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EPIGRAPH

Wealth is evidently not the good we are seeking,itf@s
merely useful and for the sake of something else.

Nicomachean Ethics, Book 1, chapter 5, P.1096



To my Lord JESUS-CHRIST,
The Lord of mercy,

Of all knowledge and wisdom.
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INTRODUCTION

1.1 Presentation of the topic

There is an African proverb which says that anreldeo dies is knowledge lost.
Long before the present education systems, knowlgdmderstood to encompass
spiritual believes, languages, cultural ritualsjili@ation technologies and know-how
and so on) was passed on from one generation tootter in learning, through
initiations, narrations and experiences. Sir Fmar8acon (1597) said knowledge is
power. The knowledge that was passed on from geoer® generation was the wealth
but also the power of that given society. Thougrséhforms of knowledge sharing are
being largely outrun and even replaced by modestegys modes of communication
(books, information systems, schools...Etc) the artgmce of knowledge has not
changed. Many governments have gazed on educé#tiong] or informal) as a source
of wealth and power.

Cameroon is a country of central Africa, which gainndependence in 1960.
Development as wealth and power has been a canaern and main target of the
government in Cameroon since the 1960s. It is @b idea that there have been several
Development Plans which were drafted and implentenMotwithstanding all the
attempts to attain its so-desired goal of “develepth) the Cameroonian government,
after more than 50 years of independence hasstilyet made it to its goal. Education
is being argued by the UN and its agencies as agelby many national governments
like the Cameroonian government, to have a pronipesition in the development
process. But, what is the relation between educatmd development? Or what is the

contribution of education in development?



1.2 Background to the study
This thesis examines the relation between higheicadn and development.
Concerning development, the focus is been placedegrlopment issues of health and
nutrition. Formal Higher Education in this studyusderstood to be the formal set of
studies that starts from the A level (Baccalauréatin French) upwards. Higher
Education studies in Cameroon can be carried oludniversities, Graduate Schools,
and Professional Schools.
1.3 Hypothesis
It is the contention of this work that there isteosg relation between higher
education enrolment at tertiary level and healthes of development such as birth rate,
infant mortality, death rate and fertility rate.
| argue that formal education, and more specifycalgher education, is closely
related to sustainable human development. As dwstiould be an important parameter
to consider if governmental development plans im@aon are to be achieved. Better
planned and well-managed, education system caarfbsman development and at the
same time, meet the government goal of developmasntvell as a well-planned
development accounts for a good quality educat®o. reviewed and re-designed
education policies are necessary if developmerisgoa to be attained.
1.4 Objectives of the study
One of the objectives of this thesis is to consither evolution of development
and the different meanings it has carried over tinfeve to acknowledge the fact that
there is no consensus about the understanding \oflafanent, as the concept is
constantly debated and challenged. But for the gaef this work, the central point is
placed upon development from the human developro@nteption advocated by the

U.N, and more particularly on sustainable humarebtigament.



A presentation of the State of Cameroon duringipdependence and post —
independence periods and a presentation of theitewolof its higher education system
and its particularity are provided in this work.

This work reviews the development plans implementgdthe Cameroonian
government from independence to present days. Dewvednt plans were set up for a
period of five years with specific objectives itugihit to achieve usually in that time
range. Development plans also known as quinquentéalelopment plans were
guantified measurements to evaluate the progretfeafesire goal of the Nation.

It also researches on the state of the relatiowdmt Cameroon’s formal higher
education and Health issues, and advocates fornaplete reform of the higher
education system of Cameroon by looking at somengles from Asia.

1.5 The scope of study

The scope of this thesis is restricted to selesaes on development, which are
health, nutrition and Higher Education. Becauseréh&ionship between education and
development is bi-directional, the work is confirmdcompounding and comparing and
analyzing quantitative data from Higher Educatioohsas but not only enrolment rate
to higher education institutions, and social intbea such as birth rate, infant mortality
health and fertility rate from 1971 to 2011. | coiasisly avoid drawing into the vicious
circle of who comes first between education andettgpment, or who determines the
other. That is why | step away from the analysistlté impact of education into
development but restricting myself to the analysgisheir relation without debating on
the direction of the relation.

1.6 Structure of the thesis
In the first chapter of my thesis, | discuss th@capts that are central to this

paper which are development and education. Indhépter, | present the theoretical



framework of my paper. | look at the meanings ovaedlepment in the light of the
different theories that support the concept oveetiln the later part of this chapter, |
discourse on the conceptual framework of this thesengage specifically on human
development, sustainable development, the capahbiiproach, and the education as a
concept. | also make a brief review of existingeegsh on the issue of development and
education and | give an insight on the discoursgeanrder, education and development.
| present an insight on the discourse of highecation and development in Africa.

The second chapter presents the State of Camenooits ipre and post-
independence periods. | briefly present Camerooogmgphically. | also make an
analysis of its formal education system in genaaad] the higher education system in
particular.

In the third chapter | present the different depetent plans carried out by the
National government in Cameroon since independant860. | discourse the target of
these development plans that were build and howweze implemented. | also present
the results these plans have generated. These pleneslater replaced by structural
adjustments plans geared by international finanitiatitutions (mainly the Bretton
Woods Institutions and the World Bank)

In the fourth chapter, | analyze higher educatiod kealth in Cameroon statistics,
facts and figures. | use graphs and tables to dhewevolution of higher education
enrolment, and selected health issues in developwie@€ameroon. | calculate and
analyse the correlation coefficient between enralnaad health issues such as fertility
rates, birth rates, infant mortality rate and crdéath rates. | later draw examples from
the Asian continent, namely from South Korea andg&pore. | examine the
characteristics of the policies that these goventmbave used to be able to increase

the level of correlation between their higher ediwcaand training systems and the



requirements of the particular stage of growth thwaye, often by anticipating future
skills demands. Most of the analyses methods aedoan the example works of Walter
McMahon inEducation and Development: Measuring the Socialeien andHigher
Learning, Greater Good: the Private and Social Hegaef Higher Educationbut also
on the work of Ingemar Fagerlind and Lawrence haSa Education and National
Developmenta Comparative Perspectivé argue on the necessity of reforms in the
Cameroon formal education system as well as thecéspo be considered in the
reform.

In the conclusion, | summarize the results from iseies under investigation. |
make a summary of the analyses and the discussmorfinglings, and provide
recommendations for future researches.

1.7 Methodology of the study.

In this study, | use literature review and datalgses to support the arguments
that | have put forward. The data used are mainied from the World Bank online
database, The United Nations Population Divisiotaloase online and other sources
such as UNICEF or UNESCO. | use graphs to presentetsults for a group of years on
the selected issues. | also determine the Peareaelation coefficient between
variables that are being studied that is birthsafertility rates, child mortality rates and
death rates. | conducted an online survey on alptpn of twenty- two university
students and graduates from Cameroon. The pamisiga the survey have been pre-
selected to insure that they are issued from Caonenoiversities. An interview of two
lecturers - Professor Mbifung Lambi and Doctor NR#ger Fon- from the University of
Buea- was conducted. | want to extend my gratittmlehese lecturers for their
willingness to be namely cited in this work. Thésgturers were sorted because of their

experience on higher education in Cameroon as #neyrespectively former Vice —



chancellor at the University of Buea and actual dHeaDepartment of Public Health
and Hygiene at the University of Buea. The datdect#éd from the survey and
interviews were computed with Excel for quantitatdata and content analysis for the
gualitative data was done.

1.8 Limitations

Because the relation between development and edngatnot unidirectional but
rather bi-directional, the work is confined on azalg the statistics and data available.
The Pearson correlation coefficient is statistical that determine if there exists of a
correlation between two or more sets of variablggout any specification on which
causes the other. The Pearson correlation coefti¢rghich values are range between -1
and 1) is limited in defining the strength to whittte possibility of occurrence of one
phenomenon determines the occurrence of the othathers.

It is under much care about the fact that educasind development are not
isolated phenomena that the analyses of the vasadoke done. There are other factors
that may also come into play to account for the eslilts in the analyses of social
phenomena.

The countries that have been used as examplesisnwibrk are evolving in
different historical, geographical and socio-poéti settings which could account for
the results they obtained. There are not examplég tblindly copied. My aim in using
them as examples is to point out the fact thatethean serve as a models to be
redesigned to suit the Cameroonian context.

The choice of the source of the data used in thidysis mainly based on ready
availability and appropriateness. | am not argdorgheir reliability compared to other
sources. But they served as an indication to tlaioa between higher education and

health development issues.



And concerning the survey and interviews condudieel,number of participants
to the survey was not done intentionally desigioed,is a result of the availability and
willingness of the sample population targeteds llso that unexpected socio-economic
constraints played a restrictive role in limitirfgettargeted sample population planned at
the beginning of the research. Concerning the vregess specifically, some university
lecturers confess their fear to be mentioned nanrelany work which criticizes
governmental works, policies and programs or thdicizes the actual systems or

regime in general.



CHAPTER |

THEORETICAL AND CONCEPTUAL FRAMEWORK

Concepts and Ideas have their foundations, or@asbackground and they stand
as the result of historical, cultural and sociaistoucts. Development and education, as
concepts, are no exception to this fact. They t@orasults of historical, cultural and
social realities and events.

In the first part of this chapter, | start by arzahyg the construction of the concept
of development, which constitutes the theoreticamework of this thesis. And in the
second part, | deal with the concept developmedt education in the context they
signify in this work. | restrict development aroutiet concepts of human development,
sustainable development and the human capabilipyoagh. Education, specifically
tertiary education is also defined in the contexthes work. A brief review on gender,
development and education is offered in the ladet of this work along with an insight
on African higher education and development.

1 Theoretical Framework

Before narrowing this paper around the concept wimdn and sustainable
development, | thought useful to have an insightr@nconcept of development and its
evolution in history, looking at or understanding) different meanings in the discourse.
Of course, | have selected out, from the multitafléheories on to this concept, a few
ones that | deemed of importance to this thesis.

Many words can be used interchangeably to the twvelopment. Social change,
growth, evolution, and progress are some of thdeiclirer (1974) argued that there is a
value-free meaning embedded in the concept of dpuwetnt. According to him, “[...]

development can mean the actualization of an impatentiality, the simplest example



being the patterned growth and maturation of a,seecanimal, or human person.
Without stipulating, at this point, anything too iglty or too precise, this can also
certainly seem to apply to man and his social sana”, (Fletcher, 1974: 43).

In common language, development could be understsaal process. It is in this
process that the potentialities of an object oranigm are gradually expressed or
revealed. In this process the organism or objemthes its natural and complete form.
The natural growth of plants and other living baindustrate and exemplify well the
idea of development in this understanding, (Flatch@74).

