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1.0 Introduction 

GLAS is a European EACEA co-funded project designed to compare, develop and disseminate 
best practice in supporting the social inclusion and progression of working class individuals 
and, in particular, women, in lifelong learning. The project is trans-national, trans-cultural 
and has been set up to produce practical outputs to support staff working in this area.  
 
The aim of this interim report is to give a background to the use of different types of 
Community and Civic engagement (CCE) strategies which have been adopted by Higher 
Education Institutions and other stakeholders in partner countries. Unsurprisingly different 
countries and cultures have embraced different interpretations of CCE strategies. However, 
by comparing all three approaches we hope to examine commonalities and contrasts and 
find potential learning opportunities for each other and other member states. 
 
In addition to the specific implementation of CCE in each country, the report will examine 
aspects of funding, delivery and process; staff training and staff development. Where 
possible it will draw out the particular implications of each of these areas for social class and 
gender, specifically for students from lower social classes and women.  

2.0 Preamble 

This report is the culmination of separate reports written by consortium partners after a 
GLAS project e-conference and staff mobility to discuss this topic in The Netherlands in 
October / November 2012.  
The rich diversity of the partner organisations involved in GLAS has enabled this report to 
include a variety of perspectives from which to examine CCE. Linking London / Birkbeck have 
examined CCE as undertaken by HEIs, from the perspective of a partnership organisation in 
the UK, the Universitat i Rovira Virgili has explored the topic through the lens of a single HEI 
with a “social contract” in Spain, and the Dutch partners, ECHO and Hogeschool Zuyd, have 
described both a national approach which starts in the school sector, spans volunteering 
undertaken by adults, and considers various initiatives based within the context of higher 
education.  
 

3.0 National Perspectives - from three specific viewpoints 

3.1 The United Kingdom 

Community and Civic engagement (CCE) in the UK is defined, interpreted and manifest in 
several ways by HEIs, from ‘outreach’ and other ‘widening participation’ offers, through 
research projects to ‘public engagement’ of staff, to activities coming under the broad 
interpretation of ‘corporate and social responsibility’. All such activities have the potential 
to address entrenched issues of class and gender, which the GLAS project is focussing on, 
especially when approached in a strategic manner with buy in from both those with key 
roles within the HEI, and supported operationally by staff who see this work as a key part of 
their mission. For the purposes of the GLAS project we are defining Community and Civic 
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Engagement (CCE) as the partnership / or dialogue between HEIs and stakeholders with 
either the geographical or cultural communities surrounding HEIs, for mutual benefit.  
 
For many HEIs which have been in existence for decades, CCE has its roots in the reaction to 
the worst excesses of the industrial revolution. The  rapid  urbanisation of the working class 
led to the worsening of social conditions. CCE was led in the main by philanthropic members 
of the newly arising middle and professional classes, who saw in education the answer to 
some of the ills that rapid industrialisation was causing.  Many universities have a long 
standing relationship with their locality, be it the inviting in of the local community to follow 
accredited courses or informal learning, or, the use of university facilities.  
 
An examination of current CCE activity in HEIs in London reveals on the one hand a rich 
academic field mainly focussing on citizenship education which has its origins in the USA1 
and on the other, examples of innovative initiatives and projects which could also be 
interpreted as outreach activity. Currently in the UK, there is no overarching body which 
oversees or collates information on strategic community and civic engagement activities in 
HEIs . There is, however, an organisation called National Coordinating Centre for Public 
Engagement (NCCPE2

http://www.publicengagement.ac.uk/what

), whose remit is more in the public engagement area, but which 
describes its work as “an aspiration to better connect the work of universities and research 
institutes with society” ( ). NCCPE was set up in 
2008 as part of national initiative called beacons for public engagement, to support HEIs 
who want to do and improve their public engagement, which is becoming an increasing 
prerequisite for the Research Council funding.  
 
Back in 2005-06 the funding council for Higher Education in England ( HEFCE), had a member 
of staff dedicated to the CCE area, in part to organise the Higher Education Active 
Community Fund, which was mainly concerned with developing volunteering opportunities 
for staff and students. This fund no longer exists, nor the individual staff role, and the 
interest in CCE activity is now spread over several areas in HEFCE, including ‘HEIs liaison with 
business’, ‘equality and diversity’ and ‘student opportunity’3. In 2009, however, HEFCE 
provided funding for London Higher (a representative body for London HEIs) to conduct 
baseline research into social engagement by London HEIs4

 

. This work concludes that “as 
universities and colleges in England are generally seen as autonomous, there is little 
understanding of the scale of public funding which HE receives”. In addition local 
communities might be unaware that HE own and provide the services and facilities which 
are in general use. At present there are no plans to repeat this work to ascertain current 
social engagement in 2012, in which the fiscal climate and the higher education landscape is 
significantly altered from 2009. A series of recommendations were produced from this 
report in addition to a  second significant report of 2009. Due to the immense change which 
the sector has experienced over the last few years it may be that many of these 
recommendations have still not been explored. 

                                                           
1 Annette, J (2010) The Challenge of Developing Civic Engagement in Higher Education in England. British 
Journal of Educational Studies, 58, No.4 pp.451-463. 
2 http://www.publicengagement.ac.uk/ retrieved 27/11/2012 
3 Personal communication with HEFCE staff. 
4 London Higher (2009) Social Engagement by London’s Higher Education Institutions.  

http://www.publicengagement.ac.uk/what�
http://www.publicengagement.ac.uk/�
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The second significant report was published in 2009 by NESTA, which is an UK based 
independent charity whose aim is to transform the UK’s capacity for innovation5. John 
Goddard, Professor Emeritus, who leads the Civic University Study Programme (CUSP)6 at 
Newcastle University, wrote a provocation in which he suggests that during the HE 
expansion of the 20th Century “the key purpose for which universities exist has been lost”7

 

.  
Elements from his recommendations are noted in the recommendations for policy for this 
core theme. 

A brief examination of Linking London’s partner HEIs current CCE work reveals that, from 
our perspective, whilst much outreach and community engagement activity exists, often an 
overall strategic plan for this work within HEIs may be missing8

• “We will shape the future of professional life by:……being a responsive, 
metropolitan and cosmopolitan university serving the needs of diverse communities” (post 
92 HEI) 

. There are numerous 
examples of innovative CCE from Linking London partners, one of which, Birkbeck, 
University of London will be explored in case study 1.CCE appears to varying extents in 
London HEIs mission statements with varying scope, from local to global and are shown in 
the excerpts from mission statements retrieved from HEI websites below: 

• “To be the most admired UK University for creating professional opportunity. We 
intend to be a source of pride to our students, our staff and the communities we serve.” 
(post 92 HEI) 
• “Creating change, locally and globally:…being socially aware and socially 
engaged….actively promoting sustainability….fostering a social and intellectual community 
within, and beyond, X” (pre 92 HEI). 
 
Elsewhere in the UK, there are a number of notable examples of CCE work: the work of 
Queens University Belfast and the Community University Partnership Programme (CUPP) at 
the University of Brighton. Queens University Belfast9 further developed the Dutch idea of 
‘Science’ shops from the 1970s. Working across all university facilities, the ‘science shops’ 
provide a way of “linking the knowledge and skills of students and staff with community 
needs through course based research projects and dissertations”. The benefits for staff are 
associated with fulfilling public engagement requirements of funding bodies and students 
can use such work to add to their personal development plans. The CUPP project at the 
University of Brighton has been in existence for nearly 10 years and began as an externally 
funded project, but now has “become central to the universities corporate mission”10

 
.  

