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EXECUTIVE SUMMARY 
 
Background and Context 

The study was launched by the European Commission within the broader context of joint 
African-EU policy for the development of Higher Education in Africa and in response to a 
recommendation from the Conference – “Developing Links: EU/Africa Cooperation in Higher 
Education through Mobility” in December 2008. 

 

Aims of the Study 

• To ascertain the appropriateness of the Tuning Approach for African Higher Education 

• How the approach might support the strategic objectives for Africa 

• What subject areas should be a priority 

• How a Tuning initiative could be implemented and what scale would be appropriate 

 

Study Components 

The study involved five components: 

• Consultation of key stakeholders 

• A review of the context and objectives of the African Strategy for Harmonisation  

• Visits to nine selected countries and meetings with Ministries, Universities, students and 
other stakeholders 

• Desk research on the regional dimension 
• A Validation workshop with key stakeholders and experts from higher education in 

Africa and the EU 

 

The Tuning Approach 

Originally developed within the EU, the Tuning approach focuses on specific subject areas at 
each of the three cycles to identify –  

generic and subject-specific competences; the development of a credit accumulation and 
transfer system; approaches and techniques in teaching, learning and assessment related to the 
achievement of intended learning outcomes, skill and competences; and quality assurance and 
enhancement. 

The Tuning approach has also been undertaken or is underway in  Latin America, Georgia, 
Russia, Kyrgyzstan, the USA, Australia and Canada.  

In addition, the OECD Secretariat, at the invitation of the AHELO Group of National Experts, has 
contracted the Tuning Association to undertake initial development work on learning outcomes 
to be used for valid and reliable assessments of students from diverse institutions and countries 
in two disciplines, engineering and economics. 

The support of the European Union has ensured that the Tuning partnerships are transnational, 
not identified with a single country but harnessing the diversity of strengths and cultural 
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perceptions into a shared approach, which is consequently of greater value to everyone, 
precisely because it transcends national boundaries 

 

The African Context 

The overarching framework for the development of Higher Education in Africa is the 
Harmonization Strategy: 

• ‘to establish harmonized higher education systems across Africa’,  

• ‘to strengthen the capacity of higher education institutions to meet the many tertiary 
educational needs of African countries through innovative forms of collaboration’ 

•  ‘to ensure that the quality of higher education is systematically improved against 
common, agreed benchmarks of excellence’ 

• ‘to facilitate mobility of graduates and academics across the continent’ 

The project is also relevant to: 

• the reformulation of the Arusha Convention focusing on mutual recognition of 
qualifications to enhance and facilitate mobility; 

•  the launch of the Nyerere Programme to support and encourage student mobility in 
Africa and 

• the Pan African University designed to establish centres of excellence and offer 
programmes at Masters, Doctoral and Post-Doctoral level. 

 

Regional Reports 

The five regional reports - (Central Africa, North Africa, East Africa, West Africa, Southern Africa) 
-  based on the country site visits and desk research, relate to the five geographic regions 
designated by the African Union Commission. They also refer to a range of other regional and 
sub-regional organisations frequently with overlapping membership. 

Each report provides basic data on the Region, summarises policies – regional and national, 
assesses challenges and strengths and makes recommendations, relating to the feasibility of the 
Tuning approach in the Region, and responding to the challenges, strengths and the outcomes 
from the country visits. 

Each Region is developing intra-regional Higher Education collaboration and although each is 
distinctive and has unique characteristics, they have features in common which reflect the 
findings from the country visits. 

• Each Region is establishing  a regional perspective, identity and policies to support  the 
harmonisation of Higher Education in the Region 

• There is a general concern to improve recognition and to develop systems for quality 
assurance and accreditation. 

•  All the Regions are experiencing considerable growth in student numbers and are 
placing an emphasis on reforming curriculum to equip graduates with skills and 
competences required by the labour market. 

• There is a consequent need for capacity building to meet the challenges of growth, 
curriculum reform and modernisation. 
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• Institutional change and development are recurring themes. 

 

Conclusions and Recommendations 

The study demonstrates that the implementation of a Tuning project in Africa in support of, 
contributing to and complementing the African Harmonization Strategy is feasible and would 
have wide support – regional, national and institutional. 

There is a genuine, open-minded approach to regional and international collaboration,  among 
Universities, academics and students, which provides an excellent platform for a Tuning project. 

The Tuning approach addresses and will contribute to the key features of the Harmonization 
Strategy. In particular: 

• by the active engagement of Universities and academics in the process;  

• by providing an integrated platform for dialogue and action 

• by the development of strong regional harmonization initiatives which will cohere into a 
continental process; 

• by bridging the gap between disparate educational systems 

• by facilitating and promotion the mobility of African students, graduates and academic 
staff within Africa; 

• by facilitating the development of effective quality assurance mechanisms;  

• by ensuring that African Higher Education Institutions become an increasingly dynamic 
force in the international Higher Education area 

•  by linking with a process which is becoming truly international; 

• by being an African-driven process which does not disrupt but enhances national 
educational systems and programmes  

• by providing an effective network of Universities within Africa and internationally. 

A Tuning Project will contribute to the realisation of the goals of the Arusha Convention and to 
the objectives of the Pan African University. 

The engagement of the EU in a pilot and subsequently in a full scale project has considerable 
advantages. It will strengthen the partnership between EU and African Higher Education and 
draw on the experience and detailed understanding of the Tuning approach developed in the EU 
and LA. 

The Study demonstrates the reality and the importance of regional networks and their  role in 
the process of harmonization, recognition, accreditation and quality assurances. 

 All countries have embarked on a reform agenda and are experiencing considerable expansion 
in student numbers and institutions with a consequent need for integrated capacity building.  

Open and distance and blended learning have a central role in African Higher Education 
strategies. The network of Distance Learning Universities represents a genuine, effective Pan 
African activity which will help to foster the Tuning approach and ensure wide dissemination of 
the outcomes. 

The development of ICT infrastructure, the utilization of ICT in all programmes of study and the 
training of Computer Science and Electronic Engineering graduates are priorities throughout 
Africa. 
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The process of curriculum reform and development is oriented towards the labour market and 
there is an awareness and understanding of the importance of an emphasis on learning 
outcomes, competence and skills, although this is not pervasive. A Tuning project could help in 
the effective adaptation of programmes to a student-centred learning and teaching approach 
addressing academic and societal goals. 

The merits of placement learning and student work placements as integrated elements of 
curriculum are appreciated but not widely practised. 

 There is a general recognition of the need to engage employers. Institutional policy and practice 
vis-à-vis employers is changing and developing. In this context, work placements can play a 
valuable role in strengthening employer – University links, if they are integrated into the 
curriculum and awarded full credit. 

The need to develop and give parity of esteem to vocational education and training at tertiary 
level provides an opportunity for a Tuning project to bridge the divide between ‘education’ and 
‘vocational training’. 

There are national and regional credit systems but they vary considerably. The development of a 
continental credit and accumulation system would facilitate student mobility, for part of or for a 
whole degree, provide a valuable tool to support the realisation of the goals of the African 
Harmonization Strategy, the Arusha Convention and the Nyerere programme and facilitate the 
development of the Pan African University. 

Although there are concerns about the quality and recognition of the degrees awarded and the 
restrictive range of subjects covered, the private sector is a significant component of the Higher 
Education sector, catering for up to 25% of the student numbers. 

Learning, teaching assessment and examination may follow traditional patterns because of large 
student cohorts. A Tuning project could help to develop innovative approaches to learning and 
teaching, wherever possible using new technology while recognising the institutional and 
national practicalities. 

In the country visits and regional reports four subject areas were identified as priorities They 
are: –  Engineering, Agriculture Sciences, Heath Sciences and Teacher Education. 

 

EU Added Value 

The engagement of the EU in a project to implement the Tuning approach will strengthen the 
partnership between  African Higher Education and the EU.  

While the implementation of the Tuning approach will be African led and address African 
cultural needs and environment,   African academics, Universities and national authorities will, 
through the project, have access to the EU experience and be part of a global Tuning network. 

 In its turn Africa will bring insights and cultural perceptions which will enrich the Tuning 
approach. 

 All of this is achievable because the approach is supported on a transnational basis through the 
African Union Commission, the EU and the Regional bodies. 

 

Three Possible Options for a Tuning Pilot Project 

Three options for a Tuning Pilot Project in Africa are identified in the report. A fourth option was 
developed in the Validation workshop. 
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 The three ‘report’ options are: 

1.*  A Pan African project – focused on the four subject areas identified in the report, with 
representatives from all five regions in each subject area group. 

2.* The second embodies a regional approach. Each of the five regions would work on two 
subject areas with all the countries in the region represented in one of the subject area 
groups.  

*In both these models an additional dimension would be provided by Regional Training Centres  
to support and assist the subject area groups. 

3. The third option combines the continental and regional approach. Two subject area 
groups would be established on a Pan African basis with representatives from all five 
regions. This would be complemented by a regional structure for four regions (excluding 
North Africa which will be covered by another process). Each Region would be 
responsible for two subject areas. 

 

Fourth Option 

The pilot project should focus on four subject areas: – Engineering, Agriculture Sciences, Heath 
Sciences and Teacher Education, each subject area hosted by one of the five Regions. 

 Note: Two areas of Engineering should be chosen so that two Regions are responsible for 
projects in discrete areas of Engineering. 

That each Region should be regarded as the host for a subject area and at the same time a 
continental hub, with responsibility to ensure that the project is conceived and realised as a Pan-
African project. 

That each subject area group should be composed of institutions from the Region and four or 
more institutions from other Regions, with a total of 12 per region and 60 overall.  

That each subject area should incorporate transversal issues including: the use of ICT in blended 
learning, language, integrated work placements, entrepreneurship, creativity, capacity building, 
open and distance learning 

That, in parallel with the regional subject area groups, there should be a group working on a 
continental basis on the definition of generic competences for Africa and other joint actions 
relevant to all the subject area groups. 

That students should be represented in the subject area groups and, where possible, 
practitioners from the world of work should be invited to participate in whatever ways might be 
appropriate and practical. 

That the five subject area groups should elaborate  the development of relevant subject specific 
skills and competences, the development of a shared African understanding of credits, student 
workload, learning outcomes, teaching and assessment and quality assurance and enhancement. 

That every effort should be made to try to ensure that Higher Education Institutions specializing 
in TVET should be involved. 
That a representative of appropriate private Higher Education Institutions might be included if 
endorsed by national authorities. 

That the institutions participating in the pilot phase will be chosen on a competitive basis 
against clear terms of reference. 
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That the roles of responsibilities of the different institutions in the network will be clearly 
defined from the start. 

 

Validation Workshop Nairobi March 2011 

The workshop  

• endorsed the outcomes and recommendations of the Feasibility report  

• recommended the operational and structural approach (the fourth option as described 
above) based on the Regions with a clear continental perspective,  

• demonstrated an eagerness to begin work at the earliest opportunity on implementing 
the Tuning approach 

•  recognised the considerable added-value of collaborating on a regional and continental 
basis with partners from the EU and other regions of the world and in particular the 
experience of Latin America. 
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PART ONE: INTRODUCTION  

 
The Feasibility Study into the Relevance of a Tuning Approach in Higher Education (HE) for 
Africa was embedded in a broad African-EU and AU policy context. 

In implementing the Plan of Action for the Second Decade of Education for Africa, the African 
Union Commission (AUC) has embarked on a process of promoting quality assurance and 
developing a framework for harmonization of Higher Education programmes in Africa. This is 
part of the effort to revitalise HE in Africa, creating a distinctive, attractive and globally 
competitive African HE space, through enhanced intra-African collaboration. The African Union 
Strategy for Harmonization has been endorsed by the Third Ordinary Session of the Conference 
of Ministers of Education (COMEDAF III), Regional Economic Communities (RECs), relevant 
organizations at continental level, and regional associations of universities who have also been 
identified as key players for the implementation of the harmonization process.  

A validation meeting was organized in March 2008 by the AAU, on behalf of and in collaboration 
with the AUC, to discuss and adopt an effective way towards implementing the African Union 
Harmonization Strategy, the Quality Rating Mechanism; and the revision of the Arusha 
Convention. 

It pledged to sustain the implementation of these processes and embark on aligning 
organizational activities in support of regional harmonization. In the Statement of Commitment 
of the Validation Meeting, participants agreed to raise awareness about harmonization 
strategies; to facilitate interactions with relevant national bodies (quality assurance agencies, 
accreditation bodies, Ministries of Education, committees of rectors); and to share reports on 
progress made in the implementation of aligned activities.  Participants also committed to 
formalizing relationships, and streamlining existing initiatives at continental, regional, national, 
and institutional levels. This was an essential step towards more coordinated interventions in 
African HE, avoiding parallel initiatives, and ensuring alignment of programmes with a 
collectively articulated African common vision. 

The European Union, like the African Union its strategic partner, wishes to promote 
improvements in the quality of HE in Africa. At the Conference "Developing links: EU-Africa 
Cooperation in Higher Education through Mobility" held on 4-5 December 2008 in Brussels in 
the framework of the AU-EU Joint Strategy, discussions were held with a number of HE 
stakeholders from Africa and Europe. One of the recommendations from this Conference was to 
consider how a project which would help to foster curriculum collaboration and understanding 
at subject level could help to develop mutual understanding and support the HE component of 
the Second Decade for Education for Africa, the Harmonisation Strategy for Higher Education 
and the work that was already underway in the framework of the revised Arusha Convention. It 
was felt that utilising the experience of Tuning Educational Structures in Europe and Latin 
America projects might be useful to this end.  As a result of this, a Feasibility Study was 
commissioned to explore whether the 'Tuning' approach could be valuable, and how it might 
best complement and support work already taking place in Africa.  The study was undertaken by 
a group of experienced academics from the Tuning Project, from the Coimbra Group of 
universities in Europe, and from the German Academic Exchange Service (DAAD). The study was 
coordinated by and from the Universities of Deusto, Spain, and Groningen, The Netherlands, 
joint coordinators and founder directors of Tuning Educational Structures.   

Aims of the Study 

The aims were to ascertain: 



                                                                                                                                                          

  

   
 

10 

• to what extent a Tuning project might be appropriate within African Higher Education 
Institutions 

• how a Tuning approach might be able to support the strategic objectives for Africa; 

• what subject areas should be considered a priority; 

• how a Tuning initiative could be implemented and what scale would be appropriate. 

Methodology  

It was felt that in the short time available, a key objective was to take soundings from as wide a 
range of stakeholders in African HE as possible.  Therefore a qualitative approach to the study 
was agreed.  The two main sources of information were to be oral testimony obtained through 
semi-structured interviews with a cross section of informants in a careful selection of countries 
representing all regions, supplemented by participation in at least three conferences that were 
to take place during the course of the study, and written information obtained through research.  
At the end of the study a fourth conference would be convened where the results could be 
discussed and recommendations refined in discussion. It was decided to approach two countries 
from each region, one large and one smaller country.  The countries were selected to try and 
achieve as fair a representation of spread and size as possible within the constraints of the 
budget. The conferences attended afforded important additional interaction with academics and 
other personnel associated with HE from a wide spectrum of countries in the continent. 

Consultation 

The consultation included attendance at four pan-African conferences, visits to nine countries 
drawn from the range of regions, and desk research.    The two earlier meetings with the AAU, 
the African Union Commission and the Regional Economic Communities (RECs) which took 
place before the country visits were scheduled to happen, helped to refine, focus and set this 
study in the context of the Strategy for Harmonization of Higher Education in Africa.  The Cape 
Town meeting was valuable in that it provided an opportunity to clarify understandings. 

1. 3-5 May 2010.  Erasmus Mundus project, Access to Success: Intra and Inter Regional 
Mobility in Europe and Africa, Accra, Ghana.1

This meeting provided an excellent opportunity to meet representatives from African 
universities and to present the Tuning approach and the proposed study methodology to the 
AUA, who were supportive and helpful.  

2.  26 – 27 May 2010. A meeting was held with the African Union Commission Higher 
Education Division in Addis Ababa. This meeting was to establish working links with the African 
Union Commission, to clarify the scope and setting of the study and to secure their help and 
support in the realisation of the project. The meeting underlined the important role played by 
the Regional Economic Councils (RECs) and the need to engage them actively in the project. 

  The third workshop of this project.  

3.  20 – 21 July 2010   African Higher Education Harmonization and Tuning Regional 
Workshop, Addis Ababa2

                                            
1 http://www.accesstosuccess-africa.eu/web/events.html 
2At this meeting there were representatives of Higher Education ministries from Algeria, Burundi, Cameroon, Kenya Ethiopia, Ghana, 
Senegal, South Africa, Malawi, Egypt, Nigeria, Democratic Republic of Congo, Mozambique and Mauritius; Regional Associations of 
Universities / Regional Councils for Higher Education from all five regions, continental organisations and  the UNESCO Regional Office for 
Education in Africa (UNESCO/BREDA). 
 

. This meeting was critical in helping to refine and focus the study and 
in proposing that there should be a meeting with the Regional Economic Communities (RECs), 
other relevant regional bodies and representatives of national authorities from the countries to 
be visited.  A meeting with the RECs and national authorities took place subsequently during the 
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Addis Ababa conference, and provided an opportunity to understand developments at 
continental and regional level and to explain the Tuning approach.  As a result of the meetings 
the study has been more firmly grounded in the context of the Strategy for Harmonization of 
Higher Education in Africa with the objective to explore how a Tuning approach can support, 
contribute to and complement the Harmonization strategy. 

4.  23-24 November, Cape Town.  A side event of the 3rd EU-Africa Summit took place in 
Cape Town entitled "Nyerere / Supporting Academic Mobility and Revitalisation of Higher 
Education in Africa". The conference had a two-pronged objective: to formulate policy messages 
on the importance of higher education for development, to be incorporated in the agenda of the 
EU-Africa Summit which was to take place in Tripoli on 29-30 November 2010; and to launch 
the expansion through EU funding of the Mwalimu Nyerere African Scholarship Scheme which 
covers a range of initiatives to boost mobility for students and staff in higher education, 
promoting research and capacity building and acting to stem the numbers of qualified graduates 
leaving for jobs outside the continent.  Tuning was presented at the conference and two 
workshops took place in which Tuning representatives were able to dialogue with a range of 
academics.  Informal meetings also took place with organizations hitherto not interviewed. 

Country Visits 

The original tender from the European Commission specified that visits should be made to nine 
countries – Algeria (North Africa Region), Burundi, Cameroon (Central Africa Region), Senegal 
and Ghana, (West Africa Region) South Africa, Malawi, (Southern Africa Region) Kenya and 
Ethiopia (East Africa Region).  Each country team would produce a country report, and these, 
enriched by desk research, would result in five regional reports. 

Content and Structure of the Visits 

Following detailed discussion between the Project Director, members of the steering group and 
the European Commission (See Appendix 1 for a complete list of all personnel involved in the 
Study), an outline structure for the visits was agreed. (See Appendix 2)  

The visits were to include meetings with national authorities (Ministries of Higher Education or 
equivalent);  other national bodies such as National Quality Assurance and Accreditation 
authorities; employer organisations and professional bodies where possible; and student unions  
At least two site visits to universities selected by the Ministries to represent different types of 
institution were to be undertaken, either in the capital or reasonably accessible to the capital to 
minimize costs and time. A draft timetable for the visits was negotiated with each Ministry. 

The European Commission contacted each Ministry of Higher Education and the in-country 
European Delegation to explain the project and to ask for their help in organizing and facilitating 
the visits.  The logistics of the visits – travel arrangements and appointments with relevant 
persons - were managed by the University of Deusto in Spain, home institution of the Director of 
the Project. 

The brief for the visit teams outlined the objectives of the Feasibility Study and included the 
country profile at Appendix 3. 

The teams previously agreed the topics on which they should seek information and 
understanding.  

The visits were conducted by teams of two, each from a different country – always including one 
member who had been involved actively in Tuning projects, and normally one member with 
extensive experience of working in Africa.   

http://www.africa-eu-partnership.org/3rd-africa-eu-summit�
http://ec.europa.eu/development/policies/9interventionareas/humandev/humandeveduc5_en.cfm�
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Country Reports and Regional Reports 

Following the country visit, each team prepared a report consisting of  

 (i) an overview of the outcomes of the visit  

(ii) a brief report on each meeting 

(iii)      an Annex of supplementary information . (All nine country reports are included in 
Appendix 4) 

The teams then compiled five regional reports (printed in Part 5 of this report) using the African 
Union Commission definition of the regions (Appendix 5); the regional reports are based on the 
country reports and desk research. 

This report synthesises the work presented in the country and regional reports, and also 
includes some summaries of pertinent research and information. 
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PART TWO: WHAT IS TUNING? 

In this section the characteristics of Tuning are described, and some examples given of how the 
methodology has been used in different contexts.   

The Bologna Declaration and the beginning of Tuning 
During the past thirty years higher education in all continents has undergone considerable 
change, partly in response to a growing need for places, and partly from increasing demands 
from employers for greater clarity with regard to what students have achieved; partly as a 
consequence of trends in globalization and internationalization.   

In Europe the Bologna Declaration in 1999 reflected a search for a common European answer to 
common European problems in these areas. The process originated from the recognition that in 
spite of their valuable differences, European higher education systems were facing common 
internal and external challenges related to the growth and diversification of higher education, 
the employability of graduates, the shortage of skills in key areas, the expansion of private and 
transnational education, the need to further encourage staff and student mobility, and, in the 
longer term, the desire to develop a European Higher Education Area. The Declaration 
recognised the value of coordinated reforms, compatible systems and common action. 

It is important to note that each of the then 29 signatory countries would commit to reform its 
own higher education system or systems in order to create overall convergence at European 
level.  The Bologna Declaration was not a reform imposed upon national governments or higher 
education institutions.  It aimed rather at creating convergence and was not intended to 
promote the “standardisation” or “uniformisation” of European higher education.  Now there are 
over 45 signatory countries and organizations, committed to the implementation of the 
‘Bologna’ reforms. 

There is a “general” higher education modernisation agenda which is common to all world 
regions and to all countries today -broadening access, diversifying study programmes, 
developing and implementing quality enhancement, employability, links to economy, mobility, 
international students, recognition of study periods and degrees and a recognized need to “tune” 
them according to certain common principles and to enhance them in doing so “the challenge for 
today’s higher education is both functional and moral.”  The Bologna Process addressed this 
challenge as a voluntary action of European countries and their achievements are primarily 
based on learning from one another.  “This learning from one another cannot be confined to 
Europe; it must also look outside. By looking to the outside not only can we learn, but we can 
also show a responsiveness to the needs of the rest of the world.”3 Tuning obtained the full 
support of the European Commission who consider it: “at the heart of the Bologna Process since 
it addresses several of its lines of action: easily readable and comparable degrees, adoption of a 
system of credits, quality enhancement”.4

It was this spirit of sharing, listening to each other, respect for other ways of doing and a 
willingness to understand, that informed Tuning, and is the reason for its success.  The name 
Tuning was chosen initially to reflect the idea that universities should not look for uniformity in 
their degree programmes, or any kind of prescriptive curricula, but simply for common points of 

 

                                            
3 Campbell, F. (2006). The Bologna Process & Higher Education in the context of Europe and Globalization. Bologna Process Official 
Seminar “The Cultural Heritage and Academic Values of the European University and the Attractiveness of the EHEA”. SynodHall, Vatican, 
1 April 2006. Cited in Zgaga, 2006. 
4 Commissioner Viviane Reding at the Closing Conference of Tuning I, 31st May 2002 
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reference, common understanding, and, eventually, common ways of developing dynamic 
learning contexts that fitted the 21st

A Tuning project is organized in international/inter-institutional subject or thematic groups 
working together to understand their respective teaching and learning contexts, from 
programme design through to quality assurance and enhancement.  The pattern of work 
alternates between face to face work of the subject groups, and also plenaries with all groups in 
bigger projects, and set tasks to be undertaken in institutional groups within countries. The 
work to be done is funded, normally by a combination of EU and local grants.  Academic work 
done by consensus creates a favourable climate among academics, bringing important elements 
of learning and developing, as well as contributing to building a common language and fostering 
understanding.

 century.   

5

Thus the Tuning approach consists of a methodology to (re-) design, develop, implement and 
evaluate study programmes for each cycle of university study. Having been tested and found 
successful on several continents, the approach can be considered legitimate internationally.  In 
2007, groups of high level peers validated the Tuning approach as a methodology as well as an 
application in numerous disciplines.  It has been used with success in more than 30 subject 
areas, in many institutions throughout Europe and Latin America as well as some countries in 
(Eur) Asia (e.g. Russia, Kyrgyz Republic, Georgia, Lithuania).

  It also develops existing research and professional networks, and can lead to 
the creation of new ones. 

Five lines of work help to organize discussion in specific subject areas, all of which is fully 
supported by paper and on-line resources, most of which have been progressively developed in 
successive uses of the methodology.  They are: identifying relevant generic competences; 
identifying subject specific competences; exploring how a mutually agreed cumulative credit 
system can facilitate student mobility and the learning accounts of part-time and interrupted 
students; exchanging good practices in approaches and techniques in teaching learning and 
assessment; and finally exploring how quality assurance frameworks can be used at programme 
level to enhance student learning. 

Protecting the wide diversity of higher education is paramount in Tuning.  It is only a 
methodology, and in no way seeks to restrict the independence of academic and subject 
specialists, or undermine local and national academic authority.  Tuning does not address the 
systemic considerations of governments, but it can and does influence government policy 
making from below.  

6 It has also been used in a subject 
based project funded by the OECD, the AHELO Project.  Information sessions have raised 
awareness of the Tuning approach in other regions of the world, such as India and Japan, and 
discussions are currently taking place with senior academics in Canada.  At present, the Tuning 
methodology is also being tested in four US states.7

Four examples of how Tuning has been used effectively are illustrated below: Latin America 
shows a whole continent approach; Georgia, Russia, Lithuania or USA show how it work in one 
country with a number of different subject areas; while the AHELO OECD project is based on two 

  

                                            
5  For a recent account of how Tuning was used in an OECD project in Economics, see Henard F and Gonzalez J (Eds) (2011)Tuning 
ANHELO Conceptual Framework of Expected and Desired Learning  Outcomes in Economics,  OECD Working Paper number 55,  
6 Nearly 100 academic communities applied the Tuning methodology in 58 countries. See also the following Web sites: 
 Tuning America Latina Web site: http://tuning.unideusto.org/tuningal/ 
                   Tuning Kyrgyz Republic Web site: www.bolognakg.net/default2.html  
 Tuning Georgia Web site: www.mes.gov.ge 
 Tuning Russia Web site: www.iori.hse.ru/tuning/ 
 Tuning America Latina Web site http://tuning.unideusto.org/tuningal/;  
6 Tuning USA Web site: www.luminafoundation.org/newsroom/news_releases/2009-04-08.html   
                   and www.luminafoundation.org/our_work/tuning/ 

http://tuning.unideusto.org/tuningal/�
http://www.bolognakg.net/default2.html�
http://www.mes.gov.ge/�
http://www.iori.hse.ru/tuning/�
http://tuning.unideusto.org/tuningal/�
http://www.luminafoundation.org/newsroom/news_releases/2009-04-08.html�
http://www.luminafoundation.org/our_work/tuning/�
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subjects, Engineering and Economics.  More detail is given for the Latin America project since its 
complexity is relevant to this report. 

Tuning Latin America 
The Tuning Latin America Project was created within a context of deep reflection on higher 
education, at both a regional and an international level.  Until late 2004, the use of the Tuning 
approach was exclusive to Europe, an achievement by over 175 European universities, which, 
since 2001-2000 had worked intensively towards the creation of the European Area of Higher 
Education as a response to the challenge set out in the Bologna Declaration.  The Tuning Latin 
America project demonstrated that the idea of compatibility, comparability and competitiveness 
in higher education is not an exclusively European aspiration.  Tuning Latin America started in 
October 2004 as a shared project which looked for and built languages and mechanisms for 
reciprocal understanding of systems of higher education to foster transnational and trans- 
regional processes of recognition. It was conceived as a space of reflection for agents committed 
to higher education, which through a search for consensus, will contribute to advancing the 
articulated development of easily comparable and understandable qualifications in Latin 
America. 

The project encouraged a debate whose goal was to identify and exchange information and 
improve collaboration between higher education institutions, for the development of quality, 
effectiveness and transparency.  Protection of the rich diversity of Latin American higher 
education was essential to the project, as was university autonomy.  One of its central purposes 
was to contribute to the development of easily comparable and understandable qualifications 
“from within”, based on the objectives set for the degree, from the profiles sought by the 
graduates, offering elements that make it possible to extend the articulation among systems of 
higher education in Latin American countries.  The project was designed to facilitate the 
mobility of holders of university qualifications and of professionals within Latin America - and 
at a global level.  It aimed to promote consensus at a regional level in order to enhance 
understanding of university degrees and facilitate access to the labour market. 

The Tuning Latin America Project pursued the five major lines of work of the Tuning approach, 
but adapting the way they approached the work to suit their own ways of working. 

The project covered 190 Latin American universities from 19 countries (Argentina, Brazil, 
Bolivia, Colombia, Costa Rica, Cuba, Chile, Dominican Republic, Ecuador, El Salvador, Guatemala, 
Honduras, Mexico, Nicaragua, Panama, Paraguay, Peru, Uruguay and Venezuela) working in 12 
subject areas (Architecture, Business, Chemistry, Civil Engineering, Education, Geology, History, 
Law, Mathematics, Medicine, Nursing and Physics).  

The Tuning Latin America Project was led by the universities, who are always the key actors in 
the Tuning process but National Tuning Centres (NTCs) accompanied the institutions in this 
task, in some cases reinforcing their work and bringing in contributions from all the actors 
making up their national system. Therefore, each country in Latin America participated equally 
in the project through their representatives from Ministries of Education, Boards of Higher 
Education and/or Rectors Conferences being the interlocutors for the respective country 
systems. 

More than two years of hard work, engaging in discussion and exchanging information and 
experiences generated new understanding between all the participants in the project. The 
impact is already visible in some countries and institutions in the region, and extends far beyond 
the conclusions set out here:  

• Twelve subject area networks have been created which working together have managed 
to reach consensus and lay the foundations for innovative proposals.  
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• The National Tuning Centres have enabled the project to have a greater impact and to 
connect with bodies operating at national level.  

• There is general agreement on the importance of using the concept of competence for 
preparing or improving a curriculum. 

• Participants discussed the importance of defining professional profiles in terms of 
generic and specific competences. Thanks to a high degree of consensus 27 generic 
competences and a series of specific competences were defined for each of the twelve 
areas involved in the project. These were validated by an extensive survey conducted 
among 42,000 individuals from four target groups—academics, graduates, students and 
employers.  

• The results obtained in the twelve Subject Areas and the material produced will serve as 
a framework of reference for encouraging processes of competence-based education. 

• There was general agreement that it is essential for students to play a central and 
dynamic role in the teaching-learning process and on the need to estimate the average 
time taken to achieve the competences included in the professional profiles. 

The agreements reached allowed participants to identify aspects that need to be improved, 
strengthened and changed.  Agreement on a credit system was not reached in the first project; a 
second phase is about to begin to try and reach such agreement.  There is a firm belief among 
Latin Americans that once the process is complete educational structures, analysed within the 
framework of this project, will be more comprehensible and the processes of cooperation 
between the participating institutions will be more dynamic, favouring mobility and encounters 
within Latin America and, in turn, building new bridges with Europe and other regions of the 
world. 

Tuning Georgia 
For over a century Georgia was a country closely linked to Russia and was effectively part of the 
Russian educational system: in structure and outcomes. There were then in Georgia some world 
class research academies, a number of high quality universities, and employability was almost 
guaranteed since they were part of the larger Soviet polity.  A period of uncertainty and difficulty 
followed the separation. Then, the Georgian government adopted the Bologna process in 2005 
and this was enthusiastically pursued by authorities and some academics.  It seemed to point the 
way towards a closer relationship with Europe, a means of aiding graduates towards 
employment beyond traditional targets, and a provision of strong academic links to reinvigorate 
academic morale.   

Thus the situation in HE when the Tuning methodology was piloted in Georgia was one where 
reform had already strongly commenced, where the Bologna processes had largely been 
adopted at least in structural ways such as the acceptance of a three cycle university degree 
profile, but where actual curricular reform needed consultative work and a period of intense 
reflection on the part of academic staff and others.  

There were ten subject areas included in Tuning Georgia: engineering, European studies, history, 
nursing, mathematics, business, physics, chemistry and education. Teams were established 
within Georgia under the auspices of the Ministry of Education, and the leaders of these attended 
workshops and sessions with Tuning personnel in Europe as well as having workshops and two 
important conferences in Tbilisi, attended by all team members and Ministry personnel.  Teams 
conducted surveys of opinion among academics, employers and students past and present to try 
to draw up broad outlines of desired subject specific and generic competences.  They redesigned 
their programmes taking the competences into account.  Plans were drawn up as to how 
teaching, learning and assessment could best complement the intended learning outcomes and 
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how the quality and standards could be scrutinized and maintained. Training sessions were held 
in two European universities (Deusto and Groningen) in order to discuss Tuning methodology 
implementation. 

Since the end of the project a national accreditation agency has been established and is actively 
working to further the work achieved, and individual universities are implementing the 
curricular changes suggested.  A National Qualifications Framework is currently being 
developed. 

There are, in Georgia, as in other countries, remaining problems. Constraints on resources 
influence the efficacy of reform here as elsewhere.  Multiple employment among academic staff 
is still not uncommon., and  while the implementation of changes in curriculum have to be made 
by teaching staff in the main, many of these are still paid on a teaching hours contract basis.  
Having presented these caveats it is important to say that Georgia was a success story: a strong 
group drew up concrete plans for curricular change, based on a research survey and 
collaborative discussion, and there is a receptive open door to change.  Subject area groups have 
continued to develop the work they began under the funded Tuning project. 

Tuning in the USA 
The effect of the development of the European Higher Education Area has had the effect of 
raising considerable interest in countries that have always been providers of university 
education – especially doctoral degrees – for nationals of other countries.   

The United States is among the world's best-educated countries, but the country's 25 to 34 year 
olds share 10th place in degree attainment and are slipping in annual rankings, according to the 
OECD.  Recruitment of students from other parts of the world now faces competition from 
higher education within the European Higher Education Area. 

The Lumina Foundation, a non governmental body in the USA, initiated a year-long Tuning USA 
project working with students, academics and education officials from Indiana, Minnesota, Utah 
and Texas.  The aim was to create a shared understanding among higher education's 
stakeholders of the subject-specific knowledge and transferable skills that students in six fields 
must demonstrate upon completion of a degree programme. Each state elected to draft learning 
outcomes and map the relations between these outcomes and graduates' employment options 
for at least two of the following disciplines: biology, chemistry, education, history, physics and 
graphic design. Texas, which was involved in a later stage, concentrated on engineering. 

Subject-area teams from the states applied the Tuning methodology, an approach led by 
academics that involved seeking input from students, recent graduates and employers to 
establish criterion-referenced learning outcomes and competencies.  

In the United States, efforts to benchmark learning outcomes at the discipline level have neither 
happened systematically nor on any significant scale. Widely applied to a range of disciplines, 
the Tuning platform could shift the focus in American higher education from consideration of 
generalized notions of what is indirectly taught at the associate's, bachelor's and other levels to 
specific knowledge and skills that students need to learn and apply, making the value of specific 
degrees more readily apparent, said Clifford Adelman, an American expert on the Bologna 
Process. "When U.S. colleges and universities describe what students must do to earn a degree in 
a specific field, they list courses, credit requirements and a minimum grade-point average," 
Adelman said. "They do not typically state what students with the degree should know and be 
able to do in ways that employers, policymakers and the public can immediately understand We 
need to embrace a more comprehensive approach to defining the learning that degrees 
represent or risk falling further behind our global counterparts."  

http://www.tuning.unideusto.org/tuningeu/index.php?option=com_frontpage&Itemid=1�
http://www.ihep.org/about/bio-detail.cfm?id=18�


                                                                                                                                                          

  

   
 

18 

At the beginning of 2011 a project was launched – as part of the policy dialogue EU-USA - which 
a twofold purpose:  

1. To develop a robust methodology for evaluating the change brought about to higher 
education by the Tuning approach in terms of behaviour (for example curriculum 
development; statements of learning outcomes; learning opportunities and structures; 
assessment of students; communication of learning outcomes to students and other 
stakeholders etc.) and impact by indentifying key metrics (for example student numbers; 
progression; further study in that discipline, employability effects) and establishing the 
base year; 

2. Investigate the alignment of academic standards and reference points in higher 
education for the United States and the European Union taking the subject areas of 
history and physics as fields of exploration. 

Tuning Economics and Engineering 
The OECD Secretariat, at the invitation of the AHELO Group of National Experts, contracted the 
Tuning Association to undertake initial development work on learning outcomes to be used for 
valid and reliable assessments of students from diverse institutions and countries. The two 
disciplines selected for the AEHLO Feasibility Study, Assessment of Higher Education Learning 
Outcomes, are engineering and economics.  

The AHELO feasibility study contains four complementary strands of work: i) a generic skills or 
transferable competencies strand; ii) an economics strand; iii) an engineering strand; and iv) a 
value-added measurement strand that will recommend possible methodologies to capture 
learning gain during a student’s higher education experience from a research-oriented 
perspective. The first three strands will contain a contextual dimension to assess the feasibility 
of capturing information on institutional settings, teaching practices and environment 
characteristics that may affect learning, as well as indirect proxies of quality. 8

                                            
8 AHELO Web site: 

 

The overall aim of the project is to reach agreement, ideally at the global level, regarding the 
descriptors for the key competencies (expected or intended learning outcomes) for the first-
cycle bachelor’s degree in Economics and Engineering. In developing these descriptors and 
learning outcomes, different degree profiles and relevant occupations have been taken into 
account.  

The working papers focus on the economics and engineering disciplines. While further work is 
needed to develop assessment frameworks, the papers provide a first indication that agreement 
on expected learning outcomes in the economics and engineering disciplines can be achieved 
cross-culturally.  However, the reports are of great interest to academics of all subject areas in 
the way it demonstrates a learned evaluation of a subject area and the rationale it contains for 
the use of the Tuning methodology.   

www.oecd.org/edu/ahelo 

http://www.oecd.org/edu/ahelo�
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Other Tuning Discussions 

The Tuning approach has also been applied in Russia in two Tempus projects. One focussing on 
European Studies and Mathematics and another one focussing on History and Culturality.  These 
smaller scale projects have been followed up by a large scale project involving an Association of 
41 Classical Russian universities and other ten linked to virtual communities in each of the 
subject area to be developed in terms of reference points and consultation procedures.   

At present also a Tuning project is implemented in Lithuania focusing on the subject areas of 
chemistry, English philology, music and performing and fine arts, informatics and health care. 
 
Following the policy dialogue EU-Australia, the implementation of  a project is quite advanced in 
Australia. This project intends to reflect on the nature of the cooperation through the Tuning 
Project- already quite well known in the region- as the specific elements which might constitute 
new lines of cooperation between the two regions.  
 
Institutions and organizations in other geographical regions have shown interest in using the 
Tuning methodology.  This is the case in India, China, Canada and Central Asia. There are no two 
projects alike since Tuning expects a process of ownership development to take place whereby 
each country or region identifies relevant elements for its Higher Education Institutions, but in 
all cases there is always mutual sharing and learning and search for quality and transparency 
and relevance.   

In conclusion 
The essential attraction of Tuning is twofold.  First it has proved itself as a methodology which 
encourages the development of ways of comparing different degrees and the ways that they are 
achieved, how quality is ensured and how student mobility and harmonization can be facilitated, 
and it does this in consultative ways that encourage greater internal and external collegiality and 
validity. 

The paradox of Tuning is that what started as an attempt to solve a strictly European problem 
has turned into a methodology that can be adapted to different higher education contexts in very 
different cultural contexts.  

But, how a Tuning approach can support the strategic objectives for Africa? 

Since the Harmonization Strategy is at the heart of continental African Higher Education policy, 
it is critical to understand the extent to which the Tuning approach may be able to contribute to 
a realization of its objectives. 

The essence of the Tuning approach is a methodology which provides a thorough understanding 
of curricula at a subject level on a transnational and multi-institutional basis and presents this 
understanding in a way which makes curriculum transparent. 

The methodology engages the stakeholders – employers, students, academics and institutions – 
and seeks to ensure that programmes of study are relevant, student-centred, output-focused, 
and that graduates have acquired generic and subject specific competences relevant to the needs 
of society. 

It has incorporated and developed understanding of a credit system (ECTS) which assists 
curriculum planning and development; gives increased transparency to component elements of 
a programme and facilitates recognition and student mobility by providing a common currency 
for the recognition of study components. 
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The whole process involves in-depth reflection on methods of learning, teaching and assessment 
and is an effective quality management and enhancement process for curriculum planning and 
development. The success and effectiveness of learning, teaching and assessment and the 
continued evaluation of the appropriateness of the outcomes and competences is subject to 
regular review. It engages stakeholders and because it involves academic colleagues from a 
range of institutions and different countries, it incorporates critical peer review.  

In Tuning academics are the key players, who meet as equals with the support of their 
institutions. The size of the country or institution is irrelevant. The subject group establishes the 
most effective approach to the subject, the needs of society and, above all, the needs of students. 
The main resource is the time of the academic staff and institutions and departments need to 
recognise this. 

The Tuning approach is an integrative experience, in which academics develop high quality 
curriculum and teaching and learning for students. It is not a process which can be imported or 
transplanted – it has to be grown and nurtured by the academics in the subject area working 
together and engaging with the process – the identification of generic and subject specific 
competences, seeking the views of  academics / employers / students / graduates and sharing 
understanding with peers from other institutions and other countries. Only African institutions 
and academics would be able to realize the Tuning approach in a way which addresses the 
realities of the African continent and its Higher Education development. 

On the other hand, because Tuning has been adopted and adapted on an international scale, 
those African departments and institutions engaged in the process would be linked with and 
contribute to a genuine international approach to revitalizing the curriculum. The strength of 
Tuning is that it reaches beyond a single department or institution, beyond a single country, and 
encourages a dialogue across national and cultural traditions. 

Tuning addresses another Harmonization goal – to ‘Bridge the Gap between disparate 
educational systems’. The Tuning projects in the EU brought together academics from 27 
countries each with significantly different traditions, 27 languages and a wide range of subject 
areas; in Latin America 18 countries, also with different languages, traditions and approaches 
collaborated in developing a distinctively Latin American ‘Tuning’. In each of the geographic 
areas where Tuning has been developed it has been essential that the traditions, culture and 
legal requirements of the institutions and the countries which are participating are respected 
and understood. The process enhances mutual understanding and respect and facilitates 
transnational recognition and student and staff mobility. 

The Harmonization Strategy and the Arusha Declaration seek to encourage student mobility 
within Africa. While legislation and conventions provide a formal framework, students need to 
have confidence in the quality of the programme in the host institution and confidence that their 
work will be recognised by their home institution and internationally. 

The Tuning approach engenders confidence because it focuses on the transparency of the 
curriculum and the intended learning outcomes and competences. It uses a common currency – 
credits – which facilitate recognition and credit transfer. The mutual trust, understanding, 
networking of universities and departments, which are integral to Tuning, provide an effective 
basis for encouraging and sustaining student and staff mobility. 

Tuning can support the strategic objectives for Africa contributing to the overarching framework 
for the development of Higher Education in Africa:  the Harmonization Strategy. The project is 
also relevant to the reformulation of the Arusha Declaration focusing on mutual recognition of 
qualifications  to enhance and facilitate mobility; the launch of the Nyerere programme to 
support and encourage student mobility in Africa and to the Pan African University designed to 
establish centres of excellence and offer programmes at Masters, Doctoral and post-doctoral 
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level in five thematic fields which have been identified for the development of the Pan African 
centres of excellence. 

EU Added Value 
Higher education cooperation contributes to mutual understanding, fosters multilevel exchange 
and cooperation, and generates long-lasting partnerships which render highly sustainable 
benefits to students, professionals, institutions, societies, economies and countries. The role of 
universities as cooperation actors is fundamental.  

Tuning is predicated on partnership, transdisciplinary action and team-work and is steered by 
the universities themselves. The support of the European Union has ensured that the Tuning 
partnerships are transnational, not identified with a single country but harnessing the diversity 
of strengths and cultural perceptions into a shared approach, which is consequently of greater 
value to everyone, precisely because it transcends national boundaries.   

The engagement of the EU in a pilot and subsequently in a full scale project has considerable 
advantages. It will strengthen the partnership between EU and African Higher Education actors 
and draw on the experience and detailed understanding of the Tuning approach developed in 
the EU. While the implementation of the Tuning approach will be African led and address African 
needs and environment,   African academics, Universities and national authorities will, through 
the project, have access to the EU experience and be part of a global Tuning network, to which 
African institutions can bring insight and enrich with new contributions.  
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PART THREE: THE CONTEXT OF AFRICAN HARMONIZATION 

This section provides an overview of trends and perspectives in HE in Africa on issues that are 
particularly relevant for the context of a potential Harmonization and Tuning pilot project in 
Harmonization and Tuning in higher education in Africa.  In relating to data, in this context, one 
needs to mark their limited consistency and accuracy   

 

Enrolment, Access and Equity 
Parts of Africa have the lowest enrolment ratio in the world.  It is estimated that the rate of 
enrolment for the region does not exceed 5%, with considerable disparity by country and sub-
region. For instance, while the gross enrolment ratio hovers around1-2% in a number of countries 
(Angola (1%), Malawi (1%), Central African Republic (1.1%), Chad (1.2%), Mozambique (1.5%), 
the United Republic of Tanzania (1.5%) and Burundi (1.9%) South Africa and Egypt claim 15-
16% and 22% respectively. 

 
Source: UNESCO Institute for Statistics (2009). Trends in Tertiary Education: Sub-Saharan Africa. 

Expansion of access to higher education has seen dramatic developments in many countries in 
Africa in the past 15 years, for example,  Ethiopia, the second most populous country in Africa, has 
opened more than a dozen public universities since mid 2000, quadrupling the number of tertiary 
students. 

Significant access disparities in gender, geographical location, ethnicity, and field of studies 
however remain. Despite considerable ongoing efforts to bridge the gender gap, access to higher 
education for girls remains low in many countries. The figures in some disciplines, such as 
sciences and engineering, are particularly dismal. 

The unprecedented growth and expansion of private higher education providers has increased 
the rate of access and participation. In Nigeria, Ethiopia and Ghana, Mauritius and Madagascar 
private HE providers are ‘mushrooming’.  Though private HE institutions outnumber public ones 
(e.g. South Africa 70 : 100 in 2010, Mauritius 9 : 30, Madagascar 8 : 21), their enrolment rates 
remain low, though in some countries their share has grown to as much as 25%. 
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Mobility 
In comparative terms, African students may be considered as the most mobile in the world, largely 
due to limited access and lack of comprehensive study programmes in the region. In a number of 
countries, the outbound mobility ratio is one third of the students. These countries include 
Botswana (89%), Namibia (61%), Swaziland (58%), Lesotho (48%) and Mauritius (41%). Given 
that the global average is 1.8%, the outbound mobility ratio is still high in many other African 
states, such as Malawi (31%), Niger (22%), Central African Republic (21%), Senegal (17%), 
Cameroon (15%) and Kenya (11%). The lowest ratios for the region are found in South Africa 
(0.8%), Nigeria (1.6%) and Ethiopia (2.1%). (UNESCO-UIS, 2009) The intra-regional mobility 
ratio amounts to nearly one quarter. South Africa is the second ranking destination of Sub-
Saharan students, following France as the most attractive destination. 