Despite the basic understanding of developmenédtabove, in the history of
social sciences, the concept of development has pr@sented as change in a desirable
direction and has evolved many different dimensiare simplify the reading of the
theories, | have deliberately grouped the seletttedries into 3 categories, holistically
based on the period during which they were propedrahd also according to the core
idea they carry.

1.1 The first group theories.
In this first group, we have the Marxist theorye tihodernization theory.
1.1.1 The Marxist theory of dialectics on development

The theory of dialectics certifies that all changgpear as a result of conflict
between two or more opposite forces, ideas, positietc. In other words, dialectics
can be define as an approach according to whiclgshilo not remain the same, change
always occurs. The constant fundamental changeransformative evolution is
explained by the contradictions and struggles thk¢ place. An example case here
could be the destruction of the environment duethlie degradation and over
consumption of resources which might lead to theeligpment of alternatives

agricultural techniques, (Peet and Hartwick, 200QE3-146).



According to Marx, societies can be seen as dividaalclasses opposed to each
other, on the one side the exploiting and on theraside the exploited. Marx explained
the changes from one stage to another in the soagthe result of the evolution of
conflicts within society and which in turn effe¢tanges in modes of production. So, for
the Marxist theorists, the economic structure afoaiety and the inequalities therein
that could be expressed in the modes of producsiamd as one of the major agents of
social change, (Peet and Hartwick, 2009: 143-146).

Fagerlind and Saha (1989) explained that the Miattxeory has had considerable
impact on the understanding of development. Eveaugh he did not specifically
discussed the concept on underdevelopment, thastadding of classes in the society
and in the world has been a ground for the justifon of later development mission on
which colonial powers embarked. In this sense, fiéigeand Saha (1989) said: “Marx
spoke about colonialism and the stunting effesbinetimes has on development, [...]
but he never extended his idea to include the natfounderdevelopment”, (Fagerlind
and Saha, 1989: 21). The idea of development (ad@rdevelopment by the way) is
thus not directly expressed but rather implieche Marxist theory.

1.1.2 The modernization theory on Development.

According to Fagerlind and Saha (1989:15), “the Btodzation theory emerged
in the 1950s and contrasted sharply with the ewmiaty theory of the 1920s and
1930s”. They argued that “modernization theory aasntellectual response to the two
world wars and represents an attempt to take amigic view about the future of
mankind”, (Fagerlind and Saha, 1989: 15).

The industrialized societies assumed that theyrbadhed the complete form of
development or at least a universalistic desirdédlel of growth, and that from their

past stages they had to show the path to follothése societies still on the road to
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modernity or which were still in savagery. Fagetland Saha (1989: 15) stressed that
according to Samuel Huntington theory on the cladghcivilization, the early
modernization theory served as a justificatiorthte status quaf those self-mission
invested states and also accounted for change cabfb@ President Truman’s speech
illustrates and expresses the mind set embeddbe idea of development:

“We must embark [President Truman said] on a bad paradigm for
making the benefits of our scientific advances atlilistrial progress available
for the improvement and growth of the underdeveaiogeas.

The old imperialism - exploitation for foreign pitefhas no place in our
plans. What we envisage is a program of developiased on the concepts of
democratic fair dealing.” Harry S. Truman, Inauduxddress January 20, 1949,
in Documents on American Faign Relations, Connecticut: Princeton
University Press, 1967.

The Main critics to the modernization theory foalisen the underlying

assumption that modern values and behaviour byiohhls is essential to the socio —
economic development of the state. Modernizatiothis seen to be in opposition to
traditional values.

Another critic to the modernization, which also @aats as critic to the economic
growth theories that will be discoursed later i® thropounded ideas about the
achievement of the modernization process. Sinceféloes and variables used to
evaluate the level of modernization are ideolodychlased and ethnocentric, for less
developed society to be objectively regarded asemo(Fagerlind and Saha 1989: 17).
Modernization is then understood as Westernizaftmvelopment, in their idea, means
to carry and display European values, attitudescalftdre as a whole.

1.2 The second group theories
The theories in this group expressed a shift framfirst group theories, in that

they questioned the role played by the Western tci@snin the development of the
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underdeveloped and bring in new parameters whichidcioe used in defining
development. In this category there are the depwyddeory and the economic growth
theory, without questioning the core meaning givimglevelopment.

1.2.1 The economic growth theory on development.

The economic growth theory propounded by Arthur iseand Paul Baran, who
stood as some of the most influential theoristsrafte modernization theory carried by
Truman. Paul Baran, in 1957 in his botile political economy of growtkquated
growth ordevelopment to the increase in the per capita mtomlu of material goods
among others. According to the economic growth themdevelopment is understood as
growth in income per person in the economicallg lésveloped areas. Of course, it was
a huge move to bring forth the understanding ofettgyment and present it as a
measurable fact in the discourse. The place ocdupie financial and economic
variables is prominent. Unfortunately, the level ddvelopment is indicated by the
measures and comparison tools based on the stansktrdby the so-called developed
countries. As argued by Gustavo Esteva (1988: D2ve&lopment, which had suffered
the most dramatic and grotesque metamorphosis d¢fistory in Truman's hands, was
impoverished even more in the hands of its firsinpoters, who reduced it gtconomic
growth”. However, it should also be pointed out that FBarbn (1957) had the merit to
argue that the Western countries which were theawknas the developed world only
used the pretext of helping the Third World to egeeput of underdevelopmein
plunder those they intended to help. He used thenples of Japan and India to contend
that the export of economic surplus and raw mdgefrfam the poor regions to the
advanced industrialized areas only contributedntpaverish more these regions that
were not thought to administer the outcomes ofrtégport. It was the same approach

the industrialized countries used to plunder thessl developed” countries. These
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countries exported cheap raw materials to buy esiperfinished products from the
already rich and technologically advanced countri€be result was the rapid
accumulation of the wealth in the Western world anderdevelopment in the rest of
the regions.

André Gunder Frank (1971)n Capitalism and Underdevelopment in Latin
Americg went further in the analyses of Lewis and Barajuments on development
and underdevelopment. He argued that not only Hal first world draw out the
resources of the third world but the western walkb made sure that the third world
countries were trapped in a vicious circle of dedotd aids, and by doing so ensuring
itself of a ready market for its finished goods andonstant supply of raw materials.
These arguments are very close to the dependeacygythrgued by Raul Prebisch.

With the same contention than Gunter Frank, SanminAin his article “The
Development of Capitalism in Ivory Coast” publishadAfrican Politics and Society:
Basic Issues and Problems of Government and Dewsonp edited by Irving
Markovitz, cited an example in the case of Ivory Coast. Haiedgthat “the planter
bourgeoisie” stood as a parasite living from thedé of the avails of foreign capital
and at the expenses of the rest their populatidve [bcal elites advocated for the
foreign rulers against their fellow men to keep phiwileges they were getting from the
rulers. The local bourgeoisie was working towarddadus quo rather than changes for
the benefits of all, which was supposedly parhefduty it had assigned itself.

1.2.2 The dependency theory on development

Dependency theory was developed in the late 1950Raul Prebisch when he
was then the Director of the United Nation Econo@@mmission for Latin America
(UNECLA). This theory stands to explain the dispambserved in the economic

development of the world: the industrialised coiastrexperienced high rate of
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economic growth while the non-industrialised lownar growth rate. As explained by
Peet and Hartwick (2009: 166-172), according tossital dependency theory,
underdevelopment (and development) is understoaa laistorical process and not a
condition that is intrinsic to less-developed cowst (periphery). The Third World was
gradually made to be underdeveloped by the Westarrhis argument, Prebisch
indicated that the economic activities in the Wasbye often than not, were a problem
to the developing countries. The content of theeddpncy theory is that the world
could be divided into two parts the core and thappery. According to Peet and
Hartwick (2009: 166) globally, the dependency argotrwas based on the idea that
Europe developed through “external destructionerathan internal innovation”. By
external destruction, it is meant the brutal costjueolonial control, and stripping non-
Western societies of their people, their cultufesirt resources, and their surpluses.
Europe has historically operated through impemalisslavery, colonization, neo-
colonization...etc.

Fagerlind and Saha (1989: 22-24) argued that thdermstanding of the
dependency theory was later broaden to includedtee that societies not only between
them, but also from within their social, politicaconomic and cultural constitutions
where constructed upon this core and peripheryingstt The conflict of classes
advocated in the Marxist theory somehow finds linkth the dependency theory. The
Core and periphery discourse embed the idea ofigies for change. But unlike the
Marxist theory in which change (positive or nega}icould not be foretold, with the
dependency theory change is always at the expesfséise periphery, and to the
advantages of the core part.

Since Prebisch's initial explanation for this agato was that periphery countries

exported primary goods to the core industrialisedntries that in turn will sell back to
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them the manufactured products, Fagerlind and §8&8) added that within the core,
there is a core and a periphery and in the penypalso there is a core and a periphery.
So within societies, there were “micro sets of ael@mcy approach” since development
is not equal in all the parts of a giving societieither development nor
underdevelopment affects equally all parts, alt@soor all classes of a giving society.

What it should be focused on, concerning the depecyl theory is that the
development of a region or society was and is npadsible at the expenses of another.
The underdevelopment of a society or region someaviselinked to the development
of another region or an outside society. The akbalgcarce resources move from one
region to another in a process which is determimgthe power holders who can be a
region, a state, or a group of states. The trardffaesources has been and can be
organised in many ways, among which are coloniahew- colonial relationships, or
even through the operations of multinational cosgions and Non — Governmental
Organizations, (Fagerlind and Saha: 1989).

There are criticisms worth noting on the dependehewry. It is not always that
the development of a region will cause the undezlbgpment of another. There could
be shared and agreed upon relations between regitink may be at the advantages of
both parties, and can thus be looked at as integtdpment relationships. A good
example could be the result of recent studies, wbigygested that foreign investment
in a given country can contribute to economic depelent in that country (Bornschier
et al, 1978). In such context, Cardoso argued ith&g better to talk ofdependent
developmentrather than talking of development and underdearaknt, (Cardoso,
1972). But for such mutual benefit relations toelfective there should the willingness

from the parties to do so, with careful designs gmdes from both parties.
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Another critic to the dependency theory is the ulyttey assumption that the
force behind the underdevelopment of the periphsrgolely prompt by external
factors. That is to say that the periphery has ingtlor very little to do with the
situation that resulted from its relation with there. But this is not true, since the
periphery also played a determinant role in theesb&power that was given away. The
core is core because there is a periphery, anfibtbes can be redistributed.

1.3 The third group theories.

The main point of focus of the constructive develept theories in this group is
that they questioned the very idea of developméney call for a re-thinking of the
concept of development itself. In this group we mhaihave post structuralism, post
colonialism and post development theory.

