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Transforming Lives at the Institutional
Level:

Equity Promotion Initiatives Across the World

In the ever-evolving landscape of global education, the quest for equitable access
to quality higher education remains a pressing challenge. Across the world,
countless children and young individuals confront daunting circumstances that
impede their educational opportunities due to factors such as race, gender,
socioeconomic background, and geographical origin. This particularly affects
those in developing countries and marginalized groups globally. To address this
issue, promoting inclusivity and pluralism within higher education institutions
has become an imperative driven by the principles of social justice and the
United Nations’ Sustainable Development Goals.

Throughout Transforming Lives at the Institutional Level: Equity Promotion Initiatives
Across the World, readers will gain profound insights into various equity-focused
initiatives. From integrating low-income students into university cultures and
implementing student aid programs to promoting balanced regional selection
and supporting students with disabilities, the case studies offer a wealth of
knowledge and good practices. They delve into affirmative action, indigenous
inclusion, coaching programs, and many more initiatives aimed at improving
access for underrepresented groups. This volume underscores the importance
of comprehensive equity promotion policies that encompass financial and non-
monetary aspects. It emphasizes the need for coordination between national
and institutional actions, with an equal focus on both access and completion.
Long-term perspectives and well-established information systems are essential
in effectively addressing equity gaps and measuring progress.

Editor

Jamil Salmi, Global Tertiary Education Expert, Emeritus Professor of
Higher Education Policy at Diego Portales University, Chile. E-mail: jsalmi@)
tertiaryeducation.org
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comparative education from the US and around the world, and from a wide
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education, and area and cultural studies. STAR Scholars publishes some
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Education, Journal of International Students, and other university presses. At
STAR Scholars Network, we aim to amplify the voices of underrepresented
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Praise for this book

Transforming Lives at the Institutional Level

Transforming Lives at the Institutional Level: Equity Promotion Initiatives Across the
World, edited by Jamil Salmi is a timely and important resource providing
insights into innovative policies and practices as well as barriers inhibiting
access to and equity in higher education. Drawing on case studies from diverse
geopolitical contexts, including East Asia, Fastern Europe and Central Asia,
Latin America, North America, Oceania, South Asia, Sub-Saharan Africa, and
Western Europe, the chapters in this volume help to enhance our understanding
of mutual learning opportunities across different systems and regions in the
world to more effectively create and sustain equity in education.

Professor Ly Tran, Professor of Education, Deakin University, Australia

Hokok

What a fantastic collection of case studies from around the world! The book
is so timely, given the increased focus on the transformative role of higher
education, in the light of current geo-political events and increasing precarity
of higher education’s mission, influenced too narrowly by the economic benefit
perspective. The book is a must read. The innovative methodology of bringing
researchers together to talk to each other about regional challenges to do with
equity in higher education makes the book distinctive and offers an innovative
analytical framework for comparative studies.

Aneta Hayes, Associate Professor of Education, Keele University, UK

*oxok

At a time when too many countries are backsliding from the principles of
democracy, including human rights protections for ordinary citizens—which
at their very core demand access to educational opportunity—this book could
not be more timely. But how do we correct course? This book provides some
answers. The intellectual endeavor of Comparative Education is to learn from
the successes and failures of others, whether in regional initiatives, national
systems, individual institutions, ot other configurations that are ripe for analysis.
The case studies in this important new book do just that to provide us with

some much needed lessons.
Bernbard Streitwieser, Associate Professor of International Education & International
Affairs, George Washington University, Washington DC, USA

kkok
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Transforming Lives at the Institutional Level: Equity Promotion Initiatives Across the World
edited by renowned higher education expert, Jamil Salmi presents successful case
studies of the implementation of equity policies at the institutional level from
around the world. This book will become a must-read book for all policymakers
at the national-level and administrators at the institutional level. Equity in higher
education is still a far cry around the world. In order to build higher education
systems that are just and inclusive, we need to study successful case studies, like
the ones presented in this book. The case studies in this book demonstrates that
the diversity of the learning environment is not just the road to equity and social
justice, it is also the road to excellence in higher education”
Mousumi Mufkberjee, Associate Professor & Executive Director, Centre for
Comparative and Global Edncation, O.P. Jindal Global University, India

*oxok

Transforming Lives at the Institutional Level: Equity Promotion Initiatives Across the
Whorld is an exceptional scholarly work that sheds light on the critical issue of
equity in higher education. Jamil Salmi and his team of esteemed contributors
have meticulously researched and compiled an extensive collection of case
studies that showcase innovative policies and successful interventions at
the institutional level. This volume is an invaluable resource for educators,
policymakers, and researchers secking to understand and address the equity gap

in global education.
Shyam Sharma, Associate Professor of Writing and Rhetoric Studies, Stony Brook
University, New York, US.A

kkok

With Jamil Salmi’s vast expertise and the collective insights of renowned
contributors, this book presents a remarkable exploration of equity promotion
policies and practices. As an expert in the field, I commend the comprehensive
analysis of case studies from various regions, which offers valuable lessons for
policymakers, institutions, and practitioners worldwide. This volume showcases
the transformative potential of inclusive higher education and serves as a
guiding light for those dedicated to dismantling barriers and fostering equitable

opportunities for students globally.
Ravi Ammigan, Associate Provost at the University of Delaware Center for Global
Programs & Services, Delaware, USA

Hokok

This seminal volume edited by Jamil Salmi provides a much-needed roadmap for
institutions striving to bridge the equity gap in higher education. By presenting
a wide range of innovative initiatives from around the wotld, Transforming
Lives at the Institutional Level highlights the importance of coordinated efforts
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between national and institutional actions. It is an indispensable resource for

those committed to promoting social justice and fostering inclusive learning
environments.

Chris Glass, Professor of Practice and Diretore of Exectuvie Doctoral Program in

Higher Education, Boston College, Massachusetts, USA

ook

Transforming Lives at the Institutional Level: Equity Promotion Initiatives Across the
World, edited by Jamil Salmi, is a highly recommended resource for institutions,
policymakers, and practitioners striving to create inclusive learning environments
in higher education. The case studies in this book provide valuable insights
into the various current equity-focused initiatives, and highlight the impacts and
challenges that institutions face in promoting equality in education in different

regions across the globe.
Misty So-Sum Wai-Cook, Deputy Director at the Centre for English Language
Communication and Director of Student Life at the College of Alice & Peter Tan,
National University of Singapore.

*okok

Jamil Salmi’s edited book, Transforming Lives at the Institutional 1evel: Equity
Promotion Initiatives Across the World, offers an important and necessary collection
on the lessons learned and best practices of equity promotion in higher
education. Using several case studies from seven regions around the world, this
timely volume provides examples of innovative policies or measures used to
promote inclusion, justice, and belonging at the institutional level. The book is
a must-have for both teacher-scholars and practitioners who seek to advance

equity promotion policies in the post-COVID-19 era.
Roy Y. Chan, Assistant Professor of Education & Ed.D. Program Director, 1ee
University, USA

*okok

The book Transforming Lives at the Institutional Level: Equity Promotion Initiatives
Across the World edited by Jamil Salmi is a testament to the importance of
postsecondary education in its multiple forms to fit the society, wherever it
might be. The case studies show the depths to which education is used to
enact equity, provide training, build a foundation for transformative change,
and enable postsecondary access to underserved groups. In so doing, higher
education in its many forms can open the doors of opportunity.
Rosalind Latiner Raby, Senior Lecturer, California State University, Northridge,
California, Director, California Commmunity Colleges for International Education,
UsA

*okok
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Preface

Education is the most powerful weapon which you can use to change the wor/d.
Nelson Mandela

In a world characterized by acute wealth inequalities, growing threats against
democracy, continuous political violence, and alarming global warming, Nelson
Mandela’s famous statement about the transforming role of education has never
been more pertinent. Strong education systems do not only prepate qualified
professionals to serve the local economy and their communities, but they can
help lift deprived population groups out of poverty, and they are expected to
nurture cultural, scientific, environmental, and health literacy. They are also
meant to educate tomorrow’s leaders to become role models for a fairer and
more cohesive society, and they offer pathways for social mobility.

In my case, education allowed me to escape from the poor rural village
where 1 was born in Limpopo Province, South Africa, during apartheid. In
high school, I was one of only two girls in my class. I graduated as a medical
doctor in 1972 and, in 1996, I was appointed vice-chancellor of the University
of Cape Town, becoming the first black woman to hold this position at a South
African university. But the accomplishments of one individual cannot occult
the devastating impact of the walls of discrimination that denied education
opportunities to millions of South African children under the racist regime that
ended in 1994.

Against this background, I see the publication of Transforming Lives at the
Institutional Level: Equity Promotion Initiatives Across the World as an important
contribution to the body of policy work on the role and contribution of
universities and other types of higher education institutions to the reduction
of social disparities. This book represents a comprehensive exploration of
innovative initiatives aimed at enhancing access and success in higher education
for traditionally excluded and under-represented groups. With case studies
spanning East Asia, Eastern Europe and Central Asia, Latin America, North
America, Oceania, South Asia, Sub-Saharan Africa, and Western Europe, it
brings together a diverse collection of perspectives and experiences from
various regions, offering invaluable insights into successful equity promotion
interventions at the institutional level. By documenting both effective
practices and enabling conditions in the specific context of each case study,
this volume will serve as an essential resource for institutions, policymakers,
and practitioners striving to create inclusive learning environments and bridge
the equity gap. Each chapter offers a detailed exploration of the impact,
challenges, and potential for replication and scalability of these initiatives,
reflecting the extensive research and expertise of the contributors to this
book.
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Besides showing the range of possible equity interventions in various
geographical, political, and cultural contexts, and documenting several innovative
approaches, the book identifies crucial patterns that hold relevant lessons for
many countries. It reminds us of the need to implement both financial and
non-monetary measures at the same time, recognizing that students from
historically excluded backgrounds do not face only financial barriers, but are
also held back by limited cultural capital, poor academic preparation, lack
of information, and low motivation. In addition, the book emphasizes the
importance of looking at disparities along a continuum that starts very eatly in
life, with critical steps at each stage, including access to basic education, access
to secondaty education, access to higher education, graduation from higher
education studies, and integration into the labor market. This requites outreach
interventions to motivate and prepare high school students, measures to ensure
equal opportunities in admission, programs to ensure retention and success
once students are admitted into a higher education institution, and career advice
to facilitate the transition to the world of work.

One of the other merits of this book is that it contains several case studies
that address important aspects of inequality linked to the historical, cultural, and
epistemological foundations of modern higher education systems, which are
essentially shaped by their colonial origin and the Eurocentric biases embedded
in their programs. The Scottish example presents a worthwhile attempt to
decolonize the curriculum in a systematic way, while the Mexican case study
documents how a university designed in collaboration with indigenous groups
offers a welcoming environment that promotes local languages and culture. The
New Zealand case study is another instance of transformative efforts to better
respect the distinctive culture of Maori students. The story of the Roma Civil
Society Organisation illustrates the importance of creating a favorable learning
environment where students from marginalised cultures who are usually rejected
by mainstream society can feel welcome and empowered.

However, much more work is needed to analyze the structural biases inherent
in modern universities, challenge their premises, and document successful
experiences that seck to redress the cultural distortions playing against students
from traditional cultures and rehabilitate indigenous knowledge, following the
example of the few intercultural universities that have been established in several
Latin American countries in the past decades. Other regions of the impoverished
world need institutions designed according to the same principles, with the
purpose of giving a sense of belonging to students from marginalized groups
through epistemic dialogue, the promotion of local languages, and research on
indigenous knowledge as a basis for the preparation of future professionals in
domains that are directly relevant to local development needs. Offering equal
opportunities for academic achievement should not require young people to
become alienated from their culture of origin and aspire to foreign models
of success. Progress in eliminating disparities in higher education cannot be
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sustained unless the primary and secondary experience of children instills in
them a sense of pride in their cultural roots.

Finally, it is worth noting that the publication of this book, which documents
innovative experiences that have positively transformed the lives of thousands
and thousands of students from deprived backgrounds, is all the more important
today as several countries have backtracked from their efforts to bridge the
equity gap and adopted hostile positions against the global diversity, equity,
and inclusion agenda enshrined in SDG-4. While the United States had been
a pioneer in promoting greater equity over the past fifty years in several areas,
including student aid, admission, and retention policies, it has paradoxically
become the most antagonistic country in recent years, with a growing number
of states introducing legislation that prohibits the pursuit of equity promotion
policies and the teaching of critical race theory, even punishing institutions
involved in such practices through severe budget cuts. The United States are not
alone in this reversal. Among the former socialist republics of Eastern Europe,
Hungary and Poland have distinguished themselves as the most aggressive
countries against anything perceived as “liberal” higher education. Even in
Western democracies as diverse as Australia, Canada, Denmark, France, and the
United Kingdom members of government or patliament have taken adverse
positions against what has been disparagingly labelled as the “woke” agenda.

In this challenging context, I am convinced that this book will serve as a
valuable resource for all those invested in promoting equity and inclusion in
higher education. By sharing the successes, challenges, and lessons learned
from innovative initiatives across the world, the book will undoubtedly inspire
positive change and foster a more equitable higher education landscape.

Dr. Mamphela Ramphele

Co-President of the Club of Rome, former Vice-Chancellor of the University
of Cape Town, former Managing Director of the World Bank.

Cape Town, July 2023
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Chapter 1.
Introduction

1.1 Background

Around the world, many children and youths face challenging circumstances
beyond their own control—due to discrimination on the grounds of race,
gender, sexual orientation, geographical origin, socioeconomic background,
or other attributes—that drastically affect their opportunities to go to school,
stay in school, complete secondary education, and access higher education.
This has a particularly strong impact on young people in developing countries
and disadvantaged groups across the world. At the tertiary level, young people
encounter barriers reflecting the cost of studying, lack of social capital,
insufficient academic preparation, low motivation, and lack of access to
information about labor market prospects. The need to achieve greater inclusion
and promote pluralism in higher education responds to a strong social justice
imperative, as reflected in target 4.3 of the Sustainable Development Goals.

Experience shows that to be effective, equity promotion policies must be
defined in a comprehensive way, taking both financial and non-monetary
aspects into consideration, coordinating national and institutional actions in a
complementary manner, and putting as much emphasis on completion as on
access, which has traditionally received more attention. A long-term view is
key to guaranteeing continuity and consistency in effective equity promotion
policies. These require well-established information systems to identify all
equity groups, measure equity gaps, and assess progress in terms of access and
graduation (Salmi, 2018 and 2019).

During the COVID-19 pandemic, higher education institutions and students
have experienced unprecedented disruption and new challenges. Severe
reductions in financial resources, the digital gap, and the lack of preparation
of instructors have exacerbated disparities in access and success and created
widespread social distress, especially among vulnerable students. Countries
and institutions must therefore accelerate efforts to remove barriers to quality
higher education for all learners from underrepresented groups.

In the United States, the Lumina Foundation is the most active foundation
involved in promoting equity measures to improve access and success in colleges.
To complement and inform its mainstream work, the Lumina Foundation has
explored international experiences through three studies carried out over the
past four years. The first one, All Around the World — Higher education
equity policies across the globe, documented the range of equity promotion
policies designed and implemented in 71 countries. The second one, Measuring
the Impact of Equity Promotion Policies: Lessons from National and
Institutional Case Studies, analyzed what worked and did not work in five
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national settings (Australia, Austria, Colombia, South Africa, and Vietnam). The
most recent one, COVID’s Lessons for Global Higher Education: Coping
with the Present while Building a More Equitable Future, reviewed the
impact of the pandemic on higher education through the equity filter.

1.2 Obijective

Against this background, this study seeks to explore which equity promotion
interventions appear to be most successful at the institutional level and to
assess under what conditions some interventions work better than others. It
documents good practices and failed approaches in many different country
contexts that could provide relevant lessons to inform the Lumina Foundation’s
domestic work on equity promotion in tertiary education.

1.3 Methodology

This study followed a mixed-method approach reflecting the results of the
following activities:

* A series of virtual meetings involving 8 researchers with extensive
experience working on equity in higher education and LLumina Foundation
representatives to share and discuss equity policies around the world. The
group included the following geographical representation:

¢ Australia and the Pacific;

¢ FEast Asia;

* Eastern Europe and Central Asia;
e Latin America;

¢ North America;

¢ South Asia;

¢ Sub-Saharan Africa and

*  Western Europe.

* Formulation of an analytical framework and template to document
relevant examples of innovative equity policies or measures from the
respective regions/countties of the participants at the institutional level.

* Preparation of mini case studies in each region (four in most regions,
five in East Asia) based on interviews and available documentation. Each
short case study provides a summary description of the context and
background, the rationale behind the launch of the innovative policy or
measure, a presentation of the policy and measures, an identification of
linkages with national policies when relevant, a discussion of obstacles
encountered and mitigation measures adopted, an analysis of the impact
based on available information, and an assessment of the potential for
replication and scaling up. All studies were analyzed and written up using
a common template (see Annex 1).
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* Preparation of a synthesis chapter on common issues and lessons learned
from successful and less successful approaches.

* Final meeting of the group in person to review the draft publication and
define relevant dissemination activities.

The following analytical works guided the elaboration of this template:

* The 2008 OECD study Tertiary Education for the Knowledge Society, which
defines equity in higher education, looks at the role of higher education
in reducing disparities and reviews country policy responses.

* 2011 World Bank study Opportunities for Al? The Equity Challenge in
Tertiary Education proposes an analytical framework to measure the scope
of inequalities in higher education, understand their determinants, and
assess equity promotion measures.

* 2014 Sutton Trust study Higher Education Access: Evidence of effectiveness
of university access strategies and approaches, which reviews a number of
evaluations of equity programs in the United States and the United
Kingdom.

* 2018 Lumina study Access and Completion for Underserved S tudents: International
Perspectives, which explores the range of equity promotion policies that
can be observed at the national and institutional levels.

* 2019 Wortld Bank study What Works to Reduce Inequalities in Higher Education,
which reviews 76 impact studies on retention and financial aid from from
all over the world.

* 2019 Lumina study Measuring the Impact of Equity Promotion Policies: Lessons
from National and Institutional Case Studjes, which examines national and
institutional policies in five countries across the world: Australia, Austria,
Colombia, South Africa, and Vietnam.

* 2020 Lumina study COVIDY Lessons for Global Higher Education: Coping with
the Present while Building a More Equitable Future, which looks at the impact
of the pandemic on higher education through the equity lens.

* 2022 background paper on Eguity, Inclusion and Pluralism prepared for
UNESCO’s World Higher Education Conference (Barcelona, May 2022).

1.4 Outline of the Study

The report successively presents case studies from seven regions of the world,
with a brief overview of each set of studies to set the stage. The last chapter is
a synthesis of lessons learned, reflecting the cross-cutting findings of the case
studies.
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Chapter 2.
East Asia Case Studies

2.1 Overview
Author: Gerry Postiglione

When examining equity across East Asia’s higher education systems, it is helpful
to begin with northeast Asia and move southward. The rate of transition from
elite to mass to universal higher education raced ahead in the northeast because
it aligned with the rapid pace of economic growth across its countries and
jurisdictions. It is worth noting that the northeast’s neo-Confucian traditions
took longer to provide parity in access to women and are yet to provide equitable
access in some fields of study, notably science and engineering; It is also evident
in examining equity across different racial, ethnic, or indigenous groups that the
northeast is far more ethnically homogenous than the southeast --- which is one
of the most multiethnic regions of the world. Finally, indigenosity is a complex
concept in East Asia. Indigenosity is recognized in Taiwan, where there are
approximately 12 native groups, but not in the Chinese mainland.

Japan is relatively homogenous except for the indigenous Ainu in the far
north and Okinawans in the far south. Japan has less inequality than the USA,
but the stratification by income and wealth is reflected in who gets into the best
Japanese universities. Likewise, the two Koreas are culturally homogeneous in
ethnicity, with some Chinese guest workers. The Koreas do not have indigenous
minorities, but the Republic of Korea has an active scholarship about ethnic
minority education due to the growth in the number of children of marriage
between Koreans and their spouses from other parts of Asia and beyond. The
Republic of Korea also has a disparity in access to higher education across
regions of the country. Seoul National University has been working with the
Korea Education Development Institute to recalibrate the application criteria
across regions of the country to ensure a balanced degree of equity. The SNU
Balanced Regional Selection promotes equity by selecting students with potential
in each region through high school GPAs and a faithful school life rather than
on the singular basis of the top-ranked College Scholastic Aptitude Test.

The largest country in East Asia by far is China, with an urban population
that has grown from 20 to 50 percent in four decades. China is important for
the enormous influence it has on its Asian neighbors, from where most of
its foreign students come and where there is an increase in the number of its
professors going there to take on university posts in neighboring counties.
China is the multiethnic outlier in East Asia, with an ethnic minority population
of 116 million. Although it is relatively homogenous in its east coast regions
that face Japan and Korea, China has borders with 14 countries as well as four
maritime countries on its borders.
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However, China, with 55 designated ethnic minorities, does not recognize
indigenosity, even in its peripheral areas (that include Tibet, Xinjiang, and Inner
Mongolia).! China’s non-Han Chinese ethnic minorities, more religious in
orientation (especially Muslim and Buddhist), and most with their own languages,
occupy half the land and ninety percent of the border, making the role of
higher education in national unity almost existential. Since the establishment of
the People’s Republic of China (PRC), nationality (ethnic) colleges have been
established to co-optleaders of ethnic groups and provide a path for ethnic unity.
The nationality university in Beijing, (known as Minzu University), is one of 13
and is included in China’s 985 excellence initiative that includes approximately
ten percent of approximately 3000 HEIs. Nationality universities have become
more multiethnic, with both majority and minority ethnic group students.
China’s preferential treatment policies for ethnic minority higher education have
included the option to take the entrance examination in ethnic languages, extra
points added to scores on the national entrance examination, and a remedial year
of study upon entering university to improve language and mathematics skills
before commencing regular degree study. Approximately ten of the 55 officially
designated ethnic minority groups are equal to or above average in levels of
literacy and college access. It is not surprising that most ethnic minorities attend
second- and third-tier public colleges. The top tier universities have initiatives
to ensure that ethnic minority students are represented. The result of these
preferential policies is that the proportion of ethnic minority students entering
higher education compares well with the proportion of ethnic minorities in the
country. The government has also instituted preferential policies for students
from poor rural areas to gain access to the country’s top hundred universities.
The Chinese higher education system is somewhat unique in that until recently,
HEIs have tried to find ways to address central government policies. This is
more straightforward with respect to preferential policies.

However, aside from making minor modifications to central government
policies, there are two ways that HEIs can innovate on equity issues. Here are
two examples from China where the proportion of students from poor rural
areas at top tier universities has declined, making them more easily marginalized
within the campus culture of elite urban universities. The Ford Foundation
began a focus on the issue of rural students in universities in the early 2000s,
but most of their programs to support rural students were targeted at the
expanding number of provincial universities.

In the mid-2010s, the Ford Foundation supported a research project to
assess how students from poor rural areas were adjusting to elite universities.
It conducted a four-year experience survey of a representative sample of
2,000 students from both urban and rural backgrounds in four top-tier elite

1 Unlike Inner Mongolia, the Republic of Mongolia is also ethnically homogenous except for
its small Kazak population. Additionally, more than the rest of northeast Asia, its universities
overwhelmingly cater for women students.
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universities.” The researchers categorized all participants of the survey into four
groups according to their origins, academic performance and social success
achieved (based on a high/low measurement for each achievement). Academic
success was defined as performing substantially above average, measured on
the basis of students’ self-reported academic ranks and their official scores. To
the researchers’ surprise and in contrast to studies of top-tier elite university
students in the USA and elsewhere, there was no significant difference between
rural and urban students in academic performance measured by their GPAs.

However, it appears that rural students are left behind socially. They are less
likely to be appointed or selected as class monitors or committee members. They
are less likely to be appointed or selected secretaries of the faculty or university
branch of the Youth League. The data also suggest that compared with their
rural counterparts, urban students are more likely to obtain access to cultural
capital investment measured by parental participation in their development,
precollege cultural activity participation and material resources. Pre-college
cultural activity participation has a significant positive effect on grade point
average ranks that students achieve while in university. Both family economic
capital and cultural capital have an effect on their participation in extracurricular
activities measured by their appointment as class monitors or committee
members or as key members of student union committees. In fact, students
from rural origins “suffer a sense of embarrassment caused by feeling that their
rural culture is inferior to the urban culture, which brings a painful dislocation
between an old and a newly developing identity and barriers to integration at
universities.””> Accordingly, rural students ate less represented due to the cultural
habits required by student organizations on campus. This can lead to alienation
and a sense of rejection among students from underserved rural communities.*
Rural students at top tier universities in eastern China have less confidence and
social engagement than their more sophisticated, competitive, status conscious,
and socially connected urban middle-class counterparts.

Some elite universities are taking innovative steps to address this problem.
Fudan University has created an outreach project to promote low-income
students’ social integration into university and to generate psychological support

2 Xie AL, Kuang H., Postiglione, G.A., Liu Q.Q. (2018) Cultural capital investment and social
adaptation of rural students in elite universities, Journal of Higher Education (Shanghai), 36:9:
30-37; Xie A.L., Hong, Y.B., Kuang, H., Postiglione, G.A (2018) Cultural capital and adaptation
on elite university campuses: Academic and social achievement of rural students on 985
project universities, Peking University Edncational Review. 16:3:89-108; Xie Ailei, Hong Yanbi,
Kuang Huan, Gerard A. Postiglione, (2018). “The Poor Family”: Lack of Cultural Capital and
Adaptation to the Elite Field
“985” colleges and universities, Peking University Education Review, 16:4, 45-65.

3 Xie Ailei (2015) Inside the College Gate. Rural Students and their academic and social success.
Chinese Education & Society, 48: 77-80, 2015.

4 Zhu Xinzhuo, Shi Junhua, and Dong Zhihui (2015) The Impact of Family Background on
College Students’ Chances of Serving as Student Union Cadres. Chinese Education & Society, 48:
128—142.

Based on the follow-up study of rural college students in
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from peers with similar socioeconomic backgrounds. Adhering to the idea of
“financial aid goes hand in hand with growth support”, the university’s Office
of Student Affairs established the “Undergraduates’ Home for Growth Supporf’ to
be an innovative platform, reaching out to low-income students to boost their
social integration. While targeting all low-income students in particular, Home
is open to all undergraduate students, making it less likely to lead to stereotyping
and providing more opportunities for rural students to interact with their urban
peers in a supportive environment. The initiative generates sociopsychological
support from peers with similar backgrounds for low-income students. In
developing a semi-bounded community, the Home connects them together
without explicitly sticking them with any stigmatized label (e.g,, the poor). It
cultivates students’ positive emotions and social responsibility by involving
them in volunteering activities. Finally, the initiative provides low-income
individuals with opportunities for organizing, participating in, and managing
extracurricular activities by themselves to develop transferable skills and to be
better integrated into campus life.

Students from underserved communities also have struggles due to a lack
of family financial resources to support tuition and expenses. To address
this in an innovative way, the China University of Mining and Technology
promoted student aid instruments for low-income borrowers. In the context
of constrained financial resources, the university reaches out to and assists
rural students in financial need. Their needs are balanced against policy
instruments with different value orientations. While no single targeting method
is appropriate in each situation, with broad participation, more flexible and less
intrusive measures seem more readily acceptable and fiscally accountable. Loan
forgiveness breaks the curse of “poverty-returning through higher education,”
allowing low-income borrowers a head start in their adult lives. This relief policy
ties education loans to industry demand. It can make student loan programs
look more attractive, just as student loan debt and its forgiveness programs are
designed to be more responsive to specific human resource priorities and to
support development in certain areas of social importance. Finally, this finance-
based policy relies on proactive institutional engagement and linkages to national
policies. Centralized decentralization in project design and implementation has
emerged as a key driver.

Hong Kong, as a special administrative region of China, has a population of
ethnic minorities, most with roots in South Asia, including Nepal, Pakistan, and
India. Hong Kong is notorious in not instituting preferential policies based on
income, ethnicity, or gender. Nevertheless, no student yields a place in university
due to an inability to pay for tuition because all students who enter university
are eligible for interest-free government loans. Beyond that, higher education
institutions have a high degree of autonomy to innovate, and they do, with
mentor schemes, student counseling programmes, and other measures.

