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ABSTRACT

Although initially a European reform, the Bologna Process has had a spillover
effect in other parts of the world. This study sought to contribute to the research
and international debate on the transformations exerted by the Bologna Process
outside the European higher education area, with a focus on the Cameroonian higher
education system. Specifically, the dissertation uses policy borrowing as a theoretical
framework to examine the adoption and adaptation of Bologna reforms in Cameroon.
To this end, four original empirical studies were conducted that focus on aspects of the
adoption (reasons for the adoption, introduction, dissemination and local response)
and adaptation (local translation and implementation) stages of policy borrowing of
Bologna objectives in Cameroon. The focus in Articles I and II is on adoption, while
Articles III and IV concentrate on adaptation. This study also includes an introductory
section in which the context, scope, theoretical and methodological choices, and main
findings from the empirical studies are discussed.

Data for the analysis consisted of text documents and 62 semi-structured
interviews conducted between October and December 2013. The interviewees were
various stakeholders in higher education in Cameroon, including policy makers,
university administrators and lecturers. The data were analysed mainly through
thematic analysis (Articles I, IT & IV), with thematic analysis and temporal analytical
approaches combined for Article III.

The findings revealed that the reasons for adoption of Bologna Process ideas
in the Cameroon higher education system emerged from the supposed ‘globalness’
of the Bologna Process and the desire to harmonise higher education in the Central
African sub-region, of which Cameroon is a part, following this global trend. The
findings also indicated that the need to apply international standards and the solution-
oriented nature of the Bologna Process, combined with the internal challenges facing
the Cameroon higher education system, especially in terms of harmonising the dual
French and Anglo-Saxon systems of education in Cameroon, made the Bologna
Process a good fit for Cameroon. The results provided insight into the different ways
through which Bologna Process ideas were introduced and disseminated in Cameroon.
The study showed that the adoption and adaptation of Bologna Process ideas in the
Cameroon higher education system started from a cross-regional initiative to create
the Communaute Economique et Monetaire de LAfrique Centrale (CEMAC) space
for higher education, research and professional training. Thus, its introduction in
Cameroon was a political decision and an imposition by the state on the universities

because of Cameroon’s obligation to CEMAC. Its introduction also was viewed as a
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theoretical (abstract principles of the Bologna Process), practical/realistic (successful
in Europe with promise in Cameroon) and quick-fix (with insufficient regard for the
dual sub-systems of higher education in Cameroon) decision.

The results showed that the main instruments for Bologna Process dissemination
came through national and institutional texts guiding implementation and through
conferences and seminars. As a borrowed model, this dissertation indicated that
learning from the borrower (externalisation of the borrowing potential) took the
form of Cameroonian experts traveling abroad and Bologna experts traveling to
Cameroon to share their experiences with the Bologna Process. The study indicated
that colonial history shaped the local response, i.e., public perceptions of Bologna
adoption in Cameroon, highlighting tension and complexities in introducing a
borrowed model in a dual educational system. The implementation of some of the
Bologna objectives in Cameroon supported the notion that policy borrowing is
always adapted based on contextual factors (in the case of the degree structure and
credit system). Its implementation also highlighted the fact that sometimes, policy
borrowing can be used only as a reference point to inspire local reforms and solutions
(e.g., the employability agenda).

The present set of studies takes on new significance in the current context of
policy borrowing, indicating the shift from the diverse reasons for cross-national
attraction in a particular education system to a cross-regional attraction in a regional
space with harmonisation as one of the main impulses for policy borrowing. Although
this dissertation focuses on the Bologna Process’ impact on Cameroon’s higher
education system as a single-country comparative design, the discussions presented

herein also connect the national case to international and regional debates.

