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1. Introduction to the Guide author: Izabela Kwiatkowska-Sujka, PKA 
This Guide to IQA (Guide to Internal Quality Assurance) is based on Part 1 of the ESG 
and mainly focuses on the teaching and learning aspects of IQA. Other aspects, such 
as research, governance and infrastructure, are also addressed. The Guide aims to 
help HEIs develop and/or improve their IQA (for more details concerning the ESG, see 
section 1.1 and Chapter 3). It should be emphasised that the Guide is neither a 
prescriptive document nor it seeks to impose a single model or approach, but it aims 
to support interested HEIs by sharing experiences gained by other HEIs and QA 
agencies and by providing best practice examples, etc. It is intended for and available 
in electronic format to all interested HEIs. 

The Guide to IQA features IQA best practice examples from four countries; Poland, 
Portugal, Slovenia, and Bulgaria, participating through its representatives in the EIQAS 
project (Enhancing Internal Quality Assurance Systems). The introductory part 
features a glossary of key terms and abbreviations used in the text, as well as an 
overview on internal quality assurance. The subsequent chapters are structured 
according to the revised ESG and provide guidance on the development and operation 
of IQA systems, including the involvement of stakeholders and key elements to be 
covered. They feature the ESG as published by ENQA and their interpretation, 
accompanied by practical advice. Both the overview chapter and those devoted to all 
standards and guidelines included in ESG Part 1 contain best practice examples. 
Special attention was paid to the most challenging aspects of IQA and of the ESG as 
identified by the online survey on IQA and the ESG conducted in January-February 
2015. 

The Guide is not intended as a prescriptive document laying down requirements for 
HEIs. It only provides guidance and best practice, which may be useful to HEIs 
struggling to implement fully-fledged IQA systems, and where doubt exist over the 
interpretation of the ESG. Wherever possible, practical advice on the ESG reflects a 
common understanding among the EIQAS partners and include arrangements which 
are considered to be best practice by all partners. Where there is no common 
understanding, different perspectives will be highlighted in the text, giving an added 
value to the Guide in terms of enhancing the Agencies’ and HEIs’ mutual 
understanding of specific national or institutional contexts.  

The draft Guide has been submitted to the National Consultation Group in each country 
for feedback and suggestions or inputs. The final Guide is published on the EIQAS 
project website and distributed among HEIs by the QA Agency in each country as well 
as among QA and higher education associations and networks and QA agencies (for 
a list, see the description of dissemination activities) as part of dissemination by the 
Project Coordinator. 
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1.1. Context of the Guide author: Izabela Kwiatkowska-Sujka, PKA 
In 2005, Ministers responsible for higher education in Europe adopted the Standards 
and Guidelines for Quality Assurance in the European Higher Education Area (EHEA) 
prepared by the E4 Group, namely ENQA (European Association for Quality 
Assurance in Higher Education) in cooperation with ESU (European Students’ Union), 
EURASHE (the European Association of Institutions in Higher Education) and EUA 
(European University Association). In 2012-2015, ESGs were revised to “improve their 
clarity, applicability and usefulness, including their scope” since their adoption. EQAR 
(European Quality Assurance Register for Higher Education), Education International 
and Business Europe also joined the initial E4 group. This resulted in the adoption of 
new Standards and Guidelines (ESG 2015) by the ministers in the Ministerial 
Conference in Yerevan in May 2015. 

Quality assurance in higher education activities should be based on successful 
implementation of an internal quality assurance system, which provides information on 
the quality of the institution’s activities and provides guidance and recommendations 
on how to improve these activities. Quality assurance and quality enhancement are 
thus inter-connected, generating trust in the higher education institution’s performance. 

It is assumed that ESG 2015 apply to all higher education institutions (HEIs) of the 
EHEA, regardless of study cycle or place of delivery, as a model and a reference 
document for internal and external quality assurance. A key goal of ESG2015 is to 
contribute to a common understanding of quality assurance for learning and teaching 
among all stakeholders. The focus of the ESG is on quality assurance related to 
learning and teaching in higher education, including the learning environment and 
relevant links to research and innovation. According to ESG2015, quality assurance 
should ensure a learning environment in which the content of programmes, learning 
opportunities and facilities are fit for their purpose. 

The ESG are based on four principles of quality assurance: (i) HEIs take primary 
responsibility for the quality of their provision and its assurance; (ii) quality assurance 
responds to the diversity of higher education systems, institutions, programmes and 
students; (iii) quality assurance supports the development of quality culture and (iv) 
quality assurance takes into account the needs and expectations of students, 
stakeholders and the society. 

‘Enhancing internal quality assurance systems’ (EIQAS) was an Erasmus+ Strategic 
Partnership project approved for funding in autumn 2014. EIQAS was a joint initiative 
of national QA agencies and Rectors’ Conferences and/or HEIs. Partners of the project 
were: Polska Komisja Akredytacyjna, Konferencja Rektorów Akademickich Szkół 
Polskich, Agência de Avaliação e Acreditação do Ensino Superior, Conselho Reitores 
das Universidades Portuguesas, Universidade do Minho, Nacionalna agencija RS za 
kakovost v visokem solstvu, Univerza v Novi Gorici, Univerza v Ljubljani, Nacionalna 
Agencija za Ocenjavane i Akreditacija. First of all, the partners were chosen to 
represent both QA agencies and HEIs in order to integrate external and internal QA 
perspectives. The project had two main objectives. Firstly, it aimed to support HEIs in 
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further development of their internal quality assurance (IQA) systems by enhancing 
their awareness and understanding of ESG Part 1. Secondly, it aimed to support 
national agencies in further development of their methodologies for external 
assessment of IQA systems at HEIs, thus addressing one of the standards of ESG 
Part 2.   

The EIQAS is the project specifically designed to support the development of IQA 
bringing together both national QA agencies and HEIs. It produced four main 
intellectual outputs: a reference framework for comparative analysis of participating 
agencies’ methodologies for the assessment of IQA as part of EQA; a comparative 
report on their methodologies; Guide to IQA featuring more detailed practical 
guidelines on ESG Part 1 and best practice examples; and Student Guide to ESG Part 
1. The project is directly targeted at all HEIs, QA agencies and their external experts, 
including students, in the participating countries. Indirectly, the project will address QA 
agencies and HEIs in other countries of the European Higher Education Area thanks 
to dissemination activities. The two main outputs of the project will be a Guide to IQA 
based on ESG Part 1 and a reference framework for comparative analysis of the 
participating agencies’ methodologies for external assessment of IQA. 

EIQAS is expected to have immediate impact on its target group including project 
partners and participants and non-participating HEIs in terms of enhanced awareness 
and understanding of ESG Part 1 and innovative practice in IQA. In the case of partners 
and participants, it will be achieved through their direct involvement in, and contribution 
to, project activities, in particular work carried out in the WPGs and training events. For 
non-participating HEIs, this ‘enhanced capacity’ effect will be achieved thanks to the 
Guide to IQA and the Student Guide available to all and used by HEIs when developing 
their IQA systems, and through dissemination activities (see below).  

More details about EIQAS project at: http://www.eiqas.com. 

 

1.2. Development of the Guide author: Izabela Kwiatkowska-Sujka, PKA 
The development of the Guide begun in 2015 and, as it was mentioned above, the 
publication is based on the findings of the EIQAS Survey and on suggestions and 
conclusions from the EIQAS Seminars (Warsaw 2015, Ljubljana 2016, Lisbon 2016). 
The survey was conducted at the beginning of 2015 within EIQAS project in four 
countries; Bulgaria, Poland, Portugal and Slovenia, which have different history and 
degree of advancement of IQA development. Whereas the current stage of IQA 
evolution could be considered as the function of overall progress of QA in the four 
countries, project partners decided to cooperate together towards the enhancement of 
IQAs through the capacity building of HEIs and QA agencies. Survey results reveal the 
extent, to which ESG 2005 were incorporated by HEIs and their readiness to follow the 
revised ESG 2015. To some degree, it also fills the information gap in “The European 
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Higher Education Area in 2015. Bologna Process Implementation Report”, where data 
on progress in IQA was “necessarily limited”. 

Over the past two decades, HEIs in the four countries have witnessed pronounced and 
dynamic development of IQAs. In all the countries, external bodies responsible for QA 
were established. Moreover, some crucial changes were introduced to laws on higher 
education systems, which in some cases imposed legal requirements to establish IQA 
systems. HEIs have adopted more systematic approaches to IQA and to the 
formalisation of solutions to this issue. At present, HEIs have IQA systems in place, 
whose functioning varies greatly between individual faculties/units and fields of study. 
Certain lack of consistency and sophistication can be attributed to rather low level of 
awareness of quality management principles among internal stakeholders, especially 
teaching staff, and their reluctance to change. Quality managers still meet internal and 
external obstacles in developing adequate IQAs, but at the same time they provide 
many good examples of activities undertaken in that area and observe beneficial 
qualitative and quantitative changes. Besides, frequent changes of legal requirements 
cause dissatisfaction among those involved in IQA at managerial and operational 
levels. HEIs often declare difficulties related to bureaucracy, which can be considered 
a sensitive issue in the higher education and quality assurance system at the moment.  

The development of those systems and their effectiveness is monitored on an ongoing 
basis and evaluated by QA agencies. All agencies in partner countries have been 
externally reviewed for the purpose of full membership of ENQA. The continuous 
improvement of the agencies’ external quality assurance systems is a priority for their 
future operations.  

As for the progress in ESG implementation made so far and measured on the basis of 
the survey results, it is not feasible to perform a comparative study with the previous 
period, as no similar study has been conducted in the four countries. Moreover, it is 
not possible to establish any correlation between the implementation of individual ESG 
standards at HEIs and its timing. It has only been confirmed that intensive development 
of IQA took place between 2006 and 2011 and after 2011. All ESG standards 
correspond to different activities of HEIs, which was reflected in the survey results and 
examples given by the respondents. ESG are treated rather as a broad framework for 
further IQA activities. 

As for the revised ESG 2015, the results of the survey showed that HEIs are willing 
and ready to follow them, despite the short history of IQA systems development in 
some countries and the degree of their advancement. Some HEIs, which were aware 
of beneficial changes in quality management and of the importance of quality culture, 
decided to introduce and develop IQA systems on their own initiative, without external 
pressure Nevertheless, further clarifications of individual standards and their 
popularisation is highly required, since the majority of respondents still identify internal 
and external obstacles in applying revised ESG. The results of the survey and the need 
for further support in IQA enhancement expressed by HEIs should result in activities 
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at the national level (policy makers, QA agencies, conferences of rectors) as well as at 
the European level (ESU, EURASHE, ENQA, etc.). 

Following the survey, the Training Event 1 (Seminar on IQA and the ESG) was 
organized in Warsaw in June 2015 as a key activity aimed at the achievement of project 
objectives. The training seminar included presentations on ESG Part 1 and IQA 
systems, and involved discussion workshops in smaller groups on how each of ESG 
Part 1 could be interpreted and on best practices in IQA. The Seminar was the only 
project event for the agencies and HEIs specifically devoted to in-depth discussions 
on the ESG and IQA. Ideas and suggestions collected during the event have provided 
the most significant input to the Guide to IQA promoting the ESG. While the 
methodology for the identification of best practice examples was developed before the 
seminar, modifications were still made after the seminar to take into account the 
suggestions made during workshop discussions. Further, although examples of best 
practice in IQA to be disseminated through the Guide were selected mainly on the 
basis of the evidence already collected by the agencies through their EQA processes 
and the academic project partners’ knowledge of institutional approaches, other 
examples were discussed during seminar and then included in the Guide. Moreover, 
discussion workshop held during the seminar was the only opportunity for a face-to-
face discussion and an in-depth comparative analysis of the agencies’ methodologies. 

In the process of Guide to IQA development, partners agreed that it is a living 
document and should be updated on a regular basis by adding new examples of best 
practice. The Guide will be reviewed on an annual basis by quality assurance agencies 
engaged in the project and updated whenever is needed. The Guide is available in 
English. 
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2.  Abbreviations and Terminology author: Maciej Markowski, PKA  
 

Continuous improvement cycle - also called Plan-Do-Check-Act cycle or Deming 
cycle (i.e. assurance and enhancement activities). 

 
Fig. 1. Deming cycle 

1. Planning – consists of indicating the problem and determining the course of 
action that will ultimately reach a specific quality goal. 

2. Implementation - verifying previously planned activities by carrying out trials. 
3. Checking - assessing the measures taken/planned activities. Determining the 

level of achieving the goals contained in the plan. 
4. Action – implementation of improvements and corrective actions. 

 

ESG - Standards and Guidelines for Quality Assurance in the European Higher 
Education Area,  

ENQA - European Association for Quality Assurance in Higher Education  

ESU - European Students’ Union,  

EURASHE - European Association of Institutions in Higher Education  

EUA - European University Association 

EHEA -  European Higher Education Area 

HEI/s- Higher Education Institution/s 

QA – Quality Assurance 

PQA - Policy for Quality Assurance 

IQA – Internal Quality Assurance 

EQA – External Quality Assurance 

IQAS – Internal Quality Assurance System 
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ECTS - European Credit Transfer and Accumulation System 

SCL – Student-Centred Learning 

Formal education - learning typically provided by an education institution, structured 
(in terms of learning objectives, learning time or learning support) and leading to 
certification. Formal learning is intentional from the learner’s perspective. (source: 
European Commission. (2001), Making a European Area of Lifelong Learning a 
Reality. Brussels, p. 32. ) 

Fitness-for-purpose – fulfilling a customer’s requirements and/or meeting the needs 
determined by the producer (mission statement) (source: Bollaert L., A Manual for 
Internal Quality Assurance in Higher Education. EURASHE, p. 19) 

Informal education – learning process that comes as part of being involved in youth, 
students’ and community organizations. 

HEI/s – is used in the standards and guidelines to refer to higher education institutions. 

Non-formal education – learning that is not provided by an education or training 
institution and typically does not lead to certification. It is, however, structured (in terms 
of learning objectives, learning time or learning support). Non-formal learning is 
intentional from the learner’s perspective. (source: European Commission. (2001), 
Making a European Area of Lifelong Learning a Reality. Brussels, p. 32. ) 

Programme (Program) – a programme refers to a higher education curriculum leading 
to a degree. It has co-ordinated elements (courses). The completion of a programme 
provides the student with a higher education qualification. (source: Council of Europe. 
1997. Convention on the Recognition of Qualifications concerning Higher Education in 
the European Region, p. 4.) 

Quality – the quality of higher education is a multi-dimensional concept. Because 
every higher education provision accompanies multiple stakeholders (such as 
students, alumni, staff, employers, parents, ...) it is not easy to design a single 
definition. There however seems to be agreement that quality (in higher education) 
refers to fitness for purpose and conformance to requirements. (source ECApedia 
http://ecahe.eu/w/index.php/Quality; see more: Bollaert L., A Manual for Internal 
Quality Assurance in Higher Education. EURASHE, p. 17-24) 

Quality assurance – in higher education is a process of establishing stakeholder 
confidence that provides (input, process and outcomes) fulfilment of the expectations 
or measures up to threshold minimum requirements. Quality assurance has actually 
become a generic term, which now refers to all types of external quality monitoring, 
evaluation or review. (source: Aerden, A. (2013). A Guide to Assessing the Quality of 
Internationalisation. ECA Occasional Paper. The Hague. p. 8.) 

Quality Culture - is understood as comprising (i) shared values, beliefs, expectations 
and commitments toward quality (ii) that are supported by structural and managerial 
elements and processes that enhance quality (source: Sursock, A., Examining Quality 
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Culture Part II : Processes and Tools – Participation, Ownership and Bureaucracy. 
Brussels 2011) 

Stakeholder – a person or organisation with a legitimate interest in the operation of a 
programme or institution. Stakeholders can be either external (i.e. candidate students, 
employers, organizations and scientific associations, graduate students) or internal 
(i.e. students, faculty and administrative staff) (source: Aerden, A. (2013). A Guide to 
Assessing the Quality of Internationalisation. ECA Occasional Paper. The Hague. p. 
9.) 

Strategic management - involves the formulation and implementation of the major 
goals and initiatives taken by an organisation’s top management on behalf of owners, 
based on consideration of resources and an assessment of the internal and external 
environments in which the organization operates and competes (based on: Nag, R.; 
Hambrick, D. C.; Chen, M.-J (2007). "What is strategic management, really? Inductive 
derivation of a consensus definition of the field" (PDF). Strategic Management Journal. 
28 (9): 935–955) 

Strategy - the determination of the basic long-term goals of an organisation, and the 
adoption of courses of action and the allocation of resources necessary for carrying 
out these goals (Chandler, Alfred Strategy and Structure: Chapters in the history of 
industrial enterprise, Doubleday, New York, 1962.) 

Student life-cycle – all phases and related activities in which the student participates 
during academic education (from admission to after graduation). 
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3. Introduction to Internal Quality Assurance  author: Madalena Fonseca, A3ES 
In brief, in the European Bologna context, two main distinctive features characterise 
quality assurance (QA) in higher education (HE): institutionalisation and innovation. 
Quality assurance shares the main characteristics of higher education systems and 
the recent evolution of the latter; thereby QA in HE is more prevalent nowadays, i.e. 
there is a wider participation, it is more diverse, stratified, internationalised and focused 
on student-centred learning and on learning outcomes assessment, and it ranks 
among core institutional activities. Higher Education Institutions (HEIs) are more 
engaged in “doing right” and “the right things”. They improve continuously and look at 
what they do using a monitoring system. 

QA in higher education in Europe began to emerge at the beginning of the 1990’s and 
the first initiatives mainly consisted in dispersed evaluation of programmes in specific 
areas carried out by international teams of experts. Learning process commenced at 
the time of first international assessment processes that led to the development of 
quality assurance concept and tools (Harvey & Williams, 2010) (Rosa & Amaral, 2014). 
Later, quality assurance systems became the most relevant drivers for the 
implementation of the objectives of the Bologna Declaration and turned out to be the 
pillars of mutual recognition of degrees and study periods supporting the transferability 
of academic and professional qualifications and the mobility of students, graduates and 
workers over Europe (Santos, 2011) (Sursock, 2015). Institutions at all levels and in all 
regional contexts have travelled a long way and have built up much knowledge on QA. 
At present, supra-national institutions as well as national agencies and other structures 
exist in Europe and outside, and form a complex system regulating QA in higher 
education, constantly research and develop new concepts and tools, modernise and 
innovate. As a result, QA in higher education (HE) is currently taken for granted all over 
the world (Sursock, 2015, p. 39). 

After the initial period of the Bologna Process implementation, which according to 
Andrée Sursock (2015) was somehow “turbulent”, came the second phase of 
development and consolidation, during which QA schemes featured a mature stage of 
development and a greater awareness of all specific features of higher education. The 
first initiatives focusing on the design of IQAs were strongly influenced by QA methods 
observed in the industry and management sectors and some instruments were 
imported, as it was the case with various certification tools, such as ISO certification 
and Total Quality Management – TQM. Specialised agencies like EQUIS or ABET for 
economics and engineering7 were used as references. Military HEIs, for instance, 
created their own IQAS using their traditional experience and knowledge on military 
culture and standards. It is however important to acknowledge the importance of 
several pioneering initiatives of some HEIs in Europe, such as launching students’ 

																																																													
7	Lee	Harvey	and	James	Williams	conducted	a	detailed	critical	analysis	of	the	articles	published	in	Quality	in	Higher	
Education	 on	 the	 occasion	 of	 the	 15th	 anniversary	 of	 the	 journal	 and	 showed	 that	 industrial	 models	 were	
considered	inapplicable	to	HE	in	several	papers	and	that	some	authors	were	reluctant	to	consider	students	as	
customers	in	HE:	“Another	issue	is	the	use	of	industrial	models	and	TQM	in	particular,	which	contributors,	on	the	
whole,	regarded	as	of	little	use	in	the	higher	education	setting.”	(Harvey	&	Williams,	2010,	p.	3)	
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satisfaction surveys long before the Bologna Process and the strengthening of the 
internationalisation of European HE systems. Since then, gradual evolution and 
modernisation have been observed. QA development in HE is characterised by a very 
dynamic process of innovation and creativity. At present, IQAS are more tailored to 
each HEI and the involvement of stakeholders has been expanded to include more 
actors (European Commission/EACEA/Eurydice, 2015). As it has already been 
mentioned, the nature of HEIs has changed rapidly as they have become more 
sophisticated organisations, more open to the outside, and with a wider range of 
stakeholders involved in their management (Maassen, 2000) (Amaral, 2011). Quality 
has reached beyond quality departments. It is no longer an exclusive issue of quality 
experts (Yorke, 2000, p. 28). Academics and students have become less and less 
sceptical about IQAS and have been progressively taking ownership of quality 
assurance instruments (Jungblut, Vukasovic, & Stensaker, 2015). That is probably a 
reason why IQAS are nowadays much more focused on teaching and learning than 
they used to be in the initial phases of their development. 

The institutional framework of QA has become very complex and it includes structures 
at different levels: supra-national (ENQA, ESU, EQAR, EC, ECA), national 
(government, national legislation, ministry, QAAs) and local (institutions (HEIs)). The 
level od sophistication of HE systems is also very high, as they feature different types 
of institutions, different natures, magnitudes, missions and specialisation profiles. At 
the same time, actors involved in HE include an equally large and complex network of 
internal and external stakeholders (Kettunen, 2015). The agency of all those 
stakeholders, ranging from teaching staff to students at the internal level, or from the 
state to the QAAs and other regulatory bodies, private entities and transnational 
corporations at the external level, understood as the capacity to act, has gained in 
importance and relevance. In his critical analysis of reforms in France, Spain and 
Portugal leading from autonomy to control and from recent past to the present situation 
(Neave, 2012), Guy Neave has conducted an extensive research into changes in 
European HE and coined the concept of the evaluative state. 

The European Standards and Guidelines (ESG) are considered the most important 
milestone in the recent development of QA. Launched in 2005, they cover internal and 
external QA and QA at accreditation agencies (QAAs). ESG were approved at the 
Bergen meeting by the European ministers in charge of higher education who 
committed themselves to introducing into their respective national systems of quality 
assurance the guidelines and criteria established within the ESG. The Bergen 
Communiqué8, concerning the same meeting, also welcomed the idea of the creation 
of a European register of quality assurance agencies, requesting ENQA to develop the 
practicalities of implementation of this register in cooperation with EUA, EURASHE 
and ESIB. Ten years after the launch of the ESG, in July 2015, a revised version was 

																																																													
8	The	European	Higher	Education	Area	–	Achieving	the	Goals:	Communiqué	of	the	Conference	of	European	
Ministers	Responsible	for	Higher	Education,	Bergen,	19-20	May	2005	
http://www.ehea.info/Uploads/Declarations/Bergen_Communique1.pdf	
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approved at Yerevan9. This revised version was proposed by the E4 Group (ENQA, 
ESU, EUA and EURASHE) in cooperation with EI, BUSINESSEUROPE and EQAR, 
following the mandate given in the Bucharest Communiqué by the ministers, and 
endorsed by the Bologna Follow-Up Group (BFUG) in September 2014. 

Focusing on the aim of this Guide and on internal quality assurance systems, it is 
important to start with emphasising the importance of external factors and of the 
development of external quality assurance mechanisms, which spurred the 
improvement of internal quality assurance systems (Harvey & Williams, 2010) (Santos, 
2011) (Bollaert, 2014) (Reichert & Tauch, 2005). The changes that occurred in HE all 
over Europe in the 1990’s, including general openness to the outside world and the 
participation of external stakeholders in the university governance, were also drivers 
for the development of those IQAS. Internal quality systems have been externally 
driven in their emergence and improvement. By now (2015), probably every HEI has 
in place procedures and processes that can be recognised as internal quality 
assurance systems (IQAS). Those IQAS are very diverse, based on different models 
and diverse theoretical approaches, more or less complex and formalised, structured 
and comprehensive or fragmented and composed by dispersed standards, rules and 
various procedures. Some IQAS are public and published on HEIs’ websites, whereas 
others are printed in paper format or as flyers available only inside the HEIs. In any 
case, QA is without any doubt definitely internalised, institutionalised and embedded 
in higher education. Recent studies from the European Commission and from the 
European University Association (EUA), among others, report a particularly rapid and 
strong development of those internal quality assurance systems over the past 5 years 
(European Commission, 2014) (Sursock, 2015) (Bollaert, 2014) (Fonseca, 2011).  

Parallel to the development of IQA tools and those supporting it, there has been a long 
process of discussion and research around the concept of quality itself and its 
incorporation in higher education. Researchers in academia and outside, from other 
institutions and government bodies, like the BFUG, EC, ENQA, EUA, ESU, QAAs, etc. 
have carried out in-depth studies that have supported IQAS design. Most of the 
theoretical rationales behind research into QA in HE have been imported from several 
disciplines beyond education sciences. The debate on the importance of theory versus 
empirical analysis of QA issues (Tight, 2015) remains very lively, probably due to 
strong links or interfering with policies. The “Trends” series from EUA combines both 
approaches – theoretical and empirical – and gives us, more recently, two snapshots 
of the state of the art in QA in HE in Europe for 2010 and 2015. It presents accurate 
information and critical analysis based on up-to-date data and large surveys (Sursock 
& Smidt, 2010) (Sursock, 2015). In addition, ENQA regularly publishes reports and 
studies on QA development, as for example, the series of occasional papers, although 
focusing more on external quality assurance approaches and aiming at supporting 
QAAs members10. 

																																																													
9	https://revisionesg.files.wordpress.com/2015/05/revised_esg_2015_adopted.pdf	
10	http://www.enqa.eu/index.php/publications/papers-reports/occasional-papers/	
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Quality, however, is still not an easy concept when it comes to QA in HE; there are 
different understandings of the concept of quality, not only by different stakeholders, 
but also by individual higher education institutions, countries and even regions. 

The first most often used theoretical approach to the concept of quality in higher 
education has been presented by Lee Harvey and Diana Green in 1993 (1993): “First, 
quality means different things to different people. Second, quality is relative to 
'processes' or 'outcomes'.” (Harvey & Green, 1993, p. 8). Those authors proposed a 
typology of five “discrete, but interrelated categories” of quality: quality can be viewed 
as exceptional (or excellence), as perfection, as fitness for purpose, as value for money 
and as transformative (Harvey & Green, 1993). Mantz Yorke would add a sixth type 
later; quality as a moral purpose (Yorke, 2000, p. 21). At present, the fit for purpose 
and transformative concepts are dominant in the majority of assessment and 
accreditation systems. Accordingly, threshold indicators define the majority of existing 
assessment tools, although external evaluation approaches are each time more 
enhancement oriented. 

