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AntónIo teodoro & MAnuelA GuIlherMe

IntRoDUCtIon

higher education systems all over the world have gone through deep transformation 
and extraordinary expansion, mainly since the second half of the 20th century. one 
RI�WKH�PDLQ�FDXVHV�RI�VXFK�FKDQJH�ZDV�WKH�JUHDWHU�UHOHYDQFH�DZDUGHG�WR�VFLHQWL¿F�
UHVHDUFK��DQG�WKH�DFNQRZOHGJHPHQW�RI�WKH�LPSRUWDQFH�RI�D�TXDOL¿HG�ZRUNIRUFH�IRU�
the production of wealth in society, on which both the welfare state and civic secu-
rity depend. Competition, which has become more and more globalized, requires a 
continuous stream of knowledge that can immediately be put into practice, making 
the cycle of technological innovation increasingly shorter in almost every area of 
production, and society at large. 

higher education, with its focus on social change as well as economic and social 
problems, has pushed the boundaries higher and created higher expectations, and 
has, therefore, gained recognition as one of the strategic priorities for national and 
global development. It is now widely accepted that economic and social progress 
requires a more highly educated population and that socio-economic growth (and as 
D�UHVXOW��WKH�ODERU�PDUNHW��QHHGV�DOWHUQDWLYH�WUDLQLQJ�PRGHOV�WKDW�GHYHORS�ÀH[LELOLW\��
agility and facilitate fast integration in a system of production in permanent change 
(Santiago, tremblay, Basri & Arnal, 2008).

these new expectations for pedagogical training clash with rigid, and in some 
cases, undifferentiated, higher education models and patterns. higher education 
programs have become shorter and more intensive, which has brought changes to 
curriculum design, both in what is considered “knowledge” and in its application to 
actual social problems, as related to the development of leadership capacities and 
multiple skilled training, as well as greater adaptability to ICt and the communica-
tion environment. the impact of such new methodologies on higher education in-
stitutions has been perceived and questioned in various ways in different countries, 
due to their own particular placement in the world, their education systems, their 
educational hierarchies, and their capacity to respond to pressure, to mobilize their 
resources, and to implement relevant policies. however, these new expectations 
also reveal common features and problems, and facilitate a global agenda. 

In europe, major transformations in higher education took place during the 
¿UVW�GHFDGH�RI�WKH���st century and resulted mainly from the implementation of the 
so-called “Bologna Process.” the main goal was to establish a european higher 
education paradigm that allowed an increase in international competitiveness, at-
tractiveness, and similarity among other european higher education systems. For 
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that purpose, several objectives were settled: (a) the creation of easily readable and 
comparable degree systems; (b) the establishment of a transferable system of cred-
its; (c) the promotion of professor, researcher and student mobility; and, (d) the crea-
tion of quality assurance systems in accordance with european recommendations 
and guidelines. evaluation of results of the Bologna Process has largely depended 
upon the evaluator’s perspective. At the political level, it is easy to conclude that 
the Bologna Process has been successful, since it has allowed greater integration 
and harmonization between the various education systems of the 46 participating 
countries. however, at the institutional and local level, the response is less enthu-
siastic, due to the great variety of contexts involved. on the one hand, the goal of 
greater competitiveness and the ability to attract students to european universities 
still needs a closer look, from an empirical point of view. on the other hand, vari-
ous studies have been critical of the procedures adopted, and how they play out in 
different national contexts. the educational research Journal, for example, titles 
its special issue on the Bologna Process as Help or Hindrance to the Development 
of European Higher Education? (vol. 9(1), 2010), and the editors put forward the 
following question: “how much can we actually talk about a European higher edu-
cation?” (ursin, zamorski, Stiwne, teelken, Whilborg, 2010: 30). 

,Q�DGGLWLRQ��WKH�¿QDO�VWDJH�RI�WKH�%RORJQD�3URFHVV�LQ�WKH�HDUO\�����V�FRLQFLGHG�
with the debt crises in southern european countries (Greece, Portugal, Spain, Italy), 
as well as Ireland, united Kingdom, Slovakia, netherlands, and even France. this 
crisis has led to austerity policies that have had a tremendous impact on higher 
education policies. In the united Kingdom, the Cameron conservative government 
UDLVHG�XQLYHUVLW\� WXLWLRQ� WR�D�YHU\�KLJK� OHYHO��PDNLQJ� LW� LQFUHDVLQJO\�GLI¿FXOW� IRU�
lower-income groups to attend. In Greece, the external interference of international 
creditors represented by a troika – european Commission, european Central Bank 
and International Monetary Fund – forced the dismissal of thousands of university 
professors and researchers, and a contingency budget, that eliminated most of the 
basic services of the universities. In Portugal and Spain, the radical cuts in univer-
sity budgets have placed their basic functioning in jeopardy, and has led to unprec-
edented regression in research and development. the idea of a united and solidary 
european construct, comprised of different peoples, which was historically rich and 
FXOWXUDOO\�GLYHUVH��KDV�VXIIHUHG�VHULRXV�VHWEDFNV�GXH�WR�D�QDWLRQDO�VHO¿VKQHVV�DQG�D�
domination of the strong over the weak. europe has become the world laboratory 
of neoliberal experiment, viewed through an ordoliberal lens, which has resulted in 
WKH�VHOI�LQÀLFWHG�¿QDQFLDO�FULVLV�RI������

In latin America, timing was different. It is important to note that this was the 
¿UVW� UHJLRQ�ZKHUH�QHROLEHUDO�SROLFLHV�ZHUH�SXW� LQ�SODFH��DIWHU�3LQRFKHW¶V�PLOLWDU\�
coup in Chile in 1973, which overthrew Allende’s legitimate government. later, in 
1980, as a consequence of the external debt crisis in various countries (Argentina, 
Mexico, Brazil, and other smaller countries of less economic relevance), the World 
Bank and the IMF intervened under the terms stated in their “letters of intent,” in-
WHQGHG�WR�UHVWUXFWXUH�WKHLU�HFRQRPLHV�DQG�UHGXFH�WKHLU�¿VFDO�GH¿FLW�LQ�OLQH�ZLWK�WKH�
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traditional orthodoxy of those institutions: currency devaluation, privatization of 
public companies, removal of customs barriers, and a reduction of public spending 
in education, health and housing. As far as education was concerned, such poli-
cies resulted in the privatization of education services, mainly in higher education, 
greater decentralization, and changes in assessment and accountability (Arnove, 
Franz & torres, 2013; Gazzola & didriksson, 2008).

Several authors described the end of the 20th century in latin America as the “lost 
decades” (see, for example, didriksson, 2008): a long period of economic stagnation 
(and, in some cases, contraction) with intense decrease of per capita revenue, increase 
of social inequality, and a profound reduction of public resources that had previously 
been intended for universities and other higher education institutions. At the same 
time, there was an increased privatization of basic and secondary education, students 
increasingly began visiting other countries to study, higher education in various coun-
tries began to attract more foreign students, and, once universities were sold, a pro-
liferation of distance courses. therefore, it became commonly accepted that the state 
ZDV�LQHI¿FLHQW��DQG�WKH�SULYDWL]DWLRQ�RI�DUHDV�VXFK�DV�HGXFDWLRQ�DQG�KHDOWK��ZKLFK�KDG�
previously been considered protected areas, was considered inevitable.

the beginning of the 21st century brought with it important changes to the po-
litical and social climate. the election of left-wing and progressive governments in 
some latin American countries – most of them connected with social and ethnic 
movements with large representation – with a long tradition of struggle and resist-
ance against neoliberal policies, gave way to policies that favored redistribution of 
wealth and a provision of basic needs to vulnerable populations. At the same time, 
in some countries with robust indigenous communities, those cultures were granted 
political and social recognition and intercultural policies were developed (see teo-
doro, Mendizábal, lourenço & Villegas, 2013, about Bolivia). universities, as well 
as education in general, were awarded more public funding and, in some coun-
WULHV��DI¿UPDWLYH�DFWLRQ�SROLFLHV�ZHUH�LPSOHPHQWHG�IDYRULQJ�SRSXODWLRQV�ZKR�KDG�
been historically excluded from higher education (for example, black, indigenous 
and economically-deprived students). It is meaningful that it is precisely in latin 
$PHULFD��ZKHUH�WKH�¿UVW�QHROLEHUDO�H[SHULPHQW�ZDV�FDUULHG�RXW��WKDW�WKH�VHDUFK�IRU�
alternative policies and the construction of other rationalities were undertaken (see, 
for example, Alcántara, llomovatte & romão, 2013; Sader, 2013), which may bring 
to an end such dark (and dangerous) times of recent history. 

this book, while providing us with different viewpoints on higher education, 
through various perspectives, both from latin American and european authors, 
who often mirror each other, also questions the manifold possibilities in the con-
cepts of “equity” and “social cohesion,” as related to higher education institutions’ 
everyday life, depending on their communities and frame of reference. different 
rationalities and epistemological frameworks, despite respective hybridizations and 
cross-fertilization, are therefore well represented in the various chapters. 

While in the “north” higher education institutions are considered to “have failed 
to prioritize the instilment of values, attitudes and ethics into the accomplishment 

IntroduCtIon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



4

of their objective of knowledge and skill development” (heuser 2007, p. 294), in 
the “South” the concept of Buen Vivir is once again gaining popularity in society 
as well as in academic institutions (Mamani, 2010). however, we dare say, and be-
lieve, that a new era of the global university has been conceived and the embryo is 
growing in its womb, already visible; precisely due to the discordant voices emerg-
ing from the core of the “model university” from the north, as well as the assertive 
voices from the South, which proclaim that there are other possibilities, ones that 
had always been there but had been silenced by colonialism, and which still linger 
RQ�LQ�WKH�¿HOG�RI�DFDGHPLF�NQRZOHGJH��7KHUHIRUH��³SUHFLVHO\�E\�XQGHUVWDQGLQJ�WKDW�
the contemporary university has its being through advancing learning and inquiry 
in and across the world, it may be possible to identify a space” where “we may talk 
not so much of the student as a global citizen but rather of the university as a global 
citizen” (Barnett 2011, p. 105). It is naturally more feasible to introduce radical 
structural transformation in a context where the colonial-imposed epistemologies 
exist, rather than in the north, where critical theories have hardly separated from 
the eurocentric viewpoint, even though europe was not the center of world history 
until the Industrial revolution (dussel, 2010). 

In fact, the more the neoliberal entrepreneurial type of university becomes es-
tablished, the more voices, also from the “north”, begin to speak of the limited 
scope and ability of a hegemonic model to respond to the needs, interests, and ex-
pectations of the culture it is intended to serve at the grassroots level; therefore, a 
claim for radical recovery of the lost path through “a wholesale, structural revolu-
tion in the aims and methods, the entire intellectual and institutional character of 
academic inquiry … so that the basic aim becomes to seek and promote wisdom 
… the capacity to realize what is of value in life” (Maxwell 2008, p. 2), and which 
cannot any longer be ignored. the need has been expressed for a holistic approach 
to world living conditions and the “good life,” that is, buen vivir, by rediscovering 
the essentials of life. Moreover, in the “north” there is now a growing recognition 
that “tertiary institutions are perhaps those best suited (both through research and 
general awareness) to identify social realities and/or trends that require moral action 
on behalf of governments and citizens” (heuser 2007, p. 302), and will, therefore, 
make possible a re-discovery of the university’s role in society. It is not in respond-
ing to the interests of the powerful but to the needs of the powerless, not in meeting 
WKH�UHTXLUHPHQWV�RI�WKH�H[LVWLQJ�EXW�LQ�¿QGLQJ�RXW�WKH�SRVVLELOLWLHV�RI�WKH�QRW�\HW��
the “viable unknown” (inédito viável) in Freire’s words (1991), that the university 
can play a role. It is by “taking responsibility for itself” and, furthermore, also by 
committing to “the responsibilities that universities owe to each other” (Barnett 
2011, pp. 101-103) that the higher education scene can change, and this is exactly the 
pledge of this book and the rIAIPe3 project behind it.

this is the backdrop of European and Latin American Higher Education Between 
Mirrors, a book that is divided into three parts: – Part one (designing Possible Fu-
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tures), which aims to draw upon the current challenges for higher education world-
wide and feature “the viable unknown” (in Freire’s words, o inédito viável). that is, 
WR�¿QG�VRPH�QHZ��LQVSLULQJ��DQG�YLVLRQDU\�³HVFDSH�URXWHV´�LQ�WKH�PLGVW�RI�WRGD\¶V�
labyrinth of higher education; Part two (Mapping higher education Area[s]) starts 
by analyzing the development of knowledge societies and the creation of academic/
VFLHQWL¿F�QHWZRUNV��ZLWK�D�IRFXV�LQ�/DWLQ�$PHULFD��DQG�FRQWLQXHV�ZLWK�FULWLFDO�UH-
ÀHFWLRQV�RQ�WKH�LPSOHPHQWDWLRQ�RI�WKH�%RORJQD�3URFHVV��DQG��3DUW�7KUHH���&ULWLFDO�
5HÀHFWLRQV�XSRQ�&RQFHSWXDO�)UDPHZRUNV�&XUUHQWO\�DW�:RUN�LQ�WKH�$FDGHP\��UH-
sults from the conceptual analyses carried out within the scope of the Inter-uni-
versity Framework Program for Equity and Social Cohesion Policies in Higher 
Education activity planning, a project between europe and latin American univer-
sities, funded by the eC-AlFA Programme, and coordinated by António teodoro 
(universidade lusófona de humanidades e tecnologias), which set off from within 
the core of the rIAIPe3 research network.

 Chapter one argues that a critique of the higher education curricula should be 
made within the context of dialogue about globalization. therefore, its author intro-
duces here the concept of “planetarization,” which departs from Freire’s perspec-
tive of popular education on the basis of eco-political and pedagogical principles. 
According to the author’s argument, the university curriculum should promote a 
cross-cutting, trans-disciplinary and connective model of knowledge. Furthermore, 
the main goal of university curricula should broadly be the construction of social 
justice; of multicultural and cosmopolitan citizenship; and, of radical education and 
radical democracy in the public universities of latin America. 

&KDSWHU�7ZR�H[DPLQHV� WKH�VRFLDO�DQG�SROLWLFDO� VLJQL¿FDQFH�RI� WKH�FRQFHSWV�RI�
“equity” and “social cohesion,” by doing a brief genealogy of these concepts and 
by analyzing their role in the academic and policymaking documents relative to 
higher education, and ultimately compares them to the concepts of “equality” and 
“solidarity.” Following this conceptual discussion, the author deals with the state-
society relationship, that is, the way in which higher education institutions mediate 
between policy formulation and policy implementation, and puts forward an alter-
native paradigm based upon a vision for the future of education, explored mainly by 
Boaventura de Sousa Santos and bell hooks, amongst others. Chapter three offers 
some theoretical perspectives about science and epistemology, beginning with the 
author’s premise that the last non-colonized territory is the space where cultures are 
constructed and intermingled. the author proceeds with his reasoning by stating 
that “there is no general crisis of the paradigm, nor a general crisis of knowledge; 
however, there is a crisis of D�VSHFL¿F�SDUDGLJP�and of D�SUHFLVH�HSLVWHPRORJ\�” 
therefore, the author states that the alternative is not to present a paradigm that 
is counter to the dominant ones, that is, a paradigm of the same nature. Instead, 
according to the author, the challenge is precisely to claim for space for an alterna-
tive symbolic system, which is not new, but rather, has always been there, and was 
silenced out of legitimacy by colonial powers. Finally, the author concludes by dis-
cussing that decolonization today means a process of recognition of various scienc-
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es and epistemologies. Chapter Four attempts to round off Part I by bringing up the 
idea, from previous chapters, that there have been different knowledge-producing 
IUDPHZRUNV�LQ�WKH�ZRUOG�WKDW�SUR¿W�IURP�DQG�UHVLVW�XQHTXDO�UHODWLRQV�RI�SRZHU��,W�
focuses on the complexity of the multicultural fabric of our societies, cohabiting in 
a global world. this chapter builds upon the north-South metaphor and contributes 
to the discussion about the need to take into account different perspectives of what 
is understood as multicultural and intercultural, as well as their implications for the 
understanding of identity and citizenship. the author then analyzes the role and 
various features of language, intercultural communication and intercultural educa-
tion against the above-mentioned backdrop and the resulting impact.

In order to move forward with Part II, which attempts to describe the state-of-
the-art of higher education today both in latin America and europe and their re-
FLSURFDO�LQÀXHQFHV��&KDSWHU�)LYH�FHQWHUV�XSRQ�WKH�GHYHORSPHQW�DQG�VLJQL¿FDQFH�RI�
a knowledge society and the role of institutional networks for the consolidation and 
promotion of a dialogic democracy. It focuses on the emergence of academic and 
VFLHQWL¿F�QHWZRUNV�LQ�WKH�/DWLQ�$PHULFDQ�VFHQDULR��ZKLFK�DUH�FDXVLQJ�LPSUHVVLYH�
impact and whose development is highly dependable on their political and cultural 
contexts. Finally, it reports on some of the networks that constitute central nodes 
in the construction of modern social sciences in the region. then, both Chapters 
Six and Seven provide us with comprehensive views of higher education in europe 
DQG�FULWLFDO�UHÀHFWLRQV�XSRQ�WKH�VR�FDOOHG�%RORJQD�3URFHVV��:LWKLQ�WKLV�IUDPHZRUN��
Chapter Six aims to outline Bologna in the context of an enlarged process of policy 
LQWHJUDWLRQ�LQ�WKH�¿HOG�RI�KLJKHU�HGXFDWLRQ��7KH�DXWKRU�H[DPLQHV�KRZ�SROLF\�GLV-
course emanating from documents may differ from policy implementation, since 
the latter depends upon the “real” contexts. Moreover, the Bologna Process also 
brought in a model of education management that is centered on policy evaluation, 
according to hegemonic criteria, rather than on the role of higher education institu-
tions towards societies, communities, and respective citizens. Chapter Seven maps 
possible future scenarios and the present dilemmas of european higher education 
and contributes to the debate about the choices made with which higher education 
has had to struggle. the author points out that, in massive higher education con-
texts, shortcomings in the equality of citizens’ access to (and success in) higher 
education, have been increasing in europe. therefore, the author alerts us that, in 
europe, where the Bologna Process has already gone into a period of consolidation, 
it is rather inescapable that citizens maintain continued and permanent vigilance 
and a critical attitude towards the various discourses, pressures, and dilemmas 
which higher education must now challenge. 

Chapter eight concludes Part II by bridging the european and latin American 
KLJKHU�HGXFDWLRQ�ODQGVFDSHV��ZKLOH�KLJKOLJKWLQJ�WKH�SRVVLEOH�LQÀXHQFH�WKDW�WKH�%R-
logna model may have in the near future in latin American policies, and in this 
respect, is similar to the leading role that european universities have played in the 
past. the author points out how, in a global world, latin American institutions may 
be inspired, or sometimes pressed, to adopt some of the measures implemented in 
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europe and which have proved to be positive; for example, student and teacher mo-
bility; the implementation of mechanisms that increase mutual trust and transpar-
HQF\��DQG�WKH�UHFRJQLWLRQ�RI�GHJUHHV�DQG�TXDOL¿FDWLRQV��5HFLSURFDOO\��/DWLQ�$PHUL-
can universities may provide european partners with models of good practices that 
have also proved to be successful in higher education environments and which may 
also inspire new undertakings in european universities.

3DUW�,,,�ZUDSV�XS�WKLV�ERRN�ZLWK�¿YH�FKDSWHUV�ZKRVH�DXWKRUV�WRRN�WKH�FRPPLW-
PHQW�WR�GH¿QH��DQDO\]H�DQG�FULWLTXH�FRQFHSWV�ZKLFK��DV�D�ZKROH��FRQVWUXFW�D�QHZ�YL-
sion and unveil a new role for higher education; a part of this new role will require a 
stronger involvement with civil society and an ongoing evaluation of political goals. 
Along this line of thought, Chapter nine introduces and develops a new concept, 
that of “refraction,” built upon the study of historical periodization and which refers 
WR�WKH�LPSDFW�RI�SROLFLHV�LQ�VSHFL¿F�FRPPXQLWLHV�RI�SUDFWLFH��$V�D�PDWWHU�RI�IDFW��WKH�
implementation of these policies depends on a “plethora of contextualising, cultural 
and individual points for mediation, reinterpretation and recontextualisation,” which 
H[SODLQV�WKH�LPPHQVH�YDULHW\�RI�ORFDO�UHVSRQVHV�WR�FHQWUDOL]HG�RI¿FLDO�UHFRPPHQ-
dations, whether they be at the regional, national, international or global level. By 
focusing simultaneously on structure and agency, and on various interactions that 
arise through mediated practice, the idea of “refraction” pushes higher education 
governance and research to be critically aware of the gap between policy rhetoric 
and policy hermeneutics; that is, about the dialectics between those who make deci-
sions and those who have to interpret and implement them. Chapter ten attempts to 
¿JXUH�RXW�WKH�XQIROGLQJ�RI�WKH�HTXLW\�HTXDOLW\�GLOHPPD�E\�FKDOOHQJLQJ�WKHLU�FRP-
mon use as synonyms and, as a result, exploring the potential of the notion of equity 
LQ�WKH�HGXFDWLRQ�¿HOG��7R�VWDUW��WKH�DXWKRU�SURYLGHV�XV�ZLWK�D�EURDG�GH¿QLWLRQ�RI�ZKDW�
the idea of “equity” implies, and, furthermore, he offers a multidimensional model 
of this concept. In addition, the author examines the possibilities of this model for 
higher education, namely for all those involved with the academic community, and 
how they relate with their outer circles. then, Chapter eleven concentrates on the 
concepts of “government,” “governance,” and “convergence,” as related to higher 
education institutions in general, with a focus on latin American universities in 
particular. this chapter questions the notion of “public education” that is implicit in 
current models of university governance, and rejects the possibility that the latter 
can respond to the original goals of the former while giving priority to market de-
mands. the chapter ends by pointing out that the latin American universities have 
a tradition based upon social critique, political awareness and extension activities 
with a focus on socially disadvantaged groups, which the rIAIPe3 project attempts 
to recapture and invigorate. Chapter twelve introduces the concept of citizenship 
education at university level, based upon the development of a critical pedagogy 
with a transformative stance. It also draws upon the experience of citizenship edu-
cation at secondary school level. the concept of citizenship is here understood both 
as political and social from a “critical-democratic perspective” and it postulates that 
universities should take such a commitment, although this has not been present in 
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their traditional curriculum. Finally, Chapter 13 deals with the concepts of “equity,” 
“social cohesion,” and “relevance.” With regard to equity, the authors claim that this 
WHUP�KDV�LQ�D�ZD\�WHQGHG�WR�UHSODFH�³DI¿UPDWLYH�DFWLRQ�́ �DQG�GLVFXVV�LW�LQ�UHODWLRQ�WR�
university life. As far as social cohesion is concerned, the authors draw our atten-
tion to its ambiguity and remain cautious towards its use. With respect to relevance, 
the authors make a comparison with the concept of pertinence, and continue by 
presenting different approaches to the idea of relevance. Besides individual analysis 
of each concept, the chapter provides a view of their implications with reference to 
higher education institution contexts.

this is what this book has to offer, mainly aiming to inspire all those who work 
for the right of every citizen to enter the academy, if s/he is prepared to accept the 
challenges that it entails, and all those who are entitled to make this journey fruitful 
for the individual, the community and society at large. 
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CArloS AlBerto torreS

Chapter 1

takInG Heaven By stoRm?1

A logbook for rethinking conceptual and normative categories in higher 
education in Latin America

IntroduCtIon

one of the most important themes in the discussion about latin American univer-
sity transformation is what kind of curriculum and knowledge-construction should 
be sustained in the public universities, especially from critical and progressive per-
spectives.

In this brief text I do not intend to develop a critique of the current state of things, 
which we have done elsewhere.2 But remembering that hegel ironically insinuated 
that everything real is rational, I want to utilize the thinking of Paulo Freire and 
the entire tradition of popular education to suggest a few possible routes to a new 
educative utopia in higher education.

Since these ideas have taking form for a year or so in public conferences in dif-
ferent languages and countries, beginning with a conference in Madrid’s Casa en-
cendida3��,�SUHIHU�QRW�WR�UHPRYH�WKH�VSRNHQ�ZRUG�ÀDYRU�RI�PDQ\�RI�WKH�VWDWHPHQWV��
loosened from the corset of written narrative, many of these ideas, intended to 
incite and to invite, may be read with more pleasure than if they had been aimed at 
specialists.

1 Inspired in Karl Marx’s statement about the 18th Brumaire of Napoleon Bonaparte, in a letter 
RI�$SULO����������WR�KLV�IULHQG�DQG�FRQ¿GDQW�/XGZLJ�.XJHOPDQQ��

�� 5RE�5KRDGV�DQG�&DUORV�$OEHUWR�7RUUHV��(GLWRUV��The University, State, and Market. The 
Political Economy of Globalization in the Americas��6WDQIRUG�8QLYHUVLW\�3UHVV��6WDQIRUG��
&DOLIRUQLD��������$QRWKHU�WH[W�WKDW�FRQWDLQV�WKHVH�DUJXPHQWV�ZLWK�DQ�DQDO\VLV�RI�WKH�SROLWL-
FDO�VRFLRORJ\�RI�HGXFDWLRQ�LV�&DUORV�$OEHUWR�7RUUHV¶�Educación y Neoliberalismo: Ensayos 
de Oposición,�0DGULG��(GLFLRQHV�3RSXODUHV��������)LQDOO\��D�ERRN�KDV�EHHQ�SXEOLVKHG�LQ�
%XHQRV�$LUHV�FROOHFWLQJ�VRPH�RI�P\�RZQ�FRQWULEXWLRQV�LQ�WKH�SROLWLFDO�VRFLRORJ\�RI�HGXFD-
WLRQ��DQG�UHÀHFWLQJ�WKH�OLQH�RI�DQDO\VLV�SURSRVHG�KHUH��6HH�&DUORV�0RUD�1LQFL�DQG�*XLOO-
HUPR�5XL]��FRPSLOHUV�DQG�WUDQVODWRUV���Sociología Política de la Educación en Perspectiva 
Internacional y Comparada. Las Contribuciones de Carlos Alberto Torres. Buenos Aires, 
Miño y Dávila, 2008.

�� /D�&DVD�(QFHQGLGD��0DGULG��7XHVGD\��0D\����������&DUORV�$OEHUWR�7RUUHV��&RQIHUHQFH�
DERXW�(GXFDWLRQ��*OREDOL]DWLRQ�DQG�-XVWLFH�
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Following the Freirian tradition, I dare to propose and develop the following 
working hypotheses4: 

First, if we want to revitalize the artful science of pedagogy and renew its cur-
ricula and practice in our institutions of higher learning, we must persist with a 
critique of obscurantism.

Second, this critique should be made in the context of debates about globaliza-
tion.5�%XW�¿UVW��,�ZDQW�WR�FDOO�\RXU�DWWHQWLRQ�WR�DQ�DOWHUQDWLYH�PRGHO�WR�QHROLEHUDO�
globalization that is being advanced in the Paulo Freire Institutes. At the risk of 
being seen as romantics, we call it ‘planetarization.

third, I want to state in no uncertain terms that, without an eco-pedagogical 
model, ‘planetarization is impossible. In the past, I have referred to the work of Pau-
lo Freire as an enormous, original effort of synthesis and political pedagogical criti-
cism. nowadays, faced with the crisis of an unsustainable model of development 
and the consequent ecological destruction of the planet, Freire’s fruitful formulae 
QHHG�WR�EH�UHGH¿QHG�LQ�WHUPV�RI�HFR�SROLWLFDO�DQG�SHGDJRJLFDO�SUDFWLFH��)UHLUH�KLP-
self, at the down of his life, stated that if he would write Pedagogy of the oppressed 
now, will speak about the planet, which is the greatest oppressed entity in the world. 

)RXUWK�� LW� LV� LPSRVVLEOH� WR�FDUU\�RXW� WKH�¿UVW� WKUHH�SURSRVDOV�ZLWKRXW�GH¿QLQJ�
them in normative and analytical terms: we must teach to change the world. In other 
words, what we want is social justice education.6 

Fifth, we support the construction of a multicultural and cosmopolitan citizenship 
in the institutional context of our public universities and we take this goal very seri-
RXVO\��QRW�PHUHO\�DV�D�FRQYHQLHQW�EDWWOH�ÀDJ�LQ�RXU�VWUXJJOH�WR�GHPRFUDWL]H�VRFLHW\�

6L[WK��ZH�PXVW�¿JKW�WR�EXLOG�UDGLFDO�HGXFDWLRQ�DQG�UDGLFDO�GHPRFUDF\�LQ�WKH�SXE-
OLF�XQLYHUVLWLHV�RI�/DWLQ�$PHULFD��7R�GR�WKLV��ZH�PXVW�¿UVW�¿QG�D�ZD\�WR�IDFLOLWDWH�
tolerant, democratic dialogue within university institutions, if we want it to exist 

�� ,�PXVW�FHUWDLQO\�DFNQRZOHGJH� WKDW�E\�D�GLIIHUHQW��EXW�FRPSOHWHO\�FRLQFLGHQWDO�� OLQH� WR� WKH�
)UHLULDQ��UHFHQW�ZRUNV�E\�%RDYHQWXUD�GH�6RXVD�6DQWRV�DUH�YHU\�LPSRUWDQW��6HH��IRU�H[DP-
ple, his Un discurs sobre les ciéncies. Introducció a una ciencia postmoderna� Valencia, 
'HQHV�(GLFLRQV�GHO�&5H&������� 

�� ,�KDYH�GHDOW�ZLWK�WKHVH�WKHPHV�LQ�YDULRXV�SODFHV��IRU�H[DPSOH��&DUORV�$OEHUWR�7RUUHV��Edu-
cation and Neoliberal Globalization,�1HZ�<RUN��5RXWOHJH�7D\ORU�DQG�)UDQFLV��������,QWUR-
GXFWLRQ�E\�3HGUR�1RJXHUD���&DUORV�$OEHUWR�7RUUHV��Globalizations and Education: Collected 
Essays on Class, Race, Gender and the State. 1HZ�<RUN��7HDFKHU¶V�&ROOHJH�3UHVV��������
LQWURGXFWLRQ�E\�0LFKDHO�$SSOH��DIWHUZRUG�E\�3HGUR�'HPR��1LFN�%XUEXOHV�DQG�&DUORV�$O-
berto Torres, Education and Globalization, Critical Concepts, 1HZ�<RUN��5RXWOHGJH�������

�� )RU�H[DPSOH��WKLV�LV�H[DFWO\�WKH�PDQWUD�RI�WKH�PRGHO�RI�WHDFKHU�HGXFDWLRQ�ZH�KDYH�DW�WKH�
8QLYHUVLW\�RI�&DOLIRUQLD��/RV�$QJHOHV��8&/$���6RFLDO�-XVWLFH�(GXFDWLRQ��,�KDYH�GHYHORSHG�
WKHVH�LGHDV�LQ�DQRWKHU�SODFH��6HH�P\�FRQWULEXWLRQ�LQ�0DUN�&RWp��5LFKDUG�-�)��'D\�DQG�*UHLJ�
GH�3HXWHU��HGLWRUV��8WRSLDQ�3HGDJRJ\��5DGLFDO�([SHULPHQWV�$JDLQVW�1HROLEHUDO�*OREDOL]DWLRQ��
7RURQWR��8QLYHUVLW\�RI�7RURQWR�3UHVV�������
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outside the academy.7 
Finally, none of this will happen if the universities do not make an effort to pro-

mote a transversal, trans-disciplinary and connective model of knowledge.
the following sections of this essay will develop and justify these proposals in 

some detail.

toWArd A CrItIque oF oBSCurAntISM 

7KLUW\�¿YH�\HDUV� DJR��)UHLUH� VWDWHG� WKDW� ³«WKH�GD\� WKDW� WKH� IRUFHV� RI� SRZHU� DQG�
domination that govern science and technology discover a path to kill the active, 
intentional character of consciousness, that which makes consciousness able to per-
ceive itself, we will no longer be able to speak of liberation. But because it is impos-
sible to annihilate the creative, recreative and comprehensive powers of conscious-
ness, what do the dominators do? they mythologize reality. As there is no reality 
other than the reality of consciousness, when they mythologize it they hinder the 
process of transforming reality.”8 

0\�GH¿QLWLRQ�RI�REVFXUDQWLVP�GRHV�QRW�QHFHVVDULO\�UHODWH�WR�WKH�LGHD�RI�REVFX-
rantism in the Middle Ages. As the medievalist Jacques le Goff explains, it was in 
the Middle Ages that the seed of modernity was sown: “those who speak of obscu-
rantism have understood nothing. this is a false idea, the legacy of the Century of 
enlightenment and of the romantics. the modern era was born in the medieval. the 
combat for secularity in the XIX century contributed to the legitimation of the idea 
that the profoundly religious Middle Ages were obscurantist. the truth is that the 
Middle Ages were an era of faith, when people were passionately pursuing rational-
ity. to them, we owe the State, the nation, the city, the university, individual rights, 
women’s liberation, consciousness, the organization of war, the mill, the machine, 
the compass, keeping time, the book, the concept of purgatory, confession, the fork, 
bed sheets, and even the French revolution.9

the obscurantism to which I am referring is the current version that Freire dis-
closes in his criticism of the dominant powers: that which stems from the manipu-
lation of the communication media, the construction of state administrations and 
public policies as instruments of domination rather than services dedicated to the 
common good, and the willful manipulation of the powers of science and technol-
ogy to dominate, oppress, exploit and subjugate the population. It is the cynicism 

�� ,�KRSH�LW�LV�FOHDU�WKDW�,�UHIHU�LQ�WKLV�WH[W�WR�WKH�SXEOLF�XQLYHUVLWLHV�EHFDXVH�,�EHOLHYH�WKDW�WKH\�
DUH�PDUNHG�E\�ZKDW�SROLWLFDO�VFLHQFH�GH¿QHV�DV�µSXEOLF�WUXVW�¶�EXW�WKLV�LQ�QR�ZD\�REYLDWHV�
SULYDWH�XQLYHUVLWLHV�LQ�/DWLQ�$PHULFD��HVSHFLDOO\�WKRVH�WKDW�DUH�VHULRXV�DQG�ZHUH�QRW�FRQVWL-
WXWHG�DV�PRGHOV�RI�SULYDWH�DFFXPXODWLRQ�RI�FDSLWDO�DQG�RU�LGHRORJLFDO�PRGHOV�RI�SDUWLFXODU�
VWULSH��IURP�DVVXPLQJ�VLPLODU�UHVSRQVLELOLWLHV�

8 Carlos Alberto Torres, La praxis educativa y la acción cultural liberadora de Paulo Freire. 
9DOHQFLD��'HQHV�(GLFLRQV�GHO�&5H&��������S������

�� ,QWHUYLHZ�LQ�WKH�%XHQRV�$LUHV�GDLO\��La Nación, :HGQHVGD\��2FWREHU�����������KWWS���ZZZ�
ODQDFLRQ�FRP�DU�$UFKLYR�QRWD�DVS"QRWDBLG ������
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RI�GHOLEHUDWHO\�O\LQJ�WR�WKH�SXEOLF�DV�D�ZD\�RI�REWDLQLQJ�SULYDWH�EHQH¿WV��,W�LV�WKH�
constant use of disinformation to deform reality, in the best style of medieval times 
– perhaps comparable to the logic of the Crusaders for reconquering Jerusalem – 
setting the stage for a latter day obscurantist like George W. Bush to wage war on 
Iraq to avoid the phantom proliferation of “weapons of mass destruction.” 

7KH�REVFXUDQWLVP�RI�VFLHQFH��ZKHUH�SRVLWLYLVP�DV�WKH�GRPLQDQW�VFLHQWL¿F�ORJLF�
“has been transformed from pure scientism to a strategy of technical control based 
on methodological individualism that converges harmoniously with the logic of the 
market and of the states that seek to adapt to this logic.”10 

the antidote to the obscurantism of power is the double key of conscientização.11 
First, an epistemology of curiosity, as Freire proposed, constantly asking questions 
DQG�EHLQJ�GLVVDWLV¿HG�ZLWK�WKH�DQVZHUV��¿QGLQJ�QRWKLQJ�WKDW�FDQQRW�EH�TXHVWLRQHG��
employing the candor and simplicity of the child’s gaze to inspect even the most 
intricate relations and experiences. Second, the epistemology of suspicion, accord-
ing to Freire and the great French phenomenologist Paul ricoeur, the suspicion that 
all human interaction, all human experience, to the extent that it involves power 
relations, involves relations of domination and therefore must be submitted to sys-
tematic criticism. While this is currently applied to the interaction between indi-
vidual persons (children and their parents, children and their teachers, associations 
within families), there is an even greater need for it to be applied to the interactions 
EHWZHHQ�SHRSOH�DQG�LQVWLWXWLRQV��7KXV��LW�LV�YDOLG�WR�DI¿UP�WKDW�WKLV�HSLVWHPRORJLFDO�
model of suspicion reveals how the logic of capital and especially the logic of the 
rights of private property tend to prevail, in practice and the law, over the logic and 
the rights of people.

toWArd An AlternAtIVe GloBAlIzAtIon: PlAnetArIzAtIon 

In Paulo Freire Institutes around the world, we have been speaking and writing 
about an alternative to globalization that we call ‘planetarization.’ the foundations 
of this project are profoundly imbricated with the story of Paulo Freire, the itinerant 
“pilgrim of the obvious,”12 or “connective boy,” as he described himself. he evinced 
an intense joie de vivre through the connections he made with other people, know-
ing that the relationships in which we are involved help us to live in and understand 
the world we inhabit as much as those we study and understand through words. In 
WKH�FRQWH[W�RI�WKH�¿JKW�DJDLQVW�QHROLEHUDO�JOREDOL]DWLRQ��WKH�DQVZHU�LV�LQ�SURPRWLQJ�
a respectful ‘planetarization’ worthy of the men and women of this planet, based on 

10�5D\PRQG�$OODQ�0RUURZ�DQG�&DUORV�$OEHUWR�7RUUHV��Las Teorías de la Reproducción Social 
y Cultural. Manual Crítico, 0DGULG��(GLWRULDO�3RSXODU��������S����

11� ,�OHDYH�WKLV�)UHLULDQ�WHUP�LQ�3RUWXJXHVH�EHFDXVH�LW�KDV�QR�GLUHFW�HTXLYDOHQW�LQ�(QJOLVK��,W�UH-
IHUV�WR�WKH�SHGDJRJLFDO�SURFHVV�RI�PDNLQJ�SHRSOH�FRQVFLRXV�RI�WKHLU�FRQGLWLRQ�LQ�WKH�ZRUOG�
E\�UHPRYLQJ�WKH�REVFXUDQWLVP�RI�ZKDW�)UHLUH�FDOOHG�µP\WKRORJLFDO�WKLQNLQJ¶�ZLWK�ZKLFK�WKH\�
MXVWLI\�WKHLU�RSSUHVVLRQ��

12�3DXOR�)UHLUH�,YDQ�,OOLFK��Diáleg��;DWLYD��(GLFLRQV�GHO�&5H&�������
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an ethics of work, communication and solidarity, but also an ethics of production 
not founded on greed, avarice or usury.

I want to cite Moacir Gadotti, one of the most lucid of Freire’s interpreters and his 
principal biographer, so that he can illustrate this theme for us: “to open the school to 
the world, as Paulo Freire wanted, is one of the conditions for its survival with dignity 
in this beginning of the millennium. the planet is the new scholastic space, because 
the earth has been transformed into everyone’s domicile. the new educational para-
digm is founded on the planetary condition of human existence. ‘Planetarity’ is a new 
category on which the earth paradigm is founded. In other words, a utopic vision of 
the earth as a living organism in evolution where human beings are organized in a sin-
gle community, sharing the same dwelling place with other beings and other things.”13

three decades ago, the Argentinean anthropologist rodolfo Kush reminded us 
WKDW�WKH�FRQFHSW�RI�PDQ�LV�GH¿QHG�LQ�WKH�4XHFKXD�ODQJXDJH�DV�³HDUWK�WKDW�ZDONV�́ �,�
FDQQRW�LPDJLQH�D�EHWWHU�GH¿QLWLRQ�RI�WKH�PHQ�DQG�ZRPHQ�RI�WRGD\��

toWArd An eCoPedAGoGY

earth pedagogy, as Moacir Gadotti entitled one of his unique books, should be the 
pedagogy that inspires all pedagogies, ecopedagogy. As Gadotti puts it: “the classic 
paradigms, based on a predatory industrial, anthropocentric, developer’s mentality, 
are exhausted and no longer useful to explain the present moment or to respond to 
the necessities of the future. We need another paradigm, founded on a sustainable 
YLVLRQ�RI�WKH�SODQHW�(DUWK��*OREDOLVP�LV�HVVHQWLDOO\�XQVXVWDLQDEOH��,WV�¿UVW�DOOHJLDQFH�
is to the necessities of capital and human necessities are an afterthought. What is 
more, many of the human needs to which it answers are only ‘human’ because they 
were cultivated by and serve capitalist ends.”14

ecopedagogy invites us to think about ecology and the image of the social move-
ments that work for the preservation of the environment, pure air, uncontaminated 
water tables, the forest lungs of the planet, birds, animals, insects, plants that pre-
ceded us as planetary beings and many of which we depend on for subsistence and 
to cure our maladies. ecopedagogy also projects the image of the pillaging of our 
natural resources, especially those that are not renewable and must be prevented at 
all cost, as Brazilian theologian leonardo Boff reminds us. 

,�DVN�P\VHOI��KRZ�PDQ\�WLPHV�GR�ZH�FDUHVV�D�SODQW��ZDWFK�D�EXWWHUÀ\�ZLWK�VXU-
SULVH�DQG�GHOLJKW�RU�VWRS�WR�VPHOO�WKH�IUDJUDQFH�RI�D�ÀRZHU�ZKLOH�LQ�WKH�ZKLUOSRRO�
of daily activity? I remember a couple of years ago I was with Moacir Gadotti on 
an estate in Valencia densely populated by vigorous trees. he approached a tree, 

13�0RDFLU�*DGRWWL��La Pedagog´Ia De Paulo Freire Y El Proceso De Democratizacion En El 
Brasil��$OJXQRV�DVSHFWRV�GH�VX�WHRUtD��GH�VX�PpWRGR�\�GH�VX�SUD[LV��9HU�WDPELpQ�VX�WUDEDMR�
VREUH�OD�SODQHWDUL]DFLyQ�\�OD�FXOWXUD�GH�OD�VXVWHQWDELOLGDG��Pedagogia De La Tierra Y Cul-
tura De La Sustentabilidad KWWS���ZZZ�SDXORIUHLUH�RUJ�

14 A Ecopedagogia Como Pedagogia Apropriada Ao Processo Da Carta Da Terra.�3�����KWWS���
ZZZ�SDXORIUHLUH�RUJ�
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hugged it and said, “this is my tree in Valencia!” While some might regard this 
overtly romantic gesture with disdain, it is actually very important. Watching Gad-
otti embrace his tree, I asked myself how many trees I had adopted in my life, how 
many had I planted? If we adopt and plant more trees, we would certainly feel more 
related to the nature that surrounds us. the Spanish environmentalist and carpenter 
,JQDFLR�$EHOOD�GH¿QHV�KLPVHOI�DV�VRPHRQH�ZKR�KDV�³OHDUQHG�WR�ZDON�LQ�ZRQGHU�́ 15 
only those who are rendered wondrous by nature can learn to respect and appreci-
ate it and become its passionate protectors, because it is the guardian of our future 
as well as the futures of our children and grandchildren.

toWArd An eduCAtIon For SoCIAl JuStICe

education for social justice constitutes the antithesis of the model of neoliberal glo-
balization, both as a theoretical paradigm to inspire the training of teachers and the 
practice of pedagogy16 and as a source for curriculum and instruction of apprentice 
teachers and the formulation of educational policy. how can social justice education 
be used to neutralize neoliberal globalization? In the limited space of this chapter, 
I will indicate some ways:17 

 a) social justice education explores, analyzes and critiques the inequalities be-
tween people, b) by studying the resources available to communities, families, stu-
dents, social activists and social movements, social justice education questions the 
possessive individualism proposed by globalization as well as the sustainable basis 
of placing the logic of avarice and cupidity above the social factors. c) Social justice 
education can empower people by making the kind of knowledge that belongs to 
WKH�JHQHUDO�SXEOLF��H�J��WKH�GLVFXVVLRQ�RI�RSHQ�FRGL¿FDWLRQ�ZKHQ�FRQVWUXFWLQJ�FRP-
puter programs and the notion of knowledge as a public domain, available to them. 
d) Social justice education confronts the notion of the merchandising of education 
by reinventing the notion of education for all citizens, not just for consumers who 
can afford it. the corollary to this is our realization that, while citizens have rights 
and obligations, consumers have similar rights but just one obligation: to consume.

toWArd A MultICulturAl And CoSMoPolItAn CItIzenShIP

the question of citizenship is not only a question of status and roles, which one 
acquires by birth or adoption. true citizenship includes a number of civic virtues, 

15�$PRQJ�WKH�WH[WV�WKDW�KDYH�KDG�WKH�PRVW�LPSDFW�LQ�P\�UHDGLQJ�DERXW�FDUSHQWU\�DUH�WZR�HV-
VHQWLDO�ERRNV�E\�,JQDFLR�$EHOOD��La Magia de Los Arboles �%DUFHORQD��5%$�,QWHJUDO��������
and El Hombre y La Madera �%DUFHORQD��5%$�,QWHJUDO��������

16�2XU�WHDFKHU�WUDLQLQJ�SURJUDP�LQ�WKH�8&/$�*UDGXDWH�6FKRRO�RI�(GXFDWLRQ�DQG�,QIRUPDWLRQ�
6FLHQFHV�LV�FDOOHG�6RFLDO�-XVWLFH�(GXFDWLRQ�

17�6RPH�RI�WKHVH�ZHUH�VXJJHVWHG�LQ�D�SDSHU�E\�'DQLHO�%RGHQ��D�VWXGHQW�ZKR�WRRN�P\�FRXUVH�
LQ�3ROLWLFV� DQG�(GXFDWLRQ�DW�8&/$�� ³6RFLDO� -XVWLFH�(GXFDWLRQ�DV�D�0RGHO� WR�2YHUFRPH�
*OREDOL]DWLRQ�´�/RV�$QJHOHV��8&/$��0DQXVFULSW�������
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among which tolerance and a solidary spirit stand out. true multicultural citizen-
ship means “to cultivate the spirit of solidarity by understanding how different we 
are as well as how similar, thus developing solidarity with those who still suffer. 
&OHDUO\��ZH�FDQQRW�H[SHFW�WKLV�VSLULW�WR�EH�JHQHUDWHG�VSRQWDQHRXVO\�DPRQJ�IRUWL¿HG�
groups, each trying to be different from the other.”18

Planetary citizenship is cosmopolitan, and here we encounter a Kantian dilem-
ma: how is it possible to create a democracy in a country that is part of an non-
democratic international system and, at the same time, how is it possible to establish 
an international democratic system when many of its national entities are anything 
but democratic?

the struggle for a tolerant and solidary multicultural citizenship at the level of 
international systems is another of the objectives of transverse radicalism in the 
¿JKW�IRU�KXPDQ�IUHHGRP�19

toWArd the ConStruCtIon oF rAdICAl eduCAtIon And rAdICAl 
deMoCrACY

the proposals of the great pedagogues have always been utopian. education is 
essentially an exercise in optimism. one seeks to explore the limits of real pos-
sibilities for social transformation, searching for a human sociability to inspire 
the progressive construction of subjects, families, communities, nations and an 
international system where reason overcomes force, peace overcomes violence 
and war, justice overcomes injustice, domination and oppression. Clearly, this 
model proposes the ever more necessary culture of planetary sustainability over 
that of a dissipating modernity that consciously and unconsciously exploits natu-
ral resources. 

 It is also clear that, ever since the Illuminists, education proposed and, to 
a lesser degree, accomplished its central objectives in the constitution of citizen-
ship and democracy. today, however, educators have a new responsibility and that 
is to become critics of the culture. thus, education must become a public sphere of 
deliberation, a theatre for public deliberation uncontrolled by either state or market. 
this is a duty, a commitment and a promise that utopian education must undertake 
in its promotion of radical democracy.20 

18�7RGG�*LWOLQ��The Twilight of Common Dreams: Why America is Wracked by Culture Wars. 1HZ�
<RUN��+HQU\�+ROW��������S������

�� Carlos Alberto Torres, Democracy, Education, and Multiculturalism. Dilemmas of Citizen-
ship in a Global World. /DQKDP�DQG�%RXOGHU��5RZPDQ�	�/LWWOH¿HOG�������

20�&DUORV�$OEHUWR�7RUUHV�1RYRD��Pedagogia de la Lluita. Valencia, Denes Editorial-Edicions 
GHO�&5H&��������0DUN�&RWH��5LFKDUG�*DGRWWL-�)��'D\�DQG�*UHLJ�GH�3HXWHU��HGLWRUV��Utopian 
peagogy. Radical experiments Against Neoliberal Globalization. 7RURQWR��%XIIDOR�DQG�/RQ-
GRQ��8QLYHUVLW\�RI�7RURQWR�3UHVV�������
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 toWArd A trAnSVerSAl, trAnS-dISCIPlInArY And 
ConneCtIVe Model oF KnoWledGe

$V�0RDFLU�*DGRWWL�ZULWHV�� ³7KH� UHFRJQLWLRQ� RI� 3DXOR� )UHLUH� RXWVLGH� WKH� ¿HOG� RI�
pedagogy demonstrates that his thinking is both transversal and trans-disciplinary. 
Pedagogy is, by nature, a transversal science. From his earliest writing, Freire con-
sidered schools much more important than the four walls that support them. I be-
lieve that ‘Culture Circles’ were an expression of an innovative pedagogy that was 
not reduced to the simplistic notion of [giving] classes. In the current ‘knowledge 
society’ this is much clearer since what is now ‘scholastic space’ is often larger 
than a physical school. the new training spaces include radio, television, videos, 
churches, union halls, businesses, nGos, family circles, and the Internet, stretch-
ing the notion of both school and classroom. education has become communal, 
virtual, multicultural and ecological, and the school widens to include the city and 
the planet. today we think in terms of networks, we research through networks, we 
work in networks without hierarchies. the notion of a downward spiraling wisdom 
to ignorance hierarchy is very dear to the capitalist school. on the contrary, Paulo 
Freire insisted on connectivity, on the collective administration of social knowl-
edge, which can be socialized in ascending and overlapping concentric circles. It is 
not just about recognizing the educative City’ of edgar Faure, but of visualizing the 
planet as a permanent school.21

ePIloGue

how do I end this proposal faced with the magnitude of problems, the complexity 
of facts, the immense responsibilities the present moment demands of us as we con-
front the rampant and crescent injustices of neoliberal globalization?

 Maybe this is time to say that each of us has to draw his or her own con-
clusions. We must seek out spaces and develop a praxis that allows us to advance 
the cause that true pedagogues of different cultural and religious persuasions have 
sought since the beginning of the world and that Paulo Freire expressed so well in 
the concluding words of Pedagogy of the Oppressed: to build a world where it is 
easier to love.22

 this is why Freire postulated the possible dream of an educational utopia 
in a proposal that captured the revolutionary heart of the 1960s; a utopic, efferves-
cent and optimistic decade of struggles for freedom, struggles against colonialism 
and classism, struggles for racial, sexual and ethnic emancipation, a decade when 

21�*DGRWWL��La Pedagog´Ia De Paulo Freire Y El Proceso De Democratizaci´On En El Brasil��
6RPH�DVSHFWV�RI�KLV�WKHRU\��KLV�PHWKRG�DQG�KLV�SUD[LV��http://www.paulofreire.org/

22�³6L�QDGD�TXHGD�GH�HVWDV�SiJLQDV��HVSHUDPRV�TXH�SRU�OR�PHQRV�DOJR�SHUPDQH]FD��QXHVWUD�
FRQ¿DQ]D�HQ�HO�SXHEOR��1XHVWUD�FRQ¿DQ]D�HQ�ORV�KRPEUHV�\�HQ�OD�FUHDFLyQ�GH�XQ�PXQGR�HQ�
HO�TXH�VHD�PHQRV�GL¿FLO�DPDU�´�3DXR�)UHLUH��3HGDJRJtD�GHO�2SULPLGR��0RQWHYLGHR��(GLWRULDO�
7LHUUD�1XHYD��������SDJH�����
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people placed renewed value on physical intimacy, by hugging each other and mak-
ing love. 

 From this tradition only one proposal still makes sense, coined in a phrase 
that Antonio Gramsci proposed to us educators decades ago: pessimism of the intel-
ligence, optimism of the will.

� ,�EHOLHYH�WKLV�GH¿QHV�WKH�WDVN�EHIRUH�XV��%XW�WR�FORVH��,�ZDQW�WR�RIIHU�VRPH�
verses as the poetic conclusion to a narrative excursion. A few years ago in Florence 
I encountered the poetry of Michelangelo. the following poem begins with a verse 
of his that I have translated freely23:

For MIChelAnGelo

there goes truth – poor, naked and alone
Appreciated only by the humble
She has just one eye, pure and brilliant
But she is born in a thousand places wherever she dies.
 
Faced with triviality
licentiousness
cynicism
truth, justice and liberty arise
heroes and victims of a civilization
that creates its means of sustenance
and its destruction, bit by bit

Pity the truth
abandoned at every instant
by the lies of power
recuperated by popular movements in their struggle for justice

Pity justice
defenseless in its nakedness
blind in its search for equanimity
crushed at every instant
that freedom does not protect

Pity freedom
the bird loses it
When its tree is
cut clandestinely 

23�7KLV�SRHP�KDV�EHHQ�SXEOLVKHG�ZLWK�RWKHU�SRHPV�RI�PLQH�LQ�9DULRXV��Nueva Poesia Iber-
oamericana��%XHQRV�$LUHV��(GLFLRQHV�1XHYR�6HU��������
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men and women shed tears
over severed hands and broken hope
Pity freedom, justice and truth
If we have no utopia to defend them
8WRSLD��ÀDJ�IRU�D�SODQHWDU\�IXWXUH
utopias moisten our days
with every drop
they caress our faces
and remind us we are still alive 
in the light of the sun
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JoSé MAnuel MendeS

Chapter 2

eQUaLIty, DemoCRatIC CItIZensHIP anD 
soLIDaRIty

Is there a role for higher education in the framing of an alternative 
1

IntroduCtIon

I will begin this paper by citing a statement by eugene rosa, a sociologist special-
L]HG�LQ�WKH�¿HOG�RI�HQYLURQPHQWDO�VWXGLHV��ZKHQ�KH�VD\V��

³:KLOH�LW�VHHPV�IXOO\�DSSURSULDWH�WR�DGRSW�WKH�GH¿QLWLRQ�RI�D�SROLF\PDNLQJ�DJHQ-
cy to guide risk management, it is curious that it would pass academic scrutiny as 
DQ�DQDO\WLF�GH¿QLWLRQ´��5RVD�������������IRRWQRWH����

Academic scrutiny is characterized by what Amartya Sen (2011) called, in his 
conference in Faculty of economics of the university of Coimbra, on 14 March 
2011, “criticality”, that is, and I quote: “the importance of critically confronting 
our own values, in addition to scrutinizing the values that others propagate. this 
criticality is needed not merely for examining the reasoning behind what disgusts 
us, but also for questioning what we come to live with and accept (often implicitly, 
because they seem like a part of the “normal” world which we are used to). An incli-
nation to be uncritically contented with the world as it is can be, I would argue, seri-
ously unhelpful for a theory of justice as well as the pursuit of justice in practice.” 

,Q�WKLV�SDSHU��UHÀHFWLQJ�RQ�FRQFHSWXDO�GHYHORSPHQWV�LQ�WKH�¿HOG�RI�HGXFDWLRQ�,�
ask the following questions: 
– Why equity and not equality?
– Why social cohesion and not solidarity?
– And what is the role of higher education in fostering democratic citizenship?

�� 7KLV�SDSHU�LV�EDVHG�RQ�D�FRQIHUHQFH�JLYHQ�DW�WKH�$/)$�UHVHDUFK�SURMHFW�³,QWHU�8QLYHUVLW\�
)UDPHZRUN� 3URJUDP� IRU� (TXLW\� DQG� 6RFLDO� &RKHVLRQ� 3ROLFLHV� LQ� +LJKHU� (GXFDWLRQ �́�
FRRUGLQDWHG� E\� $QWyQLR� 7HRGRUR� DW� WKH� 8QLYHUVLGDGH� /XVyIRQD� GH� +XPDQLGDGHV� H�
7HFQRORJLDV��/LVERQ�����0DUFK�

António Teodoro & Manuela Guilherme (Eds.), 
European And Latin American Higher Education Between Mirrors, 23–39.
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trying to answer these questions I felt the need to do a brief genealogy of these 
concepts and their role in the academic and policymaking documents pertaining 
to higher education. Because concepts are important in perceiving and changing 
the world, the role of academic work and education is to engage in a dialogue in 
the public sphere that enables people and citizens to change the way they see the 
societies they live in.

the eMerGenCe oF the ConCePtS oF equItY And SoCIAl CoheSIon In 
hIGher eduCAtIon PolICIeS

2(&'�SURPRWHG� LWV� ¿UVW�PDMRU� UHYLHZ� DQG� FRQIHUHQFH� RQ� WKH� LVVXH� RI� HTXLW\� LQ�
1961, at Kungalv in Sweden (halsey, 1993), although the main preoccupation was 
with selection and entry at secondary schools. With the growth of higher education 
enrolment and the debate on inequality to access, the oeCd education Committee 
launched the Thematic Review of Tertiary Education in october 2003, in response 
to the oeCd education Chief ([HFXWLYHV�ெ�SURSRVDO�RI�WHUWLDU\�HGXFDWLRQ�DV�RQH�RI�
WKH�¿YH�PLG�WHUP�SULRULWLHV�IRU�2(&'�ZRUN�RQ�HGXFDWLRQ �́�DW�WKHLU�)HEUXDU\������
PHHWLQJ�LQ�'XEOLQ��$�PHHWLQJ�RI�1DWLRQDO�5HSUHVHQWDWLYHV�LQ�$SULO������GH¿QHG�
the guidelines for participation in the review and the analytical work started in 
January 2005, with country thematic reviews. the thematic reviews were primarily 
concerned with equality of opportunity, while recognizing that relative equality of 
outcomes was often used as an indicator of equality of opportunity. 

tertiary education was also the focus of the meeting of oeCd education Minis-
ters held in Athens in June 2006 with the theme Higher Education – Quality, Equity 
and (I¿FLHQF\. Ministers noted that “higher education plays a vital role in driving 
economic growth and social cohesion” (Santiago et al., 2008).

In the study conducted by Simon Field et al. for the oeCd in 2007, with the 
suggestive title, No More Failures. Ten Steps to Equity in Education, ten policy 
recommendations were drafted to promote equity in education. For the purposes 
of their study, equity in education included two dimensions, fairness and inclusion 
(Field et. al, 2007):

Fairness implies that personal and social circumstances such as gender, socio-
economic status or ethnic origin should not be an obstacle to educational success.

Inclusion implies a minimum standard of education for all.
As for the european union, the Sorbonne declaration in 1998, the Bologna dec-

laration in 1999 and the lisbon declaration in 2000 set forward european worries 
about the global market in higher education. In Paris, the declaration was primarily 
economically motivated, although symbolic references to european culture were 
not missing. the economic motive and agenda was even more open at the european 
union – gathering in lisbon in March 2000. Given the perceived successes of the 
united States and of Australia in producing substantial ‘export value’ in the domain 
of higher education, the european union decided that european inferiority on the 
global educational market could no longer be tolerated (lorenz, 2006). 
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the lisbon european Summit in March 2000 set a new strategic goal for the un-
ion for the new decade: “to become the most competitive and dynamic knowledge-
based economy in the world, capable of sustaining economic growth with more and 
better jobs and greater social cohesion” (room et al., 2005:11). 

As Chris lorenz states: “Given the idea that the global economy is a ‘knowledge 
economy’, the european union inevitably came to the conclusion that european 
higher education had to become the most dynamic and most competitive in the 
world too. therefore, the european union Ministers of education translated this 
intention in 2001 into an ambitious agenda for the educational domain. Predictably 
the ‘lisbon Process’ has as yet only resulted in serious disappointments, because 
in 2005 it was already crystal clear to even the greatest Eu-policy optimists that its 
objectives would not be met – even approximately. the remedy for this ‘delay’ is 
of course sought in speeding up the ‘lisbon Process’ in all Eu member states and 
in shifting the responsibility for the ‘process’ to the Eu member states” (2006:80).

And, concurring with the conclusions of Chris lorenz on his analysis of the 
higher education policies in the european union and the knowledge society, “all the 
european declarations and plans considered so far basically contain an economic 
view of education, by considering higher education primarily in its function for the 
european economy and in terms of a marketable commodity” (2006:80). 

the World Conference on higher education (WChe) in 1998 gave a new thrust 
to uneSCo’s higher education programme at a time when a need for change and 
adjustment to a new paradigm in higher education was strongly felt by decision 
makers. Its World Declaration on Higher Education for the 21st Century provided 
an international framework for action both at systems and institutional level. A par-
ticular focus was placed on broadening access and strengthening higher education 
DV�D�NH\�IDFWRU�RI�GHYHORSPHQW��HQKDQFLQJ�TXDOLW\��UHOHYDQFH�DQG�HI¿FLHQF\�WKURXJK�
closer links to society and the world of work; securing adequate funding resources, 
both public and private, and fostering international cooperation and partnerships. 
one spin-off of the World Conference was the uneSCo Forum on higher edu-
cation, research and Knowledge, an open platform forum encouraging research 
and intellectual debate. Within these general orientations and delivery mechanisms, 
research on trends in higher education remains at the heart of uneSCo’s preoc-
cupations, along with the question of higher education and social cohesion (Burnett, 
2007: 287-288).

More recently, the mainstreaming of the social cohesion thematic and higher 
education is well illustrated in the special issue of Prospects, UNESCO’s journal of 
comparative education in 2007, entirely dedicated to the thematic of higher educa-
tion and social cohesion.

In 2000, the World Bank in its report “Higher Education in Developing Coun-
tries: Peril and Promise” recognized that rate-of-return analysis was out, and there 
was the need for the promotion of the public interest of higher education. In the 
absence of more and better higher education opportunities, developing countries 
FRXOG�H[SHFW�IHZ�EHQH¿WV�IURP�D�NQRZOHGJH�EDVHG�JOREDO�HFRQRP\��7KH�UHSRUW�Peril 
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and Promise argued that developing countries needed to prioritize higher education 
more than would be indicated by rate-of-return analyses alone (Post et al., 2004). 

In the World Bank Group report published in 2002, Constructing Knowledge 
Societies: New challenges for Tertiary Education. Directions in Development, it 
was stated that: 

“the norms, values, attitudes and ethics that tertiary institutions impart to stu-
dents are the foundation of the social capital necessary for constructing healthy 
civil societies and cohesive cultures – the very bedrock of good governance and 
democratic political systems…through the transmission of democratic values and 
cultural norms, tertiary education contributes to the promotion of civic behaviours, 
nation building and social cohesion”. (2002: 23, 31).

equItY or equAlItY?

luciano Benadusi reviewed the many conceptions of equity in the sociology of 
education, underlying the normative conceptions of equity and their implications 
IRU�FKRRVLQJ�LQGLFDWRUV�IRU�DQDO\VLV������������+H�LGHQWL¿HG�¿YH�DSSURDFKHV��
– Functionalism: where the concept of equity is based on rawlsian liberal equality 

of opportunity.
– Cultural reproduction theory: the concept of equity implies the existence of no 

natural social, cultural and educational inequalities among groups.
– Cultural relativism: equity means the equality and reciprocal independence 

among the different cultures.
– Cultural pluralism: the concept of equity implies the respect for cultural differ-

ences.
– Methodological individualism: the concept of equity is based also on rawlsian 

liberal equality of opportunity or free choice (a formal equality of opportunity).
– International comparative research on equality of opportunity: equity means that 

no educational inequalities exist among groups.

one of the most sophisticated discussions of the dilemma between equity and 
equality in education can be found in the excellent article published in 2010 by 
espinoza. In this article óscar espinoza proposes a complex equality-equity model 
(espinoza, 2010: 134-139).

As espinoza argues (2010: 129-130), the “equity” concept is associated with fair-
QHVV�RU�MXVWLFH�LQ�WKH�SURYLVLRQ�RI�HGXFDWLRQ�RU�RWKHU�EHQH¿WV�DQG�LW�WDNHV�LQGLYLGXDO�
circumstances into consideration, while “equality” usually connotes sameness in 
treatment by asserting the fundamental or natural equality of all persons. While 
“equality” involves only a quantitative assessment, “equity” involves both a quanti-
tative assessment and a subjective moral or ethical judgment that might bypass the 
letter of the law in the interest of the spirit of the law. equity assessments are more 
problematic because people differ in the meaning that they attach to the concepts 
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of fairness and justice and because knowledge of equity-related cause-and effect 
relationships is often limited. the conception of “equity” which is commonly asso-
ciated with human capital theory is based on utilitarian considerations; it demands 
fair competition but tolerates and, indeed, can require unequal results. 

As Jean-Pierre dupuy argues, equity presupposes no envy, that is, a simple re-
lation between the desiring subject and the desired object with no third party in-
volved, where there is the assumption of the incommensurability of preferences and 
where everyone feels better in her place than on others’ places (2009: 201). on the 
other hand, the concept of “equality” associated with the democratic ideal of social 
justice demands equality of results.

It is ironic that the current neo-conservative sweep in education fosters the resur-
gence of “sameness” to form the ethos of equity programs and policies. the concept 
of substantive equality and systemic discrimination is being replaced here by the 
PRUH�OLPLWHG�³RQH�VL]H�¿WV�DOO´�IRFXV�RI�HTXDO�RSSRUWXQLW\�

$FFRUGLQJ�WR�(VSLQR]D��HTXDOLW\�SHUWDLQV�WR�¿YH�IHDWXUHV�RI�WKH�HGXFDWLRQDO�SUR-
cess:
– Financial, social, and cultural resources.
– equality of access – the probability of children from different social groupings 

getting into the school system, or some particular level or portion of it.
– equality of survival – the probability of children from various social groups 

VWD\LQJ�LQ�WKH�VFKRRO�V\VWHP�WR�VRPH�GH¿QHG�OHYHO��XVXDOO\�WKH�HQG�RI�D�FRPSOHWH�
cycle (primary, secondary, higher).

– equality of output – the probability that children from various social groupings 
ZLOO�OHDUQ�WKH�VDPH�WKLQJV�WR�WKH�VDPH�OHYHOV�DW�D�GH¿QHG�SRLQW�LQ�WKH�VFKRROLQJ�
system.

– equality of outcome – the probability that children from various social group-
ings will live relatively similar lives subsequent to and as a result of schooling 
(have equal incomes, jobs of roughly the same status, equal access to sites of 
political power, etc.).

these features can be translated in three different perspectives:
– equality of opportunity; 
– equality for all;
– or, equality on average across social groups.

$V�IRU�HTXLW\��LW�DOVR�FDQ�EH�DQDO\VHG�RQ�WKH�¿YH�IHDWXUHV�RI�WKH�HGXFDWLRQDO�SURFHVV�
(resources; access; survival; output; outcome) and structured as three different per-
spectives:
– equity for equal needs 
– equity for equal potential (abilities)
– equity for equal achievement
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this sophisticated proposal for conciliating equity and equality fails to grasp the 
political assumptions underlying the concepts of equity and equality, that constitute 
different notions of citizenship, entitlements and social and political rights. even 
Amartya Sen’s theory of capabilities, that propose a broad notion of equality and 
is critical of liberalism, seems to focus most on procedural aspects rather than sub-
stantive equality of capability in the political space (Sen, 1992). 

In this paper I argue and invoke that substantial and active equality is more rel-
evant for democratic citizenship. democratic politics concerns the presupposition 
of equality, not the distribution of equality. therefore, equality must be put at the 
beginning of every political process.

And, following here the proposals of Jacques rancière, while passive equality is 
the creation, preservation, or protection of equality by governmental institutions, ac-
tive equality is based on empowerment and composed of three basic components: dis-
VHQVXV��WKH�DFW�RI�GHFODVVL¿FDWLRQ�DQG�HTXDOLW\�RI�LQWHOOLJHQFH���0D\�����������������

As Margaret Somers rightly states (Somers, 2008: 131), citing hannah Arendt, 
the alternative to naturalism of both nationalism and liberalism requires more than 
merely the institutions of laws and states, and even more than the fact of citizenship 
itself. It requires collective political action toward the goal of human justice.

“equality, in contrast to all that is involved in mere existence, is not given to us, 
but is the result of human organization insofar as it is guided by the principle of jus-
tice. We are not born equal; we become equal as member of a group on the strength 
of our decision to guarantee ourselves mutually equal rights. our political life rests 
on the assumption that we can produce equality through organization, because man 
act in and change and build a common world, together with his equals and only with 
his equals” (Arendt, 1979:301).

SoCIAl CoheSIon And SoCIAl CAPItAl or SolIdArItY AMonG 
StrAnGerS?

In studying the impact of education on society there exist two basic analytic mod-
HOV��2(&'���������)RU�WKH�¿UVW�PRGHO��DQ�DEVROXWH�PRGHO��HGXFDWLRQ�UHLQIRUFHV�WKH�
technical skills and positive attitudes in individuals. In this model we are confront-
ed with a positive sum game, where everybody wins, and more education means an 
LQFUHDVH�LQ�H[SHFWHG�JOREDO�EHQH¿WV��,Q�WKH�VHFRQG�PRGHO��HGXFDWLRQ�E\�FKDQJLQJ�
WKH�SODFH�RI�WKH�LQGLYLGXDO�LQ�WKH�VRFLDO�KLHUDUFK\�JHQHUDWHV�EHQH¿WV�IRU�VRPH�DW�WKH�
H[SHQVH�RI�RWKHUV��7KLV�LV�D�]HUR�VXP�JDPH��UHODWHG�WR�WKH�PRVW�FRQ¿UPHG�LQYRNHG�
devaluation of educational degrees.

In the studies of education and social cohesion, there is a research agenda that, 
based on nomological methods, tries to assert the role and relationship between 
education, social cohesion and equity or equality.

7ZR�UHSUHVHQWDWLYH�VWXGLHV�ZLOO�EH�EULHÀ\�DQDO\VHG�LQ�WKLV�SDSHU��$QG\�*UHHQ�HW�
al. Education, Equality and Social Cohesion (2006) and François dubet et al., Les 
écoles et leur societé (2010).
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Andy Green et al., using aggregate statistics (correlations and regression analy-
VHV��WR�FRPSDUH�FRXQWULHV��LGHQWL¿HG�KRZ�HGXFDWLRQ�LPSDFWV�RQ�GLIIHUHQW�DVSHFWV�RI�
social cohesion (2006). the model proposed assumed that education may impact 
LQ�WZR�GLIIHUHQW�ZD\V��WKH�¿UVW��LQGLUHFWO\��WKURXJK�WKH�ZD\�LW�GLVWULEXWHV�VNLOOV��DQG�
hence incomes, opportunity and status among adult populations; and the second, 
through how it socializes students through the formation of values and identities.

$QG\�*UHHQ�HW�DO�¶V�¿QGLQJV�LQ�UHODWLRQ�WR�WKH�¿UVW�SDWKZD\�±WKH�GLVWULEXWLRQDO�
model – appear to be quite clear-cut. While there are no apparent relationships be-
tween aggregate levels of education and social cohesion indicators across countries, 
WKHUH�DUH�TXLWH�VWURQJ�DQG�VLJQL¿FDQW�FRUUHODWLRQV�EHWZHHQ�PHDVXUHV�RI�HGXFDWLRQDO�
equality, income equality and a wide range of social cohesion outcomes, including 
general and institutional trust, crime, civil liberties and political liberties. More 
education-equal countries tend to be more income equal and rate higher on a range 
of social cohesion measures. Furthermore, educational equality appears to have a 
positive relationship with social cohesion outcomes independently of income dis-
tribution.