Keywords: Bologna Process, degree structure, credit system, employability, policy

borrowing, higher education, Cameroon, CEMAC region, LMD system



TIIVISTELMA

Eurooppalaisena koulutusuudistuksena alun perin tunnetulla Bolognan prosessilla
on ollut globaaleja heijastusvaikutuksia. Tama vditoskirja pyrkii edistimddn
kansainvilistd tutkimusta ja keskustelua Bolognan prosessin vaikutuksista
Euroopan korkeakoulualueen ulkopuolella keskittyen erityisesti Kamerunin
korkeakoulujérjestelmdin. Viitoskirja hyodyntdd teoreettisena viitekehyksendin
politiikan lainaamista (policy borrowing) tarkastellessaan Bolognan uudistusten
hyviksymistd (adoption) ja sopeuttamista (adaptation) osaksi Kamerunin
korkeakoulujérjestelmédd. Tutkimus koostuu neljastd Kamerunissa toteutetusta
empiirisestd osatutkimuksesta ja se keskittyy Bolognan tavoitteiden hyvéiksymisen
(adoption) vaiheisiin (perustelut, esittely, levitys ja paikallinen vastaus) ja
sopeuttamisen (adaptation) vaiheisiin (paikallinen muuntuminen ja toteutuminen).
Viitoskirjan artikkelit I ja IT keskittyvat hyvaksymisen (adoption) analyysiin, kun taas
artikkelit III ja IV tarkastelevat sopeuttamista (adaptation). Viitoskirja sisaltdd myos
johdannon, jossa esitellddn tutkimuksen konteksti, tutkimuskohde, teoreettiset ja
metodologiset valinnat sekd empiirisen tutkimuksen keskeisimmat tulokset.

Tutkimusaineisto koostuu dokumenteista ja 62 puolistrukturoidusta
haastattelusta, jotka toteutettiin loka-marraskuussa 2013. Haastateltavat olivat
Kamerunin korkeakoulutuksen sidosryhmiin kuuluvia poliitikkoja, yliopiston
hallinnon edustajia ja yliopisto-opettajia. Tutkimusmenetelmid olivat temaattinen
analyysi (artikkelit I, II ja IV) ja yhdistetty temaattinen ja ajallinen analyysi (artikkeli
I1D).

Tutkimuksen tulokset osoittavat, ettd Bolognan prosessin levidmistd edistava
globaali luonne ja Keski-Afrikassa — jossa myos Kamerun sijaitsee - ilmenneet
pyrkimykset korkeakoulutuksen harmonisointiin ovat keskeisid syitd Bolognan
prosessin ideoiden hyvaksymiseen. Tulokset osoittavat myds, ettd tarve soveltaa
kansainvilisid standardeja, Bolognan prosessin ratkaisukeskeisyys sekd Kamerunin
korkeakoulutuksen sisdiset haasteet, erityisesti ranskalaisen ja anglosaksisen
koulutusjarjestelman harmonisointiin liittyen, tekivit Bolognan prosessista
sopivan Kamerunin kontekstiin. Tulokset tarjoavat nakokulmia siihen, kuinka
eri tavoin Bolognan prosessin ideat esiteltiin ja kuinka ne levisivat Kamerunissa.
Tutkimus osoitti, kuinka Bolognan prosessin ideoihin sopeutuminen alkoi
alueiden vilisestd pyrkimyksestda muodostaa Keski-Afrikan talous- ja rahayhteison
(Communaute Economique et Monetaire de LAfrique Centrale, CEMAC) yhteyteen
korkeakoulutuksen, tutkimuksen ja ammatillisen koulutuksen alue. Siten sen

kayttoonotto oli valtion médrdykseen pohjautuva poliittinen paitods, joka perustui
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Kamerunin CEMAC-sitoumukseen. Bolognan prosessi ndhtiin myds teoreettisena
(Bolognan prosessin abstraktit periaatteet) ja kdytannoéllisend/realistisena paatoksena
(onnistuminen Euroopassa antoi toivoa Kamerunissa) sekd nopeana ratkaisuna
(riittdmaton luottamus Kamerunin korkeakoulutuksen duaalijirjestelmaé kohtaan).