The perception of “quality” is different among stakeholders and in scientific circles. 
Stakeholders are very diverse, as is the case with students, so the perception of 
“quality” differs also inside individual stakeholder groups. The European Universities 
Association (EUA) has played a pioneering role in the discussion on the concept of 
quality and quality culture in higher education thanks to a project running from 2002 to 
2006. In 2008, Lee Harvey and Bjørn Stensaker built a comprehensive theoretical 
basis for the concept of Quality Culture in Higher Education gathering contributions 
from cultural studies, education and other scientific circles (Harvey & Stensaker, 2008). 
As for IQAS, it is important to exclude from this study the distinctive nature of an internal 
quality assurance system at an higher education institution, which is embedded in a 
particular quality culture and not transferable or impossible to copy and paste onto 
another institution. It is important to learn with others, but their tools should not be 
imported and used by another HEIs without a discussion or adjustments. “Regardless 
of the approach chosen they all depend on empirical investment into the culture, the 
identity and organisational climate of the given institution. As such, the concept of 
‘quality culture’ brings an important dimension into the quality assurance setting; that 
structures are not enough to enhance quality.” (Idem, p. 438)  

“The notion of quality culture is understood here as comprising two distinct sets of 
elements: ‘shared values, beliefs, expectations and commitments towards quality’ and 
‘a structural/managerial element with defined processes that enhance quality and aim 
at coordinating efforts’” (Sursock, 2011) citing (European Universities Association, 
2006). Santos considers that a quality culture in higher education must be embedded 
in the HEIs in four main ways; it needs a systematic (1), comprehensive (2), 
participative (3) and institutionalised (4) approach (Santos, 2011). Formulated in a 
negative wording, it is the same to say that an IQAS cannot be casuistically developed, 
covering only sectoral departments or services of the HEI, applied through a top-down 
process or in an ad-hoc basis. As for the key features of an effective quality culture, 
Harvey lists the following ones: “Academic ownership and engagement; recognition of 
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the need for a quality system (but not one driven by bureaucracy); a focus on changing 
people’s behaviour rather than the mechanics of a system of reporting and review; 
clarity of purpose; centrality of students; encouragement of partnership and co-
operation; focusing less on individual performance and enabling community 
engagement and team working; a leadership style that inspires rather than dictates; 
welcoming of external critical evaluation; an integrated and continuous process of self-
reflection; providing the context to take the initiative to improve, even where it is risky” 
(Harvey, 2008 a, p. 84). 

Trust is a concept linked with quality culture and quality assurance. Trust corresponds 
to the core concept of quality assurance and quality culture. A recent article by Bjørn 
Stensaker and Peter Maassen summarises the main theoretical proposals on trust in 
international quality assurance and presents a framework that can be considered in 
any regional or national context (Stensaker & Maassen, 2015). Considering two main 
governance perspectives, a rationalist – instrumental perspective and a normative- 
cognitive perspective and two main types of instruments or tools – hard and soft, the 
authors have redesigned a general framework for higher education and classified four 
basic trust-producing mechanisms, identified earlier by other authors for organisations 
in general (idem, p. 33). The use of legislation (1) and certification (2) are mechanisms 
that fall in an instrumental or rationalist perspective, the first one being a hard 
instrument and the second one a soft instrument. On the other hand, reputation (3) and 
community norms, structures and procedures (4) fall into the cognitive or normative 
perspective and into the category of hard and soft instruments respectively (idem, p. 
34). 

Most IQAS correspond to a mix of those four basic mechanisms, depending on national 
legal framework and on the nature of HEIs. Besides, IQAS can be designed differently, 
using certain mechanisms in order to attain the same goal. Stensaker and Maassen 
give the example of assessing learning outcomes; each of the four mechanisms has a 
different potential to deliver information about learning outcomes (Stensaker & 
Maassen, 2015, p. 36). IQAS models in Europe are very diversified and dependent on 
national contexts; there is a continuous evolution and adaptation of procedures, as well 
as different balances between accountability and enhancement (although there is an 
evident trend towards a dominant quality enhancement policy) in order to contribute to 
a lighter-touch approach on external QA (Santos, 2011).  

Two main shifts in the recent evolution of evaluation and accreditation systems in 
higher education having impact at the degree of IQAS development have been 
identified, analysed and discussed at two levels; research and academia on one side 
and policies on the other side. 

There is a trend of moving from a dominant accreditation system based on programme 
accreditation to institutional accreditation or audits, based on the assumption that HEIs 
already have internal quality assurance systems in place and display considerable 
experience in quality assurance and that national quality assurance agencies (QAAs), 
which have already carried out at least one complete round of programme reviews, 
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operate locally (European Commission, 2014). “As a consequence, a ‘heavy’ external 
quality assurance approach is no longer necessary and thus the focus can be more on 
the effectiveness of the internal mechanisms.” (Hopbach, 2014, p. 221).  This shift from 
programme to institution accreditation reflects a concept of mission-driven and 
enhancement-led QA (Sursock, 2015, p. 11). This new approach contrasts with former 
focus on accountability and control over external QA systems.  

The second most relevant change in the recent evolution of evaluation and 
accreditation systems in higher education is the shift from the previous period when 
greater attention was given to general procedures and processes of QA, including all 
areas of institutional spectrum, to the focus on learning and teaching (Sursock, 2015) 
(European Commission, 2014). HEIs have to deliver not only on the quality of their 
education provision, but also on issues of financial sustainability, productivity, research 
impact, employability, student satisfaction and staff development, i.e. on a variety of 
aspects of their performance. Apart from their roles in providing education and 
research, HEIs make non-traditional societal and economic contributions; knowledge 
creation and its translation into innovative products, providing public and private 
services, creative arts and social sciences scientists and technologists, among others 
(Benneworth, Boer, File, Jongbloed, & Westerheijden, 2012). Taking into account the 
fact that initial experiments on internal quality assurance systems were strongly 
influenced by industrial and management sectors, there were significant mismatches 
between those tools and HE reality. While ready-made systems could be easily 
adapted to administrative and bureaucratic activities of HE, the areas of teaching and 
learning and research and development are very specific and need tailored QA tools. 
Besides, nowadays the focus of IQAS is on the output and not only on the input and 
IQAS design takes this into account. The new version of the ESG highlights the 
importance of these core areas of learning and teaching and gives room for 
improvement at the level of the design and assessment of learning outcomes. The 
definition of qualification frameworks and research into learning outcomes, like the 
Tuning Project for example, played a major role in this process11. The growing 
internationalisation of HE and expansion of cross-border HE have also contributed to 
the issues of outcomes assessment. 

In what concerns models of IQAS or IQAS prescription, individual countries 
participating in the Bologna process have adopted different approaches, some more 
invasive and other more open and flexible (Santos, 2011, pp. 93-95). At present, the 
majority of IQAS models designed by QAAs with the aim of external evaluation and 
certification or accreditation processes (audit programmes) or by HEIs themselves are 
based on the ESG. It is expected that in the short run the existing IQAS will be adapted 
to the new ESG 2015.  

In the quest for a definition or a consensual concept, Internal Quality Systems 
correspond to a quality-process review or the meta-analysis of internal quality 
assurance, assessment and improvement systems (Massy, 1997). “Unlike 

																																																													
11	http://www.unideusto.org/tuningeu/	
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assessment, these reviews do not evaluate quality itself. Instead, they focus on the 
processes that are believed to produce quality and the methods by which institutions, 
faculties and departments assure themselves that quality has been attained.” (idem, p. 
253). 

Key factors for an efficient IQAS can be summarised based on best practice examples: 
adequate strategic planning, proper organisational structures, adequate internal 
evaluation processes, feedback loops, committed institutional leadership, active 
participation of academic and administrative staff, involvement of students and of 
external stakeholders, integrated information system for data collection and analysis 
(Santos, 2011). 

A basic framework of 6 items for the definition of an IQAS has been established in the 
UK, in the 1990’s by QAA and retaken often by other QAAs. Lucien Bollaert took it 
again more recently assigning its authorship to Peter Williams (Bollaert, 2014, p. 60). 
These 6 topics are usually presented in an interrogative way:  

The quality assurance checklist of questions 

What are you trying to achieve? PURPOSES 

Why are you doing it? REASON 

How are we doing it? METHOD 

Why is that the best way of doing it? OPTIMISATION 

How do we know it works? EFFECTIVENESS 

How can we improve it? IMPROVEMENT 

Source: (Bollaert, A Manual for Internal Quality Assurance in Higher Education with a 
Special Focus on Professional Higher Education, 2014, p. 60) 

Other authors have also attempted to define frameworks supporting IQAS design. 
They all highlight that there can be no universal model for an IQAS. Each HEI must 
personalise its own IQAS. The different proposals should be treated, above all, as 
theoretical support and result, in the majority of cases, from critical reflections on 
practical examples.  

The programme of quality process reviews carried out by the Hong Kong University 
Grants Committee – HKUGC – in 1997, under the acronym of TLQPRs, standing for 
Teaching and Learning Quality-process Reviews, can be considered one of the 
pioneer initiatives in IQAS design (Massy, 1997). The TLQPRs integrated two main 
dimensions: Teaching and Learning (1) and Quality Improvement and Assurance (2). 
The first one included 5 sub-processes: Curriculum design (1), Pedagogical design (2), 
Implementing quality (3), Outcomes assessment (4) and Resources provision (5). In 
what concerns Quality Improvement and Assurance, the model included four cross-
cutting ‘meta-areas’: Quality-programme framework (1), Formal quality programme 
activities (2), Quality-programme support (3) and Values and incentives (4) (Massy, 
1997, pp. 255-259) 
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Based on a comparative analysis of European processes for assessment and 
certification of internal quality assurance systems and in order to support institutions in 
implementing their internal quality assurance systems and thereby contributing to the 
promotion and dissemination of a quality culture within institutions, the Portuguese 
Agency (A3ES) developed in 2011 a specific proposal of reference points for internal 
quality assurance systems in Portuguese higher education institutions and suggestions 
for guiding principles for the architecture of institutional audit model. This proposal was 
publicly discussed with bodies representing various sectors of higher education and a 
significant number of institutions that requested such a discussion. Following the 
consultation process, the Agency adopted a set of reference points (open standards), 
formulated in terms of statements that characterise a well-established internal quality 
assurance system in line with European standards and guidelines and applicable legal 
requirements12. The process acronym is ASIGQ standing for Auditing Internal Quality 
Assurance Systems. Its implementation started on voluntary basis in 2012 (Santos, 
2011, p. 98). ASIGQ model is based on six basic settings or parameters that a HEI 
must have in place when designing an IQAS: strategic planning (1); development of 
organisational structures (2); leadership (3); involvement of all internal stakeholders 
(4); involvement of external stakeholders and partners (5); an information system (6). 
The originality of the Audit model of A3ES lies in the inclusion of three extra standards 
beyond the seven standards of ESG 2005. These are research and development, inter-
institutional collaboration and internationalisation.  

There can be no prescriptions for IQAS; ESG are, as Harvey formulated, “means of 
evaluating the outcomes” (Harvey, 2008 a, p. 80) or guidelines and QAAs are aware 
of the risks of misemploying ESG. “… having guidelines might make institutions focus 
only on the ESG and ignore ‘good’ traditional quality assurance practices. An 
overemphasis on compliance with the standards, rather than treating the ESG as 
advisory, may lead to a tick-box mentality, with institutions becoming ‘slaves to the 
ESG’ instead of being creative in their development of quality assurance.” (idem, p. 
82) 

This Guide aims at supporting HEIs in developing IQAS. Taking into account the results 
of the survey initially conducted by the four partner countries, HEIs are familiar with 
ESG and have not significant difficulties in applying them. Notwithstanding the general 
acceptance and adoption of ESG, there is much room for improvement. The results of 
several workshops that took place during the first training event of the EIQAS project 
also added relevant contributions to the country and cross-country reports based on 
the survey and to the development of this Guide, in what concerns the general 
framework. The main conclusions of the survey and the workshops can be summarised 
as follows13. 

All HEIs should adopt formal, written and published procedures for the design and 
approval of programmes. HEIs should adopt a strategic approach in terms of 

																																																													
12	http://www.a3es.pt/sites/default/files/Manual_for_Audit_Process.pdf	
13	www.eiqas.com	
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programme design: internal and external stakeholders should be included in the 
process. Internal stakeholders should be represented not only by the teaching staff 
and students, but also by administrative staff. What concerns external employers, 
special attention should be devoted to alumni, the majority of whom are familiar with 
the university and its programmes and the current situation in the labour market. A 
crucial aspect is the involvement of external stakeholders in the process of programme 
design and approval. The issue of employability should be taken into account when 
adopting this kind of a strategic approach. Definition and validation of intended learning 
outcomes represent a vital part of internal quality assurance systems. HEIs should 
become aware of the fact that establishing intended learning outcomes represents ‘a 
promise’ to the students and HEIs must ensure that the intended learning outcomes 
are achieved. Recognition of formal and informal learning should be improved in line 
with the implementation of the European and National Qualifications Frameworks. 
Internationalisation should be considered as part of the ESG implementation.  

However, many difficulties are observed when it comes to involving external 
stakeholders and in some cases the distance between HEIs and those external 
stakeholders can be too long. A mismatch between HEIs and external stakeholders 
can take place at different levels: those actors have different aims, different timeline 
and they speak different languages. There is a need for appropriate ‘wording’ to 
overcome this problem and attain effective communication between HEIs and all 
stakeholders involved. Lack of understanding of the objectives is a critical issue here; 
intended learning outcomes should encompass all three aspects; knowledge, skills and 
competences obtained, and not merely focus on acquired competences.  

A combination of top-down and bottom-up approaches should be used. HEIs should 
raise stakeholders’ awareness of the importance of their participation in the process. 
Effective communication and providing feedback to all stakeholders involved are 
crucial to ensuring successful closing of the ‘quality circle’. Formal and informal 
approaches should be used when involving external stakeholders.  

As for further interpretation of the ESG, all stakeholders should be aware of the fact 
that the set of standards is not a ‘checklist’ or a compliance exercise to be performed. 
Therefore, the methodology referring to the implementation of a given standard should 
be explained to them at different stages, ranging from the design to the review or 
regular monitoring of a programme. In terms of providing ongoing and regular 
monitoring and review of programmes, the diversity of various scientific disciplines 
covered by the programmes at a given HEI should be taken into account. 

Some good practices have been described both in the survey and during the 
workshops. For example, a business school (a school of banking) has established a 
quality committee composed of internal and external stakeholders who are invited to 
propose changes and inform the HEI about types of skills needed in the labour market. 
A university of life sciences has developed software, thanks to which external 
stakeholders (employers of graduates) and students can propose changes and future 
improvements. 
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In the subsequent chapters, the 2015 European Standards and Guidelines will be 
discussed one by one and the following aspects will be analysed: description of the 
standard, concept, scope, best practice examples and other support for IQAS design. 
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4. Part 1 of the ESG in Internal Quality Assurance author: Izabela Kwiatkowska-
Sujka, PKA  

This (main) chapter is structured according to ESG Part 1; each section includes a brief 
introduction to a given standard, description of general concept, with placing emphasis 
on practical approach, as well as challenges and best practices. Special attention is 
paid to the most challenging aspects of ESG as identified in the Survey on ESG Part 
1, during the Training Seminar for HEIs in Warsaw held in June 2015, and during two 
Training Events for Experts in Ljubljana (students) held in December 2015 and in 
Lisbon (QA experts) in January 2015. The authors of each section represent different 
perspectives on quality assurance, i.e. internal and external one, as they come from 
HEIs and QAAs. Besides, by carefully choosing the authors, we tried to reflect on the 
EIQAS project partnership and present general perception of standards as surveyed 
during the project course. Building intercultural common understanding of the ESG 
among users was crucial in the process of developing Guide to IQA and enormous 
effort was made to avoid any impact of national context and legislation on the ESG 
interpretation. The Guide is in line with the ESG key goal, which is to contribute to 
common understanding of quality assurance in learning and teaching processes 
across borders. Some of the most challenging standards for HEIs nowadays (e.g. SCL) 
were entrusted to persons from HEIs in order to emphasise the mutual learning 
process. There is no “should” concept in the Guide to IQA, the authors only tried to 
pass their own internal quality assurance experiences, as well as knowledge gathered 
within project activities. The Guide focuses on the transfer of information on best 
practices, wherever they were identified.  

The ESG revision in 2015 was caused by the general need and expectations to 
describe some aspects in more detail, to increase the clarity of terminology and to 
remove some language ambiguity. Similarly to previous version, the ESG 2015 
consists of three parts: Part 1. Standards and guidelines for internal quality assurance, 
Part 2. Standards and guidelines for external quality assurance and Part 3. Standards 
and guidelines for quality assurance agencies. These three parts are interlinked 
together and lie the foundation for European quality assurance framework. 

 The revised ESG underline the following purposes: 

Ø ‘They set a common framework for quality assurance systems for learning and 
teaching at European, national and institutional level; 

Ø  They enable the assurance and improvement of quality of higher education in 
the European higher education area;  

Ø They support mutual trust, thus facilitating recognition and mobility within and 
across national borders; 

Ø  They provide information on quality assurance in the EHEA.’  
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As compared to other parts of ESG, Part 1 featuring standards and guidelines for 
internal quality assurance was changed substantially, which affected daily work of 
some HEIs and QAAs acting in the European Higher Education Area and those 
responsible for internal quality assurance processes. The recent changes of ESG 
acknowledged the need for further supporting HEIs in the process of integrating certain 
new issues into internal processes with respecting their diversified character, 
expectations and needs.  

As concerns the revised ESG 2015, the results of the EIQAS survey on ESG Part 1 
show that further clarifications of individual standards and their popularisation is highly 
needed, as the majority of respondents still identify internal and external obstacles in 
applying revised ESG. 

 
Source: Cross-country report, 2015 

 

ESG 1.1. Policy for quality assurance 

Approximately 60%14 of the HEIs that responded to the survey that took place in the 
four countries have a published policy for quality assurance and external stakeholders 
were involved in both the development and implementation of the policy. In most cases 
quality strategic goals are directly incorporated by HEIs into strategic plans and they 
																																																													
14	No	of	Invited	HEIs	v.	No	of	Responding	HEIs	
Country	 Total	number	

of	HEIs	
Invited	HEIs	to	fill	in	the	
survey	questionnaire	

Percentage	of	invited	
HEIs	in	total	number	
of	HEIs	

Number	of	
responding	HEIs	

Percentage	of	
responding	HEIs	in	
total	number	of	HEIs	

Bulgaria	 52	 11	 21%	 11	 100%	
Poland	 431	 431	 27%	 116	 27%	
Portugal	 108	 108	 39%	 42	 39%	
Slovenia	 56	 9	 16%	 9	 100%	
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1.1	Policy	for	quality	assurance

1.2	Design	and	approval	of	programmes

1.3	Student-centred	 learning,	teaching	and	assessment

1.4	Student	admission,	progression,	recognition	and	…

1.5	Teaching	staff

1.6	Learning	resources	and	student	support

1.7	Information	management

1.8	Public	information

1.9	On-going	monitoring	and	periodic	review	of	…

1.10	Cyclical	external	quality	assurance

None

In	your	opinion	which	of	ESG	1.1.	to	1.10	would	require	further	clarification	and/	or	more	
detailed	guidelines	(in	addtion	to	those	provided	by	ENQA	under	each	Standard)	to	be	

entirely	clear	and	easily	understandable	to	teaching	staff	and	students?
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do not develop separate documents for their quality assurance policy. Cooperation with 
external stakeholders shows an increasing tendency for the last few years and 
confirms the response of the HE sector to the labour market needs. This standard 
corresponds to the procedure for initiating, discussing, implementing and assessing 
QA strategy and or policy. The institution’s policy for QA must be visible and planed for 
all dimensions of HEIs operation (teaching, learning, research, collaboration with 
environment, strategic planning, involvement of internal and external stakeholders 
etc.). 

ESG 1.2. Design and approval of programmes 

The procedure for design and approval of programmes is not followed in all fields of 
study in all the HEIs of the four countries of the project. While the approval procedure 
does not generate a problem for respondents, the designing procedure is declared as 
a weakness. Nevertheless, the majority of programmes are designed in line with 
institutional strategies, mission statements and vision and refer to the National 
Qualification Framework. The involvement of external stakeholders in the procedure of 
design and approval still require more attention. External stakeholders include, for 
example, alumni, graduates, employers from the business or public sector, other 
business partners, mentors, etc. 

ESG 1.3. Student-centred learning, teaching and assessment 

Students are systematically involved in IQA activity, and student-centred learning, 
teaching and assessment is said to be well understood by HEIs all over the four 
countries. However, the actual implementation of this range of issues in the revised 
ESG should be more fully addressed. 

Fairness and consistency achieved through the procedure of student assessment was 
quite misunderstood by most HEIs and over 62% respondents decided to skip the 
question.  

ESG 1.4. Student admission, progression, recognition and certification 

Standard 1.4. addresses student’s life-cycle, from admission, to progression, 
recognition and certification. HEIs apply consistent regulations concerning student 
admission, recognition and certification in the four countries. At present, the 
development of regulation on the recognition of non-formal and informal learning pose 
a great challenge for the development of IQAs. The recognition of progression in joint 
programmes and foreign qualifications are the most critical issues in the frame of this 
standard. 

ESG 1.5. Teaching staff 

In the four countries participating in EIQAS project, teaching staff is assessed on a 
regular basis since, in some cases, it is required by national regulations. The remaining 
activities which include professional development opportunities provided to teaching 
staff, incentives to encourage the professional development of teaching staff, 
incentives to encourage the use of new technologies in teaching, or mechanism for 
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rewarding teaching achievements vary greatly among units and fields of study. The 
main problem is linked to the regular monitoring of teaching staff satisfaction. 

ESG 1.6. Learning resources and student support 

The implementation of ESG 1.6. varies greatly among different fields of study and units 
through the four countries. At present, all of responding HEIs provide academic, 
financial and personal advice to students. Besides, they have in place a mechanism 
for informing students about the support and services available.  At the same time there 
are still HEIs which declare that they do not have a mechanism for assessing the 
adequacy and accessibility of learning resources or student support, or do not have in 
place procedures to ensure that administrative staff is properly qualified to deliver 
support services. 

ESG 1.7. Information management 

The majority of HEIs have a formal mechanism for analysing and using data collecting 
for quality assurance enhancement purposes e.g. key performance indicators, profile 
of the student population, student progression, success and drop-out rates, students’ 
satisfaction with programmes, etc. It shows a fairly good observance of standard 
requirements by HEIs.  

ESG 1.8. Public information 

HEIs in the four countries provide full information about the programmes they offer, 
including admission criteria, full curricula, syllabuses etc. However, some of them 
declare that some legal requirements (data protection law) might hinder public 
information activities.  

ESG 1.9. On-going monitoring and periodic reviews of programmes 

Standard 1.9 is strongly linked with Standard 1.2. The most important critical issue is 
also the involvement of the external stakeholders in the on-going monitoring and 
periodic reviews of programmes all over the four countries. 

ESG. 1.10. Cyclical external quality assurance 

According to the HEIs of the four countries the external evaluation methodology of 
quality assurance agencies could be improved in the aspect of the criteria and 
methodology of assessment, time and quality-related costs, trainings of experts as well 
as further support and consultancy. The complex and multi-area impact study on 
influence of EQA on IQA could improve the knowledge of quality assurance agency 
and its adjustment to relevant expectations and needs. 

The results of the survey and need expressed by HEIs for further support in IQA 
enhancement should imply the activities at the national level (policy makers, QA 
agencies, conferences of rectors) as well as at European level (ESU, EURASHE, 
ENQA etc.). 
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4.1. ESG 1.1: Policy for quality assurance authors: Izabela Kwiatkowska Sujka & 
Mieczysław W. Socha, PKA 
 

Standard: 
Institutions should have a policy for quality assurance that is made public and 
forms part of their strategic management. Internal stakeholders should develop 
and implement this policy through appropriate structures and processes, while 
involving external stakeholders (ESG 2015, 11). 
 
 “Quality doesn’t happen by accident (…)” 
    Deming 
 

Despite vivid discussions, the concept of quality is still problematic nowadays. Quality 
itself can have different meanings and interpretations for both HE providers and its 
recipients. According to Vroeijenstijn (1995), it is a waste of time to look for a definition: 
quality is a matter of negotiations between all parties concerned. All different voices 
are valid, but none of them can be the only legitimate say to be obeyed.  Similarly, the 
idea of internal quality assurance (policy, system, processes) may raise some 
concerns, especially when discussed in such a diverse environment as (international) 
higher education. It has to be remembered that every country has its own, independent 
and fully autonomous supervision over the higher education sector, which includes 
policy making and setting legal regulations with regard to internal quality assurance 
standards. As a result, every HEI is responsible for the quality of education and 
responds to stakeholder expectations. HEIs should ensure that they deliver high quality 
education that meets their environments’ needs. This requires a management 
approach that focuses on the quality of organisation and is based on the participation 
of all stakeholders in order to satisfy their expectations and aims. Moreover, quality 
assurance is a process that involves building and maintaining the infrastructure and 
systems necessary to consistently ensure the delivery of quality products and services. 
Looking from a different perspective, quality assurance can be treated as a 
management tool, which guarantees that the added value the organisation wishes to 
achieve in response to the requirements and needs of its stakeholders is realised in 
the most effective and efficient way and is continuously improved (Bollaert, 2014). 
Some HEIs still perceive the process of quality assurance integration with its strategic 
management as a challenge. However, it is essential to ensure that quality assurance 
systems fulfil their goals and are stakeholders-oriented. 

Therefore, quality assurance policy can be defined as an element of a HEI’s strategy, 
which pertains to the operation, development and improvement of a quality system. It 
includes declarations concerning the application of standard requirements, consistent 
improvement, allocating resources that are indispensable for the development of a 
resource system, identification and meeting the stakeholders’ needs and expectations, 
and goals set by an internal quality assurance system. 
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A quality assurance policy may include information on the potential involvement of 
internal and external stakeholders, their requirements, and staff’s in-service training 
system. It is a document that is made public and published. Making the document 
available to a broad public is a clear commitment on the part of a HEI to systemic 
improvement in terms of quality assurance. Plans concerning the tasks related with 
quality assurance policy constitute the basis for making the HEI’s units and the HEI 
itself accountable to its social environment. 

Quality assurance policy forming a part of a quality assurance strategy plays several 
roles in a higher education institution. First of all, it forms the basis for a HEI’s 
leadership to set the goals and tasks forming part of individual processes and serves 
as a framework for maintaining and improving the organisation’s objectives and 
services.  

Well defined and communicated quality assurance policy allows the staff to better 
understand the mission and strategy of the organisation’s operations, along with its 
goals and tasks. It also defines owners of all the processes responsible for its 
implementation. 

Also from stakeholders’ point of view, a well-defined quality assurance policy is a 
declaration made to them when they buy an education service, which specifies why 
you can believe that the institution strives at meeting their needs and expectations. 
Thus, such a policy reinforces a positive image of a HEI in the eyes of stakeholders 
and society and boosts its credibility. 

Summing up, the general function of quality assurance policy is to support the 
implementation of the main strategic goals of a HEI. Among other, its implementation 
should promote the quality of education, improve the reputation of a HEI, boost its 
competitiveness on the education market, and provide conditions for meeting the 
expectations of the HEI’s strategic stakeholders and observing external regulations on 
education quality. 

In contrast to the previous version of ESG 2005, the revised Standard 1.1. states that 
quality assurance policy should not only take into account teaching and learning 
processes, but also should combine it with research and HEI’s social activities. It is no 
longer limited to teaching and learning processes, but also covers research and 
emphasises the natural synergy effect among those three elements. It might be truly 
challenging for HEIs to cover all aspects under one roof, since EIQAS survey on ESG 
Part 1 has shown that quality assurance policies focus mainly on teaching and learning, 
while research is treated separately.  

The starting point for designing a decent quality assurance policy is understanding its 
terminology by all participants of the process. The process of designing a quality 
assurance policy should be preceded by a thorough analysis of the mission and vision 
of the HEI, as well as its main strategic goals and expectations of internal stakeholders 
and HEI’s environment (see Figure 1). The stakeholders can be considered as the 
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primary source of information on what the service should look like. Through 
communicating with stakeholders, a HEI needs to define the expectations and set up 
quality targets. The success of quality assurance policy relies on its fitness for purpose 
and at the same time on combining top-down and bottom-up approaches, which could 
be a kind of compromise among leading directions and possibilities to achieve them. 
A good QA policy should also reflect the values and beliefs that are shared among the 
HE stakeholders. 