 
Source: UNESCO Institute for Statistics (2009). Trends in Tertiary Education: Sub-Saharan Africa. 

 

A serious challenge afflicting the development of capacity building, hence development, in the 
region, is the non-return of high-calibre African scholars and professionals after completing their 
academic sojourns abroad. The problem has been most severe in areas of health, engineering, and 
IT. For instance, it has often been recorded that more Ghanaians, Nigerian, Malawian and 
Ethiopian medical doctors work in North America and Europe than do in their home countries. 

Factors fostering this phenomenon, largely known as brain drain, are numerous. They include 
poor working and living conditions, low salary and benefits, constrained academic freedom, as 
well as better and attractive working and living opportunities overseas. The quest for high-level 
professionals around the world has exacerbated the problem even more. 

While mobility overseas has been considerable, movement within the region has been constrained 
by numerous limitations, including lack of accreditation systems, lack of awareness of study 
programmes, financial, logistical, and infrastructural constraints, persistent student and staff 
strikes, and overall lack of interest and predisposition towards such mobility. Most African 
students lack the financial wherewithal to pursue higher education, let alone regional and overseas 
studies and probably the financial challenge will remain the most critical problem of regional 
mobility. It is hoped that programmes such as the Nyerere Consolidated Fellowship programme, 
dedicated to regional mobility, will help foster academic interaction in the region.   

The biggest host of African students in the continent is South Africa. South Africa has become an 
important higher education hub for a large number of African students  because - its study fees are 
cheaper than overseas countries, the relevance of research and developmental themes, and better 
insurance for repatriating students to their home countries and thus perhaps stemming the brain 
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drain. 

The dynamics of globalization has created direct and indirect possibilities to tap intellectual 
migrants, alternatively termed as the intellectual diaspora. Whereas the challenges of the brain 
drain are prominent and real, the tremendous potential of diaspora communities to contribute to 
the development of their countries of origin has been unequivocally established -but remains to 
be effectively deployed. 

Capacity Building and Employment 
One of the challenges facing African nations is to be able to produce competent and relevant 
expertise in a regular, sustained and meaningful way to effect national and regional developments. 
In order to address this several initiatives have been taken, including the founding of the 
International Institute of Capacity Building in Africa (IICBA), by UNESCO. The largest national 
initiative of capacity building in higher education is currently run by the Ethiopian Government, 
the Engineering Capacity Building Programme. 

As in many other regions of the world, African universities have been criticized for producing less 
relevant and applicable curricula than is needed to have visible and immediate impact socially and 
economically.  Efforts to address this disjuncture have been undertaken in most countries.   

Private higher education institutions in general focus more strongly on the employability of their 
graduates, providing curricula and programmes which tend to be current, relevant, and applicable 
and which target specific segments of the labour market.. The inclusion of stakeholders in 
programme development (e.g. employer associations) is an emerging trend, e.g. in Ethiopia, South 
Africa, Malawi. 

However, private providers, and indeed, many African institutions, lack the rich array of disciplines 
and fields that are critical for capacity building.  As a result, many African citizens travel abroad to 
gain education and skills using both private resources and government support.  Furthermore,  
overseas providers -cross-border providers- are increasingly stepping in to cater to this growing 
need further reinforced by globalization. 

It should be stressed that while there is a serious shortage of high-level expertise in the region, 
considerable graduate unemployment is also a commonplace in most African countries.  This, as in 
other parts of the world,  has become a growing concern for many countries in the region.  

Teaching and Learning, Curriculum Development  
Only a few countries and universities in Africa offer specific training for academic staff in teaching 
and learning (e.g. Ethiopia within the Engineering Capacity Building Programme, Malawi, 
supported by a World Bank programme). In general an academic degree entitles a person to teach 
without any further requirements, even though most graduates are underprepared for teaching, 
learning and curriculum development. There are no common standards for teaching and learning.  
Due to the massification of many African HE systems, teacher-centred and input-oriented 
approaches to teaching and learning prevail. The learner-centred, competence-based and output-
oriented approach espoused by the Tuning methodology is emerging slowly in HE in Africa 
(except for South Africa, which is revising its competence-based curricula).  Curriculum 
development frequently does not follow specific models. As many of the curricula are ‘imported’ 
from abroad – mostly from the former colonial power, but increasingly from various partner 
universities – and weakly adapted to the context, there is a variety of models. The models often 
differ within one institution, sometimes even within the same department. There is no common 
credit system, credit accumulation or credit transfer system. Different credit systems occur in 
parallel. The African Union Commission has now started a pan-African discussion on a potential 
African Credit Accumulation and Transfer System.  
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Information and Communication Technologies (ICT) 
Around the world the advent of ICT has had a tremendous impact on teaching, research and 
management of institutions. It has contributed immensely to improving quality, consolidating 
programmes and expanding intellectual networks. 

Africa is also making efforts to deploy these resources.  A number of national and regional 
academic virtual networks have been established in the continent that are expected to play a 
positive role in improving the quality of and access to teaching and research resources and overall 
improvement of the academic environment. However, the formidable physical, institutional, 
infrastructural, logistical and technical challenges  remain. (Bon 2010): summed up in a scarcity of 
resources from bandwidth to software. 

Distance Education 
Distance Education has an important role in higher education in Africa. It comprises paper-based 
distance education as well as e-Learning.  Distance Education expands access to quality education 
and training for non-traditional learners, e.g. working adults.  It contributes substantially to 
capacity building and lifelong learning, also in remote areas. There are some large providers of 
which the University of South Africa (UNISA) with more than 310,000 enrolments is by far the 
largest. Other large providers include the National Open University Nigeria9 (32,400 students), 
Tanzania10 (current enrolment not published) and the African Virtual University11

The enrolment ratio is considerable, e.g. in the SADC region Distance Education counts for 1/3 of 
all enrolments in HE. The foundation of a Continental Quality Assurance and Accreditation Agency 
for distance education in Africa is in preparation. Many of the Distance Education providers are 
organized in the African Council for Distance Education (ACDE)

 (a World Bank 
funded satellite-based distance education project, based in Kenya with over 34 learning centres in 
17 African countries).  The latter does not publish current enrolments either.   

12

Quality, Accreditation and Harmonization  

.  

However, not all distance programmes are provided by specialist Open Universities.  In most 
countries universities have some of their provision organized either wholly as distance 
programmes, or as blended learning.  One example is the University of Pretoria with 23,000 
distance students out of its 90,000+ student body. 

As in the majority of the countries of the world, Quality Assurance is a major issue in African HE. 
In most countries, the Ministries for HE are responsible for quality assurance as well as for 
accreditation of programmes and institutions. Some countries have specific bodies, semi-
governmental or buffer organisations, e.g. Botswana, Ethiopia, Ghana, Kenya, Liberia, Mauritius, 
Mozambique, Namibia, Rwanda, South Africa, Tanzania and Zimbabwe. Qualification frameworks 
are in place, e.g. in South Africa, Namibia and Mauritius. Other SADC countries are in an advanced 
stage of development of NQFs. In the SADC region, a regional qualification framework is in 
preparation. 

There are several harmonization initiatives in Africa. The African Union Commission (AUC) 
promotes the harmonization of the higher education sector continent-wide and implements this 
with a major policy line and different instruments (e.g. Revision of the Arusha Convention). In 
pursuit of the vision of an integrated Africa, the AUC has developed “a strategy for 
harmonization of Higher Education C(HEP) in Africa in order to foster cooperation in 

                                            
9 http://www.nou.edu.ng/noun/index.htm 
10 http://www.out.ac.tz/index.php/about-out.html 
11 http://www.avu.org/ 
12 http://www.out.ac.tz/acde/ 
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information exchange, harmonization of procedures and policies, and attainment of 
comparability of qualifications, in order to facilitate mobility of Africans across African countries 
for employment and further study”13

Internationalization 

. “The specific purpose of harmonization is to establish 
harmonized higher education systems across Africa, while strengthening the capacity of higher 
education institutions to meet the many tertiary educational needs of African countries through 
innovative forms of collaboration and ensuring that the quality of higher education is 
systematically improved against common, agreed benchmarks of excellence and facilitates 
mobility of graduates and academics across the continent.” (African Union Commission 
Presentation on Harmonization).  The AUC strives to link its strategy to existing regional or 
sectoral initiatives. There are regional bodies strengthening the harmonization of higher 
education, e.g. Interuniversity Council East Africa (IUCEA) and the Southern African Regional 
University Association (SARUA). The policies of the latter consider harmonization and regional 
integration as one instrument for capacity building in leadership in higher education. 

The internationalization of higher education is increasing in importance and complexity. It is 
contributing to the quality of higher education and research, the level of regional and 
international interaction and connectivity, and the development of human resource capacity, 
especially for countries active in the knowledge society. The growth in the international 
dimension of higher education including student/scholar mobility, regional and international 
networks, curricular reform, research initiatives, new types of providers, and commercial cross-
border programme delivery brings new opportunities, challenges, and risks to higher education 
systems and institutions in Africa and other regions of the world.14

International and Regional Networks 

  

Knowledge and information have become central elements of development and economic 
competitiveness in the globalized world. This trend has raised the importance of intellectual 
workers and has prompted the global search for high-calibre knowledge workers. This has 
created and encouraged global and regional mobility of skilled labour -including those in Africa. 

It is true that this global phenomenon has created financial and professional opportunities for 
those who, in particular, have suffered poor working and living conditions at home. But the 
departure of a large contingent of high calibre experts, especially those from areas of healthcare, 
engineering, and IT, from African countries has had adverse effects on the socio-economic 
development of these countries. 

The African higher education system is probably the most internationalized in the world—not by 
participation but by omission. As a vulnerable higher education system in a global setting, it relies 
heavily on the discourse, paradigms, and parameters set by others, rendering it vulnerable to 
global whims and idiosyncrasies. African higher education assumes the position of the most 
internationalized system by being the least internationally engaged.15

As the global interest to engage Africa has gained momentum, so have the number and complexity 
of international and regional development partnerships. As the “historical” partners are 
consolidating their engagement in African higher education, through new and existing schemes, 
new and emerging players, such as India, China, and Brazil are also joining the fray—more 

 

                                            
13 Hoosen,S., Butcher N. & Njenga B.K Harmonization of Higher Education Programmes: A Strategy for the African Union  AU 
Publications, African Integration Review Vol3 No1 – January 2009 
14 Teferra, D., Knight, J., 2008. Higher Education in Africa: The International Dimension. Association of African Universities, Accra, Ghana, 

and Boston. 
 
15 Teferra et al op. cit. 

http://www.africa-union.org/root/ua/Newsletter/EA/Vol3%20No1/Hoosen_Butcher_Njenga.pdf�
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forcefully. 

Without regard to impact, African universities forge partnerships with numerous universities and 
research institutions around the world. In a typical “flagship” university in Africa, initiatives 
supported by major university development partners, such as CIDA, DAAD, DFID, NORAD, SIDA, 
USAID, VLIR-UOS (Belgium) are commonplace.  

Regional and International Actors 
Regional and international actors involved in the development of regional and international 
academic and research cooperation programmes in Africa abound. These include multinational 
agencies, such the African Union, the European Union; multilateral agencies such as the World 
Bank, UNESCO, and the African Development Bank (ADB); regional university associations such 
as the Association of African Universities (AAU); and sub-regional university associations such as 
the Southern African Universities Association (SARUA), and overseas entities such as some major 
US based foundations. 

• African Union. The AU has adopted several action plans that are now guiding the 
development and delivery of regional and international academic and research cooperation. The 
AU has also developed major North–South and South–South partnership programmes, in 
particular with the EU, Japan, China and India. 

•  European Union. Through independent as well as collaborative ways the European Union 
has been supporting several initiatives including the ERASMUS Mundus Programme, the 
EDULINK Programme, the Nyerere Consolidated Fellowship. Further initiatives are prepared, e.g. 
Harmonization and Tuning pilot projects.   

• World Bank. The World Bank has been a critical player in the African higher education 
landscape not only in providing loans and funding, but in shaping the policy formulation and 
discourse. It is known to have played a negative role in the development of the sector for more 
than two decades, based on a faulty study, which it has now overturned. 

• UNESCO. Like the World Bank, this branch of the UN has also played a role in the African 
higher education scene for a long time. The conference it organized in 2009 the “World 
Conference on Higher Education” has played a positive role in raising the profile, and significance, 
of the sector in the region. 

• African Development Bank. Since 2006, the ADB has provided grants to regional economic 
communities to support cooperation in areas such as science and technology, distance education, 
research capacity development, and the promotion of ICTs in academia. 

•  Partnership for Higher Education in Africa. The Partnership for Higher Education in Africa 
was made up of seven American foundations committed to providing support to 49 universities in 
nine African countries. The Partnerships as a body has culminated its joint operations in 2010.  

• Africa faces internationalization not from a position of strength but  one enmeshed in 
weaknesses that emanate from the confluence of historical, economic, educational, financial, and 
paradigmatic contexts. This situation makes it imperative, arduous and complex—to track the 
challenges, address the threats, and maximize the opportunities in internationalization of higher 
education in Africa. 16

The overarching framework for the development of Higher Education in Africa at continental 
level is the Harmonization Strategy of the African Union Commission 

 

17

                                            
16 Teferra, 2008. 

  This strategy is 

17 See www.africa-union.org Meeting of the Bureau of the Conference of Ministers Of Education of the African Union (COMEDAF II+), 29-
31 May 2007,ADDIS ABABA for a summary report 

http://www.africa-union.org/�
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closely linked to the reformulation of the Arusha Convention focusing on mutual recognition of 
qualifications  to enhance and facilitate mobility; the launch of the Nyerere programme to 
support and encourage student mobility in Africa and the Pan African University designed to 
establish centres of excellence and offer programmes at Masters, Doctoral and post-doctoral 
level.  
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The African Union has defined five  ‘regions – North Africa, Central Africa, West Africa, Southern 
Africa, East Africa – and with the exception of Morocco

PART FOUR: THE REGIONS OF AFRICA 

18

The wider AFRICA – EU and AU policy context of higher education Harmonisation 
and Tuning in Africa 

, all the countries in the continent are 
associated with one of these regions. (Appendix 5)  

There are a large number of African regional groups committed to integration of which eight are 
recognised by the African Union as Regional Economic Communities (RECs).  A number of those 
not officially recognised, such as the West African Economic and Monetary Union (UEMOA) and 
the Central African Economic and Monetary Community (CEMAC), play an equivalent role in 
promoting economic cooperation and integration. 

It will be evident that the concept of ‘region’ can be confusing with the five geographic regions, 
the eight RECs and a number of other regional and sub-regional organisations frequently with 
over lapping membership. 

The regional reports relate to the five geographic regions but inevitably focus on effective, active 
links within the region.  These tend to be sub-regional groups and organisations based on 
historic and or linguistic ties. Each of the regions is developing Higher Education collaboration, 
although for North Africa, this tends to be within the Arab League and the Association of Arab 
Universities, which encompass a wider geographic area than the seven North African countries. 

1. AFRICA – EU GENERAL POLICY FRAMEWORK 

The cooperation in Higher Education between Africa and the EU and EU Member countries is 
embedded in a broader context of Strategic Partnerships. The Tuning Project is a 
complementary element matching different African-EU policies and strategies as well as AU 
policies and strategies in higher education.  

Africa – EU Strategic Partnership 

First Africa – European Union Summit, Cairo, 2000  

Since the late 1990’s, the EU moved towards a broader and at the same time, more specific 
relationship with Africa. During the 2000 Summit in Cairo, the two partners agreed on the 
necessity of institutionalizing the political dialogue between the two continents as well as 
strengthening their partnership. Since then, the international, African and European contexts 
has greatly evolved, including the birth of the African Union and the enlargement of the 
European Union to 27 Member States. In this context, the cooperation between Africa and the 
Europe Union has developed and diversified. Several political strategies and policy documents to 
guide this cooperation were developed, including:  

• AU Constitutive Act and Strategy Framework 2004-2007  
• EU-Africa Strategy of 2005 (Towards a Euro-African pact to accelerate Africa’s 

development)  
• Africa European Union Joint Strategy (Joint Declaration, Addis Ababa, 2 October 2006) 

 

                                            
18 Morocco is no member State of the African Union. 
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Africa Union – European Union Joint Strategy, 2007  

The AUC and the EUC later committed to strengthen the bilateral collaboration by developing a 
co-owned “joint strategy”, which reflects the needs and aspirations of the people of Africa and 
Europe. The main purpose of this joint strategy was to settle a political vision and develop 
practical approaches for their partnership based on “mutual respect, common interests and the 
principle of ownership”.  

The new Joint Strategy was adopted at the 2nd AU-EU Summit, Lisbon 2007. It defined strategic 
priorities in the areas of peace and security, democratic governance and human rights, trade and 
regional integration, and other key development issues. 

The main goals of this new Joint Africa – EU Strategy were to: 
• Strengthen Africa-EU political partnership 
• Ensure Millennium Development Goals (MDGs) are met in all African countries by 2015 
• Promote and sustain effective multilateralism, with strong representative and legitimate 

institutions 
• Facilitate and promote civil society participation  

The strategy was settled as a long-term framework for Africa – EU relationships to enhance 
cooperation at all levels, implemented through short-term Action Plans. A number of selected 
priority actions were defined for the initial period 2008-2010 to be implemented through the 
2008-2010 Action Plan, as “Africa - EU Partnerships”. The actions were funded by the 10th 
European Development Fund (EDF), the relevant EU budgetary instruments (European 
Neighbourhood Policy Instrument-ENPI; Development Cooperation Instrument-DCI) and other 
bilateral contributions, donors or private sector. A list of priority areas within the Country 
Strategies is in the annex. 
The African-EU 2008-2010 Action Plan defined eight priority Partnerships: 

1. Peace and Security 
2. Democratic Governance and Human Rights 
3. Trade, Regional Integration and Infrastructure 
4. Millennium Development Goals 
5. Energy 
6. Climate Change 
7. Migration, Mobility  and Employment 
8. Science, Information Society and Space  

 
Higher Education in the 2008-2010 Action Plan  

• Higher education is not in the focus of this Action Plan but it is indirectly addressed 
through two of the eight sub-partnerships of the Strategy 

Partnership on Science, Information Society and Space: GEANT network, the Virtual Campus, 
and the 
FP7 call for Africa, are programmes through which universities can advance science cooperation.  
Partnership on Migration, Mobility and Employment (MME): One of the aims of the 
partnerships is to strengthen the quality of local tertiary-level education, revitalise African 
Universities and promote the training of high-level technical and professional manpower, including 
through the Nyerere Programme. 

• The Nyerere mobility scheme is expected to promote academic mobility in Africa.  
• EC contributions to education for All Fast Track Initiative: € 22 mill. in 2007; € 5.6 mill., 

and € 4.5 mill. in 2009. 
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• The Association for the Development of Education in Africa (ADEA) is defined as a 
steering committee member 

 
Joint AU –EU Strategy Action Plan 2011 – 2013  
 
The Joint Africa – EU Strategic Partnership confirmed and renewed its bilateral collaboration 
commitment during the 3rd Summit, which took place in Tripoli, Libya in November, 2010. The 
Member States adopted the Action Plan 2011-2013 as a framework for the continuity and 
reinforcement of the Partnership.  
 
The main areas of focus of the Action Plan 2011-2013 are:  
• Regional Integration;  
• Trade, migration and mobility;  
• Adaptation and mitigation regarding climate change;  
• Sustainable investment in key sectors such as ICT, energy, raw materials; science and 

technology, and agricultural research to foster sustainable, knowledge-generating and 
competitive economies.  

Higher Education in the 2011-2013 Action Plan  

The new Action Plan emphasizes Higher Education more than the last one – an outcome of 
several meetings and conferences with policy makers and stakeholders from the sector. 
Higher Education has been prioritized in the cross-cutting partnership “Migration, Mobility and 
Employment”. It appears as a more visible and integrated part of the Partnership. A number of 
concrete existing and new actions directly related to Higher Education are reinforced: 
• The Nyerere Programme 
• The Pan-African University 
• African HE Harmonisation and Tuning 
The African HE Harmonisation and Tuning is thus an integral part of the new Africa-EU Action 
Plan. 

2. THE POLICY CONTEXT IN AFRICA 

2.1. FIRST DECADE OF EDUCATION FOR AFRICA (1997-2006) 

On the African side the Africa-EU relations in Higher Education cooperation are embedded in 
regional policies targeting the improvement of education in Africa as an overarching goal. The 
first decade on Education in Africa is linked to: 
• The Millennium Partnership for the African Recovery Programme (MAP), 
• The OMEGA Plan for Africa and later to  
• The NEPAD Initiative - an economic development programme of the African Union adopted 

in 2001 to provide an overarching vision and policy framework for accelerating economic 
co-operation and integration among African countries. 

The activities in the decade focused on:  
• Equity and access to basic education 
• Quality, relevance and effectiveness of education 
• Complementary learning modalities, and 
• Capacity building 
Some of the main omissions and criticisms of this period include, insufficient achievements, 
delays in implementation, little evidence of ownership by stakeholders, little or no support from 

http://en.wikipedia.org/wiki/Economic_development�
http://en.wikipedia.org/wiki/African_Union�
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Africa’s development partners; lack of coordination with their Africa-specific programmes, 
declining support of HE. 

 

2.2 SECOND DECADE OF EDUCATION FOR AFRICA (2006-2015) 

Following an evaluation of the First Decade, the AU (6th ordinary session of the Assembly of 
Heads of State and Government of the AU), resolved to launch a Second Decade of Education for 
Africa, and endorsed the Framework for Action to that effect by the Second Conference of 
African Ministers of Education (COMEDAF II). The Plan relied on building upon the capacity of 
existing institutions, such as: FAWE, AAU ADEA, ADB, with  the support of UNESCO. 
The Second Decade of Education Plan is supported by a stronger ownership by African Union 
State Members, since it was prepared by Africa itself and was expected to be largely self-funded, 
from internal resources of Member States.  
Higher Education (HE) was then identified as one of the key areas of focus by the AU, with a 
renewed interest as motor of knowledge and innovation in the economy. Furthermore, HE was 
seen as having the potential to provide indigenous solutions to African problems, and 
understood as an essential resource for the achievement of the Millennium Development Goals. 

The main vision guiding the implementation of the Plan of Action 2006-2015, includes: 
• Ensuring enhanced political support at continental, regional and national levels in the 

definition of strategic priorities and mutual assistance among African States; 
• Minimising duplication of efforts and initiatives, and capitalising existing structures; 
• Public accountability; 
• Strong emphasis on building capacity of human resources and strengthening of institutions; 

The implementation of the Plan of Action is made in close coordination between the different 
levels of continental organisation, the African Union Commission, the Regional Economic 
Communities (RECs) as well as the Member State’s National Authorities  

The main areas of focus agreed at the COMEDAF were: 
• Gender and culture 
• Education management information systems 
• Teacher development 
• Tertiary education 
• Technical, and vocational education and training, including education in difficult situations 
• Curriculum and teaching and learning materials 
• Quality management 

The Second Decade of Education prioritized the following areas for HE: 
• Complete revitalisation of HE in Africa 
• Development oriented approach for research, teaching, community outreach, and 

enrichment services to the lower levels of education 
• Promotion of research in HE; 
• Functioning in an environment of academic freedom and institutional autonomy 
• Quality assurance in African HE at all dimensions 
• Ratification of existing agreements such as the Arusha Convention to facilitate mobility of 

students and staff; 
• Increased role of HE in the continent’s development goals 
• Ensuring appropriate levels of funding for HE 

Since the launch of the Plan of Action of this Second Decade effort on education, a number of 
specific policies, bilateral projects and programmes have taken place covering the main aspects 
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to be developed in the HE sector. These aspects include: (a) HE Development, Quality and 
Revitalization; (b) Access, retention and equity; (c) Mobility; (d) Quality Assurance; (e) Capacity 
Building; (f) Research Development; (g) Financing HE. 

 

3. MAJOR STRATEGIES AND PROJECTS OF THE AFRICAN UNION 

Africa has a variety of educational systems which are based on different national or colonial and 
other legacies across the continent. As a consequence, there is lack of recognition of different 
forms of certification, and this limits regional integration and the mobility of students across the 
continent.  

 
African HE Harmonisation and Tuning: A strategy of the African Union  
As part of the implementation of the Plan of Action of the Second Decade of Education of Africa 
(2006-2015), the AU Commission has developed a framework for harmonisation of HE 
Programmes in Africa. Harmonisation of higher education programmes in Africa is part of a 
broader process of reform and re-emphasising  of education in Africa.. Harmonisation refers to 
the “agreement, synchronisation, and coordination of higher education provision in Africa”.  
The African Union strategy for Harmonisation of Higher Education Programmes (AU HEP 
Harmonisation Strategy) aims at facilitating the comparability of qualifications across the 
continent and helping to  drive quality assurance measures, which will ultimately contribute to 
greater quality of education in Africa. Creating a mechanism for benchmarking and comparison 
of qualifications will allow for professional mobility for employment and further study, as well 
as expanded job markets. Developing widely accepted standards for quality will also facilitate 
the creation of centres of excellence. It is also expected that the loss of qualified professionals 
(“brain drain” is referred as a major problem all across Africa) will be also reduced.  

There are a number of global initiatives for harmonisation strategies for higher education, which 
provide important precedents and learning opportunities: 

- UNESCO Global Forum on International Quality Assurance, Accreditation and 
Recognition of Qualifications 

- Guidelines for Quality Provision in Cross-border Higher Education, 2005 
- Bologna Process and the creation of a European Higher Education Area (EHEA) 
- Asia-Pacific Quality Network/UNESCO: “Regulating the Quality of Cross-Border 

Education”  
- Efforts of self-assessment and accreditation of higher education institutions for all 

members of the Association of Arab Universities (AARU) 
- Several initiatives are developed in Latin America at sub-regional level: Creation of a 

regional accreditation framework and accreditation agency (Caribbean Community and 
Common Market Secretariat’s, CARICOM); establishment of regional standards and 
recognition of qualifications in technical and vocational training (Caribbean Association 
of National Training Agencies, CANTA) 

- Tuning HE (regional subject based or thematic dialogues on teaching and learning 
mainly focussing on curriculum development (competences and content), quality 
assurance, credit systems, outcome oriented and learner centred teaching approaches. 
(European Union, Latin America, Georgia, Baltic States, US and other regions)   

At the continental level, there are various initiatives towards achieving harmonisation in higher 
education, with different degrees of progress. The African Union Commission is striving to 
integrate and coordinate the different efforts into one consistent harmonisation strategy:  

• The Arusha Convention (1981), a Regional Convention on recognition of studies, 
certificates, diplomas, degrees, and others academic qualifications in higher education in 
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the African states. Promoted by UNESCO and now developed further with support of the 
African Union. One of its primary goals is to foster continental cooperation in Africa 
through the intra-continental mobility of students. Until 2010, it was signed by only 20 
African countries. The Arusha Convention is undergoing a process of revision and 
reinforcement. The amendment is expected to be endorsed in 2011. The Arusha 
Convention is an integral part of the AU Harmonisation Strategy.  

• The Association of African Universities (AAU) has initiated a number of strategies for 
regional cooperation and harmonisation. The AAU provides a platform for consultation, 
information exchange and cooperation among HEIs. The AAU is the referred organisation 
in terms of identification of necessities and priorities, emerging issues and interaction 
between the  stakeholders involved in higher education. Among its initiatives, the AAU 
promoted the establishment of the African Higher Education Area (AHEA), as an African 
collective effort towards harmonisation and partnership within the African HEIs. 

• The African Council for Distance Education (ACDE) is involved in harmonisation 
efforts in open and distance education programmes, defining standards and continental 
accreditations. 

• The Association for the Development of Education in Africa (ADEA) focuses on 
strengthening policy dialogue between various educational public and private 
stakeholders, including development agencies. One of the initiatives, the Working Group 
on Higher Education (WGHE) pursues the information exchange and networking.  

• Harmonisation of HE is driven forward by different regional initiatives, protocols and 
frameworks (e.g. Eastern and Southern Africa). 

The European Union is supporting activities of the Harmonisation strategy. The present 
Feasibility Study explores the potential contribution of the tuning methodology to the 
harmonisation strategies. 

 
Academic Mobility  
The EU Strategy for Africa (2005), and the First Action Plan 2008-2010 for the implementation 
of the Africa-EU Strategic Partnership (Migration, Mobility and Employment) committed to 
collaborate with the AU to increase student mobility in f HE between Africa and EU countries as 
well as within Africa itself. This purpose is also underlined in the Second Decade of Education for 
Africa (2006-2015). The most remarkable initiatives on this regards include: 
• Mwalimu Nyerere AU Scholarship Scheme  
The programme’s main goal is “to develop and retain high quality human resource for Africa’s 
development, while enhancing intra-Africa institutional networking, academic mobility and 
quality”. The African Union Commission Mobility Programme was launched in 2007. It was 
designed to enable African students to undertake degree programmes  (Bachelors’, Masters’ and 
PhD) in leading African Universities, in the areas of science and technology, with a binding 
agreement that the beneficiaries will work in an African country for 2 to 5 years after 
graduation. The 2010 call is restricted to post-graduate studies (Masters and PhD). The Nyerere 
Programme is co-financed by the European Union (40 million €) and South Africa (5 million 
€).19

• Intra-ACP Academic Mobility Scheme  
  

The intra-ACP academic mobility scheme promotes cooperation between higher education 
institutions (HEIs) and supports mobility in Africa, the Caribbean and the Pacific (ACP) regions. 
The programme aims to increase access to quality education that will encourage and enable ACP 
students to undertake postgraduate studies, and to promote student retention in the region 

                                            
19 One lot covers also the cooperation with higher education institutions in the Africa Caribbean and Pacific Group of States (ACP) – in the 
frame of the Cotonou Agreement. 
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along with mobility of staff (academic and administrative). Increasing the competitiveness and 
attractiveness of the institutions themselves is also expected. This programme builds on the 
African Union’s Mwalimu Nyerere programme for Africa, and is funded through the European 
Development Fund (EDF).  
• Pan-African University – Cooperation in Postgraduate Education and Research  
Since 2009, the African Union is promoting the establishment of a Pan-African University (PAU) 
to foster Postgraduate Education, Science and Research in Africa. The PAU is  to be a network 
university (similar to the United Nations University) linking different centres of excellence and 
regional hubs . PAU is intended to intensify  academic cooperation within Africa and to promote 
the mobility of postgraduate and doctoral students and academics. The aim is to develop PAU 
and PAU branches into national, regional and continental platforms for scientific cooperation. 
The network university will be located in 5 Centres (hubs) in all five regions of Africa. Each of 
the Centres will have a specific focus 
The current distribution of thematic priorities is the following: 

• Northern Africa  – "Water, energy and climate";  
• Eastern Africa - "Basic sciences, innovation and technology";  
• Western Africa- "Earth and life sciences",  
• Southern Africa - "Space sciences and technologies",  
• Central Africa - "Governance and social sciences".  

 
African Quality Rating Mechanism  
The African Quality Rating Mechanism is a project promoted by the African Union.  in working 
towards  the Harmonisation of Higher Education Programmes in Africa, the establishment of an 
African system to measure and compare performance of higher education institutions is 
regarded as important in fostering cooperation, in information exchange and attaining 
comparability between qualifications  to facilitate professional mobility in Africa for 
employment and further study. The purpose of the African Higher Education Quality Rating 
Mechanism is to define a quality rating mechanism, specifically relevant to the African higher 
education context, addressing the AU priorities (as outlined in the Plan of Action for the Second 
Decade of Education) regarding the improvement of quality in African Higher Education. The 
quality rating mechanism will be implemented in partnership with regional and national higher 
education bodies. The AAU will be the main implementing agency. Participation in the quality 
rating mechanism is voluntary. The programme commenced with an implementation plan for 
the period 2007-2011. 

 

4. FURTHER MAJOR AFRICA-EU PROJECTS AND PROGRAMMES 
 
ERASMUS MUNDUS “Access to Success: Fostering trust and exchange between Europe 
and Africa” (2008-2010)  
The Joint Africa – Europe Strategy launched the African – European Higher Education 
Cooperation through, among other actions, the “Access to Success Project” (2008-2010), funded 
by Erasmus Mundus programme of the EU.  
This project, through its major outcome, the “White Paper: Africa-Europe Higher Education 
cooperation for development. Meeting regional and global challenges”, underlines the importance 
of placing higher education as a motor of development,  for defining a clearer, more relevant and 
explicit role within the different partnerships of the EU-Africa Strategy. It also affirms that 
universities, understood as actors of development, should not only be considered as 
beneficiaries of bilateral cooperation programmes, but  as partners in the definition of strategies 
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and the development of new programmes. It also outlines a number of recommendations to 
governments, donor organisations, and HEIs.  
The project focused on the following issues: 
• Raising awareness of access and retention issues in HE in Africa and Europe; 
• Exploring how HE institutions in both regions are coping with the changing demands of their 

specific socio-economic environments; 
• Effective inter-institutional cooperation between Africa and Europe in students and staff 

mobility, capacity building partnerships and government/donor support.  
The project was implemented by a consortium of partners including: The European University 
Association (EUA); The Association of African Universities (AAU); The Flemish Interuniversity 
Council for Development Cooperation (VLIR-OUS); The European Students’ Union (ESU) and 
others. 
 
The EDULINK Programme – a contribution to capacity building in HE in Africa 
The aim of the EDULINK programme is to fund cooperative projects between higher education 
institutions in the ACP Group of States and the EU Member States. It is financed by the European 
Union and implemented by the ACP Secretariat. The EDULINK Programme fosters capacity 
building and regional integration in the field of higher education in the ACP Group of States, 
through institutional networking and supporting a higher education system of quality aligned 
with the labour market needs and the ACP socio-economic development priorities. The 
programme focuses on the three constitutive levels of HEIs: institutional/administrative, 
academic, and research and technology. An important number of projects have been funded in 
different countries in Africa, which include a wide range of topics. 
 
Annex 1: Priority sectors of the Africa-EU Country Strategy Papers 
 
Number Countries Priority sectors of cooperation Year/Duration 
1 Angola Governance and support to economic and 

institutional reform, human and social 
development, rural development, agriculture 
and food security 

2008-2013 

2 Benin Poverty reduction, governance and 
development, infrastructure and regional 
interconnection, of competitiveness, social 
cohesion, the environment and support for 
civil society 

2007-2009 

3 Botswana Human Resources Development 2008-2013 
4 Burkina Faso Infrastructure and interconnectivity, political 

and local governance, macroeconomic 
framework and poverty reduction 

 

5 Burundi Rehabilitation and rural development, 
healthcare 

2008-2013 

6 Cameroon Governance, trade and regional integration 2008-2013 
7 Cape Verde Poverty reduction and good governance 2008-2013 
8 Central African 

Republic 
Governance, infrastructure and improved 
accessibility 

2008-2013 

9 Chad Good governance and sustainable 
development 

2008-2013 

10 Comoros Transport infrastructure and education 2008-2013 
11 Republic of 

Congo 
Regional integration and Economic and 
commercial governance 

2008-2013 
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12 Democratic 
Republic of the 
Congo 

Governance, transport infrastructure and 
health. 

2008-2013 

13 Djibouti Water/sanitation and energy 2008-2013 
14 Eritrea Food security / rural development and 

Infrastructure rehabilitation 
2009-2013 

16 Ethiopia Transport and Regional Integration, Rural 
Development and Food Security and Macro-
Economic Support and Governance 

2008-2013 

17 Gabon Basic infrastructures and education and 
training 

2008-2013 

18 Gambia Infrastructure and regional interconnectivity 
and governance 

2008-2013 

19 Ghana Transport Connectivity and Regional 
Integration and Governance 

2008-2013 

20 Guinea Bissau Conflict prevention, Water and energy 2008-2013 
21 Côte d'Ivoire peace consolidation and good governance, 

Social cohesion and rehabilitation 
2008-2013 

22 Kenya Transport infrastructure and agriculture and 
rural development 

2008-2013 

24 Lesotho Human development and infrastructure 2008-2013 
25 Liberia Relief rehabilitation and development and 

Governance 
2008-2013 

26 Madagascar Transport infrastructure development, rural 
development, 

2008-2013 

27 Malawi Agriculture and Food Security, Regional 
Interconnection 

2008-2013 

28 Mali Governance and economic development 2008-2013 
29 Mauritania Governance and regional integration and 

transport  
2008-2013 

30 Mauritius Governance 2008-2013 
31 Mozambique Transport infrastructure and regional 

economic integration 
2008-2013 

32 Namibia Education/human resource development and 
rural development 

2008-2013 

33 Niger Rural development strategy, infrastructure, 
regional integration, good governance and 
economic and institutional reforms 

2008-2013 

34 Nigeria Peace and security ,governance and human 
rights , trade and regional integration  

2008-2013 

35 Papua New 
Guinea 

Rural economic development and human 
resource development  

2008-2013 

36 Rwanda Rural development and infrastructure for 
regional interconnectivity 

2008-2013 

37 São Tomé e 
Príncipe 

road sector 2008-2013 

38 Senegal Regional integration and trade, and 
sanitation 

2008-2013 

39 Republic of 
Seychelles 

Environment sector (specifically, the water 
and sanitation ) 

2008-2013 
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40 Sierra Leone Security and governance, infrastructure and 
service delivery  

2008-2013 

41 South Africa Employment creation and Capacity 
development for service delivery and social 
cohesion 

2007-2013 

42 Swaziland Human development and supply of water to 
poor 

2008-2013 

43 Tanzania Infrastructure, trade and regional integration 2008-2013 
44 Togo Governance, support for economic and 

institutional reforms and infrastructure 
2008-2013 

45 Uganda Transport sector and Rural Development 2008-2013 
46 Zambia Regional integration/infrastructure and 

transport , human development/health and 
macro-economic  

2008-2013 
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 PART FIVE: REGIONAL REPORTS 

In this section of the report we present the five regional reports.  These were based on the 
country reports, and on further information collected at the meetings in Accra and Addis Ababa 
and Cape Town, supported by library research. 

 

 Recommandations particulières en guise de conclusion 

RAPPORT REGIONAL AFRIQUE CENTRALE 

La croissance démographique à l’échelle mondiale est galopante avec 8,5 milliards d’habitants 
estimés en 2025. L’Afrique subsaharienne est confrontée à cette réalité. 80 % de sa population 
sera composée de jeunes de 18-25 ans en 2025. Cette population est avide de connaissances et 
d’avenir professionnel. 

En Afrique, le système d’enseignement supérieur est en grande partie le résultat d’un héritage 
colonial, de péripéties socio-économiques postcoloniales, et de récents développements dans les 
méthodes d’enseignement qui ont simplifié l’offre transfrontalière. Dans la région d’Afrique 
centrale, les pays couverts par la zone représentent neuf Etats : le Burundi, le Cameroun, la 
République Centrafricaine, la République du Congo (Congo-Brazzaville), la République 
Démocratique du Congo (Congo-Kinshasa), le Gabon, la Guinée Equatoriale, Sao Tomé et 
Principe, le Tchad. Toutefois, en dépit de ces différences, des efforts communs sont en train 
d’être faits pour favoriser l’unité dans la région à travers la promotion de l’accès à 
l’enseignement supérieur. La reconnaissance mutuelle des diplômes et la création d’un cadre 
commun de transfert de crédits constituent un principal moyen de promotion de la mobilité 
dans les systèmes d’éducation des pays africains.  

Politiquement parlant, deux organisations régionales  sont concernées par l’enseignement 
supérieur : la CEMAC et la CEPGL. La CEMAC (Communauté Economique et Monétaire de 
l’Afrique centrale) qui réunit le Cameroun,  le Gabon, la Guinée Equatoriale, la République 
Centrafricaine, la République du Congo (Brazzaville), le Tchad est l’organisation régionale dont 
une des missions est parmi beaucoup d’autres, l’harmonisation de l’enseignement supérieur. Elle 
a été créée en 1994 succédant à l’Union Douanière et Economique de l’Afrique centrale (UDEAC) 
et se propose à terme de réaliser un marché commun en Afrique centrale. La CEPGL 
Communauté économique des Pays des Grands Lacs est une organisation créée en 1976 et 
rassemble trois pays le Burundi,  la République Démocratique du Congo et le Rwanda. La CEPGL 
qui a connu les vicissitudes des conflits régionaux, notamment entre la République 
Démocratique du Congo et le Rwanda, suspend tous ses accords en 1996. La CEPGL essaie de 
renaître depuis 2007 et promet d’être opérationnelle sur certains projets dont l’enseignement 
supérieur. 

CEEAC : La Communauté Economique des Etats d’Afrique Centrale, crée en 1983 regroupe 
tous les membres de la CEMAC et de la CEPGL plus l’Angola depuis 1999 mais le Rwanda s’en est 
retiré en 2007. L’enseignement supérieur n’est pas l’axe principal de travail de la CEEAC mais 
l’enseignement figure parmi les domaines dans lesquels peut être mise en place une 
coopération.  
 
Voici donc présentés dans ce rapport : 
 I - Comparaison des systèmes enseignement supérieur dans l’Afrique Centrale 
 II - Enjeux et défis à relever 
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I -  COMPARAISON DES PRINCIPALES CARACTERISTIQUES DE L’ENSEIGNEMENT SUPERIEUR EN AFRIQUE CENTRALE 
Tableau I 

Pays 

Capitale 
et langue 
officielle

20

Ministère de 
tutelle pour 

l'enseignemen
t Supérieur  

Universités 
publiques 

Institutions 
privées 

Nombre 
d'étudiants 

Nombre 
d'enseignant

s 

Système 
d'accréditatio

n 

Ecoles 
d'ingénieurs 

Formations 
agriculture ou 

Agronomie 

Formation 
des 

enseignants 

Burundi 

Bujumbur
a : L = 

kirundi 
(de jure) 

et français 
(de 

facto)21

Ministère de 
l'Enseignement 
Supérieur et de 

la Recherche 
scientifique 

 

1 seule 
Université 

(U. du 
Burundi) 

8 universités 

près de 25000 
en 2010 (pour 

9,5 millions 
d’habitants) 

378 dans le 
secteur public 

+300 
vacataires 

aucun pour le 
moment, 

révision des 
programmes en 

2010 et 
commission à 

prévoir en 2011 

4 ou 5 ans 
selon le 
métier: 

Faculté des 
sciences 

appliquées 

4 ou 5 ans 
selon le métier 

; à l'Institut 
Supérieur 

d'agronomie et 
la faculté des 

sciences 
agricoles 

ENS, Ecole 
Normale 

Supérieure 

Cameroun 

Yaoundé ;  
L = 

français et 
anglais22

Ministère de 
l'Enseignement 

Supérieur  

8 Universités 
d'état 

4 Universités 
privées 

reconnues et 
plus de 70 

écoles/institut
s privés 

200000 
environ dont 
140000 dans 

le secteur 
public. Seuls 

2% de ces 
derniers 

relèvent de 
l’enseignemen

t 
technologique

. (pour 19,3 
Millions 

d’Habitants) 

 2300 environ 

 
 

Par le Ministère 
pour le public/ 
Conseil Africain 

et Malgache 
pour 

l’Enseignement 
Supérieur 

(CAMES) et par 
la Commission 
Nationale sur 

l’Enseignement 
Supérieur Privé 

(NCPHE)  
 

 
 

Ingénieurs 
en 5 ans à 

l'Ecole 
Nationale 

Supérieure 
Polytechniqu

e  

Dans les 
facultés 

d'agronomie et 
de sciences 

agricoles ou les 
Ecoles 

Nationales 
Spécialisées 

 2 Ecoles 
Normales 

Supérieures 
(ENS) et Ecole 

normale 
supérieure de 
l’Enseignemen

t technique 
(ENSET) 

                                            
20 http://www.tlfq.ulaval.ca/AXL/ 
21 Article 5 Accord d’Arusha: “La langue nationale est le kirundi. Les langues officielles sont le kirundi et toutes autres langues arrêtées par l'Assemblée nationale. 
22 Article (§3) de la Constitution de 1996« La République du Cameroun adopte l'anglais et le français comme langues officielles d'égale valeur ». Mais le français est dominant. 
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Pays 

Capitale 
et langue 
officielle

23

Ministère de 
tutelle pour 

l'enseignemen
t Supérieur  

Universités 
publiques 

Institutions 
privées 

Nombre 
d'étudiants 

Nombre 
d'enseignant

s 

Système 
d'accréditatio

n 

Ecoles 
d'ingénieurs 

Formations 
agriculture ou 

Agronomie 

Formation 
des 

enseignants 

Gabon 
Libreville ;  

L = 
Français24

Ministère de 
l’Education 

nationale, de 
l’Enseignement 
Supérieur, de la 

Recherche 
scientifique et 
de l’Innovation 

 

3 Universités 
+ 6 Ecoles ou 

Instituts 

multiples mais 
pour des 

formations 
tertiaires 

13500 dans le 
public (pour 2 
millions d’ha) 

700 
(environ)  

Le ministère de 
l’Enseignement 

supérieur 
autorise 

l’ouverture des 
établissements 

privés 

Ingénieurs 
en 5 ans à 

l'Ecole 
Polytechniqu
e de Masuku 

Institut 
National 

Supérieur 
d'Agronomie et 

de 
Biotechnologie

s (INSAB) et 
Ecole Nationale 

des Eaux et 
Forêts 

Ecole Normale 
Supérieure 

(ENS) et Ecole 
Normale 

Supérieure de 
l'Enseignemen

t Technique 
(ENSET) 

Guinée 
Equatoriale 

Malabo ;  L 
= espagnol 

et 
français25

Ministère 
d’Etat chargé 

de l’Education, 
des Sciences et 

de la 
Recherche 

 

1 seule 
université 

(UNGE) mais 
existence de 

l'UNED 
(Education à 

distance) 

Nd , hypothèse 
de création de 

l’Université 
Internationale 

Socrates en 
liaison avec le 
Sénégal à Bata 

(02/2010) 

4260 en 2010 
(pour une 

population de 
616 000 

habitants) 

431 (dont 23 
sont 

docteurs) 

Ratification des 
programmes 

par l'Assemblé 
Générale de 
l'Université 

puis le Conseil 
d'Administratio

n 

A l'Université 
au sein de 

l'école 
universitaire 

des 
ingénieurs 
techniques 

avec  5 
département

s aux 
spécialités 

d'Ingénierie 
et 

Technologie 
(EUIT) 

 
 
 

Ecole 
universitaire 

d’études 
agricoles, de 

pêche et 
forestières 
(EUEAPF) 

Ecoles 
universitaires 

des 
professeurs (2 

sites), durée 
des études en 
fonctions du 

métier 

                                            
23 http://www.tlfq.ulaval.ca/AXL/ 
24 Article 2 Constitution de 1995 « La République gabonaise adopte le français comme langue officielle de travail. En outre, elle œuvre pour la protection et la promotion des langues nationales. » 
25 Article 4 de la Constitution de 1998 : « 1 ) Les langues officielles de la république de Guinée équatoriale sont l'espagnol et le français.  
2) Les langues autochtones sont reconnues comme partie intégrante de la culture nationale. ». Afin d’adhérer à la Communauté des Pays de Langue portugaise, la Guinée Equatoriale pourrait également donner un 
statut officiel au portugais.  
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Pays 
Capitale 

et langue 
officielle 

Ministère de 
tutelle pour 

l'enseignemen
t Supérieur 

Universités 
publiques 

Institutions 
privées 

Nombre 
d'étudiants 

Nombre 
d'enseignant

s 

Système 
d'accréditatio

n 

Ecoles 
d'ingénieurs 

Formations 
agriculture ou 

Agronomie 

Formation 
des 

enseignants 

République 
Centrafricain

e 

Bangui ;  L 
= français 
et sango26

Ministère de 
l’Education 
nationale,de 

l’Enseignement 
supérieur et de 

la Recherche  

 

1 seule 
université 

(Bangui) et 1 
école 

1 international 
college 

 
 

6500 (pour 
une 

population de 
4.5 Millions 
d’habitants) 

300 (dont 5 
professeurs et 

130 Prof. 
associés)) 

Aucune info sur 
l’AQ sollicitée, 
le Ministère de 
l'enseignement 
doit valider les 
programmes et 

le Conseil 
d'administratio

n de 
l'Université est 

l'organe 
exécutif. 