Tulokset osoittavat, ettd Bolognan prosessin levittimisen keskeisimmat keinot
olivat kansallisesti ja institutionaalisesti tekstien kautta ohjattu toimeenpano sekd
kansainviliset konferenssit ja seminaarit. Tutkimuksessa havaittiin, ettd uudistusten,
kuten tdssd tapauksessa Bolognan mallin lainaaminen, tapahtui sekd lainaajalta
oppimisen kautta (nk. lainaamispotentiaalin ulkoistaminen), kamerunilaisten
asiantuntijoiden = matkustaessa ~ Eurooppaan, ettd Bologna-asiantuntijoiden
matkustaessa Kameruniin jakamaan kokemuksiaan Bolognan prosessista. Tutkimus
osoitti siirtomaa-ajan historian vaikuttavan Bolognan prosessin paikalliseen
vastaanottoon, mikd ilmeni muun muassalainatun mallin toimeenpanonaiheuttamissa
jannitteissé ja ongelmakysymyksissd, jotka liittyivat mallin soveltamiseen Kamerunin
korkeakoulutuksen  duaalijdrjestelméssd.  Joidenkin  Bolognan tavoitteiden
toimeenpano Kamerunissa vahvisti kasitystd siitd, ettd kontekstuaaliset tekijat
ratkaisevat, kuinka politiikan lainaaminen sopeutetaan paikallisella tasolla (kuten
omaksuttaessa uusi tutkintorakenne ja opintosuoritusjirjestelma). Tutkimus toi esiin
myo6s nakokulman, ettd politiikan lainaaminen voi toimia kiintopisteend innoittamassa
paikallisia uudistuksia ja ratkaisuja (esim. tyollistettavyyden agenda).

Tutkimus antaa uudenlaisen merkityksen politiikan lainaamisen tutkimukselle
ilmentdessdan siirtymda yhden koulutusjarjestelman sisilld vaikuttavien maiden
vilisten vetovoimasuhteiden tarkastelusta alueiden vilisten vetovoimasuhteiden
tarkasteluun alueellisessa tilassa, missd harmonisointi toimii politiikan lainaamisen
keskeisend alkusysdyksend. Vaikka viitoskirja keskittyykin Bolognan prosessin
vaikutuksiin Kamerunin korkeakoulujérjestelmassdé yhden maan vertailevana
asetelmana, liittyvit tutkimuksessa esitetyt havainnot laajemmin kansainvalisiin ja

alueellisiin kehityskulkuihin.
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INTRODUCTION

1. INTRODUCTION

Traditionally, public policy, including higher education policy, has been considered
the nation-state’s responsibility. Internal determinants -- such as political, economic
and social conditions of the state were the main drivers for adopting new policies
or programmes (Berry & Berry, 2007). However, globalisation has contributed to
reshaping nation-states’ exclusive authority in policy making because of increased
movement, interaction, exposure and access to people, ideas and practices across
borders, enabled through information and communication technology (Perry & Tor,
2009; Phillips & Schweisfurth, 2008; Rizvi & Lingard, 2010), creating all kinds of
interdependence - economic, social, political and cultural (Rizvi & Lingard, 2010).
In education, national policy is ‘done in new locations, on different scales, by new
actors and organisations’ (Ball, 2012, p. 4) who interact at a global level, enabling
national education policy making to be continuously linked to global educational
agendas for legitimisation purposes. This raises the question of ‘whether nation-
states are losing the ability to control their educational systems’ (Ball, 2012, p. 4).
Although globalisation does not render nation-states totally ‘impotent, it does,
however, significantly influence their policy-making capacity (Dale, 1999, p. 2; Rizvi
& Lingard, 2010; Marginson & Rhoades, 2002). It also contributes to global education
policy (Ball, 2012; Rizvi & Lingard, 2010) because of the global nature of education
challenges that call for the creation of global knowledge and solutions to address those
challenges (UNESCO, 2009).