 

Figure 1 Development of quality assurance policy 
 

 
To make the process of developing a quality assurance policy more effective, a HEI 
should obtain answers on the following questions:  

 

 

 

 

 

 

 

 

 

 

 

 

It is worth mentioning that a well-designed quality assurance policy should be context-
sensitive (Sursock, 2013), should reflect the specific character of a given HEI, 
education it offers and results it obtains. In the process of designing a quality assurance 
policy, HEIs should take into consideration not only their ambitious goals, but also their 

Mission
Vision

Strategy
QA	policy

Quality	goals

Processes

EXPECTATIONS	

OUTCOMES	

WHAT?	/e.g.	What	would	we	like	to	achieve?	What	are	the	internal/external	requirements?	What	
are	stakeholders’	 expectations	and	needs?	What	areas	would	we	 like	 to	cover?	 	What	 is	 truly	
important	for	us	(academic	tradition/quality	culture/competition)?	What	makes	us	different	from	
the	others?	What	are	the	great	value	for	us	in	teaching	and	learning	process?		What	are	the	most	
pressing	problems?	etc./	

WHY?	/e.g.	Why	would	we	like	any	change?	Do	we	need	any	change/improvement?		Why	we	need	
any	proof	of	improvement?	etc.	/	

HOW?	/e.	g.	How	would	we	like	to	achieve	it?	Do	we	have	relevant	resources?	How	would	we	like	
to	achieve	enhancement?		How	do	we	measure	the	improvement/enhancement?	How	to	involve	
stakeholders	into	internal	quality	assurance?	How	to	foster	discussion	on	quality	improvement?	
etc./	

WHO	 ?	 /e.g.	 Who	 would	 be	 responsible	 for	 planning,	 monitoring,	 assessing	 and	 further	
improvement/enhancement	of	quality?/		
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capability to deliver obligations with the use of available (human) resources, 
infrastructure, development potential and financial means. 

It is also of paramount importance to commit all internal and external stakeholder 
groups to all the stages of a quality assurance policy development, implementation and 
evaluation. A well-structured quality policy serves as an expression of quality-related 
aspirations of a given organisation and of its values and quality-related approaches. 

Therefore, a QA policy should be designed in such a way so that it commits a HEI’s 
stakeholders to the implementation of adopted quality standards. Raising internal 
awareness of quality issues can be realised by committing individuals responsible for 
various aspects of the education process and representatives of all stakeholder groups 
at individual structural units of the system. 

There are still some controversies among academics related to the adaptation of the 
management approach to quality assurance processes at a HEI. In order to bring a QA 
policy closer to the academic tradition and culture, it should be consistent with basic 
rules governing the academic life, such as: academic freedoms, collegiality and co-
responsibility, creativity and innovativeness of teaching and learning, transparency and 
openness of institution’s operations, its social responsibility and economic 
effectiveness. Just as it is the case with the industry sector, in the area of quality 
assurance in higher education it is not possible to clearly state what is acceptable and 
what is not. Nevertheless, such a reflection would contribute to building credibility of a 
given HEI.  

Setting quality-related goals is certainly the most challenging tasks. According to 
Schneidermann, experiences of people who set goals and those who meet them are 
almost universally frustrating. There are a lot of quality-related tools that can be used 
in the process of describing goals: SMART15, fishbone diagram16 SWOT analysis17, 
etc. There is also no simple answer to the question how many quality goals should be 
distinguished by a HEI in the design process: three, five or more? Advice on this 
subject varies widely. Nevertheless, everyone agrees that quality goals should be clear 
(address a specific objective of the strategic plan), realistic (achievable) and 
measurable (indicate how much progress is required). Clearly defined goals provide 
the framework for HEI’s accountability and enhancement. Moreover, they can facilitate 
communication between HE authorities and academic staff on quality issues and may 
keep staff engaged, since everyone knows what is expected from them.  Furthermore, 
quality goals lay the foundation for monitoring, assessing and enhancing quality within 
a HEI. On the basis of a QA policy and clear quality goals, every HEI can choose 
adequate methods and tools for assuring expected quality levels during the process. 
They need to make quality assurance plans that aim at meeting the targets set. 

																																																													
15	SMART	–	is	the	method	which	is	used	for	creating	goals.	They	should	be	specific,	measurable,	achievable,	
relevant,	and	time-bound	
16	Fishbone	diagram	(Ishikawa)	–	cause	and	effect	analysis	
17	SWOT	–	planning	method	used	for	identifying	and	evaluating	the	strengths,	weaknesses,	opportunities	and	
threats	
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A desired result is achieved more efficiently when activities and related resources are 
managed as a process. A process in a HEI can be defined as a set of methods, 
procedures or activities that lead us to a particular result. It is important to identify, 
understand and manage interrelated processes as a system that will contribute to the 
organisation's effectiveness and efficiency in policy implementation in terms of quality 
assurance goals.  

At the same, the adoption of a strategy and a quality assurance policy included in it as 
the basis for an internal quality assurance system guarantees the consistency of goals, 
functions and tasks performed by the system with strategic goals of a HEI. Moreover, 
it ensures a relevant position of the system and relevant strategic and operational goals 
within the HEI’s structure.  

A quality assurance system is the way in which an organisation defines and achieves 
its quality goals. According to Bollaert, a quality assurance system can be defined as 
the total of all managerial approaches, tools and instruments aimed at guaranteeing 
the quality of an organisation and at its systematic enhancement. The main purpose of 
a quality system is to achieve, sustain and improve the quality. Since quality assurance 
is a continuing, systematic and multifaceted process, the system should form a cycle 
for continuous improvement and should contribute to accountability of the HEI. Among 
the most widely used tools for continuous improvement is a plan-do-check-act (PDCA) 
cycle, also known as the Deming Cycle. A successfully implemented quality assurance 
system will provide information to assure the HEI and wide public about the quality of 
HEI’s activities (accountability) and provide advice and recommendations on how to 
do it (enhancement). The link between these two aspects is crucial for HEIs. Therefore, 
quality assurance and enhancement should be interrelated (Newton, 2012). Continuing 
improvement of overall performance should be a permanent objective of any 
organisation. However, it should also be noted that the autonomy of institutions 
enhances their responsibility to select the management and quality assurance tools 
(Maassen and Stensaker, 2003). This means that each HEI should adopt its own 
managerial approach and implement a quality assurance system that are tailored to its 
needs.  Kettunen gives an example of a quality map as a useful tool to describe the 
main functions of a quality assurance system that helps to communicate its key aspects 
and requirements to HEI’s internal and external stakeholders. There is not a one for all 
model system that can be implemented in every institution and that can play the same 
role or meet all quality requirements. It is so because HEIs operate in different 
environments. In some cases, a similar result can be achieved without the introduction 
of advanced quality assurance systems that correspond to individual institution’s 
character, mission and stakeholders’ expectations. 

A significant role internal quality assurance plays is to influence and support the culture 
of a given institution. A quality-driven organisation values quality features that the 
system measures and strives for continuous improvement. Through its commitment to 
quality assurance processes, staff is ready to take responsibility for qualitative 
outcomes. Internal quality assurance supports the development of quality culture, in 
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which all internal stakeholders assume responsibility for quality and engage in quality 
assurance at all levels of the institution (ESG, 2015).  

A very important success factor is to plan and conduct complementary activities related 
to systematic updating and improvement of quality assurance policy, in which all 
stakeholders should be involved. 

A quality assurance policy is a document that can be amended. You should take into 
consideration the dynamically changing internal and external conditions that can have 
a significant impact on changing the approaches to quality-oriented activities. 

Any HEI’s quality assurance policy should indicate that it aims at a systematic 
improvement of education quality and its outcomes. The ultimate goal should be to 
create quality culture environment. Critical reflection over the achieved results should 
be the essence of evaluation and changes in a quality assurance policy. A quality 
assurance policy should feature a calendar of periodic (at least once a year) reviews 
of its objectives and applied solutions and tools. It can be of use to stage a review or 
an internal audit of quality assurance policy and internal quality assurance system.  

In order to promote quality culture, a quality assurance policy should feature consistent 
quality assurance standards and their consistent and fair evaluation. This is why the 
improvement of a quality assurance policy should be evolutionary (unless external 
regulations call for radical changes) and does not necessarily stand for simultaneous 
improvement of its all areas. Such an approach would prove infeasible because of high 
costs and the resistance of the environment.  

The main challenges to the implementation of a given standard include: 
Ø Placing accountability and enhancement under one roof of internal quality 

assurance; 

Ø Tailoring internal quality assurance systems to the needs and expectations of 
stakeholders; 

Ø Designing clear, realistic and measurable quality goals; 

Ø Developing quality culture that is visible at all levels and embedded in academic 
tradition; 

Ø Involving external stakeholders is pivotal for the development and 
implementation of quality assurance policy; 

Ø Complex and flexible structures for quality assurance and management; 

Ø Resistance of academic staff to be involved in quality assurance; 

Ø Fostering internal discussion on quality assurance across a HEI; 

Ø Developing common quality-taxonomy among all stakeholder groups; 

Ø Overcoming prejudice towards cooperation with external stakeholders; 

Ø Operationalisation of quality assurance policy; 
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Ø Regular monitoring of quality assurance policy implementation. 

In relation to a given standard, some best practices could be identified: 
Ø HEIs mission, vision and strategy clearly linked with the quality assurance 

policy;  
Ø The monitoring of the strategy accomplishment interconnected with the 

observance of the implementation of a quality assurance policy; 
Ø Internal audits of internal quality assurance systems; 
Ø Cyclical evaluations in order to find 3-4 main improvements, as success stories; 
Ø Regular reporting including action plans and expected results as a form of 

continuous improvement; 
Ø Quality Assurance Week – as an example of improving awareness about quality 

assurance policy (open door policy for internal and external 
students/stakeholders, feedback on surveys); as a way to support quality 
culture. (The Jagiellonian University, http://www.tjk.uj.edu.pl/); 

Ø Exchange of best practices by University members specially focused on quality 
assurance procedures (University of Ljubljana https://www.uni-
lj.si/o_univerzi_v_ljubljani/kakovost/projekt_kul/ ). 
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4.2. Standard 1.2. Design and Approval of Programmes author: Madalena 
Fonseca, A3ES 

Institutions should have processes for the design and approval of their 
programmes. The programmes should be designed so that they meet the 
objectives set for them, including the intended learning outcomes. The 
qualification resulting from a programme should be clearly specified and 
communicated, and refer to the correct level of the national qualifications 
framework for higher education and, consequently, to the Framework for 
Qualifications of the European Higher Education Area (ESG 2015, p. 11) 
 
The general idea of the design and approval processes is such that they should assure 
that programmes meet the expectations concerning quality and appropriate academic 
standards and that the programmes offered to students provide available learning 
opportunities, which enable the achievement of intended learning outcomes. 

The overall process of designing and approval might consist of different phases that 
vary greatly depending on HEI’s needs, structure, size and culture. The most common 
stages include activities in the area of planning, designing, developing, validating as 
well as approval, however, every HEI decides for itself how to assure the quality and 
relevance of its study programmes in the best way and which combination of process 
stages is the most suitable and relevant.  

It should be stressed that ESG 2015 provide some key attributes of programmes that 
might influence HEIs’ approaches to the design and approval processes taking the 
national contexts and diversity of programmes offered into account. However, the 
process should move towards the clarification of the concept of the programme 
and show its link with institutional strategy. Besides, in the process of 
programmes’ design clear objectives and explicit intended learning outcomes 
should be distinguished. The programmes that are measured by defined students’ 
workload (e.g. ECTS) should ensure the achievement of intended learning outcomes 
and adequate qualifications referring to the adequate level of Qualifications 
Framework.  

ESG 2015 also implicitly emphasise that programmes might benefit from close 
involvement of stakeholders, not just from the assessment of their delivery, but also 
from the initiation/development of the programme idea and its rationale. Close 
cooperation with all stakeholders at the planning stage brings opportunities for stronger 
partnership aimed at programme delivery and its assessment. Moreover, in a wider 
sense it enables the transfer of newly acquired knowledge/skills to the workplace. 
Nowadays, there are a lot of theoretical and practical benefits of collaboration and 
stakeholder involvement in the development of programmes, such as building trust 
through informal and formal communication processes, providing learning 
opportunities both to the management team and stakeholders themselves, capacity 
building and enhancing responsibility for programme delivery, reducing negative 
impact on programme delivery, generating sense of ownership, providing perspective 
on what will be considered credible and high quality, etc. Taking into account the 
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aforementioned benefits it seems vital for HEIs that collaboration with stakeholders 
should not be limited to opinion surveys, but it should follow more active approach in 
the process of programme development. Various stakeholders can be engaged for 
different purposes and at different phases of planning and implementation.  

Based on the results of the survey conducted as part of the EIQAS project 
(Kwiatkowska, Fonseca, Subic, Shopov, 2015)18, almost all responding HEIs have in 
place formal procedures for the design and approval of programmes, however, 78% of 
responding HEIs operate a formal procedure for designing programmes in all fields of 
study, while 85% of HEIs operate a formal procedure for the approval of programmes 
in all fields of study. The procedure for the design and approval of programmes is not 
observed in all fields of study in all the HEIs of the four project countries. While the 
approval procedure does not generate a problem for the respondents, the design 
procedure is declared as a weakness. Nevertheless, the majority of programmes are 
designed in line with institutional strategies, mission statements and vision and refer to 
National Qualifications Framework.  

The definition and development of intended learning outcomes are the most 
problematic aspects of this standard. Besides, the involvement of external 
stakeholders in the  design and approval procedures still requires more attention. 
External stakeholders include, for example, alumni, graduates, employers in the 
business and public sector, other business partners, mentors, etc. 

In order to provide some guidelines to HEIs and experts, certain questions have been 
asked: 

 
Ø Who is involved in designing, approving and implementing your QA 

procedures? What is the procedure?  
Ø How are stakeholders involved in the design of the programme? Any examples? 
Ø How is the LOs concept implemented? How do you check the alignment of ILOs 

with NQF and EQF? How does the institution relate the learning outcomes to 
the National Qualifications Framework? How do you verify the achievement of 
ILOs? 

Ø Why and when do you decide to launch a new programme? 
Ø How are the programmes linked to the labour market needs, social needs, 

development of scientific disciplines? 

																																																													
18	No.	of	Invited	HEIs	v.	No.	of	Responding	HEIs	
	
Country	 Total	number	

of	HEIs	
HEIs	invited	to	fill	in	the	
survey	questionnaire	

Percentage	of	invited	
HEIs	in	the	total	
number	of	HEIs	

Number	of	
responding	HEIs	

Percentage	of	
responding	HEIs	in	
the	total	number	of	
HEIs	

Bulgaria	 52	 11	 21%	 11	 100%	
Poland	 431	 431	 27%	 116	 27%	
Portugal	 108	 108	 39%	 42	 39%	
Slovenia	 56	 9	 16%	 9	 100%	
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Ø What is the system of identification of achieved learning outcomes (only 
teachers, external examiners ….)? 

Ø How do you validate the learning outcomes? (Both intended and achieved 
learning outcomes). 

 

Referring to Standard 1.2 (Design and Approval of Programmes), the following issues 
were identified by various stakeholders as the most important/crucial parts of the 
standard having a potential impact on the quality/developing quality culture by the 
HEIs: 

Ø All HEIs should adopt formal, written and published procedures for the design 
and approval of programmes.  

Ø HEIs should adopt a strategic approach in terms of programme design that 
includes the following most relevant issues: 

o Internal and external stakeholders should be included in the process. 
Internal stakeholders should be represented not only by teaching staff 
and students but also by administrative staff. What concerns external 
employers, special attention should be devoted to alumni, the majority of 
whom are familiar with both the university and its programmes and the 
current situation in the labour market. A crucial aspect of the standard is 
the involvement of external stakeholders in the process of the design and 
approval of programmes aimed at the definition of intended learning 
outcomes.  

Ø Employability should be taken into account when adopting this kind of strategic 
approach. The definition and validation of intended learning outcomes represent 
a crucial part of the aforementioned standard.  

Ø HEIs should become aware of the fact that establishing intended learning 
outcomes represents ‘a promise’ to the students and HEIs must ensure the 
achievement of intended learning outcomes.  

Ø Recognition of  formal and informal  learning should be improved in line with the 
implementation of the European and National Qualifications Frameworks. 
(Although this issue is partly related to Standard 1.4).  

Ø Internationalisation should be considered a part of the standard and can be 
considered as a missing topic. 

Ø A cyclical link should be established between Standards 1.2 and 1.9. 

The main challenges to the implementation of a given standard include: 
Ø Over-regulation and frequent changes of national legislations; overwhelming 

bureaucracy and lack of autonomy of HEIs are regarded as the main obstacles 
in some countries.  

Ø Difficulties with the definition and validation of intended learning outcomes and 
difficulties with involving external stakeholders are also relevant. There is a 
distance between HEIs and external stakeholders at different levels. They have 
different aims, different timelines and they speak different languages. It is not 
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only perceived in a sense of real distance, but also as cultural and 
understanding difference. Both groups communicate in  different languages and 
it is necessary to develop a common understanding. There is a need for 
appropriate ‘wording’ to define L.O. as HEIs and external stakeholders ‘speak 
different languages’. 

Ø Random design of the programmes without internal consistency between 
course design can form a barrier. 

Ø Effective communication between HEIs and all stakeholders should be 
enhanced; 

Ø HEIs should establish a cyclical link between Standard 1.2 and 1.9 (to obtain 
relevant feedback). 

In relation to a given standard, some best practices could be identified: 
Ø Involving key internal (students) and external (e.g. alumni, future employers…) 

stakeholders in the design process. HEIs must clearly define the role of internal 
and external stakeholders in the process. 
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4.3. ESG 1.3.  Student centred learning, teaching and assessment author: Vanja 
Perovsek, University of Ljubljana 

Standard: 
Institutions should ensure that the programmes are delivered in a way that 
encourages students to take an active role in creating the learning process, 
and that the assessment of students reflects this approach. (ESG 2015, 12) 

 

This chapter is intended to support higher education institutions in establishing and/or 
developing their own student-centred learning (SCL) approaches and policies. In 
addition to mapping the SCL, its intention is to point out some dangers and limitations 
when introducing SCL, and especially to raise awareness of both the institutions and 
the external evaluators when evaluating the SCL as one of the ESG requirements. 

“Student-Centred Learning represents both a mindset and a culture within a given 
higher education institution and is a learning approach which is broadly related to, and 
supported by, constructivist theories of learning. It is characterised by innovative 
methods of teaching which aim to promote learning in communication with teachers 
and other learners and which take students seriously as active participants in their own 
learning, fostering transferable skills such as problem solving, critical thinking and 
reflective thinking.” (ESU&EI 2010, 5) 

SCL gained momentum in higher education policy at European level especially within 
the Bologna process. It is regarded as a welcome paradigm shift from traditional 
teacher-centred teaching and learning, as well as an answer to increasing 
diversification of student population.  

The bologna process communiques supported the shift towards SCL and the 
commitment to establishing conditions fostering SCL (Leuven Communique 2009; 
Bucharest Communique 2012). Subsequently, the importance of SCL was reaffirmed 
by including the SCL in renewed version of the ESG (2015) as Standard and guideline 
1.3 (Student-centred Learning, teaching and assessment). 

Higher visibility and priority of SCL and L&T on the European HE agenda is important 
since it brings the attention to the study process and possible improvements of it. In 
addition, higher visibility brings much needed funding to support this complex paradigm 
shift. 

SCL as a goal is thus a welcome opportunity to rethink the study process and identify 
the desired paradigms and goals in this area, so the HEIs can then support the shifts 
with awareness, working long-term towards this goal.  

However, the fact the SCL was included into the ESG (2015) as one of the standards 
and guidelines raises questions to the level of awareness in European HE policy 
regarding the complexity of this paradigm shift.  

On one hand supporting well-thought-through paradigm-shift towards SCL (e.g. 
support to the teacher trainings, raising the awareness, inciting students towards 
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autonomous learners) is a very good opportunity to make the study process more 
meaningful for both the students and the teachers. In addition, it is an opportunity to 
invite more teachers and students into such paradigm. 

On the other hand, since SCL represents both “a mindset and a culture within a given 
HEI” (ESU&EI 2010, 5), the SCL cannot (or should not) be prescribed as a standard. 
A culture within a given institution is very stable, it develops through time as the 
organisation faces and learns from challenges (Schein 2010, 18). Thus the standards 
demanding the change of the culture are revealing lack of awareness about the 
complexity of such cultural shift.  

Thus inclusion of the SCL into the ESG (2015) is an example of mechanistic change 
paradigm, regarding study process and teachers (and HEIs) as something that needs 
fixing (Lewis et al. 2008, 11–32). The examples of such approaches include even ideas 
about possible inclusion of SCL into the legislation, hoping that would “force” some 
reluctant and rebellious teachers to finally change. However, forcing the cultural 
change is very seldom successful – similarly to Sursock (2006) emphasising that 
“Evaluation approaches that are based on standards, quantitative methods, set of 
criteria, or checklist will not improve quality meaningfully”.  

The mechanistic change paradigm is additionally suggested in perception of SCL as 
needing to be a continuous improvement of the learning experience of students (ESU 
2015, 6). This is a typical misconception when attempting QA in HE, however it is 
especially inappropriate way to perceive L&T process. Viewing the HEI and the 
teaching and learning as a learning community, as a living system (Lewis 2008, 32) 
would mean growing, evolving of L&T (including abandoning some attempts when 
appropriate), outside of the goal of continuous improvement of learning experience, 
which is suggesting a paradigm of “never-good-enough”.     

Hodkinson (2007, 424) is on one hand emphasizing the overlooked stability of learning 
cultures, stating the significant cultural change often happens slowly (e.g. shift in 
expectations about students in English education – from passive recipients to more 
active participants). On the other hand, since there are so many influences on learning 
cultures, the cultural shift is likely, however varies in significance and intensity (ibid. 
424). 

Thus when HEI is attempting changes and shifts towards SCL, it is important not to 
resort to standardisation, recipes, copying of “good” practices, checklists and solely 
qualitative methods. This is even more important when it comes to evaluating “the 
presence” of SCL.  

For example, enhancement oriented approach like “critical friend” where teachers are 
giving each other feed-back on how to improve the study process might be very 
successful in stirring some changes, however trust-building is a very crucial part of the 
approach. In case the feed-back would be used in formal HRM procedures, this very 
promising approach can turn into fear-inducing and trust-eroding mechanism.  
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The alternative approach would be regarding SCL as an opportunity for learning 
experience for the HEI, which could influence the shift in culture, since a meaningful 
learning/social experience is crucial for the development of organisational culture 
(Schein 2010, 14–22) as well as its changing.  

Even if this kind of learning experience for the HEI might be driven by the priority of 
SCL, being included in ESG as a standard it should not be prescribed, how the SCL 
should look like at the given HEI.  

The HEIs would benefit from engaging into a reflective process when attempting to 
influence the existing culture to shift towards a more SCL culture.  

For example, developing (and/or renewing) institutional policy about learning and 
teaching can be an opportunity for such reflective learning/social experience, in case 
it is tackled as a reflective and participatory process. This way it could act as trust-
building exercise, making the shift towards SCL possible and also meaningful for the 
institution.  

There is a need to rethink, what is SCL for the particular HEI (the meaning) and what 
are the goals regarding the learning and teaching (is it deepening the study process?, 
creating a learning community? empowering students and teachers? etc.). The 
respective HEI might call this SCL or perhaps engage into some other, perhaps similar 
paradigm. That is to say the evaluators should identify elements of SCL even if they 
are not named and promoted as SCL. The recognition of the concept and label of SCL 
should by no means be an indicator of the presence of SCL at a particular HEI.  

Ø When attempting to introduce or further develop institutional policy about 
learning and teaching, the following questions might be of help: 

Ø What is SCL for our HEI? Are there different understandings of SCL? Is there 
(some) shared understanding?  

Ø What concept of SCL do we find meaningful for our HEI? Why? What are the 
needs and the goals it can contribute to? 

Ø How could this kind of SCL influence our study process?  
Ø How could this kind of SCL contribute to the development of learning 

community at our institution? 
Ø What would the benefits of such SCL be?  
Ø How can we invite more teachers and students into the learning community? 
Ø What are the SCL approaches that are already present at the institution?  
Ø Which of these approaches could contribute to our institutional goals 

regarding L&T? 
Ø Why are some approaches working well in a study process? What are the 

values, success factors? Context? 
Ø Are there some initiatives we would like to upgrade to a broader context (e.g 

from one unit to the faculty)? 
Ø How can learning from these approaches contribute to an institutional-wide 

approach? What needs to be changed, adjusted, combined…? Is there a 
broader concept emerging and/or linking these approaches? 
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Ø How can we identify the core group to take the initiative forward? How do we 
invite a broader participation? 

Ø What are the roles and responsibilities in SCL (students, teachers, institution, 
and staff)?  

Ø How can we empower the students towards a more autonomous role in study 
process? 

Ø What knowledges, skills do we need to build up in teaching and non-teaching 
staff in order to be able to make the shift towards SCL? 

Ø How can the HEI create the space, the environment for SCL to take place? 
Ø What are  

o different factors (legislation, curriculum, skills, study area, resources 
(finances, time…)) 

o and levels (classroom, department, faculty, HEI) 
o influencing the capacity for change when it comes to shift towards 

SCL? 
o (or….”What kind of SCL can we develop, in relation to the available 

resources and capacity for change?”) 
Ø What are the pitfalls and possible misunderstandings about SCL? 

Imbalances to avoid in the responsibilities and the roles in SCL 
SCL approach has a lot of potential, when used together with critical reflection 
and in line with personal development and empowerment trends. However, it can also 
be a fruitful hosting environment for ideas like “every individual is solely responsible for 
his or her success”, perpetuating the stereotypes and inequalities in society. An 
example of this would be a “less academic” student choosing a “less academic” class, 
reinforcing both self-perception and the perceived differences between more and less 
“academic” classes (Hodkinson et al. 2007, 418).  

In case the HEI offers education solely fitting to skills and expressed interests of 
students, the social differences are preserved and reinforced, due to the social 
structure influencing the interests of the students. Thus the extreme adjustment to 
student’s feed-back and interest needs to be avoided in order to raise social 
cohesion (and to avoid worsening it by perpetuating the inequalities). Extreme 
adjustment to student feedback would negatively influence the social dimension. In 
addition, on a personal level it would not work towards students becoming autonomous 
learners, on the contrary, it would lead towards a one-way communication, combined 
with the teachers fulfilling the wishes. This kind of learner cannot be called 
autonomous. The one-way communication combined with extreme adjustment of study 
process would influence negatively mutual respect between students and teachers. 
Students and teachers do have different roles in study process, and the SCL can foster 
understanding of these different roles and function towards mutual respect, if the 
teachers are not expected to blindly follow the feedback of the students. 

Thus the SCL needs to engage and encourage students, lead them in their learning 
zone and not limit the learning to adjusting to expressed interests and needs.  
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SCL is supposed to challenge the growing perception of students as customers (ESU 
2015, 1) by regarding students as co-producers of knowledge, but in case SCL is 
reduced to the adjustments to students needs and interests, it strengthens the danger 
of turning students into customers, picking and choosing their way through the studies, 
focusing merely on getting the promised LOs, feed-backing as customers on the 
service and demanding the goods, not as partners, as part of learning community. Or 
even demanding the perfect tailor-made learning process to their needs. Thus the 
adaption to the diversity in the classroom should be a focus, one of the goals of the 
study process, however not the prevailing one.   

PASCL survey (ESU 2015, 28) shows students can only partially influence content and 
teaching methodologies, since student evaluations are taken into account only 
partially. Student evaluations are to be taken seriously, in study programme design, 
professional development and in shifting learning and teaching cultures at the HEI. 
However, they are not to be taken into account in an isolated way, without considering 
the many inter-related factors, of which some are mentioned in this chapter. Rather, 
the emphasis should be on trust-building and creating mutual understanding between 
students and teachers.  