                                                           
5 http://www.nesta.org.uk/about_us retrieved 27/11/2012 
6 http://www.ncl.ac.uk/curds/research/project/3981 retrieved 27/11/2012 
7 Goddard, J (2009) Reinventing the Civic University. NESTA: London. 
8 Personal communication with Linking London partners 
9 http://www.qub.ac.uk/sites/ScienceShop/ retrieved 27/11/2012 
10 http://www.brighton.ac.uk/cupp/about-cupp.html retrieved 27/11/2012 

http://www.nesta.org.uk/about_us�
http://www.ncl.ac.uk/curds/research/project/3981�
http://www.qub.ac.uk/sites/ScienceShop/�
http://www.brighton.ac.uk/cupp/about-cupp.html�
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3.2 Spain 

The level of civic engagement in a country can be determined by the strength of its civil 
society, and in Spain, compared to other countries, civil society is weak11. However, it can be 
said that University graduates are more socially engaged than the rest of the population, 
with higher figures in some aspects that suggest a high level of civic engagement, i.e. 
volunteering, participation in associations, cultural engagement or social IT usage12

 
. 

In this context the relationship between universities and the community has been defined in 
Spain mainly by policies and legislation. In general, the policies of territorial distribution, the 
institutional mission and the governance model of the Spanish and Catalan University 
system have strongly defined how the Universities have to be present in the communities 
where they are located, and what is their duty in relation to them. More specific actions for 
CCE are related to the inclusion of active citizenship in the nuclear curriculum. 
 
Territorial distribution 
 
The territorial distribution of the Spanish universities has been extended and decentralised 
over the past few decades and there has been a significant increase in the number of public 
universities (from 30 in 1985 to 50 in 2012). Today, each autonomous community offers 
public university education. In the case of Catalonia, there are 8 public universities and 4 
private universities. During most of the 20th century there were only universities in 
Barcelona, but, once the Catalan Government had assumed the university competences 
(1985), the current university system began to take shape. During the decade of the 1990s a 
new university in Barcelona and three new universities in the province capitals of Girona, 
Lleida and Tarragona were created, as well as the Open University of Catalonia (UOC), with a 
highly innovative online learning model. This distribution has enabled the universities to be 
present in all the communities and also to improve access to Higher Education for the 
population of all the areas. 
 
Institutional mission 
 
The Universities, especially the so-called “territorial” ones, do not only have to be placed in 
the region, but also have the duty of working for its progress, and their creation laws 
specifically state they must serve their territory: 
“… and its creation must serve as the driving force for the cultural, scientific and technical 
progress in Southern regions of Catalonia and specifically in the cities where its centres are 
located 13

 
.” 

                                                           
11 Omar G. Encarnación (2001). Civil society and the consolidation of democracy in Spain. Political Science 
Quarterly, 116(1), 53-79.   
12 Associació Catalana d’Universitats Públiques (ACUP) (2011). Impactes de les  universitats públiques catalanes 
a la societat. Barcelona: ACUP (pp. 107-110). Available at http://www.universitat-societat.cat/pdf/impactes-
de-les-universitats-publiques-catalanes-a-la-societat.pdf 
 

13 Law 36/1991, 30 of December, on the creation of Universitat Rovira i Virgili. Available in Catalan at  
http://wwwa.urv.cat/la_urv/3_organs_govern/secretaria_general/legislacio/llei_creacio.htm 

http://www.universitat-societat.cat/pdf/impactes-de-les-universitats-publiques-catalanes-a-la-societat.pdf�
http://www.universitat-societat.cat/pdf/impactes-de-les-universitats-publiques-catalanes-a-la-societat.pdf�
http://wwwa.urv.cat/la_urv/3_organs_govern/secretaria_general/legislacio/llei_creacio.htm�
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This statement is also included in the creation laws of Universitat de Lleida (UdL) and 
Universitat de Girona (UdG), talking about their respective territory.  
 
This general mission is transferred to the universities statutes, which state it amongst the 
University functions. See, for example, article 5, e) of the statutes of URV: 
Art. 5 e) Assuming the role of driving force of a human, responsible and sustainable 
progress, mainly in the social, cultural and economic fields of the Southern region of 
Catalonia, through independent research, transmission and application of knowledge 14

In the next box, and as an example of good practice, we summarize how the URV mission is 
developed through different CCE programmes and actions. 

. 

 
Examples of CCE PROGRAMMES AND ACTIONS promoted by the URV 

Service Learning. Service-Learning is a teaching and learning strategy that 
integrates meaningful community service with instruction and reflection to 
enrich the learning experience, teach civic responsibility, and strengthen 
communities.  

Extended campus (EC) – Knowledge Antennas. Commitment to developing 
the local region from the more cultural aspects to the socioeconomic ones. 
In order to bring knowledge closer to people, the project aims to understand 
the needs of each territory and contribute to their progress by creating a 
network of knowledge antennas (AC). 

University Friends. Aimed at any citizen willing to commit with the project 
and objectives of the University, including alumni. Members have a 
membership card which proves their commitment and gives access to 
facilities and services. 

University Extension.  Activities related to cinema, theatre, music, debates, 
etc. Aimed to disseminate culture, science, technology, arts and knowledge 
as the basis for social progress. Encourages exchanges between individuals 
from different educational backgrounds and from outside the university. 

The Campus of International Excellence Southern Catalonia (CEICS) 
represents the strategic union of different organizations and structures 
involved in teaching, research, knowledge transfer and the productive sector 
in southern Catalonia. It aims to contribute to the future growth of the 
region and in its productive network. 

URV Chairs. Forums for disseminating the specialized research and training 
activities carried out by the URV in collaboration with public and private 
entities. The chairs are aimed at a theme and can be:  

1. Chairs that promote knowledge transfer and innovation 

                                                           
14 Available in Catalan and Spanish at 
http://wwwa.urv.cat/la_urv/3_organs_govern/secretaria_general/legislacio/estatuts/index-nou.htm 

http://wwwa.urv.cat/la_urv/3_organs_govern/secretaria_general/legislacio/estatuts/index-nou.htm�
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2. Chairs for the promotion of knowledge extension and reflexion on 
social problems. 

Training opportunities for staff in Community and Civic engagement. No 
specific training for CCE has been detected, but training for teachers in 
methodologies that have as a final result the engagement with the 
community, for example, Service-Learning, is provided. 

Governance model 

National legislation also defines the role of the community in the Universities, and especially in their 
governing bodies. The main laws regulating universities15

 

 introduce the figure of the University 
Social Council, as “the body by which the society participates in the University”.  At the same time, 
the representation of the society in the University, as well as the work the University does for the 
community, is not a centralised issue, and different governing bodies (i.e., offices of the vice-rector 
and advisory councils) are also responsible for it.  

In the next box, and as an example of good practice, we summarize how the URV university 
governance model works16

URV Governance model 
. 

Social council 

This body is compulsory and the law regulates thoroughly its composition and 
its functions. The University Social Council (USC) of any Catalan University is 
formed by 15 members, 6 of them represent the University community 
(including Rector, bursar and general secretary) and 9 of them represent 
society. The composition of the members representing society is the following: 
2 appointed by the Parliament of Catalonia; 3 appointed by the Catalan 
Government; 1 appointed by the Local Institutions; 1 appointed by the Trade 
Unions; 1 appointed by the Employer’s Organizations and 1 alumni. 

The mission of the URV Social Council is stated as follows17

• The USC collaborates in the elaboration of University actions and plans 
proposed by the Governing Board and it offers its resources and influence to 
execute the University mission. 

: 

• The USC fosters the University further from its own mission and vision. 
• The USC is the body through which society participates in the University. A 
link between the two parts, it not only brings society’s needs and worries to the 
University but also is the means by which the potential of the activities carried 
out at the University are funnelled into society. 
• The USC is the channel that the governing institutions use to inform and 
influence the decisions that affect the University.  
• The USC is a link between the University and the private sector, it finds 

                                                           
15  Law 6/2001, 21 of December, on Universities (Spanish University Law); Law 1/2003, 19 of February, on 
Catalan Universities (Catalan University Law). 
16 Interviews with URV both social council and board of governors members have been conducted as a 
qualitative research methodology to gain insights about URV governance model in practice. 
17http://www.urv.cat/redireccionar.php?url=http://wwwa.urv.cat/ogovern/consellsocial/index.html 
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support opportunities among companies and at the same time informs them of 
the services and knowledge that the University can provide them. 