Internationalisation, i.e., ‘the process of integrating an international,
intercultural or global dimension into the purpose, functions or delivery of higher
education’ (Knight, 2008), is used to describe higher education institutions’ response
to globalisation. A major trend in higher education, elicited by internationalisation, is
the high demand for international education, accompanied by a marked increase in
the mobility of students, educational programmes and institutions (Rizvi & Lingard,
2010; Teichler, 2004). It also has elicited a fast-growing market for higher education
and an increasingly competitive higher education environment in which countries and
higher education institutions strive to be more attractive to compete internationally
(Binsardi & Ekwulugo, 2003). In this competitive higher education environment,
developing countries are said to be at a disadvantage. Thus, international cooperation
based on mutual interest is encouraged in higher education through the transfer of
knowledge, especially from developed to developing countries, to help narrow the
development gap (UNESCO, 2009).
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Even though competition is the name of the game in the era of globalisation,
and in as much as individual countries seek to be competitive globally, there also
exists a high level of regional cooperation aimed at harmonising regional practices
and increasing their attractiveness and competitiveness (Eta, 2015a). Such regional
cooperation, termed regionalisation, is ‘the process of building closer collaboration
and alignment among higher education actors and systems in a designated area or
framework, called a region’ (Knight, 2013, p. 347). It involves the use of political
instruments and mechanisms to organise higher education to foster cooperation and
regional integration through a bottom-up process (Chou & Ravinet, 2015). It seeks a
process of policy integration or convergence in higher education by bringing together
diverse systems to create commonalities (Woldegiorgis, Jonck & Goujou, 2015). In
recent decades, the world’s regions have become active players in the governance of
higher education policies. This is due to the general renewal of regional cooperation
in all areas, including higher education (Chou & Ravinet, 2015). Between 1947 and
1983, UNESCO championed regionalisation processes which led to the adoption of
five regional conventions on the recognition of studies, diplomas and awards in Latin
America and the Caribbean (1974), in the Arab States (1978), in Europe (1979), in
Africa (1981) and in Asia and the Pacific (1983). As indicated by UNESCO (2009),
regional cooperation is currently more pronounced in the areas of recognition of
qualification, quality assurance, mobility, research and innovations, and teaching and
learning.

The Bologna Process is an example of a regional initiative that embodies
different areas of cooperation in higher education, and it is perhaps one of the most
talked-about examples of regional cooperation in higher education in recent times,
aiming to harmonise and strengthen the competitiveness and attractiveness of the
European Higher education Area (EHEA). The Bologna Process is a European
intergovernmental initiative that created the EHEA to promote ‘citizens’ mobility
and employability) achieve ‘greater compatibility and comparability of the systems of
HE’ and increase ‘the international competitiveness of the European system of HE,
as well as its ‘worldwide degree of attraction, vis-a-vis the rest of the world (Bologna
Declaration, 1999). To achieve its aims, European ministers of higher education
formulated different lines of action in the 1998 Sorbonne Declaration, the 1999
Bologna Declaration and the ministers’ follow-up biannual communiqués. The lines
of action included the adoption of a system of easily readable and comparable degrees,
a system based on three cycles, a common system of credits, and the promotion
of mobility and employability (see Chapter 2 for an overview of the process). The

Bologna Process set in motion structural reforms that have transformed 48 higher



INTRODUCTION

education systems in Europe. Although the Bologna Process initially was conceived
as a solution to challenges facing European education systems, it nonetheless has had
a spillover effect in other parts of the world, including Latin America, Asia and Africa
(Crosier & Parveva, 2013; Knight, 2013; Vogtle & Martens, 2014; Zgaga, 2006).

World regions” involvement in contemporary higher education governance
(such as the Bologna Process) and the transfer and implementation of agreed-upon
goals to national contexts carry some implications for policy studies. It implies that
policy adoption cannot be examined exclusively from traditional agenda setting,
policy design, implementation and evaluation stages of the policy process (Verger,
2014). It also implies that policy adoption cannot be limited to the trans-sectoral
focus in policy studies (Steiner-Khamsi, 2012), mostly evident in the transfer of
business models to the field of education. Because of various kinds of interactions
(cross-national/regional/global), national systems of education influence and are
influenced by external forces. Such influences lead national education systems to
learning and adopting policies from elsewhere. Thus, policy studies are increasingly
taking a comparative approach, focusing on ‘understanding the local policy contexts
against the backdrop of larger transnational or global developments’ (Steiner-Khamsi,
2012, p. 4).