In addition to the danger of shifting too much responsibility to students, it is important 
the teachers don’t get blamed or praised for students’ success. The SCL should not 
be understood as HEIs and teachers being responsible for the motivation of students, 
and subsequently for their success. However, the HEIs and teachers are responsible 
for creating the learning environment in which students’ motivation, self-reflection and 
engagement in the learning process is stimulated (ESG 2015, 12). 

Thus the HEI needs to search for answers to the questions: 

Ø What is the role of institution, of teachers and students, as well as other staff in 
SCL? 

Ø How to gradually prepare both students and teachers to develop a shared 
responsibility for the teaching and learning process? 

Ø How to create the SCL learning environment? What are the approaches, tools 
and mechanisms enabling, facilitating and enhancing SCL at our HEI? 

These questions are perhaps just one of the starting points when attempting to 
understand and shift L&T, or the learning culture. Hodkinson (2007, 417) in 
researching learning cultures finds the existing theorising about learning is 
unsatisfactory, pointing out the need for a more holistic approach and the problem of 
scale. A holistic approach would bring a successful theory of learning which would 
need to integrate both sides of three common dualisms: (1) the mind-body dualism, (2) 
the division between the individual and the social, and (3) the split between structure 
and agency. A holistic approach would bring a successful theory of learning which 
would need to integrate both sides of three common dualisms: (1) the mind-body 
dualism, (2) the division between the individual and the social, and (3) the split between 
structure and agency (structures do not simply contain the person, they are part of the 
person and operate through the person (Bourdieu & Wacquant, 1992). This kind of a 
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successful theory of learning would mean essential step in incorporating individual 
learners into a participatory understanding of learning, where participation entails doing 
and feeling, as well as thinking (ibid. 418).  

The problem of scale reveals why shifts in learning cultures, or a shift towards SCL as 
one of the possible shifts in learning cultures, are often hard to understand, as well as 
in practice often hard to manage or achieve. The largest scale might focus on the 
learning of one individual, the next scale down on the site of learning (might be a 
community of learning or not), decreasing the scale would bring focus to the whole 
organisation or activity system, finally it means looking at learning in relation to wider 
social or economic structures and power-relations, including globalisation (ibid. 418). 
Different scales bring in different and partial understanding of learning, which makes 
the often occurring lack of clarity about SCL more understandable. ESU (2015, 5) from 
the results of the survey concludes SCL is a notoriously vague notion, interpreted in 
many different and sometimes contradictory ways. 

The inter-relatedness of aspects influencing the HEIs’ shift towards SCL 
In addition to the above mentioned conceptual understanding of the complexity when 
it comes to learning, there are also practical aspects to be aware of. When attempting 
the paradigm shift towards SCL (or embedding the SCL paradigm deeper within the 
institution) we need to be aware of the interrelating factors when it comes to L&T on a 
very practical level, like:  

Ø The organisational culture and L&T culture at the HEI, the complexity of HEI, 
the capacity of HEI for change. 

Ø The level of freedom when introducing different approaches in L&T and the 
assessment (what is possible to change and where are the limitations set by the 
legislation, the programme accreditation etc.) 

Ø The need for balancing both the need for transparency and predictability of 
study process as well as the need for flexibility (adjustment to specific needs, 
fostering creativity and the initiatives of autonomous learners). 

Ø The resources available (What kind of more interactive study process is 
possible with the available teachers, equipment? What are possible 
alternatives?) 

Development of SCL at the institutional level 

The development of SCL is related to the governance of the HEI, the development is 
related to the development of participative leadership models – inclusion of different 
groups of employees and the inclusion of students into the decision-making processes 
(e.g. distributed leadership, service leadership, use of leadership models like 
sociocracy, holocracy). Which means including both students and employees into the 
governance. However, the shift of leadership model is a complex process. Although 
there is some reference to the need of finding context sensitive and appropriate 
solutions for the institution, its students and teachers (ESU 2015, 6) when introducing 
SCL, there is a danger of equating SCL with a flat organisational structure (ESU&EI 
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2010, 5). Flat hierarchy within HEI and student participation in decision-making can 
support the development of SCL, however it shouldn’t be equated with SCL. The 
evaluators should be aware of the difference between and of the complexity of both 
the SCL and of the existing organisational culture at the given HEI.  

Development of SCL at the study programme level 
SCL means careful consideration of the design and delivery of study programmes and 
the assessment of outcomes (ESG 2015, 12). 

In addition to considering SCL as a paradigm, it is useful to consider other approaches 
that aim at creating a learning community and regard students as autonomous 
learners, like transformative learning (Harvey 2009, 7), trialogical learning (Paavola 
and Hakkarainen, 2009 in Hodkinson et al. 2007, 416), approaches beyond cognitive, 
like situated learning (Cobb & Bowers, 1999), learning as participation (Sfard, 1998 in 
Hodkinson et al. 2007, 416).  

Masschelein (2013, 117–118) is proposing to rethink the roles of teachers and 
students, and to ask “how to turn a text, a virus or a river into a cause for thinking” by 
asking the following questions:  

Ø “How to design a scene in such a way that thinking proceeds in the presence of 
the issue or thing? 

Ø How to conceive of the scene of lecturing for example, its architecture (the inside 
and outside of the habitat), its technology of speech, its material way of bringing 
together students?  

Ø How to avoid a lecture or a seminar becoming merely a performance or a 
spectacle19, and make sure it remains a public act of truth telling? 

Ø How to construct a certain closeness or nearness (both spatially and 
temporally), in order to be able to think “in the presence of”? 

Ø How to get time and space to become concerned and engaged in the collective 
study? 

Ø How to use new information and communication technologies to provoke public 
thinking and collective study and to invent new pedagogic forms?”  

Pitfalls to avoid when attempting shift towards SCL or evaluating SCL 

Due to the inter-relating influences and the complexity of learning, learning cultures 
and shifts towards SCL, which is demanded by ESG and evaluated by QA agencies it 
is crucial to avoid attempting fast and superficial changes when shifting towards SCL.   

Lack of understanding both the complexity and slow change process of learning 
cultures can push HEIs towards making good impressions, by changing structures, 
introducing new fancy units, projects and names, instead of investing the focus and 
resources to slow process of evolving the existing learning cultures by empowerment 
of both students and employees, and the development of institutional tools and 
incentives for facilitating SCL while building trust within HEI, so both the students and 

																																																													
19	A	fear	or	a	second	thought	commonly	expressed	amongst	teachers	when	talking	about	the	SCL.		
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the employees might actually use them. Alvesson (in Gaber et al. 2015, 16) notes the 
organisations often resort to grandiosity, illusions and zero-sum games, chasing short-
term goals, being the best, most different, and attractive…due to the internal and 
external pressures. In case the awareness about the complexity and slow change-
process of the shift towards SCL is not present, there is a danger of such zero-sum 
games and spectacles (Masschelein 2013, 117–118) in SCL. 

Thus both HEIs and the QA agencies, as well as the individual evaluators need to be 
aware of these issues and avoid the possible pitfalls. This can save vast amount of 
energy, enabling investing in real learning cultures shifts and elude both students and 
teachers to be force-fed by “pretend” SCL. 

PASCL (ESU 2015, 8) notices little progress on national and institutional level 
regarding SCL. The observation should be taken seriously, however as an indicator of 
the complexity of the set goals and possibly as an opportunity to question the fitness 
of making the SCL a standard. European level attention on SCL and on bettering the 
learning and teaching in general, is a good way to rethink the present learning and 
teaching and what can be done at various levels. It is also a very welcome leverage in 
streaming the project funding into the L&T trainings and development of various 
policies, strategies and tools for L&T. However, especially in assessing the progress 
in L&T (or in SCL) we need to consider the complexity and the need for long-term 
trainings, support… 

PASCL (ESU&EI 2010, 31) advising governments to establish legal frameworks for the 
purpose of making SCL the rule and student feedback a prevailing force is exactly one 
of the pitfalls that can rather implement SCL on the surface, without actually deepening 
the study process and resulting in autonomous learners.  

In case students (or teachers) are not acquainted with the concept of SCL, the 
evaluators shouldn’t take this as a lack of SCL. Even if the teachers might not know 
the “label” of SCL, the evaluators need to look beyond the labels and search for 
elements of SCL and try to get an impression of the given learning and teaching 
culture(s) at the HEI. The evaluators need to be very careful in exploring the L&T, 
especially at the classroom level. They need to be aware the SCL is a very vague 
notion and should restrain from interpreting their experience of SCL or the ideal version 
of SCL as “the SCL”, or for that matter any of the “best practices” of SCL. The collected 
impressions about the presence of the elements of SCL need to be regarded as 
impressions, not facts, and carefully deliberated upon by the whole panel. No observed 
element of SCL can be regarded separately from the whole picture.   

The stiff of learning and teaching culture towards SCL needs to be supported by 
teachers trainings that include coherent didactic approaches and are supplemented by 
support in using more specific approaches and tools, enabling both the design of 
learning, teaching and assessment in line with the goals of the study 
programme/course and responsive to student’s needs, motivations and diversity. The 
emphasis should not be on the certification of teacher trainings but on the support to 
professional development. In addition to the trainings in didactics and the use of 
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specific approaches and tools, the trainings in social skills and (collaborative) 
leadership supporting the development of staff would benefit both the study process 
as well as the organisation in general.  

The main challenges in the implementation of given standard are 
recognized in: 
Goals and paradigm shifts 

Ø Increased motivation and engagement of students in the learning process.  
Ø Higher efficiency of study process. 
Ø Empowering students for their future life, by developing interpersonal and 

intercultural competences, etc. and above all, the ability to learn how to learn 
in various settings (ESU 2015, 31). 

Ø Making L&T a core priority of HEIs (often neglected in view of the importance 
of the research activities). 

Ø Promoting mutual respect between students and teachers 
Ø Acknowledging students are not empty vessels waiting to be filled with 

knowledge (ESU 2015, 1). 
Ø “Putting the students in the driver’s seat of their learning experience and 

facilitating the process of learning to learn” (ESU 2015, 1). 
Ø Viewing students as co-producers of knowledge and part of the academic 

society (ESU 2015, 1). 
Principles of SCL (ESU 2015, 5–7): 

Ø SCL requires an ongoing reflexive process (clashes with SCL as a standard) 
Ø SCL does not have a “One-Size-Fits-All” Solution. 
Ø Students have different learning styles. 
Ø Students have different needs and interests. 
Ø Choice is central to effective learning in SCL. 
Ø Students have different experiences and background knowledge. 
Ø Students should have control over their learning (e.g. involvement in 

curricular development) 
Ø SCL is about enabling, not telling. 
Ø Learning needs cooperation between students and staff. 
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4.4. ESG 1.4. Student admission, progression, recognition and certification 
author: Todor Shopov, NEAA 

Standard: 

Institution should consistently apply pre-defined and published regulations 
covering all phases of students “life cycle”, e.g. student admission, progression, 
recognition and certification. (ESG 2015, 13) 
 
Aspects of how relevant administrative activities are implemented in an IQA system, 
so that quality requirements for tertiary education are fulfilled, are highlighted. Four 
processes, admission, progression, recognition and certification, with unit operations, 
i.e. basic steps in the process, are called attention to.  

HEIs are responsible for the academic regulatory framework (fit for purpose) for 
maintaining and disseminating rules and other guidance. The series of stages from the 
beginning of a students' education career to his or her graduation are covered; all 
periods of the life span conform to the principles and legislation of equal opportunity, 
fairness and transparency of all administrative activities. In this regard, quality is 
assured by implementing predictable and repeatable practices.  

Student admission is the initial stage. Systems through which students enter a HEI 
vary, an overriding guarantee of quality being the provision of equal access – 
prospective students are not segregated on the basis of social, racial/ethnic, physical, 
gender factors or schooling background or on any other basis. In this respect, the 
mechanism of numerous clausus may be used given that admission to degrees is not 
limited by prospective students' circumstances, for example, ability to pay upfront. 
Officially, minimum requirements for right of entry are in place and instruments for 
selection such as entrance examinations are administered.  

Since university admission is a process, it can be represented graphically as a dataflow 
diagram with components and connectors, e.g. student application form – decision 
making (acceptance/rejection) – registration – information – enrolment – fees – student 
induction, etc. Induction/student orientation is to be the first part of effective holding up 
of student progression.  

Student progression in a course of study is to be consistently planned and executed 
so that favourable conditions for learning are provided. General strategic planning and 
specific IQA standards, e.g. ESG 1.3, close the loop of curriculum and syllabus design, 
pedagogy, testing and assessment and reporting. Support for students (both academic 
and pastoral) ensures that they can progress satisfactorily through their programme 
and are informed about their progress.  

HEIs organise student progression effectively and efficiently, e.g. by the principle of 
expected learning outcomes.  

Student recognition guarantees the quality of student progression and mobility. 
Recognition includes areas such as higher education qualification, periods of study, 
prior learning, non-formal and informal learning, etc. Appropriate recognition 
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procedures rely on institutional practice for recognition being in line with the principles 
with the Lisbon Recognition Convention (c.f. European Area of Recognition) and 
cooperation with other institutions, QA agencies and the national ENIC/NARIC centres.  

Student certification is the natural ending of a cycle in tertiary education as described 
in the Framework for Qualifications in the EHEA. A certificate of higher education, a 
diploma or any other tertiary education qualification attests the successful completion 
of a period of study in arts, humanities and/or sciences. HEIs regulate the issuing of 
an official document (or information object) which is retrievable (with which information 
can be found) and identifiable (fits in to the national qualifications framework) and 
usable (allows credit transfer). It records actual achievement and competence of a 
student and shows if graduation requirements have been met or if a degree has been 
awarded.  

Graduates in all the countries partaking in the Bologna Process have the right to 
receive a Diploma Supplement (part of the Europass framework transparency tools) 
automatically, free and in a major European language. 

The main challenges in the implementation of given standard are 
recognized in: 

Ø Adopted procedures should cover efficiently all phases of a student life cycle, 
not just admission and graduation;  

Ø Monitoring the academic progress of students along the study programme is 
essential to establish a functional alumni network, to assure the collaboration 
with external organizations as potential employers and National Academic 
Recognition Information Centres (NARIC); 

Ø With regard to formal, informal and non-informal education, a substantial level 
of efforts should be made to develop standards to evaluate and recognize these 
learning processes in situ and in mobility. - students are important internal 
stakeholders therefore should be included in all these processes through 
appropriate protocols 

In relation to given standard some of best practice could be identified, for 
example: 

Ø HEIs publish the conditions for admission in an accessible and clear manner. 
Ø The admission processes and the inclusion of extracurricular activities in the 

Supplement to Diploma, particularly those concerned with informal and non-
formal education, are part of the regulation. 

Ø Decisions about these processes are made in the appropriate HEI structure 
and in the presence of all relevant stakeholders. 

Ø Student retention rate is analysed and considered as element of evaluation 
(teachers, teaching methods, study programmes, facilities and other 
resources) 

Ø The institutions’ issue the Supplement to Diploma in both the country 
language and English. 
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4.5. ESG 1.5. Teaching staff author: Andrzej Kraśniewski, KRASP & Melo Borges, 
Samuel Vileila, CRUP 

 
Standard:  
Institutions should assure themselves of the competence of their teachers. They 
should apply fair and transparent processes for the recruitment and 
development of the staff (ESG 2015, 13).  
 

Although the discussions on this issue at the EIQAS meetings were quite lively, proving 
interest in this topic, quite surprisingly not many detailed best practice examples were 
provided by HEIs operating in the four countries involved in the EIQAS project. This 
may indicate that the standard is actually quite difficult to implement and special care 
should be taken to promote it and to present useful implementation guidelines.  

To present explanations, interpretations and recommendations on how to implement 
ESG Standard 1.5, we have therefore to rely on other sources. 

In what follows, we first present what is said on that issue in two high-impact reports: 

• Gover, T. Loukkola, A. Sursock, ESG Part 1: Are Universities Ready?, 
European University Association, September 2015, 

• Report to the European Commission on improving the quality of teaching and 
learning in Europe’s higher education institutions, High Level Group on the 
Modernisation of Higher Education, June 2013, 

and then give some ideas and examples, including those presented at EIQAS 
meetings. 

State of Affairs - ESG Part 1: Are Universities Ready?, European University 
Association 

What is presented in the report ESG Part 1: Are Universities Ready? can be seen as 
a picture of the current state of implementation of ESG standard 1.5 in European 
universities. In particular, it shows how the European academic community 
(represented by EUA) perceives major issues related to ESG standard 1.5. 

The data presented in the above mentioned report come mainly from another EUA 
report, namely Trends 2015: Learning and Teaching in European Universities (referred 
to as Trends 2015), prepared for the ministerial conference in Yerevan in May 2015. 
Trends 2015 report is based on survey responses of 451 HEIs from 46 countries (48 
higher education systems) collected in 2014. In some cases, Trends 2015 data are 
complemented with results of the earlier EUA survey, carried out in 2010 as part of the 
Examining Quality Culture in Higher Education Institutions (EQC) project. 

 

The Trends 2015 survey indicates that there is a growing recognition of the importance 
of teaching: 59% of respondents agree with such an observation and a further 35% 
state that this is the case “to some extent”.  
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Initiatives taken by institutions to support and value teaching include introduction or 
extension of the following (see also the figure below): 

• optional courses to enhance teaching skills: preparation or training courses 
(65% of Trends 2015 respondents), 

• research on teaching and learning (66%), 
• recognition of good teaching (65%), 
• portfolios in which teachers document their teaching practices (45%), 
• compulsory courses to enhance teaching skills: preparation or training courses 

(40%), 
• peer feedback system (37%). 

 

 
source: ESG Part 1: Are Universities Ready?, EUA 2015 

 

The EUA claims that Europe-wide studies currently available do not provide 
information on whether growing recognition of the importance of teaching is reflected 
in academic staff recruitment practices. There is also no information on how fair and 
transparent these processes are – and this issue is emphasised in ESG 1.5 guidelines. 
EQC data dating back to 2010 indicated that 56% of institutional recruitment practices 
were bound by formal national requirements for teaching competencies, while 63% of 
HEIs applied their own institutional requirements. 

The Trends 2015 data indicate that teaching performance is evaluated regularly at 89% 
of HEIs (to compare, research performance is evaluated regularly at 84% of HEIs – 
see the figure below). 93% of Trends 2015 respondents reported that in the process 
of assessing teaching performance, regardless of the fact if this is done regularly or 
occasionally, results of student feedback questionnaires are considered. In addition, at 
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72% of HEIs there are processes in place allowing to intervene if a teacher’s 
performance is consistently poor. At 67% of HEIs, academic authorities (deans of 
faculties, heads of departments) regularly discuss teaching performance with all 
academic staff.  

 

 
source: ESG Part 1: Are Universities Ready?, EUA 2015 

 

A precondition for quality teaching is providing teachers with opportunities for 
professional development. Trends 2015 reports that 75% of HEIs offer optional 
courses for academic staff and 40% offer compulsory courses. Some HEIs offer both 
options: optional and compulsory training. 

Courses supporting professional development of teachers are usually offered by a 
dedicated unit. 60% of the Trends 2015 respondents have a unit for pedagogical or 
didactic development at the institution level and 33% have such a unit at faculty or 
department level. Only 17% of HEIs reported having no such unit at any level (see the 
figure below). 
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source: ESG Part 1: Are Universities Ready?, EUA 2015 

 

The data presented in the EUA report ESG Part 1: Are Universities Ready? give a 
rather optimistic picture of the state of implementation of ESG Standard 1.5. However, 
despite the progress shown in the reports, it should be noted that HEIs, which 
participate in EUA surveys and provide relevant data are usually institutions leading in 
developments in a particular area; those that are lagging behind are not so eager to 
provide information on not doing enough (even if the survey is anonymous). Therefore, 
the real state of affairs with regard to the implementation of ESG Standard 1.5 may be 
not as bright as described above. 

Recommendations and guidelines - Report of High Level Group on the 
Modernisation of Higher Education 

Interesting and useful concepts regarding teaching staff can be found in the first report 
of EU high-level group on the modernisation of higher education published in June 
2013. The focus of the report is on improving the quality of teaching and learning in 
Europe’s higher education institutions, and its key message, emphasised in the title of 
the press release by the European Commission, is: “train the professors to teach”. 

As stated in the report: “The profession of teaching is not likely to become less 
complex. In fact, quite the reverse, and as it does so, there will be a need for greater 
investment in teaching the teachers, not only at the beginning of their careers, but by 
enabling them to update their skills throughout their academic life.” 

The key issue is to acknowledge the value of teaching and recognising teaching as a 
skill. As it is said in the report: “In most Member States, an academic career is still 
more strongly linked to research than to teaching in terms of initial selection at job 
interview and subsequent promotion and performance related reward. Doctoral 
students and those undertaking postdoctoral research quickly learn that academic 
laurels are to be gained by participation in ambitious research projects and through 
regular publications (…) Teaching undergraduate students, on the other hand, is 
considered by many a task to be shouldered by those at the start of the academic 
career and less frequently done by well established professors. (…) A change of mind-
set in many countries and their higher education institutions with regard to the 
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prioritization of academic teaching and learning in comparison to research is urgently 
needed. The preference of research over teaching in defining academic merit, which 
is reflected in the lack of importance attached to teaching skills in selecting, hiring and 
promoting academic staff, results in remarkably little attention being paid to the 
preparation of future academic teachers in the sense of didactical training.” 

Following an observation that many HEIs place insufficient emphasis on teaching in 
comparison with research, even though both are core missions of higher education, 
the authors, chaired by - Mary McAleese, former President of Ireland, make 16 
recommendations – all of them closely related to the issues covered by Part 1 of ESG. 
These recommendations put the quality of teaching and learning at the centre-stage. 
The most relevant to our discussion are: 

Recommendation 2 

Every institution should develop and implement a strategy for the support and on-going 
improvement of the quality of teaching and learning, devoting the necessary level of 
human and financial resources to the task, and integrating this priority in its overall 
mission, giving teaching due parity with research. 

Recommendation 3 

Higher education institutions should encourage, welcome, and take account of student 
feedback which could detect problems in the teaching and learning environment early 
on and lead to faster, more effective improvements. 

Recommendation 4 

All staff teaching in higher education institutions in 2020 should have received certified 
pedagogical training. Continuous professional education as teachers should become 
a requirement for teachers in the higher education sector. 

Recommendation 5 

Academic staff entrance, progression and promotion decisions should take account of 
an assessment of teaching competence alongside other factors. 

Recommendation 6 

Heads of institutions and institutional leaders should recognise and reward (e.g. 
through fellowships or awards) higher education teachers who make a significant 
contribution to improving the quality of teaching and learning, whether through their 
practice, or through their research into teaching and learning. 

Recommendation 7 

Curricula should be developed and monitored through dialogue and partnerships 
among teaching staff, students, graduates and labour market actors, drawing on new 
methods of teaching and learning, so that students acquire relevant skills that enhance 
their employability. 
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Recommendation 11 

Higher education institutions – facilitated by public administrations and the EU – should 
support their teachers so they develop the skills for online and other forms of teaching 
and learning opened up by the digital era, and should exploit the opportunities 
presented by technology to improve the quality of teaching and learning. 

These recommendations are followed by best practice examples that can be seen as 
guidelines for activities taken at national, inter-institutional and institutional level. 

An example of best practice at the national level is the case of the United Kingdom: 

- The Higher Education Academy, in cooperation with British universities, has defined 
professional standards that support academic teachers in providing a high level 
learning experience to their students, using a range of different methods and formats. 
In particular it has developed the ‘UK Professional Standards Framework for teaching 
and supporting learning in higher education’ which fosters creative and innovative 
approaches to teaching and learning (http://www.heacademy.ac.uk/ukpsf). 

Two other examples of best practice at institutional level come from Sweden: 

• Linnaeus University adopted an overall strategy for providing a highly attractive 
learning environment: “Linnaeus University – a journey into the future, Strategy 
2010-2015”. The university strives to reach its goals through three main tools: a 
recruitment policy that takes into account the applicants’ teaching skills, an 
action plan for developing the pedagogical skills of the existing staff, and 
guidelines for salary negotiations addressing teaching performance as an 
important criterion (http://lnu.se/polopoly_fs/1.54846!LNU-strategi_eng.pdf). 

• Uppsala University provides opportunities for professional development in 
higher education teaching through the Division for Development of Teaching 
and Learning. The campus offers a wide range of courses that last from two to 
five weeks and support systems that are open to all faculty members and 
graduate students with teaching responsibilities. 

A general remark made by the authors of the report saying that the past years have 
been marked by a growing appreciation of good teaching and good teachers in Europe 
is supported by more specific observations, which can be seen as guidelines for HEIs: 

• A growing number of universities require a proof of teaching skills from job 
applicants and their consent to continuously update these skills; 

• some HEIs have established mentoring and induction systems for new teachers 
to improve their integration into higher education institutions and their didactic 
and pedagogical skills (this may include self and peer evaluation, mentoring and 
job-shadowing); 

• academic staff are sometimes encouraged or obliged to have teaching 
portfolios, which foster reflection on one’s own teaching methods, successes 
and shortcomings, and students’ needs and expectations; 
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• some institutions voluntarily publish the extent to which their teaching staff are 
professionally trained or qualified as teachers. 

The report also points out to questionable solutions applied by some HEIs, such as 
offloading part of their teaching obligations onto external lecturers, which may bring 
the following threats: 

• external lecturers may be subjected to less scrutiny than permanent staff with 
regard to their teaching skills and their development; 

• in institutions with strong research cultures, the creation of a group of ‘teaching 
only’ staff may further widen the reputation gap between research and teaching. 

The practices mentioned in the report include: 

• national or institutional commitments to publish annually the extent to which 
academic staff receive training in teaching skills: 

• publication of student surveys and credible ranking mechanisms.  

In this context, the U-Multirank initiative is mentioned which offers a promising way 
forward, using quality in teaching and learning as a key criterion for assessing 
institutions’ performance. 

The report also provides some recommendations concerning skills required from 21st 
century teachers. The following are mentioned: 

• teachers’ knowledge base should not be restricted simply to the subjects taught, 
but must also include an understanding of learning theories – such as adult 
learning theory, self-directed learning and self-efficacy – and how to incorporate 
them into practice; 

• teachers must be aware of the fact that different teaching methods and 
educational settings can produce different types of learning; 

• teachers should be able to quickly face changing demands, which require new 
sets of competences and call for new approaches to teaching and learning. 
They should also be able to stimulate open and flexible learning, which will 
improve learning outcomes, assessment and recognition; 

• teachers should be able to plan and deliver coherent learning, which 
accelerates progress, deepens understanding and knowledge, and develops a 
range of skills and ‘learning behaviours’, such as problem solving, interaction 
with teachers and other learners, self-correction, critical reflection, competence 
improvement, meaning making, and experiential learning. 

Outstanding teaching performance should be recognised and rewarded. Moreover, 
teachers who make a significant contribution to improving the quality of education 
through their research into teaching and learning should be recognised and rewarded. 
Such awards cannot replace the necessary long-term systemic training of all 
academics as professional teachers; they can however be of help, especially in the 
countries at the starting point of promoting quality in teaching and learning.  
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There are many examples of awards for outstanding teachers in Europe. Several 
categories of awards are mentioned in the report: 

• awards offered at institutional or departmental level, which range from 
unremunerated recognition and promotion to remunerated prizes; 

• awards sponsored by governments or private donors that link high visibility with 
substantial financial rewards, normally for the academic’s own departmental 
work; 

• student-initiated prizes and awards. 

