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ABSTRACT

Shumilova, Yulia. European Master in Higher Edumat{HEEM), May 2007. Implementation of the
Bologna Process in Russia: Tomsk Polytechnic Usityeas a Case Model. Thesis Supervisor: Jussi
Kivisto.

The purpose of the present study was to investigiage impact of implementing the Bologna
Declaration (1999) in Russian higher educationitutsdns (HEIS) as a consequence of Russia’s
signing the Declaration in 2003. The philosophy adaptation is supposed to result in the
modernization of Russian higher education (HE) Rodsia’s complete integration into the European
HE community. A confluence of political, social, omomic, and academic factors, however, has
influenced the implementation of international refe. In the present study, a single progressive
provincial university was chosen as a case stuxmeed through the prism of six critical variables
and four analytical dimensions, and then extrapdlanto a wider context of Bologna-related policy
formation, public debate, and local publicationseTcase study suggests that other HEIs were able to
integrate and implement the Bologna Declarationgiples successfully; that the main strategies used
in Bologna process implementation are neither towrdnor bottom-up in nature, but a mixture of both
models; that challenges facing reform involve issakawareness, government support, and funding;
and that the major implicatioof Russia’s participation in the Bologna processthie increased
competitiveness of Russian HEIs with the Europeanrounity. These results are discussed in terms of
the limitations of the present research. Predistiooncerning possible policy implications are made,
and the need for further research is explored, asibe in the context of how Bologna process

implementation in Russia compares to that in osiggmatory countries.
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CHAPTER 1: INTRODUCTION

1.1 STUDY BACKGROUND

Over the last two decades, Russian higher educh#iseen in a continual state of reform. The #hift
political direction, collapse of the Soviet Uniajsis of economic instability, changing relatioipsh
between institutions and governments, and effootsbécome integrated into the international
educational community all have posed challengesh& Russian higher education (HE) system.
However, national HE reforms cannot be consideneidalation from global and international trends.
Entry into the post-industrial information age un@dély has caused the role of HE to be redefined
worldwide. As knowledge has become viewed univérsaks a tool for social and economic
development, international competition for the mpsbmising academic talents, equal access to
educational and financial resources, and obtaithieghighest university rankings has become a yealit
Similar to other countries, Russian higher educatitstitutions (HEIs) have been caught between
greater institutional autonomy, granted by the Faldeaw of the Russian Federation on Higher and
Postgraduate Professional Education (199&)d the problem of decreasing public funding, ebgr
encouraging universities to seek new opportunit@sentrepreneurial development, including the

introduction of tuition fees and the export of edli@nal services.

Today, many Russian universities have sufficieoemntives to internationalise in terms of increasing
academic mobility, realizing the cultural and acagebenefits of student and staff exchanges, aad th
economic benefits of attracting more internatiofe#-paying students. In line with the Bologna
Declaration (1999) objectives, the leading Rusgiablic and some private HEIs also felt the need to
raise their institutional profiles internationalbly means of comparing and adjusting their education
standards, quality assurance mechanisms, and warridesigns. Hence, they became the active
promoters of Russia’s official participation in tBelogna process (2003), which has been seen as a
way to systematize these efforts and become fotlygrated into the European Higher Education Area
(EHEA). How the Bologna-related policy may be impented in Russia is an issue of great personal
interest, as my professional background is in tiea @f academic mobility management, and | worked

at a university that has been in the avant-gardenplementing Bologna principles.

! Further referred to as the Federal Law on Higher Educét@es).



1.2 RATIONALE FOR THE STUDY

As international cooperation and integration arereasingly viewed by HEIs as a strategic way of
competing globally, the need arises for in-deptbvidedge of the institutional changes taking place i

the course of such integration. The implicationd atrategies of implementing the Bologna process
objectives have been widely discussed by Russiarextterts in domestic publications. For the most
part, however, social research on this issue Ik starce and limited to cases drawn from larger

universities in major cities such as Moscow and®8tersburg.

To offset this lack of regional specificity and tdloute to the pool of case studies, | decidedudysa
provincial internationally-oriented HEI—Tomsk Padghnic University (TPU). TPU has been chosen
for several reasons. First, despite its remote iggdcal location in Siberia, TPU is accepted aade

in the vanguard of implementing and shaping intéonalisation policy. The Ministry of Education
and Science designated TPU as a pilot institutonimiprove the existing system of academic
credentials recognition (as a way of enhancing ecécl mobility) and to adjust its quality assurance
system to be in line with the Bologna process d$pations (Decree No. 126, 25.04.2005). Second,
TPU has been in existence for 100 years, so itamsacademic tradition long enough to compare
favorably with newer HEIs in larger cities througihdhe Federation. Third, | am familiar with this
university, as | worked there in the capacity ofamademic exchange coordinator and thus have a
unique perspective on the challenges and opposniacing comparable local universities. Finally,
taken in context, my experience working at TPU'sitée for Academic Mobility can be considered as
a “prolonged engagement on-site” (Newman & Benz8191), which would be an asset to this
research. It is hoped that this research will dealge to the university administration and to fgre
experts wishing to understand the challenges aadifgpties of implementing the Bologna process in

Russia.

The novelty of this research is reflected in astéao aspects. On the one hand, the majorityunfiss

on implementing the Bologna process in Russia hmeen represented so far by unscholarly reports
and publications. Therefore, research of this kimdjuite unique in the context of Russia (e.g.,
“Monitoring of participation of Russian HEIs in theologna process,” 2006). On the other hand, this
study applies implementation theory perspectivebjcly even though considered by other HE



researchers (Cerych & Sabatier, 1986; Enders,e2@03; Gornitzka et al., 2005; Witte, 2006), nézd
be illustrated and refined in the context of theltractor and multi-level governance in which the

Bologna process is being enacted.

1.3 RESEARCH QUESTIONS

Along with increased opportunities for academic itiyh the first positive effects of the Bologna
process in Russia was a movement by administratiah faculty within many HEIs to revise and
evaluate their educational programs to comply witiernational ‘standards’; this shift to voluntary
compliance fostered structural changes as wellmrsereased awareness of diversity in teaching
modes and curricular designs. Nevertheless, ashilliscussed later, the Bologna reforms in Russia
have been largely based on piloting projects cotedblin elite HEIs. Thus, although the main objextiv
of this research will be to explore the implicasaof the Bologna process for a selected HEI in Russ
(taking into account the specificity of the implamegion process), the results from this HEI will be

extrapolated to Russian HEIs in general, by answgdhe following research question:

How do Russian HEIs respond to the Bologna process?

To facilitate the exploration of this research peafn, the following sub-questions have been designed

1. What are the main strategies in Bologna procesdemmntation in terms of the balance
between top-down and bottom-up initiatives?

2. What are the major challenges faced by Russiaitutishs when implementing the Bologna-
related structural reforms?

3. What are the possible implications of the Bologracpss for Russian HEIS?



4 METHODOLOGY

This study employs a combination of qualitafiveethods for data collection (i.e., content analysi
observation, and open-ended interviews) in ordealltmwv for data source triangulation (Newman &
Benz, 1998:52) and find a shared reality in respsrie Bologna-related reforms in Russia. Initiadly,
single theoretical framework (i.e., hybrid approaalhnich synthesizes the top-down and bottom-up
research perspectives) will be selected in ordentdyze policy implementation in Russia; thensh |

of critical variables will be defined with an objee of making predictions that concern potential
policy outcomes; finally, the evidence will be edted and analyzed in accordance with the framework

and the variables selected before conclusions daheyirocess are drawn.

Although the research will be organized aroundhglsicase study, the evidence will be derived feom
wide range of sources. First, open-ended interviamd personal observations will be conducted on-
site, and institutional policy documents (e.g., T#0omplex Development Program: 2006-2010) will
be analyzed, in order to provide this research witipirical evidence on implementation challenges
and bottom-up strategies. Second, a content asalysiational Bologna-related policy documents (as
developed between 2003 and 2006) will be undertakeorder to track the legislators’ initiatives
related to Russia’s participation in the Bolognagesss, highlight the role of the national governten
this process, and assist in understanding the sw@iron mechanisms of given policy implementations.
Third, a selection of internal Russian assessnegurts and studies (e.g., “Monitoring of participat

of Russian HEIs in the Bologna process,” 2006) Wdlused as a secondary method of extrapolating
the case study research findings; by comparingcttelenges faced, as well as the implementation
strategies adopted by the case study institutiah ather Russian HEIs, it will be possible to draw

conclusions regarding the extent of Russia’s pagton of the Bologna process.

2 The quantitative methods, such as questionnaires, haveeeotdhosen because they are already used by the research
groups monitoring the implementation of the Bologna pro@edRussia. Their findings, however, will be used irs th
research too.



1.4.1 Case study

A case studyis often mistakenly associated with a particulasearch method (e.g., participant
observation) or a type of evidence (e.g. qualiggtiwhile, in fact, it represents a research sgsatef.

an experiment, a history, a simulation) that doasimply the use of any specific type of evidence o
data collection method (Yin, 1981:58). The caseés@pproach has been chosen for this research as it
not only represents one of the most flexible aneénegnded research designs, but also will “allow the
complex phenomena of implementation to be studredietail and context” (Winter, 2003:206).
Depending on their relation to theory and the tgpeesearch outcomes, there are several major types
of case studies (Keating, 1995:69-71):

» theory discovery (exploratory) — aimed at devistogceptual frameworks for analyzing new,
complex, or dynamic phenomena that existing thede# to address;

» theory illustration (descriptive) — meant to pravid deeper understanding of the significant
general relationships in the subject area,;

» theory specification (explanatory) — used to refamgheory by adding greater precision to
theoretical constructs, or revealing the theorytslitg to illuminate new aspects of the
phenomenon; and

» theory testing — aimed at confirming or falsifyiagheory by investigating a hypothesis.

Some case studies may also be used to design iptescmodels, which offer solutions to practical

problems or guidance for further decision makinghilé/ all these types of case studies may be
interrelated, this research will be principally @dn a theory-illustration case study—that isyilt

aim to demonstrate the ability of selected impletaton theory perspectives to illuminate the

institutional response to Bologna-related policRimssia.

One of the standard criticisms of using case stuilieresearch is the lack of generalizability of th
findings obtained. As argued by Lukka & Kasanen9&97), however, case study research findings
may be generalized to some extent—if not contetutiien theoretically or analytically. Hence, the
inability to apply the statistical generalization tase studies may be counterbalanced by the

thoroughness of empirical data analysis, theordetieaeralizations, or the triangulation of research



methods (Lukka & Kasanen, 1995:75). If theoretigaheralizations may be made on the basis of
structural similarity and logical reasoning, thease findings also may be replicable for structyrall
similar contexts—provided that those contexts agppsrted by plausible arguments (Hillebrand et al.,
2001:656).

1.4.2 Interviews

Interviews are one of the most important sourcesask study information. In this study, interviews

were conducted with the following individuals tampide for a variety of perspectives:

the head of HE and Research Committee, Tomsk reglomnistration;
the deputy vice-rector for International affair®;

the dean of the Computer Science Faculty, TPU;

the head of the Center for Academic Mobility, TPU;

the head of the Quality Management Department, TPU;

YV V. V V V V

a professor at the International Management IrstitdPU, (teaching a course in “HE

Management”);

Y

a professor at Computer Science Faculty, Tomsk &tatversity; and

Y

two TPU graduates, who participated in academiba&mges as students.

The interviewees have been selected either ondbis lof their involvement in implementation of the
Bologna process objectives at the case study wgiilyepr among those who could throw light on the
related challenges and opportunities. The selepiedessors and the dean, for instance, were
coordinating the implementation experiments of Blodogna process principles at their faculties, ko a
of them had available materials (e.g., articlepresentations) summarizing the interim results thed
structure of the experiments. The opinions of gadelsi and the persons involved in internationabsati
activities and management were useful to understhadchallenges related to academic mobility
development and graduate employability enhancemé€&hé interviews were recorded with the

permission of the respondents.



1.5 ORGANISATION OF THE STUDY

In Chapter 1 | presented the study background, research guesatid sub-questions, and research
methodology. | also explained the reasons for sasty site selectiorChapter 2outlines the Bologha
process objectives and the conditions under whiekialved, before reviewing current criticisms loét
benefits of the process; presents an analysislmypmplementation to date; discusses the ingtnal
dimensions of policy implementation; and justifile® selection of a theoretical framework and the
critical variables used in the case stu@hapter 3discusses the rationale for Russia’s participaition
the Bologna process, based on public debate aadalysis of four selected HE institutional settings
Russia at the time the Bologna Declaration was taedbjm Russia (2003). National policy documents,
aimed at changing these institutional settingsne With Bologna Declaration principles, are exphbr
and then the key actors responsible for implemgngolicy and methods of coordination are
considered. The case study and the implementerspeetive on the Bologna process effects are
presented inChapter 4 In Chapter 5 | review the implementation-related issues of Bwogna
process in Russia, discuss the challenges currafithcting implementation, and then attempt to
highlight potential implications of implementatifor Russian HEIs. | conclude the thesis by balagncin
the theoretical assumptions against empirical figdiobtained from the research questionS€Hapter

6, | highlight the limitations of this study and nea&uggestions for future research.



CHAPTER 2: LITERATURE REVIEW AND THEORETICAL
FRAMEWORK

In this chapter, | will discuss the key conceptsd aends related to the conditions under which the
Bologna process is being implemented. | will aldterapt to draw a theoretical framework for
analyzing change in HE induced by Bologna reforms.

2.1 OVERVIEW OF BOLOGNA PROCESS

The Bologna process is primarily seen as a respoos@ternationalisation and globalisation
challenges and is therefore shaped by two diffedeiving forces associated with these challenges:
cooperation and competition. On the one hand, itassidered a continuation of European HE
internationalisation policies shaped during the@98vhich encouraged institutional cooperation and
student mobility programs, such as ERASMUS. Theuleaty of new reforms, however, was in the
initial exclusion of supranational bodies (e.g. @&ean Commission) from decision making (Kehm,
2003:3). Hence, the Bologna process was deviseth astergovernmental framework agreement that
encouraged voluntary participation, while leavitg tuse of financial and other policy tools to the
discretion of signatory nation states.