Most institutional innovations for improving the success in higher learning
of students from underrepresented groups based on ethnicity, gender, income,
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or disability. The University of Hong Kong recognizes the cross-sectionality of
these social categories in its “First-in-the-Family Education Fund.” This initiative
supports first-generation university undergraduates pursuing outside classroom
learning, Its objective is to provide financial assistance for students who are
the first generation in their families to attend university and have financial
constraints to participate in experiential learning activities. The Fund allows
students to engage in social activities both on campus (outside of classrooms)
and off campus. Moreover, reciprocity is built into the relationship between
student and donor. It goes beyond financial assistance and seeks to break the
cycle of intergenerational poverty. The First in the Family Fund promotes
the act of “paying forward.” Recipients are expected to serve the community,
create opportunities for others and share with other students what they have
learned, thus raising their social conscience during the early days at university.
Upon graduation, they are supposed to further engage in the advancement of
society. The fund supports students to participate in the following university-
administered/suppotted outside classroom learning activities: Exchange,
overseas programs, overseas internships, volunteering activities, language, hall
accommodations, sports/music/arts/other skills, and professional certificates/
courses.

Moving southward, we find one of the most ethnically diverse areas on
the planet where the transition to mass higher education has been slower
than in northeast Asia. The strongest economy, Singapore, and the emergent
economies of Malaysia, Thailand, and Indonesia have greatly expanded
higher learning opportunities. Only Singapore has universities listed in the
top 20 in Asia. Throughout the rest of the region, the gap has widened
between the urban majority and students from rural, low-income urbanite,
and ethnic minority families. One major exception is the Chinese, who are a
significant ethnic minority in Malaysia and Indonesia (both majority Muslim)
and a majority in Singapore but are usually better off economically than the
general population with higher levels of education. The preferential policies
in Malaysia advantaged the native Malay majority students, something that has
led many Chinese toward private or overseas higher education. The Chinese, in
largely non-Muslim countries such as Thailand and the Philippines, have been
more successful in assimilating into the mainstream population over many
generations.

In most of East Asia, the state has taken the lead in the funding and expansion
of higher education, especially in the socialist leaning countries of Vietnam,
Cambodia, and Lao. The access rate in Vietnam for higher education was
only 9.4 percent in 2000, jumping to 30.5 percent in 20714, and continues to expand
toward mass higher education. This is in contrast to the gross enrollment rate
in Cambodia of only 12.98 percent in 2021 and 13.8 percent in Lao in 2020.
Like socialist China, the Vietnamese state designates its ethnic minority groups
(54 groups, one less than China), which have also fallen behind along with
their rural neighbors on indicators of access and equity in higher education.
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However, thus far, we have focused on ethnicity, gender, region, and income
with a high degree of intersectionality. The same holds true for disability.

In Indonesia, the Universitas Terbuka, ICE Institute, Brawijaya University, and
Sebelas Maret University provide distance education (multichannels and various
means) for deaf and blind students. Together with the National Research and
Innovation Agency, they have identified a cohort of approximately 40 students
per year who are disabled in higher learning by hearing or sight. They begin study
at Universitas Terbuka via online distance education mode for two years. Printed
materials are prepared and distributed to students with appropriate audio-visual
learning tools. In 2017, the Ministry of Research, Technology and Higher
Education (now Ministry of Education, Culture, Research, and Technology)
issued a Ministerial Decree for the sector of special education and services for
students with special needs. The Directorate General of Higher Education has
since provided competitive grants for HEIs that provide education for students
with different abilities.

As Asia becomes the region of the world with the greatest disparities in
wealth, the institutions of higher learning reflect the inequities of society and,
to a large extent, begin to reproduce inequalities and marginalize students from
underserved communities. With expert advice and assistance from development
agencies, governments in East Asia, north and south, have instituted laws and
policies to ensure at least a modicum of equity in access to higher education.
Within national frameworks, institutions of higher education have begun to
innovate with their own policies, programs, and measures to attract interest,
investment, and commitment from stakeholders so that students from all
sectors of the underserved communities enter and excel in higher education.



jsalmi@tertiaryeducation.org 24 Aug 2023

26 Jamil Salmi

2.2 Integration of Low-Income Students in the Culture of Fudan
University, China

Name of institution

Fudan University

Link

https:/ /www.fudan.edu.cn/

Main Contacts and Sources of Information

The official website of the Office of Student Affairs of Fudan University
http://www.stuaff.fudan.edu.cn/; Interviews with students and former student
leaders

Type of initiative

An outreach project to promote low-income students’ social integration into an
elite university and to generate psychological support from peers with similar
socioeconomic backgrounds.

Introduction

The past few decades have witnessed a market transition process of China’s
economy and public services since 1978. In the context of a transitional society
where the social structure is characterized by rapid change and broadening
income gaps (Nee & Cao, 2005; Wu, 2002; Zhou & Xie, 2019), class inequalities
in attaining higher education have been heightened (Li, 2010; Wu, 2010).
Despite the unprecedented higher education expansion and greatly increased
overall enrollment since 1998, students from economically disadvantaged
families persist to fall behind, especially in attending higher quality colleges
and universities (Li, 2010, 2014; Yeung, 2013). As a result, students from
low-income families and rural areas remained greatly underrepresented in
China’s top-tier universities (Du, 2018). For example, Du (2018) found that
the proportion of rural students in the undergraduate population of four “985
Project” universities in Beijing decreased from 35% in 2008 to 18% in 2015 and
that of students coming from families with income less than 40,000 RMB per
year dropped from 72% in 2008 to 26% in 2015.

Against this backdrop, China’s central government has implemented a series
of preferential policies since 2012 to increase the enrollment of students from
poverty-stricken regions and rural students in key universities to promote social
equity. In response to the national initiative, many key universities started to
carry out university-level special admission projects, sparing approximately 2%
of the quota each year for recruiting students from underrepresented groups
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(Li, Cui, and Wu, 2018). These preferential policies have achieved remarkable
results and continue to function. From 2014 to 2017, the proportion of rural
students admitted to key universities increased by 10% each year (see the Prime
Minister’s Report, 2017).

However, to facilitate equity and meritocracy, merely broadening access is not
enough. Socioeconomically disadvantaged students often encounter difficulties
in adapting to the sociocultural milieu of top universities (Reay, Crozier, &
Clayton, 2009; Stuber, 2011; Zheng, 2022). Therefore, how to support them to
better integrate into the new community is a great challenge.

Fudan University (FDU) is a flagship public university that was founded in
1905. The university is located in the metropolis of Shanghai and is spread
across four campuses. As one of the most selective universities in mainland
China, Fudan University was ranked 10" among Asian higher education
institutions and 60" out of more than 1,600 universities all over the world
according to the T7mes Higher Education rankings®. More than 30,000 students
are enrolled at Fudan University, with approximately 3500 freshmen enrolled
each academic year. FDU takes a liberal arts approach to undergraduate
education and prides itself on having an international outlook and sending
over 60% undergraduates to embark in exchange programs with almost 200
overseas universities.

FDU is at the forefront in expanding access to rural and poor students.
Since 2014, FDU has implemented its preferential admission program for rural
students, the “Tengfei Project”. As a result, the proportion of rural students
among freshmen increased from 10.2% in 2012 to 18% in 2014. In recent years,
this proportion has leveled at approximately 18%. According to the statistics
disclosed by the university’s Office of Student Affairs, approximately 550
freshmen in 2014 were low-income students who were supported by financial
aid. More recent data are unavailable, but it is reasonable to expect that the
income cutoff number has not changed or only slightly.

Description of policy/programme/measutres

The challenges confronting low-income students extend far beyond financial
difficulties after entering FDU. With a great sense of unfamiliarity and
inferiority, these students often find themselves out of tune with the majority
of affluent urban students. They are less equipped with the cultural know-how
to effectively navigate their studies and lives. More importantly, with a sense
of psychological insecurity and less desirability, they are usually not active in
participating in extracurricular activities. Even if they have the courage to join
some societies, they are more likely to be excluded because of a shortage of many
soft skills, such as vlog-making and photoshop. Therefore, a special student
organization for generating peer support is needed to facilitate low-income

5  Source: https:/ /www.timeshighereducation.com/world-university-rankings/fudan-university
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students’ integration into the social aspect of campus life. (A vlog is a short
video that records anything as a blog by video).

Practitioners in FDU are fully aware of the importance of providing support
in aspects beyond financial aid. Adhering to the idea of “financial aid goes
hand in hand with growth support”, the university’s Office of Student Affairs
established the “Undergraduates’ Home for Growth Support® (“AFHAED ¥
K 17, hereafter called the Home) to be an innovative platform reaching out
to low-income students to boost their social integration in November 2008.
While targeting all low-income students in particular, Home is open to all FDU
undergraduate students.

The core objectives are threefold. The first is to generate sociopsychological
support from peers with similar backgrounds for low-income students. In
developing a semibounded community, the Home connects them together
without explicitly sticking them with any stigmatized label (e.g., the poor).
The second objective is to cultivate students’ positive emotions and social
responsibility by involving them in volunteering activities. Third, Home aims to
provide low-income individuals with opportunities for organizing, participating
in, and managing extracurricular activities by themselves to develop transferable
skills and to be better integrated into campus life.

At the beginning of the freshman year, all registered low-income students
receive emails from student counselors inviting them to participate in a welcome
meeting. During the meeting, the whole program and its affiliated societies are
introduced to students, stories of senior fellows are shared, and newcomers are
warmly encouraged to follow the relevant social media of Home. In the following
four years, they are regularly informed of activities at home. When necessary,
student counselors encourage low-income students to join flagship activities
such as summer voluntary teaching and short-term social investigation programs.

Implementation modalities of equity promotion initiatives

Home mainly consists of eight volunteer student societies, mostly named after
the contributors of financial aid donations. All low-income students are given
membership in one of the societies. Each society has its flagship extracurricular
activities, mostly in the form of some kind of social service. Low-income
students’ involvement in these activities is encouraged without any obligation,
giving them the opportunity to get to know new friends among students from
similar backgrounds, with the expectation that it can generate psychological
closeness and a sense of belonging;

Notably, Home does not present itself in public as an organization for low-
income students only. Instead, it opens its activities to all undergraduates for
two important reasons. By deliberately blurring the boundary between low-
income students and other students, it can protect low-income students from
harm caused by a sense of inferiority and social stigma. Moreover, it creates
opportunities for low-income students to interact with and learn from peers
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with heterogeneous backgrounds in a “safe” community in which they are
many, if not the majority.

In addition, to provide more opportunities to practice leadership and
intrapersonal skills for low-income students, the managerial and functioning
positions of the home are open to them. With the barriers to entry deliberately
lowered, they can freely join the operation team, in which approximately 100
positions are provided by four functional departments: the Media Center,
Personnel Management Center, Activities Development Center, and Societies
Management Center. A “double mentor” system is there to lend support. Each
position is supported by an internal mentor from the Office of Student Affairs
and an external mentor from the donors.

As an entity under supervision of the Office of Student Affairs, Home is
financed by both internal funding from FDU and external donations from
companies and alumni.

Identification of linkages with national/regional/local policies

The Home initiative is aligned with the state’s evolving policy emphasis from
financing help only to an all-around assistance system beyond financial aid6. In
2018, FDU was showcased as a good example on the official website of China’s
Ministry of Education’.

Obstacles encountered and mitigation measures during implementation

Home was not established overnight. In implementing the initiative, some
dilemmas were encountered. It is still in the process of coping with some of
these challenges.

The first dilemma is how to create a supportive community for low-income
students while keeping their identities (i.e., as low-income students) confidential.
At the beginning of implementation, Home could not engage students because
it was mainly perceived as a low-income student community. To solve the
problem, they started to remove the signals related to low-income students and
present Home as a student organization dedicated to volunteering. To ensure the
involvement of target students, the “insiders” lean implicitly toward them in
recruiting participants for activities. At the same time, they deliberately allow a
small proportion of nonlow-income students to diversify the composition of
students to avoid stigmatization of the Homes membership.

The second dilemma is that although this initiative aims to promote the
psychological well-being of low-income students, it is difficult to achieve the
goal because they are generally in poor emotional status and show strong
psychological defense. To melt the wall inside, Home fully utilizes influences

6 Seeadocument of the Ministry of Education at http://www.moe.gov.cn/jyb_xwfb/xw_fbh/
moe_2069/xwfbh_2015n/xwfb_151209/151209_sfcl/201512/t20151209_223934.html

7 Soutrce: http://wwwmoe.gov.cn/jyb_xwib/s6192/s133/s164/201811/t20181105_353674.
html
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from peers by inviting exemplary senior students and graduates, who are low-
income students as well, to share their experiences in Home and their gains.
As the sense of belonging starts to grow, they are invited to join volunteering
activities to help the disadvantaged in society, such as teaching the children
of migrant workers and serving an employability training project for homeless
youths. In practicing the idea of “helping others to help ourselves”, they are
gradually softened and able to regain self-efficacy and confidence.

Last but not least, even though Home has established a platform for low-
income students to organize activities, cultivate leadership, and harvest
excellence, it has to face the fact that low-income students often lack sufficient
skills to play their roles well. To realize the goal of growth support, Home sticks
to the notion of building a supportive rather than a competitive environment.
Meanwhile, it pours many resources in training its members, especially the core
members, for managerial and leaders’ positions. Mentors are available to give
advice and feedback.

Results of the innovative equity approach

Since the initiative aims to promote students’ social integration and peer
support, which are subtle processes that are difficult to monitor and assess, the
university does not use any indicator to evaluate the results.

The available statistics have shown that approximately 100 low-income
students are intensively engaged as core members in charge of management and
operation of the Home each year. Approximately 300-400 students are involved
in regular volunteering activities in various forms annually, most of whom
are low-income students. It is estimated that every year over 1500 students
are impacted in terms of peer interaction and personal development by the
activities held by Home.

Longitudinal survey research indicates that Home has achieved significant
outcomes as well. According to Niu and Zheng (2018), among over 200 student
clubs of FDU, students spend the most time volunteering in their sophomore
year. In particular, rural students and students admitted by special projects are
more involved in volunteering activities than other students. Further analysis
and follow-up interviews show that Hozme is an effective institutional mechanism
that is “pulling” these students into volunteer student clubs.

The leaders and members of the Home reported significant impacts on their
personal development and social integration as well. For example, a former
leader of Home, a female low-income student, said:

“In fact, when I was a freshman, my ability was also very weak. To be frank, I
think I may not get so many opportunities in other student organizations, but the
Home gave me sufficient opportunities, which truly helps and makes who I am.”

Given that low-income students are often reluctant and uncertain in participating
in extracurricular activities (Xie, 2022; Niu and Zheng, 2018; Zheng, 2022),
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Home has exerted an effective institutional pulling force for these students in
facilitating their integration into the social aspects of campus life.

Assessment of potential for replication and scaling up

Home is embedded in the cultural milien wherein volunteering activities are
institutionalized as one of the “must-do” events of FDU undergraduates. In
FDU, there are over 20 volunteer student clubs, outnumbering all the other
categories of registered student clubs. Moreover, as a form of ideological
and political education, short-term social investigation programs are open for
application for all undergraduates during every summer and winter vacation.
Therefore, the activities held by Home enjoy high legitimacy in FDU, which is
partly why it cannot be recognized as a special organization for low-income
students.

In response to the state’s policies on promoting equity and supporting low-
income students, many first-class universities of China have built up similar
supportive projects to assist low-income students. Home, as an innovative form
of facilitating peer-to-peer interaction and social integration, has great potential
to be replicated in other universities.

In the particular context of mainland China, the neo-communist political
regime facilitates the initiative in some sense. First, supporting low-income
students in an all-rounded manner to promote equity is highly legitimate in the
public policies of higher education. Second, the college counselor system is a
key aspect of higher education with Chinese characteristics. In implementing
Home, student counsellors play a facilitating role in encouraging the target
students to join.

As the sociocultural adjustment of low-SES college students has been a
common problem across many countties, we believe that the Home initiative,
especially the notion of building a semibounded community to facilitate peer-
to-peer support, can be largely replicated in other countries and contexts,
although the contents of activities and implementation methods could be
adapted according to the specific context.

Concluding Comments

Establishing a peer-to-peer interactive community to enhance social support is
not innovative. What makes the Home innovative is that the community is built
to be a semibounded one, which successfully avoids the risks of raising social
pressure. Another feature of Home is the “default” membership approach,
which skips the complicated process of choice-making and therefore effectively
“pulls” low-income students into the community.

What are the main take-aways?

* In attempting to socially support marginalized students, a precarious bal-
ance should be attained between gathering them into a supportive com-
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munity and keeping the community free from stigmatization and open to
opportunities of cultivating a heterogeneous network.

* To do so, practitioners can obscure the true colors of the community by
building a semibounded community and, on the other hand, manage the
composition of the members in the “backstage” and grant default mem-
bership to ensure that the target group is chiefly served.
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2.3 Student Aid at the Chinese University of Mining and
Technology

Authors: Hanwen Zhang and Gerry Postiglione

Name and weblink of Higher Education Institution

China University of Mining and Technology http://global.cumt.edu.cn/
Main Contacts and Sources of Information

Interviews (dissertation related)

Type of initiative

Student aid instruments for low-income borrowers

Contact

Hanwen Zhang: hanwen.zhang@aliyun.com

Introduction

The massification of higher education has been a global trend for over
half a century. Inevitably, as a newcomer or latecomer, China mirrored this
international movement to expand its tertiary education sector in the late 1990s.
China’s mass higher education system is responding to a broader economic
restructuring from a manufacturing to a knowledge-based economy. It can also
be a sensible fiscal policy to address the economic turmoil resulting from the
financial crisis in Southeast Asia in 1997-98, which aimed to boost the economy
by encouraging additional investment in education and training.

China’s higher education expansion has resulted in a rapid rise in college
enrollment, increasing from 1.08 million in 1998 to 2.75 million in 1999; it then
rocketed to 6.39 million in 2009 and increased to 7.61 million by 2017 (China’s
statistical bulletin on the development of national education in 1999, 2010,
2018). It is estimated that neatly three million college students from low-income
families required student aid nationwide in 2002. This tuition cost, however,
represented 55 percent of the urban household’s annual disposable income per
capita in 2002 and equaled 1.7 times the disposable income for rural dwellers
(F Li, 2012).

The surge in college students has called into question how the government will
fund post-secondary and college education. Traditional student funding policies
can no longer meet growing financial needs because non-repayable scholarships
and grants cannot match rising tuition costs. To ensure that students from low-
income families have equal access to higher education, a more innovative system
of financial aid should be put in place. This paper investigates innovative ways a
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higher education institution implements financial aid policies to promote equity
in education from entry to graduation.

Description of student funding

Student financial aid has frequently shifted from relying on a single source of
government funding to a more diverse and comprehensive approach. It took
the Chinese government a decade to establish its student financial aid system in
2007, which attached great importance to equal opportunities for students from
economically disadvantaged families and underprivileged groups. As advocated,
students from all walks of life, particularly from poverty-stricken regions and
marginalized communities, should have equal access to a college education. It
is an important measure to actively promote equity in education, achieve social
equality and justice, and alleviate poverty in the population.

Chinese student finance is a complex package of financial aid covering a
wide range of programs and projects, including state-subsidized student loans,
grants and scholarships at the national and school level, work-study programs,
tuition reimbursement and loan forgiveness for employment at the grassroots
level, tuition subsidies for enlisted military service and retired soldiers, a free
teacher training program, freshman enrollment assistance, meal grants, and
tuition remission and exemption. The Ministry also requires higher education
institutions to allow first-year students to go through a “greenway” and obtain
registration even if they cannot pay full tuition when the school year begins.

In 2020, financial aid for the higher education sector from central and local
governments, higher education institutions, and social funds amounted to
124.38 billion yuan. The government budget provided more than 65.30 billion
yuan, representing more than 50 percent of the total. The student loans scheme
received 37.81 billion yuan from lending banks, which accounted for 30 percent
of the total aid package. Universities and colleges spent 18.36 billion yuan of
their business revenue to provide financial assistance to low-income students,
representing 15 percent of the total funding, An additional 2.9 billion yuan, or
approximately 2.5 percent, came from social donations, including from social
groups, businesses, and individuals (China student financial aid report in 2020).

State-directed student funding points to the top-down decision-making
process in a centralized higher education system for the implementation of
student financial aid policy; that is, the nature of government intervention
implies a quota system, including eligibility criteria, funding levels, subsidy
proportions, and the allocation of monetary funds. In short, the government
controls or regulates student funding, with little autonomy for higher education
institutions. A centralized structure, however, may not always be appropriate to
the local context or respond to the needs of students and other stakeholders,
and at times it even fails in specific circumstances, as evidenced by the confused
approach to targeting resources for low-income students in the early 2000s and
the loan forgiveness program that flopped once it was initiated in 2000.
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The transition to repayable student loans is often viewed as a panacea for
financing students. A student loan scheme often serves multiple purposes: it
bridges the financing gap by raising funds to expand the tertiary sector and
contributes to equity in education and social mobility. Nevertheless, student
loans can be burdensome or wasteful without the required resources. Such
much-needed infrastructure requires eligibility for student funding and a
debt repayment mechanism. Unfortunately, this necessary infrastructure was
fragmented and underdeveloped in China during the 2000s.

The nature of Chinese student loans is a means-tested benefit program for
fiscal austerity and ideological reasons. This need-based student aid, however,
has no working beneficiary eligibility rule. A simple criterion for student
borrowing is that students and their families struggle financially to meet their
schooling and basic living needs. The vagueness and scope of this provision
have vexed college finance officials, who are often overwhelmed by school
practitioners and student counselors due to the lack of specific operating
standards. As a result, failure to appropriately target credit can cause a loss to
student borrowing, either by denying access to credit to those in need or by
extending too much credit to those who cannot manage it.

With regard to debt repayment, at the time, abnormally large defaults caused
commercial lenders to pull out of the student loan market altogether at the end
of 2003. In an effort to reconcile student aid and business practices, the central
government is expected to impose loan forgiveness to reduce student defaults.
The Office of the State Council called for a studentloan forgiveness mechanism
as far back as 2004. The loan forgiveness program was pilot tested in September
20006, with the first batch of 164 college graduates nationwide. The eligibility
rules were strict: graduates of universities affiliated with central ministries were
required to serve at the grassroots level in twelve western provinces, including
Tibet, Guangxi, Gansu, and Xinjiang, for a minimum of three years. To
mitigate the impact of the 2008 financial crisis on employment, the Ministry
has further relaxed its rules regarding access to tuition reimbursement, which
nonborrowers may apply for as well; it also covers ten other central provinces,
including Anhui, Henan, and Hubei. Although the waiver program is designed
to ease the repayment burden on student borrowers and inject new human
capital into economically less developed areas, this centralized, top-down
decision-making appears inefficient, with little response from the colleges and
their graduates.

The education authorities must adapt their approaches to achieve policy
objectives from enrollment to graduation and strike a balance between
centralization and decentralization. Against this context, two innovative student
financing practices of the China University of Mining and Technology (CUMT)
in Xuzhou have already been replicated and scaled up in other educational
institutions and provinces to promote student funding and equity in higher
education.
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Characteristics of the Equity Initiative

As a national key university, the CUMT is directly affiliated with the Ministry
of Education of China. It is located in Xuzhou, the northernmost city in
Jiangsu. It takes three hours to get to Beijing or Shanghai by bullet train. CUMT
offers 57 undergraduate programs and has an excellent academic reputation in
engineering-related majors: mining engineering, safety science and engineering,
and science and technology in surveying and mapping. The shift from traditional
manufacturing to a service-oriented economy, accompanied by inevitable
structural and economic reforms in the country and a growing focus on carbon
emissions and green energy, has reduced the size of the mining industry
compared to the past. A number of disputes over wages, working conditions,
and community safety continue to plague the mining industry. In addition, it still
faces an ongoing threat from employee retention, changing supply chains, and
increased automation technologies.

Such crucial issues facing the mining industry are also reflected in the higher
education sector. On the one hand, these engineering-related majors have
struggled to attract college candidates with declining entrance exam scores,
in stark contrast to the sizzling fields of finance and computer science. On
the other hand, perhaps the digital divide, information asymmetry in college
admissions, and fierce competition for prestigious programs could result in
more economically disadvantaged students entering mining-related college
majors. All this poses new challenges to the CUMT’s student funding efforts.
The following cases vividly illustrate the university’s approach to delivering
targeted financial resources for students from more deprived backgrounds
and helping undergraduates benefit from job start-ups through student loan
forgiveness.

In terms of financing students upon enrollment, the CUMT has been a
pioneer in the targeting of financial aid to low-income students. As a means-
tested benefit in a constrained fiscal budget, not an open-ended entitlement,
prioritizing more disadvantaged students for government-sponsored student
loans can often generate greater educational equality and progress in poverty
alleviation, enhancing other dimensions of empowerment, such as human
capital accumulation. Effective targeting is a screening tool used in social
security to maximize limited fiscal space, but how do student finance officers
and practitioners differentiate eligibility and benefits among college students?

CUMT attempted to define its targeting and eligibility criteria in 2007.
“Exclusion” as a primary targeting method, for example, owning a laptop
and buying a ¥600-plus cell phone, consuming branded skincare, renting
off-campus space, frequent leisure trips, smoking, and alcohol abuse, all were
declared ineligible for student aid, including state-subsidized student loans.
Interestingly, these precise guidelines and metrics have sparked a debate about
eligibility rules across social platforms. Such rigid provisions did not adapt
in time to the changing living standards of college students. It has also been
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criticized for unduly interfering with low-income students’ privacy and campus
lives.

These debates and criticisms have undoubtedly put some pressure on student
funding allocation. A more flexible review process has gradually replaced the
detailed eligibility determination to achieve a fair and transparent allocation
of benefits since the fall semester of 2011. The current approach is a more
participatory and democratic style: first, a six-panel member is selected from
all classmates, plus a student counselor, making a total of seven committee
members. Seven panelists vote on the list of applicants, and the ones with the
most votes are elected eligible for benefit allocation.

Those exclusionary practices may seem more ot less absurd today, but they
are still an initiative of grassroots practitioners. The subsequent selection seems
more logical and reasonable. Indeed, it reflects the different values attributed
to student financing as a policy tool. Student aid is primarily an economic tool
to encourage more low-income students into higher education by providing
financial incentives such as interest-free student loans. Second, it is a regulatory
tool for the government to ensure that prospective students do not exclude
themselves from higher education in financial difficulties. Finally, it is also
an information tool that responds to society’s educational equality and social
justice concerns.

In practice, however, there is an inevitable choice between different value
orientations of policy instruments: precision, resource-intensiveness, public
visibility, and intrusiveness (McMartin, 2009). To verify the accuracy of eligibility
determination and benefit allocation levels, the chief trade-off of an intrusive
tool is public visibility. In this case, the debate on the rationality and legitimacy
of such accuracy and targeting errors affects policy implementation. While
subsequent participatory governance requires more intensive resources, such
as an agreement of student stakeholders, it appeared less rigid and coercive.
Good targeting is dynamic: this participatory approach’ fairness, transparency,
and engagement make it the most mainstream practice for student funding
allocation today.

On the graduation side, the CUMT takes full advantage of mining-related
majors to encourage college graduates to work at the grassroots level in remote
central and western regions. As of January 2015, the CUMT had funded more
than 5,000 college graduates through the tuition reimbursement and loan
forgiveness program, representing nearly ten percent of the country’s total
recipients. However, to a large extent, the lack of cultural capital and social
networks makes low-income student borrowers one of the most vulnerable
groups in terms of job placement, exacerbated by debt burden upon graduation.
Successful job placement and adequate monthly income were associated with a
lower likelihood of default (Hillman, 2014), with unemployment contributing
more to default outcomes than lower-paying jobs (Bocian et al., 2012). Along
the way, CUMT’s approach is simply a case of using the right policy tool in the
right place and at the right moment.
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On the surface, however, college students are skeptical of grassroots work:
coal mines are located in rural and remote areas, and dealing with coal dust
and dirt in real life is a far cry from a white-collar job. This can be a tricky and
even dangerous task. A three-year absence from family and city life, perhaps
longer, is too much. CUMT’ role is to approach, connect, familiarize and
reacquaint college graduates with grassroots front-line jobs and loan forgiveness
programs: the university has signed practical training agreements with more
than 70 large and medium-sized coal enterprises, including the Henan Coal
Chemical Group and Shenhua Ningxia Coal Industry Group. More than 1,000
graduates are organized each year to visit these companies and production lines
for internships so that students can form a good atmosphere to experience
employment at the grassroots level. CUMT also invites alums who work at the
grassroots to share their experience as role models for graduating students. It
has also set up a school-level “coal-orientation scholarship,” which gives more
than 1.6 million yuan a year out of school funds to reward student borrowers
in the coal industry.

