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the direction of the Federal Ministry of Education and Research
and the standing conference of Education Ministers of the Ldnder
(Kultusministerkonferenz), a German qualifications framework (DQR)
is currently being developed which, as a national framework, will
cover all educational areas and be compatible with the European
level (Hanf, Rein, 2007).

Below we show how structural convergence is constrained not only
by study periods, but by further differentiations, for example academic
and vocational professional bachelor’s programmes, vocational and
research-oriented master’s programmes and master’s with or without
a final thesis. Finally, there are also vocational doctorates.

Bachelor’s degree — the first cycle

In principle, a BA course should last for three years (180 credits). In

practice, however, there is a range of different study periods:

+ countries with some leeway: 3-4 years (Germany);

+ in some countries three years at universities and four years at
other higher education institutions;

+ in some countries four years is the norm (Bulgaria, Croatia, Greece,

Scotland and Turkey);

+ distinction between vocational and academic BA (Finland, the

Netherlands and Latvia).

However, since a three-year BA is so concentrated and the
curriculum so specialised, it is becoming increasingly impossible
to spend a semester at a foreign university without losing time,
despite the fact that the Bologna reform is actually supposed to
make stays abroad easier.

Master’s degree — the second cycle

In principle, there are two types of master’s programme in Europe:
short post-graduate programmes lasting 1-2 years (60-120 ECTS
credits), which follow on from undergraduate programmes of
3-4 years (180-240 ECTS credits) and long, integrated master’s
programmes of five years (300 ECTS credits) or more in continental
European countries.

Generally the MA should last two years (120 credits). In practice,
however, here too we find a range of different study periods:
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+ 1-1.5 years if the BA takes longer than three years;

« in Sweden and the Netherlands, less than five years for both
degree cycles;

+ in Austria no more than four years (old Magister degree).

In the Netherlands, both universities and hogescholen offer
Academic and Higher Professional Master’s degrees, depending
on the programme profile. In ltaly, the Laurea is awarded after three
years as the first university degree (180 ECTS), and after another
120 ECTS the Laurea specialistica is obtained. In Greece, after
four to five years the Ptychio or diploma is awarded. After one to
two more years of post-graduate studies, a master’s-type degree
is awarded.

Thus, tiered degree cycles have converged to a much lesser
extent than originally expected. In almost every country there are
exceptions to the restructuring, which concern mainly the State-
regulated professions (law, teaching, medicine). In Germany, the
first master’s programmes for teachers and the bachelor of medicine
have recently been introduced.

There are also consecutive and continuing education programmes
(‘3 plus 2’ or ‘4 plus 1’) as well as research- and application-
oriented master’s programmes leading either to an M.A. (3) or an
M.Sc. (%), while the more practice-oriented programmes lead to an
M.Eng (%). Itis interesting to note in this connection the ‘TU 9 initiative’,
which fears for the good reputation of German technical education
and, therefore, rejects any light-weight bachelor’s degree. The
TU 9 (%) is an association of what it itself describes as traditional and
successful Institutes of Technology (Technische Hochschulen) for
quality assurance in the education of engineers. They clearly define
and mutually recognise the BA/MA degrees of their engineering
graduates with the goal of positioning the university master’s degree
as the successor to the Diplomingenieur (‘the bachelor’s degree
opens all the doors, the master’s degree is the goal’).

The educational goals and course profiles of colleges and
universities in Germany continue to differ considerably. On the one
hand, convergence processes are taking place that favour complete

(3) M.A: Master of Arts.

(3) M.Sc: Master of Science.

(*) M.Eng: Master of Engineering.

(%) TU 9: Association of nine German Institutes of Technology for quality assurance in
engineering education.
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equality for colleges, including the right to confer doctoral degrees;
on the other, efforts are being made to confine the courses that can
be offered by colleges to BAs.

However, the opposite can also be found: Bulgaria, Denmark,
Malta, Poland, Slovakia, the Czech Republic and Hungary do not
distinguish between different profiles.