On the other hand, the Bologna process represastgpanse to globalisation trends because, inteffec
it urges HEIs, nations, and blocks of nations tmpete. In this respect, the need for HE reforms in
Europe appeared because European universitiesh@y awn admission) have lost their leading
position in the world. One reason for this lospo#stige was an absence of incentives to compete in
the first place. As opposed to Anglo-Saxon cousirighere market mechanisms have long been in
place, HE in continental Europe has been charaetrby more centralized governance systems,
equity of access, and predominantly tuition-freeaation (van der Wende, 2001:255). As argued by
Haug and Kirstein (1999), the combination of tuitivee education and widely-spread one-tiered
programs also have resulted in longer degree pmgy@nd times for students to complete a degree.
Consequently, the knowledge students obtained glahieir 7-8 years of studies was partially outdated

by the time they graduated. Such inefficiency oflgts coupled with comparatively low national and



private expenditures on HEesulted in a situation where degree structuresfanding mechanisms
had to be reviewed.

Another important condition under which reforms dreing implemented involves the changing
relationship between HE and national governmenti® Bologna process is an excellent example of
reforms involving multilevel and multi-actor govamce. As HE systems have become more massified,
the trend in steering patterns also has shifted authority and funding responsibilities being \aely
transferred downwards (from governments to HEIg)yards (to supranational bodies), and outside (to
independent regulatory bodies) (Beerkens, 2004eEn@004).

Thus, in Russia and in other countries, HEIs sfameplementing the Bologna process objectives
without waiting for governmental directives; as esult, relevant legislation is still lagging behind
academic initiatives. On the other hand, the Ewmop&€ommission (initially excluded from the
decision making) has subsequently became moreviesiah the Bologna process in terms of financial
support for academic mobility projects with coustieutside EU [e.g. Erasmus Mundus] and
encouraging curricular content review (e.g., Turffrgject). “This is in part due to the fact thattam
goals cannot be achieved through national initestiglone and in part because the prior collab@rativ
links that the Bologna Process builds on owe muxlEU programs of mobility and exchange”

(International Association of Universities, 2004).

2.1.1 Bologna process objectives and instruments

Although Europe has been viewed increasingly ascamomic whole, the need also has arisen for the
HE sector to contribute to Europe’s integratione©iime, the role of universities has been redefine
from being the centers for training national elitiesthe centers of knowledge transfer, thereby
contributing to the economic competitiveness antucal attractiveness of the nation (Baidenko,

2002). The European HE sector, however, was sas#vibat it was believed to hamper the incoming

3 “A substantial gap has opened up with the USA—1.1% oP @@ the EU compared with 2.3% for the USA. This gap
stems primarily from the low level of private funding lufher education in Europe. This stands at a meager 0£2% o
European GDP compared with 0.6% in Japan and 1.2% inSé (EC Communication, 2003). In Russia, by comparison,
the total public and private expenditures for tertiary educatias approximately 1.1% of GDP in 1999 (Human
Development Report for Russian Federation, 2004) andikelynto have increased much since.



academic mobility and the free movement of labocdo Therefore, HE systems had to be made more
convergent and transparent before they could stasing the international profile of Europe as a

whole.

In June 1999, 29 European ministers in chargegtidri education met in Bologna to lay the basis for
establishing a European Higher Education Area i02hd promoting the European system of higher
education world-wide. By the time the European Edion ministers met in Bergen in 2005, 45 total
European countries made a commitment towards tfoermeof their HE systems. In the Bologna
Declaration (1999) and subsequent related documdRrmgue Communiqué, 2001; Berlin
Communiqué, 2003; and Bergen Communiqué, 2005)fdl@wving basic action lines and tools for
implementation were agreed upon in order to fatditgreater transparency and cooperation among EU

nations:

1. Adoption of a common framework of readable and caraple degrees, including the
implementation of a standardized form of Diplomg@aement, which students graduating in
2005 and all years thereafter should receive auioally and free of charge.

2. Introduction of a two-level degree structure of ldergraduate and graduate). First- and
second-cycle degrees should have different oriemstand various profiles in order to
accommodate a diversity of individual, academicg dambor market needs. The first-cycle
degree should give access to the second-cycle elejuelies and also be appropriate to the
European labor market. The second cycle should @teess to doctorate studies (i.e., a future
third-cycle Ph.D degree program).

3. Establishment of a system of credits compatiblethte European Credit Transfer System
(ECTS). The credits could also be acquired in aunumersity context (e.g., lifelong learning,
conferences) provided that they are recognise@bgiving universities.

4. Removal of obstacles to academic mobility.

5. Promotion of European collaboration in developimgnparable quality assurance criteria and
methodologies.

6. Promotion of the European dimension in HE.

7. Inclusion of lifelong learning strategies.

8. Involvement of HEIs and students as essential pestim the process.

10



9. Promotion of the attractiveness and competitivenésse European Higher Education Area to
other parts of the world (including the aspectrahsnational education).
10.Doctoral studies and the synergy between the Earogdigher Education Area and the

European Research Area.

By assuming these responsibilities, each signatoyntry hoped to increase international academic
mobility as well as the employability of their graates. Furthermore, it was hoped that agreement on
these action lines would contribute to one impdr@mmon goal expressed in the Lisbon Strategy
(2000) for Europe, as a whole, to become “the numshpetitive and dynamic knowledge-based

economy in the world” by the year 2010.

2.1.2 Criticism of the Bologna process

No one can deny the influence of the Bologna preoagsthe national policy agendas, but the experts
raise some concerns about the rationale, costte#eess, and character of this influence. As algue
by Amaral and Magalhdes (2004), among the posdéngers associated with the Bologna process are
the emergence of a new supranational HE bureauctiaeyloss of diversity (considered to be one of

the major European assets in the convergence @ue;ommoditisation of higher education.

The goal of enhancing academic mobility is sometireeen as being elitist; despite all the mobility
programs and financial support available, the pesge of ‘mobile’ students does not exceed 3% in
most European countries (UNESCO Institute for Stia8, 2004). Even though this quantity is far from
the planned goal of 10% (Neave, 2002:184), the murobexchange students already goes beyond the

capacity of many international offices to accommedheir needs.

The goal of increasing graduate employability isrendifficult to achieve. Although Diploma
Supplements provide students with more transpageatifications and grade descriptors, thereby
saving graduates some effort in translation, th@dbna Supplements do not seem to contribute much
to their competitiveness. Yet, while work abroagapunities are still accidental, the study abroad
experience reflected in the diploma may add vatueéhe graduates’ profile in the national labor

market.

11



In the light of the above criticism, it is importaie note again that the Bologna-related documargs

not binding in their nature and do not impose aegutations concerning tuition fees or curricular
content. The key objectives of the Bologna proces®bility, employability, competitiveness, and
attractiveness—reflect the ‘noble’ character of terms and account for their popularity, while th
seeming vagueness of the objectives was a pricernpromise necessary to achieve any agreement at

all.

2.2 POLICY IMPLEMENTATION ANALYSIS

Before beginning to analyze the Bologna-relatedcgaimplementation at the institutional level, an
appropriate question to ask is whether the Boldgeelaration is truly a policy document. On the one
hand, as discussed earlier, “The Bologna declardtas not been imposed top-down but agreed upon
by several independent nation states. Thus, itheadly be considered a policy in the classical s&éns
(Witte, 2004:407). On the other hand, it has adl #eements of policy when it is defined as “a publi
statement of an objective and the kind of instrutsmidéhat will be used to achieve it” (Gornitzka,
1999:14). In any event, it is true that the objexdi as stated in the Declaration, have eventually
translated into national policies. And the sigrafice of these policies is reflected in the fact tha
challenges and the extent of their implementation discussed at biannual conferences held by the

signatory countries.

The objectives of this study focus on national @pliormation and policy implementation; thus, the
theoretical framework chosen will depend primaagly policy implementation analysis. As argued by
Schofield (2001:247), the use of various implemioriatheories in policy research has evolved around
the following functions: (1) to explain policy swess or failure; (2) to predict policy outcomes; (@)
provide recommendations for future policy improvemend (4) to design a unifying approach to
studying multi-actor and inter-organisational aityiwvithin politics and administration. Given the
ongoing and fluid nature of Bologna-related reforimd$Russia, this research will use implementation
theory perspectives and case study findings toigirékde potential policy implications for Russian

HEIs. In this context, it will be useful to give amerview of the three major analytic models empbby

12



in policy implementation analysis—top-down, bottom- and hybrid—as well as identifying the
critical implementation variables that constititede models.

Although, over the past thirty years of policy implentation research, no overarching implementation
theory has been developed (Winter, 2003:206), dniheo attempts to provide an integrated policy
process model is presented below in Figure 1. iifudel distinguishes among implementation stages,
recognizes the importance of policy context for lempentation success, allows for a plurality of

research perspectives, and includes a numbertmiatwariables to be analyzed.

A 4

Problem perception Top-down
approach

A 4

> Problem (re)definition Implementation
variables:

v ¢ policy goals

Policy formulation * policy instruments

* inter-organisational
communication

« characteristics of
the implementing

A 4 agencies

Policy implementation » disposition of

implementers

A 4

IXaJuo)D Adljod

A 4

A 4

_ : : Bottom-up
Policy evaluation/cessation  gpproach

<
<

v

Hybrid approach: Multi-level/ multi-actor structures;
Consensus and cooperation within a network persgect

Figure 1.Policy process.

Source: Adapted from: Enders et al., 2003.

Throughout the first two thirds of the ®@entury, it was assumed that decision makersettaftear
policies, which were then promptly translated iattion and carried out by administrators (Hill &

Hupe 2002:42). The political unrest of the 1960sulght about a breakdown of democratic processes

13



in the United States and throughout Europe, whiohturn, raised serious questions about the
efficiency with which policies were being implemedt Evaluation analysis began as a means to focus
on policy goal achievement—that is, identifyingttas that contributed to the success or failure of
policy implementation and offering suggestions fmtter policy design. Implementation studies
emerged as an independent research field in 19#8the publication of Pressman and Wildavsky’s
seminal work, Implementation, which explored reasons for the apparent mismatdtvdsn policy
expectations and implementation outcomes. In fagtlementation research filled in the existing gap
between two sub-fields of political science—poliagalysis and public administration. Along with
Pressman and Wildavsky, pioneers such as Hargrb9é5)f, Williams and Elmore (1976), and
Bardach (1977) emerged and became the first rapegses of implementation research based on a
top-down strategy (Winter, 2003:205, 213).

The top-down approach characterized implementatgoa “hierarchical execution of centrally-defined
policy intentions” (Pulzl & Treib, 2006:1). In ess®, this model assumed that central decision rsaker
not only were capable of setting forth clear anstidct policy objectives, but also had unequivocal
control of all stages of the implementation procédter all, policy formation involved setting upals
and objectives, selecting policy tools, and idemtij or creating the implementing agencies. Once
these initial steps were fulfilled, the implemerdatprocess was supposed to follow automaticallg in
fairly linear way (Schofield, 2001:250). In its giast terms, implementation was nothing more than
an “interaction between the setting of goals antioas geared to achieve them” (Pressman &
Wildavsky, 1973:xv). Success of the top-down apphoaas, in theory, easy to measure and depended
largely on the congruence between policy goals@oiity outcomes. By analogy, failure of the top-
down approach usually resulted because of the ‘t®atp of joint action'—that is, the larger the
number of decisions to be made, and the greatemuh®ber of actors involved in the policy process,
the higher the risk of goals being distorted dutimg course of implementation (Winter, 2003:218). |
short, implementation success or failure was viewgder in terms of imperfect legislation (e.g.,

inappropriate policy instruments) or in the failafeoureaucratic compliance (Schofield, 2001:249).

The major criticism of the top-down model was titameglected the concept of ‘governability,” or

possible resistance to change. Top-down theoristsdad not take into account policy goal ambiguity
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or behavioral complexity (Schofield, 2001:251). &sesult, a second model was developed in the late
1970s and early 1980s, which became known as tienbaip approach.

The bottom-up school theorized that if policy oues did not match policy objectives, then the
disparity must be caused by a network of actorpamsible for implementing policy at the lowest

levels. The bottom uppers rejected the idea ofahohical guidance and the ultimate power of central
policy makers; instead, they considered it moreartgnt to focus on the everyday decision making of
‘street-level’ bureaucrats, who were closer to akfuroblems than central policy makers and who
possessed a great amount of discretionary powewv@ncoming difficulties, adjusting policies, and

redefining problem-solving strategies that met camrgoals (Pulzl & Treib, 2006).

Table 1 compares characteristics of both modekixrkey areas. The major distinction between the
top-down and bottom-up implementation models is$ tha former emphasizes responsibility while the
latter underlines trust (Lane, 1993:101). Top-dotheorists view society in elitist terms, where

decisions are made by a few select representatdagym-up theorists believe that local bureaucrats
and common citizens not only have a right to pgrdite in implementation strategies, but also in how

policies are formed.

Table 1
Comparison of top-down and bottom-up models
Characteristics Top-down model Bottom-up model
Research strategy From central policy makers | From individual ‘street-level’
down to administrative bureaucrats up to administrative
execution networks
Implementation As an outcome / output As a process
Analysis goal Prediction/policy determinatiorn Description/explaoa
Policy process model Stagist Fusionist
Character of Hierarchical guidance Decentralised problem-solving
implementation process
Democratic model Elitist Participatory

Source: Adapted from Piilzl & Treib (2006).

What is the optimal balance between these two msoftel successful policy implementation? Some

theorists believe that the best approach is ont dfaathesizes both models. The resulting hybrid
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approach views policy formation as an evolutiongrpcess in which goals and objectives are
continuously being defined and redefined from ty@down, while, at the same time, implementation
of those policies is being analyzed from the bottgm with key actors identified and strategies
examined for implementation. These new cooperatieees of governance allow for multiple actors
and stakeholders to form mixed public/private neksp which participate in policy formation and
adaptation (Mayntz, 1998). Therefore, policy impération studies are facing one more challenge of
including a ‘network perspective,” which bridgee thap between macro and micro level of analysis by

addressing coordination mechanisms and patterosmimunication among the network participants.

Along with the selection of a research perspectoréical variables need to be defined for a basic
understanding of policy processes in differentaoral and cultural contexts (Enders et al., 2008 T
number of possible variables varies in the reseltefature, but, for the purposes of this studyyill

be feasible only to address the following six cationes (cf. Gornitzka et al., 2005:41-42; Van é&fet
& Van Horn, 1975:462-473), which integrate all threesearch models, help measure policy

performance, and assist in making predictions:

* Policy objectives In order to measure factors necessary for imphdaten success, the
national policy objectives will be reviewed for Gtg and the degree of change implied.