At the URV, the University Social Council has established a way of operating 
that includes, besides its regular procedures and functions, the work by 
projects. Among the regular procedures, which are established by law, the 
University Social Council has control management functions over many 
processes at the University, such as the annual budget, the creation of new 
studies, or the operations with the University assets. The URV Social Council is 
also working with projects set up by any of the members. Some of the projects 
set up by the University Social Council include grants for students with special 
economic situations, grants for master’s studies or grants co-funded with 
companies. Other projects are prizes to Secondary Education works, prizes to 
teaching quality or management quality inside the University. These projects 
are set up when any of the society representing members perceives a need in 
society and proposes a project to address it. 

Although the functions of the Social Council are clearly stated, and although it 
works as a control body of the decisions made by the University Board, its task 
may be sometimes hard to fulfil for its members. None of the members 
representing society is even close to being dedicated full-time to the Social 
Council Tasks, and regular meetings are only held, approximately, on a monthly 
basis. The perception of needs is made by the members from an individual 
perspective, there is not any systematized plan for this purpose or any issues 
stated as strategic that are to be addressed by the Council. 

Offices of the Vice-rector 

As a governing body, the Office of the Vice-Rector (OVR) for Society and 
Institutional Relations is entrusted with promoting and managing the URV’s 
relations with other universities, public administrations and individuals. Among 
its competencies are the university-society chairs18

The mission of the different OVR and the University Social Council may overlap, 
and this may cause tensions between the bodies. 

, the association of alumni 
and friends of the URV, the volunteers and cooperation office, the extended 
campus and knowledge antennae. It is also responsible for the policy of 
equality, it monitors the Strategic Plan for the Third Mission and it organizes the 
Summer University. Besides, the OVR for Teaching and the European Higher 
Education Area (EHEA) is responsible for Service Learning, and the OVR for 
Students and University Community is responsible for the University extension 
groups (LLL) and the relations and activities with secondary schools (WP). 

Advisory councils 

Other University bodies involved in CCE are the advisory councils, which are to 

                                                           
18 The university chairs are forums for disseminating the specialized research and training activities carried out 
by the URV in collaboration with public and private entities. They allow the URV to build strong relations with 
all the agents operating in the region. They also show that it is possible to generate efficient interactions and 
to create trust between society and the university.  
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be created by the university centres related to their studies, with people 
external to the university. These advisory councils work mainly adjusting the 
curricula with the skills the labour market requires from graduates. 

Student participation 

Students’ participation is assured by their own body, the Students’ Council, 
which works as the interlocutor between the students and the Rector’s Office. 
Besides, the students have delegated members in some governing bodies, such 
as the University Social Council, the Governing Council, the Faculty Boards or 
Department Councils. 

 
Inclusion of active citizenship in the nuclear curriculum 
 
Civic engagement is also understood as an active citizenship, community service, social change and 
some way of political involvement19. The White Paper on the University of Catalonia20

 

 (ACUP, 2008), 
established that the Catalan University “must educate students in values such as the democratic 
political culture, the equality of the sexes, the culture of peace, human rights, respect, tolerance and 
social policy. These values must be conveyed throughout the university period, regardless of the 
studies being followed. … In order to achieve these goals, some studies need to be reformulated using 
new methods of content design. Thus, there is a need to promote new ways of teaching that 
facilitate the acquisition of competencies and skills” (p. 53). In this sense, URV has included the civic 
engagement of its students in the nuclear curriculum and has institutionalized service learning as a 
teaching methodology (see Spanish case study on Service Learning at URV).  

The Rovira i Virgili University competence framework was first implemented in the academic year 
2003/04 to adapt its curricula to the European Higher Education Area. The proposed competence 
framework divides student’s competences into three different types: specific, transverse and nuclear 
(see Table 1 for a definition). Within each competence, various levels of mastery can be formulated. 
These levels express the degree of achievement of a competence throughout a degree, a course or a 
planned activity.  
 
Table 1. Definition of competences 
COMPETENCE DEFINITION 
Specific Set of competences related to the knowledge (knowing and understanding) and skills 

(knowing how to act) of each degree. They are not transferable to other professional 
fields and are not connected to the knowledge area.  

Transferable Set of competences related to attitudes and values (knowing how to be) and, 
procedures (know how). They can be transferred from one specific professional field to 
another. 

Nuclear or core Set of basic competences21 required by all URV students, which may be knowledge, 
attitudes and procedures. 

                                                           
19 Richard P. Adler, & Judy Goggin (2005), What do we mean by civic engagement? Journal of Transformative 
Education, 3(3), 236-253. 
20 Associació Catalana d’Universitats Públiques (ACUP) 2008. White paper on the University of Catalonia. 
Barcelona: ACUP. 
21 Such as, C1, Intermediate knowledge of a foreign language; C2, Advanced user knowledge of ICT, C3, Ability 
to manage information and knowledge; C4 Ability to write and speak correctly one of the two official 
languages of the URV; C5, Commitment with ethics and social responsibility as a citizen and as a professional; 
C6 Ability to define and undertake the academic and professional project proposed by the University). For 
further information see: 
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The creation of the EHEA fostered the definition of studies by competences, and not only by 
content. For this reason, the inclusion of civic competence in the curriculum of URV is also 
heavily influenced by the Recommendation of the European Parliament and of the Council 
of 18 December 2006 on key competences for lifelong learning (2006/962/EC). These 
recommendations state eight key competences European citizens must have in order to 
adapt flexibly to a rapidly changing and highly interconnected world22

 

. The sixth 
competence is the social and civic competences, the latter defined as “Civic competence 
equips individuals to fully participate in civic life, based on knowledge of social and political 
concepts and structures and a commitment to active and democratic participation”. 
Following this recommendation URV also established a civic competence within its nuclear 
competence framework. 

3.3 The Netherlands 

Community and Civic Engagement (CCE) in The Netherlands is often understood by the term 
‘citizenship’ and is mostly used in the context of integration. CCE is important to create and 
enhance the social cohesion within society. The term citizenship has been first officially 
mentioned in the integration policy document (Contourennota) in 1994 
(www.wikipedia.org/wiki/burgerschap). In immigration countries like the US, Canada and 
Australia the debate about citizenship has played a big role for a long time. In The 
Netherlands this debate became relevant in the 70s of the last century when large groups of 
immigrants started to work and stay. From 1994 citizenship would be the guiding principle 
in the integration debate. In the period 1994 - 2004 active citizenship was mostly focused on 
people who migrated to the Netherlands. They had to speak the Dutch language and they 
had to participate more actively in society. From 2004 there are more requirements for new 
migrants. Integration becomes more and more the responsibility of the immigrants 
themselves, not only the responsibility of the government. Newcomers have to play a more 
active role in society: by learning the Dutch language, knowing more of the Dutch values, 
and knowing how to actively enter the labour market. From 2004 the debate includes 
subjects concerning the preservation of the culture and identity of newcomers. Many 
immigrants want to participate in Dutch society and at the same time maintain their own 
culture and customs. They are prepared to integrate but don’t want to assimilate into Dutch 
society. Experiences in other traditional migration countries like the US, Canada and 
Australia show that successful participation in society can be enhanced by maintaining and 
celebrating ones cultural values and traditions. In these countries the cultural diversity of 
society is seen as a strength of society, which is a different connotation in comparison to 
recent debates in the Netherlands. An important issue related to recent developments is the 
question of what Dutch identity means. Good citizenship has become a term for all citizens 
instead of only the citizens with a migrant background. The debate about what exactly 
citizenship is and what citizens can expect, is still ongoing. 
 