Germany is one of the countries where the formal differentiation
between the various master’s programmes is particularly elaborate.
This tends to be the case precisely in those countries where the
higher education system is divided into two (binary system) or more
(ternary system) types. The course profile classifications serve
primarily to neutralise the broadly overlapping functions of the
different types of education institution, which came into being for the
introduction of the tiered system of programmes and degrees.

Doctorate — the third cycle

Trends since Berlin 2003 and Bergen 2005 towards a shortening
of the time it takes doctoral students to complete their studies and
towards preventing them from dropping out include:

+ structured doctorate studies integrated into graduate schools,
programmes and centres, introduction of taught elements, fast-
track BAs; and

+ improved quality through joint supervision, evaluations and the
creation of a critical mass of professors and researchers as well
as ethical codes for research.

The target of a 3 % share (®) of GDP for R&D has consequences
for the production of knowledge in higher education. In many countries
the education of doctoral candidates is regarded as too long, too
academic, too narrow and not particularly relevant to non-academic
labour markets. The status of doctoral candidate — and hence the social
and material situation of doctoral candidates themselves — differs from
institution to institution. The status can range from fee-paying student
required to take seminars (United Kingdom), to young scientist on a
contract enjoying social benefits (Norway). In between there are all
sorts of hybrid forms and combinations of various elements. There
is also traditional individual supervision by a thesis supervisor.

(6) R&D: Research and Development.
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State of implementation and first visible results

According to the Trends V Report of the European University
Association (EUA), 82 % of 908 higher education institutions surveyed
in Europe have introduced tiered study programmes. However, only
74 % consider it important to achieve rapid progress in implementing
the Bologna reforms. The others appear to be introducing the
reform somewhat reluctantly. The lifelong learning objective was
considered to be a priority for higher education institutions by only
17 % of respondents. Of the 908 higher education institutions that
have implemented ECTS, 75 % referred to their use as a transfer
instrument, and 66 % mentioned them as an accumulation instrument
(Crosier, Purser, Smidt, 2007). This change in function for credit
systems from mere transfer to accumulation, and from an input-
orientation (in the sense of workload or learning effort) to a learning
outcome-oriented approach, reflects the concept of lifelong learning
and the new notion of the learning and working phases in the lives
of individuals (Dunkel, Le Mouillour, 2008a).

In addition, there are country-specific particularities of emphasis
in the state of implementation of the Bologna reforms that reflect the
nationally-oriented interpretation of the common European agenda,
for example (BMBF, 2005):

+ implementation of a comprehensive quality reform in Norway;

+ basic clarification of the relationship between higher education
institutions and the State/governance through a Law on higher
education in Austria;

+ abolition of the binary system by a Law on higher education in
Hungary;

+ introduction of the BA/MA in Germany by 2009/10;

+ positioning within the EHEA, as otherwise possible danger
of outsider position within the Bologna mainstream (United
Kingdom);

* since 2002 rapid implementation/higher education Law in the
Netherlands;

+ 2003-09 regional implementation; the LMD (Licence-Master-
Doctorat) system becomes the new standard in France, whereby
three-year bachelor’s degrees are based on DEUG (Dipléme
d'Etudes Universitaires Générales)/DEUST (Dipléme d'Etudes
Scientifiques et Techniques), and two-year master’s degrees
based on Maitrise + DESS (Dipléme d’Enseignement Supérieur
Spécialisé)/DEA (Dipléme d'Etudes Approfondies).
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A highly uneven implementation is, in a nutshell, the preliminary
assessment of the results of the introduction the BA/MA system:

+ the degree of convergence (‘harmonisation’) is lower than
expected;

+ no uniform logic behind study periods and types. There is a multitude
of models for the duration of study programmes, ranging from 3+1
to 3+2, 4+1 and from 3.5+1.5 to 4+2 years;

+ some subjects have been excluded from the tiered system;

+ countries have made varying degrees of progress in implementation;

+ national reform agendas are integrated under the ‘Bologna’ label;

+ the European qualifications framework and, where applicable,
a national qualifications network is being discussed and/or
introduced;

+ accreditation systems are being developed;

* more competition and vertical mobility is being generated.

