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вооружение’ = ‘se doter de…’.A French collocation ’prendre le volant’ (‘take the wheel’) is 

translated into Russian as ‘садиться за руль’ (‘sit at the wheel’). 
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THE BOLOGNA REFORM: EXPERIENCES WITH THE TRANSITION  

TO BACHELOR’S AND MASTER’S PROGRAMS IN GERMANY  

AND AT LEUPHANA UNIVERSITY 

1. Structures of the Bologna Process 

The starting point for the higher education reform was the Sorbonne declaration of 1988, in 

which the ministers for education and science of France, Britain, Germany, and Italy agreed to 

harmonize their higher education systems, and this was followed by the Bologna Declaration of 

June 19
th,

 1999, a turning point in which the ministers of higher education from 29 European states 

agreed to establish a European Higher Education Area (EHEA) by 2010 (Maassen, 2004, pp. 11–12). 

Germany has been involved in this process from the beginning, and Russia signed the declaration in 

2003 (HRK 2006, p. 11). The agreement consists of six main objectives (Maassen, 2004, pp. 12-13): 

 to introduce a higher education system with easily comprehensible and comparable 

degrees, 

 to structure the higher education system in two consecutive cycles (bachelor’s, master’s), 

 to establish a system to equate achieved learning in the form of credit points (European 

Credit Transfer System ECTS), 

 to promote student mobility, 

 to promote European cooperation in assuring quality in higher education, 

 to promote the concept of Europe, for example through study phases abroad or by 

adapting to the demands of an integrated European labor market. 
Four supplemental objectives were added during the following conferences in Prague (2001) 

and Berlin (2003) (Maassen, 2004, pp. 13-14). Among other things, they promote the principle of 
lifelong learning, for example by creating and expanding university continuing education 
opportunities for people in employment; they also promote PhD programs and they promote the 
establishment of a Europe-wide research area. Further follow-up conferences took place in Bergen 
(2005), London (2007), Leuven (2009) and Budapest / Vienna (2010). Following the conferences, a 
long-term perspective was created by establishing a "Bologna Follow-up Group" (BFUG), which 

http://www.antlab.sci.waseda.ac.jp/antconc_index.html
http://www.antlab.sci.waseda.ac.jp/antconc_index.html
http://www.cnrtl.fr/concordance/
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has met approximately every six months, and a permanent secretariat, both working to support and 
monitor the transition process. However, these facilities only have advisory and recording roles, but 
no executive function; the participating states are responsible for their own implementation 
(Bologna Follow Up Group, 2012). 

2. The Bologna process in Europe and Germany 
The implementation process in Europe is far advanced (EUA 2010). By 2010 approximately 

95% of the universities in Europe had already introduced bachelor's and master's degrees, and about 
77% of these universities had changed all of their degree programs to the two-cycle system, and 
about 53% of universities in Europe had drawn up extensive description of learning outcomes in the 
form of competencies for each respective study program. From a regional perspective, the 
implementation of the Bologna reform in Western, Central and South Eastern Europe has nearly 
been completed, including non-EU countries such as several Balkan countries, Georgia, Armenia 
and Turkey. Only Hungary, Lithuania and Estonia are lagging somewhat behind the process. 
Eastern Europe is still at the beginning of the transition. 

Within Germany, the change to the bachelor’s and master’s structure was not without 
controversy, especially because the university Diploma was highly respected worldwide. Since higher 
education, just like school education, is regulated by the federal states, an increased potential for 
conflict between the states and the federal government might have been foreseen, but did not occur. 
The unsatisfactory performance of German pupils in the PISA tests as well as widespread concerns 
about student mobility and the international compatibility of German education expressed by the 
German Rectors' Conference, the Standing Conference of the Ministers of Education and Cultural 
Affairs of the Länder in the Federal Republic of Germany and the German Council of Science and 
Humanities ensured however that all the relevant (federal) state ministers agreed to adopt the Bologna 
reform (cf. Pongratz, 2009, pp. 21, Maassen, 2004, pp. 17-19, 21-22). In the face of such a clear 
direction, making objections seemed pointless, and henceforth the efforts of the universities were 
directed mainly to the necessary administrative restructuring. Consequently, by 2011 the numbers of 
bachelor’s and master’s degrees awarded in Germany in the various subjects was already relatively 
high (HRK 2011, p 10): 