Examples of prizes for teaching given in the report include: 

• European Award for Excellence in Teaching in the Social Sciences and 
Humanities given by the Central European University, Budapest; 
http://20.ceu.hu/teaching-award; 

• the annual National Teaching Fellowship Scheme of the Higher Education 
Academy (UK); http://www.heacademy.ac.uk/ntfs; 

• annual prize of the Norwegian Ministry of Education and Research for 
excellence in education (HEIs present what they consider to be best 
practices in teaching and study programmes, a jury assesses them, and the 
Ministry of Education and Research awards the prize of NOK 1 million); 

• awards of the National Academy for Integration of Research, Teaching and 
Learning (NAIRTL) in Ireland (five annual awards of EUR 5 000 each are 
given to individuals or groups; the awards recognise teachers who have 
demonstrated excellence and commitment to integrating their research with 
their teaching. http://www.nairtl.ie/index.php?pageID=68; 

• an annual Ars Legendi Prize of EUR 50 000, awarded since 2006 by the 
German Rectors’ Conference and the Stifterverband für die Deutsche 
Wissenschaft for excellence in higher education teaching. 
http://www.stifterverband.info/wissenschaft_und_hochschule/lehre/ars_leg
endi/index.htm; 

• Fellowships in Teaching and Academic Development at University College 
Dublin (this fellowship aims to identify and develop key academic staff with 
both the pedagogic expertise and the leadership capacity to effect 
transformational change in teaching, learning and assessment practices 
both in discipline-specific areas and thematically, across the institution); 
http://www.ucd.ie/teaching. 

Development of comprehensive solutions in professional 
development of teaching staff – case studies 
The case studies presented below cover three different perspectives: 

• institutional: University Teaching Qualification programmes at Leiden 
University (considered in the national context - Netherlands); 

• multi-institutional: Leiden-Delft-Erasmus Centre for Education and Learning; 
• national: Higher Education Academy (UK). 
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 University Teaching Qualification programmes at Leiden University 
The approach taken by universities in the Netherlands is an excellent example of 
university-driven national-level initiative aimed at professional development of teaching 
staff. The solutions adopted at the Leiden University presented below are based on 
the information available on the HEI’s website (http://staff.leiden.edu/h-r/training/utq), 
but a vast majority of regulations and procedures look in the same way at other Dutch 
universities. 

In 2008, Dutch universities introduced the University Teaching Qualification – UTQ 9 
Basiskwalificaite Onderwijs – BKO). The UTQ certificate is a mark of quality for 
lecturers who have thus proven that they have mastered required skills. The certificate 
forms the  basis, on which they can further develop their skills. The UTQ is recognised 
by all Dutch universities and serves as a reliable reference for teaching qualities. 

The UTQ is compulsory for all new lecturers and for those seeking promotion, but 
possessing the certificate is of interest to anyone who teaches. At the Leiden 
University, the UTQ is compulsory for new lecturers, assistant professors, associate 
professors and professors who were appointed for at least one year and for at least 
0.5 FTE. For lecturers working at the HEI, the UTQ certificate is a prerequisite for being 
awarded a permanent contract or for promotion. 

A candidate for the UTQ certificate has to meet a number of attainment objectives 
(learning outcomes). These learning outcomes focus on five main themes. 

• performing at a level appropriate for an academic educational 
environment; 

• making and developing a lecture plan; 

• preparing and giving lectures (in all possible forms of teaching); 

• supervising students; 

• professionalization (reflection upon own skills and their continuous 
development).  

The full list of attainment objectives is given in the annex (source: 
http://media.leidenuniv.nl/legacy/bko-final-attainment-objectives.pdf). 

The attainment objectives (learning outcomes) are to be demonstrated in a teaching 
portfolio, which is examined by the assessment committee. The teaching portfolio 
contains, inter alia: 

• student evaluations; 

• course descriptions for the courses developed; 

• teaching materials; 

• testing methods (used to verify students’ learning outcomes); 
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• evaluation by line manager based on a Performance and Development 
Interview. 

This is to be accompanied by a self-reflective report on the development as a lecturer.  

The University provides various forms of support to candidates for the UTQ certificate, 
such as a mentors, course modules at the Leiden University Graduate School of 
Teaching (ICLON) and teaching sessions. 

A person who plans to obtain the UTQ certificate should enrol in the UTQ programme. 
The programme begins with an interview with the Faculty Assessment Committee. The 
Committee, on the basis of presented teaching experience (initial portfolio), decides 
which requirements (learning outcomes) have already been met and which 
components must be further developed. The recommendations of the Assessment 
Committee are transformed - with the support of the line manager during a 
Performance and Development Interview - into a training plan. Then, within a maximum 
of two years the portfolio has to be completed. Once the portfolio is complete, the 
Committee assesses it again. It might request supplementary information or invite the 
candidate to provide verbal explanation. If the Assessment Committee is of the opinion 
that the requirements have been met, the candidate will receive the UTQ certificate 
signed by the faculty dean and the Leiden University Rector Magnificus.  

Leiden-Delft-Erasmus Centre for Education and Learning 
Initiatives of Dutch universities aimed at professional development of teaching staff are 
not limited to the University Teaching Qualification (UTQ) programme. An excellent 
example of further reaching approach is the establishment of the Centre for Education 
and Learning (http://www.educationandlearning.nl). 

The Centre for Education and Learning (CEL) was founded in 2012 as a joint project 
of three universities: 

• Leiden University,  

• Delft University of Technology, and  

• Erasmus University Rotterdam.  

It is an interdisciplinary centre with activities focused on: 

• research, 

• innovation, and  

• professional training  

in the area of university teaching and learning. 

Research into university education carried out in the Leiden-Delft-Erasmus Centre for 
Education and Learning is multidisciplinary and can profit from comparative analyses, 
mixed methods, large research populations and big data. 
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The Centre also aims to give an impetus to the development of innovative, online, 
blended, and on-campus strategies and materials. It bring together higher education 
developers from various universities to exchange ideas and projects and to take new 
joint initiatives. 

Each of the three universities involved in the Centre for Education and Learning offers 
an extensive range of training programmes to their teaching faculty and staff and a 
dedicated unit: 

• ICLON at the Leiden University: http://www.universiteitleiden.nl/en/iclon/higher-
education; 

• OC Focus at the Delft University of Technology: 
https://intranet.tudelft.nl/en/targeted-info/education/educational-
improvements/oc-focus-centre-for-expertise-in-education; 

• Risbo at the Erasmus University Rotterdam: http://www.risbo.nl. 

Within the Centre, the three universities build on their combined expertise and 
experience in order to: 

• develop even more state-of-the-art and tailor-made training programmes for 
teaching faculty and staff of all three universities; 

• enable teaching faculty and directors and coordinators of education from all 
three universities to exchange ideas and experiences in a multidisciplinary and 
interuniversity setting. 

The joint initiatives of the Centre include: 

• training modules “Online and Blended Learning”, intended for teachers; 

• course “Leadership in Education”, intended for directors and managers of 
education at the three universities; 

• Senior Teaching Qualification course, which is an advanced programme that 
builds on the mandatory University Teaching Qualification programme and is 
focused on developments in educational innovation.  

Higher Education Academy (UK) 
As mentioned in Section 3, the Higher Education Academy was featured as a best 
practice example in the Report of High Level Group on the Modernisation of Higher 
Education. Below, its activity is described in more detail, based on a compilation of 
information available on its website https://www.heacademy.ac.uk. 

The mission of the Higher Education Academy (HEA) is to improve learning outcomes 
by raising the status and quality of teaching in higher education. This is to be 
accomplished through: 

• focusing on raising teaching standards; 
• delivering a platform for continuous professional development; 
• developing a hub of recognised best practice; 
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• providing thought leadership in support of professionalised higher education 
teaching. 

One of major accomplishments of HEA was the development of the UK Professional 
Standards Framework (UKPSF), a nationally recognised framework for benchmarking 
success within HE teaching and learning support.  

The UKPSF can be seen as a comprehensive set of professional standards and 
guidelines for everyone involved in teaching and supporting learning in HE. It can be 
applied to personal development programmes at individual or institutional level to 
improve teaching quality. 

The framework identifies the diverse range of teaching and support roles and 
environments. These are reflected and are expressed in the following Dimensions of 
Professional Practice: 

• areas of activity undertaken by teachers and support staff, 
• core knowledge needed to carry out those activities at the appropriate level, 
• professional values that individuals performing these activities should exemplify. 

A detailed description of the UKPSF is given in the annex  

(source: 
https://www.heacademy.ac.uk/sites/default/files/downloads/ukpsf_2011_english.pdf). 

 

One of the most significant ways, in which HEA supports teachers throughout their 
career development is through Fellowship of the HEA.  

HEA Fellowship is an international recognition of a commitment to professionalism in 
teaching and learning in higher education. It is a valuable measure of success and is 
increasingly sought by employers across higher education sector as a condition of 
appointment and promotion.  

HEA Fellowships are awarded depending on the level of knowledge and experience of 
a candidate. The following incremental scale applies: 

• Associate Fellow (AFHEA), 
• Fellow (FHEA), 
• Senior Fellow (SFHEA), 
• Principal Fellow (PFHEA) 

There are two ways to obtain HEA Fellowship: 

• experienced route - for those wishing to apply on the back of their practice in 
teaching and learning, 

• accredited route - for those who have completed HEA-accredited courses. 
To date over 65,000 people have become Fellows of the HEA. 
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Another form of recognition of outstanding achievements in learning and teaching in 
higher education is the National Teaching Fellowship Scheme (NTFS). The awards are 
presented at a prestigious ceremony, attracting national and regional media interest. 
The HEA manages NTFS on behalf of the funders: the Higher Education Funding 
Council for England, the Higher Education Funding Council for Wales, and the 
Department for Employment and Learning in Northern Ireland. There are currently 
nearly 700 National Teaching Fellows, representing more than 40 disciplines. 

The Higher Education Academy is committed to the professional development and 
lifelong learning of staff involved in higher education teaching and offers a range of 
opportunities for professional development. Currently, the following courses and staff 
development programmes are offered: 

- Leading Transformation in Learning and Teaching: a programme designed to 
support those in leadership roles with an interest in curriculum design and the 
transformation of learning and teaching within their institutions, faculties and 
departments; 

- Executive Development Programme: a programme designed to support those in 
senior leadership roles with portfolios covering education, learning and teaching, 
student experience and academic development; 

- Teaching Excellence Programme: a programme designed to support, develop and 
inspire excellence in teaching, primarily aimed at experienced staff from a variety 
of discipline backgrounds. 

Contribution from the EIQAS seminar and inquiry  
Implementation of Standard 1.5, as of any other ESG standard, was a topic of a lively 
discussion at the EIQAS seminar (parallel and plenary session) held in Warsaw in June 
2015 and the subject of a survey devoted to best practice examples addressed to 
higher education institutions in four countries represented in the project. 

The participants of the Warsaw seminar were asked four general questions regarding 
each of the ESG standards. The answers for Standard 1.5 can be summarised as 
follows “What is the most important/crucial part of a given standard/or guidelines 
having the potential impact on the quality enhancement/or on the development of 
quality culture?” 

• innovative approach to teaching, taking into account diversified student 
population (including lifelong learners); 

• teaching staff assessment rules/criteria; 
• professional development of teaching staff, taking into account diversified 

objectives and methods (diversified competencies needed). 

The main challenges of the implementation of a given standard include: 
Ø insufficient knowledge/skills in the scope of LO (learning outcomes) and 

innovative pedagogy/teaching; 
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Ø limited, if any, incentives – more frequently demotivation (e.g. no raise or 
even decrease in salary); 

Ø problems with teaching staff assessment rules/criteria: 
• difficulty in defining criteria for effectiveness/excellence in teaching, 
• focus on research – little recognition for excellence in teaching, 
• limited transparency, 
• uniformity (disciplines differ with regard to teaching styles). 

In relation to a given standard, best practices could be identified, for 
example: 

Ø UJ Centre Ars Docenti – for professional development of teaching staff; 
Ø awards for good teachers; 
Ø awards in three categories: most popular, most demanding, most useful for 

students; 
Ø “Golden chalk” awarded by the students; 
Ø dedicated workshops attended by PhD students and teachers about 

didactics; 
Ø peer-learning activities initiated by the HEI central administration; 
Ø  “Strategic tours” – meeting of teaching staff outside of HEI to reflect on 

education - discuss problems and exchange ideas on teaching; 
Ø taking sabbatical to work in the industry sector (to get a new perspective and 

experience useful for teaching). 

In addition to best practice examples, the following ideas related to ESG Standard 
1.5 were presented during the EIQAS workshop: 

Ø diversification of academic staff careers is desirable, including possibility to 
make trade-offs, such as involvement in different types of activity: teaching, 
research and organisation (possibility to substitute - in teacher’s assessment - 
deficient scores in one area by excellent scores in another area); 

Ø teaching staff competencies should be assessed in three categories: 
knowledge, skills and social competencies; the development of sectoral 
qualifications framework for teaching staff may be considered; 

Ø alternative ways of teaching staff’s professional development may be 
considered: 
• at institutional level (advantage: can provide institutions with a competitive 

edge; can better suit the needs of a particular institution – its type, size, etc.), 
• at national level – organised by the ministry, accreditation agency or rectors 

conference (advantage: better use of available human resources – trainers, 
etc.); 

Ø in the process of teaching staff’s professional development, both internal and 
external ‘trainers’/instructors should be involved; 

Ø professional development should be considered/seen by academic staff as an 
opportunity rather than punishment (however, some form of training should 
perhaps be obligatory for ‘bad; teachers); 
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Ø assessment of teaching competencies should be carried out also for ‘external’ 
staff (visitors, practitioners, etc.). Selection in the recruitment of external 
teachers is needed; 

Ø in-depth consideration/analysis of a key question: “why teaching staff is 
reluctant to changes/involvement in quality assurance?” is recommended. Such 
an analysis should not be restricted to ‘negative factors (lack of incentives etc.), 
but should address teachers’ needs and possibly rely on a teachers’ satisfaction 
survey. 

A follow-up inquiry into best practice examples addressed to higher education 
institutions in four countries represented in the project has not brought any new 
information, observations or recommendations. 

Conclusion 
There are many ways to promote and assure high quality of teaching in higher 
education. There is not a single ‘one-fits-all’ solution, which could be recommended. 
The ideas and examples presented in the preceding sections provide some possibly 
useful guidelines. They should be examined, critically assessed and, if necessary, 
adapted before being implemented as part of an institutional/departmental action plan. 

Lack of best practices in the four countries involved may indicate that the standard is 
actually quite difficult to implement and special care should be taken to promote it and 
to present useful implementation guidelines.  

The key issue is to acknowledge the value of teaching and recognising it as a skill. As 
it is said in the report: “In most Member States, an academic career is still more strongly 
linked to research than to teaching in terms of initial selection at job interview and 
subsequent promotion and performance related reward”. 
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4.6. ESG 1.6. Learning resources and student support authors: Grzegorz 
Kołodziej & Anna Mrozowska, PKA 

 

Standard: 
Institutions should have appropriate funding for learning and teaching activities 
and ensure that adequate and readily accessible learning resources and student 
support are provided (ESG 2015, 14). 
 

The main task of higher education institutions consists both in providing education to 
education process participants and in conducting research. In order to accomplish their 
mission, higher education institutions should offer their students appropriate didactic, 
academic, technical and administrative support which, however, should not be 
understood as merely resources plus infrastructure. Taking care of providing students 
and doctoral students with support services and appropriate education fundamentals 
is a complex issue which should be seen in the systemic context. 

Depending on their study programmes, higher education institutions should provide 
adequate physical resources including study facilities, libraries offering access to 
databases and the latest literature, IT infrastructure together with indispensable 
software, laboratories, research equipment and other equipment supporting the 
process of education. It is just as important to ensure – in line with the needs that result 
from HEI activities – that the organisation of HEIs and solutions applied by them 
guarantee students and doctoral students an appropriate amount and form of 
consulting academic staff members, assistance of efficient and competent 
administrative workers and technical service as well as access to alternative forms of 
education, for example to tutorials or e-learning. It is also indispensable to take up 
activities aimed at facilitating the full participation of people with special needs in the 
teaching process, for example the disabled, and at providing appropriate psychological 
care. 

Mechanisms motivating students and doctoral students to achieve better learning 
results and undertake research are another element to which HEIs should pay close 
attention. Research grants and direct financial support provided in the form of 
scholarships to participants in the process of education, to those who are experiencing 
financial hardship, who are particularly gifted or to those with special needs are very 
important issues. Appropriate resources including those organisational and financial 
are also indispensable to support the autonomy and initiatives of scientific and cultural 
organisations whose members are students and doctoral students. 

In line with their programmes and strategic objectives, HEIs should support students 
and doctoral students in the process of establishing contact with the social and 
economic or cultural environment and in their professional development. They should 
also undertake activities linked to the internationalisation of the process of education, 
in particular by providing the appropriate conditions for the participation of their 
students in national and international programmes. 
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Shifting the education paradigm to student/doctoral student-centred learning, lifelong 
learning, internationalisation of the process of education and striving for equal 
opportunities for people with special needs participating in the process of education 
determine the need for the ever-increasing inclusion of the following elements in the 
process of education: 

Ø students’ and doctoral students’ various levels of awareness and personal 
development as well as various levels of cognitive skills, socialisation and 
behavioural contexts; 

Ø student/doctoral student-centred flexible teaching/learning methods; 

Ø linguistic needs expressed by foreign students and doctoral students; 

Ø adaptation of facilities, equipment and personal support resulting in the 
creation of conditions for disabled people’s full participation in the process of 
education. 

In order to obtain information relating to the specific needs of a particular academic 
circles, comprehensive solutions including the planning, monitoring and upgrading of 
resources and activities supporting students and doctoral students and their 
development in the context of education objectives should become an integral part of 
the internal quality assurance system. This requires the active and regular involvement 
of all stakeholders, in particular students, doctoral students, graduates, employers, 
teaching staff as well as administrative and support workers. 

Basing on their procedures and using appropriately selected tools, methods and 
criteria HEIs should periodically review not only their teaching infrastructure used in 
the process of education, but also the support and facilities that they offer to their 
students and doctoral students. The mechanisms of the internal quality assurance 
system should assist HEIs with finding an answer to their key questions, in particular: 

Ø Are the existing resources sufficient to achieve our objectives? 

Ø Are the existing resources appropriately/fully used? 

Ø What do our students and doctoral students need and how can we provide 
them with that? 

Ø Is our support granted to students and doctoral students effective, 
appropriate, accessible and is information about its forms effectively 
disseminated among the academic community concerned? 

Ø Are our administrative and technical staff members supporting the process 
of education appropriately qualified and do they have appropriate 
opportunities to develop their competences? 

In order to fully implement the guidelines specified in 1.6 ESG, activities should be 
based on periodical review results analysed from the following perspective: 

Ø teaching infrastructure adaptation in order to achieve expected learning 
outcomes for programmes offered by HEIs; 
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Ø research infrastructure adaptation in order to conduct research reaching an 
adequate level; 

Ø adaptation of support services in a way guaranteeing the effective achievement 
of objectives linked to a field of study and to research; 

Ø adequacy and effectiveness of support services and facilities for students and 
doctoral students from the perspective of the process of education, academic 
development, removing barriers as well as from the perspective of professional 
development. 

Basing on the conclusions that will be drawn from such analyses HEIs should formulate 
their evaluations and guidelines to be able to continue planning and improving their 
resources and support services for students and doctoral students or to undertake 
appropriate corrective or remedial actions. 

The main challenges in the implementation of given standard are 
recognized in: 

Ø the popularisation of higher education resulting in an increased demand for 
resources supporting education, students and doctoral students. An 
increase in the number of education process participants and the need for 
the equal and active inclusion of all people receiving an education requires 
focussing on groups with special needs which, in turn, necessitates higher 
and higher expenditure; 

Ø economic and political limitations are the reason why HEIs find it challenging 
to establish contact and enter into strategic cooperation and partnership with 
appropriate organisations and companies, including other HEIs and the 
social and economic environment, in order to raise the quality of resources 
and support provided in the process of education; 

Ø the need for designing and implementing effective solutions including the 
planning, monitoring, evaluation and improvement of resources and support 
offered to students and doctoral students. 

In relation to given standard some of best practice could be identified, for 
example: 

Ø obtaining external funding intended for technical support linked to distance 
learning; 

Ø support provided to business partners by way of placements and mentoring 
during the learning process; 

Ø annual surveys conducted by HEIs and focussing on the quality of academic 
resources and support services for students and doctoral students, 
infrastructure, library/IT resources, student dormitories and organisations, 
etc. 
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Ø availability of psychological/social counselling units/centres. Such 
organisations provide social, psychological and moral support to students 
and doctoral students. They are run by psychologists, social workers or 
similar specialists obtaining information on the needs of education process 
participants. This information is used in the process of awarding scholarship 
to students and doctoral students with limited financial support or to provide 
psychological or moral support to those who need counselling; 

Ø availability of units supporting students and doctoral students in establishing 
contact between the academic environment and the industrial sector; 

Ø analysis of the needs/expectations of people participating in international 
exchange programmes and analysis of satisfaction with support provided by 
host institutions; 

Ø the functioning of commissions analysing learning resources at individual 
faculties. The scope of support offered to students and doctoral students is 
regularly analysed by a special team including representatives of faculty 
authorities, academic teachers and student representatives; 

Ø applying different methods of obtaining information from students and 
doctoral students relating to their needs - for example surveys, group 
interviews, a transparent system of lodging and considering applications, 
suggestions and complaints, obtaining the opinion of student organisations 
representing students and doctoral students. 

Conclusion 
Adequate resources and an effective support system for the benefit of students and 
doctoral students not only serve the purpose of the full implementation of the education 
process, but they also influence the development and integration of the academic 
environment. Therefore, it is important to base the existing procedures, selected tools 
and criteria on information obtained from stakeholders to facilitate the identification of 
needs and the undertaking of adequate improving and remedial actions.  
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4.7. ESG 1.7. Information management authors: Maciej Markowski, PKA & 
Klemen Subic, NAKVIS 

 

Standard: 
Institutions should ensure that they collect, analyse and use relevant 
information for the effective management of their programmes and other 
activities (ESG 2015, 14).  
 

Efficient and effective internal quality assurance system needs to be supported by a 
reliable information management system. The very nature and purpose of any internal 
quality assurance system is to gather, analyse and provide useful and meaningful 
information, which can by further utilise in quality improvement and enhancement. Still, 
in modern realities of mass and increasingly diversified higher education, the number 
of possible sources of information raises. Therefore it becomes more and more 
important to optimally organise the information system. ESG 1.7 standard provides the 
key guidance in that matter. 

The most important part of designing the information management system is internal 
HEI / programme reflection about its aims. In order to avoid unnecessary bureaucratic 
and organisational burden, it is crucial to set up the most important factors that define 
internal understanding of the quality issues. These factors can be identified as key 
performance indicators.  

Key performance indicators are ways to periodically assess the performances of study 
programme, scientific and research work, operations, HEI’s/organizations, their 
division, departments and stakeholders (students, employees, graduates, employers). 
Key performance indicators should be defined in a way that is understandable, 
meaningful, and measurable. They could be numeric or descriptive. KPIs in higher 
education are most often associated with the monitoring of stakeholder satisfaction, 
student enrolment, progression and dropout rate, student and staff mobility, 
management, integration with the environment, resources (financial, human, material), 
innovation and development orientation, etc. The catalogue of possible KPIs is almost 
infinite and depends on HEI’s specificity, needs, expectations, mission, strategic aims 
and objectives. It also needs to be underlined that most of them are usually 
interconnected, which means that careful selection of the set of KPIs can provide very 
complex and reliable picture of the HEI’s strategic interests and quality objectives. 
Periodic internal institutional or programme review and/or audit based on the KPIs 
provide HEI / programme management and academic staff clear and reliable points of 
reference and guidance in the further purse of desired quality of education. 

Clearly defined set of the key performance indicators determines possible methods of 
collecting and analysing data and information. The ESG 1.7 standard indicates the 
basic areas of interests of the information system, which most likely are common for 
most of the higher education institutions. Nevertheless different HEIs might develop 
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various research methods for the same purposes. They can be qualitative, quantitative 
or mixed, depending on the HEIs expectations, resources and other internal conditions.  

Students’ satisfaction with their programmes can be a good example of the issue, 
which could be approach differently, but still provide useful information. Quantitative 
research methods (i.e. online questionnaires) will most likely be used when dealing 
with large students’ groups. It will most likely provide quantified information about 
average student satisfaction with different aspects of programme, classes, support, 
etc. Its advantage is the fact that it is quite cheap, easy to collect and analyse. 
Nevertheless, the results might not provide desired in-depth knowledge, students’ 
opinions or recommendations for improvements. On the other hand employing 
qualitative research methods (i.e. interviews, focus groups, etc.) will provide detailed, 
sometimes unexpected information, but are more expensive and time-consuming. 
Thus most likely will be used for less numerous students’ population. It is also possible 
to mix both methods in order to achieve information useful for internal quality 
assurance system. 

For fulfilling this standard, it is essential to collect and process all reliable data, relevant 
for the assessment and functioning of all key parts of the study programmes and other 
activities/operation of HEI's. Information management comprises identification, 
collection, analysis, efficient interpretation and management of all relevant information, 
obtained in a formal or non-formal way (from different sources). This requires active 
and regular involvement of all relevant stakeholders (employees, executives, students, 
employers, graduates, etc.) in order to monitor and improve the quality of education 
provided by the HEI. The HEI should have up-to-date information and communication 
equipment necessary for the provision of planned study programmes and scientific-
research or artistic and professional activity. 

The reliable information management system needs also to assure comparability of 
the factors important from the point of view of quality of education. This is particularly 
important to observe if the actions taken bring desired effect. Thus the information 
management system should also be equipped with the clear reporting and information 
storage functionalities. 

The main challenges in the implementation of given standard are 
recognized in: 

Ø Low compatibility between changing and different informational systems (and 
also different databases),  

Ø Lack of awareness of the importance of analysing data for the purpose of 
improving the internal quality system (IQA system) 

Ø Lack of adequate and sufficient response/feedback from stakeholders (Alumni, 
employers …) 

Ø Inadequate fragmentation of data-collection, data-analysis and data-
interpretation (collecting data, analysing data, identifying facts) 

Ø Identified poor response rate from the stakeholders 
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In relation to a given standard some of best practice could be identified, 
for example: 

Ø The interface of the IT system should be adjusted to the needs of each user 
groups (staff, students, alumni, etc.), 

Ø IT system should be used for the purposes of internal evaluation reports, 
supporting university management, quality commission and students, 

Ø Information system that allows real-time monitoring, rapid response, includes 
feedback from all stakeholders, might provide also some predictions about the 
future and offered additional support, 

Ø Some of the information can be used to modify study programmes (i.e. high 
drop-outs), 

Ø Information obtained should be helpful in planning of improvements and defining 
opportunities for enhancement.  
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4.8. ESG 1.8. Public information authors: Maciej Markowski PKA & Klemen Subic, 
NAKVIS 

 

Standard: 
Institutions should publish information about their activities, including 
programmes, which is clear, accurate, objective, up-to date and readily 
accessible (ESG 2015, 15).  
 
HEI public information policy is undoubtedly the key issue in building transparency and 
trust between HEI’s and stakeholders but also recognition of its attributes. Therefore, 
it should be perceived as such. However, the ESG standard makes a clear distinction 
between objective public information and marketing activities.  

First of all, the public information policy should allow any external any internal party to 
easily obtain clear information about the education provided by the HEI. The 
institutions are expected to produce and deliver comprehensive information about the 
entry selection criteria, programme goals, objectives and intended learning outcomes 
and the qualifications awarded. This basic information should give every interested 
stakeholder a general overview of the education provided by the HEI.  

Furthermore, the information policy should also anticipate different detailed 
expectations of various stakeholders’ groups. Potential candidates might also expect 
more insight into teaching, learning and assessment procedures they can expect 
during the study time. It is also important for both prospect and current students to 
know the available learning opportunities, as well as future employment possibilities.  