The introduction of the BA/MA model is making progress in
Germany. Of the bachelor’s or Bakkalaureus courses on offer,
2 649 are at universities ("), 1 836 at Fachhochschulen (universities
of applied science) (%) and 56 at Kunst- und Musikhochschulen
(colleges of art and music). Master’s degree programmes are
offered by 1 976 universities, 1 041 Fachhochschulen and 48
Kunst- und Musikhochschulen. Each of the three types of higher
education institution (universities, Fachhochschulen, and Kunst- und
Musikhochschulen — in fewer cases) are increasing the number of
their course options within the bachelor’s/master’s system by 10 %
compared with the previous semester.

Comparing these figures with the total number of courses offered by
universities and Fachhochschulen, we can see that — taking bachelor’s
and master’s degrees together — universities already offer 62 %
(4 625) of their total courses (7 436) in a tiered course structure (°).
In the case of Fachhochschulen, this share is already as high as
89 % of the total number of total courses on offer (2 877 out of
3 227). The percentage is currently 15 % (104 out of 706) for Kunst-
und Musikhochschulen, where the reform did not come into effect
until later because the structure targets common to all countries
included an exception that applied until June 2005.

(") Universities also include Technical Universities as well as Teacher Training Colleges
and Colleges of Theology.

(8) Colleges of Administration have not been included here, as their course options do not
appear in official higher education publications.

(%) The total number courses on offer includes basic and advanced courses.
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may bring about a possible convergence of sub-policies or simply
policy learning in an evolutionary sense (Dunkel, 2005). However,
a degree of suspicion in this connection is understandable as it
can be assumed that there are a number of more or less hidden
agendas behind the stated aims of the Bologna process. Students,
for example, fear that the process will be exploited, through the
introduction of tuition fees, in such a way that the bachelor’s will
be free and fees will be charged for all subsequent study phases,
and so the process will turn out to be a savings programme with
curtailed educational opportunities.

In keeping with the oft mentioned ‘enhanced cooperation among
education players', the rhetorical element of policy development
and implementation should not be underestimated, for example in
the case of the national progress reports on the Bologna process,
when one signatory State is the first to achieve a certain target of the
reforms (e.g. introduction of the Diploma Supplement or development
of the qualifications framework for higher education degrees). The
Bologna process can be used in this manner to strengthen national
positions within the international debate.

Finally, questions remain concerning the relationship between the
Bologna and the Copenhagen-Maastricht-Helsinki processes, which
have so far been running in parallel, and the possibility of bridges
and links in relation to the Lisbon strategy and, therefore, the role
of continuing education, which has been treated as somewhat of
an orphan so far (Dunkel, Le Mouillour, 2008b).

Conclusions: towards an alma mater bolognaise

Most European countries now face the common challenge of
providing all future employees with the knowledge and skills they
will need in a knowledge-based economy, with its emphasis on
flexibility, adaptability and competence. The growing importance
of lifelong learning was stressed in both the Bologna and Lisbon
processes. These parallel processes were merged for the first
time in the 2004 in the Maastricht Communiqué, which explicitly
refers to the need to improve permeability within education and
training systems and the recognition of qualifications on the basis
of learning outcomes were explicitly mentioned, and in the Helsinki
Communiqué (2006) with its focus on improving the attractiveness
and quality of vocational education and training (CQAF ('°), ENQA-
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VET), continuing to develop and implement common instruments
(ECTS, ECVET, EQF, Europass), mutual learning and the inclusion
of all stakeholders. Consequently, universities as places of general
education are now increasingly faced with a more vocationally
oriented function. At the same time the growth in interdisciplinary
knowledge in areas that used to be purely technical has created a
demand for more general knowledge.