The role of schools in stimulating citizenship 

                                                                                                                                                                                     
http://www.urv.cat/media/upload/arxius/SRE/AVA.%20X%20COMPETENCIES/guia_compete_nuclears_11_05
_09.pdf (p.26) 
22http://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:L:2006:394:0010:0018:en:PDF (p.13) 

http://www.urv.cat/media/upload/arxius/SRE/AVA.%20X%20COMPETENCIES/guia_compete_nuclears_11_05_09.pdf�
http://www.urv.cat/media/upload/arxius/SRE/AVA.%20X%20COMPETENCIES/guia_compete_nuclears_11_05_09.pdf�
http://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:L:2006:394:0010:0018:en:PDF�
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Education on good citizenship provides youngsters with the basic knowledge, skills and 
attitudes that are necessary to actively participate in their own environment and in society. 
They are introduced to values such as democracy, constitutional and human rights, 
sustainable development, conflict management, social responsibility, equity and managing 
social and cultural diversity. This type of knowledge cannot only be learned by theory, but 
has also to be learned by practicing in real life situations with the aim to create awareness 
about why good citizenship is important. Citizenship education is not meant to produce 
‘good citizens’ only. Democratic citizenship confers the right to dissent. Democracy requires 
a healthy dose of distrust among citizens, "good men must not obey the laws too well," said 
the American poet Ralph Waldo Emerson long ago! (source: Onderwijsraad) 
 
There are three domains to citizenship education: 

• Democracy - knowledge of the democratic rules of laws and political decision-making, 
democratic behaviour and the basic social values 

• Participation - knowledge about the basic values and possibilities for participation and skills 
and attitudes needed to become an active member of the community (school and society) 

• Identity - exploring their own identity and that of others, to get insight into their own values 
and into the role these play in life. 
 
In 2003 the Educational Council proposed to legally establish the role of schools in 
stimulating citizenship among youngsters, and is now defined in the sectoral laws. The 
Education Inspectorate is responsible for monitoring this task. However, the government 
does not give regulations on how it should be implemented. A number of "suggestions" has 
been made by the Ministry of Education Culture  and Science. The National Expertise Centre 
for Curriculum Development (SLO) has developed core curricula, which gives guidance to 
schools in planning and implementing citizenship education into their school curriculum. On 
the website of the Educational Inspectorate the assignment of the school is formulated as 
follows: 
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The role of volunteers 

Schools are not the only stakeholders in stimulating good citizenship. The role of volunteers 
in churches, mosques, sports clubs, unions, etc., is also very important to community and 
civic engagement and the social cohesion of the country.  
 
In 2007, 5.6 million of the Dutch population aged 18 years and older was acting as a 
volunteer. This corresponds to 44 percent of the adults. This is illustrated in figure 1 (source: 
CBS). Most volunteers are committed to a sports club (in Dutch: ‘sportvereniging’). Men and 
women participate equally in voluntary work, but for other types of organizations: men 
(‘mannen’) mostly work as a volunteer for a sports club (‘sportvereniging’), a church or a 
mosque (‘kerk of moskee’), while women (‘vrouwen’) tend to opt for volunteering at schools 
or in care (‘verzorging’). The largest proportion of volunteers can be found among the age 
group 35-44 year. Furthermore, residents of rural areas tend to be more often active as a 
volunteer than residents of urban areas. Also there are more volunteers among the higher 
educated than among the lower educated. (Source: CBS).  
 
Research shows that citizens with a migrant background are less often involved in 
(Institutionalized) voluntarily work than citizens with a non-migrant background (22% versus 
43%, Klaver, 2005). One of the causes is the relative lower economic situation of the 
migrants; the first priority in life is to earn enough money. Other causes are the unfamiliarity 
of (new) migrants with the institutionalized types of volunteering work in The Netherlands 
and the insufficient connection of the current (native) volunteers with migrant networks 
(Klaver, 2005). In the near future this can cause problems, especially in urban areas. The 
percentage of migrants in these areas will grow above 50% of the population, it will be 
necessary to get more migrants interested to act as a volunteer.  
 
Among the migrants higher educated people are also more often active as a volunteer than 
lower educated people. Volunteering work can be seen more as the result of the integration 

Schools have the mission to active citizenship and social integration of apprentices. Citizenship 
and social cohesion are also found in the attainment targets for primary and lower secondary 
education. For upper secondary education examination programmes have been established. 

 

Active citizenship refers to the willingness and ability to be part of a community and make an 
active contribution to it. Social cohesion means the participation of citizens (regardless of their 

ethnic or cultural background) to society. 

 

There are many ways in which schools can fill in the required promotion of citizenship and 
integration. Schools should have to consider the local environment, the composition of the 

student population, the needs of parents / carers and the contemplative life principles of the 
school. The legal mandate regulates therefore not how schools should promote citizenship and 

integration, but that schools do so. 
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process instead of the start of this process (Klaver, 2005). It has to be said that this analysis 
is very much seen from the perspective of Dutch tradition and historic developments. 
Values of civic engagement to many citizens from non-western countries are often 
embedded in their cultures. An example of this is for instance the care for the elder in 
society, which in many non-western cultures is a duty of children to their parents and will be 
organized and taken care of in the context of family while many Dutch elder are dependent 
on volunteers to be taken care of in combination with professional help and care. Values of 
good citizenship can be embedded in the values of different cultures which mean that 
people are often very civically engaged but this is not seen as civic engagement according to 
more western perceptions of good citizenship.   

 

    

 

Recent governmental interventions to stimulate CCE 

The ‘empowered neighbourhoods’ policy was introduced in the Netherlands in 2007 with 
the dual purpose of tackling the social problems in 40 designated ‘priority neighbourhoods’ 
while improving the position of residents in those neighbourhoods (Tupan, 2011). The 

Legend of the adjacent y-
axis translated into English 

• Legal advice/victim 
aid 

• Political party 
• Living, tenants 

interest 
• Unions 
• Healthcare 
• Youth work 
• Cultural 

clubs/associations 
• School 
• Neighbourhood 
• Hobby 

club/association 
• Other 
• Church/mosque 
• Sport 

club/association 
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central objective of the policy is to transform these priority neighbourhoods within the 
space of eight to ten years into neighbourhoods where people have opportunities and 
which are pleasant places to live. A key expectation in the empowered neighbourhood’s 
policy is that upward mobility and the middle classes will serve as a role model for other 
neighbourhood residents with a low socioeconomic status. In the context of large cities 
policy and ‘empowered neighbourhoods’, various interventions have been carried out in 
regards to different themes like urban renewal, stimulating local economy and improving 
education.  
 
One of the key success factors in this intervention is the involvement of residents and 
volunteers to get a better connection between residents, municipalities, CSOs and local 
companies. Universities have also played a role in this intervention. One of the examples is 
the BOOT-project in Amsterdam to strengthen the connection between the University of 
applied sciences in Amsterdam to citizens in low income areas, described below. 
 
 
Current delivery of CCE in the higher educational sector 
 
Community and civic engagement is traditionally not widely practiced in Dutch HE. The last 
few years though show a positive development in this area. HEIs may use community 
service in two ways: curricular and extra-curricular. Students and teachers who participate 
in study associations, religious organizations and community service organizations are doing 
extra-curricular community service (Bringle & Hatcher, 1996). When students contribute to 
society as part of the study (curricular) we tend to talk about service learning.  
 
There are various definitions of service learning. A common aspect in the definition is that 
service learning relates to active learning outside the boundaries of the classroom / lecture 
hall, corresponding to real needs in the local community and involvement in activities and 
supporting other activities, with an emphasis on learning and development (Brinkhuis, Haan, 
2012).  
 