All publicly available information, published by the HEI, that are relevant to its 
operation, should be also transparent, clear, reliable and easily accessible. Since the 
first contact to the HEI is usually on-line, through their website and/or social network it 
is of great importance that all information are up-to date, not only the latest versions of 
relevant documents or latest news but also simultaneously updated on different sites 
or places. In order to attract more foreign students, teachers and partners and to 
strengthen internationalisation the HEI’s information should be available also in foreign 
languages.  

The HEI’s internal quality assurance system should also include periodic evaluation of 
fulfilment of this standard. This can be achieved not only by checking and verifying 
accuracy of the information published Internal procedures should also include cross-
analysis of the information produced internally with external, impartial sources (web 
pages of different external stakeholders, labour market analysis, statistics etc.) and if 
possible, information gathered trough/from different social networks. The main 
objective of the internal quality assurance system concerning this standard would be 
to assure accuracy and objectivity of the information provided for the internal and 
external stakeholders. 
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Achieving the objective indicated in this standard might be quite challenging for some 
higher education institutions, as they will most likely prefer to avoid any information 
which is not entirely positive. 

The main challenges in the implementation of a given standard are 
recognized in: 

Ø Distinguishing the marketing activities from the public information 
Ø Assuring objectivity and accuracy in the information published 
Ø Providing transparent information about the programmes while protecting 

intellectual property rights (i.e. syllabi, course composition, etc.) 
Ø Reassuring public confidence in reliability of the information provided 

In relation to a given standard some of best practice could be identified, 
for example: 

Ø Providing all the information in at least one foreign language – HEIs should not 
restrict full information only to the materials published in the mother tongue, 
foreign languages version should be similar to those provided in the mother 
tongue of the institution 

Ø Introducing information provision standard – HEI may develop an internal 
instructions and/or procedures for providing the public information; since the 
standard might be also publicly available, it may assure the public audience that 
the information provided are reliable  
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4.9. ESG 1.9. Ongoing monitoring and periodic review of programmes author: 
Madalena Fonseca 

 

Institutions should monitor and periodically review their programmes to ensure that 
they achieve the objectives set for them and respond to the needs of students and 
society. These reviews should lead to continuous improvement of the programme. Any 
action planned or taken as a result should be communicated to all those concerned 
(ESG 2015, p. 15) 

 

ESG Standard 1.9 is closely linked with Standard 1.2. The general idea of Standard 
1.9 is to ensure the existence of a systematic process for evaluation that can be useful 
for further improvement of programmes on offer. The ESG emphasises the supportive 
role of the aforementioned process in creating effective learning environment for 
students. Some may ask about the difference between ongoing monitoring and 
periodic review of programmes. Periodic review involves programme 
evaluation/revision that is taken at specified times, mainly on the basis of ongoing 
monitoring results and other collected data. Ongoing monitoring or rather perpetual 
monitoring involves activities that track/evaluate delivery of a programme in real time 
and lead to necessary updates or initiate corrective/enhancement measures. Both 
monitoring and periodic review should lead to continuous improvement of a 
programme and ensure that a HEI builds confidence in programmes offered and 
assures itself of continued quality and relevance of its programmes. There are a lot of 
reasons for conducting monitoring and review of study programmes by HEIs. The 
EIQAS survey has shown that the results of ongoing monitoring and periodic reviews 
are mainly used for changes, revision or re-designing of study curriculum, 
programmes, introduction of new study programmes, courses, improvement of study 
process, changes of ECTS, adjustment of teaching and learning methodology, 
adjustment to labour market requirements and employers’ expectations, and capacity 
building of teaching staff (Kwiatkowska, Fonseca, Shopov, Subic, 2015). But first and 
foremost aspect that should be highlighted is that the results of the process might 
contribute to the development of a quality culture, in which all participants are aware 
of their respective goals that can be achieved thanks to transparent communication of 
process results to all those concerned. 

Besides, similar to ESG Standard 1.2, the most important critical issue is the 
involvement of internal and external stakeholders in ongoing monitoring and periodic 
reviews of the programmes. The ESG Standard 1.9 puts an explicit stress on the 
involvement of students who are in the heart of learning and teaching processes and 
on other stakeholders. As currently internal stakeholders’ involvement seems to be 
obvious for HEIs, the encouragement of external stakeholders to participate in the 
process on regular basis is still perceived as a challenge (Kwiatkowska, Fonseca, 
Shopov, Subic, 2015). The reasons for the low level of external stakeholders’ 
participation in internal processes have been described in Standard 1.2. 
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All stakeholders should be aware of the fact that the set of standards is not a ‘checklist’, 
or a compliance exercise to be performed, therefore the methodology referring to the 
implementation of individual standards should be explained to them. 

In terms of providing ongoing and regular monitoring and review of programmes, the 
diversity of various scientific disciplines covered by the programmes at a given HEI 
should be taken into account. 

The following issues have been identified as the most important/crucial parts of the 
standard, which may have impact on the quality/developing quality culture by the HEI: 

Ø A formal procedure for ongoing monitoring and periodic review should exist. In 
most of the HEIs, the ongoing review procedures are poorly formalised. There 
are still formal and informal processes in place in most of the HEIs that can be 
used for further developments;  

Ø Periodic revision of a programme with participation of stakeholders – although 
mainly internal; 

Ø Reviews must be done regularly;  
Ø There should be an annual review of the programmes with the participation of 

stakeholders, including alumni and employers. HEIs should raise all 
stakeholders’ awareness of the importance of their participation in the process; 

Ø Evaluations must be linked to intended learning outcomes (whether a 
programme enables their achievement or not?); 

Ø A combination of top-down and bottom-up methodologies should be used in the 
review process; 

Ø Effective communication and providing feedback to all stakeholders involved 
are crucial to ensure successful closing of the ‘quality circle’; 

Ø In terms of providing ongoing and regular monitoring and review of the 
programmes, the diversity of various scientific disciplines covered by the 
programmes at a given HEI should be taken into account. 

In order to provide guidelines to HEIs and experts, certain questions have been asked: 

Ø How is continuous improvement of programmes assured? 
Ø How do you build the system of monitoring to enhance IQAS? 
Ø How are students involved in monitoring and periodic review? 
Ø How are external stakeholders involved in monitoring and periodic evaluations? 
Ø What kind of relevant data feed the process of periodic reviews? Do you perform 

and analyse student, employers and alumni surveys? Are these surveys 
statistically representative? 

Ø Why have you decided for these monitoring and review intervals, not longer/not 
shorter?  

Ø How are different stakeholders included in the monitoring system? 
Ø How are periodic reviews organised? How do you ensure transparent structure 

of responsibilities and tasks? 



	
	

77	

Ø Is the workload of periodic reviews an issue? 
Ø Have programme changes introduced on the basis of periodic reviews affected 

its original purpose? Its resources? Do programme aims, intended learning 
outcomes, assessment strategy and teaching methods need to change as a 
result of this review? 

Ø How are the needs of society identified and included in the programmes? Are 
there any other changes in research, technology, students needs or employers’ 
expectations, etc. that affect the programme? 

Ø How do you check the appropriateness of learning environment and support 
services for the purpose for programme delivery? 

Ø How do you communicate the results of monitoring and periodic reviews? 

The main challenges to the implementation of a given standard include: 
Ø Lack of funding that affects the implementation of the standards, since the 

institutions are understaffed and lack financial resources; 
Ø Low levels of engagement and motivation of students (in certain cases also 

staff) are perceived as an obstacle; 
Ø Lack of understanding of the objectives of the process. 

In relation to a given standard, some best practices could be identified: 

Ø The WSB's School of Banking (Poland) has established a quality committee 
composed of internal and external stakeholders who are invited to propose 
changes and inform the HEI about the skills needed in the labour market. 

Ø The University of Ecology and Management (Warsaw, Poland) has introduced 
meetings of small groups of teachers and students, during which various issues 
concerning quality assurance are discussed. The groups meet two or three 
times per semester.   

Ø The SGGW – the University of Life Sciences (Warsaw, Poland) has developed 
software through which external stakeholders (employers; graduates) and 
students can propose changes for future improvement.   

 

References: 

Ø Kwiatkowska, I., Fonseca, M., Shopov, T, Subic, K., (2015), Cross-country report, 
EIQAS project 
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4.10. ESG 1.10 Cyclical external quality assurance authors: Izabela Kwiatkowska 
Sujka & Mieczysław W. Socha, PKA 

 
Standard: 
Institutions should undergo external quality assurance in line with the ESG on 
a cyclical basis (ESG 2015, 15) 

 

The coexistence of internal and external quality assurance processes plays an 
important role in supporting the provision of quality services in education. It is assumed 
that all aspects of internal activities can benefit from external feedback by shifting from 
a subjective to a more objective approach. However, there are some questions that 
are still valid and should be asked by internal and external quality assurance process 
providers concerning the alignment with ESG 2015, standard 1.10: 

Ø What do we expect from EQA? 
Ø How to achieve added value from external quality assurance processes?  
Ø How to secure the continuous improvement cycle within a HEI? 
Ø How to consume external feedback in internal processes and increase the 

efficiency of internal quality assurance processes?  
Ø How to stimulate post-reflection system and foster internal discussion on 

quality? 

In this short chapter, we would like to stimulate reflection, instead of simply answering 
the above mentioned questions, identify some challenges and demonstrate best 
practices.  

The ESG underline that IQA and EQA should form interlinked processes with regard 
to public accountability20 of the HE sector. According to Bolleart, the majority of quality 
assurance systems features a great dissimilarity between IQA and EQA processes. 
While a general trend is such that IQA systems follow rather internal needs 
(enhancement), EQA focuses on external ones (accountability) mainly, reflecting the 
requirements of national legislation.  However, sometimes legal regime may violate the 
link between IQA and EQA and at the same time makes it even harder for HEIs to 
boost the efficiency of internal quality assurance systems on one hand and to respond 
to public accountability on the other. Linking the internal and external processes and 
striking a balance between enhancement and accountability always poses a great 
challenge not only to HEIs, but also to QAAs and policy makers. According to Newton, 
it is not helpful to merely present a quality assurance practice in terms of accountability, 

																																																													

20	 Accountability	 -	 Merriam-Webster	 defines	 accountability	 as	 “an	 obligation	 or	 willingness	 to	 accept	
responsibility	or	to	account	for	one’s	actions”	(Merriam-Webster,	2003).	According	to	Joseph	C.	Burke	there	are	
five	accountability	demands	1)	they	must	show	that	they	are	working	to	achieve	the	mission	or	priorities	set,	2)	
they	must	report	on	their	performance,	3)	they	must	demonstrate	the	efficiency	and	effectiveness	4)	they	must	
ensure	the	quality	of	the	programs	and	service	produced.	
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because quality assurance is an important drive for quality enhancement. External 
quality assurance should serve as a powerful mechanism that motivates HEIs to seek 
quality oriented solutions rather than only focus on compliance with a minimum quality 
standard threshold and receive positive results from external audits. It should be 
stressed that EQA may cover different methods such as licencing, accreditation, 
assessment and quality audit.  Discussion on the role and function of quality assurance 
in higher education is always determined by the national context and evolution of the 
system.21 It is also dependant on a differing degree of regulation and supervision over 
HEIs. In some countries, the adopted solutions are quite rigorous, whereas in other the 
approaches allow for a greater autonomy of individual HEIs. Nevertheless, it was 
acknowledged in research conducted in the Nordic countries that external quality 
assurance is of great importance for the development of internal quality assurance and 
quality culture (Dano & Stensake 2007). Moreover, the practice and EIQAS survey 
results show that the majority of cases of internal quality assurance system 
development in Bulgaria, Poland, Portugal and Slovenia was led by external quality 
assurance requirements (Fonseca, Subic, Sujka, Shopov 2015). HEIs tend to follow 
external quality assurance requirements without internal reflection, which might result 
in the growing feeling of excessive administration burden and dissatisfaction with 
adopted external processes among higher education institutions. Furthermore, it may 
also lead to focussing on external quality assurance positive scores only and distract 
HEIs’ attention from the enhancement prerequisite.  

Excessive red tape may be time consuming and counterproductive for universities. In 
extreme cases, the introduction of rigid solutions taking the form of bureaucratised 
quality assurance systems may be a mere façade and may result in resistance on the 
part of the staff, which in consequence may simply prove ineffective. 

Bolleart is even more rigorous in his warnings that it is always appealing for a HEI to 
adapt internal quality assurance to external quality standards or indicators for the 
purpose of scores, but in such a case it has nothing to do with quality assurance or 
quality itself. There is not a single model approach to internal quality assurance. It is 
always the matter of tailoring internal processes to a HEI’s mission, needs and 
stakeholders’ expectations. Internal quality assurance should always focus on the 
quality culture, which is always a top priority for any organisation. Quality culture can 
be understood as sharing values, beliefs and expectations concerning quality coupled 
with structural and managerial elements and predefined processes, which enhance 
quality, goals and coordination efforts (Sursock, 2011). The concept of quality culture 
is based on a bottom-up approach, which consists in initiating measures aimed at 
improving quality in the organisation as a whole, looking from personals’ perspective. 

It should be noted that ESG underline that internal and external quality assurance 
should be interlinked and should lay the foundation for accountability and 
enhancement. Balancing both internal and external processes is a prerequisite for 

																																																													
21	The	following	three	purposes	of	external	quality	assurance	were	distinguished	by	Harvey	and	Knight	(1996)	–	
quality	control	(leading	to	compliance),	accountability	or	provision	of	information,	improvement	purposes.	
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building trust in a HEI and transparency of its operations. Achievement of internal 
quality assurance objectives is usually a result of discussion that took place across the 
HEI and among its stakeholders. According to Bolleart, EQA requirements should be 
identified in IQA, but at the same time IQA should be something more. It should reflect 
quality culture of an institution, its quality assurance policy and at least quality goals 
that are to be achieved. 

This is why the issue of EQA’s impact has gained significant interest on the 
international level. A question has been raised how external quality assurance 
contributes to internal one? Recently, the IMPALA project has explored the theoretical 
and practical issue of impact studies. Leiber, the coordinator of IMPALA, states that 
systematic impact studies of QA in HE are rare, since the spectrum of possible 
methodological options is not exploited yet and it does not capture the experience of 
various stakeholders in teaching and learning. On the other hand, the impact of EQA 
may be also perceived from the angle of a general role it plays in higher education 
quality. According to Newton, impact should be considered in terms of accountability 
and enhancement and might depend on the level of EQA focus and its merits. He also 
provides some credible examples of impact, such as raising awareness of quality 
assurance, greater transparency, collegial learning, reputational issues, broadening 
discussion on quality, enhancing status of work, greater focus on monitoring quality 
assurance practice, etc. Brennan adds growing awareness of difference, peer learning 
and better understanding of practice. 

As part of EIQAS survey on Part 1 of ESG, HEIs were asked to present their opinions 
on the impact of the national quality assurance agency’s external quality methodology 
on the development/enhancement of internal quality assurance. With reference to 
external quality assurance’s impact on internal quality assurance, the majority of 
responding HEIs (55.4%) confirmed that external QA provided by national quality 
assurance agencies encouraged the development/enhancement of internal quality 
assurance and 34.7% of them said that it acted so to some extent. Only one responding 
HEI believes that national quality assurance agency hinders that development. 
According to responding HEIs, the external evaluation methodology of quality 
assurance agencies could be improved in such aspects as the criteria and 
methodology of assessment, time and quality-related costs, training of experts, and 
further support and consultancy. The complex and multi-area impact study on influence 
of EQA on IQA could improve the knowledge of quality assurance agency and its 
adjustment to relevant expectations and needs. 
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Figure 1 
 

 
Source: Cross-country report, 2015 
 
The discussion on impact may lead to many perspectives, in spite of the fact that 
impact studies are not very common today and bearing in mind the diversity of HE. 
However, there is no single analysis methodology that may bring comparable results. 
It can be ensured that there is always some impact intended or unintended and that 
HEIs could benefit from external perspective and feedback.  

There is also an issue of continuous improvement cycle. The previous and current 
version of ESG underline the cyclical character of quality assurance. It is crucial that 
quality assurance does not end the moment external evaluators leave a HEI. It is rather 
understood as the beginning of a new quality assurance story within the continuous 
improvement cycle. Ensuring the improvement of quality assurance should be a 
cyclical process, which consists of three steps 1) measuring, 2) judging against 
standards, 3) improving (Dolmans, Wolfhagen, Scherpbier, 2003). The continuous 
improvement cycle methodologies are based on systematic approaches related to 
planning the improvements, implementing changes, continuously assessing the results 
that impact quality while identifying new problems and finally implementing changes 
according to previous results and involving all players affected by changes (Deming, 
1986). Therefore, to ensure quality assurance improvement, it is crucial to incorporate 
regular internal/external evaluation into internal quality improvement cycle. The 
openness of a HEI to feedback and sometimes critical views of external evaluators 
may be a good reason to foster internal discussion on further quality improvement and 
pose another question how to boost the efficiency of internal quality assurance. The 
external feedback should feed the processes for internal improvement and, as a result, 
the post-reflection system can be integrated into an internal follow-up procedure or 
even start the next loop of the quality improvement cycle. Reflection is a major stage 
of an internal quality assurance process and the engagement of all stakeholders can 

67;	55,4%

1;	0,8%

42;	34,7%

5;	4,1%

6;	5,0%

0,0% 10,0% 20,0% 30,0% 40,0% 50,0% 60,0%

Encourages	the	development	 /	enhancement	 of	internal	
quality	assurance

Hinders	the	development	 /	enhancement	 of	internal	quality	
assurance

To	some	extent	encourages	and	to	some	extent	hinders	the	
development	 /	enhancement	 of	internal	quality	assurance

Neither	encourages	nor	hinders	the	development	 /	
enhancement	 of	internal	quality	assurance

I	don’t	know	/	It	is	hard	to	say

In	your	opinion	does	the	external	evaluation	methodology	(procedures	and/or	
criteria)	of	the	national	quality	assurance	agency	in	your	country	encourage	or	
hamper	the	development/enhancement	of	internal	quality	assurance	at	HEIs?



	
	

82	

be considered as a collective effort towards quality improvement, which is in line with 
the organisation’s quality culture. Following the conclusions from research conducted 
by Peggy Szymanderski, Liljana Yagudina, and Olga Burenkowa, students and 
academic staff are exposed to quality assurance only if they are directly involved in the 
process, which is not an abstract concept to them. The quality assurance work 
shouldn’t be the domain of administration staff alone, since the impact of the quality 
assurance process will be decreasing and finally it will be separated from the 
mainstream discussion on quality of education across the institution. Communication 
on assessment results is essential to ensure that the results are used for changes 
(Cousins & Leitwood, 1986; Levinton & Hughes, 1981). Commitment on the part of 
stakeholders is essential for creating common responsibility for quality and changes. 
Besides, it can lead to dialogue and understanding of quality. Brennan argues that 
deriving benefits from quality assurance can be delivered only by collective and 
collaborative actions of all HEI’s community (2012).  

In the quality culture concept, evaluation is regarded as a tool to ensure feedback for 
strategic planning in the area of quality improvement in teaching and learning. The only 
consequence of this kind of quality evaluation must be improvement rather than control 
and subsequent reprimand, which are incompatible with academic values.  

The main challenges of a given standard’s implementation are as follow: 
Ø Interest in the analysis of EQA’s impact on IQA is still very limited; 

Ø Legislative framework may disturb the efficiency and relation between EQA and 
IQA processes; 

Ø Bridging the gap between EQA and IQA is still relevant and poses a challenge 
to HEIs and QAAs. 

 

Best practice can be identified in relation to a given standard, for example: 
Ø Organising public presentations of audit reports and holding discussions on 

further improvement across HEIs;  

Ø Increasing HEIs’ interest in international external quality evaluation;  

Ø Reference to ESG in the national legislative framework. 
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Annex 1:  

LIBRARY OF GOOD PRACTICES22 

1 Using self-assessment in modern language teaching and learning, International 
Business School, Botevgrad 
2 Using the "System of qualification and career growth of academic staff”, Sofia 
University St. Kliment Ohridski 
3 Supporting innovativeness in teaching, with an example of Creative Semester 
Project,  Warsaw University of Technology 
4 Monitoring of Professional Careers of Warsaw University of Technology Graduates  
Warsaw University of Technology 
5 Coherently and synergistically dual policy for quality assurance Warsaw University 
of Life Sciences SGGW 
6 Cross verification of learning outcomes using dedicated IT tools for stakeholders, 
teaching staff and students, Warsaw University of Life Sciences, SGGW 
7 Student-centred learning, teaching and assessment, University of Warsaw 
8 Information management , University of Warsaw 
9 Teaching Incentive Fund, University of Gdańsk 
10 Council of Employers, University of Ecology and Management in Warsaw, 
Architecture Faculty 
11 PDCA cycle and the pedagogical quality assessment, University of Coimbra 
12 Integration and ease of use of the IQA information system,  Universidade do Minho 
13 Streamlining the process of self-assessment of teaching and learning, emphasising 
the practices of reflection among the different actors, Universidade do Minho 
14 Students Integration in the audit program of the IPVC IQAS , Instituto Politécnico 
de Viana do Castelo, IPVC 
15 Desmaterialização e Otimização dos Processos, University of Madeira 
16 Weekly meetings of authorities to ensure the closing of the quality circle, University 
of Nova Gorica 
17 Introduction of a tailored mode of studies for students – athletes, University of Nova 
Gorica 
18 Centralised system for providing support on international issues, University of Nova 
Gorica 
19 Centralised electronic information system, University of Nova Gorica  

																																																													
22	Methodology	 for	 identification	of	good	practice	 in	 internal	quality	assurance	was	developed	 thanks	 to	 the	efforts	and	
engagement	of	project’s	partners	representatives	who	worked	collectively	in	working	group	–	leaders:	Mila	Penelova	&	Todor	
Shopov,	NEAA;	members:	Maciej	Markowski,	Mieczysław	W.	 Socha,	 Łukasz	 Sułkowski,	 PKA;	Bogdan	Macukow	&	Andrzej	
Kraśniewski,	 KRASP;	Madalena	 Fonseca,	A3ES;	 Joao	Melo	Borges,	 CRUP;	 Isabel	 Santos,	University	of	Minho;	 Jernej	 Sirok,	
Klemen	Subic,	Matjaz	Stuhec,	SQAA;	Vanja	Perovsek,	University	of	Ljubljana;	Veronika	Piccinini,	University	of	Nova	Gorica.	
The	selected	samples	of	good	practices	cover	all	standards	of	ESG	Part	1.	Working	group	(WP5)	has	compiled	a	Library	of	
Good	Practices	with	19	examples	from	different	HEIs	in	the	partners’	countries.	
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1. Using self-assessment in modern language teaching and learning,  
International Business School 

 

No. Descriptive Topics Text 

1. Source of best 
practice example 

International Business School, http://www.ibsedu.bg/ 

2. Name of activity  Using self-assessment in modern language teaching and learning 

3. Relevance  

of activity 

Standard 1.3 Student-centred learning, teaching and assessment 

4. Abstract Self-assessment, viewed as a formative procedure, is used in modern 
language teaching and learning at IBS. The activities focus on second 
language acquisition. Electronic portfolio, eELP, 
(http://www.eelp.org/eportfolio/eELP_Guided_Pathway_web_en_GB.pdf) 
of the Council of Europe is used for this purpose 
(http://www.coe.int/en/web/portal/home). Users keep their portfolio up-to-
date. They can work offline, but they need Internet connection in order to 
access relevant links. 

5. Conceptual basis, 

Objective, 

Implementation 
process 

The European Language Portfolio is a personal document that has three 
parts. 

As students acquire a second language, they record their progress in 
communicative competence attainment and language performance 
development (e.g. Self-Assessment Grid in eELP Part 3). This is a 
continuing process and eELP has proven to be a powerful tool offering 
room for addition and expansion. 

eELP is pedagogically useful, as it promotes student autonomy and 
student-centeredness on a consistent basis. For example, the first step for 
a student is to create a personal profile in "My Profile" section as shown 
below. 

language passport 
In this document,  
language learners can 
summarise their 
linguistic and cultural 
identity, linguistic 
qualifications, 
experience of using 
different languages 
and contacts with 
different cultures. 

language biography 
Language biography 
helps the learner to set 
learning targets, to 
record and reflect on 
language learning and 
on intercultural 
experiences and 
regularly assess 
progress. 

dossier 
In this part of ELP, 
learners can keep 
samples of their work 
in the language(s) they 
have learnt or are 
learning  
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6. BSC, SWOT or other 
analysis 

Successful operation 

Measured by cost-effectiveness, the operation is successful because it 
involves all students in the self-evaluation process. All students at IBS 
benefit from the use of eELP. The instrument's online availability ensures 
independent work, which is a major feature of student-centeredness.  

Innovation of operation 

The operation is innovative, because it has been implemented recently. 
eELP has been available for a number of years (since Scherer's original 
idea was put forth some 20 years ago), but it has been used by all the 
students at the university for a relatively short period of time.  

Transferability of operation 

Dissemination is possible, because modern language teaching/learning is 
a common element of university curricula. This best practice is in fact 
widespread, so it can be easily multiplied. 

Those involved in the implementation of the operation need training as 
modern language teachers. 

Sustainability of operation 

Current and future self-support activities are facilitated by the electronic 
form of eELP. It is available 24 hours and sustainable. Thus, students and 
teachers are empowered to use their potential in second language 
acquisition in an autonomous way. On the one hand, it provides constant 
motivation for learning and, on the other, its operation can be upheld and 
supported. 
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2. Using the "System of qualification and career growth of academic staff – 
Sofia University 

 

No. Descriptive Topics Text 

1. Source of best 
practice example 

Sofia University "St. Kliment Ohridski", https://www.uni-sofia.bg/ 

2. Name of activity  Using the "System of qualification and career growth of academic staff at 
Sofia University St. Kliment Ohridski" 

An R&D project, BG051PO-001-3.1.09-0005, under Human Resources 
Development operational programme of the EU, 2013-2015 

3. Relevance of activity Standard 1.5 Teaching staff  

4. Abstract Institution's IQA-related effort has motivated university administrators and 
academics to create a new system of qualification development for 
university teachers through e-learning. The system constitutes a virtual 
career centre. The operation relates in general to the enhancement of 
quality culture and in detail to career development, appraisal, 
enhancement of teaching and research (adherence to respective 
standards). 

5. Conceptual basis 

 

Open access is available to all university teachers. Registration is required 
of candidates who want to complete a full qualification course. Seven 
modules have been designed, including 25 curricula, necessary and 
sufficient materials, and adequate teaching/learning procedures. The 
teaching/learning modules for university teachers are as follows: 

1. ICT, 

2. Modern language learning (English, French, German, Russian, 
Spanish), 

3. Academic writing, 

4. Communication skills, 

5. Methods of academic teaching, 

6. Modern educational strategies and technologies, 

7. Step-by-step science.  

 

The virtual career centre registered 250 university teachers in its first round 
of admissions in 2014. Feedback on participants' satisfaction is obtained 
by using special questionnaires. The information is applied in continuing 
curriculum development and stable working on adapting the e-courses to 
labour market needs.  

6. BSC, SWOT or other 
analysis 

Successful operation 

Effective production of an expected outcome "enhancing the quality 
culture" in HE is achieved by fulfilling the aims of the R&D project 
BG051PO-001-3.1.09-0005 under Human Resources Development 
operational programme of EU, 2013-2015. The outcomes presented above 
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ensure usefulness and effectiveness, and prove that this operation is a 
"positive action".  

Innovation of operation 

Use of innovative approaches different from current ones is substantiated 
by the new system of qualification development of university teachers 
through e-learning built at the institution. It is linked to the existing e-
learning platform of the university. This provides stability of the 
implementation of this operation in the process of modernisation.  

Transferability of operation 

Passing this approach to other areas is effected by the universal nature of 
the operation. Practice is visible, communicable and shareable. In addition, 
it is applicable to systems and regulations at other HEIs.  