For higher education institutions, the implications of the Bologna
process entail positioning problems on the one hand and market
opportunities on the other, as demonstrated by the situation of
universities and Fachhochschulen in Germany. The reforms imple-
mented so far under the Bologna process are presumably irrevers-
ible. In the near future studying will look different from today. The
higher education landscape is undergoing radical change, but the
participating countries are going for solutions that are not entirely
consistent. Implementation of the Bologna reforms represents a
cultural and social transformation that has triggered a series of
developments and a momentum of its own in those countries. In
spite of convergence trends within what is called ‘tertiary educa-
tion’, diversity persists in the shape of non-uniform system logic
as regards the scope of the introduction and duration of tiered
degrees, which means that ultimately there is no way around the
effort to try and really understand the higher education systems of
our neighbouring countries.

The Bologna process will formally end in 2010, but this will not
spell the end of the project. The external dimension of the Bologna
process will become increasingly important. In the coming years,
the Bologna member states will seek to step up exchanges with
non-European countries, some of which are already aligning their
higher education systems on the future European Higher Education
Area. The growing interest in the European Higher Education Area
on other continents as a model for the approximation of national
education systems that have evolved from different traditions creates
opportunities for the higher education area as an export commodity.
The participating States intend to distribute more information on the
European Higher Education Area, develop cooperation based on
partnership, intensify policy dialogue and facilitate the recognition

('°) In April 2008, the European Commission presented a proposal for a Recommendation
of the European Parliament and of the Council on the establishment of a European
Quality Assurance Reference Framework for VET (CEC, 2008).
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of other degrees. This should further enhance the attractiveness
and competitiveness of the European Higher Education Area.

The outlook for the period after 2010 includes access to higher
education that depends solely on the abilities of applicants, better
exploitation of the potential of the tiered course structure, whether it
is in the master’s degree or continuing education, and the removal
of further obstacles to mobility — for example, pension rights when
researchers move to another country. Ultimately, other policy areas
will also have to contribute towards the development of the European
Higher Education Area.
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SUMMARY

This paper discusses certain developments in education policy in the
European Union since the implementation of the Lishon strategy. Greater
focus on lifelong learning as a means of increasing the competitiveness
of the European Union, and establishment of several new, efficient policy
tools (above all the ‘open method of coordination’) have, in a relatively
short space of time, opened up national policies in education and training,
resulting in ‘Europeanisation’ of these policies and even the beginning of
a process of formation of common European core skills in education and
training: a model of ‘key competences’ that the European citizen should
possess to be able to meet the challenges of the increasingly complex
environment that surrounds us.
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Introduction

In the past few years, in the European policy arena and as part
of the process of identifying new ways of making Member States
more competitive, education and training have seen very brisk
development. This is all the more interesting because of objective
obstacles to the Europeanisation of policies. Some areas in which,
barely a decade ago, we could scarcely talk of stronger European
links (and not at all at transnational level), but which were key to
realising adopted objectives, have suddenly found themselves at
the centre of several of the most dynamic processes currently under
way in the European Union. New opportunities and possibilities have
been created in certain areas previously inaccessible to European
influence, allowing us to meet a need that has been around for
some time for a stronger European dimension in formulating several
sectoral policies. Education policies, in particular gradual formulation
of common European core skills in lifelong learning, are prominent
among them. This paper will throw some light on two aspects of
creating and developing the key competences model for lifelong
learning.

The paper first defines the context in which, in a relatively short
period of time, the first steps have been taken in a potentially very
thorough process of formulating common European positions
on national education and training policies; or to put it in more
concrete terms, a set of reference competences has been formulated
that people in Europe should possess in the more competitive
environment faced by the European Union; this is primarily reflected
in the European framework for qualifications.