According to their initial hypothesis, the other main route by which education 
could impact on social cohesion is through the socialization process which includes 
both values and identity formation. It is our values and identities which ultimately 
condition how we regard and interact with other individuals and groups, determin-
ing with whom we associate, how we co-operate and whom we decide to trust. 
Identity is, in a sense, the most crucial since our received and adopted identities 
determine the affective and ideological boundaries of our worlds and thus the locus 
and ambit of our trust and co-operation. tolerance appears as a multifaceted and 
highly situational variable at the country level and subject to rapid changes over 
time. the authors found little evidence that educational inequality impacts on lev-
els of tolerance, although plausible theoretical arguments suggest that it might, but 
there is evidence for a number of countries, particularly from the studies of educa-
tion and racism, that levels of education can affect attitudes and behaviours to do 
with tolerance. however, the effects, as observed in the individual-level data, are 
highly context-bound, varying in strength and mechanisms from country to coun-
try and between social groups. relations between aggregate levels of education and 
tolerance across countries are far from clear, probably because tolerance is strongly 
affected by other country contexts, including levels and types of immigration, and 
the dominant political discourses surrounding these.

In an attempt to create a typology of social cohesion regimes, Andy Green et al. 
�������GH¿QHG�IRXU�FRQWHPSRUDU\�UHJLPHV�RI�VRFLDO�FRKHVLRQ�

a) liberal regime of Social Cohesion: the core values underpinning social cohe-
sion in liberal regimes include opportunity and rewards based on merit; individual 
freedom and choice; active and “tolerant” civil society (some of the countries in-
cluded are the uSA, Great Britain, Australia and new zealand).

b) Social Market regime of Social Cohesion: in this regime, social cohesion is 
underpinned by strong institutional mechanisms concerted by the state. there is 
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a VWDNHKROGHU�PRGHO�RI�WKH�¿UP��ZLWK�LQGXVWULDO�GHPRFUDF\�� highly regulated la-
bour markets with solidaristic wage bargaining based on industrial unionism, social 
partnership between encompassing intermediate organisations, and sectoral agree-
ments on pay and conditions. Also, there are lower wage differentials with generous 
welfare provision for unemployed and a corporatist welfare system, based on em-
ployment contributions, less universalistic and more divisive than social democratic 
model. Some of the countries characterized by this social cohesion regime include 
Germany, France, Belgium, Austria, netherlands, Italy and Spain.

c) Social democratic regime of Social Cohesion: as in social market regime, 
social cohesion is underpinned by the state and powerful intermediate organisa-
tions. there is a centralised wage bargaining that leads to low pay differentials and 
promotes labour market solidarity; active labour market policies that support losers 
from industrial re-structuring and universalist and generous welfare state promot-
ing solidarity. Furthermore, egalitarian education systems promote beliefs in equal-
ity and adult education promote ideal of community. Some of the countries included 
are Sweden, Finland, denmark and norway.

Finally, they propose a fourth regime. 
d) Confucian regime of Social Cohesion: included are Japan and South Korea. 

this regime is characterised by low crime rates and low inequality levels, high hi-
erarchy, low Welfare protection and weak civil societies.

$QG\�*UHHQ�HW�DO��DOVR�UHÀHFW�RQ�WKH�SRVVLELOLW\�RI�GH¿QLQJ�RWKHU�VRFLDO�FRKHVLRQ�
regimes as, for example, Southern europe or Post-Communist regimes.

)UDQoRLV�'XEHW�HW�DO��GH¿QH�VRFLDO�FRKHVLRQ�DV�³WKH�YDOXHV��WKH�FXOWXUH�DQG�WKH�HQ-
semble of attitudes that move individuals to cooperate in a solidarian way” (dubet, 
duru-Bellat and Vérétout, 2010: 50). these authors operationalized social cohesion 
in three macrovariables: Social Capital (density of social life and civil society); 
&RQ¿GHQFH��JURXS�RI�DWWLWXGHV�DQG�EHOLHIV�DERXW�FRQ¿GHQFH�LQ�RWKHUV�DQG�LQVWLWX-
tions: army; police; justice; Parliament; trade unions; public administration); toler-
ance (2010:51-53). 

dubet, duru-Bellat and Vérétout distinguish social cohesion from social in-
WHJUDWLRQ��6RFLDO� LQWHJUDWLRQ� LV� WKH� V\VWHPLF� FRQ¿JXUDWLRQ�RI� D� VRFLHW\�� LWV� VRFLDO�
structure, measured by inequality and the dynamism of the labour market. And the 
results obtained by the authors clearly show that social cohesion and social integra-
tion may not coincide. Crossing the statistical results for social cohesion and social 
integration they propose the following types of societies:
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Figure 1. Typology of societies by crossing social integration and social cohesion
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Source: dubet, duru-Bellat and Vérétout (2010:64).

dubet, duru-Bellat and Vérétout (2010:175), analysing the factors that impact on so-
cial cohesion, concluded that 67% of the variance in social cohesion was explained 
by the dynamics of the labour market, Gross domestic Product level and income 

equAlItY, deMoCrAtIC CItIzenShIP And SolIdArItY

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



32

inequalities. only 47% of social cohesion was explained by the characteristics of 
educational systems.

Alongside the discussion of social cohesion, some authors argue for the analysis 
RI�VRFLDO�FRKHVLRQ�ZLWKLQ�KLJKHU�HGXFDWLRQ�RU��VSHFL¿FDOO\��DFDGHPLF�VRFLDO�FRKHVLRQ�
(heuser, 2007). heuser proposes a synthesis model that highlights the main dimen-
sions in academic social cohesion within higher education (Figure 2).

Figure 2 Academic social cohesion within higher education

Source: heuser (2007:295)

this model presupposes a virtuous cycle between human capital, social capital and 
social virtue and the common good, and the author doesn’t discuss the institutional, 
political and interactional dimensions concurring for the result of academic social 
cohesion.

As these methods rely heavily on individual methodologism and aggregative sta-
WLVWLFV��ZH�FDQ�DVN�ZKDW�LV�WKH�YDOXH�RI�WKHVH�¿QGLQJV�DQG�W\SRORJLHV�IRU�WKH�DQDO\VLV�
of collective dynamics and if they can evaluate adequately the role of higher educa-
tion in promoting social cohesion. 

According to thomas theo (2005:25), it was habermas (1994) who proposed, 
in the context of the relationship between knowledge and interest and on the back-
ground of an epistemological foundation for a theory of society, three kinds of sci-
ences: empirical-analytic sciences, historical-hermeneutic sciences, and critically 
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RULHQWHG�VFLHQFHV�ZKHUHE\�HDFK�W\SH�RI�VFLHQFH�FDQ�EH�FKDUDFWHUL]HG�E\�D�VSHFL¿F�
underlying cognitive interest that guides its pursuit of knowledge. empirical-ana-
lytical sciences are motivated by the production of nomological knowledge in order 
to achieve technical control over processes or objects. historical-hermeneutic sci-
ences are motivated by the practical interest of interpretation and understanding of 
PHDQLQJV��&ULWLFDO�WKHRU\�KDV�DQ�HPDQFLSDWRU\�LQWHUHVW�DQG�DSSOLHV�VHOI�UHÀHFWLRQ�DV�
a basic principle of investigation.

the best critique of the concept of social capital as a public good and its underly-
ing assumptions was put forward by Margaret Somers (2005, 2008). Somers argues 
that the equation “social + capital” equals the evacuation of the social. Social capital 
refers to the economic value produced by social relationships. According to Somers, 
5REHUW�3XWQDP��RQH�RI�WKH�PRVW�SURPLQHQW�VFKRODUV�RQ�WKH�¿HOG�RI�VRFLDO�FDSLWDO��
never comes to grips with the fact that the theory of social capital extends market 
principles to those non-contractual arenas of social life where utilitarian ethics will 
do nothing less than corrode the very social ties and practices he so celebrates. 
to achieve the practices and institutions of trust, communication, and reciproc-
ity convened in the concept of social capital, requires abandoning its constitutive 
SRVWXODWHV�RI�ORFDOLVP��DFTXLVLWLRQ��LQGLYLGXDOLVP��WKH�PDUNHW�PRGHO�RI�HI¿FLHQF\��
the marketization of the social, and the radical autonomy from power and politics 
(Somers, 2008: 235).

the contributions of social capital to the political project of marketization of the 
social has four dimensions (Somers, 2008: 242):
– social capital provides a nonstate solution to those externalities the market is ei-

ther unable or unwilling to solve. this is the function of saving capitalism from 
its own excesses.

– social capital shifts expectations of citizenship from rights claims to obligations 
and duties.

– social capital provides a nonstate alternative to the entitlement-driven welfare 
state and the excesses of democratic rights claims. this is the reconstitution of 
citizenship through the cultural sphere of moral regulation, self-help, and per-
sonal responsibility.

–� ¿QDOO\��VRFLDO�FDSLWDO�SURYLGHV�D�VSDWLDO�VXEVWLWXWH�WR�FLYLO�VRFLHW\�LQ�WKH�FRQFHSW�
of “community” – the nonstate site in which relationships of social capital are 
FRQ¿QHG�

Following Margaret Somers, as an alternative to the concept of social cohesion and 
social capital, I propose the notions of civil society and the recovery of the concept 
of solidarity, and using Bin Shu (2010) propositions, to operationalize the concept of 
solidarity among strangers (with no need for a specious concept of community, even 
if only imagined communities, as analysed by Benedict Anderson (1991)). 

Solidarity, since émile durkheim, has been one of the central concepts of social 
theory (hechter, 2001). Solidarity answers the fundamental question “What holds 
VRFLHW\� WRJHWKHU"´�'XH� WR� LWV� VLJQL¿FDQFH�� VFKRODUV� KDYH� GLVFXVVHG� LW� LQ� D�ZKROH�
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range of terms (integration, cohesion, solidarity, bonds, etc.) at various analytical 
levels (social groups, organization, community, social movements, nation-state, 
etc.) even in different disciplines (Shu, 2010).

0HWKRGRORJLFDOO\��DV�SURSRVHG�E\�%LQ�6KX��GH¿QLQJ�VROLGDULW\�RQO\�E\� LWV�RE-
servable representations can avoid the debate over its normative features. Beyond 
the approaches that focus on values; or, on moral-linguistic codes that integrate 
FRQÀLFWV�LQWR�WKH�EDVHV�RI�FLYLO�VRFLHW\��-HIIUH\�$OH[DQGHU���RU��RQ�ULWXDO�FRQGXFWV��
or on political elites and the state’s manipulation of rituals and identities, Bin Shu 
proposes a theoretical framework that addresses the critical issues raised by the 
previous approaches, that is, what can account for the solidarity among strangers in 
a modern society with tremendous heterogeneity and power hierarchy. this frame-
work must be empirical and explanatory, and Bin Shu advances a model based on 
the interaction ritual theory and the theory of publics. 

randall Collin’s theory of “interaction rituals” is an upgraded version of the 
ritual-conduct approach. At the core of interaction ritual is emotion. In explain-
ing solidarity, the Interaction ritual theory argues that variation in several critical 
ingredients will lead to collective effervescence, from which solidarity among the 
participants is born. these ingredients include 1) group assembly or bodily co-
SUHVHQFH�� ��� ERXQGDULHV� WR� RXWVLGHUV� RU� LGHQWL¿FDWLRQ�RI�ZKR� LV� WDNLQJ� D� SDUW�� ���
SDUWLFLSDQWVெ�IRFXV�RQ�D�FRPPRQ�REMHFW�DQG�FRPPXQLFDWHV� WKLV�IRFXV�ZLWK�RWKHU�
participants; 4) shared mood among participants. (Collins, 2004: 48). 

If extended to the Solidarity Among Strangers, solidarity at macro-level, the 
WKHRU\�PLJKW�HQFRXQWHU�WKH�GLI¿FXOWLHV�LQ�OLQNLQJ�GLIIHUHQW�OHYHOV�RI�DQDO\VLV��+RZ�
is the solidarity on the ground transformed into a large scale one among a large 
loosely connected and differentiated population? how do the macro structures and 
SURFHVVHV�LQÀXHQFH�WKH�PLFUR�OHYHO�LQWHUDFWLRQ�ULWXDOV"�&ROOLQV�DQVZHUV�WKHVH�TXHV-
tions by indicating the “chains” between situations and interaction rituals, i.e. that 
social actors move among different situations and spread the symbols and emotions. 
7KLV�SRLQW�LV�QR�GRXEW�WUXH�EXW�XQVSHFL¿F��

to liberate the interaction ritual theory explanatory power, Shu argues that the 
theory of publics based on networks and encounters, can supplement it at some 
critical points. Inspired by habermas’ “public sphere” and social network theory, 
Shu argues that people from different networks encounter in publics, experiencing 
a process of “decoupling” themselves from the previous networks. Consequently, 
previous identities are suspended, and people tend to be engaged in ritualistic be-
haviors. therefore, the encounter is open to new cognitive patterns, communication 
styles, and new identities.

From its inception, the empirical studies of publics are devoted to the informal 
and emergent networks and spheres in civil society. Following this trend, Shu pays 
close attention to how the state-society relationship shapes the boundary of the 
emergent public and how this macro-level political structure and its situational vari-
DWLRQ�LQÀXHQFHV�WKH�LQWHUDFWLRQ�ULWXDOV�ZLWKLQ�WKH�SXEOLF��7KHUHIRUH��WKH�WKHRU\�RI�
publics is a useful supplement for Interaction ritual theory. the combination of the 
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WZR�WKHRULHV�FDQ�JHQHUDWH�D�PRUH�FRQYLQFLQJ�WKHRUHWLFDO�IUDPHZRUN�WKDW�VSHFL¿HV�
the mechanisms linking the micro to the macro and relations to culture. Shu lays out 
three major theoretical mechanisms: 

a) State-society relationship and publics (macro-to-micro). 

State-society relationship shapes the boundary of the emergent public by enabling 
and constraining movement of information to and participants between the exist-
ing publics and the emergent public in the wake of the disaster or other incidents. 
this enabling and constraining could be the result of either the state’s intentional 
action or the power structure between the state and civil society. the result of open 
boundary is more converging networks and information, which lead to a space for 
interaction rituals to proliferate and compete with each other. the closed boundary 
will lead to reduction of interaction rituals. 

E��,QWHUDFWLRQ�ULWXDOV�DQG�SXEOLF¶V�LQÀXHQFH��PLFUR�WR�PLFUR��

,Q�DGGLWLRQ��WKHUH�LV�D�OHVV�REYLRXV�DVSHFW�RI�WKH�HPHUJHQW�SXEOLF�LQÀXHQFLQJ�LQWHU-
DFWLRQ� ULWXDOV�E\�GLUHFW� LQÀXHQFLQJ� WKHLU� LQJUHGLHQWV�� WKXV�� LW� LV� D�micro-to-micro 
mechanism. An open emergent public will lead to more converging networks on 
the site and therefore more bodily co-presence. the more and quicker participants 
cognitively switch from their previous networks positions, the more likely an iden-
WL¿FDWLRQ�is established among them. Also, this decoupling will lead to fewer identi-
ties, and thus the participants’ focus of attention will be less distracted from institu-
tions and structures outside the public. All these lead to a higher level of collective 
effervescence and then solidarity on local level. negative on the two aspects, i.e. 
closed or restricted boundary and less decoupling and switching will lead to lower 
level solidarity. 

c) Emotional feedback loop and formal rituals (micro-to-macro) 

the emotional energy accumulated in the interaction rituals in the emergent publics 
DQG�H[LVWLQJ�SXEOLFV�FRQYHUJH��2SHQ�ERXQGDULHV�HQDEOH�WKLV�ÀRZ��ZKLOH�UHVWULFWHG�
ERXQGDULHV�LPSHGH�LW��7KH�HPRWLRQDO�HQHUJ\�ÀRZ�HYHQWXDOO\�LV�VROLGL¿HG�LQ�ODUJH�
scale formal rituals. 

An AlternAtIVe PArAdIGM: eduCAtIon AS FreedoM2 

the roots of an alternative paradigm in higher education and the contribution of 
higher education for creating a democratic citizenship lie in the notion of education 
as freedom as proposed in the book edited by noel Anderson and haroon Kharem 

�� $QGHUVRQ�DQG�.KDUHP��������
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(2009). And also in the book by the African American writer bell hooks: Teaching 
to transgress. Education as the practice of freedom.

And for higher education to be a practice of freedom, universities must be thought 
as public goods. the notion here of public implies four questions, as rightly put by 
Craig Calhoun (2006): (1) where does the money come from? (2) who governs? (3) 
ZKR�EHQH¿WV"�DQG�����KRZ�LV�NQRZOHGJH�SURGXFHG�DQG�FLUFXODWHG"

no scholar better than Boaventura de Sousa Santos (2010) proposed an alterna-
WLYH�DQDO\VLV�WR�WKH�UROH�RI�WKH�8QLYHUVLW\�LQ�WKH�;;,�FHQWXU\��%RDYHQWXUD�LGHQWL¿HG�
three crises facing the university at the end of the twentieth century. First, the crisis 
of hegemony was the result of contradictions between the traditional functions of 
the university and those that had come to be attributed to it throughout the twenti-
eth century. the second crisis was a crisis of legitimacy, provoked by the fact that 
the university ceased to be a consensual institution in view of the contradiction 
between the hierarchization of specialized knowledge through restrictions of access 
and credentialing of competencies, on the one hand, and the social and political 
demands for a democratized university and equal opportunity for the children of 
the working class, on the other. Finally, the institutional crisis was the result of the 
FRQWUDGLFWLRQ�EHWZHHQ�WKH�GHPDQG�IRU�DXWRQRP\�LQ�WKH�GH¿QLWLRQ�RI�WKH�XQLYHUVLW\¶V�
values and objectives and the growing pressure to hold it to the same criteria of ef-
¿FLHQF\��SURGXFWLYLW\��DQG�VRFLDO�UHVSRQVLELOLW\�WKDW�SULYDWH�HQWHUSULVHV�IDFH��

According to him, the mercantilization of the public university resulted in the 
monopolization of reformist agendas and proposals by the institutional crisis. the 
public university’s loss of priority in the State’s public policies as a result of the 
general loss of priority of social policies (education, health, social security) was in-
duced by the model of economic development known as neoliberalism or neoliberal 
globalization. 

the response, Boaventura proposes, must be a counter-hegemonic globalization 
of the university. Counter-hegemonic globalization of the university-as-public-good 
PHDQV�WKDW�WKH�QDWLRQDO�UHIRUPV�RI�WKH�SXEOLF�XQLYHUVLW\�PXVW�UHÀHFW�D�FRXQWU\�SUR-
ject centred on policy choices that consider the country’s insertion in increasingly 
transnational contexts of knowledge production and distribution. this country pro-
ject has to be the result of a broad political and social pact consisting of different 
sectoral pacts, among them an educational pact in the terms of which the public 
university is conceived of as a collective good. the reform must be focused on 
responding positively to the social demands for the radical democratizing of the 
university, putting an end to the history of exclusion of social groups and their 
knowledges for which the university has been responsible for a long time, starting 
long before the current phase of capitalist globalization. From now on, the national 
and transnational scales of the reform interpenetrate. Without global articulation, a 
national solution is impossible. 

Also, Boaventura proposes that university must reclaim legitimacy through 4 
processes:
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- Access

In the area of access, the greatest frustration of the past two decades was that the 
goal of democratic access was not attained. the university must account for the 
access of marginalized groups and minorities.

��([WHQVLRQ

the area of extension is going to have a very special meaning in the near future, 
according to Boaventura de Sousa Santos. At a moment when global capitalism in-
tends to functionalize the university and, in fact, transform it into a vast extension 
agency at its service an emancipatory reform of the public university must confer a 
new centrality to the activities of extension and conceive of them as an alternative 
to global capitalism, attributing to the universities an active participation in the 
construction of social cohesion, in the deepening of the democracy, in the struggle 
against social exclusion and environmental degradation, in the defence of cultural 
diversity. 

- Action-research

Action-research and the ecology of knowledges are areas of university legitimacy 
that transcend extension since they act both at the level of extension and at the level 
of research and training. 

- Ecology of knowledges

the ecology of knowledges is, for Boaventura de Sousa Santos, a more advanced 
form of action-research. It implies an epistemological revolution in the ways re-
search and training has have been conventionally carried out at the university. the 
ecology of knowledges is a kind of counter-extension or extension in reverse, that 
is from outside to inside the university. It consists of the promotion of dialogues 
EHWZHHQ�VFLHQWL¿F�DQG�KXPDQLVWLF�NQRZOHGJH�SURGXFHG�E\� WKH�XQLYHUVLW\��RQ� WKH�
one side, and the lay or popular knowledges that circulate in society produced by 
common people, both in urban and rural settings, originating in Western and non-
Western cultures (indigenous, African, eastern, etc.), on the other. 

Boaventura also proposes a new institutionalism for the university based on: 
network, where the idea is that of a national network of public universities upon 
which a global network can be developed; internal and external democratizing, in 
which the new institutionalism must work toward the deepening of the university’s 
LQWHUQDO�DQG�H[WHUQDO�GHPRFUDF\��SDUWLFLSDWLYH�HYDOXDWLRQ��DQG��¿QDOO\��WKH�QHZ�LQ-
stitutionalism entails a new system of evaluation that includes each of the universi-
ties and the university network as a whole.

An alternative paradigm must be based on a dialogic approach to education (Fle-
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cha, 2011), constructing critical fora for exchanging experiences, proposing new 
concepts, challenging established ideas and, through access policies, pedagogical 
activities, curricula content and policy oriented recommendations contribute to the 
construction of a common world, based on critical inquiry, freedom, solidarity and 
democratic citizenship. 
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Chapter 3

ePIstemoLoGy oF tHe oPPResseD

The way to enhance the intercultural dimension of citizenship education 

“Perhaps it is that the world must change some 
more before the scholars are able to theorize it 

more usefully.” (Wallerstein, 2001, p. 4).

IntroduCtIon

First of all, I would like to thank all who participated in this event, as well as its-
coordinators, Boaventura de Sousa Santos and Manuela Guilherme; and sincere 
thanks on behalf of the Paulo Freire Institute of Brazil, and myself. this is not a 
formal or traditional “thank you very much,” but a sincere recognition for having 
been invited to come here as guest speaker, despite the fact that I am neither a mem-
ber of this european project1, that is hosting this meeting, nor european. With this 
presentation2, I hope to contribute to the discussion about inter-cultural approaches, 
and propose some theories about science and epistemology, because I think the last 
uncolonized territory is the space where cultures are constructed and intermingled; 
and culture, despite transcending spiritual formulations and their expressions, is 
based on knowledge that creates concrete realities. 

6RPHWLPHV��LQ�RUGHU�WR�H[SRVH�VRPH�QHZ�LGHDV��DQG�SHUKDSV�RSHQ�QHZ�VFLHQWL¿F�
and epistemological doors, one has to take the risk of making mistakes and even of 

�� .H\QRWH�6SHHFK�GHOLYHUHG�DW� WKH� ,17(5$&7�3URMHFW�¿QDO�FRQIHUHQFH�DW� WKH�*XOEHQNLDQ�
)RXQGDWLRQ��/LVERQ�� LQ�-XQH������������7KH� ,QWHUFXOWXUDO�$FWLYH�&LWL]HQVKLS� �,17(5$&7��
3URMHFW�������������ZDV�IXQGHG�E\�WKH�(XURSHDQ�&RPPLVVLRQ��9,�(XURSHDQ�)UDPHZRUN��
DQG� FRRUGLQDWHG� E\� 0DQXHOD� *XLOKHUPH�� 6HQLRU� 5HVHDUFKHU� DW� WKH� &HQWUR� GH� (VWXGRV�
6RFLDLV��8QLYHUVLGDGH�GH�&RLPEUD�GLUHFWHG�E\�3URIHVVRU�%RDYHQWXUD�GH�6RXVD�6DQWRV�

�� ,�SUHSDUHG�LW�LQ�WZR�VWDJHV��¿UVW��LQYHVWLJDWLQJ�WKH�WKHPH�DQG�ZULWLQJ�LW�RQ�P\�RZQ��VHFRQG��DIWHU�
SUHVHQWLQJ� LW� LQ�WKH�³3ULPHU�6HPLQiULR�,QWHUQDFLRQDO��'LiORJRV�)UHLULDQRV´��)LUVW� ,QWHUQDWLRQDO�
6HPLQDU��RQ�)UHLULDQ�'LDORJXHV���ZKLFK�WRRN�SODFH�LQ�0H[LFR�&LW\��0D\���-XQH����������,�UHZURWH�
LW��ZLWK�FRQWULEXWLRQV�IURP�RXU�GLVFXVVLRQV�LQ�0H[LFR��7KHUHIRUH�,�PXVW�WKDQN�WKH�FROOHDJXHV�WKDW�
SDUWLFLSDWHG�LQ�WKDW�HYHQW��,�DP�FHUWDLQ�WKDW�WKH\�ZLOO�LGHQWLI\�WKHLU�FRQWULEXWLRQV�LQ�WKLV�WH[W�
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looking foolish. reality is more complex than one or more perspectives can address.
these words are necessary at the beginning of our speech because our intentions 

are not to apply pressure to anyone or to provoke controversy, but to invite our col-
leagues to simply listen with an open mind before resisting our ideas.

6FLHQFH�KDV�EHHQ�SUHVVHG�WR�UHWKLQN�WKH�VSHFL¿F�SUHPLVHV�RI�LWV�¿HOG��³ZKHQ�LP-
portant new evidence undermines old theories and predictions do not hold,” accord-
ing to Immanuel Wallerstein (2001, p. 1); similarly, we need, now, to “unthink” the 
presumptions of social sciences’ paradigms, and we must transcend them, as they 
still have a “far strong hold on our mentalities” (id., ib.).

In the last years we have heard a lot of theories about the crisis of paradigms, 
even coming to suppose that there is a crisis of knowledge. In my opinion there 
is no general crisis of the paradigm, nor a general crisis of knowledge; however, 
there is a crisis of D� VSHFL¿F�SDUDGLJP�and of� D�SUHFLVH� HSLVWHPRORJ\. there 
are thinkers within the paradigm that is in crisis, the self-labeled “post-modern” 
ones, for example, who try to overcome it by proposing new paradigms and new 
methodologies, or sometimes even denying their possibility. Some of them have 
proposed the impossibility of knowledge, expressing their nihilism. nevertheless, 
it is not a question of proposing new paradigms and new methodologies, but of 
proposing a new geopolitics of knowledge, as stated by Walter Mignolo (2003, 
passim). 

So, we are not proposing a new paradigm that will overcome and replace the 
GRPLQDQW�RQHV��JLYLQJ�UHIHUHQFHV�IRU�DOO�RI�RXU�VRFLDO�VFLHQWL¿F�UHVHDUFK��6XFK�DQ�
attempt would be a contradiction in limine; it would constitute an aporia. the denial 
RI�D�OHJLWLPDWH�SDUDGLJP�IRU�DOO�VFLHQWL¿F�DQG�HSLVWHPRORJLFDO�FRQVWUXFWLRQ�GRHV�QRW�
allow for the proposition of a paradigm of the same nature. 

Conservative thinkers talk about a “new grammar of knowledge.” I think the is-
sue is not a “new grammar,” because grammar has always meant (and still means) 
normalization and regulation, or hegemony and domination. Certainly, a new gram-
mar of knowledge could mean a new form of thinking, if formulated by somebody 
who accepts that it is possible to think under a sole formula that would direct us to 
a “self-legitimated knowledge.” 

on the side of hegemonic thought, there is a political problem with deep epistemo-
logical consequences; on the contrary – that of contra-hegemonic knowledge – there 
is an epistemological problem with many political implications. to overcome this dual 
problem, we need a new geopolitics of knowledge, in order to recognize other ways of 
NQRZLQJ��DUW��UHOLJLRQ�HWF����RWKHU�VFLHQWL¿F�IRUPXODWLRQV��ZKLFK�DUH�RXWVLGH�WKH�:HVW-
ern, white, Christian and masculine paradigm. In other words, today, what we need is 
WKH�UHFRJQLWLRQ�DQG�LQFOXVLRQ�RI�WKH�YDULRXV�LGHDV�WKDW�FRPH�RXW�RI�VFLHQWL¿F�GLDORJXH��

It is necessary to recognize that we are living in an era where two realities are 
possible: the recognition that it is a fallacy to talk about “unique” knowledge; and 
the recognition that other perspectives, formulated from other loci of enunciation, 
may also be valid. Mastering and understanding this complex universe must tran-
scend paradigms and methodologies.
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When the perspectives of a particular paradigm contradict each other, their de-
fenders wait for a new one that will give them a new era of “normal science,” as 
thomas Kuhn called it (1995). What conclusions can be drawn from this recurrent 
attitude? First of all, we must see that both paradigms – the old and the new – have 
a common denominator: the search for “normality,” which should be translated as 
“the search for a new universalism,” or “the search for dominant knowledge.” 

:H� DUH� KDYH� ZLWQHVVHG� WKH� VDYDJH� ¿JKWLQJ� EHWZHHQ� SDUDGLJPV�� 7KH� SRVLWLYH�
point in the war between hegemonic knowledge is the emergence of theoretical per-
spectives of different natures. When the dust of the discussion between dominant 
paradigms settles, perhaps new theories will arise, whose purpose is not to replace 
them, but be heard by them. despite the idea of a presumed abolition of the estab-
lished epistemology, they may suggest that they do not want to remove conceptions 
in order to occupy their place, but only to prevent their own space from being oc-
cupied by another viewpoint. 

We do not want or try to make a radical epistemological upheaval worldwide; 
what we want is simply to formulate our own symbolic system, which was invaded 
DQG�PLVFKDUDFWHUL]HG�¿YH�FHQWXULHV�DJR�E\�FRORQLDOLVW�SDUDGLJPV��DQG�PDNH�LW�PRUH�
visible. We do not want nor spread the virus of Brazilian thought that provokes reac-
tions against institutionalized knowledge.

We know that the defenders of the dominant paradigms should not be afraid of 
thinkers who are at the boundaries of mainstream thought, or of those who come 
from across the borders and from outside this universe. they should, however, be 
DIUDLG�RI�WKRXJKW�WKDW�FRPHV�IURP�WKH�RSSUHVVHG��ZKR�IRU�WKH�¿UVW�WLPH�LQ�KLVWRU\�VHH�
the possibility of mastering the knowledge that will empower them. 

:H�UHSHDW�WKDW�WKH�¿HOG�RI�NQRZOHGJH�UHPDLQV�WKH�ODVW�XQFRORQL]HG�WHUULWRU\�LQ�
WKH�SHULSKHU\�� IRU� WKUHH�PDLQ� UHDVRQV��¿UVW��EHFDXVH� V\PEROLF� V\VWHPV�DUH� WUDQV-
formed much more slowly than productive and social systems; second, because 
knowledge is the main instrument of maintaining domination, despite losing explic-
it political and economic colonization; and, third, because the dominant knowledge 
is not merely decorative, but when employed by the “organic, bourgeois-oppressor 
intellectuals” it turns into a huge, strong, and persistent structure of domination. 
And the saddest end-result is when colonized people incorporate and employ this 
structure upon themselves and upon others. the cultural colonization in which the 
dominated perpetuate their own oppression creates mechanisms so powerful that 
SHUKDSV�LW�LV�WKH�PRVW�HI¿FLHQW�LQVWUXPHQW�RI�FRORQL]DWLRQ��

this critical theory was never free from the conservative clutches, because the 
epistemological changes it proposed would almost always be placed theoretically 
within the limits of its hegemonic paradigms. When the latter look at threats com-
ing from the wretched of the world, they disqualify and silence them… or they 
co-opt and mischaracterize them. however when the threats have political use for 
WKH�FRQVHUYDWLYHV��WKH\�GR�QRW�VLOHQFH�WKDW�YRLFH��,I�D�OLWWOH�GLIIHUHQW�IURP�³RI¿FLDO´�
discourses, critical theory believes that it is not as the theories of “others” are, be-
cause it has a mission to enlighten and civilize the “lumpen intellectuals” who come 
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from the periphery. Sometimes its representatives try to justify force as a last resort 
RI�FRXQWHU�KHJHPRQLF�VFLHQWL¿F�XSKHDYDO��:H�PXVW�QRW�IRUJHW�WKDW�FODVVLFDO��VRPH-
times critical) books became the master models of all further efforts to reduce and 
to mischaracterize colonized cultures, weakening their strangeness and hostility 
– sold by the ideologues that had to justify force at the beginning of colonization 
– in order to bring them closer so as to absorb them into the “civilizing” culture. 
In colonial culture, it is necessary to transubstantiate bizarre and resistant hostility 
into submissive and obliging partnership.

the epistemological uprisings, truly anti-systemic conceptions, were perceived in 
WKH�SDVW�¿YH�FHQWXULHV�DV� WKH�IXHO�RI�D�PDMRU�TXDOLWDWLYH�FKDQJH� LQ� WKH�VWUXFWXUH�RI�
GRPLQDQW�³ORJLF�́ �D�WXUQLQJ�SRLQW�LQ�WKH�¿HOG�RI�VFLHQWL¿F�IRUPXODWLRQV�DQG��WKHUHIRUH��
in the economic and political domination. We think it is hopeless to maintain the his-
torical myth, used until now, about the process of legitimating knowledge or science 
that denies the possibility of a truly epistemological or paradigmatic revolution.

But we do not want to openly espouse causes, as we think we will need the help of 
every thinker committed to liberation. And this is not a proclamation of self-modesty, 
but a strong conviction that the dominant thought formulates thesis; the oppressed 
knowledge does not dare to even construct hypotheses, but only mere “suspicions.” 
In this case, we “suspect” a truly epistemological revolution is possible in a new pos-
sible world, where inter-culture will mean the recognition of a new geopolitics of 
knowledge; in other words, where and when it will be possible to identify new loci of 
enunciation, the audience for silenced voices, the recognition of new subjects, despite 
their inscription into any single paradigmatic, or into a non-paradigmatic universe.

In addition, it is necessary to say that, on the one hand, class consciousness 
HPHUJHV�LQ�VSHFL¿F�FRQWH[WV�DQG�GUDZ�LWV�UHIHUHQFHV�IURP�WKH�PDWHULDO�FRQGLWLRQV�
in which one lives; and, on the other hand “… people always constructed real-
ity through eyeglasses that have been historically manufactured” (Wallerstein, op. 
cit., p. 16). Because of this double dialectical process, capitalist structural crisis is 
UHÀHFWHG�LQ�KHJHPRQLF�VFLHQWL¿F�GLVFRXUVHV��EHVHWWLQJ�HSLVWHPRORJLFDO�FRQYLFWLRQV�
that seldom see ways out of the dilemmas and aporias that deny the possibility of 
knowledge. In fact, nihilism is knowledge about the impossibility of knowledge. 

the main point I am trying to underline is, that, despite its economic and politi-
FDO�VXFFHVVHV��WKH�GRPLQDQW�V\VWHP�KDV�SURYRNHG�D�NLQG�RI�ERXUJHRLV�VFLHQWL¿F�DQG�
epistemological optimism in the upper strata, conducting them to rationalism; its 
FULVHV�SXW�WKH�ERXUJHRLVLH�LQWR�WKH�VFLHQWL¿F�DQG�HSLVWHPRORJLFDO�SHVVLPLVP�DV�ZHOO��
In other words, in balanced contexts, the mode of production gave to the dominant 
classes a symbolic optimism and guides them toward rationalism and universalism; 
while through the economic crises, they develop pessimism and nihilism, denying 
the possibility of sure knowledge. therefore, even while maintaining the common 
denominator – individualism – there are two formal different positions of the domi-
nant classes into two opposite contexts: in the balanced one, a liberal and conserva-
tive state where wisdom lives in the traditional paradigm; in the critical context, 
there is no possibility of knowing the truth, or even the possibility of any paradigm. 
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Contra-hegemonic epistemologies are also manufactured into these two same con-
texts: in the balanced world, and in the critical world. In the former, they have more 
GLI¿FXOW\�VHHLQJ�DOWHUQDWLYHV�WR�WKH�GRPLQDQW�WKRXJKWV�RU�WR�DOORZ�WKHLU�RZQ�WKRXJKWV�
(constructed by the correlation of historical forces) to emerge. nevertheless, in the con-
text of crisis, while the dominant thought is practically determined by the turmoil of the 
structural crisis, and also conditioned by the same references, the dominated classes see 
more clearly the contradictions that were veiled by “certainties” of dominant thought, 
WKDW�FDPH�IURP�WKH�EDODQFHG�SKDVHV�RI�FDSLWDOLVP��3HUKDSV�LQ�WKLV�DQDO\VLV�RQH�PD\�¿QG�
the explanation about the fact that contra-hegemonic science and contra-hegemonic 
epistemologies have come from the South of the north and from the South of the world. 
In other words, the dominated classes also live within the real context, in which live 
WKH�VXSHU�VWUDWD��EXW�WKLQN�IURP�GLIIHUHQW�SHUVSHFWLYHV��DQG�FHUWDLQO\�¿JKW�D�ZRUOG�VHW-
tled in the opposite direction. For the dominant classes, the cycles of epistemological 
enthusiasm and disillusionment alternate, but they feel that the latter are more and more 
frequent, coinciding with increasingly more frequent crises of capitalism.

AlternAtIVe ePISteMoloGIeS

needless to say that the adjective “alternative” is not a good word to qualify knowl-
edge that has been silenced, because it may suggest that there are some “estab-
lished” epistemologies and some “alternative” ones; the latter being available once 
in a while, for example, when, and only when, the former cannot solve new prob-
lems presented by theory. Furthermore, “alternative” may mislead one to believe 
that the idea of a thing comes after and emerges on the opposite side of the “normal” 
VFLHQWL¿F�apparatus. nobody knows what class of exclusive knowledge one may 
need to have access to in order to be allowed to classify any cultural product. So, 
there is no “super-epistemology” that authorizes anyone to state that this formula-
tion is good, while that one is not. It is necessary to remember that all thinkers, from 
all cultures, impose “corrections” upon reality, transforming raw objects into units 
of knowledge. What we think is that the alternative epistemologies were born at the 
same time (even before) the dominant ones and that they are rather unknown than 
the latter because they were gagged and hidden by them. So, we assume there are no 
“alternative” theories of knowledge – even though they do not have the hegemonic 
temptation of being the fallacy of “theory” – but simultaneous ways of “reading 
the world”, as Paulo Freire said. every theory about the world is a “reading” of it, 
from the perspective of a singular subject, from the eyes of an idiosyncratic actor. 
nobody is reactor in a vacuum; even when receiving messages from others, we are 
also actors who interpret and re-manufacture the received messages. 

Although, as our intent is not to manufacture the clash of cultures or of their 
UHVSHFWLYH�HSLVWHPRORJLHV��EXW�WR�ZRUN�WRJHWKHU��DV�WDXJKW�E\�KXPDQLVP�±�WKH�¿QDO�
UHVLVWDQFH�RI�GLV¿JXULQJ�FLYLOL]DWLRQV�±�ZH�ZRXOG�OLNH�WR�ZRUN�WRZDUGV�VWUHQJWKHQ-
ing the relationship between developed and underdeveloped worlds which has been 
based on power. 
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It is necessary to erase the idea about Western cultural superiority, as it was the 
very result of cultural hegemony over non-Western people. Moreover, underdevel-
opment is not an inert-fact of nature, neither a phase before development, but a 
simultaneous product, in the periphery, of the development of the center. As stated 
by Mignolo (2003), “coloniality” was the hidden face of modernity, and we would 
suggest that the idea of the Metropolis being superior is an idea with its own vo-
cabulary, conceptions and imagery; and the idea that the colony is inferior becomes 
a reality for Metropolitans, as a result. 

At the very least, hegemonic cultures have always perceived foreign cultures not 
as they are, but through the lens of their own intellectual apparatus; in other words, 
colonizers always “understood” (and “understand”) other cultures for the sake of 
their own interests, and sometimes for the sake of what they think the interests of 
the colonized are. empirical data about colonized areas count very little; what it 
counts for is the vision that the colonizer has developed about the colonies, their 
populations and their cultures. 

It is a fallacy to pretend that there is no science in knowledge that comes from 
the “other.” to put it more circumspectly, generally the conceptions of dominant 
thought about dominated people are a projection by the colonizer about what they 
would like the colonized to be and how they would like them to think3. 

however, as time goes by, the upper strata has no answer for the periodic cri-
ses of a mode of economic production in a capitalist society. (As it is happening 
now with capitalism and the bourgeois society, the dominated are beginning to see 
through the “veil” that was put on their eyes and that blocked their possibility to see 
the hidden contradictions of domination.) 

7R�EH�PRUH� VSHFL¿F�� WKH�XQYHLOHG�NQRZOHGJH�ZH�FDOO� ³DOWHUQDWLYH� UHDVRQ �́� DUH�
rationalities that have the intention of escaping from the references of the dominant 
paradigm and as a result are rescuing the silenced voices. 

0DQ\�WKLQNHUV�PD\�EH�YLHZHG�WKURXJK�WKLV�OHQV��EHFDXVH�YRLFHV�KDYH�ÀRXULVKHG�
worldwide and have echoed back a different reality against hegemonic epistemolo-
JLHV��(DFK�RQH�RI�WKHP�FRPHV�IURP�VRPH�VSHFL¿F�SHUVSHFWLYH��EXW�DOZD\V�GHQRXQF-
ing the auto-referred ethnocentric system (the euro-American, white, Christian and 
masculine), and has as its intention, liberating us from the very dilemma of the euro-

�� ,� KDYH� MXVW� DUULYHG� IURP�0H[LFR�� ZKHUH� WKH�PRVW� LPSRUWDQW� XQLYHUVLWLHV� RI� WKDW� FRXQWU\�
GHYHORSHG�D�VHPLQDU�DERXW�3DXOR�)UHLUH�V� WKRXJKW�� ,Q� LWV� ODVW�VHVVLRQ�� WKDW� WRRN�SODFH� LQ�
WKH�FLW\�RI�&ROLPD��KDSSHQHG�D�EHDXWLIXO�GLVFXVVLRQ�DERXW�WKH�SRVVLELOLW\�RI�FRQ¿JXULQJ�D�
³IHPLQLQH� UDWLRQDOLW\ �́� RU� D� ³IHPLQLQH�SDUDGLJP �́� ,� VKRXOG� VD\�D� ³IHPLQLQH� UHDVRQ �́�ZKHQ�
EHFDPH� FOHDU� WKDW�PDVFXOLQH� YLVLRQ� DERXW� IHPLQLQH� NQRZOHGJH� LV� ZKDW�PHQ� WKLQN�� LW� LV�
QRW�ZKDW� LW� UHDOO\� LV��%HVLGHV� WKDW�� ,� OHDUQ� WKDW�P\�³JRRG´�6SDQLVK�ZDV�D�YHU\�³SRUWXxRO �́�
D� ³ERUGHU´� LGLRP� EHWZHHQ� 3RUWXJXHVH� DQG� 6SDQLVK�� DQG� WKDW�� LQ� WKLV� FDVH�� GHVSLWH� WKH�
DGYDQWDJHV� RI�P\� FURVV�H\HG� FRQGLWLRQ��P\� VTXLQW� LGLRP�GDPDJHG�RXU� FRPPXQLFDWLRQ��
+HUH��VSHDNLQJ�(QJOLVK�� LW�ZLOO�EH�PRUH�GDPDJLQJ�IRU�VXUH��$OWKRXJK�,�SUHIHU�WKLV�(QJOLVK�
VSHHFK��DIUDLG�RI�WKH�VWDWHPHQW�³WUDGXWWRUH��WUDGLWWRUH´��³WUDQVODWLRQ��EHWUD\DO´���GHPDQGLQJ�
D�QDWLYH�VSHDNHU�WR�WUDQVODWH�P\�WH[W��

JoSé euStáquIo roMão

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



47

centric criticism of euro-centrism. Among them, one may emphasize Boaventura 
de Sousa Santos (Portugal), darcy ribeiro (Brazil), edouard Glissant (Martinique), 
edward W. Said (egypt), enrique dussel (Argentina/Mexico4), Walter d. Mignolo 
(Argentina/uSA) and Paulo Freire (Brazil), all of them expressing the perspective 
of colonized countries and subjugated people by post-colonial imperialism. these 
authors appear to be transcending the “epistemic squint:” a critical perspective that 
YLHZHG�WKHVH�WKHRULHV�DV�OLPLWHG��GHIHFWLYH��RU�JDYH�WKHP�WKH�PDUN�RI�VFLHQWL¿F�DQG�
epistemological inferiority. on the contrary, these views have come into academic 
favor, and even have an advantage more recently. 

As I do not have time to develop the ideas of them all, but as they deserve to 
be mentioned here, I will say only a few words about each one of authors, inviting 
you to read their books. So I will synthesize their epistemological intentions as 
“reasons”. 

BoAVenturA de SouSA SAntoS And the “Prudent reASon”

From the Discourse on the Sciences to Prudent Knowledge for a Decent Life, 
and in several other works, Boaventura de Sousa Santos has developed a clear 
relation between science and politics. he states that modern rationality emerged 
¿YH� FHQWXULHV� DJR�� DQG� GHVSLWH� EHFRPLQJ� DQ� XQSUHFHGHQWHG� WHFKQRORJLFDO� DQG�
economic-social transformation, it is also an authoritarian model, as it denies 
rationality to all forms of knowledge that did not abide by its own epistemologi-
cal perspective. 

this epistemic denial took place, simultaneously as modern rationality became a 
global model, which was a Western modern project of society, which then became 
D�SURMHFW�RI�HPSLUH��DQG�¿QDOO\��LW�EHFDPH�VWDQGDUG�DV�D�PRGHO�RI�HPDQFLSDWLRQ�DQG�
regulation of knowledge. 

dArCY rIBeIro And the “MeStIzA5 reASon”

In this topic one may place darcy ribeiro, my professor and my friend, who died 
a few years ago; néstor García Canclini (Argentina), with his “hybrid Cultures,” 
and Serge Gruzinski (France), with his study about the colonization of the symbolic 
world.

let me begin with Gruzinski, who has developed powerful critical ideas about 
hegemonic reason and has given voice to the colonized people. nevertheless, per-
haps because its place of enunciation (europe), he does not succeed in overcoming 
the euro-American-centric perspective. he has studied the culture of native, colo-

�� :KHQ�WKH�QDPHV�RI�WZR�FRXQWULHV�DSSHDU��WKH�¿UVW�RQH�LV�WKH�ELUWK�FRXQWU\�DQG�WKH�VHFRQG�
WKH�FRXQWU\�ZKHUH�WKH�WKLQNHU�DFWXDOO\�OLYHV���

�� ³0HVWLoD �́� LQ�3RUWXJXHVH��RU�³PHVWL]D´� LQ�6SDQLVK�� LV�D�PHWDSKRU�WKDW�FRPHV�IURP�PL[HG�
UDFHV��
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nized people who lived in Mexico before the arrival of the Spanish conquerors. he 
wrote about a “mestiza culture” and expressed the idea that the Mexicans who re-
membered pre-colonial times had “double sight:” “at the same time, sensible to the 
thoughts from the (Nauatl) past, the natives were opened to new relationships…” 
(2003, p. 103). 

his conception of “cultural métissage (?)” is that for the colonized Mexican, 
Spanish reality became the dominant reality, even replacing his or her own prior 
perspective. his deep analysis about the work of Mexican natives in the FRGH[ (“pic-
tures” of pictographic signs) and about “relaciones” of the 16th century (writings of 
lists with Spanish phonetic letters, produced from questionnaires imposed by colo-
nizers), demonstrates how the natives were adept at assimilating and adapting the 
dominant codes, and how this unconsciously supported their cultural domination. 
In short, for Gruzinski, the pre-colonial Mexicans march in the direction of submis-
sion and cooperate in the subjugation of their own imagination. 

nestor García Canclini is an Argentinean that was born in 1938, and lives in 
Mexico City, where, since 1990 he has worked at the universidad Autónoma de 
México (uAM), in Iztapalapa. In 1995, he also wrote &XOWXUDV�KtEULGDV��HVWUDWHJLDV�
para entrar y salir de la Modernidad (Hybrid cultures: strategies to go in and go 
out Modernity)6.

he understood “hybridization” as a socio-cultural process that happens continu-
ally within existing singular structures or concrete practices, combining cultural 
beliefs and ideas to generate new structures, objects and practices (García-Canclini, 
2007). he emphasizes that the “separated forms” are not pure, but the product of 
past hybridizations. 

While he defends his biological metaphor, it is inadequate in its application to 
social science. the origins of the word “hybridism” feels sterile in contrast to the 
richness of the cultural diversity he describes. 

Interestingly, we can compare “hybridization” with “translation”, because the 
latter word always carries in its etymology and its historical perspective a denota-
tion of betrayal. 

darcy ribeiro, the Brazilian anthropologist who died in 1997, also speaks about 
“Culturas Mestiças” (“Mixed Cultures”), although differently than Serge Gruzin-
VNL��+H�SRLQWV�RXW�WKDW�0HVWLoDV�KDYH�DGYDQWDJHV�LQ�WKH�¿HOG�RI�VFLHQFH�DQG�HSLV-
temology, as he describes the “cross-eyed knowledge” as superior as those “one-
eyed” ones. Well-known to most, his description of societies that confronted each 
other in America, beginning in 1492: Transplanted People (european people in 
America); Witness People (the natives of America) and New People (the mixed peo-
ple that came into historical context). According to Professor darcy, the latter has 
an epistemological comparative advantage over the formers. 

�� 7KH�ERRN�ZDV�WUDQVODWHG�LQWR�3RUWXJXHVH�DQG�KDG�DOUHDG\�LWV�VHFRQG�HGLWLRQ�LQ�������
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edouArd GlISSAnt And the “CrIollA reASon”

First of all, we are very proud of having been working in the university that pub-
lished Glissant ś only book, edited in Brazil (2005). 

Glissant was a poet, novelist, and a philosopher. After, he wrote a defense of 
Afro-American theory, based on the work of Frantz Fanon, which became an im-
portant inspiration for Paulo Freire, who later wrote Pedagogy of the Oppressed 
(1978). often he points to concepts that situate him in the universe of alternative 
epistemologies.

In 1959, he founded the “Antillean Front of Autonomy,” which resulted in his being 
exiled. In 1995, he went back to Martinique where he founded “Martinican Studies”. 
he lived in new York, and was a distinguished professor of French literature at the 
Graduate Center of the City university of new York until his death in 2011.

Glissant in contrast to “hybridism”, sees the historical possibility of a civilization 
without hegemony. What he terms as “creolization” is the “meeting, the interference, 
the shock, the harmonies and disharmonies among the cultures of the world,”(Glissant, 
apud Mignolo, 2003, p. 71), and which creates the possibility for “the re-articulation 
of global projects from the perspective of local histories.” (Mignolo, ib.)

edWArd W. SAId And “PoSt-ColonIAl reASon”

the book Orientalism, by edward W. Said, took more than three decades to com-
SOHWH�±�LWV�¿UVW�HGLWLRQ�ZDV�LQ�2FWREHU������±�DQG�LV�D�FULWLTXH�RI�:HVWHUQ�KLVWRULFDO��
political and cultural perceptions of the east, and has become a modern classic. 
Said traces the formulation of “orientalism” and its development as a collective 
VHOI�YLHZ�RI�0LGGOH�DQG�1HDU�(DVW�VRFLHW\�WKDW�GH¿QHG�LWVHOI�DV�³RWKHU´�UDWKHU�WKDQ�
Western in order to enhance its own power.

Said, an observer of the Western view of Arab culture, has succeeded, according 
to The New York Review of Books, in unifying a divided world, as he denounced the 
entrenched Western ideas about “the other” and showed that colonialism goes on, 
despite the process of decolonization of the nation-state. the “post-colonial reason” 
is an expression that serves to account for the dominant Western rationality, that 
MXVWL¿HV�YLHZLQJ�WKH�(DVW�ZLWK�VXVSLFLRQ��HYHQ�PRUH�DIWHU�³6HSWHPEHU���th”), and to 
silence eastern thought. 

enrIque duSSel And the “AnAleCtIC or eXterIor reASon”

dussel was born in 1934, in Argentina, but, like his compatriot García-Canclini, 
currently lives in Mexico City, since his exile in 1975. he has had a long and diversi-
¿HG�DFDGHPLF�FDUHHU��VWXG\LQJ�SKLORVRSK\��WKHRORJ\�DQG�KLVWRU\��+H�KDV�ZULWWHQ�VR�
PDQ\�ERRNV�WKDW�LW�ZRXOG�EH�SRVVLEOH�WR�¿OO�D�OLEUDU\�ZLWK�WKHP��+LV�ORQJ�DFDGHPLF�
career is the product of his long and varied studies (two undergraduate degrees and 
two Ph.d.s) and of his work in the department of Philosophy of uAM.
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dussel developed the concept of “externality,” a rationality that is constructed 
outside the euro-American reason. he has since left this theme to dedicate himself 
to other subjects, such as theology of liberation and ethics, coming to the obscure 
concept of “Analectic,” a word he created with the intention of replacing “dialec-
tics.” 

WAlter MIGnolo And the “Border reASon” 

Walter Mignolo is an Argentinian who lives in the united States, works at duke 
university (ohio) and belongs to the group of “Subaltern Studies.” until 1982, 
“Subaltern Studies” meant people who intended to see modern history of India 
from an alternative perspective, different from the recognized one by the historians 
until that time. later, it became something nearer to general studies about post-
colonialism, inspired by edward W. Said, especially by his book Orientalism (op. 
cit--1978).

Mignolo is one of the editors of Neplanta��DQ�HSLVWHPRORJLFDO�MRXUQDO�ZKRVH�¿UVW�
issue was dedicated to develop various perspectives of “border” sciences and epis-
temologies. According to Mignolo, “neplanta”, from nauatl idiom, means “to live 
between”, and it is an unhappy position of one who is situated in the middle, and it 
is a general question about knowledge and power (2000, p. 2). 

the most important contribution of Mignolo was his reasoning about a ration-
ality he termed “Border thinking”, in his book Local Histories/Global Designs: 
Subaltern Knowledge and Border Thinking (2000)7. 

Mignolo, himself, wrote about “border thinking”:

… I will use the word gnosiology to state a discourse about gnosis and I 
will take gnosis in the direction of general knowledge, including GR[D and 
episteme. the border gnosis, as knowledge under a subaltern perspective, is 
knowledge conceived as thought in the outside borders of the modern colonial 
system; it is marginal gnosiology as a discourse about colonial knowledge, is 
FRQFHLYHG�DV�WKH�FRQÀLFWLYH�LQWHUVHFWLRQ�EHWZHHQ�WKH�SHUVSHFWLYH�RI�PRGHUQ�
colonialism (rhetoric, philosophy, science) and knowledge produced from the 
perspective of modern colonialities by Asian, African, latin American and 
Caribbean thinkers (2003, p. 33).

As one may see, the provocative style of Mignolo in this very summary presentation 
whets our appetite for more of his works.

�� ,Q� WKH�%UD]LOLDQ�HGLWLRQ� ������� ³ERUGHU� WKLQNLQJ´�ZDV� WUDQVODWHG�DV� ³SHQVDPHQWR� OLPLQDU´�
�OLPLQDU�WKLQNLQJ���DQG�³OLPLQDU´�PHDQV�DW�WKH�VDPH�WLPH��WKH�WKUHVKROG�DQG�WKH�IURQWLHU�RI�
WKLQNLQJ��
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PAulo FreIre And the “oPPreSSed reASon”

until now, Professor Paulo Freire, the northeastern Brazilian thinker, has not suc-
ceeded in being recognized by academic studies, particularly in Brazil. despite his 
GHHS�DQG�ZLGH�FRQWULEXWLRQ��PDLQO\�LQ�WKH�SROLWLFDO�¿HOG��GHIHQGLQJ�WKH�RSSUHVVHG�RI�
WKH�ZRUOG��KLV�SUHVHQFH�DV�D�VFLHQWL¿F�DQG�HSLVWHPRORJLFDO�WKLQNHU�KDV�QRW�UHDFKHG�
importance in the academic world as of yet. the reasons, in my opinion, for this 
massive oversight are varied, but one reason, perhaps, is the very advantage that 
Paulo Freire assigned to oppressed knowledge. Many scholars take and proclaim 
his statements as genial intuitions, but consider them too close to the issue, to litera-
WXUH��DQG�IRU�WKDW�UHDVRQ��WKH\�YLHZ�LW�DV�GLVWDQW�IURP�VWULFW�VFLHQWL¿F�WKRXJKW��3DXOR�
Freire wrote and developed, in his life (1921-1997), “pedagogies of the oppressed”, 
and not “pedagogies for the oppressed”. one will be mistaken if one thinks that 
“pedagogy,” for him, must be taken in the strictest sense as a science (“looking the 
world and the word”), or as an epistemology. he constructed an “epistemology of 
the oppressed,” and invited us to re-invent it. 

the World-SYSteM WIthout Future And utoPIA

the majority of the thinkers that have been mentioned up to this point have been 
JUHDWO\�LQÀXHQFHG�E\�WKH�ZRUNV�RI�,PPDQXHO�:DOOHUVWHLQ��ZKR�GHYHORSHG�WKH�PRQX-
mental The Modern World-System (three volumes, completed in 1989.)8

)RU�:DOOHUVWHLQ��WKH�SODQHW�LV�OLYLQJ�D�¿QDO�FULVLV�RI�WKH�ZRUOG�V\VWHP��DQG�HYHQ�
while being generous to oppressed people, his view is highly pessimistic, as he 
does not see a solution for mankind. he thinks that the world that will come into the 
anomic phase of 50 years at which time life will become unpredictable, because, to-
GD\�ZH�KDYH�QHLWKHU�WKH�GDWD��QRU�WKH�FRPSHWHQW�VFLHQWL¿F�apparatus to understand 
and explain it yet.

the picture I have been painting is not agreeable, I know. It is scenery of a 
big mess, uncertainty and of personal insecurity. It is a picture of structural 
and fundamental problems to which there is no easy solution, neither that the 
status quo will get better as well. It is a picture of a historical system that is 
living a big crisis. Somebody would say it is a very pessimistic vision; I would 
say it is a realistic one, but not a pessimistic vision necessarily. It is clear that 
you think you have lived in the best possible world till today, you will not be 
happy hearing that this world is coming to an end. Although you have had any 
kind of doubt about this world being the best possible one, you will be able to 
see future with a little more cold blood (Wallerstein, 2003, p. 84-85). 

Wallerstein unveiled the causes of his pessimism saying that it began the exhaus-
tion of the modern world-system, that have been no more than the “capitalist world 

�� 2QO\�WKH�WZR�¿UVW�YROXPHV�ZHUH�WUDQVODWHG�LQWR�3RUWXJXHVH�DQG�SXEOLVKHG��ZLWKRXW�GDWH��
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economy [that] have been happening since XVI century” (id., ib., p. 18). really it is 
a “capitalist system that operates on the basis of primacy of permanent capital ac-
cumulation, through the transformation of all into market products” (id., ib., p. 19). 
In short, with the half century of a violent transition, the perspective of destruction 
of more than one generation is global. there is no doubt that Wallerstein’s suffer-
ings will awaken the more conscious people about the mistakes of the best possible 
world he describes, but if he believes that his warnings are not really pessimistic, 
but realistic, he will lose support for his theories from the writers of this essay.

It is very ironic that in the moment that concepts of globalization occurred and 
the construction of a kind of “capitalist-bourgeois�SD[�” or, the consolidation of the 
modern world-system, the meta-narratives lose their defenders. In this direction, 
Wallerstein and his inspiration, Fernand Braudel, contributed much, maintaining 
and developing the latter.

despite criticizing the post-modern authors, Wallerstein joins them in their pes-
simism:

,I�,�KDYH�EHHQ�DUJXLQJ�WKDW�ZH�UHDOO\�DUH�SDVVLQJ�WKURXJK�D�UHDOO\�GLI¿FXOW�WUDQ-
sition, walking from our actual world-system to another system or systems, 
and the future is uncertain, I have two questions: (i) which world do we want 
DQG��LL��ZKLFK�ZD\�LW�ZLOO�EH�QHFHVVDU\�WR�UHDFK�LW��1HYHUWKHOHVV�WKH�¿UVW�TXHV-
tion is related to utopia, I want to make it in terms of “utopistic”, as to say, 
from a serious evaluation of historical alternatives, exercising our judgment 
about the substantive rationality of possible historical systems. the second 
question has been made as regard as the “incoercible” progress, and I want to 
present it as uncertainty, as to say: the progress is possible but not inevitable 
(Wallerstein, 2003, p. 87-88). 

From this universe, painted with such a shadowed color, whose dilemmas and chal-
lenges will be put to a Freirean educator who hopes utopia, or another world, is 
possible?

For sure it is very interesting to contrast the thought of a third world thinker 
DJDLQVW�WKDW�RI�D�VFKRODU�RI�WKH�¿UVW�ZRUOG��HVSHFLDOO\�DV�WKH�IRUPHU�ZURWH�

I must emphasize that this book is hopeful and optimist, but it was not writ-
ten with an ingenuous false optimism, neither with vain hope. Intellectuals, 
even from leftist positions, for whom the future lost its problematic reasoning 
and is a given datum,9 would say this book is a delirium of an uncorrectable 
dreamer. I do not hate them for thinking like that. I only regret their position 
because they have lost sense of history (Freire, 2004, p. 18).

the fatalist ideology on which the neoliberal discourse is based, walks freely world-
wide. With its post-modernist spirit, it insists in going on proving that we can do 

�� +HUH��3DXOR�)UHLUH�PDNHV�D�SXQ�ZLWK� WKH�3RUWXJXHVH�ZRUG�³GDGR´��JLYHQ��DQG�WKH�HTXDO�
ZRUG�³GDGR´��GDWXP��
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nothing against reality that became “almost natural” (id., ib., p. 19).
,�FDQQRW�¿QLVK�WKLV�WH[W�ZLWKRXW�PHQWLRQLQJ�ZKDW�KDSSHQHG�DW�WKH�³)LUVW�,QWHU-

national Seminar: Freirean dialogues (Primer Seminário Internacional: diálogos 
Freirianos),” that took place Mexico City, last week10. It enhanced our conviction 
DERXW� FRQWHPSRUDU\� FRORQL]DWLRQ� EHLQJ� D� NLQG� RI� VFLHQWL¿F� DQG� HSLVWHPRORJLFDO�
domination. So, decolonization today would not longer be a process of liberation 
from the colonies to create independent nation-state, but, rather than a process of 
recognition of various sciences and epistemologies. And this process would not be 
FRPSOHWH� LI� LW�FRQWLQXHV� WR�KLGH�IHPLQLQH�VFLHQWL¿F�DQG�HSLVWHPRORJLFDO�SRLQWV�RI�
view and of other “minority” theories. 

epistemic diversity will be necessary, including the emergence of feminist epis-
WHPRORJ\�DV�D�FULWLTXH�RI�WKH�SDWULDUFKDO�IRXQGDWLRQV�RI�VFLHQWL¿F�UDWLRQDOLW\��

Finally, in my opinion, this latter will be the most important fact of XXI century: 
the overcoming of the millenary domination of women by men.
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Chapter 4 

“GLoCaL” LanGUaGes anD noRtH-soUtH 
ePIstemoLoGIes 

Plurilingual and intercultural relationships

IntroduCtIon: KnoWledGe eColoGY – reStAtInG the BAlAnCe 

this chapter builds upon the idea that there have been different knowledge-producing 
IUDPHZRUNV�LQ�WKH�ZRUOG��SUR¿WLQJ�IURP�DQG�UHVLVWLQJ�WKH�XQHTXDO�UHODWLRQV�RI�SRZHU��
which correspond to different world and life visions. Science and academia have been 
reproducing a successful model, one that originated in european history and was for-
malized during the enlightenment, and which has since remained unquestioned, and 
ZDV� H[SRUWHG�ZRUOGZLGH� GXULQJ� FRORQLDOLVP��$� VFLHQWL¿F�PRGHO� KDV� EHHQ� LPSRVHG�
through all kinds of evaluation procedures and strengthened by the globalized idea 
of an “entrepreneurial university” (Barnett, 2011), and the english language has been 
used as a powerful vehicle to further this idea (Guilherme, 2007). however, since the 
late 1960s, higher education institutions all over the world have reconsidered the organ-
ization of curricula and introduced new content, mainly related to native ethnic groups, 
or others who had not, until then, been represented in the academic canon. this was a 
movement that started in the united States with the civil rights movement and intensi-
¿HG�WKHUH�ZLWK�WKH�LPSDFW�RI�DI¿UPDWLYH�DFWLRQ��7KLV�WHQGHQF\�KDV�QRZ�EHFRPH�JOR-
balized to higher education institutions around the world and the argument for episte-
mological equity and cognitive justice is now gaining momentum (Santos, 2007a/b). In 
the meantime, academics, focusing on international research projects, have attempted 
to translate and negotiate the complexity of meanings for work relations and for inter-
DFWLRQ�SULQFLSOHV��KRZHYHU��VXFK�SUDFWLFHV�DQG�UHPDLQLQJ�GLI¿FXOWLHV�DW�WKH�JUDVVURRWV�
level have not yet been given voice, or the space for critical meta-analysis. 

the “north/South” metaphor shall be adopted here in order to represent different 
world visions, a variety of knowledge-producing frameworks, as well as different 
perspectives about concepts such as multiculturalism and interculturality. there 
have been several latin American authors contributing to this metaphor in a cri-
tique of eurocentric imposed views, meaning that the South is also entitled to have a 
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say in world politics and economy; moreover, that this contribution is indispensable 
for the world’s ecological balance and, therefore, its sustainability (e.g. estermann, 
2010; Mignolo, 2000, 2011). this has also been the strong message by Boaventura 
de Sousa Santos, who has opened a north/South dialogue for the advancement of 
counter-hegemonic globalization (Santos, 2009, 2010a/b). For example, in Si el Sur 
fuera el Norte (If the South Were the North) estermann states that intercultural phi-
losophy in latin America is promoting a dialogue between north and South; that 
is, between european traditions of thought (as developed in latin America) and 
indigenous Amer-Indian traditions. however, the focus is on developing a mutual 
respect between the two cultures, without aiming at a synthesis. this is despite the 
GLI¿FXOW\� LQ� WUDQVODWLQJ� EHWZHHQ� GLIIHUHQW� FRVPRORJLFDO� YLVLRQV�� FRQFHSWV�� OLYLQJ�
and moral standards (estermann, 2008, pp. 66-67). Furthermore, northern con-
cepts of the “good society” (lippman, 1937, 2004) are substantially different from 
the Southern notions of “buen vivir” (Mamani, 2010); and, nowadays, in globalized 
societies, individuals and communities need to negotiate common grounds, which 
are not necessarily uniform, on which to live and work together.

Such a dialogue goes beyond mere linguistic translation, and strongly argues 
for a “diatopical hermeneutics,” an expression introduced by Panikkar (estermann, 
2008), that implies a philosophical standing upon differing topoi; in this case, dif-
ferent cultural cosmovisions. this expression was also developed by Boaventura de 
6RXVD�6DQWRV��ZKR� LQVLJKWIXOO\�GH¿QHG� WKH�FRQFHSW�DQG�GHVFULEHG� LWV�RQWRORJLFDO�
and epistemological implications (Santos, 1999, 2009). According to Santos, “dia-
topical hermeneutics” is based on the idea that “the topoi of an individual culture, 
no matter how strong they may be, are as incomplete as the culture itself” (1999, 
p. 222). In contrast, modern european thought has tended to unilaterally impose 
hegemony, in its own terms, despite it being based upon dichotomies, mainly in 
the form of colonial thought, which have been comprised of “the traveling theories 
[that] were traveling from north to South,” whose “languages in which they dressed 
DQG� WUDYHOHG�ZHUH� WKH�FRORQLDO� ODQJXDJHV��FKLHÀ\�)UHQFK�DQG�*HUPDQ´��0LJQROR�
2000, p. 174). It is also worth noting that english in north America was high in the 
colonial symbolic representation, whereas Spanish and Portuguese, even in their 
RZQ�FRORQLHV�DQG�GHVSLWH�WKHLU�VWDWXV�RI�RI¿FLDO�ODQJXDJHV��ZHUH�SODFHG�DW�WKH�LQWHU-
mediate level of colonialism. native languages were, if not completely eradicated, 
kept hidden in zones of darkness, which gave them a fragile chance of survival 
(Souza, 2006; 2008; 2012). the hierarchy of languages in multilingual, postcolonial 
settings, between european colonized languages and indigenous languages, and 
even among themselves, reveals the complex relationship that multiculturalism and 
multilingualism has shared throughout history. hence, the introduction here of the 
term “glocal” languages, to be discussed below, refers to predominant european 
ODQJXDJHV�LQ�SRVWFRORQLDO�VHWWLQJV��VRPH�ZLWK�WKH�VWDWXV�RI�³RI¿FLDO�ODQJXDJH�́ �DQG�
others claimed through global supremacy, such as english.

Acknowledging that such zones of shadow and darkness were, in fact, forged 
has been imperative for the process of epistemological “decolonization” (Mignolo, 
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2011). For that purpose, Santos again has put forward a sociological framework that 
allows for the unveiling of such a historical manipulation, and which consists of a 
WZR�SKDVHG�SURFHVV��¿UVWO\�� WKDW�RI�WKH�³VRFLRORJ\�RI�DEVHQFHV” which consists in 
actually proving, in sociological terms, that what does not exist is, in fact, actively 
SURGXFHG�DV�QRQ�H[LVWHQW�E\�KHJHPRQLF�FULWHULD�RI�UDWLRQDOLW\�DQG�HI¿FLHQF\��7KH�
counter-hegemonic strategy of the “sociology of absences” consists of replacing 
a regime of “monocultures” by a regime of “ecologies.” Secondly, a “sociology of 
emergences” opens up the horizon of what is possible, of what may be considered 
as alternative, by identifying traces of future possibilities in whatever voice has 
UHVLVWHG�WKH�SURFHVV�RI�GHVWUXFWLRQ��6DQWRV������E���$PRQJ�WKH�¿YH�HFRORJLHV�LGHQWL-
¿HG�E\�WKH�DXWKRU��³WKH�HFRORJ\�RI�NQRZOHGJHV�́ �FDOOLQJ�IRU�WKH�YDOLGDWLRQ�RI�SUHYL-
ously discredited knowledge(s) that may offer alternative criteria of rigor, illustrates 
the kind of change in attitudes that such an epistemological transformation entails. 

“GloCAl” And PoStColonIAl CItIzenShIPS 

With the unfolding of colonialism and globalization, which have constituted differ-
ent phases of a continuing process led by capitalism at both its early and later stages, 
north and South have, to some extent, been de-territorialized, and therefore perme-
ated every society in both hemispheres, although symbolic representations remain 
geographically situated (Canclini, 2005). to be more precise, north and South are 
not only geographical concepts (Santos, 2010b), but also cultural, political and socio-
economic references to, respectively, the dominating and dominated social layers of 
urban centers in postcolonial global societies, both colonizers and colonized. how-
ever, if postcolonial academic practices tend to “deconstruct the colonial narrative 
as written by the colonizer, and try to replace it by narratives written from the point 
of view of the colonized;” that is, “privilege[s] textual exegesis and the performative 
practices to analyze the systems of representation and the identity processes” (Santos, 
2002, p. 13), as it is likely to happen, then this move will likely lead to societal changes 
LQ�SRZHU�UHODWLRQV��DOWKRXJK�FXOWXUDO�LQÀXHQFH�E\�JOREDO�PHGLD�DV�ZHOO�DV�HFRQRPLF�
models imposed by global economy may still have some weight. 

the World Social Forum (WSF) also represents an alternative to hegemonic glo-
balization and, therefore, offers not only a different worldview but also guidance 
for the development of global practices, processes, and products within a “radical 
critique of present-day reality and the aspiration to a better society” (Santos, 2003). 
7KH�:6)�GH¿QHV� LWVHOI�� LQ� LWV�&KDUWHU�RI�3ULQFLSOHV�� DV�DQ�³RSHQ�PHHWLQJ�SODFH´�
(point 1) that “brings together and interlinks only organizations and movements of 
civil society from all the countries in the world” (Point 5). Moreover, besides offer-
ing a forum for transnational exchange between social movements and organiza-
tions from all over the world, as an alternative political parties, government leaders 
or multi-national corporations, the WSF has, according to Santos, “created a cer-
tain symmetry of scale between hegemonic globalization and the movements and 
nGos” (Santos, 2003: 69). 