* Policy instruments Policy instruments use ‘classical tools’ (normalassociated with
interventionist policy making), which include lelgison, money, organization, and information
(Gornitzka, 1999:19). In conditions of multi-levahd multi-actor governance in which the
Bologna process is being implemented, the use e ‘policy instruments’ such as self-
regulation, public participation, and voluntary egments may prove to be justified (Enders et
al., 2003:10).

* Inter-organisational communicatiorthis variable studies not only the key actorgolved in
implementing the Bologna process objectives, bsib #he main modes of interaction among
them. By modes of interaction (or ways to resoleeflicts), Scharpf (1997) identifies ‘mutual
adjustment,” ‘negotiation,” or ‘hierarchical detanation.” There are also intermediate modes
such as ‘negotiation in the shadow of hierarchy’attis, although the government has the
formal authority to impose a certain policy on tH& sector, it may choose to negotiate a

consensus (Scharpf, 1997:72). The analysis ofaote®n modes among the key actors will
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contribute to an understanding of the role of tbgggnment in coordinating Bologna-related
reforms.

» Characteristics of the implementing agencieshis variable involves analyzing the
characteristic features of the HEI selected fag taise study.

» Disposition of implementersThis variable assesses implementer attitudes, hwbecome
increasingly important in situations where new ppliools are applied.

» Economic, social, and political conditionist order to track the degree of implementationhef t
Bologna process objectives, it is useful to corstaupolicy context that accounts for the choice

of policy tools while helping to reveal the specithallenges faced by HEIs.

To sum up, in conditions where HEIs have to resptnthe multiple challenges of massification,
internationalisation, and globalisation; decreast¢ate funding; and the growing expectations of
stakeholders, the policy process is inevitably givag which requires new multi-level approaches and
multi-theoretical frameworks for policy and reforstudies (Gornitzka et al., 2005). While the
finiteness of the policy process as well as thesipdgy to distinguish among its various stages ha
been largely debated, the major shift in policyensthnding was that implementation was increasingly
viewed as a learning process or evolution. Thidiesghat policy objectives and program technolsgie
can be adjusted based on negotiations and feegivagkded by implementers (Gornitzka et al., 2005;
Lane, 1993)

2.3 INSTITUTIONAL DIMENSIONS

As Russia joined the Bologna process only threesyago, and the related policy formation is still
underway, we can only speak of emerging changestitutional settings. Hence, the focus of this
research will not be on specific goals attained,dyuthe analysis of the specific challenges faoced

implementing Bologna-related structural reformswa$l as emerging patterns of institutional change.

In order to analyze the adaptation of Russian HEI8ologna reforms (as well as the challenges
related to reform), it is necessary to begin witleipreting the inherited structural and cultural
peculiarities of the HE system in Russia—that & policy context. The choice of the analytic

dimensions was determined by feasibility considenst outlined in 86.1 of this study, while also
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relying on the findings of the report “Monitoring participation of Russian HEIs in the Bologna

process” (2006). Out of 101 sample institutions, riéport claimed that

V V V V VYV V

68 were involved in developing comparable qualgguaance criteria and methodologies;
61 participated in developing two-level degreedtites;

52 developed international joint degree programs;

43 introduced the ECTS—compatible credit system;

22 promoted mechanisms for mutual recognition aflamic credentials; and

17 started issuing graduates a standardized Dipfupalement.

For practical reasons, | limited the analysis dftitational settings within Russia to two specific

categories, which represent the most visible mes

iseint of Bologna process reforms:

National degreestructures including degree titles and length of degree @ots; percentage of
students taking degrees; access requirements;gonogriientation (labor market, research); and
Curricular design including state educational standards and theregegf institutional

autonomy in designing curricula; ways of measurstgdy load; exam types and grading
systems; ways of organizing curricula (e.g., selflg vs. instruction); student freedom in

selecting a study trajectory.

At the same time, | am intending to explore howrtiegor Bologna process objectives are dealt with at

the institutional level by investigating two furthenalytical dimensions:

Graduate employabilitythat is, the role of employers in defining cuater content and setting
guality criteria; demand for one-tier vs. two-togrees;
Academic mobility that is, the challenges and opportunities fodetit and staff mobility;

iIssues of transferability of credits; the role chdemic mobility in internationalisation policy.
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4 OVERALL THEORETICAL FRAMEWORK

The aim of the theoretical framework is to underdthow Russian HEIs have adapted to Bologna
process reforms (primary research question). Tha negearch topic cannot be considered in isolation
but should be balanced against a selected resegmimach to policy implementation study (sub-
guestion 1), specific challenges facing implemeatat(sub-question 2), and possible future
implications for Russian HEIs when the Bologna psxcis fully implemented (sub-question 3). In
order to analyze the research problem, this stuidlycanstruct a theoretical framework that has four
main objectives: (1) to examine the policy contdédsed on the four analytical dimensions (see §2.3)
in effect at the time Russia joined the Bolognacpss in 2003; (2) to track the Bologna-relatedgyoli
formation with regard to the above mentioned aiticariables (see 82.2); (3) to analyze the policy
implementation in Russian HEIls through 2006, andt¢dmake predictions concerning the policy
implications for Russian HEIs. The framework coes&dboth the legislators’ and the implementers’
initiatives along with the factors limiting or fdicating the implementation process, which is ineli

with the hybrid top-down and bottom up approachtplementation theory.

The appropriateness of using a hybrid approachssfied by assuming that the national policy into
which the Bologna process is translated cannothlaeacterized as linear and hierarchically executed,
but rather represents a policy in evolution, whergcomes and objectives continuously interact’ll(Hi

& Hupe, 2002:12). In the case of Russia’s impleragom of the Bologna process, the perceptions of
the implementing institutions are viewed to be diguas important as the legislators’ perspectives
because the feedback provided by implementersygiiaut the period of experimental implementation
of the Bologna process provisions, is expecteatmfthe basis for legislative amendments. Realizing
this, HEIs and buffer organizations (e.g., the Begi Centers for Academic Mobility) will likely tak

a pro-active position—not only in implementing ttxénciples of the Bologna Declaration, but also in
negotiating and shaping the related policy. Basethese hypotheses, | am assuming that the defyree o
change relating to participation in the Bolognagess, as well as the choice of implementation
strategies, depends mostly on HEI administratodsaiher ‘street-level’ bureaucrats. Accordinglygon
possible implication of such an approach is thgilémentation may result in increased diversity and

stratification among HEIs. Thus, in the courselo$ tstudy, which is based on the above theoretical
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framework, | will attempt to confirm this analysihile drawing conclusions about the implications of
Bologna process participation for Russian HEIs.
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CHAPTER 3: BOLOGNA PROCESS IN RUSSIA

3.1 OVERVIEW
Russia has a long history of collaboration with &g in economic, cultural, political, and academic
spheres, but joint educational reforms triggeredhgyseminal Bologna process have presented a new
opportunity for closer integration. One of the albijees of this research is to explore how the ppiles

of the Bologna Declaration translate into natiopalicy formulation. Russia officially joined the
Bologna process by signing the Berlin Communiqu&éptember 2003. As a result, Russia has taken
certain national responsibilities to strengthendbevergence and transparency of its HE qualificati
structures, to resolve the problem of transfer aetyhing of academic credits, and to improve its
quality assurance system, thereby increasing iatemal academic mobility and graduate
employability. However, several factors have to tadken into account before analyzing the
implications of the Bologna process for HE in Rassie geographical span of the Russian Federation,
the degree of financial and legislative supportilabée, and the difficulty of overcoming existing

traditions in HE.

First, it will take a considerable amount of tinte rhake the institutional bureaucracy aware of the
Bologna Declaration principles; these principles Bkely only to take root after patient trainingda
repeated attendance at seminars, workshops, anférences. The federal system of political
governance and the geographical span of the HEtdvied do not presume that all aspects of reform
will be heeded uniformly throughout the Federatidhe lack of cohesive political units and differing
socio-economic backgrounds of the regions areyikelslow down attempts at progress, no matter

what the national State decrees.

Second, while the implementation of and researctherBologna process in European countries have
received financial support by the respective govemis and supra-national bodies, most Russian HEIs
have little to rely on except for enthusiasm. Oalflimited number of (elite) universities receive
funding from the legislature (in the form of comeée tenders) to pilot Bologna-related projects. |

addition, most of the EU mobility schemes are meanty for internal use. In this context, the rofe o
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the Russian government and existing buffer orgdioiza (e.g., the Regional Centers for Academic
Mobility) in promoting the Bologna Declaration peiples will have to be explored.

Third, domestic publications seem to agree that ithplementation of almost every Bologna
Declaration principle will be challenging due to ®Ria’s existing traditions in HE. In order to
understand these challenges, | will begin by sgttint the policy context and focus on four selected

institutional dimensions in existence at the times$ta officially joined the Bologna process in 2003

3.2 POLICY CONTEXT BY 2003

Until the late 1980s, all Russian educational ingtins were public and education was free of aharg
The activities of HEIs were completely regulated aontrolled by the state. The collapse of the S8ovi
Union in 1991 and democratic changes put into effeoughout the early 1990s transformed Russia’s
education system as well. The Federal Law on Hidddkrcation (1996) allowed the establishment of
private educational institutions, and provided pufdtate-run) institutions with greater autonomize
number of places for enroliment of students douloleer 10 years, mostly due to the new opportunity
of accepting fee-paying students at both public pndate universities. By 2003, the number of
students enrolled in HEIs was 365 per 10,000 ressd¢the total number of students reaching
5,947,500f The number of HEIs in Russia has also doubledraadhed 1,039, which includes 655
public and 384 private institutioh§European Center for Higher Education (CEPES)ssies, 2002-
2003].

Such significant massification of Russian HE, hogrevhas raised concerns about the quality of
education provided in new HEIls and triggered thealdshment of a State accreditation system in
1997. Accreditation was not only used to assurel@oé quality, but also to determine the status of
HEIs. Therefore, the following types of HE instituts in Russia have been distinguished: univessitie
(51%), academies (28%), and institutes (21%)—ttterl&alling under the non-university sector, which

focuses mostly on teaching (National Accreditatigency of Russia, 2005). Bearing in mind that

4 Approximately 46.5 % (170 per 10,000 residents) of tisesgents are entitled to free tuition on a competitivésbasthe
Federal Law on Education (1992).

® Private institutions account for only 12.1 % of all stois.
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HEls provide academic training in more than 400arsgjthe Russian HE system may be considered
quite diverse. In this perspective, domestic HEings are meant to make it easier for students and
other stakeholders to make their (investment) @widNevertheless, there is a prevailing view in the
world community that Russian HE is absolutely mansparefitand that the majority of HEIs either
are not ready or not motivatednough to compete internationally. Perhaps thishig participation in

the Bologna process is looked upon as a majorttoapproach ‘international standards’ (Kuzminov et
al., 2003).

3.2.1 National degree structures

Historically, Russian HE was intended to train spiests in narrow fields defined by the government
that funded the training. In these conditions, a-ber Specialist's degree with fixed curricula and
program length was most ‘convenient’ for centralizganning. As noted by an interviewee from
Tomsk, there was no need for students during theeSperiod to shape their individual learning
trajectories; market mechanisms were missing, amdlitons were in place where collective values
had a higher priority over personal ones. Furtheemnacademic choice had to be made quite early—
that is, upon applying to a HEI (usually at the afj#6-17)—and were irrevocable once chosen. It was
not until Russia began the transition to a truekeiaeconomy after 1991 when HE system reform

became necessary.

A two-tier system of Bachelor degree programs armdter degree programs was introduced in Russia
by the Decree of the RF Government [August 12, 1@¢ 940)f, which allowed some students to
start their professional career earlier, therebgyngaon HE expenditures. Nevertheless, less than on
tenth of all graduates by 2003 were receiving thimgrees. Through inertia, the rest of the student
population was enrolled in traditional five-yeaograms leading to a Specialist’'s degree (Smoleatsev

2003). According to Professor Kuzminov, the Rectdr State University — Higher School of

® | experienced this lack of transparency myself when cafigatatistics and other information on Russian HE.

" The lack of motivation to compete internationally can be explamethe fact that most Russian students cannot yet
afford to study abroad and the admission competitionlligl$ficult; however, HE experts express concerns abossitde
‘invasion’ of the domestic educational market by foreign ptess in case of Russia’s participation in the General
Agreement on Trade in Services/ World Trade Organization (GAVTO).

8 Decree “On approving the State Educational Standards iegsiohal higher education”
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Economics, the transition to a multilevel systenedtication was often marked by formality, without
any major changes made to the curriculum struabureny attempt to distinguish between academic
and applied programs (Kuzminov et al., 2003). Femttore, the increase in vertical academic mobility
between various majors has yet to be made, asd&ustidents typically do not opt to change majors

or institutions after completing their first cyaé studies.

On a positive note, by adopting a multilevel systefreducation, Russia acknowledged a shift in
educational attitude from ‘education for life’ t@ducation throughout life.” Indeed, the idea of
‘education for life’ seems utopian in an environmesmere 5% of theoretical knowledge and 20% of
professional knowledge is updated every year (Mebal., 2005).

Along with a discussion of national degree strussuthe overall length of Bachelor degree and Maste
degree programs had to be evaluated. Russian sagoadhool education is shorter than in most
European countries, constituting 10-11 years aspeoed to a minimum of 12 years in the EU. Thus,
the appropriateness of transferring to the 3 + Behwide-spread in EHEA (i.e., 3 years of Bachalor’
degree study + 2 years of Master’'s degree studmgred this debate. It was argued that reduciag th
length of Bachelor degree programs may not suisRusHE students, who often need an extra year of
schooling to compensate for their shorter secondahool training. Therefore, for the time being,
Russia chose to substitute the traditional oneSigear Specialist's degree programs with a hybrid
4+1/2/ model (see Figure 2).

Specialist (1 year)
|:> Bachelor (4-years) + or
Specialist (5 year) Master (2 years)

Figure 2.Shift from one-tier to two-tier degree structunegliussia in the framework of the Bologna

process.
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The HE experts express their concerns that as udt refslengthening the overall study period the
government would only be able to finance 20% of tdaslegree students—possibly even being
obliged to introduce tuition fees for this levelst@idies, which likely would result in the overaibp in

the number of Master’s degree candidates (Belo@5R0

3.2.2 Curricular design

Unlike countries with a decentralized HE steeringdel, in Russia even the selection of curriculum
content is not considered ‘the business of facetyerts.” The State Educational Standards for Ruossi
HE programs determine the minimum requirements th@ subject matter to be taught and the
threshold level for learning outcomes. Unfortungteghese ‘minimum’ requirements allow little
freedom for curricular design creativity at thetingional level as the obligatory federal companen
accounts for 70-80% of the educational content (Qamative Educational Policy portal, 2005). The
resulting rigidness of the educational programeroforce many students who are unsatisfied with the
fixed set of courses (e.g., in engineering) to #iameously enroll in the so-called “second higher
education” in economics or in other “popular” majan order to increase their competitiveness in the
labor market. It is not surprising that the combima of full-time and part-time studies leads to a
decrease in quality of learning outcomes.