The second aspect on which the paper focuses is more important
and politically more significant. Creating a model of key competences
can also be seen as an innovative approach to formulating ‘soft
policies’ (from the sphere of social policies) developed at the
beginning of this decade. This is key for understanding a phenomenon
that has arisen in the past few years in areas which, until recently,
were very deeply imbued with the principle of subsidiarity. We
are referring here to the ‘open method of coordination’, which is
gradually, through a side door as it were, opening up a space for the
quiet (and occasionally also concealed) Europeanisation of parts of
several national policies and, consequently, for harmonising fairly
heterogeneous national systems.

197



198

European journal of vocational training
No 46 —2009/1

The Lisbon strategy and creation
of the key competences model

The starting point for the search for relevant responses to both
aspects outlined above was the European Council that took place
in Lisbon in 2000. Whenever we speak about the platform for
formulating the key competences model, we cannot ignore the
Lisbon strategy and the decision taken at that meeting.

The concept of lifelong learning was identified as one of the key
instruments for realising the objectives set in Lisbon. The reason for
this was simple: the ambition for the European Union to become, in
a relatively short time (by 2010) the most competitive, knowledge-
based economy in the world, capable of growing both in economic
and social terms (therefore with better employability and social
cohesion), included, from the very start, acknowledgement that
this would not be possible without the most efficient and effective
use of its own competitive advantages. The response to the basic
question — where might Europe exploit its competitive advantage
over, say, North America — was logical. A less expensive workforce,
lower environmental standards, the weaker role of the state in
ensuring social cohesion, rich natural resources and similar elements
could not, in the conditions pertaining in Europe at the turn of the
millennium, assuredly, provide a proper basis for formulating
cohesive, sustainable strategies. The most natural approach was
deemed to be one that emphasised the rich potential of human
resources.

Two preconditions had to be met to put the concept of maximising
human potential to work in ensuring the growth of European
economies. The first was linked to development of a sufficiently
effective system of investment in human resources that would also
include the need to establish a sufficiently solid and commonly
compatible system of education and training. The second related
to providing enough work-active and appropriately qualified citizens
whose competences would support the objectives outlined in the
Lisbon strategy. In their essence, both had two major limitations.
Achievement of the first was hindered by education policies being
dominated by the principle of subsidiarity. This prevented a sufficiently
uniform, harmonised and consequently efficient system of response
to the needs of a competitive international environment. The second
was marked by a relatively unfavourable demographic picture in
European Union Member States, primarily as a result of the ageing
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population, which compels States among other things to adapt the
older population to changes in the external environment through
a continuous system of additional training. The idea was therefore
that enforcement of the concept of lifelong learning would allow
Europe to close the development gap primarily through the optimal
use of human potential.

The dilemma arose of how to confront all these challenges.
In policy areas strongly or at least predominantly the domain
of nation States, which affect support for the Lisbon objectives,
there were insufficient and above all insufficiently effective levers.
The measures that generally supported the concept of lifelong
learning until Lisbon were restricted to national or regional level.
The philosophy of the ‘partial approach’ did not therefore inspire
optimism, because it was clear that global challenges demanded
a global approach. It was also clear that answers could no longer
be found merely within formal education systems. It was even
clearer that the situation demanded common, European core
skills. The objectives set could not be achieved as long as there
were 15 commonly inconsistent systems.

In Lisbon an attempt was made to find answers to both these
dilemmas at the same time. To support the substantive starting
points, a method of formulating policy was revived which has, in at
least two cases, already yielded good results. A ‘magic’ connection
was made that for now is yielding adequate results.

Development of the key competences model

Adapting European education and training systems to new
requirements dictated by an increasingly competitive international
environment has, as already noted, become a reality. One of the
main components is promoting basic skills to support this process.
Gradually, as part of the concept of lifelong learning, a reference
framework of competences began to be formulated to identify the key
competences that should enable individuals in Europe to be regarded
as properly qualified to perform a successful and creative role at
the workplace, as part of a professional career and while playing a
competent role in society. This is all with the aim of providing effective
support for the work of Member States in meeting the objectives set
and at the same time creating an appropriate reference framework
at European level. There are several important markers here.
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As mentioned, one of the conclusions of the European Council
in Lisbon was that the European framework must define new basic
skills, which would be one of the key measures in Europe’s response
to globalisation. The European Councils of Stockholm (2001) and
Barcelona (2002) endorsed the concrete future objectives of the
‘European system’ of education and training and the ‘Education and
training 2010’ work programme. These objectives included a range
of skills and specific objectives for promoting the learning of foreign
languages and developing entrepreneurship, and the overall need
to improve the European dimension in education.