Prof.Dr. Lucas Meijs, professor Strategic Philanthropy at the Erasmus University Rotterdam, 
is an expert in voluntary work and community service. Meijs also distinguishes community 
service and service learning. Community service is something the students do alongside 
their studies. These students are committed to society and their main goal is to gain 
experience. Service learning is a specific course the university offers as part of the 
curriculum. In service learning, the learning objectives related to the curriculum are leading 
the activity. The difference with other courses is the use of 'live' cases in service learning 
instead of 'dead' cases (Brinkhuis, Haan, 2012). 
 
University can give certificates or extra study time for community service, on the other hand 
service learning is graded with study points. 
 
Service learning has a positive effect on the university / college and society as well as for the 
student. Research by Astin et al (2000) shows that service learning has positive significant 
effects for students in the following fields: 
• Academic performance (figures, writing, critical thinking) 
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• Values (involvement in social issues and fight for equality) 
• Belief in your own abilities 
• Leadership 
• Choosing a career in the (social) services 
 
In addition, service learning according to Barber (in Barber & Hatcher, 1996) is an 
irreplaceable method for learning citizenship skills: thereby allowing students to develop an 
awareness of democratic values and norms.  
 
Service learning is not the same as internships. In general, an internship is an exercise 
anticipating future practice, so it can be determined whether the student’s ability to 
function is sufficient (Meijs & van der Voort, 2005). An internship, however, can also 
contribute to increasing CCE.  
 
In service learning, volunteering is used to achieve concrete learning goals (content and / or 
skills), reflection is used to relate theory and practice. For example students studying 
Business Administration, can set up accounting services for a sports club as part of the 
course in Service Learning. In service learning students are seen as “para-professionals”. 
They bring knowledge and skills to the work place while internships are meant to add to the 
learning curve of students. 
 
To summarise the following are examples of different ways in which HE institutions in The 
Netherlands relate to civic and community engagement: 
• HE uses community engagement to educate skills to students by service learning and 
projects. 
• HE conducts research projects in civic communities done by both students and staff. 
• HE is actively involved in redeveloping urban communities in participation with local 
government. The empowered neighbourhood policy has stimulated several universities to 
support local initiatives to improve the position of the residents. The University of applied 
sciences of Amsterdam has established learning centres in four deprived areas in 
Amsterdam to support the students who live in these areas and to get in contact with their 
relatives (see case-study The BOOT-case).   
• HE uses community engagement to gain experience in the working field 
(apprenticeships). 
• HE gives support to local business. Local businesses can buy ‘vouchers’ from the 
Chamber of Commerce and redeem these at universities to get extra support and 
knowledge from students. 
• In The Netherlands a lot of first generation students with a migrant background are 
supporting children and adults, in volunteer roles, in their community in education and job 
seeking. With this they add to the personal growth of many in their communities.  Among 
the ECHO ambassadors there are many positive examples23

                                                           
23 ECHO ambassadors are students who are nominated by Dutch universities for the ECHO award. These students have an 
immigrant background and have proven to be excellent, they have achieved good academic results and spend part of their 
time to voluntary work (giving back to society). The ECHO awards are handed out since 2002, at this moment there are 
more than 400 ECHO-ambassadors. 

 of engaged students who are 
active in the community and neighbourhoods they grew up. One example is the New Urban 
Collective (see case-study The NUC Mentor Project). Another example is an initiative of the 



17 
 

VU University Amsterdam and Karel Wagenaar (W&S Transition- and Interim management) 
called project Vooruit: students get free living space in low income areas and pay their rent 
by volunteering at least ten hours a week in the community. They support children in 
making their homework, give computer lessons, help adults to learn Dutch, organise sport 
events, etc). The students are mentored by staff of the university (see case-study 
Community Service VU University Amsterdam). 
• Outreach activities. Some universities have introduced mentoring programmes to 
increase access and stimulate participation. Mentors (students from HE institutions) support 
scholars and families from lower social economic backgrounds to find their way to Higher 
Education. Some of these initiatives started in the course of projects in collaboration with 
ECHO, which were funded by the Ministry of Education Culture and Science. The aim of 
these projects was to improve access and successful completion of under-represented 1st 
generation and migrant students. HE can also provide specific training to migrants and 
persons from under-represented groups to help them to get more insight into their 
ambitions, abilities and learning opportunities. A current example is the CH-Q training that 
Ruud Duvekot, associate professor at Inholland University of applied sciences has 
introduced in The Netherlands (see case-study Pilot-project Self-Management of 
Competences – CH-Q)). 
 

4.0  Funding 
HEIs in the UK receive a large amount of funding from the tax payer which has prompted 
funding councils and commentators to request that institutions are better connected with 
the public. However, HEIs in the UK are currently facing huge cuts (up to 70%) to their 
funding which in the past was directly received from HEFCE, the funding council, in the form 
of a block grant. The HE reforms of the Coalition government have caused a reduction in the 
number of students enrolling at HEIs and therefore a reduced overall operating budget, 
which has led to focussing on the elements of HE which HEIs currently get rewarded for. The 
current system of ranking excellence in HEIs in the UK, is called the Research Excellence 
Framework (REF), which recognises the impact of academic research and not therefore 
community and civic engagement per se. However, in terms of societal impact of research 
there may be some value in HEIs evaluating their CCE work for the REF. Currently in the UK, 
CCE initiatives are funded through short term project grants and from within widening 
participation budgets within central budgets, or through securing specific public 
engagement funds from professional bodies, funding councils, the national lottery or other 
grant awarding philanthropic organisations. 
 
To understand CCE activities in Spain, it is important to understand how public university 
funding works in Spain. In general, there are four main funding sources for Catalan 
universities: 
1. Public budget allocated to the university, consisting of a more or less fixed amount 
(75-80%) and, up to 10% since 2007, consisting of a variable amount received through 
strategic programme contracts. This non-fixed part of the university budget can be collected 
through the establishment of annual evaluation models and 
academic/research/management indicators.  
2. Public funds directly allocated to R+D programs and scholarships programs. 
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3. Private sector, funding R+D projects and through sponsoring and patronage. Of total 
contracts for R&D and consulting services, those to regional agents, both public and private, 
accounted for 86% of University Rovira i Virgili (URV) (OECD Report24
4. Families and students, who pay the tuition fees and other taxes at the University. 

, 2010, p. 123) 

Catalan universities have financial autonomy. That means that, depending on their strategic 
plans, they have autonomy to distribute resources into different programmes (i.e. academic, 
research or social programmes). Thus, for example, the University and Society Programme 
represented the 1.9% of 2012 URV budget. This percentage can be high or low. It’s just a 
political decision. 
 
It is noteworthy to highlight that thanks to the contract-programme philosophy, a range of 
objectives are set, along with a range of indicators to measure their achievement. The 
budget allocated to the chasing of these objectives is effectively paid by the Autonomous 
Government as long as they have been achieved, according to the indicators. This 
performance responsibility is transferred from the Government to the Universities, and 
from the latter to the centres, departments, research groups and academic staff (see Figure 
1 below).  
 
In a period of financial turbulences and budget constraints it is more important than ever to 
remember that university board of governors’ behaviour (and university social programmes) 
is conditioned by funding criteria. If universities are not paid to promote CCE actions, they 
will not focus their attention on them. 
 

 

Figure 1. The programme 
contract philosophy 

 

 

 

 

Source: TorresURV staff elaboration 

The Dutch examples and projects mentioned earlier in this report are funded in different 
ways. Service Learning initiatives are of course funded by the HE institutions themselves. As 
for the other initiatives, HE institutions are not responsible for paying all costs. Often 
governmental grants are used. In the period 2008-2012, some outreach activities 
(mentoring programs) were sponsored by the G5-grant (a grant from the Ministry of 
Education that was intended to enhance the study success of students with a non-Western 
background). Other initiatives such as the BOOT project are partly funded by the HE 

                                                           
24  OECD (2010), Higher Education in Regional and City Development: Catalonia, Spain, OECD Publishing. 
http://dx.doi.org/10.1787/9789264089006-en 
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institution (especially the deployment of staff), partly from grants from the government (in 
the BOOT-case the grant related to the ‘empowered neighbourhood policy’) and partly 
through sponsorships from industry. The municipalities often play an important role in 
getting enough money. Another option is to apply for funds from charities.  
 