Another peculiarity of the curricular designs inkent from the Soviet times is that teaching methods
are traditionally characterized by vertical pedagoglations, with lectures as the main form of
instruction. According to Tomusk (1998), it is notusual for Russian students to attend an averfage o
27 hours of lectures and seminars per week. Wheturkss are the main form of instruction the
educational emphasis shifts to an inward orientattbovards disciplinary content (Ensor, 2002). lis th
context, students are viewed as empty vessels thllbé with new knowledge, without regard to
whether or not that new knowledge relates muchnédr fprevious experiences. It is logical to assume
that an educational system that focuses on quantgy quality also does not provide enough time for
independent studies, which scholars believe nepedsadevelop critical thinking skills (Tomusk,
1998).
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The traditional Russian HE system measures studiload in terms of contact and self-study hours,
SO it causes credit recognition problems—not omy Russian students studying abroad, but for
international students studying in Russia. In 2002, Russian Ministry of Education and Science
introduced an experimental academic credit systApproximately 30 leading universities were
voluntarily involved in the experimental developrhand implementation of a credit transfer system.
The experiment showed, however, that the attempdrtoally recalculate hours into credits with the
help of a common denominator as recommended bithistry (e.g., 36 class and self-study hours =
1 credit) was largely unsuccessful, as some couesasgved an inadequate credit weight in the result
(Melvil et al., 2005).

A few words should be said about the Russian HEiggasystem, which is based on a simple grading
scheme. Students are evaluated by number as lingllent, ‘good, ‘satisfactory, or ‘failing.” From

personal observations (which have been substathiigteny colleagues’ opinions), this grading system
tends to yield an unjustifiably high number of die® and good grades—especially during oral
examinations. Inasmuch as oral examinations in iRuse not only widely spread, but determine
which State-financed students continue to receiwmthly scholarships, it is not uncommon for
students to try and negotiate grades with theifgssors. On balance, a shift toward the ECTS
distributive grading system, along with more wnttexams, might produce more objective student

evaluations.
3.2.3 Graduate employability

In the Soviet period, the number of specialistbedrained in every major was planned centrallyhey
government and graduates were assigned compulsbryplacements. Therefore, on the one hand,
young people obtaining a university degree had ka gecurity; on the other hand, the existing
manpower approach was skewed toward military neextsl generated the so-called
“engineeringization® of higher education and an under-emphasis ofitrigiin the humanities and

social sciences (Smolentseva, 2003).

° By some estimates, 90% of Russian HE provided Enginetsiming before Perestroika.
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After market mechanisms were unleashed during Retles, the mushrooming private universities and
their branches made up for the lack of progransomal sciences, which lead in turn to overprodurcti

in new ‘popular’ majors such as economics, humesitand social sciences (see Figure 3). Apparently,
the quality of such programs hastily ‘tailored’ nmarket needs could not match the requirements to

graduates set out by employers in these fields.

Economy and
Humanitarian and

Natural S cienses Socialg%ciences Health Care
o | 1%

Humanities and
Education

23% Engineering

34%

Agriculture
5%
Economy Medicine
18% 5%

Figure 3.Distribution of full-time students by fields ofisace.

Source: Bologna process: National Report (2003)

In public universities, the continuous lack of &ation between educational content and labor nharke
needs resulted in the problem of distorted motbregiamong students. As argued by Kuzminov (2004),
up to 50% of jobs taken by graduates did not mtehacquired qualifications. A possible explanation
for this is that young people commonly participaitedHE for the sake of obtaining a diploma, or even
as a way to escape from obligatory army servicéegat for young men). As graduate knowledge was
mostly theoretical, practical skills had to be acegh during on-site training. Therefore, university
diplomas had only a signaling function for empl®yeia sign that graduates possessed some general

skills; as a result, employers often treated Hadgates simply as individuals with better studyiski

Finally, while most academics and students appieedize greater flexibility of multilevel training,
Russian employers do not yet recognize a Bacheltggree as equivalent to a complete higher
education. To regain the trust of employers in Russian HE system, the government introduced a
series of amendments in 2004 to the Federal LawHaher Education (1996); these articles

encouraged employers to participate in State atatesh of HEIs, develop State Educational
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Standards, define requirements for learning outsona@d compile their own rankings of HEIs.
Beginning in 2005, the Ministry of Education ande®ce further submitted to the Federal Duma of the
RF Federal Assembly a decree whereby represerdativemployer associations were given the right
to play a part in monitoring and forecasting théola market. The Union of Industrialists and
Entrepreneurs of Russia teamed with the Ministryfaion a nation-wide system of qualifications,
which not only established professional standards laid the groundwork for more rigorous
educational standards as well (Bologna processoiitReport, 2005-2007). Throughout 2005 and
2006, government and the business community demadedthow this new partnership could work by
holding a series of ‘round tables,” where probleamshe professional development of HE could be

discussed in the context of actual industry recu@ets.

3.2.4 Academic mobility

Prior to joining the Bologna process, the effortsh® majority of Russian HEIs to increase academic
mobility were marginal and lacked systematizatiole o several factors, such as an underdeveloped
infrastructure for integrating international stuttera limited number of programs offered in English
problems with transferability of credits, and diffey degree structures. Thus, Russian exchange
students often had to study the courses they ‘miskeing their period at non-Russian universities,
take additional exams upon their return, becausetivere no mechanisms for recognizing the courses

studied abroad.

As early as 1984, the European community took stepsiprove academic mobility by forming the
National Academic Recognition Information CentddARIC), which is a network that aims to unify
procedures for recognizing diplomas and study peria member EU universities. Further provisions
for assuring the quality of education in EU membeiversities were provided for in 1997, as part of
the framework agreed upon in the Lisbon RecogniGomventior® (1997). In order to assist national
authorities in developing policy, recognizing aaade qualifications, and implementing the Lisbon
Recognition Convention, the European Network obtnfation Centers (ENIC) was established; ENIC

cooperates closely with the NARIC network. In 20&Russia ratified the provisions of the Lisbon

0 Formally known as the “Convention on the Recognitio@uélifications concerning Higher Education in the European
Region.”
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Recognition Convention and established the Natidmi@mirmation Center on Academic Recognition
and Mobility to participate in the ENIC/NARIC netwg which became an important step in the
integration of Russian education with other Europealucation systems. At this time, however,
recognition procedures are carried out centrallyictv makes it complicated and time consuming for

international students to apply to Russian HEIs.

The elitist nature of student mobility is confirmég statistics. No more than 1% of all Russian
students study abroad; the percentage of incommitggnational students is about the same (Sheregi et
al., 2002). With more than 1,000 institutions pbrg higher education in Russia, it is clear thnet t

potential of international education and acadenobifity has not yet been reached.

Unlike EU countries, it may seem that traditioneddemic mobility (especially those involving stutlen
and staff exchanges) in Russia has not been dplyosted by the government. This lack of support
occurred for several reasons. First, more urgeatl®iésuch as the structural reform of HE) prevailed
and there were insufficient funds to invest in agait mobility programs. Second, internationally-
oriented HEIs managed to develop academic mobiliilhout governmental support. Third, the
increased outgoing mobility of Russian studentsfandlty members was seen as a potential source of
the ‘brain drain’; in order to counteract this tetthe export of educational services, (i.e., lisaating
more fee-paying international students to Russi&ftsHbecame a favored alternative gdafinally,

new forms of academic mobility (e.g., joint-degmegrams) were encouraged, as they were thought
to bring more benefits (in terms of internationadiscurricula) to participating HEIs than traditibna
student exchanges. Thus, a shift in internatioaatia strategies to more attractive alternativey b&
observed in Russia, and it will be interesting rack the influence of the Bologna process in this

perspective.

M siill, it does not mean that international education is bewpmitradable commodity, as tuition fees were competitively
low and the Russian government provided scholarshipsoiat 419% of all international students within intergawvaental
agreements (Belov, 2005: 29).
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3.3 RATIONALE FOR RUSSIA’S PARTICIPATION IN
THE BOLOGNA PROCESS

As discussed earlier, some of the Bologna reforragevinitiated in Russia before it officially joined
the Bologna process. The advantages and disadesntdigarticipating in the process, however, have
been widely debated by HE experts and universityiagtrators. Opinions ranged from fear at losing
the treasured fundamentality of Russian HE, to ggnesistance to change, to grudging acceptance of
the reforms as a ‘necessary evil,” and, finallyataeptance of the reforms as the ‘necessary gobd.’
degree of awareness of the objectives and undgrfyiimciples of the Bologna process is proportional
to the respondents rank in HE system—that is,dinet in rank, the less aware they are of the need f
reform. In some sense, then, criticism of the Bobogrocess can primarily be justified by lack of
awareness. One rationale behind Russia’s partioipah the Bologna process is explained in the

following interview excerpt:

“By joining the Bologna process, Russia will rem@nthe common educational and
academic context of Europe. It will not affect dalbor market though. We can’t have a
common labor market with EU, we must admit—our dbods and interests differ
greatly. On the other hand the quality of Russidhwilll be enhanced and we will be
able to_exportit” 1. Arzhanova, Deputy Director of the National Tr@mig Foundation
(Gazeta.ru, 2005; emphasis added).

The emphasis on the export of educational senacesintegration is related not only to globalizatio
pressures urging HEIs to compete, but also carrdwked through Russia’s HE internationalisation
policy (as reflected in interviews with the Ministef Education and Science, A. Fursenko). The

Ministry’s attitude to Bologna-related reforms @t skeptical, but admittedly rather pragmatic:

“In short, competitivenesis our goal. In Russia we still believe that odueation is the

best, but the experience shows that Russian digoama not ‘convertible’. Hence,
primarily we should raise the quality standards Hi, applying the best practices of

European HEIs” (Denisova, 2005; emphasis added).
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Naturally, there exist external and internal drgvilorces behind Russia’s participation in the Balag
process. External political motivations to raise thternational profile of Russian HE and build a
competitive knowledge-based economy underpin th®mwncerns of policy makers and university
administrators, while faculty, students, and emeteymay be more interested in the internal and
domestic aspects of educational reform. One ofgdmeeral advantages for HEIs in being an active
participant of the Bologna process lies in the oppoty to review not only HE structures, but atso
compare and adjust the content of educational progrin closer collaboration with European partner
universities. Such partnerships can be establishethe framework of projects supported by the
European Commission, such as TEMPUS, Tuning Pragect Erasmus Mundus. Other possible gains

for HEIs, students, and graduates will be consdieresubsequent chapters.

3.4 BOLOGNA-RELATED POLICY FORMATION
AND COORDINATION

As acknowledged by many Russian HE experts, ppdiicn in the Bologna process was not a
bureaucratic whim but a historical necessity. Imfjethe majority of Bologna process objectives
coincide with national HE priorities outlined byetfiRussian Ministry of Education and Science in the
Concept of Modernization of Russian Higher Educatiy 2010 (2002). If Russia chose to stay away
from the ongoing pan-European integration in HEwauld doom itself to isolation and stagnation
(Medvedev & Pursiainen, 2005:25). Thus, the fitsppson the way to HE modernization, within the
framework of the Bologna process, was to studyréevant experience of foreign partners. In 2002,
by the initiative of St. Petersburg State Universita team was formed for this purpose, consisting of
rectors from the leading Russian universities alatty other international cooperation experts. The
team analyzed the development of two-level degtaectsres and other HE trends in Russia and
Europe. Their work attracted the attention of acaidecircles to the Bologna Declaration and cladfie
its significance to the public. After Russia joind@ Bologna Process, the team was expanded in 2004
to become a Working Group and assist in the impfeaimn of the Bologna principles. The group

consists of 28 members, including representatifedEls, a number of government ministries, the

12 An important detail for understanding the bottom-upiatives of some universities is that the rectors of these
universities also hold some posts in the Ministry ofiéadion and Science.
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Rectors’ Union, and the Association of Non-Governtat Institutions. The responsibilities of the
Working Group consist of the following activitieBdlogna process: National Report, 2004-2005):

» conduct a survey of HE in Russia;
* present recommendations for the implementatioh@Bologna principles; and

» coordinate the implementation of the Bologna precedRussia.

Each member of the group is responsible for thelampntation of certain aspects of the Bologha

Process in accordance with the plan finally adopt2D05 (see Appendix 1).

Furthermore, 19 head universities were assignea (oluntary basis) the responsibility of pilotitinge
implementation of the Bologna process action lidgsgoordinating universities in 7 Federal disfrict
were in charge of coordinating the disseminationnéérmation and best practices in the regions
through seminars, conferences, and workshops. I¥inahonitoring of the Bologna process
implementation has been delegated to the Natiomainihg Foundation, which is responsible for
evaluating the implementation of reforms, gatheriegdback from the participants on the basis of

surveys, and providing recommendations for impromeim

In addition, the Ministry of Education and Sciertoek an active role in building awareness of the
objectives and mechanisms of the Bologna proce#iseirmcademic community, organizing a number
of international and national conferences—for examnpBologna Process and Modernization of
Russian Education: Moving in the same Direction”2002, and the “Integration of Russian Higher

Education into the European Higher Education ARrablems and Perspectives” in 2003.

The documents issued by the Ministry of Educatind &cience, which mention the Bologna process
directly, show that Russia has adopted five of ihiéal action lines reflected in the Bologna
Declaration (except for the promotion of a Europehmension in HE) and the major goal of
integrating into EHEA with one major condition—thendamentality and the achievements of Russian
HE training should be preserved. The following ppldocuments refer directly to the Bologna process

implementation in Russia:
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» “Guidelines for calculating workload in credits tile main educational programs” (Letter No.
14-52-988 in /13, 28.11.2002);

» “On launching a pilot project using a system ofdit€ (Decree No. 2847, 02.07.2003);

» “On Bologna follow-up group” (Decree No. 100, 252@04);

» “Plan of Bologna process implementation actions years 2005-2010" (Decree No. 40,
15.02.2005); and

» “On piloting and coordinating institutions” (Decrd®. 126, 25.04.2005).