In comparative policy studies, this practice is generally referred to as policy
transfer, ‘a process by which knowledge of policies, administrative arrangements,
institutions and ideas in one political system (past or present) is used in the development
of policies, administrative arrangements, institutions and ideas in another political
system’ (Dolowitz & Marsh, 2000, p. 5). In comparative education, policy transfer is
an umbrella concept that involves the lending and borrowing of policies, ideas and
practices from elsewhere. While lending refers to the context from which an idea
originates, borrowing refers to the context in which it is received (Waldow, 2012).
Policy borrowing can be explicit (direct references to international agendas) or silent
(unrecognised policy-transfer processes) (Waldow, 2009). In the era of globalisation,
educational-policy borrowing is said to be the norm, not the exception (Steiner-Khamsi,
2014). Hence, there is an ongoing debate as to whether the borrowing of policies and
practices from elsewhere has contributed to the convergence of systems of education
worldwide (Dale, 1999; Steiner-Khamsi, 2012; Phillips & Schweisfurth, 2008).

In 2006, I was studying for the Maitrise (a certificate issued two years after a
bachelor’s degree) at the University of Yaoundé I in Cameroon. At the time, there were
rumors that we were the last batch of students to be issued that degree because the
system was going to be reformed, which would lead to replacement of the Maitrise (and

other intermediate degrees) at French-inspired universities in Cameroon. At the time, I
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thought it was a Cameroonian initiative to harmonise and tackle some of its challenges
emerging from its dual French and Anglo-Saxon traditions in terms of degrees offered,
which, as P. Doh (2007, 2008) observed, limited mobility from one sub-system to the
other, particularly because of the difficulties in finding equivalents. When I enrolled as
a PhD student in September 2011, I was interested in studying how the Cameroonian
higher education system was responding to external/global influences. After reading
the literature on global trends in higher education, the Bologna Process stood out as a
major reform programme in higher education that also was impacting higher education
reforms in Cameroon (Doh, P, 2007, 2008; Ngufor, 2009; Feudjio, 2009; Cameroon
Ministry of Higher Education, 2010). My aim in this dissertation is to understand why
a reform programme conceived in Europe and designed for higher education systems
in Europe became attractive to Cameroon, how the ideas were introduced in Cameroon
and how they were used for reform purposes.

Although the Bologna Process has influenced higher education reforms in
Africa generally, and Cameroon particularly, there seems to be limited knowledge
about what it means and what has changed following adoption. In 2008, the University
World News observed that although the Bologna Process has been introduced in
Cameroon, knowledge about what it entailed was very limited, and little research had
been conducted on the topic. As noted by Ngufor (2009), most of the information
available on the Bologna Process in Cameroon is contained in unscientific reports
published in magazines by the Ministry of Higher Education and the universities
themselves. A few scholarly works that have touched on the topic did not focus
on Bologna Process adoption. For example, B. Doh (2015), in evaluating strategic
objectives of Cameroonian higher education, identified the adoption of Bologna
principles as one such strategic objective. P. Doh (2012) examined transformation
processes in the higher education sector toward economic development and poverty
reduction in Cameroon and discussed the degree structural reform and the new
orientation toward professionalisation as part of such transformations. In his 2007,
2008 works, P. Doh examined the challenges of harmonising the French and British
bicultural systems of higher education in Cameroon and concluded that the adoption
of the Bologna Process could lead to such harmonisation. Studies by Ngufor (2009) and
Feudjio (2009) entailed the Bologna implementation in Cameroon. However, Ngufor’s
study focused solely on Bologna implementation at the Anglo-Saxon university in
Cameroon in terms of curriculum restructuring and the degree structure. Feudjio
looked at the challenges of implementing the Bologna Process in Cameroon, arguing
that although there is a political willingness to implement the reform program, its

adoption is premature.
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There is no extant research that examines the influence of the Bologna Process
in Cameroon, a gap that this dissertation seeks to address. In this dissertation, I use
implementation of Bologna Process objectives in the Cameroonian higher education
system to examine an explicit case of policy borrowing. Specifically, the policy-
borrowing approach is utilised to examine the restructuring of Cameroonian higher
education in line with the Bologna Process’ policy tools, with an emphasis on the

process of adoption and adaptation.