1.3.1 Post structuralism and development.

Post structuralism is based on the deconstrucfitimeoconcept of development as
a desired target. As pointed out by Peet and Hektw2009: 201): “Whereas
structuralism saw potential for human emancipationmodern development, post
structuralism saw development as a strategy of mmogewer and social control”. In
this idea, development is merely an argument oroedwhich on its own can mean
many things. In substance, there is no definitiondevelopment but definitions,
depending on how and by whom it is used.

According to post-structuralism theorists such ash&d Rorty and Jacques
Derrida, development as it has been presented te imsno way a “universal truth”.
Rather, as contented by Jacques Derrida, it igtistically mediated—that is, the play

of language creates what is only taken to be “t{i&et and Hartwick 2009: 201).
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1.3.2 Post colonialism

Post colonialism has been propounded by writers stiscFranz Fanon, Edward
Said and Gayatri Spivak. The post colonialist apphowas spread through writings
such asThe Wretched of the Eartil968) of Franz Fanon and Edward Said’s
Orientalism(1979). The Post-colonialist approach is discuss#dnly in development
studies but also in many other social sciencesieguslich as literature, and modern
language studies. Post colonialism as explaine@rakash (1994: 1475) stands as “a
radical rethinking of knowledge and social ideestiauthored and authorized by
colonialism and Western domination.” So as Postesiiralism is based on the
deconstruction of the concept of development, Rosbnialism on its own tries to
deplete the understanding of development for thienéo colonial territories from its
western content. As colonialism sets the standard fgiven type of development, Post
colonialism questions the heritage left by the nders. Post colonialist approach
guestions development in that it has for a longetibeen considered as a desirable
target. But the real meaning of “development” wasar presented to those who were
to be developed. As argued by Peet and HartwicR92012): “historical, literary, and
psychoanalytical postcolonial work was unified ard@an examination of the impact of
colonial discourses on subjectivity, knowledge, gomuwer.” In post colonialism,
Development has to be redefined by the former g those who had been
colonised and on who a certain definition of depatent was given. They are to work
out their own understanding of the concept.

Post-Colonialism theorists advocate for a recomatden of the history of
colonialism and its impacts, from the point of vieiwthose who live the consequences

of it.
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1.3.3 Post development
Post-development was argued by theorists such @sb&sand Gilbert Rist. The
main argument in the post development approadmaisdevelopment as a discourse has
been presented as opposed to underdevelopmenhwas)dhe idea models the thinking
of those considered developed and of those wheeer as underdeveloped. And as a
later outcome, it will mould or drive their actiooensequently. In Escobar’s words:
“From this perspective, development can be desdrdsean apparatus that
links forms of knowledge about the Third World witie deployment of forms
of power and intervention, resulting in the mappargd production of Third
World societies. In other words, development is twl@nstructs the
contemporary, silently, without us noticing it. Byeans of this discourse,
individuals, governments and communities are seeruaderdeveloped’ (or
placed under conditions in which they tend to $esmniselves as such), and are
treated accordingly” (Escobar 1992: 23)
Simply put, development is seen as a discourse esdt®¥vh origin that operated as
a powerful mechanism for the cultural, social, ficdl and economic oppression of the
Third World. Post development theories bring in pessibility of creating different
discourses and representations not mediated by diment construction on
development. Furthermore, as argued by Sachs: the]historical conditions which
catapulted the idea into prominence have vanistiedelopment has become outdated.
But above all, the hopes and desires which madeidis fly, are now exhausted:
development has grown obsolete”. (Sachs 1992: 4 )efflect the change in the current
practices post development theorists see of a grgairtance the need to rely less on
expert knowledge (usually outsiders) and morehenlteneficiaries or those to whom

the development policies, plans and actions aextid.
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At this point, we can also consider Galtung’'s posit as he thought of
development from its very definition and made atitsmo give it different meanings. In
his writing Fifteen These on Development Theory and Practitas particularly
relevant at this point, to look at the second dedthird definition of development.

In his second definition of development, Galtun§9@) says: “Development is
the progressive satisfaction, of the needs of huamahnon-human nature, starting with
those most in need.”

Galtung (1996) argued that there are vital needsngmall the needs expressed by
human beings. He considers the vital needs to eetheeds which define a person as
human beings and which if not satisfied prevent fiom being human beings. Some of
the needs are the essence of human beings. lcateigory can be listed all those things
that contributes in maintaining life, not only ploaly for example, but also spiritually
or emotionally. As said in Galtung’s words, “thayg @o longer human beings, 'meaning
for the more material/somatic needs they are ngdomeings (with life), and for the
more non-material/spiritual needs they are no lohgenan.”

This definition of development as a satisfactiowitdl needs (some will say basic
needs) has the merit to give an inclusive perspeati development. Development
stops being an economic issue, but a life (allusiele) human issue. So if development
is aimed at covering all the needs of human beitigs) issues such as environmental
degradation would be regarded also as a developssrd.

In his third definition of development, Galtung €B) takes another move to
consider the economic aspect of development. He: s&8evelopment is economic
growth, but at nobody's expense”. In other wordsyetbpment should be at the

detriment of any other person, society, regionesrggation.
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This definition however close to the common underding of development,
poses an important condition without which econogrmwth will not be development.
The costs of development have always been argulee bmre by one or many parties or
by one or many aspects of live. And developmerthis sense is seen as a transfer of
goods or privilege or power but not as an exchd®eeen parties. But understanding
and considering this third definition in a broadsmse will bring up the ideas of
sustainability, preservation and renewability. Sewvelopment is not only the mere
increase of gross national product per capitallastaer economic variables, but it also
includes taking into account the costs involvealtaining such results. The outcome
may result at a situation where the gross natipraduct per capital for example might
increase, but development would be absent.

Theoretically such a definition is interesting, hdw far is it applicable. Can
there be development without any negative fall oGgh development only be in
positive terms all through?

Post structuralism, post colonialism and post dgwekent theories are criticized
based on the fact that they over generalize therstahding of development and reduce
it to a single view. They only discuss over aditart of the whole set. They are also
criticised because of the fact that they focus ba tiscourse of development,
overlooking the real problems that the understagglof development proposed before,
were trying to solve. They only focus on the negatbutcomes of the earlier meanings
and (may be the most common) understanding of dpuwetnt and turn to wipe out the

good result these understandings and definitionshasae produced so far.
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2 Conceptual Framework

From this point, consideration is given to the hanievelopment approach, a
particular focus on Amartya Sen’s capability applgacompleted and deepened by
Martha Nussbaum. This part constitutes the cone¢ftamework of this thesis.

2.1 The concept of development
2.1.1 The human development approach

The idea of human development has been commonly imspolicy circles and
public debate for more than two decades. The anhuatan development report
produced by the United Nations development progransione of the main tools for
the spread of this idea. The first report issuedheyUNDP was published in 1990, and
the many issues that followed thereafter incredgingaden the perspective of human
development. As agued by the UNDP, the aim of theperts is to measure “the state
of a population from the perspective of people’saldqu of life”. To assess human
development, the analyses are based on data frarg aspects of people’s lives such
as political freedoms, security, environment healtid education. The end goal of these
reports is to make these issues part of the putdibate in governmental and
intergovernmental policies and programmes. So fi@rpeople-centred perspective,
these reports raise awareness on many issues aedros, generates debates which
may be followed (but not always) by policies aimadimproving the lives of the
population.

Mahbub Ul Haqg (2003), a Pakistani economist whaoohiced the Human
Development Index, a system for measuring humareldpment on different issues
around the world, argued that:

“The basic purpose of development is to enlargepleé® choice. In

principle, these choices can be infinite and caangle over time. People often
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value achievements that do not show up at all,obimmediately, in income or
growth figures: greater access to knowledge, betigition and health services,
more secure livelihoods, security against crime imgkical violence, satisfying
leisure hours, political and cultural freedoms andense of participation in
community activities. The objective of developméstto create an enabling
environment for people to enjoy long, healthy améative lives. The human
development paradigm covers all aspects of devedopm whether economic
growth or international trade; budget deficitsiscél policy; savings.”

No aspect of human life falls out of the scope @felopment. And development,
from economic, political or cultural perspectivesosld aim at widening people’s
choice. No aspect or not only one issue of humén should be considered as
predominant to other aspects or issues. Econorawtgrfor example has to move from
being the sole focus to be finally one among massts in the human development
discourse. Though economic growth is essentialethphasis would rather be placed
upon the quality and distribution of such growthddhorough analyses should be done
on its link with all the other aspects of humarefvand on their sustainability.

As Mahbub argued, there are some aspects in humaiopment paradigm, on
which there is a great level of agreement. Amoresehgenerally accepted issues of
human development over which there is high consenshere is the idea that
development must be people-centred, the purposgewélopment is to enlarge all
human choices.

He further stressed that: “Human development has dgsential pillars: equality,

sustainability, productivity and empowerment.”
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Extracts from Mahbub Ul Haq “Reflections on HumaavBlopment”; in Fukuda-
Parr and Shiva Kumar (edsReadings in Human DevelopmeiMew Delhi: oxford
university press, 2003), pp. 3-16.

Human development is all about putting people & ¢entre of what really
matters to them. For example in the evaluationrofwth and development, indicators
such as income rates are also reviewed. That peogter does not mean that income
does not, and income matters to the people. Incsnoaly a means not an end for
people to fully realize themselves.

People-centred growth should enable people to becbmdirect agent for and to
development. From the decisions level to the implatation of policy level, and at all
other levels development, people should be theveadbrce that effects the desire
development. People should always have the opportttnmake choices; the values of
such choices should be left to the population dgrakent paradigm. The opportunities
available should no more be presented as povergusevealth, or as tradition versus
modernity, rather as the population can scrutirfim¢gher to see what every model
presents and moreover what is preferable for thednad what time. Therefore, there is
not a single model of development. Development ligrah multi-directional and
encompasses many dimensions. As Amartya Sen (Ba99writes: “if traditional way
of life has to be sacrificed to escape grindinggsvor minuscule longevity, then it is
the people directly involved who must have the oppuoty to participate in deciding
what should be chosen”.

2.1.2 Sustainable development

The idea of sustainability is presented as being essential feature of

development. The concept sustainable developmeastintroduced in the 1980s as a

tool to describe the relationship between econom&velopment, the natural
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environment and the general population. Sustaindélelopment was then defined as
“development that meets the needs of the presahbuti compromising the ability of
future generations to meet their own needs andagms” (WCED 1987: 43). More
often than not, it is used with reference to enuinent. However sustainability should
be seen from a broader perspective. If environnseistainability is about having
developmental results without being detrimentalthe natural resource base and
biodiversity of the region and without affectingetresource base for future generations,
then financial sustainability could refer to theywia which development is financed
without having to run into deficit or into the ddbdps. If the financial aspect should be
looked from such perspective, then many of thealed developed countries will not
be presented as such. Since most of them are eamaliyrdeficient, the financial
development models they have had, was not a sabtairone. Same as financial
sustainability, an aspect social sustainabilityldaefer to the way in which all social
groups could benefit from the health system withaipardizing the quality of the
service that is offered. This is to say a healsteay in which those who are the most in
need are excluded from or a society in which heattantion is made a preferential
good reserved to those who can pay for is not suadike.
2.1.3 The capability approach

The capability approach developed by Amartya Seompasses a wide range of
fields in the social sciences. The main underlyiohga in this concept is “that social
arrangements should aim to expand people’s capabil their freedom to promote or
achieve valuable beings and doings”, (Alkire anché&sdin 2009: 15).