A college graduate eligible for tuition reimbursement or loan forgiveness
will receive a one-off subsidy of 20,000 to 30,000 yuan as part of a three-
year installment plan. In addition, the CUMT has partnered with some coal
companies to provide job placement fees and special allowances for outstanding
graduates to remain in grassroots business for extended periods. As graduates
have reported, “working at the grassroots is not necessarily a scourge; instead,
financial incentives and working conditions are attractive; personal spiritual
pursuit can also be achieved.”

CUMT’s proactive practices relieve job placement stress while freeing low-
income borrowers from paying down their student loan debt so they can devote
themselves more to their work and family lives. Fortunately, their practice is
recognized by the Ministry of Education and soon spread to other institutions.
Subsequently, when local governments such as Jiangsu and Shanghai education
authorities articulated their forgiveness project for local educational institutions,
they adopted CUMT’s approach as a form of policy borrowing.

Conclusion

The attempts and practices of CUMT in student funding have nationwide
implications:

First, in the context of constrained financial resources, reaching out to and
assisting those most in need must be balanced against policy instruments with
different value orientations. While no single targeting method is appropriate
in each situation, with broad participation, more flexible and less intrusive
measures seem morte readily acceptable and fiscally accountable.

Second, loan forgiveness breaks the curse of “poverty-returning through
higher education,”
lives. More importantly, this relief policy ties education loans to industry

allowing low-income borrowers a head start in their adult
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demand. It can make student loan programs look more attractive, just as student
loan debt and its forgiveness programs are designed to be more responsive to
specific human resource priorities and to support development in certain areas
of social importance.

Finally, the achievement of policy objectives in student funding relies on
proactive institutional engagement and linkages to national policies. Centralized
decentralization in project design and implementation has emerged as a key
driver of policy success in a Chinese context.
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2.4 Balanced Regional Selection at Seoul National University,
South Korea

Authors: Yunkyung Min and Gerry Postiglione
Seoul National University
https:/ /www.koreaherald.com/view.php?ud=20221018000643

https://english.chosun.com/site/data/html_dir/2022/10/20/
2022102001600.html

Main Contacts and Sources of Information

Yunkyung Min, Ph D. in Educational Administration & Policy Studies, Associate
Research Fellow, Center for Colleges Evaluation and Consulting, Higher
Education and Lifelong ILearning Research Division, Korean Educational
Development Institute (KEDI)

Type of initiative

The SNU BRS promotes equity by selecting students with potential and sincerity
in each region through high school GPAs and a faithful school life rather than
the top ranked CSAT (College Scholastic Ability Test) scores.

Introduction

The Ministry of Education is responsible for higher education in South Korea.
The Ministry of Education formulates the policies, oversees and administers
the institutions, and exercises control over the requirements of teaching staff
and academic requirements.

Institutional accreditation in the higher education sector is the responsibility
of the Korea Council for University Education (KCUE), while programmatic
accreditation is carried out by specialist authorities recognized by the ministry.
The Universities in South Korea should abide by the guidelines laid down by the
Korea Council for University Education-KCUE.

Seoul National University is a national public research university located in
the capital city of South Korea. Founded in 1946, Seoul National University
is the most prestigious university in South Korea. The university has four
campuses: the main campus in Gwanak District and three additional campuses
in Daehangno, Pyeongchang County, and Siheung City. The university
comprises sixteen colleges, one graduate school and nine professional schools.
The student body consists of nearly 17,000 undergraduate and 11,000 graduate
students. According to data compiled by the Korean Education Development
Institute, the university spends more on its students per capita than any other
universities in the country that enroll at least 10,000 students.
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Description of the Equity Initiative

Many Koreans believe that the university they graduate from has an impact on
an individual’s life, and the competition to get into a good university in Korea
is fierce and inequitable. In this regard, the admission process of universities is
very important.

Since 2005, Seoul National University has selected some students through
the balanced regional selection process. The balanced regional selection selects
students who have been recommended by the principal at each high school
across the country based on separate criteria. It is a model that tries to evenly
select students with potential and commitment in each region through high
school GPAs and a rich school life rather than just the top ranked CSAT (College
Scholastic Ability Test) scores. Seoul National University introduced this system
for the first time in Korea despite some internal and external objections. The
Seoul National University’s balanced regional selection is intended to contribute
directly to improving equity in Korean society.

Design of the Initiative

The academic achievement of students in rural areas was significantly lower
than that of students in urban areas, and the number of students entering Seoul
National University in rural areas decreased. SNU introduced the balanced
regional selection system in recognition of its responsibility as a national
university to promote national development by alleviating regional and socio-
economic educational environment imbalances and nurturing talented people in
each region into future leaders (Jung, 2012).

The core objectives of the BRS initiative are to increase the diversity of
campus members by selecting students from each region in a balanced way and
providing excellent higher education opportunities to local talent with potential.
SNU tries to select approximately 20% of the admission quota through BRS
every year. Table 1 shows the implementation timeframe of BRS since 2005.

Table 1 - Number of people selected for balanced regional selection each year

(2005 to 2022)
Academic year | Recruitment capacity Number of people selected (%)
2005 3,260 651 (20.0)
2006 3,260 677 (20.8)
2007 3,162 800 (25.3)
2008 3,162 817 (25.8)
2009 3,114 765 (24.6)
2010 3,114 747 (24.0)




jsalmi@tertiaryeducation.org 24 Aug 2023

42 Jamil Salmi

Academic year | Recruitment capacity Number of people selected (%)
2011 3,096 725 (24.0)
2012 3,096 667 (21.5)
2013 3,124 752 (24.1)
2014 3,169 779 (24.6)
2015 3,135 692 (22.1)
2016 3,135 681 (21.7)
2017 3,136 735 (23.4)
2018 3,181 757 (23.8)
2019 3,182 756 (23.8)
2020 3,179 756 (23.8)
2021 3,178 756 (23.8)
2022 3,171 652 (20.6)

Implementation of the BRS Initiative

BRS targets all high school 3rd grade students nationwide. The Seoul National
University Admissions Office mainly handles this work and designs and
implements BRSs. The national government and the Ministry of Education
also support the BRS system, and the region of Seoul National University
students’ origin is a major concern as a result of the state audit. No additional
funding is needed, as BRS is administered as a redesign of the regular selection
process.

Identification of linkages with national/regional/local policies

Seoul National University was the first to introduce BRS in Korea. Severe
imbalanced development between the central and local areas is a major problem
in Korean society. Uneven development continues a vicious cycle that hinders
the development of local industries and becomes a social cause that structurally
blocks opportunities for local people. Accordingly, the Korean government
introduced a balanced regional human resource selection system to address this
problem. The balanced regional talent selection system is a selection system that
grants a certain rewarding opportunity to local talent in the selection of public
officials to solve the problem that local talent, such as local school graduates,
are disadvantaged or discriminated against in various social selections. To this
end, Korea introduced the ‘Local Talent Recommendation and Recruitment
System’ in 2005 and the ‘Local Talent Recruitment Target System’ in 2007, and
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the ‘Local University and Regional Balanced Talent Development Act’ came
into effect on July 29, 2014.

Obstacles encountered and mitigation measures during implementation

There is a widespread criticism that students who do not have sufficient skills
to enter Seoul National University who are admitted through balanced regional
selection will prove to have lower academic ability and be unable to compete at
the university. This perception leads to resentment against the beneficiaries of
the positive discrimination policy. WHAT HAS BEEN DONE ABOUT IT?

Results of the innovative equity approach

BRS aims to select students from more diverse regions, so SNU collects data
on how diverse income students are in terms of which high school they studied
at. To monitor the effects of the BRS initiative, SNU collects and discloses data
on students’ areas of origin and type of high school. The data shown in Tables
2 and 3 reveal that the university’s efforts have been successful diversifying the
regions of origin of students.

Table 2 - Distribution of hometowns of successful applicants to Seoul National
University (2005 to 2022).

Academic year Seoul Metropolitan City City County
2004 38.1 26.6 32.7 2.6
2005 37.2 29.7 29.4 3.7
2006 36.1 27.4 32.3 42
2007 36.5 27.5 31.8 4.0
2008 37.6 25.5 32.2 4.6
2009 36.7 24.9 34.3 4.1
2010 34.7 25.8 34.8 4.8
2011 34.0 24.7 36.1 5.1
2012 37.4 239 33.1 5.6
2013 36.0 22.7 34.4 6.9
2014 38.4 21.2 34.4 6.0
2015 38.6 21.6 34.0 5.8
2016 38.0 20.8 36.2 5.0
2017 37.2 20.7 36.7 5.4
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Academic year Seoul Metropolitan City City County
2018 36.9 20.3 37.7 52
2019 36.7 21.5 37.0 4.8
2020 35.9 21.6 38.0 4.6
2021 35.3 23.1 37.2 4.4
2022 35.4 22.6 37.7 4.3

Source: Internal materials of Seoul National University Admissions Office.

Table 3 - Number of successful applicants to Seoul National University by high

school (2001 to 2022)
Academic Year | Number of High | Academic Year | Number of High
School School
2001 703 2012 906
2002 618 2013 912
2003 724 2014 831
2004 775 2015 853
2005 813 2016 838
2006 846 2017 858
2007 883 2018 885
2008 928 2019 884
2009 963 2020 910
2010 1,013 2021 942
2011 983 2022 891

Source: Internal materials of Seoul National University Admissions Office

Examining the distribution of successful applicants to Seoul National University
in Table 2, it can be observed that in 2004, the proportion of applicants from
county areas was extremely low at 2.6%, with Seoul accounting for 38.1%,
metropolitan cities accounting for 26.6%, and cities accounting for 32.7%.
Meanwhile, the number of high schools that produced successful applicants
to Seoul National University, as shown in Table 3, steadily increased from only
703 in 2001 and 618 in 2002 to the highest number of 1,013 in 2010. Although
it has decreased slightly since then, as of 2022, there are still 891 high schools
producing successful applicants, indicating an increase in the number of high
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schools producing successful applicants to Seoul National University compared
to before the implementation of the regional balanced selection.

Assessment of potential for replication and scaling up

Seoul National University will increase the number of students admitted
through the RBS system by approximately 130 individuals next year. Since the
implementation of the RBS at Seoul National University, other top universities
in Korea have introduced and implemented similar systems. This can be seen
as a recognition among Korean universities that the RBS system contributes
to enhancing educational equity and diversifying the student population within
universities. It has been shown that the RBS system is replicable in countries
where there are differences in educational opportunities across regions.

Concluding Comment

Seoul National University’s balanced regional selection program aims to
achieve a more balanced distribution of incoming students to increase the
share of young people coming from socially disadvantaged groups. It is special
in that it tried to contribute to the balanced development of the country by
selecting incoming students from each region in a more equal way to avoid
overconcentration of students from a specific region (Seoul metropolitan area).
In other words, the BRS system is meaningful in that it has successfully managed
‘to reduce imbalances in the regional and economic educational environment’
and ‘to provide fair educational opportunities to talented people with potential’.
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2.5 Equity-Focused Endowment Fund at the Technology
University of Malaysia

Authors: Doria Abdullah, School of Education, Faculty of Social Sciences
and Humanities, Universiti Teknologi Malaysia, and Norzaini Azman,
Faculty of Education, Universiti Kebangsaan Malaysia

Name and weblink of Higher Education Institution or NGO working in
higher education

Universiti Teknologi Malaysia (UTM). Website: https://www.utm.my/
Main Contacts and Sources of Information

Main contact for UTM Endowment Fund:

Assoc. Prof. Dr. Yusof Boon

Director, UTM Endowment Unit

Email: p-yusofb@utm.my

Type of initiative

UTM Endowment Fund: an access-driven fund that provides financial assistance
(full study fees and expenses) for students from underprivileged backgrounds to
pursue higher education.

Introduction

As of April 2022, the Malaysian higher education system was composed of
20 public universities, 54 private universities, 39 private university colleges,
10 international branch campuses, 331 private colleges, 36 polytechnics, and
104 community colleges. The system enrolled over 1.2 million students across
public universities (48 percent), the private higher education sector (43 percent),
and the technical and vocational education and training (TVET) sector (8.4
percent). Percentage enrollment for students in postsecondary education stood
at 42 percent. The system also hosted a total of 97,237 international students in
2021, constituting 74 percent of the total international students across primary,
secondary, and tertiary education segments. A total of 70,319 academic staff
served the system, with 40,051 (56.9 percent) female and 2,654 (3.7 percent)
international.

UTM started out as a technical school in 1904 before it became a public
university in 1971 and a public research university in 2010. As of December
2021, it hosted over 16,000 undergraduate and 9,300 postgraduate students
across seven faculties in three locations: Johor Bahru, Kuala Lumpur, and Pagoh.
It delivers academic programmes in mainly engineering, science and technology,
with a large concentration of its students in the Faculty of Engineering, It also
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runs a private wing called the UTM School of Professional and Continuing
Education (UTMSPACE), offering its academic programmes via part-time,
franchised, or executive education modes to working professionals since 1993.
To date, the university has provided higher education to over 190,000 students,
with over 8,600 of them international alumni from 98 countries.

Description of Equity Promotion Initiative

Under the Eleventh Malaysia Plan (2016-2020) and the Twelfth Malaysia Plan
(2021-2025), the B40 (bottom 40% household income group) — approximately
2.7 million households with a mean monthly household income of RM 3,166
(or approximately USD 730) per month — are given priority in terms of access
to and success in higher education. Accessibility to higher education and skills
training among students from B40 households is being enhanced through
special programmes, while institutions of higher learning and skills training
institutes are encouraged to provide more places for these students through
preferential entry qualification criteria, enrollment quotas, and scholarships.
Vatious programmes/projects ate cattried out by higher education institutions
to aid poor students.

The UTM Endowment Fund began in 2009 as the Merdeka Endowment
Fund, when the then Vice Chancellor endowed a total of RM 64,000 (or
equivalent to USD 18,800 at that time), which he received from the Merdeka
Awatds (https:/ /www.merdekaaward.my/) as scholarships to UTM students. By
2011, the university rebranded the fund to its current name. It also established
the necessaty organizational structures to ensure the long-term sustainability of
the fund, in particular:

* Providing scholarships and study aids to UTM students

* Developing endowed chairs, laboratories, and university facilities for aca-
demic and research activities

* Sponsoring high-impact academic, research, publication, and community-
based activities

Through the UTM Endowment Fund, individuals and organizations may
contribute donations all year round, either as a one-off affair, monthly
contributions (e.g, salary deductions), or committed pledges to specific
academic or research activities. Contributions that come from the industry are
eligible for double tax deduction under Subsection 44(6) of the Income Tax Act
1967. Receivable funds would then be invested through fixed deposit schemes
approved by the Board of Trustees of the fund.

A large proportion of funds from the UTM Endowment Fund is allocated
to scholarships. Selected students will receive RM 12,000 per semester to
pursue their studies in the university and are required to maintain a grade point
average (GPA) of 3.5 per semester. Philanthropic contributions that are tagged
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specifically for scholarships will be named after the contributors, such as the
Azman Hashim Endowment Fund for undergraduate and postgraduate studies
or the Al-Bukhary Endowment Fund for undergraduate studies. To date, over
RM 25.5 million in funds have been disbursed in the form of scholarships,
benefiting more than 720 students since its inception in 2011.

At the start of each academic term, students (both undergraduate and
postgraduate) who have gained admission to UTM are invited to submit
applications for scholarships offered under the UTM Endowment Fund.
Shortlisted students go through a series of interviews before the final list
of students is selected based on two main considerations: excellence in
academic and cocurricular activities, as well as household income. Students
attend meetings (both in groups and on a one-to-one basis) and are required
to maintain a minimum grade point average (GPA) every semester. There are
no distinctions in terms of academic attainment between students obtaining
scholarships under the UTM Endowment Fund and students who are funded
through other financial means; both groups are subjected to the same academic
rigor and standards mandated in the UTM Academic Regulation.

The UTM Endowment Fund also accepts endowment from organizations
for professorial chairs specific to research. To date, two professorial chairs have
been set up for this purpose: the Iskandar Malaysia @ UTM professorial chair
contributed by the Iskandar Malaysia Development Authority IRDA), as well
as the Syed Naquib Al-Attas professorial chair contributed by QSR Brands (M)
Holdings Sdn. Bhd.

The Board of Trustees also enables the UTM Endowment Unit to be the
main implementation body for all activities related to the fund, which includes
fund disbursement, promotion, and advocacy, as well as fundraising both within
and outside the university. To date, the unit has initiated a business venture
with academics from the School of Education, Faculty of Social Sciences and
Humanities to offer therapy and training services to children with autism in
Johor Bahru, as well as publication agreements with academics, where full
proceeds of books published are channelled into the UTM Endowment Fund.
It also experimented with in-campus café service, merchandise distribution,
and consultancy services on endowment, particularly to public organizations
that are keen to explore philanthropic contribution as an alternative source of
funding.

Identification of linkages with national/regional/local policies

UTM became among the first public universities in the country to develop
interest and subsequently mechanisms in initiating, identifying, and sustaining
endowment income for its academic and research activities.

In 2016, the Ministry of Higher Education (MOHE) Malaysia launched the
University Transformation Programme (UniTP) Purple Book on Enhancing
University Income Generation, Endowment and Waqf. This guidebook enables
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public universities to explore philanthropic contribution as a sustainable source
of funding for their institutions. The chapter on university endowment (pages
44-50) outlines steps that can be taken by university leaders and their boards of
governors to develop institutional capacity in endowment development.

Obstacles encountered and mitigation measures during implementation

At its inception, the idea of the UTM Endowment Fund received a lukewarm
response from the university community. Scholars and practitioners in the
US higher education system are familiar with the concept of philanthropic
contribution and have greatly benefited from the culture of giving from
individuals and organizations. Individuals and organizations in Malaysia have
yet to fully embrace the idea of making individual/otganizational contributions
to a system that is heavily funded by the state. As a result, much effort at the
eatly stages of UTM Endowment Fund establishment (2011-2015) was spent
on introducing the concept to communities within and outside the university, as
well as garnering sufficient buy-in from key stakeholders. Among the initiatives
organized to increase awareness on endowment within the university include
roadshows, forums, and promotional sign-up events at faculties and offices.

Two externalities drove the UTM Endowment Fund into full implementation
between 2015 and 2018. One, public universities in Malaysia received reduced
public funding from the state in this period, with as much as a 10% reduction
in annual operating and development funds receivable. The reduction in public
funding necessitated university leaders to revisit their institutional expenditure
and identify new sources of revenue to support university operations. The
university’s positive experience in managing the UTM Endowment Fund also
became a case practice for other universities to emulate. With a starting capital
of RM 2.1 million in 2010, the UTM Endowment Fund grew to over RM 52
million in 2016, providing strong grounds that endowment is a viable source of
income for Malaysian higher education.

The second externality relates to the socioeconomic demography of its
students. Between Q4 2015 and Q1 2016, various media platforms highlighted
cases of public university students who were unable to manage their daily meals
and sundries. Within the UTM context, it was found that up to 70 percent of
undergraduate students came from B40 income groups. These students not
only require funds to support their academic endeavors but also need additional
funds to manage their livelihoods throughout their studies. As a result, the
university used the UTM Endowment Fund as an anchor brand to develop
supporting funds that branched out beyond the conventional scholarship
offerings, such as funds for sports development and critical illness, as well as
funds to sustain internships and attachments, among others.

Fundraising and diversification are primary activities for the UTM Endowment
Unit in sustaining the fund in the long run. The UTM Royal Gala Dinner is a
biennial event hosted by the unit with the primary objective of raising funds
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for university endowment. The event will be graced by the queen consort of
Johor, who is also the university’s chancellor. The 2019 edition of the UTM
Royal Gala Dinner generated a total of RM 1.4 million in pledges from donors
and sponsors. It was also in this event that the university launched a special car
plate series with the “UTM” prefix for sale, which became a seasonal source of
income generation for the fund to this date.

Results of the innovative equity approach

The university is obligated to report progress made under the UTM Endowment
Fund to the UTM Board of Directors. It is also required to report the progress
made in its annual report. The UTM Endowment Unit also publishes reports
and periodicals on its website.

Based on information from the UTM Annual Report, the total contributions
from 2010-2020 are as follows:

Year 2010 2011 2012 [2013 R014 R015 2016 [2017 [2018 2019 (2020

RM 21 |67 [27.8 [342 | 415|438 |52.8 [ 67.8 |86.3 |97.2 |113.6
million

*Cumulative value

Based on information reported in the UTM Endowment Unit bulletin
(January 2022), a total of 716 students have benefited from the fund since
its inception. The breakdown of students receiving the UTM Endowment
Fund since 2011 is as follows: Merdeka Endowment (621 recipients), Azman
Hashim Endowment (56 recipients), Al-Bukhary Endowment (21 recipients),
UTM Alumni Endowment (14 recipients), Daing Abdul Rahman Daing
Mohamad Endowment (2 recipients), and Hitam Abdullah Endowment (2
recipients).

Of particular interest within the context of this section is the university’s
ability to leverage the fund as a contingency during the global COVID-19
pandemic. When Malaysia was hit with waves of lockdowns throughout 2020
and 2021, a significant number of teaching and learning activities had to be
pivoted online. As a result, some students did not have access to broadband
subscriptions or appropriate digital devices to attend lectures and learning
activities online. Funds from the UTM Endowment Fund were used to support
students in need of procurement of needful broadband subscriptions and
laptops for their studies. The funds were also used to support students who
remained on campus throughout the lockdown period in terms of procuring
their daily meals and sundries until they were sent home through a nationwide
repatriation exercise by the MOHE and supporting agencies. Additionally, funds
from the UTM Endowment Fund were also used to procure facial masks, hand
sanitizers, and other medical devices for the UTM Security Division, which
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were tasked with managing routine inspections at the university’s COVID-19
isolation center.

The institution, however, does not use any forms of assessment for their
initiative, either on how the initiative is impacting students’ success and their
academic achievement or to provide recommendations for further improvement.
Data on student attainment (by semester and graduation rate) were captured but
not made available in the public domain, and multiple requests for such data
were not entertained. As it stands, the UTM Endowment Fund is branded as
a fund to support the academic endeavor of students, with particular attention
given to underprivileged groups in need of aid, such as the B40 population.

Assessment of potential for replication and scaling up

At the institutional level, the UTM Endowment Fund has been part of a larger
institutional strategy since 2011. Despite the significant commitment granted
from university leadership, contributions from individual faculties to the
UTM Endowment Fund remained dismal. In 2019, individual faculties only
contributed 7 percent to the total funds received by the UTM Endowment Fund.
While the culture of giving is widespread and well acknowledged throughout
the institution, there has not been enough traction for individual players at the
faculty level to be active contributors to the UTM Endowment Fund.

There is great potential for the UTM Endowment Fund model to be
replicated in different contexts beyond Malaysia. Even though higher education
is a public good, the state may not have sufficient capacity to fund the
increasing operating costs of public higher education institutions. Non-State
actors, particularly industry players and concerned individuals, can and should
provide monetary support to fund higher education, provided appropriate
incentives such as tax breaks are provided by the State.

Higher education institutions that are keen to initiate initiatives such as the
UTM Endowment Fund should take note of the following critical aspects:

* Leadership — Are institutional leaders committed to stewarding the devel-
opment of the endowment fund?

* Culture — Is the culture of giving prevalent in the local community?

* Purpose and outcome — What are the endowments used for? How can
the effectiveness of the intervention in addressing inequities among the
student population/equity gaps be measured?

* Governance — What are the organizational structures in place to maintain
accountability of the endowment to institutional stakeholders?

* Capacity — What is/ate the talent pipeline in place to manage the strategy
and operational aspects of an endowment fund?

* Patronage and networking — What are the networks that the institution
should leverage to build the diversity and volume of the endowment fund
for the future?
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Concluding Comments

This case study presents the UTM Endowment Fund, an access-driven fund
that provides financial assistance (full study fees and expenses) for students
from underprivileged backgrounds to pursue higher education. Launched since
2011, individual and organizational contributions to the UTM Endowment
Fund enabled more than 700 students to access higher education and funded a
series of academic and research projects for the university. The UTM experience
demonstrated that philanthropic contributions, particulatly from the public, can
be harnessed as a source of funding to support higher education in its academic
and research activities and to hold students accountable for reducing equity

gaps.
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2.6 First-in-the-Family Fund at the University of Hong Kong

Author: Gerry Postiglione

Name and weblink of Higher Education Institution
The University of Hong Kong www.hku.hk

Main Contacts and Sources of Information

Gerard Postiglione, May Lau, and Janice Chan (Office of Alumni Affairs and
Development) The University of Hong Kong,

Type of initiative

The First-in-the-Family Education Fund (FIFE Fund) supports first-
generation university undergraduates in pursuing outside classroom learning,

Introduction

As a Special Administration of Region under the PRC’s one country-two system
framework, Hong Kong’s universities continue to operate under the autonomy
law established by the British before the resumption of sovereignty in 1997. The
Hong Kong Basic Law (Article 37) states, “Educational institutions of all kinds may
retain their antonomy and enjoy academic freedom. They may continue to recruit staff and
use teaching materials from ontside the Hong Kong Special Administrative Region. Schools
run by religions organizations may continue to provide religions education, including courses
in religion.” Institutional autonomy covers the selection of staff, the selection of
students, the control of curricula and academic standards, the acceptance of
research programmes, and the allocation of money within the university. Direct
legal protection of academic freedom and institutional autonomy is mainly
through the Basic Law (BL). However, BL does not provide a detailed definition
of the meaning of academic freedom.

Twenty-five years after the retrocession of sovereignty in 1997, Hong Kong
managed to have more world-class universities than any other city in the world (5
in the top 200 of the Times Higher Education Rankings), with the University of
Hong Kong as the world’s most international university. On the national level,
Hong Kong’s universities will be positioned within two new initiatives. First,
the One Belt and One Road initiative will deepen educational and academic
cooperation with other countries, especially those in South and Southeast Asia.
Second, the Guangzhou, Hong Kong, Macao, Bay Area initiative will give a role
to universities in making the region competitive with the high-tech centers in
San Francisco, Tokyo and New York. Locally, Hong Kong is a global center of
finance and banking with a common law legal system. As a center of trade and
commerce guided by a minimal government economic philosophy, it tolerates
vast inequalities in wealth and income with a Gini coefficient of 0.533, lower
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than that of New York City (0.542), Washington DC (0.540), and Los Angeles
(0.538) but higher than that of San Francisco (0.514) and Shenzhen (0.49).

The University of Hong Kong (HKU) anchors globalization by capitalizing
on its century of heritage with the Western academic model, its strategic
positioning as the leading international university of China, and its ability to
attract top students and scholars from all over the world. This model is best
viewed as a product of a long-term process that has required the university to
recognize opportunities and take calculated risks in planning and implementation
at different phases of its development. In the longer term, its future will depend
on how it positions itself during its second hundred years within a region of the
world that will be the major driver of the global economy by 2050.

HKU is a comprehensive university with Faculties of Arts, Business,
Dentistry, Education, Engineering, Law, Medicine, Science, Social Sciences,
Graduate School, and Professional/Continuing Education. In the academic
year of 2020-2011, The University had a student population of over 31,800,
including 17,500 undergraduates and 14,300 postgraduates. Coupled with an
active alumni network and generous endowments for program research and
development, the university is a dynamic institution. Regarding income, 31.4%
of the students come from households below HK$20,000 per month and 52.5%
below HK$30,000 per month. Regarding parents, 51.3% of the respondents’
fathers and 55.7% of their mothers had attained secondary education/
matriculation, 23.0% of the respondents’ fathers and 19.5% of their mothers
had attained postsecondary or university education, and 3.6% of the fathers and
3.3% of the mothers had not received any formal education.

The majority of new students were locally born (74.7%) and had been living
in Hong Kong since birth (70.9%). Most of them are ethnic Chinese (96.5%)
and speak Chinese (96.5%) at home. The rest of the students are nonlocal
students, including those from the Chinese mainland and overseas. Regarding
property, 61.2% of the students lived in public housing (including Housing
Authority or Housing Society Rental and Sale Flats, as well as Home Ownership
Scheme (HOS)). Most of the students wete from households of 3 to 5 members
(83.1%), and only 54.8% of the students had their own rooms at home. Most,
85.5%, rely on family support regarding their financial sources for study and
daily expenses. The three other major sources of financial support are summer
or part-time jobs (69.8%), personal savings (57.2%) and financial aid (45.7%).
Only a minority of respondents would rely on other sources of support (i.e.,
Comprehensive Social Security Assistance) to cover their living expenses.