The European Commission communication on lifelong learning
contains a new emphasis; it identifies ‘new basic skills’ as a priority and
stresses that lifelong learning must cover the period from pre-school
education to post-retirement age. The report of the European Council
on the broader role of education, adopted in November 2004, stressed
that education contributes to preserving and renewing the common
cultural background in society, and is particularly important at a time
when all Member States are challenged by the question of how to
deal with increasing social and cultural diversity. Moreover, enabling
people to enter and remain in the world of work is an important part
of the role of education in strengthening social cohesion.

In May 20083, the European Council adopted five benchmarks,
demonstrating a commitment to measurable improvement in average
European performance. These benchmarks — for reading literacy,
early school-leaving, the completion of upper secondary education
and participation of adults in lifelong learning — are closely linked
to the development of key competences.

The joint European Council/European Commission report on the
‘Education and training 2010’ work programme, adopted in 2004,
reinforced the need to ensure that everyone is equipped with the
competences they need as part of Member States’ lifelong learning
strategies. To encourage and ease reform, the report suggests
developing common European references and principles, and gives
priority to the key competences framework. This recommendation was
intended to contribute to developing quality education and training by
supporting and supplementing Member States’ actions to ensure that
their initial education and training systems offer all young people the
means to develop key competences to a level that equips them for
further learning and adult life. Adults should also be able to develop and
update their key competences through consistent and comprehensive
products from the lifelong learning project.
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Eight key competences have progressively been identified (and

put into operation) within this reference framework. These are:

1.
2.
3.

communication in the mother tongue;

communication in foreign languages;

mathematical competences and basic competences in science
and technology;

ICT competence;

. learning to learn;

. social and civic competences;

. sense of initiative and entrepreneurship;
. cultural awareness and expression.

For the purposes of our discussion, individual elements of these

competences are not important ("). It is, however, important to realise
that the key competences defined constitute a multifunctional package
of knowledge, skills and values that all individuals require for their
personal fulfilment and development, and for their social inclusion
and employment. It is important to know and understand that these
competences are conceived as a combination of knowledge, skills

(") To illustrate better how thoroughly the core skills that should be possessed by

everyone in Europe have been defined, we will define one of them. It is precisely
in this ‘breadth’ of definition that the great importance of the formulation of such
commonly comparable competences is to be found. We have chosen the ‘learning
to learn’ competence as it is defined in the proposal for a recommendation of the
European Parliament and of the Council on key competences for lifelong learning:
‘Where learning is directed towards particular work or career goals, the individual
should have knowledge of the competences, knowledge, skills and qualifications
required. In all cases, learning to learn requires an individual to know and understand
his/her preferred learning strategies, the strengths and weaknesses of his/her
skills and qualifications, and to be able to search for the education and training
opportunities and guidance and/or support available. Learning to learn skills require
first the acquisition of the fundamental basic skills such as literacy, numeracy and ICT
skills that are necessary for further learning. Building on these skills, the individual
should be able to access, gain, process and assimilate new knowledge and skills.
This requires effective management of one’s learning, career and work patterns,
and, in particular, the ability to persevere with learning, to concentrate for extended
periods and to reflect critically on the purposes and aims of learning. Individuals
should be able to dedicate time to learning autonomously and with self-discipline,
but also to work collaboratively as part of the learning process, draw the benefits
from a heterogeneous group, and to share what they have learnt. Individuals should
be able to organise their own learning, evaluate their own work, and to seek advice,
information and support when appropriate. A positive attitude includes the motivation
and confidence to pursue and succeed at learning throughout one’s life. A problem-
solving attitude supports both the learning process itself and an individual's ability to
handle obstacles and change. The desire to apply prior learning and life experiences
and the curiosity to look for opportunities to learn and apply learning in a variety of
life contexts are essential elements of a positive attitude’ (Annex to the proposed
recommendation of the European Parliament and of the Council on key competences
for lifelong learning — General approach, 2005/0221(COD)).
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and attitudes adapted to individual circumstances and with very close
common links. Through this approach, the range and understanding of
competences from the typical school context (competences acquired
through individual subjects or the links between individual subjects)
are transferred to the wider societal and cultural context.

