge to whole processes instead aigatfew well-targeted and feasible
goals for the foreseeable future;

 their actors use the ‘Bologna process’ (in Certixalope) to wrap their latent ambitions
and changes of the political systems into it indtefetting the ‘Bologna process’ be
about only higher education.

However, and despite all our such and similar scept the ‘Bologna process’ is still

perhaps a last major effort of European higher atiloic. An effort to save European higher
education — the so-called ‘European Higher Edunaficea’ — from those tendencies in world
economy that are represented by the World Tradar@zgtion among others. We think of
private higher education and the commercializatibhigher education here. The ‘Bologna
process’ — just like other similar heroic efforfstee European Union — serves the objective to
set protective duties around European higher egtucand thus to maintain the highly
estimated ‘European tradition’ namely higher edicekept in the public sphere. Central
Europe’s joining the ‘Bologna process’ means thattry to keep higher education systems in
the public sphere in this region, too — albeit that markets of the region have been open
since the system change even for aggressive ecorexpansions, too.

If we regard the ‘Bologna process’ this way, selerfrst seemingly antipathic —
characteristics become understandable. First gioaernmental predominance in higher
education reforms (which was very typical of Cenfrarope eatrlier, too). Public sphere is —
in some way or other — a governmental sphere; govents represent the public sphere
(either in a good or a less fortunate way). Calhpodicies, the so-called exclusion of the
‘public’ from decision-making and mainly top-doweforms in the form of arriving and
congesting waves are all the characteristics dfdrigducation systems functioning in the
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public sphere. We have to live with them if we adesbasically right to keep higher
education in the public sphere.

It does not even contradict the fact that the netaf the ‘Bologna process’ are full of
reactions on the economic sphere. Higher educatianot be opened to the economy by
governmental restructuring — except for higher atioa becoming privatized (which is not
among the goals of the ‘Bologna process’) — buinistitutions organized and managed by
private investors. Joining vocational institutidoghe ‘Bologna process’, however, means
bringing these institutions under the auspicesefaublic sphere. (In secondary education it
was called the French model and was often criticimainly by German experts.)Gestures
taken by the professional groups and internatigrexnien managing the ‘Bologna process’
(basic courses to prepare students for startiof)agither have not become reality, yet or can
still only be reached in a multi-channelled highducation system (universities and colleges).
The wish that young people get European identity@m go to universities all over Europe is
not what young workmen need (they are sent andtpatidy anyway by international
companies if their training is needed). It is ratheniddle-class want — that of a European
middle-class that mainly consists of civil servaamsl is protected by the public sphere.

It has become reality only partially in Central &pe — expressly because reforms here are
not directed by the objectives of the ‘Bologna s but the needs of the late system
changes. In this region the doubtless high objestof the ‘Bologna process’ are mixed with
the likewise fair goals of the creation of a natsbate. Moreover, the means of the ‘Bologna
process’ (European credit system, quality assujatwaot only serve the governmental
managing of higher education institutions but aksostill dubious higher education
dominance of the governments in domestic politicdigs legitimization in the international
arena. We often feel in Central Europe as if theldBna process’ turned to an opposite
direction and governments wanted to get objectivelognized’ that expressly contradict the
ethos of the Bologna Declaration.

All od these make it clear that higher educatio@@ntral Europe can only remain
independent and competitive (among other highecathn institutions) if certain protective
duties really save it from the international conitpmt created by private higher education. If
governments backed out of higher education, it dooéan rapid erosion for higher
education in the region. Giving up independenctjngesubordinated to their governments
and evident derogation of their independence ipthee that higher education institutions
must pay to remain in a certain protectionist railithe ‘European Higher Education Area’.

The ‘Bologna process’ launched with the BolognalBetion in 1999 goes on until 2010.
The Leuven ministerial conference foreseen for 200%e the last one to monitor the
process itself. Countries joining the ‘Bologna me€ will become members of the ‘European
Higher Education Area’ from 2010 on. The ‘Bolognagess’ is slowly becoming history —
and we still do not know if we shall be proud obitjust step over it insensibly. Its alleged or
real effects must be documented in time, among®iheCentral Europe. This essay was
written with this aim.

Note

The paper is a summary of a comparative study grnameveal similarities and differences
of the ‘Bologna process’ in selected higher edwcasystems of Central Europehe
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Bologna Process in Central Europe, BCE, 2006-0tAyvas financed by the Public
Foundation for EducatiorOktatasért KozalapitvanyBudapest, Hungary (Contract No
3329/2006).
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