Description of equity promotion initiative

Rationale

Higher education today places an increasing emphasis on experiential learning
activities, such as field trips, internships, study tours, overseas service learning
and exchange programmes. However, these cost money. Despite financial
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assistance provided by the Hong Kong government to cover tuition and basic
expenses of tertiary education through the Tertiary Student Finance Scheme
(TSES) of the Student Finance Office, Working Family and Student Financial
Assistance Agency, it does not help cover the aforementioned learning activities
and thus places students with limited financial resources at a disadvantage.
HKU believes that no student should be deprived of a good education due
to financial constraints. It tries to address the issue and shows its commitment
to the promotion of equal learning opportunities among students despite
their family backgrounds by providing financial support to those who are the
first generation in their families to attend university to take part in different
extracurricular activities.

Core objectives of the initiative

The objective of the FIFE Fund is to provide financial assistance for students
who are the first generation in their families to attend university and have
financial constraints to participate in experiential learning activities. The FIFE
Fund differs from other giving programs at HKU in its core concepts of social
mobility and serial reciprocity. The Fund allows students to engage in social
activities both on campus (outside of classrooms) and off campus. Reciprocity
is built into the relationship between student and donor. It goes beyond financial
assistance and seeks to break the cycle of intergenerational poverty. The FIFE
Fund also promotes the act of “paying forward” (52 B 8. Hr S ().
Fund recipients are expected to serve the community, create opportunities for
others and share with other students what they have learned, thus raising their
social conscience during the early days at HKU. Upon graduation, they are
supposed to further engage in the advancement of society.

The FIFE Fund supports students to participate in the following university-
administered/supported outside classroom learning activities:

* Exchange

* Overseas programs

* Overseas internships

* Volunteering activities (including service trips)

* Language (a maximum of $5,000 from FIFE Award)

* Halls/colleges (a maximum of $4,500 *from Sept 2019, 2019-20 from
FIFE Award)

* Sports/music/atts/other skills (a maximum of $3,000 from FIFE Award)

* Professional certificates/courses (a maximum of $3,000 from FIFE
Award)

How was the initiative designed (actors and process)?

The initiative was executive led. It was proposed and launched by the President/
Vice-Chancellor, who himself was a first in the family student who grew up in
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Hong Kong, received his doctorate, and became a distinguished professor of
medicine in Canada. His stature helped to bring in donations to support the
launching of The First-in-the-Family Education (FIFE) Fund in April 2008 to
meet its aim.

Implementation modalities of equity promotion initiatives

A Steering Committee was set up in June 2008 to monitor the FIFE Fund.
Comprising academic and donor representatives, it works on a voluntary basis
to oversee the administration, set the policy direction and select applicants of
the FIFE Fund. The FIFE Scheme won the Overall Grand Gold medal and
a Gold medal in the Fundraising Programmes Category of the Council for
Advancement and Support of Education (CASE) Awards 2009.

Membership of the Steering Committee is based on a term for 3 years for
each member. The Chairperson is appointed by the President/Vice-Chancellor.
Other members include the Dean of Student Affairs or his/her representative;
the Ditrector of Development & Alumni Affairs Office (DAAO) or his/her
representative; Director of Counseling and Person Enrichment, Centre of
Development and Resources for Students (CEDARS) ot his/het representative:
The Secretary appointed by the Centre of Development and Resources for
Students (CEDARS).

Egquity Amount

An amount of HK$15,000 is provided to each successful applicant for
participating in one of more of the eight learning activities (listed above) over
the entire course of study. Applicants with special needs and valid justifications
may be granted an extra amount of HK$20,000 maximum (i.e., HK$35,000
in total). The application is made prior to the commencement of the activity.
The Fund may be held concutrently with other scholarships, grants and/ot
loans administered by the University provided that the total value received by
any student does not exceed the maximum amount of financial assistance/
scholarship that a student can receive in a year as stipulated by the University.
The value of award has been adjusted to HK$15,000 since the 2015-16 academic
year.

Students who meet the following criteria are eligible to apply:

* Local full-time and full-degree undergraduate students who were admit-
ted to the university in or after September 2008. This refers to students
who are upon their first entry to study at HKU (regardless of their years
of study) in or after September 2008 and students who resume their stud-
ies at HKU as first-year students after deferment.

* Being the first-generation university students in their families (i.e., their
grandparents and parents do not have any university education);



jsalmi@tertiaryeducation.org 24 Aug 2023

Transforming Lives at the Institutional Level 57

* Having a monthly household income of HK$19,751 (US$2,532) or less.
The monthly family income of HK$19,751 is a reference calculated for a
4-person family. The total monthly household income includes (a) 100%
of the gross monthly income of parent(s) or spouse (for a married ap-
plicant) who provide(s) financial support to the applicant, plus (b) 30%
of the income of unmarried sibling(s) residing with the family. There is
also a limit on total family assets.

How was the initiative financed?

The financing comes from a variety of sources:

* There is a fund for donors in which they can choose where to direct their
donation, one choice being the FIFE.

* Each student’s FIFE fund can be named after the donor. If the donor
wishes, his/her name can be attached to the FIFE, and the donor would
be invited to meet with the FIFE student, if they choose.

* There are periodic campaigns to raise funds for FIFE;

* For example, to celebrate the 25th anniversary of its graduation, the
HKU Class of 1983 made a collective effort to raise funds for the “First-
in-the-Family Education Fund”. Many members of the Class were the
first generation in their families admitted to the university, and therefore,
they recognized the value of the Fund.

* A walkathon was held in September 2008, which was followed by a dinner
in October.

Identification of linkages with national/regional/local policies

This initiative came from the university itself. There is no link to local, regional,
or national policies. The incentive to establish the fund came from an original
idea from the higher education institution itself, specifically by a former Vice
Chancellot/President of the University.

Obstacles encountered and mitigation measures during implementation

* A major difficulty that arises in administering the fund if allocation.
Family income and assets are not always easy to track. Documentation is
needed, and it can be very labor intensive to check the veracity of docu-
mentation. There are a number of times when the Steering Committee
or its subcommittee needs to meet to examine particular applications for
the FIFE.

* Problems in implementation arise when a student may be from a divorced
family or one in the process of divorce. That makes income and asset
data difficult to interpret.
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* Another difficulty concerns the limitation of the number of applications
that can be funded in any year. When that occurs, there may be several
applications pending, and only some can be approved. The steering com-
mittee of the subcommittee must make the final decision.

* Implementation also requires careful record keeping because FIFE stu-
dents are required to produce invoices and receipts when they use the
fund.

* CEDERS staff are expected to perform detailed follow-up with each stu-
dent to examine their financial needs and the difficulties they encounter
and propose means to overcome unexpected problems that arise.

* The pandemic made implementation difficult because some of the im-
plementation for use of the fund was impossible. Student exchanges,
overseas programs, and overseas internships were impossible. Student
Halls were vacated due to COVID-19, making that option unworkable.
COVID-related restrictions also foreclosed sports activities as an option.
During the pandemic, many FIFE students used their funds for online
professional courses, including language courses. In one case, an FIFE
student had the dream to have violin lessons, something that children
from wealthy families take for granted. This was approved.

* The FIFE program required many cases by case studies, consultations,
and decisions about the usage of grants during the pandemic.

Results of the innovative equity approach

HKU cleatly defined how the results of the initiative would be monitored and
assessed. When the initiative was designed and launched, a website was set up with
all the information about the aim, application process, criteria, steering committee
members, donor back, fundraising examples, and FIFE student feedback.

As the FIFE reached its 15th year, there were 250 to 300 successful applicants,
and the success rate of applications has risen to approximately 75%. Evidence
is being gathered about how FIFE contributes to individual cases.

One lesson of FIFE has been that at a certain historical period in Hong
Kong’s history after the onset of mass higher education, there is a growing
number of people in the community who were first in their family to attend
university, and they see it as their public duty to support those who of the next
generation who are also first in the family to attend university.

Another lesson learned is that every government should ensure that no
student is unable to attend university due to financial challenges, but even
government loans for poor students cannot cover the cost of what they need to
obtain access to the advantages of affluent students.

Assessment of potential for replication and scaling up

The FIFE is fully embedded in the institution. It is well known by teachers
and administrators. The initiative has been and continues to be scaled up. The
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advantages of affluent students at university continue to grow, while low-income
students are barely able to cover the cost of their education. FIFE gives them
opportunities formerly only open to affluent students who can afford it — to
cover the fee for a university dormitory on campus rather than live in a cramped
two room apartment with their family in a noisy part of the city, to experience
an overseas semester that can change their life, or an overseas internship that
can change their career path.

Given the high degree of university autonomy in Hong Kong from both the
local and national governments, there are no constraining factors that limit the
initiative. The FIFE has not been replicated locally but has great potential for
replication in other countries where there is an opportunity gap in opportunities
to learn outside of the classtoom between affluent and low-income students.

Concluding Comments

The initiative is made more special by the relationship between the institution
and the state and by the timing of its implementation. Any society moving
toward mass higher education at a time when the inequalities in income and
wealth are expanding and creating an uneven playing field on campus with non-
classroom activities can institute the FIFE initiative as a leveler.
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Chapter 3.
Eastern Europe and Central Asia Case
Studies

3.1 Overview
Author: Kata Orosz

The following case studies describe four equity promotion initiatives in three
countries in Eastern Europe and Central Asia: Hungary, Kazakhstan, and
Romania. The initiatives were designed to address different access and equity
issues and challenges facing higher education students in each country. In
Romania, the initiative at Babes-Bolyai University is focused on making the
university accessible and supporting the inclusion of students with disabilities.
In Kazakhstan, the initiative at Satbayev University is focused on addressing
differences in incoming students’ academic preparedness, with a view to
promoting academic persistence and degree completion. In Hungary, the
programs run by the Romaversitas Foundation are focused on addressing the
personal cost of social mobility for Roma students, facilitating the formation
of a Roma intellectual community, and increasing the number of Roma higher
education graduates. The initiative at the Budapest Business School, also located
in Hungary, is focused on easing the psychological burden of transitioning
between educational levels for first-year students, also with a view to promoting
academic persistence and degree completion.

Despite the different focus areas of each initiative, there are several similarities
that can be identified across all of them. One of the main similarities is that each
of the initiatives targeted specific groups of students. The Satbayev University
initiative in Kazakhstan and the Budapest Business School initiative in Hungary
are aimed at first-year students, the Babes-Bolyai University initiative in Romania
is aimed at students with disabilities, and the Romaversitas programs in Hungary
are aimed at Roma secondary school and university students. Each initiative was
designed to address specific issues facing specific groups of students rather
than being a general approach to improving higher education for all students.

Another similarity is that each initiative was designed to promote the
academic success and degree completion of university students. The Satbayev
University initiative is aimed at decreasing the academic failure rate in the
first year and promoting the academic success of students throughout their
degree program. The Babes-Bolyai University initiative, in addition to making
the university more accessible and inclusive for students with disabilities, also
focuses on the provision of academic guidance and support for this student
group. The Romaversitas programs are aimed at facilitating the formation of
a Roma intellectual community and increasing the employability of Roma in
Hungary; increasing the number of Roma higher education graduates is seen
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as an important foundation for achieving these goals. The Budapest Business
School initiative is focused on helping first-year students’ academic and social
integration — all with the goal of ensuring that students persist in their academic
studies.

There are several distinctions between the higher education access and
equity initiatives discussed in the case studies, however. First, the initiatives
were implemented in different ways. The Satbayev University initiative is a top-
down initiative that was introduced by new leadership that arrived from a small,
private, UK-style university upon direction from the country’s leadership. On
the other hand, the Babes-Bolyai University initiative is part of a comprehensive
institutional strategy that builds on bottom-up initiatives, and the initiative
analyzed here (the Office for Students with Disabilities) is embedded in the
host university to a considerable degree. The Romaversitas Foundation is also
a bottom-up initiative that has been led by Roma people for over 25 years.
The Budapest Business School initiative also started as a bottom-up program,
which was embraced by university leadership. The initiatives were implemented
in different ways and may have different levels of success depending on the
implementation approach.

Another difference is that the initiatives have differentlevels of sustainability.
The future of the Satbayev University initiative is uncertain due to the arrival
of new leadership. On the other hand, the Babes-Bolyai University initiative
is embedded in the host institution with a steady source of funding from the
university itself. This internal funding has been supplemented with external
grants since the initiative’s inception. The initiative at the Budapest Business
School is also internally funded and enjoys the support of the faculty as
well as that of institutional leadership. The Romaversitas Foundation relies
on external donation revenues, and thus, financial unpredictability remains a
concern.

The similarities as well as the differences in program design and
implementation are influenced by the social, economic, and political context
of the region and of each country. In Kazakhstan, the expansion of higher
education after the postsocialist transition raised concerns about massification
and quality in higher education and led to a policy focus on addressing
differences in incoming students’ academic preparedness. The student success
initiative at Satbayev University was designed to address such concerns about
higher education quality.

In Romania, the low participation rate of disadvantaged groups in higher
education and the country’s commitment to aligning its higher education system
with the Bologna process have led to a focus on making the university accessible
and supportive of the inclusion and success of students with disabilities.
In Hungary, as in many other countries of the region, higher education
participation is substantially influenced by socio-economic background. Due to
the educational disadvantages accumulated eatlier in the educational pipeline,
Roma students have extremely low participation rates in higher education, which
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explains the focus of the Romaversitas programs on promoting the educational
access and success of Roma secondary school and university students.

In conclusion, the four initiatives discussed here all share the legacy of
higher education massification in the aftermath of post-socialist transitions in
the region. On the one hand, this legacy of massification in some instances
led to concerns about higher education “quality” and was met with initiatives
designed to promote academic success and degree completion. On the other
hand, massification also led to disadvantaged student groups finding their way
to higher education in increasing numbers (though still at very low rates) and
universities in the region finding themselves ill-equipped to address their unique
needs. Some of the initiatives discussed here exemplify institutional responses
to the changing needs of their increasingly diverse student bodies.
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3.2 Supporting Roma Students in Hungary: The Case of
Romaversitas

Authors: Déra Weber, Angéla Koczé, Kata Orosz
Name and weblink of the organization
Romaversitas Foundation
https://romaversitas.hu/en/

Main contacts and sources of information

Boglarka Fedorko, current CEO; Angéla Kéczé, one of the founders and
founding Executive Director of Romaversitas; Gabor Dardczi, former
director of Romaversitas; Erzsébet Bader (Roma Education Fund Scholarship
coordinator); Evaluation Study by Gabor Héra (2014)

Type of initiative

A Roma-founded, Roma-led ‘seed” programme and community with the aim
of establishing a strong Roma intellectual middle class by providing academic
services and support for Roma high school and university students to become
educated professionals who can assert the interests of Roma communities and
can create narratives for Roma people.

Introduction

Despite being the most numerous ethnic minority group not only in the Central-
Eastern European region but also on the European continent with a dispersed
population of approximately 10-12 million, Roma people have experienced
social, economic, and political marginalization for generations. In the case of
Hungary, there is a rapidly growing Roma population that is highly concentrated
in the most deprived settlements of the country. According to estimates,
approximately 9-10% of the overall population is Roma, and as of today,
approximately one million people ate Roma.' The marginalization of the Roma
population has deep historical roots that were reflected in their employment and

1 There are only estimates of the number of the Roma population due to various reasons,
including the subjective nature of the existing definitions and the different methodological
approaches that are employed to measure the number of the Roma population. For instance,
census data relies on self-identification and the number of people who self-identify as Roma
varies according to the perceived level of discrimination, stigmatization, or the presence of
racist discourses in the social-political environment at the time of data collection. As a result,
data based on self-identification is usually only 30-40% of the actual Roma population as
measured through the perception of others. Pénzes, J. & Tatrai, P. & Pasztor, 1. Z. (2018).
A roma népesség teriileti megoszlasanak valtozasa Magyarorszagon az elmilt évtizedekben
[Changes in the Spatial Distribution of the Roma Population in Hungary During the Last
Decades]. Teriileti Statisztika, 58(1): 3-26.
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educational opportunities — an educational gap emerged between the Roma and
non-Roma populations at the time of the introduction of compulsory education
in the late 18" — cartly 19" century. Relative achievements in closing this gap
were achieved during the postWorld War II period, but only in the lower levels
of education and in vocational education, which meant that Roma people were
mostly employed at the bottom of the industrial hierarchy. The educational
gains that manifested in the high employability of Roma people in the socialist
period vanished when the planned economy of the 1980s showed signs of
crisis. With the country’s transition to a market economy, heavy industry was
dismantled, leaving a large share of the Roma population unemployed. By the
eatly 1990s, the relative value of elementary and vocational education decreased
compared to higher secondary and tertiary level qualifications, and people
with low qualifications could not reenter the labor market, which hit the Roma
population the hardest.? The pressure of cumulated social inequalities and the
high territorial concentration of Roma people in deprived areas, coupled with
a highly selective education system and a fragmented school network, led to
segregated school environments where Roma children are more likely to receive
lower quality education, face lower expectations, show worse performance and
are significantly more likely to become eartly school leavers compared to their
peers.’

At the tertiary education level, the systemic discrimination and segregation
that Roma people face within the education system translate into such low levels
of participation that only approximately 1% of the Roma population becomes
higher education graduates.*

In Hungary, the process of segregated and selective schooling was enabled
by a combination of factors that can be traced back to the period of democratic
transition in the country. A set of educational legislative measures during 1989-
1993 introduced market elements to the education system that mirrored the
demands of the social elite. These came with the cost of increasing inequality
and segregation within the education system.’

Free parental school choice and the relative freedom of schools to select
students were some of the new measures that facilitated the process of
selection and segregation. The introduction of various secondary school types
offered further routes for enhanced selection. During the 2010s, the selection
and segregation were enhanced by outsourcing the maintenance of schools to

2 Kertesi, G. (2005). Cigany foglalkoztatas és munkanélkiliség a rendszervaltas el6tt és utan
[Roma employment and unemployment before and after the transition| in: Kertesi, G: A
tarsadalom peremén. Budapest: Osiris

3 Radé, P (2020). Social selection in education: The wider context of the segregation of Roma pupils in
Hungary. Center for Policy Studies. Working paper series. 2020/4

4 Motley, L., Mirga, A., & Redzepi, N. (2020). The Roma in Enropean bigher education: Recasting
identities, reimagining fiutures. London: Bloomsbury Academic

5 Lannert,]., Martonfi, Gy. & Vagé, 1. (2006). The Impact of Structural Upheavals on Educational
Organisation, Attainment and Choice: the experience of post-Communist Hungary. European
Journal of Education, Vol. 41, No. 1
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churches and by establishing an increasing number of denominational schools
that could rely on selective enrollment practices. School populations that reflect
patents” educational and socioeconomic backgrounds® are homogenized to the
extent that Hungary ranks last among the OECD countries in terms of social
mobility.”

Vast inequalities are found in the educational qualification between the Roma
and the non-Roma population. According to employment statistics from 2014-
2017, while eatly school leaving increased from 57% to 65% among the Roma
youth (18-24 years old) within this period, meaning their highest qualification
was 8 years of primary education, early school leaving only concerned
approximately 10% of the non-Roma youth population.® Those Roma students
who continue their studies to the secondary level are more likely to enter
vocational schools, while non-Roma youth are more likely to enter high schools,
which is the main trajectory for applying to university. Due to the high drop-out
rates among Roma students, approximately 25% of Roma youth acquire only a
vocational qualification, approximately 15% finish secondary school where both
a vocational qualification and high school leaving qualification can be obtained,
and only approximately 5% of Roma students graduate from high schools with
a high school leaving qualification.’

As a result of the post-2011 higher education reforms in Hungary, gaining
a “state-funded place” at universities became increasingly difficult, and paying
tuition at the “self-funded” places was not possible for many Roma families. Even
when scholarships are available for Roma students, they might be discouraged
from applying or starting their studies without the support of a dedicated
organization that assists them in the process. In 2018, approximately 30% of
the non-Roma 25-54-year-old population in Hungary had a higher education
qualification, while the rate of Roma graduates remained approximately 1% of
the Roma population.'

6 Rado, P. (2020). Social selection in education: The wider context of the segregation of Roma pupils in
Hungary. Center for Policy Studies. Working paper series. 2020/4
OECD. (2018). A Broken Social Elevator? How to Promote Social Mobility. OECD.

8  KSH [Central Statistical Agency of Hungary| (2018). Munkaeripiaci helyzetkép. [Snapshot of the
Hungarian Labormarket.]

9  Based on an educational cycle analysis of Roma students born in 1991, by the time they
reached 20-21, the following could be seen about their educational trajectory: 93% finished
primary school, 88,6% continued to secondary school where drop-out rates are very significant
as only 24,7% of the Roma students acquired vocational qualification and 21,6% obtained high
school leaving diploma that is a pre-requisite of university entry. The rate of Roma students
who started their tertiary education was 4,2% within this age cohort. (Hajdu, T. & Kertesi, G.
& Kézdi, G. (2014). Roma fiatalok a kzépiskolaban. Beszamold a Térki Eletpalya-felvételének
2006 és 2012 kozotti hullimaibdl) New employment figures (KSH (2018). Munkaerépiaci
helyzetkép) show that the percentage of Roma students who gain secondary qualifications is
decreasing

10 Lukécs J., A. (2018). Roma egyetemistik beilleszkedési mintizatai kapesolathilizati megkizelitésben.
[Patterns of social integration of Roma university students, from a social network perspective.] PhD
Dissertation, Semmelweis University.
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Romaversitas has been built on the premise that the Roma emancipation
movement must be based on and driven by a community of highly educated
Roma individuals who can formulate their own narratives and can assert the
interest of their own community. Therefore, increasing the number of Roma
graduates and closing the education gap between Roma and non-Roma
Hungarians is at the core of the mission of the Romaversitas program.

Description of the program

Being one of the few and often the first person in a family or even in a
community to enter higher education can be a lonely experience, especially
when coming from a racialized minority group that is often being stigmatized
or discriminated against. While upward social mobility is mostly portrayed as
an unambiguously positive process, it can put a high emotional toll on young
people, in Hungary and elsewhere.

Responding to the challenge of the high personal cost of social mobility
for the Roma in Hungary, the Romaversitas initiative was conceptualized by a
collective of Roma graduates and intellectuals during the second half of the
1990s. The founders, who were also part of the political reform movement
in Hungary at the time, wished to create a formal structure and space where
they could connect, support each other and coconstruct and nurtute their own
intellectual, cultural, and social capital. In 1996, a summer university organized
by the Roma Civil Rights Foundation together with the Gandhi High School
and College (the first ethnic Roma secondary school in Europe established
in 1994) became an event that catalyzed the materialization of the idea. The
concept of the initiative was developed by a small group of Roma and non-
Roma intellectuals: Angela Kocze, Aladar Horvath, Janos Bogdan and Marton
Jozsa.

Angela Kocze became the founding director of Romaversitas in 1996-1997.
The program was established within the legal framework of the Roma Civil
Rights Foundation and was modeled after the organizational and academic
structure of the ‘Invisible College’, an elite college established in the eatly 1990s
for university students in the field of social sciences with a highly selective
academic nature, where mostly non-Roma Hungarians could gain access due to
being a place of elite reproduction.

Romaversitas can be characterized as a ‘seed programme’, in that the goal of
promoting the access and success of Roma students in higher education was
envisioned as part of a broader, long-term vision for producing a Roma elite;
an elite of young intellectuals and professionals who will in time continue and
expand the work of promoting access and success for Roma youth in higher
education, and beyond. The idea of ‘elite creation and reproduction’ was an
appealing aim of those Roma intellectuals who wished to create a framework

11 Nyit6, Zs. & Durst, J. (2018). Soul work and giving back: Ethnic support groups and the hidden costs of
social mobility. Lessons from Hungarian Roma graduates. Intersections. EEJSP 4(1): 88-108.
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for their community formation where identity work was key to establishing a
solid intellectual base for a Roma emancipation movement. The core pillars
of Romaversitas were designed based on those of the ‘Invisible College’ —
personalized, pastoral work such as mentoring, tutoring in various academic
subjects, opportunities for learning foreign languages and a scholarship assigned
for each student who was selected with no limitation to their area of study but
with the requirement of being in at least their second semester at university (a
criterion that was gradually relaxed over the years).

The Romaversitas program was set up in 1996 with a grant from the Soros
Foundation (which had an office in Budapest at the time) and supported 10-12
people in its first year. Romaversitas was established in 2011 as a stand-alone
foundation to ensure the institutional identity and continuity of the program. In
the first 15 years, the program’s main donors were the Open Society Foundation’s
Roma Initiative and the Roma Education Fund (REF), an international
foundation established in 2005 with the aim of closing the educational gap
between Roma and non-Roma. The Norwegian Civic Fund became the third
major donor by the mid-2010s. While revenue sources gradually became more
diversified with an increasing number of corporations and individual donors
contributing to the sustainability of the program, the financial circumstances
of the organization were still characterized as ‘unpredictable’, as no more than
half-to-one-year planning could be securely made in advance. Romaversitas
Foundation currently operates with an approximate budget of $200.000 per
year.

Due to the lack of resources and apparatus to launch in-person recruitment
campaigns, the main channels of recruitment are informal: prospective
beneficiaries are reached through word of mouth and personal and family
connections of the alumni network, partner organizations, and the social media
presence of Romaversitas.

The organization supports between 40-50 students each year who self-identify
as Roma. Romaversitas has served a total of approximately 450 students since
1996. As community building is a core component of the program, community
weekends are organized regularly where all former students are invited, setting
the space for forging strong personal ties and maintaining a Roma intellectual
hub. Alumni stand as role models with expertise in various disciplines and
professions while also providing a professional network for young Roma
graduates, which is central to their social capital building,

The objective of Romaversitas is thus not only to deliver personal support
to help students navigate the predominantly middle- and upper-middle-class
environment of universities and to ensure that students can successfully obtain
a university degree and enter the labor market but also to form a community
and a network of Roma intellectuals in Hungary who can support each other,
form their own narratives, become active participants in civic matters, and
actively seek to support their communities.
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Identification of linkages with national policies

Since 1996, Romaversitas has operated as a stand-alone, unique initiative of
its kind in Hungary, established and managed by Roma people, to exclusively
support Roma university students. The program and the subsequent foundation
have been led by various Roma intellectuals. In 2001, when Romaversitas became
an independent legal entity, Angela Kocze introduced the Romaversitas model
as a Roma higher education support program to Roma NGOs operating in
other countries, such as Romania, Bulgaria, FYROM- Macedonia, Albania and
Serbia. Some of these projects came to be founded by the Roma Educational
Fund (REF).

As far as governmental policies in Hungary were concerned, while there
were an increasing number of scholarship opportunities and talent programs
operating, alongside a range of civil society initiatives that focused more on
disadvantage compensation, on the structural level, it became increasingly
more difficult for Roma children to access quality education through the
public education system. The educational restructuring measures during the
2010s, such as decreasing the compulsory school leaving age from 18 to 16
years, incentivized eatly school leaving.'* Educational policies also created new
avenues of selection between Roma and non-Roma Hungarians, for example,
by increasing the number of denominational schools and giving them the right
to select which students to enroll at ages 6-7."

These shifts in educational policies further constrained the schooling
opportunities of Roma children, intensified the educational segregation process,
and steered young Roma people toward lower qualifications. This meant that
even fewer Roma students entered and finished high school or planned to apply
to university than before; thus, the aim of Romaversitas to increase the number
of Roma university graduates became constrained at an earlier stage than where
the program initially aimed to deliver its services. As a result, in addition to
supporting students through their university years, the Foundation now had to
start mentoring students from their secondary school years.

A more direct challenge to the operation of Romaversitas came as a result
of a government initiative that established the Christian Roma Colleges for
Advanced Studies Network' in 2011 as part of the higher education scene.