 Agronomics, forestry and nutrition sciences: 95. 9% 
 Health sciences, medicine: 81. 3% 
 Engineering: 95.9% 
 Art and music: 68. 4% 
 Mathematics, natural sciences: 84. 9% 
 Law, economics and social sciences: 94. 0% 
 Language and cultural sciences: 74. 7% 
 Total in Germany: 85. 3% 
The growth in the number of students in bachelor’s and master’s programs indicates 

a corresponding trend. While in the winter semester of 1999 / 2000 only 0.4% of German students 
studied in a bachelor’s/master’s program, in the winter semester of 2010/2011, the number rose to 
60.2% (HRK 2011, p. 21). Over the same period the number of freshmen increased from 1.2 % to 
77.7 % (HRK 2011, p. 22). 

The Bologna reform offered three possible options for the duration of bachelor's and master's 
programs (KMK 2010): 

 Bachelor’s 6 semesters, Master’s 4 semesters 
 Bachelor’s 7 semesters, Master’s 3 semesters 
 Bachelor’s 8 semesters, Master’s 2 semesters 

The 6+4 variant is preferred and most often offered: 69% of bachelor's programs in Germany 

are provided for a length of 6 semesters and 77% of the master’s programs for a length of 

4 semesters (HRK 2011, p. 14). It is worth noting that these three combinations for program 

duration only apply to consecutive study programs within a single university. While one university 

might award its bachelor's degree after 7 or 8 semesters, and therefore its master’s programs with 

a study duration of 3 or respectively 2 semesters; another university, on the other hand, might prefer 

the 6+4 system and offer only the four semester master’s. Consequently, it is possible for a student 



50 

 

to do first a bachelor’s program with a study duration of 6 semesters and then add a master’s 

program with a study duration of 2 (or 3). Therefore students can actually have a longer or shorter 

time of study in higher education than the 10 semester period which was established as the standard 

period of study for both cycles. While a longer period of education is not likely to cause 

disadvantages on the open labor market, a shorter BA-MA constellation may be disadvantageous 

for certain positions in public service (e.g. for appointment as a tenured senior or upper-level civil 

servant for which a study duration of 10 semesters or 300 credit points is usually required) or to 

begin doctoral studies.  

The requirement for students to acquire additional credit points in those cases, however, is not 

a very serious problem, since the lacking credit points may be earned later. It must be noted that a 

more significant structural advantage of a two-cycle system is that the progression from studying to 

working can be more flexible. Students can directly start a master’s program after a bachelor’s 

degree, or it is now also possible to have a working phase in between and enroll in a master’s 

program some years later. This is to be welcomed both from the perspective of strengthening the 

link between theory and practice, and because it is possible to earn the first academic degree after 

only three years, which allows an earlier entry to the labor market. Given the demographic changes 

of aging societies and a declining workforce for the future, this is a positive development; Germany 

realized a similar advantage by reducing the number of high school years to 8, so that students now 

leave school after a total of 12 years of primary and high-school education instead of 13.  

The academic specialization gained in a master's program is suitable for those seeking 

a career in research or wanting to qualify for higher management positions in the labor market. The 

two-cycle system offers flexibility in further ways: first students have the chance to change their 

area of specialization after their bachelor's program through their choice of master's – within certain 

limits (depending on the university’s subject-specific requirements); and secondly they may change 

where in the country they study or even do their master's degree in another country. In this sense, 

having two cycles promotes the principle of lifelong learning: when a person’s career interests 

change, when new requirements in the labor market arise or when someone moves to another city or 

country, it is easier for them to find a master's program suited to their needs. 

3. Structural elements of the bachelor’s / master’s system 

The basis of the new system is modularization, which involves relocating and dividing the 

examination process within the different modules (on modularization, cf. Maassen 2004, pp. 37-42). A 

module comprises at least one course; often several, thematically related courses are combined. 

There is a logical combination of lectures with practice – the former mainly presents the 

curriculum; the latter consists of exercises to consolidate the content. In addition, seminars which 

complement lectures are mostly about deepening understanding of course elements. Tutorials are 

another common option combined with lectures or seminars; they are used for reflecting on and 

discussing the content of lectures or seminars under the guidance of a student tutor. Finally, in 

several academic fields, day excursions complement lectures and seminars to offer practical 

examples illustrating course content. 