Amartya Sen has been very careful to overt presenp According to him, the
capability approach should not be a regulation deselopment outline or set rule to be

followed to the letter. His main idea is that depghent and what should constitute
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development should be subjective, that anyone eefwhat it should be. So the
capability approach is purposely left incompleted aampty to be fill by anyone
according to what they think is valuable to thentcérding to Alkire and Deneulin
(2009), this is what Amartya Sen called the “fundatal and pragmatic reasons”,
(Amartya Sen, 1992: 49) for incompleteness.

The incompleteness of Amartya Sen capability wageveed by the philosopher
Martha Nussbaum who came up with a list of capdslithat could be considered as
guidelines for public policies and programs draftethe sphere of development.

She argued that unless such list is made avaitabéenpower the population on
what is valuable. She said: “just as people catabght not to want or miss the things
their culture has taught them they should not arldmot have, so too can (they) be
taught not to value certain functionings as couastits of their good living [...]"
(Nussbaum, 1992: 198).

She argues that the list she proposed is basedhahskie named the “internalist
essentialism”, (Martha Nussbaum 1992: 208). Thedpelled out what constitutes a
human being’s needs, what is absolute vital tovainat prevent it from its fullness. The
list of central human capabilities extracted frorartha Nussbaum’s book can be found
in annex 1, (Nussbaum, 2000: 78-80).

2.2 The concept of education

To understand the concept of education, our fiegp svill be to define it. It will
however be difficult to define education with jussingle definition since the concept
can be understood in various ways and at diffelergl. And moreover, education is
somehow related to many aspects of human lifetlnsl the term education carries a
wide connotation. However, according to tgford Dictionaries(2010), education is

referred to as “the process of receiving or givelygtematic instruction, especially at a
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school or university”. It also defines educatiorn‘d® theory and practice of teaching”,
and as “a body of knowledge acquired while beingcated. It also refers to it as “an
enlightening experience”.

According to theOxford dictionaries(2010), Education has its origin from the
Latin word educare For John Dewey (1966), an American philosopherd an
educational reformer whose ideas have influencedtatn and social reform across
the United States of America, “education is thudostering, a nurturing, and a
cultivating process. All of these words mean thanplies attention to the conditions of
growth,” (Democracy and educationjohn Dewey (1966) stressed tke&gmologically,
the word "education” was taken from the Latin wardiscitio, from ediico (“I educate,
| train”). He related to it as a composed word farfre- (“from, out of”) anddico (“I
lead, | conduct”).

Education, understood as a process, can be diwdedevel of studies. In most
countries of the world, there is a basic and prnimawel education, the secondary
education, and the higher education usually refetoeas university studies.

A historical look on the concept of education pethbut the fact that, education
was not accessible to everyone in the society. lasdio Zaki Dib (1988) argued about
the historical development of man, education was ribserved privilege of a few.
Stressing this point of view, the anthropologisthMdi Cohen (1970: 56) says that
education in antiquity emerged merely as a polifitstrument to serve ruling purposes
in the hand of the elites.

Concerning the history of Higher Education, AjayiAd (1996: 5) states that:
“the roots of the university as a community of dahg with an international outlook
but also with responsibilities within particular ltwes can be traced back to two

institutions that developed in Egypt in the lasbtar three centuries BC and AD, with
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the Alexandria model and the monastic system witdphsticated knowledge
production.”

With time, education has been equated to civilatiThrough education, every
generation provides the following generation with vital information of the society in
which they are found to ensure the continuity afttkociety. According to Fagerlind
and Saha (1983: 33), education is “a formal antbeedte process by which the cultural
and normative heritage of a society is transmiftedh generation to generation, and
through which that heritage is improved througlestific discovery”. Zaki Dib (1988)
says that education in the contemporary world rgasthnds for “an institutional
instruction, given to students in school collegesmally” and as “a pedagogical
science, studied by the student of education”.

Education is commonly divided into two main systethe formal and the non -
formal education. Zaki Dib (1988) defines formaledtion as “a systematic, organized
education model, structured and administered acuprtb a given set of laws and
norms, presenting a rather rigid curriculum as mgaobjectives, content and
methodology”. According to him, the main charadtci of formal education is that, it
Is administratively, physically and curricular cent organized and usually requires
from students a minimum presence in classroom&rmal education, it is of primary
importance that teachers and students togetheswfdlhe program that is set by the
administration. Zaki Dib (1988) argues that the cadion program involves
intermediate and final assessments in order toramvstudents to the next stage of their
learning course. Concerning the methodology, imdr education, it is basically
expositive. The formal model of education confezgrees and diplomas based on strict
sets of regulations. This description of educatmatch with the type of education

process that is available in most schools and usites.
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On the other hand, in defining non formal educatitaki Dib (1988) argues that
whenever one or more of features of formal edunatice absent, then the form of
education that is obtained is usually referredstm@n-formal. Therefore, for example if
a given education system does not require the pcesen site of the students and
teachers, it is then classified as non-formal etloicaThis is to say that non-formal
education here is characterized by the fact thdbés not require students’ attendance

and takes place outside institutional supervision.

2.3 Education and development

The Asian Development Bank (2001: 1) argued thatld@ment in itself is an
education process since people learn to createteelnologies and institutions. So
education and development are faces of the same E&airthermore, it says that
education stands a catalyst of forces of individual effect changes at national or
global level. It stated that: “Education in a brasehse improves the capabilities of
individuals and capacity of institutions and becenee catalyst for all the closely
interrelated economic, social, cultural, and derapbgic changes that are defined as
national development.” Asian Development Bank (2001 The main contain of this
argument lies on the fact that education, be infdror non-formal, has been presented
not only as a main provider of economic growth tigto the dissemination of general
disciplines and specific skills that are requestecbrding to stated necessities, but also
as an instrument for human development by improvieglth, reducing fertility and
contributing to political stability, for example.

Education is argued to produce more skilled andildle resources to foster
development, which in turn will produce the need aothigher skilled workforce.
However, education can also create a developmaptvhich the Asian Development

Bank (1998) called a Vicious circle, as “greateillskdead to progressively greater
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benefits from the introduction of new technologyiett) in turn, will lead to the further
development of human resources”, (ADB 1998: 195). & the economy and
technology will continue to develop and be appltedproduction, the demand for
workers with more and better education and skillsalso increase.

According to Bloom et al (2006: 16), tertiary schog presents less direct
benefits for development. They stated as an exathpleising of well-trained teachers
that could ameliorate the quality of primary andas®lary education systems and give
secondary graduates greater opportunities for en@madvancement. Another example
is the training physicians and other health workengch will improve the overall health
situation of a society which will in turn increatbee productivity at various levels of the
job market. A last example they stated is thatfdeging the students with governance
and leadership skills, higher education can provabeintries with the talented
individuals needed to establish policies and dgvgdmgrams favourable to growth.
The tertiary education will then be the machind #&s up basis for political and legal
institutions that will make the country fit to resp to the need of its people. Bloom et
al. (2006) argued that developing a culture ofgold business creation that will impact
the economy significantly calls for advanced knalgie coupled with decision-making
skills, in which higher education has a role toypladdressing environmental problems
and improving security against internal and extetimaats also give more importance
to the skills that higher education is able to\dsili

Notwithstanding the idealistic statement of theatieh of education and
development, Glick and Sahn (2000) argue that edurcahould not be considered only
on a positive point of view. Under certain circuamstes, education might also present
negative effects. For example, they argued thatcdess to education is not evenly

distributed it may enlarge the gap difference betwihe segments of the society, either
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based on gender, wealth or status. So, formal #&idacas a sword that should be
manipulated and managed carefully.

Moreover, as the Asian development Bank (1998)r |latinted out, the link
between development and education is not well &aar cut. It should be noted that
how development or growth occurs is not fully knowdnd such a situation of
ignorance of all the determinants of developmeny wause difficulties in designing
policy and planning, if development is the goal.

The contribution of higher education is deemed ® & key aspect in the
achievement and the type of development that wikkuo. According to Ossi V.
Lindgvist (2007: 18)higher education, in its essence, is both an iatemnal and local
enterprise, and its duty is to provide support esponses to the challenges at the local
and global levels. So, even though education ashalewis of importance, higher
education is of premium importance as it equipsdbeety as a whole with a set of
people who can critically assess the path in wthehentire society is evolving, provide
for alternatives in research, develop and introdexisting technologies. Simo Isoaho
and Tuula Pohjola (2007: 81) argued that sincensiie and technological knowledge
have an increasingly important role in all socetighether they are developed or
developing countries, universities stand with thgortant role of studying human
activities scientifically through critical thinkingo as to improve human life patterns
and maintaining and increasing new opportunitiegle welfare of the society. As they
rightly stated: “People with university degrees anessengers of these issues as
specialists and citizens. They are the ones whodeaelop the necessary knowledge
and skills for doing things differently,” extracté®romoting Sustainability through

University Education and Research in Technology'Siiymo Isoaho and Tuula Pohjola,
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2007 inTowards Sustainable Development in Higher Educati®teflectiongdited by
Taina Kaivola and Liisa Rohweder.)

To strengthen the importance that has been awatdededucation and
development in the international scene, The UnNations declared the years 2005—
2014 as a decade of promoting education for swat@ndevelopment. According to
Helja Antola Crowe and Johanna KohlEmpowering Higher Education with Hopeful
Advocacy(2007: 50), the International Decade recommendet pgomoted amongst
other things, linguistic, social and cultural disy in education, and an education
geared towards sustainable development.

The role of the Higher Education as expressed &yJtN Decade of Education for
Sustainable Development (DESD) 2005-2014 statds‘thaversities must function as
places of research and learning for sustainableldpment”, Dawe et g2005). Many
States of the European continent, on their own,hasiged the role that education could
play in both raising awareness among the studdmistadevelopment and providing
them with the necessary skills to put sustainabletbpment into practice by building
in up policies and programmes in which sustaindBlelopment was at the centre. This
was the case for example in United Kingdom, anBimand. These countries came out
with policies that placed sustainable developmerncpples at the core of their
education system, in the schools, colleges, ankewsities. The outcome of the learned
principles at long with research results in sustiai@ development was put into practice
within the communities where they were.