Evaluation des 
Professeurs via 

le CAMES 

Institut 
Supérieur de 
Technologie  

(en 4 ou 5 
ans) 

Institut 
Supérieur de 

développement 
rural 

Ecole Normale 
Supérieure 

République 
Démocratiqu
e du Congo27

Kinshasa ;  
L = 

français  28

M. 
Enseignement 
Supérieur et 
universitaire  

12 
Universités 
(d’Etat ou 
d'origine 

religieuses) + 
plus de 160 

instituts 
publics 

plus de 75 
(chiffre en 

réduction mais 
non connu) 

environ 
160,000 (pour 

une 
population de 
70,9 millions 
d’habitants) 

1400 
Professeurs et 

7100 
scientifiques 

Fermeture le 
16/11/2010 de 

plus de 98 
établissements 

supérieurs 
après d’autres 
fermetures en 
2009. Objectif : 

assainir 
l'enseignement 

supérieur ; 
L’Etat fixe les 

programmes et 
les contenus et 

organise les 
examens d'Etat  

Instituts 
Supérieurs 

des 
Techniques 
Appliquées 

Instituts 
Supérieurs 

d'Etudes 
Agronomiques 

Pour le 
primaire, les 

humanités 
pédagogiques 

; pour le 
secondaires, il 

y a les 
Instituts 

Supérieurs 
Pédagogiques 
ISP (en 3 ou 5 
ans) ; Pour le 

supérieur : 
l'Université 

Pédagogique 
Nationale 

                                            
26 Article 17 (4) de la Constitution de 1995 : « Ses langues officielles sont le sango et le français. » 
27 Les Données sur la RDC doivent être prises avec réserves car aucune structure officielle n’a été en mesure de nous communiquer les informations nécessaires. 
28 Article 1er (7 et 8) de la Constitution de 2005: « 7) Sa langue officielle est le français ; 8) Ses langues nationales sont le kikongo, le lingala, le swahili et le tshiluba. L’État en assure la promotion sans 
discrimination. Les autres langues du pays font partie du patrimoine culturel congolais dont l’État assure la protection. » 
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; (IPN) 

Pays 
Capitale 

et langue 
officielle 

Ministère de 
tutelle pour 

l'enseignemen
t Supérieur 

Universités 
publiques 

Institutions 
privées 

Nombre 
d'étudiants 

Nombre 
d'enseignant

s 

Système 
d'accréditatio

n 

Ecoles 
d'ingénieurs 

Formations 
agriculture ou 

Agronomie 

Formation 
des 

enseignants 

République 
du Congo  

Brazzavill
e ;  L = 

français29

Ministère de 
l'Enseignement 

Supérieur  

1 université 
(Université 

Marien 
Ngouabi)  

12 Ecoles ou 
Instituts 

agrées par le 
Ministère 

(16/10/2010) 
(campagne 

d’homologatio
n en cours)  

20000 en 
2010 (pour 
3,9 millions 

d’ha) 

via le CAMES : 
650 

enseignants 
(dont 21 

professeurs) 
et hors 

CAMES 265 
assistants 

Mécanismes 
minima de 

reconnaissance 
des 

établissements 
privés mis en 

place en 1990. 
Le 16 Octobre 

2010 la 
commission a 
enfin pris des 
décisions de 

valider 
uniquement 12 

institutions 
privées. Plan de 

commission 
technique de 

reconnaissance 
des diplômes, 

ainsi que la 
création par 
décret d'un 
comité des 

programmes. 

Ecole 
Nationale 

Supérieure 
Polytechniqu
e (ENSP) et 

Ecoles 
supérieures 

de 
Technologie 

Institut du 
développement 
rural et Ecoles 
Supérieures de 

technologies 
départements 
AgroTech + 1 
Institut privé 
homologué 

Ecole Normale 
Supérieure 

(ENS) 

                                            
29 Article 6 Constitution 2002: “La langue officielle est le français.  
Les langues nationales véhiculaires sont le lingala et le kituba. » 
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Sao Tomé et 
Principe 

Sao Tomé 
;  L30

Ministère de 
l’Education et 
de la Culture   

Pas 
d'université 

mais un 
Institut 

Supérieur 
Polytechniqu

e 

2 instituts 
mais la 

certification 
n'est pas 

reconnue en 
Europe 

Nd (206 000 
habitants) 

nd peu 
nombreux et 
salaires très 
médiocres 
d’où leur 

démobilisatio
n dans le 
secteur 
public. 

ND 

Institut 
Supérieur 

Polytechniqu
e où on peut 
étudier les 

sciences  

  

En prévision : 
une formation 

des 
enseignants 

Pays 
Capitale 

et langue 
officielle 

Ministère de 
tutelle pour 

l'enseignemen
t Supérieur 

Universités 
publiques 

Institutions 
privées 

Nombre 
d'étudiants 

Nombre 
d'enseignant

s 

Système 
d'accréditatio

n 

Ecoles 
d'ingénieurs 

Formations 
agriculture ou 

Agronomie 

Formation 
des 

enseignants 

Tchad 

N'Djamen
a ;  L = 

français et 
arabe 

classique
31

Ministère de 
l’Enseignement 
supérieur  de la 

Recherche 
scientifique et 

de la 
Formation 

professionnelle 
 

4 
Universités+ 

5 écoles 
/Instituts 

1 université 
privée + 
60aines 

d'écoles plus 
ou moins 

reconnues 

environ 
14,000 (pour 
11.2 Millions 
d’habitants) 

Réserves 
faibles 

d'enseignants. 
Via le CAMES 

:37 
enseignants 

(dont 3 Prof) 
+ 

recrutements 
hors CAMES 

(400)  

L'Université est 
caractérisée par 
un taux d’échec 
très élevé – pas 

d'assurance 
qualité claire. 

Les 
établissements 

privés sont 
crées en suivant 

des textes 
réglementaires. 

l'Institut 
Universitaire 
Polytechniqu
e de Mongo 

et l'Ecole 
Nationale des 

travaux 
publics 

Institut 
Universitaires 
des sciences 

agronomiques 
et de 

l'environnemen
t de Sarh 

Institut 
Supérieur des 

Sciences de 
l'Education 
(fusion de 

l'ENS et INSE) 
avec 

formation des 
cadres de 

l'enseignemen
t primaire, 

secondaire et 
formation de 
formateurs 

 
TABLEAU II 
 

Pays Nombre de cycle 
Système de 

crédits 

Relations Université 
Entreprise et insertion 

professionnelle 
Coopérations extérieures Commentaires 

                                            
30 Pas de langue officielle reconnue mais l’article 12 (3)  de la Constitution de 1990 modifiée en 2003 dispose: “La République démocratique de Sao Tomé-et-Principe maintient des liens particuliers d'amitié et de 
coopération avec les pays de langue portugaise… » 
31 Article 9  Constitution de 1996: “1) Les langues officielles sont le français et l'arabe.La loi fixe les conditions de promotion et de développement des langues nationales ». 
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Burundi 

Système basé sur le 
système belge mais 

passage au LMD depuis 
l'an passé (3+2+3) avec 
coexistence de l'ancien 

système (4+1+3).  

Mise en 
conformité avec 
le processus de 

Bologne 

Presque  aucune. Le 
recrutement des 

étudiants diplômés 
reste l’Etat (métier 
d’enseignants ou de 
fonctionnaires). Les 

entreprises n’ont pas 
connaissance des 

compétences réelles à 
l’exception des sciences 

agronomiques où le 
partenariat est réel. 

En Europe: coopération avec la 
Belgique et la France (Projet PARES) 

. En Afrique, la Communauté des 
Pays des Grands Lacs et la 

Communauté de l’Afrique de l’Est, le 
réseau de l’AUF. En Asie, arrivée de 
la Chine au Burundi en particulier à 

l'ENS. 

Depuis 2007, réforme avec la 
création du Comité de pilotage de 

l’Etude de la Réforme de 
l’Enseignement supérieur et 

création du Réseau des Recteurs 
de la Région des Grands Lacs et 

relations avec la CEMAC. 
A noter l’édition 2010 du Livre 

Blanc sur l’enseignement 
supérieur. 

Pays Nombre de cycle 
Système de 

crédits 

Relations Université 
Entreprise et insertion 

professionnelle 
Coopérations extérieures Commentaires 

Cameroun 

Système basé sur le 
système français. Cycle 

court (BTS et IUT en 
120 crédits). 1er cycle : 
Licence (180 crédits) ; 

2ème cycle Master (120 
crédits) et 3ème cycle 

Doctorat. Particularisme 
de la zone anglophone.  

passage au 
système de 

Bologne 

Elles sont assez bonnes 
dans les cycles 

d'ingénieur mais plus 
difficiles dans les 

facultés traditionnelles. 
Signature récente de la 
Charte de Partenariat 
Université-Entreprise 
par le Ministère et les 

grands groupes publics. 
Elaboration récente 

d'un guide des métiers 
et conception d’une 
zone franche avec 

l’ENSP-création 
d’entreprise 

Nombreuses en Europe (France, 
Espagne, Belgique, Italie, Portugal) y 

compris dans le cadre Erasmus 
Mundus ECW et EduLink ; en Afrique 

(zone CEMAC, zone AUF, Sénégal, 
Maghreb), en Asie (Chine et Inde) et 

enfin Canada. 

Le Cameroun est certainement le 
pivot de la zone Afrique centrale 

avec un potentiel et une 
structuration plus avancée. La 
création d'université virtuelle 

panafricaine ou de gouvernance 
panafricaine est essentielle sur ces 

points. 
A Noter : 

-l’édition 2010 des Assises sur 
les programmes de 
l’enseignement supérieur.  
- rapport sur la mise en œuvre 
du LMD, avril 2010 
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Gabon 

Système basé sur le 
système français. Cycle 

court (BTS et IUT en 
120 crédits). 1er cycle : 
Licence (180 crédits) ; 

2ème cycle Master (120 
crédits) et 3ème cycle 

Doctorat. 

passage au 
système de 

Bologne 

elles sont quasi-
inexistantes mais le 

groupe pétrolier TOTAL 
finance quelques 

actions en Recherche 
Médicale. En dehors des 
cycles courts type BTS, 
l’image de l’université 
auprès des entreprises 
reste assez mauvaise. 

Europe : nombreuses coopérations 
avec la France et la Belgique. En 

Afrique (avec le Cameroun, la zone 
AUF). Structuration CEMAC pour les 

écoles doctorales. Le Canada s'est 
retiré de la coopération et la Chine 
octroie des bourses d'études et est 

présente dans l'exploitation 
forestière et agro-alimentaire. 

A l'exception de la faculté de 
médecine (USS) qui fonctionne 

bien, le reste de l'offre 
d'enseignement supérieur est 
globalement indigent faute de 
formation des enseignants et 

d'entretien des infrastructures 

Guinée 
Equatoriale 

Volonté de suivre le 
LMD francophone 

(3+2+3 ou 4) mais aussi 
espagnol   (4+2+4) d'où 
le recours au découpage 
peu cohérent par année 

d'études 

Passage 
progressif au 

LMD 

Etude en 2008 auprès 
des entreprises pour 

identification des 
compétences 

académiques et 
professionnelles. 

L’image de l’université 
reste pourtant très 
médiocre y compris 

dans les secteurs 
porteurs comme le 

Bâtiment et les Travaux 
Publics. 

Europe : Coopération avec l'Espagne 
et la France. Souhait de créer des 

filières communes à la fois 
espagnoles puis françaises.  En 
Afrique (zone AUF) et ENSP de 

Yaoundé au Cameroun ; Coopération 
en Caroline du Sud (USA) et à Cuba 

Adoption du système LMD en 2007 
et création d'une commission 

technique en 2008 ; Souhait de 
planifier les plans de formation 
(profils des diplômes, liste des 

Unités d'enseignement, affectation 
des crédits et cycle de révision 

Difficulté résultant de l’influence 
d’une zone francophone et d’un 

héritage culturel espagnol. 

Pays Nombre de cycle 
Système de 

crédits 

Relations Université 
Entreprise et insertion 

professionnelle 
Coopérations extérieures Commentaires 

République 
Centrfricaine 

1 cycle court type IUT (2 
ans) 1er cycle : Licence 

(3 ans) ; 2ème cycle : 
Master (2 ans) ; 3ème 

cycle : doctorat ; La 
2ème année de master 

se fait parfois à 
l'étranger par faute de 
moyens de le créer sur 

place 

passage au 
système de 

Bologne 

Inadéquation actuelle 
entre l'offre de 

formation et les milieux 
professionnels. 

Elaboration d'une carte 
des formations dans le 

cadre CEMAC 

En Europe, en France en particulier 
avec uniquement 3 établissements 
(Lille, Limoges et Aix-Marseille I-
Provence), en Belgique (ULB) et 

Royaume-Uni (Oxford en 
biodiversité). En Afrique, fortes 

relation avec Yaoundé I (Cameroun) 
et Congo Brazzaville ainsi que 

Afrique de l'Ouest. En Asie, liens avec 
la Chine 

Infrastructures très pauvres, 
manque de dynamisme pour 

participer aux projets de la sous-
région. Le budget de l'Etat ne 

permet pas toujours de payer les 
salaires et la motivation se réduit 
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République 
Démocratique 

du Congo  

1er cycle : Graduat 
(3ans)   2ème cycle : 

Licence (+2 ans) ; 
Doctorat (3 à 5 ans) ; 
Héritage du système 

éducatif belge 

Passage 
progressif au 

LMD 

Autour de Kinshasa fort 
potentiel industriel qui 
n'est pas suffisamment 

associé. Problème 
général de la 

professionnalisation de 
l'enseignement. 

Europe, nombreuses coopération 
avec la Belgique, la France, le 

Royaume Uni, l'Allemagne. Afrique : 
Future libre circulation des 

scientifiques entre RDC-Burundi et 
Rwanda 

Sous-région CEPGL (Communauté 
économique des pays des Grands 
Lacs) au travers du Kivu La RDC 

devrait pouvoir jouer un rôle entre 
les deux communautés. 

République 
du Congo 

Système basé sur le 
système français. Cycle 

court (BTS et IUT en 
120 crédits). 1er cycle : 
Licence (180 crédits) ; 

2ème cycle Master (120 
crédits) et 3ème cycle 

Doctorat. 

Passage 
progressif au 

LMD 

Inadéquation des 
programmes de 

formation. Début de 
création de licence 
professionnelle en 

liaison avec le tissus 
industriel (Gestion et 

Informatiques/réseaux, 
production agricole; 

transformations 
alimentaires) 

En Europe, implication forte en 
France, Suède, Italie, Espagne dans 

des réseaux européens Erasmus 
Mundus ECW et Edulink. En Afrique : 

Coopérations internationales en 
recherche (Pole d'excellence) via 

l'AUF ; Création en 2010 du réseau 
d'excellence RAMSES en sciences et 

technologies avec 5 pays Africains et 
l'Europe 

Le système et les liens permettent 
de favoriser la mobilité des 

étudiants et la promotion des 
formations co-diplômantes. 

Contrainte principale : 
- Insuffisance /délabrement des 

infrastructures  
- Faible efficacité institutionnelle 

due au manque d’équipements 
modernes de gestion 

Sao Tomé et 
Principe 

    inexistant 
souhait de s'accrocher aux 

formations en liaison avec le 
Portugal et à distance 

Le pays a pour stratégie de se 
concentrer sur l'éducation dans les 
écoles primaires puis secondaires 

Tchad 
Passage au LMD 

(3+2+3/4) 

Passage 
progressif au 

LMD 

besoins élevés de 
création de licences 

professionnelles. Depuis 
2007, « opération Table 
Ronde » pour exposer 
les pôles d’excellence 

aux entreprises. 

Europe: coopérations en France. En 
Afrique, coopérations avec le 

Cameroun (N'Gaoundé, Yaoundé, 
Douala) ; et coopération dans le 
cadre RAMSES panafricaine et 

européenne 

Projet de mise en réseau des 
universités et instituts par 

visioconférences pour fin 2012 
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I – 2 - La problématique de « Tuning »  face à l’organisation de l’enseignement supérieur 
Le système LMD implique une réelle séparation des cycles d’études, une articulation entre 
l’offre de formation et les besoins sociétaux, une ouverture internationale dans la zone sous-
régionale, régionale, panafricaine ou internationale.  
 

I-2-1 : définition du profil et de l’offre de formation en termes de compétences  
On peut écrire de manière générale, que les universités de la zone CEMAC ne savent pas encore 
définir l’offre de formation par rapport aux besoins de société d’une part ni en termes de 
compétence d’autre part. La diversité économique, démographique, culturelle de la zone rend 
toujours difficile une action homogène. Le secteur de l’ingénierie fait exception et dans un pays 
comme le Cameroun, la mobilisation des ingénieurs et des scientifiques pour le pays reste très 
performante32. Ce pays domine largement toute cette zone CEMAC.  Pour les autres secteurs, le 
poids du système académique traditionnel est encore très lourd, l’insertion professionnelle des 
étudiants est concentrée sur l’enseignement. Au Gabon, en Guinée Equatoriale et en RDC 
(Congo-Kinsasha), l’image même de l’Université semble médiocre et la société a besoin de 
reprendre confiance. Les conflits qu’ont subis certains peuples d’Afrique centrale, 
principalement au  Rwanda, au Burundi, encore aujourd’hui en RDC ont anéanti les 
développements et la relance est d’autant plus difficile que les moyens financiers ne sont pas à 
la hauteur des besoins33

La notion de crédits est nouvelle. Le mot ECTS est même quasi inconnu. Les universités savent 
qu’une année équivaut à 60 crédits mais elles ne sont pas attachées à la charge de travail de 
l’étudiant. Beaucoup de personnes croient même, à tort, bien entendu, qu’un crédit ECTS vaut 
10 heures d’enseignement. Il est vrai qu’en Europe, les mêmes difficultés culturelles ont été 
rencontrées. Pour ceux qui ont compris qu’un crédit vaut 25 à 30 heures de travail personnel, ils 

. 
La lisibilité et la transparence des cursus font partie du cahier des charges mais les systèmes 
d’information sont quasi inexistants. La présentation des universités dans certains pays n’est 
pas encore disponible sur Internet, aucune donnée n’est disponible, aucun cursus présenté 
(RCA, RDC, Congo, Tchad, Guinée Equatoriale).  
 
 I-2-2 : utilisation des crédits 

                                            
32 2010–2011 ; The Global Competitiveness Report; World Economic Forum Geneva, Switzerland ; Professor Xavier Sala-i-Martin, 
Columbia University ; Chief Advisor of the Centre for Global Competitiveness and Performance, page 493 
33 Les données ne traduisent pas la réalité de la richesse réelle de la population, notamment dans les Etats pétroliers (Gabon, Guinée 
Equatoriale, République du Congo).  
 Burundi : malgré le café, le sucre et le thé qui sont les principaux produits d’exportation du pays, le Burundi est le plus pauvre et  
lourdement handicapé par le poids de sa dette extérieure et de ses arriérés. Son PIB est de 138 dollars /ha. Il figure parmi les dix pays les 
plus pauvres du monde.  
République centrafricaine : les principales ressources sont le bois et les ressources minières (or et diamants) malheureusement 
détournés en forte partie.  
Congo-Brazzaville :le pétrole et le bois sont les deux ressources principales du pays dont le peuple ne profite pas des revenus générés 
par ce secteur (les 2/3 des 4 Millions de Congolais vivent en dessous du seuil de pauvreté et le Congo est l’un des pays les plus endettés 
au monde par tête d’habitants. 
République Démocratique du Congo : La RDC offre le paradoxe d’être l’un des pays du monde aux ressources les plus exceptionnelles 
principalement dans le domaine minier et de figurer pour ses habitants parmi les dix pays les plus pauvres du monde.  
Gabon : sa première ressource est le pétrole et malgré ses grandes sources de revenus, 62% de sa population vit en dessous du seuil de 
pauvreté. 
Guinée Equatoriale, la forte croissance économique du pays a peu de répercussions sur les conditions de vie de la majorité de la 
population. 50% des enfants de moins de 5 ans est sous-alimenté et les 2/3 des Equato-guinéens vivent  en dessous du seuil de pauvreté 
et ce malgré des revenus pétroliers très importants. 
Rwanda : Le Rwanda a peu de ressources naturelles et son économie repose essentiellement sur l’agriculture. Il connait un grand déficit 
énergétique. Le café représente 50% de ses exportations.  
Sao Tomé et Principe : également l’un des pays les plus pauvres du monde. Mais les récentes découvertes de pétrole pourraient modifier 
les perspectives.   
Tchad : avec une population de 9 millions d’habitants son PIB par tête n’est que de 800 dollars malgré ses revenus pétroliers et sa 
production d’élevage et de cultures traditionnelles. 
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s’inquiètent sur la pertinence du travail à la maison. L’acquisition de l’autonomie nécessite en 
effet des moyens d’auto-apprentissage (bibliothèques bien fournies, accès à Internet, capacité à 
apprendre par soi-même etc.…) que toute la zone de l’Afrique centrale ne possède pas.  
 
 I-2-3 : découpage des unités d’enseignement 
Les pays de l’Afrique Centrale avaient en général un système d’unités de valeurs, ensemble 
d’enseignement à valider pour obtenir le diplôme final. Lors de la réforme, la volonté politique 
de transformer les unités de valeurs en unités d’enseignement a été largement annoncée mais la 
réforme concernant les nouveaux contenus exprimés en termes de compétences pose problème.  
Sur ce point, il faut distinguer ceux qui l’ont déjà fait et ceux qui sont en train de le faire. Dans la 
liste des universités ayant déjà refondu leurs programmes en unités d’enseignement (UE) et 
affecté des crédits à ces UE, nous pouvons citer l’Université Omar Bongo (Gabon), les universités 
de Douala, Yaoundé II et Ngaoundéré au Cameroun et l’Université Marien Ngouabi (Congo). Il 
convient de souligner le cas de l’Université de Buéa (Cameroun) en tant qu’établissement d’une 
région anglophone pratiquant déjà le système LMD et ayant une certaine avance. Au Tchad, 
certains établissements ont refondu en semestre leurs programmes, mais le système de crédits 
n’a toujours pas été adopté. Les universités de Yaoundé I (Cameroun) et celle de Bangui (RCA) 
sont actuellement dans la phase de refondation de leurs programmes. Le système de la Guinée 
Equatoriale étant différent de celui des autres pays de la région, l’accent est en ce moment mis 
sur la sensibilisation. Au Burundi, les maquettes des programmes sont prêtes sur le papier mais 
le pays attend le feu vert du Ministère pour lancer les cours. 
 
Il est encore difficile de faire passer l’idée que l’allocation des crédits est indépendante du 
professeur qui fait cours mais est liée à la charge de travail de l’étudiant pour atteindre des 
objectifs de formation clairement définis. Le poids des traditions et du pouvoir de certains 
enseignants est encore très présent dans les discussions. 
Enfin, le manque de moyens financiers réduit considérablement l’exécution de certaines 
méthodes pédagogiques telles que les travaux pratiques ou les projets en laboratoires de 
recherche. La République Centrafricaine, le Gabon et la Guinée Equatoriale n’ont pas assez de 
fonds pour créer toutes les années de certains masters professionnels par manque 
d’équipements. C’est surtout vrai dans le domaine scientifique. Le Burundi ne peut pas faire de 
travaux pratiques (TP) de chimie par manque de produits. Les exemples peuvent se multiplier 
et même les nouvelles techniques de l’information et de la communication (NTIC) ne peuvent 
résoudre tous les problèmes (création de TP de physique en virtuel par exemple). 
L’enseignement virtuel risque d’être confronté à de grandes difficultés en raison des obstacles 
techniques. 
  
 I-2-4 : évaluation des enseignements 
Il est assez difficile, à ce jour, de comprendre avec la plus grande transparence tous les 
mécanismes d’évaluation des enseignements. L’absentéisme des professeurs reste un problème 
constant, beaucoup étant attirés par des vacations dans les universités privées plus 
rémunératrices ce qui est un véritable fléau, le contrôle des connaissances est basé sur celles 
apprises en classe, la transversalité des connaissances et le développement des stages en 
entreprise sont limités aux écoles professionnelles ou d’ingénieurs où la sélection des étudiants 
est forte à l’image de la situation française de l’enseignement supérieur. Les enseignants, quant 
à eux, s’interrogent sur l’évaluation du travail à la maison parce que cela est nouveau et ils se 
demandent  comment garantir que le travail rendu est celui de la personne à évaluer ? A cela 
s’ajoutent les différences dans l’approche des réformes par des enseignants de générations 
différentes.  
 
 I-2-5 : rôle des étudiants dans le processus et assurance qualité 
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Lors de visites ou  à la lecture des travaux rédigés sur les questions liées au LMD, le regard des 
étudiants n’est jamais réellement entendu. Ils s’inquiètent pourtant de la qualité de leurs 
universités, de leur insertion professionnelle dans d’autres secteurs que l’enseignement, de leur 
méconnaissance de leur potentiel réel de compétences, de l’équité portée à ces compétences par 
les entreprises qui recrutent sur des critères subjectifs (pas d’agence pour l’emploi, recrutement 
sur le bouche à oreille, peu de regard sur les compétences acquises mais plutôt la capacité à 
résoudre des problèmes quotidiens de l’entreprise). Le taux de chômage des jeunes diplômés 
dans de nombreux secteurs reste une obsession et on constate un très fort pessimisme. La 
difficulté est aussi souvent que c’est l’Etat qui est le pourvoyeur d’emplois, notamment à travers 
l’enseignement. C’est là que l’absence de relations entre le monde universitaire et le monde 
professionnel. 
En matière de qualité en général, la capacité technique des agences d’accréditation (qui sont 
sous la houlette des ministères de tutelles) reste limitée. Les pays de la zone CEMAC vont être 
confrontés à la nouvelle directive (Directive n°01/08-UEAC-190-CM-17) relative aux lois de 
finances. L’amélioration du pilotage sera imposée et suppose la structuration des systèmes 
d’information, la définition d’indicateurs de performance, la modernisation des systèmes de 
gestion de la scolarité/Etudes. La gestion de la qualité de l’enseignement supérieur n’est pas 
encore effective mais à l’ordre du jour des agendas des recteurs d’Université de toute la zone. 
La formation de tous ces personnels est une première priorité si les universités veulent 
s’approprier la démarche d’auto-évaluation nécessaire au processus. 
Le CAMES joue enfin un rôle majeur dans l’assurance qualité des enseignants-chercheurs 
recrutés et l’établissement du cahier des charges du système LMD valable à la fois dans la 
Région Centrale et Région de l’Ouest de l’Afrique. Il reste la meilleure garantie. 
 
II – Enjeux et Défis de la Région de l’Afrique Centrale 
 

II -1 – La réforme de l’Enseignement Supérieur en Afrique Centrale 
 
  II-1-1 La Structuration dans la zone CEMAC et CEPGL 

Depuis plusieurs décennies après les indépendances, les Etats africains en général et plus 
spécifiquement ceux de l’Afrique centrale ont rencontré de réelles difficultés dans le domaine de 
l’éducation et la formation d’une manière globale. Ces difficultés ont accru, et prennent 
aujourd’hui une proportion inquiétante dans les secteurs qui nécessitent plus de moyens 
humains (enseignants de haut niveau, chercheurs qualifiés), matériels (structures et 
infrastructures, équipements, etc.) et financiers, comme l’«Enseignement Supérieur, les 
Recherches et la Formation Professionnelle »34

                                            
34 CEMAC, vers un espace CEMAC de l’Enseignement Supérieur, de la Recherche et de la Formation Professionnelle, Commission, 2 et 
3 Décembre 2010 – Yaoundé -Journées sur la Régionalisation des appuis à l’enseignement supérieur en Afrique Centrale 

 
 
Au regard de l’immensité des difficultés pour les Etats membres de la Communauté Economique 
de l’Afrique Centrale(CEMAC) non seulement à offrir individuellement des formations de qualité 
et suivant la norme mondiale à leur  population respective, mais aussi à financer des recherches 
pointues portant sur des thématiques retenues comme vecteurs du développement sous toutes 
ses formes, les chefs d’Etat de la sous-région ont vu la nécessité de mutualiser les ressources en 
vue d’une solution globale. 
Dans le cadre de la CEMAC comme dans celui de  la CEPGL, les gouvernements de ces pays ont 
décidé de conduire une forme harmonisée devant garantir la qualité et faire face aux enjeux 
futurs. 
 
Au sein de la CEMAC,  il y a : 
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- une volonté politique manifestée par la déclaration de Libreville du 11 février 2005 
des Chefs d’Etat. 

o Mettre en place un Espace CEMAC de l’Enseignement supérieur, de la 
Recherche et de la Formation professionnelle; 

o Harmoniser les systèmes d’Enseignement, de Recherche et de Formation 
professionnelle dans la zone CEMAC; 

o Arrimer les Universités et les Etablissements d’Enseignement supérieur de 
l’espace CEMAC au système LMD. 

- la rédaction de textes statutaires : 
o la directive 01/06-UEAC-019- CM-14 portant application du système 

LMD 
o la directive 02/06-UEAC-019-CM-14 portant organisation des études. 

- la création des organes de gestion : 
o le Conseil des Ministres en charge de l’Enseignement Supérieur ; 
o la Conférence des Recteurs des Universités et des organismes de 

Recherche d’Afrique Centrale ; 
o la Cellule technique CEMAC de 6 membres ; 
o les Organes nationaux pour la mise en œuvre du LMD dans chaque Etat. 

- la mise en œuvre des activités conformes : 
o au chronogramme des activités de la Cellule technique ; 
o aux calendriers des commissions LMD 

 
La plupart des universités de la sous-région, qu’elles soient publiques ou privées, peinent, à 
former les cadres dont ces pays ont besoin pour aller de l’avant, dans différents domaines de la 
vie économique et sociale. 

- Raisons conjoncturelles: en rapport avec la sortie de crise; 
- Raisons structurelles : rares sont les établissements (même parmi les universités 

publiques les plus anciennes) qui peuvent couvrir, de façon satisfaisante, l’ensemble du 
«champ des savoirs », aussi bien en matière d’enseignement que de recherche35

La Région des Grands Lacs répond à ces difficultés par la création d’un Réseau Inter-
Universitaire (RIGL) dont les axes d’intervention sont sensiblement équivalents à ceux 
de  la CEMAC : 

. 

o de mettre « techniquement » en place le nouveau système LMD, chacun en ce qui 
le concerne, 

o d’en tirer pleinement les bénéfices escomptés en termes de complémentarités et 
d’échanges, 

o de faire accepter les indispensables réformes par les communautés 
universitaires et les opinions nationales 

o favoriser les activités communes et les échanges avec les membres du Réseau, 
mais aussi avec des universités extérieures à celui-ci (autres réseaux…) 

o convaincre les opinions de la nécessité d’en finir avec le statu quo ; en termes 
d’acceptation, puis d’appropriation des réformes, le « niveau régional » 
pourrait ainsi « tirer l’«échelon national ». 

Le Burundi est un pays un peu particulier qui cultive à la fois sa participation à la CEPGL (le 
recteur de l’Université du Burundi étant par ailleurs le Président de la RIGL) ainsi que sa 
participation au réseau CEA (Communauté de l’Afrique de l’Est) qui semble beaucoup moins 
active car l’état d’avancement des pays membres est très différent. Les problèmes du Burundi 
ne sont pas réellement pris en compte au sein de la CEA. La difficulté au sein de la CEA est 
double. D’une part  il s‘agit d’une communauté essentiellement anglophone et d‘autre part il est 
                                            
35 Institut panafricain de gouvernance universitaire, séminaire « les histoires à succès de la gouvernance universitaire en Afrique », 
Yaoundé Juin 2010, Gaston HAKIZA, Recteur de l’Université du Burundi, Président du RIGL. 
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arrivé bien tardivement. En outre il est le plus faible de tous les Etats de cette Communauté et 
risque d’être absorbé. 
 

II-1-2   La problématique de la mise en œuvre du LMD 
Les défis relevés lors de la mission au Cameroun et au Burundi peuvent se généraliser à 
l’ensemble de la zone Afrique centrale. Ces pays souffrent d’un manque de ressources humaines 
qualifiées, certains sont même à la limite de la rupture (Tchad, Burundi à titre d’exemple). Dans 
nombre de ces pays qui ont connu des violences, les élites ont souvent disparu soit parce 
qu’elles ont fui ces évènements tragiques soit parce qu’elles ont été les victimes majeures de 
ceux qui voulaient faire disparaître le groupe auquel elles appartenaient. Il y a eu de très 
grandes périodes sans recrutement ce qui contribue à un corps enseignant disparate dans la 
pyramide des âges. Le déficit en enseignement professionnel comprend les cycles courts (DUT 
ou Licence professionnelle), indispensable pour faire face à la demande de techniciens qualifiés 
et des cycles longs type Master et Ingénierie de conception.  
Les défis suivants sont donc cités à nouveau et complétés pour l’ensemble des pays de la 
Région36&37

- Défi budgétaire : Comment financer les nouvelles offres de formation et la 
professionnalisation ? Comment financer correctement l’Université ? Des pays comme la 
République Centrafricaine, le Tchad et le Burundi sont probablement en situation 
d’extrêmes difficultés, même s’il y a chez certains une réelle volonté de progrès, mais ils 
figurent parmi les pays les plus pauvres de la planète.  

: 

- Défi de gouvernance : La modernisation de l’université est un véritable défi 
actuellement. L’effort de financement et une meilleure gouvernance des universités sont 
deux sujets fondamentaux pour l’amélioration du système universitaire. Or la réussite 
du LMD nécessite une rénovation de la gouvernance. 

- Défi technique. Comment gérer le nouveau système, plus complexe, avec une 
infrastructure technique relativement saturée et dépassée quand elle n’est pas absente ?  

- Défi humain. Les personnels, enseignants et non enseignants, ainsi que les étudiants 
sont-ils vraiment prêts à opérer dans le nouveau système ? Combien d’entre eux sont 
réticents au changement et sont non-coopératifs ? Les professeurs craignent de perdre 
leur autorité dans ce système. L’évaluation des personnels est souvent une grande 
crainte. Les acteurs – enseignants, autorités politiques, étudiants – sont-ils prêts à cette 
révolution culturelle ? 

- Défi sur les besoins de société. Les nouveaux programmes répondront-ils aux besoins 
de la société et aux attentes du marché du travail ? Comment impliquer les acteurs des 
milieux socioprofessionnels dans leur élaboration ? Comment s’assurer que le secteur 
privé recrute bien sur la base des compétences des diplômés ? Comment aider à la 
création d’entreprise ? Les entreprises sont-elles prêtes à coopérer avec l’enseignement 
supérieur ? 

- Défi pédagogique. L’Université peut-elle gérer les nouveaux programmes avec des 
effectifs exponentiels et une massification de l’enseignement sans sélection 
particulière ? Mais peut-on instaurer une sélection lorsque celle-ci n’a jamais existé ? 
Comment désengorger les capitales et décentraliser la formation ? Comment concilier 
les formations générales et les formations professionnelles ? Comment inciter les 

                                            
36 CEMAC, vers un espace CEMAC de l’Enseignement Supérieur, de la Recherche et de la Formation Professionnelle, Commission, 2 et 
3 Décembre 2010 – Yaoundé -Journées sur la Régionalisation des appuis à l’enseignement supérieur en Afrique Centrale : Recteur de 
l’Université de Bangui, le SCAC français au Tchad, les recteur de l’Université de Kinshasa, le représentant de l’Université de Guinée 
Equatoriale, représentant du Ministère Enseignement Supérieur du Gabon. 
37 2010, Livre blanc sur l’Enseignement supérieur – mieux former pour reconstruire ; Mars 2010, Ministère de l’Enseignement Supérieur et 
de la recherche scientifique, Bujumbura. 
2010, Rapport général de La réunion du Conseil exécutif du Réseau de Coopération interuniversitaire de la Communauté économique 
des Pays des Grands Lacs (RIGL), Gisenyi, 30-31 août 2010. 
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étudiants à s’orienter vers les disciplines déficitaires, notamment les sciences et les 
dissuader d’aller en masse vers des formations sans débouchés notamment dans 
certaines filières de sciences humaines ? 

- Défi sur la qualité. Est-ce que la solution des enseignements à distance résout le 
véritable problème de la massification ? L’équipement technique pour l’enseignement à 
distance est-il présent et les étudiants disposent-ils des moyens individuels 
nécessaires ? Comment assume-t-on l’accompagnement pédagogique individualisé? 
Comment établir des enseignements basés sur les acquis de compétences avec des 
centaines d’étudiants? Comment évaluer réellement les formations avec une 
insuffisance de personnel universitaire nanti de connaissance et d’expérience dans la 
mise en œuvre des auto-évaluations et contrôle par les pairs ? 

- Défi d’internationalisation des programmes. L’international est devenu un enjeu 
majeur de développement mais les universités ne semblent pas totalement prêtes. Une 
stratégie internationale (intra-Africaine et hors-Afrique) devrait être mise en œuvre de 
manière plus forte à travers l’établissement de double-diplômes et de coopération 
recherche forte et d’un cadre pour la reconnaissance des diplômes et des échanges. 
Cette internationalisation ne risque-t-elle pas d’avoir un effet pervers en facilitant la 
fuite des cerveaux, soit vers d’autres pays africains, soit hors d’Afrique ? Comment 
inciter les étudiants de talent à revenir vers leur pays où des rémunérations médiocres 
leur seront allouées ? 

- Défi pour une éducation tout au long de la vie : la validation des acquis 
professionnels et des acquis d’expérience nécessitent la mise en œuvre de services 
d’accompagnement adéquat, tant au plan national (cadre de la certification), au plan 
régional (observatoire des métiers, accompagnement des entreprises), au plan 
universitaire (capacité d’évaluer une compétence, remédier aux manques, valider des 
parcours non formels et informels). En dehors du Cameroun, très peu d’universités en 
font état lors de leurs récents débats sur l’enseignement supérieur.  

- Défi de la recherche : Les écoles doctorales n’existent que sur le papier et se 
confondent avec les départements. Est-ce que la création des Pôles d’excellence va 
permettre de dessiner une sorte de « carte Régionale de la Recherche »? N’y aura-t-il pas 
une peur pour certaines petites universités, certains Etats même, de disparaître face à 
ces pôles d’excellence ? Comment amener dans ce contexte les doctorants à effectuer des 
travaux de recherche aux portées pratiques aux pays de la zone comme la santé, 
l’agriculture et l’élevage, l’environnement, l’éducation… ? 

 
II – 2 – Les opportunités actuelles du système d’enseignement supérieur 

 
II-2-1 Les opportunités en Afrique centrale 

 
- Gouvernance : création au Cameroun de l’Institut panafricain de Gouvernance 

universitaire (Juin 2010). L’Institut panafricain de Gouvernance universitaire 
(http://www.ipagu.org ) est un projet mis en place par l’Agence universitaire de la 
Francophonie et par l’Association des universités du Commonwealth, avec l’appui du 
Ministère de l’enseignement supérieur du Cameroun. Il s’agit d’une structure unique 
d’appui qui a pour but d’améliorer l’ensemble des pratiques qui concourent au bon 
fonctionnement de l’enseignement supérieur en Afrique. Sa vocation est d’accompagner 
la modernisation de la gouvernance de l’enseignement supérieur grâce à la mise en 
place de l’expertise, de modules de formation, de séminaires et d’ateliers et surtout 
d’outils spécifiques de gestion, d’analyse et d’évaluation. Il étend ses actions sur 
l’ensemble du domaine de la gouvernance (académique, administrative, financière, 
sociale, numérique et de la recherche) et a une fonction d’observatoire de 

http://www.ipagu.org/�
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l’enseignement supérieur en Afrique. Cette structure est particulièrement intéressante 
car, pour une fois, elle voit une convergence des pays anglophones et francophones qui 
s’ignorent habituellement. A cet égard, le Cameroun est un pays tout à fait intéressant 
puisqu’officiellement bilingue et disposant d’universités totalement francophones et 
totalement anglophones. Cela pourrait permettre une meilleure convergence des projets 
mis en place dans les différents Etats de la zone et permettre de faciliter ensuite la 
mobilité interafricaine entre universités francophones et universités anglophones. 

- Pole d’excellence recherche : Dans chacun des pays de la Région, les Etats définissent 
des Pôles d’excellence de la recherche afin de rationaliser les moyens et augmenter les 
compétences. Un rapprochement avec les cinq piliers de la croissance PER-CEMAC est 
envisagé38. La création d’écoles doctorales multidisciplinaires peut être une opportunité 
pour certains, par exemple au Burundi en le rendant attractif aux enseignants de ses 
partenaires. C’est une carte que ce petit pays doit jouer dans la zone des Grands Lacs.  La 
mise en réseau de Chaires d’Enseignement et Recherche et d’un Institut CEMAC est une 
perspective concrète des volontés politiques fortement affichées. La position du 
Cameroun comme leader de l’innovation39

- Université virtuelle et NTIC: Tous les pays de la région ont prévu des développements 
prioritaires en matière de nouvelles techniques, pédagogie multimédia et universités 
virtuelles nationales voire panafricaine (au Cameroun en particulier). L’état de mise en 
réseau reste très inégal encore, mais des innovations pédagogiques mutualisées 
apportent un souffle nouveau aux universités. Le réseau de l’AUF joue à ce titre un rôle 
déterminant. Citons les avancées du Cameroun en matière de création de modules 
multimédia (Ecole Polytechnique), mise en réseau des universités du Tchad par 
visioconférence, le « chantier des infrastructures » au Congo-Kinshasa avec le campus 
numérique francophone de Kinshasa et le réseau congolais des e-savoirs. 

 dans la Région peut jouer un rôle majeur 
dans la création des pôles d’excellence. Mais il ne suffit pas de décréter l’excellence. Elle 
doit exister. En outre certains Etats craindront de ne pas figurer parmi ceux dont l’une 
de leurs universités est retenue comme pôle d’excellence. Or chaque Etat ne peut avoir 
automatiquement un pôle d’excellence, certains Etats (São Tomé et Principe) n’ayant 
même pas d’université.   

- Création d’universités sur le territoire : pour faire face aux besoins croissants de 
formation, une politique de désenclavement des capitales est entreprise depuis un 
certain temps, les Etats comme le Cameroun (déjà depuis 1993) mais également le 
Congo-Brazzaville et le Tchad sont déjà bien avancés. Cependant, il faut une taille 
critique pour l’existence d’universités. Or la région compte des micro-Etats comme la 
Guinée équatoriale ou São Tomé et Principe.  

- Volonté de définir la qualité : sur le plan politique tout au moins, tous les Etats 
déclarent vouloir mettre en œuvre l’assurance qualité nécessaire à la crédibilité d’une 
université digne de ce nom. Citons à titre d’exemple, la décision de la République 
démocratique du Congo  en Octobre et Novembre 2010 de fermer plus d’une centaine 
d’établissements privés ne répondant pas à des critères de qualité établis par une 
commission d’experts nationaux. Une première vague avait touché 47 établissements 
dont 44 privés en décembre 2009. La prolifération dans certains pays, dont la 
République démocratique du Congo, d’établissements privés n’offrant aucune garantie 
de qualité était inquiétante pour l’image nationale  de l’enseignement supérieur, pour 
les universités publiques dont les universités privées « pillaient » les ressources 
humaines, et pour les bonnes universités privées qui pouvaient se retrouver injustement 

                                            
38 Piliers prévus au PER: Energie, Agriculture et Agro-industries, Economie forestière, Elevage et Pêche, Mines et Métallurgie : 
Programme économique 2009-2015, Volume 1, CEMAC, « vers une économie intégrée et émergente », page 18. 
39 2010–2011 ; The Global Competitiveness Report; World Economic Forum Geneva, Switzerland ; Professor Xavier Sala-i-Martin, 
Columbia University ; Chief Advisor of the Centre for Global Competitiveness and Performance, page 489 
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discréditées. Les Etats cherchent maintenant à mieux contrôler ces universités privées 
mais il y a beaucoup à faire.  

- Une cellule technique et des pôles d’expertise : probablement en nombre insuffisant, 
il est toutefois important de noter la présence de cellule technique à la CEMAC et CEPGL 
dont la mission est de conseiller les Etats et les universités dans la mise en œuvre des 
réformes de l’enseignement supérieur. Avec l’aide internationale, les réseaux de l’AUF et 
des pôles locaux (PAPESAC40 et le projet PARES41

- Un réseau d’entreprises et une charte de l’entreprenariat, un guide des métiers : 
on peut citer le Cameroun en exemple même si la mise en place de ces éléments est à 
l’état embryonnaire. La création de la zone franche sur le campus de l’école 
polytechnique à Yaoundé donne de bons espoirs de bonnes pratiques de relations 
universités-entreprises à développer pour redonner une bonne image à l’Université. 
L’initiative prise par le Cameroun de créer un diplôme d’habilitation à dispenser des 
enseignements techniques et professionnels (DHDTP) est tout à fait intéressante car elle 
doit rendre attractive la venue de bons professionnels dans les universités et donner 
une crédibilité à l’enseignement dispensé.  

) qui mettent en place des formations 
spécifiques (ingénierie pédagogique, qualité, relations Universités-Entreprises), des 
éléments de base sont déjà en place. Ces deux exemples cités qui sont tout à fait 
différents et qui ont chacun un caractère très positif, doivent être analysés afin de voir le 
type d’expertise qui convient le mieux à chaque Etat. Le renforcement des compétences 
et des structures sont prioritaires à ce stade. Les cellules techniques de la CEMAC et 
CEPGL doivent encore faire leurs preuves. 

- Le concept de la « Zone Franche Universitaire » à vocation régionale42

 
II-2-2 L’ouverture internationale et la mobilité des étudiants 

 
L’AUF peut permettre de répondre à de forts besoins d’expertise en Afrique centrale.  