12 Fazekas, K., Csillag, M., Hermann, Z. & Schatle, A. (2019). Munkaerépiaci titkor [Mitrror of
the labor market]. Kézgazdasag — és Regionalis Tudomanyi Kutatokézpont

13 Rado, P. (2020). Social selection in education: The wider context of the segregation of Roma pupils in
Hungary. Center for Policy Studies. Working paper series. 2020/4

14 ‘Advanced colleges’ build on the concept and heritage of ‘folk colleges’ which were
conceptualized and established during the 1930s — 40 s after sociographic reseatch gave insights
into the appalling deprivation of the Hungarian countryside (the movement was resumed by
the Communist regime in 1949). The folk colleges aimed to give the opportunity for children
coming from poverty and disadvantaged circumstances to study, pursue an academic path and
become intellectuals rather than melting into the working class of the cities. This was realized
by establishing community living spaces and pursuing an academic curriculum that gave the
backbone of these students’ social and cultural capital. Today, advanced colleges still preserve
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Romaversitas, a civil society organization that was run by Roma intellectuals
and had 15 years of experience in supporting Roma students, did not qualify
to apply on the tender, as only higher education institutions or church-based
organizations could be the maintainers of Roma advanced colleges."” Seeing the
Christian churches as the appropriate actor to whom the task of Roma talent
cultivation and social inclusion should be outsourced reflected the Hungarian
government’s philosophy where a strong commitment to Christian identity is
emphasized.

On paper, both Romaversitas and the Roma advanced colleges shared the
same mission: supporting the growth of an educated Roma intellectual middle-
class. However, the Christian Network’s philosophy is somewhat contradictory
to that of Romaversitas since the Network places a strong emphasis on the
cultivation and commitment to a Christian identity rather than nurturing a
strong and independent Roma identity. While Romaversitas is a bottom-up
initiative, the establishment of the Christian Network reflected the priorities
of the Hungarian government in delegating more power to the churches. The
Christian Network also became a competitor to Romaversitas, as now they
practically competed for the same students only with different resources. '
Gabor Dardczi, the director of Romaversitas during this period (2008-2016),
saw this as a way of pushing the organization out of a shrinking market — as
the number of university students, including the number of Roma university
students, was already decteasing in Hungary."” Many Roma students opted for
the Christian Roma Advanced Colleges when facing the choice of enrolling
in an NGO-run program with uncertain, year-to-year funding that offered no
accommodation on the one hand and a state-backed program that included
accommodation in student dormitories on the other hand.

The idea behind the governmental initiative, according to Dardczi, was
to create a counterinstitution to Romaversitas that raises Roma intellectuals,

the initial principle of talent cultivation but in general, the doors are open both for students
from more and less affluent backgrounds who live together as a community and pursue an
academic curriculum besides their university studies.

15 https://www.oktatas.hu/pub_bin/dload/felsooktatas/roma_szakkollegium/A_Roma_
Szakkollegiumi_Tanacs_ertekelesi_szempontjai_es_minositesi_kovete.docx

16 While Romaversitas has not been granted money from the EU funds which were flowing
through the government, financial means were allocated both from the central budget and
from the European Social Fund to the financing of the Christian Network. While the financing
of the Christian Network became an integrated part of the central budget since 2018 which
could be a great achievement as far as Roma emancipation is concerned, concerns about the
authenticity of this aim and its cost effectiveness were raised by Romaversitas, given that
only 60% of the student population of the Christian Colleges has to be of Roma ethnicity
— a ratio they failed to achieve on various occasions. At the same time, Romaversitas has not
been granted any financial support from the government budget even though they exclusively
support Roma students (40-50 yearly) with considerable expertise and provide a broader set of
services from a fraction of the money allocated to the operating churches of the network.

17 = https:/ /www.portfolio.hu/gazdasag/20171227/ folytatodik-a-hanyatlas-20-eves-melyponton-
az-egyetemistak-szama-magyarorszagon-272007
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who will be loyal to the state and can be employed within the state apparatus.
Establishing parallel structures and pushing smaller organizations out from
the market by channelling more funding to preferred entities and barring
others from receiving those funds is a tactic that the Hungarian government
has deployed in several spheres — including the media, civil society, and the
education sphere.

Obstacles encountered and mitigation measures during implementation

Reaching and recruiting eligible Roma students and the unpredictability of funds
have been the main challenges Romaversitas faced over the past 25+ years of
the program. In addition, tensions in program leadership emerged around the
initial program vision, which had to be conciliated with the increasingly hostile
policy environment. The services offered by Romaversitas were gradually
adjusted to the changing circumstances of the target population.

The initial vision of the organization was driven by the desire to create a
community of talent cultivation and intellectual elite (re)production. As one
of the founders mentioned, there was always a tension between mitigating
the social and economic disadvantages that most Roma students faced on
the one hand and a vision of “elite education” on the other hand. Despite
the expansion of higher education enrollment in Hungary, very few Roma
students benefited from it due to the structural disadvantages discussed
before. This trend had to be acknowledged and integrated into the vision of
the Romaversitas Foundation to ensure its legitimacy and sustainability. As a
result, from the mid-2010s, the foundation shifted toward a more inclusive
approach where services were offered for Roma students starting already at the
secondary school level.

Gradually offering various programmatic activities to secondary school
students led to the establishment of the University Preparation Programme
of Romaversitas in 2017. Building partnerships with different civil society
organizations to provide coordinated support to Roma students at various stages
of their studies was also a means to address challenges with outreach. Among
the partners of Romaversitas are different civil society initiatives, including
the after-school (fanoda) movement that works to counter the educational
disadvantages of those students who are underserved by the public education
system'® and the Milestone Institute, whose “Bridge Program” targets talented
Roma high school students so that they can study at the best higher education
institutions worldwide.

An evaluation study of Romaversitas covering the period 2011-2014
that was conducted by an independent researcher found that financial
barriers were a key factor in determining whether students supported by

18  Szics, N. & Fejes (2021). Csodafegyver vagy péteselekvés? A tanodamozgalom torténete és
legitimacios kérdései. [Magic weapon or displacement activity? The history of the afterschool
movement and questions around its legitimacy] Iskolakultara 2021/01
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the Romaversitas Foundation could enroll at a university. As Romaversitas
was only able to provide scholarships but was not able to cover the tuition
fees for those students who were not accepted to state-funded places at
Hungarian universities, this prevented some of the students from enrolling
at a university altogethet.'” The same study also found that an increasing
number of Romaversitas alumni imagined their futures abroad — a challenge
to the long-term sustainability of the Romaversitas community and its vision
of integrating the narratives of Roma people into local and national policy-
making in Hungary.” Accotding to one of the former directors, the reasons
behind program alumni envisioning their futures abroad were largely similar
to the general population’s motivations: better employment prospects and the
wish to escape a politically antagonized society for a less divisive and more
inclusive one — a desire that is even more pronounced when one belongs to
an ethnic minority.

Results of the innovative equity approach

Students who have been part of the Romaversitas program considered the
role of Romaversitas as a turning point both in their personal and professional
lives. They emphasized that being a member of Romaversitas was important
not only in terms of successfully finishing their university studies but also in
terms of their Roma identity formation as part of a community of young Roma
intellectuals — which for many became a community for life.

The 2014 evaluation study assessed the impact of Romaversitas programmatic
activities along four dimensions, which corresponded to the four stated aims
of the program: foreign language proficiency, good academic performance,
graduation from university, and employment after graduation.

Correspondingly, the following metrics were defined to assess program
impact:

* the number of foreign language certificates obtained,

* the percentage of successful university graduations,

* GPA of the supported university students,

* the share of university graduates who find employment within a year of
graduation.

The table below shows key performance indicators of Romaversitas programs
for the years 2011-2014. (The program has been sustained beyond 2014, but
Romaversitas did not have the capacity to collect data systematically beyond the
2014 evaluation study, which was conducted by an external contractor.)

19  Héra, G. (2014). A Romaversitas Alapitvany monitoring vigsgdlata. [A monitoring study of the
Romaversitas Foundation.]

20 Héra, G. (2014). A Romaversitas Alapitvany monitoring vizsgalata. [A monitoring study of the
Romaversitas Foundation.]
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Main indicators, 2011-2014

Expected results Reported Reported Reported
results results results

(2011/2012) | (2012/2013) | (2013/2014)

All graduating students will have 14 students 7 students 12 students
obtained at least an intermediate (77,7%) (87,5%) (100%)
foreign language certificate
during the period of their
studies

All of the students (50 at the 3.92 3.95 4.2
time) will achieve a minimum of
3 GPA (on a scale of 1 to 5)

100% of the students will 11 students 7 students 7 students
graduate on time (within 4 or 5 (58%) 47%) (58%)
years depending on the length

of their programs

100% of the students will find 10 students 8 students n.d
employment within a year of (55%) (100%)
graduation

Source: Héra, G. (2014).

In terms of foreign language certificates, the stated aims were almost always
met, as at least an intermediate language certificate was obtained by most of the
students in the years observed. Regarding GPA, the program’s stated aims were
achieved, as the GPA of students was one GPA point higher than expected by
the program (approximately 4.0 on a scale of 1.0-5.0, instead of 3.0).

In the case of employability, thete was a promising trend: in the two years
for which there were data available, 55% and 100% of Romaversitas graduates
found employment within a year of graduation. The only problem was on-time
graduation, as in the observed period, only slightly over half of the students
could complete their studies on time.

As of 2022, to facilitate the transition of Roma university students to the
labor market, Romaversitas launched a new initiative, the “Leadership Training
Program”, in partnership with various companies, the municipality of Budapest,
and civil society organizations to offer paid internship opportunities and
comentorship to the students of Romaversitas. This is also an important step
toward giving an opportunity to students to earn money during their studies
within their professional field of interest rather than having to work in a manual
or nonspecialized job to be able to support themselves.

Since 1996, the Romaversitas program has supported over 450 Roma
students. According to available evidence, 85-90% of these students successfully
obtained university degrees in various disciplines and became professionals
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within their fields. An important aspect regarding the choice of profession in
the case of Roma students is that whereas Roma graduates are increasingly
represented in a diverse set of professions, social pressure, expectations and the
marginalized situation of the Roma population can lay heavy on Roma students
and intellectuals’ shoulders to “give back” to their communities. Beyond
personal motivation, this might explain why Roma university students are highly
represented in pedagogy and social science degree programs and later in the
social field and catre professions.?!

Assessment of potential for replication and scaling up

The Hungarian Romaversitas Foundation served as the model for an
international network that was set up by the Roma Education Fund (REF).
NGOs for programs targeting Roma university students were established in
Macedonia, Serbia, Albania, and Kosovo. While the Hungarian Romaversitas
is a bottom-up initiative, the international network has been built with the
coordination and grants of REF. The Hungarian Romaversitas Foundation
remained a stand-alone entity and a strategic partner of REE, while the entities
established to run the Romaversitas programs in other countries were handled
under the grant scheme of REEF.

After three management cycles, REF changed priorities, and in countries
where the local organizations were exclusively dependent on funding from
REF, the programs were discontinued. In those countries where new funding
sources could be secured, either by convincing governments to integrate the
Romaversitas program into their central budget spending (Macedonia) or by
finding international donors (Albania, Kosovo). The continuing Romaversitas
programs in these contexts often had a broader scope than the initial
Romaversitas model, which focused on the highet/tertiary level, whereas the
broader concepts often included secondary outreach and employment support
elements. The personal leadership, social network, and ability of local NGO
leaders to secure a diversified source of funding were the key success factors in
the replicability of the Romaversitas model.

Concluding comments

There are several reasons why the Romaversitas program in Hungary is an
innovative higher education access and success initiative. One of them is
that the programmatic activities have been conceived and implemented by
Roma intellectuals to mitigate the personal and socioemotional challenges,
or the so-called “hidden cost of mobility”, experienced by Roma university
students. The mission of Romaversitas is also innovative because it goes
beyond providing support to Roma students during their secondary school
and university studies to improve their academic performance or to ensure

21 Gulyas, K. (2022). Roma/cigany fiatalok palyavalasztisi preferencidi. [Roma/gipsy youth’s
career preferences| Acta Medicinae et Sociologica Vol. 13. no. 34. (33-62)
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their retention and graduation. By delivering a strong academic and mentoring
component, the Romaversitas program also wishes to raise future generations
of Roma intellectuals who are proud of their Roma identity and are committed
to being the drivers of the Roma emancipatory movement that forms its own
narratives and supports the causes of their communities.

A personal recollection of one of the beneficiaries, Henriett Dindk, who
later became one of the directors of Romaversitas, speaks eloquently about the
impact of this special and essential initiative and about the role of Romaversitas
in young Roma students’ lives: “Romaversitas gave me almost everything that
I treasure today. Romaversitas is not just a training and scholarship program
for Roma university students. Romaversitas means a whole world for most of
the students, Romaversitas made us the people our parents wanted us to be,
who we wanted to be... Romaversitas gave us not only financial support but a
community, values, a mission, a dedication”.
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3.3 Diagnostic Testing and Differentiated First-Year Curriculum
at Satbayev University, Kazakhstan

Authors: Kata Orosz, Zakir Jumakulov, and Rinat Iskakov
Name and weblink of Higher Education Institution
https:/ /satbayev.university/en/about

Main Contacts and Sources of Information

Rinat Iskakov, Professor at Satbayev University, was Vice-Rector for Academic
Affairs (Provost) of the same university in the times of innovation (2015-2021),
riskakov(@satbayev.university, r.iskakov@almau.edu.kz

Zakir Jumakulov, Vice Rector for Research and International Collaborations
at Kazakh National Women’s Teacher Training Univetsity, jumakulov.zakir(@
qyzpu.edu.kz, zakir8Ckz(@gmail.com

Type of initiative

This initiative introduced a digital diagnostic test and differentiated mandatory
coursework for first-year students at a major research university in Kazakhstan;
the aim of the initiative was to identify incoming students’ level of academic
preparation and assign them to level-appropriate courses to ensure the
persistence and success of all students.

Introduction

As in other former Soviet and Central Asian countries, higher education in
Kazakhstan underwent profound transformations in the aftermath of the
dissolution of the Soviet Union. During the Soviet period, higher education
institutions were centrally governed and were charged with fulfilling the
industrial as well as ideological aims of the Soviet Union and the Kazakh SSR.
In the 1990s, systemwide educational reform was implemented in Kazakhstan,
and private HEIs were allowed to operate, which enabled a quick expansion of
higher education enrollment. The government maintained centralized control
over the entire higher education sector through the Ministry of Education and
Science, as well as through presidential orders.?

Higher education reforms in the first 15-20 years of the postSoviet transition
were mainly characterized by governmental efforts to emulate the policies
and practices of Anglo-Saxon (predominantly American) higher education

22 For a detailed account of the transformation of higher education in Kazakhstan in the
20™ and early 21 century, see Anh, S. E., Dixon, J., and Chekmareva, L. (2018). Looking at
Kazakhstan’s higher education landscape: From transition to transformation between 1920
and 2015. In: Huisman, J. et al. (Eds.) 25 years of transformations of higher education systems
in postSoviet countries, Palgrave, p. 199-227.



jsalmi@tertiaryeducation.org 24 Aug 2023

76 Jamil Salmi

institutions, while the 2010s saw an increasing effort to align the Kazakhstani
higher education system with the Bologna Process and thus with the higher
education systems of continental European countties.”

In 2022, 122 universities will operate in Kazakhstan, 48 of which will be
ptivate. In 2020, the gross tertiary enrollment ratio in Kazakhstan was 71%%,
by far the highest among former Soviet and Central Asian countries. In the
2021-2022 academic year, there were 575,500 university students studying in
the country, out of whom 160,000 were first-year students.” The revenue of
public universities in Kazakhstan is heavily dependent on students who are
financed through state grants. In the 2018-2019 academic year, there was a
great expansion of state grants awarded to university students in Kazakhstan
(see the change in the number of state grants awarded in Kazakhstan in
Table 1).

Table 1. State grants for higher education in the period 2014-2022 in Kazakhstan.

Levels of Academic years
education

2014- | 2015- | 2016- | 2017- | 2018- | 2019- | 2020- | 2021-
2015 2016 2017 2018 2019 | 2020 | 2021 | 2022

Undergrad- | 34 115 | 32168 | 31 700 | 37 932 | 53 594 | 55 009 | 59 261 | 54 261

uate

Masters 6737 | 6682 | 7400 |10004 | 12504 | 12465 | 13588 | 13 588
PhD 656 585 628 1285 | 2240 1852 [1890 |1890
Total 41508 | 39435 | 39 728 | 49 221 | 68 338 | 69 326 | 74 739 | 69 739

Historically, public universities in Kazakhstan did not have autonomy in
setting admissions standards. This was partially due to the highly centralized
governance of public HEIs and partly a legacy of the major reform that aimed
to increase the transparency of university admissions processes in the 2000s.
The admissions reform entailed the introduction of a central exam, the so-called
unified national test (UNT); all universities in Kazakhstan must consider the
UNT scores in making theitr admissions decisions.” Priot to 2019, a minimum

23 Discussion based on Anh et al. (2018).

24 Data source: World Bank, https://data.worldbank.org/indicator/SE.TER. ENRR?locations=
KZ

25 Soutce of enrollment data: http://rankingkz/ru/a/infopovody/13-iz-100-studentov-ne-
okonchivshih-obuchenie-pokinuli-vuzy-tk-iz-za-finansovyh-zatrudnenij
Decree of the Government of the Republic of Kazakhstan #199 dated April 16, 2018 on
allocation of State educational grants for years 2018-2021 https://adilet.zan.kz/rus/docs/
P1800000199#2318

26 A detailed discussion of university admission reforms in Central Asia can be found in
Drummond, T.W. & Gabrscek, S. (2012). Understanding higher education admissions reforms
in the Eurasian Context. Exrgpean Edncation, 44(1), p. 7-26.
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score of 65 out of 140 on the UNT was set by the Ministry of Education and
Science as the minimum criterion for admission.”

Kazakh public universities are also mandated to allocate a certain number
of seats based on quotas for special student groups, such as students who
attended high school in rural areas of Kazakhstan. This policy is warranted
by the underrepresentation of rural students at universities in Kazakhstan:
in 2020, 56% of the country’s schools were in rural areas and 44% in urban
areas, yet only 38% of first-year university students came from rural areas
in that yeat.?® According to 2018 PISA results, rural students in Kazakhstan
were one year behind their peers in the cities, and the difference between
highest achieving regions [ob/asf] and the lowest achieving regions was two
years in terms of academic preparation. A comparison of UNT scores also
showed that high school students from urban backgrounds in Kazakhstan
were much more likely to receive the UNT scores needed to obtain state-
funded scholarships for state-funded university seats.”” The major increase
in study grants awarded by the state in 2018-2019 meant that more students
who would have historically not been accepted to public universities were
now able to enroll. Regardless, major gaps persist between high school
graduates from urban and rural backgrounds in Kazakhstan in terms of their
academic preparation, higher education aspirations, and choice of degree
program.™

Located in Almaty, Satbayev University (SU) is one of the eight designated
national universities® and the oldest technical university in Kazakhstan. Founded
in 1934, it is considered the flagship engineering university in the country,
currently offering engineering degree programs mainly in oil and gas, mining,
and architecture. SU was ranked 501-5010 in the 2022 QS World University
Ranking and 64th in the QS regional ranking for the “Emerging Europe and

27 The minimum score of 65 pertains to applicants to the so-called “national universities”
(most prestigious and well-resourced public universities) in Kazakhstan; applicants to degree
programs in pedagogy, agriculture and the veterinary fields need a minimum score of 60 and
applicants to other public and private universities need a minimum score of 50 on the UNT to
be admitted.

28 Data soutce: Bureau of National Statistics of Kazakhstan, General Education School by Area,
https://bala.stat.gov.kz/en/obscheobrazovatelnye-shkoly-po-tipu-mestnosti

29 For an empirical study comparing the academic preparedness, HE aspirations, and study
choice of Kazakhstani students from rural and urban backgrounds, see Chankseliani, M.,
Gorgodze, S., Janashia, S., and Kurakbayev, K. (2020). Rural disadvantage in the context of
centralized university admissions: A multiple case study of Georgia and Kazakhstan. Compare,
50(7), 995-1013.

30 Beyond the rural-utban divide, there is also an important difference in the academic
preparation of high school graduates coming from “high quality” schools and other schools in
Kazakhstan. According to a local higher education professional, the “high quality” schools are
mainly the private schools, the network of Nazarbayev Intellectual Schools, and the network
of Bilim Innovation Schools (also known as Turkish high schools).

31 More information about the profiles of national universities in Kazakhstan can be found in
Anh et al. (2018).



jsalmi@tertiaryeducation.org 24 Aug 2023

78  Jamil Salmi

Central Asia” region, making it the 4™ highest ranked university in Kazakhstan
in 2022.%

In the mid-2010s, important changes in management occurred at SU, which
contributed to the emergence of the digital diagnostic testing initiative that this
case study focuses on. In 2015, there was an attempt to merge a small but
distinguished private university, Kazakh British Technical University (KBTU),
with a university that is now known as SU. KBTU is a prestigious private
university that was established in Kazakhstan after the visit of then President
Nazatbayev to the UK in 2000.” By order of Nazatbayev, in 2015, the rector
of KBTU was appointed as the rector of both KBTU and the Kazakh National
Research Technical University named after K.I. Satbayev (as SU was then
known).*

Although a full merger of the two universities eventually did not materialize
and the two universities separated in 2017, KBTU’ former top and middle
management remained at SU and administered it for the following 4 years.
The rebranding of Kazakh National Research Technical University as Satbayev
University in 2017 was part of the many changes the new leadership introduced;
additional changes also included replacing most faculty members with new hires.

Description of the program

On average, SU admits around 2500 students per year; slightly over 80% of
newly admitted students are funded through state grants. At SU, courses are
offered in Kazakh and Russian languages, and some degree programs also offer
English language tracks. Students can decide in which language to take their
courses, but they need proof of intermediate-level proficiency in the given
language to take them.

SU introduced the mandatory digital diagnostic test for all incoming students
in 2017. The main rationale for introducing the test was to address the weakness

32 Source of ranking information: https://www.topuniversities.com/university-rankings

33 The Ministry of Education and Science of Kazakhstan, the UK Embassy in Kazakhstan,
and the British Council played a key role in founding KBTU. KBTU has highly selective
admissions, a joint degree program with the London School of Economics, and its graduates
are employed by international oil and gas companies. Since 2003, the national oil company
KazMunaiGas is the owner of 100% of the shares of the university.

34  Tengrinews (2015.12.15.) Hazapbae IpeAAOKHA OOBEAMHUTH ABA KA3aXCTAHCKHX By3a .
https://tengrinews.kz/kazakhstan_news/nazarbaev-predlojil-obyedinit-dva-kazahstanskih-
vuza-286361/ The presidential order itself did not elaborate on the purpose for the merger,
but according to an interview with the newly appointed rector of the merged institutions,
the “decision [was| intended, on the one hand, to optimize overall public spending on
education and science. On the other hand, it [was] designed to combine the strengths of both
universities”. The full interview with Rector Beisimbetov can be read here: https://bsh.kz/
news/8616

35 Rector Beisimbetov, the rector appointed by Nazarbayev to lead both universites, tesigned
in 2021. Tengrinews (2017.09.17.) KBTV u KasHUTYV wnmenn Carmaesa BHOBb CTaAH
OTAEABHBIMHI BY3aMH https://tengtinews.kz/kazakhstan_news/kbtu-i-kaznitu-imeni-
satpaeva-vnov-stali-otdelnyimi-vuzami-327255/
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of cohort-based teaching, which limits faculty members’ ability to address the
diverse academic needs of individual students. In the mid-2010s, there was a
widespread perception at universities in Kazakhstan, and among them at SU,
that the expansion in higher education enrollment — supported by the increase
in state grants discussed in the introduction — has “reduced student quality”.
There was also a concern among SU leaders and faculty members that high
schools were “teaching to the test” and spending the last year of high school
exclusively on prepping students so they can score a minimum of 65 points on
the unified national test (UNT), ensuring they get a state-funded place at one of
the countty’s public universities.™

The perception that student academic preparation varied greatly across
the entering cohorts was evidenced by the high “failure rate” of first-year
students at SU. Based on an interview with a leader at SU, “failure rate” at
SU was defined as the percentage of first-year students who did not pass any
of their first-semester courses. According to the interviewee, in 2016, more
than a fourth (27%) of first-year students failed at SU based on this metric.
University leadership also flagged an issue with English language proficiency.
State standards in Kazakhstan mandate that all university students must take
two English language courses in the first year of their degree programs. SU
leadership noted that 70% of their first-year students took both mandatory
English language courses at the beginner level.

To decrease the first-semester failure rate and to increase the English
language proficiency of its student body, SU leadership introduced a mandatory
diagnostic test for all incoming students. The first subject covered by the
mandatory diagnostic testing requirement was English language. For this
subject, the university required students to take the freely available trial tests
of the International English Language Testing System (IELTS). For the other
core subjects tested on the UNT — mathematics, physics, Kazakh language, and
Russian language — SU developed its own bespoke I'T platform, with which to
test students’ level of academic preparation. Funding for the development of
the IT platform came from the university’s core budget.

The digital testing platform developed by SU’ internal IT team offered
adaptive testing in the four subjects mentioned above; that is, the tests
automatically calibrated the level of difficulty of subsequent questions based
on the student’s performance on the first five relatively easy questions.

Taking diagnostic tests in English, math, and physics is mandatory for all
incoming students.”” The testing platform includes an introductory sctipt that
explains to students the purpose of the testing, emphasizes the importance of

36 More information about the Unified National Test (UNT), which is used for admissions
decisions at universities in Kazakhstan, can be found in Winter, L., Rimini, C., Soltanbekova,
A. and Tynybayeva, M. (2014). The culture and practice of assessment in Kazakhstan. In:
Bridges, D. (Ed.) Educational reform and internationalization: The case of school reform in Kazakbstan.
Cambridge University Press, p. 106-132.

37 As of 2022, SU no longer requires entering students to take the IELTS test if they have
another accepted English language certificate.
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showcasing their actual level of knowledge and proficiency, and reassures them
that their admission to the university program is final and is not dependent on
their performance on the diagnostic tests.

First-year students are assigned to mandatory first-semester courses that are
commensurate with their performance, as assessed by the adaptive diagnostic
test. The new courses, with differentiated levels, were developed as part of
the implementation of the initiative. The new management of SU replaced
most of the university’s faculty when it came on board in 2015, and the new
hires (as well as the few faculty members who were retained) were enrolled in
intensive training for delivering the new first-year curriculum. The Director of
SU’s English Language Department led the training and mentoring of course
instructors and encouraged peer learning among SU faculty members.

To increase the English language proficiency of the student body, SU
leadership decided to require SU students to complete not only the state-
mandated two but also a total of four English language courses as part of their
degree program. Along with this requirement, SU began to offer five different
levels of English language courses (from basic to advanced), and students are
assigned to courses based on their proficiency, as demonstrated in the IELTS
test taking at the beginning of their first semester. For the other mandatory
first-year subjects, SU also introduced differentiated courses. As a result of the
policy change, SU now offered three different levels of courses for Kazakh and
Russian languages and two different levels for mathematics and physics (high
school math and calculus I and high school physics and physics I, respectively).

The completion of lower-level courses prepares students to take higher
(university)-level courses, and thus, they can be considered a form of remedial
education. At public universities in Kazakhstan, a total of 240 credits are
required for graduation™, and the state grant covets the cost of these 240 credits.
State-funded students must pay out of pocket for any additional credit-bearing
courses completed beyond this 240. Students who start with the lower-level
(remedial) courses receive academic credit for them, and these count toward
their 240 state-funded credits. While the coverage of lower-level (remedial)
courses by the state grant is beneficial for low-income students, and so is the
fact that these courses count toward degree completion, the policy restricts
these students’ choice of electives down the line — as they will have fewer state-
funded credits left for electives.

Obstacles encountered and mitigation measures during implementation

Implementation of the new testing policy and differentiated first-year
curriculum resulted in an increase in teaching hours required to deliver the
new, differentiated first-year curriculum. For example, prior to the change,
there were only two compulsory English courses offered at SU; with the new
policy, the number of English language courses offered doubled. The increase

38 From a first-cycle (bachelor) degree program.
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in mandatory English language courses resulted in some previously mandatory
courses no longer being offered, which caused resentment among faculty
members whose teaching hours (and thus income) were reduced as a result of
this change.

To facilitate the implementation of the new policy, the university leadership
changed the governance structure to accommodate the new curriculum. They
created a new department, called the Foundations Department, which was
responsible for teaching all the mandatory first-year courses. These courses,
referred to as the “general education disciplines”, were previously contributed
by individual schools and departments.