1.1 Scope of Study

Although individual countries in Africa, such as Cameroon, are progressively shifting
toward the Bologna model, these initiatives are positioned within sub-regional
contexts, including the West African, Eastern African, Northern African, Southern
African and Central African contexts. The influence of the Bologna Process on the
Cameroon higher education system is examined in this dissertation as part of the
Central African context, involving countries of the Communaute Economique et
Monetaire de L' Afrique Centrale (CEMAC), known in English as the Economic
and Monetary Community of Central Africa (Figure 1 shows the CEMAC nations
in Africa). In this sub-section, I focus on the Central African initiative because it
presents the context and defines the scope of the study. In Chapter 2 (2.4), the other

sub-regional initiatives are briefly discussed.

Figure 1: Locating CEMAC in Africa. Source: The Habari Network, 2012.
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The CEMAC was established to promote cooperation and integration among its
six member countries: Cameroon, the Central African Republic, Chad, Republic
of Congo, Equatorial Guinea and Gabon. Regional integration in this region goes
back to the French colonial period, with the creation in 1919 of the Federation of
Equatorial French Africa (AEF), consisting of Gabon, the middle Congo', Oubangui-
Chari?, Chad and Cameroon. The AEF’s facilitated administration of these countries
under French rule was dissolved in 1958 when the members gained semi-autonomy
(CEMAC, 2017a).

To facilitate trade among member countries, in 1964, Cameroon, Gabon,
the Central African Republic, Chad and the Republic of Congo-Brazzaville created
the Central African Customs and Economic Union (UDEAC). UDEAC became
operational in 1966, and in 1984, Equatorial-Guinea joined the community. To
achieve its goal, a customs union was created, which led to the harmonisation of
taxes and duties, and the establishment of a common external tariff. The creation of
the union also led to the harmonisation of national fiscal and customs systems, and
encouraged regular meetings and cooperation among political leaders of the newly
established states. Lack of commitment from members (financial insufficiency because
of irregular payment of contributions and the economic crises of the 1980s, lack of
communication and cooperation between members, and ineffective implementation
of decisions and directives) posed challenges on the operational capacity of UDEAC,
rendering it inactive (CEMAGC, 2017b). To revive its activities and its continuous effort
toward regional integration, in 1994, CEMAC was created to replace UDEAC, with
the objective of converging and monitoring national economic policies to coordinate
sectoral policies and progressively create a single market (CEMAC, 2017c¢).

The focus of the regional community was mostly trade-related activities.
However, in 2005, this regional integration initiative explicitly was extended when
the CEMAC heads of state signed the Libreville Declaration, which adopted Bologna
Process ideas through the ‘Licence-Master-Doctorat’ (LMD) reform, aimed at creating
the CEMAC Space for higher Education Research and Professional training (Libreville
Declaration, 2005). According to the declaration, the LMD aims to promote student
and staff mobility at the national, regional and international levels, facilitating the
equivalences of certificates’; harmonisation of study programmes, qualifications and

awards; attractiveness of higher education in the sub-region; integration of graduates

' Now known as the Republic of Congo

Present-day Central African Republic.

Especially because of the multiplicity and intermediate degrees that existed in the Francophone
African countries - Diplome détudes Générales, Licence, Maitrise, Diplome détudes approfondies,
Doctorat de troisieme cycle, Doctorat unique and Doctorat d'Etat. The LMD aimed to align these
seven degrees to the three-tiered degrees.
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into the regional and global labour market; and integration of the entire CEMAC
region. According to the CEMAC Council of Ministers (2006), the LMD aims were to
be achieved through:

. Adoption of a system in which certificates are readable and comparable at the

national, sub-regional and international levels

. A system with two programmes: undergraduate and post-graduate and three

degrees: bachelor’s, master’s and doctorate degrees
. The introduction of a system of credit
. A focus on professionalisation of educational programmes

The CEMAC s one of the African sub-regions that directly emulated the Bologna
Pro