“GloCAl” lAnGuAGeS And north-South ePISteMoloGIeS
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Furthermore, the difference between the concepts of migration and mobility ac-
counts for the existence of two types of cosmopolitanism, if we focus on citizenship 
issues, which correspond to two types of bilingualism or multilingualism that have 
EHHQ�GRPLQDQW�LQ�RXU�VRFLHWLHV���D��GH¿FLW�FRVPRSROLWDQLVP�DQG��E��HOLWH�FRVPRSROL-
WDQLVP��7KH�¿UVW�� LQWULQVLF� WR� WKH�FRQWHPSRUDU\�QDWXUH�RI� WKH�QDWLRQ�VWDWH�� OLHV� LQ�
the multicultural fringes of society, generally restricted to the lower socioeconomic 
levels, which are only recognized by a monocultural state to the extent that they 
are expected to go through transitory bilingualism in order to reach monolingual-
ism and to keep their multicultural irreconcilable spaces apart, designating two 
spaces, the private and the public. the second, extrinsic to the nation-state, lies in 
the upper socioeconomic levels of society, where multilingualism is the goal and the 
dialogue between cultures is possible and, therefore, intercultural competencies are 
valued, regardless of how they are achieved, as long as they are strategically effec-
tive. however, it is not only vertical and horizontal, but spatial as well as epistemo-
ORJLFDO�PRELOLW\�WKDW�KDV�LQWHQVL¿HG�DFURVV�DQG�ZLWKLQ�VRFLHWLHV�DQG�FXOWXUHV��DQG��D��
upper class cosmopolitanism has increased with the inclusion of media-produced 
QRXYHDX[� ULFKHV; (b) middle class cosmopolitanism has become ubiquitous with 
globalization and “glocalization” and the resulting exchange programs in educa-
tion; and, (c) lower class cosmopolitanism has become more educated, therefore 
individually reaching the upper levels or establishing global links at a group level.

Although the feasibility of an effective transnational citizenship is considered 
premature because access to social and political rights still depend very much on 
rules and regulations established by the nation-state (Falk, 2000), the growing im-
portance of transnational organizations, and of “globalization-from-below” move-
ments, such as the WSF, requires a different attitude towards language. If, on the 
one hand, strong foreign languages, like english and Spanish, are becoming more 
and more widespread, then, on the other hand, “glocalization” and “cosmopolita-
nization” also provide for a greater contact with minority languages, promoting a 
world that Beck describes as “the internalized global,” both at an individual and na-
tional level (Beck, 2002). As citizenship acquires a de-territorialized transnational 
dimension, it allows for the “globalization” and, consequently, “glocalization” of 
a few of the most widespread and most powerful languages, namely english, but 
also for recurrent contact with and interest in other languages. these may be either 
minority or majority languages, such as Mandarin in Asia, Swahili or Shona in 
Africa, or Portuguese, a minor national language in europe, although widespread 
across the world. 

Kymlicka also supports a holistic idea of a society that is culturally diverse and 
provides us with a new citizenship paradigm consisting of a multicultural state-
KRRG�IUDPHZRUN�HQFRPSDVVLQJ�DQ�LQWHUFXOWXUDO�FLWL]HQU\��VSHFL¿FDOO\��VWDWHV�QHHG�
to recognize the multicultural composition of society and be based upon a multicul-
WXUDO�UHSUHVHQWDWLRQ�VXSSRUWHG�E\�LQVWLWXWLRQV�WKDW�HTXLWDEO\�UHÀHFW�WKH�PXOWLFXOWXUDO�
fabric of society, so that citizens may play their roles interculturally. Although the 
author states that “the precise details vary from country to country,” he proposes to 
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replace “the idea of a nation-state with that of a ‘multination’ state” (2003, p. 150-
151). this is not a new idea and there have been an increasing number of examples, 
both in europe and in latin America, of states acknowledging their “plurination-
KRRG´�LQ�RI¿FLDO�GRFXPHQWV��LQ�WHUPV�RI�OLQJXLVWLF�DQG�FXOWXUDO�GLYHUVLW\��+RZHYHU��
.\POLFND� DGPLWV� GLIIHUHQW�ZD\V�RI� SHUFHLYLQJ� DQG�GH¿QLQJ� D�PXOWLFXOWXUDO� VWDWH�
and therefore he concludes that “a ‘multicultural state’ is one that reforms itself to 
enable … various forms of multicultural membership in the state” (p. 153). As for 
WKH�XQGHUVWDQGLQJ�RI�LQWHUFXOWXUDO�FLWL]HQU\��.\POLFND�FODUL¿HV�WKDW�LW�LQYROYHV�³D�
range of more positive personal attitudes towards diversity” (p. 157) and eventually 
a serious commitment to the workings of a multicultural state, and he insightfully 
adds that “the goal of building and sustaining a multicultural state requires citizens 
to privilege local interculturalism over global interculturalism” (p. 161). In short, 
multiculturalism and interculturality/interculturalism should be made inseparable 
from each other and are, above all, not extrinsic, but intrinsic, to any society. 

there is a wide understanding that, within the political limits of the nation-state, 
multiculturalism encompasses sub-state groups that, according to the particularities 
of each region, may include more or less immigrant communities or native com-
munities that survived the “homogenization” process, understood in the intellectual 
construct of nationality as an “imagined community” (Anderson, 1983). Although 
SDUDGR[LFDO��ZH�PXVW�DGPLW�WKDW�WKH�SUHVHUYDWLRQ�RI�VSHFL¿F�FXOWXUDO�FRPPXQLWLHV�
within the national context has historically been made possible by discrimination 
and even more so by segregation. Kymlicka, for example, proposes a set of varie-
ties of liberal multiculturalism, namely: (a) indigenous peoples; (b) substate/minor-
ity nationalisms; (c) immigrant groups (2007, pp. 66-71); however, such a frame 
presents several uncertainties, for example, whether the category of “indigenous 
people” does or does not coincide with that of “substate/minority nationalisms;” or, 
even still, the many variables within “immigrant groups,” a broad term that begs the 
question of their territorial and socioeconomic origins, and particular immigration 
waves and generations. In general, it seems to offer no discussion that “as a dis-
course, multiculturalism can broadly – and without, for the moment, further speci-
¿FDWLRQ�±�EH�XQGHUVWRRG�DV�WKH�UHFRJQLWLRQ�RI�FR�H[LVWHQFH�RI�D�SOXUDOLW\�RI�FXOWXUHV�
within the nation” (Stratton & Ang, 1998, p. 135). It is also common understanding 
that the description of a society as “multicultural” implies that the different ele-
ments – cultural groups – are awarded equitable social and political recognition 
or, at the very least, acknowledgement. this is the minimum requirement for the 
formal “multiculturality” of a national society, which, however, does not ensure that 
this given society is intercultural. We can detect the societies where the pendulum 
falls on either side of the spectrum, either in relation to how their members describe 
their accomplished cultural diversity, or with regard to how they live with it (Guil-
herme et al., 2010). on the one hand, this idea seems to imply that these different 
cultural communities have the ability or the desire to survive independently from 
each other in 21st century societies, in such a widespread culture of networking and 
mobility. on the other hand, this seems to go against the notion of nationality as the 
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ethnic “horizon” and support of the nation-state. Kymlicka’s citizenship model of 
“multicultural states and intercultural citizens,” as described above, may be viewed 
as offering us a kind of a “third-way” solution that deserves serious appreciation.

the role oF CrItICAl PedAGoGY In InterCulturAl eduCAtIon

While intercultural citizenship education is also making its way to higher education 
(Palaiologulu & dietz, 2012, Souza, 2006, 2008, 2012), higher education institutions 
are themselves becoming aware of their important role in promoting equity and social 
cohesion in the closer and wider communities (teodoro, 2010). this is happening not 
only in latin America but also in europe, as shown by the outputs of the eu-funded 
project “Inter-university Framework Program for equity and Social Cohesion Policies 
in higher education” (http://www.riaipe-alfa.eu/���7KHUHIRUH��GHVSLWH�WKH�RI¿FLDO�UH-
inforcement of the “entrepreneurial” model, higher education institutions everywhere 
are taking special responsibility in promoting epistemic and social justice not only 
through academic internationalization but also through their cooperation with sur-
rounding communities within the scope of research and intervention projects. howev-
er, while it is widely accepted that interculturality entails “setting up communication 
bridges and deep changes in every sphere in society” (Molina, 2013, p. 91, author’s 
translation), Yapu concedes that neither universities nor society in general – not even 
in latin America – have given priority yet to a topical political issue, which would be 
the introduction of indigenous knowledge in traditional universities. And he becomes 
PRUH�VSHFL¿F��³WKHUHIRUH��DOO�H[SHULPHQWV�>H[SHULrQFLDV] (graduation programmes on 
intercultural health, intercultural education, cultural diversity in higher education, 
etc.), indigenous universities included, are outsiders to the system: they are nothing 
but experiments” (Yapu, 2013, p. 117, author’s translation).

nevertheless, all over the world, communities resulting from all types of in-
tercultural mobility penetrate cultural barriers, both social and professional, from 
which they emerge and create very particular dynamics, with both positive and 
negative effects. Intercultural mobility creates a rich and complex holistic process, 
which goes beyond mere displacement, straightforward multicultural interaction 
or detached cross-cultural communication. As Barton & tusting point out, “dis-
course and power are central to understandings of the dynamics of communities 
of practice” (2005). thus, from our point of view, the development of intercultural 
expertise requires not only an awareness of the meaning-making mechanisms, or 
“conscientização” – a recurrent theme in Freire’s works – but also dialogical tools 
for engaging in cross-cultural interaction and communication. It is also necessary 
to develop an ability to manage and explore these mechanisms and tools in order 
to achieve effective intercultural communication and interaction, which are funda-
mental for living in new and emerging communities as well as being active citizens 
in those communities (Guilherme, 2000).

Critical pedagogy meets the challenge of dealing with culture by “bringing the 
laws of cultural representation face-to-face with their founding assumptions, con-
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tradictions and paradoxes” (Maclaren, 1994, p. 216). It is also interwoven with the 
notion of ethics, both observant of universal human rights and attentive to particu-
ODU�VWRULHV� ORFDWHG� LQ�VSHFL¿F�FRQWH[WV��*LURX[��RQH�RI� WKH�VWURQJHVW�DGYRFDWHV�RI�
critical pedagogy in north America, states that, “ethics must be seen as a central 
concern of critical pedagogy …” and in his view, within the framework of a critical 
pedagogy, “ethics is taken up as a struggle against inequality and as a discourse for 
expanding basic human rights” (Giroux, 1992, p. 74). In relation to ethics, issues of 
human suffering, dignity and emancipation are concerns that are central to critical 
pedagogy. Within this framework, critical pedagogy is vital for the accomplish-
ment of multicultural/intercultural democratic citizenship education programs. In 
Freire’s words, “to be human is to engage in relationships with others and with the 
world,” and he adds, “men relate to their world in a critical way,” as “they apprehend 
the objective data of their reality (as well as the ties that link one datum to another) 
WKURXJK�UHÀHFWLRQ�±�QRW�E\�UHÀH[��DV�GR�DQLPDOV´��������S������7KHVH�D[LRPDWLF�VWDWH-
PHQWV�DOVR�LQYLWH�XV�WR�UHÀHFW�XSRQ�WKH�QDWXUH�RI�WKH�ZRUOG�WR�ZKLFK�KXPDQV�UHODWH�
and the nurturing of humans who, in turn, relate to one another.

Critical pedagogy includes teaching as part of the teaching/learning process, 
viewed as a dialectical and dialogical reproduction as well as production of knowl-
edge. Secondly, it implies both an epistemological turn, in that it is aimed at the 
critical apprehension and re-building of knowledge; and a methodological shift, in 
that it focuses mostly on purposeful action; that is, what to do with knowledge in 
order to cooperatively transform society for the better, rather than on the interac-
tion aimed at acquiring “ready-to-consume knowledge.” Finally, the implementa-
tion of critical pedagogy always takes into consideration the “situatedeness” of the 
individual in place and time, each of which should be understood in their different 
concentric circles – from local to global and vice-versa – and in relation to their 
historical layers. It is therefore very much concerned with identity issues, with the 
learner’s individual and collective heritage and, as a result, with her/his social and 
political empowerment as a subject of knowledge, since “critical pedagogy iden-
WL¿HV� WKH�VXEMHFWV�ZKR� IRUP� WKH�GLVFXUVLYH�FRPPXQLW\�RI� OHDUQHUV�DQG�NQRZHUV´�
(hovey, 2004, p. 248). on the whole, critical pedagogy may respond to the needs of 
contemporary education at all levels, from basic to higher education, as well as to 
the challenges of a global era, cosmopolitan societies and an epistemological turn: 
“Critical pedagogy can provide insight and direction for this global turn in higher 
education by identifying sites of knowledge production resistant to change and of-
fering productive ways of engaging in international or intercultural themes” (ibid, 
p. 247). 

As torres reminds us, “from his notion of cultural diversity, he [Freire] identi-
¿HG�WKH�QRWLRQ�RI�FURVVLQJ�ERUGHUV�LQ�HGXFDWLRQ�VXJJHVWLQJ�WKDW�WKHUH�LV�DQ�HWKLFDO�
imperative to cross borders if we attempt to educate for empowerment and not for 
oppression” (torres, 2007). the conceptual framework of critical pedagogy makes 
DOO�WKH�GLIIHUHQFH�IRU�WKH�GH¿QLWLRQ�RI�³HIIHFWLYH´�LQWHUFXOWXUDO�FRPPXQLFDWLRQ�DQG�
interaction, in that it develops the concept of dialogue in complexity; that is, by 
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PRYLQJ�EH\RQG� WKH� LGHD�RI�DSSDUHQW�FRQVHQVXV�DQG�VXSHU¿FLDO�KDUPRQ\��6LQFH�D�
critical pedagogy looks suspiciously on power dialectics, dialogue is not “naïf,” 
LQ�)UHLUH¶V�ZRUGV��DQG��WKHUHIRUH��³LW�FDQQRW�H[FOXGH�FRQÀLFW�́ �VLQFH�WKH\�³LQWHUDFW�
dialectically” (Freire, 2007 [1st. ed. 1979], author’s translation). Within this view, 
³HIIHFWLYH´�FULWLFDO�LQWHUFXOWXUDO�GLDORJXH�GRHV�QRW�DLP�DW�D�¿QDO�FRQVHQVXV�RU�H[-
pect enduring cordiality throughout. Instead it is built upon unstable and dynamic 
platforms of understanding/misunderstanding and temporary agreements/disagree-
ments, based on reciprocal and respectful communication and collaboration, to be 
negotiated again and again with an eye on the power issues to be fought for and 
against.

ConCePtuAl dIAleCtICS on CulturAl dIVerSItY

the interpretations of what multiculturalism, interculturality, and transculturality 
stand for, as abstractions, are eventually deeply rooted in cultural traditions and 
RQWRORJLFDO�VWDQGSRLQWV��,Q�DGGLWLRQ��WKH�VXI¿[HV�DOVR�YDU\�IURP�³�LVP´��H�J���PXOWL-
culturalism, interculturalism, pluriculturalism, transculturalism) to “ity” (e.g., mul-
ticulturality, interculturality, pluriculturality, transculturality), presumably with 
GLIIHUHQW�EXW�DSSDUHQWO\�¿[HG�PHDQLQJV��$OVR�WR�QRWH�DUH�RWKHU�H[SUHVVLRQV�VXFK�DV�
“the” multicultural, “the” intercultural, “the” pluricultural or “the” transcultural. 
%\�DQG�ODUJH��DOO�WKHVH�SUH¿[HV�DQG�VXI¿[HV��DV�ZHOO�DV�WKH�PRGL¿HU�³WKH´�SOXV�WKH�
GHVFULSWLYH�QRXQ��KDYH�VSHFL¿F�VWDQGDUGL]HG�PHDQLQJV��KRZHYHU�� WKH� LGHRORJLFDO��
historical, political and social connotations vary and certainly have implications 
upon different academic options and discussions. 

terms such as “multicultural,” “intercultural,” and “transcultural” are now all 
EHFRPLQJ�TXLWH�FRPPRQ�DURXQG�WKH�ZRUOG��ERWK�LQ�DFDGHPLD�DQG�LQ�RI¿FLDO�SROLF\�
documents. however, each one of them is more or less familiar to each society, 
either with positive or negative connotations, depending on the academic tradi-
tions and the historical developments of each one of the terms in each context. 
7KLV�PHDQV� WKDW� VXFK� WHUPV�DUH�QRW�XQLYHUVDO� VLJQL¿HUV�HLWKHU�� DOWKRXJK� WKH\�DUH�
often paradoxically understood as such despite their own particular reference to dif-
ference. In sum, the interpretations of what multiculturalism, interculturality, and 
transculturality stand for, as abstractions, are actually deeply rooted in cultural tra-
ditions and ontological standpoints (estermann, 2010). In addition, there are subtle-
ties of difference to be weighed within each one of these terms; for example, while 
³LQWHUFXOWXUDOLVP´�FDQ�EH�LQWHUSUHWHG�DV�EHLQJ�FRQQHFWHG�ZLWK�WKH�LQWHQVL¿FDWLRQ�RI�
mobility, a concession by states to respond to the need to pacify pluricultural socie-
ties, and by global business to respond to the needs of investment, “interculturality” 
points to the existential character of societal bonds that need to be re-conceptual-
ized due not only to contemporary ethnic and cultural diversity in our society, but 
also to the strengthening of critical awareness and empowerment of individuals and 
groups that were formerly marginalized. therefore, not only does critical intercul-
turality demand systemic change of social and political institutions, but the terms 
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under which this change occurs need to be multilaterally negotiated, as opposed to 
unilaterally imposed (Viaña, J., tapia, l. & Walsh, C., 2010). 

In Spanish- and Portuguese-speaking Iberian-American contexts on the whole, 
the word interculturalidad(e) is becoming more and more common and substan-
tively refers to the ontological dimensions of both the individual and society. In 
latin America, there remains a great challenge in making visible the original cul-
tural diversity that has survived the colonial and immigration segregation and as-
similation processes, as well as bringing awareness to the national homogenization 
that was carried out after independence. It is evident that Anglophone academia 
has, for almost half a century now, taken the lead in theorization and policy design 
of multiculturalism; therefore, the term “multiculturalism” has become ubiquitous 
in academia, in the media, in political debate, and has become a part of the main-
stream cultural vernacular. It is not long ago that european scholars, teachers, and 
politicians, etc. could not even recognize the word “intercultural;” however, due to 
WKH�LQFUHDVLQJ�XVH�RI�WKLV�WHUP�LQ�WUDQVQDWLRQDO�RI¿FLDO�GRFXPHQWV�E\�WKH�81(6&2��
the Council of europe and the european Commission, for example, its use has re-
cently become more common. It’s important to note that the increased use of the 
SKUDVH�GRHV�QRW�LPSO\�FRQVHQVXV�DPRQJ�WKRVH�ZKR�DUH�XVLQJ�LW��QHLWKHU�IRU�VFLHQWL¿F�
interpretation nor for ideological approval. the word still sounds strange, a neolo-
gism, in Anglophone circles, while it has, from the beginning, sounded familiar 
in Spanish and Portuguese, and generally in Iberian-American circles. Generally 
speaking, in europe, at least in southern countries, the term was promptly and eas-
ily adopted, despite its different connotations; for example, in Spain there was a 
VWURQJHU� IRFXV�RQ�SOXUL�QDWLRQDOLVP��DQG�D�PRUH�FRVPRSROLWDQ�ÀDYRU� LQ�3RUWXJDO��
which is understandable, for historical reasons. By and large, in the united States, 
it is lately becoming more used but still falls short of recognition of a singular 
community identity; whereas in latin America, the phrase is widely used although 
many have raised concerns about neglecting to recognize the historical power rela-
tions and abuse that was so much a part of latin America’s colonial past. however, 
the notion of interculturality is also gaining momentum in addressing society as a 
whole, but this does imply a holistic concept of culture; on the contrary, it suggests 
that the intercultural character of life in society is not a matter only for those who 
are different, either immigrants or natives/indigenous, that is, “se a categoria da 
interculturalidade tem algum sentido é no abarcar da sociedade como um todo: não 
é exclusivamente ‘assunto de e para migrantes’, ‘de ou para, indígenas’, ‘de ou para 
minorias’ sejam elas alóctones ou autóctones” (Giménez-romero, 2010, p. 19), but 
rather, it is the cultural diversity in society as a whole. In sum, it is everyone’s issue; 
that is, everyone is someone else’s other. 

In english, “interculturalism” is preferred over “interculturality,” perhaps be-
cause the former is viewed as overlapping with “multiculturalism.” It is neverthe-
less often understood as an updated and more fashionable term that tends to avoid 
WKH�FRQÀLFWLQJ�DQG�UHODWLYLVWLF�FRQQRWDWLRQV�RI�WKH�ODWWHU��)RU�H[DPSOH��$QJORSKRQH�
multiculturalists such as Meer and Modood believe that “multiculturalism pres-
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ently surpasses interculturalism as a political orientation,” and that “until inter-
culturalism as a political discourse is able to offer an original perspective … it 
cannot, intellectually at least, eclipse multiculturalism” (2011, p. 192). this is not, 
however, a consensual understanding, since both terms are politically loaded and 
“interculturalism” cannot be understood without its ideological and economic val-
ues considered, even though both terms are generally assigned different and even 
GLYHUJLQJ�SROLWLFDO�RULHQWDWLRQV��7KHLU�FRPPRQ�VXI¿[��³LVP�́ �PD\�DOVR�VLJQLI\�WKDW�
both represent a social movement; nevertheless, both terms are assumed to convey 
a common meaning or, at least, to provide the same solution for a problem – in this 
case, a dominant paradigm that assumes a single perspective and a single world vi-
sion. on the contrary, Walsh claims for “XQD�LQWHUFXOWXUDOLGDG�FUtWLFD�” which aims 
not only for recognition, tolerance or integration of cultural diversity within a west-
ern/eurocentric dominated structural matrix, that is, “su proyeto no es simplemente 
reconocer, tolerar o incorporarlo diferente dentro de la matriz y estruturas estabel-
ecidas” (2010, p. 79). A critical interculturality aims to de-center, re-conceptualize 
and lay new existential, epistemological and sociological foundations for equitable 
institutions and environments; that is, “es re-conceptualizar y re-fundar estructuras 
sociales, epistémicas y de existencias que ponen en escena y en relación equitativa 
lógicas, prácticas y modos culturales diversos de pensar, actuar y vivir” (ibid). 

7KH�0RGHUQ� /DQJXDJH� $VVRFLDWLRQ¶V� UHSRUW� ������� LGHQWL¿HV� ³D� VSHFL¿F� RXW-
come” for language education, which they name “translingual and transcultural 
FRPSHWHQFH�́ �7KLV� LV�GH¿QHG�DV� ³WKH�DELOLW\� WR�RSHUDWH�EHWZHHQ� ODQJXDJHV�́ � DQG�
adds that “transcultural understanding [is] the ability to comprehend and analyze 
the cultural narratives that appear in every kind of expressive form” (pp. 3-4). this 
report offers an interpretation of the transcultural dimension of interculturality that 
is also rather common and that places it in-between languages and cultures, some-
where where they can converse with each other. Kramsch, a member of the report 
Committee, draws upon the “symbolic nature of transcultural competence” and 
explains that it entails a “risky circulation of values across historical and ideological 
time scales, the negotiation of nonnegotiable identities and beliefs,” in sum, that it 
LPSOLHV�³UHÀHFWLQJ�RQ�WKH�ZD\�WKDW�RXU�DQG�WKH�2WKHU¶V�UHDOLWLHV�PXWXDOO\�FRQVWUXFW�
each other through symbolic systems” (2012, p. 18).

therefore, the conceptualization of “interculturality,” if it is to be a critical one 
that acquires ontological and epistemological connotations, requires an equal dia-
ORJXH�LQ�VRFLHW\�EHWZHHQ�SHRSOH�RI�GLIIHUHQW�FXOWXUHV�ZKR�PXVW�UHPDLQ�LGHQWL¿DEOH�
and recognizable groups comprised of individuals who freely identify themselves 
as members of different cultures. Finally, we cannot have real interculturality with-
out true multiculturalism; both remain ideological and, consequently, political and 
pedagogical tools for building interdependent societal relationships. nevertheless, 
DFFRUGLQJ� WR� %KDEKD�� ³WKH� PXOWLFXOWXUDO� KDV� LWVHOI� EHFRPH� D� µÀRDWLQJ� VLJQL¿HU¶�
whose enigma lies less in itself than in the discursive uses of it …” (1998, p. 31) All 
WKHVH�FRQFHSWV�ZKRVH�GH¿QLWLRQV�ZH�KDYH�EHHQ�DWWHPSWLQJ�WR�GLVFXVV��DQG�SXW�LQWR�
dialogue with each other, namely, “multiculturalism” and “interculturalism”/”inter
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culturality,” are simultaneously ideologically loaded and culturally slippery. they 
are, however, unavoidable concepts in contemporary social and cultural studies, 
which need academic digging. to start with, multiculturalism has, to some extent, 
IDOOHQ�LQWR�D�YDJXH�QRWLRQ��QRW�RQO\�LQ�WKH�GH¿QLWLRQ�RI�WKH�WHUP�EXW�DOVR�LQ�WKH�LGHQ-
WL¿FDWLRQ�RI�LWV�HOHPHQWV��

81(6&2� SURYLGHG� VLPSOH�� EDVLF� DQG� KHOSIXO� ZRUNLQJ� GH¿QLWLRQV� RI� WKH� WHUPV�
“multiculturalism” and “interculturalism/interculturality” from a pedagogical con-
text; where the former “describes the culturally diverse nature of human society,” the 
ODWWHU��XVLQJ�LQGLVFULPLQDWHO\�WKH�¿UVW�RU�WKH�VHFRQG�WHUPLQRORJ\��LV�GHVFULEHG�DV�³D�
dynamic concept [that] refers to evolving relations between cultural groups” (2006, 
p. 17). the positions where different cultural groups stand in society, and how each 
one views itself – how each group sees its position and role in society – are in fact 
disregarded here. however, the document adds that “interculturality” presupposes 
³PXOWLFXOWXUDOLVP�́ �ZKLFK�LV�D�UHOHYDQW�FODUL¿FDWLRQ�IRU�WKH�SXUSRVH�PHQWLRQHG�DERYH��
but nevertheless, it ignores the question as to whether or not “multiculturalism” pre-
supposes “interculturality,” which is, in my opinion, equally relevant.

InterCulturAl CoMMunICAtIon In A “GloCAl” World 

researchers and practitioners from all over the world have published the results of 
their work, theories and best practices related to identity-building and hybridiza-
WLRQ��LQWHUFXOWXUDO�FRQÀLFW��HLWKHU�LQ�VRFLHW\�RU�DW�ZRUN��DQG�KDYH�GLVFXVVHG�WKH�FRQ-
cept of the “intercultural speaker” introduced by the Council of europe, through its 
“Common european Framework of reference for languages” (CeFr, 1996) and 
introduced different models for developing interculturally- competent citizens (e.g. 
deardorff, 2009). transnational organizations, such as the Council of europe and 
uneSCo, have themselves supported studies on related areas (uneSCo, 2013). 
other collective work has focused on power pressures on communication, on the 
relationship between communication and transnationality, languages and cultures 
in contact, intercultural pragmatics and rhetoric, stereotyping, on intercultural 
WUDLQLQJ�ZLWKLQ� EXVLQHVV� HGXFDWLRQ�� DQG� RWKHU� ¿HOGV� RI� SURIHVVLRQDO� GHYHORSPHQW�
programs (Jackson, 2012; Paulston et al., 2012).

having the above studies in mind, we may conclude that intercultural experience 
does not equate with intercultural competence, and, furthermore, that there is no 
VLQJOH�PRGHO�RI� LQWHUFXOWXUDO�FRPSHWHQFH� WKDW�¿WV�HYHU\� LQWHUFXOWXUDO�H[SHULHQFH��
there is, however, a need for the development of certain principles and strategies 
that may provide the person and the group, both from an individual and from a col-
lective point of view, with the knowledge and predispositions towards multicultur-
alism, interculturality and intercultural dialogue, which will allow the intercultural 
H[SHULHQFH�WR�WXUQ�LQWR�DQ�RSSRUWXQLW\�IRU�SHUVRQDO��VRFLHWDO�DQG�SURIHVVLRQDO�UHÀHF-
tion and enrichment. 

risager also broadens the concept by stating that “intercultural competence is 
very much the competence of navigating in the world, both at the micro-level of 
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social interaction in culturally complex settings, and at macro-levels through trans-
national networks like diasporas and media communications” (risager 2009: 16). 
nevertheless, being “intercultural” may also be viewed as an ontological-like lens 
through which one sees the world (Phipps & Gonzalez, 2004). Both authors envi-
sion a “critical cultural awareness,” a term introduced by Byram (1997, 2008), and 
a disposition to act that is developed through education, and entails moving beyond 
the individual dimension towards a collective one by undertaking “a philosophical, 
pedagogical, and political attitude towards culture” (Guilherme, 2002: 219). this 
process leads the “intercultural speaker” through “a critical cycle,” that motivates 
³D�UHÀHFWLYH��H[SORUDWRU\��GLDORJLFDO�DQG�DFWLYH�VWDQFH�WRZDUGV�FXOWXUDO�NQRZOHGJH�
DQG�OLIH�WKDW�DOORZV�IRU�GLVVRQDQFH��FRQWUDGLFWLRQ��DQG�FRQÀLFW�DV�ZHOO�DV�IRU�FRQVHQ-
sus, concurrence, and transformation” (ibid.).

this reasoning also suggests a move beyond the concept of “intercultural com-
petence” towards a notion of “intercultural responsibility,” which adds a social, re-
lational, civic and ethical component to the conception of intercultural competence 
(Guilherme et al. 2010). this concept was introduced by the author within the scope 
of ICoProMo – Intercultural Competence for Professional Mobility – a project, 
funded by the leonardo da Vinci Programme (2003-2006), aimed at building a 
bridge between pedagogy and training, and producing materials for professional 
development in intercultural communication and interaction (www.ces.uc.pt/ico-
promo). this concept – “Intercultural responsibility” – has been pointed out as one 
of the key terms within the uneSCo “Conceptual Vocabulary for Intercultural 
Competences” (uneSCo, 2013, p. 17). Intercultural responsibility is understood 
here as a conscious and mutually respectful relationship among the members of a 
“glocal” community, in both the professional and personal realms, assuming that 
they have different ethnic backgrounds, either national or otherwise. this means 
that members-in-interaction demonstrate that they are aware of the particularities 
of collaborating with their co-citizens and/or co-workers, either in an inter- or intra-
national context, recognizing that their identities have been politically, socially and 
FXOWXUDOO\�FRQVWUXFWHG�EDVHG�RQ�GLIIHUHQW�HWKQLF�HOHPHQWV�DQG�LQÀXHQFHV�ZKLFK�KDYH�
brought to bear varying importance, at different stages. Furthermore, intercultural 
responsibility implies that every member is responsible not only for identifying and 
recognizing the cultural idiosyncrasies of every other member-in-interaction, but 
also for developing full and reciprocally-demanding civic and professional relation-
ships with them. the notion of intercultural responsibility adds a moral, although 
cosmopolitan, element to global ethics. 

“GloCAl” lAnGuAGeS In ACAdeMIA

the european Commission, the Council of europe, and the european union nation-
VWDWHV�WR�YDU\LQJ�GHJUHHV��DUH�DPRQJ�WKRVH�RI¿FLDO�HQWLWLHV�LQ�WKH�ZRUOG�WKDW�ODWHO\�
have acted in a more consistent manner to ensure multilingualism, at least with re-
VSHFW�WR�RI¿FLDO�UHFRPPHQGDWLRQV�RU�OHJLVODWLRQ��*RLQJ�EH\RQG�WUDQVLWRU\�ELOLQJXDO-
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ism, they have made an argument for enduring bilingualism and even trilingual-
ism through formal education (Mercator, 2011). Although the dominant national 
languages have taken greater advantage of these efforts across europe, even less 
dominant national languages, including sub-national and heritage languages, and 
LPPLJUDQW�RQHV��KDYH�DOVR�EHQH¿WWHG�IURP�VRPH�VWDWH�VXSSRUW��

the three strands of the eu’s multilingualism policy, according to the New 
Framework Strategy for Multilingualism (Communication by the eC, 2006), are:
– encouraging language learning and promoting linguistic diversity in society; 
– Promoting a healthy, multilingual economy; 
– Promoting social integration though improved knowledge and acceptance of lan-

guages. 

however, the revitalization of european languages over the world, the new corpora, 
roles and challenges that they have undertaken and are currently undertaking in 
³JORFDOL]HG´�VRFLHWLHV��KDYH�QRW�UHFHLYHG�VXI¿FLHQW�DWWHQWLRQ�IURP�RI¿FLDO�RUJDQL]D-
WLRQV��QRU�KDYH�WKH\�EHQH¿WWHG�IURP�UHVHDUFK�IURP�HLWKHU�WKH�1RUWK�RU�WKH�6RXWK�RQ�
both sides of the Atlantic. For this reason, I have called them “glocal” languages, 
using the composite word introduced by robertson (1995), keeping in mind his 
statement that “the ‘global-local’ is more complex than an ‘action-reaction’ relation-
ship,” since they have become global, de-territorialized, and again been reinvented 
locally. “Glocal” languages are, therefore, confronted with issues of power, as they 
compete with each other and subjugate other languages, at the intra-, inter- and 
trans-national levels.

From this perspective, the focus has been mainly on the implementation of dif-
ferent approaches in foreign language education, mainly the teaching/learning of 
“english as a global language” (Guilherme, 2007). notions such as english as a 
“world language” and english as lingua franca have now become popular. the 
teaching of Spanish and Portuguese, as foreign languages, has predominantly fol-
lowed the trends set by english language education. however, my proposal of a new 
terminology, that of “glocal” language (robertson, 1995), seeks to offer an alterna-
tive to lingua franca. As I understand it, lingua franca originally refers to the notion 
of a linguistic tool generally used for transactional purposes:

1. It is a language that, for a number of reasons, turns into a helpful vehicle for a 
simple exchange and which is “tax-free”, that is, unloaded, made free of its cultural, his-
WRULFDO�DQG�VRFLRORJLFDO�KHULWDJH��ZKLFK�PDNHV�FRPPXQLFDWLRQ�ÀRZ�ZLWKRXW�UHVWUDLQWV�

2. It is a language that is made “naked” of any complexities, e.g., emotional, 
cognitive, or other, that may constitute impediments to simply achieve the objective 
UHVXOW�WKDW�ZDV�IRUHVHHQ�EHIRUHKDQG��DQG�ZKLFK�IXO¿OOV�WKH�LQWHUHVW�RI�MXVW�RQH�VLGH�
of the interlocutors, mainly through (self-)persuasion;

���,W�LV�D�ODQJXDJH�WKDW�LV�¿FWLRQDO��UHLQYHQWHG�XSRQ�WKH�RULJLQDO�ODQJXDJH�LWVHOI��
which then operates in compliance with the conceptual backdrop of the speakers’ 
mother tongue, both of which are responsible for misunderstandings that rest criti-
cally unattended.
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however, english, or any other language acting as “global,” is a politically load-
ed language that is manipulated everyday mainly by those who have greater access 
WR�SRZHU�DQG�DIÀXHQFH��DQG�WKDW�LW�LV�LWVHOI�D�SRZHUIXO�YHKLFOH�IRU�WKH�H[HUFLVH�RI�D�
global citizenship, in the cosmopolitan sense (Santos, 2009). therefore, a critical 
pedagogy of it, which is implicit in the concept of “glocal” language, is something 
that deserves to be fully explored. this calls for a critical and conscious use of 
linguistic tools and offers plentiful opportunities for critically active cosmopolitan 
citizenship, while also making room for expansive cross- and inter-cultural savoirs 
(Byram, 1997). 

the conceptual framework embodied in the term “glocal” language also re-
sponds to Santos’ theories about the forms of production of globalization, namely: 
(a) “globalized localism” – “the process by which a given local phenomenon is 
successfully globalized, be it the transformation of the english language in lingua 
franca;´��E��³ORFDOL]HG�JOREDOLVP´�±�³WKH�VSHFL¿F�LPSDFW�RI�WUDQVQDWLRQDO�SUDFWLFHV�
and imperatives on local conditions that are thereby destructured and restructured 
in order to respond to transnational imperatives;” (c) “cosmopolitanism” – “the op-
portunity for subordinate nation-states, regions, classes or social groups and their 
allies to organize transnationally in defense of perceived common interests and use 
WR� WKHLU�EHQH¿W� WKH�FDSDELOLWLHV� IRU� WUDQVQDWLRQDO� LQWHUDFWLRQ�FUHDWHG�E\� WKH�ZRUOG�
system;” (d) “common heritage of humankind” – namely, “the emergence of issues 
which, by their nature, are as global as the globe itself” (Santos, 1999: 217-218). 
not only do humanities departments in universities, both in europe and in latin 
America, need to be aware of the implications described above while managing 
their curricula, but researchers also need to be aware of the subtleties, both implicit 
and explicit, in their multilingual and intercultural communication and interaction 
while networking internationally.

ConCluSIon

Intercultural communication and interaction today require challenging conceptual 
frameworks because new paradigms of communication and interaction through 
and within cultural systems are taking shape. therefore, dichotomies that were in-
trinsic to a structural modern way of thinking are currently being questioned, as 
shown with the statement, “the dichotomy of global scale versus local setting is 
false, [however], for if we live in a globalized world, we live it through local cir-
cumstances, and the terms global/local are necessarily linked” (Collins et al., 2009, 
p. 1). not only is the former notion of space being put into question, but the notion 
of time needs to be reconsidered, as well. Viewing cultural representations as if 
they were “between mirrors,” i.e., taking reciprocal looks at each other’s conceptual 
frameworks while necessarily assuming that they have the same validity, brings us 
WR�D�OHYHO�RI�³FULWLFDO�FXOWXUDO�DZDUHQHVV´�ZKLFK�HQDEOHV�XV�WR�FULWLFDOO\�UHÀHFW�XSRQ�
the foundations of our judgmental assumptions. Following this line of thought, we 
conclude, for example, that, “besides the colonial representation of linear progres-
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sive time that denied coevalness to the difference between the colonizing and the 
colonized cultures and languages, the colonial conception of representations of the 
colonized as being synonymous with the colonized themselves was also another 
instance of the same denial of coevalness” (Souza, 2007, p.138).

Furthermore, it is not only a matter of space and time, or global versus local, 
colonizer versus colonized, since power relations are also propagated and multi-
plied at the grassroots level. For example, “while non-Western communities were 
busy working on one project (decolonisation), the carpet has been pulled from un-
der their feet by another project (globalisation)” (Canagarajah, 2005: 195-196) and, 
therefore, while new nation-states were emerging, they were also being pressed 
from the outside by economic forces that made them waver from their own freedom 
and autonomy. From the linguistic point of view, in order to counter such pressures, 
we have seen the emergence of hegemonic local languages, in Africa mainly, that 
have threatened other minority local languages, sometimes alongside authoritarian 
regimes. this has led to the use of english and other european languages as sym-
bolic tools for claiming democracy, economic and social justice, as well as legal 
equity, as well as “the main medium of an Afrocentric counter-discourse” (Mazrui, 
2004: 100). Moreover, “the impetus to use non-native languages of wider commu-
nication [will] emanate[s] [more and more] . . . from an investment in reinforcing 
WUDQVQDWLRQDO�DI¿OLDWLRQV�́ �ZKLFK�PD\�EH�JOREDO�RU�VLPSO\�UHJLRQDO��$GHMXQPREL��
2004: 205). therefore, the idea of an “ecology of languages” and, even beyond, of 
an “ecology of literacies” (Creese et al., 2008) that bring about the quest for epis-
temological exchange, balance and equity, is currently at the center of academic 
discussion and research both in europe and latin America, and beyond. 

research is therefore leading to new questions:
– Being that global european languages are also the languages of colonization 

and hegemonic globalization, how can they simultaneously be appropriated and 
used as emancipatory tools? Can they provide common ground where different 
appropriations of the represented cultures can dialogue? And one into which the 
various home cultures and epistemologies can be translated? 

–� &DQ�QDWLYH�ODQJXDJHV�¿QG�URRP�WR�JURZ"�:KDW�GRHV�WKLV�LQYROYH"�&KDQJHV�LQ�
schooling? Changes in the media? In other models?

– how do both the “glocal” and the local languages work in the formation of identi-
WLHV�DQG�LQ�WKH�IXO¿OOPHQW�RI�FLWL]HQVKLS�ULJKWV�DQG�GXWLHV��LQ�ERWK�WKH�ORFDO�DQG�
global spheres,?

–� 'R�WKH�WHQHWV�QRUPDOO\�LQFOXGHG�LQ�WKH�GH¿QLWLRQV�RI�³,QWHUFXOWXUDO�&RPSHWHQFH�V�´�
fully and adequately respond to academics’ professional and personal demands? 
do IC “best practices” displayed in published material effectively support them 
in their communication/interaction? 

– Can the notion of “Intercultural responsibility” respond to Glocademics’ (a term 
for “glocal” academics, which I am introducing here) challenges in international 
networking? Can it provide ground for concept- and collaboration-mode negotia-
WLRQ"�&DQ�LW�SURPRWH�D�VFLHQWL¿F�DSSURDFK�WKDW�DFFRXQWV�IRU�NQRZOHGJH�HFRORJ\"
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– Which are the main possibilities and risks in epistemological exchange within 
and among multilingual and multicultural Glocademics? Which are the main 
historical pressures to be overcome? What initiatives can higher institutions take 
in order to make research international networking more effective? In what di-
UHFWLRQV�VKRXOG�UHVHDUFK�LQ�WKH�¿HOG�JR"
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Chapter 5 

InstItUtIonaL netwoRks In LatIn ameRICa

Building new paths in academic cooperation

IntroduCtIon

the creation of institutional networks in the recent history of latin America 
has contributed decisively to the processes of developing and consolidating the 
social sciences as a whole and education in particular. these processes can be 
explained within the framework of the so-called knowledge society and so-
cial UHÀH[LWLYLW\��%RWK�SKHQRPHQD�±�WKH�FRQ¿JXUDWLRQ�RI�D�QHWZRUN�VRFLHW\�DQG�
growing access to information – are the product of a time in which producers 
RI�VRFLDO�QHWZRUNV�DQG�NQRZOHGJH�DUH�DOVR�UHÀHFWHG�LQ�DFWXDO�H[SHULHQFHV�LQ�WKH�
educational sphere.

In this chapter we present – by way of example and without trying to be exhaus-
tive – some relevant cases of existing institutional networks in the areas of the 
social sciences and education in the latin American context. All of them represent 
a form of collaborative work and a mode of building and generating knowledge 
WKURXJK�GLDORJXH��,Q�WKH�¿UVW�SODFH��WKH�FRQWULEXWLRQV�RI�WKUHH�LQLWLDWLYHV�DUH�JLYHQ�
that appeared during the second half of the twentieth century: the latin-American 
Council of Social Sciences (ClACSo), created in Buenos Aires in 1964; the latin-
American Faculty of Social Sciences (FlACSo), created in 1957 at the initiative 
of uneSCo and some governments of the region; and the latin American edu-
cational documentation network (reduC), founded in 1977 with the goal of pre-
serving the memory of educational production in the region. In the second place, 
ZH�GHVFULEH�D�VLQJXODU�H[SHULPHQW�WKDW�EHJLQV�LQ�WKH�¿UVW�GHFDGH�RI�WKH�WZHQW\�¿UVW�
century, the initiatives underway taken by the Ibero-American network for re-
search in educational Policies (rIAIPe), created in 2006, with the participation of 
institutions of higher education in latin America and europe.
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A netWorK SoCIetY

never have social networks been so talked about as they are today, when the so-
called “knowledge society” seems to have become the buzz word. Several sociolo-
gists have referred to it, particularly Manuel Castells and Anthony Giddens.

0DQXHO�&DVWHOOV� GHGLFDWHG� DQ� HQRUPRXV�¿UVW� YROXPH�RI�KLV� WULORJ\� DERXW� WKH�
contemporary world to characterize the Network Society (1999). According to the 
Spanish sociologist, his concept of a network society characterizes the emerging 
social structure in the information era, gradually replacing the industrial society. 
7KH� QHWZRUN� VRFLHW\� LV� JOREDO��ZLWK� VSHFL¿F� FKDUDFWHULVWLFV� IRU� HDFK� FRXQWU\� LQ�
accordance with its history, culture and institutions. It is a matter of a network 
structure as a predominant form of organization of any activity. According to Cas-
tells, the network society does not come about because of technology, but without 
information and communication technology (ICt), it could not exist. In the past 
twenty years, the concept has come to characterize almost all social practices, 
including sociability or socio-political mobilization, based on the Internet and on 
mobile platforms.

Anthony Giddens in his book Beyond Left and Right (1994), in trying to explain 
FRQWHPSRUDU\� VRFLDO� SKHQRPHQD�� GHYHORSHG� WKH� FRQFHSW� RI� VRFLDO� ³UHÀH[LWLYLW\�́ �
$FFRUGLQJ� WR� WKH�(QJOLVK� VRFLRORJLVW�� UHÀH[LWLYLW\� VSHDNV� WR� NQRZOHGJH� GLVVHPL-
nated beyond the spheres of the experts, outside what he calls the “expert systems,” 
precisely by means of the information and communication networks that have been 
established through the development of computer technology and the Internet. that 
is, thanks to these new means of communication, information, even that coming 
from experts, has become accessible to Internet surfers, going beyond the limits of 
the universes of the initiated (researchers and scientists).

We know that access to information does not automatically produce a social 
network among its users. It is necessary, beyond access, for network actors to ap-
propriate the information.

the enlightened vision of dissemination of knowledge had a single direction: 
from its producer (researcher, scientist, and thinker, intellectual) to the receptive 
mass. If, on one hand, the western thinkers of the eighteenth century developed ra-
tionalist optimism (the capacity to know oneself and to change everything through 
NQRZOHGJH��DV�ZHOO�DV�HQF\FORSHGLF�RSWLPLVP��LW�LV�VXI¿FLHQW�WR�NQRZ�HYHU\WKLQJ��
preferably in alphabetical order, in order to dominate and transform everything); on 
the other hand, they also developed a sort of gnostic pessimism of the majority, and 
in this way, epistemological elitism commonly called “vanguardism.”

Paulo Freire, in a number of his works, mentions the evil of “vanguardism,” but 
he also warns of the dangers of its opposite face, that of “basism.” not everything 
developed by the intellectual elites solves the problems posed by humanity, but not 
everything that comes from the social base means that it is better, or that it is an 
alternative to hegemonic knowledge, because most of the time, the masses “host” 
the dominant ideas and read the world from their perspective.
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Social knowledge networks came along to restore the possibility of a gnostic 
GHPRFUDF\��DOUHDG\� LPSOLHG� LQ� WKH�FRQFHSW�RI� UHÀH[LWLYLW\��DQG� WKHQ�DGGHG� WR� WKH�
concept of “dialogic democracy” (Giddens, 1994). In a social order that is more 
UHÀH[LYH�DQG�JOREDOL]HG�WKHUH�LV�D�QHHG�WR�DGG�PRUH�UDGLFDO�IRUPV�RI�GHPRFUDWL]D-
tion. A dialogic democracy is, for Giddens, part of a process of democratization of 
democracy, consisting of the creation of a public arena where controversial matters 
can be resolved through dialogue, and not through pre-established forms of power. 
Both in daily activities, as well as in social organizations, or even in the formal po-
OLWLFDO�VSKHUH��LQGLYLGXDOV�IRUJH�VRFLDO�SUDFWLFHV�DQG�DFW�WRJHWKHU�WR�¿QG�DOWHUQDWLYHV�
DQG�RYHUFRPH�WKHLU�SUREOHPV�DQG�LQVXI¿FLHQFLHV�FROOHFWLYHO\�DQG�UHÀH[LYHO\�

other expressions and concepts may come to the surface when one talks of social 
networks: shared knowledge and experiences, participatory democracy, interlocu-
tion, alliances, collective action (or trans-individual), connecting links, communi-
cational process, interlace, and culture of the encounter, among so many others that 
could be mentioned. the common basis of it all is unity in diversity, thought, action, 
theory, and practice.

So then we can attempt to enunciate one of the possible concepts of the social 
QHWZRUN��EXW�¿UVW�ZH�PXVW�UHPHPEHU�WKH�DOUHDG\�FODVVLFDO�FDWHJRUL]DWLRQ�LQWR�SUL-
mary and secondary networks. Primary networks come from spontaneous, invol-
untary nexuses, and are therefore informal (family or neighborhood networks, for 
example). Secondary networks result from determined desires to communicate and 
take joint action, voluntarily agreed to, and consist of formal entities. It should be 
added that, according to Both (1976), social relationships that constitute networks 
do not have a common border.

thus, a social network PD\�EH�GH¿QHG�DV�D�VHW�RI�FRQQHFWLRQV��LQYROXQWDU\�RU�YRO-
untary, of persons or groups, whose frontiers of action are not the same, but which are 
presented as a structure that, in certain contexts, acts with common goals. the social 
network is a type of response to social fragmentation, at times imposing itself as an 
alternative, and at other times, as mediation between the state and society, between 
the public arena and the private arena. In all social networks, norms are established 
of complementarity and reciprocity, not always explicitly, but implied in the common 
contextual interests. Just as in communication, in addition to the sender, the receiver, 
the common code, the channels, and the message (which is secret – if the content of the 
message were known by the interlocutors there would be no communication), the dif-
ferent competencies are manifest in the interaction of the social networks. these com-
SHWHQFLHV�FRPSOHPHQW�HDFK�RWKHU�DQG�WKH�GLYHUVH�LQWHUHVWV�WKDW�DUH�VDWLV¿HG�EHFDXVH�
of another’s action. thus, there are pacts, agreements and adjustments for entry and 
permanence in the networks, so that the different and mutually complementary types 
of expertise, mediated by the challenges of reality, can overcome these challenges.

When we use the Internet as an example of a social network, we are really talk-
ing about a “network of networks,” as explained by the etymology of the word: 
inter + net or “between networks” as it should be translated. Most of the time, 
when someone refers to “network,” he is really speaking of the “between networks” 
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which lead to strategic alliances or simply tactical ones, considering the consolida-
tion of common objectives.

Is this not the way that corporative networks work, resulting from the linking of 
productive or service units, accomplishing such linking in order to acquire com-
parative advantages in the capture or consolidation of markets?

networks appeared in sociological literature in the 1980’s, especially as the polit-
ical coordination of western societies began to move toward a market orientation, or 
rather, toward corporations. networks appeared as a type of response to this reloca-
tion, given that the market does not have any way to aggregate social interests. Most 
RI�WKH�WLPH��VRFLDO�QHWZRUNV�UHVSRQG�WR�D�GH¿FLW�RI�UHSUHVHQWDWLYHQHVV�DQG�SROLWLFDO�
coordination, previously proclaimed as responsibilities of the state and to which the 
PDUNHW�ZDV�QRW�DEOH�WR�UHVSRQG�HI¿FLHQWO\��RU�HYHQ�HIIHFWLYHO\�

In a certain way, social networks, while being social fabrics armed in everyday 
dealings and expressing ideas, concepts, doctrines, aspirations, and collective pro-
jections, end up as instruments of active citizenship and participatory democracy, 
as demonstrated by the context and future of latin America among other examples.

the lAtIn AMerICAn ConteXt

the history of the social sciences in latin America is tied to a complex set of phe-
nomena that it would be impossible, and probably daring, to describe and analyze in 
D�IHZ�SDJHV��3HUKDSV�LW�LV�VXI¿FLHQW�WR�VD\�WKH�IROORZLQJ��DV�LV�QDWXUDO��WKLQNLQJ�WLHG�
to the social sciences, both epistemologically and theoretically, is biased by differ-
HQW�LGHRORJLHV��WKHRUHWLFDO�SDUDGLJPV��DQG�SROLWLFDO�DQG�VFLHQWL¿F�UDWLRQDOLWLHV�WKDW�
have existed or still exist in the region.

the twentieth century could be characterized as a century in which revolution-
ary processes came together in seeking social transformation. Some were success-
ful revolutions, like the Mexican revolution, the Cuban revolution, and the nica-
raguan revolution – while others, tied to guerilla warfare and to the attempt to take 
power by armed force, either failed or inaugurated a decade of authoritarianism 
in the region, especially in the Southern Cone, with the response of the leviathan 
States. these revolutions produced consequences that are still being felt in coun-
tries’ social imagery. In the images brilliantly captured by newsman luiz Suárez 
lópez in one of his books, latin America was living between the shotgun and the 
word (Suárez lópez, 1980).

Along with this revolutionary experience, another characteristic of the twentieth 
century is the expansion of education in the region, which reached levels never 
before imagined, under populist and developmentally-oriented governments. It was 
precisely under developmental governments, and with the inestimable contribu-
tions of uneSCo and other organizations such as the International development 
research Centre (IdrC) of Canada, that the most important experiments were run 
in the region, such as the latin-American Council of Social Sciences (ClACSo), or 
the latin-American Faculty of Social Sciences (FlACSo) in Chile.
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the eduCAtIonAl SCenArIo oF netWorKS In SoCIAl SCIenCeS

the twentieth century is marked by the extension of educational opportunities to 
all children and young people of all social classes in latin America. the twentieth 
century was the Century of education, where the role of the state in promoting 
public education was decisive to achieve this goal. In that century, especially over 
WKH�ODVW�¿YH�GHFDGHV��VLJQL¿FDQW�SXEOLF�UHVRXUFHV�ZHUH�LQYHVWHG�LQ�SURYLGLQJ�EDVLF�
education for children, young people, and adults; the years of obligatory school 
DWWHQGDQFH�ZHUH�H[WHQGHG�VLJQL¿FDQWO\��EHJLQQLQJ�DQG�SUH�VFKRRO�HGXFDWLRQ�ZHUH�
offered to an ever-larger number of families, especially those with limited means. 
Access to school was facilitated for children with learning or other disabilities, and 
WKHUH�ZDV�D�VLJQL¿FDQW�LPSURYHPHQW�LQ�WKH�HTXDOLW\�RI�HGXFDWLRQDO�RSSRUWXQLWLHV�IRU�
poor, immigrant, and indigenous populations.

Without doubt, the twentieth century is marked also by the feminization of edu-
cational enrollments. Along with this expansion of educational opportunities, re-
newed state efforts were aimed at improving the ability to retain students at the 
lower and middle levels and the possibility of pursuing secondary school and, in 
many cases, post-secondary and higher studies.

In the same way, the theme of quality and relevance of education was a secular 
concern of thinkers, public intellectuals, professors, union leaders in education, and 
members of government management, having its repercussions in the needs ex-
pressed daily on the school grounds and in classrooms, as well as at public forums 
by mothers and fathers concerned about the education of their children.

latin American populations, like all peoples around the world, accepted the 
argument of enlightenment, widely disseminated by liberal states, that education 
constitutes a lever for progress and is a value in and of itself. this modernist prem-
ise is reinforced with theoretical developments in the economy of education, which 
have had undeniable repercussions in latin America. the central aspect of the mes-
sage of the economy of education is that there is little likelihood of social advance-
ment without greater and better educational levels. that is, education appears not 
only as a consumer product, but also as an enormous investment in individual and 
VRFLDO�SUR¿WDELOLW\�ZLWK�KLJK�UDWHV�RI�UHWXUQ��ZKLFK�YDU\�DFFRUGLQJ�WR�WKH�HGXFDWLRQ-
al level. It may be concluded that a more educated population will be a population 
with higher levels of social tolerance and ability to live together, more productive 
and competitive in national and international markets.

7KLV�ZRUOGZLGH�H[SDQVLRQ��GLYHUVL¿FDWLRQ��DQG�EURDGHQLQJ�RI�HGXFDWLRQDO�RSSRU-
tunities has been perceived also as a sine qua non condition for the expansion of Kan-
tian categorical imperatives of social justice and individual responsibility, especially 
in the various versions of the social welfare state. expansion and universalization of 
education appear, therefore, as signs of modernity, a mark of greater rationality in 
social action, but also, paradoxically, as a pre-condition for these to occur.

,Q�WKH�PHDQWLPH��HTXLW\��TXDOLW\��LQFOXGLQJ�HIIHFWLYHQHVV��HTXDOLW\�DQG�HI¿FLHQF\�
in the management of educational systems), and the relevance of education continue 
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as critical questions of educational systems. these questions have become particu-
larly sensitive for latin American states at the end of the twentieth century, a result 
of the contradictions of development in the region and of the actual logic of bureau-
FUDWLF�DFWLRQV�WKDW�KDYH�JHQHUDWHG�HQRUPRXV�GLI¿FXOWLHV�LQ�LQFUHDVLQJ�WKH�¿QDQFLQJ�
RI� HGXFDWLRQ�� 7KHVH� GLI¿FXOWLHV� KDYH� DOVR� LQFUHDVHG� DV� D� UHVXOW� RI� WKH� QHROLEHUDO�
educational agendas that have postulated the defense of privatization of education 
and abandonment of government responsibilities in providing it, at least in some 
sectors of teaching. this process has developed in some countries with the election 
of post-neoliberal governments, which have included, once again, the neglect of the 
provision of education as one of the responsibilities of the welfare state (see the case 
of Brazil, Sader, 2013).

,Q�WKLV�FRQWUDGLFWRU\�FRQWH[W��WKH�VXFFHVVHV�LQ�H[SDQVLRQ��GLYHUVL¿FDWLRQ��DQG�LP-
provement of educational systems – which we would like to call, rhetorically, “the 
greatness of education” – are obscured by the perverse miseries of latin American 
education.

elementary and secondary education in the region continue to be segregated by 
social class, in which the poor study in public schools and the middle and upper 
FODVVHV�ÀRXULVK�HGXFDWLRQDOO\� LQ�SULYDWH� LQVWLWXWLRQV��:LWK� IHZ�H[FHSWLRQV�� LQ� WKH�
countries of the region early childhood education (or pre-school), which is decisive 
for cognitive development in childhood, is still not available for the majority of the 
poorer classes on the continent, although it has expanded notably compared with 
the mid twentieth century when it was a privilege of the very few. Illiteracy contin-
ues to be a big problem, like a multi-headed Medusa, in which the disadvantage of 
women and indigenous groups, in relation to the rest of society, appears enormous. 
Bilingual education, although it has advanced considerably in the past three dec-
ades in several countries in the region, especially in Bolivia and ecuador, is still a 
long way from answering to a policy of recognition of differences and intercultural 
dialogue, in recognition of the worth of the knowledge and culture of indigenous 
populations.

unfortunately, adult education, which had been an important rhetorical concern 
in certain alliances between governments and social movements in the 1960’s and 
1970’s, became marginalized in the following decade, in spite of the demand and 
the size of the problem. It became practically non-existent at the end of the century, 
or was replaced, as in Brazil, by types of second-chance educational opportunities 
for young people expelled from school at a certain age. teaching literacy by com-
puter and advances in communication place the problem of functional illiteracy (by 
Internet and computer) at the same level where “absolute” illiteracy had been at the 
beginning of the twentieth century. As in the Greek tragedy of eternal return, and 
in spite of advances in levels of schooling, we once again contemplate a crisis in the 
HGXFDWLRQ�RI�DGXOWV�WKDW�LV�ZLGH�DQG�GHHS�DV�ZH�HQWHU�WKH�WZHQW\�¿UVW�FHQWXU\��

the training, and especially the pay, of teachers continue to be two of the Gor-
dian knots in educational policy, accentuated when neoliberal governments carried 
RXW�VWURQJ�SROLFLHV�RI�UHGXFLQJ�SXEOLF�¿QDQFLQJ��,Q�PRVW�JRYHUQPHQWV�RI�WKH�UHJLRQ��
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WKHUH�ODFNV�D�OXFLG�DQG�HIIHFWLYH�SROLF\�WR�DXJPHQW�WKH�WUDLQLQJ�DQG�TXDOL¿FDWLRQ�RI�
teachers, including an increase in salary, which is still very poor when compared 
nationally with other professions requiring higher education and the prevailing 
standards in other regions of the world.

0DWWHUV�RI�FXUULFXOXP�SROLF\�WR�SURPRWH�WKH�VFLHQWL¿F�DQG�KXPDQLVWLF�WUDLQLQJ�
of the population face new challenges with technological advances and the explo-
sion of knowledge in an increasingly globalized world, segmented by class, racial 
and gender distinctions, with growing regional markets that are more and more 
distanced from the dynamics of globalization. Most of the populations of the region 
remain literally outside the circuits of production, circulation, and consumption of 
the worldwide system, with very great educational, social, political, and economic 
repercussions. the link between education, work, and employment, as well as the 
increasing levels of poverty, especially of the less educated people in the region, are 
other important matters that affect public policies. 

the latin American region took leave of the twentieth century with numerous 
FRQÀLFWV� LQ�KLJKHU� HGXFDWLRQ�� DQG�EHJDQ� WKH�¿UVW� GHFDGH�RI� WKH� WZHQW\�¿UVW� FHQ-
tury with demonstrations by Chilean students, who were confronting the neoliberal 
state of that Andean country for its educational policies, showing that the student 
movement continues to be an important social force in the region. these and other 
situations, similar in extension and dimension, show that the public university in 
latin America continues its struggle to build an identity. It swings between its 
honorable reformist tradition – the complex processes of negotiation with political 
regimes that have little sympathy for strengthening the public institution – and dif-
¿FXOWLHV�LQ�XQGHUVWDQGLQJ�DQG�PDQDJLQJ�WKH�W\SLFDO�SUHVVXUHV�RI�JOREDOL]DWLRQ��DQG�
its repercussions on the national and local planes) over university management. the 
greatness of public education of that century ran the risk of being left in the dark by 
the miserliness of public policies that renounce their democratic-liberal tradition, 
with known damage in the form of citizenship, one of the central tasks of the state 
in education.1 

the lAtIn AMerICAn CounCIl on SoCIAl SCIenCeS (ClACSo)

the creation of the ClASCo goes back to 1964, the year in which the Conference 
on Comparative Sociology took place in Buenos Aires, organized by the Instituto 
torcuato di tella, with co-sponsorship of the International Social Science Council 
(ISSC) of uneSCo. on the initiative of latin American participants, the meeting 
passed a resolution which initiated the process of building an organization charged 
with promoting coordination and articulation among centers dedicated to teaching 
and research in social sciences in the region. Greater and more active cooperation 
DPRQJ�WKHVH�LQVWLWXWLRQV�ZDV�LGHQWL¿HG�DV�DQ�XUJHQW�QHHG��7R�FUHDWH�DQ�RUJDQL]DWLRQ�
dedicated to such a purpose then constituted a high-priority challenge.

�� )RU�IXUWKHU�GHYHORSPHQWV�RQ�WKH�HGXFDWLRQDO�VLWXDWLRQ�LQ�/DWLQ�$PHULFD��VHH�7RUUHV��������
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two years later, an organizing committee of the mentioned organization was 
convoked, with the special participation of enrique oteiza, Aldo Ferrer, osvaldo 
Fals Borda, Felipe herrera, hélio Jaguaribe, luis lander, José Matos Mar, Carlos 
Massad, raúl Prebish, and Victor urquidi. In october 1966 at the Central uni-
versity of Venezuela in Caracas, the First latin American meeting of directors of 
research Centers and Institutes in Social Sciences was held, an occasion on which a 
new organizing committee was constituted, this time made up of Francisco ortega, 
José Matos Mar, luis ratinoff, Victor urquidi, Aldo Ferrer, and enrique oteiza.

on october 14, 1967, at the CedeS of the university of the Andes in Bogotá, the 
second meeting of directors of research Centers and Institutes in Social Sciences 
took place, at which the mentioned committee presented its proposal to constitute 
formally the latin American Council on Social Sciences (ClACSo). those historic 
PHHWLQJV�DOVR�DSSURYHG�WKH�IXQFWLRQDO�E\ODZV�� WKH�¿UVW�FRPPLWWHH�FKDLUPDQ�ZDV�
HOHFWHG��$OGR�)HUUHU�ZDV�GHVLJQDWHG�DV�LWV�¿UVW�H[HFXWLYH�VHFUHWDU\��DQG�WKH�FRRUGL-
nators of the committees and working groups were appointed, through which the 
academic activities of that brand-new Council began.

over its forty-year history, the ClACSo has gone from an initial membership 
of 60 research centers to, in 2013, 345 research centers and more than 600 gradu-
ate programs in the social sciences and humanities (masters and doctors degrees), 
based in 25 countries in latin America, the Caribbean, the united States, and eu-
rope. With its headquarters in Buenos Aires, the ClACSo is led by an executive 
secretary elected by the Assembly of the institution every three years, and by an 
executive committee of directors of research centers, also elected at the General 
Assembly.

the tasks of the ClACSo include working groups, one of the oldest and most 
active being the Working Group on education and Society. Along with the working 
groups, the organization of the Assemblies, which are held periodically, represents 
the state of the art in topics that are researched in the region and are an occasion 
for dissemination and crossing of latin American studies, making up a true agenda 
for comparative research. Moreover, the ClACSo has promoted different types 
of graduate courses in distance learning (virtual seminars), opening to the public 
a rich virtual library (network of virtual libraries in the social sciences) which, 
with around 30,000 texts, constitutes an extraordinary collection of research in the 
¿HOG��)URP�WKH�HGLWRULDO�SRLQW�RI�YLHZ��WKH�&/$&62�SXEOLVKHV�DQG�RU�FRRUGLQDWHV�
a series of publications, among them the CaGHUQRV�GH�3HQVDPHQWR�&UtWLFR, the Re-
vista OSAL, the Observatório Social da América Latina, the 5HYLVWD�&UtWLFD� and 
Emancipação, and others.

Finally, the ClACSo holds annual research competitions and offers fellowships 
(for junior and senior researchers), as well as selective processes for giving courses 
E\�GLVWDQFH�OHDUQLQJ��7KH�¿QDQFLQJ�RI�WKH�&RXQFLO�GHSHQGV�RQ�LWV�RZQ�UHVRXUFHV��
through contributions by the centers, as well as through international support, es-
pecially form northern european countries, with special relevance of the Swedish 
International development Agency (SIdA).
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like other institutions in the region, the ClACSo played a very important role 
during the tragic decades of the latin American dictatorships, promoting the pro-
tection and transfer of researchers to other countries, in this way saving their lives 
and their contributions to the social sciences. With the return to democracy in these 
countries, it has played an important role in the consolidation of the social sciences, 
with a very critical position in relation to neoliberalism.

the lAtIn AMerICAn FACultY oF SoCIAl SCIenCeS (FlACSo)

As its bylaws state, the FlACSo is an autonomous and regional international or-
ganization created in 1957 on the initiative of uneSCo and some governments of 
the region. Its main objective is to promote the social sciences in latin America and 
in the Caribbean.

What is called the classical FlACSo is the functioning of the institution in San-
tiago, Chile before the military coup in 1973.2 the then General Secretary of FlAC-
So in Chile, ricardo lagos escobar (1972-1973), an important Social democrat 
leader, would be elected president of the country (2000-2006) in the post-Pinochet 
period. Important intellectuals, some european, participated in FlACSo activities, 
as was the case of the Spanish republican immigrant José Medina echavarría,3 one 
RI� WKH�¿UVW�GLUHFWRUV�RI� WKH�/DWLQ�$PHULFDQ�6FKRRO�RI�6RFLRORJ\� �(/$6���ZLWKLQ�
FlACSo, in 1958 and 1959.

&RQVLGHULQJ�WKH�GLI¿FXOWLHV�FUHDWHG�LQ�UHVHDUFK�DQG�WHDFKLQJ�LQ�&KLOH�XQGHU�WKH�
GLFWDWRUVKLS�RI�3LQRFKHW��WKH�)/$&62�KDG�WR�¿QG�D�QHZ�VHDW�RI�RSHUDWLRQV��RSHQLQJ�
it through an agreement with the Argentine government in Buenos Aires in 1974. 
thus began the plans for then General Secretary Arturo o’Connell (1974-1979), 
opening the headquarters in Argentina and continuing with the masters degrees in 
political sciences and sociology. Although the headquarters were open, which con-
tinue working today, the circumstances of the political struggle in Argentina and 
the pandemonium of violence that occurred starting in 1975, made it impossible to 
inaugurage the planned masters degree. thanks to the efforts of the government of 
Mexico, in 1976 a new seat was opened in that north American country, which har-
ERUHG�D�JUHDW�QXPEHU�RI�\RXQJ�LQWHOOHFWXDOV��PDQ\�RI�WKHP�KDYLQJ�HPLJUDWHG�WR�ÀHH�
the political persecution of dictatorial governments of the Southern Cone, as well as 
many of the former professors of the Chilean FlACSo, and other intellectuals who 
had to relocate (or go into exile) in order to continue their professional work. the 
most detailed study on the history of the FlACSo is the text published by héctor 
Pérez Brigtnoli, Los 50 años de FLACSO y el desarrollo de las Ciencias Sociales 
en América Latina (Pérez Brignoli, 2008).

�� 2Q�WKLV�SHULRG��VHH�)UDQFR��������
�� $PRQJ�RWKHU�FRQWULEXWLRQV��-RVp�0DUtD�(FKHYDUUtD�ZDV�UHVSRQVLEOH�IRU�WKH�WUDQVODWLRQ�LQWR�

6SDQLVK�RI�WKH�ERRN�E\�0D[�:HEHU, Economy and Society,�WKXV�DYRLGLQJ�WKH�SUREOHPV�RI�
WKH�(QJOLVK�WUDQVODWLRQ�FRRUGLQDWHG�E\�7DOFRWW�3DUVRQV�
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today, the General Accord of FlACSo has 17 member countries, all in latin 
America and the Caribbean. the functioning of FlACSo is governed both by its 
internal rules as well as directives issued by government agencies. the coordina-
tion of the working of the Faculty, as well as its legal representation, is the respon-
sibility of the General Secretariat, which has been based in Costa rica since 1979.

FlACSo carries out a number of academic activities: teaching, research, dis-
semination, extension, and technical cooperation. these activities are developed 
in ten academic units (seven centers and three programs). the member countries 
are: Argentina, Brazil, Chile, Costa rica, Cuba, ecuador, honduras, Guatemala, 
Mexico, nicaragua, Panama, Paraguay, Peru, the dominican republic, Surinam, 
and uruguay.

the lAtIn AMerICAn eduCAtIonAl doCuMentAtIon netWorK (reduC)

the latin American educational documentation network (reduC), created in 
1977, has the goal of preserving the memory of latin American educational produc-
tion. It has its Center for research and educational development (CIde), located in 
Santiago, Chile, which does general coordination.

Although it began in a timid way, with few centers (nodes in the network), the 
reduC has expanded a great deal and, according to some researchers, it has be-
come the largest network for educational documentation the world, with more than 
twenty participating countries.

In spite of its size, the reduC is structured in a very simple way. In addition to 
the Coordinating Center, it is made up of three categories of centers: (i) Associate 
Centers; (ii) Specialized Centers; and (iii) disseminating Centers. the Associate 
Centers, one in each country, in general care for the collection, summary, systema-
tization, and dissemination of the most important educational documents produced 
in the country. the Specialized Centers, as their name indicates, take care of col-
OHFWLRQ�DQG�V\VWHPDWL]DWLRQ�RQ�VSHFL¿F�WKHPHV��)LQDOO\��WKH�'LVVHPLQDWLQJ�&HQWHUV�
deal with the distribution of information and training users in the reduC system.

2QH�RI�WKH�IHDWXUHV�RI�WKH�5('8&�LV�WKH�ÀH[LELOLW\�WKDW�LW�KDV��IRU�H[DPSOH��
in relations between the Coordinating Center and the other units (Associate, 
Specialized and disseminating Centers), considering the institutional character-
istics, the community of researchers and educational agents, as well as thematic 
orientation.

In Brazil, the reduC has a real sub-network, since at the present time there are 
fourteen centers in the country, nine located at federal universities (uFrJ, uFMG, 
uFF, urGo, uFuB, uFrn, uFMS, uFSC, uFPe), three at state universities 
(uSP, unICAMP and uneSP), one at a private university (PuC-SP) and one at 
the Foundation for development in education (Fed) in São Paulo. In general the 
defenders of this concentration justify it by pointing out the greater facility of ac-
cess and availability of resources. today we understand that access would not be an 
obstacle to get to other regions of the country and the question of resources depends 
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RQ�D�EHWWHU�SROLF\�RI�GLVWULEXWLRQ��7KLV�FULWLFDO�REVHUYDWLRQ�LV�MXVWL¿HG�EHFDXVH�LQ-
formation is one of the most powerful elements for transformation of any structure 
or process and, for this reason, it should be located precisely in those regions with 
the most serious educational problems, in a sort of progressive educational justice. 
2EYLRXVO\��WKH�FHQWHUV�DUH�QRQ�SUR¿W�

until the mid 1990’s, the reduC expanded in the form of Associate Centers, 
with few Specialized Centers; the disseminating Centers began to be implemented 
only in that mid decade. 

the reduC, either through its Coordinating Center or through Associate Cent-
ers, publishes the Analytical Education Summaries (rAe) as well as other formats 
of educational information, as is the case of “States of the Art,” in which Brazil has 
specialized, particularly with the support of the Anísio texeira national research 
Institute (IneP) of the Ministry of education (MeC).

the great accumulated collection of the reduC does not make sense unless it 
is accessed and consulted by policy makers and by users in general. For this reason, 
VWDUWLQJ�LQ�WKH�¿UVW�KDOI�RI�WKH�����¶V�HIIRUW�ZDV�SODFHG�RQ�YLVLELOLW\�DQG�DFFHVVLELO-
ity of the network. In Brazil, the Carlos Chagas Foundation assumed coordination 
of the project to expand the network. In the meantime, in spite of the competence 
DQG�HIIRUWV�RI�WKDW�)RXQGDWLRQ��WKH�GLI¿FXOWLHV�KDYH�EHHQ�JUHDW��HVSHFLDOO\�EHFDXVH�RI�
the growing volume of Brazilian academic production in the area of education and 
because resources are always short of the need. each piece of work – by professors 
at the designated Centers and by students in graduate programs in the area, selected 
by the local committee – must be deposited for preparation of the respective Analytic 
Education Summary.