One more step made by the government was to dlaft an amendments to the legislative documents
on education in part of levels of professional edion. The suggested amendments state that
Bachelor’'s degree programs may be 3-4 years loggerting on the major, and will provide access
either to employment or to Master’s studies on mpetitive basis. The 5-year Specialist’'s degreé wil
be preserved for a limited number of majors. Int,faccording to the Minister of Education and
Science, the number of Bachelor's and Speciald#gree majors will be reduced by half, while the

number of Master’s degree programs will be incrdas® become more specialized (Gazeta.ru, 2007).

Despite the above mentioned efforts made by thedulyjnof Education and Science, the empirical data
show that the process of implementing the Bolognaciples in Russian HEIs is still rather slow
because relevant legislation and financial supa@tperceived by the implementers as lagging behind
Therefore, major amendments to the legislationyateo be made, in line with the recommendations
worked out in the process of experimental projelcegyree, however, with the Minister of Education
and Science, who declared that Russia should tak@me to adjust its HE system as faster reforms
may only lead to symbolic change (Gazeta.ru, 2007).
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CHAPTER 4: IMPLEMENTING BOLOGNA DECLARATION OBJEC TIVES:
THE CASE OF TOMSK POLYTECHNIC UNIVERSITY

4.1 GENERAL DESCRIPTION OF THE UNIVERSITY

Founded in 1896 and opened in 1900, Tomsk Polytedbmiversity (TPU}? is the first technical HEI
established in the Asian part of Russia. Currentlys educating more than 22,000 students of all
modes of education (including 50.8% full-time sto$g in 85 majors. The number of applicants to
TPU has been increasing in the past decade an@05 @ached 4.77 people per available opening.
Curiously, the largest number of applicants hasilregistered for the Faculty of Humanities and the
Faculty of Foreign Languages (9-10 applicants fpmrg). At present, TPU includes ten institutesheig
faculties, three research institutes, and otheade@nts. The number of faculty members is 2,170,

including 47.5 % instructors, 41.7 % associategsebrs, and 10.8 % full professors.

In 2005, the Ministry of Education and Science ehkPU 1f' (down from &'in 2004 and 2003)
among all technical and technological HEIls in RasdiPU’s web-site, 2007). In addition to this
impressive national ranking, TPU has pursued apaf becoming a leading international provider of
engineering education. The intellectual potentialTomsk, formed by a total of six public and a
number of private HEIs and research institutes, trdmrtes to the university’s international
competitiveness along with systematic efforts tegkap with international standards. Taken alone, th
number of TPU units involved with internationalisat activities—more than 15—is impressive (see
Appendix 2). TPU is a member of the Conference wfohean Schools for Advanced Engineering
Education and Research (CESAER), the ConsortiurkihgnUniversities of Science and Technology
for Education and Research (CLUSTER), the Europégaiversity Association (EUA), and other
international university associations. Fewer tharydars ago, Tomsk was a closed city for foreigners
the fact that TPU now educates 365 internationgtekeand exchange students, while also signing 171
international collaboration agreements, is an irsgike achievement of its own. TPU’s participation i
the Bologna process, however, will presumably hélpfocus on the qualitative aspect of

internationalisation and trigger experiments widwrforms of the educational process organization.

13 Established as a Technological Institute, it was renamed asa®ilTechnological Institute in 1923, Siberian Industrial
Institute in 1934, and finally as Tomsk Polytechnic gt in 1944. It did not obtain the status of Univgraittil 1991.
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In this chapter, I will discuss the initiatives ékby TPU to implement the Bologna process priesipl
in the same four policy context categories idesdifin §2.3 (i.e., national degree structures, cular
design, graduate employability, and academic nighiliThe data used for building the case-study
narrative are mostly based on personal interviewds BPU’s policy documents, such as the Complex
Development Program for 2006-2010 (which includesgrojects and indicators directly related to the

Bologna process implementation).

4.2 MEASURES TAKEN TO IMPLEMENT THE
BOLOGNA PROCESS OBJECTIVES

4.2.1 Development of the two-tier degree structure

Technically, the transition from one-tier to mutiel educational programs at TPU and other Russian
HEIs began more than a decade ago with the Fede'atiransition to a new market economy.
According to my interviewees, the introduction betAnglo-Saxon model was associated with an
attempt by foreign competitors to undermine the sRus HE system (R1, R2j.The process was
described in terms of imposed ‘overnight re-tangti of the academic programs. A different
perspective, as expressed by the Minister of Edutaind Science (A. Fursenko), is that the elite
Russian HEIs provided multilevel training even witbne-tier programs, including three years of basi
(general) training and two years of specializatirthe students’ choice. The negative perception of
reform can be understood in the light of over-deleeice of Russian HEIs on State Educational
Standards. The fact that the latter were not aeljuatcordingly in a timely manner (or did not powvi
enough distinctions between the qualifications enmis of competences) caused confusion among
curricula designers and led to a formal splittiigooe-tier Specialist’'s degree programs in two Igve
Nevertheless, | would not support the statemeritttietransition to two-level programs wasposed
from the top; rather, Bachelor's and Master's degpeograms weréegitimizedand could coexist

together with traditional one-tier Specialist’'s &g programs.

¥ The quoted answers of the respondents are coded anedefein this study as R1-R9.

35



Given the lack of legislative and information sugpo the process of transferring to two-level dsgr
structures, the university administrators and tbadamic community realized the need to take an
active position in revising the functions, purpgsasd the benefits of the new programs. In the
currently existing hybrid scheme of qualificationgith Bachelor's study programs meant to
accommodate the growing demand for general HE ag whallenging to make a distinction between
the functions of the second-cycle degrees. Ondefitguments made by HE experts is that Master’s
degree programs should be meant for those whodritepursue an academic career, or the career of a
top manager (Mitiaeva, 2006). On the other hanécBist's degree studies either could be offered i
some applied sciences or in those majors that aoatldbe legitimately broken into two cycles, sush a
medicine. In reality, it was not possible to makes tftunctional distinction fast enough to avoid som
disappointment on the part of students who faidgsidered that the Specialist’'s program was simply

stretched in some cases into two years to formahatMaster’s program (R7).

Table 2
Improvement of study structures in accordance witrnational trends
Current Projected

Forecast structure of TPU 2005 2006 2007 2008 2009 2010
graduates

* Bachelor 7.4% 7.3% 7.2% 7.1% 7.0% | 7.0%
* Specialist 90.0% | 90.0% | 90.0% | 87.9% | 73.0% | 60.0%
* Master 2.6% 2.7% 28% | 5.0% | 20% | 33%
Planned admission to Master 189 350 640 900 | 1,500
degree programs (student no.)
Planned number of new Mastg = --- 6 7 10 10 10
‘(’t‘;‘f’ége programs per year (57) 63) | (70) | 80) | (90) | (100)

Source: Adapted from TPU’s Complex Development Progrant-2000 (2005).

As seen in Table 2, TPU's long-term position regagdwo-level study structures is to preserve a low
percentage of students graduating at the Bachdré; reduce the number of Specialist graduages b
one third; and increase the number of Master’'s janog, as well as the number of students enrolled in
such programs. The low expected percentage of gtagwith a Bachelor’s degree reflects, on the one
hand, the inertia of student choices and a growiagent perception that a Bachelor's degree is not

sufficient for a successful career. On the othexdh#éhe projected decrease in Bachelor-level griadua
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also confirms the elitist nature of a universityatthnvests in the development of advanced level
programs at the expense of traditional undergradweaiurses. It will be interesting to see how
perceptions will change (if at all) by the year @01

The following issues have been mentioned by inésvees when discussing the development of two-
level degree structures in Russia:

“The Anglo-Saxon system has ‘won,” why should werile our students of the benefits [it
provides]? The education is becoming more massifiedce the need to diversify it by level
and number of study places available.” (R3)

“When large enterprises have been replaced by smaties they could not afford to hire the
graduates with narrow specialization any more,’'shahere the need for Bachelor's degree
graduates with broader competencies, emerged. Ténast, however, a danger that such
graduates will be under-trained, given the shatedy period and that most of them are doing
part-time jobs during their studies...” (R1)

Another respondent pointed out that even the pad-employment of students may be viewed from a
positive perspective:

“Most of our 4"-year students doing part-time jobs are employedobs matching their
qualification, which is a sign of their employabili So, we should not be afraid that the
employers will see the Bachelor's degree as inaakequEven though the above statement is
primarily true for engineering and technical studem a broader sense there is a cost-reduction

benefit for any self-financed student who may nawtgeir first degree faster.” (R5)

Thus, despite existing concerns about the adeqoédyachelor’s level training, it is possible to
observe a major shift related to the developmerthefmultilevel system of HE in Russia—the role
HEIs played in this country changed from supplyéaxperts for all sectors of the national economy to

providing more flexible shorter programs of traminthereby allowing students to adjust their
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educational trajectory in accordance with theirfgnences and abilities, and in response to labor
market needs.

4.2.2 Transition to curricular design based on an ECTScompatible credit system

Followed by an extensive analysis of the existiregit systems for measuring study load, TPU began
to experiment with introducing a credit systemtefawn. At the moment, three TPU academic units

are involved in the experiment:

1. Institute of Electrical Engineering, since Septenthe2003;
2. Faculty of Computer Science and Engineering, sBegember 1, 2005; and
3. Faculty of Electro-physics and Electronic Equipmeiice September 1, 2006

The experiment implementation is regulated by thiglglines® developed at TPU in 2005 based on
ministerial recommendations. The essence of therarpnt lies in the transition from a traditional
linear educational process (with students followenfixed set of courses in a defined study groop) t
an asynchronous one (where students have theveelatiedom to shape their individual educational
trajectory with the help of academic advisors/tsifon this experimental design, students may oboos
an individual sequence of courses (provided theepresite courses have been satisfied); select
lecturers; and even ‘vote with their feet’ by chiugglecturers, so long as the change is requested

within two weeks after classes start.

Among other underlying innovations, which are bedig to follow logically from the transition to

TPU’s new system of academic credits, the experirparticipants focused on the following ones:

» shifting from discipline-based to modularized ceudesigns;

* building integrated curricula with unified requirents for similar courses taught at different
faculties;

* increasing the role of self-study work undertakgrstudents; and

» replacing oral exams with written ones, and ingtexternal examiners.

15 “Temporary guidelines for organization of the academic probased on the system of credits and rating-points for
measuring learning outcomes.”
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Let us consider the perceived benefits and chadleraj such changes in more detail. Among some
advantages resulting from the transition to asymobus curricular design is that students will no
longer be treated as the objects of the study pspdrut will become active participants (or ‘sutgdc

in the process—enjoying full rights and taking geeaesponsibility for what and how to study, which
seems to be especially important for self-finanseients. Given a more transparent, structured, and
modularized curriculum, they will also have an oppoity to choose the degree of immersing into the
course. The integration of curricula for similarucges taught at different faculties (e.g., Natural
Sciences) will allow students to adjust their ségdaround their own schedules—attending courses in

other faculties, thus, encouraging closer collatimmaamong them.

During the transition to a new credit system, itsveiscovered that little attention was being paid t
students’ self-study time. As lecturers’ salariepehded on the number of class hours taught, course
tended to be optimized so as to provide as manydbtectures as possible (Melvil et al., 2005).
According to one interviewee, instructors were maosed to a regimen of giving lectures and
administering one final exam than they were in raimg students’ progress, or in designing regular
self-study assignments (R5). As a consequenceemtsichssumed the role of passive learners, who
would only begin to study before exams. In ordecaanteract this trend, TPU devised a strategy for

turning students into more independent and acdaenkers, as shown in Table 3.

Table 3
Self-study indicators for TPU students
Current Projected
Increase in the minimum number of course
paper assignments 2005 | 2006 | 2007 | 2008 | 2009 | 2010
* Bachelor (4 years) 3 5 6 7 8 9
» Specialist (5 to 5.5 years) 5 6 8 9 10 11
* Master (2 years) 1 1 2 3 4 4
Correlation for 4 year (Bachelor) study &
5" year (Specialist/Master) study
» Contact hours 23 21 21 21 19
» Self-study hours 31 33 33 33 35

Source: Adapted from TPU’s Complex Development Progrant-200.0 (2005).
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Over a five-year period, TPU plans to encourageenstuident self-study hours by reducing the number
of in-class hours while increasing the minimum ieggh number of course papers and projects to be
completed during the normative study period. By ®0for example, Bachelor and Specialist
candidates will have about twice as many coursespapsignments as in 2006, while their contact
hours will have decreased by approximately 17.9%nduhat same period. This shift in approach will
require students to adjust their learning strategid instructors to reconsider their teaching

techniques.

Another innovation arose when it was agreed thatagsessment of learning outcomes had to become
more objective. To achieve this goal, oral examsevi@rgely replaced by written tests that were dode
and evaluated by an external examiner. The effecéigs of this change was immediately apparent, as
the percentage of students who passed their exesppat by 22% and 10% in comparison with the
two previous academic years (2003-2004 and 200%-28€pectively). Although students’ attempts at
negotiating a better grade at oral exams were méitad, the problem of cheating during written exams
arose (R3). One possible solution might be to usgstem of continuous assessment, where an overall
course grade does not depend solely on performantiee end of a semester exam, but is assessed
cumulatively through several individual or grougigaments, including class participation (Melvil et
al., 2005).

The experiment participants at TPU currently usedlgrading systems to evaluate academic progress:
(1) the traditional numeric grading system discddsefore (see 83.2.2); (2) a ten-point gradingesyist
compatible with the one suggested by ECTS; and(8)stem of student rating, which is based on a
maximum of 100 points per course. The use of rapioits partially solves the problem of ongoing
assessment as the acquired points add up and teosittadents to work consistently in order to be
granted access to the exdhWhile encouraging some students to compete with ether, the rating

points do not influence the final course grade.