Dissemination of operation is facilitated by its electronic form. The use of 
a native language in the practice is a drawback, which is easy to overcome.  

Sustainability of operation 

Current and future self-support of the practice is facilitated by its electronic 
form. It is available 24 hours and is user-friendly. Thus, update of teachers' 
academic knowledge and pedagogic skills is ensured. Participants are 
motivated to develop it because they all are members of the HEI sharing 
common responsibilities and accountabilities. In addition, participants are 
stakeholders in the education system at national and European level. 
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3. Supporting innovativeness in teaching with Creative Semester Project, 
Warsaw University of Technology 

No. Descriptive topics Text 

1. Source of best 
practice example  

Warsaw University of Technology (WUT) (www.pw.edu.pl)  
WUT’s Creativity Booster (INFOX) – special task force to promote 
and implement innovative methods of teaching, set-up by the 
Rector (www.infox.pw.edu.pl)   

2 Name of activity Supporting innovativeness in teaching with Creative Semester 
Project [Kreatywny Semestr Projektowy] 

3 Relevance of 
activity 

1.3 Student-centred learning, teaching and assessment 

4 Abstract   A shift to teaching methods, which more actively involve students 
and require interdisciplinary approach and entrepreneurship, 
such as Project-Based Learning (PBL) or Design Thinking (DT), 
has been observed at many faculties of Warsaw University of 
Technology (WUT). To support this trend and to emphasise the 
significance of business-university cooperation in education, 
facilities that support innovative approach to teaching and 
learning have been located in a newly constructed building that 
hosts a recently established WUT organisational unit – Innovation 
Management and Technology Transfer Centre.  

Also, to coordinate the development, introduction and 
dissemination of innovations in teaching, a special advisor to the 
WUT Rector has been appointed. One of her key responsibilities 
is to encourage external stakeholders to get involved in teaching, 
i.e. to submit real-life projects to be creatively solved by students 
and to support students in the development of their innovative 
ideas. Subsequently, WUT’s Creativity Booster  (INFOX)  – a 
special task force to promote and implement innovative methods 
of teaching has been set up by the Rector. 

An example of new developments in student-centred learning, 
exploiting the ideas of PBL and DT, conceived by INFOX also to 
break barriers between faculties, is a pilot module called Creative 
Semester Project. This module is intended for 30 students from 
different faculties, organised into 5 design teams that solve 
practical interdisciplinary problems. It includes introductory 
lectures, but the focus is on design, in particular on good 
teamwork, as the ability to cooperate effectively is - according to 
the opinion of employers – the key competence our graduates 
generally miss. The grading is based on an assessment of 
students’ creativity, technical contribution and ability to work in a 
team (assessment by themselves, by their teammates and by 
their tutor), assessment of the final report and public presentation 
of project outcomes (by the tutor, by the reviewer and by other 
tutors). 

Based on a positive experience and feedback received from the 
participants, in the near future such an interdisciplinary design 
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project will become an obligatory part of curriculum for all first-
cycle students, whereas second-cycle students will deal with 
more complex real-world problems submitted by business and 
social partners of WUT. 

5 Conceptual basis  WUT’s Creativity Booster (INFOX) - a special task force for the 
implementation of innovative methods of teaching, set up by the 
Rector.   

The tasks assigned to INFOX include: 

• development and pilot implementation of innovative methods 
of teaching; 

• professional support for members of academic staff who 
prepare grant applications related to innovations in teaching;  

• development of organisational structures that support 
innovativeness in teaching; 

• co-operation with WUT partners (industry, regional self-
government and city administration) in defining real-world 
design projects to be creatively solved by students. 

6 Objectives • make curricula more attractive for students; 
• make curricula more practical through co-operation with 

business and social partners;   
• make teaching more student-centred - foster and exploit 

students’ creativity; 
• strengthen the position of WUT as a leader in teaching 

innovations.  
7 Implementation 

process 
• setting-up the Rector’s task force – INFOX; 
• training of tutors in DT and PBL; 
• study visits; 
• pilot initiative - Creative Semester Project; 
• development of innovative design-based modules intended 

for large groups of students.  
8 Balanced 

Scorecard 
 or SWOT or other 
analysis  

opportunities:   

• growing interest in teaching, in particular in student-centred 
learning among WUT teaching staff;  

• possible extra financial support through EU programmes;  
• offering student-centred curricula – a means to get a 

competitive edge in attracting good candidates for studying. 

challenges/problems:  

• cost of new teaching facilities; 
• increased effort of academic staff needed for introducing 

innovations in teaching, in many cases inadequately 
rewarded. 
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4. Monitoring Professional Careers of Warsaw University of Technology 
Graduates, Warsaw University of Technology 

  
No. Descriptive topics Text 

1 Source of best 
practice example  Warsaw University of Technology (http://www.pw.edu.pl/), 

Office of Development and Strategic Projects, Section of 
Social Research Support (http://www.swbs.pw.edu.pl/) 

2 Name of activity Monitoring of Professional Careers of Warsaw University of 
Technology Graduates [Monitoring Karier Zawodowych 
Absolwentów Politechniki Warszawskiej] 

3 Relevance of 
activity 

1.7 Information management.  

4 Abstract  Monitoring Professional Careers of WUT Graduates is a social 
research conducted annually in co-operation with WUT Social 
Research Support Section and WUT Careers Office. The 
research focuses on the graduates’ current situation in the 
labour market and self-evaluation of their learning outcomes 
and competencies in the context of their employability. 

Main aims of research:  
• obtain information on WUT graduates’ current 

employment situation (employment contract; position; 
salary; job satisfaction; way of finding the current job); self-
employment (companies founded by graduates, forms of 
support, number of employees, income earned); and 
unemployment (causes; duration; ways of job-seeking);   

• verify learning outcomes from the labour market 
perspective (significance in the labour market, relationship 
between the level of development of competencies and 
professional status; extent to which graduates use 
knowledge gained at the university at work);  

• examine graduates’ opinion on the education quality at 
WUT (probability of choosing the same department again; 
recommended changes); 

• inquire on graduates’ self-esteem in terms of their 
competencies in the context of the labour market,  

in order to understand the relationship between education 
quality and current professional status of the graduates and to 
improve education quality using feedback obtained from the 
graduates. 
Innovativeness 
Research is designed not only as a longitudinal study 
(possibility of combining data gathered in previous and current 
study to provide joint analysis/ comparisons), but also allows 
performing analysis with advanced methods and discover 
hidden data patterns useful for Internal Quality Assurance.  
Research method 
Online survey (CAWI); questionnaire consisting of quantitative 
and qualitative type of inquiry: closed questions (single/ 
multiple choice within the predefined answers); semi-open 
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questions (personal comment outside the predefined list); 
open questions (individual answer).  
 
Sample in the latest research edition (2015) 
E-mail database: 3512 records; response rate: 41.2% with the 
sample of 1446 respondents.  

5 Conceptual basis  WUT Section of Social Research Support: research into WUT 
internal and external socio-economic context, focused on 
evaluation and understanding needs. Such feedback enables 
to improve existing mechanisms (i.e. modification of internal 
quality assurance system), introduce advanced solutions and 
pursuit continuous progress closely tailored to stakeholders’ 
needs.  
Related studies: Diagnosis of Employer Needs, Foreign 
Students’ Satisfaction Survey, The WUT Brand Study, 
Careers Office Effectiveness Study, and more.  

6 Objectives List of objectives and milestones:  
• analyse possibility of conducting social research (people, 

tools, financing);  
• define research objectives, thus suitable research 

methods (i.e. CAWI) and respondents sample;  
• prepare research tools and test them on a small sample;  
• implement the tools;  
• collect data (in a database);  
• analyse data (prepare graphs, tables, data summaries);  
• draw a report (with data driven conclusions).  

7 Implementation 
process 

The sequence of the research:  
• uploading the questionnaire to the online survey software 

(if necessary: customisation of the questionnaire in 
accordance with current changes in the curriculum);  

• acquiring e-mail database (students and graduates) form 
Dean’s offices, Careers Office, and other relevant units;  

• obtaining all necessary consents to use the e-mail 
database;  

• dispatch of e-mail invitations with individual links to the 
online survey;  

• collection of data (gathering graduates’ answers in the 
survey); if necessary: two or three prompts reminding the 
respondents about the completion of the questionnaire;  

• promoting research via university media is welcome and 
helpful in reaching respondents from outside the base;  

• closing the distribution of the questionnaire;  
• data analysis, interpretation, inferences and applications;  
• drafting of an overall report on WUT graduates’ situation 

and several supplements (simplified reports) for each 
department; 

• presentation of the report at the meeting of the WUT 
Council for Quality Assurance. 

Evidence of success:  
• sample: 1446 in 2015; 1278 in 2014; 625 in 2013; 587 in 

2012;  
• response rate: from 34.9% in 2014 to 41.2% in 2015;  
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• since research is conducted by an internal unit (years: 
2015-2014) and not external research company (years: 
2013-2012), both the sample and the success rate 
increase;  

• growing interest of some faculties in the results of research 
into the monitoring of graduates careers and using the 
data for enhancement of degree programmes and shaping 
the LLL offer; 

• research into the monitoring of graduates careers highly 
appraised by the Polish Accreditation Committee (PKA). 

8 Balanced Scorecard 
or SWOT or other 
analysis  

Features enhancing the research:  
• financing within WUT;  
• internal circulation of e-mail database;  
• questionnaire customisation for current needs (possibility 

of broadening the research);  
Features affecting the research:  
• time-consuming process of database building;  
• a lengthy (thus discouraging) questionnaire;  
• reaching alumni who graduated in the years preceding the 

e-mail database; 
• effective implementation of results. 
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5. Coherent and synergistically dual policy for quality assurance,  
Warsaw University of Life Sciences (SGGW) 

 

№ Descriptive Topics Text 

1 Source of best 
practice example 

Warsaw University of Life Sciences (SGGW), 
www.sggw.pl , dr Mariusz Maciejczak 

2 Name of activity  Coherent and synergistically dual policy for quality assurance 

3 Relevance of activity 1.1. Policy for quality assurance 

4 Abstract In 2013, Warsaw University of Life Sciences (SGGW) 
implemented a new Quality Assurance System (QAS), which 
was put to effect after the revision and development of the 
2009 system23. The 2013 QAS is built on basic assumptions 
of duality. It has a dual nature, because it comprises the 
university and faculty level. In accordance with the provisions 
of the Law on Higher Education in Poland, the level of basic 
organisational units (faculties) is the elementary level of 
quality assurance. Therefore, the faculties are provided basic 
system functions to assure the highest possible quality of 
learning (including relevant resources and  real impact of 
internal and external stakeholders), to monitor its effects and 
results, to evaluate and improve, and to effectively inform. At 
the university level, coordination and support functions (e.g. 
by providing appropriate tools, incl. ITC, to verify and 
supervise the system processes) are implemented to ensure 
effective information flow and the development of quality 
culture. 

The main driver of the QAS is a formal and publicly 
available (http://jakoscksztalcenia.sggw.pl/?page_id=564) 
Policy for Quality Assurance document. It has been 
developed as a coherent document incorporating 
complementary guidance of ESG, ISO 9001 and taking into 
account both the national context, in which the university 
operates, and the university context, including its strategy. 
Based on the university’s Policy for Quality Assurance, 13 
faculties adopted their formal and publicly available 
documents forming the Policy for Quality Assurance, which 
took into account their specific characteristics and strategies. 
Consequently, the policy for quality assurance was tailored 
to the elementary level of the university operations, at the 
same time being complementary with the university’s 
approach and synergistic, as the two levels of its operation 
generate an added value. 

																																																													
23	 For	 more	 information	 see:	 Maciejczak	 M.,	 Klepacki	 B.,	 Szyndel	 M.S.,	 2013:	 Stakeholders	 participation	 in	
revolutionary	development	of	the	system	of	quality	assurance	–	case	study	of	WULS-SGGW	in	Poland.	Proceedings	
of	8th	European	Quality	Assurance	Forum,	Univ.	Gothenburg,	Sweden,		21-32	Nov.	2013.	Abstr.IVb.7	
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Both at the university and the faculties levels, the process of 
Policy for Quality Assurance adaptation was based on 
extensive consultations with internal and external 
stakeholders, who were included in the QAS and took part 
in its on-going monitoring and revision incl. PQA. 

5 Conceptual basis To develop a coherent and synergistically dual policy for 
quality assurance. 

6 Objective To tailor the QAP for faculties (elementary level of university 
operations) complementary with the university’s approach, in 
order to generate synergy effects from these two levels. 

7 Implementation 
process 

1. Appointment of a team responsible for drafting 
QAP. 

2. Drafting QAP. 

3. Consulting QAP draft with internal and external 
stakeholders. 

4. Preparation of a final draft of QAP. 

5. QAP final draft recommendation by the Senate 
Committees for Quality Assurance, Didactics, 
Science, Intl. Cooperation. 

6. Recommendation on the final draft by the Rector 
to the University’s Council. 

7. Adaptation of the formal QAP by the  University’s 
Council. 

8. Implementation. 

9. Ongoing monitoring. 

10. Periodic reviews. 

The same procedure has been adopted for the faculty level. 

8 Balanced Scorecard 
or SWOT or other 
analysis 

Conceptual efforts based on in depth knowledge of all parties 
involved were required to develop a coherent and 
synergistically dual policy for quality assurance. Once 
implemented, it has been considered as an innovation and 
involved the process of innovation dissemination, yet, with 
some initial resistance. 

 
  



	
	

96	

6. Cross verification of learning outcomes using dedicated IT tools for 
stakeholders, teaching staff and students,  

Warsaw University of Life Sciences (SGGW) 
  

№ Descriptive Topics Text 

1 Source of best 
practice example 

Warsaw University of Life Sciences, www.sggw.pl ,  

dr inż. Mariusz Maciejczak 

2 Name of activity  Cross verification of learning outcomes using dedicated IT 
tools for stakeholders, teaching staff and students 

3 Relevance of activity 1.9. On-going monitoring and periodic review of programmes 

4 Abstract Warsaw University of Life Sciences implemented four key IT 
tools to support quality assurance at the HEI:  

1. A platform supporting remote verification of 
programmes and learning outcomes by external 
stakeholders; 

2. A system for on-going verification of learning outcomes 
for teaching staff; 

3. A system of on-going surveys for undergraduate, 
graduate and doctoral  students to collect relevant 
information at the institutional level; 

4. A system for alumni to collect relevant information at 
the institutional level.  

The main objective of this tool is to support periodic reviews of 
the programmes and cross verification of  learning outcomes.  

These IT tools facilitate the collection of information about a 
particular module or a complex programme while granting 
users the right to provide anonymous opinions. The tools allow 
to incorporate and monitor implemented changes, both from 
the position of individual teachers and university or faculty 
management. Although they have not been integrated 
technically into one platform yet (conceptual works are being 
finalised, the university is looking for funding for this project), 
these IT tools are fully used to collect most relevant information 
forming knowledge indispensable for further development of 
the university’s quality.  

5 Conceptual basis Cross verification of efficiency of programmes and learning 
outcomes. 

IT tool no. 1 is a publicly available interface 
http://platformapracodawcy.sggw.pl/ 

Tools no. 2, 3, 4 are functionalities of the HEI’s internal IT 
infrastructure. 

6 Objective • monitoring and improving courses and programmes – 
teaching staff; 
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• strengthening cooperation with stakeholders 
(stakeholders’ feedback forms a vital component of this 
process); 

• encouraging students to complete the survey and improve 
quality assurance. 

7 Implementation 
process 

All IT tolls were implemented according to the following 
phases: 

• awareness of the need for change; 

• public consultation; 

• development of IT software; 

• users training; 

• ongoing actions; 

• periodic reviews of efficiency. 

Benefits: 

• programmes and courses modified according to the 
verification of learning outcomes conducted by the 
teaching staff in synergy with labour market needs, and 
opinions of students and alumni.  

8 Balanced Scorecard 
SWOT or other 
analysis 

All the IT tools required financial and conceptual efforts to be 
developed. Once implemented, they have been considered 
innovation and followed the process of innovation 
dissemination, with some resistance at the beginning and 
acceptance after 3-4 cycles. However, monitoring of their 
efficiency and technical support are still required in order to 
obtain possibly the highest outcomes. To assure quality, 
information flow among all stakeholders is needed and 
provided. 
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7. Student-centred learning, teaching and assessment, University of Warsaw 
 

№ Descriptive Topics Text 

1 Source of best 
practice example 

University of Warsaw 

http://www.mish.uw.edu.pl/studia-w-mish , 

HEI website; http://www.mish.uw.edu.pl/ 

2 Name of activity Student-centred learning, teaching and assessment 

3 Relevance of activity 1.3. Student-centred learning, teaching and assessment 

4 Abstract The master and student relationship is at the very core of 
interdisciplinary studies offered by the Interfaculty College of 
Humanities. Each student is provided with continuous care and 
supervised by a tutor (scientific patron) chosen by the student 
from among the faculty of the University of Warsaw and the 
Polish Academy of Sciences. Each tutor should be an expert 
in the discipline closest to scientific interests of a given student. 
The student-tutor relationship is based on mutual consent. A 
student may have one tutor throughout his or her studies or 
change tutors annually (which means that a student may study 
under the supervision of various faculty members during 
his/her time at the University. A student could have two tutors 
at the same time, if the chosen syllabus requires that. 

The tutor helps the student to select discipline, curricula, 
learning methods, approves annual reports prepared by the 
student, including lists of the courses to be completed, ECTS 
and grades obtained each year.  

The selected curriculum corresponds to the degree of 
specialisation of a given student’s interests. In the initial years, 
students can take general courses in order to become 
acquainted with the subject matter and to  decide on the 
major(s), but it is also possible – in the case of the students 
with well-defined interests – to build their curricula around a 
specific discipline or a group of problems in a wider humanistic 
perspective.  

In the development of their respective curricula, the students 
are aided by College authorities, members of the College 
Council, their tutors, course patrons, and College PhD 
students. Being well-acquainted with the particularities of a 
given course and of its difficulty, they are able to safeguard the 
students from hasty decisions, and especially from choosing 
classes that are too difficult at early stages of advancement. 
However, it is not the professors who are the authors of the 
curricula, but the students themselves. 

5 Conceptual basis In compliance with the guidelines of ESG Standard 1.3, the 
curriculum and education strategy of the College of Humanities 
provides for:  
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• recognition of students’ diversity and variety of their needs 
through the provision of flexible curricula; 

• flexible use of various educational methods in support of 
the students’ educational needs; 

• selection of appropriate forms of learning and instruction 
methods;  

• regular evaluation and adjustment of instruction methods 
and forms of learning; 

• strengthening the feeling of students’ autonomy thanks to 
the provision of teachers’ support and directions; 

• promotion of student-teacher mutual respect; 

• complaint procedures in place to be applied by the 
students, if needed. 

6 Objective A list of "to do" statements: 

• strengthening student-tutor relationship; 
• providing institutional support to the tutors, if needed. 
• adequate institutional recognition of the tutors’ efforts; 
• better recognition of students’ needs. 
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8. Information management, University of Warsaw 
 

№ Descriptive Topics Text 

1 Source of best practice 
example 

University of Warsaw, Agata Wroczynska 
Head of the Office for Quality of Education 

2 Name of activity  Information management 

3 Relevance of activity 1.7. Information management 

4 Abstract In compliance with Standard 1.7, the University of Warsaw 
collects, analyses and uses data in order to more effectively 
manage curricula and to efficiently assure the quality of 
learning and teaching. The university periodically examines 
levels of students’, PhD students’ and faculty members’ 
satisfaction with curricula and learning conditions. 

 http://www.pejk.uw.edu.pl/?p=871) 

There are also annual polls on the enrolment process at the 
university  

http://www.pejk.uw.edu.pl/?page_id=405). 

In the recent years, research into the careers of the alumni 
has been carried out. The study has included analyses of 
educational paths of selected groups of students (cf. report: 
http://eduentuzjasci.pl/zespoly/186-publikacje/raport/raport-
z-badania/monitorowanie-losow-absolwentow-uczelni-
wyzszych/979-monitorowanie-losow-absolwentow-uczelni-
wyzszych.html). 

A study on student dropout rates has also been recently 
carried out. 

From March to June 2015, the UW conducted qualitative 
research into dropout rates at the UW. The research goal of 
the project was to better understand the dropout phenomenon 
at the UW, to know the reasons and circumstances of 
dropping out of the university (during or immediately after the 
first year of study). The study methodology was based on 28 
in-depth interviews. On 19th of June, a meeting was 
convened to present research results and recommendations 
concerning: 

1. Steps taken by the university when a student chooses a 
study programme.  

2. Systemic solutions concerning the diversity of knowledge 
levels, choice of lecturer, and work on the quality of classes. 

The findings of the above-presented studies are used to 
prepare recommendations aiming at improving the quality of 
teaching/learning at the university. 
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In compliance with the university system of learning/teaching 
quality assurance and improvement, each academic unit 
(faculty) annually prepares a report, in which it describes its 
strengths and weaknesses in the scope of quality assurance 
(in regards to the curricula, faculty, resources etc.). Individual 
reports, analysed by the Office for Teaching and Learning 
Quality Assurance, are used to draw a general report at the 
university level. A list and schedule of corrective measures to 
be taken form an important part of the report. 

The above mentioned reports are published at:  

www.bjk.uw.edu.pl 
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9. Teaching Incentive Fund , University of Gdańsk 
  

№ Descriptive Topics Text 

1 Source of best practice 
example 

Teaching Quality Department, University of Gdańsk 
ug.edu.gda.pl, jakoscksztalcenia.ug.edu.pl  

2 Name of activity  Teaching Incentive Fund  

(Fundusz Innowacji Dydaktycznych) 

3 Relevance of activity Designing methodologies fit for the purpose; implementing 
processes. 

4 Abstract innovativeness, sustainability, efficiency, setting, creating, 
computing, verifying, 

5 Conceptual basis The basic idea behind the activity was to create and develop 
a tool to provide financial support to the most creative and 
valuable ideas in higher education. The Teaching Incentive 
Fund is intended for university scientists and doctoral 
students. 

6 Objective • raise the level of teaching quality awareness; 

• create and maintain helpful educational tools and 
events; 

• support the implementation of innovative working 
methods; 

• support in focusing on educational and didactic 
income. 

7 Implementation 
process 

Each academic year, the Teaching Incentive Fund 
administers a financial budget to support innovative 
educational ideas. Till 10th of September, applicants are 
obliged to fill in the forms for financial grants, in which they 
describe the project idea, its purpose and benefits, in 
particular educational income for students and the university 
itself. The Vice-rector decides about financial support for the 
aforementioned projects. Granted ideas should be 
implemented for at least one academic year. 

Applicants complete their projects with a summary report, in 
which they describe achieved project goals and tasks. 
Summary reports are followed by a financial settlement of the 
project. 

8 Balanced or Scorecard 
SWOT or other analysis 

• manufacturing efficiency; 

• post planning failures; 

• emerging technologies; 

• shortage of resources. 
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10. Council of Employers, 
University of Ecology and Management in Warsaw, Faculty of Architecture 

 

№ Descriptive Topics Text 

1. Source of best practice 
example 

University of Ecology and Management in Warsaw, 
Faculty of Architecture, 
Bogdan Gorczyca, PhD, Vice Dean of the Faculty of 
Architecture, Quality Assurance & Enhancement 

2. Name of activity Council of Employers 

3. Relevance of activity The activity is related to the following components of ESG 
Part 1 Standard: 

1.1 Policy for quality assurance; 

1.2 Design and approval of programmes; 

1.9 On-going monitoring and periodic review of 
programmes. 

4. Abstract The main aim of the activity is an ongoing cooperation 
between the Faculty of Architecture and employers and 
potential employers of faculty graduates, and members of 
the Council of Employers. The distinctive and innovative 
feature of the activity is a win-win strategy, which is a sine 
qua non condition for its success and effectiveness.  

While both parties are working together on elaborating 
valuable and attractive educational offer of the Faculty of 
Architecture, development of quality culture, creating an 
environment, which promotes and encourages 
enhancement of mutual business links between members 
of the Council and the Faculty of Architecture mainly 
concentrates on: 

• elaborating and submitting for consultation 
existing and new study programmes, 

• supervising research conducted on the 
request of individual institutions; 

• providing consulting services. 

The institutions, which are members of the Council: 

• conduct evaluation and advise on intended 
learning outcomes for existing and new study 
programmes taking into account present and 
foreseen expectations of the labour market; 

• submit lists of practical problems, which can be 
used by students as final dissertation topics; 

• offer placements for practical training and 
internships.  
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Special attention is paid to practice-oriented study 
programmes. 

5. Conceptual basis The activity is rooted in the Mission Statement of the 
Faculty, which reads that the main focus on individual 
fields of study includes high quality and interdisciplinary 
character of training, ensuring up to date specialisations 
and adaptation of education contents to evolving 
expectations of the labour market.  

6. Objective The activity of the Council of Employers is intended to: 

• support the Faculty in developing and enhancing 
its education offer, keeping it up-to-date and 
making it attractive both for students and 
employers; 

• bring new practices, trends and developments in 
technology to the classrooms; 

• offer attractive practical placements to students; 

• provide employers with consulting services on 
request; 

• create conditions for tightening business 
relations between members of the Council.  

7. Implementation process The preparatory stage mainly included the identification 
and selection of relevant institutions and signing 
agreements with them. The activity was kicked-off with 
the first meeting. At present, it is an ongoing process with 
regular, scheduled meetings. The new members are 
invited basing on mutual interests. As the Faculty offers a 
wide range of programmes (ranging from Design, Interior 
Architecture and Landscape Architecture to Spatial 
Planning and Development and Architecture) and the 
Council comprises institutions representing different 
interests, it was proven time-effective to occasionally 
organise meetings of sub-groups dealing with specific 
issues. 

Evidence of success: this year, two practice-oriented 
study programmes were elaborated with a significant 
input from the Council of Employers and approved by 
PKA.  
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8. SWOT STRENGHTS  

• effective and brief decision-making process; 

• very good relations with and between employers; 

• growing number of members who are university 
graduates. 

WEAKNESSES 

• lack of enthusiasm for collaborating with industry 
on the part of academics. 

OPPORTUNITIES 

• changes in law promoting cooperation between 
business and higher education institutions e.g. tax 
reductions for businesses offering internships; 

• positive changes in attitudes of academics 
towards cooperation with external stakeholders; 

• success of newly launched practice-oriented 
study programmes.  

THREATS 

• further demographic decline and growing surplus 
of well-qualified graduates looking for jobs; 

• emigration of graduates who served internships 
and were expected to continue their careers with 
host institutions. 
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11. PDCA cycle and the pedagogical quality assessment ,  
University of Coimbra 

 

№ Descriptive 
Topics 

Text 

1. Source of best 
practice example 

University of Coimbra 
Management system at the University of Coimbra [SG.UC] 

Quality policy of the University of Coimbra, namely points 1 and 
3. 

2. Name of activity PDCA cycle and pedagogical quality assessment  

3. Relevance of 
activity 

1.7 Information management 

4. Abstract Using the PDCA cycle [Plan – Do – Check – Act] in the evaluation 
of education quality allows for the participation of the entire 
academic community in the production of information relevant to 
the continuous improvement of the teaching-learning process 
and to the quality of courses offered by the UC. 

5. Implementation 
process 

PLAN: Each year, evaluation procedures concerning 
pedagogical quality assessment are scheduled (at the end of 
each semester of the 1st and 2nd cycle study programmes since 
the academic year 2008/09, and at the end of the 1st year and 
upon the conclusion of dissertations as part 3rd cycle study 
programmes since the academic year 2011/12) and 
implemented improvement actions are made public. 