In short, the reduC is a latin American system for collection of educational 
data, information, and analysis, making it available to users. A network like this one 
DOORZV�HGXFDWLRQDO�GLVFXVVLRQV�WR�UHÀHFW�WKH�LGHQWLW\�RI�WKH�UHJLRQ�VR�IDU�DV�LW�DOORZV�
WKH�HVWDEOLVKPHQW�RI�D�WUXH�QHWZRUN�IRU�LGLRV\QFUDWLF�UHÀHFWLRQ��WKDW�LV��UHIHUHQFHG�
LQ�WKH�VLQJXODULW\�RI�VSHFL¿F�FRQWH[WV�

In the early years of its existence, the reduC was constituted as a network dedi-
cated in the production of Analytic Education Summaries (rAe’s); in the second 
SKDVH�RI�LWV�KLVWRU\��LW�HYROYHG�LQWR�PLFUR¿OPLQJ�WKH�RULJLQDO�WH[WV�VXPPDUL]HG�LQ�
WKH�5$(¶V��¿QDOO\��LW�EHFDPH�D�QHWZRUN�LQ�WKH�PRGHUQ�VHQVH�RI�WKH�ZRUG��WKDW�LV��LW�
became a virtual network with all of the resources of information and communica-
tion technologies.

referenced in the theoretical discussion of networks and social networks at the 
EHJLQQLQJ�RI� WKLV� WH[W�� LW�PD\�EH�DI¿UPHG� WKDW� WKH�5('8&�LV�D� VRFLDO�QHWZRUN��
WKHUHIRUH��D�QHWZRUN�LQ�WKH�JRRG�VHQVH�RI�WKH�ZRUG��$QG�WKLV�¿UVW�MXGJPHQW�RI�TXDO-
ity may be made on the basis of the fact that the reduC was able to solidify a 
regional system of information on education on the latin American sub-continent. 
however, there are other aspects that deserve mention and, therefore, are com-
mented upon here.
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1. Progressively, it has been successful in establishing cooperative management 
among the Associate, Specialized, and disseminating Centers, although the lat-
ter have only recently received much attention from the network.

���:LWK�DOO�RI�LWV�GLI¿FXOWLHV��WKH�5('8&�KDV�FROODERUDWHG�WR�DFKLHYH�JUHDWHU�YLV-
ibility for research, data, information and questions about education in latin 
$PHULFD��7KLV�LV�DQ�DUHD�RI�VFLHQWL¿F�UHVHDUFK�WKDW�KDV�UHFHLYHG�RQO\�D�VPDOO�SDUW�
RI�LWV�¿QDQFLQJ�IURP�GHYHORSPHQW�DJHQFLHV��FHUWDLQO\�EHFDXVH�RI�LWV�LQYLVLELOLW\�
DQG�RU�GLVTXDOL¿FDWLRQ�E\�WKRVH�ZKR�RFFXS\�VWUDWHJLF�SRVLWLRQV�LQ�WKHVH�DJHQFLHV�

3. In addition to the collaboration that the reduC has done in educational re-
search, it has also contributed to recognition of the value of the researcher in the 
¿HOG�RI�HGXFDWLRQ�

4. historically, latin American educational research has concentrated on a relative 
essayism, a type of impressionism lacking empirical data. however, no doubt 
because of this tradition, the area still shows a certain disdain for empiricism, 
stemming also from a confusion of criticism of positivism, functionalism, and 
Cartesianism with the use of data from reality. the reduC has been collaborat-
ing to overcome this research weakness in the social sciences in general, and in 
educational sciences in particular.

In the meantime, the network still faces great challenges to its development. Among 
WKHP��LQ�WKH�¿UVW�SODFH��VSHFLDO�DWWHQWLRQ�PXVW�EH�JLYHQ�WR�DQ�DWWHPSW�WR�EULQJ�UH-
searchers and policy makers together, that is, giving weight to the results of educa-
tional research in the formulation of educational policies in the region. In the second 
place, the low levels of access to the reduC data bases is undoubtedly due to lim-
ited resources for greater development of the contemplated policies in the creation 
of the network of disseminating Centers.

According to researchers in library science, the reduC belongs to the universe 
of information networks which, due to their nature, perform the functions of acqui-
sition, organization, and dissemination of information until it gets to users. like 
other information networks, the reduC has built itself as an important informa-
WLRQ� QHWZRUN� LQ� WKH� ¿HOG� RI� /DWLQ�$PHULFDQ� HGXFDWLRQ�� FHUWDLQO\�ZLWK� HPSKDVLV�
on making greater contributions from the sub-continent to pedagogical thinking 
worldwide, which is Popular education.

IBeRo-ameRICan netwoRk oF ReseaRCH In eDUCatIonaL PoLICIes 
(RIaIPe)

In 2006 a group of nine research centers, bringing together social scientists (and 
PLOLWDQWV��IURP�GLIIHUHQW�¿HOGV�±�HGXFDWLRQ��VRFLRORJ\��DQWKURSRORJ\��SROLWLFDO�VFL-
ence, and economics – and from different countries (Argentina, Brazil, Spain, Mex-
ico, Paraguay, and Portugal) presented a proposal to the Programa Iberoamericano 
de Ciencia y Tecnologia para el Desarrollo (CYTED) to build an Ibero-American 
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network of research in educational Policy (rIAIPe).4�:LWK�¿QDQFLQJ�DSSURYHG�IRU�
four years, the network started working at the beginning of 2007.

7KH�5,$,3(�1HWZRUN��LQ�LWV�¿UVW�SKDVH��KDG�WKH�PDLQ�JRDO�RI�FRRUGLQDWLQJ�UHVHDUFK�
LQ�WKH�¿HOG�RI�HGXFDWLRQDO�SROLF\�DQDO\VLV��ZKLFK�WKH�PHPEHU�WHDPV�GHYHORSHG��:LWK�WKH�
intention of building a theoretical and analytical framework to permit mapping and ana-
lyzing public education policies over recent decades – both those conducted by govern-
PHQWV�DQG�SURSRVDOV�DQG�SURMHFWV�IURP�WKH�PRVW�LQÀXHQWLDO�JOREDO�DJHQFLHV�RU�IURP�VRFLDO�
movements or local administrations, the network established as its general objective that 
of reinforcing (and coordinating) research done on the impacts of globalization in public 
educational policy, in particular in the areas of inclusion and equality, in the countries 
that make up the Ibero-American sphere to which the member teams belong. taking 
this mapping process as a reference, it was intended to develop a series of indicators that 
would favor the dimensions of inclusion and equality in public policies, and which could 
be submitted in opposition to the hegemonic indicators built in the realm of organizations 
like the World Bank or the organization for economic Cooperation and development 
(oeCd), used to exhaustion in reports, examinations, and comparative statistical inquir-
LHV��DQG�ZKLFK�KDG�EHFRPH�DQ�LQÀXHQWLDO�LQVWUXPHQW�RI�UHJXODWLRQ�RI�SXEOLF�SROLFLHV�

7KH�1HWZRUN�SURPRWHG�WKH�FUHDWLRQ�RI�VWURQJ�WLHV�RI�VFLHQWL¿F�DQG�DFDGHPLF�FRRSHUD-
tion, as well as the development of new projects, both of a bilateral and multilateral na-
ture. the most important result of the work carried out was, without doubt, the transfer of 
knowledge among the teams, in terms of epistemologies, methodologies, and practices. 
this reciprocal learning allowed the strengthening of advanced training, the participa-
tion of researchers in international conferences and seminars, and increases in the publi-
FDWLRQV�RI�WKH�WHDPV�DQG��WKHUHIRUH��WKHLU�LPSDFW�ZLWKLQ�WKHLU�RZQ�VFLHQWL¿F�FRPPXQLWLHV�

2QFH�WKH�FRQQHFWLRQ�ZDV�HQGHG�ZLWK�WKH�&<7('�SURJUDP��LW�ZDV�QHFHVVDU\�WR�¿QG�
QHZ�VRXUFHV�RI�¿QDQFLQJ��7KH�$OID�SURJUDP�RI�WKH�(XURSHDQ�&RPPLVVLRQ��ZKLFK�KDV�
the main goal of fostering cooperation among higher education Institutions (heI), in 
the european union and latin America, was the sought alternative, permitting an en-
largement of the network and building a design for strong intervention. Such interven-
tion could contribute to the improvement of quality, pertinence, and access to higher 
education in latin America, as well as to the process of regional integration within the 
region, making possible advancement in the creation of a common area in higher learn-

�� 7KH�SDUWLFLSDWLRQ�RI�WKH�WHDP�IURP�3DUDJXD\��8QLYHUVLGDG�&DWyOLFD�GH�$VVXQFLyQ��)DFXOWDG�
GH�)LORVRItD�\�&LHQFLDV�+XPDQDV��ODVWHG�RQO\�D�IHZ�PRQWKV��,Q�0D\��������D�WHDP�ZDV�DG-
PLWWHG�IURP�&KLOH�DQG�LQ�1RYHPEHU�RI�WKH�VDPH�\HDU��WZR�QHZ�WHDPV�ZHUH�DGPLWWHG��RQH�
IURP�0H[LFR�DQG�WKH�RWKHU�IURP�8UXJXD\��7KH�PDNH�XS�RI� WKH�1HWZRUN�DW� WKH�EHJLQQLQJ�
RI������ZDV�WKH�IROORZLQJ��8QLYHUVLGDGH�/XVyIRQD�GH�+XPDQLGDGHV�H�7HFQRORJLDV��8/+7�
�/LVERQ���LQ�3RUWXJDO��FRRUGLQDWRU��,QVWLWXWR�3DXOR�)UHLUH��,3)��6��3DXOR���8QLYHUVLGDGH�)H-
GHUDO�GD�3DUDtED��8)3%��-RmR�3HVVRD���8QLYHUVLGDGH�0HWRGLVWD�GH�6��3DXOR��80(63��6��
%HUQDUGR�GR�&DPSR��DQG�&HQWUR�8QLYHUVLWiULR���GH�-XOKR��81,129(��6��3DXOR���LQ�%UD]LO��
8QLYHUVLGDG�$XWyQRPD�GH�0p[LFR��81$0��0H[LFR�&LW\��DQG�8QLYHUVLGDG�GH�*XDGDODMDUD��
LQ�0H[LFR��,QVWLWXWR�3DXOR�)UHLUH��,3)��%XHQRV�$LUHV���LQ�$UJHQWLQD��8QLYHUVLWLHV�RI�%DUFH-
ORQD�DQG�9DOHQFLD��LQ�6SDLQ��8QLYHUVLGDG�GH�&LHQFLDV�GH�,QIRUPiWLFD��8&,1)��LQ�6DQWLDJR��
&KLOH��8QLYHUVLGDG�GH�OD�5HS~EOLFD��0RQWHYLGHR���LQ�8UXJXD\�

InStItutIonAl netWorKS In lAtIn AMerICA

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



88

ing in the region and empowering their synergies with the university system of the eu.
By considering inequality and exclusion as determinant in the trends of the 

policies of equality and inclusion in the heIs of the lA region, the problem is ap-
proached from a perspective that emanates from within the national higher educa-
tion systems (policies of inclusion in the heIs, government systems, pertinence of 
university programs, projects in combining their efforts) and also, according to the 
external dynamics and the global context in which we work, the need to maintain a 
high degree of collaboration among the heIs in order to recognize the different di-
mensions of the problem (lack of a common agenda for equality, common policies, 
and norms adapted to each context, and implementation of parallel thematic diag-
QRVWLF�DFWLYLWLHV���7KLV�PD\�DOORZ�LGHQWL¿FDWLRQ�RI�LWV�FDXVHV��GHWHUPLQLQJ�IDFWRUV��
and the future impact in the region, in order to overcome inequality and exclusion 
as a strategy to reach the sustainable development of societies.

Within this scenario, the actions that we propose in the area of rIAIPe3 conform 
to the objective of the Alfa III Program: reform and modernization of the institu-
WLRQV�DQG�RI�V\VWHPV�RI�KLJKHU�HGXFDWLRQ�LQ�WKH�EHQH¿WWLQJ�FRXQWULHV��JLYLQJ�VSHFLDO�
attention to the least privileged or most vulnerable groups and to the poorest coun-
tries in the region. the general goal of the project is linked to substantial growth 
and qualitative improvement of equality and social pertinence for social cohesion in 
WKH�+(,V�RI�/$��KDYLQJ�WKH�VSHFL¿F�JRDO�RI�GHYHORSLQJ�WKH�,QWHU�XQLYHUVLW\�)UDPH-
work Program with proven institutional strategies to favor structural transforma-
tion of the Ihls in lA, through models of intervention that allow improvement of 
the pertinence of the university functions in balanced social development, empow-
ering equality and social cohesion.5

the rIAIPe3 proposal places the universities themselves at the center of change 
in the systems of higher education, converting them into active agents in the pro-

�� ,Q�WKH�QHZ�QHWZRUN��FDOOHG�5,$,3(���D�QXPEHU�RI�LQVWLWXWLRQV�SDUWLFLSDWH�IURP�WKH�(8�DQG�IURP�
/$��,Q�(XURSH��8QLYHUVLGDGH�/XVyIRQD�GH�+XPDQLGDGHV�H�7HFQRORJLDV��FRRUGLQDWRU��DQG�WKH�
&HQWUR�GH�(VWXGRV�6RFLDLV��8QLYHUVLGDGH�GH�&RLPEUD��3RUWXJDO��8QLYHUVLWDW�GH�%DUFHORQD�DQG�
8QLYHUVLGDG�GH�9DOHQFLD��6SDLQ���8QLYHUVLWp�/XPLqUH�/\RQ����)UDQFH���8QLYHUVLWHLW�YRRU�+XPD-
QLVWLHN��1HWKHUODQGV���8QLYHUVLWj�GHJOL�6WXGL�GHOOD�7XVFLD��,WDO\��8QLYHUVLW\�RI�%ULJKWRQ��8QLWHG�
.LQJGRP���)URP�/DWLQ�$PHULFD��8QLYHUVLGDG�GH�%XHQRV�$LUHV��8QLYHUVLGDG�1DFLRQDO�GH� OD�
3ODWD�,QVWLWXWR�3DXOR�)UHLUH��8QLYHUVLGDG�1DFLRQDO�GH�6DQ�0DUWtQ�DQG�8QLYHUVLGDG�1DFLRQDO�
GH�7UHV�GH�)HEUHUR��$UJHQWLQD��8QLYHUVLGDG�/R\ROD�GH�%ROLYLD��%ROLYLD��8QLYHUVLGDGH�)HGH-
UDO�GD�%DKLD��8QLYHUVLGDGH�1RYH�GH�-XOKR�H�8QLYHUVLGDGH�GR�6XO�GH�6DQWD�&DWDULQD��%UD]LO��
8QLYHUVLGDG�8&,1)��&KLOH��8QLYHUVLGDG�GH�1DULxR�DQG�8QLYHUVLGDG�GHO�5RViULR��&RORPELD��
8QLYHUVLGDG�GH�&RVWD�5LFD��&RVWD�5LFD��8QLYHUVLGDG�GH�/D�+DEDQD��&XED��8QLYHUVLGDG�GH�(O�
6DOYDGRU��(O�6DOYDGRU��&HQWUR�8QLYHUVLWDULR�GH�2FFLGHQWH��8QLYHUVLGDG�GH�6DQ�&DUORV�GH�*XD-
temala), *XDWHPDOD��8QLYHUVLGDG�1DFLRQDO�$XWyQRPD�GH�+RQGXUDV��+RQGXUDV��8QLYHUVLGDG�
$XWyQRPD�GH�0p[LFR�DQG�8QLYHUVLGDG�GH�*XDGDODMDUD��0p[LFR��8QLYHUVLGDG�$XWyQRPD�GH�
$VXQFLyQ�DQG�8QLYHUVLGDG�1DFLRQDO�GH�$VXQFLyQ��3DUDJXD\��8QLYHUVLGDG�1DFLRQDO�$JUDULD�/D�
0ROLQD��3HU~��8QLYHUVLGDG�GH�OD�5HSXEOLFD��8UXJXD\��$V�DVVRFLDWHV�WKH�IROORZLQJ�XQLYHUVLWLHV�
SDUWLFLSDWH��8QLYHUVLWj�GL�%RORJQD��,WDO\��WKH�8QLYHUVLGDGH�)HGHUDO�GD�3DUDtED��%UD]LO��DQG�WKH�
2UJDQL]DWLRQ�RI�,EHUR�$PHULFDQ�6WDWHV��7KH�ZHEVLWH�ZZZ�ULDLSH�DOID�HX�KDV�D�ORW�RI�LQIRUPD-
WLRQ�DERXW�WKH�DFWLYLWLHV�FDUULHG�RXW�DQG�WKH�ZRUN�SURGXFWV�DYDLODEOH��
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cesses of cohesion and development, starting from a perspective of knowledge lo-
cated on the local, national, regional, and international levels.

the logic of the actions is directed to the strengthening and consolidation (that 
is, empowerment) of universities as social agents and to reinforce their structures, 
their possibilities, and their coordination to establish criteria of high social impact, 
and at the same to establish itself as a point of reference for other networks, institu-
tions, and social agents.

ConCluSIon

this brief and incomplete report on some of the networks that constitute central 
nodes in the construction of modern social sciences in the region indicates to us 
that the model of working in a network, with the developments of globalization, 
have acquired an extraordinary predominance on latin American soil. Some of the 
most important judicial-legal and international developments in the region, such as 
the creation of Mercosul, pushed institutional networks and increased the models of 
inter-regional collaboration in a way that was unthinkable a few decades ago.

We know that the future is always a collective construction that takes the past 
and the present into consideration; but it is also built by the set of our aspirations, 
our utopistics, in the expression of Wallenstein (1998), or the inédito viável (“viable 
new things”) in the words of Paulo Freire (2007[1970]). In this construction of the 
future, latin American universities (like those of other regions of the world), are 
IDFLQJ�WZR�HQRUPRXV�FKDOOHQJHV�LQ�WKLV�¿UVW�TXDUWHU�RI�WKH�WZHQW\�¿UVW�FHQWXU\�

7KH�¿UVW�FKDOOHQJH� LV� LQ� WKH�DELOLW\�RI� WKH�XQLYHUVLWLHV�DQG�KLJKHU�HGXFDWLRQ� WR�
think outside the rationale imposed by neoliberalism. neoliberalism was not just 
an economic doctrine; it is a whole new rationale (laval and dardot, 2013) based on 
the idea that the market is omniscient and that competition is the only human action 
that generates innovation and progress. under this assumption, neoliberal thought 
assumed the mission of carrying out a “revolution” in social and human relations, 
starting with social engineering that radicalizes and transforms capitalism which, 
in the twentieth century, had learned to coexist with democracy and a welfare state. 
this new rationality deeply penetrated the universities and higher education policy. 
to locate the assumptions and the consequences of this rationality, and to build oth-
ers, constitute, surely, one of the missions of intellectuals, academics, and political 
actors determined to overcome one of the darkest (and most dangerous) periods in 
the recent history of mankind.

the second challenge is the ability of the university to think as a community 
of learning, open to change and innovation, capable of including and permitting 
empowerment, or conscientização (“awareness”), if we prefer Freire’s concept, of 
a growing number of young people and adults who, without gender, class, or ethnic 
discrimination, seek and accede to university training. the university is progres-
sively becoming no longer a space for the “elect,” where, behind a violent merito-
cratic selection, the most violent and effective forms of reproduction of inequalities 
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and symbolic violence lie, as Pierre Bourdieu so well demonstrated.
7KH�FRQVWUXFWLRQ�DQG�DI¿UPDWLRQ�RI�DFDGHPLF�FRRSHUDWLYH�QHWZRUNV��OLNH�WKRVH�

described in this chapter, are inserted into this search for another way of working 
in the academic profession, where cooperation, solidarity, transference and the dia-
ORJXH�RI�NQRZOHGJH�DQG�PXWXDO�OHDUQLQJ�FRQVWLWXWH�WKH�FRUH�RI�VFLHQWL¿F�ZRUN�DQG�
social intervention.
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AMélIA VeIGA

ReseaRCHInG tHe BoLoGna PRoCess tHRoUGH 
tHe Lens oF tHe PoLICy CyCLe 

this chapter examines the dynamic of the Bologna process across a ‘policy cycle’ 
(Ball, 1990; Bowe, et al., 1992) with the aim of providing insightful elements to 
RXWOLQH�LW�ZLWKLQ�D�EURDGHU�SURFHVV�RI�SROLF\�LQWHJUDWLRQ�DQG�FRRUGLQDWLRQ�LQ�WKH�¿HOG�
of higher education. We assume the ‘policy cycle’ as valuable to analyse the articu-
lation of different contexts of policy formulation and implementation.

the Bologna arena of policy formulation and implementation has been disputed 
at the european and national levels and by the constituencies in higher education 
institutions. the latter remain “potentially free and autonomous resisters or sub-
verters of the status quo” (Bowe, et al., 1992: 6). As policy implementation evolved, 
it unfolded a number of concepts, ideas and discourses that need to be brought 
together, if only to ensure their consistent meaning. the production of meaning, 
however, is “neither stable, nor precise, nor exogenous” (March & olsen, 1989: 
163). the theoretic-methodological device founded on the ‘policy cycle’ (Bowe, et 
al., 1992) allows the analysis of programmes and policies from their initial formula-
tion to implementation in the context of practice and its effects. While underlying 
the complex and controversial nature of policies, policy analysis is focused on the 
nature of processes. the action of micro political actors dealing with institutional 
policies in the ‘context of practice’ assumes a key role.

despite the fact Bologna that has been developing its own ‘policy cycle’ at the 
european, national and institutional levels, our analysis through the ‘policy cycle’ 
will underline the interaction between institutions at different levels. this contrib-
utes to an integrative approach of policy implementation. the focus on both the 
formation of policy discourse and the actors’ active interpretation involved in the 
‘context of practice’ implies identifying processes of resistance, accommodation, 
subterfuge and conformity.

the ‘policy cycle’ (Bowe, et al., 1992) assumes that production of a policy text 
WDNHV� SODFH� LQ� GLIIHUHQW� FRQWH[WV�� 7KH� µFRQWH[W� RI� LQÀXHQFH¶� LQYROYHV� LQWHUHVWHG�
groups in constructing policy discourses and establishing key policy concepts (e.g. 
PRELOLW\��DWWUDFWLYHQHVV��VRFLDO�GLPHQVLRQ��HPSOR\DELOLW\��UHÀHFWLQJ�WKH�LQWHUDFWLRQ�
between institutions at different levels of analysis. the ‘context of text production’ 
VHHV� WH[WV�DV� UHSUHVHQWLQJ�SROLFLHV��2I¿FLDO� WH[WV� �H�J��%RORJQD�'HFODUDWLRQ�� OHJDO�
framework at national level) and policy documents (e.g. studies promoted by Bo-
logna Follow-up Group, euA and eSIB studies) produce interpretations trying to 
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make sense of policy, travelling across policy implementation and opening up ideas 
for new meanings. Interaction between institutions at different levels gives primacy 
to a wide range of interpretations of the political texts. Within the ‘context of text 
SURGXFWLRQ¶��PRUH�WKDQ�RI¿FLDO�WH[WV��SROLF\�GRFXPHQWV�DVVXPH�D�NH\�UROH�EHFDXVH�
“groups of actors working within different sites of text production are in competi-
tion for control of the representation of policy” (Bowe, et al., 1992: 21), which ap-
pears as extremely insightful in analysing Bologna. the proliferation of seminars 
DURXQG�VSHFL¿F�WRSLFV��IRU�LQVWDQFH��DLPV�WR�SURYLGH�DQG�PDNH�LQWHUSUHWDWLRQV�DYDLO-
able for Bologna’s readers. responses to texts had consequences in the ‘context of 
practice’ because “policy writers cannot control the meanings of their texts” (Bowe, 
et al., 1992: 22). 

to these primarily distinctive ‘policy contexts’, Ball (2004) added the ‘context 
of outcomes’ and the ‘context of political strategy’ which included feedback loops 
IURP� µFRQWH[W�RI�SUDFWLFH¶� WR� µFRQWH[W�RI� LQÀXHQFH¶��7KH� µFRQWH[W�RI�RXWFRPHV¶� LV�
ZKHUH�WKH�HIIHFWV�RI�SROLFLHV�DUH�HYLGHQW�DV�VHFRQG�RUGHU�HIIHFWV��LQ�FRQWUDVW�WR�¿UVW�
order effects evidenced in the ‘context of practice’ as related to change in practice 
or structures) – interaction between institutions at various levels supported institu-
WLRQDO�UHFRQ¿JXUDWLRQ�RI�VWUXFWXUHV�DQG�SURFHVVHV��7KH�µFRQWH[W�RI�SROLWLFDO�VWUDWHJ\¶�
LGHQWL¿HV�SROLWLFDO�DFWLYLWLHV�WR�KDQGOH�WKH�QHJDWLYH�HIIHFWV�RI�RXWFRPHV��,Q�RXU�YLHZ��
these policy contexts provide insightful glimpses into non-intended effects and the 
feedback loops involving different levels of policy making and development.

%\�DQDO\VLQJ�WKH�µFRQWH[W�RI�LQÀXHQFH¶�WKH�IRFXV�LV�SODFHG�RQ�HIIRUWV�RFFXUULQJ�WR�
LQÀXHQFH�%RORJQD�SROLF\��ZKDW�DUH�WKH�JOREDO�DQG�LQWHUQDWLRQDO�LQÀXHQFHV�DIIHFW-
LQJ�%RORJQD"�:KR�ZHUH�WKH�LQWHUHVWHG�JURXSV�ZKLFK�ZHUH�DEOH�WR�H[HUW�LQÀXHQFH"�
to keep with the ‘context of text production’, the analysis emphasises the following 
questions: Who were the stakeholders represented in the production of policy texts 
within Bologna? Who were those present and absent in the production of policy 
WH[WV"�:DV�WKH�SROLF\�WH[W�FRQVHQVXDO�DPRQJVW�JRYHUQPHQWV"�%HVLGHV�RI¿FLDO�WH[WV��
were there production of other policy texts? trying to broaden the views about 
the ‘context of practice’, the analysis addresses questions such as: What are the 
changes envisaged with impact on national higher education systems? What are 
the policy instruments used to steer change and adaptation? What is the perception 
at the european and national levels about changes at the institutional level? detect-
ing the effects on the ‘context of outcomes’, the analysis focuses on the impact of 
the changes enacted: What is the impact of Bologna on academic staff, students 
and administrative and management staff? Are there unintended consequences or 
unexpected results? Are there any differences between assessments of policy pro-
gress by policy actors? What are the main changes? And in identifying attempts to 
GH¿QH�D�QHZ�µSROLF\�F\FOH¶�LQ�WKH�µFRQWH[W�RI�SROLWLFDO�VWUDWHJ\¶�RI�%RORJQD��:KDW�
are the political strategies for tackling integration and coordination of education 
policies?

the concept of policy as discourse (Ball, 1990) allows to identify discursive 
frameworks that are articulating and constraining action. Interaction between these 
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dynamics was worth exploring as institutions at different levels of analysis gave 
SUHYDOHQFH�WR�VSHFL¿F�GLVFRXUVHV��7KH�G\QDPLFV�EHWZHHQ�LQVWLWXWLRQV�DUH�SDUWLFX-
larly relevant especially in the ‘text consumption’, where the recipients of a policy 
statement or policy strategy incorporate others’ practices into the construction of 
their own.

ConteXt oF InFluenCe oF the BoloGnA ProCeSS

Since 2000 the deadlocks of the european political project were impacting the re-
FRQ¿JXUDWLRQ�RI�LQVWLWXWLRQDO�IUDPHZRUNV�±�WKH�HQODUJHPHQW�RI�WKH�(8��WKH�ULVH�RI�
a threatening crisis in monetary policies – reinforcing the role of european institu-
tions (e.g. the Central Bank). tensions between european and national institutions 
characterised the construction of european political identity. Yet these tensions 
presented opportunities to reframe future action within the eu and contributed to 
shedding light on the construction of policy discourse of european higher education 
policies.

7KH� µFRQWH[W� RI� LQÀXHQFH¶� RI�%RORJQD� KDV� EHHQ� GHWHUPLQHG� E\�(XURSHDQ� DQG�
national initiatives. despite the initiative of national governments to agree on Bolo-
gna, the role of european institutions inspired the idea of establishing the european 
higher education Area (eheA). At the european level, activities of governance are 
fragmented across scales (e.g. european, national, regional, institutional) impacting 
WKH�µFRQWH[W�RI�LQÀXHQFH¶�RI�%RORJQD��7KH�JUDGXDO�JURZWK�RI�SROLF\�PDNLQJ�DW�WKH�
european level (e.g. european Commission creeping competence) (Pollack, 2000) 
impinged on higher education policy (Amaral & neave, 2009; hackl, 2001) while 
not affecting principles of subsidiarity.

to grasp the setting of discourses within Bologna, we used the report Two Dec-
ades of Reform in Higher Education in Europe: 1980 onwards (eurydice, 2000). It 
LGHQWL¿HG�DV�FDWDO\VWV�IRU�UHIRUP�LQ�KLJKHU�HGXFDWLRQ��LQFUHDVH�LQ�GHPDQG��UHVWULF-
tion on public spending, globalisation of economies, technological progress and 
decentralisation. these factors constitute the imperatives affecting the ‘context of 
LQÀXHQFH¶�RI�WKH�%RORJQD�SURFHVV��

the Sorbonne declaration (1998) was used as an instrument to increase the level 
of concern about european higher education, but emphasis was put on the national 
level. other european countries that did not welcome this enactment by the four 
major states (France, Germany, Italy and united Kingdom) rejected the initiative, 
which was formally condemned in the education Council meeting in Baden in oc-
tober 1998 (ravinet, 2008).

7KH�%RORJQD�'HFODUDWLRQ�EURDGHQHG�WKH�DWWHPSW�WR�EHQH¿W�DW�WKH�QDWLRQDO�OHYHO�
±�PLQLVWHUV�KDG�D�MXVWL¿FDWLRQ�WR�UHIRUP�±�ZKLOH�DW�WKH�(XURSHDQ�OHYHO�WKH�LQWHUJRY-
HUQPHQWDO�LQLWLDWLYH�ZDV�DQ�RSSRUWXQLW\�WR�HQKDQFH�WKH�LQÀXHQFH�RI�WKH�(XURSHDQ�
institutions (e.g. european Commission), interpreted in terms of its creeping com-
petences within the eu, as well as to strengthen the organisational capacity towards 
the purpose of the eheA.
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the european Commission’s agenda actively enlarged the plan of action since 
initially it lacked a european dimension. In Froment’s view, only the european 
universities Association (euA), the european Commission (eC) and the euro-
pean Students’ union (european Students’ union eSu) underwrote european ar-
guments (Veiga, 2010). In his perspective, governments were pushing the reforms 
forward; they could even revise the degree structure in their own countries, while 
using the european Credit transfer System (eCtS) and the diploma Supplement in 
the Bologna process. however, universities could merely limit themselves to giving 
a new name to all diplomas without major changes.

the european level used the national level to promote its own agenda, as it was 
likely that universities would interpret the requirements in their own terms. We 
must keep in mind that institutions at the european and national levels were using 
normative (e.g. social obligation) and mimetic (e.g. emulation of practice) mecha-
QLVPV�WR�LQÀXHQFH�SROLF\�DFWRUV�

the Bologna process emerged from different sources: european institutions, na-
tional institutions and higher education institutions. Institutions at the european and 
QDWLRQDO�OHYHOV�ZHUH�LQYROYHG�LQ�WKH�SURFHVV�RI�GHFLVLRQ�PDNLQJ�DQG�GH¿QLWLRQ�RI�SROL-
cies. these actors had the power to intervene in the decision making-process and in 
GH¿QLQJ�DFWLRQ�SODQV��7KH�)ROORZ�8S�*URXS�RI�WKH�%RORJQD�SURFHVV�LV�FRPSRVHG�RI�
two different types of political actors: voting actors (e.g. the 47 countries participat-
ing in Bologna) and consultative actors. the balance of power among voting actors 
evolved and the european Commission was invested as a voting member in 2005 
(Bergen Communiqué, 2005). As consultative members, there are a number of stake-
holders: the Council of europe, the national unions of Students in europe (eSIB), 
the education International (eI) Pan-european Structure, the european Associa-
tion for quality Assurance in higher education (enqA), the european university 
Association (euA), the european Association of Institutions in higher education 
(eurAShe), the european Centre for higher education (uneSCo-CePeS) and 
the union of Industrial and employers’ Confederations of europe (unICe). 

From 2002 onwards, the activity of european institutions focusing on education 
grew swiftly, especially in 2005 and 2006, reinforcing the link between european 
policies and the Bologna process. Interference by the european Commission could 
be seen as “strengthening an organisational capacity for collective action and the 
development of common ideas, such as new norms and collective understandings” 
(olsen, 2002: 929) towards completing the eheA. that is to say, that the establish-
ment of the eheA overlapped with a political process driven by european union, 
namely by the lisbon strategy launched in 2000.

In the Bologna Follow-up Group there are representatives of the 47 countries 
participating in the Bologna process and the european Commission. By the ini-
tiative of the Finnish presidency, a two-group structure was created and between 
2001 (Prague Communiqué) and 2003 (Berlin Communiqué) the Bologna Follow-
up Group was formalized. the Follow-up Group prepares the work plan according 
WR�WKH�SULRULWLHV�GH¿QHG�E\�WKH�0LQLVWHUV�DQG�VHW�XS�LQ�ZRUNLQJ�JURXSV��H�J��6RFLDO�
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'LPHQVLRQ��4XDOL¿FDWLRQV�)UDPHZRUNV��,QWHUQDWLRQDO�2SHQQHVV��0RELOLW\��5HFRJ-
nition, and reporting on the implementation of the Bologna process).

7KH�SURFHVV�RI�VHWWLQJ�WKH�DJHQGD�ZDV�XQFOHDU��,W�UHÀHFWHG�WKH�EDODQFH�RI�SRZHUV�
among different institutions. Birkland (2001) argued that there are four levels of 
agenda that help understand the complexity of the Bologna process. the general 
agenda comprises all ideas that could be discussed within society at large; the sys-
temic agenda comprises topics set by policy actors important to discuss publicly; 
the institutional agenda contains successful ideas that have emerged from the sys-
temic agenda. there is a stage of issue emergence (Kogan, 2005) in policy making 
WKDW�LQ�WKH�FDVH�RI�%RORJQD�ZDV�GLI¿FXOW�WR�VHW�

the general agenda contained topics to be handled at the national level. the 
)ROORZ�8S�*URXS�LQÀXHQFHG�WKH�DJHQGD�VHWWLQJ�DW�WKH�QDWLRQDO�DQG�LQVWLWXWLRQDO�OHY-
HOV��ZKLOH�WKH�JRYHUQPHQWV�DQG�KLJKHU�HGXFDWLRQ�LQVWLWXWLRQV�KDG�LQÀXHQFH�DV�ZHOO��
Academics were, however, not represented as social partners as, in neave’s view, 
the euA represented essentially leadership and institutional capacity-building, 
therefore a very different relationship than that of academia (Veiga, 2010). higher 
education institutions individually “seek actively to interact with environmental 
constituents in order to shape and control dependency relations” (Gornitzka, et al., 
2005: 50). In its implementation, the Bologna process has been shaped by the pro-
cess of translation from the european to the national and institutional levels. this 
interactive process comprises goals of policy makers and goals of policy imple-
menters that may not coincide. hence, the distinction between policy makers and 
policy implementers was blurred. Within higher education institutions, governance 
bodies handled the topics according to their own capabilities and priorities, and in 
neave’s perspective, the policy was put forward as an assumption about the lack of 
involvement of all higher education institutions’ actors (Veiga, 2010). 

looking at policy discourse which were focusing the restriction of public spend-
ing and the globalisation of economies pressures, the signature of the Bologna dec-
ODUDWLRQ�UDLVHG�DZDUHQHVV�DERXW�HI¿FLHQF\�DQG�PRELOLW\�DQG�FRQWULEXWHG�WR�WKH�DUJX-
ment about a shift in the concept of mobility from intra-european to international. 
7KH�DOHUWQHVV�DERXW�D�ODFN�RI�HI¿FLHQF\�DQG�HQKDQFHPHQW�RI�PRELOLW\�ZHUH�D�GUDZ-
back in haug’s view because the experience of european mobility programmes 
showed incompatibilities of education systems (Veiga, 2010).

the Bologna declaration was signed deliberately and intentionally without the 
european Commission, while other european countries (beyond the european un-
ion) were invited to join the declaration, spreading the eheA beyond the european 
union. however, since 2005 the european Commission has been an ‘additional 
member’ with voting power. this empowerment of european institutions might 
be important as policies and activities developed at the european level could in-
tertwine with both national institutions and higher education institutions. the ca-
pacity-building of the european Commission surpasses the capacity of individual 
member states. the conditions, priorities and strategies are likely to differ across 
states involved with Bologna, weakening the bargaining power of national institu-
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tions, while the european Commission is developing its strategy towards the rein-
forcement of the european dimension of national policies.

7KH�SROLWLFDO�GLVFRXUVH�ZDV�GRPLQDWHG�E\�WKH�HI¿FLHQF\�RI�KLJKHU�HGXFDWLRQ�V\V-
tems, and the enlargement of the eu also played a role. In haug’s view, access to 
WKH�ODERXU�PDUNHW��HI¿FLHQF\�DQG�DWWUDFWLYHQHVV�ZHUH�JRDOV�VKDUHG�E\�WKH�FRXQWULHV��
FRQ¿UPLQJ�WKH�UHDVRQ�ZK\�WKH�%RORJQD�DJHQGD�KDV�EHHQ�UHODWLYHO\�VXFFHVVIXO��HYHQ�
though it was not obligatory (Veiga, 2010). this reinforced the legitimising power 
of Bologna while underlying its national adequacy.

the knowledge economy discourse placed higher education in a more competi-
tive position (european Council, 2000) supporting the diffusion of Bologna to tack-
le challenges related to the economic centrality of knowledge. the european level 
responded to globalisation and economic competitiveness pressures by launching 
the lisbon strategy with the aim of creating the most competitive knowledge-based 
economy in the world (european Council, 2000). this initiative aimed at increasing 
the investment in a knowledge-based and highly productive society used Bologna 
as the instrument of european Commission to push forward the eheA.

the eu has used economic, technologic and social policy arguments to justify 
higher education policies since 1984, instead of developing a direct action towards 
the development of a european policy in higher education, a stance criticised by 
higher education institutions on both quantitative and qualitative grounds (Barblan, 
Kehm, reichert, & teichler, 1998; Barblan & teichler, 2000; teichler & Maiworn, 
2002). With regard to the development of european policy in higher education, 
higher education institutions criticised the action of the eu for being unable to meet 
the expectations they had for europeanization/internationalisation. As for economic 
driven higher education policies, the higher education institutions upbraided the eu 
for its lack of investment, which prevented the generalisation of the european mo-
bility programmes to all students – international student mobility remained limited 
to less than 10% of the student population. the european funding of the Socrates 
programme to support internationalisation lagged well behind the expectations of 
higher education institutions. Ironically, neave (2002) saw the Bologna process as 
promoting a “euro elite”, favouring the interests of a minority of european citizens.

,Q�WKH�µFRQWH[W�RI�LQÀXHQFH¶��LQWHUDFWLRQ�EHWZHHQ�LQVWLWXWLRQV�YHLOHG�WKH�UROH�RI�
national institutions as the european Commission achieved the status of ‘additional 
member’ and, at the same time, it has been a powerful interest group by funding the 
exchange of ‘best practices’ (e.g. projects, thematic seminars, etc.).

the power of the european Commission allowed for keeping the pace of estab-
lishing the eheA by reasserting the vocational orientation of eu policies in the 
¿HOG�RI�HGXFDWLRQ��ZKLOH�LPSOHPHQWLQJ�WKH�/LVERQ�$JHQGD�IRFXVHG�RQ�LQYHVWPHQW�
in a highly productive society. Anyhow, Bologna goes beyond the european union 
DQG�WKH�VXEVWDQWLYH�LQÀXHQFH�RI�WKH�(XURSHDQ�&RPPLVVLRQ�PLJKW�QRW�EH�VWUDLJKW-
forward in non-eu countries.
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ConteXt oF teXt ProduCtIon oF the BoloGnA ProCeSS

the ‘context of text production’ has encompassed both political initiatives taken 
DW�WKH�(XURSHDQ�OHYHO��H�J��RI¿FLDO�WH[WV�DQG�SROLF\�GRFXPHQWV��DQG�WKH�SDVVLQJ�RI�
legislation at the national level. At the european level, Ministers agree on political 
statements issuing a formal communiqué every two years. As objectives and lines 
of action have been increasing, this procedure has been sustaining the impression of 
progress (Khem, Stensaker and huisman, 2009; Veiga and Amaral, 2009a; neave 
and Veiga, 2013).

Within the Bologna process the ‘context of text production’ has been particularly 
UHOHYDQW�DQG�LW�KDV�EHHQ�FRQVWDQWO\�FKDQJLQJ��EHQH¿WLQJ�IURP�LQWHUFKDQJHV�EHWZHHQ�
WKH�µFRQWH[W�RI�LQÀXHQFH¶�DQG�WKH�µFRQWH[W�RI�SUDFWLFH¶��)RU�LQVWDQFH��WKH�LQFOXVLRQ�
of the students as social partners in the Prague Communiqué (2001) by pressure 
of the students’ representatives (e.g. eSu); the reinforcement of quality assurance 
mechanisms based on the emerging of accreditation systems in some countries (e.g. 
Germany, norway) in the Berlin Communiqué (2003); the implementation of a na-
WLRQDO�TXDOL¿FDWLRQV�IUDPHZRUN�IRU�KLJKHU�HGXFDWLRQ� LQ� WKH�%HUJHQ�&RPPXQLTXp�
(2005) overlapping with the lisbon agenda’s requirement in the area of vocational 
training; the data collection included in the london Communiqué (2007) which 
aimed to overcome the lack of reliable data on mobility of students; the inclusion 
of student-centred learning as an approach reinforcing the teaching mission in the 
leuven and louvain-la-neuve Communiqué (2009).

At the national level, the passing of legislation upholds the perception of the 
%RORJQD�SURFHVV�DV�D�UHJXODWRU\�IUDPHZRUN��UHLQIRUFLQJ�QDWLRQDO�VSHFL¿FLWLHV��$G-
ditionally, policy draftsmen do not control the meaning their texts take on. the 
dynamic of policy implementation intermeshed with the political and with the peda-
JRJLFDO�UHFRQWH[WXDOLVDWLRQ�¿HOGV��7KXV��WKH�µFRQWH[W�RI�SUDFWLFH¶�RI�%RORJQD�DW�WKH�
institutional level interchanged with the ‘context of text production’ very deeply.

Within the ‘context of text production’, policy documents assume a relevant role 
since they proliferated within the Bologna process. however, awareness about these 
policy documents appeared to be limited to a restricted number of eurospecialists. 
the foundation of Bologna was on a policy document Trends in Learning Struc-
tures in Higher Education, assigning particular importance to policy as text (Ball, 
1990). this report was monitored by the Sorbonne Follow- up Group and it is the 
¿UVW�SROLF\�WH[W�XQGHU�WKH�IUDPHZRUN�RI�%RORJQD�LVVXHG�XQGHU�WKH�DHJLV�RI�WKH�&RQ-
federation of european union rectors’ Conferences (Crue) and the Association of 
european universities (Cre) (the two organisations merged in 2001 to create the 
euA – european university Association). these institutions were representatives 
RI�(XURSHDQ�XQLYHUVLWLHV¶�OHDGHUVKLSV��7KH�¿QDQFLDO�VXSSRUW�WR�SUHSDUH�WKH�UHSRUW�
was provided by the european Commission.

the report Trends in Learning Structures in Higher Education was a policy docu-
ment which raised concerns about growing governmental push towards shorter stud-
LHV�� )LUVW�� WKLV� DLPHG� WR� UHGXFH� WKH� UHDO� GXUDWLRQ� RI� VWXGLHV� WR� WKHLU� RI¿FLDO� OHQJWK�
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(which is typically exceeded by two to four years in many countries), and to introduce 
¿UVW�GHJUHHV� LQ�FRXQWULHV�ZLWK� WUDGLWLRQDOO\� ORQJ�FXUULFXOD�ZLWKRXW�DQ� LQWHUPHGLDWH�
exit point. In the mid to late nineties, reforms in Germany and Austria introduced new 
bachelors/masters curricula on an institutional voluntary basis alongside traditional 
diplomas, whereas in Italy and France existing curricula were being re-arranged in 
D�¿UVW�DQG�SRVWJUDGXDWH�F\FOH��(OHPHQWV�RI� WZR�WLHU�V\VWHPV�H[LVWHG�LQ�PDQ\�RWKHU�
european countries, and it seemed that only a few countries in the eu/eeA were not 
experimenting with the two-tier curricula (haug, Kirstein, & Knudsen, 1999: 3-4). 
And governments in many countries have tackled this issue for more than a dec-
DGH��EXW�ZLWK�LQFUHDVHG�GHWHUPLQDWLRQ�LQ�UHFHQW�\HDUV��7KHLU�¿UVW�HIIRUWV�VHHP�WR�KDYH�
JRQH�LQWR�EULQJLQJ�DFWXDO�GXUDWLRQ�PRUH� LQ� OLQH�ZLWK� WKH�QDWLRQDO�RI¿FLDO�GXUDWLRQ��
PDLQO\�WKURXJK�¿QDQFLDO�PHDVXUHV�VXFK�DV�WKH�OLPLWDWLRQ�RI�WKH�GXUDWLRQ�RI�JUDQWV��H�J��
Germany, netherlands, denmark), the exclusion of “late” students from the count on 
which state grants to institutions are based (Finland) or differential tuition fees for 
undergraduate and postgraduate studies (Ireland, or uK in a different way).

the attention paid by many governments in europe to the development of a 
strong, competitive but shorter vocational sector, as well as the increasing shift of 
student enrolments to this type of higher education, also pointed in the direction 
of shorter studies. Governments have articulated plans to reduce the theoretical 
features and duration of studies, and the attractiveness of models featuring voca-
tional training followed by postgraduate studies for a smaller number of students 
has grown. the move towards bachelor and master degrees in countries where they 
were not traditional can also be explained in these terms (haug, et al., 1999: 11). 
the Bologna declaration was rooted in the assumption that those obstacles may be 
overcome by joint efforts of governments. the report stated:

the combined impact of the suggested action lines would also make european 
higher education more understandable and attractive to students, scholars and 
employers from other continents; they would enhance european competitive-
ness and thus help to consolidate (or in the eyes of many, to re-establish) its 
UROH�DQG�LQÀXHQFH�LQ�WKH�ZRUOG��+DXJ��HW�DO������������

Additionally, the Bologna Follow-up Group has been amongst the key producers 
RI�SROLF\�GRFXPHQWV� UHODWHG� WR� WKH�DFWLRQ� OLQHV�GH¿QHG�E\� WKH�0LQLVWHUV�ELHQQLDO�
PHHWLQJV��H�J��TXDOL¿FDWLRQV�IUDPHZRUNV��MRLQW�GHJUHHV��PRELOLW\��VWRFNWDNLQJ�HWF����
More to the point, there were the studies undertaken by consultative members of 
the Bologna process and the recommendations set out in Bologna seminars. the 
studies by eSu (e.g. Bologna with students’ eyes, Black book of Bologna) focused 
on dimensions related to students’ academic life and underscored facts grounded on 
reality in contrast with the positions at political level. the latter were consistently 
more positive and optimistic than the view of european students. the studies by 
euA comprised political declarations attempting to reinforce the role of universities 
within the Bologna process (e.g. The role of universities, Strong universities for a 
strong Europe, Europe’s universities beyond 2010, European Universities: Looking 
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IRUZDUG�ZLWK�FRQ¿GHQFH), although the association represents solely the leadership of 
membership institutions. the publication series includes analysis on Bologna topics, 
such as lifelong learning, doctoral programmes, joint master programmes, aimed at 
controlling the meaning of these concepts at the institutional level. the publication 
series includes the Trends reports and the Bologna Handbook – Making Bologna 
Work��7KH�UHFRPPHQGDWLRQV�PDGH�GXULQJ�%RORJQD�VHPLQDUV�¿OWHUHG�WKH�PRVW�UHO-
evant issues to the european level, giving the impression that the perception of the 
institutional level was involved in the decision-making processes.

In the ‘context of text production’, interaction between institutions brought eu-
URSHDQ�OHYHO�LQVWLWXWLRQV�WR�WKH�IRUH��DV�SROLF\�GRFXPHQWV�PDNLQJ�VHQVH�RI�RI¿FLDO�
texts (e.g. Bologna declaration, Prague Communiqué, Berlin Communiqué, Ber-
gen Communiqué, louvain Communiqué, london Communiqué) were relevant, 
LQ�DFWXDO�IDFW�LPSOHPHQWHUV�QHYHU�UHDG�VRPH�RI¿FLDO�WH[WV�¿UVW�KDQG��%\�SURYLGLQJ�
�RIWHQ�PXOWLSOH��IUDPHV�RI�UHIHUHQFH��H�J��TXDOL¿FDWLRQV��SROLF\�GRFXPHQWV�ZHUH�DF-
tive shapers of appropriate performance taking the objectives of Bologna. Interest-
ingly enough, as the texts have a clear connection to the contexts where they were 
produced, interpreted and used, policy was shaped and nuanced by national and 
local-institutional aspects.

ConteXt oF PrACtICe oF the BoloGnA ProCeSS

In the ‘context of practice’, policy is subject to translation, interpretation and re-
negotiation. here, the most relevant policy actors were national institutions, bult 
Bologna reforms also depend on the engagement of the constituencies of higher 
education institutions (academics, students and administrative and management 
staff). In implementing the Bologna process, the national level has been active in 
mediating, or adapting to the european level by interpreting policy in interaction 
with functional and normative imperatives. Bologna policies remained shaped at 
national level but policies developed at european level (e.g. mobility programmes) 
were also relevant in the ‘context of practice’, at the national and institutional lev-
els.

7KH�LQWHUSUHWDWLRQ�RI�VWXGHQW�PRELOLW\�UHÀHFWHG�ERWK�WKH�LGHD�RI�FRRSHUDWLRQ�DQG�
mutual trust in exchanging students between european higher education institu-
tions and the idea of competition between higher education institutions for incom-
ing (and in some cases paying) students. the former relates to the interpretation 
ascribed to student mobility and the latter to the enlargement of the erasmus pro-
gramme – funded by the european Commission – to include non-european stu-
dents, constituting the erasmus Mundus programme.

Bologna has thus been promoting a shift in the interpretation of mobility, fram-
ing the idea of enhancement of attractiveness with the economic rationales of 
competitiveness of higher education systems. Another example is the concept of 
employability that has been shifting its meaning in tune with the development of 
lifelong learning policies that would keep the individual employable (neave, 2002).
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7KH�¿UVW�RUGHU�HIIHFWV��ZLWKLQ�WKH�µFRQWH[W�RI�SUDFWLFH¶��DOVR�GHDOW�ZLWK�DVVHVVPHQW�
of practice. the national level was not producing stability, uniformity and tighter 
coordination, contributing instead to developing tools of new governance. As the 
national level set up intermediary bodies “to reinforce control and oversight in the 
general area of ‘output’ management” (neave & Van Vught, 1991: xii), the use of 
new governance mechanisms created pressure no longer exerted by the central gov-
ernment through regulative mechanisms. hence, divergent interpretations for the 
establishment of the eheA policy goals emerged.

the analysis of the ‘context of practice’ focused on policy implementation as-
suming the idea of its continuous evaluation (Pressman & Wildavsky, 1984). At the 
european level, the latter used the stocktaking method inspired in the open Method 
of Coordination (oMC). however, getting acquainted with progress at the national 
and institutional levels required a timeframe compatible with incremental change. 

6WRFNWDNLQJ�UHSRUWV�LQVSLUHG�E\�WKH�20&�PHWKRGRORJ\�UHÀHFWHG�WKH�ODFN�RI�HI-
fectiveness of soft law mechanisms when national governments gave priority to 
WKHLU�RZQ�SROLFLHV¶�JRDOV��)RU� WKDW� UHDVRQ��ZH�REVHUYHG� WKDW�QDWLRQDO� VSHFL¿FLWLHV�
were an important dimension of Bologna (Veiga, 2010). on the other hand, the 
criteria within the stocktaking reports did not allow detecting that the passing of 
legislation at the national level did not result into actual changes. A critical analysis 
of these exercises were provided by confronting it with empirical evidence (Veiga & 
Amaral, 2006; Veiga & Amaral, 2009a; Veiga, Amaral, & Mendes, 2008).

national reports and national action programmes on recognition, stocktaking re-
ports, and the scorecard are the main tools of evaluation within Bologna. national 
UHSRUWV�EHFDPH�SUDFWLFH�LQ�%HUOLQ��������VLQFH��IRU�WKH�¿UVW�WLPH��DOO�WKH�FRXQWULHV�FRU-
responded to the request made in Prague in 2001. the ministers noted that the national 
reports were evidence of the considerable progress being made in the application of 
the principles of the Bologna Process (Berlin Communiqué, 2003). the implementa-
tion of guidelines was used to eliminate the lack of comparability of the 2003 reports. 
,Q�������WKH�JXLGHOLQHV�LPSRVHG�VSHFL¿F�TXHVWLRQV��VXFK�DV�WKRVH�FRQFHUQLQJ�WKH�GH-
gree system, recognition, mobility, internationalisation and quality. In 2006, following 
the recommendation of the Bergen Communiqué (Bergen Communiqué 2005), other 
policy areas were included such as the implementation of standards and guidelines for 
quality assurance as proposed in the enqA report; the implementation of the national 
IUDPHZRUNV�IRU�TXDOL¿FDWLRQV��WKH�DZDUGLQJ�DQG�UHFRJQLWLRQ�RI�MRLQW�GHJUHHV��LQFOXG-
LQJ�WKH�GRFWRUDWH�OHYHO��DQG�FUHDWLQJ�RSSRUWXQLWLHV�IRU�ÀH[LEOH�OHDUQLQJ�SDWKV�LQ�KLJKHU�
education, including procedures for the recognition of prior learning.

this instrument allowed for the comparison of performance between countries. 
however, it hardly provided an objective and accurate interpretation of implemen-
tation at the national level. the Trends report by euA and studies by eSu are exam-
ples of contradictions between the picture presented by national reports and reality. 
For instance, the Trends IV report acknowledged that “In several countries, there 
is a high risk that concepts and tools (…) are implemented haphazardly to comply 
with existing regulation, without deep understanding of their pedagogical function” 
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(reichert & tauch, 2005: 18), and the students argued “Sometimes also everything 
ORRNV�YHU\�JRRG�RQ�WKH�¿UVW�VLJKW��EXW�ZKHQ�ORRNLQJ�PRUH�FORVHO\�DW�KRZ�SUDFWLFHV�
are, it becomes apparent that there are still many challenges left” (eSIB, 2005: 3).

5HFRJQLVLQJ�WKDW����RXW�RI�WKH����SDUWLFLSDWLQJ�FRXQWULHV�KDYH�UDWL¿HG�WKH�/LVERQ�
recognition Convention (Council of europe 1997), ministers have committed to draw 
up “national action plans to improve the quality of the recognition process of for-
HLJQ�TXDOL¿FDWLRQV��ZKLFK�DOLJQV�WKH�DGRSWLRQ�RI�WKH�20&�PHFKDQLVPV��7KHVH�SODQV�
will form part of each country’s national report for the next Ministerial Conference” 
(Bergen Communiqué 2005: 3) and follow a common structure and should report on 
previous and future developments concerning mutual academic recognition issues.

to measure the progress in the implementation of the reforms within the eheA, 
the states agreed on the use of the stocktaking exercise (Bologna Follow-up Group, 
2005). According to the Berlin Communiqué (2003) the stocktaking report focused 
on the progress and implementation of intermediate priorities, such as quality as-
surance, the two-cycle system and the recognition of degrees and periods of studies. 
the main sources of information for the stocktaking exercise were the national re-
ports prepared by representatives of national governments and the report Focus on 
the Structure of Higher Education in Europe prepared by eurYdICe (network on 
education Systems and policies in europe). From Bergen (2005) onwards, besides 
national reports submitted by all countries and the eurYdICe report, ministers 
decided to include a number of other sources including the euA (european univer-
sity Association) Trends Report and the eSu survey Bologna With Student Eyes.

Stocktaking reports also feed the exchange of information among institutions in-
volved in policy implementation. For that reason, the stocktaking exercise was seen 
as an interpretation and translation of the reality emerging from these data sources. 
the progress was measured using the Bologna scorecard based on agreed criteria that 
guided the accounting of the progress along the priority action lines. Stocktaking may 
not accurately measure the progress of policy implementation of Bologna, as there are 
inaccuracies related to the attempt to reduce the complexity of measuring the progress 
of the reforms. As research on the matter has been underlining, the Bologna scorecard 
did not allow for discerning all the changing variables and did not give the right infor-
mation at the right time. empirical data showed that the results of the stocktaking ex-
ercise favoured an overoptimistic perspective of the Bologna process implementation 
in Italy, Germany and Portugal (Veiga & Amaral, 2009a) and in Southern european 
countries (Veiga, et al., 2008), for example. In spite of using apparently very clear cri-
teria, the stocktaking process built on the interpretation of key documents produced 
E\�RI¿FLDOV�RI�PLQLVWULHV�DQG�VWXGLHV�SURGXFHG�E\�RUJDQLVDWLRQV��VXFK�DV�(85<',&(��
translating them into the benchmarks.

As a result, the attempt to present comparative data tends to homogenise the infor-
PDWLRQ�SURGXFHG�LQ�WKH�UHSRUWV�DQG�VWXGLHV�WR�¿W�WKH�EHQFKPDUN��7KH�XVH�RI�WKLV�PHFK-
anism induced ‘appropriate behaviour’. the stocktaking exercise not only measured 
the progress of policy implementation, but also fed the implementation of Bologna. 
therefore, if the idea that comparable indicators are a way of policy instruments was 
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accepted (nóvoa & deJong-lambert, 2003), stocktaking exercise benchmarks could 
contribute to policy formulation with the inadequacy of transmitting a virtual reality.

the comparability and transparency of the systems related with the quality of 
information provided by the stocktaking exercise. the emphasis of any exercise to 
PHDVXUH�WKH�SURJUHVV�RI�WKH�%RORJQD�SURFHVV�VKRXOG�UHÀHFW�WKH�FRPSOH[LW\�DQG�VXE-
jectivity of different action lines. A measurement exercise will have little value un-
less measures build on evaluation exercises that, by focusing on outputs, compare 
the actual value with the value that would be expected given the inputs available to 
different education systems. 

In the ‘context of practice’, interaction between institutions revealed the role of 
the national level. Appropriate performance was monitored by evaluation and by 
giving primacy to passing legislation and objective criteria, but this understanding 
was inducing erroneous belief about the effects at institutional level. the awareness 
about evaluation of policy was a sensitive issue since the interpretation that differ-
ent levels of analysis produce about policy change foster or undermine the develop-
ment of indispensable action that takes the objectives of Bologna.

the analysis of the ‘context of practice’ of Bologna showed that the process of 
SROLF\�LPSOHPHQWDWLRQ�ZDV�G\QDPLF�DQG�ÀH[LEOH��LQWURGXFLQJ�WKH�QRWLRQ�RI�D�FRQ-
tinuous cycle consisting of contexts of implementation, not in phases or stages. 
understanding the ‘context of practice’, the complexities of Bologna are exposed to-
gether with mismatches over policy and the process of interpretation. Additionally, 
LW�FRQ¿UPHG�WKH�LGHD�WKDW�WKH�µFRQWH[W�RI�SUDFWLFH¶�PD\�EH�FRQVLGHUHG�D�PLFUR�SROLW-
ical process (Mainardes, 2006), as within the Bologna process’ ‘context of practice’ 
to cope with changes at the national and institutional levels, it might be possible 
WR�LGHQWLI\�D�µFRQWH[W�RI�LQÀXHQFH¶�GRPLQDWHG�E\�WKH�QHHG�WR�UHSRUW�SURJUHVV�DQG�D�
µFRQWH[W�RI�WH[W�SURGXFWLRQ¶�LQÀXHQFHG�E\�WKH�H[FKDQJH�RI�DOOHJHG�JRRG�SUDFWLFHV�

ConteXt oF outCoMeS oF the BoloGnA ProCeSS

the ‘context of outcomes’ of the Bologna process focused especially on the second 
order effects policies had on issues such as academic freedom and academic work 
DQG�LQVWLWXWLRQDO�UHFRQ¿JXUDWLRQ��:LWKLQ�KLJKHU�HGXFDWLRQ�LQVWLWXWLRQV�WKHVH�HIIHFWV�
were better grasped. 

In the ‘context of practice’ it was observed that national and european institu-
tions tended to present favourable pictures about the progress of the Bologna pro-
FHVV��$GGLWLRQDOO\��ZH�QRWLFHG� WKH� UHOHYDQFH�RI� QDWLRQDO� VSHFL¿FLWLHV� WR� KLJKOLJKW�
that issues guiding the national reforms (e.g. quality in norway, increasing system 
diversity in Portugal, learning outcomes in Ireland, low completion rate in Italy, 
european harmonisation in Germany) were diverse from the issues incorporating 
the Bologna’s policy dimensions into the national agenda.

the analysis at the institutional level has shown that the assessment of expecta-
tions about the plausible goals of the constituencies of higher education institutions 
were indeed related to very positive expectations on the student-centred paradigm 
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shift as an opportunity to rethink the teaching/learning offer and to reorganise the 
curricula (Veiga, 2010; Veiga & Amaral, 2009b). however, these expectations re-
lied on further action within the ‘context of practice’ of Bologna at the european 
and national levels to make more resources available. 

In the ‘context of outcomes’, the second order effects were more open to different 
interpretations. Interaction between institutions brought the institutional level to 
the front stage, while interpretations within higher education institutions enlarged 
the spectrum of strategic action, being possible to consider other policy reforms 
legitimized under the label of Bologna (Veiga, 2012).

ConteXt oF PolItICAl StrAteGY oF the BoloGnA ProCeSS

the ‘context of political strategy’ of the Bologna process was where political initiatives 
ZHUH�GLUHFWHG�WRZDUGV�LQÀXHQFLQJ�WKH�ZD\�QHJDWLYH�RXWFRPHV�ZHUH�WDNHQ�XS��%RORJQD��
at the european level, induced another policy driver: the ‘modernisation’ of european 
higher education: “the modernisation of european higher education will be pursued 
and it will rest upon increased institutional autonomy, quality assurance and account-
ability, as well as sustainable funding” (Benelux Bologna Secretariat, 2009).

Bologna emphasised higher education institutions’ competitiveness while the 
eheA emphasised attractiveness of european higher education. the Bologna dec-
laration (as political statement) was seen by the eu as an act framed under the quest 
of modernizing universities and underlying the goal of achieving convergence be-
tween higher education systems in europe.

Grafting the ‘modernisation’ agenda onto Bologna brought in different issues and 
set Bologna into a larger process of policy coordination. From this broader perspec-
tive, “the Commission, in particular, has claimed that a dynamic knowledge-based 
economy (and society) requires modernisation of the european university” (olsen 
	�0DDVVHQ�����������D�FOHDU�GHPRQVWUDWLRQ�WKDW�WKH�LQÀXHQFH�RI�WKH�(XURSHDQ�OHYHO�
over the institutional level can also operate directly. this aspect was extremely im-
SRUWDQW�LQ�XQGHUVWDQGLQJ�SROLF\�GH¿QLWLRQ�DQG�WKH�HIIHFWV�VXFK�SROLFLHV�KDYH�ZLWKLQ�
higher education institutions. the european level, by seeing the Bologna process as 
a structural reform emphasised changes in the legal framework to impact on higher 
education’s structures. Bologna and the establishment of eheA focused on the re-
forms of governance, funding and curricula. this hints at the pressures from the 
european level on the national level and the institutional level, largely because the 
reforms to modernise european higher education initiated in the 80s did not yield 
the expected results (Maassen, 2006). 

In short, at the european level the Bologna process merely recycles the issue. 
examining the long-term ‘policy cycle’ in terms of abiding changes, neave argued 
that the Bologna ‘policy cycle’ dated back to 1981. neave emphasised that: “it is 
clear in Western europe, the major reforms re-engineering the task, the resources, 
WKH� SULRULWLHV� DQG� WKHLU� YHUL¿FDWLRQ� �«��ZHUH� ODUJHO\� FRPSOHWHG� RU� LQ� SURFHVV� RI�
completion before the Bologna declaration” (neave, 2009: 49)
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(XURSHDQ�0LQLVWHUV�RI�(GXFDWLRQ�³WHQG�WR�GH¿QH�(XURSHDQ�FRRSHUDWLRQ�DV�D�FXO-
tural project and they emphasize that the need to increase global economic competi-
tiveness must be balanced with the objective of improving the social characteristics 
of the eheA” (olsen & Maassen, 2007: 9). It appears that economic arguments 
built at the european level contaminated the Bologna process. how far the ‘context 
of political strategy’ in the Bologna process will be able to impinge on the ‘context 
RI�LQÀXHQFH¶�LQ�WKH�UHVXVFLWDWHG�WRSLF�µPRGHUQLVDWLRQ¶�LV�WKH�TXHVWLRQ��,Q�WKLV�OLJKW��
WKH�QXPEHU�RI�RI¿FLDO�GRFXPHQWV�HPDQDWHG�DW�(XURSHDQ�OHYHO� LV�ZRUWK�H[SORULQJ�
further and following.

the ‘context of political strategy’ aligning with the time frame of Bologna saw 
the modernisation agenda re-entering a new ‘policy cycle’ by pressure of european 
institutions. Interaction between institutions revealed european level institutions 
whereas the activities of the european Commission have been focusing on mod-
ernisation of higher education to reframe action and giving impetus for a new (or 
recycled) ‘policy cycle’.

ConCluSIon

this chapter looked at Bologna as a political process using the lens of the ‘policy 
cycle’ in order to address the articulation of different contexts of policy implemen-
tation. the ‘policy cycle’ as a way of researching and theorizing policy allowed to 
to understand some forms of articulation shaped by interaction between institutions 
at different levels of analysis. the ‘policy cycle’ added-value is grounded on the 
integrated view of a political process that involves different levels of analysis.

7KH� µFRQWH[W� RI� LQÀXHQFH¶� REVFXUHG� QDWLRQDO� OHYHO� LQVWLWXWLRQV�� 7KH�(XURSHDQ�
Commission possesses the status of additional member and is a powerful interest 
group by funding, for instance, the exchange of best practice (e.g. projects, thematic 
seminars.). Within the ‘context of text production’ the role of european level insti-
WXWLRQV�ZDV�UHYHDOHG��DV�SROLF\�GRFXPHQWV�DUH�UHOHYDQW�DV�PDNLQJ�VHQVH�RI�RI¿FLDO�
WH[WV�EHFDXVH�LPSOHPHQWHUV�QHYHU�UHDG�VRPH�RI¿FLDO�WH[WV�¿UVW�KDQG��7KH�µFRQWH[W�RI�
practice’ evaluating the progress of the changes at the institutional level and giving 
primacy to passing legislation underlined national level institutions (e.g. national 
reports, stocktaking and scorecard). the ‘context of outcomes’ highlighted higher 
education institutions as interpretations within heIs induced coping strategies. the 
‘context of political strategy’ emphasised european level institutions inducing an 
impetus for a new (or recycled) ‘policy cycle’.

$OVR�LQ�WKH�¿HOG�RI�KLJKHU�HGXFDWLRQ�VWXGLHV��LPSOHPHQWDWLRQ�EHFRPHV�DQ�LQWHUDF-
WLYH�SURFHVV��*RUQLW]ND��HW�DO���������PDNLQJ�LW�GLI¿FXOW�WR�GHWHUPLQH�WKH�VWHHULQJ�
mechanisms of a multi-level policy framework, as “institutional actors at different 
levels of activity and responsibility assess, adjust and adapt both the Process and 
re-interpret their part in it” (neave & Veiga, 2013: 74). Furthermore, it cannot be 
assumed that policies “move from government to objects of implementation unaf-
fected by the road they travel” (Gornitzka, et al., 2005: 53). Policy implementation 

AMélIA VeIGA

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



105

is confronted with resistances that “are likely to strongly affect the extent of goal 
attainment and the reformulation of goal priorities and implementation structures” 
(Cerych & Sabatier, 1986: 15). the analysis contributed, then, to corroborate the 
perspective of implementation as a dynamic process of enactment, i.e. the realiza-
tion of policy in and through practice (Ball, 2004). A key role is thus assigned to in-
teraction between the coordination levels and the ‘policy cycle’ allowed to perceive 
in each context of political action the importance (or unimportance) of different 
institutions involved. 

With regard to the ‘concept of interaction’, the linkages detected between the 
µFRQWH[W�RI� LQÀXHQFH¶�DQG�WKH�µFRQWH[W�RI� WH[W�SURGXFWLRQ¶� LQ�VHWWLQJ�WKH�VWDJH�IRU�
WKH�(+($��UHÀHFWHG�WKH�QRWLRQ�RI�SROLF\�DV�D�writerly (Codd, 1988) text inviting the 
reader to be co-author of the text, encouraging policy receivers to participate more 
actively in the interpretation of the text. Policy is a product formulation process 
that takes place in continuous relationship in a variety of contexts, opening up new 
meanings and interpretations to policy receivers��DFFRUGLQJ�WR�WKH�VSHFL¿FLWLHV�RI�
the institutions at different levels of analysis. 