Another important change that came with the introduction of mandatory
diagnostic testing and the differentiated first-year curriculum was the mandatory,
ongoing tracking of student performance starting in the first semester. End-
of-semester grades were now framed as indicators of teaching outcomes, and
the tracking of the grades was meant to increase the accountability of faculty
members for these outcomes. The grade tracking itself and the rhetoric of
accountability were met with some resistance from SU faculty members. The
university took several measures to overcome this resistance. On the one hand,
systematic trainings were held for faculty to explain the needs for change,
discuss new policies and procedures, widen the perspectives of staff, and
share innovative teaching approaches. SU faculty and staff were freed from
other responsibilities for two hours on Thursday afternoons to attend these
professional development activities. On the other hand, higher education
institutions in Kazakhstan hire faculty members for one- or three-year terms,
and everyone must undergo an evaluation at the end of their term. Lack of
compliance with the new institutional policies and lack of attendance at the
professional development activities outlined above could negatively affect
faculty members’ evaluation.

Another implementation challenge concerned the capacity of SU faculty
members to deliver more advanced-level courses, especially mandatory English
language courses. To help with the professional development of the teachers
of English language courses, the English Language Department (whose
leadership was also “transplanted” from KBTU) organized ongoing training
and peer learning events for faculty. At the end of the training process, the
most capable course instructors were selected and assigned as leaders of the
various curricular tracks. A differentiated pay scale for faculty members was also
introduced: faculty members who earned their degrees abroad, with support
from Kazakhstan’s government-funded Bolashak scholarship program®, were
offered higher salaries than local graduates.

39  More information about Kazakhstan’s Bolashak program, and its role in higher education
capacity building in the country, can be found in Perna, L., Orosz, K., and Jumakolov, Z.
(2015). Understanding the human capital benefits of a government-funded international
scholarship program: An exploration of Kazakhstan’s Bolashak program. International Journal
of Educational Development, 40, p. 85-97.
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Results of the innovative equity approach

The initiative allowed the university to gauge the academic preparation levels
of incoming students more accurately and to address differences in academic
preparation by offering remedial courses and a differentiated approach to first-
semester course work. 2017 was the first year when diagnostic testing was used
and differentiated coursework was introduced, along with new standards of
academic quality and accountability. Suggestive of the impact of these new
practices, the first-year “failure rate” at SU, which was 27% in 2016, dropped to
11% in 2017. The evolution of the number of students expelled from SU due
to “academic failure” also suggests a positive impact. In the 2015-16 academic
year, 780 students were expelled due to academic failure. This number increased
to a record 1385 terminations in 2016-2017 but decreased to 493, 349 and 629
in the following three years.

Another change, also suggestive of the positiveimpactof the diagnostic testing
initiative and the revised first-year curriculum, is the increasing proportion of
students who demonstrate English proficiency at the intermediate level within
2 years (4 semesters) and who continue taking professional courses in English
throughout their studies at SU. However, it is important to note that according
to institutional data sources, in 2016, only 1 percent of the SU students had
an English language level of B1 [IELTS 4-5], and by 2020, it increased by 39
percent. In 2018, 5 percent of the newly admitted SU students already had a
B1 level of English, and by 2020, it increased to 8 percent. These data suggest
that SU was successful in attracting more students with high English language
skills. These incoming students were most likely graduates of highly reputable
national and international schools where the language of instruction is fully or
partially in English.

In 2019, higher education regulation at the national level changed, allowing
public universities in Kazakhstan to set their own minimum admissions scores.
SU started increasing its minimum admission scores to its degree programs
from 65 to 70 and then to 85. The average UNT score of admitted students
at SU increased from 51.9 in 2017 to 94.1 in 2020, and the median UNT
score increased from 71.9 in 2017 to 85.2 in 2020. Along with an increase in
UNT scores, the number of self-paid students declined. In 2015, 812 self-paid
students were admitted to SU. The number dropped to 189 in the following year
and did not exceed 300 until 2020. This is indicative of the increasing academic
preparation of students applying to SU, as self-paid students tend to have lower
UNT scores compated to their peers who receive state-funded scholarships.

As the above data points suggest, the documented decrease in “academic
failure” and documented increase in the proportion of students with higher
levels of English proficiency at SU is likely the result of a combination of
selection effects (as the university is becoming more effective in its recruitment
efforts and more selective in its admissions) and the innovative practices
related to diagnostic testing, differentiated approach to first-year coursework,
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and changes in quality and accountability standards at the university. In the
aftermath of the implementation of the more selective admissions policy, the
number of SU students from rural areas decreased: in 2016, 47% of incoming
SU students hailed from rural areas, and this proportion dropped to 41% of
incoming students by 2020. The proportion of local students (i.e., students
graduating from high schools in Almaty) also increased slightly over this period.

According to institutional surveys conducted at SU in the year that the
diagnostic tests were first used, adopting the curriculum for those with lower
levels of academic preparation and providing more advanced curriculum to
academically better prepared students was seen by university leadership, faculty,
and at least some students as an effective way to ensure the academic success
of all students. Faculty members teaching the first-year courses at SU reported
that they found it easier to teach student groups that were more homogenous in
terms of academic preparation.

Students who were assigned to higher-level courses were also happy with the
new system, as it allowed them to progress toward degree completion faster
or to take elective courses in lieu of the mandatory English language courses
if they could already demonstrate proficiency at the time of enrollment with
the IELTS test or another language certificate. The differentiated coursework
and the subsequent opportunity to complete degree programs faster had an
unintended and undesirable consequence, however. Anecdotal evidence
suggests that some SU students asked friends or upper-class students to take the
diagnostic tests for them so that they could also complete their degree program
faster.

Based on feedback from course instructors, a change was made to student
assignments. First-year students continue to be assigned to their first-year
courses based on their performance on the diagnostic tests. However, if the
course instructors find that a student’s actual performance in the course is not
aligned with the results of the diagnostic test, they have up to two weeks after
the start of the first semester to move the student to a different level course.

Assessment of potential for replication and scaling up

The mandatory diagnostic testing system at SU, and the corresponding changes
to the first-year curriculum (including the provision of lower-level or remedial
courses), has itself been replicated from the admissions system of KBTU, a
small, private, UK-style university in Kazakhstan. Introducing this system
represented a major innovation at a public university in Kazakhstan, and SU
remains the only public university in the country that has implemented a similar
system.

What enabled this innovation to occur was the championing of the initiative
by the leadership and top management of the university, the entirety of which
was “transplanted” to SU as the result of a presidential order. In this respect,
it represents a top-down initiative, where the presidential order for institutional
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merger first created the institutional leadership required for change, and then
the new leadership introduced the initiative within the institution.*

In addition to leadership and management who championed the initiative,
the availability of an appropriate I'T infrastructure, including an online learning
management system, facilitated the implementation of the initiative. An
unexpected, positive side effect of the launch of the digital diagnostic testing
initiative was an expedited transition to online/remote teaching during the
coronavirus pandemic. SU was able to transition to online/remote teaching
quicker than other universities in Kazakhstan because it already had in place a
relatively advanced IT infrastructure and online learning management system
that was used to launch the digital testing initiative.

Another interesting aspect of the design and implementation of this initiative
was the fact that the university (KBTU) where the leadership was “imported”
from had autonomy in its admissions decisions and has been practicing highly
selective admissions. A move toward more selective admissions could also be
seen at SU after the (temporary) merger, as the number of admitted students
was 1142 in 2017, a marked decrease from 2960 admitted students in 2015.
(Admitted student numbers started gradually increasing again after 2017.)
The new leadership’s familiarity with autonomous and selective admissions
processes, as well as their understanding of “student quality”, influenced the
design and implementation of institutional reforms at SU. While most of the
new institutional policies and practices were designed to promote student
success for all in terms of completion and learning, the concurrent introduction
of a more selective admissions policy restricted access for students from rural
areas and from outside of Almaty.

The presidential order that was responsible for the (temporary) merger of
KBTU and SU resulted in a fast-paced and effective implementation of the
diagnostic testing policy and differentiated first-year curriculum. However, the
initiation of policy change through presidential order with little or no input from
institutional stakeholders may have put the diagnostic testing programme and
the differentiated first-year coursework in a precarious position. With another
change in institutional leadership at SU in 2021, the future of the initiatives
established under the previous leadership remains uncertain.

Concluding Comments

Similar approaches to diagnostic testing and differentiated coursework in the
first semester could be successful at other universities in Kazakhstan and more
broadly in the Central Asian region, as long as university leadership is committed
to change and the legislative, political, and governance context provides
universities with sufficient autonomy to introduce differentiated curricula.

40 In comparing higher education system characteristics in Kazakhstan to other former Soviet
countries, Anh et al. (2018) identified governance through presidential orders as the most
idiosyncratic feature of Kazakhstani higher education.
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Successfully implementing a similar initiative requires, above all, a major
restructuring of the first- and second-year study plans of university students.
At Kazakhstani universities, in the first year and in part of the second year,
students take their mandatory courses, which account for 30% of their total
degree requirements. The sequence and content of these mandatory courses is
set centrally by the Ministry of Education and Science, which leaves little room
for individual universities to tailor their curricula to the academic preparation
of their students. A higher degree of autonomy in curricular matters is a
prerequisite for successful program implementation. In addition, there is a need
to develop the capacity of university administrators to exercise this autonomy
and fully implement various international standards (e.g, the ECTS adopted
by Kazakhstan as a signatory of the Bologna Process). For most academic
administrators working at public universities in Kazakhstan, challenging the
status quo would require unlearning and relearning processes.

Consultation with faculty members is also required for successful
implementation, as faculty members might resist the differentiated curricula if
this would result in a loss of teaching hours. Course instructors in Kazakhstan
are paid by the number of teaching credits, and having larger, undifferentiated
cohorts allowed them to accumulate more teaching credits. As such, changes
to faculty remuneration policies might also be required to align the incentives
of course instructors with the goals of the initiative — which is to decrease the
incidence of academic failure and promote the successful degree completion of
all entering students.
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3.4 The Office for Students with Disabilities at Babes-Bolyai
University, Romania

Authors: Kata Orosz, Marian Padure, and Dora Weber

Name and weblink of Higher Education Institution or NGO working in
higher education

Babes-Bolyai University, https://www.ubbcluj.to/en/
Main Contacts and Sources of Information

Marian Pidure, PhD — Lecturer, Babes-Bolyai University in Cluj-Napoca,
Special Education Depatrtment, matian.padure@ubbcluj.ro, Balint Marké —
Vice-Rector for Quality Assurance at BBU; Ioana Bican — Head of the Qualitas
Center at BBU; Laszl6 Dégi — Ombudsperson of BBU

Type of initiative

This initiative introduced a dedicated office for students with disabilities, along
with other institutional innovations (including a new quality assurance center
and the establishment of the office of the ombudsperson), at a large research
and teaching university in Romania to promote the success of students with
disabilities — a highly underrepresented student group in Romanian higher
education.

Introduction
Higher education participation in Romania

Romania’s higher education system underwent a substantial expansion during
the postSocialist transformation of the 1990s and the first half of the 2000s.
The initial expansion was followed by a decline in enrollment numbers in the
late 2000s, and the country’s gross tertiary enrollment rate has leveled out at
49%-50% of the university-aged population.”’ With this level of massified but
not quite universal enrollment in higher education, Romania is on par with
neighboring Hungary (50% gross tertiary enrollment ratio in 2019) and is ahead
of the Slovak Republic and the Kyrgyz Republic (both at 46%) but lags behind
other Eastern European and Central Asian countries such as the Czech Republic
(66%), Poland (69%), Kazakhstan (71%), ot Bulgatia (73%).** In 2020, 120 425
first-year students enrolled at the bachelor level in Romanian universities; 73
532 students started their studies at the mastet’s level, and 5379 at the doctoral

41  Data source: UNESCO Institute for Statistics, http://uis.unesco.org/en/country/ro
42 Data source: UNESCO Institute for Statistics via The World Bank, https://data.wotldbank.
org/indicator/SE.TER.ENRR
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level.* Women in Romania participate in tertiary education at higher rates than
men: 58% of the university-aged population of women participated in tertiary
education in 2019, compared to 45.1% of men.*

The number of universities in Romania expanded substantially during the
eatly transition to accommodate increasing demand. Much of the expansion in
enrollment was absorbed by newly founded private universities: in 2010, 35% of
total university enrollment was at private universities in Romania. Another 35%
of university students were enrolled at public universities but were paying tuition
fees in 2010, while the remaining 30% of university students were enrolled
at public universities with state support (meaning that these students did not
have to pay tuition fees and were eligible for vatious equity instruments).” The
number of universities declined in the 2010s along with enrollment numbers.
In 2020, 90 universities operated in Romania.* Three of these universities setve
the country’s ethnic Hungarian population — constituting approximately 6% of
Romania’s population — with degree programs and instruction offered in the
Hungarian language.”’

While participation in higher education increased in Romania over time, Salmi,
Haj, and Alexe (2015) found that higher education in the 2010s continued to
“favor the wealthiest segment of the population... data show low participation
rates for students from disadvantaged groups such as rural students, students
from low-income families, disabled students or Roma students” (p. 67). A study
by Veres (2017) also noted the low higher education participation rates of
Romanian students from rural backgrounds and emphasized the interactions
between ethnicity, locality, and gender. His analysis showed that Hungarian men
from rural areas were significantly less likely to enroll at university in Romania
due to the limited availability of Hungarian-language degree programs in
technical and agrarian fields offered at Romanian universities.*

Students with disabilities constitute a small segment of the student body
at Romanian universities. Salmi and colleagues (2015) found that “[bJetween
2005 and 2010, at national level, the percentage of students with disabilities has
never been higher than 0.07 % of the total number of students... [At] bachelor
level, at the beginning of the academic year 2011-2012, there were 333 disabled
students in the entire Romanian student population (539 852 students) of which

43 Data source: Eurostat, New entrants by education level, programme orientation, sex and age
[EDUC_UOE_ENTO01].

44 Data source: UNESCO Institute for Statistics, http://uis.unesco.org/en/country/ro

45 Data source: Salmi, J., Haj, CM., Alexe, D. (2015). Equity from an institutional perspective in the
Romanian higher education system. In: Curaj, A., Deca, L., Egron-Polak, E., Salmi, ]. (eds) Higher
educationreformsin Romania. Springer, Cham. https://doi.org/10.1007/978-3-319-08054-3_4

46  Data source: Statista, Number of universities in Romania 2011-2020, https:/ /www.statista.com/
statistics /1252114 /romania-number-of-universities /

47 The three Hungarian-language universities are the Babes-Bolyai University in Cluj-Napoca,
Sapientia Hungarian University from Transylvania (with multiple campuses in different cities),
and the Partium Christian University in Oradea.

48  Veres, V. (2017). Social effects triggered by the expansion of higher education in Romania.
Hungarian Educational Research Journal, 2017(1), 76-93.
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309 were in public universities and 24 in private universities (p. 71).” In 2020,
individuals with disability constituted only 0.23% of total student enrollment in
higher education, while the prevalence of disability was 0.75% in the relevant
age group.”’ This more recent statistic suggests that the participation of students
with disabilities in Romanian higher education has increased (and perhaps also
that the reporting of disabilities by university students has increased), but
students with disabilities are still grossly underrepresented in Romanian higher
education.

Low participation rates in higher education translate to low completion
among Romanian youth with disabilities. In 2018, only 18% of disabled youth
(30-34 years old) completed tertiary education in Romania, compared to
28.8% of 30-34-yeat-olds with no disabilities.” (Both rates were well below
the European Union average.) Partly due to lower rates of tertiary education
completion, people with disabilities in Romania (and elsewhere in the EU) are
more likely to be discriminated against and excluded from the labor market.”
The employment rate for persons with disabilities in Romania was 45.5% % in
2018, compatred to 74.2% among people without disabilities.™

Babes-Bolyai University

Babes-Bolyai University (henceforth BBU) is currently the second-highest ranked
university of Romania according to the Times Higher Education rankings.*
BBU is the oldest university in Romania (established in the 16™ centuty as a Jesuit
college) and the largest in terms of the number of faculty members (22 faculty
members) and students (48 620 students, corresponding to 37 000 FTE student
enrollment, in 2021). The university is located in the city of Cluj-Napoca, where
approximately one-fifth of the population is ethnic Hungarian. The majority
of students at BBU are ethnic Hungarian, but it is a multicultural, multilingual
university where degree programs in law, languages, and a variety of disciplines
in the fields of business & economics; clinical, preclinical & health sciences;
computer science; education; engineering & technology; life sciences; physical

49 Data source: Ministry of Education of Romania, as cited in Dervis, O. A., Trifan, E., Jitaru,
G. (2022). The sociveconomic challenges in access to R jan higher education: Student perception and
Sfunding policy directions. In: Curaj, A., Salmi, J., Haj, CM. (eds) Higher education in Romania:

Overcoming challenges and embracing opportunities. Springer, Cham. https://doi.
org/10.1007/978-3-030-94496-4_5

50 Data source: European Union Statistics on Income and Living Conditions (EU-SILC) 2018, as
reported in European Commission (2021), European Semester 2020-2021 country fiche on disability
equality — Romania, https:/ /ec.curopa.cu/social/BlobServlet?docId=23953&langld=en

51 Lecerf, M. (2020). Employment and disability in the European Union. European Parliamentary
Research Service briefing, https:/ /www.europatl.europa.cu/RegData/ctudes/
BRIE/2020/651932/EPRS_BRI(2020)651932_EN.pdf

52 Data source: EU-SILC (2018), as reported in European Commission (2021), European Semester
2020-2021 country fiche on disability equality — Romania, https:/ /ec.curopa.eu/social/BlobServlet?
docld=23953&langld=en

53 Data source: The Times Higher Education university rankings, https://www.
timeshighereducation.com/world-university-rankings /babes-bolyai-university
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sciences; psychology; and social sciences are taught in Hungarian, Romanian,
English, French, and German languages. Due to its history, size, and proactive
institutional leadership, BBU is considered a “relevant [higher education] actor
at national level” and a “model of multiculturalism” in Romania.**

Veres (2017) found, based on the analysis of institutional survey data, that
many BBU students tend to come from advantaged backgrounds: “While the
proportion of university graduates within the total [Romanian] population is
approximately 15%, 31-34% of [BBU] students’ parents are university graduates,
and 39% of their mothers and 33.5% of their fathers are high-school graduates.
The proportion of parents with a general school education is only 3.6-4% ...,
while more than 40% of the adult population from Romania has only graduated
general school ot a lowet-level school (p. 89).° The same study also found
that BBU students’ parents were overrepresented in the occupational categories
associated with middle- and upper-class livelihoods (e.g., leaders, managers,
entrepreneurs).

In 2021, two-thirds of BBU’ students were women, and 4% of the
student body wete international students.® In 2017, close to a third (31.3%)
of BBU students hailed from rural backgrounds.”” This proportion compared
favorably to the national average (in 2011, only 16% of all Romanian university
students came from rural backgrounds) but was still below the proportion of
the 20—24-year-old population living in rural areas (41%). The proportion of
rural students was higher (36.2%) in the subgroup of Hungarian students at
BBU than in the subgtoup of Romanian students (29.6%). In the 2014/2015
academic year, 63 students of BBU were registered as having some form of
disability, representing approximately 0.5% of total enrollment.*® In 2021/2022,
this number grew to 174 students, representing approximately 0.4% of total
enrollment at BBU.

National policies regarding equity of students with disabilities

Analysis of the implementation of national and institutional equity policies
by Salmi and colleagues (2015) found that the number of students from
underrepresented groups (including Roma students and students with disabilities)
are supported through specific social services in Romania. Social services for
students with disabilities include free or reduced-price accommodations in
university dorms, free public transportation, meal vouchers that can be used

54 For more information on BBU, see Cramarenco, R. E. and Burci-Voicub, M. (2021). Resilient
universities in pandemic times. The case of Babed-Bolyai University, Romania. Romanian
Journal of Regional Science, 15(2), Winter 2021.

55 Data points in this and following sentences: Veres, V. (2017).

56 Data source: The Times Higher Education university rankings, https://www.
timeshighereducation.com/world-university-rankings/babes-bolyai-university

57  Data source for data points in this and the following sentences: Veres, V. (2017).

58 Meier-Popa, O. and Rusu, A. (2015). Offices for Students with Disabilities: From addressing
individual special needs to increasing public awareness toward disability. Educatia 21,13, 10-25.
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in the university cafeteria, and — depending on the severity of the disability
— a monthly stipend. However, Salmi and colleagues (2015) indicated that
the number of students receiving targeted social benefits is small, and the
meritocratic policies of universities often preclude the targeting of benefits to
students from underrepresented groups. They concluded that Romanian higher
education is characterized by “the individual approach to students needs instead
of developing institutional strategies with clear objectives and action plans.”®
This view was also held by BBU staff members, who perceived that national
legislation regarding equity and inclusion of underrepresented student groups
in Romania is vague, and it is mainly up to the institutions themselves to design
strategies for becoming more supportive of underrepresented student groups.

Description of the program and its implementation

The Office for Students with Disabilities (OSD) was founded in 2013 at Babes-
Bolyai University. The office had a precursor at the university in the form of the
Centre of Assistive Technology and Access (CATA) hosted at the Department
of Special Education of the Faculty of Psychology and Sciences of Education
of BBU. The mandate of the CATA was to “promote the assistive and access
technology among the visually impaired students, at institutional and individual
levels”.® This center received funding from a Dutch NGO in 2004/2005, and
in 2011/2012, it received another grant from the charitable foundation of
Orange, a multinational telecommunications company operating in Romania.
Five Romanian universities (BBU was one of them) received grants from the
Orange Foundation at the time, with the explicit purpose of establishing offices
for students with disabilities at each recipient university. The grant covered the
salary of a staff member at each university, whose responsibility was to create
study materials for blind and visually impaired students. The grant funding was
not extended after one year, and the universities did not continue the activities
— except for Babes-Bolyai University.

In contrast to CATA, which focused on serving BBU students with visual
impairments, the OSD’s mandate was broader: to offer inclusive services for
students with all forms of disabilities at BBU.®! (The CATA and OSD continue
to coexist at BBU, with CATA listed as a collaborator of OSD on the unit’s
website.) OSD, the new unit with the broader mandate, was established in 2013
and was funded by the university’s core budget. It was established as a separate
unit reporting directly to the Rector’s Office, and its setup and activities were

59  Salmi et al. (2015), p. 76.

60  Website of the Centre of Assistive Technology and Access (CATA) of BBU, http://centre.
ubbcluj.ro/cata/

61 According to the English-language version of the OSD website, the office’s mandate is to
“[facilitate and support] the inclusion of students with educational needs into the academic
life, by identifying these needs and by informing the academic personnel about the learning
needs of students with disabilities.”” Source: http://bsd.centre.ubbcluj.ro/for-students/
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modeled after European and North American examples of offices with similar
mandates.

Staff perceived the mission of the new unit to be a natural fit for BBU: a
university renowned locally and internationally for its “multicultural openness”.
Cluj-Napoca is also known as something of a magnet for families who raise
school-aged children with visual and hearing impairments due to several
special-mission secondatry schools operating in the city. The ethos of BBU as
an open, multicultural institution and a steady pipeline of high school graduates
with disabilities in Cluj-Napoca were seen by OSD staff as contributing factors
in the decision to establish an office dedicated to the inclusion of university
students with disabilities at BBU. In its first year of OSD implementation —
the academic year 2014/2015 — the office offered a variety of activities, which
included a total of 18 awareness-raising events (attended by 595 participants)
and the extension of individual psycho-pedagogical counseling to five BBU
students with disabilities.”” The following activities wete cattied out in the first
year — many of them with a view to be repeated periodically:

- Providing BBU students with disabilities with information on BBU’s in-
clusive policies and keeping them appraised on their rights and responsi-
bilities in reference to the national legislative framework;

- Providing BBU students and academic staff with information about op-
portunities at local, national, and international NGOs and institutions
that operate in the area of accessibility;

- Facilitation of direct interaction with persons with disabilities for all BBU
students and academic staff through presentations, sport events, and
flash mobs;

- Otrganization of fundraising activities to finance projects related to im-
proving the physical accessibility of BBU buildings;

- Collection of annual statistics (voluntarily declared) about UBB students
with disabilities;

- Periodical assessment of UBB academic staff regarding their knowledge
and attitudes toward persons with disabilities;

- Periodical assessment of UBB academic staff members’ information and
training needs regarding working with persons with disabilities;

- Providing individual counseling and institutional support services (such
as recommendations for special accommodations) to UBB students with
disabilities who request it.

In 2022, the OSD continues to offer services to BBU students and staff. Its
activities are carried out by the head of unit (who also doubles as the coordinator

62 The brief account of the first year of program implementation of the Office for Students with
Disabilities at BBU presented here builds on a much more detailed account by Olga Meier-
Popa and Alina Rusu, referenced above. Alina Rusu was the founding director of the Office
for Students with Disabilities at BBU, who served in this capacity until 2017.
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of CATA), a full-time administrator, a part-time special education teacher, and
approximately 15-25 student volunteers annually. The student volunteers are
predominantly, but not exclusively, from BBU’s Special Education department
(where CATA is also hosted). The volunteers are trained by the head of unit
in November-December of each academic year and carry out their volunteer
work January through June. Student volunteers mainly assist with running
administrative errands (e.g, picking up meal vouchers) for students with
disabilities. Approximately half of the volunteers returned to continue their
work the next year.

In addition to delivering its own activities and services, OSD plays an
important role in coordinating the work of other university units regarding
student support. The office collaborates with BBU’s General Administrative
Directorate, which implements OSD recommendations on improving campus
accessibility. OSD also liaises with BBU’s Office of Social Services — the unit
that is responsible for the administration of student dormitory room allocations
and social grants. Specifically, OSD provides recommendations to the Office of
Social Services regarding students who need to stay in a room with a personal
attendant or who need to receive rooms adapted to their needs (e.g, students
with motor disabilities).

Implementation challenges

Implementation of CATA and its transformation into OSD grew out of the
work of faculty members at BBU’s Department of Special Education, and there
is some indication that the visibility of the initiative has remained confined
to a relatively small group of internal stakeholders. An institutional survey
was conducted by Costea-Barlutiu and Rusu (2015), focusing on BBU faculty
members’ attitudes toward persons with disabilities, their experiences with
persons with disabilities, and their information and training needs regarding
working with students and colleagues with disabilities.”” The survey tevealed
very low interest in this topic: only 41 BBU faculty members participated in the
survey (out of close to 1700 faculty members.)

Funding initiatives supporting students with disabilities at BBU remain a
challenge. According to the head of OSD, the unit’s personnel expenses are
not excessive. The unit also proactively engages with local and national NGOs,
which in turn provide various benefits and services to BBU students free of
charge. It is mainly the funding required to invest in specialized equipment
and software and in outfitting campus buildings with ramps, special carpets,
signs, and other accessibility devices that poses a challenge. OSD personnel
expenses are covered by the university’s core budget, and fundraising activities
are undertaken to cover the costs of purchasing and maintaining specialized

63  Costea-Birlutiu, C. and Rusu. A. S. (2015). A preliminary investigation of Romanian university
teachers’ attitudes toward disabilities — A premise for inclusive interaction with students with
disabilities. Procedia - Social and Bebavioral Sciences 209, 572-579.
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equipment. The ongoing commitment of university leadership to promoting
the issue of equity for students with disabilities is crucial in this respect. This
ongoing support is exemplified by the matching funds allocated by the Rectot’s
Office to meet a fundraising goal for purchasing specialized equipment to help
students with wheelchair mobility on campus.

Results of the innovative equity approach

The OSD at BBU has been in operation for close to a decade now. The number
of students served by the OSD at BBU is relatively small compared to the entire
student body, and annual statistics about service usage by BBU students with
disabilities are not being collected in a systematic manner, despite initial plans
to do so. However, anecdotal evidence from program staff indicates that the
office has a positive impact on the access and success of BBU students with
disabilities.

The number of BBU students who declare a disability has increased over
time. A slightly higher proportion of BBU students with disabilities utilize the
services offered by the OSD, suggestive of the benefits provided by the office.
In 2014/2015, only five out of 63 students (7.9%) with disabilities participated
in individual psycho-pedagogical counseling offered at OSD. In 2021/2022, 17
out of 174 students (9.8%) with disabilities utilized these individual services.
Individualized services, in addition to psychosocial counseling, include hiring
and paying for sign language interpretation for deaf students.