: ZFU signifie un 
espace avec un statut dérogatoire par rapport aux dispositions communes de gestion 
des institutions d’enseignements supérieur au Cameroun. Cela implique performance, 
compétitivité, bonne gouvernance, visibilité internationale à tous les plans, 
régionalisation. Elle est en cours d’implantation sur le campus de l’Ecole Nationale 
Supérieure Polytechnique de l’Université Yaoundé I. Elle se focalisera en particulier sur 
(1) l’ouverture sur tous les pays de l'Afrique Centrale, avec un recrutement sur sélection 
stricte sur tous les pays, (2) des dispositions de gestion financière, managériale et 
académique de standard international, (3) une performance en matière de recherche et 
d'innovation, (5) une ambition de figurer dans les vingt ans aux classements 
internationaux des meilleures universités, (6)une implication financière essentiellement 
des bénéficiaires, cette dernière peut être prise en charge par les Etats et les institutions 
diverses, (7) la volonté de créer des masses critiques de spécialistes de haut niveau dans 
divers domaines ( scientifiques et technologiques),(8) une réduction de l'émigration des 
jeunes en quête de formation initiale. L’UNESCO et la Banque Africaine de 
développement évaluent ce projet pour établir un chronogramme et un plan d'action. 
Une très importante réunion avec les experts des pays de l'Afrique Centrale se tiendra 
au Cameroun en février 2011, suivra la réunion des ministres en avril. 

Divers programmes permettent d’aider les étudiants comme Horizon francophone pour les 
doctorants. Son bureau pour l’Afrique centrale est à Yaoundé mais très opportunément, elle a 

                                            
40 Pôle d’appui à la professionnalisation de l’enseignement supérieur en Afrique Centrale - http://papesac.org/ 
41 PARES / Projet d’Appui au Réseau Interuniversitaire des Grands Lacs 
42 Propos du chef de projet, le Prof. Charles AWONO ONANA, Directeur de l’ENSP, U. Yaoundé I, et information publique : 
http://www.minesup.gov.cm/index.php?option=com_content&task=category&sectionid=9&id=97&Itemid=97  

http://www.minesup.gov.cm/index.php?option=com_content&task=category&sectionid=9&id=97&Itemid=97�
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créé une délégation à Bujumbura qui doit permettre de mieux rayonner dans la zone des Grands 
Lacs.  
L’action de l’AUF porte sur 6 programmes : Langue française, diversité culturelle et 
linguistique ; Aspects de l’Etat de droit et démocratie ; Environnement et développement 
durable solidaire ; Soutien et renforcement de l’excellence universitaire, partenariats et 
entreprenariat ; Innovation par les technologies de l’information et de la communication pour 
l’éducation ; appropriation des outils technologiques dans l’enseignement supérieur et la 
recherche. Les trois derniers programmes peuvent aider puissamment à mettre en œuvre le 
processus de Bologne. Le programme sur l’excellence universitaire vise notamment à 
« accompagner les réformes institutionnelles, renforcer les échanges des personnes et des 
savoirs, favoriser l’excellence scientifique et développer les partenariats ». Les deux derniers 
programmes mettant l’accent sur les TIC doivent permettre d’accompagner le processus de 
réforme43

                                            
43 S. Morin,  L’enseignement supérieur et la recherche en Afrique subsaharienne: Survol des organisations qui fournissent un appui 
technique et financier, 2009 

. On insistera sur les campus numériques qui permettent aux étudiants de pouvoir 
bénéficier des nouvelles techniques dont trop d’étudiants sont privés pour des raisons 
financières. 
Le CAMES (Conseil africain et malgache de l’Enseignement supérieur) regroupe 18 pays en 
grande majorité francophones (Guinée-Bissau et Guinée Equatoriale sont des exceptions non 
francophones). Il joue un pôle très important pour la coopération entre ces Etats afin 
d’harmoniser l’enseignement supérieur. Son implication dans le recrutement des universitaires 
est notamment très importante, donnant une forte crédibilité aux enseignants de 
l’enseignement supérieur des pays du CAMES. C’est notamment le cas pour les disciplines 
juridiques, économiques et de gestion et la médecine.  
Parmi les missions du CAMES figure celle de « Concevoir et promouvoir la concertation en vue 
de coordonner les systèmes d’enseignement supérieur et de la recherche afin d’harmoniser les 
programmes et les niveaux de recrutement dans les différents établissements d’enseignement 
supérieur et de recherche, favoriser la coopération entre les différentes institutions, ainsi que 
des échanges d’informations ». A cet effet, le Conseil des ministres du CAMES dans une 
résolution adoptée à Libreville le 6 avril 2006 « Recommande la reconfiguration des 
programmes universitaires et l'organisation des universités et Ecoles de l'espace CAMES suivant 
le modèle LMD. ; S'engage à tout mettre en œuvre pour aider les universités à mener à terme la 
réforme LMD ; Invite les instances académiques du CAMES à mettre en place sous l'égide du 
Secrétariat Général des mécanismes de supervision, de suivi et d'évaluation de la mise en œuvre 
des réformes aux fins d'une meilleure coordination de notre passage au LMD ». Il est intéressant 
de constater que la résolution se réfère aux décisions de la CEMAC. En effet il ne doit pas y avoir 
de contradictions entre les actions de ces différentes organisations mais complémentarité. Il 
serait cependant, pour une harmonisation de l’enseignement supérieur dans l’Afrique 
francophone, que certains Etats trop peu engagés dans cette organisation, s’y impliquent plus.  
L’Union européenne (voir aussi tableaux II de comparaison) :  
Sur le plan Universitaire, les relations avec les pays francophones restent les plus nombreuses 
(notamment la France et la Belgique) mais une approche des autres pays d’Europe se maintient 
(en Allemagne, Espagne et Italie). Il faut noter la participation de plus en plus régulière de 
projets européens tels que Erasmus Mundus External Cooperation Window (Cameroun et Congo 
comme membres, Edulink (en particulier au Tchad, au Congo mais aussi d’autres actions au 
Cameroun). Ces actions pourront permettre aux pays africains de suivre un modèle éducatif 
plus européen et diversifié et utiliser ainsi de multiples bonnes pratiques. L’appui du groupe des 
experts de Bologne au niveau Européen pourrait être utilisé par la CEMAC et la CEPGL afin 
d’élargir les ressources potentielles sur ce sujet.  
 

IDRC/CRDI :  http://www.idrc.ca/uploads/user-S/12572791911Enseignement_superieur.pdf 

http://www.idrc.ca/uploads/user-S/12572791911Enseignement_superieur.pdf�
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Les Autres pays : Le Canada a longtemps joué un rôle important dans la coopération en 
Afrique Centrale. Son  appui devient de plus en plus rare et a été remplacé progressivement par 
celui de la Chine (tous les pays de la zone) et l’Inde (au Cameroun). La Chine construit des 
bâtiments d’enseignement (Burundi, Centre Afrique) ou octroie des bourses aux étudiants 
(Gabon). 
La coopération africaine et sous-régionale 
Union africaine : Si le Président de la Commission de l’Union africaine, Jean Ping a pu affirmer 
que "aujourd'hui, l'Enseignement supérieur et la Recherche figurent parmi les piliers de 
l'architecture du développement du continent", les initiatives en la matière ont été plus que 
limitées. L’université panafricaine a du mal à exister. Il n’en reste pas moins que même si l’UA a 
pu afficher des ambitions, elle est une organisation trop vaste avec des cultures trop différentes 
pour réussir rapidement  
CEMAC : Coopération au niveau sous-régional (voir aussi le tableau II) : 
La coopération sous-régionale se développe principalement au sein de la Conférence des 
Recteurs des Universités et des Responsables des Organismes de Recherche d’Afrique centrale 
(CRURUO/AC), organisme créé sous la houlette de la Communauté économique et monétaire 
d’Afrique centrale (CEMAC). La coopération universitaire dans la zone CEMAC est une réalité. Le 
Cameroun est probablement un Etat  pivot pour la coopération où les échanges d’étudiants et 
d’enseignants de manière formelle et informelle sont les plus intenses. 
En février 2005, la Déclaration de Libreville a appelé à la « construction de l’Espace CEMAC de 
l’Enseignement supérieur, de la Recherche et de la Formation professionnelle. Cela a été 
poursuivi par la recommandation relative à la mise en place du système LMD  dans l’Espace 
CEMAC adoptée à Malabo (Guinée Equatoriale) par  la CRUROR/AC et surtout par  la Directive 
no01/06-UEAC-019-CM-14 du 11 Mars 2006 portant respectivement application du système 
LMD (Licence, Master, Doctorat) dans les universités et établissements d’Enseignement 
supérieur de l’espace CEMAC et organisation des études universitaires dans l’espace CEMAC 
dans le cadre du système LMD.  
Les Ministres de la CEMAC ont décidé le processus de Bologne, fixant un agenda sans prendre en 
compte la diversité.  
Il n’y a pas encore de politique de développement de formations conjointes/doubles diplômes

La mise en conformité des services de la scolarité, la méconnaissance des pratiques de 
validation des études, les freins internes pour la reconnaissance des diplômes, les 
réglementations internes en termes de libre circulation/visas restent des freins administratifs 
et juridiques sérieux aux échanges. Notons toutefois la grande volonté politique du réseau RIGL 
à créer un programme « Erasmus des Grands Lacs » et la déclaration d’ouvrir les frontières à la 
libre circulation des scientifiques de la Région des Grands Lacs

, 
peut-être faut il attendre la véritable harmonisation des cursus. La reconnaissance des diplômes 
reste encore problématique et les séjours de type « Erasmus » ne semblent avoir pris naissance 
que dans la Région des Grands Lacs ». Toutefois des besoins importants se font sentir, la Guinée 
équatoriale et la République Centrafricaine pour ne citer qu’eux, n’arrivent pas à créer les deux 
ans de Master. Au lieu de coopérer avec la France ou le Portugal, il serait parfois plus facile de 
mettre en œuvre des actions locales. 

44

A priori l’organisation de la zone CEMAC et CEPGL de l’Enseignement Supérieur se prêtent bien 
à la réforme et sont favorable au développement d’une approche sur l’harmonisation des 
cursus. Le nombre réduit de pays, un nombre raisonnable d’universités et une pratique 

. 
 
 
CONCLUSION ET RECOMMANDATIONS 
 

                                            
44 http://monalmamater.net/2010/02/07/esu-cooperation-interuniversitaire-avec-le-rwanda-et-le-burundi/ 
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commune du français devraient faciliter l’exécution des objectifs de l’Enseignement Supérieur. 
Deux pays posent cependant problème. La République démocratique du Congo n’appartient pas 
à la CEMAC et la CEGPL, sur le plan universitaire ne concerne que l’Est du pays. Le Rwanda qui 
est membre de la CEGPL ne semble pas être considéré dans l’étude régionale comme faisant 
partie de l’Afrique centrale. Malgré des difficultés financières et démographiques difficiles à 
surmonter et une certaines instabilités politiques dans certains pays de la sous-région, de 
nombreuses opportunités se présentent actuellement et devraient être renforcées avec l’aide de 
l’Union Africaine, Union Européenne, Banque Mondiale et UNESCO. 
Les recommandations pour un projet « d’harmonisation de l’Enseignement Supérieur en 
Afrique » que nous aimerions formulées porteraient sur les points suivants: 
 
1 – Recommandation n°1 : il est nécessaire de favoriser toutes les méthodes de travail qui 
permettraient de former le personnel enseignant sur les nouveaux outils pédagogiques liés à la 
mise en place du LMD et favoriser les rencontres et débats nationaux et sous-régionaux dans 
des disciplines communes. Il semble important de respecter à cet égard l’harmonie linguistique 
et un certain équilibre des forces afin de permettre à certains pays, tel que le Burundi, d’être un 
acteur réel du processus. L’accent doit être mis sur les nouvelles techniques. 
 
2- Recommandation n°2 : des exemples de bonnes pratiques devraient se multiplier pour 
valoriser les atouts de certaines approches pédagogiques favorisant (1) la mobilité sous-
régionale des étudiants, (2) la transdisciplinarité, (3) la professionnalisation et (4) la mise en 
commun pour les formations à distance.  
 
3 – Recommandation n° 3 : Les priorités disciplinaires n’ont pas été abordées de manière 
spécifique mais tous les pays semblent avoir de gros besoins dans le secteur de la Santé, 
l’Agronomie, l’Enseignement, l’Ingénierie, les Sciences et la Technologie. D’autres domaines 
peuvent éventuellement émerger comme l’informatique. 
 
4 – Recommandations n°4 : Pour définir des chefs de file qui pourraient animer les débats, 
nous pouvons recommander au moins cinq personnes : (1) le Professeur Charles NDIRIJE est 
une personne très éclairée et compétente. Ancien ministre de l’enseignement au Burundi, 
député, il est resté très attaché à l’enseignement, la pédagogie, la stratégie pour l’enseignement 
supérieur. Il est l’animateur du réseau RIGL ; (2) le Professeur Charles AWONO ONANA, 
mathématicien et Directeur de l’Ecole Nationale Supérieure Polytechnique à Yaoundé, 
responsable de nombreuses actions en direction des entreprises, implantation de l’université 
virtuelle et chef du projet Zone Franche Universitaire à vocation Régionale. Son implication lui 
confère une légitimité naturelle dans le domaine de l’Ingénierie ; (3) le Professeur Guy TSALA 
NDZOMO, Biologiste et Vice-Recteur de l’Université Yaoundé I, ancien Inspecteur Général 
Académique, a une réelle connaissance des enjeux et défis nationaux, Régionaux et 
internationaux permettant de fédérer les universités de la Région autour d’un projet commun, 
(4) le directeur-adjoint de l’ASTI (Advanced School of Translators and Interpreters) de Buea 
Prof. Charles TIAYION. Sa double compétence des systèmes anglophones et francophones est 
très précieuse pour établir le lien entre les deux systèmes et permettre une mobilité 
interafricaine et non pas seulement à l’intérieur du seul monde francophone ou du seul monde 
anglophone. (5) Il semble important que la Cellule Technique de la CEMAC puisse être un autre 
levier efficace de l’approche Tuning. Nous recommandons donc le Professeur Jacqueline MOTO 
OSSOU de l’Université Omar Bongo au Gabon que nous n’avons pas rencontré mais avec qui 
nous avons eu beaucoup d’échanges par courriels de manière très précise et toujours 
pertinente. 
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Algeria, Libya, Mauritania, Morocco and Tunisia – signed the Treaty of Marrakech In February 
1989, to establish the Arab Maghreb Union. Although the aspirations of the Union have not been 

REGIONAL REPORT NORTH AFRICA 

 
The Region 

The countries formally designated by the African Union Commission in the North African region 
are: Algeria – Egypt – Libya – Mauritania – Tunisia – SADR (Sahrawi Arab Democratic 
Republic). From a geographical perspective, Morocco should be added to these six countries, 
although Morocco is not formally a member of the African Union. This report refers to all seven 
countries i.e. including Morocco but information on two of them SADR and Mauritania is limited. 

The North African countries can justly claim to trace the origins of their universities to some of 
the most ancient in the world. These were established on the basis of religious universities and 
the religious dimension remains an important feature of Higher Education throughout the 
region. 

The Countries vary significantly in size. Numerically, Egypt dominates with a population twice 
as large as any of the other countries c.82 million. Algeria and Morocco are similar in size, 
Algeria c.35 million; Morocco c.32 million. In population terms, Libya and Tunisia are smaller 
with populations of just over 6 million and 10 million respectively. Mauritania has c. 3 million 
inhabitants. No reliable data on population is available for SADR.  

The seven countries are members of a diversity of international organisations some regional 
(i.e. North African) but mostly representing a wider area. For political and historical reasons not 
all the countries are members of each of the organisations and it is not clear to what extent 
individual countries are actively implementing the objectives of the organisations of which they 
are members  There are  regional  Francophone associations  but  again, it is not evident to what 
extent these are effective and although the four Francophone countries share a common French 
background , have active, effective links with France, and are implementing the three cycle 
(LMD) structure,  the extent of inter-regional collaboration seems limited. The visit to Algeria 
suggested that cooperation tends to be bilateral and institution based, with an emphasis on 
colloquia and research meetings rather than long term projects. 

All the countries share a common language – Arabic and are members of the League of Arab 
States, which extends far beyond North Africa. Universities are members of the Association of 
Arab Universities which has members in all the countries. The membership and geographical 
area covered by the Association of Arab Universities also extends far wider than North Africa. It 
is an effective organisation recognised by the African Union Commission although its focus is 
not primarily African.  

While interaction between the North African countries may be limited the Association of Arab 
Universities is developing an active policy for cooperation to establish an ‘Arab space for Higher 
Education’. It has established a Council for Quality Assurance and Accreditation in Arab 
Countries – the AARU – which has established an Arab Network of Quality Assurance Agencies 
(ANQAHE) which is associated with the International Network of Quality Assurance Agencies in 
HE (INQAAHE). 

Four of the countries – Algeria, Mauritania, Tunisia and Morocco – are Francophone. They share 
a common background in the structure and development of their Higher Education. They are 
also linked to a world-wide network, through their membership of the AUF (Association of 
Francophone Universities). 
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realised because of continuing political tensions, the structure has been maintained with 
cooperation in a number of fields. For example the University World News on 17 January 2011 
reported that the members of the Union had ‘agreed to create a website for all the Universities 
and research centres in the region and to reactivate a Union of Maghreb Universities. The 
objective is to encourage “twinning projects and a network of North African research in priority 
fields including alternative and renewable energies”. 

Egypt, Libya, Morocco, Tunisia and Mauritania are members of the 23 country ‘Community of 
Sahel-Sahara States’ (CEN-SAD), which was established in February 1998 and recognised by the 
African Union as a Regional Economic Community in July 2000. One of the goals of CEN-SAD is 
“the harmonization of educational, pedagogical and cultural systems of the various cycles of 
education”. 

Although the countries are linked through their membership of the League of Arab States and 
the other organisations mentioned above there are significant political tensions in the region 
which inhibit close collaboration. One of the focal points for the tension is the Sahrawi Arab 
Democratic Republic (otherwise known as the Western Sahara). This country only has partial 
international recognition but is recognised by the African Union. It has been the source of 
tensions between Morocco, Algeria and Mauritania. 

 

Higher Education 

Five of the seven North African countries have much higher rates of participation in Higher 
Education than is the norm in Africa south of the Sahara. Within the region Libya has the highest 
percentage participation in Higher Education, estimated to be over 50%. The lowest 
participation is in Mauritania with an estimate of 3%. The figures for other countries are: 
Algeria 18%; Egypt 28%; Morocco 12%; Tunisia 34%. It must be stressed that these 
participation figures, which are taken from UNESCO data, are based on different years and are 
thus not strictly comparable and certainly not up to date. Moreover the pace of growth in 
student numbers suggests that the participation rate in the five highest countries  will be 
greater than those quoted above. 

All the countries have experienced significant expansion in Higher Education over the past ten 
years, both in the public and the private sector. The private sector is significant and growing. In 
UNESCO terms the private sector is playing a ‘demand absorbing’ role. 

In the wider Arab region, the non-public sector accounts for c36% of Higher Education 
Institutions but this statistic should be treated with caution as far as North Africa is concerned 
since the range varies considerably and is distorted by an exceptionally high percentage of 
private provision in a small number of non-African countries. 

A recent article by Professor Elhag,  referred to below, points to weak links with the labour 
market and high unemployment among graduates throughout the region. The reform objectives 
of the North African countries indicate that they acknowledge this challenge as they seek to 
reorient the Higher Education sector and curriculum towards the labour market and skills and 
competences for employment. 

 

University–Enterprise Cooperation 

The commitment to more effective University-Enterprise collaboration is reflected in each of the 
countries. Universities are encouraged to interact with enterprises to establish specialist 
centres, to contribute to the regions in which they are located and increasingly employers are 
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represented on University Councils. However, except in professional fields employers are not 
normally involved in curriculum development. 

 

Higher Education Reform 

In response to the dramatic growth in student numbers Algeria, Egypt, Libya, Morocco and 
Tunisia have embarked on significant reforms in Higher Education. The Francophone countries 
– Algeria, Tunisia, Morocco and Mauritania – have introduced the three cycle system – Licence / 
Masters / Doctorate. 

Morocco has adopted an ‘Emergency Plan’ for 2009-2012. This places considerable emphasis on 
curriculum reform, which will prepare students for the labour market and requires that 
semester 5 and 6 students in the open entry Licence  have a specific module to develop 
employability and entrepreneurial skills and that a compulsory work placement should be 
included in the final semester. At the same time more Licences Professionelles and multi-
disciplinary programmes are to be developed. A large number of new University establishments 
have been opened and are planned to accommodate growth from 270,000 students in 2006 to 
400,000 in 2011 and 700,000 in 2020. The private sector, which currently accounts for c9% of 
student numbers, is expected to expand to accommodate 20%. 

Libya has restructured and merged universities. It has a large Open University with 17 centres 
and it, too, is planning for continuing growth in student numbers. 

The introduction of the three cycle LMD in Algeria started in the academic year 2004 – 2005 in 
ten pilot Universities on an incremental basis. It has subsequently been adopted in all 
Universities. .A Higher Education Orientation Act was passed in 2008 formally requiring the 
introduction of the three cycles (LMD) The Act and Government policy are seeking to ensure 
that the reform “introduces a vocational dimension focusing on satisfying the needs of the 
labour market.” Hence a major objective of the reform is graduate employability, which has 
become an indicator of the “quality, relevance and socio-economic utility of Higher Education”. 
The total number of students in Algeria is estimated to be c1,145,000 and over 50% of the 
graduates are female. 

Tunisia is in the process of reform based on legislation in 2008 to confirm the introduction of 
the three cycle degree system. An objective of the reform was to “consolidate the applied 
subjects and the vocational Master programme”. At the same time students are encouraged to 
study subjects “with good prospects”. In this context efforts are being made to ensure “that 
training levels and employability indicators are made clearer to all stakeholders”. All first cycle 
degrees have compulsory modules on the ‘enterprise culture’. Together with the structural 
reform of qualifications, relations between the Universities and the Ministry have been 
reformed and are now based on “a framework contract”. Universities can also choose to move to 
a more autonomous status provided that they satisfy stated criteria. 

Egypt has had a ‘Higher Education Enhancement Plan’ since 2000 but concerned at the pace of 
development a review was undertaken by the World Bank and OECD in 2010. This review 
identified the main direction for the further reform of Higher Education in Egypt: 

1. “Higher education needs to become more relevant to Egypt’s contemporary circumstances. 
This requires: 

• A more balanced supply of graduates from university and technical and vocational 
education with a view to increasing the proportion of graduates with practical skills 
relevant to labour market needs; 

• Wider opportunities for students to undertake studies that can lead to employment; 
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• Greater discretion for institutions to offer courses in response to student demand 
having regard to labour market opportunities; 

• Engagement with employers and professional bodies in designing and evaluating 
courses; 

• Timely information about labour market supply and demand; and 

• Professional careers advice to help students and parents make informed educational 
choices.” 

2. “Structural reform needs to broaden the base for the participation of new groups of 
students especially through the modernisation of technical and vocational education, the 
expansion of private provision and greater use of on-line and mixed mode learning.” 

3. “A holistic approach to improving the quality and effectiveness of Egyptian higher 
education would (inter alia) focus on learning outcomes in terms of the capabilities that 
graduates will need in a changing world for life, work and further learning.” 

4. “A more comprehensive internationalisation strategy for Egyptian higher education.” 

These recommendations fit well with the Tuning approach, which directly or indirectly 
addresses virtually all the recommendations.  Although the report was addressed solely to 
Egypt many of the recommendations would be relevant for other countries in North Africa. This 
view is reinforced in a recent article on the “Current situation of Higher Education in the Arab 
World” by Professor Faisal A Elhag, Assistant Secretary General,  Association of Arab 
Universities. In the article he identifies nine ‘characteristics and features’ of Higher Education in 
the Arab World: 

“. (i) Quantitative expansion of HEIs and huge enrolment numbers of students which 
leads to incompatibility between quantitative and qualitative measure. 

(ii)  Emergence of new forms of education such as e-learning, distance learning and 
other. 

(iii) Private sector investment in universities due to privatization policies 
undertaken by most countries. 

(iv) Minor benefit from technological developments in the field of information and 
communication. 

(v) Weak links between education and labour market which leads to substantial 
unemployment among graduates. 

(vi) Lack of clarity of vision for those benefiting from higher education service in 
terms of community and labour market. 

(vii) Low quality and quantity of scientific research. 

(viii) Decline in quality of primary education outcomes. 

(ix) Labour migration leads to loss of skilled Arab graduates. Statistics indicate that 
the Arab World loses yearly around 50% of doctors, 23% of Engineers and 15% of 
various specialties according to International, volume issued on 4.10.2006.” 

The rapid expansion of numbers and institutions has put the academic profession under 
considerable stress. The average level of qualifications of academic staff has declined with a 
high percentage only having a first cycle qualification. 
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Open and Distance Learning 

In Egypt, Morocco, Algeria, Libya, Tunisia, the development of Open and Distance Learning is a 
priority and there are major distance learning initiatives in each country. Open Universities are, 
in principle,’ borderless institutions’. It is not clear to what extent the provision in the separate 
countries is attracting students from outside the country. Nor is it clear to what extent ‘blended’ 
learning is being incorporated in conventional institutions. 

 

Links with the European Union 

With the exception of SADR, the countries in North Africa have good political ties with the 
European Union, first through the ‘Barcelona Process’ and more recently (2008) through the 
‘Union for the Mediterranean’ which subsumed the objectives of the Barcelona Process. The 
Union (Barcelona Process) is formally committed to political and economic objectives which 
critics say are not achievable. However, the process does involve a commitment to cooperation 
in the field of Education. In this field the European Union can point to considerable success 
primarily through the projects funded under the Tempus programme. Complementing the 
wider regional links with the European Union each of the countries has strong bilateral 
cooperation with EU countries. 

 

Tempus 

The opening in 2002 of the European Union Tempus programme to the North African countries 
(with the exception of Mauritania and SADR) came at an opportune moment. It coincided with 
the developing reform process and in the Francophone countries the introduction of the three 
cycle system. It has proved a catalyst for change in curriculum, governance, quality assurance 
and  institutional restructuring. 

Egypt, Algeria, Tunisia, Morocco and Libya are all actively engaged in Tempus projects. This 
means that within Ministries and Universities there is a wide experience of international 
projects engaging with aspects of the Bologna Process; modernisation of Universities; 
development of quality assurance processes and curriculum development. All the projects 
supported under this programme involve active partnerships with European Union Universities.  

The projects and the partnerships with EU universities mean that many academics are familiar 
with all the developments within the Bologna Process which includes Tuning. They participated 
in a major international Tempus conference in Cairo in 2008 on Quality Assurance at which the 
Tuning approach was presented and will be participating in a Tempus regional workshop on 
University Governance and Management in March 2011. 

The existence of strong, active Tempus projects with EU institutions  means that there is  an 
openness to international collaboration, an understanding of the process of reform and the need 
for curriculum development to provide more student-centred learning. Moreover, the 
participation in Tempus projects of a significant number of HEIs and their staff has produced a 
body of staff in Universities and Ministries with considerable experience of active involvement 
in international projects, who appreciate the demands of such projects and the need to 
collaborate effectively with their partners to deliver results. This experience will be a real asset 
in any future Tuning project in which North African Universities and academics could 
consequently play effective roles.  

 

Challenges and Opportunities 
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The North African countries face similar problems to other parts of Africa with the growth in 
student numbers, outstripping the development of the physical infrastructure and the 
recruitment of high quality academic staff and the need to address the skills and competences 
for employment. However, there are important differences. The economies of Algeria, Libya, 
Morocco, Egypt and to a lesser extent Tunisia are beginning to benefit from oil revenues, so 
much so in Algeria that the government was able to claim that it has no external debt. Certainly 
Algerian Higher education is receiving a high level of investment to support  expansion.  

Although the North African countries have a strong regional identity, share a common language 
– Arabic – and have a rich cultural and historical heritage, there are continuing political tensions 
which have inhibited closer collaboration. Involvement with Tempus has provided a means 
through which institutions and academics have been able to meet and work together and the 
recent emphasis in Tempus 1V on regional projects may provide further support and 
encouragement for this process.  

From a continental, Pan African, perspective there seems to be relatively little north-south 
collaboration, although there are links between Francophone universities and a small number of 
collaborative research projects particularly with South Africa. For this reason i.e. the relative 
lack of networks and projects between the countries of north and those south of the Sahara, it is 
essential that countries and institutions in North Africa should be represented in a Tuning 
project.  A project which brought together Universities within the North African region would 
help to realise the aspirations manifest in the statements of the different regional groupings and 
possibly contribute to easing some of the regional tensions. A factor to be taken into account in 
any north-south project will be language facility. While the North African countries have the 
great strength of their lingua franca – Arabic – they do not share a common second language. 

As with other regions in the continent North Africa has embarked on a reform process to which 
Tuning could effectively contribute. The profound experience of the Tempus programme means 
that there exists a cadre of academics with in depth knowledge and understanding of the 
Bologna process, engaged in the reform of curriculum, aware of the need for a student centred 
outcomes approach, who would be able to contribute from their experience and be active, 
valuable members of regional and Pan African Tuning subject groups. 

 

Postscript 

It seems certain that the recent political upheaval affecting the countries in North Africa will 
have an impact on Higher Education. Indeed University World News in its issue of the 20th 
February 2011reports that already Egyptian “academics and researchers are calling for 
sweeping reforms of Higher Education policies and work conditions.”  In the same issue Stephen 
Heyneman under the title ’ Middle East: Are jobless graduates causing the protests’ writes –“ it 
is not the lack of access to government jobs that has caused frustration, but lack of access to the 
general economy plus lack of freedom to attend a free university. Governments have expanded 
higher education, but have not allowed universities to act as real universities ….. governments: 
(i) price the places so that they have little value; (ii) control universities so that their managers 
cannot modernise curricula or faculty; and (iii) try to guarantee jobs so that university 
graduates feel entitled to them whether or not they have the capability to perform their 
functions.”   

Whether this is an accurate analysis may be questioned, certainly the visit to Algeria revealed  a 
vibrant academic and student community and the evidence from Tempus projects and the two 
Tempus survey projects on Quality Assurance and Governance show that in the other North 
African countries there are active communities of scholars and students. Never-the-less, the 
potential implications of current events for the Higher education world cannot be ignored. It 
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seems likely that more open discussion and critical analysis of future Higher Education strategy 
and policy will result. In this context the support and encouragement that participation in a 
Tuning project will bring, could help all those seeking to develop and modernise curriculum and 
practice and to build a new social compact. 
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REGIONAL REPORT EAST AFRICA 

1 INTRODUCTION 
 
According to the African Union (AU) the continent of Africa is subdivided into five regions, 
namely: Western, Eastern, Southern, Central, and Northern Africa. The Eastern Africa region 
comprises of 13 member states: Comoros, Djibouti, Eritrea, Ethiopia, Kenya, Madagascar, 
Mauritius, Rwanda, Seychelles, Somalia, Sudan, Tanzania, and Uganda (see Annex 1 for the 
regional distribution of African countries). For the Tuning Feasibility Study, countries under 
consideration within the Eastern Africa region are Ethiopia, Kenya, Somalia, Rwanda, Tanzania 
and Uganda. Additionally Burundi has been included in this regional report though it is officially 
grouped under the Central African region. Burundi and Rwanda, countries that have been 
closely associated for a long time, joined the East African Community block in July 2007 albeit 
Burundi has continued to strengthen its partnerships with the Central African member states.  
 
The report is structured as follows: Initially the higher education systems of the countries at 
stake and their particularities will be briefly presented (chapter 2). This is followed by an 
analysis focussing on challenges which are typical for the higher education sector in Eastern 
Africa (chapter 3). Consequently, chapter 4 deals with national and regional initiatives which 
are meant to mitigate these challenges, before chapter 5 highlights tuning relevant aspects of 
regional integration and internationalization. Finally, the report provides recommendations for 
the implementation of the Tuning approach (chapter 6), thus contributing to the project 
formulation of the Feasibility Study. 
 
2 HIGHER EDUCATION SYSTEMS IN EAST AFRICA 
 
The Higher education (HE) systems in East Africa vary from country to country regarding their 
history, orientation, liberation struggles and socio-economic status. The technical term HE in 
this context refers to tertiary education with respect to degree awarding HE institutions. In this 
respect two types of HE systems can easily be distinguished in the seven East African countries 
at stake: The Anglophone type in Ethiopia, Kenya, Somalia, Tanzania and Uganda, and the 
Francophone type in Rwanda and Burundi. It is particularly noteworthy that Somalia’s 
education system has also been influenced by the Islam due to the historical Arabic influence. 
 
The following table provides an overview on key aspects of the (higher) education sectors in the 
countries at consideration by differentiating in teaching languages, education systems, student 
enrolment, quality assurance and regulation. Regarding the education systems it may be noted 
that the duration of first level university degrees (bachelors) varies for selected subjects (e.g. 
medicine, engineering) and specialised programmes. More detailed information on the 
university systems of all seven countries are included in Annex 2.   

 
Key Aspects of Higher Education Systems 

 

Country 
Teaching 

Languages 
Education 
System * 

Student Enrolment 
Quality Assurance & 

Oversight Institutions in the 
HE Sector 

Burundi - French 
- Kirundi 6-4-3-4 ~ 25,000 - Ministry of Higher Education 

and Scientific Research 

Ethiopia - English 8-2-2-3 ~ 200,000 (public 
universities) 

- Higher Education Strategy 
Institute 
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~ 70,000 (private 
universities) 

- HERQA 
- National Pedagogical Resource 
Centre 

Kenya - English 8-4-4 ~ 187,000 - Commission for Higher 
Education (CHE) 

Somalia - English 
- Arabic 

4-4-4(-4) 
6-3-3(-4) 

No current figures 
available 
~ 15,500 (year 1991) 

- Association for quality 
assurance in the process of 
being set up (with support of 
CHE) 

Rwanda - English 
- French 6-3-3-4 ~ 44,000 - High Council of Education 

Board (HCEB) 

Tanzania 
- English 
- 
(Kiswahili) 

7-4-2-3 ~ 55,000 - Tanzanian Commission for 
Universities  

Uganda - English 7-4-2-3 ~ 110,000 - National Council for Higher 
Education 

* As a general rule, figures refer to the number of years for primary-lower secondary-upper secondary-
university level (bachelor or equivalent). 
 
3 HIGHER EDUCATION CHALLENGES IN THE REGION 

 
3.1 Access to Higher Education 
 
There has been an increasing demand for higher education in the region since the 1980s, 
following the rapid growth in primary and secondary education. For example in Uganda from 
1994 to 1999 the number of candidates eligible for university entry increased at an annual rate 
of 12% (Hyuha, 2000).  In Ethiopia the annual enrollment rate for over 25 years is about 
10%.This has led to a rapid expansion in the provision of higher education by both public and 
private providers. So much this development is encouraging, guaranteed quality HE is still 
challenged and requires well thought effective mechanisms for implementation.  
 
3.2 Policy and Management 
 
Higher education policy in Africa in the 1960s to the early 1980s was characterized by the need 
for self-reliance and development. Governments fully funded universities and the students were 
given access to higher education. This was demonstrated by deliberate efforts of the countries 
in expanding, upgrading and improving the HE institutional infrastructure. With the 
introduction of structural adjustment policies in 1986 and as a result of donor partners (World 
Bank and bilateral donors) the education focus was concentrated on basic education and 
budgets for higher education reduced. At this time a greater role in higher education was 
allocated to private sector and non-university institutions. Universities were made to diversify 
funding through cost-sharing mechanisms and charging of user fees. Market forces of 
programmes tended to govern the general focus by universities. In addition to this the need by 
the countries to increase HE access to national policies made for expansion in enrollment of HE 
students. Examples of such policies have become evident in Ethiopia, Kenya, Tanzania and 
Uganda. Student enrollment has increased tremendously with the demand for self-paying 
students as the universities opened doors to non-government sponsored students who qualified 
for university admission in Uganda and Kenya. However, this increase in demand has not been 
matched with the appropriate infrastructure and academic resources (reading materials, 
equipment, teaching and support staff) and employment opportunities for academics. This has 
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somewhat negative impacts on the socioeconomic situation in the region since there has been 
little success in linking university programmes with the developmental needs of the countries.   
 
3.3 Quality and Relevance  
 
The quality of HE systems is dictated by the inputs, processes and outputs thereafter. In the case 
of the countries in the region the inputs generally include the incoming secondary school 
graduates (students’ profiles), the learning environment (facilities and infrastructure, student 
advice and support systems, available academic resources), and quality of staff (academic and 
support). Processes include university curricula, programme specification, content and 
organization, didactic concepts and student assessment in the HE institutions. Outputs are the 
qualified graduates and research outputs from the HE institutions. Regarding research 
activities, capacities are often limited due to a lack of funding, resources and manpower. Though 
the admission of students works well along defined criteria the increasing number of student 
enrollment often overstretches available capacities (staff numbers, lecture halls, libraries, and 
laboratories), facts which obviously have implications for the quality of higher education being 
offered in the region.  
 
The need for enhanced curriculum development has been stated in various policy documents of 
the region, such as in Kenya, (PUIB, 2006; Republic of Kenya, 2008a – The Wandiga Report), 
Uganda (NCHE, 2006) and for Tanzania  (Arvidson and Nordstrom, 2006). Higher Education 
institutions are in need to design and develop curricula to produce graduates with integrated 
skills and competencies, being flexible, independent, creative and innovative thinkers and job 
creators. In most countries of the region efforts in curricula development have been 
concentrated on subjects in the fields of arts and humanities. Though UNESCO already in the 
mid-twentieth century recommended the HE systems to strive towards a 60:40 distribution of 
their enrollment between science and technology on the one hand, and arts and humanities on 
the other hand, this required shift towards science and technology related subjects has not 
taken place so far. This has often been attributed to the high capital investment required for 
physical facilities, equipment, and instructional materials for science and technological oriented 
programmes. Despite the existing financial challenges the provision of high quality education in 
technical subjects is needed to accelerate development in the region.  
 
3.4 Curriculum Development and Materials 
 
Historically university curricula and programmes were setup by the first colleges and 
universities established under colonial influence. Nowadays teaching staff of the institutions 
design the courses for the different degree programmes, which are approved by organs within 
the institution. Selected professional programmes must also be approved by the relevant 
national professional bodies. Such programmes include the subjects of medicine, pharmacy, 
dentistry, engineering and law. Programmes are to be reviewed and adjusted periodically 
according to social, political and economic changes in the countries of the region and to global 
challenges. Unfortunately reviews have not been regular and lagged behind the world-wide 
increasing body of knowledge in the various disciplines. Content and form of programmes 
offered vary little from institution to institution. Yet there is neither a full-fledged and 
functioning system of credit accumulation and transfer between HE institutions within a given 
country nor at regional level. Such systems are needed to facilitate student mobility among HE 
institutions and to make the HE systems in the region more flexible. 
 
Suggestions for the design, development and review of study programmes and related curricula 
have been made and recommend to duly consider available studies on national, regional and 
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international human resource (manpower) needs, public discussions and stakeholder 
involvement. However, this kind of approach is yet a rare phenomenon for the HE institutions in 
the region.  
 
Regarding materials, most universities in the region have limited journal subscriptions and 
library facilities, inadequate laboratories and workshops, outdated equipment, inadequate 
computer access and limited research output. Libraries are under-stocked in relation to student 
enrollment and lack up-to-date textbooks and reading materials. Internet access, as a source of 
knowledge and information, is either limited or unavailable. 
 
3.5 Curriculum Delivery Information and Communication Technology (ICT) 
 
The universities in the region have limited ICT infrastructure, namely telecommunication 
system and computing facilities. The extent of ICT usage in curriculum delivery varies from 
country to country and between institutions within the countries due to differences in ICT 
development taken place so far. This is caused by the differing economic growth paths and 
political priorities and also depends on the mobilization of resources at universities. 
 
The main objective of integrating ICT infrastructure is to improve learning outcomes in line 
with employment needs of the information society. Curriculum delivery in today’s emerging 
knowledge economy demands the use of computing and telecommunication technologies in 
teaching, learning and research. According to the World Bank, the knowledge economy rests on 
4 main pillars: 

a) Economic and Institutional pillar: Provides incentives for efficient creation and 
dissemination and use of existing knowledge. 

b) Education pillar: Develops an educated workforce that can use knowledge effectively. 
c) Innovation pillar: Ensures that global knowledge diffuses into the nations and adapts it to 

local use and creates new local knowledge. 
d) ICT Infrastructure pillar: Facilitates effective communication, dissemination and 

processing of information. 

There is no doubt that universities with support of the government need to integrate ICT in 
their higher education programmes in order to keep on track with the quickly developing 
knowledge economy. 
 
3.6 Financing of Higher Education 
 
Until the late 1980s funding of public universities in the region was done by the governments. 
With the introduction of structural adjustment programmes, coupled with the rapid expansion 
of HE and political instability in some countries like Uganda, Somalia, Rwanda and Burundi, 
government funding declined tremendously. Over the last 10 years the funding of universities 
has been 0.9% of GDP for Kenya, 1.0% for Tanzania and 0.3% for Uganda, respectively. In light 
of this development universities have had to look for alternatives to broaden their resource 
base. A case in point is the suggestion of introducing rationalized unit costs (input-based 
funding mechanism) for programmes on offer, commensurate with the cost of producing quality 
and competitive graduates that will join the national and international job market. Different 
models to this have been recommended in Uganda (Kasozi, 2009) and Kenya (Republic of 
Kenya, 2008a; Republic of Kenya, 1999 - Koech Report). Other strategies that are in place 
include the promotion of income generating projects and activities, households cost-sharing 
mechanisms, delinking accommodation and catering from academic programmes, provision of 
government loans and bursaries to poor and disadvantaged students, and establishment of 
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sustainable endowment funds. Other sources of funds include loans, grants, and support from 
sponsors and the international donor community. Regarding private universities, these rely 
heavily on tuition fees. In most countries the private universities have benefited to a limited 
extent from tax incentives provided by the governments.  
 
3.7 Staffing and Infrastructural Development 
 
The delivery of quality higher education requires adequate qualified academic staff in the 
expected ratios to student numbers. With in the increasing number of students in the region a 
mismatch of student-staff-ratios developed in most of the universities. Examples of these are 
ratios of 1:27 for public universities in Uganda (NCHE, 2008). Prior to the introduction of self 
sponsored students the ratio in Kenya’s public universities was about 1:15 which was basically 
within the accepted ratio of Commonwealth universities of 1:18 (PUIB, 2006). This situation 
changed since the introduction of private or self paying students, and varies significantly with 
different programmes within an institution. Benchmarks for student-staff-ratios in the region’s 
HEIs should stand at 1:15 for arts-based programmes, at 1:10 for science and technology based-
programmes, and at 1:7 for medical and allied sciences if quality higher education is to be 
delivered.  
 
Due to the expansion and brain drain the majority of the staff (about 65%) serving in the 
universities have attained a master’s degree. This staff is expected to spearhead research 
although they have a high teaching load and are to attain their full required qualification (PhD) 
for university teaching. In most of the private universities the part-time academic staff exceed 
the required ratio set by most quality assurance regulatory agencies (35%). The universities in 
the region, through their governments or sponsors, need to improve on ratios through staff 
hiring, diversification in the mode of programme delivery, and better terms of service for staff 
retention in the system. Furthermore, there is a need for enhancement in postgraduate training 
in order to upgrade the teaching staff in the universities and increase the number of qualified 
researchers in the countries of the region. 
 
Increasing access of students and reduced funding resulted in decreasing educational facilities 
delivering academic programmes in the universities. The universities in the region are in need 
of inputs necessary to deliver the expected quality outputs (graduates, and research outputs 
such as the knowledge creation) for the region’s development. 
 
3.8 Research, Innovation and Development 
 
Universities link education and research through their activities, driving teaching and learning 
as well as the science and innovation agenda. The quality and standards of any university’s 
academic programmes cannot be determined independently of its research output. It is through 
research that new knowledge is created, and scientific assets are mobilized to drive economic 
transformation. Discoveries and innovations are also made through research. 
 
Yet universities in the region have low research outputs compared to those in other developing 
and developed countries. This has been attributed to low research funding by governments, 
limited research facilities, lack of tangible university-industry linkage, and low private sector 
investment. Generally Africa spends approximately 0.4% of the world GDP on research and 
development and produces only 0.3% of science knowledge (Teferra and Altbach, 2003). It goes 
without saying the universities in the region need to produce quality higher education, 
embracing also the culture of research, if they are to develop and become industrialized.  
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4 NATIONAL AND REGIONAL INITIATIVES MITIGATING THE CHALLENGES 
 
4.1 Policy Reforms 
 
From the mid 1980s, HE in Africa tended to produce a relatively high number of graduates 
whose qualifications seemed insufficient. The costs of HE were also high, and the financing 
aspect was socially inequitable and economically inefficient. Governments had been advised by 
the World Bank to concentrate on primary and secondary education from which they could reap 
immediate social and economic benefits (World Bank, 1988, 1995, 1999). The World Bank’s 
focus has since changed; now the emphasis is also put on tertiary education, as it is seen as a key 
factor for economic development (World Bank, 2000, 2002). The need to emphasize the 
relevance of HE in Africa was realized in the mid 1980s by the Association of African 
Universities (AAU) and donours such as the Ford Foundation. Reforms and alternative funding 
sources were initiated to save HE institutions. An overview of the reform initiatives for selected 
countries in the region are given below. 
 
The collapse of Somalia as a national state has made it difficult for the formulation of an overall 
comprehensive and inclusive policy direction for the HE sector. The reform agenda for HE in 
Ethiopia is outlined in the new HE Proclamation approved by the government in June 2003 
(GoE, 2003). The reforms target the overall system, the institutions and the academic 
programmes. The system has been geared towards increased access in HE; at institutional level, 
the proclamation gives substantial autonomy to universities, such as funding in form of defined 
funding formula that is given in blocks as grants among other issues. Furthermore, the new 
policy has brought about a shift away from fully subsidized HE to a cost recovery scheme. At 
academic programme level, the general duration of study for a Bachelor’s degree has been 
reduced from 4 to 3 years, the former first year being transferred to the secondary school level. 
University curricula have been recently reviewed; in addition, new ones have been introduced 
in order to meet anticipated labour market needs for the nation’s economic development 
strategy. 
  
In Tanzania, the National Higher Education Policy was developed in 1999. The aims of the 
policy included among other issues: creation of a HE council for accreditation quality assurance 
purposes (Tanzania Commission of Universities), expansion of enrolments, institutionalization 
of cost sharing, improvement of funding of HE, increasing the autonomy of HEIs, and improving 
the coordination and rationalization of programmes. Rwanda’s recent reforms in HE include 
the use of English as the language of instruction and the implementation of the Bologna reforms 
to enable graduates from Rwanda continue their studies in Europe. Higher education 
institutions have also received greater financial autonomy from the state, enabling them to 
allocate higher remuneration packages to teaching staff for retention purposes. In 2008 the 
National Council for Higher Education (NCHE) was established to assure HE quality and to 
effectively organize the sector. 
 