Interpreting the Bologna process as a ‘policy cycle’ enlarges the view about Bo-
logna by depicting the issues relevant in each policy context. In each policy context 
WKH�PRVW�VLJQL¿FDQW�DVSHFWV�RI�GLVSXWH�WDNLQJ�SODFH�ZLWKLQ�%RORJQD�ZHUH�FRQYHQHG�
with the aim of shedding some light on the complexity of Bologna as a policy pro-
FHVV��7KH�HOHPHQWV�LGHQWL¿HG�ZHUH�VHQVLWLYH�LVVXHV�LQ�WHUPV�RI�WKHLU�LQVHUWLRQ�LQ�D�
larger process of integration and coordination of education policies with repercus-
sion to different levels of analysis. While expanding the view about Bologna, the 
lens of the ‘policy cycle’ contributed to enlighten the political process exploring 
issues and concerns as they developed in the contexts of policy implementation. 
As they come into view in different contexts of implementation, these issues take 
XS�DQ�H[SOLFLW�FRQ¿JXUDWLRQ��7KH�µFRQWH[W�RI�RXWFRPHV¶�RI�%RORJQD�UHYHDOHG�KLJKHU�
education institutions which were surprisingly not in the ‘context of practice’. As 
a consequence, changes in institutional practices or structures appeared as the im-
pact of the changes promoted by the Bologna reforms at the european and national 
OHYHOV��+HQFH�� WKH� HQJDJHPHQW� RI� WKH�¿QDO� WDUJHW� JURXS�RI�%RORJQD� UHIRUPV�ZDV�
disregarded as the ‘context of practice’ centred on policy evaluation rather than on 
the role and feedback of higher education institutions. the ‘context of practice’ as 
a micro-political process, opened vistas about the need to address the complexities 
of Bologna, taking into account the policy cycle(s) stemming from the ‘context of 
practice’.

the analysis also contributed to indicate that, at least in multi-level policy frame-
works, it was useful to separate the ‘context of outcomes’ and the ‘context of politi-
FDO�VWUDWHJ\¶�IURP�WKH�µFRQWH[WV�RI�SUDFWLFH¶�DQG�µLQÀXHQFH¶��UHVSHFWLYHO\��5HVHDUFK�
performed on the basis of the ‘policy cycle’ approach usually addresses only the 
WKUHH�SULPDU\�FRQWH[WV��VHH�IRU�H[DPSOH��9LGRYLFK��������*ULI¿WKV���������7KH�GHFL-
sion to use the two other contexts was because the dynamics of political action of 
Bologna is better seen as a process through which policy is changed into the ‘con-
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WH[W�RI�LQÀXHQFH¶�RI�RWKHU�SROLF\�F\FOHV�WKDW�ZLOO�GHYHORS��:KLOH�FRPSOH[LW\�DUULYHV�
when policy cycles deploy at different levels of analysis, the impact of change in the 
‘context of outcomes’ and its stimulus in the ‘context of political strategy’ interact 
with the policy cycle of modernization of higher education, for example. this is an 
interesting element to detect as much as it broadens the concept of interaction be-
tween different ‘policy cycles’ addressing the issue of continuity and change.
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sCenaRIos, DILemmas, anD PatHways to 
eURoPean HIGHeR eDUCatIon1

IntroduCtIon

departing from the study on futures carried out by the Center for higher education 
Policy Studies (ChePS) (enders, et al., 2005), I am attempting to discuss the map of 
these plausible futures for european higher education. Based on the delphi and the 
scenario-writing methods, three possible futures for european higher education and 
research were traced, having 2020 as a time horizon. elements in focus in this study 
are the growing assumption of the market as a structure, processes of regulation 
and coordination of higher education, and the political management of its expan-
sion, as well as the matter of evaluation and accreditation of quality. But can these 
KLJKHU�HGXFDWLRQ�IXWXUHV��EDVHG�RQ�WUHQGV�DQG�SRWHQWLDOV�IRU�GHYHORSPHQW�LGHQWL¿HG�
herein, be unavoidable destinies? the analysis of future scenarios allows discussion 
of the very nature of higher education in present-day contexts and emphasizes the 
agency of social forces and actors as a basis on which the prospect that “there is 
no alternative” can be critically put in perspective. the goal of the chapter is not to 
LGHQWLI\��SURSRVH��RU�GHIHQG�DQ\�QHZ�JUDQG�QDUUDWLYH�WKDW�SXWV�IRUZDUG�D�GH¿QLWLYH�
LGHQWL¿FDWLRQ�RI�D�VRFLRORJLFDO�DQG�HSLVWHPRORJLFDO�SDWKZD\�WR�WKH�GHYHORSPHQW�RI�
higher education. rather, it is a matter of mapping and promoting the debate around 
the dilemmas higher education is dealing with. the risk to be avoided, in terms of 
UHÀHFWLYH�DFWLRQ��LV�WKDW�WKH�GHYHORSPHQWV�LQ�+(�PLJKW�VXFFXPE�WR�WKH�PHUF\�RI�WKDW�
which is only pragmatically possible.

the FutureS oF euroPeAn hIGher eduCAtIon

Prospective studies, or in the designation that has been circulating in english-
speaking circles, Futures Studies are an area whose epistemology and methodology 
meander among art, technique, and science. Its use, at the various levels, as a means 
to support processes of decision-making has been gaining popularity all over the 
world, and, primarily, among international organizations. these studies may be 

�� 7KLV�FKDSWHU�ZDV�¿UVW�LVVXHG��LQ�3RUWXJXHVH��LQ�WKH�%UD]LOLDQ�MRXUQDO�Perspetiva��Y������Q�����
���������-XO��'HF�������KWWS���ZZZ�SHUVSHFWLYD�XIVF�EU�
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FDUULHG�RXW�LQ�D�VFLHQWL¿F�ZD\��EXW�WKH\�DUH�QRW�D�VFLHQFH�LQ�WKH�VHQVH�WKH�ZRUG�KDV�
gained in modern times, that is, a search for constant relationships among phenome-
na such as to make predictability possible. therefore, it is neither surprising nor dis-
couraging for this area of studies that, although in use for over three decades, such 
D�PHWKRGRORJ\�KDV�QRW�EHHQ�VXFFHVVIXO�LQ�SUHGLFWLQJ�SUHVHQW�GD\�FRQ¿JXUDWLRQV�

)XWXUHV�VWXGLHV�HQWDLO�WKH�LGHQWL¿FDWLRQ�RI�SRVVLEOH�IXWXUHV�OHDYLQJ�WR�VRFLDO�DQG�
political forces to seek out the desirable and the undesirable, and to organize their 
DFWLRQV�DFFRUGLQJO\��$V�DQ�DUHD�RI�VWXG\��LW�LV�LWVHOI�GLYHUVH�DQG�FRQÀLFWLQJ�ZLWKLQ�LWV�
own objective and object, since knowledge of the future transforms that very future 
WKURXJK�WKH�LQÀXHQFH�WKDW�LW�KDV�LQ�WKH�SUHVHQW�

Some instrumental views take futures studies essentially as an instrument for 
management and technical support for decision-making. these views often delib-
HUDWHO\�VDFUL¿FH�WR�WKH�JRGV�RI�³KRZ�LW�ZRUNV´�DQG�WR�WKH�WDFWLFV�ZLWK�QR�VWUDWHJ\��
2WKHU� SHUVSHFWLYHV�PDNH�RI� LW� DQ� H[HUFLVH�RI� UHÀHFWLRQ� LQ�ZKLFK� WKH� UHODWLRQVKLS�
between the possible and the desirable is deconstructed in an attempt to refuse re-
ducing the desirable to the possible (Santos, 1944).

,Q� WKH�FDVH�RI�KLJKHU� HGXFDWLRQ��RQ� WKH�RQH�KDQG�� WKH� IXWXUHV�GHVLJQHG� UHÀHFW�
transformations in the social, economic, and political mandates that are addressed 
to it and, on the other hand, the growing schizoid frenzy of its present identity. the 
idea of university education has broadened and is diversifying, differentiating, and 
becoming segmented into university education, higher education, tertiary educa-
tion, and even post-secondary (Magalhães, 2004). Plausible developments of the 
present systems and institutions of higher education include the end of the univer-
sity as a republic of academics, the emergence of the entrepreneurial university, its 
assumption as a ‘complete organization’ (Brunsson and Sahlin-Andersson, 2000), 
its reinforcement as an instrument of the State and its policies, or even counter-
hegemonic models of a university (e.g., Santos and Filho, 2008). the question is 
not just about making a prospective analysis, but rather about the role that the (un)
desirability of the futures plays in the agency of social forces, institutions, groups 
and individuals. the question of the (un)desirability must be placed within the lim-
LWV�RI�VRFLDO�DQG�LQVWLWXWLRQDO�UHÀHFWLYLW\��RYHUFRPLQJ�D�YLHZ�RI�WKH�IXWXUHV�VWXGLHV�
as a mere technical-normative prescription, of suspicious neutrality. however, there 
is no consensus among the diverse actors involved about what is desirable and/or 
undesirable to point out the pathways of higher education into the future, and there-
fore, providing clear guidance in decision-making in the present.

the oeCd, the united nations, the World Bank, and uneSCo have carried 
out futures studies as well as other entities at the national level (e.g., the study of 
the Swedish royal Academy of engineering, “the university of the Future”). the 
&HQWHU�IRU�(GXFDWLRQDO�5HVHDUFK�DQG�,QQRYDWLRQ�RI�WKH�2(&'�LGHQWL¿HG�IRXU�VFH-
narios (CerI, 2006) which were presented at the Forum of the Meeting of oeCd 
education Ministers, in Athens, 2006. Similarly, agencies of the united nations, 
the World Bank, and the oeCd have been promoting joint approaches in this area 
(Georghiou and harper, 2008). the Millennium Project of the university of the 
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8QLWHG�1DWLRQV��DOWKRXJK�QRW�VSHFL¿FDOO\�GHGLFDWHG�WR�KLJKHU�HGXFDWLRQ��LPSOLFLWO\�
promoted the discussion of the future in this sector, as it involved areas such as 
curricula, pedagogy, transformations at institutional level, etc. (ibid). however, my 
purpose is not to provide an exhaustive account of these studies, but rather to con-
WHPSODWH�D�UHÀH[LYH�DWWLWXGH�WR�EH�WDNHQ�EHIRUH�WKH�IXWXUHV�LGHQWL¿HG�

Scenarios and futures for Higher Education in Europe

there have been several futures studies developed. For example, in 2001, a Strata-
etAn expert group was set up to support european co-operation in foresight for 
the development of higher education/research relations in the perspective of the 
european research Area. the group aimed to identify possible scenarios for higher 
education, considering 2015 as a time horizon. the dimensions of the analysis were 
GHPRJUDSKLFV��VWXGHQW�FRQVXPSWLRQ��DQG�LGHQWL¿FDWLRQ�RI�QHZ�DFWRUV�DQG�QHZ�IXQF-
tions, as well as likely impacts of pressures for accountability on the governance of 
higher education institutions (Strata-etAn, 2002). nonetheless, the reference will 
be taken here of the foresight exercise performed by researchers of the Center for 
higher education Policy Studies (ChePS), presented in 2004. on the one hand, 
WKLV� H[HUFLVH� VHHPV� WR� VHUYH�ZHOO� WKH�SXUSRVH�RI� UHÀHFWLQJ�RQ� WKH�GLOHPPDV�DQG�
pathways that higher education is taking. on the other hand, in spite of having been 
SUHSDUHG� RQ� WKH� EDVLV� RI� GLIIHUHQW� DVVXPSWLRQV� DQG� REMHFWLYHV�� WKHUH� DUH� VLJQL¿-
cant convergences (Georghiou and harper, 2008) between the scenarios traced by 
ChePS and the results of the prospective of CerI/oeCd and of the Strata-etAn 
group exercises. this means that, in a certain way, to discuss the scenarios of the 
ChePS exercise is also to discuss the possible consensus that supports this and 
RWKHU�IXWXUHV�VWXGLHV�LQ�WKH�¿HOG�RI�KLJKHU�HGXFDWLRQ�

on the twentieth anniversary of the Center, in 2004, a study on the futures of eu-
ropean higher education, under the designation of The European Higher Education 
and Research Landscape 2020 (enders et al., 2005), was presented.2 In the three 
VFHQDULRV�GHVFULEHG�LW�LV�SRVVLEOH�WR�LGHQWLI\�WKH�IXO¿OOPHQW�RI�ZKDW�KDG�EHHQ�VHHQ�DV�
GLIIHUHQW�SRVVLEOH�WUHQGV�DW�WKH�EHJLQQLQJ�RI�������VSHFL¿FDOO\�WKRVH�WKDW�LQVSLUHG��
and were inspired by, the Process of Bologna. the team that carried out the research 
used the delphi and the scenario-writing methods.

the delphi method was developed by the creation of an interactive commu-
nication network made up of 164 specialists, geographically disperse and anony-
mous, among whom there circulated information and the positions resulting from 
WKH�TXHVWLRQQDLUHV�WKDW��LQ�WZR�URXQGV��WKH\�KDG�¿OOHG�RXW��FI��(QGHUV�HW�DO���������
17-18). the study was intended to answer the questions: “Will a uniform study 
structure be implemented across european higher education systems? Will a euro-
pean research Council be the most important organization funding basic research? 

�� &+(36�KDG�DOUHDG\�EHHQ�LQYROYHG��VRPH�\HDUV�HDUOLHU��LQ�DQ�H[HUFLVH�LQ�EXLOGLQJ�VFHQDULRV�
IRU�KLJKHU�HGXFDWLRQ��+XLVPDQ��'H�%RHU�DQG�:HVWHUKHLMGHQ��������
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Will academics still play an important role in university management?” (enders et 
al., 2005: 18).

Based on data gathered by means of the delphi method and on their discus-
sion, the researchers designed scenarios for the development of higher educa-
tion in europe, considering the horizon of 2020. For the purpose of clarifying 
between perceptions of what was possible and what was desirable, the research 
group asked for written descriptions of counter-scenarios in contrast to the ma-
jority scenario, designed on the basis of the answers of specialists in european 
higher education.

thus, three scenarios were built: Centralia, Octavia and Vitis Vinifera. the 
GLPHQVLRQV�FRQVLGHUHG�LQ� WKHLU�SUHSDUDWLRQ�ZHUH�RI� WZR�GLIIHUHQW� W\SHV�� WKH�¿UVW�
included factors such as i) the dominant mechanism of coordination: State ver-
sus market versus network; ii) european integration and harmonization; and iii) 
economic and institutional developments. the second type were those factors 
considered to be exogenous to the scenarios and assumed to be more stable: i) 
demography: aging and environmental sensitivity of the european population; ii) 
economic: absence of major effects of a recession or boom; and iii) the degree of 
integration of research and higher education (enders et al., 2005: 21). the topics 
covered by this exercise were education, research, innovation, funding, quality, 
higher education, society, and the labour market, as well as institutional govern-
ance and management.

the Centralia scenario, the City of the Sun, resulting from the great majority of 
the answers given to the delphi questionnaire and from the views of both possibil-
ity and desirability, was characterized by the strong presence of state coordination 
of higher education, by equally strong european integration and harmonization and 
by the existence of large organizations. Curiously, however, as pointed out by the 
ChePS researchers, “in scenario presentations across europe, audiences made up 
RI�SHRSOH�ZLWK�SUR¿OHV�VLPLODU�WR�WKH�UHVSRQGHQWV��DFWXDOO\�HYHQ�LQFOXGLQJ�VRPH�RI�
our respondents) were largely in favour of the Octavia scenario” (enders et al., 2005: 
22). In brief, it presents the concept of a network, given that therein the political 
coordination of higher education systems, institutions and research was performed 
through a wide set of global/multinational, local, and inter-regional networks for 
VRFLR�HFRQRPLF�GHYHORSPHQW�DQG� LQQRYDWLRQ��7KH� LPSOLFLW�SROLWLFDO�FRQ¿JXUDWLRQ�
of europe is to be translated into the concept of a network involving partners far 
EH\RQG�WKHLU�JHRJUDSKLF�VSDFH��7KH�XQLYHUVLW\��DV�D�VSHFL¿F�FRQFHSW��LV�PLWLJDWHG�LQ�
the face of the multiple and diverse mandates addressed to higher education and to 
its institutions. the visible and invisible hands of the market and of the state play the 
same game. Finally, in the least favoured scenario, from both answers to the delphi 
questionnaire and the audiences to which it was presented, was the Vitis Vinifera 
one. Its main features are the social and political coordination by the market, the 
prevalence of small organizations and low level of control and integration on the 
part of the higher levels of the systems.

A scenario is not a prediction of what the world will be like on the basis of cer-
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WDLQ�SUHVHQW�WUHQGV�DQG�SKHQRPHQD�ZLWK�DQ�LGHQWL¿DEOH�SRWHQWLDO�IRU�GHYHORSPHQW��
but rather a description of what the world would be like if some of the present 
developments took particular directions. Between the possible and the desirable, 
WKH� GLIIHUHQW� VFHQDULRV� JDLQ�� RU� QRW�� SODXVLELOLW\� LQ� WKH� FRQ¿JXUDWLRQ�RI� FKDQJHV�
and, therein, the potential for action becomes clear on the part of social actors. 
Scenarios, in a certain sense, are ideal types that, based on facts or available data, 
are emphatically centered on a given perspective of development for better identi-
¿FDWLRQ��7KH�HVVHQFH�RI�WKHVH�SURVSHFWLYH�H[HUFLVHV�HQG�XS��WKHQ��E\�PDWHULDOL]LQJ�
WKH�SUHVHQW�DQG�LWV�PDQDJHPHQW��DQG�WKHUHIRUH�VKRXOG�QRW�EH�DVVXPHG�WR�EH�D�UHL¿-
cation of the present in the future or a description of actual futures. Whether one 
likes it or not, these studies are a manner of managing the change occurring in the 
SUHVHQW�WKURXJK�LGHQWL¿FDWLRQ�RI�WKH�SRVVLELOLW\�DQG�RI�WKH��XQ�GHVLUDELOLW\�RI�VRPH�
developments.

The City of the Sun, the Spider-Web City, and the City of Traders 
and Micro-Climates

Centralia – 7KH�&LW\�RI�WKH�6XQ. In 2020, Centralia corresponded to a politically 
strong european union, with an aging but prosperous population. the universities 
and public research centres – many of them resulting from mergers- are similar to 
those of the present, that is, generically, large national teaching and research institu-
tions, with enormous campuses. these institutions cooperate regularly with inter-
QDWLRQDO�DVVRFLDWLRQV�RU�FRQVRUWLD��³RIWHQ�XQGHU�WKH�IULHQGO\�EXW�¿UP�JXLGDQFH�RI�
eu civil servants from Brussels” (Westerheijden et al., 2005: 63). the homogeneity 
RI�KLJKHU�HGXFDWLRQ�UHÀHFWV�WKH�¿UPQHVV�RI�%UXVVHOV��ZKLOH�WKH�UHGXFHG�XQFHUWDLQW\�
mirrors the predictability of the citizens. therefore, there is little institutional diver-
sity, and due to the demographic characteristics of the population higher education 
is marked by a strong emphasis on life-long learning. european higher education is 
FKDUDFWHUL]HG�E\�HYLGHQW�VWUDWL¿FDWLRQ��ZLWK�WKH�PRVW�SUHVWLJLRXV�LQVWLWXWLRQV�RI�WKH�
north and West of europe producing doctoral-level courses, and those of the South 
and east essentially involved in the lower levels.

In terms of research, in Centralia, a post-Mode 23 production of knowledge is 
developed, as public universities had regressed to basic research, taken on as a 

�� 0RGH���DQG�0RGH���DUH�WHUPV�DLPLQJ�DW�WR�WDNH�DFFRXQW�WKH�WUDQVIRUPDWLRQ�LQ�WKH�PRGHV�
RI�SURGXFWLRQ�RI�NQRZOHGJH��*LEERQV�HW�DO���������³���©>���@�LQ�0RGH���SUREOHPV�DUH�VHW�DQG�
VROYHG�LQ�D�FRQWH[W�JRYHUQHG�E\�WKH��ODUJHO\�DFDGHPLF��LQWHUHVWV��RI�D�VSHFL¿F�FRPPXQLW\��
%\�FRQWUDVW��0RGH���NQRZOHGJH�LV�FDUULHG�RXW�LQ�D�FRQWH[W�RI�DSSOLFDWLRQ��0RGH���LV�GLVFL-
SOLQDU\�ZKLOH�0RGH���LV�WUDQVGLVFLSOLQDU\��0RGH���LV�FKDUDFWHULVHG�E\�KRPRJHQHLW\��0RGH�
��E\�KHWHURJHQHLW\��2UJDQL]DWLRQDOO\��0RGH���LV�KLHUDUFKLFDO�DQG�WHQGV�WR�SUHVHUYH�LWV�IRUP��
ZKLOH�0RGH���LV�PRUH�KHWHUDUFKLFDO�DQG�WUDQVLHQW��(DFK�HPSOR\V�D�GLIIHUHQW�W\SH�RI�TXDOLW\�
FRQWURO��,Q�FRPSDULVRQ�ZLWK�0RGH����0RGH���LV�PRUH�VRFLDOO\�DFFRXQWDEOH�DQG�UHÀH[LYH��,W�
LQFOXGHV�D�ZLGHU��PRUH�WHPSRUDU\�DQG�KHWHURJHQHRXV�VHW�RI�SUDFWLWLRQHUV��FROODERUDWLQJ�RQ�
D�SUREOHP�GH¿QHG�LQ�D�VSHFL¿F�DQG�ORFDOLVHG�FRQWH[Wª��*LEERQV����������
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public good, while the functions of r&d are developed separately in private labora-
tories belonging to businesses, or resulting from public-private partnerships. thus, 
in what concerns research there is a clear divide between public and private. the 
objective of the lisbon Strategy of 2000 to allocate 3% of the budget to research and 
innovation was achieved in 2012, largely due to the strong action of the european 
research Council.

In terms of the government and governance of the higher education systems and 
institutions in the City of the Sun, they are very much dependent on the upper 
european levels administration (the strong arm of Brussels!) that guarantee co-
RUGLQDWLRQ�RI�WKH�VHFWRU�E\�UXOHV�DQG�UHJXODWLRQV�DQG�E\�¿QDQFLQJ�RI�UHVHDUFK�DQG�
higher education. Governance and management of the institutions are turned over 
to professional administrators and managers, but control of the institutions remains 
in the hands of academics.

the funding continues to be primarily public, based on student numbers, under 
supranational supervision of the european union. Without being standardized, as 
a private funding source that has been extended to all european countries, fees are 
also the object of public regulation as their limits are set by national governments. 
this scenario is the one where more barriers are raised against the entry of foreign 
and private providers of higher education.

Centralia needs a sophisticated system to evaluate quality, as a uniform struc-
ture of grades, 3+2+3, was implemented based on a more elaborate european 
Credit transfer System (eCtS) applied to modular standardized courses. euro-
pean Graduate Competence tests and a system of eu Civil Service Concourses 
are developed. nevertheless, the standardization and dissemination of curricula 
and study materials are a way to guaranteeing the quality of european higher edu-
cation while “a cultural bias was introduced ... as modules were mostly designed 
in the north-Western europe” (Westerheijden et al., 2005: 101). In addition, there 
is a system of mandatory european accreditation, carried out by the european 
Accreditation Agency, focused on competences, that is, learning outcomes to be 
displayed by graduates, in detriment to inputs and corresponding pedagogical 
processes.

Octavia ±�7KH�6SLGHU�:HE�&LW\. this scenario has as its key concept ‘networks’ 
that become the means of regulation and coordination of higher education and re-
search in europe. unlike Centralia, the most successful universities are the smaller 
RQHV��EDVHG�RQ�WKH�ÀRZV�RI�LQIRUPDWLRQ�DQG�RUJDQL]HG�LQ�PXOWLSOH�FHQWUHUOHVV�QHW-
works. Given the plasticity of the networks, the size of the institutions is not stand-
ardized, being evaluation done case-by-case in view of the needs and the mission 
they pursue. Some of them are the result of mergers of r&d units of diverse types; 
others were reorganized around disciplinary or professional groupings.

research is relocated from organic units to inter-university networks funded by 
the european research Council, by national agencies and by international business 
consortia.
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In this scenario, the diversity of types and duration of programs is greater than 
in the prior one due to the different movable (inter) institutional arrangements. the 
variety of institutional types of higher education organizations is also greater, espe-
cially due to the presence and action of the diverse private partners, whose presence 
LV�HQKDQFHG�E\�WKH�SUHYDLOLQJ�QHWZRUN�HFRQRP\��,Q� WKH�6SLGHU�:HE�&LW\��VWUDWL¿-
FDWLRQ�RI� KLJKHU� HGXFDWLRQ� LV� DOVR� LGHQWL¿DEOH�ZLWK� WKH� DVVXPSWLRQ�RI� D� FOHDYDJH�
between the institutions of the north and West of europe, dedicated to research, 
and those of the South and east more dedicated to teaching. Mode 2 of knowledge 
production becomes dominant in Octavia and it is organized into public, private or 
public-private networks.

7KH� V\VWHP� RI� JRYHUQDQFH� LV�PRUH� FRPSOH[� DQG� GLI¿FXOW� WR�PDNH� HIIHFWLYHO\�
operational. It is a model of governance at multiple levels in which power and au-
thority are shared among supranational, national, and local actors, with obvious dif-
¿FXOWLHV�RI�FRRUGLQDWLRQ��7KH�QHWZRUNV��DOZD\V�ÀRZLQJ�DQG�UHFRQ¿JXULQJ��UHPRYH�
emphasis from material and human resources to place it on the management of their 
ÀXLGLW\��,Q�WHUPV�RI�JRYHUQDQFH�DQG�PDQDJHPHQW��LQVWLWXWLRQDO�OHDGHUVKLS�DSSHDUV�
side by side of – let alone above – supranational and national regulations.

Funding sources of higher education in Octavia are both public and private mak-
ing possible that the goal of the lisbon Strategy of 2000 to allocate 3% of the budget 
to research and innovation was reached in 2009. Public funding is primarily direct-
HG�WR�WHDFKLQJ�ZLWK�ÀH[LEOH�XWLOL]DWLRQ�RI�YRXFKHUV�DW�GLIIHUHQW�VWDJHV�RI�VWXGHQWV¶�
careers. “Students in this scenario are ‘protected’ mainly by the multitude of access 
options they had – a trust in large numbers of market parties rather than in market 
regulation” (Westerhijden et al., 2005: 99). 

In regard to quality control, in Spider-Web City the problem is increased by 
the great diversity of higher education. the lack of consistency derived from the 
ÀH[LELOLW\�DQG�GHFHQWUDOL]DWLRQ�RI� LWV� UHJXODWLRQ�±�FRQVHTXHQFHV�RI� WKH�PXOWLSOH�
level political coordination and the multiplicity and variability of the networks – 
PDNHV�FHUWL¿FDWLRQ�RI�WKH�ZRUWK�RI�GLSORPDV�E\�VRFLDO�DFWRUV�OLQNHG�WR�WKH�ZRUOG�RI�
work, primarily employers and come about by means of examination of employed 
graduates. 

Vinis Vinifera – 7KH�&LW\�RI�7UDGHUV�DQG�0LFUR�&OLPDWHV. the third scenario 
was the City of traders and Micro-Climates. the european union, in terms of its 
political construction, has not suffered major alterations, and tension remains be-
tween the national sovereignties and supranational levels of regulation. however, 
europe has not become the most competitive region of the world in the context of 
economic globalization and of the society and economy of knowledge, having been 
surpassed in this by the united States of America and Japan. european citizens are 
very much centered on the question of quality of life, critical consumption, leisure, 
etc. this means that innovation in the economy of knowledge, as a political driver, 
has been balanced and even overcome by the centrality given over to these concerns 
(File et al., 2005).

SCenArIoS, dIleMMAS, And PAthWAYS to euroPeAn hIGher eduCAtIon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



116

this scenario is the one in which diversity has become almost extreme, but, in-
terestingly, more extreme in national contexts and more mitigated in the european 
space. In fact, the increase in the number of private partners encourages and pro-
duces a great multiplicity of institutional types. one third of the higher educational 
institutions are private. Institutional autonomy and the adaptability enhanced by it 
are crucial and develop on the opposite pole of Centralia. It is not so much a matter 
of mere state’s withdrawal from coordination of higher education and research, but 
rather the assumption that they should be regulated by the market (different, how-
ever, from that which is induced by governments under the form of quasi-markets) 
UHZDUGLQJ�ZLWK� SUR¿W� WKH�PRVW� FRPSHWLWLYH� LQVWLWXWLRQV�� 7KH� YHU\� GH¿QLWLRQ� DQG�
identity of educational and research institutions are, in this context, profoundly re-
FRQ¿JXUHG�

As far as research is concerned, the european research Council, by means of a 
highly selective and concentrated funding structure and process, became central. 
Innovation and applied research are crucial, bringing up the question whether there 
is room for Mode 1 type of knowledge production. In Vitis Vinifera the goal of 3% 
of the budget dedicated to research set up in lisbon in 2000 is fully surpassed in 
2020, especially due to private investment on research and innovation.

Governance is even more dominated than in Octavia by institutional leadership, 
given the quality and quantity of extra-organizational relationships and the weight 
of competition for students and for funding. Since the market is the main source 
of political coordination and social regulation, in Vitis Vinifera higher education 
and research actors are essentially private and maintain an entrepreneurial type of 
relationship. education is seen as a kind of merchandise or product susceptible of 
being bought and sold. this model of regulation by the market is above all valid 
for post-graduate training, due to the externalities that it generates, undergraduate 
education is still under state funding and coordination. Funding occurs regardless 
of the public or private nature of the institution, and fees vary much from institution 
to institution. 

In this highly volatile scenario, disperse and diverse, where the consumer 
UXOHV��GLI¿FXOWLHV�DUH�HYLGHQW�LQ�SURPRWLQJ�XQLIRUP�VWDQGDUGV�RI�DVVHVVPHQW�DQG�
comparison, such as the eCtS, imposed by the authority of coordination levels. 
the very idea of national systems of assessment and quality control no longer 
makes sense, these matters having been put in the hands of the european union’s 
higher education and training Authority. this agency is a data warehouse for 
programmes, since the legitimacy and value thereof come from the dynamics 
of the markets in which they evolve. however, among citizens of Vitis Vinef-
era, concern grows about the quality of higher education institutions. In fact, 
WKHUH�DUH�VRFLDO�LQVWLWXWLRQV�KHUH�WKDW�¿JKW�IRU�D�critical and responsible citizen-
ship, eventually as a counterweight and resistance to the excesses of regulation 
through the market.

AntónIo M. MAGAlhãeS

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



117

The Scenarios as Management of Change

the differences among the “cities” end up emphasizing what they have in com-
mon, although with different shades. All of the scenarios assume a decline of the 
nation-state in terms of economic regulation and political coordination in favor of 
european and global levels. they all presuppose the competitive potential and op-
portunities for development of the states, for europe, and SDU�H[FHOOHQFH, for higher 
education institutions, of an economy based on knowledge and innovation. In the 
same way, in all three scenarios, there is the assumption that universities, and higher 
HGXFDWLRQ�LQ�JHQHUDO��PXVW�SRVLWLRQ�WKHPVHOYHV�LQ�WKH�HFRQRPLF�PLOLHX�OHG�E\�ÀH[-
ible capitalism and by “academic capitalism” (Slaughter and leslie, 1997), as well 
as in view of the organizational model of the university designated by Burton Clark 
as “entrepreneurial universities”(1998). they also take for granted that the recon-
¿JXUDWLRQ�RI�WKH�RUJDQL]DWLRQDO�PRGHOV�OHDGV�WR�V\VWHPV�DQG�PRGHOV�RI�LQVWLWXWLRQDO�
governance imported from the private sector and its management, or ultimately to 
a tension of power between academic professionals and management professionals.

While being possible, these scenarios are not necessarily the future of european 
higher education. In fact, they are projections of present trends that are not mutu-
ally exclusive, neither in the present nor in the future. In this regard, they are more 
LPSRUWDQW�IRU�WKH�DQDO\VHV�RI�WKH�SUHVHQW�FRQ¿JXUDWLRQV�IURP�ZKLFK�WKH\�DULVH�WKDQ�
as a prediction. Between the prediction and the future of education a number of 
present-day phenomena and ‘realities’ arise making it necessary a critical perspec-
tive towards them rather than taken them for granted.

the reConFIGurAtIon oF hIGher eduCAtIon: BetWeen the PoSSIBle 
And the deSIrABle

,Q�WKH�WKUHH�&+(36�VFHQDULRV�WKH�LQÀXHQFH�RI�QHROLEHUDOLVP�DQG�(XURSHDQLVP��IRU�
example, are taken for granted. the normative exercises of futures studies, which 
project and legitimize and validate present trends, are distinguished from the con-
VWUXFWLRQ�RI�VFULSWV�IRU�UHÀHFWLYH�DFWLRQ�DQG�LQWHUYHQWLRQ�LQ�WKH�¿HOG�RI�KLJKHU�HGXFD-
tion.

Work on the concept of higher education and the transformation of modes of pro-
duction, distribution, and consumption of knowledge by authors like ronald Barnett, 
Peter Scott, helga nowotny, Michael Gibbons, among others, may inspire this type 
of prospective. the approach assumed by Boaventura de Sousa Santos, whether in 
KLV�³WKHVHV�IRU�D�SRVW�PRGHUQ�XQLYHUVLW\´���������RU�LQ�KLV�UHÀHFWLRQV�RQ�WKH�³XQLYHU-
VLW\�RI�WKH�WZHQW\�¿UVW�FHQWXU\´��6DQWRV�DQG�)LOKR���������DSSHDUV�DV�H[HPSODU\�DQG�
VLJQL¿FDQW��6DQWRV�DQG�)LOKR�DLPHG�WR�LGHQWLI\�DQG�MXVWLI\�³WKH�EDVLF�SULQFLSOHV�RI�D�
democratic and emancipatory reform of the public university” (2008:16), appearing 
the ‘futures’ and their construction under the form of scripts for social agency based 
on principles and values pointing out to desirability. Both the possible and the utopic 
(the desirable) are articulated, and not just plausible extensions of the present with 
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“merely” possible futures. Sousa Santos assumes that “the only effective and eman-
cipatory way to confront neoliberal globalization is to propose an alternate globaliza-
tion, a contra-hegemonic globalization” (Ibid: 41).

Since the construction of these scripts for the future is based on the non-reduc-
tion of the desirable to the possible it is important for developing the scenario-
writings. dijkstra, et al., writing on scenarios for policy, underlined that “there are 
enough scenarios for higher education in 2012 or 2020” and they ask “…what can 
policymakers do with them?” (dijkstra et al, 2005: 122). however, it is not only for 
governments and decision-makers that the futures exercises may constitute instru-
PHQWV�IRU�WKH�PDQDJHPHQW�RI�FKDQJH��EXW�IRU�DOO�VRFLDO�DFWRUV�LQ�WKH�¿HOG�XQGHU�FRQ-
sideration. As we are aware about the scenarios, their plausibility, their threats, and 
their opportunities, what can we as academics, researchers, and citizens in general, 
do to deal with them?

The Narratives of and Pathways for Higher Education 

until mid-twentieth century, higher education in europe was a synonym of university 
education, but since then its identity has multiplied and become fragmented. nowa-
days, higher education and tertiary education are common designations for this edu-
cational level – see, for example, the title of the oeCd report, Tertiary Education 
for the Knowledge Society (Santiago, et al., 2008), including under this designation 
universities, polytechnic schools, research and teaching higher education institutions. 
It is the very university, as a concept and as an institution, which dilutes itself in this 
process (Magalhães, 2006). the resurgence of the debate on the idea of a university 
is simultaneously feeding and fed by its identity crisis. In the analysis of researchers 
like Cowen (1966), the university is being “attenuated,” or like Barnett (2000), who 
says that the institution is being “dissolved,” or even “disappearing,” as rothblath 
defends (1995).4 

evidently, the causes of this phenomenon cannot be sought just in higher educa-
tion; rather, they cannot be disassociated from the transformations that, globally, 

�� &RZHQ�ZURWH�DERXW� WKH� µDWWHQXDWLRQ¶� ������������RI� WKH�XQLYHUVLW\�DW� WKH� OHYHO� RI�space, 
�YLD�LWV�LQWHUQDWLRQDO�GLPHQVLRQ�DQG�LWV�FRQQHFWLRQ�WR�WKH�HFRQRP\���DW�WKH�¿QDQFLDO�OHYHO��
�LQFUHDVLQJ�FOLHQWHOLVDWLRQ�RI�VWXGHQWV�DQG�WKHLU�IDPLOLHV���DW�WKH�pedagogical�OHYHO��PDVVL¿-
FDWLRQ�RI�KLJKHU�DQG�WHDFKHUV�PXWDWLQJ�LQWR�µLQVWUXFWLRQDO�GHVLJQHUV¶��LELG���������DQG�LQ�WKH�
quality�GRPDLQ��DFDGHPLFV�UHSODFHG�E\�PDQDJHULDO�H[SHUWLVH�LQ�TXDOLW\�MXGJHPHQWV�UHODWLQJ�
WR�WKH�DFWLYLWLHV�DQG�RXWFRPHV�FDUULHG�RXW�LQ�LQVWLWXWLRQV���%DUQHWW��LQ�WXUQ��VWUHVVHG�WKDW�WKH�
XQLYHUVLW\�LV�GLVVROYLQJ�ERWK�DV�DQ�LQVWLWXWLRQDO�XQLW�DQG�DV�WKH�NQRZOHGJH�FHQWUH��+H�DUJXHV�
WKDW� LQVWLWXWLRQV�DUH�GLVVROYLQJ� LQWR�RUJDQL]DWLRQDO� VHJPHQWV�DQG�NQRZOHGJH�FHQWUHV�par 
excellence,�DQG�NQRZOHGJH� �ZLWK�FDSLWDO�.�� LQWR�NQRZOHGJHV� �%DUQHWW�������������5RWKE-
ODWW���������SLQSRLQWHG�WKH�µGLVDSSHDULQJ�XQLYHUVLW\¶�DV�XQLYHUVLW\�ERXQGDULHV�DUH�EHFRPLQJ�
EOXUUHG��([WHUQDO� IURQWLHUV�GLVDSSHDU�DV�XQLYHUVLW\� WUDGLWLRQDO� IXQFWLRQV�DUH�KHOG� LQFUHDV-
LQJO\�WR�EH�VLPXODWHG�E\�RWKHU�RUJDQL]DWLRQV��IRU�LQVWDQFH��DZDUGLQJ�RI�GHJUHHV��ZKLFK�FDQ�
EH�DOVR�DZDUGHG�E\�EXVLQHVV�FRUSRUDWLRQV��DQG�GHYHORSLQJ�UHVHDUFK��ZKLFK�LV�DOVR�XQGHU-
WDNHQ�E\�QRQ�XQLYHUVLW\�ODERUDWRULHV���HWF�
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nationally, and locally are occurring at the economic, social, and political levels, 
as well as from the strong presence, especially since the 1980’s, of neoliberalism in 
the international and national political arenas. even if not determined strictly by it, 
WKH�UHFRQ¿JXUDWLRQ�RI�PDVV�KLJKHU�HGXFDWLRQ�DQG�RI�LWV�SROLWLFDO�PDQDJHPHQW�DQG�
governance must be understood in the widest context of the transformation of pro-
duction, distribution, and consumption, referred to under the designation of post-
industrialism, and of the changes in sociological patterns of relationships among 
individuals, families, groups, the state, and higher education.

%HVLGHV� WKH� H[HUFLVHV� RI� LGHQWL¿FDWLRQ� RI� SRVVLEOH� IXWXUHV� IRU�(XURSHDQ� KLJKHU�
education, it is important to confront the new narratives impacting on higher educa-
tion identity we have inherited from modernity.5 Without the pretension of creating 
universal consensus, it is fundamental to hold the discussion on what higher educa-
tion is and what it means, and to identify a set of driving-ideas allowing thinking 
and critically confronting some “futures” which, in the present, appear as inevitable.

there are several “presents” coexisting in today’s european higher education 
ODQVFDSH�SUR¿OLQJ�DV�SODXVLEOH�IXWXUHV��2OVHQ��LQ�DQ�DWWHPSW�WR�UHVSRQG�WR�WKH�TXHV-
tion “What type of university for what kind of society?” (olsen, 2007), stressed 
that the present dynamics of higher education raises basic questions related to the 
long-term pact between the university and society, that is, questions linked to its 
RZQ�OHJLWLPDF\�DV�DQ�LQVWLWXWLRQ��+H�LGHQWL¿HG�IRXU�FR�H[LVWLQJ�YLVLRQV�RI�DQG�IRU�
the european university organization and governance: 1. the university as a rule-
governed community of scholars built upon values held as permanent identifying 
the institution and its members (the free inquiry for truth, rationality, and exper-
tise); 2. the university as an instrument for shifting national political agendas; 3. 
the university as a representative democracy, based on the representation of differ-
ent interests present in it; and 4. the university as a service enterprise embedded in 
competitive market (olsen, 2007).

these visions of the present, if translated into a prospective future, may, at this 
stage, legitimize today’s organizational and institutional forms as inevitable, both 
in the present and in the future.

the european Commission, a key actor in the process of european integration, 
although it may promote debate about the university and higher education, remains 
in the realm of an instrumental, technological-economic concept of the sector, 
“consistent with the international neo-liberal reform ethos” (olsen, 2007: 41). this 
vision also coincides with the one in which the university appears as a central factor 
in the implementation of policies directed to the market and sees higher education 

�� 7KH�PHWD�QDUUDWLYH� RI�PRGHUQLW\�ZKLFK�PD\� EH� IRXQG� LQ�+REEHV�� /RFNH��$GDP�6PLWK��
5RXVVHDX�� +HJHO�� 0DU[�� HWF��� KDV� LWV� HTXLYDOHQWV� FRQFHUQLQJ� KLJKHU� HGXFDWLRQ� LQ� YRQ�
+XPEROGW�DQG�&DUGLQDO�1HZPDQ��WR�PHQWLRQ�RQO\�WKHVH�WZR��$VVXPLQJ��KRZHYHU��GLIIHU-
HQW�VKDGHV��WKH�GLVFRXUVHV�RI�WKHVH�DXWKRUV�KDYH�VRPHWKLQJ�YHU\�VWURQJ�LQ�FRPPRQ��WKHLU�
PRGHUQ�IDLWK�LQ�0DQ��LQ�.QRZOHGJH��WKDW�LV��VFLHQFH��WUXWK��DQG�LQ�+LVWRU\��PHDQLQJ�µ3URJ-
UHVV¶��,W�LV�LQ�WKLV�UHJDUG�WKDW�WKH�IRXQGLQJ�QDUUDWLYH�RI�KLJKHU�HGXFDWLRQ�RI�YRQ�+XPEROGW��
1HZPDQ��RU�RI�WKH�1DSROHRQLF�PRGHO�JRHV�PRGHUQ�EH\RQG�WKHLU�GLIIHUHQFHV�
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and research as crucial factors for the competitiveness of the global market. the 
JURZLQJ�LQÀXHQFH�RI�WKH�(XURSHDQ�&RPPLVVLRQ�RQ�WKH�GHYHORSPHQW�RI�WKH�%RORJQD�
3URFHVV�KDV�FRPH�WR�FRQ¿JXUH�LW�DV�DQ�LQVWUXPHQW�DW�WKH�VHUYLFH�RI�WKH�/LVERQ�$JHQ-
da, and its goal of making europe the most competitive and socially cohesive region 
in the world. the organizing drivers of policies emanating from the Commission for 
higher education have been the economy, markets, and management. Because the 
objective of the european union since 2000 has been competing advantageously in 
the global economy, based on knowledge and innovation, emphasis has been placed 
on research universities (versus�WHDFKLQJ�XQLYHUVLWLHV��DQG�RQ�WKH�GLDJQRVHG�GH¿FLW�
in the management of traditional universities.

With regard governance and management of institutions of higher education, the 
IXWXUH�WKDW�WKH�GLDJQRVLV�RI�D�PDQDJHPHQW�GH¿FLW�LQYRNHV�LV�DOVR�YHU\�PXFK�SUHVHQW�
in the current european panorama. Ivar Bleiklie and Maurice Kogan (2007) identi-
¿HG��LQ�WKHLU�UHVHDUFK�RQ�WKH�RUJDQL]DWLRQ�DQG�JRYHUQDQFH�RI�(XURSHDQ�XQLYHUVLWLHV��
a tendency to put in place strong managerial structures to act in parallel with, and 
even overlapping, academic structures built upon traditional academic leadership 
(also see Magalhães and Amaral, 2007, 2009).

Consequently, thought on the pathways that the university and higher education 
LQ�(XURSH�DUH�WDNLQJ�PD\�SURPRWH�WKH�DJHQF\�RI�WKH�DFWRUV�LQYROYHG�LQ�WKHLU�GH¿-
QLWLRQ�DQG� LGHQWLW\�� VSHFL¿FDOO\� WKURXJK�D�VHW�RI�GULYLQJ�LGHDV� �0DJDOKmHV��������
2006; Santos, 2008) which confront the diversity and fragmentation that do not 
possess exclusively the virtues that some post-modernism would attribute to them.

$W� WKH� HQG� RI� WKH� ����V��5RQDOG�%DUQHWW� ������� ����� LGHQWL¿HG� WKUHH� W\SHV� RI�
positions of social agency in relation to the transformations underway in higher 
education:
1. “Let sleeping dogs lie”: in spite of all the criticism higher education, trans-

formed from elite systems into mass systems, continues to work well. It is ac-
FHSWHG�LQ�JHQHUDO�WKDW�ZKDW�LV�VXSSOLHG�LV�VXI¿FLHQW�

2. ³/HW�D�WKRXVDQG�ÀRZHUV�EORRP´� the banner of the post-modernist perspective. 
By rejecting all of the grand narratives, different and diverse types of higher edu-
FDWLRQ�DQG�LQVWLWXWLRQV�PD\�ÀRXULVK�EUHDNLQJ�VLPXOWDQHRXVO\� WKH� OLQN�EHWZHHQ�
state regulation and the master-idea of higher education.

3. ³)RUPV�RI� OLIH´� Academic tribes and territories evolve into different incom-
mensurate rationalities and patterns of development. they become so different 
WKDW�WKHLU�GLYHUVL¿FDWLRQ�SURFHVV�FDQ�QHYHU�EH�VWRSSHG�

however, these three positions seem to inspire passive philosophies with regard to 
social agency in the area of higher education. under inspiration of the habermassian 
theory of communication Barnett proposes an active attitude, arguing that higher 
education should concentrate on the mission of forming “critical beings,” while re-
jecting the reduction of critical thinking to critical thinking skills (1997: 93).

nonetheless, it is also fundamental to be aware that it is not possible, in present-
day social and political contexts, to philosophically ‘legislate’ over education in 
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general and over higher education in particular. And this awareness does not cor-
UHVSRQG�WR� WKH�DGRSWLRQ�RI� WKH�SRVLWLRQV� LGHQWL¿HG�E\�%DUQHWW��VLQFH�ZKDW�ZH�DUH�
SURSRVLQJ�KHUH��LQ�WKH�¿UVW�SODFH��LV�EDVHG�RQ�D�FRQFHSW�RI�D�UHÀHFWLYH�VWUDWHJ\�FRQ-
cerning the identity of higher education and, in the second place, but no less impor-
tantly, on the awareness that the power relations structuring this debate are far from 
promoting a dialogue among partners on a position of equality in communication.

It is on this basis that the debate may take place. not to promote it, and not to 
participate in it, is to run the risk that, upon studying the pathways and dilemmas 
of higher education, only those already in place will be legitimized. the debate 
must, therefore, cover dimensions such as i) the public nature of higher education 
versus its potential privatization, both in the sense of not being supplied by publi-
cally funded institutions and in the sense of the growing clientisation of students 
and their families; ii) the transformation of the nature of knowledge and the need to 
make it socially responsible versus its assumption as a competitive advantage; iii) 
the ways in which knowledge is produced, preserved, and distributed within and 
among institutions of higher education and society in general; iv) the forms of gov-
ernance of the institutions and the role played by academics and by the institutional 
WHFKQR�VWUXFWXUH��DQG��¿QDOO\��EXW�RI�FUXFLDO�LPSRUWDQFH��Y���WKH�LPSDFW�RI�WKH�DIRUH�
mentioned issues on the internal life higher education institutions.

In fact, precisely because education is at the core of higher education, the de-
bate cannot ignore the growing pressure on institutions to strictly translate their 
processes, in educational terms, into results and, especially, into mere learning out-
comes. As far as university education is concerned, the research component turns 
out to be essential for its formative dimension and not an alternative to it. Instead 
of dilution of the Bildung into competencies translatable into learning outcomes, 
established a priori (that is, into that which the student is expected to have acquired 
and demonstrate at the end of a module, curricular unit or programme), it is neces-
sary to discuss it and reinvent it in the present contexts of higher education, and 
above all, of university education. the legitimate emphasis given to the training of 
LQGLYLGXDOV�ZLWK�FRPSHWHQFLHV�WR�FLUFXODWH�LQ�WKH�KLJKO\�ÀH[LEOH�DQG�YRODWLOH�ODERXU�
market in the knowledge society and economy cannot fall into reducing higher edu-
cation to projects for training employable “selves”. In the same sense, the assump-
tion of trans-disciplinarity as one of the central characteristics of the present state 
of development of knowledge does not legitimize the devaluing, weakening, or even 
disappearance of certain areas of knowledge or the so-called classic subjects. under 
WKH�MXVWL¿FDWLRQ�RI�VRFLDO�LUUHOHYDQFH��D�JUHDW�SDUW�RI�WKH�UHOHYDQFH�RI�WKH�FULWLFLVP�
SURGXFHG�DQG�YRLFHG�RXW�E\�WKHP�PD\�EH�GHYDOXHG�RU�HYHQ�QXOOL¿HG�

ConCluSIon

5HÀHFWLRQ�RQ�WKH�SUHVHQW�KLJKHU�HGXFDWLRQ�SDWKZD\V�DQG�GLOHPPDV�PLJKW�EH�VHHQ�DV�
an instrument for managing change in the sector. Most researchers in higher educa-
WLRQ�UHFRJQL]H�WKDW�LPSRUWDQW�UHFRQ¿JXUDWLRQV�DUH�RFFXUULQJ�LQ�LWV�H[SDQGLQJ�DQG�
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increasing social and political centrality. the university identity crisis is linked to 
its loss of social legitimacy and hegemony (Santos, 1994, 2008): the transformation 
of academic freedom into institutional autonomy; the transformation of collegial 
modes of governance of higher education institutions, especially of universities, 
through the importation of modes of governance and management from the private 
sector, and the consequent distinction and cleavage between academic leadership 
and managerial leadership; the segmentation and separation between teaching-
training and research; the transference of judgments and criteria of quality from the 
academic environment outwards and its delivery to new actors and institutions; the 
changes in funding with the aim to promote non-public funding sources; last, but 
far from least, the impact of these transformations on the citizens equity of access 
to (and success in) higher education.

Because of the diversity of actors and the incommensurability of social projects, 
UHÀHFWLYH� VWUDWHJLHV� FDQQRW� DVVXPH� WKH� IRUP� RI� D� GHWDLOHG� SURJUDP�� OHW� DORQH� D�
universal program. this was not what I aimed at here, but rather at inspiring per-
manent vigilance and critical attitude in relation to the discourses, pressures, and 
dilemmas that higher education is facing. Commenting on the discourse on the dis-
solution of the university as a central institution of higher education, ronald Bar-
nett underlined that it is important to continue to reclaim it as such and to act on 
its transformation in the dialectics between what is possible and what is desirable. 

What is emerging is, perhaps, a glimpse of an “authentic university.” Au-
thenticity becomes possible precisely where authenticity is threatened. the 
authenticity is won in a milieu of inauthenticity... the gaining of the authen-
ticity, too, is, as implied, a set of creative acts, in which new pedagogies, new 
academic practices, and new research approaches are painstakingly and even 
painfully developed (Barnett, 2004: 206). 

In my view, this apparently more modest ambition is crucial for the debate that is 
taking place in a context of unequal distribution of claiming and negotiating power. 
In europe, where the Process of Bologna is assumed to have entered into a period 
of consolidation, after the essentially administrative phase of its implementation, 
this standing appears as important. At the basis of the changes that have been in-
troduced are to be found elements that are indelibly marking european systems 
of higher education. It behooves us academics, students, non-academic personnel, 
and all of the actors of the external and internal life of higher education institutions 
WR�EHFRPH�DFWLYHO\�LQYROYHG�LQ�WKH�GHEDWH�DQG�WR�SDUWLFLSDWH�LQ�WKH�UHFRQ¿JXUDWLRQ�
processes under way. otherwise, the pathways and future of higher education will 
FRQ¿QHG�WR�D�PHUHO\�SRVVLEOH�SUHVHQW�
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tHe ImPaCt oF tHe BoLoGna PRoCess In IBeRo-
ameRICa: PRosPeCts anD CHaLLenGes 

Analyses, studies and debates on the Bologna Process and its implications have 
grown. In europe alone, references are already in their thousands, whilst in other 
regions of the world the phenomenon is being observed with attention, although 
its impact varies from one region to another. It is the result of two complementary 
guiding forces: the need for university systems to adapt to the knowledge society 
and the call to adapt to a globalised world. It is perhaps, as José Ginés Mora put 
it, the most important event to have taken place in european universities since the 
early 19th century (http://alfa2007.eu/documents/el_proceso_de_BoloniaAlFA. 
ppt). one of its central elements is student and teacher mobility, which involves a 
PDMRU�HIIRUW�LQ�SURPRWLQJ�FRQYHUJHQFH�EHWZHHQ�GHJUHH�DQG�TXDOL¿FDWLRQ�VWUXFWXUHV�
in order to increase their transparency and recognition. It can be understood more 
as a mobilisation model than as an exchange of good practice and results, even 
though the latter may be one of its consequences. the Bologna Process is part of a 
trend that is taking further a phenomenon that has already begun to occur in other 
regions of the world. It may therefore be of interest as an experience that others can 
learn from in order to avoid making the same mistakes. 

this article analyses the impact of the Bologna Process on higher education sys-
tems in Ibero-American countries. We will begin with the current situation before 
considering its reception in the region and analysing certain areas in which its re-
percussions are important or may become relevant in the future. 

reCent trAnSForMAtIonS In hIGher eduCAtIon In IBero-AMerICA 

If we cast our minds back several decades, we cannot fail to notice the depth of the 
changes that have taken place in the area of higher education in Ibero-American 
countries.the data provided by researchers leave us in no doubt: the degree of its 
expansion is simply overwhelming. We can recall, for instance, that in 1950 there 
were only 75 universities in latin America with a total of 267,000 students.these 
¿JXUHV�URVH�WR�����XQLYHUVLW\�LQVWLWXWLRQV�LQ������DQG�VWXGHQW�QXPEHUV�KLW�����������
in 1990 (Fernández lamarra, 2007, p. 18). 

,I�ZH�FRQVLGHU�PRUH�UHFHQW�WLPHV��WKH�ODWH�����V�FDQ�EH�LGHQWL¿HG�DV�WKH�SHULRG�
when this transformation process began to speed up. From the point of departure 
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in 1985, we have now moved to a situation in which there are more than 30001 
higher education institutions in latin America, with more than 17 million students 
in the 2005–2006 academic year. Brazil, Mexico and Argentina account for nearly 
10 million. this represents a sustained annual growth rate of more than 6% since 
1990 which reached 6.8% between 2000 and 2007 (uneSCo, 2009). In short, what 
WKHVH�¿JXUHV�GHPRQVWUDWH�LV�WKDW�WKH�JURZWK�SURFHVV�KDG�DOUHDG\�EHJXQ�LQ�WKH�ODWH�
1970s and has dramatically grown in the last 20 years. As a result, it has substan-
tially boosted the tertiary education gross enrolment ratio which went from 2% in 
1950, to 23% in 2000 and 34% in 2007. even so, we cannot ignore the fact that these 
¿JXUHV�UHPDLQ�EHORZ�WKRVH�RI�RWKHU�UHJLRQV�LQ�WKH�ZRUOG��JLYHQ�WKDW�LQ�WKH�ODVW�RI�
the three years quoted, it had risen to 71% in north America and Western europe 
(uneSCo, 2009). 

In addition to this major quantitative increase, a parallel process of institutional 
GLYHUVL¿FDWLRQ�ZDV�DOVR� WDNLQJ�SODFH��DV�FDQ�EH�VHHQ�LQ� WZR�FRPSOHPHQWDU\�SKH-
nomena: the rise in private higher education and the growing variety of institutional 
PRGHOV��&RQFHUQLQJ� WKH�¿UVW�� WKH� VKDUS� ULVH�RYHU� WKH� ODVW� WZR�GHFDGHV� LQ�SULYDWH�
Ibero-American higher education attracts attention. Whereas up until the 1980s, 
most education on offer was public, usually in state-run universities, more than half 
the total is now private. the change has been dramatic, covering – to a greater or 
lesser extent – the entire region. only Cuba has escaped from this general trend, 
whilst certain other countries have adopted precautionary policies when authoris-
ing private universities. 

7KH�VHFRQG�SKHQRPHQRQ�FRQFHUQHG�WKH�GLYHUVL¿FDWLRQ�RI�KLJKHU�HGXFDWLRQ�DQG�
the resulting increase in institutional miscellany. Whereas up until the 1970s, most 
courses were of a traditional nature and were followed at conventional universities, 
subsequent decades saw an expansion both in the kind of studies and the institutions 
offering them. In addition to traditional degrees like engineering and medicine, 
studies in new areas began to appear (It, tourism, design, commerce and services) 
with new denominations (e.g. advanced technical degree, expert, specialist or ana-
lyst). At the same time, there was considerable growth in the number of master’s 
or postgraduate degrees in a wide variety of subject areas and with very different 
academic characteristics. 

overall, higher education, until then generally restricted to universities, un-
GHUZHQW� FRQVLGHUDEOH� GLYHUVL¿FDWLRQ��7KLV� DPELYDOHQW� SKHQRPHQRQ� KDV� SURYHG� D�
double-edged sword, with a positive side in terms of the larger amount on offer and 
a more negative side in which the necessary guarantees are not always provided, 
sometimes with pernicious, or at least undesirable, consequences. Many of these 
QHZ�TXDOL¿FDWLRQV� DUH� QR� ORQJHU� WDXJKW� DW� FRQYHQWLRQDO� XQLYHUVLWLHV�� EXW� DW� WHFK-
nological institutions, institutes or higher education centres, technical-professional 

�� 6FKRODUV�H[SUHVV�GRXEWV�DQG�GLVFUHSDQFLHV�DERXW�WKLV�¿JXUH��JLYHQ�WKH�KLJK�GHJUHH�RI�LQVWL-
WXWLRQDO�GLYHUVLW\�ZKLFK�KDV�UHVXOWHG�LQ�D�FHUWDLQ�ODFN�RI�GH¿QLWLRQ�UHJDUGLQJ�WKH�FDWHJRULHV�
WKDW�ZDUUDQW�WKLV�GHQRPLQDWLRQ�
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the IMPACt oF the BoloGnA ProCeSS In IBero-AMerICA

institutions or institutions with similar names. Moreover, new distance universities 
began to appear, as did distance studies units at conventional universities, facilitat-
ing access to new student sectors and opening the way for mass universities. 

the growth of these institutions was uneven and varied. Whereas certain coun-
tries experienced a genuine explosion in the number of private universities, in oth-
ers growth focused on new types of institutions. to cite a few striking cases, in 
2004, Central American countries had 17 public universities compared to 131 pri-
vate ones, even though many more students were enrolled at the former; in Brazil, 
at the same time, there were 1789 private higher education institutions out of a total 
of 2013, and universities in the true sense of the term made up just 100 of these.
to continue with Brazil, the proportion of university students enrolled at private 
universities reached 52%, whereas at other kinds of institutions, it exceeded 95% 
(Fernández lamarra, 2007). 

the speed of growth in privately-owned higher education can largely be ex-
plained by budgetary limitations imposed in the 1990s. Financial restrictions and 
the predominance of neoliberal economic policies converged to displace public edu-
cation spending to the private sector, which consequently grew much faster. In the 
DEVHQFH�RI�VXI¿FLHQW�IXQGLQJ�WR�FDWHU�IRU�WKH�JURZLQJ�GHPDQG�IRU�KLJKHU�HGXFDWLRQ��D�
solution was found in promoting the creation of private institutions, thus permitting 
the sector to expand. the State shied away from incurring the cost of the democra-
WLVDWLRQ�DQG�GLYHUVL¿FDWLRQ�RI�DFFHVV� WR�KLJKHU�HGXFDWLRQ�� ODUJHO\� WUDQVIHUULQJ� WKLV�
to individuals and their families. In reaction to this, higher education began to be 
defended as a public social good rather than as a consumer good, as expressed in the 
declaration of the regional higher education Conference in Cartagena de Indias in 
2008 (www.iesalc.unesco. org.ve/docs/boletines/boletinnro157/declaracioncres.pdf). 
According to specialists, one of the main consequences of this was a relaxation in the 
demands made on these new institutions because they were required to keep down 
the fees. this often led to a lowering of the standards required to set up higher edu-
cation centres and the resulting drop in quality of the institutions and the education 
they offered. hence, the coexistence of educational offers of very diverse quality. 
Alongside education for elites – generally given at traditional public universities – 
WKHUH�HPHUJHG�RWKHU�DOWHUQDWLYHV��ZLWK�TXDOL¿FDWLRQV�RI�OHVVHU�DFDGHPLF�VWDWXV��RI-
fered at institutions with little funding by overworked teachers who did not always 
KDYH�WKH�QHFHVVDU\�TXDOL¿FDWLRQV��+HWHURJHQHLW\�WKXV�EHFDPH�WKH�QRUP��

Awareness of the risk that the proliferation of this kind of offer entailed was 
one of the main factors in the decision to set up mechanisms and systems to evalu-
ate the quality and accreditation of higher education institutions and courses, most 
particularly at universities.the development of these systems as from the 1990s is 
in direct relation to this concern (Mora & Fernández lamarra, 2005; Fernández 
lamarra, 2007). 

Specialists and researchers have highlighted some of the problems in Ibero- 
American higher education.they include obstacles that will pose major challenges 
for the years to come (Fernández lamarra, 2007, pp. 35–37): 
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–�� /DFN�RI�ÀH[LELOLW\��XSGDWLQJ�DQG�FKDQJH� LQ� WKH�FXUULFXODU�GHVLJQ�RI�XQLYHUVLW\�
courses; 

–�� 6HYHUH�GLVSDULW\�LQ�FXUULFXOD��ZLWK�YHU\�GLYHUVH�GHQRPLQDWLRQV�IRU�TXDOL¿FDWLRQV�
and educational objectives; 

–  need for closer links between higher education institutions and society; 
–  Severe disinvestment in public-sector higher education; 
–  ‘Impoverishment’ of the teaching profession and non-teaching staff. 

taken as a whole,the situation has areas of light and shade.the positive side of 
the equation includes the democratisation of access to post-secondary levels, the 
RIIHULQJ�RI� QHZ�NLQGV� RI� VWXGLHV� DQG�TXDOL¿FDWLRQV�� DQG� WKH� VHWWLQJ�XS�RI� D� QHZ�
¿HOG�RI�KLJKHU�HGXFDWLRQ��7KH�QHJDWLYH�VLGH�LQFOXGHV�H[FHVVLYH�SULYDWLVDWLRQ�DQG�WKH�
PHUFDQWLOLVDWLRQ�RI� WKLV� OHYHO�RI�HGXFDWLRQ��DFFHVV� LQHTXDOLWLHV�DQG�DQ�LQVXI¿FLHQW�
supply, in addition to the problems outlined above (tünnermann Bernheim, 2008; 
teodoro, 2010). the situation is far from satisfactory, but the progress of recent 
WLPHV�FDQQRW�EH�GHQLHG�7KH�NH\�FKDOOHQJH�OLHV�LQ�RYHUFRPLQJ�WKHVH�GLI¿FXOWLHV�DQG�
strengthening the most positive trends. 

the InAdequACIeS oF r&d&I PolICIeS 

Another change that universities have been undergoing in recent decades, and not 
just in Ibero-America, is in their traditional research role with the emergence of 
QHZ�VFLHQWL¿F�DJHQWV�DQG�WKH�GLVSODFHPHQW�RI�UHVHDUFK�DFWLYLWLHV�WR�DUHDV�DQG�LQVWL-
tutions that are often independent of universities, such as research institutes, tech-
nology centres or the r&d departments of certain businesses. Indeed, the very 
GH¿QLWLRQ�RI� VFLHQWL¿F� UHVHDUFK�� DV� LW� KDV� WUDGLWLRQDOO\�EHHQ� LQWHUSUHWHG��KDV�QRZ�
changed because of a general acceptance that economic and social development 
are increasingly knowledge-based, or, to put it another way, determined by what 
has become known as intangible capital. this includes educating the population, 
training the workforce and what sociologists refer to as social capital or public trust 
in institutions (World Bank, 2006). As a result, the term knowledge economy is 
regularly used to refer to new productive models. 

In this context, research is no longer considered a task that is exclusive to aca-
demics in their more or less isolated ivory towers, but occupies a growing number of 
people working in different places and contexts. this is particularly clear in europe 
– with its emphasis on promoting r&d – where the proportion of university re-
searchers and technologists in 2007 was 37%, whilst those employed by companies 
accounted for 50% and those working at non-university public organisations for 
13% (rICYt, 2007).the contrast with other periods and countries in which most 
researchers are at university is obvious. 

the interest which political leaders and economic administrators have shown for 
the role of knowledge in terms of its contribution to production, management and 
dissemination has encouraged the adoption of public research policies, promoted 
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by governments and public authorities, which, at the same time, seek synergies 
ZLWK�SULYDWH�RSHUDWRUV��$V�D�UHVXOW�� WKH�GH¿QLWLRQ�RI�UHVHDUFK�WKHPHV�DQG�OLQHV� LV�
no longer in the hands of researchers and academics, but is a key component of na-
tional r&d plans. the importance given to such policies in the last decade can be 
seen in the number of ministries and other senior-level political units with power in 
the areas of science and technology that have been created in a growing number of 
Ibero-American countries,such as Brazil,Argentina,Venezuela,Mexico and Cuba, 
to mention a few. 

Going one step further, we should stress that attention to research in the strictest 
sense has gradually given way to a growing emphasis on development and subse-
TXHQWO\�LQQRYDWLRQ�DFWLYLWLHV��KHQFH�WKH�FRLQLQJ�RI�WKH�UHIHUHQFH��¿UVW�WR�5	'��DQG�
later to r&d&I. Although it would be a mistake to consider that all innovation is 
positive simply because it is new, there can be no doubt that it now has a prominent 
position in the public agenda. In a region as diverse as latin America, the challenge 
lies in combining innovation with the necessary social cohesion and ensuring that 
it becomes a development instrument which serves the public at large (Arocena & 
Sutz, 2003). As we have seen in the current situation regarding universities, Ibero-
American science and technology systems are also marked by contrast. let us look 
at some of the most relevant aspects. 

If we consider the number of researchers in the economically-active population 
as a whole, our attention is drawn to the sustained growth that has taken place since 
the year 2000, which even surpasses that of other world regions. Yet we cannot lose 
sight of the development lag at the point of departure and the fact that their number 
remained lower than that of other regions. Improvement is therefore notable but still 
LQVXI¿FLHQW��,Q�RUGHU�WR�FORVH�WKH�JDS��WKH�SURFHVV�QHHGV�WR�VSHHG�XS�DQG�WKLV�LV�QRW�WKH�
case. this relative paucity of researchers is due to a combination of factors. on the 
one hand, doctoral programmes in the region are not generally as solid or as exten-
sive as they should be. In 2007, the number of people completing doctorates in latin 
America and the Caribbean reached 13,715 in all knowledge areas combined. In the 
VDPH�\HDU��WKH�¿JXUH�LQ�6SDLQ�ZDV��������ZKLOVW�LQ�WKH�SUHYLRXV�\HDU��������GRFWRU-
DWHV�ZHUH�DZDUGHG�LQ�WKH�86��5,&<7���������7KH�/DWLQ�$PHULFDQ�¿JXUHV�WKHUHIRUH�
represent a small proportion of the economically-active population and would need 
to increase. Brazil is an interesting exception, but the only one. Although doctorate 
statistics are less than satisfactory, their distribution by knowledge area is relatively 
balanced (more so than in the case of master’s degrees). thus, in 2007, 37% of the 
new doctorates awarded in Ibero-America were in natural and exact sciences, 17% 
in engineering and technology, 11% in medical sciences, 5% in agricultural sciences, 
23% in social sciences and 11% in humanities (rICYt, 2007). 

$QRWKHU�VLJQL¿FDQW�IDFW�LV�WKH�GLI¿FXOW\�H[SHULHQFHG�E\�PRVW�RI�WKLV�KLJKO\�TXDOL-
¿HG�SHUVRQQHO�LQ�HQWHULQJ�WKH�UHVHDUFK�VHFWRU�7KH�VPDOO�VL]H�RI�WKH�LQFUHDVH�LQ�SODFHV�
available has meant that most end up teaching in higher education. the result is a 
certain endogamy at universities and a parallel ageing of permanent researchers 
which has an undesirable knock-on effect, leading many well-trained young people 
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WR�HPLJUDWH�WR�SODFHV�WKDW�DUH�EHWWHU�DEOH�WR�GHYHORS�WKHLU�VNLOOV�DQG�IXO¿O�WKHLU�DVSL-
rations, thus exacerbating the brain drain. 

to complete the picture, we must consider the low amounts spent on r&d in the 
region. In 2005, the only country to have escaped this situation was Brazil, which 
devoted 1% of its GdP to r&d. Whilst Cuba and Chile reached 0.6%, the re-
mainder did not exceed 0.4% (united nations development Programme (undP), 
2007). It is also worth noting that latin America and the Caribbean is the region 
where the business sector invests least in r&d, accounting for only 41.5% of total 
funding in 2007 (rICYt, 2007). In short, r&d plays a small part in the pro-
ductive sector, with few researchers within its economically-active population, a 
SUHGRPLQDQFH�RI�WKH�SXEOLF�VHFWRU�RYHU�WKH�SULYDWH�LQ�WKLV�¿HOG��DQG�OLPLWHG�IXQG-
ing. Although some indicators point to a certain improvement in recent years, the 
situation is far from satisfactory. this overshadows IberoAmerica’s opportunities 
for economic and social development and poses considerable challenges for its 
university systems. 

this is the context in which the Bologna Process has started to be seen as a 
source of inspiration to change the structures, modes of operation and teaching 
practices at higher education level. In many Ibero-American countries, a sincere 
interest has emerged to explore the possibilities of a process of convergence. 

the reCePtIon oF the BoloGnA ProCeSS In IBero-AMerICAn 
CountrIeS 

the Bologna Process has recently been the subject of diverse opinions in Ibero- 
America which, although they express minor differences, in essence, coincide.the 
conclusion reached by the scholars and academics who have made the most out-
standing contributions to the study of the Ibero-American higher education system 
is that it is of undoubted interest, but would not appear to be applicable as the situ-
ation stands today. 

José Joaquín Brunner recently stated that ‘despite the enthusiasm aroused by 
Bologna in certain academic and governmental circles in latin America [. . .] on 
the current latin American horizon, it constitutes an inaccessible limit’ (Brunner, 
������S��������,Q�KLV�YLHZ��WKLV�FDWHJRULFDO�DI¿UPDWLRQ�LV�VXSSRUWHG�E\�VHYHUDO�DUJX-
ments: the lack of more extensive common ground, be it of a political, economic, 
monetary or knowledge nature; the colonial academic tradition with the import of 
universities that are ‘more nominal than real’; their high degree of privatism leading 
to the emergence of parallel markets (of customers, academic positions and institu-
tional prestige); the rigid napoleonic organisation of education and its low level of 
HIIHFWLYHQHVV��7KLV�OHDGV�KLP�WR�FRQFOXGH��µ,Q�VKRUW��ZH�¿QG�RXUVHOYHV�IDFHG�ZLWK�DQ�
unavoidable reality. the national higher education systems of the latin American 
region, over and above the desires of some of its political leaders, managers and 
academics – the old Bolivarian dream, the new dream of a common area – suffer 
from obstacles of a structural, organisational and operational nature which impede 
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their convergence in the manner of the european systems impelled by the Bologna 
Process’ (Brunner, 2008, p. 128). 