More generally, it can be said that with the currstiate of the world, it is not
enough anymore to educate people for specific psudfeal orientation. Education
should be built not only on previous attempts chethe economy or the political goals

the states of the world, but it should go far bed/snch expectations. As pointed out by
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Lili-ann Wolf (2007: 62): “Learning for tomorrow iglso about knowing the past,
considering the present and recognizing onesedf distinctive part of a larger entirety.
Unfortunately, education cannot directly solve @allrent and future global problems,
but higher education can nevertheless obtain afisignt position in the debate”. As
such, Higher education should equip the people thighflexibility, and vision that the
whole society will need when moving on the way fee tsustainable human
development.
2.4 Gender, education and development

It has been difficult to find and get researcheat ttombine the concepts of
gender, education and development as they arettadies that worked on them at the
same time. Gender has much been studied in relagi&gducation or to development,
but few are researches that treated out all trssges together at once. As Christine
Heward (1998) rightly stated Gender, education aedelopment discourses are
relatively new. A popular discourse was first ebsited in 1995 by the World Bank.
The discourse was born from the debates about wameievelopment. Despite the
efforts of the UNDP and UNICEF to broaden the cehief debates about gender,
education and development in the international d@oeonmunity, only closing the gap
between girls and boys in schools enrolments ha&n lz the centre of concerns.
Gender, education and development are addresdéd isection, because not stepping
into the gender discourse on education and devedopmill have been a neglect of an
important issue that clearly needs attention.

No one denies the fact that there are fundamemtéddical differences between
women and men. Clearly, women have a biologic& oblreproduction in childbearing.
But this role has been a justification to placestmaints on their ability to participate

fully in other social activities at certain staggsheir lives. The biological differences
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have not been proved to influence the behaviourtl@ability of women and moreover
fail to explain why some women do perform more th@n in many areas traditionally
ascribed to men.

As Fagerlind and Saha (1989: 167) argued, womemeneeived less fit, and to
be weaker, more passive, and more emotionally @iethan men, on the ground of
cultural rather than biological constructs. Amoihg theories that were built around
gender differences and inequality, Fagerlind ancaS41989) identified the
Functionalist theory, the radical feminist theagd the implementary theory.

Acker (1984) argues that the functionalists’ genohequality theory presents
gender roles as a consequence or as an evidemnuitof the biological differences
and the needs of an increasingly structured sacieserved better the needs for order
in production and distribution of resources in Hoeiety, to focus on some so called
characteristics of men and women and allocate ifomgtto exercise based on such
“characteristics and ability”.

The radical feminist theorists sustain that pathgris the major source of
women'’s subordination. Patriarchy assumes a de fagieriority of men and it prevails
in all aspects of the cultural and institution& lof a society.

The implementary theorists concentrate on the gs®Ese through which women
are socialized to the subordinate position. In otards, they focus on the construction
of the subordination of women throughout theirtlifee. This approach is concerned
with the ways that masculinity and femininity a@nstructed and reconstructed within
the various setting of the society. Within thes#isgs, it looks at the way girls and
boys are raised in homes, or taught in schoolsaother social settings to explain

gender inequality.
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From all these theories, the obvious link that texisetween them is the blame
which is being shifted to either the men or thdestar the society. Women have not
been clearly included in as one of the sourcedeif own trouble. As Fagerlind and
Saha (1989: 171) rightly put it, if the blame idyostranger to the women, there is no
way to account on how women sometimes possess pavesrmen, even in overtly
patriarchal societies.

Also, much of these theories hardly explained thgirtis and maintenance of
patriarchy. Nevertheless, even though there is ntaatio to thoroughly explain how
and from where gender inequality in all societitsted, it is possible to recognized,
beyond any reasonable doubt, the male dominatiomoist societies.

Streaming, curriculum tracks, attention-giving, astdreotyping are some forms
of gender twistedreatments received by students. These treatmentsne factor that
explains the variations in academic performancasteQOften than not, the value of
education for the attainment of jobs, income, pmltpower, and social networks may
be different for women and men, even though the tfpeducation may be the same.

It has been wrongly assumed that access to fasiléhd materials, wherever they
exist, provide equal opportunities to both sexesweler, it has been observed that in
families in some countries, boys are favoured &ithess to schools while the girls are
expected to contribute to home duties and cateflihgs is to say that women / or girls
are expected to accomplish all the traditionalgdley have been playing even when
they have the possibility to play the same breadesis role as men. Little girls for
example, have to do all domestic tasks every dégrédhey go to school, while the
boys usually have nothing to do, but just to get gpt ready for school. This
constraints, more often than not is put on the wamehich can later turn into

frustration and could lead her to forsake the bréader role or the interest in education
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to concentrate solely on the traditional role vilite sense of being fulfilled only in that
role.

Social constructs make it difficult for women to &eease or feel comfortable in
the role of breadwinner. The “biological” role diild bearing makes it evident for the
society to shift the social role of child rearimgwomen, thus moving to a secondary or
even useless position any other role they mighttwanake such as their professional
career.

Even though as Fagerlind and Saha (1989) statel,tive increasing awareness,
the gap between women and men enrolment is reduthege is still much to be done
to reach complete equality. One of the obstaclas ithpede difficult the equality in
enrolment between men and women in education idatiethat the contribution of
women in development is hard to appreciate propeflyis is to say that the
contribution of the work of women for example taisb and economic development is
negatively evaluated when evaluated at all. Faubidind Saha (1989) argued that the
reason for such is the fact that the work of wonmeostly in family labour and
household duties are not paid, while they clearfkena contribution to the social and
economic life of the society and the State. So,giteat part of contribution of women
(worldwide) cannot be included neither in the fammor in the national accounting.

Another obstacle mentioned by Fagerlind and SaB89)lis the fact that, for
women in the paid workforce, they usually do nateiee wages equal to men, even in
the same or higher as the case may be, posts dhdegg&ls. More often than not,
women get pushed into residual less well paid jobsay opinion, the intention behind
this is the secret pretension of minimizing theslos troubles that might be caused by
women needs when the time comes for them to dediatheir “primary role” of

mothers and wives. Most managers do not recruit @obecause they argue that there
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will come a moment when the women will be pregnamd this might disrupt the
running of the company, especially if they are @gang high position. Rather, if they
are placed at residual less paid jobs which doneetd great qualification, they can
easily be replaced.

Another issue that stands as an obstacle for wamesiment in education is the
idea that all women are called to get married. &hsra popular saying in Cameroon
which states that spending over the education giflais watering the garden of the
neighbour. The argument is that she will one dayngaried and her parents will not
benefit from her education. So inequalities of tabour market between men and
women are strongly related to inequalities in etloba But also the inequality in
education between men and women is related torthguality in the labour market.
What does it mean? This means, because women sargded in their jobs, families
(and the women themselves) are reluctant to have mios enrolled while boys are
encouraged into education as they will have greaterns.

In developing countries, according to Fagerlind Satta (1989), the prospects of
women enrolling into education and job occupatimnalso linked to social class, and
family strategies for survival and upward sociallitity. The constraints women are
facing in education are as a result of job oppaties) social settings, traditional and
cultural background, marriage prospects, and vagiesig to the contribution they
bring in to the economy and the family mobility opjunities.

As Fagerlind and Saha (1989: 181) highlighted, wheth is the case in many
developing societies, the improvements in educasien usually accompanied by the
risk of lowering marriage opportunities. Men usydibok for less educated girls to
marry as they assumed they will not be a threahém with a desire for running a

professional career or challenging them in theiripechal authority but will dedicate
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themselves to them and their homes. Many of th&akactors failed to understand that,
a better qualified female population can enhancgéoma development through
meaningful provision in the nature and the qualityabour force, but also through un-
estimated contribution to family welfare, familyaphing, and health and child care. As
Christine Heward (1998) has pointed out, the edoicaif women contributes to social
development and a rise in the quality of life afauntry. In other words, educating girls
and women can benefit the society in its traditiGstings and it will provide women
with better tools to fulfil any social and or trdnal role for national benefits. As
argued by Fagerlind and Saha (1989: 183), resdwmslshown that there is an inverse
relationship between level of education and feéytiand population control, and the
relationship is stronger for women than for men. the same way, it has been
substantiated that women are more influential asa$athe health and nutrition of the
children and even in many cases of the househeld¢d@ncerned. They argued that the
higher the education levels of women, the betterhtalth and nutrition states of their
family members.

In summary, the factors that could explain gendequality in education and
development in many developing countries are comaiel difficult to overcome only
by the development of government policies and Naveanmental and International
Organizations programs, to encourage the educafigirls. It should be admitted that
the role of the state in these policies can beiakuBut in many countries, legal
statements or settings arranged to provide equasacto girls and boys may not be
enough to bring to an end all the discriminatorgagtices. Discriminatory practices
usually continue to operate or are allowed to ca@i On the other hand, the programs
that are developed and implemented should alsoidem&ow to educate the adult

population and create awareness on improving feecbndition of women and why
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their education is important not only for justi@asons, but also for their own benefits
and for those of the country as well, (UNESCO, 1986
3 Africa, higher education and development

As mentioned earlier in this work, Lili-Ann Wolf (B7: 62) in the article “The
Quest for a Route to Sustainable Development inhétigEducation” states that:
“Learning for tomorrow is also about knowing thespaconsidering the present and
recognizing oneself as a distinctive part of adargntirety”. So to understand the state
of higher education in Africa, it is of importantelook at its history. To articulate even
more the importance of history, Clarke (1996) state

“History is a clock that people use to tell theipchl and cultural time of
the day. It is also a compass that people usentbtiemselves on the map of
human geography. History tells the people wherg th@ve been, what they
have been, where they are and what they are. Magoriant, history tells
people where they still must go and what they stillst be.”

For the purpose of this work, a precise look iegiat three periods in the history
of Higher Education in Africa. | study the colongriod, the post-independence period
and the actual period (which can be consideredrasra recent period). | start the time
rewind from the colonial period, not because befibren there was no education in
Africa, but because the facts and data concernieg-golonial education are merely
inexistent or very hard to find. Moreover, the miodé education that was running
during that period was considered non-formal byablenial powers, which erased and
wiped out most of its vestiges.

3.1.1 Higher education in Africa during colonial period.

Education as a whole, during the colonial period wansidered by the colonial

administrators and by the churches missionaries ragans for generating a qualitative
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labour force both for and from the colonies. Afrisaon their side, considered the
colonial education just as another colonial infittu to maintain them into oppression.
But surprisingly to the colonial powers and to twdonized, the same education later
served as the instrument through which the baseslohial domination were to be
reviewed and fought against. Assie — Lumumba (2(16: argues that between the
1930 and 1950, the Africans who were schooled byefo into the Western model of
education requested from the colonial power tobdistain African countries the full
European system of education. This request wasulated in almost all the colonies
irrespective of colonial power that was ruling. #ss Lumumba (2006: 31) argues that:
“their demand for Western education was substadidily the arguments that if
European education was good for the Europeansstgeod for the Africans too”. The
formal Western-model education moved from beingagan for the oppression of the
colonial population to a powerful tool for struggfethe hand of the colonized and the
oppressed population.