The OSD also continued fundraising activities, such as the 2018 concert
performed by students from the special education schools of Cluj-Napoca in
2018. The event was successful in raising funds (including matching funds from
the Rector’s Office) to purchase equipment to help students with wheelchair
mobility on campus. Program staff also perceive that specialized study materials
(e.g, textbooks, lecture notes, recordings) produced or procured by program
staff have become more accessible for students with disabilities at BBU over
time.

Assessment of potential for sustainability, replication and scaling up

The OSD is embedded in its host institution to a considerable degree. The
office reports directly to the Rector’s Office and receives funding from the
university’s core budget. It works in close collaboration with BBU’s Qualitas
Center, which was established in 2020, and its mandate is to implement and
monitor the university’s quality assurance policies. As part of its monitoring
mandate, the Qualitas Center collects information about students with
disabilities as part of the entrance survey that all BBU students participate
in upon enrollment. (Declaration of disabilities is voluntary. In addition to
having a dedicated office for students with disabilities, BBU was also among
the first universities in Romania to institute an ombudsperson in 2020. (The
first institution in Romania to do so was the University of Bucharest.) The
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BBU ombudsperson, in collaboration with the university’s Ethics Committee,
developed a Code of Anti-Discrimination and an implementation guide titled
“A Guide to Fight Discrimination” — both documents the first of their kind at
a Romanian university. The code addresses various forms of discrimination,
including discrimination based on gender, sexual orientation, and disability, and
includes a detailed protocol for tackling cases of discrimination at the university.

The data collection efforts of the Qualitas Center, the anti-discrimination
efforts of the ombudsperson’s office, and the supervision and budgetary
support provided by the Rector’s Office show that the OSD at BBU is not an
isolated initiative; rather, it is one component of a comprehensive institutional
effort to promote the success of students with disabilities. For a similar office
to be successfully replicated at other universities, a similarly comprehensive
ecosystem of institutional units and policies should be in place.

Concluding comments

In the context of Romanian higher education, where as Salmi and colleagues
(2015) put it, “the concern for equity at the national level is mainly rhetorical”,
and benefits and services disbursed to students with disabilities and other
underrepresented groups only represents “a small dimension in otherwise
largely meritocratic higher education policies” (p. 83), the Office for Students
at Babes-Bolyai University is special and represents an important innovation.
While other universities at Romania also provide support to students with
disabilities on an individual basis, the OSD at BBU represents a more strategic
approach to promoting the success of students with disabilities.

The OSD predominantly focuses on providing individualized support and
services for students with disabilities, but the provision of these services is
streamlined through a single office with a specific mission to include students
with disabilities in university life. Moreover, activities carried out by the OSD
target not only members of the underrepresented group but also all BBU
students and faculty members through various awareness-raising activities. In
pursuit of the inclusion mission, the office also provides support for BBU
faculty who teach students with disabilities. The large number of BBU students
and faculty members and the university’s multipronged approach to facilitating
the inclusion of students with disabilities were the main motivating factors for
coalescing BBU’s various disability-related initiatives and services into one unit.
Investment in making the BBU campus buildings more accessible for students
with disabilities also represents a more holistic and strategic approach.

The founding of the OSD at BBU was built on a decade of bottom-up
initiatives within the institution. The presence of the Centre of Assistive
Technology and Access at the Department of Special Education of BBU
and the expertise embodied in faculty members working at the department
and at the center provided fertile ground for establishing the OSD with a
broader mandate. Student volunteers at OSD also predominantly hail from the
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Department of Special Education. The relationship between CATA, OSD, and
the Department of Special Education suggests that the presence of in-house
expertise among faculty members and students regarding the needs of students
with disabilities played an important role in the inception and sustainability
of BBU’ more holistic and strategic approach to promoting the success of
students with disabilities.
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3.5 The Mentor Program at Budapest Business School, Hungary

Author: Zsuzsanna Géring

Name and weblink of Higher Education Institution

Budapest Business School, University of Applied Sciences, Hungary, Budapest
https://uni-bge.hu/en

Main Contacts and Sources of Information

Contacts:

Zsuzsanna Géring: gering.zsuzsannamargit@uni-bge.hu

Giébor Kiraly: kiraly.gabor@uni-bge.hu

Future of Higher Education Research Centre, Budapest Business School

Sources: interviews, documentation of the program, online shared platform

(CooSpace)
Type of initiative

Student-led, faculty-facilitated semester-long mentoring programs for first-
year students aimed at easing the transition of students from high school to
university and fostering a sense of community among students to increase
student engagement and reduce drop-out.

Introduction
Hungarian bigher education landscape

There are 63 higher education institutions in Hungary, with neatly 25,000
academics and more than 293,000 students (approximately 207,000 in full-
tdme form) (https://wwwksh.hu/stadat_files/okt/en/okt0020.html). In
accordance with the Bologna system in Europe, study programs are offered at
three levels: bachelot’s (6-8 semesters), master’s (2-4 semesters) and doctoral
(4+4 semesters). Approximately 58% of students study at the BA level, 13% at
the MA level, 3,6% at the PhD level and 25% at other levels (such as tertiary
level vocational training, undivided training, and postgraduate specialization).
32,9% was the share of young people with tertiary educational attainment in
2021 (https://wwwksh.hu/education). Slightly more than half of the students
were female (54% in 2019); however, there were significant differences in the
different study fields. Nearly half of the students (46%) hardly experienced
or did not experience any financial difficulties, whereas 24% had financial
difficulties or experienced very serious financial difficulties. This could be
connected to the proportion of students having paid jobs while studying: While
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45% of students never work during the academic year, 14% work from time to
time, and 41% work throughout the academic year (though not necessarily full-
time) in addition to their studies.®*

Budapest Business School, University of Applied Sciences

Budapest Business School (BBS) is a large, public, teaching-oriented, practice-
oriented applied university. BBS is the largest university in terms of forming
business professionals in Hungary, with nearly 18,000 students in economics,
including Tourism and Catering, International Economy and Business,
Commerce and Marketing, Finance and Accountancy, Business Administration
and Management and Business Information Technology and Human Resources.
Three faculties of the university currently operate in Budapest: the Faculty of
Commerce, Hospitality and Tourism (FCHT), the Faculty of International
Management and Business (FIMB) and the Faculty of Finance and Accountancy
(FFA). Almost half of BBS’s Hungarian students live in Budapest (the capital
city) and its agglomeration (49.5%), while 50.5% come from the rest of the
country, representing all counties. Full-time students are typically under 26 years
of age (96.6%). The ratio of women at the BA level is 56.1%, at the MA level it
is 60.3%, and at the doctoral school level, their ratio is 62.5%0.%

The mentor program was established at the Faculty of Finance and Accountancy
(FFA), which has nearly 7 000 students and more than 140 instructors. FFA
offers mainly Hungarian-language programs: 5 short-cycle vocational programs,
4 undergraduate courses, and 4 master’s degree programs. However, there are
2 undergraduate courses taught in English, which are open for Hungarian and

foreign students as well.%

Description of the program

The Mentor-program at BBS FFA aims to provide support for first-year students
by senior university students. The reasons behind the initiative are three-fold.
First, with the growing number of freshmen, an increasing number of students
felt themselves lost to the numerous rules and regulations, had different learning
opportunities and experienced difficulties with community involvement. This

64 Source and further details: https://www.felvihu/pub_bin/dload/felsooktatasimuhely/
eurostudent/eurostudent_VII_flashreport_2021.pdf

65 Due to legal restrictions, ethnic minority data cannot be collected and registered during the
admission process, so we do not have information on the ethnic affiliation of BBS students.

66 FFA faculty offers undergraduate programs in four areas: finance and accountancy, business
administration and management, human resources, and business information technology.
In addition to the four master’s programs (finance, accountancy, business management,
economist in management and leadership), FFA offers specialized courses and postgraduate
programs. The short-cycle, nongraduate higher-level vocational programs are offered
parallel to the undergtaduate programs in finance and accountancy (with economist assistant
specialized in entreprencurship, banking economist assistant and public finance economist
assistant specializations), business administration and management, and business information
technology majors.
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was not only the intuition of the teachers but was also confirmed by the
Student Union and the Office of Student Services. Second, the opportunity for
freshman camp at the faculty is available to only one-quarter of students (due
to lack of space). This camp provides much information about university life
and contributes to relationship building among first-year students and seniors;
therefore, they felt themselves ‘at home’ right at the beginning of their first
year. However, the remaining (appr. 1,300) students lack this preuniversity
experience, and many of them are lost in the new buildings and among their
peers. Third, success at a university requires different learning modes, time and
self-management than previous educational levels. The difficulties of this new
learning style and the lack of self-discipline and goal-mindedness often become
apparent at the end of the first semester, which could lead to low grades
or even drop-out. Previous analysis of the reasons behind drop-out at BBS
revealed that it can be attributed to a mixture of personal lack of motivation,
the inadequacy of the institution’s services, and students’ academic difficulties.
The data showed that attrition is the result of a complex process in which
professional commitment; content, form, methods of education; infrastructure
of the institution; the flexibility and customization of student administration;
the number of participants in the given program; consistency of exams; the
provision of course materials; and the quality of human relations between
students all play a role.

To prevent these negative experiences and help first-year students’
integration, the Mentor program was established in 2019. During the summer of
2019, on the initiative of the deputy dean for education and the deputy dean
for research affairs in close collaboration with the Student Union, 63 mentors
were chosen from among the senior students. By the leadership of the two
vice deans and the involvement of 5 faculty members, a program centered
approximately 6 themes was installed. The faculty members and the vice deans
served as so-called ‘theme hosts’, helping the mentors to prepare. All first-year
students were assigned to groups with 20-24 members. The mentors’ task was
to guide them throughout the first (autumn) semester. The mentors received
training from vice-deans and teachers (and later on, from the previous mentor-
students), and then they worked with first-year student groups independently.

The aim of the training activities was to obtain first-hand experience with
workshop tools and facilitation techniques that mentors can utilize in their
respective groups. Moreover, these training sessions were also supplemented
with prerecorded instructional videos to provide the theoretical basis for the
given themes. Six main themes were introduced to the mentors, which were
then used as guiding topics throughout the semester with the first-year student
groups: relationship building, university rules and regulations, learning methods,
time management, self-efficacy, and envisioning personal futures. The first-year
students on their first day in the university were introduced to their group and
their mentor during a (semi)obligate kick-off event. After the kick-off event,
participation in the group’s programs (on at least five more occasions) during
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the semester was optional. At the end of the semester (December-January), a
so-called ‘Mentor-evening’ was the closing event with colorful programs, such as
panel discussion with alumni members, interviews with elite athlete students or
successful graduates living with disabilities.

The program aims to help with the psychological burden of change
between educational levels and institutions (and sometimes even a change in
residence) and reduce the difficulty of transition, which may cause anxiety and
depression among first-year students. Furthermore, it contributes significantly
to lowering drop-out rates by developing self-management, helping integration
into the community, and introducing new learning modes more appropriate
for universities. Additionally, the outline of the process and the mentoring role
provide great skill-development opportunities and first-hand experience to
senior students, which could help them in the labor market.

One further important aspect is that faculty members are only facilitators in
the program, and their role and involvement are expected to decrease year by
year. The plan is that the program with time will be fully managed and carried
out by senior students and the Student Union.

The program works with a very modest budget. The vice deans and
faculty members did not receive payment for their work (approx. 2-5 days
per semester); however, these tasks are recognized through the university’s
performance evaluation system for faculty members. One of the participating
faculty members serves as a coordinator, working 4-6 hours per week in the
autumn semester. This is not a paid position either, although it carries a greater
weight in the performance evaluation system than in the training tasks. The
chosen mentor students either receive a so-called ‘public life scholarship’
[kozéleti 6sztondij], which is a one-time 20,000 Forint (appr. 50 EUR) paid
from the university’s core budget or obtain 3 academic credits for volunteer
work, which can count toward the students’ degree completion as an elective
course.” Additional expenditutes include the food and drinks for the ‘Mentor-
evening’ and T-shirts designed for mentor students. These are covered from the
FFAs own budget and amount to a maximum of 5 million Forint (~12,200
EUR) per year.

Furthermore, the Mentor programme serves as a platform to guide students
toward other student-oriented initiatives and well-being facilities of the Faculty
and the University. These cover two main areas. First, 7 student organizations
currently operate at the university, and they share information and recruit
members duting the mentor programme.® Second, general well-being initiatives

67 The ‘public life scholatship’ is nonmandatory allowance paid for a student performing activities
beyond the curriculum requirements for a specified period of time, monthly or once. (51/2007.
(I1L. 26.) Government Regulation, https://net.jogtar.hu/jogszabaly?docid=a0700051.kor).

68 The student organizations operating at BBS FFA are: the FFA Student Union, Sandor
Lamfalussy Advanced College for Students, Hungarian Economic Association (HEA) FFA
Youth Organization, AISEC, Luca Pacioli Accounting Club, Business I'T Club, University
Business Club.
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and programs are offered to all students at the Faculty and the University,
which include the English-language mentor program for foreign students; a
Success Center with immersion help; availability for counseling, study coaching,
and skills training both in Hungarian and in English; teacher-mentors for MA
students and for students in short-cycle vocational programs; and the FFA+
talent-management program.

Identification of linkages with national policies

This program is not connected to any local, regional, or national policy. It is
a faculty-level program initiated by the leadership and the Student Union of
the faculty. The program was not based on some established model but was
built from the inside, based on the initiatives and the needs of the academics
and students at FFA. There is anecdotal evidence of a few similar initiatives
operating at other Hungarian universities, but there is no sector-level policy or
initiative promoting the launch of similar programs. Mentoring programs and
student-facilitated introductions to first-year students at Hungarian universities
tend to be department or organization-level programs and are typically operated
as bottom-up, student-led initiatives.

Obstacles encountered and mitigation measures during implementation

The difficulties that have occurred since the launch of the Mentor program 3 years
ago are connected to the large number of students that need to be served by the
program (and therefore the necessarily large number of mentors) and the typical
problems of volunteering. That is, the intensity of engagement fluctuates both
among mentor students and among first-year students. Furthermore, during the
semester, the academic tasks are constantly growing as the exam period comes
closer; therefore, the time and energy toward the Mentor program is decreasing.
On the one hand, this could lead to frustration and exhaustion among mentors,
especially if their group gradually dissipates. Mentors could even regard this as
a personal failure, not an elevating experience or an opportunity for personal
development. This is completely opposite of the aim of the program. On
the other hand, if the mentor is not involved and active enough, the first-
year students could feel themselves left behind. This again goes against the
objectives of the initiative. Furthermore, mentors receive money or academic
credit for their work during the semester, which requires some monitoring to
avoid free riders.

The solutions implemented during the last two years addressed these problems
by fostering closer connections among mentors and asking for regular feedback
from them. Before every group event that the mentor organizes with his/her
group (there should be at least 6 occasions related to the 6 themes throughout
the autumn semestet), he/she is requited to write a reflexive note about the
topic planned, experiences from the prior event, any problems or questions
that have emerged, and possible solutions to the problems or questions. The
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theme hosts and the student coordinator from the Student Union process the
theme-specific notes, and the program coordinator scans the event-specific
notes. In this way, not only is the continued engagement of the mentor assured,
but difficulties can be detected as soon as possible, and solutions could be
implemented immediately. For example, if the number of actively engaged first-
year students in some groups is decreasing, then two groups can be integrated,
so both the mentors and the remaining active group members can benefit from
the program in the remaining part of the semester.

In this way, the mentors were not left to themselves to try solving their
problems, but they could reach out to other mentors or to the faculty members
and members of the student union. The difficulties could be detected
sooner, and interventions could be implemented before the groups split up
or the mentors gave up. Additionally, this regular feedback system ensures the
continued engagement of mentors and maintains the information flow between
mentors and program staff. Reflexive notes provide a transparent basis for
assessing mentors’ performance, which is required for receiving scholarships
or academic credits. An added element for this assessment is that the mentors
may not miss more than 1 occasion from the 6 preparation events held by the
involved faculty members and previous mentor-students. If a mentor does not
provide reflexive notes or is inactive for a month, then the student coordinator
steps in to ensure that the first-year students are not left alone. If the problem
is temporary (e.g, short illness), then the program resumes its due course.
However, if larger difficulties arise, then the group is integrated with another to
provide continuous support for the first-year students. When a mentor shirks
his/her tresponsibilities (miss occasions more than once, does not provide
feedback), then he/she is removed from the program as mentor and does not
receive academic credit or financial allowance.

An additional change during the three years of the Mentor program was that
initially, the first-year student groups were configured by mixing students
from all programs. After the first semester the feedback came, that it would
be better to build up the groups from the same degree programs, because this
way students could meet more students from their classes, they could help each
other better with learning and study-tips, even work together on assignments,
exam-preparation and so on. This change further helped maintain the activity
level of the groups during the semester.

The pandemic situation brought special complications when every activity
was directed into the online space. However, all involved participants tried their
best to maintain interest and participation in the program, offering online forms
of involvement and community building. However, the Mentor program works
much better in an in-person environment, with different outdoor activities
and varied locations. Especially because the building of the FFA faculty is not
suitable for small-group activities, there is only very limited space for organizing
free-time activities and group meetings.
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Results of the innovative equity approach

Although the first idea stemmed from the deputy deans of the FFA faculty,
the whole initiative was embraced by the Student Union from the first minute.
Therefore, it is more a bottom-up initiative than a top-down regulation.
Accordingly, there is no strict measurement system connected to the program.
However, the leadership of the FFA faculty supports the program completely.
The Student Union is responsible for mentor selection. They conduct a small
survey every year among mentors about problems that emerged and about
good examples and well-functioning ideas. Good examples and ideas are then
incorporated in the next year’s preparation phase.

Although an official evaluation of the mentor program has not yet been
implemented, one indicator of the success is the growing number of mentors
year by year: in the first year, 60 students were involved, in 2020, their number
was 76, while in 2021, it reached 123 (during this period, the number of first-
year students remained relatively steady at 1800-2000 students). The success
of the program is not measured by the number of participants in mentoring
sessions throughout the semester, and the demographic characteristics
of participants are not tracked either. Observations from program staff
indicate that approximately half of the first-year students stop attending
mentoring sessions by the midpoint of the first semester. Typically, students
who remain in the program are those who have some difficulty finding their
place and community during the first 2 months. This could be connected to
demographic and social background, although the faculty volunteers and peer
mentors could not detect any distinct groups or special features linked with
dropout from the program. However, it seems that personality traits, openness,
different commitment levels toward learning, motivation and self-management
are among the characteristics that play some role in a student’s successful
integration into university life.

Assessment of potential for replication and scaling up

The mentor program was implemented in the autumn semester of 2019 and
operates every autumn semester with new first-year students. It has been
a faculty-wide program from the beginning. While the number of first-year
students is approximately the same (1800-2000 student), the number of mentor
students is increasing year by year, as the program became widely known, and
the initial cohorts of participating first-year students turned into senior students.

In 2020, a subproject was started, which aimed specifically to involve
international students studying at the FFA faculty. Their problems and main
topics are somewhat different from the challenges encountered by local
students, involving issues such as visa, accommodation, and cultural differences.
This subproject was implemented at another faculty of the university (FCHT —
Faculty of Commerce, Hospitality and Tourism) in 2022.
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Regarding the national and local context of BBS, we should be aware of the
facilitating and constraining factors. Regarding the latter, it is important to note
that volunteering is not as prevalent in Hungary as in other (typically Anglo-
Saxon) countries. Therefore, the first obstacle is to help students understand its
importance and value. Furthermore, Hungarian culture, as part of the Western
cultural sphere, is a rather individualistic value system in comparison to, for
example, Asian culture. Therefore, it is an important part of the initiative to
provide incentives (such as credit or financial allowance), which could ensure
senior students’ interest in participating, This leads us to one of the facilitating
factors, namely, that the Hungarian higher education system allows university
students to collect academic credits for volunteer work, and the core budget
of public Hungarian universities (called locally the “state normative support
system”) contains a dedicated line for the so-called ‘public-life scholarship’,
which enables universities such as BBS to provide a financial incentive to
mentor students.

Another crucial factor in the success and maintenance of the program is the
support of the leadership at the FFA faculty, which made the implementation
trouble free.

Ouwerall, the Mentor program can be carried out at other universities in other
countries considering local specialties. It is important that the program should
have so-called ‘intrapreneurs™, i.e., enthusiastic and innovative employees
of the organization who are tasked with and committed to developing the
program. However, the idea was so easily and promptly picked up and carried on
among the students that this kind of need and openness is probably not a local
characteristic but a general demand among university students. Naturally, the
involved themes and the applied incentives can vary from place to place, similar
to the level of formalized procedures, measurement, and control processes.

Concluding Comments

The Mentor program is innovative for two reasons. First, it relies on a community-
based approach, which can be regarded at different levels: community of the
first-year students, community of the mentor students, the whole active student
community of the faculty and the whole community of the faculty. The Mentor
program connects these communities and helps participants develop a sense of
belonging and a sense of connectedness. This is extremely important in a mass-
educational, rather individualistic environment, whetre thousands of students
and hundreds of academics and staff work together on a daily basis. Second,
although the initiative stems from the deputy deans of the faculty and in the

69 As Antoncic and Hisrich (2001) define itintrapreneurship is defined as entreprencurship
within an existing organization. It refers to a process that goes on inside an existing firm,
regardless of its size, and leads not only to new business ventures but also to other innovative
activities and orientations such as development of new products, services, technologies,
administrative techniques, strategies, and competitive postures. (https://doi.org/10.1016/
S0883-9026(99)00054-3)
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first years of implementation it involved faculty members as trainers for the
mentor students, faculty members only play the role of facilitators. Therefore,
year after year, their role and importance have been decreasing, as previous
mentor students train the new mentors, and the plan is to make the whole
program not only student-focused but entirely student-led.

Overall, the mentor program designed and implemented at BBS FFA showed
that there is a definite need among students to build communities and help each
other. When the idea was first introduced, all the involved parties wholeheartedly
threw themselves into implementation, and enthusiasm is even growing every
year. Who is the most reliable source of university life if not the senior students
themselves? This initiative found a general need for belonging and was able
to answer it with a flourishing project, where faculty members as facilitators
created a space for the students to build and develop their own community,
their own values and relationships.
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Chapter 4.
Latin America Case Studies

4.1 Overview
Author: Renato Pedrosa

Latin America is formed by countries in the Americas that were colonies of
France, Portugal, and Spain up to the 19th century. They form the majority
of countries of South America, all of Central America, Mexico in North
America and some Caribbean countties. All of them are classified as developing
economies by the United Nations'. Chile is the only country classified as a
high-income developing economy in the region, while the other countries with
institutions included in the case studies, Argentina, Brazil, and Mexico, are
considered upper-middle-income developing economies.

Higher education disparities in Latin America are significant and pervasive.
The region has the highest levels of income inequality in the wotld, and this
inequality is reflected in access to higher education. Indeed, the relatively high
per capita income averages of the three Latin American countries included in
this book hide very high levels of inequality. The GINT indexes? of these four
countries, with classification among 117 countries with data for at least one of
the years 2016-2019 (thus, before the COVID-19 pandemic)’, are Argentina
(43, 99"), Chile (44, 103™), Mexico (47, 107") and Brazil (54, 116™, next to last).
The country in South America with the lowest index is Uruguay, at 40 (85%). For
comparison purposes, the countries with the 10 lowest GINI coefficient values
(least unequal) score in the range 23 to 27. Most of them are located in Eastern
and Northern Europe. Typical Western European countries such as France,
Germany, Italy, Portugal, Spain, and the United Kingdom score in the 31 to 36
range. The United States” index shows a higher level of inequality at 42 (90™).

For the four Latin American countries in our study, the proportion of the
population living under the $5.00/day poverty line was as follows: Argentina —
5.9%, Brazil — 17%, Chile — 2.8% (2017), Mexico — 18%. As another reference,
Canada’s figure was, for 2017, 0.25%. Thus, we see that there is a correlation

1 https://www.un.org/development/desa/dpad/wp-content/uploads/sites /45 /WESP2022_
ANNEX.pdf Download 2023/01/19

2 “Gini index measures the extent to which the distribution of income among individuals or
households within an economy deviates from a perfectly equal distribution. A Lorenz curve
plots the cumulative percentages of total income received against the cumulative number of
recipients, starting with the poorest individual or household. The Gini index measures the
area between the Lorenz curve and a hypothetical line of absolute equality, expressed as a
petrcentage of the maximum area under the line. Thus, a Gini index of 0 represents perfect
equality, while an index of 100 implies perfect inequality.” From https://data.wotldbank.org/
indicator/SI.POV.GINI

3 The most recent value available was used. Wotld Bank Data. https://data.worldbank.org/
indicator/SL.POV.GINI
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in the case of the four Latin American countries studied between the Gini
index and the petcentage of the population under the $5.00/day poverty line,
as Argentina and Chile show lower levels in both cases, while Brazil and Mexico
show higher levels in both cases. Canada and the US show very low levels of
poverty but very different levels of income inequality, which, vatious studies
show, are related to educational attainment levels.

The reasons for the differentiated levels of income inequality are varied.
For example, in countries such as Brazil and Mexico, they are directly linked
to ethnicity and race, with indigenous and black population groups forming
the majority of those in the lower income strata. That stratification is also
reflected in other areas, such as differentiated access to education (including
higher education), in the job market, in housing location, and so on. Argentina
and Chile show, by comparison, lower levels of inequality, as shown from
both GINI and poverty level indicators, with Chile being in the best overall
situation.

The United States, despite its high levels of absolute average income, is the
most unequal country among highly industrialized economies, as the relatively
high GINI index shows. In addition, as is the case in Brazil and Mexico, blacks
and recent Latino immigrants form the majority of those in the lower economic
and educational strata of US society. In other words, the high levels of income
distribution inequality present in Brazil and Mexico in Latin America and in the
United States (in the latter case, in comparison to other highly industrialized
countties) show a strong association with the race/ethnic charactetistics of
those countries’ populations and with their educational attainment levels. Thus,
itis not unexpected that when Brazil and Mexico (and the United States) decided
to address the issue of inequalities regarding access to higher education, race
and/or ethnicity, they relied to a large extent on affirmative action policies. In
the cases of Argentina and Chile, much less emphasis has been placed on such
issues, and policies have usually been focused mostly on general socioeconomic
disparities.

The theme of affirmative action and inclusion in higher education was and
continues to be a major topic under debate in many countries, and it is not
different in Latin America, the United States and Canada. Recently, the US
Supreme Court has been back to consider the issue, and in Brazil, the national
quota law is up for revision. At the same time, many institutions, even those not
affected by the legislation, continue to pursue innovative programs to promote
diversity. Learning from institutional experiences, their histories, and their
impact on national policies is a relevant way to move forward on this important
aspect of educational policy.

A major issue faced by higher education in Latin America is the unequal
distribution of resources and funding for universities and other tertiary
education institutions. Wealthier countries such as Brazil, Argentina, and Chile
have relatively well-funded universities with high-quality facilities and research
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programs. In contrast, poorer countries such as Bolivia, Haiti, and Honduras
struggle to provide even basic resources to their universities. In addition to the
differences in funding levels, there are significant disparities in access to higher
education based on socioeconomic status, gender, and ethnicity. Indigenous
and Afro-Latinx populations are often underrepresented in higher education.
Women face significant barriers to accessing and completing higher education
programs in STEM disciplines.
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4.2 Affirmative Action at Unicamp, Brazil

Authors: Renato H. L. Pedrosa, Ana Maria A. C. da Silva and Rafael. P.
Maia

Country

Brazil

Institution

Universidade Estadual de Campinas (Unicamp) https://www.unicamp.br
Location

Campinas, State of Sao Paulo

Contacts and sources

Ana Maria Fonseca de Almeida — Admissions Offfice/Unicamp

Type of equity innovation

social inclusion in access, remedying pre-college education disparities, reducing
dropouts, enlarging academic opportunities

Introduction

Brazil has one of the largest higher education (HEd) systems in the world, with
8.68 million students enrolled in undergraduate programs (INEP 2020). It went
under a recent period of intensive expansion (from 1.7 million enrollments
in 1994), increasingly concentrated in the private system, now responding for
77% of the total enrollment INEP 2020), which includes a large for-profit
subsector. The resulting system is highly heterogeneous and unequal, leading
to typical stratification and diversion effects (Shavit et al, 2007), with most
students belonging to lower socioeconomic s#rafa being admitted by low prestige
institutions. The public universities, comprising federal and state systems, have
remained a much smaller and selective subsystem, enrolling less than a quarter
of all students.