Salvador Malo shares this view, claiming that, although the Bologna Process 
was being widely studied, documented and analysed at the time, ‘the possibility 
of transposing what europe is doing to our own continent is still a remote one’ 
(www.fsa.ulaval.ca/rdip/cal/lectures/Proceso%20Bolonia.htm). In his opinion, the 
reasons were to be found in the very set-up of latin American university systems, 
still geared towards professional training, with a very limited number of doctoral 
programmes and structures that hamper mobility or changing course. other rea-
sons included the resistance of these systems to change and the emphasis given to 
national visions over regional, continental or global ones. Malo went further than 
Brunner when he asserted that ‘there is little monitoring of the Bologna process 
DQG� LQVXI¿FLHQW� SHUFHSWLRQ� RI� LWV� LPSOLFDWLRQV� IRU� WKH� IXWXUH� RI�/DWLQ�$PHULFDQ�
higher education’, referring to the ‘lack of interest among latin America’s higher 
education players in what is happening in europe’ (www. fsa.ulaval.ca/rdip/cal/
lectures/Proceso%20Bolonia.htm). We should not forget, however, the growing 
interest in the development of the Bologna Process in recent years.the different 
dates at which these two opinions were expressed may explain the discrepancy 
between them. 

this analysis may lead us to think that the region is disregarding the Bologna 
experience. however, if we observe the phenomenon more closely, we see certain 
echoes of this process. Between 2004 and 2006, the tuning-latin America pro-
ject was developed to identify and exchange information and improve cooperation 
between higher education institutions to promote quality, effectiveness and trans-
parency (González, Wagenaar & Beneitone, 2004). A total of 62 institutions in 18 
countries took part in the project, motivated by the need to improve the compatibil-
ity, comparability and competitiveness of higher education. the project was devel-
oped along four lines which coincided with other key elements in european univer-
VLW\�DOLJQPHQW��WKH�GH¿QLWLRQ�RI�FRPSHWHQFHV�OLQNHG�WR�TXDOL¿FDWLRQV��WKH�UHQHZDO�
of approaches to education, learning and evaluation; the establishing of academic 
credits; and the quality assurance of programmes. even though the political cir-
cumstances of the latin American region differ from those of europe, the tuning 
project was based on the european experience and, in the view of its participants, 
ZDV�DEOH�WR�PDNH�D�VLJQL¿FDQW�LPSDFW��

6RPHWKLQJ�VLPLODU�FDQ�EH�VDLG�RI�WKH�3URÀH[�3URMHFW��7KH�)OH[LEOH�3URIHVVLRQDO�
in the Knowledge Society) (www.iesalc.unesco.org.ve/index.php?option= com_co
QWHQW	YLHZ DUWLFOH	LG �����SURÀH[	FDWLG ����VHUYLFLRV	,WHPLG ������ ZKLFK�
started out as an eu Alfa project, later to become a service rendered in partner-
ship with uneSCo’s International Institute for higher education in latin America 
and the Caribbean (Instituto Internacional para la Educación Superior en América 
Latina y el Caribe -I eSAlC). Further echoes include an ongoing call for an Ibero-
American Knowledge Space and the implementation of pilot projects for regional 
educational accreditation in which the Ibero-American network for quality Assur-
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ance in higher education (Red Iberoamericana para la Acreditación de la Calidad 
de la Educación – rIACeS) plays a prominent role. 

the authors quoted above are partially right, however, in that no in-depth consid-
eration has been given to the potential implications of an educational organisation 
UHIRUP�ZKLFK�ZRXOG�LQYROYH�LQWURGXFLQJ�D�GLIIHUHQW�V\VWHP�RI�TXDOL¿FDWLRQV��DGDSW-
LQJ�WKH�(&76�FUHGLWV�V\VWHP�DQG�HQVXULQJ�WKH�UHOHYDQFH�RI�WKH�TXDOL¿FDWLRQV�RE-
tained for youth employability.these elements are consubstantial with the Bologna 
Process and a precise way of transposing these into Ibero- America has not yet been 
found. nevertheless, as we have already seen, the fact that the Bologna Process 
has not been transferred directly across the Atlantic does not mean it is having no 
impact.the following sections will consider initiatives in Ibero-American countries 
that are similar to those that gave rise to the Bologna Process.We will also see the 
extent to which instruments are being implemented in the region that are compara-
ble to those developed in higher education in europe. 

the ChAllenGe oF eVAluAtIon And quAlItY IMProVeMent In hIGher 
eduCAtIon 

one of the most outstanding features of higher education in Ibero-America in the last 
two decades has been the emergence of national university evaluation and accredita-
tion bodies and strategies.this is closely linked to the expansion that took place in 
latin American universities as from the 1980s. the sharp growth in student numbers 
and, above all, in institutions, generated disquiet about the quality of these institutions. 
the awareness that the privatisation process could pose mid-and long-term problems 
led to the implementation of mechanisms generically designed for quality assurance. 

7KH�QHHG�IRU�EHWWHU�TXDOLW\�FRQWURO�RI�HGXFDWLRQ�DQG� WKH�TXDOL¿FDWLRQV�RIIHUHG�
by universities was reinforced by the globalisation of higher education, which led 
to the introduction in many countries of transnational distance and virtual study 
programmes, often conducted through foreign institutions and not always with the 
necessary resources to control their quality. hence, in the last decade, european and 
uS universities have set up branches in the region, many of which offer distance or 
YLUWXDO�FRXUVHV�WKDW�OHDG�WR�IRUHLJQ�TXDOL¿FDWLRQV��7KH�RIIHU�RI�GXDO�TXDOL¿FDWLRQV�
has also increased through cooperation agreements of different kinds, while student 
and teacher mobility has also developed (deWit et al., 2005). 

Motivated by the concerns generated by these privatisation and globalisation 
phenomena, the late 1980s and early 1990s saw the creation of national higher edu-
cation evaluation bodies. In Mexico, the national Commission for the evaluation 
of higher education (Comisión Nacional para la Evaluación de la Educación Su-
perior – ConAeVA) was set up in 1989. In Colombia, the national Council of 
Accreditation (Consejo Nacional de Acreditación – CnA) was created in 1992 and 
in Argentina the national Commission for university evaluation and Accreditation 
(Comisión Nacional de Evaluación y Acreditación Universitaria – ConeAu) was 
founded in 1995. In subsequent years, many others were to follow in a process that 
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is not yet complete, as we continue to see the creation of national agencies (Vari-
ous authors, 2004). It should be pointed out that these initiatives generally started 
out with the implementation of university evaluation programmes of a diagnostic 
nature, essentially geared to improving quality. their achievement was to gradu-
ally introduce an evaluation culture that was unusual in Ibero-American countries 
(Fernández lamarra, 2007). Viewing the phenomenon with a certain hindsight, we 
PXVW�DFNQRZOHGJH�WKDW�WKRVH�SLRQHHULQJ�LQLWLDWLYHV�IXO¿OOHG�WKHLU�PLVVLRQ��FRQWULE-
uting to the spread of the concept and practice of institutional evaluation in the uni-
versity sphere. Subsequently, those early internal and external evaluation initiatives 
gave way to other more ambitious ventures, designed above all to accredit study 
programmes both at the graduate and post-graduate level, and, in some cases, the 
institutions themselves. this is how accreditation became established in the Ibero-
American region – particularly in countries like Brazil, Argentina and Colombia –, 
to such an extent that it overtook its european correlates. It can therefore be said 
that, in certain aspects linked to the Bologna Process (though not its core elements), 
,EHUR�$PHULFDQ�FRXQWULHV�KDYH�PDGH�VLJQL¿FDQW�SURJUHVV��

the ChAllenGe oF InCreASInG ACAdeMIC MoBIlItY And reGIonAl 
ACCredItAtIon 

the challenge today goes beyond the evaluation and quality assurance to which I have 
just been referring, and is related to the current prospects for regional integration and 
the desire for greater student mobility. Indeed, the creation of supranational spaces 
requires personal mobility and, particularly with regard to the object of our analysis 
here, academic mobility. In this respect, the promoters of MerCoSur were pioneers 
when they were quick to include educational aspects in their supranational integra-
tion process. hence, they took account of the recognition and accreditation of com-
SOHWHG�VWXGLHV�LQ�WKHLU�¿UVW�7ULHQQLDO�(GXFDWLRQ�3ODQ�FRQVLGHULQJ�WKLV�DV�DQ�HVVHQWLDO�
mechanism for effective mobility.though this did not exclusively affect the university 
sphere, it did attribute it a privileged position (Fernández lamarra, 2004). 

A desire to promote student mobility poses a need for greater transparency in 
WKH� FRXUVH� IROORZHG� DQG� WKH� TXDOL¿FDWLRQV� DZDUGHG� E\� WKH� GLIIHUHQW� LQVWLWXWLRQV��
this demand for transparency also means offering the guarantees to ensure that 
the study programmes are up to the proper standard. unless this is the case, uni-
versities cannot be asked to exchange students or recognise studies completed at 
other institutions as part of their own training programme. this creates the need for 
regional accreditation programmes which are valid beyond national borders. Ibero-
American countries have already moved in this direction, both in MerCoSur and 
&HQWUDO�$PHULFD��+RZHYHU��DOWKRXJK�WKH�SROLWLFDO�REMHFWLYH�LV�FOHDU�FXW��GLI¿FXOWLHV�
KDYH� HPHUJHG�ZLWK� WKH� HIIHFWLYH� YDOLGDWLRQ�RI� DFDGHPLF� TXDOL¿FDWLRQV�� DERYH� DOO�
WKRVH�ZKLFK�HQDEOH�VWXGHQWV�ZKR�KDYH�TXDOL¿HG�WR�H[HUFLVH�WKHLU�SURIHVVLRQ��+RZ-
ever, it is worth emphasising that the vision that underlies these political platforms 
will help to develop them in the near future. 
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the clearest progress in this direction has taken place in the area of postgradu-
ate studies. As a result of the progress made in the 1990s, 1998 saw the signing 
of an experimental Mechanism for the Accreditation of undergraduate degrees 
(0HFDQLVPR�([SHULPHQWDO�SDUD�OD�$FUHGLWDFLyQ�GH�&DUUHUDV�GH�*UDGR – MeXA), 
which is contributing to the creation of a common university area in the countries of 
MerCoSur, Chile and Bolivia. In the area of postgraduate studies, rIACeS has 
been playing a key role in setting up regional accreditation mechanisms. Among 
the projects currently underway, two are worth describing in greater detail, both for 
WKHLU�VLJQL¿FDQFH�DQG�WKHLU�SRWHQWLDO�LQÀXHQFH��

7KH�¿UVW�FRQFHUQV� WKH�UHJLRQDO�DFFUHGLWDWLRQ�RI�GRFWRUDO�VWXGLHV�7KLV� LQLWLDWLYH�
has been promoted with the Pablo neruda Programme which supports postgradu-
ate student mobility to help train highly-skilled human resources in areas that are 
FRQVLGHUHG�D�SULRULW\�IRU�UHJLRQDO�GHYHORSPHQW��,WV�¿UVW�SLORW�LQLWLDWLYH��ODXQFKHG�LQ�
February 2009, calling for doctoral studies to be undertaken during the 2009– 2010 
academic year, revealed the need to move further in supranational accreditation, as 
participating institutions need to build relationships based on mutual trust.this is 
the reasoning behind the rIACeS project,which will begin with areas of particular 
interest, studying the feasibility and conditions of this accreditation. 

the second project concerns the regional accreditation of postgraduate distance 
teaching programmes. Bearing in mind the importance that this kind of initiative is 
acquiring in the region and the distrust that these programmes arouse, rIACeS has ini-
tiated a project in which only a small number of countries are currently participating to 
H[SORUH�WKH�SRWHQWLDO�WKDW�UHJLRQDO�DFFUHGLWDWLRQ�RIIHUV�LQ�WKLV�¿HOG��,Q�YLHZ�RI�WKH�JURZWK�
of this kind of course, there can be no doubt that the project is highly relevant when it 
comes to ensuring, not only the physical, but also the virtual mobility of students. 

the ChAllenGe oF BuIldInG the IBero-AMerICAn KnoWledGe SPACe 

the previous picture is not complete if we do not refer to one of the most ambitious 
initiatives currently underway which has served to support several of the projects 
mentioned above: the Ibero-American Knowledge Space. the goal of building a 
common knowledge space in Ibero-American countries, similar to that created in 
europe which is part of the Bologna Process, has had many advocates in the region. 
As Fernández lamarra has indicated, education, particularly higher education, 
should play a crucial role in facilitating integration. And that conviction leads him 
to consider that one of the main challenges for the near future is that of ‘promot-
ing regional and subregional integration processes in such a way that university 
systems become part of a strategic alliance aimed at building a latin American 
community of nations and a Common latin-American higher education Space’ 
(Fernández lamarra, 2007, p. 27). 

It should be recalled that a Common higher education Area between the eu, 
latin America and the Caribbean (ueAlC) was created in 2002 as a result of the 
Summit of heads of State and Government of both regions in what was a foretaste 
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of other initiatives implemented later in the region. of these, the most important 
was adopted by the Ibero-American Summit of heads of State and Government in 
Salamanca (2005) and developed in the declaration of Montevideo at the 16th Sum-
mit (2006): ‘We propose to advance in the creation of an Ibero-American Knowl-
edge Area, designed to bring about the necessary transformation of higher educa-
tion, focusing on research, development and innovation, a pre-requisite to increase 
productivity by improving the quality and accessibility of goods and services for 
our peoples and the international competitiveness of our region’. 

the partners in the development of the Ibero-American Knowledge Space (eIC) 
are the Ibero-American General Secretariat (6HFUHWDUtD�*HQHUDO�,EHURDPHULFDQD 
– SeGIB), the Ibero-American university Council (Consejo Universitario Iber-
oamericano – CuIB) and the organisation of Ibero-American States for educa-
tion, Science and Culture (Organización de Estados Iberoamericanos para la 
Educación, la Ciencia y la Cultura – oeI). In 2008, the latter set up Centre for 
Advanced Studies (Centro de Altos Estudios Universitarios – CAeu), which seeks 
to contribute to the project. one of CAeu’s most novel initiatives is the creation of 
inter-university networks of excellence where a number of universities from at least 
three Ibero-American countries work together to strengthen their connections, de-
velop common research projects and offer joint post-graduate programmes. Its links 
to the Pablo neruda Programme will promote the mobility of students and teachers. 
the training and development of these networks will help to create common areas 
in the Ibero-American Knowledge Space. 

Although the eIC is an initiative of the Ibero-American Summits, we cannot 
ignore the parallels with the project being implemented in europe through the Bo-
logna Process.there can be no doubt that the european experience has served as 
inspiration in the adoption of these programmes, particularly in view of the partici-
pation of Spain and Portugal in the Ibero-American Summit system. 

ConCluSIon 

As Brunner and Malo have indicated, it cannot be said that the Bologna Process 
is being replicated in Ibero-America, or that there are any signs that it will be in 
a near future. despite the unmistakeable impact which the european initiative is 
having on the international university scene, its mid-and long-term development 
cannot be predicted. nor would it be reasonable to see the Bologna Process as a 
role model for every continent. What matters is not so much the model itself as the 
reasons behind it and the response to these. From that point of view, Ibero-America 
is by no means alien to the need to adapt to the demands of the knowledge society. 
this in turn implies the need, indeed the urgent requirement, for more student and 
teacher mobility, for the implementation of mechanisms that will increase mutual 
WUXVW�DQG�WUDQVSDUHQF\�DQG�FRQWULEXWH�WR�WKH�UHFRJQLWLRQ�RI�GHJUHHV�DQG�TXDOL¿FD-
tions. one way or another, and with one model or instrument or another, the Ibero-
American region is faced with the necessity to develop new alignment initiatives. 

the IMPACt oF the BoloGnA ProCeSS In IBero-AMerICA

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



136

And europe’s Bologna Process may prove an interesting mirror for Ibero-America 
to contemplate and provide a valuable bank of experiences to help it move forward 
IDVWHU�DQG�ZLWK�JUHDWHU�FRQ¿GHQFH��

ultimately, in the words of Fernández lamarra, ‘the experience of higher educa-
WLRQ�UHIRUP�±�LQ�WKH�IUDPHZRUN�RI�WKH�%RORJQD�3URFHVV�±�LV�D�KLJKO\�VLJQL¿FDQW�SUHF-
edent for latin America to study’ (Fernández lamarra, 2007, p.25). or, as Salvador 
0DOR�DGPLWV�� µWKH�%RORJQD�3URFHVV�KDV� VSHFLDO� VLJQL¿FDQFH� IRU�KLJKHU�HGXFDWLRQ�
in latin America’ (www.fsa.ulaval.ca/rdip/cal/lectures/ Proceso%20Bolonia.htm). 
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Chapter 9

stUDyInG HIstoRICaL PeRIoDIsatIon

Towards a concept of refraction

IntroduCtIon: deVeloPInG A ConCePt oF reFrACtIon

this paper outlines the theoretical bases and key components underpinning an 
emerging concept of ‘refraction’, being developed as part of the rIAIPe3 study 
programme – an inter-university programme exploring equity and social cohesion 
policies in higher education.

As a concept, refraction provides a lens for theoretical development and inform-
ing methodological approaches and empirical investigation, which may provide 
rich, contextualised and detailed understanding of practice and action in education. 

7KH�GHYHORSPHQW�RI�WKH�FRQFHSW�RI�UHIUDFWLRQ�LV�LQWHQGHG�WR�EH�ÀH[LEOH�DQG�DSSOL-
FDEOH�WR�GLIIHUHQW�QDWLRQDO�DQG�ORFDO�FRQWH[WV��DQG�DV�VXFK��UHTXLUHV�VSHFL¿F�HPSLUL-
cal investigation particular to the context(s) under study, yet it retains core elements, 
or areas for investigation, that allow for cross national and contextual comparison 
and analyses. 

)LUVWO\�� ZH� VXJJHVW� WKDW� UHVHDUFK� LQ� WKH� ¿HOG� VKRXOG� EH� FOHDUO\� FRQWH[WXDOLVHG�
and analysed in relation to historical periodisation and the broader socio-historical 
context, wider movements and waves of reform against which current policies and 
practice emerge. 

Secondly, and relatedly, in studying historical periodisation, we are better placed 
to examine the broader conscious and subconscious ideological power(s) at play and 
the role these play in creating and controlling discourse and media, manufacturing 
FRQVHQW�DQG�LQÀXHQFLQJ�SHUFHSWLRQV��&RQYHUVHO\��ZH�PD\�DOVR�EH�LQ�D�EHWWHU�SRVL-
tion to identify the effects that such dominant discourse and related powerful nar-
ratives may have in subverting and negating alternative perspectives, discourse and 
action, and the means through which this occurs.

thirdly however, we also recognise that ideologies and related policies do not 
occur and play out ‘unopposed’. to ignore the plethora of contextualising, cultural 
and individual points for mediation, reinterpretation and recontextualisation would 
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be to offer an overly deterministic standpoint and therefore, there is a need for em-
pirical investigation to identify how, why and under what conditions ideology and 
related policy are ‘refracted’ by personal, professional and institutional identities 
and cultures. In so doing, we not only begin to identify points of and conditions for 
refraction in greater detail, we also better understand the origins of such actions and 
SUDFWLFH��7KLV�LV�DOVR�OLNHO\�WR�LOOXPLQDWH�DOWHUQDWLYH�DQG�SUH�¿JXUDWLYH�GLVFRXUVHV��
dispositions, trajectories and practices that redress, in some small way, the totalis-
ing effects and symbolic violence exerted by powerful vested interests. 

Fourthly, refraction may offer a conceptual lens that enables us to attempt to 
address one of the social sciences enduring key dichotomies, namely simultane-
ously focussing on structure and agency and the actions that occur as a result of 
interaction between them. In doing so, we draw on a range of existing traditions 
and approaches in an attempt to see how refraction, change and reinterpretation 
of policies that occur, arise through cultural and individual beliefs, practices and 
trajectories. on the one hand we focus on broader social organisation in society 
and the ideologies underpinning regulation and order of social structures, whilst 
on the other we focus on individual agents, their own micro-politics, experiences, 
beliefs and professional identities and the role these play in mediating policies and 
ideological intent to bring about new, alternative or unique practices.

In researching and practicing education policies, it is clear that global and na-
tional policies are reinterpreted, recontextualised and mediated at the national, lo-
cal, ‘classroom’ and individual levels in a plethora of different ways. this type 
of bending or mediation occurs for numerous reasons and these must be viewed 
as crucial elements for analysis. therefore, we need to utilise appropriate meth-
RGRORJLFDO�DSSURDFKHV�FDSDEOH�RI�HOXFLGDWLQJ�SUH�¿JXUDWLYH�SUDFWLFH��SROLWLFV��GLV-
course, language and actions through qualitative inquiry that seeks to understand 
how actors make meaning of their own professional lives, and the bases on which 
such action is predicated. 

In studying historical periodisation, we must acknowledge that various cultural 
IDFWRUV�ZLOO�LQÀXHQFH�KRZ�SROLFLHV�DUH�UHIUDFWHG�LQ�YHU\�GLIIHUHQW�ZD\V��:KLOVW�WKH�
NH\�HOHPHQWV�RI�UHIUDFWLRQ�SURYLGH�D�ÀH[LEOH�RXWOLQH�IRU�VWXG\LQJ�GLIIHUHQW�QDWLRQDO�
contexts and cultures, this paper foregrounds the english higher education context 
and draws on empirical data to illustrate the concept.

StudYInG hIStorICAl PerIodISAtIon

there is a wealth of research that has examined links between cycles of economic 
growth and educational expenditure (See for example: history of education 1998), 
with some historians examining long waves of economic performance and educa-
WLRQ� �)RQWYLHLOOH��������7KH�6SHQFHU�VWXG\� LGHQWL¿HG�VXFK� ORQJ�ZDYHV�ZLWKLQ� WKH�
data, with Carpenter producing work that looked at long cycles of change related 
to educational expenditure through the 19th and 20th Centuries (Carpenter 2001). 
historians and sociologists, such a larry Cuban, david tyack and John Meyer have 
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StudYInG hIStorICAl PerIodISAtIon

also provided great insight into waves of reform within uS policy that have further 
added to our cognitive map and enhanced our understanding of cycles of educa-
WLRQDO�FKDQJH��0RUH�VSHFL¿FDOO\��WKH�ZRUN�RI�VXFK�KLVWRULDQV�KDV�HOXFLGDWHG�WKH�GHHS�
contextual inertia within patterns of change and continuity and highlighted whether 
waves of reform are long or short, thereby providing a richer picture of the changes 
afoot. this has been recognised as an often overlooked aspect in a rapidly moving 
world of change initiatives (Young and Schuller 1988). Without better understand-
ing the historical circumstances under which change occurs, we are unable to fully 
recognise progressive or regressive elements, or fully appreciate the wider ideo-
logical drives behind broader policy directions. Indeed, in the ‘modern neo liberal 
era’, it may be argued that in many Western countries, we have witnessed an in-
WHQVL¿FDWLRQ�RI�PDQDJHULDOLVP�ZLWK�DQ�RIWHQ�XQFULWLFDO�DFFHSWDQFH�RI�DQ�DVVRFLDWHG�
‘ideology of newness’ and a foregrounded technocratic ‘implementationist myopia’ 
that has simultaneously de-historicised, swept aside much tradition, and masked the 
continuities occurring in the background. dominant educational change theory of 
the moment tends to ignore broader questions of historical periodisation in favour 
of a belief in unique, contemporary possibility. Moreover, broad sweeps of changes 
in economic and external context are subordinated in favour of beliefs in internal-
istic institutional change patterns. 

longitudinal sweeps however, need to search beyond internalistic patterns of 
organisational persistence and evolution to study the interaction between internal 
patterns and external movements. external movements that are within economic 
and social structures, and in the ‘external consistencies’ (Meyer & rowan 1978), 
may impose limits upon the possibilities for educational change and reform. Change 
theory, which focuses only on internal movements in each school, or those which 
evaluate policies or initiatives in terms of only their immediate effects, ignore the 
broad changes in external and economic context, which set parameters and pos-
sibilities for internal change. Change therefore must be viewed historically and our 
empirical study will adopt a focus on change located and related to broader histori-
cal periods. Such an approach is derived from the annaliste methodology for un-
derstanding social and historical change, which incorporates a combination of both 
history and sociology (See for example, Burke 1993). 

historians and social scientists following the Annaliste School see change op-
erating at three levels of time – long, medium and short – which interpenetrate in 
a complex manner. theorists provide an allegory of the ocean to capture the main 
characteristics of these three categories or levels and their interdependent mode of 
operation. At the bottom of the ocean, representing long-term time, are deep cur-
rents which, although appearing quite stable, are in fact moving all the time. Such 
long-term time covers major structural factors, dominant ideologies, worldviews, 
forms of the state, and so forth. the movement from pre-modern to modern, or 
modern to postmodern forms, can be understood in terms of these broad epochal 
shifts (Bell 1973; denzin 1991; lyotard 1984; Wright Mills 1959). the effects of 
the emerging social, economic and political conditions of the postmodern era upon 
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the organization and practices of schooling might also be understood in these terms 
(e.g. Aronowitz & Giroux 1991; hargreaves 1994).

Above this, are the swells and tides of particular cycles representing medium-
term time, which might be conceived in boom-bust like spans of 50 years or so, 
although the compression of time and space in the postmodern age may also com-
press such cycles (Giddens 1991). the current ‘grammar of schooling’ might be 
considered as being established in such a medium term cycle with the development 
of particular forms, organization and practices that predominate, and which to some 
degree, regulate activities and expectations. As tyack and tobin (1994) argue, re-
IRUPHUV�ZKR�IDLO�WR�FRQVLGHU�WKH�KLVWRULFDO�µJUDPPDU�RI�VFKRROLQJ¶�ZLOO�¿QG�WKHLU�
attempts to initiate educational change forever thwarted.

the analogy of the waves and froth at the top of the ocean, is representative of 
short-term, everyday time and the events and human actions of ordinary everyday 
life. those focussing on such aspects alone not only have a limited sense of his-
WRU\�EXW�DOVR�RIWHQ�FHOHEUDWH�LWV�HPSLULFDO�VSHFL¿FV�DQG�IXQFWLRQDO�RXWFRPHV�UDWKHU�
than focussing on the grander theoretical claims of epochal shifts between different 
historical periods (e.g. McCulloch 1995). Such theorizations of history however, 
should not be treated as competitive. Fine-grained empirical detail and broad-based 
theoretical sensibility are complementary forces in history and complementary re-
sources for interpreting such history, and indeed are interdependent on one another. 
Much of contemporary change positions itself ‘at the top of the ocean’ in the waves 
and froth, and as such, the wider legacy is unlikely to be enduring.

Perhaps the most interesting points for inquiry and investigation occur when dif-
ferent layers of historical time coincide: where inclinations towards and capacity for 
change and reform are strongest. Such co-incidences or conjunctures can be seen in 
key moments of educational history and change.

IdeoloGY, PoWer And dISCourSe: StudYInG the ‘reConStItuted’ 
neo lIBerAl PerIod And Current CYCle oF reForM oF (hIGher) 

eduCAtIon In enGlAnd

As part of the Professional Knowledge Project (2002-2008) - a study of professional 
life and work in seven european countries – attempts were made to identify histori-
cal waves and to map out how system narratives, or largely discourse narratives 
emanating from Government bodies, permeated aspects of welfare reform, includ-
ing education. 

Below is an abridged and updated extract relating to the english context from 
the post war (WWII) period, and outlining the current cycle of reform (in bold), 
which provides the emphasis for current studies. As we can see, the immediate post 
war period was dominated by a progressive narrative related to a wider expansion 
of welfare provision. this was increasingly eroded over time as a result of chang-
ing economic and social conditions, and gave way to a marketisation narrative in-
formed by neo-liberal ideology, which gradually began to provide the main organ-
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ising principles in education. this most recent conjuncture, followed a period of 
socially inclusive change in the late 60s and early 1970s, and has had an impact on 
most western countries educational and higher education policies during a period of 
LQFUHDVLQJ�JOREDOL]DWLRQ��FRQQHFWLYLW\�DQG�SDUWQHUVKLSV��+RZHYHU��VSHFL¿F�FXOWXUDO�
IDFWRUV�KDYH�SOD\HG�D�VLJQL¿FDQW�UROH�LQ�WHUPV�RI�KRZ�QHR�OLEHUDOLVP�LQ�HGXFDWLRQ�
has been refracted in very different ways cross nationally.. 

7DEOH����3HULRGLVDWLRQ�LQ�WKH�(QJOLVK�QDWLRQDO�FRQWH[W��([WUDFW�IURP�3URINQRZ�5HSRUW�
(amended 2012).

National case Periods Basis for distinctions 3DWWHUQV�RI�3UR¿W�DQG�
Accumulation

(1*/$1' ����±������SURJUHV-
VLYH�QDUUDWLYH�RQ�ZHO-
IDUH�VWDWH�H[SDQVLRQ�

����±������PDUNHWLVD-
WLRQ�QDUUDWLYH�

����±������QDUUDWLYH�
RI�WKH�PLGGOH�ZD\��WDU-
JHWV��WHVWV�DQG�WDEOHV�

2008 - ? ‘auster-
ity’ narrative and 
reconstituted neo-
liberalism, increasing 
privatisation, com-
petition and scarcer 
resources

7KH�QHR�OLEHUDO�EUHDN-
WKURXJK�DV�DQ�RUJDQLV-
LQJ�SULQFLSOH�

&RQWLQXDWLRQ�RI�PDUNHW�
principles

Crisis of capitalism 
and discourse of 
DXVWHULW\"�5HDI¿UPD-
tion of neo-liberalism, 
or rise of alternative 
discourse and prac-
tice?

3DWWHUQV�RI�SUR¿W�DQG�
DFFXPXODWLRQ�OLQNHG�WR�
EXLOG�XS�RI�WKH�ZHOIDUH�
VWDWH�

1HZ�HPHUJLQJ�SDWWHUQV�
RI�SUR¿W�DQG�DFFXPXOD-
WLRQ�

,QFUHDVLQJ�SDWWHUQV�
RI�µDFFXPXODWLRQ�E\�
GLVSRVVHVVLRQ¶��3UR-
JUHVVLYH�WDNH�RYHU�RI�
VHUYLFHV�E\�SULYDWH�
SURYLGHUV�

'HVSLWH�FKDQJHV�LQ�WKH�SROLWLFDO�SDUWLHV�LQ�RI¿FH�DQG�QXPHURXV�DQG�YDULHG�SROLFLHV�
from each of the main parties, the essential organising market principles and relat-
ed forms of regulation, measurement and managerrialism have endured. however, 
IURP�WKH�ODWH�����¶V��VLJQL¿FDQW�QDWLRQDO�DQG�JOREDO�HFRQRPLF�FKDOOHQJHV��DSSHDU�
WR� KDYH� DJDLQ� VLJQL¿FDQWO\� LQÀXHQFHG� WKH�GLUHFWLRQ�RI�ZHOIDUH� SURYLVLRQ� DQG� DS-
proaches toward education. 

It may be argued that we are witnessing a new wave of reform, however, at the 
current juncture, we cannot predict whether this will be short, medium, or longer 
term. however, despite the global and national economic crises being largely a re-
VXOW�RI�ZHDNQHVVHV�LQ�WKH�¿QDQFLDO�VHFWRU�DQG�WKH�IRUPV�DQG�PHFKDQLVPV�IRU�DFX-
mulation, political responses and the emergent ‘austerity narrative’ in england has 
arisen and been informed by prior neo-liberal approaches. rather than fundamen-
tally questioning the viability of neo-liberalism, privatisation and marketisation and 
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considering alternative approaches, debates and resonses have been dominated by a 
UHDVVHUWLRQ�RI�QHR�OLEHUDOLVP�ZLWK�PRUH�HI¿FDFLRXV�IRUPV�RI�SULYDWLVDWLRQ�DQG�PDU-
ket principles dominating recent education policies. Whether this ‘reconstituted’ 
wave of neo-liberalism will be enduring, remains to be seen but it is clear that the 
austerity narrative has provided the conditions for reassertion of more privatised 
education and a further reduction of public sector involvement. 

From 2010, following the election of a Conservative led coalition Government, 
QXPHURXV�ÀDJVKLS�SROLFLHV�KDYH�DULVHQ�WKDW�KLJKOLJKW�WKH�LGHRORJLFDO�QDWXUH�DQG�GL-
rection of changes in education. For example, recent policies have enabled schools 
to become privately run and managed academies, or ‘free schools’, with powers 
given to Secretary of State for education to force schools deemed as ‘underper-
forming’ into Academy status. Furthermore, there have been numerous policies that 
have been construed as attacks on teacher professionalism, pay and conditions, with 
DWWHPSWV�DOVR�EHLQJ�PDGH�WR�UHGXFH�WKH�LQÀXHQFH�RI�XQLRQV�ZLWKLQ�WKH�SURIHVVLRQ��
Increasingly notions of competition within an educational marketplace are being 
espoused with interpretations of equity becoming increasingly predicated around 
a discourse that views ‘fair’ participation as a matter of individual choice in a ‘free 
and competitive marketplace’. 

Similarly, policies affecting higher education appear to have positioned edu-
cation as a commodity to be ‘bought’ and ‘sold’, with forms of governance pro-
JUHVVLYHO\�UHÀHFWLQJ�DQ�HUD�RI�LQGLYLGXDOLVP�DQG�FRQVXPHU�SURGXFHU�UHODWLRQVKLSV��
‘Supply’ between competing organisations, and demand from paying consumers, 
PD\� IXUWKHU� JHQHUDWH� µSUR¿W� DQG� ORVV¶�PRWLYHV� WKDW� DUH� LQ� GDQJHU� RI� IRUHJURXQG-
ing largely economic and ideologically and politically orientated imperatives, and 
simultaneously denigrating the role and purpose of education to the demands and 
logic of the ‘market’. From a critical perspective, such change will increasingly 
structure access to higher education based on the ownership of various capitals.

For example, economic capital is likely to mediate access to higher education, 
following legislation to remove the cap on student fees and allowing universities to 
charge up to £9000 per year, alongside a range of other policies and recommendations 
that are reducing the level of state funding for he by 40% over four years (dBIS 
2010). Such policies are likely to have an impact on the objective probabilities of 
PDQ\�VWXGHQWV�EHLQJ�DEOH�WR�¿QDQFLDOO\�DFFHVV�+(�DQG�DUH�OLNHO\�WR�KDYH�GLVSURSRU-
tionally negative consequences for those in already less advantageous positions. uni-
versity applications have already fallen by 9.9% in the last year (See university and 
&ROOHJHV�8QLRQ��������WKH�VWHHSHVW�IDOO�IRU����\HDUV��7KH�ORQJHU�WHUP�UDPL¿FDWLRQV��
not only for access but also in terms of perceptions and life trajectories, therefore 
need further consideration. understandably, we have seen a much bigger percentage 
decline in applications by mature students (uCAS 2012), with higher fees no doubt 
resulting in cost-effectiveness calculations based on the length of time they may be 
employment after graduation up until retirement, especially in the current context 
of declining employment opportunities. Similar considerations will also be made by 
the majority of full fee paying students, and the longer term outcomes are not only 
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OLNHO\�WR�EH�UHODWHG�WR�GLUHFW�¿QDQFLDO�LPSOLFDWLRQV�EXW�EDVHG�RQ�GHFLVLRQV�WKDW�PD\�
well be based on subjective expectations aligned to their socio-cultural positions and 
backgrounds. this too may have a potentially negative effect on already disadvan-
taged groups and individuals, as ownership of social and cultural capitals begin to 
regulate subjective perceptions and probabilities.

there has been a continuation of the decline in the number of university courses 
actually being offered (See BBC 2012a), coupled with a reduction of the number 
of student places being made available in some areas (See, Coughlan 2012). there 
is also likely to be a further acceleration in the decline as universities respond to 
new, restricted and more competitive market conditions. this again, may have more 
detrimental effects on groups already disadvantaged (Purcell, quoted in richardson 
�������DV�ZHOO�DV�UHVXOWLQJ�LQ�OHVV�SUR¿WDEOH�FRXUVHV�EHLQJ�VTXHH]HG�RXW�DV�D�YLDEOH�
area for academic pursuit. this suggests that the notion of individual ‘choice’ in a 
competitive marketplace, may be somewhat of a misnomer. 

there has also been a shift and refocusing of the organisation and form of he 
to enable greater private provision of education ‘services’ in the sector (see for ex-
ample, the Browne review 2010 & dBIS 2011), opening up the ‘market’ to new 
SULYDWH�SUR¿W�PDNLQJ�FRPSHWLWRUV��'HSHQGLQJ�RQ�RQHV�SHUVSHFWLYH��WKLV�FRXOG�UHVXOW�
LQ�FKDQJHV�WKDW�WHQG�WR�LQFUHDVH�FRPSHWLWLRQ�DQG�EHQH¿W�WKH�V\VWHP�DV�D�ZKROH��RU�
alternatively devalue higher eduction, reducing it further to a consumer-provider 
market transaction model, devoid of consideration of wider purpose, principles and 
goals of higher education.

From a critical perspective, the current wave of reform in higher education has 
led to a reassertion of more pernicious form of neo-liberalism that has served to 
further privatise, marketise and commodify education. Moreover, from such a per-
spective it has also led to the re-conceptualisation of student as consumer, ensured 
that individual debt and private fee income is replacing state funding and respon-
sibility, and has put in place new regulatory frameworks encouraging private and 
µIRU� SUR¿W¶� SURYLGHUV� WR� FRPSHWH� µHTXDOO\¶�ZLWK� VWDWH� IXQGHG� LQVWLWXWLRQV��+LJKHU�
(GXFDWLRQ�LQVWLWXWLRQV�KRZHYHU��QRZ�UHFHLYH�VLJQL¿FDQWO\�OHVV�IXQGLQJ�DQG�WKXV�DUH�
being increasingly conditioned and coerced to apply and incorporate ‘market logic’ 
to their form and function and more and more aspects of their day to day operations. 
From such a perspective, the austerity narrative has masked the deeper ideologi-
cal origins of policies through a refracted market discourse, perversely portraying 
greater choice and freedom, whilst actually removing and restricting such choices 
and freedoms for many of the least privileged groups. Arguably, the dominance of 
neo-liberal ideology has become so pervasive that responses to social and economic 
crises are subject to broader narrative control that both conceal and castigate alter-
natives and present neo-liberal ideals as the only viable option.

:H�FDQQRW� LJQRUH� WKH� UROH�HGXFDWLRQ�DV�D�¿HOG��RU� UDWKHU� D� VLWH�� IRU� VRFLDO� DQG�
cultural reproduction (Bourdieu 1977), particularly given the appropriation of neo 
liberal language, ideology, ‘rules’ and logic occurring within such sites (Bourdieu 
1993). the further subversion of higher education to the needs of capitalist accu-
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PXODWLRQ�DQG�ZHDOWK�JHQHUDWLRQ�WKURXJK�WKH�LQWHQVL¿FDWLRQ�RI�D�PDUNHWSODFH�SUR-
GXFLQJ�FRPPHUFLDOO\�YLDEOH�SURGXFWV�DQG�VHUYLFHV��UHL¿HG�ZLWKLQ�VWUXFWXUHG�IUDPH-
works and practices, and informed by human and intellectual capital and technicist 
delivery models, creates symbolic violence through pedagogic action (Bourdieu & 
Passeron, 1990). Such changes to the form and structures of higher education have 
SRWHQWLDOO\�SURIRXQG�UHSHUFXVVLRQV�DQG�VLJQL¿FDQW�LPSOLFDWLRQV�LQ�UHODWLRQ�WR�HTXDO-
ity, notions of social democracy and citizenship. 

:KLOVW�SROLFLHV�KDYH�EHHQ�PHW�ZLWK�VLJQL¿FDQW�RSSRVLWLRQ�DQG�UHVLVWDQFH�DW�YDUL-
ous levels, the wider assumptions informing the changes and their ideological un-
derpinnings have received far less critical analysis in the public domain. the future 
RI�VRFLHW\�DQG�WKH�UROH�HGXFDWLRQ�LV�SHUFHLYHG�WR�SOD\�LQ�LW��LV�FRQ¿QHG�E\�WKH�SUHYDLO-
ing hegemonic RUWKRGR[\ (Bourdieu op. cit.), which thereby constrains and frames 
debates through truncated discourse, thus rendering viable alternatives as ineffec-
tual or fanciful against the harsh ‘realities’ facing the existing dominant order. 

,Q�VHHNLQJ�WR�XQFRYHU�WKH�LGHRORJLFDO�RULHQWDWLRQ�DQG�LWV�EURDGHU�LQÀXHQFH�RQ�DF-
tion and practice, and the implications for equality and social justice, we must seek 
to develop conceptual understandings that enable us to make visible that which is 
masked and concealed within predominant language, rhetoric and narratives. We 
must seek to map the origins of its social construction, and also ensure we seek out 
alternative language, discourse and narrative capital in order to diffuse the sym-
bolic violence and power being exerted, and to construct and make viable alterna-
WLYHV��LQFOXGLQJ�WKRVH�ZKLFK�KDYH�WKHLU�RULJLQV�LQ�RWKHU�SUH�¿JXUDWLYH�GLVFRXUVH�DQG�
practice. everyday practices may be normalised by the dominant logic operating 
DQG�H[HUWLQJ�FRQWURO�RYHU�WKH�¿HOG�RI�HGXFDWLRQ��)RXFDXOW��������7KH�GRPLQDQW�ORJLF�
plays a role in the inculcation and transmission of the dominant orthodoxy and 
hegemonic representation of world views, concealing alternatives and reproduc-
LQJ�XQHTXDO�SRZHU�UHODWLRQV��+RIIPDQ�������WKDW�LQ¿OWUDWH�EURDGHU�FRPPRQ�VHQVH�
interpretations of the world (harvey 2005; Bourdieu 1998). 

As Bourdieu and Wacquant (2000) contend, neo-liberal vocabulary and associ-
ated ‘newspeak’ pervades our media, language, discourse and narratives, diffusing 
a new ‘planetary vulgate’. It foregrounds terms such as ‘economic competitiveness’, 
µJOREDOL]DWLRQ¶��µÀH[LELOLW\¶��µJRYHUQDQFH¶��µHPSOR\DELOLW\¶��WKH�µQHZ�HFRQRP\¶�DQG�
‘change’, and demotes terms such as ‘capitalism’, ‘class’, ‘exploitation’, ‘domination’, 
and ‘inequality’ by constructing a narrative that presents them as largely irrelevant 
in current political and public discourse. they further argue that this represents a 
new form of imperialism, whose effects are more powerful as it is not only directly 
championed by partisans of neo-liberalism but is also, often inadvertently, perpetu-
ated by the practice of ‘cultural producers’, such as researchers, writers, teachers, 
and activists, who may perceive themselves in opposition to neo-liberalism. From 
this perspective, this new ‘planetary vulgate’ also represents a form of symbolic 
violence (Bourdieu 1990) as it relies on a relationship of constrained communica-
tion in order to de-historicise, universalise and create misrecognition (Bourdieu 
1993; 1999; 1999a), positioning individuals as responsible for their own position in 
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the world, whilst masking the role of ideology and societal structures (Bourdieu et 
al. 2000) in the creation of a priori judgments. From such a perspective, it may be 
argued that one of the distinctive features of neo-liberalism is the development of a 
new form of ‘newspeak’, which facilitates narrative control of events. the failure of 
WKH�¿QDQFLDO�V\VWHP��IRU�H[DPSOH��KDV�EH�UH�SUHVHQWHG�LQ�QHR�OLEHUDO�QHZVSHDN�DV�D�
crisis requiring the public sector to be cut, further privatised and subject to market 
conditions. Such narrative levitation allows reality to be suspended and re-present-
ed because of the vested powerful interests who control the dominant narrative. In 
this sense, the mismatch between material reality and narrative constructions of 
reality represents a form of refraction itself.

Given such unprecedented changes and the current wave of reform, which has a 
clear ideological basis, it is thererfore essential that we retain the wider context and 
history as central tenets of our explorations (Goodson & norrie, 2005) in order to 
better analyse the origins and intent behind policy developments. It is essential to 
avoid short term evaluation of current policies or initiatives, devoid of their wider 
socio-cultural and socio-historical context, as such practice itself could, perhaps 
inadvertently, play a role in reproducing the dominant narrative.

eXPlorInG PoIntS oF reFrACtIon, Pre-FIGurAtIVe PrACtICe And 
dISCourSe

7KH�LQÀXHQFH�RI�LGHRORJ\�RQ�WKRXJKW�DQG�SUDFWLFH�VKRXOG�QRW��DQG�FDQQRW��EH�XQGHU�
HVWLPDWHG�DQG�ZLOO�EH�SULRULWLVHG�DV�D�VLJQL¿FDQW�DVSHFW�RI�RXU�HPSLULFDO�LQYHVWLJD-
tion and theoretical development. however, we should also avoid overly determinist 
explanations that overlook the possibility for individuals and groups to mediate its 
HIIHFWV�� WR� DFWLYHO\� UHVLVW� LWV� LQÀXHQFH� DQG� WR� LQGLYLGXDOO\� DQG� FROOHFWLYHO\� DIIHFW�
change, thereby refracting policy and ideological intentions. Furthermore, we need 
WR�PLQGIXO�RI�WKH�ZLGHU�KLVWRULHV�DQG�WUDGLWLRQV�WKDW�DOVR�LQÀXHQFH�DFWLRQ��GHFLVLRQV�
and practice. not only would such determinist approaches underplay the impor-
WDQFH�RI�LQGLYLGXDO�DJHQF\��SUH�¿JXUDWLYH�SUDFWLFHV�DQG�DOWHUQDWLYH�GLVFRXUVHV��WKH\�
would also fail to adequately account for the ways in which ideology and individual 
DFWLRQ�LQWHUDFW��DQG�KRZ�ZLGHU�VRFLDO��FXOWXUDO�DQG�KLVWRULFDO�H[SHULHQFHV�LQÀXHQFH�
action and thought.

As a basis for informing empirical approaches, refraction may be thought of as a 
theoretical concept that provides a lens through which to better understand both the 
context surrounding macro and national structural initiatives, and also how these 
are reinterpreted and mediated through meso level decisions, micro level interac-
WLRQV��DQG�SHUVRQDO�LQWHUSUHWDWLRQ��7KHVH�WRR�ZLOO�EH�LQÀXHQFHG�E\�KLVWRU\��H[SHUL-
ence and local context. Social life and social activity constantly undergoes a process 
of refraction, occurring at a number of levels simultaneously. education policies, 
similarly, do not materialise in a social or cultural vacuum but are mediated and inter-
SUHWHG�WKURXJK�V\VWHPV��RUJDQLVDWLRQV��DQG�E\�LQGLYLGXDOV�DQG�WKHLU�SUDFWLFH��6SHFL¿F�
structural changes do not necessarily have the same consequences in different con-
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texts but rather there exists a milieu of points of refraction through which policies, 
in particular those which seek to restructure education, must pass (Goodson 2010). 
these include national and regional systems, school board systems, through to indi-
vidual interpretations and teacher and learning practices, which all potentially present 
numerous contexts and possibilities for reinterpretation, variation and responses. Such 
responses will also be dependent on a whole range of existing interrelationships, rela-
WLRQVKLSV�WR�SRZHU�DQG�LQÀXHQFH��RUJDQLVDWLRQDO�DQG�SHUVRQDO�SURIHVVLRQDO�LGHQWLWLHV�
and practice. Moreover, organisational and individual responses will be mediated by 
broader social, cultural, intellectual and professional histories and experiences. 

In terms of attempting to better understand different types of refraction, we began 
by drawing on, and aim to enhance, a model developed as part of the ProfKnow Study. 
7KH�¿JXUH�EHORZ�VRXJKW�WR�GHPRQVWUDWH�KRZ�GLIIHUHQW�FRXQWULHV��UHJLRQV��LQVWLWXWLRQV�
and systems might have varied trajectories, traditions and histories that refract cen-
tralised restructuring initiatives in various ways (see Goodson 2004). Furthermore 
however, in undertaking qualitative analysis of individual and group narrative, life 
histories and actions, we might also utilise a similar model to explore if, how and why 
policies are mediated and reinterpreted by professionals.

drawing on data from our ongoing empirical study for the rIAIPe3 study, the 
brief examples below demonstrate how policies are refracted in various ways by two 
academics in different institutions, who are at very different stages in their careers. 
We can see how personal and professional identitities, history, experience, trajectories 
DQG�DXWRQRP\�LQ�WKHLU�UROHV�DOO�KDYH�DQ�LQÀXHQFH�RQ�WKH�ZD\V�FHQWUDOLVHG�SROLFLHV�DUH�
refracted, despite, or perhaps in spite of, the wider ideological and political climate 
and broader institutional responses. 

Case 1: ‘Ken’

Ken is an academic at a relative early stage of his professional career in an institu-
tion, which he reports is feeling intense pressure following ‘enforced’ changes in 
funding and direction arising from recent central policies. As a result, he has felt 
pressure to change his working practices and has been forced to accept increasingly 
more teaching and supervision duties, something he attributes directly to scarcity 
of funding and the institutions decision to focus more intently on student numbers, 
and in particular overseas students, who pay higher fees. he feels his prior hopes to 
develop his research and publications portfolio are suffering as a result, and that he 
is increasingly undertaking roles of an administrative nature. 

ken: It’s not quite what I signed up for but I guess the climate is very different now 
and we all have to respond to the new circumstances and ensure the University 
doesn’t go under and that we’ve all go jobs at the end of the day...

Researcher: You mentioned you hadn’t been doing much writing or research over 
the last year.
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ken: ,W¶V�PRUH�WKDQ�D�\HDU�QRZ����EXW�WKHUH¶V�VWLOO�DQ�H[SHFWDWLRQ�WKDW�,�UHPDLQ�UH-
VHDUFK�DFWLYH�EHFDXVH�,¶P�SDUW�RI�WKH�5HVHDUFK�([FHOOHQFH�)UDPHZRUN��VR�WKHUH¶V�
EHHQ�DQ�LQWHQVL¿FDWLRQ�RI�P\�UROH�UHDOO\��DV�ZHOO�DV�DQ�RYHUDOO�FKDQJH�LQ�ZKDW�WKDW�
role is for the most part... 

Researcher: So do you do anything to counter things that have happened?

ken: ... my initial response was going to be ‘no’ but now I think about it, it’s not 
true. Perhaps I was just a bit overwhelmed and dispondent originally but I have 
done various different things. I’ve joined a group at the University who focus on 
community participation projects. My wife used to work in youth work and funding 
and support in that sector has been decimated. So I felt I could try and contribute 
something via the University and put in a proposal with this group to try and get the 
University involved with NEETs (16-24 year olds not in education, employment or 

Figure 1. 
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training) to provide accreditation to help them access Further or Higher Education 
and put them in a better position in the job market... it’s an area that I wouldn’t have 
got involved in before, I guess, but thinking about it, it is a reaction to a number 
RI�WKLQJV��¿UVWO\�P\�RZQ�UROH��EXW�PRUH�LPSRUWDQWO\�WKH�LPSOLFDWLRQV�RI�IXQGLQJ�DQG�
resource cuts to support vulnerable and disadvantaged groups at a time of record 
NEET unemployment and increased fees in Higher Education. 

On a personal front, I’ve also joined the Union. But this [conversation] has also 
just made me realise that we’ve – a few of us running the courses between us – we’ve 
changed the course content to include modules that focus on current changes and 
what this means for education. Yes, if I think about it, I, and I think some other col-
leagues, have become more critical in both our outlook and our actions... 

Case 2: ‘Alf’

Alf is an academic who is to retire within the next few years. he considers himself 
to be a critical scholar who is staunchly opposed to what he considers have been 
the detrimental effects of neo-liberalism and marketisation of higher education. 
he feels that changes over the last 30 years or so have undermined what he feels 
the purpose of higher education and scholarly pursuit should be. he conversely 
also feels he has always been something of an outsider in academia, despite having 
a notbale career, but attributes this having had a tough working class upbringing 
and sharing little in common with many of his colleagues, or what he perceives to 
be the necessary or ‘natural cultural requirements’ demanded by an elitist higher 
education system. 

alf: “...once I’d established myself in academia, I made a conscious decision to 
research and write about things that interested me, that I felt passionate about... 
whilst it’s been peaks and troughs in terms of funding and possibilities, I’ve pretty 
much been able to keep doing this, despite the changes that have gone on... For 
H[DPSOH��WKH�ZKROH�PDQDJHULDOLVW�EHDQ�FRXQWLQJ�DFFRXWDELOLW\�FKDQJHG�WKH�FXOWXUH�
here (at the University) beyond recognition, some even got quotas given them that 
told them how much funding they had to bring in year on year... and for most that 
PHDQW�D�FHUWDLQ�GHJUHH�RI�VDFUL¿FH�LQ�WHUPV�RI�WKH�SURMHFWV�WKH\�ZHUH�LQYROYHG�LQ��
the publications they were submitting, the teaching load they had to juggle...a right 
royal assault on our professionalism, if you ask me... all because of the new mar-
kets and accountability requirements... over the years I think all we’ve managed 
WR�GR� LV� WR�UHSODFH�ZLWK�TXDOLW\�ZLWK�HI¿FLHQF\��ZLWK�\RXU�DFDGHPLF�HIIHFWLYHQHVV�
being judged by numbers and money and managed out of more critical pursuits... I 
managed to skirt around things, partly because I had begun to work in the area of 
adult education, outreach work, especially with vulnerable and under-represented 
groups and many of the changes happened where at least there was more funding 
to do such work...
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Researcher: So what has been your response to the recent changes in Higher Edu-
cation brought about by the coalition Government?

alf: ... Initially its usually starts with a feeling of despair... but the alternative is to 
play their game. I’m totally enraged by what’s happening. I’ve spent my whole life 
WU\LQJ�WR�¿JKW�WR�VXSSRUW�WKH�H[SDQVLRQ�RI�+LJKHU�(GXFDWLRQ�IRU�H[FOXGHG�JURXSV�
DQG�QRZ�WKH�IHHV�ZLOO�H[FOXGH�WKRXVDQGV��QRW�MXVW�¿QDQFLDOO\�EXW�FXOWXUDOO\�DQG�VR-
cially over the longer term, it’s regressive... At this stage in my career, and with lim-
ited funding in the areas I’m interested in I’m more limited in my options... so now... 
I’m trying to go back to inspiring others to be critical...to keep issues of inequality 
on the agenda...to encourage people to take action... As I’m well connected, I know 
who and what to put people in touch with. I’ve also joined up with a lot of my former 
colleagues and friends from way back and we’re trying to put together publications, 
events and other things that will help people see what’s really happening.

It became clear that both Ken (case 1) and Alf (case 2) were refracting national poli-
cies through their own professional practice but both ackowledged there were limi-
tations placed on them by institutional requirements arising from policy changes 
and associated discourse. however, during the course of the interviews, it became 
clear that Alf had developed conscious professional practices over the years that 
were both resistant to and contested broader system narratives and which were 
based on an explicit understanding of the ideology underpinning changes over a 
number of years. Ken on the other hand, whilst also demonstrating some degree 
of contestation and resistance, had not done so with quite the same degree of cog-
nisance regarding the ideological antecedants, but rather was responding to and 
contesting what he viewed as party political decisions arising in a time of austerity. 
Furthermore, being at a relative early stage of his career in his current role, Ken did 
QRW�IHHO�KH�KDG�D�VLJQL¿FDQW�GHJUHH�RI�DXWRQRP\�WR�FUHDWH�VSDFH�DQG�RSSRUWXQLWLHV�
IRU�PRUH�UHVLVWDQW�SUDFWLFHV��$OI��RQ�WKH�RWKHU�KDQG��IHOW�¿QGLQJ�VXFK�RSSRUWXQLWLHV�
to resist and contest wider ideological and system narratives was, to some degree, a 
professional raison d’être arising out of his own personal trajectory and numerous 
SHUVRQDO�DQG�SUH�¿JXUDWLYH�SUDFWLFHV�DQG�GLVFRXUVHV�RSSRVHG�WR�QHR�OLEHUDO�LGHDOV��

In developing the concept of refraction, the two cases demonstrate the need to 
further consider the varying degrees of conscious and subconscious activity and 
related passive and pro-active action that arises at points of refraction. We need 
also to consider how, or to what extent, such action arises as a result of a broader 
understanding surrounding dominant discourse and system narratives, and how and 
ZKHQ�OLIH�WUDMHFWRULHV��H[SHULHQFH�DQG�DOWHUQDWLYH�DQG�SUH�¿JXUDWLYH�GLVFRXUVH�DQG�
SUDFWLFHV�RYHUWO\� LQÀXHQFH�DFWLRQ��2WKHU� IDFWRUV� VXFK�DV�SURIHVVLRQDO� UROH��SRZHU�
and autonomy are also likely to have a generative, although not wholly regulative, 
effect on the objective and subjective perceptions surrounding the ability to act and 
refract wider system narrative. however, we must also consider the broader and 
far reaching roles that ideology, dominant discourse and symbolic violence play in 
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conditioning and regulating people’s subjectively perceived ability to act and create 
new and oppositional professional practices.

Again this highlights the interconnected and multi-factored nature of the concept 
of refraction and the complex challenge that exists in exploring the multi-faceted 
UHODWLRQVKLSV�EHWZHHQ�VWUXFWXUH�DQG�DJHQF\�DQG�WKH�PXOWLIDULRXV�LQÀXHQFHV�DQG�LQ-
teractions that may arise. 

eXPlorInG StruCture – AGenCY InterACtIonS

As a concept, ‘refraction’ seeks to address a key ‘dialectical’ challenge of social sci-
ence in focussing simultaneously on structure and agency, and various interactions 
arising through mediated practice. In employing such a concept, we seek to better 
understand the conditions, experiences, histories and relationships between actor, 
dominant discourse and structure, and also how these are contextualised through 
the various general forms of governance, systems and local and professional cul-
tures. refraction is an attempt to help us avoid assumptions and challenge some 
of the more linear perceptions surrounding causality, identifying mediating prac-
tice such as contestation or resistance, where they exist, thereby overcoming more 
structural-determinist analyses, and by also keeping context and history as central 
to explorations (norrie and Goodson, op. cit.). rather than viewing structure as 
determining practice, refraction requires the examination of the role of disposi-
tions and individual habitus of actors on action. Such dispositions and habitus are, 
to some degree, likely to be regulated by structures, which themselves generate 
practice (Bourdieu 1977). the ability to understand the generative nature of such 
DFWLRQ�DOVR�UHTXLUHV�DQ�DQDO\VLV�RI�WKH�¿HOGV�DQG�SRZHU�UHODWLRQVKLSV�LQ�ZKLFK�PHGL-
ated action occurs (Bourdieu 1998). therefore, this requires examination of policy 
and related discourse and consideration of the extent to which they harmonise or 
resonate with teachers’ own personal and professional identities and narratives, and 
as importantly, the ways in which these are contested, resisted and reinterpreted 
WKURXJK� D� SURFHVV� RI� SURIHVVLRQDO� UHFRQ¿JXUDWLRQ� LQ� GLIIHUHQW� ORFDO� DQG� QDWLRQDO�
contexts. 

,Q�WKH�FRQWH[W�RI�VLJQL¿FDQW�VRFLR�FXOWXUDO�DQG�VRFLR�HFRQRPLF�XQFHUWDLQW\��DQG�
DOVR�ZLWK�VLJQL¿FDQW�LGHRORJLFDOO\�LQIRUPHG�FKDQJHV�WR�WKH�VWUXFWXUHV�RI�HGXFDWLRQ�
in the uK and across europe, refraction may provide a conceptual lens through 
which to explore contextualised and recontextualised practice against the backdrop 
of a new, ideologically informed wave of reform. In so doing, it may highlight some 
RI�WKH�DOWHUQDWLYH�DQG�SUH�¿JXUDWLYH�GLVFRXUVH�DQG�SUDFWLFH�WKDW�LV�RIWHQ�XQGHUWDNHQ�
as conscious activity that is explicitly resistant to narrative control and the effects 
of symbolic violence. 

tIM rudd & IVor GoodSon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



153

reFerenCeS

Aronowitz, S., & Giroux, h. (1991) Post-modern Education: politics, culture and social criticism, 
Minneapolis: university of Minnesota Press.

Bell, d. (1973) The Coming of Post-Industrial Society, new York: Basic Books.
BBC (2012). ‘one in four university degree courses cut, figures show’. BBC News: Education and Family, Kathryn 

Sellgren. 23rd February 2012. Accessed 20/06/12. www.bbc.co.uk/news/education-17125547
Bourdieu, P. (1977) Outline of a Theory of Practice, Cambridge university Press: london.
Bourdieu, P. (1984 [1979]) Distinction: A social critique of the judgement of taste, richard nice (trans), 

Cambridge, MA: harvard university Press. 
Bourdieu, P. (1993) Sociology in Question, london: Sage.
Bourdieu, P (1998) ‘Acts of resistance: against the new myths of our time’, Cambridge: Polity Press
Bourdieu, P. (1993) ‘7KH�¿HOG�RI�FXOWXUDO�SURGXFWLRQ¶� new York: Columbia university Press.
Bourdieu, P. (1999) Acts of Resistance: against the tyranny of the market, new York: new Press.
Bourdieu, P. (1999a) ‘Postscript’, in P. Bourdieu et al, The Weight of the World: social suffering in con-

temporary society, london: Polity.
Bourdieu, P. and Passeron, J-C. (2000) Reproduction in Education, Society and Culture, london, Sage.
Bourdieu, P., & Wacquant, l. (2000) ‘neo-liberal newspeak: notes on the new planetary vulgate’, radi-

cal Philosophy, 108.
Bourdieu, P. et al (1999) The Weight of the World: Social Suffering in Contemporary Society. Cam-

bridge, Polity Press
Browne (2010) ‘Securing a sustainable future for higher education: an independent review of higher 

HGXFDWLRQ�IXQGLQJ�DQG�VWXGHQW�¿QDQFH¶�LQ�µThe Review of Higher Education’ (accessed 06.07.2012) 
www.independent.gov.uk/browne-report

Burke, P. (1993) History and Social Theory, new York: Cornell university Press. 
Carpentier (2001). Developpement educative et performances economiques au Royaume-Uni: 19th and 

20th siecled, Paris: l’harmattan
Coughlan, S. (2012) ‘Most universities set to have fewer places’. BBC News: Education and Family. 29th March 2012. 

Accessed 20/06/12: http://www.bbc.co.uk/news/education-17537558
denzin, n. (1991) Images of Postmodern Society: social theory & contemporary cinema, london: 

Sage.
department for Business, Industry and Skills (dBIS) (2010). The Spending Review 2010. london, 

Crown.
department for Business, Industry and Skills (2011) ‘Higher education white paper: students at the 

heart of the system’, london: Crown, department for Business, Industry and Skills. 
Fontvieille (1990) ‘education, growth and long cycles: the case of France in the 19th and 20th centuries’, 

in G. tortella (ed.) Education and Economic Development since the Industrial Revolution, Valen-
cia: Generalitat Valenciana, 317-335.

Foucault, M. (1997) Discipline and punish: the birth of the prison, london: Allen lane.
Giddens (1991) Modernity and Self-Identity: self and society in the late modern Age, Stanford, CA: 

Stanford university Press.
Goodson, I.F. (2004). Change processes and historical periods: an international perspective, in C. 

Sugrue (ed.) &XUULFXOXP�DQG�LGHRORJ\��,ULVK�H[SHULHQFHV�LQWHUQDWLRQDO�SHUVSHFWLYHV��dublin: the 
liffey Press. 

Goodson, I.F., & norrie, C. (2005) (eds.). ‘A literature review of welfare state restructuring in educa-
tion and health care in european contexts: implications for the teaching and nursing professions and 
their professional knowledge’ for the ProfKnow Consortium.

hargreaves, A. (1994) Changing Teachers, Changing Times: teachers’ work and Culture in the post-
modern age, new York, nY: teachers College Press/london: Cassell.

harvey, d. (2005) A brief history of neo-liberalism, new York: oxford university Press.
history of education Journal (1998) British History of Education Journal published a special issue 

StudYInG hIStorICAl PerIodISAtIon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



154

derived from a conference on education and economic Performance, london and new York: taylor 
and Francis.

hoffman, J. (2004) ‘Citizenship beyond the state’, london: Sage.
lyotard, J.l. (1984) The Postmodern Condition, (trans G. Bennington and B. Matsuda), Manchester: 

Manchester university Press. 
McCulloch, G., (1995) essay review of Changing Teachers, Changing Times, by A. hargreaves, British 

Journal of Sociology of Education, 16 (1): 113-117.
Meyer, J. and rowan, B. (1978) the structure of educational organizations, in J. Meyer and W. Marshal 

et al (eds.) Environments and Organizations: theoretical and empirical perspectives, San Francisco, 
CA: Jossey-Bass.

Professional Knowledge in education and health (ProFKnoW) (2002-2008) ‘restructuring work and 
life between state and citizens in europe’ – university of Brighton – uK, university of Gothenburg 
- Sweden, national and Kopodistorian university of Athens - Greece, university of Joensuu – Fin-
land, university of Barcelona - Spain, university of the Azores – Portugal, St. Patrick’s College, 
dublin City university – Ireland, university of Stockholm – Sweden (accessed 23/06/12) http://
www.ips.gu.se/english/research/research_programmes/pop/current_research/profknow/.

rIAIPe 3 (ongoing). ‘An inter university framework programme for equity and social cohesion poli-
cies in higher education in latin America, a european union Funded Project, (accessed 30/06/12) 
www.riaipe-alfa.eu.

richardson, h. (2012). ‘Vice-chancellor warns over loss of student places’.BBC News: Education and 
Family, 10th March 2012. Accessed 20/06/12: http://www.bbc.co.uk/news/education-17313204

tyack, d., & tobin, W. (1994) ‘the ‘Grammar’ of Schooling: why has it been so hard to change?’ 
American Educational Research Journal, 31(3), 453-479, Fall.

uCAS (2012). 2012 Applicant Figures. May 2012. Accessed 20/06/12. http://www.ucas.com/about_us/
media_enquiries/media_releases/2012/20120531

university and College union (2012). University Applications in England Down by 10%. 31st May 2012. 
Accessed 20/06/12. http://www.ucu.org.uk/index.cfm?articleid=6109

Wright Mills, C., 1959, The Sociological Imagination, london: oxford university Press.
Young, M., & Schuller, t., (eds), 1988, the rhythms of Society (london & new York: routledge).

Tim Rudd
Ivor Goodson 
University of Brighton

tIM rudd & IVor GoodSon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



óSCAr eSPInozA

Chapter 10

tHe eQUIty GoaL oRIenteD moDeL 
RevIsIteD1

IntroduCtIon

the implementation of the Interuniversity Framework Programme for an equity 
DQG�6RFLDO�&RKHVLRQ�3ROLF\�RQ�+LJKHU�(GXFDWLRQ��¿QDQFHG�E\�WKH�$OID�3URJUDPPH�
of the european union (2011-2013)- represents an enormous challenge for the ria-
pe3 network. It is important to note that this network was formed from a previous 
work developed since 2006 by european and latin American university researcher 
teams and managers that created at the time the riaipe1 and riaipe2 networks.

the starting point of the riaipe network’s tasks was the need to build an alterna-
tive to the education policies promoted by european and latin American govern-
ments, which in most cases are part of the neoliberal globalization agenda where 
knowledge and access to quality education is conceived as commodity rather than a 
public good. the proposal we are developing and running -which seeks to consoli-
date and broaden an emancipatory education project for all that generates greater 
cohesion and social justice- contrasts with that hegemonic look.

�� 7KLV� SDSHU� LV� EDVHG� RQ� UHVHDUFK� FRQGXFWHG� IRU� P\� GRFWRUDO� GLVVHUWDWLRQ� HQWLWOHG� ³7KH�
JOREDO�DQG�QDWLRQDO�UKHWRULF�RI�WKH�HGXFDWLRQDO�UHIRUP�DQG�WKH�SUDFWLFH�RI��LQ��HTXLW\�LQ�WKH�
&KLOHDQ�KLJKHU�HGXFDWLRQ�V\VWHP������������ �́�7KH�SUHSDUDWLRQ�RI�WKLV�ZRUN�ZDV�VXSSRUWHG�
LQ�SDUW�E\�WKH�JUDQW�DZDUGHG�E\�WKH�William and Flora Hewlett Foundation and the Center 
for Latin American Studies Research and Development Fund, University of Pittsburgh, 
DV�ZHOO�DV�E\� WKH�School of Education Research Fund and the Institute for International 
Studies in Education, University of Pittsburgh��7KH�RULJLQDO�YHUVLRQ�RI� WKH�PRGHO�DQG� LWV�
VXEVHTXHQW�DGDSWDWLRQ�ZDV�SXEOLVKHG�LQ��2��(VSLQR]D���������6ROYLQJ�WKH�(TXLW\�(TXDOLW\�
&RQFHSWXDO�'LOHPPD��$�1HZ�0RGHO�IRU�$QDO\VLV�RI�WKH�(GXFDWLRQDO�3URFHVV��LQ�Educational 
Research, 49, Nº4 (December 2007), SS����������/RQGRQ��(QJODQG��DQG�LQ�2��(VSLQR]D�
	�/�(��*RQ]iOH]���������3ROtWLFDV�GH�(GXFDFLyQ�6XSHULRU�HQ�&KLOH�GHVGH� OD�3HUVSHFWLYD�
GH� OD� (TXLGDG�� LQ�Revista Economía y Sociedad, 22 (Enero-Junio),� SS�������� )DFXOWDG�
GH�&LHQFLDV�6RFLDOHV� \�(FRQyPLFDV��8QLYHUVLGDG� GHO� 9DOOH�� ,� DSSUHFLDWH� WKH� FRPPHQWV�
RQ� HDUOLHU� GUDIWV� SURYLGHG� E\�P\� IULHQGV� DQG� FROOHDJXHV�0DUN� *LQVEXUJ�� /XLV� (GXDUGR�
*RQ]iOH]��$QQ�0DWHDU��-DYLHU�/R\ROD�DQG�&DUORV�9HODVFR�

António Teodoro & Manuela Guilherme (Eds.), 
European And Latin American Higher Education Between Mirrors, 155–169.
© 2014 Sense Publishers. All rights reserved.
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In this context, this chapter seeks to set up the theoretical foundations that guide 
and surround the “equity” concept, one of the two essential components of the In-
teruniversity Framework Programme for an equity and Social Cohesion Policy on 
higher education.

By means of a theoretical discussion on the concept of ‘equity’ and the recreation 
of a model of equity made in the early last decade by the author -oriented towards 
objectives which combines different dimensions of the concept either with resourc-
es and/or with different stages of the educational process-, this document aims to 
achieve two purposes: (1) to clarify the notion of ‘equity’ among researchers, educa-
tors, evaluators, analysts, managers and policy makers; and (2) to encourage a criti-
cal review and synthesis of the research/intervention on equity among researchers, 
managers at the institutional level and evaluators.

underStAndInG the MeAnInG And SCoPeS oF the “equItY” ConCePt 

the notion of “equity” has run through many debates on social and public policy, 
and yet in many contexts there seems to be no very clear idea of just what “equity” 
mean. questions have been raised among policy analysts, policy makers and evalu-
ators concerned with issues of inequity and inequality regarding the feasibility of 
achieving equity, or social justice, in a society characterized by inequality. this is 
manifested in the family environment, in occupational status and level of income; 
it is also evident in educational opportunities, aspirations, attainment and cogni-
tive skills. It is debatable whether we can have “equity” in a society that prioritizes 
HI¿FLHQF\� LQ� UHVRXUFH�PDQDJHPHQW� RYHU� VRFLDO� MXVWLFH��&HUWDLQO\�� VXFK� TXHVWLRQV�
have shaped and guided many discussions and theoretical debates among scholars, 
policy analysts and policy makers. however, the use of the “equity” concept and 
the dimensions involved in it in many cases demonstrates that there are confusions 
and misunderstandings even among scholars and researchers. Consequently, em-
bodied in this chapter is an attempt to clarify the nature of “equity” and debates and 
GH¿QLWLRQV��SDUWLFXODUO\�WKRVH�WKDW�GHYHORS�HYHQ�ZKHQ�SHRSOH�DSSHDU�WR�EH�ORRNLQJ�DW�
the same set of information. Greater understanding of such debates about the concept 
JXLGLQJ�WKH�DQDO\VLV�RI�WKLV�SDSHU�LV�WKH�¿UVW�JRDO�

over the past four decades there have been a number of controversies when dis-
cussing the concept of “equity”. this concept is often invoked by policy analysts, 
SROLF\PDNHUV��JRYHUQPHQW�RI¿FLDOV�DQG�VFKRODUV�LQ�RUGHU�WR�MXVWLI\�RU�FULWLTXH�UH-
source allocation to different levels of the educational system. In this section, the 
meaning, goals, and assumptions of “equity” will be considered in terms of their 
interacting implications for social and educational policy. Instead of arguing for a 
XQLTXH�RU�VLPSOH�FRQFHSWLRQ�RI�³HTXLW\ �́�D�VHW�RI�GH¿QLWLRQV�RI�WKLV�FRQFHSW�DV�ZHOO�
as a discussion related to theoretical and policy issues associated will be presented. 
Moreover, a new model for analyzing equity in relation to education made by the 
author of this chapter, which might be a valuable tool for researchers, evaluators, 
educators, policy analysts and policy makers will be discussed. 
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the equItY GoAl orIented Model reVISIted

“equity” and “equality” must be considered as the main basis of distributive 
justice, which Morton deutsch (1975: 137) notes “is concerned with the distribution 
of the conditions and goods which affect individual well-being.” deutsch (1975: 
137-138) argues that 

³WKH� VHQVH�RI� LQMXVWLFH�ZLWK� UHJDUG� WR� WKH�GLVWULEXWLRQ�RI� EHQH¿WV� DQG�KDUPV��
rewards and costs, or other things which affect individual well-being may be 
directed at: (a) the values underlying the rules governing the distribution (injus-
tice of values), (b) the rules which are employed to represent the values (injustice 
of rules), (c) the ways that the rules are implemented (injustice of implementa-
tion), or (d) the way decisions are made about any of the foregoing (injustice of 
decision-making procedures).”