In The Netherlands The Orange Foundation, The Bernard van Leer Foundation and The VSB 
Foundation are interesting foundations for CCE initiatives: 
• The Orange Foundation provides financial and other support to civil society 
organizations or individuals who wish to start or expand social initiatives. CCE activities fit 
within the pillars Diversity, Social Cohesion in the Community and Active Citizenship. The 
Orange Foundation acts as a catalyst and facilitator of social development (source: website 
Oranjefonds). 
• The Bernard van Leer Foundation is an international grant making foundation based 
in The Hague. The mission is to improve opportunities for children up to age 8 who are 
growing up in socially and economically difficult circumstances. The foundation sees this 
both as a valuable end in itself and as a long-term means to promoting more cohesive, 
considerate and creative societies with equal opportunities and rights for all. (source: 
website Bernard van Leerfonds). 
• VSB Foundation wants to involve people in the society. Therefore, the fund invests in 
a society where no one has to stand on the sideline, where people have the opportunity to 
develop themselves. VSB Foundation supports projects that contribute to connecting worlds 
of people and that promote participation (source: website VSBfonds) 
 

5.0 Staff training 
With CCE being of interest to many HEIs, the consortium was keen to examine whether or 
not there are structures in place to support and develop staff in order to meet HEIs aims and 
goals in this area.  
 
Across all countries there is no obvious training specifically called community and civic 
engagement, however, training does exist directed towards staff working in tangential 
areas, e.g. widening participation. There are also opportunities for informal learning at a 
variety of conferences and seminars in the area of CCE and some opportunities provided by 
the third sector and community groups25

 
. 

In the UK, the widening participation practitioner community stays in touch through jiscmail 
digests, which occasionally will advertise workshops aimed at supporting academic staff in 
public engagement type activities, mainly in the STEM subject areas. This reflects the 
interest in this UK government to increase the amount of graduates in these areas as a way 
of stimulating economic growth. NCCPE provides a useful summary of available internet 
resources26 and their own free modules specifically for public engagement in the STEM 
area27

 
.  

                                                           
25 http://www.community-toolbox.org/default.aspx retrieved 27/11/2012 
26 http://www.publicengagement.ac.uk/how/guides/science-engagement retrieved 27/11/2012 
27 http://www.publicengagement.ac.uk/stem retrieved 27/11/2012 

http://www.community-toolbox.org/default.aspx�
http://www.publicengagement.ac.uk/how/guides/science-engagement�
http://www.publicengagement.ac.uk/stem�
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In addition many HEIs provide “Community Development” or similarly titled qualifications, 
which may contain modules and learning which would be useful to colleagues internally 
who are engaged in this kind of work, in either other academic areas or administration for 
the HEI. Unlike the USA, the UK does not  have established accredited ‘service learning’ 
which students can use to develop reflective practice. This in turn contributes to personal 
development and preparation for employability for its students, and of course its staff. 
However, the Dutch have already described the use of the Swiss career qualification 
programme CH-Q which could be used to become self-aware of one’s own individual skills 
and competences, elements of this could be useful in staff development. 
 

6.0 How is success measured? 
 

In the UK it appears that in CCE, both as a topic of institutional policy, and as part of the 
curriculum lacks a coherent strategic approach. It is therefore problematic to deliver a full 
evaluation of CCE work in HEIs, and to subsequently measure success. Linking London’s work 
exploring the UK approach has not identified any equivalent of the Spanish ‘social contract’ 
for example, which does seek to measure success, albeit in quantitative terms. The 
autonomy of UK HEIs ensures that strategy and policy in this area are decided by the 
individual HEI. This explains why CCE provision is patchy and not universal. It also means that 
success or otherwise will be measured by each institution in conjunction with the 
measurement of its achieving its overall strategic plan for the year. However, the 
introduction of key information sets for HEIs has focussed some senior manager minds on 
“employability issues”, which in turn relate to external linkages. With more time it might 
have been possible for, Linking London as a collaborative partnership, to request individual 
HEI Strategic Plans, should they be willing to share them, however this was something which 
is not feasible within the duration of this core theme in the GLAS project.  
 
The challenge for the universities in Catalonia is to identify key economic, social and 
community problems, to implement strategic actions to solve them, thus contributing to 
social and economic regional development, and to evaluate success. Though there is neither 
at national nor regional level a harmonized indicator system, some universities are trying to 
establish their own performance indicators. As an example of what can be done we 
summarize what our university is currently doing.  
 
In general, universities, such as URV, try to measure the impact of their academic, research 
and knowledge-transfer activities. This can be done through a double perspective: impact on 
economic wealth and impact on local development (see Table 2). 

Table 2. Measuring success. Broad perspective 

Impact on economic wealth (income and employment) or “expenditure impact” 

Impact on GDP i.e., URV expenditure helped to generate 0.33% of Catalan GDP2009  and 3% 
Tarragona GDP2009 

Impact on  
Employment  

i.e., URV expenditure helped 0.25% Catalan employment2009 and 2.5% Tarragona 
employment2009  

88.7% of URV Alumni2004 found their first job in Tarragona thus impacting local 
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economic activity. 

Impact on local development or “knowledge impact” 

Human capital 
society  

i.e., number of bachelors, masters and LLL programs, which are 
responsible of a more qualified society. 

Knowledge 
transfer 

i.e., R+D projects. 

Networking Building social capital with regional civil society and local institutions (ex., 
Tarragona Provincial Council; CEICS).  

R+D 
investment 

i.e., spin-off 

 
At the same time, URV has tried to measure the impact of their academic, research and knowledge-
transfer activities using their own indicators. This analysis is linked to control management 
objectives and a trust-building community strategy (see Table 3). 
 

Table 3. Measuring success. URV perspective. 

Internal quantitative indicators 
Objective: To evaluate for  internal control management purposes 

Type of indicator 

Economic 
resources 

3rd mission28 expenditures / budget (only Chapter 1 & 2 of URV 
budget29

% 
) 

3rd mission incomes / budget (only Chapter 1 & 2) % 

Human 
resources 

Academic staff time in 3rd mission activities/ Total academic staff 
time  

% 

Number of staff engaged / Total staff % 

Number of personnel with position in external institutions % 

External quantitative indicators  
Objective: To measure impact on the territory; trust building among stakeholders 

Type of indicator 

Economic 
impact 

3rd mission expenditures wealth creation30 €    

Impact on 
the 
territory 

Number of municipalities with 3rd mission activities/TGN 
municipalities 

% 

Number of personnel with position in external institutions % 

                                                           
28 3rd mission include CCE activities. 
29 Chapter 1 refers to Personnel expenses; Chapter 2 refers to Current expenditures of goods and services. 
30 Economic methodology not to be discussed here. For further information see: Agustí Segarra-Blasco (2012). 
El poder de las ideas. Impactos de la URV sobre la sociedad. Tarragona: Publicacions URV. 



22 
 

Social 
impact 

Number of participants / TGN total population (over 25) % 

 

But, URV also have 119 different indicators to evaluate specific URV 3rd mission actions, separately 
in the near future. This indicator system is currently being developed by the Board of Governors. 
 
In order to gain more insight into the possibilities of CCE for lifelong learning, ECHO 
conducted a focus group among migrant women who have the ability to go to Higher Education. 
They were interviewed about their ambitions and dreams, the difficulties they face as migrant 
women and what they want achieve in the near future. ECHO also introduced the CH-Q training of 
Ruud Duvekot and asked their opinion about the training. Three women participated in the focus 
group, one from Montenegro, one from Iran and one from the Antilles. They all live in The 
Netherlands now and have faced al lot of barriers and stress to integrate into society (see report 
GLAS panel Appendix A to this report). 
 