At first glance, this ‘achievement’ looks somewhat banal. However,
when one understands the principle that has become the driving
force behind this process (creation of common European core skills
in education and training), this phenomenon acquires a whole new
dimension.

The open method of coordination and
development of the key competences model

It was clear from the starting points of Lisbon that the objectives set
could only be of assistance to Member States and could in no way
become obligatory. There was therefore awareness that the diversity
of national priorities was solid and inviolable. The European Union
was faced with an extremely difficult task: to define a sufficiently
robust method for harmonising national policies at those points
crucial for ensuring that the concept of lifelong learning in Europe
would have enough vitality.

The decision to revive the open method of coordination was
the only logical one (?). This method can be defined as ‘a tool that
enables mutual comparison and learning, which reduces the risk
which is a constituent part of every change and reform’ (Goetschy,
2003a, p.14). It both defines the anticipated results or objectives in
an individual area; and it is also an instrument for identifying best
practices as they are formulated in various European countries. It
constitutes a collection of ideas and experiences for formulating
appropriate measures for achieving the objectives or results set at
national level. The basis for the success of this method is use of
indicators and standards.

(2) The open method of coordination was formulated in 1993, at the time of the Maastricht
treaty, when coordination of a common economic policy (European monetary union)
was under way. The second example of use of this method was during preparation
of the European employment strategy, which was adopted in 1997 at the European
Council meeting in Luxembourg and endorsed in the Amsterdam treaty.
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One could say that the open method of coordination comprises
four defining elements:

(a) definition of guidelines, in combination with specific timetables
for achieving short, medium and long-term objectives;

(b) establishment, where possible and appropriate, of quantitative
and qualitative indicators, adapted to the needs, opportunities
and interests of individual Member States or individual sectors
as a means for comparing instances of best practice;

(c) translation of these European guidelines to national and regional
levels by defining specific targets and adopting measures (taking
account of national and regional differences);

(d) periodical monitoring and evaluation (for more, see Lisbon European
Council, 23 and 24 March 2000. Presidency conclusions, p. 34).

Basic determinants of the open method of co-
ordination

It is clear from the starting points presented that this method constitutes
a new dimension in formulating policies in education and training.
However, it does not provide ideal responses to all the dilemmas, for
several reasons. Several negative aspects will be presented below.

The method is extremely complex in horizontal and vertical terms,
since it includes many players entering the process at different
levels. Consequently, quick solutions are out of the question and it
is impossible to categorise. Because of this, and because decisions
are implemented by nation States, it is fairly unpredictable, which
can cause great difficulties when planning policies. Theoretically, it
makes rapid qualitative progress impossible. However, numerous
experiences show that such progress has nevertheless been made
in certain phases ().

The open method of coordination also gives rise to many
methodological issues because clear sanctions cannot be established
in monitoring implementation of agreements by supervisory bodies,
chiefly the European Commission. It is therefore difficult to establish