Credit points are awarded for each module, according to the European Credit Transfer System 

(ECTS) (cf. Maassen 2004, pp. 43-45, Härter / Wunderlich 2009), which adopted this English term 

and its usual abbreviation, CP. 1 CP represents a workload of 30 hours. Per semester, the 

completion of 30 CPs is expected, hence 60 CPs per year. This translates into 1,800 annual working 

hours, which corresponds roughly to the annual working hours in the European labor market tariff. 

Consequently, a 6-semester bachelor’s program requires 180 CPs, whereas an 8 semester program 

would be 240 CPs. For a master's programs of 2 to 4 semesters, accordingly, 60 to 120 CPs are 

expected. Consecutive study programs at a university may, as mentioned, last no longer than 10 

semesters, i. e. call for up to 300 CPs. Here, the significance of the credit points is limited to the 

quantitative performance and the fact that a module’s final exam has been passed. The grading of a 

module is not part of the credit system, but takes place separately. When degree certificates are 

written, the grades received for the modules determine the final grade, weighted by the credits. For 
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instance, the grade earned in a module with a study load of 10 CPs contributes twice as much to the 

final grade as that of a 5 CP module.  

At Leuphana University of Luneburg, an analysis of the “old courses” (Diplom-, Magister- , 

Examensarbeiten) was made to calculate the semester hours per week (Semesterwochenstunden, 

SWS) to equate them to the “new programs” and derive credit point values for the latter. This 

comparison showed that 5 CPs correspond roughly to 2-3 semester hours per week (SWS) and 10 

CPs to 4-5 hours (SWS), and these are the guidelines that are now standard at Leuphana. Unlike 

other universities, it was in fact decided here to use standard module sizes. Most of these are 5 CP 

modules; larger modules can use a multiple of 5 CPs, but for normal courses only a maximum of 10 

CPs is used. The largest module is the bachelor’s thesis, which together with the "Bachelor's 

Conference" (Bachelorkonferenz) – a presentation, similar to a colloquium, presenting the 

individual projects of the thesis with a consultative discussion – is awarded 15 CPs. In contrast to 

the theses of the former degrees diploma, magister and state examination, the bachelor’s thesis, 

based on the workload, is significantly shorter, that is to say 9 weeks instead of 4-6 months. This 

has the consequence of limiting the choice of content and methodology, but the German universities 

can not – even if they wanted to – deviate from this, because a requirement of the Standing 

Conference of the Ministers of Education and Cultural Affairs of the Länder in the Federal Republic 

of Germany allows only 6–12 CPs for the bachelor’s thesis. However 15 CPs are given in 

Lueneburg because of the so-called “Bachelor’s Conference” (calculated: 12 CP + 3). In contrast to 

the bachelor’s, the master’s thesis’ time scale, and consequently depth of content, is equivalent to 

that of the old programs. 

The essential feature of the modular system is not only the CP method for reckoning courses 

achieved, but also the central concept of standardization. Academic achievement in the form of 

modules obtained from different universities should be interchangeable, and this requires a fairly 

precise definition of the content taught. This is accomplished through the modules’ descriptions. 

For each module, standardized data is collected and summarized in the module handbook for the 

study program. This standardized data includes the following elements (see Härter/Wunderlich, 

2009): 

 Module title and an administratively assigned module number (to facilitate the electronic 

data processing), 

 Courses contained in the module, 

 Person(s) responsible for the module, mostly the permanent lecturers, however, there may 

be others, for example, associate (freelance) lecturers; 

 Curriculum, in practice this is a summary of the topics covered by a course, 

 Knowledge and skills to be achieved, differentiated according to content, methodology, 

social learning objectives and self-competencies, 

 Form of instruction (e. g. lecture or seminar with accompanying excursions), 

 Exam (e. g., paper, test, oral examination etc.), 

 Periodicity of the curriculum, which is usually two semesters, with the indication whether 

the course is offered in winter or summer semester, 

 Conditions for participation (e. g. the successful completion of a preceding module) 

 Indication whether the module is mandatory, elective or facultative 

 Capacity (depending on the size of the available space and the type of course). 