Most problems started when they arrived in The Netherlands: ”It is really difficult to learn a new 
language”. The integration course they had to do in their home country is not a sufficient 
preparation to their new life. These courses are only focussing on facts and simple sentences, but 
language is more than that. The courses apparently don’t prepare new citizens sufficiently to be able 
to communicate according what is socially acceptable in their new country. They need a social 
setting to acquire real communication skills. Especially women face a lot of stress: they have to learn 
a new language, they have to support their family, raise children, find work to earn a living and start 
engaging to develop a new social life. The combination of these responsibilities causes a lot of stress. 
In several cases the shortage of time and money make it difficult learn the language properly (extra 
courses are expensive and time is to short to get acquainted with local people). 
 
The consequence is that these women become disadvantaged and sometimes excluded. They face a 
lot of challenges with communication: their language skills are much lower than their intellectual 
capacity. This causes frustration. Also because of the requirements of the government they have to 
find a job, they are required to apply for a job and don’t get time to get an education.  
 
• “I’m overqualified for my job (domestic staff in a hotel), I have more to offer. This is 
very frustrating. I hope ECHO can support me in providing educational opportunities” 
• “I have no formal training or work experience for social work (the work I want to do 
in the near future). I work as a volunteer in a parent-child centre” 
• “The emphasis on language in the integration debate is so great that other qualities 
are underexposed. Besides of the practical intelligence, there should be emphasis on the 
social, practical and emotional intelligence”. 
 
These women need more support in learning the language. Learning a language when you are an 
adult is difficult. They prefer language courses applied to their own situation (work and 
environment) and more focused on acquiring communication skills. They also need help to get 
introduced in social networks in which they can meet Dutch citizens and are able to practice their 
communication skills. The women we talked with have the ambition to go to higher education, but 
don’t know which paths lead towards HE. Firstly they face the requirements of the government to 
get a job and secondly they need support in personal growth: to get insight in their abilities and skills 
and to help them to believe in themselves and feel empowered and confident. The CH-Q training, 
which Ruud Duvekot offers, helps them to write their own portfolio that can lead them towards 
attending HE or a new job (see case-study Pilot-project Self-Management of Competences - CHQ). 
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From the point of view of HE in engaging with these women it is important to address the language 
difficulties, their life situation (family, work, education) and (sometimes) their low expectations (of 
themselves and others). HE can use CCE-activities to overcome these issues and help them to get 
access to university and be successful. 

 

7.0 Conclusions 
In the UK CCE is talked about, and a great deal of “public engagement” does happen by HEIs, 
but it is variable in its position in mission statements, and strategies and structures are not 
always obvious. Therefore it might be that the full opportunities of CCE are not being 
realised. Perhaps there is a role for the funding body in the future, or the Office for Fair 
Access (OFFA) may want to ask HEIs to report on CCE in future Widening Participation 
Strategic Assessments (WPSAs) and Access Agreements. It may be that work such as CCE 
and possibly some of the other core themes which have been explored by GLAS, are 
interpreted by some HEIs as superfluous to core business and would therefore be more 
likely to  be ‘put on hold’ during the  current economic crisis.  A counter argument could of 
course be made that in such a period of instability and economic turmoil it is the place of 
the HEI to contribute to local engagement and capacity building. Incentives may well be 
needed to engage and invest in CCE activity, and naturally the passion of the Vice Chancellor 
or governing body for this area of work would help considerably. There might also be 
concern about future CCE activity due to the HEIs focus on fee paying international (EU and 
non-EU students), who may be in competition for places with local students, which brings 
into the debate the role and place of the HEI in its locality.  
 
In Spain the legislation states the participation of society in the University by means of its 
governance system31

• Driving force of economic development 
. In this context CCE by HEI is understood as two different functions: 

• Human and social capital creation 
CCE actions are set up mainly by individual initiatives and fostered by specific leaders. There is not a 
centralised CCE strategy shared by all the university community. The economic crisis is affecting the 
budget of all the CCE programs, from the largest (i.e. Campus of Excellence (CEICS) at URV) to the 
most incidental (i.e. hiking activities for URV community members). In this context of financial crisis, 
governments try to foster inter-university cooperation within the academic and research fields. So, 
the question is: could be possible to find instruments and mechanisms of financing and promoting 
inter-university CCEE programmes and actions? 
Currently all the indicators used to evaluate CCE actions are all quantitative, as the justification of 
funds is done by quantification. Incentives concerning evaluations of professor performance as well 
as research grants and programme contracts with research groups and universities would require an 
orientation of a certain share of resources towards regional priorities. 
 
In conclusion, strategic CCE provides HE with a potential opportunity to address gender and 
class issues, especially through outreach activities and engagement with FE providers, 
schools and community stakeholders, but as with most policies and intent, it needs strategic 

                                                           
31 Spanish and Catalan governance model are currently under review by two different experts’ committee. At a 
national level a new University Law is also expected to be developed by the Popular Party during this term of 
office.  This new law could change the governance model and the governing structures of Spanish and Catalan 
universities. 
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and operational buy in to work. However, this type of work also takes many years to embed, 
is often dependent on historical tradition and possibly needs to be a mixture of ‘bottom up’ 
and institutional planning in order to build up lasting relationships with community groups. 
With the correct structures and drivers in place, the GLAS consortium believes that CCE can 
be an effective instrument for improving the access to HE of GLAS target groups. The 
recommendations for policy document suggest the type of interventions which might be 
useful for achieving these aims. 
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Appendix A: report GLAS panel migrant women 
Life stories 

Respondent 1  She’s originally from Montenegro. 

She brought her education papers and certificates to the panel. 

The costs of the integration course and migration have been extremely high, 
which resulted in her not being able to pay for a qualitative course that provides 
her access to society.  

She studied at the Technological University for textile. 

She worked at a company for textile, set up business plans for the company, 
determined prices for the products and provided reports. 
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After 15 years on the labour market she got married and migrated to the 
Netherlands. After the integration course she work through employment 
agencies. 

She has a lot of work experience, but her proficiency in the Dutch language is 
not sufficient. An education is too expensive. She has to be able to work and 
learn at the same time. 

Working, learning and integrating, being a mother and running a household is 
tough. 

She’s currently working as a maid in a hotel, she’s overqualified for this job and 
has more to offer with her competencies. This is very frustrating. She hopes 
ECHO can support her in providing educational opportunities, in particular when 
it comes to language proficiency. 

Respondent 2  She came to the Netherlands 25 years ago from Iran. She went to art school, 
with little knowledge of the Dutch language, which was not necessary in that 
field at that time. After that she took a brief one-year training and has worked in 
the graphic industry since. Two years ago she was let go because of 
reorganization. She had already suffered from her arm and hands, because 
worked a lot on the computer. 

She’s a mother of two children and has done a lot of volunteer work on the side. 
She had to prove herself as a migrant and as a woman. She feels that as a 
foreign woman she has to put in 'extra work' to survive/succeed. She asked her 
employer to give her a chance back then: "let me work for you for one day, let 
me show you what I can." They hired her. 

Every time she applies she’s already one step behind because of her resume and 
her foreign name. 

She has no "formal" work experience or "formal" training in the area in which 
she wants to proceed (social work), while she does show those specific 
competencies daily in her voluntary  work. This dilemma forms a barrier in her 
career opportunities and chances to reintegrate into the labour market at a 
preferred location. She is currently working as a volunteer in the "parent-child 
center." She would like to work as an attendant (formal, Social Work), but she 
doesn’t have the right papers. 

She still struggles with the Dutch language. She can’t write a flawless letter. 
When she doubts herself, she becomes insecure. “My self-esteem is low in this 
case.” 

The UWV requires specific demands in regards to applying for a job and 
working. It’s difficult to participate in trainings in this. 
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Respondent 3  She’s from the Dutch Antilles and came to the Netherlands when she was 15 
years old. She went to a boarding school and was educated to become a 
teacher. She returned to the Antilles and taught there for six years. She went 
back to the Netherlands and took teacher’s education Dutch and English. She 
worked for 40 years in education. 