Related to the issue of grading is the problemropéuts—a problem that is especially acute among
self-financed students. Under current restrictistadents who fail to pass three exams have to be
expelled from the university. This tradition doest mppear to be in line with the idea of credit

accumulation; instead, this practice highlights ttlash between existing and new educational

16 At present, the minimum points required to take an eg&80 points.

40



philosophies. The challenge in striking an equéabilance between strict academic standards and

principles of fairness is acknowledged throughdbetroversial questions posed by interviewees:

“What shall we do about the students who failedeaam and have to repeat a course when
there are no developed procedures for chargingdeesredits? Shall the program length and
the number of minimum credits per year be fixed?avhall we do with students whose

studies are financed by the State if they did mojuae enough credits in one year—transfer

them to the self-financed studies at once?” (R3)

Thus, there are a number of challenges relatedhaoirttroduction of the ECTS—compatible credit
system. First, the answers to the above questaiten(involving financial issues) are not yet poaal

in HE legal documents, so HEIs do not feel autleatito solve them at their own discretion. Second,
the use of ECTS does not only imply the technieahlculation of hours into credits, but also inweslv
ranking the courses according to their significasee ‘weight’ in the curriculum, as well as expiags
credits in terms of acquired competences. All thegjuires thorough methodological work in
collaboration among faculties, universities, andegomental bodies (Scherbakov, 2004:10). Third, the
transition to the asynchronous mode of curriculasigh and individualized education trajectories
requires a high level of automation and, consedyeadditional human and financial resources.
Personally, | believe that these efforts are wardking in order to make the educational procesemor
transparent, and, in the long run, increase acadenaibility and the recognition of Russian HE

programs by international accreditation agencies.

4.2.3 Activities aimed at enhancing graduate empyability

Even in a university like TPU, where the demanddgi@duates is greater than the supply, only 55% of
graduates in 2006 chose jobs matching their qoatibns (see Table 4). How does TPU enhance
graduate employability and increase their ‘fitnefes’ the labor market? It is necessary to emphasize
here that the focus on employability enhancemetivites is generally directed at the local labor

market, as the international focus of the effortaild admittedly aggravate the ‘brain drain’ problem

Several interviewees agreed that employers argetaeady to recognize a Bachelor's degree asl a ful

HE qualification. At present, the existing systefcompulsory industrial internships helps students
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gain necessary practical skills during their stpdyiod that otherwise could not be achieved through
traditional academic means. In order to broademstréhl partnerships, TPU is committed over the
next five years to encouraging industrial interpshin other regions of Russia as well as abroagl (se
Table 4). Furthermore, in order to obtain betteioimation for future planning, TPU’s quality
management units developed questionnaires that nweneded to ascertain what specific competences
and skills employers expect graduates to possels By taking such proactive steps now, TPU hopes
to better match graduates to careers and increasaumber of graduates who select qualifying jobs t
75% by 2010.

Table 4
Graduate employability enhancement strategies & TP

Current Projected

Planned expansion of the % of internships 2005 2006 | 2007 | 2008 | 2009 | 2010
taken as part of an individual study prograni

o« atTPU 24% 23% | 22% | 21% | 20% | 19%
» other regions of Russia 19% 20% | 22% | 25% 27% | 30%
« abroad 02% | 0.2% | 0.5% | 1.0% | 2.0% | 2.0%
Number of graduates hired in jobs matching

their qualification within one year after 55% | 60% | 65% 70% | 75%
graduation

Source: TPU’s Complex Development Program: 2006-20105)20

TPU is also in the vanguard of universities conedrabout the training of exceptional students. One
program aimed at training elite researchers, ptojgnagers, and entrepreneurs in parallel withr thei
regular studies is called the “Elite Training” grof. Within this training program, the best studeare
selected on a competitive basis from different lizesi and asked to pursue two years of advanced
evening courses in Physics and Mathematics, folibwe problem-based and project-oriented team
training to solve authentic challenges posed by leyeps. The program is very competitive, as
students ranking in the lowest 10% of their groutha end of the 2nd and 3rd semesters are asked to
leave, thereby giving a chance to new students hdnee the highest rankings in regular training
programs to join this ‘elite group.” By the endtbe 4th semester, only 100 students out of 170 are

selected to continue training. Those students avarded scholarships provided by employers,
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participate in summer and winter schools in Nat@eaiences, study two foreign languages, and are

given priority when applying to international acade exchange programs.

In one sense, the question of graduate employalsléan anomaly. As illustrated in Table 2, onIg%.

of all graduates leave TPU with a Bachelor's degaed pose significant training problems for
employers; the remaining 92.7% of graduates puesivanced degrees, through programs monitored
by State Educational Standards that currently pevwinore freedom for HEIs to perform regular
updates and make them more relevant to labor mawdeds. In fact, these advanced students have
claimed in interviews that they did not encountey aroblems finding suitable employment. As the
university administration also finds ways to finedly support their most promising researcherss it

reasonable to assert that TPU does its best tcmealtaaduate employability on all levels.

4.2.4 Development of academic mobility

TPU positions itself as an innovative universitythwa strategic goal of becoming an internationally-
recognized leader in engineering education. Thezeft has long been involved in a broad range of
international activities such as intensive forelgnguage training, internationalisation of currigul

development of joint-degree international programeshancement of academic mobility, and

international accreditation of educational programs

In this perspective, TPU welcomed Russia’s offigurticipation in the Bologna process as an
opportunity to contribute to the fulfillment of itsternationalisation objectives. These objectives
include the following quantitative indicators, s@tin TPU’'s Complex Development Program: 2006-
2010 (2005):

» to increase the percentage of international stsdentdying at TPU to 5% (i.e., from 395
students currently to about 500 students);

* to set the percentage of TPU faculty and studeiis participate in international academic
exchanges at 20% and 30%, respectively;

* to ensure that 30% of faculty members and 40% wdestts at TPU have a mastery of the
English language, at the level of the First Cexdife in English (FCE, Cambridge exam);
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» to develop and realize 19 international educatipnagrams at TPU; and

* toissue all TPU students the standardized DiplSungplement by 2010.

Even though these objectives may seem ambitious fprovincial university, some of them have

already been reached (e.g., the percentage ohattenal students is close to the target), whiteert

are substantially complete (e.g., approximately di7the 19 proposed international educational
programs either have been developed or are fulllized). This progress is due largely to adequate
funding allotted by the university, within the framork of TPU’s Complex Development Program

projects, as well as participation in internatioaatl governmental grant programs.

For example, TPU was one of the first universiiiedRussia to start issuing standardized Diploma
Supplements in English (with translation into Ragssipon student request). As a result, some staident
have already had a chance to use them when apptyingernational scholarship programs. In order to
start issuing the Diploma Supplements to all sttslem number of problems have yet to be solved,
such as hiring additional staff members (or expagdiurrent staff responsibilities), monitoring the

guality of translation, and fixing software problem

The Center for Academic Mobility (CAM), which waseated in 1998, has been administering
academic exchanges on the basis of the procedevesogped for ERASMUS mobility programs in the
EU as well as participating in Bologna-related potg. Even though TPU invests in academic mobility
enhancement, there are still some obstacles tacove. From personal experience, | can say that it
was not always easy to make students submit alh#uessary documents related to the exchange
program in a timely manner. The prevailing opini@instudents and faculty members was that all
efforts to provide for legitimate recognition ofedits earned abroad were nothing more than
unnecessary bureaucracy. While it is a common igeat some universities to let students spend a
year studying abroad, and then repeat a year diestiat home, such was not TPU’s formal policy at

the time | was there.
Another complicating issue was that students hiest to select the university they wanted to stugy a

and then make a preliminary choice of courses, whad to correspond to their study plan for thet nex

semester. This was a challenge in itself, giveridbk of information on university web-sites as v
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practical problems of how to substitute classeiwia fixed set of courses. Once those hurdles were
overcome, prospective candidates had to competplémes in the exchange program by passing a
foreign language test, submitting academic trapscrirom TPU, and obtaining suitable references
from faculty. Ultimately, successful candidates eveabliged to develop, in partnership with an
academic supervisor, individual study plans forrtleatire periods of study—a daunting challenge

indeed.

Although TPU tries to financially support its excige students, the number of scholarships available
in the framework of bilateral agreements with partaniversities is very limited. In some sense,
outgoing exchange students are treated as if tleega@ng on a business trip. They are given a aask
have to account for it. Apart from sending to thesme university a signed Learning Agreement and
an ECTS Academic Transcript, TPU’s exchange stdard also expected to bring some ‘benefit’ to
their university from the period of exchange. Summnefits may include marketing TPU abroad,;
bringing course catalogues, or even text books fthen receiving university; doing part of their
research assignments abroad, thus, contributindpgoestablishment of new research collaboration
links; and writing a report on the experience asraernational student in a partner university (R6)
Report feedback is often used by CAM staff to inmeroheir work. Through my interviews, | found
that exchange students did not report any probumisig the exchange program, or with recognition
of study abroad periods at TPU; their concerns seetm be limited to language barriers encountered

during the initial period of the program (R7, R8).

If the country background of incoming internatiosédents at TPU is reviewed (Figure 4), we see a
certain geographical imbalance in student distrdoutThe type of mobility differs as well; while rsib
outgoing students go to European universities foreachange, about 89% (169/190) of incoming

students who study for a degree at TPU come fromEwropean countries.

Even though this situation may be favorable for TRLthe long run it is accepted that TPU will have
to attract more students from European countriesder to remain competitive. The interviewees hope
that it will be possible to achieve this goal byeleping joint-degree programs in the framework of

the Erasmus Mundus—External Cooperation Window,clwhaims to support organization and
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implementation of academic mobility flows betweeld Bnd third-countries. Meanwhile, incoming
exchange students enjoy an individualized approach.

India- 4 Gerérlnany

Cyprus 17
China 37

Vietnam
124
Total: 190

Figure 4.Country background of international degree andharge students at TPU in 2004.
Source: TPU’s web-site (2007)

One final concern is the recognition of academadentials previously held by students applying to
TPU’s degree programs. Until recently, the recagniprocedure has been solely carried out by the
Ministry of Education and Science in Moscow. Thegass of recognition originally took anywhere
from two to six months. In an effort to expeditéstprocess, several experimental centers have been
opened around Russia that make a preliminary asapfsall educational documents and then send
them to the national ENIC/NARIC center located imddow for further recognition. The recognition
process now takes about three weeks and is twestiess expensive; however, universities are still
burdened with the choice whether to lose a potemtiarnational student or to accept him/her on the
basis of preliminary credential evaluation—compigtithe procedure only after the student begins

studying.

As shown above, the HEIs remain free to choose thmlementation strategies and their degree of
participation in the Bologna process. However, iire lwith the Trends IV report prepared by the
European University Association (Reichart & Tau2bQ5), the implementation of the Bologna process
may be more efficient if HEIS were given greatendtional autonomy supported by the appropriate

legislation. The obstacles preventing smoothegiaiigon into EHEA are discussed in the next chapter
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CHAPTER 5: ANALYSIS OF BOLOGNA REFORMS IMPLEMENTAT ION IN RUSSIA

5.1 OVERVIEW OF IMPLEMENTATION VARIABLES

In general, public policy is defined as “a systefawovs, regulatory measures, courses of action, and
funding priorities concerning a given topic promatled by a governmental entity or its
representatives” (Kilpatrick, 2000). Public policiare developed by governmental bodies and actors
who identify a matter of concern and then estaldigtourse of action to deal with the problem; iatth
sense, public policies are about means and ent$dva a relationship to each other (Hill & Hupe,
2002:5). Although the Bologna Declaration (1999na a policy document in a traditional sense, it
contains policy elements because it consists otabives and proposed means to reach them
(Gornitzka, 1999:14). The objectives set forth lme tDeclaration have been ratified by signatory
countries and translated into national policiesilevthe extent of implementation is continually rtogi
monitored at biannual conferences held by the sigpa@ountries.

The policy type is typically defined by a level dhange aimed at, which may include changing,
adjusting, or maintaining behavior. The aims of Budogna Declaration were innovative when initially
proposed, in the sense that changes in degreetwstsc formation of academic credit systems,
graduate employability, and academic mobility reggisignificant adjustments to existing educational
procedures. For Russia, however, the extent ofviawhan is no longer an issue, as changes in HE
began before the Declaration was signed in 2003exigting policy (as decreed by the Ministry of
Education and Science) has taken the form of anvaty ‘social experiment’ among 34 piloting and

coordinating institutions.

As discussed earlier, critical variables provideradamental understanding of policy processes aad a
used to help measure policy performance and assigtaking predictions. This study adopted a
theoretical framework and identified six variablleat were feasible for study within the contextlo

research. Each variable will now be discussedrnm tu

Implementation study requires thadlicy objectives be identified in order to assess success or &ilur
Successful policy implementation implies that pplgoals should be clearly stated, obtain a high

47



degree of support and consensus from decision maked involve moderate degrees of change to
existing conditions (Van Meter & Van Horn, 1975:45060). While the rationale for joining the
Bologna process has been widely discussed by Rudsegislators, HE experts, and university
administrators, no official goals seem to be atacto the existing policy documents. Furthermdre, i
took the Russian government two years to develgpaa of action for implementing the Bologna
Declaration objectives. Thus, there are no fornbggctives in place, and the goals that do exigt (&

enhance the international competitiveness of HEices) are vague and immeasurable.

Traditional policy instruments involve legislation, money, organization, and mfation (Gornitzka,
1999:19). In Russia, it is universally acknowleddbdt existing legislation lags far behind current
needs, or is not being followed, while money tdiaté and sustain Bologna reforms is only available
for a few piloting HEIs. The National Training Falation (along with a network of coordinating
institutions) has been established to monitor gaticanges, so an organizational structure is inepla
however, the flow of information to all interestpdrties is still lacking, as participants are waytior

the Ministry of Education and Science to assigmpoesibilities and allocate additional money for the
dissemination of results and best experiences (Remndations to the Ministry of Education and
Science, 2006). In addition, Russia’s lack of tpmmency hinders the free flow of information
necessary to satisfy this variable. As empiricadlence suggests, the Bologna process also insthiesd
application of ‘new policy instruments,” such agdfsegulation, public participation, and voluntary
agreements (Enders et al., 2003). As witnessedRly' S experience, the leading HEIs have used the
advantages of increased autonomy to rely more tsregpilation mechanisms than on government
control in implementing the Bologna process pritesp HEIs build partnerships with foreign
universities to apply to international grant progsaaimed at improving curricular design (e.g.,
TEMPUS, Tuning Project), or to develop joint edimaal programs designed to increase academic
mobility (e.g., Erasmus Mundus). At the same tithe,government encourages greater involvement by
some stakeholders (i.e., employers) by grantingntleditional rights in HEI management, such as
allowing them to participate in State accreditatonHEIs as well as input in developing State

Educational Standards.