In addition to the module descriptions, there is also a Transcript of Records and a Diploma 

Supplement for the study program (cf. Maassen 2004, pp. 37, 65-67). The former lists the modules 

completed by a student and the corresponding grades; the latter describes the study program in 

general, irrespective of the student’s individual choice of courses. The Diploma Supplement is a 

comprehensive description of the main elements of a study program with respect to content and the 

skills and qualifications it provides. 

4. Advantages and problems of the bachelor’s/master’s system and of its implementation  

The above list might already have suggested the following fact: the higher education reform 

has massively increased the need to describe what is to be taught, in which form, and when and with 

http://www.kmk.org/information-in-english/standing-conference-of-the-ministers-of-education-and-cultural-affairs-of-the-laender-in-the-federal-republic-of-germany.html
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http://www.kmk.org/information-in-english/standing-conference-of-the-ministers-of-education-and-cultural-affairs-of-the-laender-in-the-federal-republic-of-germany.html
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which objectives, so that it is accused of having caused a substantial bureaucratization of higher 

education (for this and other critical approaches cf. Liesner / Lohmann 2009, Pongratz 2009, Scholz 

/ Stein 2009). The great effort required to create a study program, consisting of module descriptions, 

Transcript of Records, Diploma Supplement and a whole series of other descriptions for the 

accreditation agency (e. g. examination regulations, if necessary with additional subject-specific 

amendments) puts an enormous pressure on all involved, particularly at the beginning of the study 

program’s conversion; the work involved for subsequent modifications or optimization is, however, 

manageable. 

When modifications or optimizations are attempted, another and enduring problem arising 

from the standardization of education, once established, is that it severely limits creativity when 

offering thematically new courses or when varying a form of instruction (e. g. seminar instead of 

lecture), or the type of examination. Each of these initiatives usually requires a change in the 

examination regulations or amendments, so that a delay of at least a year can be expected. The 

administrative burden of managing the education system is therefore in the long run significantly 

higher than in the more flexible Magister, diploma or state exam programs, where the examination 

and study regulations allowed more freedom in the design of the curriculum. This is due to the 

transition from the regular general examination periods in the old system to the continuous 

performance assessment in the new study programs. Because now each module’s performance 

contributes to the final grade, a much higher degree of standardization is achieved based on 

examination regulations which follow the principle of equal treatment. Such a degree of 

standardisation was not required in the former examination system, which had only a few 

assessments during the course of the study program and these served only the purpose of admitting 

students to the intermediate or final examinations. 

It is argued that the bureaucratization is justified by the fact that the study programs have 

become more transparent, both for prospective students and for those who want to change 

programs. It is a fact that much more information on courses is presented, and not only for the 

upcoming semester, but for the whole study program. Being able to examine module descriptions in 

detail might make it easier for prospective students to obtain an idea of the program they are 

interested in. In practice, however, it is often clear that the module handbooks are not read that 

thoroughly and that, given so much content, students cannot be expected to assess the scope and 

difficulty of the courses realistically, especially those courses in the later semesters. The previous 

study regulations or study recommendations limited themselves to listing the topics of mandatory, 

elective, and facultative courses with their semester hours, and were certainly not as information-

loaded, but on the other hand provided a clearer overview. The argument is supportable that the 

conversion to the new study programs has in its special way triggered a didactic and methodological 

discussion of the curriculum, leading to an improvement in teaching, but this unique advantage is 

soon outweighed by the high administrative costs of even small changes to the study programs, so 

that possible improvements are likely to remain undone until the next major revision. 

A very important disadvantage of modularization is the lack of equivalence. The exact 

definition of the content and other parameters of courses is certainly a necessary requirement for the 

standardisation and thus interchangeability of modules between European universities; but a crucial 

aspect is missing: a regulatory authority that would execute binding standards with regard to 

module content and size. In practice, each university creates its own module system with the 

consequence that content and even more so the allocation of credit points is far from uniform. One 

can virtually speak of an academic sprawl, since most German universities work with varying – not 

even standardised between the faculties – module sizes such as 2, 3, 8, 9 or 12 CP per module. 