DO: In the surveying process, which includes pedagogical 
surveys, teaching staff and students are asked to analyse some 
aspects considered important for the pedagogical quality and for 
the continuous improvement cycle. Student surveys aim to 
measure the degree of satisfaction with aspects related to the 
course (conditions of functioning) and to quality assessment of 
the course units and professors. The professors are asked to 
assess the course(s) and course unit(s) they teach. The 
professors also identify the main strengths and weaknesses of 
course units and are asked to reflect upon improvements that 
could be made. 

Self-assessment reports are prepared for each course at the end 
of each academic year. A coordinator is responsible for preparing 
the final report, though it is recommended that this exercise 
involves the participation of students, professors and other 
bodies related to a given course (e.g. trainee host bodies, 
professional associations, research units). In the report, provided 
that indicators are made available (e.g.: demand for the course, 
pedagogical effectiveness, academic information), the course 
coordinator performs a SWOT analysis (in accordance with 
different parameters laid down in the A3ES study-cycle self-
assessment guide), defines improvement measures and 
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assesses the extent to which measures defined the previous year 
have been effectively put into practice. 

At faculty level, the assessment cycle involves the preparation of 
a report, which also includes a SWOT analysis concerning 
research, teaching, internationalisation, human resources, 
students' integration and school success, employability, 
partnerships, and scientific productivity. In the light of self-
assessment, the faculties reassess their Action Plans and 
introduce adjustments they consider relevant. 

CHECK: The Evaluation and Continuous Improvement Division 
(DAMC) analyses the results (quantitative and qualitative ones) 
for each faculty and for the university as a whole and points out 
critical results that should lead to improvement actions. 

ACT: The assessment closes with a discussion of the main 
results at each faculty and with monitoring of less favourable 
results and subsequent actions. A pedagogical quality 
management report is prepared each year at the university level 
and made available to the public on the HEI webpage.  

The assessment cycle described above provides a lot of 
information that can be used by the faculties and the university 
to define the courses on offer, pedagogical regulations, support 
measures for students, and pedagogical training for professors. 

6. BSC, SWOT or 
other analysis 

The practice is universal  

The surveys and the templates for the course and faculty self-
assessment reports are the same for all the faculties. The 
practice is relatively easy to implement at any HEI and requires 
no significant expenditure. 

The practice is effective  

The survey results allow to have a quantitative and qualitative 
measure of critical points; together with a SWOT analysis, it 
allows to define improvement actions to be implemented the 
following year, in line with the faculty and strategic plan. These 
actions are monitored in the next cycle of assessing teaching 
quality. Results of pedagogical surveys and SWOT analyses 
are used to support decisions on issues, such as restructuring 
of the courses on offer, redistribution of teaching staff, 
management of material resources and spaces, etc. The 
surveying process is reviewed and improved systematically on 
the basis of comments provided by teachers and students. The 
response rates obtained show high levels of participation 
among students and teachers. 

The practice is innovative 

Since 2010/11, pedagogical surveys are integrated into the 
academic management system. This means that the results 
are immediately available on the same platform with different 
levels of aggregation in accordance with participants’ 
responsibility. Data characterising students and their academic 
results is automatically produced. Completion of course self-
assessment report on an IT platform allows for the monitoring 
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of improvement actions and for coordination with national 
accreditation agency platform. 

The IT system automatically invites students and teaching staff 
to fill in the questionnaires, and various communications are 
sent through different channels calling for participation. 

The practice can provide a benchmark for other practices. 

Main benefits from the application of the best practice 
The biggest benefit of this practice is: the involvement of the 
entire academic community in the process of continuous 
improvement, the adoption of corrective measures and the 
possibility of informed decision-making. 

Difficulties and risks related to the application of the best 
practice 
The difficulties relate to maintaining active involvement of all 
stakeholders and to producing a considerable amount of 
information. 
The biggest risk is the routinisation of the process. 
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11. Integration and ease of use of the IQA information system, 
Universidade do Minho 

 

№ Descriptive Topics Text 

1 Source of best practice 
example 

Universidade do Minho 
http://www.uminho.pt/uminho/qualidade  

Quality Manual 

(http://www.uminho.pt/docs/quality/2012/06/14/quality-
manual-uminho-1-1-2012.pdf), section 8.1. 

2 Name of activity  Designing and implementing an integrated information 
system to support IQAS. 

3 Relevance of activity 1.7 Information management 

4 Abstract The comprehensiveness of UMinho IQA system (SIGAQ-
UM) and the on-line application of its main instruments 
implied the need for a better integration of sometimes 
autonomous information systems into a single institutional 
information system, which, in turn, required well defined 
procedures for the management of programmes and 
course units. It was thus decided to set up a specific 
information system to support SIGAQ-UM fully integrated 
with the University Information System, featuring data 
gathering and analysis functionalities (including on-line 
surveys), on-line preparation of self-assessment reports 
and monitoring of action plans, allowing for a paperless 
environment throughout the system. 

Detailed specifications were drafted and adopted for the 
type, amount and format/presentation of indispensable 
data forming background information to support self-
reporting at the course unit, programme and school level, 
as well as for the definition of data sources and data 
analysis. The data was organised into different blocks 
(such as survey results, pass/failure rates, completion 
rates, employability indicators, access to course unit 
portfolios, access to aggregated data or to the full report 
from other (lower) levels of reporting, etc.).  

The background information becomes automatically 
available when opening the on-line self-reporting form. An 
agile process for accessing information was devised, 
through selective and user-friendly viewing interfaces, 
which allowed for easy and interactive navigation among 
a highly significant volume of information. A user can 
consult information at any time while drafting the self-
evaluation report by simply clicking an appropriate icon 
and can automatically return to the report. 

Since the background information is prepared separately 
and beforehand, the drafting of self-assessment reports 
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stands for a predominantly analytical process, free of 
bureaucratic load and relatively light on academic 
community. 

So organised data feeds the internal dissemination of 
information on the results of the application of IQA 
instruments in order to provide feedback on the feedback, 
and the Institutional Progress Chart as a time series of a 
set of performance indicators allowing for a dynamic view 
of the development of the University. 

The approach proved successful and effective and was 
identified as a best practice in the external review of 
SIGAQ-UM by the national QA Agency A3ES. 

5 Conceptual basis UMinho’s Quality Manual explicitly considers institutional 
self-knowledge as an essential starting point for internal 
quality assurance. However, the monitoring of teaching 
and learning processes involves a huge amount of 
quantitative and qualitative data on the organisation, 
operation and results of study programmes. It is therefore 
essential for the information system supporting IQA to be 
firmly anchored into the University Information System and 
to allow all relevant stakeholders easy interactive access 
to and navigation through readily available information. 

6 Objective • To design and implement a specific information 
system to support IQAS, fully integrated into the 
University Information System. 

• To provide ready availability of predefined data and 
indicators as background information for the 
elaboration of self-assessment reports. 

• To allow easy surfing background information 
thanks to selective viewing interfaces. 

7 Implementation process The design and implementation of the IQA information 
system according to the specified objectives involved the 
following phases: 

• Identification and analysis of requirements; 
• Careful and detailed functional specification of 

each data set (module), namely at course unit, 
study programme and school level, ensuring ease 
of interactive selective access; 

• Development of different computing modules, 
feeding from the University Information System; 

• Tests prior to the implementation followed by the 
production of user manuals and training aimed at 
the end users. 

8 Balanced Scorecard/ 
SWOT or other analysis 

Main benefits (opportunities/strengths): 

• Full integration with the University Information 
System as a unique source for data, thus ensuring 
data reliability. 
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• Ready availability of specially prepared 
background information prior to the elaboration of 
self-assessment reports, thus reducing 
bureaucratic load on academic staff and 
stimulating self-reflection (analytical) and 
enhancement-led nature of self-assessment 
reports. 

• Easy navigation through huge volumes of 
information on selective and interactive basis. 

Potential shortcomings and risks: 

• “Upstream” constraints of the organisation and 
availability of reliable information on the 
teaching/learning processes must be carefully 
tackled with, to avoid hampering system 
effectiveness. 

• Potential tendency for members of the academic 
community less familiar with SIGAQ-UM to 
misinterpret the information system as being the 
IQA system itself, and not a tool to support the IQA 
system. 
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12. Streamlining the process of teaching and learning self-assessment 
and emphasising of reflective practices among various actors, 

Universidade do Minho 
 

№ Descriptive Topics Text 

1 Source of best practice 
example 

Universidade do Minho 
http://www.uminho.pt/uminho/qualidade 

Quality Manual 

(http://www.uminho.pt/docs/quality/2012/06/14/quality-
manual-uminho-1-1-2012.pdf), section 5.3. 

2 Name of activity  Teaching and learning self-assessment - Progressive 
streamlining, emphasising reflective practices among 
various actors. 

3 Relevance of activity 1.9 On-going monitoring and periodic review of programe 

1.1 Policy for quality assurance 

4 Abstract The SIGAQ-UM strategy for monitoring, assessing and 
improving teaching has been developed for successive 
levels of intervention and gradually aggregated. It mainly  
consists in the preparation of annual self-assessment 
reports, in accordance with pre-defined specifications and 
format. The starting point for the analysis is the course 
level (course unit), which constitutes the basis for the 
organisation, planning and operation of teaching, and is 
located at the core of teaching and learning processes, as 
well as the interaction between its main actors (students 
and teachers). Quality assurance mechanisms for 
teaching are developed in progressive “quality cycles”, 
starting from the level closest to the learning environments 
upwards to the following levels of analysis: the study 
programme, the organic unit (school) and UMinho as a 
whole. 

Detailed specifications concerning the structure of the self-
assessment reports have been developed to facilitate their 
on-line preparation. A model structure has been adopted 
for different reports, which establishes a distinction 
between the background information that underlies the 
self-assessment process and the self-assessment 
exercise per se: 

• The background information is imported from 
sources and databases forming UMinho’s 
information system, as well as aggregated 
appraisals submitted at other levels of analysis. It 
is automatically available upon opening a report. 
Agile access to information is thus provided thanks 
to selective viewing interfaces, which allow for easy 
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and interactive navigation among highly significant 
volume of information. 

• The electronic form for the elaboration of the report 
is pre-formatted and includes self-reflection on 
basic aspects of the organisation, functioning and 
results of teaching at the level of analysis in 
question, the identification of strengths and 
weaknesses (or SWOT analysis), and specific 
fields to suggest improvement measures and 
identify best practices to be included in best 
practice portfolio. 

Having in mind that background information is prepared 
separately and in advance, the drawing of self-
assessment reports becomes a predominantly analytical 
process, less bureaucratic and relatively light on 
pedagogical coordinators. However, the process ensures 
systematic identification of potential situations of poor 
quality thanks to a process of automatic identification of 
results that require further examination, in accordance with 
flagging criteria defined in the Quality Manual. If a course 
unit is flagged and its results need to be further examined 
(i.e. results stray significantly from the established goals), 
the self-assessment report must include reflection from the 
course unit coordinator on the reasons that may be at the 
root of those results, as well as a suggestion for an action 
plan to overcome or minimise the detected problems. Such 
reflections and suggestions are resumed at the next level 
of analysis – the study programme self-assessment report, 
which shall explicitly include a proposal for an action plan 
aimed at the resolution of encountered problems or a 
proper rationalisation for the lack of need for a formal 
action plan to tackle the situation in question. It is a task of 
Pedagogical Council to analyse and validate action plans 
for improvement proposed by the Study Programme 
Directors. Consequently, there are appropriate safety 
measures to ensure that such situations are duly analysed 
and handled. 

The structure of the reports also ensures that, even in the 
case of course units and study programmes without 
instances of flagging, there is an opportunity to present 
recommendations for improvement, particularly in terms of 
pedagogical innovation, as part of unremitting contribution 
towards continuous improvement. 

There are provisions for follow-up on the implementation 
of action plans. In particular, self-assessment reports 
always require an appreciation of the answers given to the 
recommendations and improvement plans included in the 
previous assessment. 

The practice proved to be successful and effective, and 
was identified as a best practice in the external review of 
SIGAQ-UM by the national QA Agency A3ES. 
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5 Conceptual basis The complexity of teaching and learning processes, 
insufficient experience concerning the assessment of 
teaching and the level of detail, which characterises 
external QA standards on the subject have justified 
particular care for and substantially higher level of detail of 
the strategy for QA in teaching and learning as an 
essential element of UMinho’s IQA system (SIGAQ-UM). 
Consequently, the methodologies for QA of teaching are 
presented in much detail in the Quality Manual, ensuring 
progressive streamlining of the system in order to 
emphasise reflective practices during the preparation of  
successive self-assessment reports at the levels ranging 
from a course unit to a school. 

6 Objective • Ensuring that self-evaluation reports are 
predominantly analytical, free of bureaucratic load 
and relatively light on academic community. 

• Using self-reflection results as qualitative input 
data for higher levels of analysis. 

7 Implementation process • Development of self-assessment reports on 
teaching and learning gradually aggregated at 
successive levels of intervention (at course unit, 
degree programme, school and university levels). 

• Preparation, in advance, of proper background 
information to support self-reflection. 

• Use of a flagging mechanism to signal potential 
problems. 

• Setting up ‘feedback on feedback’ procedures and 
follow-up improvement plans. 

8 Balanced Scorecard 
SWOT or other analysis 

Main benefits (opportunities/strengths): 

• Reducing bureaucratic load in the application of 
IQAS, without hindering the system’s 
effectiveness. 

• Better use of qualitative information gathered along 
self-assessment procedures (at course unit, 
degree programme and school levels). 

• Motivation and more active participation of 
academic community. 

Potential shortcomings and risks: 

• After a few annual quality-cycles, academics may 
see and treat self-assessment exercises as mere 
routine work. It is essential to continuously provide 
feedback on the feedback to all stakeholders. 

 
  



	
	

115	

14. Including students in the audit programme of the IPVC IQAS – IPVC 
 

№ Descriptive Topics Text 

1 Source of best 
practice example 

Polytechnic Institute of Viana do Costelo 

2 Name of activity  Including students in the audit programme of the IPVC IQAS. 

3 Relevance of activity  1.10 Cyclical external quality assurance 

4 Abstract The IPVC considers self-evaluation as a crucial opportunity for: 
strengthening self-analysis and self-evaluation; promoting 
internal debate; QMS process revision and identification of 
areas for improvement. One of the principles of IQA at the IPVC 
is active intervention of internal community (staff and students) 
and external entities in the process. 

5 Conceptual basis The participation of students in the QMS - IPVC is structured 
from the global level, through the IPVC and schools context to 
the courses (study cycles) (directly or through their 
representatives).  

The forms are numerous, but all of them are fundamental and 
interconnected, thanks to: participation in the General Council 
and Academic Council; regular meetings of the Academic 
Federation, Student Associations and Management Bodies; 
participation in surveys on school, course/teachers quality and 
support services (libraries, laboratories, food, accommodation, 
scholarship); discussion and approval of course reports by the 
Course Commission; analysis of quality assurance teaching 
aspects and definition of improvement by the Pedagogical 
Council; workshops about QMS, accreditation/ certification 
processes and integration in internal audit teams. In this 
context, it will focus on student participation in the QMS - IPVC, 
namely their inclusion in the internal audits. 

To ensure efficient selection of students, for their inclusion in 
internal audits and for the needs of the transparency of the 
process, a procedure that fits these essential aspects was 
defined. Audit student forms (http://www.ipvc.pt/queres-ser-
auditor-ipvc) were created and included submission as basic 
selection criteria (depending on the audit, to which they would 
apply) course and year of studies, experience/training in audit 
methodologies, participation in workshops or meetings 
organised by the institution and the date of application. To 
ensure that the students are prepared for the audit, workshop 
for selected candidates was conducted and students held 
preparatory meetings with the audit team. 

6 Objective Actively involve the students in the continuous improvement of 
the quality management system (QMS-IPVC). 
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7 Implementation 
process 

It is intended that the QMS-IPVC is linked with the institution’s 
governance mechanisms and the dynamics of the academic 
community; it is capable of generating information, ensures 
analysis and dissemination. In accordance with the mission of 
the institution, it was considered essential to ensure continued 
and effective follow-up, find strengths and improve evaluation 
methodologies in learning environments and processes. For 
the successful operation of QMS – IPVC, it has to be 
recognised, needs to imply responsible involvement of all, and 
should be evaluated internally, in accordance with needs. 

8 Balanced Scorecard 
SWOT or other 
analysis 

Main benefits resulting from the application of best 
practice 
Students’ point of view/vision is considered a strategic 
information to IPVC. The self-assessment process and their 
inclusion in audits form a key contribution to conformity 
assessment and to identifying opportunities for improvement, 
because students, being the main users of the majority of 
services provided by the institution are the main stakeholders 
of quality assurance  in the scope of learning and student 
support services. 

Difficulties and risks related to the application of best 
practice.  
A questionnaire was prepared to identify the main aspects and 
improve their integration. The experimental methodology was 
initiated in 2013. 11 students participated in 18 internal audits. 
In 2014, 58 students candidates and 25 students were included 
in audit teams. Next, a questionnaire was prepared for students 
who participated in internal audits in 2013 and 2014 and some 
questions were formulated with the aim to measure  student 
satisfaction. Questions like: quality of information about audit 
participation and methodologies, knowledge about QMS-IPVC; 
opinion about evaluation promotion; selection of candidates; 
integration in the audit team; the previous meeting; access  to 
documentation and support; contribution of the audit 
experience to knowledge of the system and processes. Some 
critical points were detected and fixed earlier this year. A SWOT 
analysis has been made. Selected strengths and weakness are 
presented below: 

Strengths: Practical and theoretical experience; contact with 
QMS; increased trust in the institution; more knowledge about 
processes, services and administrative procedures; increased 
students’ involvement and participation; 

Weakness: Students have limited time available to participate; 
insufficient background knowledge about iQAS and Standard 
Guidelines; audit preparation meeting; the number of 
workshops about quality management skills, the system and 
concepts. 
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1.5 Desmaterialização e Otimização dos Processos,  
The University of Madeira  

 
According to European Standard Guidelines, a well implemented internal quality 
assurance system provides key information on the quality of an institution's activities 
and produces recommendations for improvements and thus ensures its visibility.  
Constant ensuring and improving quality are inseparable partners, in symbiosis and 
aware of new mechanisms for adapting to new challenges. In this sense, QAS seeks 
to involve representatives of various sectors and analyses the processes, always with 
a view to implement quality improvement measures. 
Strong budgetary constraints, which Portuguese universities have experienced in 
recent years, have accentuated the tendency of reducing administrative support, which 
these institutions need to ensure various fundamental aspects of their operations. In 
addition, growing requirements to implement complex and expensive administrative 
processes are imposed on all stakeholders. In this demanding environment, there is a 
need to make the processes less challenging and ensure greater efficiency in their 
implementation. The implementation of an internal quality assurance system is 
essential and should be based on a document management system, which will bring 
benefits to all and increase participation. 
 

№ Descriptive Topics Text 

1 Source of best practice 
example 

The University of Madeira  

2 Name of activity  Desmaterialização e Otimização dos Processos 

3 Relevance of activity 1.9 On-going monitoring and periodic review of programe  
1.1 Policy for quality assurance 

4 Abstract, concept, 
objectives 

The University of Madeira has dedicated significant efforts 
to computerise its processes in order to improve services it 
provides to its students and employees. However, many of 
its activities are still supported by traditional means, with 
using paper forms and following lengthy filed and forwarding 
processes that are justified solely by the need to ensure their 
traceability. In some cases, the forwarding of documents 
among stakeholders represented 90% of the process 
runtime, coupled with difficulty of accessing the information 
contained in these documents. 

In order to mitigate these problems and ensure greater 
efficiency of the management of the entire institution, the 
University of Madeira has decided to adopt a document 
management system featuring management capacity typical 
for business processes (business process management) 
that would allow all its units to introduce the 
dematerialization of processes and better control and 
traceability of all activities in a systematic and transversal 
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way. On the other hand, thanks to document management, 
improved access and sharing of documents among all 
stakeholders and ensuring proper access control is 
facilitated. Note that the documents form the basis for many 
of institution’s activities. The implementation of a document 
management project allows full monitoring of 
communication through the workflow system. 

The organisation of services and the simplification of 
administrative processes allows for a greater efficiency, 
increasing service responsiveness and reducing the 
response time to standard tasks. 

5. Implementation 
process 

The process aims to dematerialize and streamline all 
academic documents for which it makes sense and is legally 
permitted. Cooperation and synchronisation mechanisms 
will be used to facilitate the tasks assigned to different 
actors, and to ensure traceability and active identification of 
bottlenecks in the process.  

The processes directly linked to the Academic Affairs Unit, 
where the work began, are under development and 
improvements in streamlining these with positive 
manifestations of teachers, non-teaching staff and students 
are already visible. 

Because of its importance to the institution, "Travel and 
Missions" is one of the measures already under review. It 
will follow the process of purchasing other goods and 
services. Top managers, representatives of stakeholders 
and users of these services have been invited to participate 
in the analysis of the process that will be soon launched on 
the platform.  

The computerisation of academic processes is intended to 
achieve average times for task resolution amounting to 48 
hours (excludes delays caused by force majeure). 

As for travel, it is intended to make the schedule, budget and 
authorisation of a journey in less than 48 hours. It is 
expected a reduction of costs in travel, although there are 
no data to estimate this reduction. Thanks to generalisation 
and adaptation mechanisms implemented for travel and 
accommodation purchases, it is intended to make more 
rapid acquisitions of the processes, particularly with regard 
to procedural components, except for external design 
constraints. In particular, it is intended that the components 
submission and approval can be performed in less than one 
week. 

6. Balanced Scorecard 
SWOT or other analysis 

Main benefits derived from applying the best practice: 

Initiatives have been taken in the UMa to meet the needs 
and expectations of the students, those involved in the 
education process and civil society. The feedback from 
those who participated in the process has been very 
positive, including that of those who perform routine tasks, 
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as they have shown not only openness to change but 
that  they did participate effectively. 

Difficulties and risks linked to the implementation of the best 
practice: 

Difficulty in motivating all the parties to participate in the 
proceedings, to take responsibility for their quality and to 
engage in improvement processes. It has been a very 
complex task that has required constant attention and 
awareness. 
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16. Weekly meetings of authorities to ensure the closing of the quality circle, 
University of Nova Gorica 

 

No. Descriptive Topics Text 

1 Source of best practice 
example 

University of Nova Gorica, Slovenia 
www.ung.si 

2 Name of activity Weekly meetings of authorities to ensure the closing of the 
quality circle 

Activity implemented as part of the project: 

“Modernisation of the quality assurance system and reform of 
programmes at the University of Nova Gorica” 

3 Relevance of activity 1.1 Policy for quality assurance 

4 Abstract Weekly meetings attended by the Rector, Vice-Rectors, 
Deans of schools and Heads of research units, President of 
the IQA Committee, the student recruitment specialist, and if 
necessary, the Head of Public Relations and a representative 
of the Career Centre are organised. These meetings have 
proven to be successful as they allow fast adapting to the 
necessary changes and effective communication between 
internal stakeholders. This practice is transferable and may 
have various functions, e.g. setting, verifying, creating – 
depending on each decision discussed.  

5 Conceptual basis The fundamental idea behind the activity is to ensure the 
closing of the quality circle and fast adoption of the changes in 
line with the HEI's IQA Manual: 

https://www.ung.si/org/img/storage/pravilniki-
obrazci/poslovnik_kakovosti_en.pdf  

6 Objective The aim of the weekly meetings is to ensure that all UNG units 
follow the uniform IQA procedures and that the necessary 
changes are implemented as soon as possible and as 
effectively as possible. 

7 Implementation 
process 

The decisions reached at the weekly meetings are adopted 
immediately or via the upcoming Senate session of the 
relevant school or the upcoming session of the QA Committee 
(depending on the nature of the issue discussed).  

8 Balanced Scorecard, 
SWOT  or other 
analysis 

External factor affecting the activity: Certain provisions of the 
national legislation might impede the implementation of 
decisions reached. The meetings are also an opportunity for 
staff to establish more efficient communication and share 
experience (professional growth). 
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17. Introduction of a tailored mode of studies for students – athletes,  
University of Nova Gorica 

 

No. Descriptive Topics Text 

1 Source of best practice 
example 

University of Nova Gorica, Slovenia 
www.ung.si 

2 Name of activity Introduction of a tailored mode of studies for students – 
athletes  

3 Relevance of activity 1.3 Student-centred learning, teaching and assessment  

4 Abstract The scheme represents an opportunity for athletes to 
study/complete studies while continuing their sports 
careers. At the same time, this is an innovative form of 
long-term cooperation with sports clubs and similar 
organisations in terms of providing education 
opportunities for athletes.   

5 Conceptual basis The scheme is unique in the Slovenian HEI area, since 
UNG is the only Slovene university granting the status of 
a student – athlete also to athletes who do not possess 
the official title of a “top athlete” (awarded by the national 
Olympic Committee), but assigns the status to all students 
who are registered athletes, take part in competitions and 
have relevant sports achievements.   

6 Objective The objective is to provide athletes with an opportunity to 
study and earn a degree while continuing their sports 
careers, in order to enhance their future employment 
opportunities. 

7 Implementation process UNG has adopted regulations determining the forms of 
adaptations of modes of study for students – athletes. 
Students – athletes apply for the status of an athlete via a 
formal procedure. During their studies, the athletes are 
offered additional support by the student recruitment 
specialist and (if they opt for this possibility) a tutor (a 
member of the teaching staff). When designing individual 
adaptations of the timetable and the curriculum, the sports 
club/coach is also invited to take part in the process. The 
student recruitment specialist also contacts the sports 
clubs and monitors the careers of athletes and their 
studies. 

8 Balanced Scorecard SWOT  Internal factor affecting the activity: lack of staff. External 
factor: complex organisation – cooperation with many 
sports clubs and organisations is needed.  
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18. Centralised system for providing support on international issues, 
University of Nova Gorica 

 

No. Descriptive Topics Text 

1 Source of best practice 
example 

University of Nova Gorica, Slovenia 
www.ung.si 

2 Name of activity Centralised system for providing support on international 
issues 

3 Relevance of activity  1.6 Learning resources and student support 

4 Abstract UNG has a centralised system for providing support on 
international issues (mobility, international projects and 
cooperation). It is provided by the UNG International Office. 
The system has been successful, because it guarantees 
uniform procedures for all UNG units. 

5 Conceptual basis All international issues are covered by the same support 
service (International Office), which offers help to students 
and staff. 

6 Objective The objective is to provide students and staff with essential 
support concerning their mobility’s or engagement in 
international projects/research in one place, i.e. in the most 
effective way. 

7 Implementation process The sequence depends on the character of each issue.  

8 Balanced Scorecard SWOT  Internal factor affecting the activity: lack of staff.  
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19. Centralised electronic information system, 
University of Nova Gorica 

 

No. Descriptive Topics Text 

1 Source of best practice 
example 

University of Nova Gorica, Slovenia 
www.ung.si 

2 Name of activity Centralised electronic information system 

 Activity implemented as part of the project: 

 “Modernisation of the quality assurance system and reform 
of programmes at the University of Nova Gorica” 

3 Relevance of activity 1.7 Information management  

1.8 Public information 

4 Abstract UNG has a centralised electronic information system in 
place. This is an efficient way of informing relevant 
stakeholders. It also serves as a tool for gathering data 
(through student surveys). 

5 Conceptual basis To collect, release and process data through a common 
system. 

6 Objective The aim of the e-information system is to collect, process 
and release data to relevant stakeholders. In line with the 
provisions of the national legislation concerning sensitive 
data exposure, relevant information is published on UNG 
website. 

7 Implementation process The sequence depends on the character of each issue.  

8 Balanced Scorecard, 
SWOT or other analysis  

Internal factor affecting the activity: lack of long-term 
funding for further upgrading of the system.  

 