In debates about distributive justice, “equity” is often used as if it were inter-
changeable with “equality” (lerner, 1974; Warner, 1985). Secada (1989), for in-
stance, makes numerous strong arguments that “equality” is not synonymous with 
“equity” and, thus, rather than striving for equality amongst groups of people we 
VKRXOG�ZRUN�WRZDUGV�HTXLWDEOH�LQHTXDOLWLHV�WKDW�UHÀHFW�WKH�QHHGV�DQG�VWUHQJWKV�RI�
the various groups. he poses that students must be dealt with on an individual level. 
unfortunately, human beings are creatures of bias and, thus certain inequalities 
DUH�ERXQG� WR�H[LVW��:KHQ� WKHVH� LQHTXDOLWLHV�FDQ�EH� LGHQWL¿HG�DORQJ� WKH� OLQH�RI�D�
particular group, it is important to examine the source of inequality and determine 
the reasons for the inequality. 

the “equity” concept is associated with fairness or justice in the provision of 
HGXFDWLRQ�RU�RWKHU�EHQH¿WV�DQG�LW�WDNHV�LQGLYLGXDO�FLUFXPVWDQFHV�LQWR�FRQVLGHUDWLRQ��
while “equality” usually connotes sameness in treatment by asserting the funda-
mental or natural equality of all persons (Corson, 2001). 

While “equality” involves only a quantitative assessment, “equity” involves both 
a quantitative assessment and a subjective moral or ethical judgment that might 
bypass the letter of the law in the interest of the spirit of the law (Bronfenbrenner, 
1973; Gans, 1973; Jones-Wilson, 1986; Konvitz, 1973). equity assessments are more 
problematic because people differ in the meaning that they attach to the concepts 
of fairness and justice and because knowledge of equity-related cause and effect 
relationships is often limited (harvey & Klein, 1985). 

the conception of “equity”, commonly associated with human capital theory, 
is based on utilitarian considerations (Bentham, 1948; house, 1980; rawls, 1971; 
Strike, 1979). In other words, it demands fair competition but tolerates and, in-
deed, can require unequal results. on the other hand, the concept of “equality” 
associated with the democratic ideal of social justice demands equality of results 
(Strike, 1985). In some cases “equity” means equal shares, but in others it can 
mean shares determined by need, effort expended, ability to pay, results achieved, 
ascription to any group (Blanchard, 1986) or by resources and opportunities avail-
able (larkin & Staton, 2001). Greater “equity” does not generally mean greater 
“equality”; quite the opposite, for more “equity” may mean less “equality” (Gans, 
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1973; rawls, 1971). As Samoff (1996: 266-267) has stated the issues in relation 
to schooling:

“equality has to do with making sure that some learners are assigned to smaller 
classes, or receive more or better textbooks, or are preferentially promoted be-
cause of their race...Achieving equality requires insuring that children [students] 
are not excluded or discouraged from the tracks that lead to better jobs because 
they are girls...equity, however, has to do with fairness and justice. And there is 
the problem…[Indeed,] where there has been a history of discrimination, justice 
may require providing special encouragement and support for those who were 
disadvantaged in the past....to achieve equity – justice – may require structured 
LQHTXDOLWLHV��DW�OHDVW�WHPSRUDULO\��$FKLHYLQJ�HTXDO�DFFHVV��LWVHOI�D�YHU\�GLI¿FXOW�
FKDOOHQJH��LV�D�¿UVW�VWHS�WRZDUG�DFKLHYLQJ�HTXLW\ �́

often “equity” is used as a synonym for justice and especially as a negation when 
inequity is equated with injustice. one interpretation of “equity” is grounded in 
the equity theory, which is a positive theory pertaining to individual conceptions 
of fairness (Blanchard, 1986; Wijck, 1993). the fundamental idea underlying the 
“equity” theory is that fairness in social relationships occurs when rewards, pun-
ishments, and resources are allocated in proportion to one’s input or contributions 
(Adams, 1965; Cook & Parcel, 1977; deutsch, 1975; Greenberg & Cohen, 1982; 
Messick & Cook, 1983; tornblom, 1992). At this level of the discussion it is impor-
tant to clarify the concepts of input and output. Whereas the term input refers to the 
perceived contributions that individuals make, output (which represents one of the 
main dimensions shaping up the equity-equality model here discussed), refers to the 
SHUFHLYHG�EHQH¿WV�HQMR\HG�E\�LQGLYLGXDOV��

deutsch (1975), for example, suggests that in pure cooperative systems a per-
son’s share of economic goods should be determined by his relative skill in using 
such goods for the common weal and that he/she should share in the consumer 
goods with others according to need. But fairness also takes place when rewards and 
resources are allocated on the basis of individual needs. either taking into account 
LQGLYLGXDO�QHHGV�RU�FRQWULEXWLRQV��³HTXLW\´�PLJKW�EH�GH¿QHG��DFFRUGLQJ�WR�6DORPRQH�
(1981: 11), in terms of three dimensions: motivation, performance and results:

,I� HTXLW\� LV�GH¿QHG� LQ� WHUPV�RI�PRWLYDWLRQ�� DQG� LI� UHZDUGV� DUH� DOORFDWHG� LQ�
terms of it, then the deeper and stronger our motivation, the greater our re-
ZDUGV�� ,I� HTXLW\� LV�GH¿QHG� LQ� WHUPV�RI�SHUIRUPDQFH�� DQG� LI� UHZDUGV�DUH�DO-
located in terms of it, the more outstanding the performance, the greater our 
UHZDUGV��,I�HTXLW\�LV�GH¿QHG�LQ�WHUPV�RI�UHVXOWV��DQG�LI�UHZDUGV�DUH�DOORFDWHG�
to it the more plentiful the results, the greater our rewards. In each case, in-
HTXDOLWLHV�PD\�EH�PDJQL¿HG�UDWKHU�WKDQ�UHGXFHG��

the basic problems of “equity” theory are that it employs a one-dimensional con-
cept of fairness and that it emphasizes only the fairness of distribution, ignoring 
the fairness of procedure. An alternative to “equity” theory is based on two justice 
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rules: the distributional and the procedural. distribution rules follow certain crite-
ULD��WKH�LQGLYLGXDO¶V�FRQWULEXWLRQ�DQG�KLV�KHU�QHHGV��3UHFHGLQJ�WKH�¿QDO�GLVWULEXWLRQ�
of reward, a cognitive map of the allocative process is constructed. hence, fairness 
is judged in terms of the procedure’s consistency, prevention of personal bias, and 
its representativeness of important subgroups (deutsch, 1975; leventhal, 1980).

“equity” principles and “equity” assessment are frequently applied to the indi-
vidual level and or to the group level (including within the latter some groups based 
on their socio-economic, racial, sexual, ethnic, residential, age, educational, and reli-
gious characteristics, to mention a few examples). As Weale (1978: 28) has pointed out 
“equity” arguments and “equity” assessment “are normally used in a context where 
RQH�VRFLDO�JURXS�LV�EHLQJ�EHQH¿WHG�UHODWLYH�WR�DQRWKHU �́�)RU�LQVWDQFH��LQ�PRVW�FRXQWULHV�
some portion of the cost of securing training at the higher education level is assumed 
by society and the remainder by the individual. the way in which those charges are 
GLYLGHG�VLJQL¿FDQWO\�GHWHUPLQHV�ZKR�GRHV�DQG�ZKR�GRHV�QRW�KDYH�DFFHVV�WR�KLJKHU�
education. on the face of it, equity would seem to require that access to higher educa-
tion be extended to as many as possible, and perhaps even to all. But to do that would 
GHQ\�RQH�RI�WKH�EDVLF�IXQFWLRQV�RI�WRGD\¶V�XQLYHUVLW\��WKDW�LV��WR�VHUYH�DV�VFUHHQ�RU�¿OWHU�
LQ�WKH�LGHQWL¿FDWLRQ�RI�WKRVH�SUHVXPHG�WR�EH�WKH�PRVW�WDOHQWHG�DQG�KHQFH�WKH�EHVW�DEOH�
to assume key positions in the labor market or other roles in society.

In this scenario, access to higher education (as well as persistence, achievement, 
and outcomes) has been studied in very general terms from different perspectives. 
those who take a critical perspective consider that unequal access derives not from 
LQHI¿FLHQFLHV�LQ�³IUHH´�PDUNHW�HFRQRP\�GHYHORSPHQW��EXW�LV�WKH�GLUHFW�UHVXOW�RI�WKH�
capitalist system functioning (e.g., Arriagada, 1993; Carnoy, 1976a, 1995; espino-
za, 2002; Petras, 1999), which generates both unequal class relations within socie-
ties (Bowles & Gintis, 1976; Pattnayak, 1996; Petras, 1999) and dependency rela-
tions between ‘developing’ and ‘developed’ countries (Carnoy, 1976b; espinoza, 
2002). In contrast, some scholars have approached this topic from an equilibrium or 
functionalist perspective, assuming that unequal access to higher education stems 
from differences in individuals’ ability (cognitive and intellectual skills) and moti-
vation (Gardner, 1983; herrnstein & Murray, 1994; Sternberg, 1985, 1988) or from 
PLQRU�ELDVHV�RU�LQHI¿FLHQFLHV�LQ�HGXFDWLRQDO�DQG�HFRQRPLF�V\VWHPV��%ORPTYLVW�	�
Jiménez, 1989; Crossland, 1976; Jiménez, 1986; Johnstone & Shroff-Mehta, 2000; 
Psacharopoulos & Woodhall, 1985; Salmi, 1991; World Bank, 1994, 2000).

Certainly, unequal performance, and hence the threat of unequal rewards, be-
comes a social and political issue only when the unit of assessment shifts from 
the individual to aggregates of individuals, such as socio-economic and ethnic 
groups. usually such group identities are strengthened, when a preponderance of 
the group’s members are socially or economically disadvantaged. While individual 
differences can be analyzed in terms of actual performance, group differences are 
viewed in terms of the percentages of each group which fall above (or below) some 
given criterion of successful performance. 

the equItY GoAl orIented Model reVISIted
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the MultIdIMenSIonAl equItY Model reVISIted

the multidimensional equity goal oriented model represents my understanding of 
HGXFDWLRQDO�³HTXLW\´�JRDOV�DQG�LW�DWWHPSWV�WR�IXO¿OO�WZR�SXUSRVHV������WR�FODULI\�DPRQJ�
researchers, educators, evaluators and policymakers the notion, senses and scopes 
of “equity”; and (2) to facilitate efforts of researchers and evaluators to critically ex-
amine and synthesize equity-based research through mapping interrelations that is 
possible to set up among distinct equity dimensions, available resources and different 
stages of the educational process which might be faced by individuals in their lives. 

,W�LV�LPSRUWDQW�WR�PHQWLRQ�WKDW�WKH�PRGHO�LV�VXI¿FLHQWO\�GXFWLOH�DQG�ÀH[LEOH�WR�EH�
adapted and used for any educational institution either at the school or the univer-
sity level depending on the pre-established institutional needs and action plans that 
KDYH�EHHQ�GH¿QHG�IRU�LPSOHPHQWDWLRQ��,Q�WKDW�VHQVH��WKH�HTXLW\�PRGHO�FRQVWLWXWHV�
and easy-to-use tool, which allows to conduct analysis of various kinds at any level 
of the educational system.

the theoretical model here presented is an adaptation and revision (espinoza, 
2012) of the original version (espinoza, 2002, 2007), which considers two axes: on 
the one hand, the concepts of equality2 and equity in its different dimensions, and 
RQ�WKH�RWKHU�WKH�UHVRXUFHV��¿QDQFLDO��VRFLDO�DQG�FXOWXUDO��DQG�WKH�GLIIHUHQW�VWDJHV�RI�
the educational process (access, survival, performance and results).

With regard to the “equity” concept, the revised model recognizes three dimen-
VLRQV��¿UVW�D[LV���LQFOXGLQJ�
– Equity for equal needs: it implies to intervene through different types of actions 

to guarantee that persons with similar requirements are able to satisfy them. 
these range from the most basic to the most complex needs (Maslow, 1943; 1991; 
1994; McClelland, 1961). therefore, it is understood that all human beings share 
basic subsistence needs (food, shelter and clothing) but as vital experience en-
riches and society becomes more complex needs diversify and turn more sophis-
ticated. For example, a person who becomes more educated will demand or will 
have the need for greater independence and autonomy.

– Equity for equal capacities: it implies to intervene through different types of ac-
tions so as persons with similar potential are able to accomplish equivalent goals 
in different areas of action. By capacity we will understand a set of features that 
a person can accomplish and with it the freedom he/she has to be able to choose 
among different ways of life (Sen, 1992, 1997; lorenzeli, 2005). According to 

�� ,Q� UHODWLRQ� WR� WKH� FRQFHSW� RI� HTXDOLW\� WKH�PRGHO� LGHQWL¿HV� WKUHH� GLPHQVLRQV�� �L��(TXDOLW\�
ZLWKRXW�UHVWULFWLRQV��LW�LPSOLHV�WKDW�WKHUH�LV�HTXDOLW\�RI�RSSRUWXQLW\�IRU�D�IUHH�FKRLFH�ZLWKRXW�
SROLWLFDO��OHJDO��VRFLDO�RU�FXOWXUDO�OLPLWDWLRQV���LL��(TXDOLW\�ZLWKRXW�H[FOXVLRQV��LW�LPSOLHV�WKDW�
DOO� SHRSOH�ZLWKRXW� DQ\� GLVWLQFWLRQV� DUH� FRQVLGHUHG� HTXDO� IRU� DOO� SXUSRVHV� DVVRFLDWHG� WR�
WKHLU�TXDOLW\�RI�OLIH�VXFK�DV�KHDOWK��KRXVLQJ��HPSOR\PHQW��ZHOIDUH��LQFRPH�DQG�HGXFDWLRQ��
�LLL��(TXDOLW\�ZLWKRXW�GLVFULPLQDWLRQ��LW�LPSOLHV�WKDW�DOO�VRFLDO�JURXSV��VRFLRHFRQRPLF��HWKQLF��
JHQGHU��FUHHG�DQG�RWKHUV��KDYH�RQ�DYHUDJH�WKH�VDPH�FKDQFH�WR�UHDFK�D�VLPLODU�TXDOLW\�RI�
OLIH�DQG�SRVVLELOLWLHV�WR�UHDFK�SRZHU�SRVLWLRQV�
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WKLV� GH¿QLWLRQ�� SHRSOH�ZKR�KDYH� HTXDO� DFFHVV� WR�SULPDU\�JRRGV�PD\� LQFUHDVH�
it in differentiated forms if they possess different capacities. this means that 
there may be produced deep differences in the generation and distribution of pri-
mary goods according to differentiated capacities. Following Sen (1992; 1997), 
by equal capacities we will understand equivalent freedom to all people so that 
they accomplish to achieve their life projects and can cooperate with society. 
this highlights the importance of evaluating the goals achieved (achievements 
RU�DFFRPSOLVKPHQWV��ZKLFK�FDQ�EH�PHDVXUHG� LQ�VHYHUDO�ZD\V��XWLOLW\� �IXO¿OOHG�
desires, satisfactions), opulence (incomes, consumption) and quality of life. In 
WKLV�GH¿QLWLRQ�IUHHGRP�ZRXOG�EH�WR�KDYH�DQ�HIIHFWLYH�RSSRUWXQLW\�WR�UHDFK�ZKDW�
is valued. the means (resources, basic goods) increase the freedom to realize the 
own goals, but equality in means is not equal to equality in freedom since there 
are other factors involved in that freedom, such as sex, pregnancy possibilities 
and exposure to diseases, among others.

– Equity to equal achievement: it implies to intervene through different types of 
actions so as persons with similar achievement backgrounds are able to achieve 
equivalent goals in different areas of action. By achievement we understand the 
SHUFHSWLRQ�WKDW�SHRSOH�KDYH�DERXW�WKH�IXO¿OOPHQW�RI�WKHLU�DVSLUDWLRQV��(DFK�LQGL-
vidual sets his/her own goals in different areas, including family, social and work 
spheres. these goals are continuously developed and adjusted since childhood on 
the basis of experiences which are daily meaningful to people (rodríguez, 2004). 
therefore, it is common that people who in certain moment of their lives aspired 
to certain goals which were not achieved concrete other options which from their 
SRLQW�RI�YLHZ�DUH�HTXLYDOHQW�RU�EHWWHU�WKDQ�WKHLU�LQLWLDO�DVSLUDWLRQ��)URP�WKLV�GH¿QL-
tion it can be argued that people who have an equal level of achievement are those 
who perceive to have successfully met the objectives or goals proposed, although 
these are different from their initial aspirations (see table 1).

the second axis of the model includes two aspects: resources and educational stages.
– resources refer to the tangible and intangible goods to which people can access. 

,Q�WKLV�VSKHUH�LW�LV�SRVVLEOH�WR�LGHQWLI\�WKUHH�W\SHV�RI�UHVRXUFHV��¿QDQFLDO��VRFLDO�
and cultural.

–� )LQDQFLDO� UHVRXUFHV� UHIHU� WR�PRQHWDU\� DVVHWV� RU� ¿QDQFLDO� FDSLWDO� DQG� FRQVLGHU�
both tangible and intangible goods delivered.

– Social resources are social support networks.
– Cultural resources are associated to behavior codes of the dominant culture.

the stages of the educational process refer to the phases, progress and success con-
ditions that give life to the educational trajectory of an individual. In this sense, four 
stages can be distinguished:
– Access: it is the possibility of joining a particular level of the educational system 

of creditable quality. In the case of access to higher education there must be con-
sidered both the students who enter the system and the students who apply.
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– Survival: it is the condition of survival and progress within the education system.
– Performance: it is the recognition of academic performance obtained by the stu-

dent, as measured by grades and evaluations.
– Outcomes�� LW� LV�WKH�¿QDO�FRQVHTXHQFH�RI�WKH�HGXFDWLRQDO�SURFHVV�DQG�JLYHV�DF-

FRXQW�RI�WKH�LPSOLFDWLRQV�DQG�LPSDFW�RI�DFDGHPLF�FHUWL¿FDWLRQV�REWDLQHG�E\�SHR-
ple, which result in employability, wage levels and the possibility to move up or 
to link to political power (see table 1) 

Matching “equity” dimensions with resources and different stages of the 
educational process

With regard to equity, the dimension ‘equity for equal needs’ can be contrasted 
with ‘equity for equal potential’ and ‘equity for equal past achievement’. those 
three dimensions of “equity” may pertain to different stages of the educational 
process, including, access, survival, performance, and outcomes. For instance, if 
‘equity for equal needs’ is matched in relation to access to quality education, then, 
according to WKH�JRDO�RULHQWHG�GH¿QLWLRQ (harvey & Klein, 1985), access at the in-
dividual and group level must be based on need. however, ‘equity for equal needs’ 
might also be associated with survival, meaning that the goal would be achieve an 
equal level of educational attainment for those with equal needs. likewise, ‘equity 
for equal needs’ might be coupled with performance. In this sense, the minimum 
DFKLHYHPHQW�GH¿QLWLRQ (Gordon, 1972) stipulates that there should be enough re-
sources applied to bring every student to at least a minimal needed achievement 
level, which implies obtaining satisfactory performance and grades. Implicit in the 
‘equity for equal needs’ dimension is the fact that differences in achievement be-
yond that are based on need. regarding outcomes, ‘equity for equal needs’ might 
be accomplished just if individuals having equal needs obtain equal jobs, incomes 
or political power.

through the ‘equity for equal potential’ dimension, it is assumed in the model 
that individual abilities can be matched with resources, access to quality educa-
tion, survival, performance, and outcomes. In relation to resources, for instance, it 
is reasonable to bring out in our model’s discussion WKH�IXOO�RSSRUWXQLW\�GH¿QLWLRQ 
(tumin, 1965), which calls for resources devoted by governments to each student 
in the amount necessary to guarantee that each individual will be able to maximize 
his or her potential. however, if ‘equity for equal potential’ is matched to access 
to quality education, then the goal to be accomplished would guarantee that all 
individuals with similar abilities and skills will gain access to quality education. 
Besides, if ‘equity for equal potential’ is coupled with survival, then the goal would 
be for those individuals with equal abilities and skills to obtain equal educational 
attainment. If ‘equity for equal potential’ is planned in relation to performance (ed-
ucational achievement), then the goal would be to ensure that students with similar 
DELOLWLHV�ZLOO�OHDUQ��QRW�MXVW�EH�WDXJKW��WKH�VDPH�FRQWHQWV�DW�D�GH¿QHG�SRLQW�LQ�WKH�
educational system. 
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however, matching ‘equity for equal potential’ with performance tends to arouse 
fears of ‘elitism’ and false ‘meritocracy’ in which some ethnic and socio-economic 
groups may be disproportionately represented. these concerns motivate the attack 
on all forms of assessments of aptitude and performance, since group differences, 
if not caused by externally imposed inequalities, would be revealed more clearly 
when education and opportunity are equalized (Jensen, 1975; Wood, 1984). If edu-
cational institutions are allowed to impose standardized tests, then competitive aca-
demic testing and normative approaches will perpetuate inequality. In this regard, 
it has been emphasized that high expectations and stringent standards have been 
used to predetermine educational and social destinies before the contestants have 
even entered the race (nicholson, 1984; Shapiro, 1984). Similarly, if ‘equity for equal 
potential’ is coupled with outcome, then individuals with equal potential should obtain 
equivalent jobs, income and or political power.

$V�ZLWK�RWKHU�GH¿QLWLRQV� WKH�IXOO�RSSRUWXQLW\�GH¿QLWLRQ has two major prob-
lems. First, there is the problem of ascertaining what a student’s potential is, 
which represents an unsolvable problem. Indeed, “ability” tests do not measure 
ability except insofar as they measure achievement, which is not the same as the 
ability to achieve. the second major problem is to decide how much to spend to 
develop a person’s potential. In practical terms, WKH� IXOO� RSSRUWXQLW\� GH¿QLWLRQ 
LQYROYHV�VLJQL¿FDQW�JRYHUQPHQW�FRPPLWPHQW�DQG�¿QDQFLDO�UHVRXUFHV��ZKLFK�PRVW�
of times are scarce.

last, but not least, is the dimension labeled ‘equity for equal achievement’. If this 
dimension is coupled with resources, then individuals who have the same achievement 
OHYHO�ZRXOG�KDYH�HTXDO�DPRXQW�RI�¿QDQFLDO��VRFLDO�DQG�RU�FXOWXUDO�UHVRXUFHV��$QG�LI�
‘equity for equal achievement’ is tied with access to quality education, then students 
with equal past achievements should have equal access to quality education. But if 
‘equity for equal achievement’ is matched with survival (educational attainment), then 
the competition GH¿QLWLRQ (Warner, havighurst & loeb, 1944) suggests that educa-
tional resources should be apportioned on a competitive basis according to how ef-
fectively students have used the resources in the past. equally, if ‘equity for equal 
achievement’ is tied with performance, then the goal is to make sure that individuals 
with the same past achievements are able to obtain equal performance in the present. 
Finally, if ‘equity for equal achievement’ is coupled with outcomes, then the goal is to 
guarantee that students with similar academic achievements in the educational system 
will enjoy equal incomes and jobs of similar status. 

ConCluSIon

It has been argued that there is a profuse discussion around the “equity” concept, its 
senses, goals and applicability. In fact, “equity” is frequently used as synonymous 
of “equality”. In order to achieve a better understanding of this concept and its ap-
plicability at the future research and the policy design level a new multidimensional 
model goal oriented model associated with resources and stages of the stage educa-
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tional process is discussed. therefore, it will be feasible to clarify and guide future 
discussions related to “equity” in the public policy arena.

0RVW�RI�WKH�GH¿QLWLRQV�RI�³HTXLW\´�LGHQWL¿HG�LQ�WKH�OLWHUDWXUH�DUH�IUHTXHQWO\�XVHG�
by many researchers, evaluators, policymakers, policy analysts, scholars and edu-
cators as if they were interchangeable. As a result, it is very common to see in the 
literature ambiguity and confusion among those social scientists when using this 
concept. the multidimensional equity model developed in this paper suggests sev-
eral new directions for analysis and research. It has provided some ideas about how 
“equity” (i.e., ‘equity for equal needs’, ‘equity for equal potential’ and ‘equity for 
equal achievement’) could be treated and measured in future research in relation to 
GLIIHUHQW�NLQG�RI�UHVRXUFHV��VRFLDO��¿QDQFLDO�DQG�FXOWXUDO��DQG�IHDWXUHV�RI�WKH�HGXFD-
tional process (access, survival, performance and outcome). 
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Chapter 11

GoveRnanCe anD ConveRGenCe In HIGHeR 
eDUCatIon

Implications for the government of universities in Latin America1

 IntroduCtIon

In this chapter, we focus on two inter-connected issues that have been central in 
recent debates on the role of higher education (he), in the light of social, political 
and economic transformations: governance and convergence. Moreover, these is-
sues are at the heart of a perceived “crisis” of the university (Burawoy, 2011; tor-
res, 2009). the objective of the paper is to present some aspects of the theoretical 
discussion around the two concepts in relation to the government of universities in 
latin America, taking also into account some insights from european and global 
experiences

universities in latin America have traditionally enjoyed a high degree of auton-
omy, one of the legacies of the 1918 reform movement that originated in Cordoba, 
Argentina. Another historical feature has been the joint government of public uni-
versities by representatives of professors, students and staff. Since the mid-1980s 
the government of he in latin America is characterized by an “evaluative turn” 
and the implementation of market mechanisms for resource allocation (Krotsch, 

�� $�SUHOLPLQDU\�YHUVLRQ�RI�WKLV�DUWLFOH�ZDV�SURGXFHG�DV�SDUW�RI�D�FRQFHSWXDO�HODERUDWLRQ�IRU�
5,$,3(����DQG�LW�ZDV�SUHVHQWHG�DW�WKH�5,$,3(�PHHWLQJ�LQ�/D�+DEDQD��0D\�������:H�DUH�
JUDWHIXO�IRU�FRPPHQWV�WR�WKDW�YHUVLRQ�IURP�6LOYLD�/ORPRYDWWH��-XGLWK�1DLGRUI��:LHO�9HLJHOHUV��
7LPRWK\�5XGG��,YRU�*RRGVRQ��DQG�&DUORV�$��7RUUHV�
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2001), framed by globalization and state restructuring processes2. notwithstanding 
different traditions as well as distinct political and economic contexts, the he sys-
tems of europe have gone through similar experiences (neave, 2001).

the he reform agenda of the 1990s, which promoted institutional differentiation 
and the searching of funding sources other than the State, development of evalua-
tion and accreditation systems for measuring quality, and a new emphasis on equity 
�.URWVFK��������9LOODQXHYD���������ZDV�JUHDWO\�LQÀXHQFHG�E\�WKH�:RUOG�%DQN�DQG�
81(6&2��'XULQJ�WKH�¿UVW�\HDUV�RI�WKH�QHZ�FHQWXU\��D�³SRVW�QHROLEHUDO´�FRXQWHU�UH-
form has been taking place in some of the countries of latin America, with a return 
of the State as regulator and administrator, and the implementation of new welfare 
public policies. however, many elements of the 1990s reforms remain in place or 
have been further developed during the last years, including changes in the govern-
ment of he systems and institutions, framed by marketization3, internationalization 
and convergence processes.4

ConVerGenCe

According to Schugurensky (1998), the convergence of he systems means that they 
are governed by similar pressures, procedures, and organizational patterns. the 
he reform processes that have been developing in latin America since the 1990s 
have resulted in a convergence of policies, which is the outcome –to an important 
extent-- of the common agenda that international organizations (World Bank, IdB, 

�� ,Q� UHODWLRQ� WR� WKHVH�SURFHVVHV��%DOO� �������� WDNLQJ�-HVVRS�V�FRQWULEXWLRQV��H[DPLQHV� WKH�
HYROXWLRQ�RI� WKH�HFRQRPLF�DQG�SROLWLFDO�DVSHFWV�RI� WKH�.H\QHVLDQ�1DWLRQDO�:HOIDUH�6WDWH�
DQG� LWV� UHSODFHPHQW�E\�ZKDW�KH�FDOOV� WKH�6FKXPSHWHULDQ�:RUNIDUH�6WDWH�RU�FRPSHWLWLRQ�
VWDWH��LQ�RUGHU�WR�DFKLHYH�GRPHVWLF�HFRQRPLF�JURZWK�DQG�LQWHUQDWLRQDO�FRPSHWLWLYH�DGYDQ-
WDJHV��,Q�D�PRUH�UHFHQW�ZRUN��%DOO��������VKRZV�H[DPSOHV�WDNHQ�IURP�/DWLQ�$PHULFD��WKH�
86$��,QGLD��$IULFD��6RXWK�(DVW�$VLD��DQG�(QJODQG�WR�H[SORUH�WKH�GLVVHPLQDWLRQ�RI�SULYDWH�
DQG� VRFLDO� HQWHUSULVH� VROXWLRQV� WR� WKH� ³SUREOHPV´� RI� SXEOLF� HGXFDWLRQ�� $FFRUGLQJ� WR� WKLV�
DXWKRU��³QHR�OLEHUDO�VWDWHV�DUH�PDUNHW�PDNHUV��IDFLOLWDWRUV�RI�JOREDO�HGXFDWLRQ�EXVLQHVV�DQG�
HDJHU�UHFLSLHQWV�RI�SULYDWH�SDUWLFLSDWLRQ�DV�WKH\�VHHN�WR�VROYH�SUREOHPV�WR�WKH�IXQGLQJ�DQG�
SURYLVLRQ�RI�HGXFDWLRQ� IRU� WKHLU�SRSXODWLRQV´� �S��������*RYHUQPHQWV�� LQVWLWXWLRQV�� LQWHUQD-
WLRQDO�DJHQFLHV�DQG�EXVLQHVV�¿UPV�VWUXJJOH�RYHU�WKH�FRQWURO�RI�FURVVFXWWLQJ�³FRQQHFWLRQV´�
WKDW�JR�IDU�EH\RQG�D�VLPSOH�ORFDO�JOREDO�GXDOLVP��

�� $QGHUVRQ�	�3LQL��������GH¿QH�PDUNHWL]DWLRQ�DV�D�WHQGHQF\�WR�YLHZ�LQGLYLGXDO�FKRLFH�LQ�D�
PDUNHWSODFH�DV�D�PRUH�HI¿FLHQW�DQG�HIIHFWLYH�ZD\�WR�DOORFDWH�UHVRXUFHV�DQG�YDOXHV�LQ�VRFL-
HW\��DV�ZHOO�DV�D�PRUH�HIIHFWLYH�IRUP�RI�DFFRXQWDELOLW\�IRU�SXEOLF�LQVWLWXWLRQV�

�� 5REHUWVRQ��������������IRU�H[DPSOH��H[SORUHV�WKH�VWUDQJH�³QRQ�GHDWK�RI�QHROLEHUDOLVP´�LQ�
WKH�:RUOG�%DQN¶V�HGXFDWLRQ�VHFWRU�SROLF\�SULRULWLHV�DQG�LWV�LPSOLFDWLRQV�IRU�HGXFDWLRQ�DV�D�
VRFLHWDO�JRRG�DQG�KXPDQ�ULJKW��WKURXJK�WZR�HGXFDWLRQ�VHFWRU�VWUDWHJ\�UHSRUWV��Education 
Sector Strategy 1999 and World Bank Education Strategy 2020��1HROLEHUDOLVP�DSSHDUV�
DV�WKH�%DQN�V�SROLWLFDO�SURMHFW��GHVSLWH�LWV�PDQLIHVW�IDLOLQJV�LQ�WKH�HGXFDWLRQ�GHYHORSPHQW�
VHFWRU�� $FFRUGLQJ� WR� 5REHUWVRQ�� QHROLEHUDO� HGXFDWLRQ� SURMHFWV� KDYH� EHHQ� DGYDQFHG� LQ�
QDWLRQDO�WHUULWRULDO�DQG�UHJLRQDO�VSDFHV�ZKLFK�LQ�WXUQ�UHLQIRUFH�WKH�PRPHQWXP�DQG�GLUHFWLRQ�
RI�WKH�:RUOG�%DQN¶V�SULYDWL]LQJ�RI�HGXFDWLRQ�SROLF\��7KLV�LV�FHUWDLQO\�RQH�RI�WKH�PDLQ�UHDVRQV�
RI�WKH�%DQN¶V�SHUVLVWHQFH�ZLWK�QHROLEHUDOLVP�DV�D�SDUDGLJP�
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uneSCo) promote, but also the result of policies of harmonization developed by 
regional bodies like the educational chapter of the Mercado Común del Sur (Mer-
CoSur) or the Consejo Superior Universitario Centroamericano (CSuCA)5. 
Moreover, the global trends of convergence have stimulated debates about the pos-
sibility of creating a latin American space of higher education that may parallel 
and integrate with the european Space of higher education (Fernández lamarra, 
2010)

the concept of convergence is related to one of the current main trends in he: 
LQWHUQDWLRQDOL]DWLRQ��D�PXOWLGLPHQVLRQDO�SURFHVV�WKDW�REH\V�WR�FRQÀLFWLQJ�LQWHUHVWV�
and co-existing paradigms that favor either competition or solidarity in different 
contexts (Cambours de donini, 2011; dias Sobrinho, 2008; zarur Miranda, 2008). 
on the one hand, there are important instances of internationalization that are 
mainly guided by the “interests of the great actors in economic globalization” (dias 
Sobrinho, 2008, p. 105), favoring marketization of education, like transnational uni-
versity programs of study that take advantage of new communication technologies. 
on the other hand, cooperative efforts among universities from different countries 
(in the form of student and faculty exchange, the creation of academic networks, 
etc.) have gained a prominent place in institutional policies in latin America and 
elsewhere6. In this vein, dias Sobrinho (2008) stresses the need for both avoiding 
the copy of external models, and limiting transnational initiatives that have a main 
commercial purpose. If education is to be considered as a public good, the interna-
tionalization of he should aim at improving the production and dissemination of 
VRFLDOO\�DQG�VFLHQWL¿FDOO\�UHOHYDQW�NQRZOHGJH�LQ�HDFK�FRXQWU\�DV�ZHOO�DV�UHJLRQDOO\��
respecting cultural diversity7. 

one of the basic aspects of internationalization has to do with the comparability 
and compatibility of education systems, a dimension that is central to the Bolo-
gna process. this inter-governmental agreement advanced since 1998 the creation 
of what was intended to be a coherent, compatible and attractive european Space 
of higher education for the year 2010, in a way that was not supposed to imply 
total uniformity but an increasing similarity in structural aspects across national 
systems. the Bologna declaration and process and its effects in he is another in-
dication of the re-scaling of education policies and of the relative decline of the im-
portance of the nation state as the dominant actor in decision making (Ball, 2007).

A key objective of the Bologna process is to contribute to the convergence of 
national systems of university diplomas and study programs across europe. the 
underlying reasons for such policy of structural convergence have to do with: in-

�� 7KH�7XQLQJ�3URMHFW�� IRU�H[DPSOH��GH¿QHV�KDUPRQL]DWLRQ�DV�WKH�FRPSDWLELOLW\�RI�TXDOL¿FD-
WLRQV�DQG�GHJUHHV�FRQIHUUHG�E\�KLJKHU�HGXFDWLRQ�LQVWLWXWLRQV�LQ�GLIIHUHQW�FRXQWULHV��LQFOXG-
LQJ�PHFKDQLVPV�WKDW�IDFLOLWDWH�FUHGLW�WUDQVIHU�DQG�YDOLGDWLRQ�RI�VWXGLHV�

�� 5,$,3(����WKH�SURMHFW�WKDW�IUDPHV�WKLV�ERRN��LV�DQ�H[DPSOH�RI�WKLV�NLQG�RI�FRRSHUDWLRQ�
�� 'LDV�6REULQKR��������VXJJHVWV�WKDW�81(6&2�ZRXOG�EH�LQ�DQ�LGHDO�SRVLWLRQ�WR�FRRUGLQDWH�

FRRSHUDWLYH�HIIRUWV�DW�WKH�LQWHUQDWLRQDO�OHYHO�EDVHG�RQ�GHPRFUDWLF�DQG�KXPDQLVWLF�YDOXHV�
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creasing competitivity with the united States and attracting more foreign students, 
SURPRWLQJ�VWXGHQW�PRELOLW\�ZLWKLQ�(XURSH��LPSURYLQJ�WKH�HI¿FLHQF\�RI�+(�V\VWHPV�
(modifying the curricula and shortening the length of programs), and facilitating 
the employability at the european level through competencies that respond to the 
requirements of the labor market (haug, 2009; teichler, 2006). A central aspect in 
the debate over the structural convergence of he systems in europe – and also in 
RWKHU�SDUWV�RI�WKH�ZRUOG�LQÀXHQFHG�E\�WKH�³HFKRHV�RI�%RORJQD´�±�LV�WKH�SDUWLFXODU�
ideological implications of competencies-based teaching, as it implies a model of 
teaching and learning oriented by market demands, and that fails to develop crea-
tive and critical thinking (Gimeno Sacristán et al., 2009; Bolívar, 2007; Beltrán lla-
vador, 2011). 

In many aspects, the uS model of university appears as the convergence point for 
both european and latin American he systems (Schugurensky, 1998). two salient 
features of this model are the government by faculty and an elastic balance between 
autonomy and accountability. Bernasconi (2008) argues that latin American mac-
UR�XQLYHUVLWLHV�PRUH�FOHDUO\� UHÀHFW� WKH� WHQVLRQV�EHWZHHQ� WKH� WUDGLWLRQDO�PRGHO� LQ�
the region – featuring participatory government, gratuity, and institutional political 
commitment – and the uS model of university, and that a general trend in the region 
is that faculty is gaining power at the expense of students and administrative staff. 
In a related vein, Mollis (2003) emphasizes the movement away from the reformist 
latin American tradition toward a north-American corporate university that serves 
the interests of academic capitalism8.

taking into account the european experience, the convergence and coordination 
of he in latin America, and the construction of a regional Space of higher educa-
WLRQ�DUH�VHHQ�DV�ELJ�FKDOOHQJHV��6RPH�RI�WKH�REVWDFOHV�WKDW�VHHP�GLI¿FXOW�WR�RYHU-
FRPH�DUH� WKH�KLJK� LQVWLWXWLRQDO� �RUJDQL]DWLRQDO�DQG�DFDGHPLF��GLYHUVL¿FDWLRQ�� WKH�
growing privatization in some countries, the asymmetries in terms of quality, and 
the fragmentation of national systems, which account for the heterogeneity of he in 
latin America (Brunner, 2007). Besides, considering the history and the tradition 
of autonomy of latin American public universities, it is argued that the convergence 
should be the result of a process of agreements and consensus building among all 
the different institutional actors and with the prevalence of universities, rather than 
an inter-ministerial agreement as it is the case in europe (Fernández lamarra, 
2010). According to Brunner (2008), the “echoes of Bologna” have promoted the 
discussion of several aspects of he in the region, including the duration of studies, 
the architecture of academic degrees, the standards for quality assurance, the for-
mation of structures for regional cooperation and the international competitiveness 
of latin American he institutions. this discussion, we hold, should also take into 
account the pervasive dissemination of neoliberal discourses in public education, 

�� %DVHG�RQ�WKH�ZRUN�RI�6ODXJKWHU�DQG�/HVOLH���������,EDUUD�&RODGR��������H[SODLQV�WKDW� LQ�
DFDGHPLF�FDSLWDOLVP�XQLYHUVLWLHV�VHHN�WR�LQFUHDVH�HFRQRPLF�UHYHQXHV�WKURXJK�WKH�XVH�RI�
WKH�RQO\�UHDO�DVVHW�WKH\�SRVVHVV��WKH�KXPDQ�FDSLWDO�RI�SURIHVVRUV�
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and try to give more democratic meaning to the discourse and practices of latin 
American he networks. 

GoVernAnCe

Governance can be seen as a new form of regulation in the context of neoliberal glo-
balization. this new form of regulation promotes, on the one hand, a government 
based on the expertise of technicians and scientists instead of social movements and 
organized civil society; on the other hand, it implies the loss of State sovereignty 
in favor of coordination mechanisms between State and civil society (Santos, 2006; 
teodoro, 2010). In the same vein, Alcántara (2009) characterizes governance as a 
new form of government linked to globalization and to new ways of interaction 
between State, civil society and corporations, as well as between different levels of 
State government. For some authors (Alcántara, 2009; Santos, 2006), it is possible 
to establish a contrast between two conceptions: 1) governance as a neoliberal regu-
latory matrix of laissez-faire�FDSLWDOLVP��D�YLHZ�WKDW�LJQRUHV�VRFLDO�MXVWLFH��FRQÀLFW�
and power relations; and 2) a counter-hegemonic view of governance that responds 
to issues of social redistribution and the acknowledgment of differences.

Prevailing new9 forms of governance might be considered as part of a group of 
trends –which includes new forms of state relations, new institutions and actors, 
new policy narratives, etc. – that promote national competitiveness in the changing 
capitalist global scenario (Ball, 2007). during the last decades, the government 
of he has been reformulated according to the different roles that State, academic 
oligarchy and market/civil society have adopted. A new form of government –the 
evaluative State that steers at a distance – has been developing based on the intro-
duction of market mechanisms, decentralization, contractualization, accountabil-
ity, and professionalization of university government (neave, 2001). rama (2006) 
holds that in latin America it is also possible to talk about an “evaluative State”, 
which works through mechanisms for quality assurance that have developed along 
with the formation of a system with three sectors (public, private and international 
SULYDWH���WKH�LQWHQVL¿FDWLRQ�RI�LQVWLWXWLRQDO�GLYHUVL¿FDWLRQ��DQG�WKH�RULHQWDWLRQ�RI�WKH�
demand. State regulation of education increasingly tends to combine traditional bu-
reaucratic practices with new forms of control that focus on results rather than pro-
cesses and regulates the demand rather than the supply (oliveira & Feldfeber, 2011). 

Ball (2012) calls these new forms of participation on the provision, monitoring 
and evaluation of public sector services, a new “architecture of regulation”, where 
other established policy actors are marginalized and “the new participants in the 
policy process colonise the spaces opened up by the critique of existing state or-
ganizations.” (112). Both at governmental and economic levels, they activate moral 
WHFKQRORJLHV��VSHFL¿F�WHFKQLTXHV�OLNH�DQQXDO�UHYLHZV��DSSUDLVDOV��WHVWV�DQG�PXOWL-

�� ,W�VKRXOG�EH�QRWHG�WKH�UHODWLYH�QRYHOW\�RI�WKHVH�SKHQRPHQD�DV�WKH\�KDYH�EHHQ�GHYHORSLQJ�
VLQFH��DW�OHDVW��WKH�EHJLQQLQJ�RI�WKH������GHFDGH��
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ple mechanisms focusing on teachers as “practical subjects”, and “the insertion of 
generic commercial relations based on contracts, best value, partnerships, perfor-
mance monitoring”, etc. that converge and gradually produce a general method, as 
Foucault explained in 1979 (quoted by Ball, 2012, p. 113). 

,Q� WKH�¿HOG�RI�+(��DFDGHPLF�DQG�VWDWH� UHJXODWLRQV�KDYH� WHQGHG� WR�EH� UHSODFHG�
or weakened by market, transnational and other new types of regulation (rama, 
2009). this new model of regulation presents serious challenges to universities, 
particularly to public ones, around the world, for performing research and knowl-
edge dissemination in a critical way (Burawoy, 2011; torres, 2009). Following such 
trends, convergence initiatives like the Bologna process promote funding and eval-
uation mechanisms that limit both institutional autonomy and academic freedom 
(Montané et al., 2010). In the same vein, the creation of new regulatory organisms 
(both for system administration and for evaluation and accreditation of institutions 
and programs) and the implementation of new funding mechanisms (incentives and 
conditioned transfers) have implied strengthening the power of the State, at the ex-
pense of university autonomy in latin America (Villanueva, 2008). 

these new types of regulation plus the adoption of management tools from the 
corporate world (new Public Management - nPM), have prompted the employment 
of concepts like “governance” in the discussion about the government and adminis-
tration of he. In europe, both governance and nPM have become central aspects of 
the agenda for modernizing universities and making them responsive to social and 
economic needs (Kehm, 2011). 

According to the World Bank (2000), governance refers to “formal and informal 
arrangements that allow he institutions to make decisions and take action” (p. 59), 
and it is closely linked to educational quality. Good governance rests on some major 
principles: academic freedom; shared governance (with a prominent role for faculty 
and administrators); clear rights and responsibilities; meritocratic selection (for fac-
XOW\�� DGPLQLVWUDWRUV� DQG� VWXGHQWV���¿QDQFLDO� VWDELOLW\�� DFFRXQWDELOLW\�� DQG� UHJXODU�
testing of standards (World Bank, 2000). 

In the latin American context, it is argued that governance is used to account 
for a new style of government that is characterized by cooperation and interac-
tion between the State and other actors within networks of mixed decision-mak-
ing, between private and public sectors (Meléndez Guerrero, Solís Pérez & Gómez 
romero, 2010). In a similar vein, Brunner (2011) argues that successful governance 
entails the capacity for adapting and surviving in a situation of competition. his 
analysis points to the obstacles that both public and private latin American univer-
sities currently face for transforming their government and management structures, 
within a new regulatory frame characterized by the enactment of market mecha-
nisms for public resource allocation.

From a critical perspective, Magalhães (2010) addresses the relationships be-
tween he government and governance in europe for both national systems and 
institutions. he holds that, during the last decades, governance (concerned with the 
implementation, management and evaluation of objectives and goals) has tended to 
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EHFRPH�D�IRUP�RI�JRYHUQPHQW��7KLV�VLWXDWLRQ�LV�UHÀHFWHG�LQ�WKH�DGRSWLRQ�RI�130�
techniques, an emphasis on institutional autonomy, and the reform of government 
and administration structures. In this regard, the collegial direction of universi-
ties tends to be replaced or subordinated to: 1) new government structures where 
internal actors are considered stakeholders, and where external actors assume a 
crucial role so that the university responds to the demands of the environment; and 
���PDQDJHPHQW�VWUXFWXUHV�FRQFHUQHG�ZLWK�LPSURYLQJ�HI¿FLHQF\��$W�WKH�VDPH�WLPH��
there is a strengthening of the extension and intensity of state regulation through 
contractual relationships with institutions, and the control over results.

In a work that is mainly based on the Spanish experience, Ferrer llop (2009) 
sees these developments as part of a “covert privatization” of universities that es-
tablishes the demands of the labor market as the main guiding criterion for teaching 
and curriculum. Both international rankings and accreditation and quality agencies 
steer he systems toward homogeneous models that are not able to respond to par-
ticular contexts. the resulting trend is towards a neoliberal model of university that 
adopts government and administration forms from private companies regarding 
decision-making processes and accountability mechanisms, replacing democratic 
procedures by technocratic ones. While there seems to be a general consensus on 
the need of the professionalization of management, Ferrer llop (2009) argues, this 
should not imply undermining democratic mechanisms (e.g., decision-making on 
strategic issues by elected collegial bodies) in the government of institutions.

Similar concerns have been raised in the latin American context. In the cas-
es of Argentina (Juarrós & naidorf, 2007), Brazil (Sguissardi, 2006) and Mexico 
(Aboites, 2003), for example, corporate practices and marketization schemes have 
been introduced, to different extent, in he public policies during the last two dec-
ades. Aboites (2003) shows, for the Mexican he system, how these processes have 
been reinforced by the incorporation of business representatives in the government 
bodies of the system and of institutions, marginalizing traditional university coun-
cils; the reorganization of the he system along these line has been characterized by 
the standardization of educational programs and the loss of institutional autonomy10.

ConCluSIon

the concept of governance may provide an analytical tool for understanding chang-
es in the structures and practices of government and management, but it is impor-
tant to note its normative character. In some cases, it seems to be used to justify 
changes that correspond with a view in which he systems and universities do not 
have other options than responding to market demands and adapting to state incen-
tives for technocratic objectives. Part of the social struggle for the appropriation of 

10�$ERLWHV� ������� LV� GLVFXVVLQJ� WKH� ³QHZ� DJUHHPHQW´� DERXW� KLJKHU� HGXFDWLRQ� WKDW� ZDV�
HVWDEOLVKHG� GXULQJ� WKH� ����V�� ZKLFK� UHVXOWHG� LQ� WKH� HVWDEOLVKPHQW� RI� WKH�Coordinación 
Nacional para la Planeación de la Educación Superior��&213(6��

GoVernAnCe And ConVerGenCe In hIGher eduCAtIon

This e-book was made available by Sense Publishers to the authors and 
editors of this book,  the series editor and the members of the editorial 
board. Unauthorized distribution will be prosecuted. 



176

meanings is directed to strengthen or weaken the notion of “public.” the reduction 
of the public -in this case public education- by particular power groups serves to 
erode democracy, which keeps its formal institutions while its real nature becomes 
increasingly elitist. A different interpretation of the present situation is necessary 
in order to consider other options for the future. Alternative perspectives may of-
fer a competing discourse: for example, that market solutions for social problems 
are a social construction and a product of the historic distribution of economic and 
political forces. 

 From the perspective of a project like rIAIPe 3, which advocates for democ-
UDF\�DQG�VRFLDO�MXVWLFH��LW�PLJKW�EH�XVHIXO�WR�UHFRQVLGHU�SULRULWLHV�DQG�GH¿QLWLRQV�LQ�
the light of alternative paradigms, entailing, for example, a harmonization of he 
systems that favors mobility and academic exchanges, without rigid schemes of 
homogeneity. Some of the possible future scenarios of he (lópez Segrera, 2006; 
Magalhães, 2011) show that there exist “contra-hegemonic” and alternative univer-
sity models, linked to the diversity of geographic regions and cultural traditions. 
Such alternatives may promote a “social model” of university that achieves a bal-
DQFH�EHWZHHQ�DXWRQRP\� �LQ�ERWK� DFDGHPLF� DQG�¿QDQFLDO� WHUPV�� DQG� VRFLDO� FRP-
mitment (Ferrer llop, 2009), or a university that is part of the public sphere, with 
autonomy both from the market and the State (torres, 2009). What model of univer-
VLW\�ZH�FKRRVH�WR�SULRULWL]H�LV�FUXFLDO�IRU�D�GH¿QLWLRQ�RI�UHJXODWLRQ�IUDPHV��WKH�RU-
ganization, and the government/governance of he systems. the traditions of social 
critique, political awareness, and an extension function oriented toward the socially 
disadvantaged groups are central elements of the latin American university that 
may prove to be valued features for the new global scenario (Bernasconi, 2008), 
particularly in terms of the struggle for more equal and just he systems.
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Chapter 12 

HIGHeR eDUCatIon anD CItIZensHIP 
DeveLoPment

In this chapter we will focus on debates on citizenship, and the role education, in 
particular universities, can play in citizenship education. universities, like other 
educational institutes, are implicit and explicit, contributing to the development of 
the citizenship identity of students.

Sociology of education makes a distinction in three functions of education: 
personal development, preparing for the labor market, and preparing for living in 
society. At the rIAIPe3 conference in Bolivia, several speakers made a strong 
argument for the societal contribution of university graduates. According to them, 
university graduates have an extra duty in helping building a democratic and sus-
tainable society. these arguments are an expression of a desire for a more trans-
formative, critical, and society-oriented focus for higher education. 

often higher education is considered an intellectual space for human cultivation, 
a space separated from society. In this vision, intellectual development is consid-
ered to be as the studying of the great traditions, the great books. this vision is 
presented as high culture and considered as value-free. In fact, Aloni (2003) showed 
it is a traditional view on culture, celebrating an elite culture and individuality, 
and neglecting the societal and political conditions of human life.  Another, more 
modern view on higher education, sees education as instrumental in contributing to 
knowledge, and technical and economic advancement. this view sees technological 
and economic development as the motor of societal development, even more impor-
tant than human development. 

there are, however, other perspectives on higher education, perspectives that 
focus on equity, social cohesion and democracy. these perspectives stress the im-
portance of social change and social justice, and the importance of empowering 
people. Such education creates a different kind of intellectual: one who is more 
critical and socially engaged. these critical and engaged perspectives are build-
ing on different traditions, in latin America, as shown in the pedagogy of Paulo 
Freire; and worldwide, but in particular in the Western world with “critical peda-
gogy.” “Critical pedagogy” is a movement that has been founded on the educational 
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and philosophical traditions of Freire, the Frankfurter Schule (habermas), French 
philosophy (Foucault), Pragmatism (dewey), and Cultural Activity theory (Vy-
gotsky). ‘Critical pedagogy’ includes a wide range of theoretical orientations and 
practices (Veugelers, 2001).  

In this chapter we will use a critical pedagogical perspective to develop a vision 
for education, in particular on higher education, one that is transformative, with an 
emphasis on social justice and a critical-democratic orientation. An education that 
UHÀHFWV�RQ�WKH�NLQG�RI�LQWHOOHFWXDO�WKDW�KLJKHU�HGXFDWLRQ�LV�SURGXFLQJ��$Q�LQWHOOHFWXDO�
ZKR�WULHV�WR�XVH�KLV�HGXFDWLRQ�IRU�WKH�EHQH¿W�RI�VRFLHW\��ODERU��DQG�IRU�KLV�RU�KHU�RZQ�
personal development. this kind of intellectuality is embedded in both the person as 
citizen as the person as academic professional. Such an intellectual is educated not 
IRU�KLV�RU�KHU�RZQ�FDUHHU�DQG�EHQH¿W��EXW�IRU�VRFLHWDO�ZHOO�EHLQJ��IRU�D�FRQWULEXWLRQ�
to a just society. In this chapter we will outline such a vision of higher education and 
articulate what it means for educational practice.  We will focus on the societal con-
tribution of intellectuals. here, the general concept that will be used is citizenship. 

theorY And PrACtICe oF CItIzenShIP In hIGher eduCAtIon

there is a fast-growing amount of research on citizenship education. Most stud-
ies, however, focus on secondary education, and international review studies are 
concentrating on students of secondary education, for example the ICCS study on 
citizenship. our interest in the rIAIPe3 project is on citizenship in universities. 
We did a review on the literature on citizenship education in universities. Most of 
the studies we found were theoretical and present an outline for future work. See, 
for example, englund (2002), Patino-Gonzalez (2009), Fernandez (2005), Brennan 
& naidoo (2008), Watson (2008), zgaga (2009). Most of these studies speak in gen-
eral language about the societal role of universities and mention that universities 
VKRXOG�FRQWULEXWH�WR�FLWL]HQVKLS�GHYHORSPHQW��+RZHYHU�WKH\�GR�QRW�GH¿QH�ZKDW�WKH\�
mean by citizenship, or what this implies for educational practices, and the learning 
outcomes they desire. there is hardly any empirical research and even the more 
practice-oriented articles present more theories than proven practices. the most 
concrete study is the work of Anne Colby and colleagues at Stanford university. 
their focus is on moral development, but they relate morality to civic development 
(Colby, ehrlich, Beaumont & Stephens, 2003).  

Another study we did was to analyze the websites of universities in the nether-
lands for activities that can be seen as part of citizenship education (Veugelers & 
nollet, 2013). this analysis shows that dutch universities don’t have many activities 
that contribute in a formal sense to citizenship development. the focus is on prepar-
ing students for labor. And this preparation for labor is not explicitly linked with the 
role of intellectuals in society. there are some projects that focus on the societal role 
of the intellectuals, but these projects are limited to certain domains like sustain-
ability studies and social-cultural projects. there is currently no citizenship policy 
in the curricula at dutch universities. of course many universities organize debates 
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on social topics and have studium generale programs, but these activities are vol-
untary and separated from the formal curriculum. In fact, only a small amount of 
students participate in these activities.

+RZ�&DQ�ZH�/HDUQ�IURP�H[SHULHQFHV�ZLWK�&LWL]HQVKLS�(GXFDWLRQ�LQ�6HFRQGDU\�
Schools?

8QLYHUVLWLHV�FDQ�EHQH¿W�IURP�WKH�H[SHULHQFHV�DQG�UHVHDUFK�WKDW�KDV�EHHQ�GRQH�RQ�
citizenship education in secondary education.  We will discuss concepts, policies 
and practices. We refer to many studies we have done, both theoretical and empiri-
cal, and quantitative and qualitative. Most of the studies were in secondary educa-
WLRQ��DQG�ZH�ZLOO�H[WUDSRODWH�WKHLU�¿QGLQJV�KHUH�VR�WKDW�LW�LV�UHOHYDQW�WR�WKH�ZRUOG�RI�
higher education.

the ConCePt oF CItIzenShIP And ItS PrACtICeS

Broadening and deepening of the concept of citizenship

the concept of citizenship has recently been broadened and deepened, both in pub-
lic debates and in academic work. By “broadened” we mean that citizenship is not 
only linked to the national state but also to a regional identity such as european citi-
zenship, latin American citizenship, or Global citizenship (Veugelers, 2011a). the 
concept of citizenship has crossed national borders and can refer to a more regional 
or global identity (Banks, 2004). In the national context, the concept of citizenship 
has to be embedded in such regional and global contexts such as societal and politi-
cal power relationships.

deepening the concept of citizenship means that the concept has been extended 
from the political level to the social and cultural level. Because of this deepen-
ing concept of citizenship, current ideas about citizenship encroach more and more 
upon the personal identity of people. In dutch politics we see this expressed through 
the emphasis on desired manners, on national identity and on attention for world-
YLHZV��7KH�JRYHUQPHQW�HYHQ�VSHFL¿HV�WKH�PDQQHUV��IRUPDO�DQG�LQIRUPDO��LW�GHVLUHV��
It does the same for the identity of the country, by referring to “cultural heritage” 
and “canon”. With regard to worldviews the dutch government is more reserved, 
but schools are required to acknowledge and foster respect for different worldviews.

dewey (1923) spoke already about democracy “as way of life,” and argued that 
human relationships in society are democratic practices. he made strong arguments 
for more democratic relationships in all aspects of human life. today, citizenship on 
the cultural and social level attains much attention in public debate. however not in 
a “deweyan” transformative sense, but rather the focus is often on strengthening 
the national culture, and on the social level it means mostly regulating social norms 
and social behavior. 

More critical and transformative practices are possible in contemporary socie-
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ties. the work of Freire (1973) and other critical pedagogues showed clearly that 
citizenship is embedded in daily discourses and habits, and that transformative 
practices to change social, cultural and political power relations need active in-
volvement and the empowerment of all human beings in their daily social, cultural 
and educational life.  

Different Types of Citizenship

In research projects, both quantitative and qualitative, we presented pedagogical 
goals to teachers, school leaders, students and parents (Veugelers, 2007; leend-
ers, Veugelers & de Kat, 2008a; 2008b, 2012). We asked them how important they 
¿QG�WKHVH�SHGDJRJLFDO�JRDOV��KRZ�PXFK�DWWHQWLRQ�LV�SDLG�WR�WKHP�LQ�SUDFWLFH�DQG�
ZKLFK�OHDUQLQJ�HIIHFWV�WKH\�REVHUYH��,Q�DQDO\]LQJ�WKH�GDWD�ZH�¿QG�WKUHH�FOXVWHUV�RI�
goals: on discipline, on autonomy, and on social concern. We can link these goals 
to three types of citizenship: an adaptive one, an individualistic one, and a critical-
democratic one. the adaptive type of citizenship tries to adapt people to existing 
social and political power relations, without taking a critical stance. the individual-
istic type of citizenship embraces personal autonomy of the individual and neglects 
social responsibility. the critical-democratic type of citizenship focuses on build-
ing social relationships and democracy and tries to stimulate an active and critical 
engagement of citizens. 

there are other researchers who make a distinction between types of citizen-
ship and show how citizenship and citizenship education can be conceptualized and 
practiced in different ways. Westheimer and Kahne (2004) distinguish between a 
personally responsible citizen, a participatory citizen and a social-justice-oriented 
citizen. Westheimer and Kahne argue for including social justice in citizenship. For 
them, democracy is not only a social and political way of organizing society, but it 
should have a moral and social political focus by addressing social justice. Johnson 
and Morris (2010), following Freire and other critical pedagogues, argue for perma-
QHQW�FULWLFDO�UHÀHFWLRQ��DFWLRQ�DQG�VRFLDO�FKDQJH�DURXQG�WKH�FRQFHSW�RI�FLWL]HQVKLS��

Global citizenship

today many people speak about global citizenship, and as such, the concept of global 
citizenship can be articulated in different ways.  From a critique on the linking of the 
concept of citizenship to one’s own country, a more morally-inspired, cosmopolitan 
citizenship has been advocated (nussbaum, 1997). this concept of citizenship is 
about moral values and a global social responsibility for the whole world and all its 
inhabitants. An open attitude towards other people is one of its important aspects 
(hansen, 2008). recently, morally-inspired global citizenship has been criticized 
for its lack of attention for political power relations (Mouffe, 2005; thayer-Bacon, 
2008). A stronger relation between the moral and the political are advocated here: 
moral values should be analyzed within social and political relations.
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our review of the literature on global citizenship and an empirical study leads us 
to distinguish between three forms of modern global citizenship (Veugelers, 2011a):
– An open global citizenship that recognizes that the global world has become 

smaller, that there is more interdependency between parts of the global world, 
and that the global world offers more possibilities, also for cultural diversity (this 
is a neo-liberal market view, like for example by Soros).

– A moral global citizenship based on moral categories like equality and human 
rights, which recognizes responsibility for the global as a whole. (the moral 
philosophy position of nussbaum, and in the notion of cosmopolitism).

– A social-political global citizenship aimed at changing political relations in the 
direction of more equality in power relations and in the appreciation of cultural 
diversity. (In post colonialism studies and in the political philosophy of Mouffe 
and laclau).  

the interviews with teachers of secondary education made clear that they prefer 
a moral global citizenship to be the pedagogical goal. teachers are also aware of 
socio-political relations, but they are reserved when it comes to focusing on politi-
cal relations.

not only the concept of citizenship is a focus of academic debates, but the con-
cept of democracy is also questioned; for example, differences between thin and 
thick (strong) ways of democracy (de Groot, 2011) and differences between par-
liamentary democracy and more participative democracy (touraine, 2005). In the 
Freirean tradition democracy has been linked to empowerment and social change 
(Morrow & torres, 2002). the concept of a democratic citizenship has to address 
knowledge development, skills development and attitude development. 

dIFFerenCeS BetWeen IdeAlS (GoAlS) And PrACtICeS And eFFeCtS 

In dutch education many teachers, school leaders, students, and parents, claim that 
the critical-democratic citizenship is very important; however, in practice these 
goals are not so well realized (Veugelers, 2011b). In practice there is a lot of fo-
cus on discipline, and on the adaptive citizenship. Also, the individualistic type 
of citizenship is strongly embedded in educational practice of many modern neo-
liberal societies: in its selective education system, in its educational segregation, in 
its personally-oriented pedagogical style, its celebration of the unique individual, 
and its focus on individual expression, etc. 

In many countries and educational institutions there is a gap between pedagogi-
cal ideals and educational practice (see for example the “International Study on 
Citizenship and Citizenship education.” (ICCS) there is often a gap between the 
more critical pedagogical goals and the more adaptive and individualistic practices. 
to put it in a more sociological perspective: even if many transformative ideas are 
emphasized and sometimes even put into practice, economic reproduction forces in 
society and in education, and in particular in higher education, are strong. however, 
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WKH�EDODQFH�EHWZHHQ�UHSURGXFWLRQ�DQG�WUDQVIRUPDWLRQ�LV�QRW�¿[HG��EXW�GHSHQGHQW�RQ�
social and political change processes. Both a strengthening of reproduction and a 
strengthening of transformation is possible. In this chapter we try to contribute to a 
more transformative view of higher education that produces a more critically- and 
socially- engaged intellectual.

Bridging Different Groups

the interaction between various social and cultural groups is seen as an important 
aspect of citizenship education. Putnam (2000) points out that a person’s social cap-
ital is composed of bonding (exclusive) and bridging (inclusive). Bonding is a social 
psychological necessity for a person in order to join and hold one’s own in a cultural 
group. What Putnam calls bridging, connecting with other people, is what a society 
needs to function as such, to create social cohesion. Bridging can take on various 
forms: being considerate, being involved, or showing solidarity with others. In the 
framework of citizenship education, schools are asked explicitly to bring different 
groups of young people together with the explicit purpose of introducing them to 
each other, to promote their mutual understanding and appreciation, and to further 
the cooperation between groups. In social psychology much research has been done 
on the conditions under which such meetings of differing groups does promote un-
derstanding and appreciation. these studies show that this kind of learning process 
is rather complex and that the results are usually not predictable. Schuitema and 
Veugelers (2011) studied several projects in which students from different social 
and ethnic groups meet each other. the study shows that effects are hard to prove, 
but that it is important that joint activities are undertaken during the meetings and 
that there is interaction on the individual level. the contacts between students in the 
projects could, under favorable conditions, facilitate an open attitude and an aware-
ness of one’s preconceptions about the other groups.

eduCAtIonAl dISCourSeS And PolICY

educational policy in any country, in fact, in any school and of every educational 
professional, is based in a large part on the pedagogical vision of those involved and 
on their positioning in pedagogical discourses and educational practices. that vi-
sion is never univocal and completely consistent, it is, in fact, always a bricolage of 
available discourses that are constructed and connected in unique ways. therefore, 
it’s normal that such bricolage shows contradictions, and frictions. this bricolage 
DQG�LWV�FRPSRVLWLRQ�LV�QRW�¿[HG�EXW�ÀXLG��%DXPDQ��������VKRZV�WKDW�LQ�FRQWHPSR-
UDU\�VRFLHW\��ÀXLGLW\�LV�WKH�UHJXODU�PRYHPHQW��

Such an educational bricolage is also visible in educational policy at state level, 
at institutional level, and in a personal educational vision. Spring (2004) shows that 
there are four dominant educational ideologies in present-day global educational 
policy:
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1. Nation-building. each country tries to build and unite the nation through educa-
tion. Instruction in the native language, in national history and in national cul-
WXUH�LV�HVVHQWLDO��7KLV�YLVLRQ�VWURQJO\�LQÀXHQFHV�FLWL]HQVKLS�HGXFDWLRQ�

2. Educating people for the “global free market”. this view focuses on standardiz-
ing education global wide, with an emphasis on interchangeability, “free market 
thinking”, and a belief in technological progress.

3. Globalizing morality: human rights education. here, the emphasis is on teaching 
human rights, promoting democracy and peace, and striving for a humane kind 
of community.

4. Environmental ideologies. here, the emphasis is on the environment, on sustain-
ability and on the relations between mankind and nature.

Spring demonstrates in many case studies how these four ideologies actually meet 
in a state’s educational policy. Contemporary dominant thought in many countries 
is the desire to connect “educating people for the global free market” with “nation-
building.” It’s a combination of tradition, nationalism, neo-liberalism, technology, 
market orientation, and individual responsibility. Countries differ strongly with 
UHJDUG�WR�WKH�VLJQL¿FDQFH�RI�KRZ�PRUDO�HWKLFDO�YDOXHV�RI�KXPDQ�ULJKWV�DQG�VXVWDLQ-
ability actually become implemented into the curricula, but, in any country there is 
always a struggle with representing ideologies and outcomes often change.

Which ideological mix is found in the netherlands, especially in relation with 
citizenship education? With some caution we present the following analysis. the 
nationalist ideology, with its emphasis on the national culture and history, and much 
attention for security and safety, is strongly present in the dutch educational policy 
discourse on citizenship education. there is also a focus on the global morality 
ideology, but is not as strong as for the nationalist ideology. the global free mar-
ket ideology is dominant in the dutch political educational discourse, and is even 
strong enough to marginalize the nationalist ideology in educational policy. the 
emphasis in the dutch educational policy is focused on two areas: international 
competition, and the “knowledge society” of languages, mathematics and science. 
dutch “nation-building” education has a strong global and nationalist perspective, 
but languages, mathematics, and science are still most important to the “knowledge 
society.”

Curriculum Policy

In spite of the non-dominant position of citizenship education, the dutch govern-
ment does pay attention to citizenship as a content area. Since 2006, schools are 
required to give attention to citizenship education. the government points out its 
importance, but leaves it to the schools to interpret and organize this subject area. 
the government, under reference of the freedom of education and the autonomy of 
the schools, is very reluctant when it comes to specifying a curriculum. Contrary to 
other subject areas, citizenship education lacks a subject title, exam requirements, 
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JRDOV� DQG� TXDOL¿FDWLRQV�� 7KH� FXUULFXOXP� LV� TXLWH� RSHQ�� $Q� LQWHUHVWLQJ� TXHVWLRQ�
might be to ask what possible advantages this freedom might offer the existing 
subjects. In other subjects, schools and students are under much tighter control. At 
SUHVHQW��VFKRROV�¿QG�LW�YHU\�GLI¿FXOW�WR�SURYLGH�WKH�FRQWHQW�DUHD�RI�FLWL]HQVKLS�HGX-
cation in the school curriculum. the national curriculum institute, Slo, is develop-
ing frameworks and sample materials (Bron, Veugelers & Van Vliet, 2009) but the 
materials can only be examples and not descriptive. 

An important characteristic of the dutch educational system is denominational-
ism. two thirds of the secondary schools are denominational schools, although they 
DUH�VWDWH�¿QDQFHG�DQG�KDYH�WR�XVH�WKH�UHTXLUHG�FXUULFXOXP��'HQRPLQDWLRQDO�VFKRROV�
are allowed to develop their own subject matter for worldview education. Citizenship 
education is of course closely connected to denomination. this is a major reason for 
the government to be reluctant in more clearly specifying the subject matter of citi-
zenship education. the national organizations of denominational education are very 
active in the area of citizenship education and they are developing their own vision, 
providing examples and starting research programs. But the relationship between the 
national organizations of denominational schools and the schools themselves is pres-
ently tenuous, now that traditional religious institutions have been weakened, and 
these organizations could place requirements on the schools as a result. the govern-
ment has given denominational education much space. there are some interesting 
projects, but denominationalism has lost, to a large extent, the grip it had on education 
LQ�WKH�SDVW��7KH�LQÀXHQFH�RI�FLYLO�VRFLHW\��LQFOXGLQJ�UHOLJLRXV�GHQRPLQDWLRQV��FDQ�EH�
strengthened by a stronger emphasis on the relationship between education and so-
FLHW\��7KH�IXUWKHU�VSHFL¿FDWLRQ�RI�FLWL]HQVKLS�HGXFDWLRQ�FRXOG�EH�XQGHUWDNHQ�LQ�FORVH�
cooperation between students, parents and society. networks of schools would have 
to take up their responsibilities for the regional community as a whole, not just for 
their own cultural community (Veugelers & o’hair, 2005).

discourses on citizenship education often refer to the importance of relationships 
between social and cultural groups. dutch schools are not only separated along 
denominational lines, but in secondary education they are also separated in educa-
tional school types. Schools can encompass several educational focuses or they can 
be categorized other ways. When there are several educational strands within one 
organization, the connections between the different types can also be organized in 
YDULRXV�ZD\V��VHSDUDWH�EXLOGLQJV��VHSDUDWH�FODVVURRPV�DIWHU�WKH�¿UVW�\HDU�RU�KHWHUR-
geneous classrooms, etcetera). For higher school types (especially pre-university), 
parents often prefer a categorical school. Schools follow the preferences of parents 
by separating the higher school types from lower types. the free choice of school 
in secondary educational system with separate school types implies that groups of 
students are also separated, especially with regard to their social environment as 
well as their related ethnicities and cultures. this causes many students to grow up 
in social and cultural isolation. Citizenship education as a result is strongly focused 
on the unity of a group and not on making connections and encouraging diversity. 
the government acknowledges this problem, but a policy of uniting school types 
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and religious denominations has no present voice in educational policy. Growing up 
in one’s familiar environment seems to be more important than working on social 
cohesion and democratic relations through education. the government does require 
schools to organize activities where the various groups can meet. this causes enor-
mous friction in secondary schools where student populations have a less valued 
VRFLDO�DQG�FXOWXUDO�FDSLWDO��7KH\�FODLP�WKDW�JRYHUQPHQW�SROLF\�¿UVW�VHSDUDWHV� WKH�
VWXGHQWV�DQG�QH[W�GHPDQGV�DUWL¿FLDO�PHHWLQJV��)URP�WKH�SHUVSHFWLYH�RI�D�GHPRFUDWLF�
citizenship education, further cooperation and integration of various school types 
and various religious denominations would be preferable.

teAChInG

Pedagogical Discourse

the dominant pedagogical discourse in dutch secondary education is a combina-
tion of child oriented, advancing autonomy, and an individualized form of equal op-
portunity thinking. these pedagogical perspectives are also promoted in academic 
disciplines. In pedagogy, the center stage is the individual and his development 
and wellbeing. In educational psychology, until recently autonomous learning was 
dominant. Socially oriented organization of learning processes hardly received at-
tention. Sociology of education promotes individualization by a dominant focus 
on selection and equal opportunities with a disregard for socialization or for the 
FRQWHQW�RI�WKH�FXUULFXOXP��3UHVHQWO\�LW�VHHPV�WKDW�D�UHFWL¿FDWLRQ�PLJKW�EH�XQGHUZD\��
certainly in academic disciplines, possibly as a result of criticism for over-the-top 
individualization in dutch society. the problem, though, lies at a much more theo-
retical level, where the individual is disconnected from society, and where a society 
LV�QRW�FKDUDFWHUL]HG�E\�FRQQHFWLRQV�EXW�LV�D�VHD�RI�IUHHO\�ÀRDWLQJ�LQGLYLGXDOV��7KH�
individual-oriented pedagogical discourse does not succeed in making connections 
between the individual and the society. Focus on society is within a dominant per-
spective of individualization. As a result, this lack of appreciation for the social will 
remain limited to regulating the behaviors between individuals. From the perspec-
tive of democratic citizenship it would be desirable to regard the individual as being 
situated and connected. this requires a central place for democracy as a concept of 
society, more group learning, and connecting persons and institutions, especially 
outside one’s own immediate community.