Thus, the answers to questions about the meaningful division or combination of the curriculum turn 

out completely differently, and it will probably take a long time – perhaps never happen in Europe – 

to develop uniform ideas on this. 

The situation just described has resulted in another drawback: changing the place of study, both 

inland and to another country, has become significantly more difficult through the non-uniform 

“standardization”. As mentioned above, comparable CP systems cannot be expected, but it can also 
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happen that modules which are obligatory in the study program of one university, are not found in the 

program at another university. This would be of minor significance, if the standardization process hadn’t 

triggered in universities such a powerful urge to fix module definitions so precisely. There is now, 

therefore, a lacks of options, and the lower the flexibility towards modules earned elsewhere, the more 

difficult it is to realise student mobility. Too often, changing the place of study is connected with 

additional study workload or with delays in completing the study program (e.g. when specific study 

modules are only offered once a year), It is not uncommon that an interlude spent at another university 

requires an additional semester or even an extra year of study to catch up missed modules. As a result, 

the mobility rates of students in the bachelor’s and master’s programs are well below the rates of the old 

programs. There just remains the (at least not unjustified) hope that the reduced mobility between 

different universities’ study programs is counterbalanced by the increased mobility between the 

bachelor’s and master’s cycles. 

The next basic problem relates to the student workload. Indeed, there are indications that the 

conversion of previous courses into modules has probably, in individual instances, increased the 

strain in terms of unacceptably high workloads; there is also an unmistakable tendency to integrate 

as much content as is deemed "essential" into the six-semester bachelor’s program as possible. 

More problematic is arguably the examination load. Each module concludes with an assessment, 

which has increased the number of exams, assignments etc. This is most evident in comparison with 

the courses in Magister programs, which had a relatively high proportion of courses with required 

attendance but with no final course assessment. In contrast, many courses in Diploma programs 

scheduled a relatively high number of course assessments, but these were often not or only partly 

included in the final grade. The main contribution to the final grade was always the final papers and 

written and / or oral exams. Psychologically at the end of each semester, individual students in 

today’s bachelor's and master's programs find themselves in the situation of only having to pass 

their exams, because the achievements of their first semester have already contributed to their final 

mark. This can be regarded as an advantage because, in contrast to former times, personal 

performance on one day is less important for the final mark, and therefore having assessments 

following each course represents the students’ overall performance better. However, if at the end of 

a semester, 5–7 exams have to be passed within 1-3 weeks, the sheer number hardly allows 

sufficient preparation time for each exam and this can lead to a distorted impression, no longer 

representative of the candidate’s academic ability. 

Of less importance are problems that have been mentioned regarding the future perspectives 

of graduates with bachelor’s degrees. While it is correct that the job market is not nearly fully 

adapted to the changes given the rapid and complete conversion of the degree system which has 

taken place in Germany, graduates with the old degrees will all soon have been absorbed by the 

labor market. There will be no choice for the employers and recruiters but to take the younger 

generation with bachelor‘s degrees for whatever jobs require academically educated personnel. The 

bachelor's candidates are younger on average, and we can already see a clear reduction in the 

average duration of study for the first degree (6.6 semesters for bachelor’s degree awarded in 2009, 

HRK, 2010), in contrast to the average duration of study for the Diploma and Magister, which was 

between 11 and 14 semesters depending on the subject and place of study. Therefore the bachelor's 

candidates will not have the familiar very broad, substantive and methodological knowledge 

spectrum, as might have been expected of typical Diploma and Magister graduates. But this does 

not have to be seen as negative, as they will certainly have acquired many skills that are adequate 

for their start in an occupational field. After all, for the previous Diploma and Magister graduates, 

an essential part of their professional socialization began after university in on-the-job training. 

A final problem area involves the initial challenges of the transition. This is the central theme 

of discussion in Russia currently, and was a noticeable theme at an international education 

conference held in Izhevsk in November 2011. After the initial implementation of the new 

programs, these difficulties will be overcome – at least this is the experience in Luneburg and at 

many other German universities. The hurdles at the start are mainly due to the new concepts, but on 

closer inspection, the problems are seen to be unreal. Three examples: 
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- Modules are, despite all the effort put into describing them, nothing more than 

combinations of content-related courses. Take one example: lectures and corresponding tutorials 

have always existed, and now they just make up a module; and this either changes nothing, or in the 

best case, teachers are stimulated to plan the combination of courses more systematically. 