In Brazil, admissions are based on a strict numerus clausus model, as each
institution establishes, yearly, the number of students it will admit the
following year. Brazilian public HEd institutions (HEIs) used to base their
admission systems solely on highly selective entrance exams, as was the case
of the State University of Campinas (Unicamp), up to the early 2000s. Unicamp
is one of the three state universities in Sdo Paulo, the most developed state
in Brazil, home to 45 million people (22% of the country’s population) and
source of 30% of its GDP. In addition to the 20,000 students enrolled in
undergraduate programs, Unicamp is also a leading graduate and research
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institution, with 900 PhD degrees granted and over 4,500 scientific articles
published every year.

Regarding undergraduate admissions, Unicamp is the most selective university
in the country: in 2021, it had 78,125 applicants for 3,353 vacancies offered,
which gives a 23 applicant/vacancy ratio. Such a system, if based solely on
academic criteria, such as entrance exams, would have negative effects on the
chances of disadvantaged groups to be admitted to the university. Starting in
2005, Unicamp adopted a series of programs designed to increase the chances of
admission for members of vulnerable groups, employing both socioeconomic
and ethnic/race criteria. Those initiatives, their results and limitations, as well as
a brief historical overview of how they came about to be, are described below:.

Background: UN Durban Conference and its Impact in Brazil

In 2001, Brazil signed the final declaration of the UN Conference Against Racism
(UN 2001) held in Durban, South Africa. This immediately sparked a growing
demand for effective actions to reduce the underrepresentation of afro
descendants in various sectors of Brazilian society. Until 2001, universities and
the statistical agency of the Ministry of Education did not collect data on the
ethnic background of students. When data started to be collected, it showed
that African descendants were a very small group among students.

In the same year, the Ford Foundation launched its global initiative Pathways to
Higher Education (see the Mexico chapter in this volume), with the stated goal
of reducing the underrepresentation of vulnerable sectors of society in HEd.
Pathways have been adopted by institutions in many countries, including Brazil.
One of those was the State University of Rio de Janeiro (UER]), the first university
in Brazil to have a quota system for blacks. In the wake of UERJs initiative,
other public universities started to develop their own programs. Unicamp was
the first to do so in the state of Sao Paulo.

PAAIS — a general socioeconomic and ethnic inclusion program (2005)

In early 2003, the then President of Uwicamp, C.H. de Brito Cruz, asked the
Admissions Office to help respond to an enquiry by the State Assembly about
the university’s views on a law proposal regarding quotas for underrepresented
groups, including blacks and those from poor families. The Office conducted
a study that showed that students who had attended public secondary schools
would typically graduate from university programs ranked higher in the class
rank (by final GPA) than they ranked according to the entrance exam scores.
In other words, the entrance exam model did not fulfill its mission of selecting
the best students in terms of potential for academic success at the university
(Pedrosa et al, 2007).

Motivated by those results, Uricamp developed PAAILS, the Portuguese
acronym for Program for Affirmative Action and Social Inclusion. Bonus points

4 2021, Web of Science/Clarivate, Articles, Proceedings Papers and Reviews.
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were added to the final score of the entrance exams for students who had
graduated from public high schools (HS). Some extra bonus points were also
added for those declaring themselves black or indigenous, among those who
had graduated from public high schools. Various supporting programs for the
beneficiaries, including financial support for housing and other needs, were also
established.

The initial impact of the program was very positive: participation by public
high school graduates increased from 28% in 2004 to 34% in 2005, the first
year of the new program, and participation by blacks and indigenous students
increased from 12% to 16%. The program was most effective for the most
selective programs, which had the lowest participation rates by the target group.
For example, for medicine, which is an undergraduate program in Brazil and
the most selective program at Unicamp (83 applicants per vacancy in 2005),
participation by public high school graduates increased from 9% in 2004 to
31% in 2005, while for blacks and indigenous students, it increased from 9%
to 15%. Participation by students whose mothers did not have a college degree
increased from 33% to 38%, an indication of the progressive inclusion effect
of the new program.

Regarding the academic performance of the new university population, a
study conducted after 4 years on the academic performance of the incoming
class of 2005 (STF 2010, pp. 371-382) showed that those who had benefited
from the program and who would not have been admitted without it were doing
well academically and graduated, especially in more selective programs such
as medicine and engineering. For example, none of the 33 public high school
graduates admitted to the medicine program in 2005 had dropped out by 2009,
and most of those in the group who would not have been admitted without
the affirmative action program were now among the top third of the class
(accumulated GPA average).

However, PAAIS never reached its implicit goal of achieving a 50%
participation level by public high school graduates used in the various quota
programs by other universities or 30% participation by black/indigenous
students about their participation in the general population of the state of Sdo
Paulo. The main reason for that was the lack of quality of the secondary public
system in the state (and in Brazil), which translated into the low numbers of
applicants from that group for admission at Unicamp. In fact, in 2010, only 25%
of the applicants for admission had graduated from a public high school, a lower
figure than in 2005, when 34% of applicants came from that system. The original
petspective of the program was that, gradually, participation by students in the
target groups was going to increase. As it did not happen, pressure increased
for a change in the system, as a few federal and state universities had already
developed quota systems reserving vacancies for those students. It happened a
few years latet, as we will see, with the development of a hybtid bonus points/
quota system, but in between, Unicamp developed yet another affirmative action
(AA) program, which we discuss next.
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Nevertheless, PAALS was very important to help break the resistance against
affirmative action initiatives, not only at Unzcamp but also on the national stage. In
2010, the issue had reached the Brazilian Supreme Court, as the constitutionality
of the existing quota systems had been questioned, mainly by one of the main
political parties from the center-right. Unzcamp presented the PAAILS system and
its results in public hearings (STF 2010, STF 2012). A basic issue in the debate
was whether affirmative action programs would have a negative impact on the
quality of education at the best public universities due to the lack of academic
preparedness of the newly admitted group of students. Unicamp’s PAALS data
showed that not to be true, helping convince the Court and other relevant actors
that inclusion and academic excellence were not incompatible goals in higher
education. The national law providing a quota system for federal universities and
institutes was passed by Congtress in 2012, just a few months after the Supreme
Court decision affirmed the constitutionality of the programs in existence.

PROFIS (2011)

As it became clear that the numbers of students graduating from the public
secondary system were not increasing as expected, as mentioned above, by
2008, Unicamp was already looking for alternative affirmative action models.
The Admissions Office, inspired by the state of Texas’s “Top 710% Law”, which
established that the top 10% students of the graduating class of every high
school in the state would be admitted to the University of Texas, proposed that
Unicamp adopt a similar system.” The main motivation behind the new proposal
was that over 50% of the 96 high schools in the Campinas region did not have,
at the time, any of their graduates among Unicamp’s undergraduate students.

The inclusion perspective came from the fact that the high schools without
students enrolled in the university were all located in the poorest areas of the
city of Campinas. Moreover, students from those schools did not even apply
for admission, a negative self-selection phenomenon well known to education
specialists. Another relevant aspect to be addressed was that, from previous
experience, students coming from such backgrounds presented serious
deficiencies in academic preparedness and often failed in their early courses
and eventually dropped out. A third issue was that since most of the intended
beneficiaries of the new program would likely be first-generation HEd students,
they had no information about the various programs and possible formation
paths that the university had to offer.

In 2010, the new administration of the university, led by Rector Fernando
Costa and Marcelo Knobel as Dean of Graduate Education, appointed a
committee to develop a new program, which was put in place in 2011, called
the Interdisciplinary Higher Edncation Program, known by its Portuguese acronym
PROFIS. It offered 120 places yeatly, filled by selecting at least one of the
top students in each school in Campinas who had graduated in the previous

5  https://news.utexas.edu/ topics-in-the-news/top-10-percent-law/
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years, according to their scores in the National Secondary Exam (ENEM).
The program increased the participation of public HS graduates at Unicamp
by approximately 3 percentage points. In addition to its innovative admission
system, it introduced a novel academic format based on an interdisciplinary
general education syllabus, the only one offered by the university, which has
remained restricted to only PROFIS students. It also included a broad range of
student support programs, such as transportation, meal, scholarships, and other
Unicamp assistance programs, such as medical, dental, psychological, educational
and career guidance. In this way, the program sought not only to enable equity
of access but also to help permanence of beneficiaries.

After successfully completing the 2-year general education program, students
apply to the university’s regular undergraduate programs and are selected
according to their performance during the 2-year program and the available
places. Currently, all programs offer opportunities to PROFIS graduates, more
than the required 120 in total. Thus, all students who graduate from the program
have the opportunity to stay and complete a regular B.Sc. or Teachet’s degree
offered by Unicamp.

Due to the homogeneous geographic distribution of places, the
socioeconomic profile of PROFIS students is very similar to that of students
at the end of the secondary education system in terms of family income,
patental education, race/ethnicity and gender (but see below) (Carneiro et al.,
2017; Pereira, Carneiro & Gongalves, 2014; Andrade et al. 2013), which means
a much more progressive profile than that of the general admission system. For
example, over 80% of mothers of those students do not hold a college degree,
compared to 47% for the general admission system (see next section). Over
35% of the students declared themselves black or indigenous, which was, in
2011, the first year the system was used, more than twice the rate for students
admitted through the general admission system. An unexpected outcome of
the program has been the very high level of participation by women, with over
70% of students admitted every year. This is in sharp contrast to the general
admission system (see next section), which has a 45% level of participation
by women. However, it confirms a trend in Brazil that women are doing
much better than men regarding basic education, especially among the poor
population.

A study on the first five classes (2011 to 2015) showed a significant decrease
in the dropout rate from 49% to 32%, which is similar to rates of other Unicamp
programs. As of 2022, of the 701 students who, after finishing PROFIS, were
admitted to regular undergraduate programs since 2013, 69.2% are enrolled,
18.4% have graduated, and 12.4% have dropped out. Given that, on average,
students take approximately 6 years to complete a regular degree, we still
need to wait a little longer to have a complete picture of the success rates of
PROFIS graduates, especially considering the effects of the pandemic on time
to graduation, which have been observed in Brazil.



isalmi@tertiaryeducation.org 24 Aug 2023

Transforming Lives at the Institutional Level 113

Despite strong affirmative action effects, PROFIS’s impact is clearly limited
given its relatively small scope, in numbers of students admitted and in
geographic coverage. The program has not yet developed stronger interaction
with the school system, a desirable outcome. There have been discussions of
expanding the number of schools to the Campinas metropolitan area, which
would almost triple the number of students to be admitted, but thus far, it has
not been adopted. One of the reasons for not expanding the PROFILS model
was that the university decided to develop a broader inclusion system, including
quotas, described next.

The new bonus/quota hybrid system (2019)

The national quota law, passed by Congress in 2012, caused federal universities
to move quickly toward reaching the goal of 50% participation by students
who had graduated from public high schools and increasing participation by
blacks. Meanwhile, in the 4-year period of 2011-2014, among students admitted
to Unicamp, including those in the PROFIS system, participation by the target
groups was still at the same level as for 2005: approximately 35% for those who
had graduated from public high schools and 15% for black/indigenous students
(COMVEST 2022).

During the years 2015 and 2016, the university administration, led by
Rector Tadeu Jorge, responding to growing pressure from faculty, students
and staff groups that asked for changes in the inclusion model of Unicamp,
organized a series of seminars and debates, and it became clear that the
university was ready for a new proposal, now including quotas with clear
inclusion goals. The following administration, now led by Rector Marcelo
Knobel, had a committee formed by academic senior members that developed
a new, encompassing model, which was put in place in 2019. The model
adopted was of a hybrid nature, keeping bonus points for applicants who
had graduated from public schools but now adding quotas for that group
and/or for black and indigenous students. The complete system is presented
in Table 1.

Table 1. Unicamp’s hybrid bonus/quota system

Banus % Reserved vacancies/total

System Exam % Vacanches/total Public lower- Public upper-  Public upper- Nk PublUpSec
t
secondary secondary secondany and Bf1*

*Public uppet-secondary education and black/indigenous
Source: COMVEST/Unicamp - http://www.comvest.unicamp.br/vestibular-2003/
manual-do-ingtesso-2023/
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First, PROFIS has been kept separated, as described above, without changes.
Second, 20% of the vacancies are filled by students graduating from public
schools, and the other half is split between those who, in addition to the
schooling requirement, declare to be black or indigenous and those who only
declare themselves to be black (last line in the table). Those spots would be
filled according to the results of the National Exam of Secondary Education
(ENEM), which helped turn the system broader, as students from anywhere in
Brazil could take part in the admission process.

The remaining vacancies (80% of the total) are filled by those taking Unicamp’s
own entrance exam. Of those, 65 percentage points are reserved for the PAALS
model, with bonus points only for school system origin, and the remaining 15
pp for those who declare themselves as black, no schooling criteria. Unicamp has
also started a new multi-institutional admission system dedicated to indigenous
students, not included in the table (but included in the results below).

Despite the apparent complexity of the system, it has worked as planned
since 2019. The impact of changes was immediate, as Table 2 data, comparing
the periods 2011-2014 and 2019-2022, show.

Participation by target groups increased significantly: for those who had
graduated from the public secondary school system, from 33% to 46%, and
for black/indigenous students, from 15% to 34%. By adding PROFIS students’
data to the table, both figures would increase by approximately 2-3 percentage
points. Considering only the indigenous students, their numbers increased
almost 10-fold, from 37 (2011-2014) to 361 (2019-2022). The latter figure
implies a participation of almost 4% of the total admitted students. This is a
much higher level of participation than that of the whole indigenous population
in the country’s population, which is approximately 0.3%.

Table 2. Admissions: total, students who graduated from upper-secondary
public schools, who are female or whose mothers do not have a higher
education degree. Unicamp, 2011-2014 and 2019-2022

1001-2004 2009-2022
Students admitied ¥ Tetal % Total
Total 13,760 100.0 13,537 1000
Upper-secondary public schook graduates 4,538 130 6,184 457
Self-declared black indigenous 2118 154 4,549 336
Fermnale 6077 442 5939 439
Mcther wio higher education degree 6,364 46.3 | 6,381 47.1

Source: COMVEST/Unicamp (COMVEST 2022)

There was little impact on patticipation by women® or on the schooling level
of mothers of students, which tends to have a close relationship with their
educational attainment and their family’s socioeconomic status. Thus, one

6 Unicamp has a strong hard sciences and engineering emphasis, which is related to the historically
stable participation by women approximately 45%. The new admission system did not have
any impact on that, either way.
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would be inclined to think that the system has had little effective impact from a
socioeconomic point of view, just replacing white/Asian students with black/
indigenous students of similar socioeconomic levels. However, that is not
true, as Fig, 1 shows: the income distribution of the students’ families changed
significantly, which depended closely on the changes in the ethnic/race profile
of students.

Students are grouped by family income into four subgroups: below 3
minimum wage salary units (MWS)’, from 3 to 5 MWS, from 5 to 10 MWS and
above 10 MWS, and the columns ate split by race/colot. The socioeconomic
effects of the expanded AA program become explicit if one compares before
and after its adoption and the role played by colot/race. There is a change in
the income profile of whites as well, which comes from the incentives and
quota systems for public school graduates with no relation to colot/race. Of
note is the group of indigenous students admitted since 2019, almost all of
whom belong in the lowest income bracket. For other income groups or for the
previous period, their numbers are so small that their participation is just a trace
and practically invisible in the graph above.

Figure 1. Admissions according to family income (minimum wage salary units)
and self-declared color/race, Unicamp, 2011-2014 and 2019-2022

1011-2014 200 9-2022
000
as00
000
1500 "
A0 Beslan
2508
u Indigenout
F0D W Mack
ES00
w Whate
L]
0
o
<IMWS From3toS From 5to 10 Abowe 10 <IMWS From3to5 Froem5tol0 Above 10
WS LW L W WS L]

Source: COMVEST (2022)

As a final comment on income, the average income for the 2011-2014 group was
9.2 MWS, while for the more recent class, it declined to 7.1 MWS, or by 23%.
The decline occutted for all colot/race subgroups. For the more tecent group
of new students, the values ranged from 1.3 MWS for indigenous students to
9.0 MWS, for Asian Brazilians, with intermediary values of 4.9 and 8.3 MWS for
blacks and whites, respectively.

7 In Brazil, there is an official minimum wage which is established every year by a presidential
decree. During the petiod considered, the cortection was based on inflation plus some
extra value depending on real economic growth of the economy, which has declined since
2011. Thus, it may be considered relatively constant, in real terms, between the two periods
considered in Fig; 1.
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Conclusion

Unicamp is possibly the research-oriented university in Brazil with the most
developed set of inclusion programs dedicated to increasing the probability
of underrepresented groups being admitted by the university. These programs
are the result of continuous development over two decades. Despite all the
advances, there is still much to be done. Since the most recent changes took
place just before the COVID-19 pandemic, some time is needed before
evaluating academic performance as a function of new student demographics.
Are the beneficiaries of the new program performing well? Are there retention
issues? These and related questions will have to wait until the pandemic effects,
mostly expected to be of a negative character, have dissipated.

Regarding broader limitations, many of the issues that higher education
affirmative action programs such as those of Unicamp try to address have their
origins in precollege education. In that respect, there are two main aspects that
have certainly been aggravated by the recent pandemic: the poor quality of
precollege education and the low levels of completion at the upper secondary
education level. Approximately one-third of the country’s young adult
population (18-29-age group) does not have a secondary degree IBGE 2019).
Given the poor quality of results even for those who succeed in graduating,
exemplified by various assessment systems, including PISA (for 15-year-olds)
and the national assessment system for those finishing secondary education, all
efforts developed by universities such as Unicamp will have to address limitations
that are beyond their reach. The fact that even now, with all incentives,
participation by public school graduates applying to the general admission
system is still far below 50% of the total applicants, at 31% (2022), while over
80% of all high school graduates in the state of Sdo Paulo studied in the public
system (INEP 2021), is an indication that if inclusion in HEd is an important
objective, action should be focused on basic education, especially at the upper
secondary level. However, affirmative action at selective institutions, such as
Unicamp, will likely remain necessary for the foreseeable future, as structural
inequalities in the Brazilian educational system are not going to be resolved
even under optimal policies. Regarding universities, such programs should be
under constant evaluation of results, including those of academic nature, and
improvements should be developed if deemed necessary.
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4.3 The PACE Access Program at the University of Santiago de
Chile

Authors: Karla Moreno Matus* (Chile), Renato H. L. Pedrosa (Brasil)

*Karla Moreno Matus is a professor of Diversity and Inclusion at the University
of Santiago de Chile and has conducted extensive research and participated
in the implementation of policies to encourage access and success for
underrepresented students in Chile.

Country

Chile

Institution

Universidad de Santiago de Chile, Santiago - https://www.usach.cl/
Objectives

Equity, inclusion, diversity in higher education.

Main Contacts and Sources of Information

Patricia Palaviccini — Directora Catedra Unesco de Inclusion en Educacion
Superior

Type of initiative

Affirmative action program to promote the access of low-income students

Introduction: National, Regional, and Institutional Context

Chile’s higher education (HE) system has, as is the case for other countries in
Latin America and other regions of the world, undergone substantial expansion
in recent decades. Currently, the system has 1.21 million students enrolled in
undergraduate programs in 132 higher education institutions of three types:
47 Technical Education Centers (Centros de Formacion Técnica), 31 Professional
Institutes (Institutos Profesionales) and 54 Universities (Universidades). Participation
by institution type in the total enrollment is 11%, 33% and 56%, respectively.
A majority of the institutions are private, including all Professional Institutes
and almost all Technical Education Centers. The overall split in enrollment is
84% for private and 16% for public (“estatales”) higher education institutions
(HEIs). Among universities, the private subsystem is split into those that are
members of the CRUCH group®, the more prestigious ones, which also include

8  The Council of Rectors of Chilean Universities (Consejo de Rectores de las Univerisades Chilenas)
— CRUCH brings together the 30 most prestigious universities in Chile, including all 18
publics and 12 privates, of which 5 are catholic universities (Mineduc 2022). https://www.
consejoderectores.cl/en/
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all public universities, and those that are not. Universities” participation in total
enrollment is 16% for public universities, 16% for CRUCH private universities
and 25% for the remaining private universities (Mineduc 2022).

Chile’s HE system also includes another 55 thousand postgraduate (mastet’s
and doctoral) students, all enrolled in universities. Public ones enroll 23% of
those students, CRUCH privates 29% and privates 48% (Mineduc 2022). Chile
has the highest gross tertiary enrollment rate in Latin America, and it also leads
the region in the number of scientific publications per capita.

Geographically, institutions located in the capital, Santiago, account for
approximately half of the total student enrollment in HE in Chile. The
Universidad de Santiago de Chile (USACH), a major player in the development of
the program to be presented in this case study, is one of them.

Despite numbers that would be seen as very positive in the Latin American
context, less than half of all admitted students are starting college right after
graduating from secondary schools, and that rate has declined in recent years:
45% of those graduating from high school in 2020 were admitted by HEIs in
2021, a drop from the rate of 53% for those admitted in 2017 (Mineduc 2021).

An important development in recent years was the 2014 reforms that
affected access, financing and quality assurance of the system. These reforms
were introduced in response to students” demonstrations of 2011, which had
financing issues as central motivation, as it became clear that the student loan
system used since the 1980s had become unsustainable because of the debt
burden on students. Other issues involved deregulation effects on quality and
lack of control of private institutions.

One of the main points of the reforms had to do with the national
standardized tests used for admissions (Prueba de Seleccién Universitaria -
PSU). It had become clear that the results of the test were highly correlated
with the socioeconomic level of students’ families, with clear negative equity
effects in terms of access to the system, especially enrollment in universities
(Pearson, 2012).

Given that scenario, in 2014, the Program to Improve Access to Higher
Education (Programa de Acceso Efectivo a la Edncacion Superior - PACE) was
developed. PACE provides a path for secondary level students who had good
academic records but could not reach the cutoff point scores in the national
test (PSU) to be admitted by HE institutions, given the prevailing inequalities
in basic education. Before PACE is described and how it came to be, we briefly
outline the university that was fundamental in its development and the basic
current enrollment information that are relevant for inclusion analysis.

The Universidad de Santiago de Chile

The Universidad de Santiago de Chile (US.ACH) is a century-old public university
located in the capital Santiago, with a distinctive academic trajectory. One of its
hallmarks has been the creation of programs of inclusive access to HE, for



jsalmi@tertiaryeducation.org 24 Aug 2023

120  Jamil Salmi

which it has been granted a UNESCO Chair of Inclusion in High Education,
which has played a central role in the development of social inclusion policies
in Chile, including the development and establishment of PACE.

USACH currently has 23,787 undergraduate students enrolled (Mineduc
2022). As evidence of its leading role regarding social inclusion, its student
body presents one of the lowest rates, among universities, of participation
by those who graduated from paid private high schools, as shown by data in
Table 1. The table presents data about the type of secondary school system
of origin of enrolled students, for the whole system, for universities and, for
direct comparisons, for USACH, Universidad de Chile and the major Catholic
university in Chile, PUC-Chile.

Table 1 - Type of secondary institution of origin of students (TES)

Total TES® W TES Tensl SR urscipal WPlrivate WPriwate) Dther®®f
enroliment [ctertifoest) i s wubisidipad TES TS 5
Total Chils 1,211,797 1,098,085 0.5 30.4 530 1.9 ar
Total Universidic 683,217 48,788 .0 4.8 4.1 178 L
Universidad de Chile 34,833 34,302 4.5 6.6 &2 332 11
Ll e Jantisgo de Chile 23,787 23,093 .4 154 601 ¥ 41
PULC:Chile 30,636 30,214 58.56 16 T4 (%] T

*TES: type of secondary institution of origin (“tipo de establecimiento secundario”)
**]nstitution of delegated administration and local educational services
Source: Database Higher Education (Mineduc 2022), authors’ processing

First, more than 90% of all students had their schools of origin identified, a
figure that increases to 95% for universities and is more than 97% for the three
universities with data included. USAACH has only 10% of its students with paid
private high schools (among those with schools identified), while the average
for the universities is 18%, and for the two comparison universities, the figures
are 32% for U. de Chile and 61% for PUC-Chile. This is a clear indication of the
impact of the affirmative action policies at USACH, including the program to
be presented in this report, as the stratification of the educational system of
Chile is well documented, with students from the higher socioeconomic strata
tending to concentrate in the paid private system (Bellei, Orellana and Canales
(2020), Villalobos et al (2020)).

Regarding the sex of students, US.ACH shows a slightly different outlook
compared to the whole system or to that of public universities. There are
more male than female students enrolled, 54% to 46% in participation rates,
respectively, while for the whole system, the split is exactly reversed, 46% to
54%, respectively. Similarly, we observe reversed ratios, 47% and 53%, for male
and female participation in public universities. This is a direct consequence of
the fact that engineering is a much stronger field at US.ACH when compared to
health, and, not only in Chile but in most countries, engineering is a mostly male
field and health is a mostly female one. The figures confirming those remarks
are described next.
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At USACH, engineering and related fields account for 40% of the total
enrollment, while only 21% of students are enrolled in those fields for the
whole system, and 26% are enrolled at public universities. On the other hand,
only 10% of the enrollment at USACH is in health-related fields, while for
the whole system, the figure is 24%, and for public universities, it is 22%.
When we check the split by sex, women account for 21% of the enrollment in
engineering-related fields for the whole system and for 30% for US.ACH and
for public universities, so that, actually, USAACH is doing relatively well in that
regard, including more women than the overall average and similar to other
public universities. For health-related fields, participation by women stands at
77% overall, 73% for USACH and 72% for public universities; thus, again,
USACH is not an exception in that regard. The figures above, put together,
explain why women’s participation at USACH, overall, is lower than that of
other universities and of the whole system: it follows from the academic
structure of the institution and is not related to inclusion issues specific to
USACH (Mineduc 2022).

Development and description of PACE: the institutionalization of
inclusion efforts

Early initiatives

Since the early 1990s, a group of researchers at the Universidad de Santiago de
Chile (USACH), led by Francisco Javier Gil, undertook studies showing how;,
historically, a large group of students who had finished secondary education
had not had access to the more prestigious group of Chilean universities, despite
having attained the minimal scores in the national entrance examinations. Those
students were in their majority from poor and vulnerable families. As a result
of these studies, USACH started to provide funding for a series of programs,
such as the 5% Bonification Program (1991), Unesco’s Propedeutic Program (2007)
and the Ranking Point Program (2012), which paved the way for the development
and adoption of PACE a few years later. USACH also set up an institutional
umbrella for all its inclusion programs, the Inclusive Access, Equity and Permanence
Program (PAIEP), which was established in 2012 under the UNESCO Chair of
Inclusion in Higher Education and with support from the Ministry of Education
(for details of the history and features of these programs, see Lizama, Javier
Gil, Rahner, 2018).

The UNESCO Propedéuticos Network (2007)

This program, created in 2007 by USACH under UNESCO’s Chair of Inclusion
in Higher Education, is directed at students in the last year of secondary education
in schools considered more vulnerable in the regional context of the institution.
Students in the top 10% of their class are admitted to the university without use
of the national test scores after a preparatory phase. They would not have been
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admitted if the standardized test had been used. The results of this initiative
were positive, despite differences in pre-college education, when compared to
the students admitted with high scores in the national test (Koljatic, Silva, 2011).
Presently, the model has been expanded, and other Chilean universities have
adopted the system, always in accordance with the original UNESCO’s Chair
vision (Lizama, Javier Gil, Rahmer, 2018).

The Ranking Point Program (2013)

Until 2012, to be admitted to a university, the main criteria were the score
obtained in the National Standardized Test and the grades of secondary
education (to a lesser extent). As of 2012, the Council of Rectors of Chilean
Universities (CRUCH) decided to incorporate a new criterion: the ranking
score. This score seeks to measure school performance in context, that is, within
the educational establishment of each student. In this way, the best student
in each school will have the maximum possible score, taking into account the
differences of each educational establishment and its evaluation practices. This
scoring system had been created years before by the University of Santiago de
Chile (USACH), and although it did not have the support of the Ministry of
Education, CRUCH began to use it because it provided greater guarantees of
equity than the National Standardized Test. In the first year of use, it was given
a low weighting in the admission processes (10%), but over the years, this has
increased in many Chilean universities, reaching 40%. The PACE program, on
the other hand, uses this score as it