The structures and academic models of educationweae conceived in the
colonized states are merely copies and not nedgsgaod ones, of the former colonial
powers that was ruling and controlling the tergtoAs far as higher education is
concerned, the great majority of African univeestivere created after 1960, after most
African countries had acquired independence. Howease mentioned by Assié —
Lumumba (2006) no matter whether they were crelagdare or after independence, the
origin of African universities is characterized Isgructural dependence on, and
submission to, the models of the former coloniak@s institutions. The result of such
dependence has been according to Assie — Lumun®@6)2a situation in which
African universities found themselves strugglingween a caducous Western model

and its social and economic mission. The Colomavgrs by then where faced with the
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difficulty to define what education was relevant tbe colonized Africans, whether to

focus on the liberal arts education, or on a tezirand vocational education, or again
to focus on universalistic or on specific and Ibcadapted education for example. As a
result of the definition on the type of educatian be established in the colonies,
education in almost all the institutions in thearoés was technical and vocational, and
the concern for relevance focused on adaptatiahetdocal environment. However, the

colonial powers developed the alternatives to hbexe of the colonised students

amongst the best that were educated trained at\Whestern based universities, with the
aim to later serve their interests.

The implementation of the policies was however dibmeugh distinct approaches
under the British administration and the French iatstration. For the French
administration, the official policy was conceptuall as assimilation. But even in the
context of assimilation policy, higher educatiorokoquite more time before it was
introduced into the French colonies than in theti®ri The French administration’s
main preoccupation was how to use education tcesiir policy of assimilation and
whether to transfer the French system only paytialt to adapt the system that would
be imported (Assié- Lumumba, 2006).

On a general view, higher education was not re#figred to the French colonies.
The French colonial administration opted for a aféint method in most of their
colonies, as summarized by Ajay et al. (1996) whiaficmed that “for the Africans, the
French policy aimed to leave the mass uneducatedl,t@ groom a selected few as
évolués co-opted as loyal upholders of French culture @sldnial rule, encouraged to
complete their education in France and to feel nabreome in Paris than in Africa”,

(Ajayi et al, 1996: 39).

40



The British colonial policy advocated for indireatle. In such a situation,
authority was given to the different churches teetap the organization of education in
the colonies.

The policy of indirect rule favoured the presereatiof the colonized native
culture. However according to Assié — Lumumba (30@@e indirect rule policy was
rather motivated not out of concern for the coledigeople, but based on social
Darwinism. Basically, Social Darwinism postulatéthtt culture was hereditary and
thus, it would have been useless to educate theesabdr colonised people to British
knowledge and culture. The strength of the locaistance was also conducive to the
implementation of the indirect rule policy. Assiéuymumba (2006) argued that that the
indirect rule policy explains the institution ofpelicy urging for the use of African
languages in the schools.

3.1.2 Higher education and the colonial legacy

As stated before, the argument advocated by theakfs elites to create higher
education institutions devised the loss of Africdniversities, in a context which
evolved from colonial dictatorship to neo-colorsékilomination.

At the independence of most of African countriedcation was considered the
surest means for individual upward mobility. Mastot all of these new states were
counting on education as a whole, for their socioremic development. So much
pressure was put on the education system to pratiecgrowth these nations needed to
stand in the international scene. As argued byéAsdiumumba (2006), the coefficient
of correlation between education and earnings & \testern countries along with
private and social rates of returns were used ppat the choice of dependence on
education for national development. As a resultic&h leaders were greatly influenced

by the European system of education as it was sglyreresented as the model to copy.
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The expectations ere that if the same system ofathin was applied in their region,
then African nations will have the same outcomes gmeat results that the Europeans
countries were experiencing. Assié — Lumumba (2@d6unds that the leaders of the
newly independent states were well-minded but thayy were misguided in their
demand for an integral and full transfer of Europealucation into their respective
societies. According to him, African education feito what he calleh dependence
trap. Assié — Lumumba (2006) says: “Thus, even theituigins created after
independence have been modelled in the form okyiseems of colonial powers and
their extensions in the west”.

The importance of education to national developnenthus expressed in the
policies, plans and programmes that these Africiai®s designed and implemented to
insure they meet the desire goal. Many of thesesteontrolled the whole education
system, but almost all of them exercised a fullte@rover higher education. According
to Assié — Lumumba (2006), the state control washley accepted by all and justified
with a great feeling of nationalism and social adhee. Concerning the administration
of higher education, Assié — Lumumba (2006) staked the central governments in
these countries stood “nearly as the sole agergubsidy of higher education: full
scholarships, including travel expenses, local Sjpantation, health care, boarding,
lodging, and monthly stipends and living expensealk students who, in theory were
gualified or those who had family and personal @mtions to attend the university”,
Assié — Lumumba (2006).

Unfortunately, in most cases as time went by, tbkécigs and programmes that
were supposed to bring the highest possible rettonthe African states had to be
sustained by their limited resources and investnmidm African states embarked during

many years on the promotion of education as a whol@ on higher education in
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particular as the most vital objective of theirigbpolicies. In the 1980s, most of them
came to a point of economic crisis which could narensupport the expenses that were
generated in education because the planned regeits not coming forth. Practically
two decades after their independence, most of thieah states came to a point of
disillusion concerning their expectations about cadion and national development
since the policies and programmes had little orasailts.

3.1.3 An actual insight into African universities.

As many Africans states were faced with economsesrin the 1980s, the role of
formal education in Africa, especially higher ediima, had to be redefined and re-
examined within the framework of the national #gaes of development. Many
countries set commissions to analyse the educatistem in order to understand what
went wrong and propose reforms that were to beemphted. Amongst other results, it
was argued that chief academic officers and prominetellectuals in academic
institutions had limited power and were reduceddoept decisions made by the central
government based on the advice of technical supdoostn industrial countries and
experts from international organisations. AccordingMazrui (1975) the situation of
education presented a paradox between the roleglay formal education in providing
the tools for the liberation from oppression witiifrican countries, but at same time
was wrapped into a perpetuation of cultural depeoedo the oppressor. In a later
publication, Mazrui (1992) further argued that fireblem faced by African education
in general and higher education in particular oaggd from the very foundations of the
system itself. For most of the policies, instructi@valuation, and programmes that
were adopted and implemented were decided and \sapitmy overseas institutions in

Britain, France and Belgium. For Mazrui (1992)Affica is to build up an environment
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that is conducive to socio-economic progress, e of its education system must be
analysed critically and the impeding factors re¢pgth and addressed.

Closely related to the dependence problem of Africaiversities, the issue of
equivalence of the degree granted was also raisedt @layed a major role in
maintaining the dependency framework. Almost alrdpean institutions have set an
equivalence of degree requirement for African geddlbefore they could be admitted
to their institutions. Such requirement is implicistating that the African universities
first degree for example is not equivalent to &tfidegree obtained in a Western
university. This was a contradictory situation hessy while most of African academic
contents, structures, an evaluation were been mEs$igoy the same European
institutions, the same western institutions turteedinderrate the degrees issued at the
African universities. As pointed by Assié — Lumumf2006), there has been an
important degree of similarity in the curriculum dathe organisation of African
education systems with that of the former colorgzmowers that were controlling them.
So due to the dependency trap, the contemporarfyehigducation in Africa, the
Western powers were still firmly guiding educatibdacisions and planning in Africa.
Under such circumstances, it was not surprising tha higher education in most
African countries could not respond to the chalengt had to tackle for national
development. Gaidzanwa (1994) argued that the westetrol of Western institutions
produced as a result the alienation of African arsities from the broader society and
community. Gaidzanwa (1994) argued that the alienatvas made explicit as the
universities became elitist. So despite the ine@e@astudent enrolment rates in most of
higher education institutions, the universitiestoared to be viewed from its historical
context as a vestige of the Western society remediin Africa. Gaidzanwa (1994) also

pointed another level of alienation that is curr@mtthe African higher education
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systems. He argued that within the university fistldents were barely represented or
involved in the decision-making processes affecthmg structures and aspects of their
social and academic outcome.

However, as a result of the economic crises thastmAdrican countries faced
during the 1980s, the state of government finanoi@stment into education had to be
drastically reduced. Assié — Lumumba (2006) arghett “the cost of management of
higher education or of its rehabilitation was cdesed to be too high, while higher
education only yielded limited monetary returnsdded, higher education was
perceived to consume too high a share of educhtidget, and its rates of returns were
lower than those of other educational levels”. Btair (1992: 1), the current state of
African universities is characterised by little dircial support from state government,
mismanagement of the little resources that arelaai poor staff morale, the lost of
the staff to the private sector or to the universitin other countries, mainly to
European institutions, outdated and deterioraiiorgty resources, (Blair 1992: 1).

So as pointed out by Gaidzanwa (1994), African ersities have copied the
structure of Western universities, but they faiteccreate an personalized model from
the colonial masters education system that coudtl fespond to expected role of higher
education in inciting national development. Intfaéfrican universities are not
generating the human resources that are neededldoulp knowledge and leadership to
fulfil basic human needs and feed national devekmAfrican Universities could play
satisfactorily their role in nurturing developmeiftyarious aspects were reconsidered
such as enrolment and graduation requirementsyamete of the institutions and the
training that could, the involvement of graduated ¢he labour market, and focus on

research (Mohamedbhai, 1994).
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CHAPTER Il

HIGHER EDUCATION IN CAMEROON

In this section, to be able to present higher edlutan Cameroon, first and
foremost | present the Nation of Cameroon. Thisfisittermost important for one to
understand the historical context of this work.the presentation of Cameroonian, |
look at its historical background, divided into €8ons, the pre-independent and the
post independence period. Then | present the Camiamo education system which has
the particularity of being a bi-system. And in theer part of this chapter, | focus on the
presentation of higher education in Cameroon.

1 The pre-independence history of Cameroon.

Earlier in this thesis, | have stressed the impmeaof history in understanding
the actual development of any social phenomenothdncase of Cameroon, | look at
the pre-independent period and the post-indepengenbd. | could have as well
spoken of colonial period and post colonial peri@lit | am avoiding the term
Colonization in the case of Cameroon because tealyiand legally, Cameroon was
never a colony to the German, nor to the Frenchthedritish powers who ruled it.
Even though it is true, all of these powers rulathwpolicies similar to those in the
colonies. But for sure, Cameroon gained indeperelent960 and 1961.