- Measuring the workload creates difficulties if it is done the wrong way. There seems very 

little chance of success in trying to define the workload, credit points and number of modules for an 

entire program by measuring or only guessing how many work hours students need to prepare and 

postprocess a course, along with the examined components (written exam, presentation etc.). In 

Germany, there are not enough studies which could meaningfully prove how much student work is 

involved in a given course. Considering the diversity of subjects, teaching methods and students’ 

academic efficiency, if any such studies ever existed, the significance of the average values 

provided would in any case be doubtful. A better alternative is the reverse way, and this is 

organisationally more pragmatic way: as in Luneburg, to allocate to a single module a number of 

CPs so that it is compatible with existing course formats, i.e. 5 or 6 CPs for a module with 2–3 

hours per week. The next step is to take the available amount of credit points for one study program, 

e. g. 180 CPs for a six-semester bachelor’s, work out the possible number of modules / courses, and 

this provides the framework, defining how much should be in a bachelor’s program and how much 

should be shifted to a master’s program. 

- Competencies are conceptual interpretations of the skills that students should acquire 

through their studies. It is most common to paraphrase these in terms of what the students should be 

able to do after the course, which they supposedly could not do before. Thus, this newer concept of 

the competency, which is not only used in higher education didactics, but also in school educational 

methods, is not far from the more familiar term of the learning target. The discussion about learning 

targets originates in the 1970s and then led to extremely sophisticated catalogs of course, fine and 

very fine learning targets. This very fine subdivision was not necessarily advantageous for a holistic 

understanding of teaching situations, so that the more coarsely formulated competencies actually 

provide some relief. For this reason, one should be aggressive when formulating competencies, and 

– as with the learning targets – refer to content, methodology and social factors, as well as to the 

self-organization of learners. It is not always possible to refer to each of these four categories when 

describing every module, e.g. a lecture teaches content and perhaps even research methods if 

relevant. However democratic and creatively-activating social forms belong more in seminars.  

- Even self-organization (e. g. scheduling and stringent research for a presentation 

including appealing visual aids) is a skill mostly built in seminars. Moreover, one module alone 

cannot usually develop a competence completely, which requires a socialization through several 

university courses. This of course implies that the measurement of achievement of competencies at 

the module level is rarely useful, quite apart from the fact that such a measurement still faces 

unresolved methodological problems (cf. Jahnig / Seeber 2011). This is, however, no reason to 

refrain from setting a competency as a desired goal, even if a scientifically provable, educational or 

psychological justification of competencies / learning objectives and measuring their achievement 

do not seem possible. For the foreseeable future, defining competencies in this sense must remain 

an assessment made by teachers on the basis of their experience. Evaluation of the competencies 

cannot occur before modularization, but must perforce come afterwards. Therefore, the organization 

of the new system must remain pragmatic in an organisable way. Despite this, university teachers 

can be expected and required beforehand to provide some basic ideas on what they want to achieve 

in a course. What has been usual in schools for decades, will not overtax university educators. 

5. Target-actual comparison and possibilities for repair 

An advantage of the Bologna process compared to other smaller study reforms was and is its 

targeted orientation. From the outset the objectives of the reform were clearly defined, which makes 

an evaluation of the achievements easy. For Germany, the Standing Conference of the Ministers of 

Education and Cultural Affairs of the Länder in the Federal Republic stated the following objectives 

(KMK 2010):  
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a) Reduction of study time before first professional degree – This has been complied with 

even though the normal period of consecutive bachelor’s/master’s programs with 

10 semesters exceeds the normal period of some older university courses (usually 9–10 

semesters) by a small amount, and the degree programs of universities of applied sciences 

(mostly 8 semesters, some with integrated practical semesters) significantly. Although a 

number of candidates will enter a career right after their bachelor’s degree, due to the 

tighter organization of studies (with less degree of freedom) in the bachelor's and master's 

system, it can be expected that the overall average length of study will decline, at least 

compared to the previous university study programs. 

b) Bachelor's degree as a first qualification for professional life, which also proves the 

attainment of non-technical key professional skills – the study programs do in reality 

deliver both of these aims, so that graduates with a bachelor’s are highly likely to be 

accepted in the labor market.  