The current policy framework on Kenya’s education, training and research is documented 
under the Sessional Paper No. 1 of 2005 (Republic of Kenya, 2005). The policy is guided by 9 
attributes, among them being life-long learning, science and technology, research and 
development, and the quality of education and training programmes, which ought to be 
comparable to international standards in order to compete favourably in the international 
market. The Vision 2030 of Kenya under the social pillar indicates that the curricula of 
universities are to be reviewed to provide graduates the relevant skills and competencies for 
national development and global competitiveness (Republic of Kenya, 2008b). It is expected 
that the curricula will be adapted to the changing skills demand, generated by scientific and 
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technological developments. In Uganda, the government has developed and revised its policy 
and legal frame of education guided by the recommendations of the Kajubi Education Policy 
Review Commission (MOES, Uganda, 1989 - The Kajubi Report), and other government planning 
initiatives such as the White Paper on Education (Uganda Government,1992), the Education 
Strategic Investment Plan (ESIP, 1998 – 2003, in MOES, 1998), the Poverty Eradication Action 
Plan, Vision 2025 (MOFPCD, Uganda, 1999), and the plan for the Modernization of Agriculture. 
Pertinent issues relating to HE include the enactment of the Universities and other Tertiary 
Institutions Act 2001 that provides a legal framework for managing the institutions and the 
2005 draft strategic plan for HE (Kasozi, 2005) that is yet to be adopted. These address issues 
such as access, equity, relevance, quality, financing of education, development of a credit system, 
and the integration of ICT in the delivery of HE. In Burundi, reforms are underway after peace 
being attained in 2005. In 2006, a decree was made through a policy letter for reconstruction of 
the entire HE sector; on 18th February 2009, the Council of Ministers adopted the policy letter 
for the HE sub-sector. The corresponding bill was published in March 2010. 
  
4.2 Creation of Regulatory Agencies for Quality Assurance 
  
Due to an increase in and a liberalization of higher education provision in the region, the need to 
provide a legal and institutional framework for the regulation of higher education became 
imperative. In Kenya, the Commission for Higher Education (CHE) was established in 1985 by 
an Act of parliament, Cap 210B (Universities Act 1985) to make better provisions for the 
advancement of university education in Kenya. In Tanzania, the Commission for Universities 
(TCU) was enacted by Act No. 7 of Parliament in 2005, being a transformation of what had been 
established as Higher Education Accreditation Council (HEAC) in 1995. The TCU is responsible 
for institutional registration, monitoring, accreditation and quality control of programmes, 
courses and qualifications in both public and private universities. The National Council for 
Higher Education (NCHE) in Uganda is a statutory agency responsible for setting standards 
governing the establishment and operation of HEIs in the country. The agency was established 
in 2003 following the Universities and Other Tertiary Institutions Act of Parliament in 2001. 
 
As a result of the political turmoil over the years since 1972, Burundi has experienced 
difficulties in the development of its education and training sector. The Ministry of Higher 
Education and Scientific Research, therefore, is responsible for the quality of higher education in 
the country. A new legal framework for the HE sub-sector has just been enacted (March 2010); 
reforms to reconstruct the sector are yet to be implemented. Similarly, the civil war in Somalia 
in the 1990s led to the collapse of the education system. However, in the recent past the Somali 
region has initiated the process of forming a network / association for monitoring and 
regulating the quality of higher education. Consultatory visits have been paid to the Kenyan 
government through the Commission for Higher education and other similar agencies over the 
past 3 to 4 years. Currently the issues of quality assurance are handled by the relevant Ministry 
of Education in the various Somali regions. 
 
In Ethiopia, the Higher Education Relevance and Quality Agency was established in 2003 
through the HE Proclamation No. 351 of the Ethiopian Government. It is responsible for 
evaluating all HEIs in the country. The institutions are accredited by the Ministry of Education; 
medical courses are accredited by the Ministry of Health, based on HERQA’s recommendations. 
The National Council for Higher Education (NCHE) in Rwanda assumed the responsibility for 
quality assurance and organization of the HE sector in 2008, taking it over from the Ministry of 
Education, Science, Technology and Scientific Research. 
 
4.3 Joint  Projects / Initiatives 
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The East African Community was originally founded in 1967 by Kenya, Uganda and Tanzania. 
It was dissolved in 1977 and subsequently re-established in 1999. In July 2007, Rwanda and 
Burundi joined the Union. This led to a realignment of issues of common interest that were to be 
undertaken by member states to foster the socio-economic development of the region. Amongst 
these were the Common Market Protocol and education and training systems for promoting 
access and quality assurance. The Common Market Protocol was signed in 2009 by the 5 
Presidents of the East African Partner States, namely: Burundi, Kenya, Rwanda, Uganda and 
Tanzania. Article 11 of the Protocol deals with the mutual recognition of academic and 
professional qualifications for the purpose of free movement of labour in the region. It is 
therefore imperative that the HE sector in the region is strengthened to play its vital role in the 
production of the required labour force that will spearhead the much anticipated growth in the 
development of the nations. 
In addition to the above Protocol, three members of the East African National Regulatory 
Agencies (NRAS) for higher education, namely the Commission for Higher Education (CHE) in 
Kenya, Tanzania Commission for Universities (TCU), and National Council for Higher Education 
(NCHE), Uganda, signed a Memorandum of Cooperation (MoC) in Nairobi on 27th July 2006. The 
MoC outlined key areas of common concern. Some of the important elements in the cooperation 
relevant to the area of quality assurance included: 

(i) Developing a Credit Accumulation and Transfer System (CATS) at East African level. 
(ii) Developing a framework for describing and quantifying the content of study programmes 

in universities and diploma-awarding institutions in order to standardize the process of 
equating and recognizing qualifications. 

(iii) Developing and using common criteria and benchmarks for quality assurance in higher 
education and ensuring that universities and other higher education institutions develop 
and apply internal quality assurance measures such as academic audits. 

Thereafter, key areas were identified for the implementation with development partners. 
Currently two projects have been ongoing since September 2007. These are the Credit 
Accumulation and Transfer System, and the “Establishment of a Higher Education Quality 
Assurance System for East Africa”. An overview of these projects and other two aspects in the 
Protocol that are key to the HE sub-sector are given in the following sections. 

4.3.1 Establishment of a Higher Education Quality Assurance Framework 
 
The African Union (AU) policy known as “The Second Decade of Education for Africa 2006-
2015” was developed after taking cognizance of the limitations of student mobility and skilled 
human resource in Africa as a result of the variable education systems and historical legacies, 
among other factors (African Union, 2006). One of the main focal areas in the policy is to put in 
place strategies leading to the harmonization of HE policies and comparability of qualifications 
through promotion, development and assurance of quality in African HE in all its dimensions. In 
addition to the AU initiative, the IUCEA intends to contribute to establish a higher education 
quality assurance framework for the East African region. Recognizing the international 
developments in HE especially in Europe, and the impact that the developments will have on 
Africa, universities in the region have also been challenged to learn from the Bologna Process.  
 
In facilitating the realization of the initiative in East Africa, the IUCEA worked in collaboration 
with the NRAs of Uganda, Kenya and Tanzania during the inception of the project in 2006, and 
in partnership with the German Exchange Service (DAAD), the German Rectors Conference 
(HRK), and the University of Oldenburg. Later, in 2008, Burundi and Rwanda joined the project. 
The project was co-funded by the governments of the five countries and the German Federal 
Ministry for Economic Co-operation. By 2009, a total of 47 universities participated in the 



                                                                                                                                                          

  

   
 

74 

project distributed as follows: 15 each in Kenya, Uganda and Tanzania, 1 each in Burundi and 
Rwanda. The fields of studies the universities worked were Business Studies ( 22 programmes: 
9 (K), 8 (U), 5 (T)), IT and Informatics (14 programmes: 5 (K), 5 (U), 4 (T)), Medicine (5 
programmes: 1 (K), 1 (U), 2 (T), 1 (R)), Agricultural Sciences (4 programmes: 2 (K), 1 (U), 1 (T)), 
Education (3 programmes, T), Engineering (2 programmes, T), and Wildlife (1 programme, T). 
During the implementation of the project, 57 programme Peer Reviewers and 49 Quality 
Assurance Officers were trained. The tool developed for quality assurance in HE for the region 
has been published (IUCEA-DAAD, 2010a, 2010b) and is currently being integrated with the 
NRAs’ quality assurance processes that are in use in each country. The universities that 
participated in the project are mainstreaming the application tool in more or less all the 
institutional programmes, while non-participating universities have begun using the tool with 
the assistance of NRAs. There is thus a voluntary move by HEIs to set up internal quality 
assurance structures and policies with budgetary allocations for the enhancement of quality 
improvement in curriculum design, development, implementation and review in a systematic 
manner.  
 
4.3.2 Credit Accumulation and Transfer System 
 
The main goal of the project is to facilitate student mobility within HEIs in the region by 
developing transferable credits for programmes on offer that are recognized by the institutions 
and other relevant HE stakeholders. The first phase of the project funded by the Rockefeller 
Foundation at regional level considered the fields of Agriculture, Medicine, Engineering, and 
Basic Sciences. By December 2009, minimum standards for courses of study for undergraduate 
level in Medicine (M.B.Ch. B degree), Engineering (B. Sc. Civil Engineering, B. Sc. Electrical 
Engineering, B. Sc. Mechanical Engineering degrees), Agriculture (B. Sc. Agriculture, B. Sc. Food 
Science and Technology, B. Sc. Horticulture degrees) and Basic Sciences (Biochemistry, Botany, 
Chemistry, Geology, Physics, Zoology, and Mathematics disciplines) had been published (CHE-
TCU-NCHE, 2009). Due to a lack of funding after the 1st

The East African Community countries have made the decision to cooperate in various areas of 
socio-economic and political development. Currently the partner states are working towards 
creating a harmonized education system in order to have a common framework to promote 
equal access to education opportunities, harmonious quality assurance and accreditation 

 phase, each country has continued at 
national level with the project. In Kenya, the CHE has finalized the minimum standards for the 
fields of Information Technology (B. Sc. Information Technology, B. Sc. Computer Science 
degrees) and Business Studies. It is hoped that the outcomes of the national efforts of the 
project will be consolidated in the near future under a similar IUCEA initiative. 
 
4.3.3 Mutual Recognition and Equation of Higher Education Awards 
 
Efforts are underway to operationalize Article 11 of the EAC Protocol. An East African 
Qualifications Framework (EAQF) for general education and Technical and Vocational 
Education and Training (TVET) has been developed. The EAQF is used for recognition of 
academic qualifications attained within the region’s HEIs. The recognition of foreign 
qualifications will be considered by NRAs under agreed common benchmarks. The draft EAQF 
considers among other things, knowledge, skills, competencies, eligibility, minimum duration 
and the regulator within the education and training system. The schedules for legislation have 
been drafted and together with the draft are awaiting considerations by the various East African 
Community Committees. 
 
4.3.4 Harmonized Education System 
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systems or processes, and a credit transfer and accumulation system, among other things. 
Various studies are being commissioned to come up with recommendations for consideration 
on this aspect. One such study has been completed for basic education (see IUCEA, 2009). 
 
4.3.5 Pan African E-Network 
 
The Pan African E-Network is a joint initiative between the Government of India and the African 
Union (AU) Commission. The project is aimed at linking the 53 African countries of AU by 
satellite and fiber optic network to provide effective communication and connectivity among 
nations. The objective of the initiative is to provide e-services with emphasis on tele-education 
and tele-medicine services, among others. 5 universities will be involved in the connection. 2 of 
these will be from India and 3 of them from Africa, Kenya being one of the countries that have 
been selected. This type of initiative is expected to infuse the use of ICT in education, training 
and research and thereby revolutionize the delivery of programmes, information exchange and 
services in the higher education sector. 
 
5 REGIONAL INTERGRATION AND INTERNATIONALIZATION 
 
5.1 East African Community Common Market Protocol  
 
The East African Community is a regional economic block consisting of Burundi, Kenya, Rwanda, 
Tanzania and Uganda as partner states. The partner states of the East African Community have 
agreed to cooperate in various areas of socio-economic and political development (East African 
Community, 2010). One such area is education and training, as articulated in the EAC treaty 
under Article 5 and Article 102. These articles require partner states among other things to:  
 

(a) Coordinate their human resource development policies and programmes 
(b) Develop such common programmes in basic, intermediary and tertiary education and a 

general programme for adult and continuing education in the partner states that promote 
the emergence of well trained personnel in all sectors relevant to the aims and objectives 
of the community 

(c) Harmonize curricula, examination, certification and accreditation of education and 
training institutions in partner states through the joint action of the relevant national 
bodies charged with the development of such curricula 

(d) Encourage and support the mobility of students and teachers within the community 
(e) Exchange information and experience on issues common to the education systems in 

partner states, and  
(f) Collaborate in putting in place education and training programmes for people with special 

needs and other disadvantaged groups. 
 
The emphasis on the education and training area has thus been placed on capacity building and 
sharing, joint development of specialized training facilities, division of responsibilities in 
training and research, and harmonization of qualification frameworks from the states. It is 
hoped that the realization of this will lead to a common framework for:  

(a) Promotion of equal access to education opportunities 
(b) Harmonization of quality assurance and accreditation systems  
(c) Development of credit transfer mechanisms for student and labour mobility within the 

EAC region, and 



                                                                                                                                                          

  

   
 

76 

(d) Provision of greater articulation of education systems of partner states among other 
things. 

 
The protocol establishing the Common Market is made up of articles which require regulations 
(Annexes) to be negotiated and agreed on by the partner states. To effectively implement the 
Common Market, Article 11 of the protocol requires Harmonization and Mutual Recognition of 
Academic and Professional Qualifications. The Article contains two parts; 11(a) and 11(b), 
respectively. Part (a) of article 11 is on Mutual Recognition of Academic and Professional 
Qualifications, while part (b) is on the Harmonization of Educational Systems and Training 
Curricula in the East African Community. 
 
The harmonization process that is being sought out by the partner states does not intend to 
make all systems the same; rather, it is for the enhancement of national education systems and 
programmes for mutual recognition and acceptance. The concept of harmonization is to 
regionally synchronize and standardize education systems. This is done through collaborative 
efforts such as benchmarking for excellence, setting up of common frames of reference for 
competencies and developed skills, and similar standards and guidelines for quality assurance 
and accreditation. Such efforts facilitate the mobility of students and staff across countries in the 
region. 
 
5.2 The Inter- University Council of East Africa 
 
The Inter-University Council of East Africa (IUCEA) was established in 1980, being a successor 
of the then Inter-University Committee of 1962. It is a regional inter-governmental organization 
within the East African Community. The mission of the IUCEA is to encourage and develop 
mutual collaboration among universities in East Africa and between them, the governments and 
other organizations both public and private, regionally and internationally. One of the objectives 
of the IUCEA is to maintain high and comparable academic standards in HE regionally and 
internationally, with emphasis on the promotion of quality assurance and maintenance of 
comparable international academic standards in the East African universities (IUCEA Act 2009). 
In this regard, IUCEA aspires to operate within the expectations of delivering services that will 
enhance quality assurance in higher education in the region. Membership of the IUCEA consists 
of both public and private HEIs (universities and degree offering tertiary institutions) that are 
licensed or chartered to operate in the partner countries as well as the NRAs of each member 
country. Currently the IUCEA membership stands at 80 higher education institutions from the 
five member countries. 

6 CONCLUSIONS AND RECOMMENDATIONS FOR THE TUNING PROJECT 
 
The final chapter of this regional report summarizes the findings of the analysis realized in the 
previous chapters and relates these directly to the necessary preconditions for the 
implementation of the Tuning approach (chapter 6.1). Recommendations outlined embrace 
suggestions on suitable countries for a Tuning pilot project, priority subject areas and possible 
institutional partners (chapter 6.2). Hereby results from the country reports of the region 
(Kenya, Ethiopia) will be also taken into consideration. 
 
 

6.1 Conclusions 

Higher education institutions in the region are facing similar challenges and striving to foster 
development through capacity building on the academic level. It must be stressed that all HE 
systems in East Africa are involved in an ongoing reform process. The promotion of natural 
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sciences and engineering-related subjects is high on the agenda of all East African countries in 
order to tackle a route for industrial development and employment creation. East African 
universities are faced with the major challenge to create quality higher education systems 
ensuring equity and equal access for all according to merit. This is particularly difficult in times 
of strictly limited state budgets, growing funding demands and large increases in HE 
participation rates across the region. 

Regarding a possible Tuning project in East Africa some key elements are already in place while 
others need to be developed, as briefly outlined in the following overview. 

HE Legal framework and Autonomy  
• Legal frameworks in order to provide new governance and management structures. 
• Though university autonomy is legally protected chief governance issues, particularly the 

assurance of accountability towards stakeholders, need to be duly addressed for suitable 
Tuning exercises.  

Structure of HE: 
• All East African countries under consideration have introduced a higher education degree 

structure based on sequences of bachelor, master and doctoral degrees. However, the 
duration of studies for obtaining the degrees differs between the countries.  

Qualification Framework 
• A draft of an East African Qualifications Framework for life-long learning has been 

developed (EAQF). 
Regional Harmonization Process 
• Joint projects in quality assurance, the development of a credit transfer system, a quality 

framework and benchmarks for study programmes are currently in progress but not yet 
finalized. 

Curriculum Development 
• Stakeholder involvement needs to be enhanced in selected countries. Students have a formal 

role in HE institutions’ governance bodies. Teachers are also very interested in active 
participation (bottom up process).  

• Support on how to develop study programmes, learning outcomes, teaching and learning 
and assessment methods exist 

• In the East African countries a considerable effort has been made to introduce study credits, 
particularly ECTS. However, the gap between theory and practice is still wide. Credits are 
not easily transferable nor are they cumulative. A combination of old and new practice exist. 

Recognition 
• Difficulties with the recognition of qualifications and periods of studies, both internally 

between the countries in the region and internationally, exist. Some institutions are making 
use of the Diploma Supplement.  

Quality System 
• Quality assurance has become a key challenge for national authorities and institutions 

across the region. Almost all countries have introduced or are in the process of establishing 
national agencies in charge of quality evaluation and accreditation.  

In a nutshell, new structures and ways are needed to further reform the HE sector. This reform 
should focus on relevance, employability and responsibility for the society of HE programmes. A 
Tuning survey on the relevance of generic competences as realized in Europe and Latin America 
would provide more precise information on what is required by graduates, employers, 
university teachers and students and to what extent universities are currently prepared to 
deliver these needs. 
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Nearly all stakeholders interviewed during the country site visits (Kenya, Ethiopia) expressed 
their clear commitment to implement a Tuning project. Related main goals are to improve 
transparency and reach an increasing convergence between the different HE systems in the 
region, and those worldwide. Given the ongoing reform process on curricula development, 
benchmarks for subject areas, joint curricula on BA-level and quality assurance in the region, a 
pilot Tuning project could be built on existing structures and make use of experiences already 
made in other regions of the world.  
 

6.2 Recommendations for the Tuning Project 
 
6.2.1 Suitable Countries for a Tuning Approach 

Generally, all countries under discussion are suitable for participating in a possible Tuning 
initiative. All countries are interested in quality improvements of the study programmes 
currently offered. Review of academic programmes is in progress aiming at better realignment 
to the nations needs when it comes to the development and (re-)design of future study 
programmes. Burundi, Kenya, Uganda, Rwanda and Tanzania have already partnered under the 
revised East African Community Arusha Convention (2002) and the East African Community 
Common Market Protocol is under implementation. The harmonization of the HE systems is in 
progress and legislative schedules for the East African Qualifications Framework (EAQF) are 
awaiting consideration by the East African Community Committees. Rwanda changed to English 
as the medium for education and training as it is for Ethiopia, Kenya, Tanzania and Uganda. 
Somalia is reviving its HE system and currently seeking assistance from Kenya’s and Uganda’s 
HE ministries and national regulatory agencies (CHE - Kenya, NCHE - Uganda).  
 
The following paragraphs shortly summarize the suitability of the countries already analyzed in 
detail in the country reports (Ethiopia, Kenya) and of the East African community.  
 
Ethiopia 

Since increased access and societal relevance are chief among the country’s educational reform 
several Tuning-relevant issues are already on the agenda: curriculum development, stakeholder 
involvement, harmonization and nation-wide synchronization as well as quality measurement 
and assurance.  

Curriculum development is a crucial aspect in Ethiopia since teachers and academic staff were, 
via a top-down process, instructed to introduce new instruments in the curricula (e.g. ECTS) 
without duly understanding the respective background. Thus, the Tuning project could serve as 
complementary bottom-up process facing the challenges on the ground (lack of resources and 
facilities, level of teachers). The new Institutes of Technology (IoTs) lead the national expansion 
process in Ethiopia (subjects: natural science and engineering). They are mainly facing a 
increasing number of students while lacking necessary qualified staff. Again, a Tuning pilot 
project could support the ongoing nation-wide review of standardised curricula on BA level and 
complete ongoing activities in the sector.  
Tuning activities in Ethiopia will only pay off when supported by political and institutional 
authorities. The  Engineering Capacity Building Programme (ECBP) could be well linked with a 
possible Tuning pilot because key elements of the ECBP match with the Tuning methodology 
(e.g. curriculum development, training on learning outcomes). The national policy level, 
universities and other key institutes (ECBP, EiABC, HESC ) articulated their interest in a possible 
Tuning exercise in Ethiopia.  

Kenya: 
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In Kenya, the higher education landscape is relatively well established and developed. The 
integration of the East African Community and the Pan-African context provides challenging 
opportunities. Politicians at ministerial level are eager to play an important part in that process 
and have already recognized advantages Tuning would deliver.  

High drop out rates in some fields coupled with the need for innovative and praxis-oriented 
programmes require the review of study programmes, teaching methods and more focus more 
on learning outcomes which are related to a credit system. Here Tuning could come into play 
with its bottom-up approach and start a lively process of educational innovation. Tuning 
exercises would also support the planned expansion of the quality system. It may also support 
the Kenyan Commission of Higher Education (CHE) with regard to accreditation and quality 
assurance at national and, possibly, even at East African level. Several preconditions for Tuning 
in Kenya are met: positive interest of the Ministry, a well established institution for quality 
assurance (CHE), further educational research capacity for support to Tuning (e.g. UON School 
of Education) and interest of university staff to participate.  

The region of East Africa needs urgently improvement in agricultural production. Thus, a joint 
review of the HE programmes in Agricultural Sciences in the region could be feasible for a 
possible Tuning pilot. Furthermore, already ongoing cross-national efforts form a good basis for 
a project. Current exchanges concern practice–relevance of programmes, core elements of study 
programmes (generic and subject related competences), profiles, learning outcomes, teaching 
and learning methods. A Tuning pilot could bring agriculture-related institutes to a similar level 
and give them the opportunity to balance and sharpen their profile. Networking and know-how 
exchange would support the region to further develop in the field of agriculture science 
according to their special needs if core curricula are jointly developed and particular 
specializations such as fishing and forestry science fine-tuned. Ethiopia and Kenya both have 
good educational institutions in this field and staff indicating interest in Tuning. 

East African Community: 

Selecting the whole East African Community as a region for a Tuning pilot is an interesting 
option due to the major ongoing harmonization initiatives. This is supported by the rapid 
regional integration in the East African Community, the challenges of creating comparability of 
programmes, synchronization of credit systems, mutual recognition of degrees and the 
development of joint programmes. A number of processes are already under way (e.g. 
Qualification Framework, collaborations in Quality Assurance, joint programmes) under the 
umbrella of the IUCEA. IUCEA has been involved synchronizing and boosting quality assurance 
in HE in East Africa and has already developed a quality assurance framework including a 
handbook for internal and external quality assessment. In order to further promote 
harmonization, IUCEA expressed a strong interest in Tuning because it involves, besides the 
quality aspect, other elements like an instrument to develop study programmes, subject related 
reference points and a system on how to describe learning outcomes on a defined level – 
including generic competences. At an IUCEA conference all actors interviewed were interested 
to explore the potentials of the Tuning methodology as a vehicle for further regional integration 
exercises. 
 
6.2.2 Recommended Subject Areas 

A number of subject areas for a possible Tuning pilot programme may be selected. Given the 
diversity of disciplines, societal needs and the limited scope of the Feasibility Study, the fields 
mentioned below are not meant to exclude others, but to confirm that at least in these fields 
conditions for a possible pilot project are in place. 
 
Agricultural Sciences 
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Architecture and Building Construction   

Architecture and building construction are similar in East Africa and of particular importance. A 
possible Tuning pilot could provide for overcoming dissimilarities between the countries of the 
region which currently follow different building standards (partly European standards, partly 
US standards). It could support the elaboration of relevant educational standards on the base 
building standards for East Africa. 

Engineering and Natural Science 
As natural science and technical disciplines, especially engineering, are very high on the political 
agenda in East Africa as well as in Africa, a possible Tuning project could support the necessary 
curriculum reform in the fields and lead to comparable high quality study programmes which 
may also be linked to the Pan-African University in Africa. Tuning reference points on the 
subject areas could be very helpful to ensure quality and make the study programmes 
comparable to other parts of the world. 

Education Programme for Handicapped 
There is a huge need to educate handicapped people to better manage their personal situation. 
Many innovations in this field do not reach African training institutions although teaching staff 
is ambitious to promote this type of education. A Tuning pilot could support the development of 
reference points for all HE institutions in related teacher training. The School of Education at 
Addis Ababa University is interested in Tuning. 
 
6.2.3 Possible Institutional Partners for Project Implementation 

University of Nairobi, Faculty of Agriculture Science (UON) 
The Faculty of Agriculture Science at the University of Nairobi is among others involved in an 
East African network which focuses on specializations in post-graduate education based on 
similar curriculum on Bachelor level. UON, which is specialized in the subject of dry land 
resource management, considers Tuning as excellent possibility to improve its curriculum 
review especially focussing on generic competences and how to define, teach and assess them 
on the base of the students’ work load. The School of Education of the University of Nairobi 
could support such a process in terms of education research and involvement of stakeholder 
(graduates, employers, teacher, students). Another advantage is that the study programmes 
have already gone through an accreditation process with CHE and that the ministry would 
support such an initiative. 

Addis Ababa University (AAU), Ethiopian Institute of Architecture and Building Construction 
(EiABC) 
The institute is developing new curricula on masters level. A Tuning pilot could very much 
support the development of reference points and standards for the different HE levels related to 
the field especially for East Africa. The ECBP and staff from the School of Education from AAU 
could also support such a process. 

Addis Ababa University (AAU), Institute of Technology (IOT) and Department of Natural 
Science, University of Nairobi, Engineering Department 
All institutes are in the stage of redesigning curricula because of the tremendously growing 
number of students (70:30 ratio). The existing standard curricula have to be reformed. A Tuning 
pilot based on generic and subject related learning outcomes for (especially BA-programmes) 
for the subject area is urgently needed to enhance quality. A possible Tuning project could 
support the elaboration of relevant educational standards and programme formats for 
architecture within the East African context  
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Addis Ababa University (AAU), School of Education 
Besides the possible support of any Tuning initiative either in curriculum development or in 
training of learning outcomes (teaching/assessing/credits) the highly qualified staff is very 
interested in developing standards for teacher training to work with handicapped pupils. 

Partners at Political Level 
The environment in East Africa is conducive for Tuning. The initiatives in progress (see section 
4.3) underscore, that various institutions are possible partners for a Tuning project. Ministries 
and their HE agencies have shown a willingness to participate. Since public HEIs are mainly 
funded by the government and governed by national policies, institutions will participate as 
mandated by the national HE reform agendas. In summary, the would-be partners in the 
envisaged Tuning project in East Africa include the Ministries of Higher Education, National 
Regulatory Agencies such as HERQUA (Ethiopia), NCHE (Uganda and Rwanda), TCU (Tanzania) 
and CHE (Kenya), and IUCEA for the East African Community, the Network for Universities in 
the Great Lakes Region for Burundi, the Consortium for University Rectors of Somalia and HEIs 
in each country on a voluntary basis especially those under IUCEA and AAU. 



                                                                                                                                                          

  

   
 

82 

Introduction 

REGIONAL REPORT WEST AFRICA 

The West Africa regional report for the TUNING Africa project gives an overview of the higher 
education sector, policies, and challenges in the West African region. The main goal of the 
programme is to provide recommendations for the potential of a possible TUNING approach in 
Africa. The report is based on two country visits (Ghana and Senegal) and additional 
information about regional structures and policies. The definition of West Africa coincides here 
with the ECOWAS (Economic Community of West African States) region, including 15 countries 
with a total population of about 300 million persons (of which more that 50% live in Nigeria). 
The countries are shown in Figure 1, together with their main official language (being also the 
language used in their higher education systems). ECOWAS was founded in 1975. Its overall 
objective is to ‘promote cooperation and integration, with a view to establishing an economic 
and monetary union as a means of stimulating economic growth and development in West 
Africa’.  
 

 
Figure 1: The 15 countries of the ECOWAS region with their main official languages. 

Overview of Higher Education in West Africa 
The higher education systems in the 15 ECOWAS countries are largely based on the former 
colonial systems (French, British, and Portuguese). Due to the continuing link with these 
European countries, current developments such as the Bologna Process have also found their 
way into West Africa. For francophone countries, the LMD system (Licence-Master-Doctorat) 
has been actively promoted across Francophone Africa by CAMES (Conseil Africain et Malgache 
pour l'Enseignement Supérieur), although its implementation takes time (e.g. Senegal). 
Following the British system, the Anglophone countries already had a bachelor-master model. 
Regarding the Lusophone countries, in Cape Verde degrees are revised in the framework of 
Bologna. This is facilitated through the Association of Portuguese Speaking Universities (AULP) 
promoting a Portuguese-speaking higher education area. Hence to a certain extent the systems 
between the West African countries have a similar organizational base that can communicate. 
Nonetheless, the years to attain a Bachelor or Master level can differ between the countries 
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(generally 3-4 years for Bachelor, and 1-4 years for Master). In addition, a uniform credit and 
credit transfer system does not exist, generally not even within countries (e.g. Ghana). 
 
At the continent level the African Union (AU) is the main policy body responsible for higher 
education. COMEDAF is an important organ of the AU for education, in which the ministers of 
education meet each other and also organize regional meetings. The ECOWAS Education Sector 
was established in 2003 to provide all Community citizens with greater access to quality 
education and training opportunities available in the region through harmonization of policies, 
strategies, programmes and activities, as well academic programmes and certificates. Within 
ECOWAS, initiatives exist to harmonize educational and training systems in the member states 
through the signed protocol of cooperation and the regional convention on recognition and 
equivalence of qualifications (2002). This convention basically states that if a certificate is 
recognized (accredited) in the home country, it will also be recognized within the other member 
countries. In June 2008, the ECOWAS Vision 2020 was adopted. This sets the strategic objectives 
of a borderless region, sustainable development, peace and good governance, and integration 
into the global market, coupled with a commitment to an ECOWAS of People rather than of 
States. Education and vocational training is mentioned as an important element, although there 
is little reference to higher education. In their Strategic Plan 2011-2015 however higher 
education is stated to be essential to enhance competitiveness. In an ECOWAS report to the 
November 2009 COMEDAF meeting higher education was acknowledged as a necessary tool for 
producing middle and high level manpower and for improving the technological base of the 
society. At the 2009 Abuja conference it was stated however that lack of funds has limited 
effective implementation of education plans, and it was decided to establish an ECOWAS 
Education Fund.  
 
Technical and vocational education and training (TVET) also partly falls within the tertiary 
education sector. Good integration of the TVET and university system is however often lacking 
(for example Ghana) hence not allowing an easy student transfer from TVET (like polytechnics) 
to universities.  TVET has been a priority of ECOWAS since the First conference of Ministers in 
2002, with the objective of providing access of citizens of the Community TVET delivery of good 
quality by strengthening the capacities of existing institutions and teachers. In August 2009 a 
workshop was held in Abuja, Nigeria on “revitalizing TVET provision in ECOWAS countries”, 
organized by UNESCO-BREDA and ECOWAS. Here it became clear that many ECOWAS countries 
were reforming national policies and strategies for TVET, setting up national TVET bodies, and 
adopting competency based curricula increasingly aligned with labour market needs. However, 
participants agreed on a need for a clear and well articulated policy on TVET, both at country 
and regional level. It was argued that a regional Qualification Framework for the ECOWAS 
region can facilitate the portability of qualifications, skills and labour within the region, such 
that TVET can become an instrument of regional integration. This workshop was seen as the 
beginning of the “Abuja process” for revitalizing TVET within ECOWAS. For example, 
recommendations were made a) to share curricula and learning/teaching material developed in 
Nigeria (Nigeria-UNESCO TVET project), b) to harmonize TVET curricula, c) to line up country 
TVET curricula with international best practices, d) to establish a network of regional TVET 
centres of excellence. However, at this moment it is unclear to what extent such 
recommendations have been put in place. Based on the Ghana country visit, a lot of activity is 
ongoing regarding TVET, but merely at the national level without much consideration for 
developments in the ECOWAS region. UNESCO-BREDA (based in Dakar) seems to be the major 
driver in the field of TVET in the entire sub-Saharan Africa, as they put forward in 2009 a 
framework for action in TVET for sub-Saharan Africa. 
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Until recently universities in West Africa do not seem to be formally organized into one regional 
structure. Most major universities are part of the pan-African AAU (Association of African 
Universities: office based in Accra, Ghana). Their mission is to raise the quality of higher 
education in Africa and to strengthen its contribution to African development by fostering 
collaboration among its member institutions, by providing support to their core functions of 
teaching, learning, research and community engagement and by facilitating critical reflection on 
and consensus-building around issues affecting higher education. Apart from that universities 
are also organized based on language: 
• Anglophone universities in Ghana, Nigeria, and Sierra Leone are member of the 

Association of Commonwealth Universities (ACU) 
• Francophone universities in West Africa are member of the Agence Universitaire de la 

Francophonie (AUF). They also have a West African bureau (based in Senegal). 
• Lusophone universities are organized within the Association of Portuguese Speaking 

Universities (AULP). 
 
Nonetheless, on 10 January 2011 at the University of Ilorin in Nigeria, the inaugural meeting of 
the Association of West African Universities (AWAU) was held with the objectives of revising 
and developing the leadership of the education system in West Africa, the formulation of a 
viable regional West African agenda for university education and the creation of multilateral 
linkages among universities. AWAU comprises both Anglophone Francophone universities. It is 
yet unclear whether AWAU will develop into a strong regional association. 
 
Although common structures and overarching organizations exist, important differences 
between the individual countries can be found. In Annex 1 selected national summary statistics 
are given for the 15 ECOWAS countries. The Gross domestic product (GDP) per person of the 
ECOWAS countries shows a huge range from $397 for Liberia to $3,649 for Cape Verde.  A quick 
calculation shows (although not for all countries data is available) that governments generally 
spend less than 1.0% of the GDP on tertiary education (with exception of Côte d’Ivoire, Ghana, 
and Senegal). Enrolment rates are far below global averages with a low for Niger (1.2%) and 
relative high figures for Cape Verde (11.9%) and Nigeria (10.1%). Except for Cape Verde, 
around two thirds of tertiary students are male. The number of persons that within the country 
pursue a research career is not linearly related to the tertiary education spending. Probably 
factors such as brain drain (educated people pursue a career elsewhere), or national investment 
in science in technology and research institutes play a role here as well. About 53% of the 
scientific publication output in West Africa is produced in Nigeria followed by Ghana with 12%. 
Internet use is still very limited. Although agriculture accounts for around 30% of GDP, over 
70% of the population in ECOWAS are directly dependent on agriculture. Probably that is also 
the main reason why many countries focus their science and technology investments in this 
sector (e.g. Burkina Faso, Côte d’Ivoire, Mali, Senegal). 
 
The organization of higher education also differs between countries. One clear example is the 
quality assurance of higher education. The globally operating INQAAHE (International Network 
for Quality Assurance Agencies in Higher Education) only has institutes from two ECOWAS 
countries amongst its members: Nigeria with a strong tradition (>45 years) of quality assurance 
through the National Universities Commission (NUC) and the QAARDAN (Quality Assurance and 
Research Development Agency, Nigeria), and Ghana with a younger tradition with the NAB 
(National Accreditation Board) founded in 1991. For Francophone Africa the CAMES acts as a 
sub-regional quality assurance agency, but none of the member countries have strong 
structures in place to support quality assurance. To promote and support quality assurance at 
the continent level the AAU has put in place the AfriQAN (African Quality Assurance Network), 
which was only formally registered in 2010. In a recent presentation, its President fully 
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recognized the enormous challenges ahead, including the fact that so far only a handful of 
African countries have established any meaningful quality assurance systems. 

Strengths and Opportunities in West African Higher Education 
West Africa has a demographically young population, resulting in substantial demand for access 
to Higher Education. In turn, this translates to a huge potential for higher education in West 
Africa.  In contrast, HEI’s in Europe actively recruit international students to fill a demand gap 
for Higher Education caused by a rapidly aging population.  Presently only a few percent of 
relevant age groups are in Higher Education in West Africa, while it is recognized that an 
enrolment rate of 40-50% is needed for a country to perform effectively as a knowledge 
economy. There is a potential for new HEI providers and new programmes in West Africa to 
take advantage of the growth opportunities. 
 
The cultural and linguistic diversity of West Africa results in multi-lingual graduates who may 
successfully work across the region, or develop their careers outside Africa. However, Watson 
(2009) argues that “the positive effect of cultural intermingling that such mobility would bring 
appears a stronger rational in Europe than in Africa”. However, graduates with language skills 
and the ability to operate across cultural borders are required for regional bodies in West 
Africa, especially in areas such as quality assurance of Higher Education. 
 
West Africa has a major strength in its solid and functioning regional organizations, particularly 
the West African Economic and Monetary Union – UEMOA as well as ECOWAS, the Economic 
Community of West African States. Regional cooperation provides opportunity to develop new 
infrastructure and leap-frog technologies (for example to adopt wireless ICT, smart phone 
technology, develop distance education, or adopt open system software and architecture). An 
example of an excellent initiative is the African Virtual University (AVU) (see 
http://www.avu.org/) established in 1997 by the World Bank and including Senegal and Côte 
d’Ivoire in West Africa. Since then the AVU has established the largest network of Open Distance 
and e-Learning institutions in Africa.  The AVU has more than 50 Academic Partner Institutions 
in more than 27 countries in Africa. Another initiative is by the Melinda and Bill Gates 
Foundation, which is funding the development of an agricultural market price system, 
accessible for farmers in West Africa via their mobile phones.   
 
Regional quality assurance (QA) networks are particularly relevant to Africa because of human 
resource constraints, especially with university graduates. Further, such regional collaboration 
in QA is particularly relevant to West Africa, given the large number of small countries with 
fragile economies and weak higher education systems. Regional networks can support the 
emergence of QA practices where none exist, and can provide assistance to small and/or 
struggling national QA systems. Forms of regional collaboration include peer review for 
accreditation purposes, the development of regional accreditation agency instead of national 
ones (especially for small countries), common standards and guidelines for cross-border 
education, mechanisms for credit transfer and recognition of diplomas as well as sharing of 
experiences. But for regional collaboration to work well, increased commitment by 
governments and continued assistance from the EU is necessary. Without national governments 
to fund QA networks and a legal instrument to enforce their mandates, these networks are 
highly dependent on the transient priorities of donor funding. Their activities focus largely on 
knowledge-sharing and capacity-building. This could be a focus and opportunity for ECOWAS 
and UEMOA in a TUNING Africa programme (see Recommendations). 
 
UEMOA has been responsible for promoting academic mobility through reform of the 
Francophone university degree system of LMD to allow alignment and compatibility with the 
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Anglophone (and EU-Bologna) standard of bachelor-master’s-PhD format. This reform improves 
the comparability of degrees delivered in Francophone and Anglophone countries and therefore 
promotes academic mobility. In other words, due to lack of funding, infrastructure, equipment 
and qualified academic staff and researchers, not all West African countries can afford to 
develop all programmes and priority areas. By promoting mutual recognition of degrees, 
academic mobility is promoted. Apart from the LMD reform in West Africa, the African Union 
harmonization strategy was endorsed by the Third Ordinary Session of the Conference of 
Ministers of Education of the African Union held in August 2007 in Johannesburg. The LMD 
reform further established a common semester system, a credit transfer system, a diploma 
supplement providing information on the student’s academic records, national quality 
assurance mechanisms, and regional monitoring through UEMOA (Teferra and Knight, 2008). 
Member states in UEMOA agreed to complete this process by December 2009. 
 
The bodies representing regional cooperation provide a focus for international development 
cooperation and funding including: 
• Pledges by G8 group of industrialized countries and the EU e.g. the Gleneagles declaration 

in 2007 earmarked US$8 billion for development of Higher Education in sub-Sahara Africa. 
• African Union initiatives including the New Partnership for Africa’s Development (NEPAD) 
• The Conference of Ministers of Education of the African Union (COMEDAF) 
• The African Ministers Conference on science and technology (AMCOST) 

 
There is a focus and agreement about the key challenges by regional (ECOWAS) and continental 
(AU and AAU) bodies. Following the Second African Ministers Conference on Science and 
Technology (AMCOST-2) in 2005, NEPAD and UNESCO took up the task of implementing the 
action plan to establish a network of centres of excellence in the following areas: 
• Biodiversity, biotechnology and indigenous knowledge 
• Material sciences, manufacturing, laser and post-harvest technology 
• Information and communication technologies and space science and technologies 
• Energy, water and desertification 

 
For West Africa one example is the centre of excellence network on water with five Universities 
and institutes as members in Burkina Faso, Ghana, Nigeria, and Senegal. 
 
West Africa, as a region, derives a high percentage of its GDP from agriculture in comparison 
with other parts of the world, and over 70% of the population is directly depending on 
agriculture. In the ECOWAS Strategic Plan 2011-2015 agriculture is mentioned as the basis of 
any development process. A strategic objective of the priority goal on sustainable development 
and regional cooperation is “to design strategies and tools to give impetus to regional 
agricultural development and to ensure the sustainability of the environmental bases of 
production”. In 2005 ECOWAS Member States adopted a regional agricultural policy, known as 
ECOWAP. Its aim is to “contribute in a sustainable way to meeting the food needs of the 
population, to economic and social development, to the reduction of poverty in the Member 
States, and thus to reduce existing inequalities among territories, zones and nations.” Capacity 
building was a priority action in the joint implementation of ECOWAP and NEPAD’s agricultural 
programme. Though agriculture is an important component of the economy of West Africa, crop 
yields are relatively low in West Africa, and therefore economic benefits could be gained by 
cooperation in research and education in agricultural science across the region. Agriculture was 
mentioned in both country visits as an important focal area for a potential TUNING project. 
Presently several regional networks in the agricultural domain exist (see also section “Regional 
Integration and Internationalization”). 
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Challenges in the higher education sector 
The building of core institutional capacity for Universities is a challenge recognized and 
addressed by the African Heads of State and Government by the launch in 2002 of the Capacity 
Building Decade in Africa (2002-2011). UEMOA provides support to widen access to Higher 
Education, as well as developing physical infrastructure and internet capacity. ECOWAS 
recognizes that ICT is a potent tool for education while the region suffers from low ICT 
penetration, knowledge, accessibility, availability and applicability. Indeed, improving access to 
ICT facilities and open resources, especially high speed internet connectivity, is a recurring 
theme in building core institutional capacity. Though NEPAD has implemented an ICT 
broadband infrastructure network for Africa, connecting 22 coastal and landlocked countries, 
many areas in West Africa remain with poor internet connections. By strengthening ICT 
capacities in West Africa, the research and educational capacity is also enhanced. Two major 
limiting factors to effective application of ICT in education are 1) unstable power supply in most 
countries and 2) high cost of bandwidth and other vital equipment. UEMOA is the recipient of 
substantial investments from the African Development Bank for the revitalization of research 
and education in Higher Education in West Africa. The limited research infrastructure and 
underdevelopment of postgraduate programmes across the West African universities has been 
attributed to academic staff focusing on education (Teferra and Knight, 2008), due to high 
student-staff ratios, and lack of financial support. Higher financial investments can be 
demonstrated to further improve core institutional capacities as well as key performance 
indicators (Bowen, 1997). However, it is argued that the exodus of scientists and engineers from 
West Africa is a sign of frustration driven by exclusion, marginalization and non-involvement in 
the future direction of higher education institutions, as much as by employment conditions and 
access to facilities (Khelfaoui, 2009). 
 
Another challenge is the apparent gap between curriculum initiatives and job demands in many 
of the countries. The curriculum in most instances fails to respond to skills and knowledge 
requirements of employers. For example from Nigeria there is evidence that university 
education is still mainly following the philosophy of “training for (government) jobs”, rather 
than training for personal and community development and creation of wealth and self-
employment. According to the vice-chancellor of Kwara State University, “Nigeria still produces 
degree holders in agricultural science, mechanical engineering who would rather take a job 
sitting in an office than working on the farm or in a workshop because they would not function 
on the field”. 
 
In West Africa, higher education institutions are traditionally self-accrediting (Teferra and 
Knight, 2008).  In 2007, only Nigeria and Ghana had national structures to formally regulate the 
higher education sector, to account for quality, as well as to accredit higher education 
institutions (see also “Overview” section above). No Francophone countries in West Africa have 
a functioning higher education national structure. At present, structured self-evaluation is 
increasingly being done as preparation for accreditation by a national structure (for example, in 
Nigeria). The evidence from Nigeria suggests that accreditation is increasing accountability 
among public and private institutions of higher learning. As a consequence, institutional leaders 
are paying greater attention to quality improvement. In other words, Nigeria appears to be an 
example of best practice, and may become a candidate for further TUNING Africa activities (see 
“Recommendations” section below). 
 
Improving quality assurance mechanisms requires funding. In no West African country is 
funding linked to QA mechanisms (Materu, 2007). The standards applied by professional bodies 
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in West Africa are not harmonized with those applied by national QA agencies. In Nigeria, 
discussions towards harmonization of quality standards are underway. Because of the 
overlapping mandates, the potential contribution of professional associations to national QA 
efforts is yet to be fully tapped. 
 
As detailed above in the section on Strengths and Opportunities, the Francophone university 
networks are overhauling the LMD degree accreditation. But integration with African and 
Anglophone could be further deepened (Teferra and Knight, 2008), as West African 
Francophone universities have limited involvement in many of the international initiatives. The 
West African Francophone universities embed themselves in the internationalization of higher 
education through the Agence Universitaire de la Francophonie (AUF), a global network of more 
than 650 higher education and research institutions. Through a TUNING Africa project, the 
harmonization of the Francophone and Anglophone university networks may receive additional 
focus.  
 
In the preceding section on Strengths and Opportunities, the rapidly growing and young 
population in West Africa is considered a large potential market, offering opportunities for 
economic development. However, there is a dichotomy between international financial 
institutions urging West African society to reduce the funding of universities and the 
recruitment of academics in order to balance budgets, while there is a growing social demand 
and economic mandate for university enrolment. Although access rates are still very low across 
West Africa, most universities have a student population that is beyond their capacity (both in 
terms of facilities and staff). One of the responses comes from the private sector. In the last 
decade, there has been a strong proliferation of private universities. For instance in Nigeria, 
there are sixty three (63) public universities and forty (40) private universities. Ghana has 57 
private universities which however cannot all offer their own degrees yet. Although the 
universities were established in response to massification of education, for several of them 
there is concern about the admission standard, curriculum content, teacher quantity, quality etc. 
This again relates back to the previous point on the need for improving quality assurance 
mechanisms. 
 