Overall,inter-organisational communication involves not only identifying the key actomssponsible
for implementing the Bologna process objectives,diso the methods of interaction among them. The
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key participants associated with this variable haeen defined as the Ministry of Education and
Science (including its executive agencies) and H@isluding university administrators, faculty
members, and students). In Russia, communicatioongnagencies was primarily unilateral—based
primarily on power and dependence on financial ueses. The collapse of the Soviet Union in 1991
opened the way for decentralization in governarngke s well as momentum toward reform, which
was partially accelerated after signing the Boloddeclaration in 2003. Nevertheless, although
Bologna process implementation certainly has coated to a more open dialogue and increased
transparency in Russian policy process, the modemteraction among the key actors may be
characterized as ‘negotiation in the shadow ofanay’. Taking into account the long history of
centralized planning, this mode of inter-organmai communication might be the only one

acceptable to the Russian HE community at the mamen

Thecharacteristics of the implementing agency within this study involve analyzing the key feasirof

the HEI selected for the case study. Apart fromféinsnal characteristics of TPU described in 84ng, t
observations show that TPU takes an active rolémplementing the Bologna process, which is
primarily promoted by university leadership, witlarbureaucratic structure, and enhanced by stcategi
management. The Complex Development Program ak@aek unit to choose a project to participate in
(including Bologna-related projects), which is sogpd financially by institutional budgets, money
earned from research, and funds obtained througtpettion for government grants. The strong focus
on internationalisation development helped the ensity to incorporate the Bologna process objestive

into its strategic goals.

The variable,disposition of implementers, assesses attitudes of the implementers, whiclnbec
increasingly important in situations where new ppliools are applied. Notwithstanding the challenge
faced by Russian HEIs, and the variety of responbésined, the majority of HEI representatives feel

positive about the significance and the impachefBologna process.

Finally, the last critical variable assessesnomic, social, and political conditions that affect policy
implementation, and accounts for the choice of gyoliools while helping to reveal the specific
challenges faced by HEIs. In Russia, the singletnmaportant economic condition facing policy
makers since 1991 has been the transition to agnadonomy. By extension, it may be argued that
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Russia’s participation in the Bologna process istivated by the economic aspects involved in
competing internationally for students and gramiding; as Russian HE has been obliged to compete
on an international stage, so too have HEIls wiRlssia been forced to compete on a national level i
order to survive. Adding to this situation are lmacher salaries; as faculty members are not sttte

in doing extra work for which they will not be remerated, the lack of proper financial compensation
contributes to a minimal work ethic. Social conutis also favor a traditional and hierarchical way o
doing things; the HE system is still centralized,tbe impetus is not toward policies that produce
change, but rather to those methods that reinfiveestatus quo. Politically, Russia is a FederateSt
with 86 separate Subjects (i.e., districts, orong), each with its own agenda and points of view o
education, which the central government has terlisb and contend with. Aside from coordinating the
needs of different regions, there is a corollarghfem associated with Russia’s integration with the
European community—that is, some HEIls in the Eunapgeart of Russia will have more opportunities
to integrate into EHEA (due to their geographicxomaty to EU) than universities in other remote
districts, including the university used in thiseastudy.

As this analysis suggests, the critical variabidsgrate all three implementation study modelsp hel
measure policy performance, and assist in makimgliptions. In the context of this research, the
critical variables the critical variables help urstand the challenges of implementation, which &l
discussed in the next section.

5.2 CHALLENGES OF IMPLEMENTING THE BOLOGNA PROCESS
IN RUSSIA: TPU vis-A-vis OTHER RUSSIAN HEIs

According to the report on “Monitoring of particigen of Russian HEIls in the Bologna process”
(2006), 80% of the 101 HEIs sampled are involvedriplementing anywhere from one to six of the
ten action lines associated with the Bologna pmcadmittedly, however, this statistic may be skdwe
slightly toward painting a better picture of implemation, as the sample includes 21 institutions
responsible either for piloting or coordinating elogna process in Russia. Similarly, empiricada
shows that only a limited number of units at thstitntional level may be involved in experimental
implementation of the reforms. Although the degrdeinstitutional involvement in the Bologna
process may differ, in this chapter | will give engral overview of the challenges currently affegti
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implementation of the Bologna process in Russas® will discuss how TPU fares in comparison to

other Russian HEIs, based on information availabtee monitoring report referenced above.

Figure 5 shows that the dynamics of the transitmm tiered-degree structure in Russian HEIs has
been quite slow. The Specialist's degree remaires itost ‘popular’ academic option, with
approximately 82% of all students selecting sugbr@yram since 2003. At TPU, the percentage of
graduates leaving with a Bachelor's degree is @nétlan the average in reported institutions (7.4%;
see Table 2), while the percentage of graduatesnigavith a Master's degree is somewhat higher
(90.0%; see Table 2); these statistical differemoag be attributed to Tomsk’s leading positionhe t

field of education and research within Siberia.

2006-2007
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2004-2005 9]

2003-2004 9]
| | | | | | | | |
| | | | | | | | |
‘ 1 1 1 1 ‘ ‘ ‘ 1 1 !
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M Bachelor [ Master M Specialist [l Candidate of

Science

Figure 5.The average percentage of graduates by degreamygpacademic year.

Source: Monitoring of participation of Russian HEIshia Bologna process (2006).

Although 43% of all respondents in the monitoringpject (2006) admitted that the quality of
education has significantly improved as a resulingplementing this action line (see 82.1.2), the

following challenges associated with the developnoéthe two-tier degree structure still exist:



» Insufficient legislative support (44%);
» Lack of relevant experience (38%);
» Lack of financial resources (27%); and

* Lack of enthusiasm on the part of faculty memb&e84).

TPU respondents identified the first challenge @isidpthe most relevant, as many felt that legigati
support was lagging behind the need for reform.sThiuis important to emphasize that the idea of
developing tiered-degree structures is not oppaseduch, but concerns remain as to the adequatenes
of traditional policy tools discussed in 85.1 ininging this idea to fruition. Although the use of
government control as a policy tool has become riament over time (e.g., in particular, with respe

to introducing new Master’'s degree programs), tmg lhistory of relying on traditional policy tools
over alternative methods explains why implementetsonly still expect a certain degree of support

from the government, but also fear governmentatisme

The ECTS—compatible system of credit transfer is currently used as a mobildgl in 43% of HEIls
participating in the monitoring project; howevenly one fourth of educational programs in these
institutions are designed in accordance with thecpples of academic credit accumulation. This

limited participation in the process may be expdifby considering three factors:

1) The experimental character of implementing the rgieetion line The monitoring project
reported that when academic credit systems wereduted, one third of HEIs developed their
own guidelines for organizing the educational psscand assigning credit value to courses, one
third use the recommendations provided by the Ntiyief Education and Science, and one
third were unable to conceptualize the shift taicutar design based on student workload. As a
pilot institution, TPU took the initiative in dewsy its own academic credit system.

2) The novelty of the ‘educational trajectory’ (oraening path’) concept in RussiaAccording to
the monitoring project, only 30% of HEIs used indial study plans, student-centered learning
concepts, or credit accumulating systems such asSE@e remaining 70% of HEIs provided
training in accordance with fixed curricula contagha limited number of electives. Although
TPU uses individual study plans for academic exghastudents, only three faculties to date

have been involved with introducing an experimestgtem of academic credits; thus, it is
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apparent that the idea of the entire universitywgfarring to an ‘asynchronous’ (modular)
system of curricula design seems to be challengdg.

3) The existing vagueness about what a credit systelades Although the monitoring project
indicates some awareness of the value of a crgdie® in Russia, the exact nature of that
system is still in doubt. Kehm and Teichler (200&Robserve that, within the framework of
the Bologna process, the only consistent understgrabout a credit system is that it should
involve a calculation of student load. TPU, howevesok the lead in introducing an
asynchronous educational process, pursuing wrikams over oral exams, decreasing contact

hours, and increasing the amount of self-study ©igge Table 3).

In terms ofacademic mobility enhancement, 50% of HEIs reported that they hadawverage, seven
programs jointly developed with international partruniversities that consist of mechanisms for
supporting academic mobility of students and staffonly 37% of HEIs, the study abroad period is
recognised on the basis of academic transcriptgther cases, students have to pass the scheduled
exams in their home university in order to recaivedit for the exchange. The major challenge facing
successful mobility expansion (as reported by 60alb respondents) was the lack of financial
resources available; as a consequence of limitedirig, only one fourth of all HEIs stated that they
provided any financial support for academic mopilirograms.” Among other issues named as
obstacles to academic mobility were the lack oulagry documents (43%), lack of information on

available study abroad opportunities (33%), legigbaissues (28%), and ‘overloaded’ curricula (20%)

Finally, within the framework of the Bologna prosesssues relating to theenployability of graduates
were considered by respondents to face the feviiadieages to implementation. A few key indicators

are summarized below:

» 80% of HEIs ask employers to participate in culdaalesign;
* 71% of HEIs invite representatives of the industrgive lectures;

* 96% of HEIs have a system of graduate employmepp@t, and

ot By comparison, TPU occupies an advantageous positionisimetjard as student exchange programs are supported both
in terms of funding and overall recognition issues. ORed receives additional State funding as a university ghogi
“innovative educational programs,” staff mobility is alsoeoted to increase dramatically.
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*  90% of HEIs educate future specialists in accordamith the demand of enterprises.

As argued by one of the interviewees, “the empldgglenhancement would have been the major
concern of HEIs with or without the Bologna procg$t3).

On balance, the case of TPU may be consideredsemative of about 30%—508wf the 101 Russian
HEIs participating in the monitoring project. Giveahat the study included the 21 piloting and
coordinating HEIs that are actively involved in thmaplementation of the Bologna process, the
representative value of the case study may be fiignily lower when all Russian HEIs are
considered. Nevertheless, based on the resultseombnitoring project, the major challenges on the
way to successful implementation of the Bolognacess seem to be (1) insufficient awareness about
the essence of the ongoing reforms, and the reguldiw interest in implementation on the part of
students and faculty members (see Table 5); (2)eipaateness of legislation to motivate changes in

traditional educational structures; and (3) a laickunding to support all the action lines adopted.

Table 5
Awareness and interest in Bologna process implétien among key participants (n = 413)
Bologna process action line
Two cycles ECTS QA Mobility

Awareness
...all participants 73% 50% 42% 35%
Interested in implementation
...students 38% 42% 28% 69%
...faculty 16% 23% 47% 42%
...administrators 50% 48% 74% 49%

Source: Adapted from “Monitoring of participation of$8ian HEIs in the Bolognha process” (2006).

The case study findings showed, however, that @eusity administration may effectively compensate
both for the lack of information and a general algseof funding so long as the Bologna process
objectives are interwoven in the strategic goalghefuniversity. On the other hand, there seemsonot

be similar compensation on the part of HEIs whenoines to dealing with the inadequateness of

18 This figure, of course, depends on the action line uookesideration.
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suitable legislation; thus, for implementation ecbme a reality, the role of government in the essc

has to be accounted for on some level.

5.3 POTENTIAL IMPLICATIONS OF THE BOLOGNA PROCESS
IMPLEMENTATION FOR RUSSIAN HEIs

As it is still too early to speak about policy oorees, | will try to analyze here the potential
implications of Russia’s participation in the Bohagprocess. The key participants believe that the
main benefit from participation will be the incredscompetitiveness of Russian HEI graduates in the
European labor market. On the other hand, accotdiraginion poll results conducted by the Moscow
State Institute of International Relations (MGIMQMere is a concern that this same benefit will
accelerate the existing problem of brain drain (MGfs web-site, 2007). The research findings
suggest that the fear of more brain drain is nbstntiated, as HEIs not only seem to be proud that
their graduates are building careers abroad, laitabunterbalancing mechanisms are already in place
aimed at enhancinpcal marketemployability. Thus, what appears more importana iproblem of
structural unemployment—that is, the existing misrhabetween qualifications obtained and jobs

taken.

The introduction of shorter, two-cycle degree ($ear Bachelor degree + 1-2 year Master degree)
programs is viewed as a possible solution to thablem, as shorter programs are, by definition,enor
flexible and easier to adjust in accordance withotamarket requirements. Although the Russian
government is planning to legitimize 3-year Bachgloograms by amending the Federal Law on
Higher Education this year, the introduction ofsh@ew programs will require extending the peribd o
secondary school education beyond th& a08d 11" years. Meanwhile, the traditional Specialist's
degree, which was redesigned from a one-tier fe@ryprogram to a 4+1 model, remains popular

among students and will not likely be abolishedbg0.

The introduction of an academic credit system wilicourage extensive revision of the Russian
curricula, thereby leading to greater awarenesth®fdiversity in curricular designs as well as more
creativity among faculty members. A formal credistem also will benefit students by giving them

greater learning freedom as well as an opportunitghoose and adjust their learning paths. As HEIs
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develop ECTS information packages, containing mby data on course credit values but also detailed
course descriptions (including course goals, ass&siscriteria, competencies to be acquired), stisden
will be able to make more informed choices abowdc degree programs. While the benefit of
implementing this action line is more evident fardents, some opinion poll respondents fear that th
modularization of curricula will lead to faculty @asizing (MGIMO’s web-site, 2007). In reality,
these fears may be overblown; the introduction mfagaademic credit system may result in some
students choosing not to take certain modulesebyedecreasing overall professor contact hours, but
this freed time will allow professors to pursue meesearch while granting students more time for

self-study.

Unlike European countries, where a decrease inesi@dmobility is feared due to the transition to a
shorter and more intense period of study, acaderolality in Russia likely will be enhanced thanks t

the European Commission’s sponsorship of new ntglpliograms that are designed for third-country
nationals. Government and university administrati@me also expected to invest more funds into
support of academic mobility on a competitive ba$isus, the opportunity to take part in academic
mobility programs may be a good incentive for stideas well as for academics to perform better;
certainly it is possible that the lure of mobilipyograms may prove to be decisive for prospective

students in selecting a university.