Teaching and Moral Values in Education

now more about teaching practices. In educational practices teachers are working 
with moral and political values. teachers can work in different ways with values 
(Veugelers, 2010). We speak of perspectives because the various approaches differ 
in philosophical background, pedagogical goals and in suggested methodology. the 
¿YH�SHUVSHFWLYHV�DUH�SUHVHQWHG�LQ�D�VHTXHQFH�WKDW�FDQ�EH�VHHQ�DV�KLJKHU�VWDJHV�LQ�WKH�
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work of teachers. each stage adds a new point of view to its predecessor. the vari-
ous perspectives are embedded in different ideas about the teaching and learning of 
moral values, the kind of citizenship society needs and the very task of education. 
:H�GLVWLQJXLVK� WKH� IROORZLQJ�SHUVSHFWLYHV�� YDOXH� WUDQVIHU�� UHÀHFWLYH�SUDFWLWLRQHU��
moral sensitivity; participation and dialogue; moral politics.

:H�FDQ�SODFH�WKH�¿YH�SHUVSHFWLYHV�LQ�D�WDEOH�WKDW�VKRZV�WKH�GLIIHUHQFHV�EHWZHHQ�
the different perspectives. 

� 9DOXHV� 6NLOOV�� 3UD[LV� 6RFLDO�$FWLRQ
Value transfer x    
5HÀHFWLYH�SUDFWLWLRQHU�������������� � [
Moral sensitivity                 x     x        
Participation and dialogue x    x     x
Moral politics             x    x    x x

7KH�¿YH�SHUVSHFWLYHV�DOO�KDYH� WKHLU�SDUWLFXODU�VWUHQJWKV�GHSHQGLQJ�RQ�WKH�HGXFD-
tional goals. If a teacher wants to focus on character-building, or on identifying 
and prioritizing desirable values, then the value transfer perspective would be most 
XVHIXO�SHUVSHFWLYH��:KHQ�HGXFDWLRQ� LV�ÀH[LEOH� LQ�FRQWHQW��VWUXFWXUH�DQG� WHDFKLQJ�
PHWKRGV��DQG�VWXGHQWV�DUH�VHHQ�DV�DXWRQRPRXV��WKHQ�D�PRUH�UHÀHFWLYH�SHUVSHFWLYH�
is necessary. If pedagogical goals are the development of morality, then the moral 
VHQVLWLYLW\�SHUVSHFWLYH�LV�GHVLUHG��,I�OHDUQLQJ�LV�GH¿QHG�DV�D�GHYHORSPHQWDO�DQG�DF-
tive process, involving dialogue then the participation and dialogue perspective is 
needed. And if the educational process is part of a struggle for social justice and 
democracy, then the moral politics perspective is useful. Concrete educational prac-
tices will often use a unique combination of elements from all of these perspectives.

We can also bridge a connection between type of citizenship and educational 
practices:
1. the adaptive citizenship development has mostly whole classroom instruction 

ZLWK� WKH� WUDQVIHU� DQG� UHSURGXFWLRQ� RI� ¿[HG� NQRZOHGJH�� 7KH� SHGDJRJLFDO� DS-
proach is characterized by following the rules set by the authority.

2. the individualistic citizenship development focuses on personal autonomy, se-
lection, competition and individual performance. the knowledge development is 
seen as constructive but not from a societal perspective.

3. the critical-democratic citizenship development asks for dialogue, diversity, 
FULWLFDO� UHÀHFWLRQ��DQDO\VLV�RI�SRZHU�UHODWLRQVKLSV��DQG�VRFLDO�DFWLRQ��&RRSHUD-
tive, dialogical, visual learning and knowledge construction as social-construc-
tivism are central in this pedagogical approach. 

of course in concrete educational practices there is a mix of all of these pedagogical 
approaches. distinguishing them in this way shows that choices can be made and 
practices can be changed.
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If we look at a humanist perspective on moral education and critical-democratic 
FLWL]HQVKLS�� WKH� HGXFDWLRQDO� SHUVSHFWLYHV� VKRXOG� EH�� UHÀHFWLYH� OHDUQLQJ�� GLDORJLF�
learning, and democratic learning. they are three elements of learning that should 
support each other (Veugelers, 2011c).

5HÀHFWLYH�OHDUQLQJ
– Articulating one’s own interests, feelings, ethical and esthetical concerns, mak-

ing meaning, and moral values
–� ,QTXLU\�LQWR�LGHQWLW\�GHYHORSPHQW�DQG�VHOI�UHÀHFWLRQ�RQ�WKH�OHDUQLQJ�SURFHVV
– Self-regulation of the learning process and taking responsibility for autonomy 

dialogic learning
– Communicating in an open way with others 
– Analyzing and comparing different perspectives 
– Analyzing the social, cultural and political power structures

democratic learning
– Concern for others and appreciation of diversity
– openness to working together to reach agreements (developing norms)
– Standing autonomously and applying critical thinking and appropriate action
– Becoming more intimately engaged with and connected to others, and involve-

ment in enlarging humanity and in building democracy as a permanent process

dIMenSIonS oF CrItICAl-deMoCrAtIC CItIzenShIP deVeloPMent

'H�*URRW� ������� GLVWLQJXLVKHV� ¿YH� GLPHQVLRQV� RI� FULWLFDO�GHPRFUDWLF� FLWL]HQVKLS�
identity development on an intrapersonal, interpersonal and socio-political level 
that requires attention within and beyond formal and informal education settings: 
– elaborate understanding of democracy and diversity
–� &DSDFLW\�EXLOGLQJ��LQWHUQDO�DQG�H[WHUQDO�HI¿FDF\
– Active relations: commitment and connection
– Willingness to transform
– dialogue and empathy 

these dimensions make clear that citizenship development goes beyond knowledge 
acquisition and is an identity development with strong affective elements. In the 
FRQWH[W� RI� WKH� ¿UVW� GLPHQVLRQ��'H�*URRW� DUJXHV� WKDW� WKH� GHYHORSPHQW� RI� D� FULWL-
FDO�GHPRFUDWLF�FLWL]HQVKLS� LGHQWLW\� LV� LQÀXHQFHG�E\� WKH�YDOXH�HGXFDWRUV�DWWDFK� WR�
democracy and diversity, and their interpretation of these concepts. When one 
has no idea of what democracy entails, no understanding of the interrelatedness 
of democracy and diversity, and no understanding for the merits of democracy for 
the general wellbeing of all, it is unlikely that students will learn to participate 
as critical-democratic citizens. developing a strong and complex appreciation of 
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democracy therefore requires that people need an elaborate understanding of the 
value of democracy as well as diversity, for the wellbeing of people within and 
outside of nation states. this means that educators need to become familiar with 
an elaborate concept of democracy, one that views democracy as a continuously 
developing and intrinsically-limited political system; as a culture in which people 
and institutions actively seek to appreciate and accommodate different voices on an 
interpersonal and structural level; and as an ethos that acknowledges the presence 
of different normative structures in the civil and political domain; it is also neces-
sary to critically examine existing power inequalities and the underlying hegemo-
nies. An elaborate understanding of the value of democracy and diversity therefore, 
also implies that one will be able to identify and critically examine social justice 
LVVXHV�LQWHUQDWLRQDOO\��DGGLWLRQDOO\��D�VWXGHQW�VKRXOG�EH�DEOH�WR�UHÀHFW�XSRQ�KLV�RU�
her own contribution to the maintenance or transformation of unjust structures. As 
such, it requires the development of ‘critical thinking’ skills. In line with a critical 
pedagogical perspective (Mc laren, 1994; Veugelers, 2001) de Groot argues that 
critical thinking implies the ability to weigh moral and political arguments in a 
critical and academically-informed manner, to identify when moral principles are 
DW�VWDNH��DQG�WR�UHÀHFW�RQ�WKH�UROH�RI�RQH¶V�SODFHPHQW�LQ�WKH�QRUPDWLYH�IUDPHZRUN�
that one is viewing critically.

7KH�VHFRQG�GLPHQVLRQ�FRQFHUQV�GHYHORSLQJ�RQH¶V�FLWL]HQVKLS�FDSDFLW\�DQG�HI¿-
cacy. Being democratically enlightened does not automatically imply that a person 
has the capacity to participate in a way that is consistent with democratic enlight-
enment. likewise, it does not automatically imply that one has a sense of internal 
DQG�H[WHUQDO�HI¿FDF\. Westheimer and Kahne have introduced these last concepts 
to democratic citizenship education research. they stated that in order to develop 
a democratic attitude, people need three C’s: Capacity, Commitment and Connec-
tion (Westheimer and Kahne 2003, p. 54). In her framework, de Groot develops 
a separate dimension for ‘commitment’ and ‘connection’, because these concepts 
both concern the relationships that one builds within and outside of one’s own com-
PXQLW\��)RU�:HVWKHLPHU�DQG�.DKQH��������� LQWHUQDO�HI¿FDF\�UHIHUV� WR� WKH�IHHOLQJ�
WKDW�RQH� FDQ� LQÀXHQFH� FLYLF� DQG�SROLWLFDO� SUDFWLFHV� DQG�SURFHGXUHV�� DQG�H[WHUQDO�
HI¿FDF\�WR�WKH�IHHOLQJ�WKDW�WKH�JRYHUQPHQW�RU�LWV�LQVWLWXWLRQV�DUH�UHFHSWLYH�WR�RQH¶V�
needs. If children, for instance, engage in an educational project that aims to en-
KDQFH�HTXDO�WUHDWPHQW�RI�D�FHUWDLQ�PLQRULW\��EXW�WKHQ�¿QG�WKDW�QRERG\�LV�LQWHUHVWHG�
in their project, these children might be less inclined to participate in future pro-
jects or initiatives. de Groot argues that in accordance with an elaborate concept 
of democracy, critical democratic citizens need to develop their moral and political 
skills, which will ultimately contribute to competent citizenship: that is, to critically 
H[DPLQH�RQH¶V�VHQVH�RI�HI¿FDF\�WRZDUGV�SDUWLFLSDWLQJ�LQ�D�MXVW�PDQQHU��WR�LGHQWLI\�
power hegemonies and their historical background; and to address issues of power 
inequality in the civil, civic and political domain.

the third dimension concerns “active relations,” since people who never meet 
potential role models, (in this context, people who engage in transformative pro-
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cesses) and people who do not develop a sense of commitment toward their com-
munities, or individuals whose existence or potential contribution to a society is 
constrained, will be less likely to develop an understanding of critically-democratic 
participation. Key concepts in this regard are connections and commitments. Wes-
WKHLPHU�DQG�.DKQH�GH¿QHG�³FRQQHFWLRQV´�DV�WKRVH�ZKR�HQDEOH�RWKHUV�WR�KDYH�DF-
tive social participation, and “commitment” as caring for the wellbeing of others 
within a certain group. In line with Putnam’s (2000 p. 22) plea for “bonding” and 
“bridging” in the context of developing social capital and democracy, de Groot 
adds that critical democratic citizenship implies that one engages in activities that 
foster commitment among people who hold similar preferences (bonding) and in 
activities that stimulate commitment with people who hold different preferences, 
and who don’t share the same cultural heritage (bonding).  

the fourth dimension is about willingness to change. If one is unwilling to criti-
cally examine values, ideas, worldviews and customs, it is unlikely that one will 
develop the necessary competencies to challenge one’s own and other’s perspec-
tives, and to cope with diversity in this context. Key elements of critical-democratic 
citizenship, in this regard, are the ability (or habit) to doubt, to question, the desire 
to obtain greater understanding, and the wish to relate to any practices and positions 
that do not match one’s current worldview. With ramadan (2007) de Groot argues 
that both those who consider themselves part of the dominant culture or worldview, 
and those who identify with a minority one, need to develop this attitude. Further-
more, in line with Appiah’s Ethics of Identity (2005), people need to gain insight 
LQWR� WKH� RQJRLQJ� SURFHVV� RI� QHJRWLDWLQJ� GLIIHUHQW� LGHQWLWLHV� RU� DI¿OLDWLRQV��ZKLFK�
gain or lose importance due to change of one’s interests, and temporal or environ-
mental circumstances.

7KH�¿IWK�GLPHQVLRQ�FRQFHUQV�RQH¶V�FDSDFLW\�DQG�ZLOOLQJQHVV�WR�HQJDJH�LQ�GLD-
logue and deliberation. When one does not regularly engage in dialogical and delib-
erate practices, it is unlikely that one will obtain a realistic image of the complexity 
involved in dialogue and deliberation, or a deeper understanding of the value of 
these practices for the democratic process. Previously, Parker (2003b) has distin-
guished between dialogue, which aims for mutual understanding and respect for 
each other’s vision, and discussion, which aims to convince others of the right-
HRXVQHVV�RI�RQH¶V�RZQ�RSLQLRQV��DQG��¿QDOO\��GHOLEHUDWLRQ��ZKLFK�DLPV�WR�LQÀXHQFH�
others on the kind of policy to adopt.  And Aloni (2011) distinguished seven types 
of dialogical learning, each with its own theoretical underpinnings, goals and struc-
tures. In the context of critical democratic citizenship, de Groot argues that con-
versations need to build on an understanding of one’s limitations in reaching mu-
tual understanding and in expressing and investigating one’s own perspective. this 
understanding allows for the development of one’s sensitivity to what derrida calls 
“la différence” (Miedema & Biesta, 2004), which lies beyond each vision. Second, 
she argues, critical-democratic citizenship implies that one recognizes the impact 
of power structures on any conversation, which may stem from differences in rank, 
GLIIHUHQFHV� LQ� ODQJXDJH�RU� FXOWXUH�� DQG�FXOWXUHV�RI� FRQÀLFW� UHVROXWLRQ��7KLV� LV� LQ�
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contrast, to an understanding of dialogue as a conversation between equals, which 
aims for mutual understanding and the exchange of ideas. Such an understanding, 
de Groot argues, risks threatening the very appreciation for diversity for which one 
aims. hence, and in line with Mouffe’s (2000) plea for appreciating agonisms, crit-
ical-democratic citizenship needs to develop the dialogical competencies to, along 
with others, detect and explore fundamental differences, impossibilities, and power 
issues involved in every type of conversation. Critical-democratic dialogue and de-
OLEHUDWLRQ�WKXV�FDQ�EH�GH¿QHG�DV�FRQYHUVDWLRQV�EDVHG�RQ�D�PXWXDO�XQGHUVWDQGLQJ�RI�
the impossibility to reach “true” consensus or mutual understanding.   

7KHVH� ¿YH� GLPHQVLRQV� PDNH� FOHDU� WKDW� LQ� FLWL]HQVKLS� HGXFDWLRQ� HGXFDWRUV�
should also take care of the more political and psychological dimensions of citi-
zenship, such as an elaborate understanding of democracy and diversity; internal 
DQG�H[WHUQDO�HI¿FDF\��FRPPLWPHQW�DQG�FRQQHFWLRQ��ZLOOLQJQHVV�WR�WUDQVIRUP��DQG�
dialogue and empathy. these dimensions can affect the type of citizenship that 
develops, in particular, enhancing a critical-democratic student to be more active 
and engaged.

PoSSIBIlItIeS For More deMoCrAtIC CItIzenShIP PrACtICeS In 
eduCAtIon 

In this chapter we have shown that dutch educational policy pays attention to citi-
zenship education, but that this attention is subordinated to preparing students for 
the “knowledge economy.” We have also shown that government is reluctant to 
specify the content of citizenship education, perhaps because of religious denomi-
national education, and increased autonomy of the schools. Still, the dutch govern-
ment does have some general ideas about the content matter of citizenship educa-
WLRQ���'LIIHUHQFHV�EHWZHHQ�VFKRROV�DQG�EHWZHHQ�VFKRRO�W\SHV�JUHDWO\�LQÀXHQFH�WKH�
possibilities for citizenship education. Students from different social, cultural and 
religious groups grow up in their own isolated environments. the child-oriented 
and individualizing pedagogical discourse does not stimulate a critical democratic 
citizenship, either. the poor framing of citizenship education within a strongly 
structured educational system, in turn, contributes to its weak position in the school 
and in the curriculum. Students are required to actively participate in citizenship 
education, but real participation is hard to realize in a strongly structured educa-
tional environment. the practice of citizenship education in the netherlands shows 
more adaptive and individualizing tendencies than some politicians, and particu-
larly many teachers, parents and students, may wish. A more critical-democratic 
citizenship education requires education policy as “cultural politics,” a linking of 
schools and society, socially- oriented pedagogical thinking, and especially more 
GLDORJLFDO��UHÀH[LYH�DQG�VRFLDOO\�LQWHJUDWLYH�HGXFDWLRQDO�SUDFWLFHV�

Society building is a continuously ongoing process. reproductions of existing 
relationships are never complete, and there are always possibilities for change. 
these processes for change can be oriented to more adaptation, to a stronger indi-
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vidualistic orientation like in the neo-liberal market thinking and in some modern 
philosophies that celebrate autonomy. or these processes for change can be oriented 
to include more equity, social cohesion, recognition of diversity, active participa-
tion, and a strengthening of democracy. Processes for change are actively involved 
in dialogue in society, and in education. Scholars and teachers can make choices 
and decide where they stand in these processes, and hopefully contribute to educa-
tion that creates a more critical-democratic citizenship. 

SettInG An AGendA For CrItICAl-deMoCrAtIC CItIzenShIP In 
unIVerSItIeS

What can we learn from our experiences and research on citizenship and citizen-
ship education to enhance the educational practice in universities? We will end this 
chapter by formulating guidelines for more critical-democratic practices in univer-
sities.  

Developing a Pedagogical Vision
���universities should develop a pedagogical vision for the kind of intellectual and 

citizen they want to develop. universities can make choices in goals and prac-
WLFHV��7KH\�VKRXOG�UHÀHFW�RQ�WKH�NLQG�RI�XQLYHUVLW\�WKH\�ZDQW�WR�EH�DQG�RQ�WKHLU�
role in society.

���Producing such a vision requires an analysis of the refraction of international de-
velopments in the own national policy and educational discourses. this analysis 
can show possibilities and constraints for citizenship education in universities. 

���developing such a vision implies a dialogue with those who have a great inter-
est in the universities and in society. A dialogue in the political, civic, and civil 
domains of citizenship. 

���developing such a vision means a process that is formalized, but is subject to a 
permanent dialogue.

Type of Citizenship 
���universities, like all educational institutions, can decide on the type of citizen-

ship they emphasize in pedagogical goals and practices. they can focus strongly 
on adaptation, on autonomy, or on social concern and social justice. For example, 
an adapted type of citizenship, an individualistic type, or a critical-democratic 
type.

���universities should focus on the more political and psychological dimensions of 
citizenship such as an elaborate understanding of democracy and diversity; in-
WHUQDO�DQG�H[WHUQDO�HI¿FDF\��FRPPLWPHQW�DQG�FRQQHFWLRQ��ZLOOLQJQHVV�WR�WUDQV-
form; and dialogue and empathy. these dimensions can help determine the type 
of citizenship, and in particular, can help a critical-democratic student become 
more active and engaged.
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Educational Practice 
��� If we want to develop a stronger theory about citizenship and citizenship educa-

tion, in particular, the critical-democratic type, it will require transformative 
educational practices. By “transformative” we mean change in the curriculum, 
in learning activities, and in the teachers’ role in the direction of more social 
justice.

��� An educational citizenship education requires a multidisciplinary and interdis-
FLSOLQDU\�SUDFWLFH�LQ�ZKLFK�WKH�VSHFL¿F�DFDGHPLF�VFLHQFH�LV�OLQNHG�ZLWK�VRFLDO�
sciences, philosophy, and history. 

��� teachers should be aware of their moral role and their professionalism.

Learning Processes
����Students are learning in and out of the universities. Both ways of learning should 

be linked. universities can organize learning outside the institute, such as the 
way it is done for internships for professional development. they can also create 
learning experiences for citizenship development by community projects and 
in-service learning. 

����the narrative learning processes involved in citizenship development implies 
that the pedagogical goals are broader than knowledge acquisition and are ori-
ented to attitude development and engagement.

����'LDORJLFDO��UHÀH[LYH��DQG�GHPRFUDWLF�OHDUQLQJ�SURFHVVHV�DUH�QHHGHG�WR�JLYH�FULW-
ical-democratic citizenship development a chance.

universities have an important function in educating future generations. universi-
ties can learn from experience and research on citizenship education, but like all 
HGXFDWLRQDO�LQVWLWXWLRQV�WKH\�KDYH�WR�UHÀHFW�RQ�WKH�NLQG�RI�LQWHOOHFWXDO�DQG�FLWL]HQ�
they want to develop. 
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Chapter 13

eQUIty, soCIaL CoHesIon anD ReLevanCe In 
HIGHeR eDUCatIon

The origin of the categories in a 21st-century glossary 
for higher education in Latin America 

the concepts of equity, social cohesion and relevance are characterized by ambigu-
ity, as well as a relationship to the notion of trope1�DQG�WKH�ÀRDWLQJ�VLJQL¿HU�2 this 
description enables us to understand the importance of these three concepts starting 
in the 1990s. 

the education agenda has been bound to controversial overarching concepts3 
geared to providing education with a certain meaning and orientation. the afore-
mentioned terms are found in governmental reports, as well as those issued by 
teachers’ unions, international organizations and so forth.

Braslavsky states that most of the agents that produce the education agenda “…
accept a set of words or overarching concepts that become central notions and run 
through different paradigmatic perspectives” (Braslavsky 1999: 40-41). She main-

�� 7URSH� >IURP�/DWLQ� tropus� ¿JXUDWLYH�XVH�RI�D�ZRUG�� IURP�*UHHN� tropos� VW\OH�� WXUQ�� UHODWHG�
to trepein� WR� WXUQ@��5KHUWRULFDO� ¿JXUH�� 7URSH�� ��� $� ¿JXUH� RI� VSHHFK� XVLQJ�ZRUGV� LQ� QRQ�
OLWHUDO�ZD\V��VXFK�DV�D�PHWDSKRU��5KHWRULF�D�ZRUG�RU�H[SUHVVLRQ�XVHG�LQ�D�¿JXUDWLYH�VHQVH��
)LJXUHV�RI�VSHHFK�WKDW�HIIHFW�D�PXWDWLRQ�RU�VKLIW�LQ�PHDQLQJ�HLWKHU�LQWHUQDOO\��RQ�WKH�OHYHO�RI�
WKRXJKW��RU�H[WHUQDOO\��RQ�WKH�OHYHO�RI�ZRUG���,Q�WKH�¿UVW�FDVH�DQG�ZKHQ�WKHUH�LV�VLPSO\�DQ�
DVVRFLDWLRQ�RI�LGHDV��WKLV�¿JXUH�RI�WKRXJKW�LV�FDOOHG�SHULSKUDVLV��LI�WKH�DVVRFLDWLRQ�RI�LGHDV�
LV�FRPSDUDWLYH� LQ�QDWXUH�� WKH� UHVXOW� LV�PHWDSKRU�� WURSH�SDU�H[FHOOHQFH�ZKRVH�HW\PRORJ\�
LQGLFDWHV�WKH�QRWLRQ�RI�WUDQVIHU�DW�LWV�FRUH���1DLGRUI��+RUQ��*LRUGDQD������

�� 7KH�ÀRDWLQJ�VLJQL¿HU�LV�WKH�UHVXOW�RI�D�OD[�UHODWLRQVKLS�EHWZHHQ�VLJQL¿HG�DQG�VLJQL¿HU��/DFODX�
�������DVVHUWV�WKDW�LI�WKH�VLJQL¿HU�ZHUH�QHFHVVDULO\�WLHG�WR�RQH�DQG�RQO\�RQH�VLJQL¿HG��WKHUH�
ZRXOG�EH�QR�URRP�IRU�ÀRWDWLRQ�RI�DQ\�NLQG��+H�DGGV�WKDW�IRU�ÀRDWDWLRQ�WR�RFFXU�WKH�ÀRDWLQJ�
WHUP�PXVW�EH�DUWLFXODWHG�LQ�GLIIHUHQW�ZD\V�LQ�RSSRVLQJ�GLVFXUVLYH�FKDLQV��RWKHUZLVH��WKHUH�
ZRXOG�EH�QR�ÀRDWDWLRQ�ZKDWVRHYHU����/DFODX��������

�� 7KHVH�DUH� WKH�FRQWURYHUVLHV� IRUPXODWHG� LQ� WKH�SURFHVV�RI� WKH�SDUDGLJPDWLF�FRQVWUXFWLRQ�
RI�HGXFDWLRQ��7KH\�DUH��DV�WKH�DXWKRU�SRLQWV�RXW��³«UH�DUWLFXODWLRQV�RI�FODVVLF�SUREOHPV�LQ�
WKH�SROLWLFV�DQG�VRFLRORJ\�RI�HGXFDWLRQ´��%UDVODYVN\������������ZKLFK�DUH�UHGH¿QHG�RQ�WKH�
EDVLV�RI�HPSLULFDO�HYLGHQFH�DQG�WKH�GHPDQGV�WR�HPHUJH�LQ�WKH���st�FHQWXU\�
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tains that in the 1990s there were four such concepts: quality, equity, participa-
WLRQ�DQG�HI¿FLHQF\. And, she goes on, those concepts emerged “[…] out of need 
and as the result of processes of innovation in international thought on education” 
(Braslavsky, 1999: 32-33). these concepts are marked by an array of paradigmatic 
perspectives that vie to guide changes and education reforms. 

We believe that in the glossary of higher education for the 21st century the terms 
social cohesion and relevance, and the ongoing importance of equity as goal and 
parameter in education policies, constitute the overarching concepts.

the revision of those terms from the perspective of their historicity is necessary 
in attempts to analyze as well as to design an agenda for higher education in keeping 
with what is, in our view, priority. 

:H�ZLOO�QRZ�DWWHPSW�WR�GH¿QH�HDFK�RI�WKH�IROORZLQJ�FRQFHSWV��HTXLW\��VRFLDO�FR-
hesion and relevance in higher education.

equItY

(TXLW\� LV� D� EURDG� DQG� FRPSOH[� FRQFHSW��+HUH��ZH�ZLOO� IRFXV� RQ� LWV� GH¿QLWLRQ� LQ�
terms of policies on higher education.

on the basis of an analysis of documents issued by international credit organiza-
tions (the World Bank, the International Monetary Fund and others) and education 
policy organizations (the uneSCo and the united nations through the economic 
Commission for latin America (eClAC), as well as the Wto once education was 
LQFOXGHG�DV�RQH�RI�LWV�VHUYLFHV���DQG�ZRUNV�VSHFLDOL]HG�LQ�KLJKHU�HGXFDWLRQ��ZH�¿QG�
that the categories of equity and its opposite (inequity) are used again and again, 
indeed frequently starting at least since the beginning of neo-liberalism as the eco-
nomic ideology with the greatest social impact.

In the 1980s but mostly in the early 1990s, inequity was one of the main diagno-
ses reached by international organizations as they attempted to describe the state of 
education systems in developing countries (eClAC– uneSCo 1996). In the inter-
HVW�RI�UHDFKLQJ�WKH�JRDOV�RI�JUHDWHU�HTXLW\��HI¿FLHQF\�DQG�TXDOLW\��WKH�:RUOG�%DQN�
MXVWL¿HG�LWV�VXSSRUW�RI�D�FRPSUHKHQVLYH�UHIRUP�RI�HGXFDWLRQ�V\VWHPV��'XULQJ�WKH�
1990s, the countries in the region adopted, to a greater or lesser extent, the World 
Bank’s recommendations, enacting reforms at all levels. 

equItY In hIGher eduCAtIon: equAlItY WIth CondItIonS 

A major precursor for the impact of this term on discourses on education in latin 
America is the 1996 eClAC-uneSCo document entitled “Education and Knowl-
edge, Nucleus of Productive Transformation with Equity,” which established that 
“equity means equal opportunity for all in access to quality education, that is, 
like opportunities in terms of treatment and outcome in matters of education” 4 

�� ,WDOLFV�LQ�WKH�RULJLQDO�
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(eClAC uneSCo 1996: 52).
7KLV�EULHI�GH¿QLWLRQ�OD\�WKH�EDVLV�IRU�ODWHU�GH¿QLWLRQV�PDLQO\�IRFXVHG�RQ�WKH�FRQ-

cept of equity as equality of opportunities in education.
,W� LV�� QRQHWKHOHVV�� VLJQL¿FDQW� WKDW� WKH� FRQFHSW� RI� HTXLW\� LV� JHQHUDOO\� DVVRFLDW-

ed with theories of human capital based on utilitarian considerations. As such, it 
requires fair but inclusive competition and tolerates disparate outcomes (Mendes 
2011). 

hernández Alvares (2008) asserts that equity implies valuing disparities from 
the perspective of justice. equal rights are not, in themselves, enough to make edu-
cation more accessible (especially not higher education) to those who occupy less 
favorable social positions. Indeed, in those situations unequal treatment is what is 
required to attenuate differences and improve chances of success (Chiroleu 1999).

7KXV��HTXLW\�UHSODFHV�ZKDW�LV�RIWHQ�FDOOHG�DI¿UPDWLYH�DFWLRQ��WKDW�LV��JLYLQJ�PRUH�
to those who have less). When used to replace equality indiscriminately, however, 
WKH�ORJLF�RI�DI¿UPDWLYH�DFWLRQ�H[LVWV�DORQJVLGH�DQ�XQGHUVWDQGLQJ�RI�HTXLW\�DV�JLY-
ing to each person his or her due according to other variables (effort, skill, etc.), an 
understanding that equality plain and simple does not contemplate.

It was on this basis that, in the 1990s, Feijoo formulated what he called “the lim-
its of egalitarianism” to refer to situations in which “…an unnuanced understanding 
of egalitarianism applied to a less and less equal population and/or a population 
with more and more disparate interests ended up generating new patterns of in-
equality” (Feijoo 2002: 17).

the emergence of the term “equity” in response to the term “equality” has been 
criticized in a number of articles (Saviani, d 1998; Bianchetti, G, 1994; hillert 
1999). hillert formulated one of the main objections put forth by critics of the poli-
cies of the 1990s, arguing that the major documents of international organizations5 
“generate a tension between…the notion of citizenship, or the equality of citizens, 
and the notion of ‘competitiveness,’; and between the notion of ‘equality’ and of 
‘performance’” (hillert 1999: 32).

Saviani (1999) asserts that it was not necessary to replace equality with equity 
since universalist and homogenizing critiques can be resolved by means of “equal-
ity of dignity,” that is the equality of human potentials and their development on the 
basis of historical recognition of social inequality.

tiramonti (2001), meanwhile, maintains that the transformations that took place 
in the 1990s meant the end of the vision of education as the site of emancipation and 
of processes of egalitarian subjectivity. 

thus, we believe that the exacerbation of the valorization of differences has led 
to a meritocracy disguised as respect that has relentlessly served to justify cutbacks 
on the premise of a scarcity of resources that makes it impossible to give everyone 
HYHU\WKLQJ��3ROLFLHV�RI�HTXLW\�KDYH�WKXV�MXVWL¿HG�GLYHVWPHQW�IURP�WKH�SXEOLF�VSKHUH�
and the establishment of a notion that has become a matter of commonsense accord-

�� ³(GXFDWLRQ�DQG�.QRZOHGJH, Nucleus of 3URGXFWLYH�7UDQVIRUPDWLRQ ZLWK�(TXLW\´�(&/$&��
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ing to which the public is for the poor and those who want quality must pay for it. 
7KLV�LV�WKH�MXVWL¿FDWLRQ�QRW�RQO\�IRU�WKH�6WDWH�PRYLQJ�IURP�D�SULPDU\�WR�D�VXEVLGL-
ary role covering only the area that the market doesn’t, but also – along with other 
overarching ideas that emerged in the 1990s – a means of concealing the purposes 
of the State. 

SoCIAl CoheSIon AS An AMBIGuouS ConCePt trAnSFerred onto the 
SPhere oF hIGher eduCAtIon 

the origins of the term social cohesion lie in 19th-century French sociology. 
durkheim,6 a representative of functionalism, uses social solidarity to frame an 
analysis that, whether explicitly or implicitly, addresses the problem of social cohe-
sion (Mota díaz 2011). 

If for hobbes and Machiavelli the force that made possible and maintained so-
cial cohesion was coercive power, and for rousseau it was the social contract, for 
durkheim it was solidarity, of which there are, in his view, two types: industrial or 
complex solidarity which he called PHFKDQLF�VROLGDULW\; and the simple solidarity 
of pre-industrial societies, which he called RUJDQLF�VROLGDULW\. 

From the perspective of functionalist anthropologist Bronislaw Malinowsky, the 
notion of social cohesion is based on an analysis of the contribution made by institu-
tions in the interest of preserving social solidarity.7 

the european union (eu) later returned to the category of social cohesion as 
a strategic variable in its own policies as well as in relation to its ties beyond the 
region in, for instance, latin America.

Article 2 of the treaty that constituted the european Community, signed in rome 
LQ�������LV�FRQVLGHUHG�WKH�¿UVW�UHIHUHQFH�WR�WKH�LQVWLWXWLRQDOL]DWLRQ�RI�VRFLDO�FRKHVLRQ�
in europe. A commitment, rather than a simple declaration, it limits itself to advo-
cating harmonious development, constant and balanced growth, and ever greater 
stability in the relationships between the countries in the union. Just three decades 
ODWHU��WKH�FRQFHSW�RI�VRFLDO�FRKHVLRQ�±�WKRXJK�SRRUO\�GH¿QHG�±�ZRXOG�EHFRPH�D�IRUFH�
in the integration of europe

Social cohesion became a powerful idea in the european Community after 
the Maastricht treaty (1992), which emphasized that the aim of the eu is bal-
anced development and that, to that end, it is necessary to reduce the differences 

�� 7KH�IRUPXODWLRQ�LV�EDVHG�RQ�WKH�QRWLRQ�WKDW�WKH�VRFLDO�RUGHU�LV�WKH�UHVXOW�RI�VRFLDO�VROLGDULW\��
$FFRUGLQJ�WR�WKH�DXWKRU��WKH�OHVVHU�WKH�VRFLDO�GLYLVLRQ�RI�ZRUN��WKH�JUHDWHU�WKH�FRQQHFWLRQ�
EHWZHHQ�LQGLYLGXDOV�DQG�WKH�VRFLDO�JURXS��DQG�WKXV�PHFKDQLF�VROLGDULW\�UHIHUV�WR�D�VROLGDULW\�
EDVHG�RQ�WKH�OLNHQHVV�RI�VRFLDO�VHQWLPHQWV�E\�PHPEHUV�RI�WKH�VDPH�VRFLDO�V\VWHP��0RWD�
'tD]�������

�� 7KH�LQWHUUHODWLRQ�RI�LQVWLWXWLRQV�LV�EDVHG�RQ�WKH�DVVHUWLRQ�WKDW�D�FXOWXUDO�HOHPHQW�RQO\�WDNHV�
RQ�PHDQLQJ�LQ�UHODWLRQ�WR�WKH�ZKROH��7KH�VRFLDO�RUGHU�LV�ERUQ�RI�WKH�QHHG�IRU�FRRSHUDWLRQ��
ZKLFK� LV� XQGHUVWRRG� DV� D� SURGXFW� RI� WKH� FROOHFWLYH� FRQVFLRXVQHVV� DQG� DV� HVVHQWLDO� WR�
PHHWLQJ�VRFLDO�QHHGV��0RWD�'tD]�������
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EHWZHHQ�WKH�GHYHORSPHQWDO�OHYHOV�RI�GLIIHUHQW�UHJLRQV��VSHFL¿FDOO\�WKH�EDFNZDUG-
ness of less favored regions like rural areas (Bossio rotondo, J. C, 2007). the 
&RXQFLO�RI�(XURSH��ZKLFK�LV�WKH�UHJLRQ¶V�HQWLW\�IRU�LVVXHV�RI�KXPDQ�ULJKWV��GH¿QHV�
social cohesion as “society’s capacity to ensure the wellbeing of all its members 
E\�PLQLPL]LQJ�GLVSDULWLHV�DQG�DYRLGLQJ�PDUJLQDOL]DWLRQ�³�,W�DOVR�FODUL¿HV�WKH�DLPV�
of social cohesion and outlines procedures conducive to its composition. regard-
ing the construction of utopia, the Council of europe states “A cohesive society 
is a mutually supportive community of free individuals pursuing common goals 
by democratic means.” And, it goes on, “no society is fully cohesive. Social cohe-
sion is an ideal to be striven for rather than a goal capable of being fully achieved 
“(Ce, 2004).

Financial crises, unemployment and intense recession in the central countries 
have meant a resurgence of the category. now, though, it is less an indicator of har-
monic and balanced development or a strategy to minimize structural inequalities 
and prevent and/or eradicate poverty than an indicator of conformity and order in 
the face of new rules of persistent economic cutbacks. Social cohesion is used to 
UHIHU�WR�D�WHQVH�VRFLDO�KDUPRQ\�LQ�WKH�IDFH�RI�WKH�FRQÀLFWV�WKDW�WKH�FULVLV�KDV�EURXJKW�
with it.

SoCIAl CoheSIon AS An AIM trAnSFerred onto lAtIn AMerICA 

Applying the category of social cohesion to economic and political relations with 
latin America has required a series of adjustments in its meaning. As Freres and 
Sanahuja point out (2006), actors from the two regions can use the term social cohe-
sion to refer to different problems that require different responses.

Jarquín (2007) asserts that “unlike in latin America, where the concept of social 
cohesion exists in the face of major social inequalities, in europe it refers mostly 
to disparities between countries and regions.” Indeed, the lessening of economic 
differences between countries has been emphasized in assessments of social cohe-
sion in europe (eC, 2001, 2005 and 2007), mostly through the indicators described 
below.

a) unequal income distribution (the relationship between income quintiles): ratio 
of total disposable income received by the 20% of the population with the highest 
income (top quintile) to that received by the 20% of the population with the lowest 
income (lowest quintile). 

b) the risk-of-poverty rate: Share of persons with an equivalized disposable in-
come, before social transfers, below the risk-of-poverty threshold, which is set at 
60% of the national median equivalized disposable income (after social transfers). 
retirement and survivor’s pensions are counted as income before transfers and not 
as social transfers.
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H��7KH�GLVSHUVLRQ�RI� UHJLRQDO�HPSOR\PHQW� UDWHV� �WRWDO�DQG�E\�VH[���&RHI¿FLHQW�RI�
regional differences in employment for persons aged 15-64 by region (level two of 
the nomenclature of territorial units for Statistics -nutS) for each country; 

f) Young people who drop out of school early: Proportion of the population aged 
18 to 24 that does not pursue studies or training and whose level of study does not 
exceed the lower levels of secondary education;

g) long-term unemployment (total and by sex): Proportion of the economically ac-
tive population that has been unemployed for twelve months or more;

h) Population of unemployed households (children, total and by sex): Proportion 
of persons aged 18 to 59 who live in households where none of the members is 
employed.

Source: eurostat

Cotler (2006) considers social cohesion synonymous with social integration, and 
points out that, “with increasing intensity, social actors and political agents attempt 
WR�GH¿QH�>VRFLDO�FRKHVLRQ@�DV�D�SURMHFW�JHDUHG� WR�FUHDWLQJ� WKH� LQVWLWXWLRQDO�FRQGL-
tions necessary to promote equal rights and opportunities especially amongst those 
social segments that have traditionally been repressed or denied access to collective 
resources, segments that the specialized literature calls ‘excluded.’” Finally, some 
at the latin America and the Caribbean (lA&C) have adopted the term because 
they believe it to be politically correct since it was formulated by the eu or because 
they deem it capable of making a contribution to debates on globalization and inte-
gration; others, however, reject the term because they deem it just another case of 
eurocentrism (Ballón, 2006).

,I�WKH�(8�KDV�QRW�RI¿FLDOO\�DGRSWHG�D�GH¿QLWLRQ�RI�VRFLDO�FRKHVLRQ��LW�KDV�GRQH�VR�
³XQRI¿FLDOO\�́ �VWDWHV�%RVVLR�5RWRQGR��LQ�UHIHUHQFHV�WR�LWV�JRDOV��������

the eu’s social cohesion indicators, translated into goals for GdP growth and 
LQYHVWPHQW�LQ�5HVHDUFK�	�'HYHORSPHQW��5	'���KDYH�EHHQ�YHU\�VSHFL¿F�����DQQXDO�
for GdP growth, and that same proportion of GdP for r&d by the year 2010. It was 
expected that the employment rate would grow to 70% by that same year, which 
meant a considerable increase compared to its level in 1999 (62.5%). other goals 
were more general and optimistic: to create, for around 2010, conditions for full 
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employment and the elimination of poverty8 (Bossio rotondo, 2007).

hIGher eduCAtIon And SoCIAl CoheSIon 

Antonio david Cattani provides an etymological analysis of the concept of cohesion 
and of social cohesion in the book “Perspectivas críticas sobre la cohesión social: 
desigualdades y tentativas fallidas de integración social en América latina” [Criti-
cal Perspectives on Social Cohesion: Inequalities and Failed Attempts at Social In-
tegration in latin America], which he edited from the latin American Council of 
Social Sciences.

the word cohesion comes from the latin term cohoesus, which means to be 
WRJHWKHU�DQG�XQLWHG��WR�DGKHUH�WR�VRPHWKLQJ��,Q�6SDQLVK�DQG�3RUWXJXHVH��WKH�GH¿QL-
tion of cohesión is similar: “union or relationship between all parts to form a whole” 
(Cattani, 2011: 54). When the adjective “social” is added, the meaning becomes 
quite precise: “union and harmonic relationship between all the classes in a soci-
ety.” the adjective “harmonic” renders the term pleonastic and gives it a positive 
VHQVH� WKDW� GRHV�QRW� UHÀHFW� WKH�QDWXUH�RI� WKLQJV��6RFLDO� FRKHVLRQ� WHQGV� WRZDUGV� D�
desirable state of affairs, “to the possibility of living together without wars where 
HYHU\RQH�¿JKWV�HYHU\RQH�HOVH´��&DWWDQL������������7KH�DXWKRU�IRUPXODWHV�RYHUULG-
ing questions about social cohesion: it is necessary to understand who coheres to 
whom9 in order to evaluate the idea of social cohesion critically to construct a more 
just and balanced society. 

In their work, Montané, naidorf and teodoro (2011) assert that policies on higher 
education “... require an approach to analysis based on justice and social belonging 
in keeping with overarching frameworks for social cohesion (Montané, naidorf, te-
odoro 2011: 11). their study analyzes pacts for social cohesion that revolve around 

�� 3ROLF\� UHFRPPHQGDWLRQV� DUH� YHU\� LPSRUWDQW� DQG� HQFRPSDVV� WKH� IROORZLQJ� ¿HOGV�� D��
LQQRYDWLRQ��PRGHUQL]LQJ� OHJLVODWLRQ� RQ� WKH� SURGXFWLRQ� DQG� WUDGH� RI� NQRZOHGJH�� FUHDWLQJ�
D� (XURSHDQ� VSDFH� RI� UHVHDUFK� DQG� LQQRYDWLRQ�� LQVWLOOLQJ� D� FOLPDWH� IDYRUDEOH� WR� WKH�
GHYHORSPHQW�RI�LQQRYDWLYH�FRPSDQLHV��HVSHFLDOO\�VPDOO�DQG�PHGLXP�VL]HG�EXVLQHVVHV��E��
VWUXFWXUDO�HFRQRPLF�UHIRUP��HQVXULQJ�WKH�IXOO�RSHUDWLRQDO�FDSDFLW\�RI�WKH�GRPHVWLF�PDUNHW�
WKURXJK�WKH� OLEHUDOL]DWLRQ�RI�VHFWRUV� OLNH�JDV��DQG�WKH�SRVWDO�DQG�WUDQVSRUWDWLRQ�V\VWHPV��
DGRSWLQJ�UXOHV�IRU�FRPSHWLWLRQ�LQ�SXEOLF�PDUNHWV��VXSSRUWLQJ�WKH�GHYHORSPHQW�RI�HI¿FDFLRXV�
DQG�FRPSUHKHQVLYH�¿QDQFLDO�PDUNHWV��FRRUGLQDWLQJ�PDFUR�HFRQRPLF�SROLFLHV�IRU�ZKLFK�LW�
LV�QHFHVVDU\�WR�UHVWRUH�DQG�LPSURYH�WKH�TXDOLW\�DQG�YLDELOLW\�RI�SXEOLF�¿QDQFHV��F��SURPRWH�
DQG�PRGHUQL]H�HGXFDWLRQ�DQG� OLIH��DQG�HPSOR\PHQW�RULHQWHG� WUDLQLQJ� IRU� WKH�NQRZOHGJH�
VRFLHW\��2WKHU�UHFRPPHQGDWLRQV�ZHUH�DLPHG�DW�PRGHUQL]LQJ�ZKDW�LV�FDOOHG�WKH�³(XURSHDQ�
VRFLDO�PRGHO´� E\� LQYHVWLQJ� KXPDQ� UHVRXUFHV� DQG� SURPRWLQJ� WKH� XQGH¿QHG� QRWLRQ� RI� DQ�
DFWLYH�VRFLDO�6WDWH��2Q� WKH�RQH�KDQG�� WKH�DFWLRQV�DQG�SROLFLHV�GHVLJQHG� WR� WKDW�HQG�GLG�
QRW�IDOO�XQGHU�WKH�SRZHUV�RI�WKH�(&�EXW�UDWKHU�RI�LWV�PHPEHU�6WDWHV��D�VLWXDWLRQ�WKDW�ZDV�
ZRUVHQHG�E\�WKH�HPHUJHQFH�RI�QHZ�H[SRUW�SODWIRUPV�LQ�ZRUOG�WUDGH�DQG�E\�WKH�ULVH�RI�SXUHO\�
VSHFXODWLYH�¿QDQFLDO�FDSLWDO�XQERXQG� WR� LQGXVWU\��7KHUH�DUH�� WKH�DXWKRU�DVVHUWV��HYLGHQW�
OLPLWV�WR�YROXQWDULVP�DQG�IDLWK�LQ�WKH�PDUNHW��

�� 7KH�TXHVWLRQV�IRFXV�RQ�LVVXH�OLNH�LI�WKH�SRRU�±�DQG�WKH�ULFK�±�VXSSRUW�HDFK�RWKHU��ZRXOG�LW�
EH�SRVVLEOH�IRU�FRKHVLRQ�WR�H[LVW�EHWZHHQ�VXFK�GLVSDUDWH�VHFWRUV"
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four main areas: macro-economics, the employment market, social protection and 
HGXFDWLRQ��,W�LV�RQ�WKDW�EDVLV�WKDW�WKH�DXWKRUV�DVVHUW�D�SUHIHUHQFH�WR�GH¿QH�VRFLDO�FR-
hesion as forming part of a common project.

Barba Solano and Cohen (2011) provide a critical analysis of the concept of social 
cohesion from a latin American perspective in light of (or in the shadow of) social 
inequalities. they understand that the lack of social cohesion in the region is based 
on social inequalities and the need to develop regimes of citizenship and social 
ULJKWV� WKDW� DUH� XQLYHUVDO� LQ� QDWXUH� UDWKHU� WKDQ� DSSOLHG� WR� VSHFL¿F� DUHDV�RI� SROLF\�
(Barba Solano 2011).

$ORQJ�WKHVH�OLQHV��&DWWDQL��������EHOLHYHV�WKDW�LW�LV�QHFHVVDU\�WR�PDNH�VLJQL¿FDQW�
changes in the distribution of wealth and excessive private appropriation of socially 
produced wealth in order to reduce the most extreme socio-economic inequalities; 
otherwise, all efforts to reduce marginality, social vulnerability and poverty will be 
merely palliative and local. If the processes that produce and reproduce this vast gap 
between classes are not altered, proposals for social cohesion will never be more 
than pretty words and empty promises (Cattani 2011).

In closing, according to Barba Solano (2011) emphasis should be placed on social 
inequality rather social cohesion, the former of which, in his view, has been relegat-
ed throughout the region. this perspective attempts “…to develop a new regime of 
citizenship and social rights which, though nothing new for the region, now forms 
part of a horizon that intends to construct institutions and universal rights” (Barba 
Solano 2011:68). A succession of imported development models has meant that wide 
VHFWRUV�RI�VRFLHW\�KDYH�QRW�UHFHLYHG�EHQH¿WV�DQG�SURWHFWLRQ�IURP�WKH�6WDWH��

For Solano, it is essential to wed the concept of inequality to social cohesion, and 
to that end he formulates three issues that entail three theoretical challenges:
– the impossibility of achieving a broad consensus on the meaning of social cohe-

VLRQ��5HDFKLQJ�D�GH¿QLWLRQ�RI�WKH�WHUP��DQG�GLIIHUHQWLDWLQJ�LW�IURP�VRFLDO�LQWHJUD-
tion, to which it is deeply tied, constitutes a challenge.

– the prevailing tendency to associate social cohesion with social harmony is un-
acceptable in a latin American context characterized by vast inequalities, mass 
poverty and historical processes of socio-cultural exclusion. the challenge lies 
in showing the usefulness of the concept for theory and hermeneutics as opposed 
to attempting to use it as a mechanism to hide on the level of ideology contradic-
WLRQV�DQG�VRFLDO�FRQÀLFWV�

–� 7KH�OLPLWHG�QDWXUH�RI�WKH�KHJHPRQLF�GH¿QLWLRQ�RI�VRFLDO�FRKHVLRQ�WHQGV�WR�UHGXFH�
the term to the possibility of allowing the poorest sectors to take part in the world 
of the market. the third challenge, then, lies in placing this notion in an orbit 
other than the residual paradigm of social welfare.

As opposed to Cotler (2006), Solano distinguishes social integration from social 
FRKHVLRQ��,Q�NHHSLQJ�ZLWK�6FKQDSSHU��KH�GH¿QHV�VRFLDO�LQWHJUDWLRQ�DV�WKH�³«PHFKD-
nisms to preserve social bonds or to repair those that have been severed or are pre-
carious. Its aim is, then, to highlight the norms or institutions capable of facilitating 
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ties between individuals and society, or systematic mechanism that make it pos-
sible to develop collective actions and actions that bind society as a whole” (Barba 
Solano 2011: 71).

Social cohesion makes reference to social bonds and their characteristics, a sense 
of social belonging, trust in others and recognition of the legitimacy of institutions; 
social cohesion describes social integration, though they are not coterminous.

releVAnCe In hIGher eduCAtIon. deFInItIonS And IMPlICAtIonS 

Michael Gibbons is one of the pioneers in the use of the notion of relevance as cru-
cial to the current glossary of education.10 on the basis of a pragmatic understand-
ing of the production of knowledge at universities, he maintains that classic ways of 
producing knowledge have been displaced. the formation of human resources and 
the production of services for society are the new guiding principles in the pursuit 
of knowledge in order to improve the lives of citizens. his argument is based, on 
the one hand, on a greater level of pragmatism in the task of creating knowledge 
at universities and, on the other, the complexity innate to the social, economic and 
political phenomena bound to development (Brovetto, 2003). though he relativizes 
WKH�FRQFHSW�RI�UHOHYDQFH�E\�FRQQHFWLQJ�LW�WR�VSHFL¿F�UHDOLWLHV��WKH�ZD\�WKDW�KLV�WKLQN-
ing has been embraced by scholars of the university has led to an almost essentialist 
GH¿QLWLRQ�RI�WKH�WHUP�DV�D�VRUW�RI�PHDVXUH�RI�ZKDW�LV�FRUUHFW�DQG�LQFRUUHFW��UHOHYDQW�
or irrelevant)11 in higher education.

Yarzábal12 (1997) analyzed the outcomes of regional conferences on higher 
education (havana13 1996, tokyo14 1997, Palermo15 1997, dakar 1997, Beirut 
1998 and toronto16 1998) and the “International Conference on higher education” 

10�6HFUHWDU\� *HQHUDO� RI� WKH� $VVRFLDWLRQ� RI� &RPPRQZHDOWK� 8QLYHUVLWLHV�� 7KH�:RUOG� %DQN�
VXSSRUWHG� WKH� VWXG\� Higher Education Relevance in the 21st Century as part of its 
FRQWULEXWLRQ�WR�WKH�81(6&2¶V�:RUOG�&RQIHUHQFH�RQ�+LJKHU�(GXFDWLRQ��������

11�)RU�IXUWKHU�DQDO\VLV�RI�WKH�XQLYHUVLW\¶V�UHOHYDQFH�LUUHOHYDQFH��DQG�LWV�VRFLDO�DQG�HSLVWHPLF�
UHVSRQVLELOLW\�LUUHVSRQVLELOLW\��VHH�1DLVKWDW�������DQG�1DLGRUI��+RUQ��*LRUGDQD�������

12�+H� ZDV� WKH� GLUHFWRU� RI� 81(6&2¶V� ,QWHUQDWLRQDO� ,QVWLWXWH for +LJKHU� (GXFDWLRQ in /DWLQ�
America and the &DULEEHDQ� �DFURQ\P� LQ� 6SDQLVK�� ,(6$/&�� DQG� RI� WKH� /DWLQ� $PHULFDQ�
,QVWLWXWH�RI�(GXFDWLRQ�IRU�'HYHORSPHQW��DFURQ\P�LQ�6SDQLVK��,/$('(6��

13�$W� WKH�FRQIHUHQFHV� LQ�'DNDU� �$IULFD���%HLUXW� �$UDE�QDWLRQV��DQG�+DYDQD��/DWLQ�$PHULFD���
HPSKDVLV�ZDV�SODFHG�RQ�JUHDWHU�FRQQHFWLRQ�EHWZHHQ�XQLYHUVLWLHV�DQG�VRFLDO�DQG�HFRQRPLF�
QHHGV��DQG�RQ�D�WLJKWHU�ERQG�EHWZHHQ�KLJKHU�HGXFDWLRQ�DQG�WKH�SURGXFWLYH�VHFWRUV�

14�$W� WKH� FRQIHUHQFH� LQ� 7RN\R� �$VLD��� HPSKDVLV� ZDV� SODFHG� RQ� LVVXHV� OLNH� UHVSRQVLEOH�
DXWRQRP\��DFDGHPLF�IUHHGRP��OLIH�ORQJ�HGXFDWLRQ�DQG�WKH�VWUHQJWKHQLQJ�RI�RSHQ�OHDUQLQJ�
DQG�GLVWDQFH�HGXFDWLRQ�DV�VWUDWHJLHV�WR�PHHW�WKH�JRDOV�DERYH�

15�$W� WKH�FRQIHUHQFH� LQ�3DOHUPR��(XURSH���HPSKDVLV�ZDV�SODFHG�RQ�WKH�UROH�RI�XQLYHUVLWLHV�
DQG�FLYLO�VRFLHW\�LQ�SURPRWLQJ�FXOWXUDO�GLYHUVLW\��DQG�PXOWLUDFLDO�KDUPRQ\�DQG�WROHUDQFH�DV�
PHDQV�RI�GHHSHQLQJ�DQG�VWUHQJWKHQLQJ�GHPRFUDWLF�VRFLHWLHV��

16�$W�WKH�UHJLRQDO�FRQIHUHQFH�LQ�7RURQWR��1RUWK�$PHULFD���WKH�QRWLRQ�RI�UHOHYDQFH�HPSKDVL]HG�
WKH� QHHG� WR� LQYROYH� XQLYHUVLWLHV� LQ� VSHFL¿F� LVVXHV� VXFK� DV� VXVWDLQDEOH� GHYHORSPHQW��
FLWL]HQVKLS��SHDFH��WKH�HQYLURQPHQW�DQG�GHPRFUDF\��
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(IChe) organized by the uneSCo in Paris in 1998. he found striking differences 
LQ� WKH�GH¿QLWLRQ�RI� WKH� WHUP�³UHOHYDQFH´�IURP�RQH�UHJLRQ�WR�DQRWKHU��9HQH]XHODQ�
researcher Carmen García Guadilla maintains that relevance is constructed differ-
ently in different contexts. 

on an etymological level, varying translations of the noun relevance and the ad-
jective relevant17 have given rise to confusion: those terms are often translated into 
Spanish as relevancia and relevante instead of the more accurate pertinencia. In 
RWKHU�ZRUNV��1DLGRUI���������ZH�KDYH�DQDO\]HG�WKH�VLJQL¿FDQFH�RI�WKHVH�YDULDWLRQV�
as well as their impact on university policies.

relevant means to be related to the subject being discussed or the situation be-
ing experienced (oxford Advanced learner ś, 2001). It also means having ideas 
that are valuable and useful to persons in their lives and work. In Spanish, the word 
relevante�LV�D�V\QRQ\P�RI�VLJQL¿FDQW�RU�HYHQ�LPSRUWDQW��1DLGRUI�������DV�LI�WKHUH�
were a universal criterion to assess the worth of actions in education (programs, 
curricula, topics of research, institutional administration).

Pertinent, on the other hand, means what is appropriate in a given situation; it 
does not make reference to an overall assessment of worth but rather worth in a 
VSHFL¿F�FRQWH[W��7KLV�LV�QRW��KRZHYHU��WKH�FDWHJRU\�XVHG�LQ�LQWHUQDWLRQDO�GRFXPHQWV�
that envision university relevance as the parameter that distinguishes what is cor-
rect from what is incorrect, what is desirable from which is undesirable for a useful 
university.

thus, relevance becomes the measure, albeit a vague and ambiguous one, of a 
good or poor program as evidenced in countless new regulations (competitions for 
projects, bylaws for research institutions, etc.) 

At the same time, in relation to the advance of the utilitarian – or even market-
oriented – approach to the production of knowledge at the university, the argument 
RI�UHOHYDQFH�LV�VXI¿FLHQWO\�YDJXH�WR�DYRLG�TXHVWLRQLQJ��

0DODJyQ�3ODWD�GH¿QHV�UHOHYDQFH�DV�³����WKH�SKHQRPHQRQ�E\�ZKLFK�PXOWLSOH�UHOD-
tionships between the university and its environment are established…” (Malagón 
Plata 2003: 1), where “environment” refers to the State, society or corporation.

Malagón Plata formulates a theoretical-conceptual categorization of different 
contemporary approaches to relevance. his categories include:

1. Political perspectives of relevance: this is the approach that has prevailed in 
DQG�IURP�WKH�81(6&2��WKH�RUJDQL]DWLRQ�WKDW�KDV�VSHDUKHDGHG�WKH�GH¿QLWLRQ�RI�WKH�
term relevance. the idea in uneSCo documents is ambiguous and contradictory 
in terms of the conjuncture or relationship between the university and society. 

2. Economic approach to relevance: the World Bank is at the forefront of this ap-
proach which sees relevance as the creative ability to respond to demands in function 
of the university-corporate relationship where the latter is a player in the social fabric.

17�)RU�IXUWKHU�DQDO\VLV�RI�WKH�HW\PRORJ\�RI�relevant, see �1DLGRUI�������
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3. Social approach to relevance where the university, with its critical capacity and 
ability to question the status quo, is the leading player. 

the notion of relevance is also social, political, economic and cultural in nature. It 
requires changes in the institutions of higher education and in pedagogy, as well 
as the ability to process information and the shift towards new ways of organizing 
knowledge. It may, then, have implications for the productive sector, but mostly for 
sectors that do not revolve around the dominant spaces of the economy. this ap-
proach includes – as Malagón Plata asserts – the works of García Guardilla (1996), 
nicaraguan tunnermann Bernheim (2006), and others.

José días Sobrinho endows the concept with another meaning. his work is based 
on the premise that “education is a public good, a right for all, and a duty of the 
State” (días Sobrinho 2007: 1). therefore, he believes that relevance is achieved 
through the participation of education institutions in the cultural, economic and so-
cial life of the society in which it exists without losing sight of universal questions. 
this participation is two-way insofar as it includes both the producers and the con-
sumers of knowledge. thus, knowledge “…has a public value; it is pedagogical and 
it contributes to social development. the alliance between quality and relevance es-
chews any possible link to market-driven ideas and corporate logics; it entails rather 
a conception of education as a public good geared to the construction of fair and 
GHPRFUDWLF�VRFLHWLHV�LQ�WKH�LQWHUHVW�RI�DI¿UPLQJ�LGHQWLW\´��'tDV�6REULQKR�����������

In keeping with Gibbons’s pragmatism (1998) and the questioning of critical 
perspectives of utilitarianism. dias Sobrinho (2007) asserts that the formation of 
knowledge must have “social use or, better still, social value” (días Sobrinho 2007: 
20). that means that it must be relevant from the perspective of the society in which 
and for which it is generated.

In closing, other works attempt to re-signify the notion of relevance. In earlier 
texts, we have discussed its political dimension (llomovatte, Pereyra and Kan-
tarovich (2008)). Indeed, relevance, like the other notions discussed, has a political 
side that must be considered when it comes to analyzing these questions. In the 
PLGVW�RI�D�PRGHO�JHDUHG�WR�WKH�SXUVXLW�RI�JUHDWHU�SUR¿W�DQG�PDUNHG�E\�KLJK�XQHP-
ployment, productive experiences based on solidarity18 and exchange for the com-
mon good begin to take shape, formulating alternatives in market-based models. 
Productive spaces are no longer the center that sets in motion and devours the social 
(llomovatte, et.al 2008).

It is the university – through “ongoing dialogue,” “relations of equality” and 

18�³>«@�%LQGLQJ�WKH�XQLYHUVLW\�WR�SURGXFWLYH�SURFHVVHV�JHDUHG�WR�VROLGDULW\�HQDEOHV�D�IHHGEDFN�
SURFHVV��VXSSRUWLQJ��YDORUL]LQJ�DQG�UHJDLQLQJ�H[SHULHQFHV�DQG�NQRZOHGJH��UHFRQVWUXFWLQJ�
KLVWRU\�DV�D� FROOHFWLYH� WDVN� LQ�RUGHU� WR� UHFRYHU�PDWHULDO� DQG�V\PEROLF�SURFHVVHV�RQ� WKH�
EDVLV� RI�ZKLFK� VRFLDO� DQG� FROOHFWLYH� LGHQWLW\� DUH� EXLOW� WR� KHLJKWHQ� WKHLU� SRZHU� E\�PHDQV�
RI� FRQQHFWLRQ� ZLWK� WUDLQLQJ�� %XLOGLQJ� WKHVH� ERQGV� HQULFKHV� WKH� XQLYHUVLW\� WKURXJK� WKH�
V\QHUJHWLF� FRQMXQFWLRQ� RI� HGXFDWRUV�� UHVHDUFK�� H[WHQVLRQ� DQG� WUDQVIHUHQFH´� �3HUH\UD�
�������FLWHG�E\�/ORPRYDWWH�����������
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“processes of shared learning”19 – that makes it possible to endow with new mean-
ings the social responsibility and commitment of which the university itself par-
takes. these concepts provide the framework for the social and political dimension 
of relevance. this public nature is bound to another of its constitutive traits, mainly 
its ethical and moral character. “not only can university professors and research-
ers be the interpreters of questions of a public (and hence political) nature […], it 
is also their responsibility to act on the moral plane in their teaching, research, 
and participation in projects with a social orientation and through alliances with 
a large range of critical social sectors; this is how the social identity of the public 
LQWHOOHFWXDO�LV�FRQVWUXFWHG��D�¿JXUH�WKDW�JUHDWO\�H[FHHGV�WKH�OLPLWV�RI�D�SURIHVVLRQDO�
identity” (llomovatte, et. Al. 2008: 51). By constructing alternative approaches to 
the problems facing the region, it is possible to conceive a model of the university 
in relation to the socio-historical-geographic-productive role each institution plays 
in its community. this is how the notion of relevance becomes the privileged term 
in a range of possible conceptions.
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ConCLUsIon

Keeping in mind that the future is a collective construction, which encompasses 
both the past and the present, and also takes our aspirations into account, that is, 
in Wallerstein’s words (1998), our “utopistics,” or our “viable unknowns,” Freire’s 
inéditos viáveis, we conclude with a synopsis of the challenges that will be posed to 
WKRVH�LQ�FKDUJH�RI�GHVLJQLQJ�IXWXUH�KLJKHU�HGXFDWLRQ�SROLFLHV��DQG�VSHFL¿FDOO\��WKRVH�
WDUJHWLQJ�XQLYHUVLWLHV��7KHVH� FKDOOHQJHV� DOVR� UHÀHFW� WKH�JRDOV� EHKLQG� WKH�YDULRXV�
chapters in the book and can be summed up as follows: 

The ¿UVW�FKDOOHQJH lies in the capacity to view universities, and higher education 
in general, through a paradigm other than neoliberalism. unfortunately, neoliber-
alism has been more than an economic dogma. It is a paradigm (laval & dardot, 
2013) based upon the idea that the market is omniscient and that competition is the 
only human action capable of generating innovation and progress; based on that 
assumption, neoliberal thought embraced the mission to undertake a “revolution” 
in social and human relations; this is a departure from social engineering, which 
focused on radicalizing and transforming capitalism and, throughout the 20th cen-
tury, had learnt to co-exist with democracy and the welfare state. this new system 
of belief of neoliberalism has become deeply entrenched in the policies of universi-
ties and higher education. questioning the assumptions and consequences of such a 
paradigm and constructing alternative paradigms is certainly one of the tasks to be 
undertaken by intellectuals, academics, and other political actors who are commit-
ted to overcoming one of the darkest (and most dangerous) periods in recent history.

The second FKDOOHQJH lies in the capacity to think about the university (here used 
as an encompassing term of the whole higher education system) as a community of 
learning, open to change and innovation, able to include and stimulate empower-
ment, or conscientização, if we prefer Freire’s concept, of a growing number of 
youth and adults who, without discrimination of gender, class or ethnicity, is willing 
to attain education at a higher level. the university is gradually becoming less and 
OHVV�D�VSDFH�IRU�WKH�HOLWH�DORQH��ZLWK�GH¿QLWH�DQG�SUH�GHWHUPLQHG�FULWHULD��LPSRVHG�
through an exclusive process of selection (well described by Pierre Bourdieu), be-
hind which forms of reproduction of inequalities and symbolic violence are hidden.

The WKLUG�FKDOOHQJH lies in weighing the consequences that are a result of higher 
education’s increasing privatization; the loss of higher education’s public status 
has an effect on both its ownership and funding sources, as well as the growing 
identity of students and their families as consumers. Is higher education going to be 
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considered a public service, and, therefore, a non-transactional right? the answer 
to this question has numerous consequences at the political level, not only for the 
allocation of resources, but especially with regard to the regulation procedures in 
the system of higher education. 

The IRXUWK�FKDOOHQJH lies at the level of governance styles in higher education. 
during the last decades, in many countries, deep changes occurred in university 
governance structures, and the tendency has clearly been to follow the model of 
entrepreneurial management. the implementation of new public management the-
ories made collective participation models (teachers, researchers, students) seem 
LQHIIHFWLYH�LQ�WKH�GH¿QLWLRQ�RI�VFLHQWL¿F�DQG�WUDLQLQJ�SROLFLHV�DQG�ZHUH�LQVWHDG�UH-
placed by stakeholders, who are typically extrinsic to any university. the process 
of selecting chancellors began to resemble the selection of Ceos in corporations, 
DQG�FKDQFHOORUV�EHJDQ�WR�DFW�LQ�DFFRUGDQFH�ZLWK�FRUSRUDWH�SDWWHUQV�RI�HI¿FLHQF\��,Q�
some countries, these changes did not occur and university governance continued to 
EH�FDUULHG�RXW�DFFRUGLQJ�WR�WKH�ROG�ZD\V��WKDW�LV��EDVHG�XSRQ�WKH�UXOLQJ�LQÀXHQFH�RI�
teachers and the student body as well as connections to political parties. therefore, 
the challenge is to think of a “citizen university.” there seems to be few alternatives 
to this dilemma: either a university based upon the corporate weight of its teachers 
and existing students or an entrepreneurial university, where the predominant crite-
ULD�DUH�WKRVH�RI�HI¿FLHQF\�DV�PHDVXUHG�E\�LWV�HFRQRPLF�RXWSXW"�

The ¿IWK�FKDOOHQJH has to do with knowledge and the way it is used and under-
stood: for the public good or for competitive advantage? A personal and shared 
construction or a commodity acquired through the purchase of a service? there is 
a vast bibliography, produced mainly by transnational organizations such as oeCd 
or the World Bank, which gradually transform into think tanks that construct new 
systems of thought, which then become known as common sense (teodoro, 2011) 
about the role of universities in the “knowledge economy.” And what is the role of 
universities in the “knowledge society”? 

The VL[WK�FKDOOHQJH is connected to the potential for a combination of competi-
tion and cooperation, both at national and international levels. In times of globali-
zation, policy regulation is mainly carried out through international (and national) 
comparative analyses, based upon large statistical inquiries. these are queries of the 
PISA-type (also to be soon applied to higher education) that will measure “academ-
LF�SURGXFWLYLW\´�DV�TXDOL¿HG�E\�XQLYHUVLW\��VFKRRO��VWDWH�DQG�HYHQ�FRXQWU\�UDQNLQJ��
quality and excellence at the individual or institutional level are (almost) always 
determined as resulting from competing systems and rarely (if ever) from coopera-
tion. excellence is, in general, characterized as opposing massive education. how-
ever, the question is this: LV�LW�SRVVLEOH�WR�JHW�DFDGHPLF�H[FHOOHQFH�IURP�ZLGHVSUHDG�
and public higher education that is universal and radically democratic?

The VHYHQWK�FKDOOHQJH deals with higher education regulation models in rela-
tion to the roles played by the state, the market and the community. recent cultural 
tendencies have led to a setback of the state, which is sometimes only barely visible, 
having already been reduced to an administrative capacity, handing in regulation 
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procedures to accreditation and evaluation agencies, which then present themselves 
and their evaluators as “independent,” to the market, whose presence is overwhelm-
ing. Is it possible to keep a balance between the three pillars of public policy regula-
tion while giving predominance to the community pillar, generally absent in pre-
ponderant regulation models? 

The HLJKWK�FKDOOHQJH originates in a dichotomy that has been evident in higher 
education, in particular in Brazil: the dichotomy between the research academy 
and the teaching of higher education. Since humboldt, a close link between teach-
ing and research has existed in universities. But with the expansion of higher edu-
cation, combined with the trend towards an overall vocational character of its in-
VWLWXWLRQV��XQLYHUVLWLHV�KDYH�EHHQ�OHG�DZD\�IURP�VFLHQWL¿F�SURGXFWLRQ��,Q�IDFW��WKLV�
resulted in a gap between universities more focused on research and those dedicated 
to teaching. the question is then the following: what is the role of research in per-
sonal and professional development of higher education staff? Is it possible to keep 
this dichotomy without harming the relevance and excellence of universities in their 
ability to prepare the workforce of a country? 

The QLQWK�FKDOOHQJH lies at the level of university internationalization. here we 
only deal with the issue of world class universities and their impact while spreading 
hegemonic models of organization and education. Since this is a less-debated is-
sue, it is important to examine the responsibility of asserting and spreading certain 
teaching and researching models mainly in countries of the periphery and semi-
periphery of the world system, who, by rule, follow the models provided by the 
leading countries, the world powers, or the so-called “developed” countries, or even 
have them imposed upon them for various reasons.

The WHQWK (and last) FKDOOHQJH�deals with knowledge canon and the dialogue 
between epistemologies. 6FLHQWL¿F�NQRZOHGJH�LV�QRW�WKH�RQO\�ZD\�RI�NQRZLQJ��&DQ�
universities become cosmopolitan centers that establish bridges between different 
cultures, different knowledge sources, and link knowledge with citizenship? Can 
XQLYHUVLWLHV� HVWDEOLVK� DQ� RSHQ� GLDORJXH� EHWZHHQ� VFLHQWL¿F� NQRZOHGJH� DQG� RWKHU�
forms of knowledge, in particular, indigenous knowledge? 

historian Carlo Cippola wrote in one of his essays: “The present is no more than 
a small slice of future, hanging from a small slice of past, being the size of each slice 
arbitrarily determined by the individual (Cippola, 1993: 92, authors’ translation). In 
our attempt to foresee the current challenges of higher education, we also took seri-
ous account of each one of these slices. 

António Teodoro & Manuela Guilherme
Universidade Lusófona de Humanidades e Tecnologias, ULHT, Lisbon
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