c) Access to continuing education in master’s courses for the top 30 % of bachelor’s 
graduates – There is now a tendency to soften entry to allow 50 % of graduates to 

continue to the master’s. On the strength of past experience, the planned amount of 

master’s study places seem to be sufficient. It is also important that applicants for the 

more theoretical and research oriented master’s programs can demonstrate a high enough 

academic level. Usually, a final bachelor’s grade of at least 2.5 is required. 

d) Improving the structure of study programs – Certainly they are structured, but not without 

need of improvement. There is a great lack of freedom of choice both for teachers 

concerning the content and types of courses, and for students, who very often see 

themselves involved in a system that sets them fixed timetables as in school. University 

education formerly had the reputation of giving freedom in academic teaching as well as 

freedom in learning. Following the study reforms (even before the Bologna Process), 

there is not much of this left. 

a) More course-related testing and thus more relevance through continuous learning than 

was common with the previous system of periodic intermediate and final tests – This has 

been complied with, but the price paid by students is high. There are intense complaints 

about the less efficient “bulimic learning” for tests and oral exams as well as problems 

reconciling studying and employment to finance studies. 

b) Increase in student mobility – Within the study programs the opposite is the case. 

Remaining hope is based on an increased mobility between bachelor’s and master’s 

cycles. 

c) This survey clearly shows that the goals of the Bologna reform have only been partially 

achieved, but that the unintentional side effects have brought significant disadvantages. 

Not all, but at least some of these disadvantages are still correctable, as experiences with 

the implementation of the reform have taught. In particular, the following conclusions 

were drawn from the bachelor’s program in Cultural Sciences at Leuphana University of 

Luneburg.  

The lack of teaching and learning freedoms can be countered in the following ways: 

- Courage to offer a high proportion of elective and compulsory elective modules; even 

university teaching should seek to offer exemplary learning. A knowledge base is undoubtedly 

important, but the possibility of creating an individual focus must still be provided. 

- Variable modules with very open formulations of content which can be fit into different 

courses that change from semester to semester or year to year; an example: In "Sectoral Economic 

Geography", you can also offer agricultural geography, industrial geography or retail geography; 

the even more openly formulated module called "Sectoral Culture and Economic Geography" could 

include still more courses, e. g. rural settlement geography, population geography, political 

geography, traffic geography, etc. 

- Modules with two or three courses (especially lectures), of which only one or two 

conclude with an exam. This is the case in Luneburg within the module "Physical Geography", 
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consisting of a lecture on geomorphology and one on climatology. Students are recommended to 

attend the lectures in both courses, but not necessarily in the same semester. The exam is taken in 

only one of these two course and at the choice of the student. 

It is also possible to reduce the problem of examination and assessment pressure by taking the 

following steps: 

- The first step is through communication. A module with 5 CPs in a six-semester 

bachelor’s determines only 5/180 (five one hundred and eightieths) of the final mark. Rounded up it 

is equivalent to the low percentage of 2.8% – even this simple quantification should relieve any 

alarm and fear at such examinations; and in any case, an unsatisfactory grade can easily be 

compensated for with better grades in other modules. 

- Scheduling modules in blocks and staggering schedules can help spread out tests. For 

example, instead of offering six modules, each with 2 hours per week, continuously for an entire 

semester and where all end with a test, it may be better to offer three modules with 4 hours per 

week in the first half of the semester with a test in the middle of the semester, and in the second half 

of the semester the next three modules with 4 hours per week. 

- Modules for which no number grade is given, also referred to as pass / fail options; 

certain modules may be exempted from a graded assessment, and they will not even be part of the 

final grade. However an assessment is required as with any module, and passing is required for the 

final degree award. Thus the psychological pressure is much lower because the student’s 

performance does not affect the final grades for their degree. For this solution it is also conceivable 

to exempt a defined number of modules from numeric grading and to leave the selection of these 

modules to the students. For example, if ungraded passes are provided for up to 30 CPs, the final 

grade for a six-semester bachelor’s with 180 CPs is only based on the average grades from 150 CPs. 