For the purpose of this thesis, | start the exatiunaof the pre-independent
history of Cameroon from the Berlin conference &84. This does not mean that there
have not been major events before then in the Ganeterritory (for example, there
was the Portuguese exploration mission lead bydfelm Do Po from which the name
Cameroon originated). But | focus on two main eseasftthe pre-independence period

as they are relevant to the core discourse ofthi@sis. On the one hand, we have the
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German protectorate period which lasted from 18881916 when the German forces in
Cameroon were defeated during the First World Whe map of the territory occupied
by the German power can be found in annex 2. Howevkiabi (1997) and Rubin
(1971) argued that Cameroon was one of the few &erterritories in Africa as
Germany engaged very late in the colonization auCameroonKamerununder the
German rule) was more of a prestige territory (érma of showroom) for the German
administrative powers. The city of Buea at the fobMount Cameroon was chosen as
the capital of the German - Cameroon. Accordingvitiried A. Ndongko (1986: 21) in
economic management in Cameroon: Policies and pegnce during its seventy six
years of occupation, the German set up a small modern economy with
infrastructures such as: roads, railways, portsst puifices, towns, hospitals, and
plantations and schools. Large hectares of plamsitwith forced African labour were
developed for cocoa, rubber, bananas, coffee, téa...e

The second period in the Pre-independent histoyamheroon often referred to as
the French and British rule, went from 1922 to peledence. As from 1922, the former
German territory of Cameroon was divided and plaaader British and a French
mandate until 1946. As pointed out by Lee and Szh@l012: 7) this arrangement was
confirmed by the Treaty of Versailles, which gawdhe allies the ex-German colonies
as “mandates” under the loose supervision of tieague of Nations. And later the
mandate was turn into a trusteeship. So Camerosrnuwder the trusteeship of Britain
and France until 1960 when the French Camerooredats independence and 1961 for
the British Cameroon. These two territories wetaddied to the French Cameroon for
the southern part and to Nigeria for the northeart fsee annex 3 and 4). During 42
years, the two territories of Cameroon would haepasate histories. The British

administered their own part of Cameroon which catbebe known as British
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Cameroonscomposed of Northern Cameroon and Southern Camgwhile the other
part was called the Western Cameroon, French CamenosimplyCameroun.

As pointed by Lee and Schultz (2012: 11), the twilmmial powers practiced in
Cameroon different policies in almost all aspedigheir administration. The legal
system on the Britisi€ameroongerritory was based on common law, meanwhile in
French Cameroon it was based on civil law. Thedalpmlicies were paid in the British
territory and forced in the French side. The natfreolonial rule was direct in the
French Cameroon while it was indirect in the BhtiSameroonsand the prevailing
religion. Indirect rule from the British power medhat Native chiefs were allowed to
function practically as they had been functioning bnder the instruction and guide of
the British administrators. They obtained the adhee of these local chiefs and
traditional leaders by paying the wages in kind andn cash. The policy of indirect
rule was less costly both in finances and in mamgrdw the British (Rubin 1971: 74).
Concerning the providing education to the admingzteJohnson (1970: 84) argued that
the British rulers were too concerned with savingney, time and human resources.
They entrusted the education and religious promigibthe territory to the missionary.
However, the native educated elites who emergest lah were integrated into the
administrative machinery through the creation @ctdd advisory councils. With the
great loss of the world war Il, the British decid&dincreased the autonomy of the
natives on the territories under its power as atgueChiabi (1997: 18-19). This move
from the British resulted in providing a large degrof legitimacy to the elected
advisory councils that were somehow the main leadethese territories (Geschiere,
1993).

On the other hand, with the direct ruling of theerritories, the French

administration was targeting the integration of tloéonies to the home country. To be
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able to integrate the administered territory irtte home territory, they clearly put in

place the policy of assimilation, by which Africanmgho had received a French

education were granted French citizenship andatal Irights of French natives, such as
participation in elections to urban councils ortlie French parliament (LeVine, 1964:

98).

Even though education and religion were administeloy the catholic and
protestant churches, the content of the course® weactically the same in the
settlement and in the capital (LeVine, 1964: 92-98)

Lee and Schultz (2012: 11) argued that many schdach as Hayek (1960),
Lipset (1994), and North (2005) have suggestedt ‘tbéonization by the British led to
better outcomes than colonization by the Frenclbyothe smaller colonial powers,
because of either the adaptability of British leigskitutions to the market economy or
the higher levels of personal freedom provided bitidh political institutions and
culture”. For sure, colonial administration havel fzalot to play in the outcomes of the
post independence of the states that emerged ebitifiom with the British type or the
French type of administration, the territories @ggsed will never recover from the
consequences of this presence. According to Lee Soiuiltz (2012: 1) Colonial
institutions are thought to be an important deteant of post-independence levels of
political stability, economic growth, and publicagts provision further more as neo-
colonization comes into the scene.

2 The post-independence history

In the land under French trusteeship, agitationifidependence started in 1948.
The independence was finally "granted” by the Hnesgathorities in January 1st 1960.
The territory became known &s Républiqgue du Camerouwith Ahmadou Ahidjo as

the first president.
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While one year later, on February 11th 1961 a pketa was organized by the
United Nations in the British territory to decidehey wanted to be attached to Nigeria
or Cameroon. Thaorthern Cameroon®lected to be joined to Federal republic of
Nigeria, and thesouthern Cameroonshose to be united to the already independent
Former French Cameroon (Chiabi, 1997: 105-156). dimex 5 shows the Map of
Cameroon before and after the plebiscite. After thebiscite, a constitutional
conference was held in a border town of called FmmbetweeiBouthernCameroons
andLa République du Camerowluring which a Federal system was adopted. Frasn th
conference, the Federal Republic of Cameroon wasstitoted with two federated
states: West Cameroon, with Buea as the capitaEast Cameroon with the capital in
Yaoundé. The bilingual states institutions also ewvestablished among which three
parliaments, two legal systems, two educationatesys, two administrative systems
(Lee and Schultz, 2012).

Then in 1972, a referendum was called to decidenupe blend of the two
federated states into a unitary state. The prdpasitas widely accepted and by decree,
the president Ahmadou Ahidjo changed the nameettuntry from Federal Republic
of Cameroon to United Republic of Cameroon. After tesignation of president Ahidjo
in 1982 (the reasons of his resignation have ewanbdisclosed), Paul Biya was
invested as head of State (and he is still in pdogay, 31 years later). In 1984, under
President Paul Biya, the constitution was signiftbarevised and the name of the
country moved from the unitary state of CameroothéoRepublic of Cameroon as it is
today (Tangwa: 1999: 7-10).

Cameroon today is a land of self-sufficiency indiofmod products, and produces
large exportable market products such as Cocode€olea, Groundnuts, Bananas,

Cotton, Timber, petroleum and countless fruits, tradswhich were initiated by the
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Germans, during their rule (Lee and Schultz 2032T6e population of Cameroon is
estimated to 21 million people by The Cameroonomatii Office of Statistics and it has
about 240 indigenous languages and almost the samesponding amount of tribes.
(Delancey and al, 2010: 145)

3 The education system in Cameroon

Due to the complexity of the history of the nati@Qameroon, the education
system is also a complex one. As pointed out ptsio Cameroon is officially a
bilingual country as it has been under the rulehef French and the British for more
than 40 years.

The education system which resulted after the tdtter of the British Cameroons
and the Républiqgue du Camerotriike almost all institutions under state contvedre
built upon this double background.

Delancey et al (2010: 144) argued that responsilditir education is principally
resting upon the Ministry of Higher Education, tkénistry of Secondary Education,
the Ministry of Basic Education, and the Ministry Bmployment and Vocational
Training.

The formal education system is divided into threxels, the basic level and the
secondary level and higher level. However, therea isursery level which is not
obligatory. The English line of formal educationegofrom class 1 to class 7 at the
primary level while the French line goes from S8e¢tion d’Initiation a la Lectupeto
CM2 (Cours Moyen - deuxieme anfiémd has six academic grades.

At the end of the primary level, to be admittedhe secondary one, the students
present an exam called Common Entrance. The Filerepupils also present the CEP
(Certificat d’Enseignement Primaiyeat the end of their basic cycle while those of

English present the FSLC (First School Living Gardite). The secondary level in the
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English line starts at Form 1 to upper - sixth aderminated with the GCE A level
examination. The French line secondary level startsixiemeand ends aterminaland
is crown with theBaccalauréat

Higher education in Cameroon is offered by a widage of educational
institutions. These institutions include governmeaaiministered and privately own
universities which offer courses in the scienceass, humanities, polytechnics and
engineering, and more. Higher education also i pisposed by advanced vocational
training schools and professional school, FonkergNtembe (2009: 232). Actually, it
is worth noting that more and more institutionsve for both systems under the same
administration. This is to say that bilingual sclsoat all level are spreading all over the
national territory, mostly in the big cities. Unfonately, as argued by Delancey et al
(2010: 144-145), there are problems plaguing theca&iibn system of Cameroon in
general. Delancey et al (2010: 144-145) among thblpms that they identified, there
are low average pay, poor training, and a short#fgeeachers and education state
employees, inadequate buildings, teaching mateaals$ facilities. Corruptioralso
stands as one of the major and widespread problEnese are illegal networks for sale
of admissions, purchase of diplomas and buyingades, misappropriation of fees and
supplies, and teachers demanding favours from stsidend or from their parents,
(Delancey et al 2012: 144-145).

3.1 Higher education in Cameroon

The first university in Cameroon was created in2L9efore its creation, many
qualified students were going abroad to pursuibhéigeducation while the others were
simply integrated into the administration or otpéawate corporations.

According to Fonkeng and Ntembe (2009: 232), theleFa university of

Cameroon was created in June 1962 and began fomgian September of the same
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year with six hundred students enrolled. All oégh students, according to Fonkeng
and Ntembe (2009) were registered in the FacultA$é and Social Sciences, the
Faculty of Science, and the Faculty of Law and Booigcs.

To encourage more students to enrol in the uniyeasid by so doing reduce the
number of students going abroad, the federal govemh engaged to provide many
advantages to the students. Students were notreeqto pay tuitions, and most
received subsidies for meal and accommodationufNget al 1999: 3).

Fonteng and Ntembe (2009:232) contented that in ythars that followed,
specialized schools were attached to the univeasityother professional institutions of
higher learning were created to set up graduateprédessional careers among which
the school of medicine (CUSS) created in 1969, Iisdtute of International Relations
(IRIC), the school of engineering (ENSP) created9@1 and the School of Journalism
(ESIJY) created in 1970. Also, there has been thation of other specialized schools
which were not placed under the umbrella of theeFa&duniversity. These specialized
schools are the school of public works (ENSTP), riibtary academy (EMIA), the
school of administration (ENAM). The main differenbetween the specialized schools
and the university faculties is based on the adonisgrocess. While admission in the
university faculty is based on the acquisition e advanced level certificate from the
English system or theBaccalauréat from the French system, admission in the
specialized schools is competitive, that prospecttwdents undergo a specific an
entrance examination from which only a limited nem{supposedly the best) will gain
admission, (Fonkeng and Ntembe, 2009: 232).