As argued by Kehm and Teichler (2006), structueédnms alone do not increase academic mobility or
enhance the relevance of qualifications in the damarket. Instead, the Bologna process allows
governments to assign greater autonomy to HElsaasasuch as curricula design, quality assurance,
and the recognition of foreign academic credentiéle evidence shows that implementation of the
Bologna process may coincide with increased cortipeti-if not at the international level, then
certainly at the national level. So, while only ab8-5% of the top universities may choose to campe
internationally, it can be predicted that natioo@npetition among HEIs for funding and studentd wil
be promoted by the State, as a tool to improveeadquality and the efficiency of HEI functioning

in general. Although respondent concerns may hiel adlout the decrease of government control over
HE and the associated decrease in funding, theseents refer more to a general trend in HE

governance than to participation in the Bolognaess in particular.
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5.4 CONCLUDING REMARKS ON IMPLEMENTATION

In accordance with the theoretical framework désatiearlier in 82.2, there are three major research
approaches to the study of policy implementatiap-down, bottom-up, and hybrid models. | have
approached this research with the assumption tieatdp-down and bottom-up research perspectives
are equally important and cannot reasonably beraggzhfrom a framework incorporating both models
within a hybrid perspective. Furthermore, the inpiukey participants in interpreting policy cantm
treated in isolation from the strategies used tplément those policies. Therefore, | found it intpat

to assess the balance between initiatives undertakeolicy ‘formulators’ and policy ‘implementers’

in order to understand the characteristic featimgslved in implementing the Bologna process in

Russia.

Currently, the approach to Bologna process impleatem may be characterized as a ‘social
experiment,” with a number of pilot projects fundagthe State and HEI administrations set against a
fundamental belief that “successful practices bdlreplicated” (R3). In this context, the role dEld’

leadership has proven to be decisive in pushirmutiit and supporting Bologna-related changes.

The key participants in this process have beemndedfias the Ministry of Education and Science
(including its executive agencies) and HEIs (incdgduniversity administrators, faculty members, and
students). It is important to note here that th&timittion between policy ‘formulators’ and policy
‘implementers’ is evident on the surface, but noéviocably fixed. According to Bologna-related
national policy documents, the Ministry of Educat@nd Science takes on the dual role of both policy
‘formulator’ and policy ‘implementer’ (because thMinistry is obligated to ‘report’ to the Bologna
Follow-Up Group), while HEIs provide feedback thaty lead to policy reformulation. Thus, the
emerging relationship between both key participasitguite new to Russia, as it is a relationship
founded on trust as well as responsibility—neguret and cooperation, instead of a previous and
long-standing interaction based primarily on poveerd resource dependency. This shift towards
decentralization in governance style should notatigbuted solely to participation in the Bologna
process, but rather as part of the reforms begian tfe collapse of the Soviet Union. Nevertheless,
implementation of the Bologna process certainlyda@gributed to a more open dialogue and increased

transparency in Russian policy process.
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As discussed earlier, the strategy used by thedttinof Education and Science followed a traditlona
top-down strategy to policy enactment: the Ministonstructed a plan of action intended to implement
the Bologna process objectives, and then assigileting and coordinating HEIs to carry out the
details of the plan in an experimental mode. Ongoirtant difference from a strict top-down approach,
however, was that institutions volunteered to paoéte in these piloting projects. Furthermoreipto

the implementation stage, there was also an elemieobmpetition in assigning various research
projects to pilot institutions. The larger and mgm@minent HEIs took a more active part in the
process, while smaller HEIs exhibited signs ofiphtonceptualization. As reflected in the monnaoyi
project report (2006), the 21 piloting and coordimg institutions proved to be more successful in
integrating within their development strategiessh@ologna process objectives that coincided with
their own goals and interests. For those HEIls ntlagr incentive for participation in Bologna-reldte
reforms was to become more competitive in the maeonal HE markets. Thus, as the empirical data
suggests, the leading HEIs developed a bottom+agegly of policy implementation and defined their
own indicators for success or failure. Neverthelesgn in those institutions, concerns have been
expressed as to the adequateness of support byMihistry of Education and Science. HEI
administrators responsible for implementing anyioactlines of the Bologna-process have
acknowledged that relevant legislation is laggiegibd, thereby hindering the efficiency and theespe

of implementation.

In light of this implementation analysis, Russia& i@ address several major problems. First, althoug
the matter of trust on the part of the governmemtat an issue in implementing the Bologna proagess
Russia, the responsibilities of the implementees rast perceived to be well defined. Second, taking
into account the discretion of the administratioradopting Bologna reforms, sufficient incentives d
not exist for students and academics to take ameapart in the process. Third, while joining the
Bologna process was a political goal designed tueae integration into EHEA, the majority of
Russian HEIs do not accept the European dimensoanaimperative criterion for change. Finally,
although overall funding levels have improved, manyaller HEIs still remain reluctant to get more
involved in the Bologna process until financial pag is as readily available to them as it is totpig

and coordinating institutions. These dilemmas hgetto be solved, although (at the moment) a
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reasonable balance appears to be observed betheérptdown/bottom-up initiatives as practiced by
the government and HEI administrations.
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CHAPTER 6: CONCLUSIONS

6.1 GENERAL CONCLUSIONS

This study has attempted to answer the followirsggaech question on the basis of a single case-study
How do Russian HEIs respond to the Bologna procé&ss® problem has been explored through a set

of sub-questions that will be revisited in this otea:

1. What are the main strategies in Bologna processemmgntation in terms of the balance
between top-down and bottom-up initiatives?

2. What are the major challenges faced by Russiartutishs when implementing the
Bologna-related structural reforms?

3. What are the possible implications of the Bologracpss for Russian HEIS?

Some Bologna reforms were initiated in Russia leefirofficially joined the Bologna process.
Although Russia’s participation in the process ¥aamalized in 2003, this research has suggestdd tha
the response of Russian HEIs to Bologna reformsbas determined largely by the need to compete
internationally and thus avoid isolation and staigma At the moment, implementation of the Bologna
reforms is still an experimental work in progressth only selected piloting and coordinating HEIs

actively participating in the process.

This study has found that the main strategies us&blogna process implementation are neither top-
down nor bottom-up in nature, but a fluid mix oftlvanitiatives. The so-called hybrid approach
adopted by Russian policy makers recognizes tleptiicy process is continually evolving—that a
balance has to be struck whereby multiple actos stakeholders cooperate to form public/private

networks and participate in policy formation ana@atztion.

Russian HEIs face an array of challenges in imptemg Bologna-related structural reforms. In

general, these challenges include pressures ahattenalisation and globalisation; decreased state
funding; and the growing expectations of stakehsldemployers and students) in influencing the
process. More specifically, this research has shthah perceived challenges to reform involve (1)
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insufficient awareness about the essence of theinggeforms; (2) inadequate legislative support
from the central government to motivate changesaiditional educational structures; and (3) a latk

funding to support all the Bologna action lines @ateéd.

Finally, this research has suggested that the npajssible implicatiorof Russia’s participation in the
Bologna process is the increased competitivenesdussian HE through integration into the EHEA.
For all practical purposes, implementation of trdgna process in Russia involves the development
of a two-cycle national degree system (which véld to greater flexibility of academic programs, as
well as training better suited to the labor marketianges to curricular design, with an aim of
introducing an ECTS—compatible system of academedits in Russian HEIs (which will lead to a
revision of existing curricula to match internatibrstandards); improved recognition procedures for
academic credentials and study abroad periods kwhilt encourage academic mobility); and better

local graduate employability (which may become latsan to the problem of brain drain).

6.2LIMITATIONS OF THE STUDY AND SUGGESTIONS FOR
FUTURE RESEARCH

As with any study, this research project was frarbgdertain contextual boundaries, as well as by
limitations of the selected research methods. Fgisen the multiplicity and ambiguity of the Bolog
process objectives, it was not possible to exptbee implementation of all related action lines in
Russia within the framework of this study. Therefdrchose to focus my research on the most evident
implications for Russian HE associated with thedgol process. These implications included changes
in degree structures, curricular design, and thete® issues of graduate employability and academic
mobility. Although questions involving adjustmenisthe quality assurance system and third-cycle
degrees are equally important, these specific sséiawe not been considered as a proper treatment
would involve an independent study each. In addljtibwas not the purpose of this research to egplo
the extent to which the social dimension in Russianhanced within the framework of the Bologna
process; however, the European dimension has basidered in relation to the academic mobility

discussion and the overall national objectivepfticipating in the reforms.
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Another possible pitfall of this study lies in tfect that, in many ways, the Bologna Declaratios ha
institutionalized the trends already present ifedé@nt systems (Neave, 2002). Thus, it was challbgng

to estimate the value added by the Bologna proicesases where related reforms started before the
Bologna Declaration was signed in 2003. Bearing thimind, | attempted to analyze the state of HE
institutional settings by the time the Declaratweas adopted, in order to analyze any subsequeictypol

changes in the timeframe from 2003 to 2006.

Finally, Russia is too immense geographically aadiverse on a socio-economic scale to be able to
generalize the qualitative findings from a singése study and several interviews. To compensate for
the lack of contextual generalizability, | tried pbace the chosen case study in a wider context of
Bologna-related policy formation, public debatezdbpublications, and conducted surveys. Also, the
use of in-depth descriptors made it possible fer ¢pecific case study findings to be transferred to

other similar cases (Newman & Benz, 1998).

Russia only has passed through its first stagenpfementation, as marked by conclusions obtained
from the monitoring project report (2006). As pgliformation continues, still more research will be

required on

» policy lessons and subsequent policy change wiltérframework of the Bologna process;

» the significance and impact of the transition t@vycle degrees (e.g., the acceptance of new
first-cycle qualifications in society, the extentwhich these new qualifications meet the needs
of the labor market, and the implications of a gedacal shift to student-cantered learning);
and

* how Bologna process implementation in Russia coesptr that in other signatory countries.

Only after further research has been completed Rilksia’s true role in implementing Bologna-

process reforms be understood clearly.
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APPENDIX 1

Activities planned by the Ministry of Education and Science to implement

Bologna process objectives in Russia (2005-2010)

Implementer within

Objectives” Activities/ Outcomes Deadlines RUSS]
ussia
1 2 3 4
1) Development of HE Draft amendments to the Federal Law on 2005 Ministry of Education

professional programs

Higher Education in the articles concerning
based on two-level degree

two levels of professional HE.

and Science

structures
Draft amendments to the legislation acts of 2005 Ministry of Educaﬂon
; X . . and Science
the Russian Federation concerning the rights
of employersassociations to participate in
State Educational Standards development,
forecasting and monitoring the changes in
the labor market, formation of the list of
majors, and becoming involved in HE quality
assurance procedures.
Develop models of Bachelors’ and Masters/ 2005-2006 | Ministry of Educaﬂon
- o and Science
programs of training, taking into account
relevant profile peculiarities.
Development of the list of HE majors in 2005-2006
accordance with Russian and international Ministrv of Education
labor market needs. yort
and Science
Defining HE profiles with respect to life- 2006 - .
: Ministry of Education
long learning. )
and Science
2007-2008 | Ministry of Education

Develop, approve, and operationalize tffe ¢
generation State Educational Standards,

based upon competency approach and use of
an academic credit system.

and Science

9 Of HE system development in line with Bologna processipies.
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Implementer within

Objectives™® Activities/ Outcomes Deadlines )
Russia
Create an information database of 2005-2010 Federal Agency on
. : Education, RF
methodological and analytical resources
concerning the two-level degree structures
for the Internet portal on Bologna process
implementation.
2) .AnaIyS|s.and Prepare information materials for HElIs, Mlnit%osf C'?g#g:tlon
introduction of ECTS introducing the system of academic credits| o o010
compatible system based on results of the piloting projects.
Analyze and summarize the experience of Federal Agency on
HEIs already implementing the system of 2005-2006 Education, RF
academic credits.
Dissemination of best practice.
Expand the innovation activities of HEIs
related to the introduction of the academic
credit system:
» expand the introduction of academijc 2005
credit SyStem in Russian HElS, Federal Agency on
> develop recommendation for 2006 Education, RF
transferring to “asynchronous”
(modul_ar) organlzatpn of the 20052007
educational process; and
» introduce modularized curricula
Develop methodological basis for a systerr - .
of credit accumulation. 2005-2006 | Ministry of Educaﬂon
and Science
Create and maintain web pages, providing
information on the system of academic 2005-2010 Federal Agency on
credits and the experience of its introducticn Education, RF
for the Internet portal on Bologna process.
Transition to the use of academic credit 2008 Ministry of Education

system in HElIs.

and Science
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Implementer within

Objectives™® Activities/ Outcomes Deadlines )
Russia
3) Introduction of the .
compatible with the '
standardized one Develop classification of HE programs.
developed within the . ||, 2005-2006 | . of Educat
framework of Bologna | Iransiate and publish names of courses in the Ministry of Education
Federal component of State Educational and Science
process
Standards.
Prepare recommendations for filling out
Diploma Supplements.
Create and maintain web pages providing
information on Diploma Supplement for theg 2005-2008 Fegsaigﬁgr?ng:on
Internet portal on Bologna process. '
Begin mass issuing of Diploma Supplemerits Federal Agency on
to HEI graduates. 2008r. Education, RF
4) Creation of the system of .
ecogniton of credentils | SO1E PIOTETS elted 1 i coonion of
between the Russian countries of the Bologna Decla);ati?)n /
Federation and other 9 ’
signatory countries of the | Develop methodological recommendations Department for
Bologna Declaration on academic and professional recognition 0f 2005-2006r. | monitoring in HE and
Russian credentials in Bologna process Science
participating countries.
Improve the system of foreign credential
recognition in Russia.
Department for
- o monitoring in HE and
Create a system of training specialists in the Science
field of foreign educational documents 2005-2007T.
recognition in Russia.
J Federal Agency on
Education, RF
5) Development of
comparable quality Department for
assurance mechanisms andomitted as not covered by this stiidy 2005-2007 | monitoring in HE and

criteria

Science
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Implementer within

Objectives” Activities/ Outcomes Deadlines Russia
6) igg?g;iggsiﬁzgigic Develop mechanisms of legislative support 2005 Ministry of Education
' for realizing academic mobility programs. i
faculty, and staff 9 Y prog and Science
Set-up a system of institutional and M'n'zt%cgclfgr‘:g:“o”
individual grants to foster academic mobility 20062008

within Russia and with other European
countries.

Federal Agency on
Education, RF
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APPENDIX 2

TPU units involved in internationalisation activities:

vV V V V V V V V V VYV V V V V V V V

International Relations Management Department;
Institute for International Education;

Center for Academic Mobility;

Russian-American Centre

Russian-German Cenire

Russian-French Centre

Asian and Pacific Centre;

Central Asia Centre for Engineering Education (CARE
International Scientific Relations Department
International Activities Department of the Instéudf Languages and Communication;
Cyprus Institute of Marketing;

Representative Office in Karlsruhe (Germany);

Branch in Prague (Czech Republic);

Representative Office in Nicosia (Cyprus);

Heriot-Watt Petroleum Engineering Approved Sup@ehter;
International MBA Center;

German Language Center (partner of Goethe Insyitute
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