Harmonization and integration of Higher Education, for example through the Bologna Process 
(BP) in Europe, is viewed negatively by some West Africans, as a process excluding states and 
societies from the definition of their own public policies and destiny (Khelfaoui, 2009). The 
argument is that the BP is defined by the globalization process, which is weakening centralized 
(sovereign) power, and thereby placing governments in a position of ‘foreigness’ to their own 
societies. Further, it is argued that African governments are incapable of conducting 
autonomous reforms and have no choice but to adopt the BP reforms proposed by the outside.  
The factors of globalization (economic and market disengagement by the state, deregulation, 
opening of markets, privatization of the public sector etc) have been most widely adopted in 
West Africa. Even though West African society remained largely local, the official institutions 
and elites are amongst the most globalized. TUNING Africa will need to consider these 
arguments and propose a realistic and sensitive dialogue. 

Regional integration and internationalization 
Although universities generally operate more or less autonomously a multitude of regional or 
sub regional structures exist that stimulate, guide or support cooperation between universities 
as well as student and staff mobility. They can be divided into professional bodies that focus 
mainly on content and structure of education and regional networks that work out educational 
policies, have a quality control function, and provide the link to national bodies. ECOWAS has 
already been extensively explained in the Overview section and is not repeated here. 
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One of the most important regional bodies for Francophone Africa is the previously mentioned 
CAMES (Conseil Africain et Malgache pour l'Enseignement Supérieur). Although not purely for 
West Africa, this organization of Francophone countries has many West African members and is 
an important platform for setting common references in quality assurance and accreditation 
and implementing the LMD structure. CAMES aims at enhancing mutual recognition of 
qualifications and promoting professional and student mobility between its members. Activities 
include dissemination of research output between member universities, establishment of an 
online knowledge-sharing network, and harmonization of higher education systems. CAMES 
also organizes the annual ‘concours’ for university staff. Based on their performance during the 
past year and their presentation at the concours, staff can be promoted and new staff can be 
hired. Although the process can be slow, it enables CAMES to control the quality of academic 
staff. The process facilitates mobility of qualified CAMES staff between member universities and 
countries and thus strengthens cooperation and information exchange. 
 
The Network for Excellence in Higher Education in West Africa (REESAO) is a network that brings 
together 12 universities across Francophone West Africa, aiming at university cooperation, 
implementing LMD, and modernizing curricula. It is founded in 2005 and based in Lomé, Togo. 
In March 2010 they held a meeting in Burkina to discuss higher education funding strategies. 
 
WACREN (West and Central African Research and Education Network) was created in 2006 at the 
Regional Workshop on Research and Education Networks organised by the Association of 
African Universities (AAU) in Accra. It is considered a regional backbone for research and 
tertiary level education in West and Central Africa. One of the focal areas of WACREN is the 
improvement of ICT infrastructure in universities and research institutes in the region. To this 
effect it has prepared a strategy document for implementation of a fibre cable infrastructure 
between universities, first linking universities within a country and between countries in the 
region, combined with capacity building of IT staff on the campuses. 
 
ERNWACA (Educational Research Network for West and Central Africa) was created in 1989 to 
increase research capacity, strengthen collaboration among researchers and practitioners, and 
promote African expertise on education so as to positively impact educational practices and 
policies. In West Africa only Cape Verde, Guinea-Bissau, and Liberia are not represented. 
Research grants provided by ERNWACA however mostly focus on research into primary and 
secondary education. 
The West African Examinations Council (WAEC) is an examination board for West Africa. 
Although not The West African Examinations Council (WAEC) is an examination board for West 
Africa. Although not directly related to higher education, WAEC is responsible for the West 
African Senior School Certificate Examination (WASSCE) for the five Anglophone countries. This 
uniform secondary school examination facilitates access to universities in other Anglophone 
West African countries. 
 
The West African Students’ Union (WASU) was founded in 2004 in Ghana. It is a sub-union of the 
AASU (All African Student’ Union) and has as its members the national student unions. Based on 
internet, it does not seem to be a very visible organization; hence AASU would likely be the 
clearest entry point to transnational student unions in West Africa. 
 
The African Network for Agriculture, Agroforestry and Natural Resources Education (ANAFE) was 
founded in 1993. ANAFE has 131 member colleges and universities in 35 African countries and 
is among the largest working networks of educational institutions in Africa. It is hosted by the 
World Agroforestry Centre (ICRAF) in Nairobi. Its main objective is to improve the quality, 
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relevance and application of agricultural research and education in Africa. In 2003 ANAFE 
launched a new programme to reform of agricultural and natural resources education. This 
included among others education policy changes, strengthening the content and delivery of 
education programmes, establishing and nurturing linkages among education, research and 
extension, and fostering inter-institutional collaboration. Focus is mostly on content and 
teaching methods rather than on educational structure. Some course materials are available 
online. ANAFE collaborates with several regional and development organizations on education, 
training and research as well as providing human resources to form a pool of trainers. For the 
West African region CORAF is the main partner. One of the activities is the Mobilizing Regional 
Capacity Initiative, which aims at improving the availability and relevance of agricultural 
learning resources in Africa.  This project is concerned with the improvement of tertiary 
agricultural education by incorporating local knowledge as well as results from agricultural 
research. In the West African region it is carried out in cooperation with CORAF. ANAFE 
provides annually a number MSc and post-graduate fellowships. 
 
West and Central African Council for Agricultural Research and Development (CORAF) is a 
professional body that was established in 1987 as a result of a meeting between directors of 15 
Francophone research institutes. A few years later it was also opened for Anglophone and 
Portuguese members. It opened up to policy and decision makers, following a Conference of 
Ministers responsible for agricultural research in West and Central Africa in March 1992. 
Gradually, the institution developed into the Conference of Leaders of Agricultural Research in 
West and Central Africa. Its vision is to contribute to sustainable reduction of poverty and food 
insecurity in West and Central Africa. Although CORAF’s main focus is farmers and extension 
services, they also have links with agricultural faculties to ensure that the capacity building they 
offer matches to changing market demands.  CORAF has a number of regional projects in which 
it cooperates with universities. It is a member of the Forum for Agricultural Research in Africa 
(FARA) and cooperates among others, with ECOWAS and UEMOA. 
 
The Comité permanent Inter-Etats de Lutte contre la Sécheresse dans le Sahel (CILLS) was 
established in 1973 in response to the prolonged drought that struck the Sahel in the seventies. 
CILLS consists of 9 Sahelian states (Burkina Faso, Cape Verde, Chad, Gambia, Guinea-Bissau, 
Mali, Mauretania, Niger, and Senegal). The focus of CILLS is political (policy development and 
strategic plans for the ECOWAS region) and educational. The AGRHYMET Regional Centre in 
Niger (see below) is their main education node. Education takes place at professional level but 
also at tertiary level. Special training is provided for technical staff of the ECOWAS region in the 
development and implementation of agricultural information systems and in pest and disease 
control systems. Short duration training workshops are organized in the various member states. 
CILLS carries out several regional and sub regional programmes, on e.g. market accessibility, 
solar energy, water management. CILLS has a large number of partners and sponsors including 
the European Union. 
 
The AGRHYMET Regional Centre (ARC) was created in 1974. It is a specialized institute of the 
CILSS. It is an interstate public institute with a legal status and financial autonomy. It has an 
international status and is based in Niamey, Niger. The institute is specialized in the science and 
techniques applied to agricultural development, rural development and natural resource 
management and it generally accepted as centre of excellence for the region. It is recognized by 
CAMES and provides tertiary education in BSc and Engineer courses. Its focus is on training at 
various levels but also research in environmental and specifically food security related domains 
such as agro-meteorology and crop production. The centre maintains regional databases and 
agricultural statistics. The centre aims at strengthening interstate co-operation by sharing 
methodologies and technologies and has a large number of regional and international partners. 
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The International Institute for Water and Environmental Engineering (EIER) located in at 2 
campuses in Burkina Faso. It is an internationally accredited institute that provides Bachelors, 
Masters and PhD programmes in conformity with international standards. It has developed 
partnerships with a large number of institutes, mostly in Europe (France), Canada and US. The 
objective of EIER is to increase the number of skilled professionals in the domains of water, 
energy, environment, and infrastructure engineering, as these are vital domains for 
development. It aims to establish itself as a centre of excellence in these areas and is recognised 
as such by ECOWAS and UEMOA. About a third of the students follow distance learning 
programmes. The governing council of the institute consists of experts from across the West 
African region. 
 
The West African Health Organization (WAHO) was formed in 1987. Its objective is “to attain the 
highest possible standard and protection of health of the peoples in the sub-region through the 
harmonization of the policies of the Member States, pooling of resources, and cooperation with 
one another and with others for a collective and strategic combat against the health problems of 
the sub-region." An existing Francophone and Anglophone inter-governmental health 
organization were merged with the argumentation that health doesn’t recognize linguistic 
boundaries. It is now a special agency of ECOWAS and all 15 ECOWAS member states participate 
in WAHO. WAHO has developed strategies for maintaining partnerships and strengthening 
capacity building and training. Among the priority issues are improvement of capacity in health 
related research, training of staff and communication and ICT. 
 
The West African Institute for Financial and Economic management (WAIFEM) has the mission to 
develop competencies in the fields of macroeconomic, debt and financial sector management 
among the staff of central banks, ministries of finance and economic planning as well as other 
public sector bodies with core economic management responsibilities. The institute is 
concerned about their findings that there are very few econometricians and other economists 
that are sufficiently familiar with the techniques for econometric modelling. It states that that 
the universities in the sub-region should restructure their economics curriculum, and put 
emphasis on econometric modelling so as to broaden the available pool of experts. The institute 
organizes regional and sub-regional short courses in many West African countries, mostly in 
cooperation with the universities. 
 
The Pan-African University (PAU) was proposed by the African Union (AU) in 2008, in response 
to the Plan of Action for the Second Decade of Education for Africa, prepared by African 
Ministers of Education. It is expected to offer advanced graduate training and postgraduate 
research opportunities for "the cream of the crop" of African students. The PAU is designed to 
meet the need for African Higher Education to be fully competitive on an international level.  
The intention is not to create a whole institute but rather to use of the best African universities 
and research centres to create regional knowledge 'hubs'. They will act as reference centres for 
other universities. The programme is currently in the process of being implemented. The key 
mission of the institution is to link up economic development with scientific and technological 
research. The University of Lagos in Nigeria was chosen as the West Africa node, specialising in 
earth and life sciences. The EU has made financial commitments to the Pan-African University in 
relation to intra-African academic networking and the mobility of students and scholars. 

Mobility and EU Initiatives 
Student mobility generally follows colonization patterns, coinciding with a common language. 
Table 1 shows that France is by far the major destination for francophone countries, UK and 
USA are popular destinations for anglophone countries, while Cape Verdeans mostly go to 
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Portugal. This is both for mobility of African students to Europe and the US, as well as for 
internal African mobility. Nonetheless, part of the student mobility is also cutting across colonial 
and language boundaries. At the same time, there seems to be a movement of West African 
students to stay within the region and study in the more developed countries such as Ghana, 
Senegal and Nigeria (Teferra and Knight, 2008). Reliable statistics on mobility and brain drain 
are generally lacking (Teferra and Knight, 2008). Global mobility statistics are available from 
the UNESCO Institute for Statistics, and are summarized in Table 1. Ghana is the only West 
African country in the top 10 of destinations (mostly because of Nigerians studying there). 
However, for most of these countries accurate inbound mobility statistics are lacking within the 
UNESCO data.  
 
Table 1: Outbound mobility from ECOWAS countries to top 10 destinations for 2008 derived from UNESCO Institute for 
Statistics. Data are for 2008, except for Canada (2006) and Ghana (2007). 
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Benin 3617 2258 17 319 200 - 225 117 82 15 76 
Burkina Faso 2502 1127 31 515 229 - 177 84 2 11 49 

Cape Verde 2695 187 2 43 30 
215

4 - 4 61 - - 
Côte d'Ivoire 5794 3526 106 712 352 3 315 220 162 - 65 
Gambia 966 25 332 330 24 - 18 9 38 14 - 
Ghana 7457 121 2237 2898 140 - 216 275 209 - 78 
Guinea 4365 2751 36 167 477 83 144 101 108 - 69 
Guinea-
Bissau 610 55 6 15 55 137 3 1 174 - 55 
Liberia 632 19 18 298 111 - 3 10 3 43 24 
Mali 3203 1766 12 435 378 - 132 47 72 7 118 
Niger 2072 777 19 289 316 - 78 19 - - 35 
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1178

3 6229 64 1 405 430 667 
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9 269 
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1169

8 9298 71 659 489 3 420 188 27 - 75 
Sierra Leone 735 16 243 230 5 - 15 31 17 16 33 
Togo 3054 1584 21 439 155 2 123 335 6 20 60 
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8 
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1 
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8 
147
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100
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The Association of African Universities (AAU) in collaboration with the FORD foundation 
international fellowship programme (IFP) coordinates the provision of fellowships for 
advanced study to exceptional individuals. Students receiving these fellowships generally study 
in Europe or US. The West African Monetary and Economic Union (UEMOA) signed an 
agreement to promote intraregional student mobility by giving students from other UEMOA 
states equal access to higher education. 
 
EDULINK is financed by the European Union and Implemented by the ACP Secretariat. It funds 
cooperation projects between higher education institutes in ACP (Africa, Caribbean and Pacific) 
countries and 15 EU countries. The programme aims to strengthen capacity of HEIs in the ACP 
countries and build partnerships. The programme started in 2006 and has funded 66 projects. 
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Only three West African HEIs currently participate in an EDULINK project: these are located in 
Ghana, Burkina Faso and Nigeria.  
 
The ACP Science and Technology Programme focuses mainly on establishment of research 
partnerships and cooperation between European universities and those in the ACP region in the 
field of Science and technology. The following activities fall under this scheme: 
1. Support for the establishment of cooperation partnerships and networks between European 

higher education institutions and higher education institutions from targeted ACP countries 
with the objective of organising and implementing structured individual mobilities between 
the European and ACP partners. 

2. Scholarships of various lengths - depending on the priorities defined for the Third Country 
concerned, the level of studies or the particular arrangements agreed within the partnership 
- for European and ACP individuals (students, scholars, researchers, professionals). 

The intra-ACP mobility scheme promotes cooperation between higher education institutions and 
supports mobility within ACP regions. The scheme aims to contribute to sustainable 
development and poverty alleviation by high level training of local individuals. The objective is 
to increase access to quality education which will be achieved by encouraging and enabling 
students from the ACP region to undertake postgraduate studies at qualified institutions within 
the region.  Higher education institutions will be supported to set up inter-institutional 
cooperation partnerships between universities from different countries within the ACP regions. 
In addition mobility of students, academic and administrative staff will be supported, to spend a 
period of time at one of the cooperation partners. This programme builds on the African Union’s 
Mwalimu Nyerere programme for Africa (see below), granting additional funding, and setting 
up a similar scheme for the Caribbean and Pacific regions. 

The Mwalimu Nyerere African Scholarship Scheme of the African Union is designed to enable 
young Africans to study in leading African Universities and Higher Education Institutions, in the 
areas of science and technology, with a binding agreement that they will work in any African 
country for at least 2 years after graduation. The first two years scholarships were provided for 
Bachelor students. In 2010, scholarships are available only for post graduate studies. The 
scholarships are only for study within Africa and stimulate student mobility. 
 
The Erasmus Mundus scholarship and academic cooperation programme aims to enhance quality 
in higher education through scholarships and academic cooperation between Europe and the 
rest of the world. It achieves this through establishment of partnerships with third country 
higher education institutes and mobility of staff and students. Table 2 shows how many 
students from ECOWAS countries have benefited from this programme. 
 
Table 2: Erasmus Mundus students by nationality and gender: 2004-2005 until 2009-2010 

Country First 
participation Male Female Total 

Benin 2007 4 0 4 
Burkina 
Faso 2004 13 4 17 
Côte d'Ivoire 2004 9 2 11 
Gambia 2009 0 1 1 
Ghana 2004 78 9 87 
Guinea-
Bissau 2007 0 1 1 
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Mali 2007 3 0 3 
Niger 2007 15 6 21 
Nigeria 2004 85 11 96 
Senegal 2004 9 4 13 
Sierra Leone 2008 3 0 3 
Togo 2008 1 0 1 
     

Feasibility of a TUNING Project 
Based on the regional study and the country reports of Ghana and Senegal, sufficient scope 
exists for a TUNING project in West Africa. People in both countries were very receptive to a 
potential TUNING pilot, which would respond to some of their needs in making higher 
education more relevant, transparent and increasing its quality, while fitting to a harmonization 
process. In addition, in some countries (notably Ghana and also Nigeria) structures are in place 
for quality assurance, organized employers’ organizations exist and are motivated to contribute 
to curriculum development (Ghana), and active dialogues on competence-based learning take 
place (especially in the TVET sector). Nonetheless (as stated in previous sections) higher 
education in West Africa faces major challenges. Between countries and within countries 
themselves the higher education system is far from uniform. Although this will not necessarily 
have implications for the definition of competences, it will be hard to attain common level 
descriptors without common levels (LMD or Bachelor-Master) in place. The LMD / Bachelor-
Master structure is being implemented in West African universities, but this is an ongoing 
process. For example in Senegal the LMD structure was only partially implemented by the 
universities and also within universities. 
 
Notwithstanding, TUNING could provide a complementary tool for current developments in 
curriculum reform and harmonization, both in the countries and at the regional/African scale. 
In this respect competence thinking (being an integral part of TUNING) is taking ground in West 
Africa, partly through action in the TVET sector, but also AAU recently stated that “emphasis of 
university education must be less on acquisition of a particular body of knowledge in a 
discipline as much as on the development of the capacity to learn and utilize knowledge as a 
resource in the context of societal needs”. However, from country visits and the regional study it 
seems that competence-based teaching and learning would demand substantial investment in 
staff numbers and quality, staff training, upgrading of facilities and infrastructure.  
 
Diagram 1 gives an overview of the main strengths, weaknesses, opportunities, and challenges 
for West Africa which a potential TUNING pilot in the region would face. 
 
Diagram 1: Overview of strengths, weaknesses, opportunities, and challenges in West Africa in the 
frame of a potential TUNING study (from Ghana and Senegal missions + additional information). 
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Strengths 

• Solid regional organizations promoting 
integration of West Africa (ECOWAS, 
UEMOA) 

• ECOWAS sees higher education as a key 
issue, and a protocol for cooperation within 
ECOWAS exists. 

• Nascent quality assurance networks 
• Regional discussions are taking place on 

setting up a regional Qualification 
Framework for TVET. 

•  ‘Bologna process’ is on its way. 
• Common British and French secondary 

school system in Anglophone and 
Francophone countries of West Africa 
facilitates student mobility. 

• Considerable interaction between 
universities in the francophone region 
through CAMES. 

• Several existing (regional/African) 
networks and other forms of collaborations 
in place. 

• High motivation of university staff for 
undertaking a TUNING activity. 

Weaknesses 

• No accurate information on labour market 
and economic sector requirements 

• Perceived gap between economic sector and 
university output. 

• Limited funding for universities 
• A regional structure for accreditation and 

quality control does not exist: only two 
countries with an established national 
quality assurance institute. 

• No standard formulation for curricula and 
no uniform credit system exist within most 
countries and between countries, which 
reflects the student workload. 

• ‘Massification’ of university education 
generates concern over quality and high 
student/staff ratios. 

• Accreditation more focused on facts and 
figures than on the learning and teaching 
process 

• Poor quality and quantity of research 

Opportunities 

• Economic sector willingness to contribute to 
curriculum improvement and momentum 
exists to better connect curricula and job 
demands. 

• Tertiary institutes are actively seeking more 
contact with employers, e.g. by student 
work placement. 

• Polytechnics are in transition and seeking 
better linkage with the university system. 

• Planned integration and curriculum reform 
of TVET (polytechnic) sector in West Africa 
could also benefit universities. 

• Students have some form or regional 
organization which could contribute to 
competence definition. 

• Distance education programmes are 
increasing access to HEI and reducing 
pressure on facilities. 

• Ongoing LMD reforms. 
 

Challenges 

• Currently most curricula have no well-
defined competences. 

• Although ‘Bologna’ (LMD reform) is 
promoted, it is not equally implemented 
everywhere. 

• In many countries there is a strong increase 
in private universities; quality is a concern 
while TUNING could help in setting quality 
standards. 

• Improved facilities and staff resources (staff 
numbers) required to effectively implement 
competence based learning. 

• Staff training will be required, while part of 
staff may resist new teaching methods. 

• Retaining competent staff due to brain 
drain. 

• TUNING could accelerate brain drain. 
• Mobility is limited by language 

(French/English/Portuguese) as well as 
organization along language-lines. 

• Polytechnic and university sectors operate 
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separately. 
• Harmonization of Higher Education in Africa 

is sometimes viewed negatively, as a 
product of globalisation without meeting 
local needs. 

 

Recommendations 
This study in combination with the Ghana and Senegal country studies shows that a TUNING 
project would be of use for the harmonization of higher education in order to further improve 
the quality of higher education in West Africa. This could result in better linkages with the 
labour market and more transparency and mobility within and between African countries (as 
well as outside Africa).  
 
A TUNING project involving West African countries could potentially focus on four different 
geographical scales, i.e.: 
• National: sufficient scope exists for a national approach as most countries are seeking to 

improve their higher education system, respond to national needs, and create better 
linkages with the job market. Ghana or Senegal both seem good candidates if a national 
approach is chosen, while Nigeria and Côte d’Ivoire have also been very innovative in their 
adoption of harmonization methods.  However, good practices at a national scale are less 
likely to easily spread to other countries. In addition a country may require in a next 
(more regional phase) to tune again, which could represent double work.  

• Between Anglophone, or Francophone (UEMOA) countries: the advantage here is a 
common language facilitating communication and the already higher level of integration. 
Nonetheless, political justification for this option seems low. 

• With the 15 countries of ECOWAS: in our view this could be a good option. This is partly 
justified by the continuing integration of this region also in the educational domain (with a 
signed collaboration protocol and convention on degree recognition). Furthermore the 
region is sufficiently large and diverse (also in terms of language) to serve as a pilot from 
which other African regions could learn. 

• Pan-African: although to some extent this option is justifiable, in our view a pilot TUNING 
project may be hard to coordinate between members of >50 countries. The number of 
participating HEI’s will of course depend on individual willingness and the specific subject. 
At the same time however, many relevant organizations do operate at the Pan-African 
level (AAU, AU, and other initiatives). If AU would endorse the harmonization/tuning 
strategy, and regional bodies coordinate within the sub-continental regions, this could be 
a viable approach.  

 
In talks with the AAU it was stated that the real curricula reforms should take place at the 
individual institutions and not Africa-wide. Based on the above we believe that several 
geographical scales seem viable to bring about relevant reform of curricula, but would 
recommend using a regional approach (e.g. ECOWAS) for a pilot study. 
 
The lack and capacity building of quality assurance bodies could also be addressed in the 
TUNING pilot, although initiatives already exist to enhance quality assurance in the region. 
Nigeria could serve as an example of good practice. 
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Agriculture is the priority subject area which clearly comes forward in this regional analysis and 
the country reports. This is justified by: 
• A large part of the population is directly dependent on agriculture, and for most ECOWAS 

countries it represents an important share of the GDP. 
• Important increases in agricultural production need to be achieved to feed the growing 

population of ECOWAS countries and to avoid food insecurity. 
• Many ECOWAS countries assign a large part of their research and development funding to 

agricultural research. 
• Many regional and pan-African networks and initiatives exist in agricultural research, 

including in the education domain. 
It should be stated however that agriculture is a broad and diverse area, comprising agricultural 
engineering, agronomy, agricultural economics, animal sciences, hydrology, soil science, climate 
and environmental studies, natural resource management, etc., for which a different range of 
competences could be required. 
 
A TUNING pilot would need to make a clear choice whether to involve besides public 
universities also private universities and TVET (polytechnic) institutes. In the last decade many 
private universities have emerged within the ECOWAS countries, while concern exists for the 
quality they offer. TUNING could be helpful in defining quality standards for these universities 
(through definition of competences and level descriptors). Within the TVET sector interesting 
developments are taking place regarding competence-based learning, and TUNING could be a 
good tool for a better integration and mobility between universities and polytechnics with 
possibly a shared qualification framework. 
 
When a focus for a potential TUNING pilot project is chosen, an additional in-depth inventory 
would be required of existing initiatives and potential partners. Our study provides only a brief 
overview of regional policies, developments, and initiatives. The following players should 
certainly be involved: academics, students, employers, quality assurance agencies, and other 
stakeholders. We believe that AAU is a key organization for coordination of any TUNING pilot as 
it has an excellent network of universities. For West Africa this could possibly also be 
channelled to the newly founded AWAU. The TVET sector is not represented by AAU: possibly 
UNESCO-BREDA could play an important role in this respect. 
 
Sufficient funding is required for a TUNING pilot project, because the TUNING process should be 
accompanied by: 
• An education and training programme for staff 
• Facility upgrading and sufficient equipment of laboratories and computer rooms 
• Improvement of infrastructure, including ICT 
• Strengthening of national QA institutes and regional QA networks. 

 
Annex 1: Country Statistics on Tertiary education 

A
A

U
 m

em
be

r 
un

iv
er

si
ti

es
 

2 3 1 4 1 13
 

0 0 4 1 1 48
 

2 2 3 

So
ur

ce
s:

  P
op

ul
at

io
n 

pr
os

pe
ct

s f
or

 2
01

0 
fr

om
 

ht
tp

:/
/e

sa
.u

n.
or

g/
un

pp
; 

 
 

 
  

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

  
 

 
 

 
 

 
  

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

  
 

 
 

 
 

 
 

 
 

 
 

 

Po
pu

la
ti

on
 

em
pl

oy
ed

 in
 

ag
ri

cu
lt

ur
e 

(%
) - 90
 

- 68
 

75
 

56
 

76
 

82
 

70
 

80
 

90
 

70
 

77
 

- 65
 

http://esa.un.org/unpp�
http://esa.un.org/unpp�
http://www.worldbank.org/education/edstats�
http://www.worldbank.org/education/edstats�
http://www.worldbank.org/education/edstats�
http://www.aau.org/�
http://www.aau.org/�


                                                                                                                                                          

  

   
 

98 

In
te

rn
et

 
ac

ce
s 

(p
er

 
10

0 
pe

rs
on

s)
 

1.
66

 

0.
59

 

6.
98

 

1.
63

 

5.
87

 

3.
75

 

0.
52

 

2.
26

 

0.
53

 

0.
81

 

0.
28

 

6.
75

 

6.
62

 

0.
22

 

5.
07

 

Sc
ie

nt
ifi

c 
pu

bl
ic

at
io

ns
 

(2
01

0)
 

21
5 

26
2 

11
 

23
2 

13
1 

53
4 

41
 

21
 

10
 

18
6 

84
 

24
31

 

30
7 

35
 

66
 

R
es

ea
rc

he
rs

 
pe

r 
m

ill
io

n 
in

ha
bi

ta
nt

s 
(F

TE
) 

11
9 

13
 

13
2 

66
 

30
 

- 25
3 - - 42
 

8 20
3 

27
6 - 34
 

Fe
m

al
e 

sh
ar

e 
(%

) - 

32
.7

 

55
.5

 

33
.3

 

- 

34
.2

 

24
.4

 

- - 

31
.1

 

29
.6

 

40
.7

 

35
.3

 

- - 

G
ro

ss
 e

nr
ol

m
en

t 
in

 te
rt

ia
ry

 
ed

uc
at

io
n 

(%
) 

5.
8 

3.
1 

11
.9

 

8.
4 - 6.
2 

9.
2 

2.
9 - 5.
4 

1.
2 

10
.1

 

8.
0 - 5.
3 

Ex
pe

nd
it

ur
e 

on
 

te
rt

ia
ry

 e
du

ca
ti

on
 

(%
 o

f t
ot

al
 o

n 
ed

uc
at

io
n)

 

20
.2

 

15
.2

 

11
.3

 

25
.1

 

12
.2

 

20
.8

 

34
.4

 

- - 

16
.1

 

9.
4 - 

25
.4

 

- 

21
.4

 

Pu
bl

ic
 

ex
pe

nd
it

ur
e 

on
 

ed
uc

at
io

n 
(%

 o
f 

G
D

P)
 

3.
6 

4.
6 

5.
7 

4.
6 

2.
0 

5.
4 

1.
7 - 2.
7 

3.
8 

3.
7 - 5.
1 

3.
8 

3.
7 

G
D

P 
pe

r 
pe

rs
on

 
($

) 

15
10

 

11
89

 

36
49

 

17
07

 

14
17

 

15
11

 

10
58

 

53
8 

39
7 

11
87

 

67
6 

21
50

 

18
06

 

80
9 

85
2 

Po
pu

la
ti

on
 

(m
ill

io
ns

) 

9.
2 

16
.3

 

0.
5 

21
.6

 

1.
8 

24
.3

 

10
.3

 

1.
7 

4.
1 

13
.3

 

15
.9

 

15
8.

3 

12
.9

 

5.
8 

6.
8 

Co
un

tr
y 

Be
ni

n 

Bu
rk

in
a 

Fa
so

 

Ca
pe

 V
er

de
 

Cô
te

 d
'Iv

oi
re

 

Ga
m

bi
a 

Gh
an

a 

Gu
in

ea
 

Gu
in

ea
-B

is
sa

u 

Li
be

ri
a 

M
al

i 

N
ig

er
 

N
ig

er
ia

 

Se
ne

ga
l 

Si
er

ra
 L

eo
ne

 

To
go

 

 
Annex 2: Literature 
Bowen, H.R., 1997. Investments in learning: the individual and social value of American higher 

education. . John Hopkins University Press, Baltimore and London. 
Khelfaoui, H., 2009. The Bologna process in Africa: globalization or return to 'colonial situation'? 

JHEA/RESA 7, 21-38. 
Materu, P., 2007. Higher education quality assurance in sub-Saharan Africa: status, challenges, 

opportunities, and promising practices. World Bank, Washington DC. 



                                                                                                                                                          

  

   
 

99 

Teferra, D., Knight, J., 2008. Higher Education in Africa: The International Dimension. 
Association of African Universities, Accra, Ghana, and Boston. 

UNESCO, 2010. UNESCO Science Report: The Current Status of Science around the World. Paris, 
France. 

Watson, P., 2009. Regional themes and global means in supra-national higher education policy. 
Higher Education 58, 419-438. 

 
 



                                                                                                                                                          

  

   
 

100 

Development of the systems of higher education in the Southern African region is crucial to 
releasing the capacity of higher education to contribute more fully to development in the 
region. National systems of higher education, however, are in most instances relatively weak, 
having suffered the effects of years of underfunding. Regional collaboration has been 
proposed as a means to strengthen these systems. Policies such as; the African Union’s Second 
Decade of Education, and their Harmonisation Policy on Higher Education, as well as the 
Southern African Development Community (SADC) Protocol on Education, all talk of the need 
for this co-operation, that has been agreed on a political level. 
Although there may be debate regarding the mechanisms and the means for collaboration, at a 
political level, the fundamental notion of co-operation between institutions, with the broader 
goal of enhancing institutional performance, is well accepted. 
SARUA (2010). REBUILDING HIGHER EDUCATION IN ZIMBABWE: Implications for Regional 
Collaboration, p. 9 

Southern Africa is a heterogeneous region comprising countries with higher education systems 
differing substantially in quality and quantity and in profile (number of HEIs, qualifications of 
staff, number of students, number of international students, number and scope of programmes, 
research done, infrastructure and equipment). The highly sophisticated HE system of South 
African is spearheading the developments. South Africa is magnet as well as a trend and agenda 
setter in the region. Other countries have small, young or emerging HE system (e.g. Malawi and 
Namibia); Zimbabwe is about to re-vitalise its system is Angola. Capacity building remains the 
crucial challenge in the entire region. Regional integration in higher education, politically driven 
forward by the Southern African Development Community (SADC) and operationally guided and 
practiced by the Southern Africa Regional University Association (SARUA), is trying to address 
these issues on a political and operational level. However, its Protocol on Education and 
Training (1997) faces obstacles and limitations with regard to implementation.  

REGIONAL REPORT SOUTHERN AFRICA 

The following Regional Report is based on the country reports on HE in South Africa and 
Malawi. The choice of these two countries to represent Southern Africa was well made as it 
contains the most developed HE system in the region and an emerging HE system; However, the 
picture of HE in Southern Africa would have been more complete, if a Lusophone country had 
been included (e.g. Angola, which has one of the largest economies in Africa). 

Except in South Africa, the data basis on HE in the region is very weak and inconsistent, 
although the Southern African Regional Association of Universities started to systematically 
map the developments in the region since 2005.45

1. 

 The following chapter is trying to map the 
main developments and – wherever possible - link them to the tuning discussion and evaluates 
the potential contribution of a tuning approach to support existing policies, efforts and 
priorities and thereby focussing on existing structures and networks. 
 

The Regional Report Southern Africa first needs to clarify the geographical scope it covers, as 
there are inconsistencies or differences with regard to definition of the Region. While the 

Description of the Region  
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political and economic regional definition of the Southern African Development Community 
(SADC) covers 15 countries in total, the Regional Classification of the African Union only counts 
for 10 countries. In contrast to this, the AU also acknowledges the SADC as one of the Regional 
Economic Communities (RECs) in Africa.46

Regional 
Classification 

 There is also over-lapping with regard to the RECs 
e.g. double memberships.  

Regional country classification Southern Africa 

Member countries Number of 
countries 

AU Regional 
Distribution of 
member states 

Angola, Botswana, Lesotho, Malawi, Mozambique, Namibia, 
South Africa, Swaziland, Zambia, Zimbabwe 

10 

SADC Angola, Botswana, Democratic Republic of Congo, Lesotho, 
Madagascar, Malawi, Mauritius, Mozambique, Namibia, South 
Africa, Swaziland, Seychelles, Tanzania, Zambia, Zimbabwe 

15 

 
The current study will mainly focus on the selection of countries given by the AU Regional 
Distribution of Member States Scheme; but it will however consider the SADC scope where 
appropriate as some of the SADC policies target on regional integration in HE, Science and 
Technology and have direct links to TUNING. 

The SADC region covers a population size of nearly 260 Million inhabitants with a Gross 
Domestic Product (GDP) of 471.1 US$ billion. The regional grouping of the AU comprises a much 
smaller population leaving out the vast country Democratic Republic of Congo (former Zaire, 70 
Million inhabitants), but also countries like Tanzania, which has a population of 42 Million 
inhabitants. SADC launched a Free Trade Area in 2008 with 12 out of 15 member states 
participating.  

To understand the regional Southern African Community it is important to know its history as 
its legacy still has some impact on recent policies and informal agendas.47

SADC Treaty and Declaration

 In 1980 in Lusaka, the 
predecessor organisation of SADC was formed as Southern African Development Coordination 
Conference (SADCC) which started as a community of the so-called ‘Frontline States’ for the 
political liberation of Southern Africa. In 1992, at their Summit held in Windhoek, Namibia, the 
Heads of State and Government signed the  that effectively 
transformed the Southern African Development Coordination Conference (SADCC) into the 
Southern African Development Community (SADC) – the regional association which exists until 
today and slowly growth stronger. With its re-organisation, the focus and objectives of SADC 
shifted to include economic integration and regional integration in a broader scope following 
the independence of the rest of the Southern African countries (mainly Namibia and South 
Africa). Higher education, science and technology became explicit parts of these regional 
integration policies. 

The colonial legacy is manifold resulting from the colonial background of the countries in the 
region: Angola and Mozambique have a Portuguese colonial history. There is a British colonial 
legacy in Malawi, Zambia, South Africa, Lesotho, Swaziland, Botswana, Zimbabwe and Namibia48

                                            
46 The RECs are grouping together individual countries in sub-regions for the purposes of achieving greater economic integration. They 
are described as the 'building blocks' of the African Union (AU) and are also central to the strategy for implementing the New Partnership 
for Africa's Development (NEPAD). 
47 However, the focus of SADC has substantially changed in its 30 years of history. 
48 Namibia is also looking back on a short German colonial period, later as ‘protectorate’ of South Africa and ‘de facto’ fifth province under 
the apartheid regime until Namibia’s independence in 1990. The German legacy did not leave major traces, but the South African period 
has decisively shaped the HE sector. 

 
– the latter as ‘protectorate’ of South Africa and also a previous short German colonial period). 

http://www.sadc.int/index/browse/page/120�
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The regional AU country grouping comprises mainly English and Portuguese language, while the 
SADC grouping also includes francophone countries (e.g. Madagascar and Congo). The language 
barrier between the Lusophone and Anglophone (HE) systems (as well as Francophone 
systems) still has a huge impact on the communication and collaboration within the region, as 
reported by policy makers, researchers and HE leaders. While Mozambican HE is well affiliated 
with the region, in particular with South Africa, Angola’s small HE system is hardly integrated 
into the region. Resulting from the traditional networks and language, the links to the colonial 
mother land are still pre-dominating as well as the links to the Portuguese speaking Brazil. 

The SADC region has a diversified economic sector with huge regional differences. Seen as a 
whole it is dominated by mining and natural resources (oil, gas, diamonds, uranium, gold, 
minerals). Agriculture, Forestry and Fishery are strong components in many countries. Tourism 
is an important sector in most of the SADC member countries (wild life, nature). A forth pillar of 
the regional economies is Manufacturing.  

The impact of AIDS/HIV is given, but seems to affect rather the primary and secondary than the 
tertiary education sector. Its main impact is with regard to teacher training, as the primary and 
secondary teachers seem to be much more affected than academics in higher education. Higher 
education statistics on AIDS/HIV are only available in South Africa, but there are also reports on 
Botswana and Namibia. 

The main problems of the region are the water and power shortage (Except in the Northern 
Countries like Congo and Angola). The lack of skilled engineers seems to slow down some 
developments. The lack is mainly compensated by ‘import’ of experts. Despite the diverse 
industrial and mining centers, most of the societies are still dominated by its rural character 
where agriculture and livestock play a major role (e.g. Malawi, Zambia, and Namibia). The fast 
growing populations are putting pressure to the education systems. 

The diversity in the countries, which is also reflected in their higher education systems, is not 
only shaped by cultural features and colonial heritage, but also by (post) conflict developments 
(e.g. in Angola, Zimbabwe, Mozambique and Namibia). Namibia has well recovered, developed 
and democratised its HE sector after independence – while Angola and Mozambique are still 
struggling in consolidating and expending their HE systems. South Africa has very well managed 
the transformation of its HE sector after the end of Apartheid and the first democratic elections 
in 1994, although the legacy leaves some traces with regard to inequalities in race and gender, 
rural/urban HEI’s disparities (‘Historically Disadvantages HEIs’). Congo and Zimbabwe HE 
remain largely dysfunctional, the latter suffering severely from an exodus of qualified academic 
staff. Zimbabwe recently started an initiative to revitalise it HE system with support of SARUA 
from its perspective as a facilitator of regional co-operation and dialogue in HE. Although some 
universities in the region can look back to a long history (e.g. University of Pretoria, University 
of Stellenbosch and University of Cape Town), some were established after independence (e.g. 
UNIMA in Malawi). However most of the universities in SADC are established after the 1980s, 
Zimbabwe established 6 new universities in the last decade, indeed Mzuzu University was only 
established a few years ago. 

2. 

Southern African Development Community (SADC) 
As mentioned above, there is a thirty year old effort of promoting regional integration in 
Southern Africa within the Southern African Development Community (SADC). The regional 
integration within SADC is mainly driven forward top down on three levels and managed by a 
well established bureaucracy: 

Regional Integration in Southern Africa 

• Political Level  
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SADC Council of Ministers, Integrated Committee of Ministers (ICM) 
• Operational Level 

SADC Secretariat; SADC National Committees 
• Programme Level 

SADC Secretariat; Cooperating Partner/s; Technical Advisory Committees and Sub-
Committees; Programme Steering Committees; SADC National Committees; 
Implementing Agent 

On the economic level, the Southern African Customs’ Union (SACU) also plays a crucial role, but 
it has no particular linkage to the topic undertaken in this study. 

Southern Africa Regional University Association (SARUA) 
The main player on the regional HE sector is the Southern Africa Regional University 
Association (SARUA). SARUA was established to assist in the revitalisation of higher education 
and to strengthen the development of the leadership and institutions of higher education in the 
Southern African region. It is striving to enable the regional higher education sector to respond 
meaningfully to the developmental challenges facing the region. These broad principles serve to 
establish the fundamental modus operandi of SARUA, and provide SARUA’s strap-line: 
‘Enhancing regional higher education and its role in regional development’. SARUA is trying to 
contribute to consolidating a southern African agenda for higher education, and enabling higher 
education to make a significant contribution to national and regional development. (See: SARUA 
Website http://www.sarua.org/). In the beginning of 2010, SARUA had 50 out of 70 public 
universities from the region as members. 

SARUA is the first organization to systematically map the higher education sector in Southern 
Africa (e.g. in SARUA Handbook 2009, Towards a Common Future: Higher Education in the 
SADC Region 2008). So for the first time, the profile of HE in Southern Africa was researched 
and today can provide a planning basis for regional HE policies. A first mapping exercise for the 
development of a regional Science and Technology database was completed in 2009. 

In 2009, SARUA identified four succinct long term outcomes that will give the organisation 
direction and purpose over the next three year period 2010 – 2012.  

These strategic goals are: 

• The development of a regional identity for Higher Education; 
• The enhancement of rgional Higher Education collaboration; 
• The enhancement of regional Higher Education leadership capacity is enhanced; 
• The achievement of a more receptive Higher Education policy environment in the 

region.  
(SARUA, Annual Report 2009, p. 5) 

To foster regional integration, SARUA is providing trainings and workshops for HE leaders in 
the region and policy advice to the main political players (e.g. SADC). In 2009, the SADC 
Secretariat incorporated SARUA’s recommendations into their agenda.  

The Legal Framework: The SADC Protocol on Education and Training 
The general legal framework for the regional integration in Southern Africa is the SADC Treaty 
of 1980 (1992) which was amended in 2001. Its implementation is advanced in the economic 
sector, but in HE, Science and Technology the achievements so far are poor. The government 
driven process seems to lack deep linkage to the sector, so that non-governmental actors like 
SARUA which are deeply rooted in the sector are more effective in this field. (See below) 

The SADC policies are guided by the Regional Indicative Strategic Development Plan (RISDP). 
RISDP is a 15 year regional integration development framework, setting the priorities, policies 
and strategies for achieving the long-term goals of the Southern African Development 
Community. Science and Technology are regarded as cross-sectoral intervention areas. Among 
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other issues, the proposed strategies include the coordination, harmonization and engendering 
of education, training, health, nutrition, employment and labour policies and the establishment 
of exchange programmes. 

The regional HE policies in SADC are embedded in 

• The Regional Economic Communities (RECs) of the African Union 
• The SADC Treaty, and  
• The SADC Protocol of Education and Training, which is part of the general SADC Treaty. 

The SADC Protocol on Education and Training (1997) is one instrument meant to achieve 
harmonisation of the system. It was signed by 12 of the SADC member countries (Angola, 
Botswana, Lesotho, Malawi, Mauritius, Mozambique, Namibia, South Africa, Swaziland, 
Tanzania, Zambia and Zimbabwe). After ratification by nine countries (Botswana, Lesotho, 
Malawi, Mauritius, Namibia, South Africa, Swaziland, Tanzania and Zimbabwe), it entered into 
force in the year 2000. By 2004, the Protocol has been ratified by all member countries except 
Angola, DR Congo and Seychelles. The major aim of the Protocol is “to progressively achieve 
equivalence, harmonisation and eventual standardisation of the education and training systems 
in the region”. 

Articles 7 and 8 of this Protocol explicitly refer to the sector of higher education and training, 
research and development. Articles 9 and 10 also partly touch on the higher education sector 
(Life-long learning and Training, Publishing and Library Resources).  Article Seven deals with 
co-operation in higher education and training and clarifies some of the key areas of 
harmonisation.  

The SADC Protocol on Education and Training also addresses the following more general 
education issues: 

a) Cooperation in Policy for Education and Training 
b) Fostering mobility of students and staff (also exchange programmes, facilitating 

movement within the region) 
c) Widening provision and access to education and training as well as addressing 

gender equality; 
d) Improving the quality and ensuring the relevance of education and training; 
e) Rationalising admission requirements to education and training institutions 

(standardisation) and accreditation of qualifications; 
f) Encouraging joint development and production of teaching and learning materials; 
g) Achieving a partnership approach to co-financing education and training, among 

governments, beneficiaries and employers; 
h) Promoting academic freedom and creating an enabling environment with appropriate 

incentives based on merit, for educated and trained persons to effectively apply and 
utilise their knowledge and skills for the benefit of Member States and the Region; 

i) Achieving comparability, equivalence and standardisation of education and training 
systems. 

j) Establishment of centres of specialisation. 
The collaboration and harmonization in Higher Education is to be strengthened in the following 
areas: 

a) Primary and secondary educational standards should be improved and sustained as a 
critical foundation for tertiary education; 

b) Development of mechanisms to facilitate student and staff mobility within the SADC 
countries.  
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c) Efforts should include: harmonization, equivalence and eventual standardization of 
University entrance requirements; mutual recognition of qualifications and facilitate 
of credit transfer; flexibility of migration requirements. 

d) Facilitate inclusive entrance requirements (promote admission of socially 
disadvantaged groups) in undergraduate and graduate programmes (i.e. admission 
flexibility or preferences, scholarships, etc.) 

e) Ensure appropriate resource allocation to enable universities within the SADC States 
to provide high quality undergraduate and graduate programmes relevant to the 
Regional development needs and demands of labour market. 

f) Sharing of external examiners. 
g) Establishment of regional professional associations,  
h) Exchange of information,  
i) Research and joint academic activities. 
j) Undergraduate studies 

a. Cooperation and mutual assistance in the design of academic programmes;  
b. Teaching and learning material development;  
c. Promotion of regional professional exchange such as student and staff exchange 

programmes,  
k) Postgraduate Studies: 

a. Recognition of undergraduate qualifications obtained in any university within 
the Region as suffice entry requirement into a post-graduate regional 
programme;  

b. Promote higher mix of students from SADC countries than that at undergraduate 
level; 

c. Development of high quality graduate programmes, specialized by regions or 
countries 

d. Joint planning of programme provision to avoid duplication and  
e. Striving for synergies in programme provision to build capacity for regional 

education and training through specialized programmes. 
The Protocol thus addresses a number of issues which are promoted by the set of instruments 
in a Tuning Project. 

However, progress in implementation is slow. There are still many barriers to the movement 
and qualification portability, which the SADC Protocol attempts to address.  

A SARUA Study amongst HEIs in SADC identified the following categorised responses with 
regard to challenges to and constraints acting on collaboration in Africa: 
 
Categorised responses regarding the challenges to / constraints acting on collaboration 
in Southern Africa 
 
Financing HE 
 

Many respondents noted the general funding scarcity in the region. 
Collaboration is perceived as both expensive and of low priority, given other 
needs. Even where funds are found, sustainability of the initiative may be an 
issue. Finances are necessary for bursaries, staff exchanges, travel and 
accommodation. Student subsidies may also be in question in some 
circumstances. 

Other resource 
constraints 

Poor capacity at a number of institutions limits their capacity to engage in 
collaborative efforts – a lack of appropriately qualified staff, infrastructure  
equipment, premises, accommodation facilities and laboratories), and library 
resources provides fewer opportunities for such initiatives. 