It could also be possible for some students to choose not to do the 30 CPs exempted from grades but 

rather to earn more grades than necessary. In this case, all graded assessments with their cumulative 

credit points would be calculated into the final grade, ranging from 150 to 180 CPs. 

6. Opportunity: Devising new study models 

The Bologna reform challenges universities to create innovations, and it is surprising what 

little use has been made of this principle encouragement. Probably there is too often simply the 

attempt to save as much as possible of the content and structure of the old study systems in the new 

order. In this respect, it should be noted here that Leuphana University has tried to devise and 

implement a completely new study model which has attracted much attention in Germany. This 

model possesses the following elements: 

- The unification of all previous courses into a Leuphana bachelor’s degree program in 

which the former study courses now form the major subjects (Major, 90 CPs). These are 

supplemented by minor subjects (Minor, 30 CPs). In the master’s program old courses do reappear, 

albeit reformed and with a higher degree of interdisciplinary content. 

- The major and minor subjects of the bachelor’s degree are accompanied by 

complementary courses of 30 CPs of multidisciplinary content in the areas of art/aesthetics, 

methods/models, nature/technology, projects/practice, languages/culture and understanding/making 

change. As part of the educational reform, complementary studies have been established at many 

German universities, but these courses most often focus on propaedeutic topics, such as learning 

correct citation and systematic bibliographic methods, or academic writing techniques. In Luneburg, 

we try to create a different level of learning experience. Even master’s programs have a 

complementary part (15 CPs). 

- Likewise, the entire first ‘semester of the bachelor’s is designed to be interdisciplinary 

("Leuphana semester", 30 CPs). In this semester, all students from all majors work together on a 

joint project in many small teams. All the projects share a central theme, for example arts in the 

urban environment or health care policy. In addition, modules in history, methodology and 

sustainability are included. Furthermore, there is an introductory module for the topic of the major. 

Therefore, full focus on the main degree subject only begins in the second semester. This element of 

a common start semester is rarely to be found outside of Lueneburg. 
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With this structure, Leuphana University of Luneburg wishes to bring students to take an 

interdisciplinary and networked approach, and teach them when necessary to seek out and apply 

learning from academic disciplines other than those they chose and know. The interdisciplinary 

approach is aimed to give graduates a variety of possible approaches to problems in the labor 

market, but also to offer them a higher degree of freedom of choice within their studies. Thus 

studying in Luneburg should not only provide a good career preparation, but also, based on the 

philosophy of a humanistic education, it should promote the development of the personality. The 

simple accumulation of knowledge is not at the forefront, but the "how" (working and investigation 

methods) and the "why" (reflection on educational and work goals). Thus, studying involves 

acquiring an attitude of openness and courage for innovation and questioning of the old. To gain 

these abilities, it is necessary to look beyond the borders of one field of study, and from the point of 

view of Leuphana University of Lueneburg, this is what justifies the reduction of study time given 

to the main degree subject. 

7. Conclusion 

The Bologna reform is well advanced and can no longer be considered reversible. 

According to current views, the bachelor’s and master’s degrees potentially offer generally 

accepted degree paths not only for Europe but even worldwide. It is regrettable that the reform 

has been at the expense of many academic freedoms and brought an immense increase in 

administrative effort. The emergence of numerous positions for academic staff in university 

organisational departments and quality management is the most visible side effect; this is a happy 

spin-off for some university graduates in terms of career opportunities. Nevertheless, for the 

overall system, this must be judged critically, because increased administration in education is not 

synonymous with its improvement – the latter stands and falls rather on the commitment of the 

teaching staff. The initial effort to convert to the bachelor’s and master’s system is considerable, 

and some may assess the hurdles to be insurmountable or even consider the study quality to be 

massively impaired. Yet if you approach the conversion process pragmatically, not only do many 

tasks appear solvable, but it is also possible to minimize the disadvantages of the academic 

reform. The hope certainly remains that when the reform is taken over in non-EU countries that 

they will not stand still by simply renaming degrees, but that through the accreditation process the 

new degrees will become internationally recognised. In the case of the German-Russian 

relationship this was not possible with the previous Diploma; and now, therefore, the chance to 

achieve the mutual acceptance of new university degrees is an opportunity worth taking, a chance 

for the integration of Russia into the European education area. 
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