(®) A good example is the discussion on language competences at the Council of
Ministers for Education, where progress has been practically blocked, due to national
sensitivity (therefore, unequal starting points as a result of heterogeneous national
systems) on the part of several countries with a poorer tradition of foreign language
learning (author’s note).
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a closed circle through which consistent policy cycles might come into
being. Some (Syrpis, 2002, p. 7) also characterise the open method
of coordination as a ‘Trojan horse’, enabling an encroachment into
the principle of subsidiarity and into policies that are primarily the
concern of nation States. It also constitutes a threat to ‘communitarian
methods’, since the possibility of the formulation of ‘soft law’ threatens
established instruments and institutional bases that are part of the
primary legislation of the European Union. It can therefore also
threaten transnational elements in those areas in which the Union
has already asserted them (see Goetschy, 2003a). Nor does this
approach have any clear influence over the policies of national
governments; it allows Member States merely to ‘repackage’ in
some way the obligations adopted according to the ‘Emperor’s
new clothes’ principle, when in reality they have withdrawn from
these obligations (see Scharpf, 2003). The possibility of conflict with
individual national interests is also a major problem.

However, the open method of coordination also has many
positive aspects, and these are of course crucial for confirming the
thesis presented in the introduction — that this method provides
unimagined potential for development and enables establishment
of common European education platforms. It is a type of third way,
an alternative to two inadequate approaches, supranationalism and
intergovernmentalism. It is also a way of reconciling the fragmented
European mosaic of mutually incompatible education systems and
the desire to create a superstate. Larson (2002, p. 6) therefore talks
of a new ‘modus vivendi’.

The method also constitutes a new model that simplifies a search
for answers to common questions while taking account of national
diversity. It can bind Member States to common objectives without,
however, compelling them to harmonise or change their existing policy
approaches and institutional bases (see Hemerijck and Berghman,
2004; Rodrigues, 2001). The common definition of several key
competences has a positive effect on the attainment of comparable
standards in education and training. At the same time, it has the
power indirectly to influence national education systems, which can
result in redefining specific systemic solutions at national level, even
including changes to curricula, without external constraints, merely
with internal leverage.

The open method of coordination constitutes a cognitive and
normative tool for the defence and construction of a consensus
around various practices and paradigms in Europe in those areas with
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common objectives and values (see Vandenbroucke, 2002; Ferrera,
2001). It also has potential for experimental learning, since it ‘compels’
Member States, in a fairly obligatory manner, to exchange information,
compare practices, and so on. Some (Zeitlin, 2003a) maintain that
the open method of coordination is a means of promoting democratic
participation in the EU, since it opens up new opportunities within
the range of policy tools, including civil society (non-governmental
organisations, social partners, etc.) as well as subnational players
(regions). The method forces national governments to include these
players in decision-making, which is extremely important for formulating
such sensitive policies as education and training.

Perhaps the most important positive characteristic of the open
method of policy coordination is that it opens up infinite possibilities
for deepening the European dimension in soft policies as well. It
will allow us to speak, some time in the future, of a stable and more
clearly structured European education sphere — one which is, for
now, merely imaginary.

Conclusion

This discussion has established that the Lisbon strategy represents
a major turning-point in the process of formulating a European
education sphere. It constitutes a substantive change, the start of
a new, qualitative cycle in education and training. An intensive and
innovative policy process has been initiated. It also represents a
high-quality addition to the approaches and tools used in formulating
policies which has, in parallel with those which already exist, made
inroads in a revolutionary way into fields that were previously the
express domain of sovereign national policies.

All the same, there is no room for excessive idealism. It is true
that new perspectives are being opened up in the development
of a European education sphere. The bases nevertheless remain
the same. Discussions at the Council of Ministers for Education
demonstrate the reality of the situation. It is primarily the larger
countries (Germany) and those with relatively inflexible national
education systems (Italy) that most often put the brakes on favourable
trends and, owing to their fear of overpenetration of innovative
and rapid solutions into their national systems, exert a strong
influence over the future development of common core skills in
education. The principle of ‘one step forward, three steps backward’
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is frequently encountered. Progress is nevertheless being made. A
parallel principle has been created. Shifts are noticeable. Thanks
to the processes that have been outlined in this paper, we can say
today that the European Union is entering the realm of education,
even primary education, by a side door, which would have been
unthinkable a few years ago. This is surely a new dimension in
developing a democratic culture in the European Union.
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