Information Mentioned almost as frequently as financial constraints, the lack of ability to 
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and 
communication 
technologies 
(ICT) and 
infrastructure 

communicate quickly and easily in the region is one of the fundamental 
limiters of collaborative efforts. Problems exist both at the level of national 
bandwidth capacity, and at institutional level, in terms of infrastructure and 
access to equipment. 

Administrative 
and logistical 
issues 
 

Logistical difficulties in collaboration include the distances involved, and the 
cost of working and travelling in the region. Critical also is the lack of 
administrative capacity at institutional level for the co-ordination of these 
efforts, as well as inflexibility of administrative procedures at institutions. 

Motivational 
issues: 

The chief motivational issue concerns the tension between institutional 
competitive interests and collaboration efforts. In addition, some respondents 
mentioned that there is some apathy amongst staff with regard to co-
operating in regional endeavours; this may be linked to workload issues or 
lack of incentives. There is also a perception that South African students, in 
particular, lack interest in travelling in the region. The tension between 
academic freedom and the need to strategically manage collaboration was 
also mentioned. 

Language and 
cultural issues: 

There are three languages of study, and a wide range of different cultures 
within the region. This makes mobility and collaboration difficult. The 
European example shows that this is not an insurmountable problem; 
however, additional resources are required for effective student integration 
and orientation. 

Networking 
opportunities 
and knowledge 
about 
institutions 
in the region: 

Respondents spoke about a lack of knowledge about regional institutions, 
academics, and potential areas of collaboration, as well as a lack of funding to 
attend regional conferences or workshops. 

Workload 
issues 

Particularly given the increased demand for higher education and rising 
student numbers, academic workloads have risen enormously, and there is 
little time for additional collaborative engagements (which tend to be time-
intensive). There are also few incentives at individual level for these 
engagements. 

Visas and work 
/ study 
permits 
 

Despite being a specific goal of the SADC Protocol, legal restrictions are still 
widely viewed as imposing a constraint on staff and student movement. Full 
removal of visa and permit requirements are the ultimate goal, however, 
interim strategies could involve, for example, setting up specific offices for 
dealing with applications. 

Qualification 
framework 
related 
 

The lack of comparability of academic programmes, educational systems and 
academic years in the different countries of SADC causes difficulties for 
student mobility, as well as for attempts to develop cross-national 
programmes. Although work is progressing in SADC, on the development of a 
regional qualifications comparability framework, progress has been slow. 
Mutually agreed quality assurance mechanisms are essential to move this 
process forward. 

Safety and 
security issues: 

Political unrest in countries and incidents of xenophobia heighten concerns 
about travelling in the region, and discourage staff and student mobility. 

Lack of co-
ordination 

Some respondents spoke of the lack of a structure for the coordination and 
management of co-operative efforts, and of the lack of a forum for the 
identification of collaboration opportunities. Others spoke of structures set up 
by funding agencies that do not work in the context of the region. 
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Imbalances in 
infrastructure, 
staffing and 
general 
cooperation 
arrangements 

Lack of resources and infrastructure at some institutions not only limits their 
ability to participate in collaboration efforts, but also affects the type of 
relationships that develop in the region. Stronger institutions tend to 
dominate partnerships, which can lead to resentment. On the other hand, 
there tends to be less direct 
benefits flowing to the stronger partners in the relationships, and it is thus 
more difficult to secure staff involvement in collaborative initiatives. 

Preference for 
co-operation 
with the North 
 

Existing co-operative agreements with institutions from the North may stem 
from long-standing, established relationships and partnerships. They also 
tend to have finances attached (although partnership dominance may be a 
problem). These partnerships may be a problem to the extent that they 
discourage engagements between institutions in the region, and thus the 
development of a strong regional sector. 

Brain drain Brain drain from and within the region has led to diminished institutional 
capacity, and there are fears that collaboration may open opportunities for 
individuals which may lead to potential further loss from some institutions. 

SERIES VOLUME 2 NUMBER 1  
 

3. Higher Education in Southern Africa 
In 2009, there were 66 public Universities in the SADC countries, 114 Polytechnics or 
specialised colleges and 170 private HEIs. By 2010, the number of universities had increased to 
70, and private ones had also decreased in number to 100. 

The regional pattern of HE is very unbalanced in SADC: The majority of SADC member countries 
have a small HE system with few universities: Five countries only have one public university 
(Angola, Botswana, Lesotho, Namibia and Swaziland); two countries have two public 
universities (Malawi and Mauritius); six further countries have fewer than 10 (DRC, 
Madagascar, Mozambique, Tanzania, Zambia and Zimbabwe.   South Africa has by far the largest 
system with 23 universities (and at the time of the SARUA study (2009) quoted nearly 750.000 
students, which comprises two third of all enrolments in the region. Zambia (43), Botswana 
(21), and Tanzania (13) have well developed systems of polytechnics or specialised colleges. All 
other countries have fewer than ten colleges; some have none (e.g. Angola, DRC and South 
Africa). Private universities or colleges nearly equal the number of public universities. The 
recent trend in South Africa, which had 100 private accredited universities in 2010,, is a private sector 
that is outnumbering the public sector in numbers of HEIs. However, in number of enrolments the 
public HE sector is still stronger. The private HE sector is particularly strong in Mauritius (30 
HEIs). Private HEIs are sometimes Church related (e.g. in Malawi), although in South Africa, 
where private HE is strongly entrepreneurially designed to respond to labour market demands 
in Business, Administration and Management as well as IT. There is little data available on 
private HE in the region. 

Most of the universities in the region are quite young and only established from the 1980s 
onwards. The Gross Enrolment Rate is low (many countries have a GER of 1 %, some 2-4 %). 
South Africa (16,5 % in 2009) and Mauritius (17 % in 2008) show an above-average GER in 
regional as well as in a continental perspective.49

Country 

 

 

The HE Landscape in Southern Africa 

Number of 
public 

Publicly funded 
polytechnics/ 

Number of 
private 

Total enrolment 
public higher 

                                            
49 The GER of Sub-Saharan Africa is 2,5 % according to UIS (2009) 
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universities specialised 
colleges 

universities or 
colleges 

education (most 
recent year per 
institution) 

(1) Angola  1   47.343 
(2) Botswana 1 21 5 15.710 
(3) DRC 4   31.487 
(4) Madagascar 6 2 21 41.691 
(5) Lesotho 1 7 0 8.508 
(6) Malawi 2 7 4 7.896 
(7) Mauritius 2 7 30 9.720 
(8) Mozambique 4 3 12 46.865 
(9) Namibia 1 2 2 8.378 
(10) South 

Africa50
23 

 
 79 746.538 51

(11) Swaziland 

 

1 1 4 5.785 
(12) Tanzania 8 13 12 33.420 
(13) Zambia 3 43 6 14.395 
(14) Zimbabwe 9 8 4 52.453 
Total 66 114 170 1.070183 
Source: SARUA, Towards a Common Future: Higher Education in the SADC Region, 2008, p. 21 
Distance education counts for nearly 1/3 of the entire HE provision. In 2010, South Africa had 
more than 300.000 students enrolled in Distance Education (UNISA’s enrolments alone 
comprised 310.000 students). The second largest provider of Distance Education is Zimbabwe. 
The Zimbabwe Open University was established in 1993 as a Centre for Distance Learning of the 
University of Zimbabwe in Harare. It offers HE to nearly 20.000 students (2007) and covers 
approximately half of the entire HE provision in Zimbabwe.  

The SADC region had more than 1 Million students in 2009. Around three quarters of them are 
studying in South Africa – many of them from other SADC countries. Indications are that 
enrolments have recently increased throughout the region. Mauritius in particular has 
increased its enrolment ratios considerably in recent years. 

 
 
Source: SARUA 2008, p. 54-55 (The reference years differ between data given from 1999 to data from 2006) 

The enrolments according to fields of study show a clear dominance of the Humanities and 
Social Sciences (38,4 %). The next major field of study is Business, Management and Law (31,8 

                                            
50 Note that these  are now out of date; South Africa, for example, In September 2010 there were 70 public HEIs and 100 private 
providers. 
51 The latest HE statistics of South Africa states 837.626 students in total (including doctoral students). 
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%) followed by Engineering, Sciences & Technology (less than 22,7 %, of which more than 70 % 
is in South Africa) and Health Sciences (7 %, of which  also 70 % is in South Africa). The 
provision of Health Sciences is poor with regard to the great challenges in this field in the 
region. Namibia is currently building up Health Sciences, Malawi, which has a Medical College 
under UNIMA reports a high brain drain of Health Science graduates. The low enrolments in 
Health Sciences, in Engineering and Sciences are sources of concern for policy makers. The 
distribution of enrolments shows the leading role of the South African HE system in Southern 
Africa.  

 

 
 
The baseline study of SARUA reveals that 83, 5 % of all students are enrolled in undergraduate 
programmes. The postgraduate enrolments are 5,5 % in postgraduate diplomas, 5, 4 % in 
Master courses and only 1 % in doctoral education. The data indicate, that the postgraduate HE 
is developed very weakly in the entire region – in non-South African countries even more than 
in South Africa.  

 
Regional Overview of Qualifications Awarded  
(All countries, most recent year for which data were available) 
 

Major Field 
of Study 

Qualifications awarded 

 Total Undergraduate 
Degrees / 
Diplomas 

Postgraduate 
Diplomas 

Master’s 
Degrees 

Doctoral 
Degrees 

Others 

Science, 
Engineering & 
Technology 

39.389 28.854 3363 3053 536 3583 

Business, 
Management 
& Law 

51.729 38.166 7.125 3.625 124 2.690 
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Humanities 
& Social 
Sciences 

69.729 53.556 9.721 3.482 529 2.441 

Health 
Sciences 

13.507 8.985 2.626 994 114 788 

Other 5.910 3.805 455 99 23 1.528 
Total 180.264 133.366 

(74,0 %) 
23.289 
(12,9 %) 

11.253 
(6,2 %) 

1.326 
(0,7 %) 

11.030 
(6,1 %) 

Source: SARUA (2008). Towards a Common Future: Higher Education in the SADC Region, p. 23 
 
An overview over the graduating rates in SADC universities reflects the same pattern as the 
enrolment pattern: 74 % of all graduations are at undergraduate level (degrees and diplomas). 
Only 6.2 % graduate with a Masters Degree and less than 1 % with a doctoral degree (0,7 
%).The year of the data is not given and may not be consistent in all cases, but the trend 
towards undergraduate education and the underrepresentation of the Master and doctoral 
levels is obvious.  

The low enrolment and graduation rates at postgraduate level have an impact on the research 
activities and research output of the universities in the SADC region. The research output (ISI 
Index) measured by the Institute of Scientific Information (ISI) indicates a steady decline of 
research published in the last decade. “Africa has lost 11 % of its share in global science since its 
peak in 1987. Sub-Saharan science has lost almost a third (31 %).” SARUA 2008, p. 26 

All available statistical data indicate that the majority of HEIs in Southern Africa focus on 
teaching and learning and that research is secondary on their agenda. 

 
 
Internationalisation, regional collaboration / integration in HE and networks  
The internationalization pattern is very unbalanced in SADC. With regard to student mobility 
and the migration of academic staff, there is a clear trend towards South Africa. While South 
Africa has a very high share of international students (mainly from other African countries, in 
particular from SADC countries,), some countries have virtually no international students (e.g. 
Zimbabwe, Angola). South African universities have become the major destination target for 
Zimbabwe diasporan lecturers (ZDL), which has created a vacuum of highly qualified lecturers. 
(SARUA 2010) 

South Africa has become an attractive host country for non-African Students. It ranks 14th as a 
study abroad destination for US students, with an increase of 28% from 2005/06 to 2006/07. In 
2007, South African HE was the second largest destination for mobile students from Sub-
Saharan Africa world-wide. In 2009, South Africa hosted 2.2 % of the global share of international 
students. 
 

Research conducted by the Southern African Regional Universities Association (SARUA) 
shows the low number of postgraduate registrations and graduates especially outside of 
South Africa. This area is clearly one in which regional co-operation is most needed. 
 
SARUA (2010). REBUILDING HIGHER EDUCATION IN ZIMBABWE: Implications for 
Regional Collaboration, p. 9 
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Top destinations of mobile students from Sub-Saharan Africa, 2007 

 
Source: UNESCO/UIS (forthcoming 2010)  
 

In 2007, South Africa as African top destination hosted 43.272 international students. The 
number is steadily increasing. 85 % of its international students are of African origin, and more 
than 70 % are from SADC countries. The growing attractiveness of South Africa is also visible in 
its increasing global share of international students. In 2009, South Africa held 2.2 % of the 
global share of international students. Inbound mobility is nearly tenfold outbound mobility in 
South Africa, but thereis a high outbound mobility in Zimbabwe, Mauritius, Swaziland, 
Botswana, Namibia, Lesotho, and Angola. 

In April 2010, in a Workshop for Zimbabwean HE leaders, SARUA presented survey outcomes 
on the state-of-the art on regional collaboration as promoted in the SADC Protocol on Education 
and Training since 2001. Some of its findings are presented below.  One of the outcomes of the 
workshop was the Cape Town Accord and a Call for Action to support the revitalization of HE in 
Zimbabwe in a spirit of regional solidarity. 

In the SADC region, there seems to be a general high consent on the benefits of regional 
collaboration in higher education. The benefits are most frequently identified as follows: 

• Increasing sector capacity at a number of levels 
• Increasing knowledge within the region 
• Quality improvements 
• Increasing contribution towards development initiatives. 
 

  
 

The comments received paint a very positive picture of the potential benefits of 
regional collaboration in higher education. They show a high level of agreement, 
within a fairly wide range of responses. There are few surprises in the list: the 
institutional view of the potential benefits of collaboration is very close to that 
espoused in formal policy documents. 
SARUA (2010). REBUILDING HIGHER EDUCATION IN ZIMBABWE: Implications for 
Regional Collaboration, p. 17. 
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Regional collaboration has been researched at postgraduate level. These collaborations are 
highly South Africa oriented. However, out of the 127 collaborative activities in postgraduate 
programmes in the region reported in a SARUA survey in 2008, only 34 involved SADC regional 
institution partners (and only 4 of these did not involve South Africa). “Although no claims can 
be made regarding the completeness of this data, the data shows a proportion of 27% of 
collaboration efforts within the region, versus 73% out of region. Countries most typically 
involved in out-of-region collaborations include the United States of America, Norway, France 
and Germany (with other frequent collaborators being Belgium, Finland, Denmark, China, the 
United Kingdom and Sweden).” (SARUA (2010). Rebuilding HE in Zimbabwe: Implications for 
Regional Collaboration p. 16.) 

One of the best practice examples for the regional cooperation is the USHEPiA Project, which is 
coordinated through the University of Cape Town. It focuses on postgraduate education in 
science, engineering and the humanities. The strong benefit of this model is that it has 
proceeded through agreements between the involved institutions themselves, and directly 
addresses the needs of these institutions, and maintains a strong focus on capacity-building to 
mutual benefit. 

 

4. 

In Southern Africa, the provision of HE is very diverse in terms of both quality and of quantity. 
Quality Assurance in HE is therefore a major concern of all governments in the region. 

There is also a regional effort going on to promote the harmonisation of quality assurance and 
accreditation within the SADC region- at least in the core countries. At a political level, this 
process is driven by SADC; on the operational level it is supported by SARUA and guided by 
SAQA and the CHE in South Africa. 

In 1997, the SADC Technical Committee on Certification and Accreditation (TCCA) was 
established. It has a specific mandate to develop and recommend policy guidelines, instruments, 
structures, and procedures that would eventually facilitate equating, harmonising, and 
standardisation of accreditation and certification of qualifications in the SADC region. To 
achieve this mission, the TCCA set the following objectives: 

Quality assurance and accreditation, National and Regional Qualification 
Frameworks 

• Facilitating the development and implementation of national qualifications frameworks;  
• Facilitating harmonisation of national qualifications frameworks into the development 

of a regional qualifications framework;  
• Strengthening national assessment, quality assurance and accreditation structures, 

systems and procedures; and  
• Facilitating the development of credit transfer systems. 

In Mozambique a National Quality Assurance and Accreditation body is about to be formed. In 
Namibia and Zimbabwe, National Councils of Higher Education have already been established 
which are responsible for quality assurance. In Botswana, the Tertiary Education Council (TEC) 
assumes the role of quality assuring university activities as more universities join the national 
higher education system. 

On a regional level there is a GTZ supported project, the Higher Education Quality Management 
Initiative in Southern Africa (HEQMISA). 

According to a recent World Bank Working Paper (World Bank 2010), Angola has no national 
quality assurance agency yet. Mozambique has established the National Commission for Quality 
Assurance (CNAQ) which will gradually become an autonomous body for quality assurance. 
Both Angola and Mozambique are associated with the Southern African Development 
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Regional QA Network, and are being helped to modernise their education and training 
systems, mainly under the guidance of South Africa. Three countries (South Africa, Namibia and 
Mauritius) have quality assurance systems in place, with national bodies responsible for 
coordination and ensuring coherence. (South Africa: the Council on Higher Education (CHE) and 
the Higher Education Quality Council (HEQC). 

Namibia has a QA Association of professionals in the academic sector, the Namibia Association 
of Higher Education Quality Assurance (HEQMISA-Namibia). In 2005, Namibia launched the 
National Council for Higher Education which’s task comprises quality assurance with regard to 
student performance, the effectiveness and productivity of academic staff, and the quality 
assurance systems and mechanisms; Zambia, Malawi, Botswana, Swaziland, Lesotho and 
Zimbabwe have well established quality assurance systems and are also in the process of 
modernising their systems. Some of the systems lack capacity and resources (e.g. in Malawi). 

According to a recent doctoral thesis on quality assurance in SADC (based on three institutional 
case studies in South Africa, Botswana and Zimbabwe) quality assurance has rather internal 
perspective of self-improvement than targeting an external accountability. Its rationale is 
therefore not fully identical with those promoted in the SADC Protocol on Education and 
Training. (Mhlanga, 2010) 

The South African Qualifications Association (SAQA) has taken over the lead with regard to 
qualification frameworks in SADC and plays (together with SARUA and the Council on Higher 
Education) a decisive role in the development of standards and procedures in quality assurance 
and accreditation in the region. SAQA provides an overview on existing qualification 
frameworks in the SADC region (see annex). 

Most of SADC countries are preparing National Qualification Frameworks. South Africa and 
Namibia implemented NQFs some years ago. Malawi is developing an NQF and preparing for 
implementation. South Africa is in the process of revising its NQF in the light of experience 
gained through using its first version . The pace and state of development of NQFs is therefore 
rather different. 

In 2001, at a Sectoral Ministers Meeting, the first idea of developing a Regional Qualification 
Framework was born. It was agreed that a Regional Qualifications Framework would offer an 
important mechanism through which to enhance mobility, harmonisation and recognition of 
qualifications across the region. Nearly a decade later, this SADC qualification framework is now 
close to reality. A regional qualification portal is being prepared to facilitate mobility and 
portability of qualifications in the SADC region. The project is currently in a pilot phase. 
According to SAQA, many SADC member states have started to invest significant resources in 
the development of databases and web-based interfaces as a precursor to the regional process. 
(http://www.saqa.org.za/show.asp?include=news/sadc_framework.html) 

 

5. 

 
The potential contribution of Tuning can be reflected with two different points of reference: 

Potential contribution of Tuning to the regional integration, harmonisation and 
HE capacity development efforts in Southern Africa 

a) The objectives laid down in the SADC Protocol on Education and Training 
b) The 20 major leadership challenges in HE in SADC (Survey outcome of SARUA) 

 
Potential contribution of Tuning to implement the SADC Protocol on Education and 
Training 
 

http://www.saqa.org.za/show.asp?include=news/sadc_framework.html�
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HE specific objectives 
of the SADC Protocol on 
Education & Training 

Potential 
contribution 
of Tuning 

Remark(s) to the potential contribution of a 
TUNING approach 

Increasing Access  x One of the outcomes of Tuning is an agreed profile of 
degree programmes, and the design of programmes in 
consultation with other stakeholders, including alumni. 
This enhancement of transparency and the 
provision of relevant and tailor-made curricula 
attract students 

Standardisation of 
entrance requirements 

x Tuning enables the scrutiny, comparison and joint 
definition of entrance requirements.  

Credit transfer, 
equivalencies and 
standardisation 

x Tuning is an instrument per se to foster dialogue on 
equivalencies and standardisation, Credit transfer 
and credit accumulation systems are an integral 
part of the methodology. 

Quality assurance x Tuning enables the development of procedures to 
develop standards, to improve and to assure quality 
at programme levels. 

Mobility of students x In all environments where Tuning has been used as a 
tool for improving HE. The need to facilitate the cross-
border mobility of students was an important factor in 
the selection of the Tuning methodology.  

Mobility of staff x A Tuning project facilitates staff mobility and 
demonstrates how groups of colleagues from different 
settings can work together to achieve common goals. 

Joint development of 
curricula 

x Tuning offers the potential to jointly discuss the 
development of curricula. 

Joint academic 
programmes 

x Tuning offers a platform to develop joint/double 
degree curricula or sandwich programme models. 

Joint development of 
teaching and learning 
materials 

x One strand of Tuning focuses on the exchange of good 
practices in learning, teaching and assessment and the 
exchange of materials. This could provide the basis for 
joint developmental work outside the project. 

Centres of Specialization 
(e.g. in postgraduate 
education and research) 

  

Regional professional 
associations 

x In other uses of the Tuning methodology there have 
been links developed with existing professional 
associations, and awareness of such associations has 
been raised. A Tuning approach could lay the ground 
stone for regional professional associations (e.g. Quality 
assurance, teacher education) 

Mechanisms of 
information exchange, 
coordination and 
communication  

x Tuning offers a platform for dialogue, information 
and coordination of communication. The 
publications of Tuning projects are disseminated 
widely, both in print and online. 

Collaborative research 
and consultancy work 

x Tuning groups are subject or theme based, and they 
thus provide links to research networks and  may 
provide contacts and links to encourage joint research. 
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Academic Freedom, the 
autonomy of universities 
and extent of fields of 
cooperation 

x The Tuning process is run by academic staff in a spirit 
of cooperation and independence.  It has never been an 
instrument of government and does not encroach on 
academic freedom and autonomy. 

Funding and resource 
allocation 

  

Pooling resources   
Monitoring and 
evaluation  

x Tuning contributes to the monitoring and 
evaluation of teaching and learning by exchanging 
good practices on how these can be achieved and used 
to improve provision. 

Enabling lifelong 
learning/provision of 
short courses, workshops 
etc. 

x Tuning contributes in particular to the professional 
development of teaching staff and thus to capacity 
building. 

Sharing library resources x Tuning can provide subject based books relevant to 
specific circumstances to the entire HE community. 

Establishment of Centers 
of Specialisation 

x Through identifying a wider range of potential 
champions, Tuning can help the develop centers of 
specialisation in curriculum development, 
educational planning, learning, teaching and 
assessment and quality assurance. 

Establishment of Centers 
of Excellence 

 Tuning can help establishing centers of excellence 
in Education (e.g. curriculum development, 
educational planning, and quality assurance). 

 
Potential contribution of Tuning to the 20 key challenges for HE Leadership in SADC 
(SARUA) 
 
SARUA and its members identified 20 topics as major leadership challenges in HE within the 
region.  They can be grouped into a number of broad categories, collection and use of data, 
student access and achievement, funding, staffing issues, quality, mobility, qualifications 
frameworks, and leadership.  

 The first challenge is the collection and availability of data on all aspects of HE in SADC, a 
challenge that is widely perceived across the whole of Africa. The collection of student data was 
weak in Europe at the time of the Bologna Declaration.  One influence of Tuning is to raise 
awareness about the need to have data sets of current and past students and of employers as a 
normal part of institutional and programme management. 

A second group of challenges relate to student access and success.  It has been noted in many 
contexts that access is gradually improving, but it is still poor compared with other continents, 
and is particularly poor in postgraduate fields.  Furthermore, even where access is improving 
substantially, success may not be, a situation illustrated, for example, by the high dropout rate in 
the first undergraduate year in all countries. Tuning has the potential to help academic staff 
describe their programmes more accurately with regard to what students can be expected to 
learn and do.  Since the approach it espouses is learning centred, those who are learning gain 
prominence, and assessment methods test what is learned and not aspiration of what the ideal 
student might learn in perfect conditions. 

A third group of challenges are essentially caused by the question of insufficient funding.  
Infrastructure is often weak, information and communication technologies insufficient and 
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other resources scarce, staff student ratios too high.  While a Tuning project can fund a specific 
set of goals for a period, it cannot solve long term problems.  What it can do, however, is 
encourage networking through which staff can exchange information about sources of funding 
that can then be used in their own institutions and countries.   One strategy SADC propounds to 
ameliorate the funding gap is the development of commercialisation and entrepreneur ship in 
public HE, but this itself is a challenge for many HEIs which are struggling at the margins of 
funding. A TUNING approach to curriculum development involves employers and other 
stakeholders. The involvement of employers could contribute in incorporating an 
entrepreneurial spirit in the curricula and will contribute to its relevance. On the other hand, 
the focus on quality assurance, learner-centeredness and outcome orientation will limit the 
negative impacts of a potential commercialisation of programmes. 

The number of staff is one challenge, the quality is another.  Many staffs do not have third cycle 
qualifications, and there is no country where any formal staff development is required for 
academics who teach.  The quality of staff relates to a number of the SADC challenges.  
Untrained staffs do not have the skills to engage in programme design, materials development, 
sound assessment practices, and teaching and learning approaches that innovatively engage 
students within the constraints of the poor infrastructure without adequate support.  The staff 
development inherent in Tuning can go some way to encouraging the improvement of quality. 

SADC is rising to the challenge of developing NQFs and a regional QF, but unless quality is a 
process that reaches down to the student and back to the development then it remains a paper 
exercise.  Staff and students must be involved in the processes of quality assurance and 
enhancement.  The ways in which staff can be involved in curriculum development and the uses 
of quality frameworks are two examples of how academic staff can contribute to the planning 
capacity that countries strive for. 

Mobility for students and staff is another challenge.  There is an imbalance in mobility within 
the region with one country as a target provider way above all others; there is a need for more 
common understanding and better descriptions of degree programmes; and there is certainly a 
need for credit gained in one institution to be transferred to another.  Staff mobility is 
constrained by workload, and possibly by a reluctance of institutions to release their talented 
young academics.  Mobility in most cases is also constrained by funding shortages.   

Finally, SADC highlights the challenges of developing leadership skills in HE.  Leadership begins 
at low levels, with course leaders and programme leaders.  Academics progress through 
increasingly diverse and wider range areas of leadership as they become more senior, but the 
early experience of supported leadership within departments may be an indicator of excellence 
in the future.  Universities cannot be managed by administrators: academics must have a strong 
participatory voice, as indeed is seen in many countries in SADC, where SARUA, the CHE and 
others provide frequent workshops and events to assist academics in their administrative roles.   

It will now be apparent that a Tuning project can underpin the policies of SADC in trying to meet 
the challenges they have defined.  Tuning focuses initially and strongly on staff development, in 
precisely the areas where SADC has identified a challenge.  The lines of the project: consultation 
with stakeholders about the competences required of graduates, the methods of designing 
curricula that are relevant and meaningful, the exchange and development of good practices in 
learning teaching and assessment, the discussion of credits as a measure of student workload 
and an instrument to enhance mobility, and the reiterative use of a quality assurance system all 
combine to provide staff development of   kind targeted at SADC’s needs. 

The introduction of the Nyerere programme, now further underpinned by EU funding, is a major 
initiative to encourage both staff and student mobility in African countries.  The Tuning 
methodology also demonstrates how informal groupings of staff can work together in mutually 
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agreed but structured ways to achieve goals that benefit all.  See Appendix 1: Table: Potential 
contribution of Tuning to the 20 key challenges for HE Leadership in SADC (SARUA) 
 

6. 

 
The following table sums up the strengths in the HE sector in Southern Africa, and highlights 
continuing weaknesses (not all of the same level of severity). Weaknesses and strengths can 
pose threats to a system; often these are what the public and members of the professions 
sometimes focus on when evaluating HE.  Perhaps a more optimistic and positive view is to look 
at how the current situation contains opportunities to be exploited.   
 

Strengths - weaknesses – opportunities – threats (Contribution of Tuning Project 
in HE) 

 Strength Weaknesses Opportunities Threats 
Political 
context 

Explicit policy 
and institutional 
infrastructure 
fostering 
regional 
integration and 
harmonisation 

Low level of 
operationalisation, 
Lack of resources 

Embedding 
Harmonisation 
and Tuning into a 
broad policy 
context 

 Unbalanced, 
asymmetric  
regional 
integration with 
the dominance/ 
guidance of SA 

Political 
Partnerships 

Strong EU-SADC 
Partnership, 
Strong EU-
bilateral 
relations with 
SADC countries 
Strong intra-
regional 
partnerships 

Not homogeneous 
(e.g. 
marginalization/ 
political isolation  
of Zimbabwe), 
weak regional links 
to Angola 

Multidimensional 
support through 
complementary 
instruments is 
possible 

 Strong informal 
partnership 
spirit (former 
anti-apartheid 
front states) 

Legal 
framework for 
regional 
integration 

SADC Treaty 
since 1980 
(1992), SADC 
Protocol on 
Education & 
Training 
(1997/2001) 

Slow 
implementation of 
the Protocol on 
Education & 
Training, 
(hardly any 
progress in 
removing mobility 
barriers) 

Assisting the 
regional 
integration 
endeavours 
through Tuning 
projects 

Missing link 
between 
governmental 
decisions and 
institutional 
priorities 

Institutional 
network 
infrastructure 

Strong and 
committed 
regional buffer 
organisation 
(SARUA), deeply 
rooted in the HE 
sector regionally 
since more than 
5 years; 
Regional 
integration as 
mission and 
mandate 

Limited HR and 
financial resources 
within SARUA 

SARUA could 
play a role in 
advising and 
monitoring 
Tuning Projects, 
facilitate 
networking, 
promote Tuning 
regionally  

 Sustainable 
Funding of 
SARUA is 
unsecured, 
sustainability is 
a challenge 
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Curricula Diversity of 
Curricula with 
regard to 
quality, 
structural 
features, no core 
model, no 
common credit 
system 

Strong differences 
in quality and 
scope of curricula, 
structural features, 
no core model, no 
common credit 
system 

Regional 
standards could 
enhance quality  

Domination of 
SA models 
which might not 
fully meet the 
needs of other 
SADC countries 

Curriculum 
development 

Guidelines of SA 
could serve as 
model for rest of 
SADC countries 

Little apparent 
capacity for 
curriculum 
development in 
many countries 

Regional 
standards could 
enhance quality 

Some SADC 
Countries might 
not develop 
curricula in 
areas of need 
due to limited 
capacity and as 
there are no 
models 

Cooperation in 
Programme 
provision 

Culture of 
collaboration is 
given 
Good examples 
of cooperative 
models (e.g. 
with regard to 
sequences in 
study stages or 
with regard to 
complementary 
contents and co-
teaching) 
 

Often unequal 
partnerships  

Added value 
through 
cooperation in 
programme 
provision 

Limited further 
development of 
HE sector in 
some countries 
(too strong 
reliance on 
partner 
countries) 

     

 
Approaches to 
teaching and 
Learning, use 
of credits 

Notion of 
learner-
centered, 
outcome 
oriented 
teaching is 
known, Credits 
are common 

No consequent 
implementation 
Diversity of credit 
systems, often in 
line with the 
‘heritage’ of the 
programmes (e.g. 
Scottish, UK, 
German, US) 

Existing dialogue 
platforms to 
disseminate good 
practice 

Limited 
resources 

Resources 
(Financial, HR, 
Technology 
and Facilities) 

Some 
universities are 
well funded and 
have sufficient 
HR and 
Technologies 
and are state-of 
the art equipped 
(e.g. in South 

Unequal regional 
distribution of 
resources, very 
limited in some 
countries e.g. 
Zimbabwe 
(problem of staff 
retention), 
Namibia, Malawi, 

Pooling of 
resources within 
a Tuning project 
can help 
overcome the 
limitedness of 
resources of 
some 
institutions. 

Some 
disadvantages 
institutions or 
institutions in 
the periphery 
might not be 
reached or not 
be able to 
participate  
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Africa) Zambia (the latter 
with problems of 
paying staff) 

Capacity 
building 
(Curriculum 
development, 
institutional/ 
organisational 
capacity) 

CB is high on 
political and 
institutional 
agenda 

Limited resources, 
high fluctuation of 
staff, problem of 
staff retention, 
Trend of academic 
staff to leave for 
South Africa or 
other more 
attractive HE 
systems 

Tuning could 
contribute to 
capacity building 

Capacity 
building might 
not be possible 
due to limited 
resources (HR 
and financial) 

Potential of 
engaging 
students, 
alumni and 
employers 

High potential, it 
is becoming 
more accepted 
to include 
stakeholders in 
the processes 
(standard in 
some countries) 

Weak 
organisational 
basis of 
stakeholder, 
sometimes no 
organisation 

Tuning could 
help starting a 
systematic 
sector-crossing 
dialogue  

Student 
organisations 
are often 
politicised. 

Quality 
Assurance 

Sector-wide 
regional 
dialogue at high 
level; 
SA as highly 
sophisticated 
model 

Unequal QA 
systems and 
system’s capacity 

Tuning is timely 
and can be linked 
to existing 
initiatives of QA 
development and 
QA Revision  

Unequal pace of 
QA and unequal 
resources for QA 

Use of credits The general 
concept of credit 
based 
curriculum is 
well known and 
accepted; and 
often said to be 
based on 
student 
workload 

There is no 
uniform credit 
system in most 
countries. There 
are even different 
credit systems 
within one and the 
same institution.  

 Developing a 
consistent credit 
system in the 
region. 

Incompatibility 
of credit 
systems, drifting 
away of 
lusophone 
systems. 

Assessment of 
communication 
and language 
challenges 

English as lingua 
franca 

Few 
communication 
channels to Angola, 
better channels to 
Mozambique 

Tuning could 
bridge the 
communication 
gap between the 
two languages 

Voluntary 
Separation of 
lusophone 
countries and 
primary focus 
on Portugal and 
Brazil  

National and 
Regional 
Qualification 
Framework 

Regional 
Qualification 
Framework is in 
preparation 

Different pace of 
development of 
NQFs (South Africa 
is revising its NQF, 
while other 
countries are 

TUNING can 
timely affiliate to 
the debate and 
development of 
RQF 

Incompatibilities 
with NQFs 
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developing NQF e.g. 
Malawi and thus 
lag behind the 
developments) 

 
7. 

Southern Africa is the only region within Africa committed to regional integration and 
harmonization of HE by ratified and legally binding Protocol (SADC Protocol on Education and 
Training). The regional integration of HE is embedded in the broad policy context of SADC and 
supported by a number of institutionalized actors at political and HE sector levels. The regional 
HE sector is strongly networked and has strong support e.g. from the SADC Secretariat, and in 
particular from SARUA. SARUA can be considered the lead organization in fostering regional 
integration of HE in Africa. 

Harmonisation and Tuning are not only embedded in regional and national HE agendas. There is 
also a cross-regional policy context of a EU-SADC Regional Strategy Paper and Regional 
Indicative Programme which would support a TUNING initiative. 

The general degree of commitment to foster harmonisation and regional integration in HE is 
high. According to a SARUA survey, regional cooperation is high at the agenda on political as 
well as institutional level. However, regional cooperation is not as systematic and coordinated 
as politically desired. 

As noted above, TUNING has a high potential to contribute to key issues and key policies in the 
region, on political as well as on institutional level. Tuning meets the regional development 
agenda in capacity building, quality assurance and harmonisation.  

The Tuning approach has been used effectively on other contexts where different languages 
were the means of communication between academics, in particular, in Latin America, 
Lusophone and Hispanophone mixed groups worked very successfully together. Hence, a 
regional TUNING project could contribute to overcome structural barriers in the region 
between the Anglo- and Lusophone HE systems. 

There is a strong sense of ownership, consciousness and self-confidence to handle challenges 
regionally with tailor-made solutions, without ‘buying in’ foreign models. That Tuning has been 
used in a very extensive range of different contexts (Europe, Latin America, North America, 
Russia, Balkans, Caucasus) suggests that this is not an instrument that is bought in and imposed, 
but rather a set of tools that can be adapted to local priorities. 

. The sense of regional belonging is strong although Angola is relatively marginalised with 
regard to HE in the region; The inclusion of the two lusophone countries (Angola and 
Mozambique) in a potential Tuning project could help in a small way to foster the sense of 
inclusion that the political agenda desires..  

Similarly, the inclusion of less developed HE systems (e.g. Malawi, Namibia, Zambia, and 
Botswana) would foster collegiality and confidence. 

SARUA is the lead organisation of regional integration in HE in SADC. The establishment of 
SARUA goes back to an initiative of the founding Vice-Chancellor of the University of Namibia, 
Prof. Dr. Peter Katjavivi. It would therefore be desirable to include Namibia as front-runner in 
the regional cooperation initiative into a TUNING Project. Namibia is also having strong linkages 
with South African HE resulting from its historical legacy, but it is also linked in the corridor 
(former ‘front states’ to Apartheid NAM-BOT-ZIM and it is a bridging country to Angola and 
Zambia. Namibia should therefore be included in a TUNING Project. 

Feasibility of a Tuning Project in the SADC Region 
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The practical feasibility of a Tuning project is given. Travel in the region is easy and safe; 
communication is easy via telephone. However, with regard to internet connectivity, 
communication and exchange of information is a challenge – at least in the major parts of the 
region, except South Africa. Accommodation is no problem in the mentioned countries – except 
Angola, where the accommodation costs rank amongst the highest in the world. Zimbabwe is 
reported to be safe to travel again – the regular precautions presumed. A Tuning project would 
not face major health risks of the participants – Malaria phrophylactics would be sufficient in 
most of the affected regions. The accessibility of key organisations and key actors is no problem 
in the Southern African region – except for Angola and Mozambique, where a language barrier 
could hamper accessibility. 

8. 
SADC is an ideal region to introduce TUNING with a pilot project. The political support and 
institutional infrastructure and networks exist. The commitment to capacity building, quality 
assurance, harmonisation and reform spirit is high. Tuning matches a number of initiatives and 
resonates closely the regional policies. A TUNING project would be timely and can easily be 
linked to existing initiatives in most countries. 

It would be desirable to involve all 10 SADC countries which are included in the AU 
Classification into a potential Tuning Project. If this is not possible, it would be an option to 
identify some core countries according to the subjects selected, which  

Recommendations for a  Tuning approach in the SADC Region 

a) represent the main regional features of the sector (Anglophone and Lusophone 
countries)   

b) represent both ’ends’ of the regional sector with regard to size and state of development 
(e.g. South Africa a highly developed HE system, Malawi, Botswana or Namibia as 
smaller and younger systems) 

c) represent rural Africa e.g. disadvantaged institutions in rural areas 
d) represent ‘node’ universities within existing networks 
e) The inclusion of any country where the HE system is in the process of revitalization after 

a period of conflict, e.g. Zimbabwe or Angola. 
 
Subject or thematic priorities in HE within the SADC region  
The major subject or thematic priorities of the region are laid down in different policy papers. 
On a political level, the thematic priorities of the region are clearly stated in the SADC Protocol 
on Education and Training as well as in the SADC Treaty. The key subjects are Science and 
Technology, Agriculture, Health, Infrastructure, Governance and Management. 

The enrolment profile in SADC HEIs (focus on Humanities, Social Sciences, and Business & 
Management) does not necessarily reflect the development needs of the region. In the 
perspective of the national economies and societal needs, the following fields of study or 
thematic areas are of central interest for a potential Tuning project which could support 
regional integration endeavours: 

• Engineering  
o Mining – the provision of quality education in mining is widely limited to South 

Africa 
o Water and Energy Technologies 

• Agriculture 
• Education  

o In particular Teacher Education in Sciences (Physics and Mathematics) 
• Health 
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One of the central weaknesses in HE in the SADC is the low enrolment rate and limited provision 
of postgraduate programmes and doctoral education. The number of graduates does not meet 
the need of the labour market. One of the TUNING projects could therefore focus on the 
postgraduate education in the region. 

From a SADC perspective, a Tuning Project in Agriculture could be coordinated by UNIMA, 
Bunda College of Agriculture in Malawi, based on the RUFORUM Network in Southern and 
Eastern Africa. Malawi could serve as representative for the large number of rural African 
countries with small or emerging HE systems. It is not only well networked to Southern Africa, 
but also to East and Central Africa (e.g. Rwanda, Burundi). 

The University of Pretoria, Department of Educational Innovation, and Tshwane University of 
Technology  were perceived to be  good examples  in Education and Curriculum Reform. UP is 
also active in the Higher Education Learning and Teaching Association of Southern Africa 
(HELTASA) which is a professional association for educators and other significant stakeholders 
in the sector. HELTASA includes a number of disadvantaged and rural HEIs in the region.  

South Africa is very experienced with regard to some key issues addressed by TUNING (e.g. 
quality assurance, competence based learning, NQF, credits). A Tuning project coordinated by 
South Africa or including South Africa could therefore enrich the TUNING discussion in Europe. 
The culture of dialogue they have developed within the SADC countries will foster the success of 
a TUNING project. 

A number of interviewees expressed their wish, that a Tuning project could be complemented 
by some flanking activities and funding e.g. with regard to upgrading the IT infrastructure for 
teaching and learning as well as Teaching and Learning equipment to facilitate the success of a 
TUNING project. 

9. 
  

While a pan-African aspect of a Tuning Project might have challenging logistical considerations, 
a number of influential interlocutors from within SADC and from other regions stated quite 
firmly that a Tuning which had no continent wide aspect would lack credibility.  Many subjects 
are found in all African public HEIs.  There are also two broad aspects of pan-African interest 
which are not specifically subject oriented: Capacity Building in Higher Education and Distance 
Education. 

Recommendations Concerning a pan-African Tuning Approach 

There are a number of pan-African research networks and institutions (Space Science, Laser 
Technology, Biosciences etc.), but the number of pan-African initiatives in teaching and learning 
are limited. So it will be a challenge to build on existing networks. Major pan-African or quasi 
pan-African initiatives do exist with regard to Distance Education (e.g. African Council for 
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Distance Education (ACDE) led by Dr. Fred Barasa an Educationalist, an association already 
strongly committed to Tuning). 

The Association of African Universities has a strong mandate through its members all over the 
continent and its involvement in Tuning would be advantageous. 
A pan-African TUNING approach should be limited to one or two pilot projects. These could 
either be subject oriented or focused on a thematic area or focused on the mode of provision 
(e.g. distance education).  

All four subjects identified for a potential Tuning project in southern Africa might be suitable for 
a pan-African approach. 

a. Engineering (focussing on Mining, Water Technologies or Energy Technologies  
b. Agriculture  
c. Education (focussing on Teacher education in Mathematics and Sciences) 
d. Health  

To link a Tuning project to the existing initiative of the Pan African University, a different 
approach might be thought of:  

a. Tuning could support a pan-African initiative of capacity building in leadership in HE.  
An approach could be the joint development of a Master in Higher Education 
(Management) developed from scratch. This would have a huge impact on the capacity 
building of the entire sector continent-wide. Such a specialising postgraduate 
programme could be affiliated to the future central directorate of the Pan African 
University (PAU), hosted at a neighbouring University or a specialised network based 
HE Research Institute which could flank the PAU initiative. SARUA and other 
organisations are already active in this field (e.g. African Association of Universities, 
Centre for Higher Education Transformation (CHET), and individual Universities could 
support this academically. Initiatives could be pooled and linked. 

b. A specific pan African TUNING Working Group could focus on Distance Education in 
Africa.  
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Annex 1: Nationality of Students Enrolled in HE Institutions in the SADC Region 
 

 
 
Source: SARUA 2008 
For Lesotho no numbers were given. The data refer to the latest available data 
 
Annex 2 
Categorised responses regarding the benefits of collaboration in the SADC region 
Results of a SARUA Survey 
 
Improved 
opportunities for 
knowledge exchange 
 

Responses in this category referred to the benefits of knowledge 
exchange, and a majority of responses spoke of increasing possibilities 
for staff and/or student exchanges. Very often this statement was left 
unclarified, but it was sometimes explained in terms of the increasing 
potential for the sharing of ideas, expertise and good practice. 

Improved 
opportunities and 
capacity for research 
 

Responses in this category refer to possibilities for collaborating on 
common problems, developing critical databases for the region, 
developing research capacity and improving 
publication rates in the region. 

Increasing 
knowledge and 
experience 
 

Developing a broader knowledge base (contributing to new 
knowledge as opposed to exchanging existing knowledge), increasing 
knowledge about and developing a better understanding of the region, 
providing intellectual stimulation and increasing international 
exposure were typical responses in this category.  

Increased capacity 
particularly with 

Collaboration in staff training, skills development and research 
capacity development, as well as the development of graduate studies 
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regard to staff and 
postgraduate 
students 

and, through this, a critical mass of scholars, were seen as important 
possible benefits. 

Sharing of resources Respondents felt that, given current capacity constraints, there was a 
need to look at sharing of infrastructure, facilities, knowledge 
resources, and expertise. Some respondents 
also suggested that collaboration was a means of avoiding duplication 
and achieving economies of scale. 

Quality 
improvements 

A number of respondents felt that collaboration would enhance the 
quality of higher education in the region, through benchmarking, 
harmonisation of programmes, enhanced quality assurance 
mechanisms, and exposure to peer review mechanisms, for example. 

Impact on 
development 

Respondents saw benefits in addressing regional problems 
collectively through research, skills development and the orientation 
of the student experience to regional development challenges.  

Increased capacity 
for teaching 

The need to improve teaching and possibilities, through collaboration, 
for teaching and academic development were mentioned. The 
potential for increased absorption capacity in 
the sector as a whole was also felt to be a possible outcome.  

Improved funding 
opportunities 

Some respondents felt that joint cross-national projects were likely to 
have more success in bidding for major international funding.  

Increased 
opportunities with 
regard to higher 
education markets 

Market-oriented responses typically viewed collaboration as a means 
of enhancing their own institution’s standing, particularly through 
broadening the pool of potential students and also through the 
development of partnerships.  

Developing regional 
identity 

A few respondents spoke from the perspective of a vision of a unified 
region, speaking of the need to promote intra-regional relations, 
collegiality and long-term relationships between institutions.  

Development of 
locally relevant 
curricula 
 

Respondents felt that co-operation increased the likelihood of locally-
relevant curricula being developed, with increased links between 
locally relevant research and teaching content.  

Dealing with 
common 
challenges as a 
collective 

Collective bargaining as a sector, making the case for higher education 
development in the region, and the development of a regional body to 
speak on behalf of the sector, were some of the possibilities listed 
here. 

Improved diversity 
in staff and student 
bodies 

A small number of respondents felt that diversity in their staff and 
student bodies could be improved through further links with regional 
partners. 