The older you get, the harder it is for you to adjust. It is very difficult to accept 
elderly who want to study. Especially if you are from another county. You have 
to learn the language and acquire social skills (which are culturally determined). 

You have to be fortunate when it comes to the person who guides you. B 

Je moet geluk hebben met welke begeleider je te maken krijgt. The bureaucracy 
is very strict, it’s hard to penetrate it. 

She does volunteer work: teaches the language and social skills to migrant 
women, takes them to events or activities where they can move forward (to the 
store, spot store sales). 

Language is still a major obstacle for many women. Anecdote: "one of the 
women I drink coffee with has got what it takes, she has done thousands of 
courses, but she still hasn’t mastered the language." 

Another lady whom she interacts with suffers from a refugee trauma of her past 
in addition to language problems, it frequently plays a role in the lives of 
refugee and migrant women. They have a story that entails wounds they are still 
affected by and cause issues they are still dealing with. 

The emphasis in the integration debate on language is so great, that other 
qualities are underexposed. Besides the practical intelligence, there should also 
be emphasis on the social and practical intelligence and emotional intelligence. 

Something you see very often is that migrant women have excellent skills, such 
as an effortless catering company, but they lack the proper formal papers. 

Other notable impediments are: age (if you're older it's harder to catch up on 
what it is you’re lagging), linguistics and money. 

Conclusion  There’s so much emphasis on language, but that will never be perfect, so there 
needs to be more emphasis for other qualities as well. 

Age factor  Age is also a problem. 40 is considered old when it comes to finding a job. 

The practical, social and emotionel skills are often present. The only obstacle is 
language. 

Summary  To summarize the obstacles: 

Finances, integration costs a lot of money 
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Language 

Bureaucracy, especially in cases of unemployment and the demands of UWV. 

Not being able to make a career switch when you’re older. 

Solutions (question: ‘what dó you need in order to able to develop your talents?’) 

R1  The integration course does not suffice. She understands everything, but 
speaking is difficult. 

R3  Language is also learned through social interactions. Migrant women often live 
in a cocoon. They are afraid to use their own network. 

R2  She afraid to interact with Dutch women, she’s afraid they might view her as a 
pathetic foreign woman. She hasn’t learned to interact socially. 

R1  She had to get to used to everything, it was a slow process. 

She has a lot of contacts with Dutch women now through her work. But even 
those contacts are quick responses and not long conversations. 

Here she also has to be more tough, without emotion. 

She’s always translating in her head before she can answer questions, thinking 
in two languages is very difficult. She feels her language is poor in relation to her 
thoughts, which frustrates her, also in her work relations. “I know I think well, 
but the depth of it all gets lost in translation.” 

R2  She’s been for 25 years in the Netherlands. She was a member of an Iranian 
women’s association with feminist views. She was in a bad marriage and was 
afraid to make the first move. 

She’s a graphic designer and has to earn money. But when a friend requests a 
design, she can’t bring herself to charge him/her. She’s having a hard time 
setting boundaries. 

She has different views on helping others, in her culture people help free of 
charge.  

R3  That’s something that’s typical for women and migrants. Women can’t say ‘no’. 

R1  Contacting people from her own country within the Netherlands is also hard. 
She doesn’t know why, because she is longing for it. 

Conclusion  Contact with others from the country of origin is hard to establish. Here there 
are so many obligations: paying the mortgage/rent, buying a car, work. 

R1  In Montenegro she had her own car, her own job, her own assistant. Here she 
has to clean rooms in a hotel.  
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R2  Being a refugees has had a positive influence on her, because refugees from Iraq 
and Iran are often highly educated. 

The flee has caused an amount of stress. You are forced to push away that 
stress to adjust in your new environment, but you have no time to reflect on 
yourself. You have to work hard, you have no time to think about yourself. 

She is now unemployed and divorced, but much happier than 5 years ago. The 
rush to live is finally gone.  

R3  In the Netherlands there is little to no attention for posttraumatic stress. 

R2  She took a 3-month language course and reflected a lot on her self. 

She got help for personal growth 

She believes it would have helped her a lot if she had gotten proper guidance in 
dealing with stress, cultural differences etc. 

The integration course could improve by focusing more on communication. 
Communication is the heart of everything, it’s about connecting. There are no 
connections made with other people. The integration course involves history 
and mortgages. But what is really important is personal counseling. That's what I 
missed during the integration course, the focus on my life story. 

R1  During the integration course I learned nothing about language. I taught myself 
at home. 

The ideal integration course 

R1  Learn the regular language in six months, the grammar. 

After six months elaborate on different themes: how does the educational 
system work, what political parties are present, hoe does the Dutch constitution 
work. 

R3  How do I pay visits, how do I visit the doctor, the basic things. 

Conclusion  The women learned more about procedures instead of the language itself. 

R2  It’s a suggestion to do an internship. 

The integration course is currently € 5.000,-, that’s way to expensive for the 
results you gain. 

The Dutch educational system  

R2  To her the children were most important. She wanted them to get the best 
education possible. 
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She feels girls are better in adapting to their new environment than boys. 

In the Netherlands there are so many systems, it’s so confusing. She would like 
to have once choice, one type of school. 

R1  Her children are attending higher education and she always tries to learn along 
with them. 

She would also like to experience the finaly two years of high school. 

Conclusion  The women interact with education through their children. 

R2  Teachers only see snapshots. They don’t take the entire progression of a 
student into account. 

Inclusive environment 

R2  Foreign families do not interfere much with education. They are not used to it. 
Parental involvement has much influence on the children. The schools think 
parents have no interest in their children. There is interest, but is expressed in a 
different manner. 

R1  We are confronted with a lot of prejudices.  

R2 

 

 We think other people view us in a certain way. 

There is still a deficiency thinking in regards to migrant children. The test (CITO) 
is for example very Dutch. Many of the situations in the questions (cases) are 
culturally implied, which causes migrant children not being able to identify 
and/or misunderstanding the question. 

Involvement of parents in school has much influence on the opportunities and 
achievements of the child, you need to know (social codes). 

Future dreams 

R1  She wants to improve her language. She wants to get an education in export-
import. Without language she can’t handle a function that requires 
responsibilities. 

She is ashamed, because she can’t the speak the language well enough. 

She thinks on a much higher level than she can express herself. 

Because she can’t express herself the way she wants to, tension may occur, 
because she can’t provide nuanced answers. 

R2  Training and paid employment. She has achieved many other things. She wants 
an education in social care, work with a social aspect. She needs the right 
papers for this. By volunteering she gains the experience, but when she’s 
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applying she doesn’t have the required papers. With an education she can 
professionalize her skills. Then she not only carries out her work with the human 
care, but also with the professional care. 

Her obstacle is UWV. She needs to be able to pay for the training, but she’s not 
allowed to take this training because she must be available to UWV. 

When she reads the offer (CH-Q training), she feels quite emotional, because 
she really wants to participate in it. 

 

Questions GLAS Panel, September 12th 2012 

 

 Questions on lifestory in regards to educational career 
 In the educational domain we distinguish between formal learning and informal learning: do you 

have any examples of informal learning? What are your strengths for example? 
 What do you know about the educational system? 
 What are the reasons you weren’t able to enter higher education, what are the stories? 
 How do you view your own capacities, dreams, talents? 
 Who are relevant to you in your environment? 
 How do you view educational opportunities and experiences of your children/nieces/nephews 

and how does this affect you? 
 Do you see opportunities for yourself? 
 What kind of obstacles do you experience, what’s holding you back? What role does your family 

play in this? Family relations? Religion? Cultural values? 
 How is a higher education institution able to reach this target group? Perhaps through other 

organizations? 
 Offer from Ruud Duvekot, a training. How is this received? 
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