 
Annex 3  
Typology of postgraduate collaboration 
 
Government 
arrangements with 
respect to postgraduate 
study 
elsewhere 

Historically, this is a model that has been widely used, usually 
taking the form of government subsided students to undertake 
Postgraduate study in areas not provided in the home country. 
e.g. Lesotho, Botswana, Namibia with South Africa 
 

Contractual arrangements 
regarding full provision of 

A similar arrangement as above, but negotiated between 
institutions. Some recent examples of this model were found. 
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postgraduate training in 
specified areas 
 

e.g. Agostinho Neto University with Polytechnic Namibia; 
University of Namibia and Rhodes University in Computer 
Science (with collaborative student supervision and research); 
Initiatives under the Regional Initiative in Science and 
Education 
(RISE) scheme; 
University Science, Humanities and Engineering Partnerships in 
Africa (USHEPiA) project (see below) 

Joint or double degree 
offered (i.e. more than one 
certifying institution 

Although this is becoming a common model elsewhere in the 
world (e.g. Europe), no examples were found in this region. 
(Under 
South African policy, this model is not currently permitted.) 

Formal course recognition 
arrangements 
 

The type of formal course recognition and credit arrangements 
which would allow a qualification to be issued from a single 
institution, while course requirements had been completed at 
multiple institutions, (the common model as found in Europe), 
was not found amongst SADC institutions in this research, 
although student exchanges were occasionally mentioned in 
conjunction with other modes of collaboration. 

Collaborative regional 
degrees 

Although there is a single registering and certifying institution 
per student, the programme is offered at a number of 
participating institutions, usually with a common core 
curriculum. 
e.g. African Economic Research Consortium (AERC), RUFORUM 

Co-teaching on degree 
courses 

This is fairly common practice in some fields, but it is dependent 
on individual networks, and is often not reported as 
collaboration activity. e.g. Zululand University with other South 
African institutions in Psychology; Rhodes University with 
Namibian Colleges of Education for mathematics education and 
for educational leadership and management. 

Curriculum collaboration Although some responses did refer to curriculum collaboration, 
it was unclear how frequently this occurred or what form the 
collaboration took. Collaborative curriculum development may 
also happen as a result of other forms of involvement (like 
external examining), e.g. Rhodes University with University of 
Malawi in Journalism and Media Studies, and with Namibia, 
Angola, Malawi and Mozambique in Ichthyology and Fisheries 
Science; 
Universities of Namibia, Eduardo Mondlane and the 
Witwatersrand in biological sciences, economics and labour 
studies and engineering. 

Peer review of courses Historically this has not been common practice in the region, but 
it is likely to increase as quality assurance regimes take hold. 
Most examples here are within the South African context. e.g. 
North West University, University of Johannesburg and Wits 
University in Engineering. 

External examiners This is a fairly common practice, but is dependent on individual 
networks and may not be reported as collaboration activity. 
e.g. Zululand with Swaziland in Philosophy; North West 
University and individuals in various SADC countries in 
Business Studies 
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Collaboration with regard 
to 
research supervision 
 

A number of examples of this type of collaboration were found, 
and this does appear to be a growing model. 
e.g. Botswana, Namibia, Tanzania, Zimbabwe, Swaziland, 
Malawi and South African institutions in Information Systems; 
Tanzania, Malawi and others in Business Studies; 
Rhodes with Botswana, Mozambique, Zimbabwe in Geology; 
Mzumbe University and the University of Malawi for joint 
supervision of staff members doing doctorates 

Collaboration with regard 
to 
research facilities 
 

This form of collaboration is infrequently mentioned, although 
examples were found. There is an overlap with other categories 
such as institutional arrangements and student exchanges. e.g. 
Zululand and the University of Kwa-Zulu Natal in Housing 
and Urban and Regional Planning 

Staff exchanges for 
teaching and research 
purposes connected to a 
particular degree 
 

Although some examples of this nature were found, these 
tend to be individual initiatives rather than formal exchange 
programmes, and are often not reported as collaboration 
activity. There is an overlap between this category and others, 
such as curriculum collaboration. 
e.g. Mozambique, Mauritius, Botswana, Swaziland, Malawi, 
Zambia, Zimbabwe and South African institutions in 
Environmental Education and Sustainability 

Joint research Although this form of collaboration is mentioned frequently, this 
is not necessarily linked to postgraduate studies. 

Methodology training There are a number of initiatives of this nature, some of which 
are institutionally independent. At PhD level these may be extra-
curricular. e.g. Council for the Development of Social Science 
Research in Africa (CODESRIA); South African Netherlands 
Research Programme on Alternatives in Development 
(SANPAD) 

Nature of Collaboration Explanation 
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Annex 4 
 

 
 
Source: SAQA Presentation (2008)  
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Annex 5   Potential contribution of Tuning to the 20 key challenges for HE Leadership in 
SADC (SARUA) 
 
 Challenges in HE in 
Southern Africa 

Contribution 
of Tuning 

Remark(s) to the potential contribution of a 
TUNING approach 

a. Data Collection & 
Availability 

x Tuning could contribute with regard to data on 
standards and procedures 

2.       Access  x  Transparency on quality and programmes can 
improve access 

3.       Post-graduate 
registrations 

 x  A Tuning Pilot project in an area of specific need 
(e.g. Engineering) could increase the postgraduate 
enrolments and raise awareness for postgraduate 
education. 

4.       Student success x The learner-centered and outcomes oriented 
learning, teaching and assessment approach 
espoused by TUNING may contribute to student 
success and to decreasing the dropout rates, partly 
because Tuning emphasizes achievement rather 
than failure to achieve in its philosophy to 
assessment, partly because it encourages a realistic 
view of student workload. 

5.       Staffing x TUNING contributes to staff development. Through 
disciplinary networking, it particularly helps young 
academic staff to improve their teaching methods 
and their competencies in curriculum development. 
The methodology provides a framework for all 
stages of programme design and implementation for 
all staff. 

6.       Funding  x Tuned curricula may attract third party funding (e.g. 
for joint, integrated or double degree programmes). 
A TUNING project might help to attract further third 
party funding (e.g. for staff development) 

7.       Planning 
Capacity 

x   Better informed staff in institutions can inform 
planning processes 

8.       Infrastructure 
and space 

    

9.       Private 
provision 

 ? Should Tuning reach out to private providers in 
Africa?  Will a public HEI based project 'rub off' on 
private providers anyway?  

10.    
Commercialisation & 
Entrepreneurialism 

x A TUNING approach to curriculum development 
involves employers and other stakeholders. The 
involvement of employers could contribute in 
incorporating an entrepreneurial spirit in the 
curricula and will contribute to its relevance. On the 
other hand, the focus on quality assurance, learner-
centeredness and outcome orientation will limit the 
negative impacts of a potential commercialisation of 
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programmes. 
11.    Research 
Development 

 x  Tuning can lay the ground for research networking 

12.    Mobility x A TUNING approach enhances student and staff 
mobility. 
Student mobility will be encouraged due to 
comparability and compatibility of programmes and 
the mechanisms of recognition (e.g. credits based on 
workload, credit transfer mechanisms). 
Staff mobility is encouraged within a TUNING 
project to jointly reflect on common issues like 
reference points, core curricula, quality assurance, 
structural issues and academic standards as well as 
teaching methods. 

13.    Quality x TUNING projects can have an impact on quality 
development and quality assurance; It has the 
potential to raise awareness for staff of what the 
systems are; implementation of systems at 
programme level, e.g. using student feedback to 
enhance quality. 

14.    Qualification 
Frameworks 

x A TUNING approach helps to link curricula to the 
national/regional qualification frameworks as it 
makes use of standardised instruments like credits, 
competencies, learning outcomes 

15.    Curriculum x TUNING offers a set of instruments fostering  
curriculum development and thus contributes to 
capacity building  

16.  Information and 
Communication 
Technologies 

    

17.  Policy and 
Planning 

x A TUNING project may help improving policies in 
line with international regional standards and 
priorities and contributes to a joint and coordinated 
planning in the region (e.g. with regard to 
programme profiles) 

18.  Engagement x The disciplinary networking within a TUNING 
Project fosters the engagement of academics with 
curriculum development and quality assurance. 

19.  Co-operation x TUNING fosters cooperation per se (Intra-national 
as well as cross-border). ‘Tuned’ curricula 
encourage and facilitate further cooperation e.g. 
with regard to joint or double degree curricula. 

20.  Leadership x TUNING is a contribution to capacity development 
and supports leadership on the middle and lower 
management level (e.g. Deans, Programme 
Directors, programme directors etc  in quality 
assurance and curriculum development). 
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PART SIX: THE AFRICAN HARMONIZATION STRATEGY AND TUNING 

The reports of the country visits and the regional accounts give a mixed picture of Higher 
Education in Africa today.   There is an air of reform,  change and renewal, and a vibrancy that is  
palpable.  The changes are  central for staff and students: in the curricula, in approaches to 
teaching and learning, in the focus on employability, in the potential for mobility, and in the 
search for  quality while coping with increasing numbers.   The context for reform is 
challenging: governments struggle to update the HE infrastructure,  human and physical, fast 
enough to keep abreast of a burgeoning young population and sweeping changes in 
expectations. 

Tuning is widely seen to be a methodology that is timely, since its thrust is to improve precisely 
those areas of HE where academic staff are working.  A Tuning project could assist in developing 
the human resources and curriculum related matters in HE. It provides the context where staff 
works together on  targeted curriculum and learning related tasks, exchanging good practice 
and seeking appropriate solutions to local needs.  What a Tuning project cannot do is change the 
physical infrastructure.  Tuning has always worked most successfully when academics look 
collegially at the status quo, and jointly see how to make the best of what they have to work 
with.   

A number of key issues germane to the feasibility of  the Tuning methodology in Africa emerge 
from the reports.   

It is clear that this type of project is timely, and timeliness is an important factor in success.  The 
growth in student numbers, the need for quality assurance, the desire among  students and staff 
for greater mobility, the increasing demands  from employers for graduates with relevant skills 
and competences, the wish to improve the relevance of the curricula and enhance the 
employability of graduates, the need for capacity building of teachers in curriculum design and 
HE managers in curriculum reform, all create the need for serious consideration at curriculum 
levels. 

 There are shared challenges and aspirations as well as variations in types of institution, the 
kinds of reform that are underway regionally and nationally, the development of quality 
assurance frameworks, and the intention of governments to move the emphasis from basic 
education to HE. 

There are  factors that create a platform for the  success of  a Tuning type of  project, including  
openness to collaboration, active student organizations and employer associations, champions 
for change in African HE, and considerable  experience in international cooperation.   While the 
rich diversity of Languages presents a challenge it is not perceived to be an obstacle. 

 

Is a Tuning Project Timely? 

The great advantage for a potential Tuning project is the timing. At continental level there is a 
growing commitment to the Harmonization Strategy. There is widespread recognition of the 
need to reform the curricula, to prepare graduates with the skills and competences for 
employability and the process is at a stage when the Tuning approach can make an effective 
contribution.  Regional as well as continental policy seeks to promote student mobility, develop 
quality assurance, and encourage inter-regional and inter-continental networks of institutions 
and academics, all of which provide a platform for a Tuning project. 
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Growth in Student numbers 

It has proved difficult in many countries to match the scale and speed of the growth in student 
numbers by a parallel development of the physical and support infrastructure or an increase in 
academic and support staff. In many institutions and many subject areas students are  taught in 
large numbers.  Many students have little access to adequate study space, learning equipment 
(e.g. computer labs), to well-stocked libraries, to the Internet.  In some country reports 
comments on high staff student ratios were recorded.  E.g. ‘the high ratio of students to staff, 
particularly in Dakar, also presents further challenges’ (Senegal). although other data seem to 
suggest that staff- student ratios are not the key challenge. 

Student-staff ratios in many countries and many institutions continue to be  high, with the result 
that contact with staff in small groups may be limited and the process of examination and 
assessment tends to be through traditional summative  methods. Although the ratios reported 
are high  in many countries  they are not ultra high by international standards.   In Ethiopia the 
ratio of academic staff to students has declined from 1:8 in 1995 to 1:12 at present, it is still 
lower than most other  African countries : 1:15 for University of Nairobi, 1:19 for University of 
Ghana, 1:20 for Makerere University (1:27 in Uganda generally)52, 1:21 for the University of 
Khartoum, and 1:28 for Cairo University.53

Nevertheless there are  signs  of change. Recently a pattern has been emerging of countries 
across Africa investing substantially in developing the infrastructure of HE.  In the regional 
report for East Africa there are quoted a number of examples from Ethiopia, Kenya, Uganda, 
Burundi, Tanzania and Rwanda.

 These reported figures are below the staff-student 
ratio of undergraduate teaching in many developed countries. Of course staff student ratios vary 
across academic programmes, as some disciplines are more labour-intensive than others and, as 
always data are patchy. 

54

                                            
52 East Africa Regional Report Page 66 
53 Ethiopia country report, Appendix 4 
54 East Africa regional report page 66 

  National authorities and senior academic staff recognise the 
challenges and are seeking to address them through a range of strategies -  for developing ICT, 
for more use of distance learning (e-learning), for staff development, curriculum reform, the 
establishment of new institutions and in some countries the dispersion of student numbers 
from the capital to the region.  

In spite of the growth in student numbers, participation rates remain relatively low – in the 
order of 6% on average. Gender imbalance is being corrected with female students making up 
35% of the total on average, but the country reports show quite a variation in these numbers: 
female students in South Africa make up 55% of the total overall; in Malawi around 50%; in 
Ethiopia 39%, in Senegal 34% These figures mask disparities between faculties, e.g. in Medicine 
there are 38% female students compared with 17% in Natural Sciences in Senegal. One 
particular example of inequality can be found in the numbers of students taking up Erasmus 
Mundus places from West Africa; of 248 students between 2005 and 2009 only 22 were women. 

On the other hand, in the private sector there is almost a complete balance, with females making 
up 48% of the total. The pressure in all the countries comes from the number of students in first 
degree (first cycle) studies.  The dropout rate in most countries during the early part of the first 
cycle is substantial, and apart from what might be called lifecycle challenges  such as marriage, 
children, caring for elderly and orphaned family members, there are also HE located reasons 
that contribute to drop-out.  For example in Cameroon, ‘Il faut aussi mentionner les difficultés 
matérielles que connaissent les étudiants avec l’absence de bourses, les difficultés de logement, 
qui rendent difficiles la poursuite d’études’. 
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The rapidly growing student numbers require intensified efforts of quality enhancement and 
quality assurance – one of the central concerns in African HE. 

Another area of concern is the relatively low number of students taking postgraduate courses 
particularly at the doctoral level. This has an impact on the recruitment of qualified academic 
staff, which will be exacerbated because of the age profile of large numbers of staff who will be 
retiring in the next ten years. For example, in the South Africa visits senior academic staff noted 
the age profile of academic staff and the need to replace them as they retire. 

 

Mobility, Recognition and Credits 

The growing intra-continental and intra-regional student mobility requires mechanisms  for the 
recognition of studies and degrees as well as for the transfer of credits. 

Although mobility is a feature of HE for a growing number of young people, whether through 
their own initiative or through collaborative and funded programmes, there is a need for a 
commonly understood Africa-wide system of credits. Although there are national and regional 
credit systems reported in all the countries visited and in the regional reports, they vary 
considerably.  The development of a continental credit and accumulation system could provide 
a valuable tool to support the realization of the goals of the African Harmonization Strategy and 
the Arusha Convention.   

Francophone countries have tended to adopt 60 credits for an academic year; Anglophone 
countries on the whole have adopted 120 credits. While there are examples of credits based on 
a concept of student workload, there are others where credits are based on contact hours. The 
explicit link between student workload and the achievement of intended learning outcomes – 
skills and competences – does not appear to be widely articulated. 

Change in credit systems cannot easily be  implemented on a top-down basis.  Staff managing 
programmes need to be involved in the process of change, since the  concept of a ‘credit’ can be 
misunderstood: ’explication fournie sur place (1 crédit = 25 à 30 H de travail) semble avoir jeté 
un grand froid sur certains enseignants. Là encore il y a une modification des mentalités à 
effectuer difficile à réaliser, tout comme en Europe, d’ailleurs.  Dans certaines facultés, les 
crédits semblent avoir été mesurés par rapport à l’importance d’un cours vis-à-vis d’un autre 
sans tenir compte réellement de la charge de travail’. (Cameroun country report).   

Developing this agreement can take a long time The Tuning methodology can assist in the 
process by helping academic staff to negotiate commonly understood definitions in their subject 
based groups.  In Latin America, the full discussion of credits had to be postponed to a new 
phase of the project (about to commence). [Should this paragraph not follow the next one??] 

The development of a common understanding of credits, student workload, learning outcomes, 
skills and competences has become a pre-requisite for effective discussion of curriculum and in 
particular for interdisciplinary and multidisciplinary programmes. It is also essential for high 
quality student mobility and the recognition of achievements in other institutions and other 
countries.  A shared understanding of credits facilitates mobility, enhances recognition of 
periods of study and qualifications, and hence meets one of the goals of the Harmonization 
Strategy and the Arusha Declaration, and would provide support to the Nyerere programme. 

 

Interface with the world of work 

The need to prepare students for employment is a stated goal in African Higher Education policy 
and well promoted at senior management level. The reports indicate a process of curriculum 
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development with an orientation towards the labour market and an understanding of the 
importance of learning outcomes, skills and competences. There  seems to be a general sector-
crossing consensus of the need to enhance the relevance of curricula to improve the 
employability of graduates and to meet national and regional development goals. 

In order to make the debate between the world of work and academia more than an argument 
about ‘territory’, employers have to talk with HE.  It is clear that in Africa, as elsewhere, this now 
happens. Employer organizations contribute to the national debate on Higher Education but 
their role at institutional level varies; increasingly there are work placements for students that 
facilitate  interaction between local employers and institutions. The professional associations 
have a major role in curriculum content and competence development particularly in some of 
the regulated professions such as teaching and medicine.  

There is a general recognition of the need to engage employers and the reports indicate that 
institutional policy and practise vis-à-vis employers is changing and developing. The Ghana 
report gives a good example of employer involvement.  In South Africa, employers are working 
with the Qualifications Authority to develop the National Qualifications Framework.   In many 
countries employers are members of University governing bodies. 

A concern expressed in one report is that the emphasis on current needs of employers conflicts 
with the requirement to prepare graduates for the future.  

In some countries and in all countries in some subjects, work placements are an assessed part of 
the curriculum (e.g. in all Engineering programmes in Ethiopia). The advantages of student 
work placements and placement learning are recognised as an excellent means of developing 
relations with the world of work and incorporating the development of relevant skills and 
competences. The World Bank/OECD report on Higher Education in Egypt55

                                            
55 

 argued that the 
main purpose of the reform was to align the outputs of the higher education system (graduates 
and research) with the innovation and labour market needs faced by Egypt in the context of its 
on-going modernisation efforts, with a focus on learning outcomes in terms of the capabilities 
that graduates will need in a changing world for life, work and further learning.  The Higher 
Education reform strategy in Morocco requires the inclusion of a compulsory work placement in 
the final semester of the open entry Licence, for example.   

However, except in certain disciplines (notably engineering and certain vocational fields) 
placements have not generally been integrated into the curriculum and awarded full credit. It 
would certainly be appreciated if a Tuning project could engage actively with the integration 
and award of credits for work placements in the context of the development of generic and 
subject specific skills and competences. 

 The point to stress is  that in all regions there is a growing involvement of employers in higher 
education, and this will underpin and support a Tuning project.. 

 

Comparable Features of the Context 

Types of Institution 

There are three broad types of higher education institution (HEI) in Africa, public universities 
and public technical universities, sometimes with satellite colleges in other parts of the country, 
public distance universities, and private HEIs mainly face to face but sometimes operating as 
distance institutions. 

http://www.oecd.org/dataoecd/47/46/44868528.pdf OECD Report on Higher Education in Egypt, 2010 

http://www.oecd.org/dataoecd/47/46/44868528.pdf�
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Some of the countries visited have a binary system, which separates Universities from Technical 
and Vocational Education and Training (TVET) institutions, e.g. Ghana; others have combined 
the two, e.g. South Africa. The scope of the Feasibility Study was to interview academics within 
public universities and technical universities.  However, all reports comment on the other two 
types of institution and their importance in the overall provision of higher education. 

 

Private Universities 

With the exception of Algeria, in each of the countries visited the private sector plays an 
important role in Higher Education, but the private sector is not generally seen as an equal 
partner to public universities.  It offers a  more restricted curriculum (except in  old religious 
foundation universities), and participates  marginally in research.  The private sector is often 
unregulated and it is uncertain whether its qualifiactions will be internationally recognised.  
Another concern  is the  staffing of private universities.  As the Burundi country report remarks  
‘Les universités privées ont très peu (ou pas) de personnel statutaire et, comme dans bon 
nombre de pays africains, utilisent les professeurs de l’université publique. Pour ceux-ci, c’est 
un complément non négligeable à des traitements faibles, et cela pénalise l’université publique’. 

Private universities are to be found in all African countries, usually providing programmes 
closely geared to the demands of the labour market: businesses studies, ICT, management and 
so on. As the Cameroon (where there are now 70 private universities) report notes ‘Ces 
établissements offrent peu de diversité, se limitant essentiellement à la gestion’. 

 The private education share of the higher education market has declined in the past 15 years in 
the numberof institutions and share of enrolments.  This has been partly because of the increase  
in public HE, and   the development of an accreditation system based on a National Quality 
Framework which has led to the closure of sub-standard providers (e.g. in South Africa, where 
private HE falls under the scrutiny of the official accreditation and quality assurance 
regulations, as it does in Tanzania).  

However, despite continuing concerns about quality (which are being addressed) the impact of 
the private sector cannot be ignored. In some countries it accounts for 25% of the total student 
population and is seen by Governments as a means of meeting the increasing demand for Higher 
Education, possibly pro-tem. 

 

Open and Distance Learning (ODL) 

The meetings with the African Union Commission, the AAU, and the RECs, emphasized the 
importance of Open and Distance Learning in meeting African goals.  In the EU-Africa Nyerere 
Conference in Cape Town (November 2010) the African Open and Distance Learning 
universities confirmed their interest in the Tuning approach and their commitment to 
participate in a project. 

Most of the countries visited emphasized the importance of ODL and have a significant Higher 
Education Open and Distance Learning component and are members of the African Council for 
Distance Education (ACDE).  The African Virtual University, funded by the World Bank, plans to 
operate on an African-wide basis. Little evidence was reported about ‘blended’ (a mixture of 
distance and face-to-face) learning for conventional full-time students.  However, many 
universities enrol distance students. 

In Ghana Distance education has grown substantially since the first programme was offered in 
2001 at the University of the Cape Coast (UCC).  Recently a new centre for distance education 
was built on campus.  UCC offers distance learning through the use of hard-copy books, and 
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exams are held in regional centres across the country. It is acknowledged that communication 
with distant learners is sometimes difficult, and ‘regular’ students probably profit more from 
staff availability. 

Distance learning presents special challenges to students and staff, and the solutions have to be 
worked out contextually.  Without a distance learning  dimension a Tuning pilot in Africa  would 
be seen to ignore the needs of a great many students and staff. 

As noted in Part five, large numbers of African students are enrolled for qualifications through 
ODL.  The network of Distance Learning Universities represents an effective Pan African 
association, and is one, which could help to disseminate a Tuning pilot project. 

 

Reform 

The need for ‘capacity building’ is identified in the strategic mission of a number of countries 
and in the regional reports. It is evident that this is a widespread concern. It stems from the 
imperative need for change and modernisation, the shortage of qualified staff and the need for 
effective, professional, continuing development for existing and new staff. Tuning has always 
contributed to capacity building.  With very few exceptions (Malawi, for example where there is 
a project), training in teaching, learning and assessment is nor compulsory and frequently is 
simply not available for university teachers.  Most countries provide workshops where changes 
in structural matters are presented and discussed, but there is relatively little focus on 
sustained staff development for teaching. 

All the countries have embarked on a reform agenda, which recognises the need for Quality 
Assurance, Accreditation and Qualification Frameworks – often based on regional or sub 
regional collaboration. In the Francophone countries reform has been characterised by the 
introduction of the three-cycle Licence / Masters / Doctorate. In the Anglophone countries 
reform is less focused on degree structures (the three cycle system is already generally 
established) and more on curriculum and institutional reform. 

In response to recommendations from UNESCO, among others, that the proportion of students 
in Higher Education should be 60% in Science, Engineering and Technology, Higher Education 
policy, in a number of countries, has been adapted to increase the percentage of students 
studying Science, Engineering, and Technology with a corresponding, severe reduction of 
numbers in Humanities and Social Sciences. Ethiopia represents a leading example with a target 
of 70% in Science, Engineering and Technology. This brings an urgent need to engage and train 
staff in the disciplines which are being dramatically expanded. 

ICT is a key element in the reform, modernisation and revitalisation of Higher Education.  In 
most countries there are acknowledged deficits in ICT infrastructure, knowledge and utilization.   

In West Africa ECOWAS recognizes that ICT is a potent tool for education while the region 
suffers from low ICT penetration, knowledge, accessibility, availability and applicability. Indeed, 
improving access to ICT facilities and open resources, especially high-speed Internet 
connectivity, is a recurring theme in building core institutional capacity. (West Africa Regional 
Report) In East Africa, the universities have limited ICT infrastructure.  The extent of ICT usage 
in learning and teaching varies from country to country and between institutions within the 
countries often due to differences in ICT infrastructure and trained personnel. In Ethiopia (and 
a number of other countries) student access to computers was reported to be limited. Students 
did not obtain relevant information about their curricula, hand-outs from many lectures were 
not available, laboratory facilities were practically non-existent, and libraries were lacking  
books urgently needed to prepare lectures. (Ethiopia country report)  This is caused by the 
differing economic growth  and political priorities and  depends on the mobilization of 
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resources within universities.  In Southern Africa ICT constraints are mentioned as frequently as 
more general financial considerations: and these range from national bandwidth to access to 
equipment.   

There are international cooperative endeavours in the development of ICT.  The Pan African E-
Network is a joint initiative between the Government of India and the African Union (AU) 
Commission. The project is aimed at linking the 53 African countries of the AU by satellite and 
fibre optic network to provide effective communication and connectivity among nations. The 
objective of the initiative is to provide e-services with emphasis on tele-education and tele-
medicine services, among others. Five universities will be involved in the connection from India 
and three from Africa, Kenya being one of the countries that have been selected. This type of 
initiative is expected to infuse the use of ICT in education, training and research and thereby 
revolutionize the delivery of programmes, information exchange and services in the higher 
education sector. The development of national and institutional databases varies but in many 
countries and institutions is not comprehensive and certainly does not enable detailed 
comparison over time.   

The Action Plan for Africa 2011 – 2013 has identified the development of ICT as a priority.    
Provision of and access to ICT systems is one issue, but one country report suggested that there 
was a lack of training and access to ICT not only for students but also a significant number of 
staff. 

 

Approaches to Learning and Teaching /Assessment and Examination 

The visits took the form of a collegial consultation, and the teams varied in the extent to which 
they were able to reveal details about teaching, learning and assessment (TLA) techniques.  All 
teams reported on the broad approaches to TLA employed in the nine countries, and in the 
regions..  A number of themes emerged. 

The first was always the tensions placed on TLA approaches by student numbers, and an 
argument from some that these tensions encouraged ‘traditional’ techniques, characterized by 
lectures and a reliance on formal written examinations. It is true that adopting learning centred 
approaches poses a challenge, and focussing on learning outcomes, rather than learning content, 
requires a greater diversity of techniques in TLA.   

This challenge is being met in a number of countries, e.g. in South Africa, in Ghana and Nigeria in 
the Technical and Vocational Training area, and in several other countries where university 
courses have competence based outcomes, such as teaching and medicine. 

The second is that only a few countries and universities in Africa offer specific training for 
academic staff in teaching and learning (e.g. South Africa, Ethiopia within the Engineering 
Capacity Building Programme; in Malawi supported by a World Bank programme).  In general 
an academic degree entitles a person  to teach without  further requirements.  Untrained staff, 
particularly at the outset of their careers have limited skills to engage in programme design, 
material development, sound assessment practices, and teaching and learning approaches that 
innovatively engage students, even in well resourced contexts.   

Thirdly, while there are a number of pan-African research networks and institutions (Space 
Science, Laser Technology, Biosciences), pan-African initiatives in teaching and learning are 
limited. Pan-African or quasi pan-African organizations exist for Distance Education, e.g. the 
African Council for Distance Education (ACDE), but they do not have a training function.  UNISA, 
the largest Distance University in Africa, does hold staff development weeks at regular intervals, 
but these may not focus on TLA. A regional association active in teaching and learning is the 
Higher Education Teaching and Learning Association of Southern Africa (HELTASA). 
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The growth of multidisciplinary programmes would seem to provide a good opportunity for ‘on 
the job’ development for young staff, but there is no information in the reports about how and 
whether groups of staff spend time discussing TLA.  Such programmes may, however, encourage 
the joint development of teaching and learning materials, and co-teaching is reported, e.g. from 
one  programme at the Tshwane University in Pretoria. Multidisciplinary programmes offer 
especial challenges at every stage from design to examination,  because  the staff are drawn 
from separate departments or  faculties,  they bring   their specific discipline culture  to the team 
effort.   

Fourthly, related to the point of developing materials, there are institutions with limited 
learning resources..  The Southern Africa report says ‘most universities in the region have 
limited journal subscriptions and library facilities, inadequate laboratories and workshops, 
outdated equipment, inadequate computer access and limited research output. Libraries are 
under-stocked in relation to student enrolment and lack up-to-date textbooks and reading 
materials. Internet access, as a source of knowledge and information, is either limited or 
unavailable’.  Other reports echo the complaint about the dearth of materials.  Such 
circumstances push inexperienced teachers towards a style of teaching in which all facts have to 
be told to the students who then have to be tested to make sure all have been learnt - the 
‘delivery’ model of higher education  

 

Quality Assurance and Enhancement – National and Institutional 

All the countries visited are addressing the need for a national system of quality assurance and 
have established or are in the process of establishing agencies for quality assurance, often in 
association with the process of accreditation.   In East Africa, almost all countries have 
introduced, or are introducing a national agency in charge of quality assurance and 
accreditation.  Southern Africa has made similar progress and there is regional agreement under 
the SADC Protocol on Education and Training to develop a regional framework of quality.  West 
Africa and central Africa also report that most countries have quality assurance systems in place 
or under development. 

However, there is less evidence that institutions are developing quality processes, and this is 
where the Tuning methodology could be of genuine assistance, because the approach has 
quality assurance and enhancement at its core and it demonstrates how programme level 
quality assurance and enhancement developments engage with the national and institutional 
policies.  There are examples of good practice: one in particular is the work being done at the 
University of Pretoria (Centre for Education Innovation) to assist academics in tracking the 
course of their programmes and taking note of student inputs.  

It has been argued that increases in student numbers, high staff student ratios and lack of 
adequate development support can adversely affect efforts to establish quality assurance 
processes.  While a Tuning project could not address all these issues it could begin to engender 
an active engagement with quality issues at the subject level, since the Tuning approach 
embodies quality processes and effective international peer review. It also entails a 
commitment to a process of quality enhancement. Its strength is that the process of quality 
enhancement is not only integral to the methodology but is ‘owned’ by the academic staff. 
 
 

Students 

There are student organizations in all of the countries visited and they are represented on 
university committees.  Their focus of interest varies, and, indeed, may vary within one country.  
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In one country, for example, some students were highly politicised, and involved in the politics 
of the country as junior members of the political parties.  In the same country we were told that 
students in that area were mainly concerned with student residences and social activities. 
Students tend not to be involved in curriculum development, although their representatives 
may be privy to staff discussions when they attend committees.  

One of the strengths of the Tuning methodology is that it demonstrates how students can be 
involved in and contribute to curriculum development in a range of ways, at institutional and at 
class levels. 

 

Openness to Regional and Pan African Collaboration 

All the reports reveal a genuine, open-minded approach to regional and international 
collaboration. There are strong regional networks and inter-regional activities, although these 
(inter-regional) tend to be less well developed. As one report put it ’in a country where 
resources are scarce, a few people can make a huge difference when they champion a cause’. 

There were those who argued that national integration and harmonization should be the 
priority. Tuning does not and should not be perceived as undermining or taking away resources 
from institutions or national developments. It is essential that a project should have strong 
support from national authorities as well as the institutions and that there should be a national 
dissemination strategy for the outcomes. 

The interest and enthusiasm of individuals and groups encountered in the visits is a further 
strength. The projects supported by national and international donors provide an experience 
and networks for international collaboration and a background that will compliment and 
facilitate a Tuning project. 

The difficulty in relation to inter-regional Pan African collaboration is not an attitudinal one but 
more practical. Language is possibly a more sensitive issue than it is in Europe.  There are 
significant language barriers, not perhaps for staff but for students. The language challenge is 
exemplified in the way in which the regional networks operate. There are strong links between 
the Francophone regions and between Anglophone regions but fewer contacts between 
Francophone and Anglophone and between North (Arabic speaking) and South. The lusophone 
HE systems are still rather isolated and weakly linked to the regions. 

The challenge of language should not be viewed as an obstacle but an opportunity. The subject 
areas involved in a Tuning project may need support in the translation of documents and other 
language/communication issues which may arise. However, within a Tuning project academic 
staff discover a community of interest which develops understanding, improves inter-university 
and cross-country relations. 

Evidence from Tuning projects suggests that once staff and students are engaged in 
international networks they rapidly adapt and become change makers themselves. However, 
because resources are so restricted and staff are under such student number pressure a basis 
for funding participation in a way which will help the individual and the institution needs to be 
considered in the project design. 

 

Conclusion and Recommendations 

The Feasibility Study demonstrates that a Tuning project in Africa in support of, contributing to 
and complementing the African Harmonisation Strategy is feasible and would have wide 
support, at regional, national and institutional levels. 
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The consensus of the teams’ dialogues with academics, both in countries and at conferences, 
was not only that a project was worthy of serious consideration, but also that it could serve as a 
valuable complement to the curricular reforms being planned, undertaken or reviewed, 
whatever the stage of work currently being undertaken.  Furthermore, such a project was seen 
as resonating with the Africa Harmonisation project.  What was attractive were the key 
elements of Tuning as it has developed in different contexts: it is based in the institutional, 
national and regional context and adaptable to the nuances of this context; it is subject based 
and will work by and through the academics who teach and develop the programmes; it affords 
genuine opportunity for networking between countries and regions; and it underpins current 
policies in Africa for greater intra-continental and intra-regional mobility of staff and students 
from all countries. 

Tuning could also support the various efforts of capacity building of teaching staff and HE 
leadership. It could help improve the relevance of curricula and thus contribute to the 
enhancement of the employability of graduates. Relevant curricula developed with a Tuning 
approach could  support the achievement of national and regional development goals. 

Two issues were discussed with academics to explore their views on how a Harmonisation-
Tuning Africa project might be implemented. - the scope,  and  the subject content. This report 
will present a summary of the recommendations found in the responses. 

The majority of experienced African academics thought that a project at regional level would be 
logistically practicable.  It would have the advantage of being developed by countries familiar 
with each other’s circumstances, who share regional goals and structures.  It would not avoid  
challenges associated with language , since in all regions in Africa there is a  diversity of working 
languages, but the problems would be familiar  for many of the academics involved. There is 
much to recommend in the suggestion for a regional project which could lead to early success,  
and have a high likelihood of sustainability. 

However, without discounting the value of the regional dimension, the challenge of the 
Harmonisation policy extends beyond the comfort zone of familiar structures and is concerned 
with establishing comparability and  mutual understandings throughout Africa.  Regional 
projects could be important building blocks, but a pan-African project, while more complex to 
manage, would have greater credibility and ultimate impact in realising the Harmonisation 
Strategy. 

In Tuning projects the subject base is central but always related to defined needs. The 
Feasibility Study indicates a  consensus on regional and by extrapolation,  pan African priorities  

Science is  a priority.  The reports reveal the high profile of science in Pan African and national 
development plans, , whether through new structures like the Pan African University, subject 
priorities for regional authorities such as SADC, or in government policies for HE within single 
countries.  

The regional reports suggest two science subjects: agricultural and health sciences.  A connected 
thread  is the growth of multidisciplinary subjects in science and engineering,  For example 
water technologies are being  developed in a number of countries, sometimes as a consequence 
of expertise in mining, and the demands of that profession, sometimes related to waste water,  
water treatment, water supply and management irrigation, and industrial and municipal water 
technologies. 

The interest in science as a subject base, points to a related issue. If science in secondary schools 
is poor, fewer students present themselves to study science at tertiary level, resulting in a 
smaller cadre of good science graduates going into teaching.  Teacher Education is a priority 
subject, endorsed by regional and country policies.  A Tuning subject group in   science teacher 
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education, working with subject groups dedicated to science subjects, would be in a strong 
position to explore the demands of HE, and incorporate the views and concerns of teachers’ 
professional bodies. 

Health Sciences (Medicine and Nursing, for example) and Teacher Education are professions for 
which professional bodies and governmental organizations have explicit regulatory policies.  
This has sometimes been seen as an obstacle for those wishing to develop innovative 
international curriculum and practice in HE.  Tuning has demonstrated in  one  subject group in 
Europe, Nursing, how the methodology is flexible enough to allow 25 countries to work together 
to reach  conclusions that reflected best practice, enhanced all systems, promoted comparability 
and encouraged mobility of staff and students.  

Engineering was a subject area proposed in the regional reports and in the visit reports.  While 
no specific area of engineering was specified the general subject is of real interest and relates to 
identified needs throughout Africa.  

Two regional reports suggested technological subjects (Central Africa and East Africa), and one 
(East Africa) suggested Architecture and Building Construction and Education for the 
handicapped.   In spite of being widespread and popular especially in private HEIs, Business 
Studies was not suggested as a priority at regional level, although it was suggested at country 
level in Ghana.  One region suggested language support in the curriculum (East Africa), a topic 
which had arisen in country reports (e.g. South Africa). 

The scope and subjects for a potential Tuning project were proposed by African colleagues who 
participated in the country visit meetings during the Feasibility Study.  Two further central 
points were identified by the teams  -  for   any project  would have to bear in mind how a 
Tuning project could assist in capacity building and leadership in HE . 

The second is the prevalence and necessity of Open and Distance Learning.  Substantial 
numbers of students gain access to higher education through ODL.  The institutions are  
effectively linked in a professional association, and are committed to the support of a Tuning 
project.  ODL could provide both members and overall support (e.g. in dissemination) to a 
Tuning project. 

To sum up, African colleagues suggested a regional dimension for the pilot project,  and at the 
same time a number valued  a pan-African approach.  Ten subject areas were recommended 
(the first four almost unanimously): Agricultural Sciences; Health Sciences; Engineering; 
Teacher Education, water sciences or energy multidisciplinary studies; Technological subjects; 
Architecture and Building Construction; Business Studies; Education for the Handicapped; and 
Language Support in the curriculum. 



                                                                                                                                                          

  

   
 

142 

PART SEVEN: POSSIBLE SCENARIOS FOR A TUNING PROJECT IN 
AFRICA 

The consensus of the regional reports was that a regional basis would be favoured, but that a 
Pan-African element would be desirable. Three scenarios for a future Tuning project for Africa 
are therefore contemplated here: pan-African; regional; or pan-African and regional combined. 

 

Scenario A: Pan-African approach 

 

 
 

To respond to the overarching commitment to the African Commission Strategy for 
Harmonization, subject area groups could be established on a Pan-African basis. The idea of a 
Pan-African approach is to facilitate reflection at continental level in order to reach basic 
agreements within the framework of Higher Education. 

A Pan-African Tuning project should involve the Association of African Universities (AAU), 
which has a strong continental mandate through its membership. There are a number of Pan-
African research networks and institutions which would support a project based on this 
continental approach. The networks would be defined according to the subject areas selected. A 
Pan-African Tuning approach should be limited to a maximum of four subject areas, potentially 
the first four suggested in the regional reports: 
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- Agriculture (food security, biodiversity, ecology) 

- Health (AIDS, tropical diseases, community nursing,) 

- Education (teacher education in different topics) 

- Engineering (focused on natural sciences, mining, water technologies, energy technologies) 

There are two further areas, of Pan-African interest which are not specifically subject oriented: 
Capacity Building in Higher Education and Distance Learning.  

Each subject area would form a Subject Area Group or SAG, and each would have 
representatives from all five regions of Africa, working in teams of 16.  Thus a Pan-African 
Scenario implies a project comprising 64 universities from 53 different countries, working 
together in 4 SAGs. 

Tuning would provide input to facilitate the work on curriculum design, teaching, learning, 
assessment and quality enhancement. The progress made at Pan-African level would depend on 
regional and national policies and the correlation between them and the Tuning project. Given 
the diversity discussed above, and in spite of shared interests , this Scenario would be a real 
challenge for Africa and Tuning.  

 

Scenario B: Regional approach 
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Recognizing the importance, influence and effectiveness of the regional dimension in Africa, one 
of the alternatives for a future project could be a strong regional structure. A Regional approach 
for a Tuning project is an interesting option due to the on-going harmonization initiatives. This 
is supported, with some differences among regions, by the regional initiatives, to create 
comparability of programmes, synchronization of credit systems, mutual recognition of degrees 
and the development of joint programmes. A number of processes are under way (e.g. 
Qualification Frameworks, collaboration in Quality Assurance, joint degrees) under the 
umbrella of regional bodies (Regional Conference of Rectors, Regional Associations of 
Universities). In general, actors interviewed in the five regions were interested in exploring the 
potential of the Tuning methodology as a vehicle for further regional integration.  However,  a  
regional approach might lack the authenticity and credibility of a pan-African approach. 

For each region, a number of subject areas for a possible Tuning project could be selected. , The 
following fields are not meant to exclude others, but to confirm that at least in these fields 
conditions for a possible project are in place: nine subject areas were recommended in the 
regional reports (the first four almost unanimously): Agricultural Sciences; Health Sciences; 
Engineering; Teacher Education, Technological subjects; Water sciences or energy 
multidisciplinary studies; Architecture and Building Construction: Business Studies; Education 
for the Handicapped; and Language Support in the curriculum.. One advantage of a regional 
approach is that it would give regions the ability to start a Tuning pilot with subjects perceived 
as priority areas within the region. 

Each of the five regions would work on two subject areas, making 10 in total, meaning that this 
scenario would include 160 universities from 53 different countries, working together in 10 
SAGs each with 16 members. All countries in each region should be represented in one of the 
subject area groups.   Each region would need to select different subject areas, avoiding overlap 
and future competition between reference points defined at the same time in different contexts. 
The idea is to introduce the Tuning methodology in the regions through discussions in different 
subject areas. In some cases, a multidisciplinary subject area could be selected (such as Water 
Sciences and Energy), given the increase in such programmes and their impact on inter-
departmental cooperation in programme design and implementation.  

In both B and C scenarios there would be the additional dimension of a second parallel team in 
each region which would be known as Regional Tuning Centres (RTCs). The project would be 
firmly vested in the institutions taking part in the SAGs, and the authority of the debate would 
lie with them, but it is suggested that these RTCs could support their work.  The RTCs would 
comprise representatives of groups responsible for university policy in the regions (IUCEA for 
Eastern Africa, SARUA in Southern Africa, CRURUO/AC in Central Africa, AWAU in Western 
Africa, etc.), and would be small, and occupy a separate space parallel to the discussions and 
contributions of the SAGs but could bring to bear leading referents of the university systems of 
each region. Their role would be to act as interlocutors for their regional systems in the project, 
listening to and transmitting information and messages, acting as a nexus between the project 
and the region. The RTCs would be important in executing and disseminating the project in the 
different countries within the region.  The SAGs and the RTCs would reflect together from time 
to time, and the  joint reflections would help to overcome obstacles, to find points of contact, to 
identify positive aspects in others, to resolve and to agree - but above all, to foster dialogue; to 
understand the other and, with the other, to try to build something in common.  It is to be 
emphasised that this would not be a bureaucratization of the methodology; on the contrary, the 
RTCs would be there as support, not as directors. 
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Scenario C: A combination of the Pan-African and Regional approach 

 

 
 

Scenario C combines the strengths of the pan-African and regional approaches. In parallel, it 
offers two levels of reflection, which could be complementary and iterative throughout the 
process.  

At the Pan-African level, we recommend two SAGs, each with 16 members.  This would involve 
32 universities from all 5 regions and from 32 different countries. In terms of subject areas, one 
could be Agricultural Sciences, an important area in many African economies and the basis for 
food security, in particular in the less industrialised countries. Health could be another subject 
area to consider for a Pan-African Tuning project. Health Sciences are a priority in all African 
countries and Medicine specifically is a subject area where professional regulation has strong 
consensus across regions both in Africa and beyond. The undergraduate level in medicine also 
has strong links with the sciences.  This would make the management of the work less 
controversial in the context of widely different historical provenances of university 
philosophies.  

For the regional level, we recommend two subject areas for each region. We suggest including 
four regions (Eastern Africa, Western Africa, Central Africa and Southern Africa). Northern 
Africa will participate at Pan-African level, including all the countries and a number of 
universities. The main reason to leave its participation at Pan-African level is that Northern 
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Africa will have a separate experience with Tuning methodology through other channels. Taking 
into account that this level will include 8 subject areas (2 SAGs of 16 members each per region), 
and will incorporate 128 universities. In total, the project will be developed through 160 
universities.  Equilibrium between representation of small and large university systems will be 
worked out to achieve the best representation in the process.  

All proposals should take into account a balance between highly developed institutions and 
those facing greater challenges. Furthermore, it would need to make a clear decision about 
whether to involve private universities and Technical & Vocation and Training institutions at 
tertiary level.  

All scenarios should include (at Pan-African or Regional level) distance-learning universities, 
since Distance Learning is widely used as a means of widening access and has special challenges 
in terms of programme design and management. We recommend including one representative 
Distance Learning University as a partner of selected subject area groups.  

For the Pan-African level, we suggest inviting one participant from different Tuning projects in 
the world (Europe, Latin America, USA, Russia) linked to the subject area group defined, in 
order to enrich the continental discussion and make it international. Their participation will be 
that of observers but their presence will give the discussions  new perspectives.  
 
At the Regional level, the authority for the debate will also lie with the universities, but the 
project will offer a separate space parallel to the discussions and contributions with the 
framework of the leading referents of the university systems of each region. These joint 
reflections would help to overcome obstacles, to find points of contact, to identify positive 
aspects in others, to resolve and to agree - but above all, to foster dialogue, to understand each 
other and together try to build something in common. It is proposed to link the project to those 
responsible for university policy in the region itself (IUCEA for Eastern Africa, SARUA in 
Southern Africa, CRURUO/AC in Central Africa, AWAU in Western Africa, etc.) and the countries, 
to debate the potential for collaborating beyond national frontiers. These reflections and the 
agreements reached among the academics in the project's working groups can foster a 
rapprochement between the peoples of the region and develop pathways that will place the 
regional system in a better position.  Furthermore, at the Regional level a second key actor is 
proposed: the Regional Tuning Centres (RTCs).  Each country in the Region participates equally 
in the project through the RTC. Part of the Tuning spirit is that it should be open to all voices, 
and also all countries in the Region should be included. Within each region, the SAGs will be led 
by the universities, who are the key actors in this process but the RTCs accompany the 
institutions in this task, in some cases reinforcing their work and bringing in contributions from 
all the actors making up their regional and national system.  
 
These are the main findings from the Feasibility Study on the Relevance of a Tuning Approach in 
Higher Education for Africa which await discussion, validation and the taking of appropriate 
decisions by the African representatives in the meeting which will be held in Nairobi, Kenya on 
14 – 15 March 2011. 
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