Njeuma et al (1999: 2) argued that the root of gmesigher education problems
in Cameroon is found in the management these twpestyof higher education.

Professional and specialized technical educati@elisctive, and only admits a limited
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numbers of students through highly competitive @amte examinations while no
selection is done to admit students into the usitefaculties for general studies. “This
produced in the universities a huge number of tpsdified graduates who were not
readily employable. Overall, the numbers of stuslemt the university faculties
increased while those in the more demanding priofiess schools progressively
decreased”, (Njeuma et al 1999: 2).

More than ten years after the opening of the fdédenaversity of Cameroon,
enrolment had increased from 600 to 6,000. Sadbugh, as the enrolment was
increasing, there was almost very little expansagnfar as the infrastructures were
concerned. Obviously, such a situation rapidly posdl an over-crowding of the
university, which in turn sequenced other problesnsh as inadequacy of learning
conditions, (Njeuma et al, 1999). The rise in stidenrolment and the desire to
decongest the university, led to the creation @& timiversity centre for languages,
translation and interpretation in Buea, the unitgrsentre for Agriculture in Dschang;
the university centre for Business studies andhitngi of technical teachers in Douala;
the university centre for Food Science and Foochiielogy in Ngaoundéré in 1977.
And with the reforms of 1993, six universities wereated to resolve the problem of
congestion in infrastructure and broaden the oppdrés and choices of the students.
And a seventh university was created in the 2008ylaroua, (Delancey et al 2010:
200).

The actual state of higher education in Camer@oneivertheless undergoing
serious crises. As Bloom et al (2006) there arécdities facing higher education in
Cameroon as it is in dire need for trained lectiréind there is more concern on
administration rather than teaching and researol. @most nothing is done to improve

vocational and professional training which may lfeate the integration in the labour
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market. In this line, Bloom et al (2006) arguedtttieere should be a revision of the
university curricula to fit the needs identified darto provide for employment

opportunities in the private sectors. The curricnlast give room to flexibility and

adaptability. As Delancey et al (2010) also pointhére is a serious problem of Brain
drain to worsen it all. More and more graduatesddar other African countries or for
Europe countries, which absorb them with greafifees by providing them large range
of advantages and opportunities and better workimgditions (Delancey et al, 2010:

200).
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CHAPTER Il

DEVELOPMENT IN CAMEROON

Right from independence 1960, development has beerof the main targets of
the Cameroonian government. Many policies and pirogrhave been put in place to
achieveDevelopmentAfter independence, Cameroonian government enedawk five-
year development planning programs. These progvaens operated until 1986, when
the emergent economic crisis compelled the Govenhtoegive up on these programs
and to later embark on structural adjustment prograJntil 1986, five quinquennial
development plans were elaborated. In this chapfesent the different development
plans that have been set up and undertaken sidependence and their respective
results. Then | go on with examining some of thespnt programs that are being built
up. But before looking into the development plagniand implementation of the
independent state of Cameroon, | discuss the pdependence development policies
and management.

1 The pre-independence development

According to Wilfried Ndongko (1986), during theays of foreign occupation,
Cameroon was growing and was managed as a cladeinal economy. According to
him, Cameroon’s development was moving along Matkiss, with the characteristics
of a primitive capital economy. First the Germaterdemonstrated brutal and violent
use of force along with the construction of modarnastructures such as hospitals,
railways, roads, plantations, ports and othersp(idg#o, 1986: 21).

As Ndongko (1986: 26) pointed out, the developnwninfrastructural network
put in place by the German were built up merelyaalitate the extraction and the

exportation of their production and of the localraaterials that were available. This
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explains why during German rule, it is the coastal southern parts of Cameroon
which benefited from the modern constructions audifies.

After the World War I, the French rule and Britiglie replaced the German rule
over Cameroon, dividing it into two parts: the Wsest Cameroon administered by the
British and the Eastern Cameroon administered byRitench. The French rule in the
East part of Cameroon was marked by the introdnotibdevelopment plans which
focused more on the economic aspect, while thaesBritameroon’s development and
financial management was done through direct dagpigants to the colonial governor of
Nigeria who was also in charge of the administratd Western Cameroon (Ndongko,
1986: 20). As indicated by Ndongko (1986: 22), befthe end of French rule in East
Cameroon, two development plans were drafted wéhital projects rising to 96
million francs CFA (which is more than 140,000 Esitoday). Even though in Western
Cameroon there was no development plan per sayBiitish colonial government
however implemented development projects worth 8lBon during the whole period
of British rule in that part of Cameroon. Just ltke Germans during their rule of the
Cameroon territory, the British and the French amistiation placed their emphasis on
the development of infrastructural network to setkieir interest and facilitate the
exportation of local products out of the countrylddgko (1986: 22) indicates that “in
this regard then, a greater part of the funding?{85 these plans were devoted to
construction of roads, ports, railways and telecamication”. It is only at the dawn of
independence that these colonial administratioits, tve turmoil of independence gave
greater attention to the social aspect of developnvath the construction of hospitals,
schools, etc. The economy of both the French aadtitish Cameroonsvas largely
depending on agriculture. Many investments weresdmmlarge plantations, producing

goods for export such as cacao, coffee and tobddeodevelopment of plantations for
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export was done at the expenses of local consumfdimd production. Also, very few
food processing plants were constructed as therashnators relied more on exports.
Due to the type administration the French and thasB rulers set in Cameroon, the
coastal regions stood as their head quarters, &pdrienced a greater influence of
Western values, knowledge, infrastructures, etst as during the period of German
ruling.

Later, after independence, the development ofscfbdowed the former lines left
the colonial rulers that were designed around ttoetation of goods. As Ndongko
rightly put it:

“Since 1960, differences in the relative developmeh the region on
Cameroon are associated with the contrasts in tinebar, nature and age of
modern enterprises. As industrial activities in gwntry originally involved
both exports and imports, and because of coloniastment policy in location
firms to take advantages of the infrastructure oétwthere was, and still is, a
relatively high concentration of older enterprigeseind around the Mungo area,
especially firms engaged in primary activities or the processing and
transformation of raw materials for export.” (Nd&og 1986)

This is to say that, the regions that were alrebdgefiting from the modern
infrastructure built by the colonial rulers, had aalvantage over the other regions and
thus, experienced a more rapid expansion than ititerland regions. Unfortunately,
these coastal regions continued to experience attgation from the state government
at independence at the expenses of the other segreating an imbalance in the access

of modern infrastructure.
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2 Five year development plans.

According to Mirjam Van Donk (2004: 9), independerzought to newly created
states a couple of challenges to tackle. For Vank@004: 9), the first challenge was
the instillation of national identity and sharesse of unity. The process through which
the African continent was shared among the colopealers at Berlin conference had
virtually no consideration of the cultural links canties between the different
communities. As a consequence, at independence Afaicgn states were constituted
of different ethnic groups. Colonial occupation dater independence brought under
the same banner separated groups that had tottebentogether as a single state.

Another challenge she mentioned, was the diffictdtgddress the colonial legacy
of underdevelopment. The new colonial powers welittygof selfishness. Most, if not
all of their administration was turned to their oWenefit. The local population could
only profit from the leftovers and crumbs, which neaver were unequally distributed
over the whole territory. Development was a neeoet@addressed for the government to
be able to provide equal opportunity to the whaderdry and to insure steady peace
and balance. Van Donk (2004) also argued that anathallenge facing the new
African governments was the improvement of thegrall economy and the building of
powerful and effective administrative and governtakrbodies. The governmental
institutions had to embody a sense of legitimaoynfithe people intended to represent
and serve apart from the legal stand they already h

Many aspects such as the ideological orientatiotherevaluation of the local
situation greatly influenced the response each mowent gave to these challenges
(Van Donk, 2004: 9). One of the responses of then€aonian government as it was
the case in many other African countries to thdsallenges was to put in place a

centralized form of administration. As stated bynVAonk (2004: 9) : “Given the
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vastness and the complexity of these challengeis, liardly surprising that African
states opted for the centralization of decisionimgland resources and favoured state
intervention in the economy and in the developnpeatess in general”.

At the period during which African countries gainedependence, development
was understood or presented in economic and finhteims. The African governments
and the Cameroonian government as well, turnea #igntion, strategies, planning,
and policies towards the improvement of the ecogosituation. Getting out of
“underdevelopment” was a clear target. Issues eniribrease of, and concerns about
GNP, GDP, and other economic indicators, were thengsy concerns of the
Cameroonian government.

Van Donk (2004: 10) argued that: “In accordancehwitodernization theory,
which identified various stages of development,eli@@ment planning became a tool to
enable ‘underdeveloped’ countries to follow therappiate stages of modernization”.

Arguing specifically on the case of Cameroon, Tat@mnkeng et al (2011: 368)
stated that the first government of the indepen@amheroon put into place instruments
to promote economic and social development. In ¢hdy phase of Cameroon’s
independence, the government elaborated instrunfentbuilding the Cameroonian
nation and promoting economic development, stresmgtiy the country politically and
economically in order to improve the standard ofnly of the population. In other
words, there was a clear ambition from the Cameavogovernment to tackle the main
challenges that were outlined above.

A series of five-year economic and social developinpéans were initiated, which
started in 1961. The establishment of the Fedesatk SEast and West Cameroon) in
1961 helped to increase the importance of the cpwedonomically, demographically

and politically. However, the first Development ®RIEL961 to 1965) was designed for
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and by the eastern Cameroon (French Cameroon) efwdebfederation of the two
CameroonsThus, Development policies of the federated statere only integrated in
the second Development Plan which ran from 1964981. Meeting the goals of
economic growth and modernisation of the societystituted the framework by which
the two first five -year Development Plans were get The clearly stated goal was to
double the per capital income. A centralised forfnadministration was opted to
produce better coordinated results. So during thst fen years of independence,
Atemnkeng et al (2011) argued that good result®wbetained mainly in the social life
of the country. This goes in straight line with talgument of Seidman (1974) who
stated that most African countries made major im@neents as regarding the social
services such as health or education. The firseldpment plan went from 1961 to
1965. As Van Donk (2004: 63-65) mentioned, concenes social and economic issues
took an important stand, mainly the achievementhmire balanced nutrition, the
development and extension of education. Of coumsd social were believed to be
closely linked to economic development in the psmn potential labour force.
Concerning the economy aspect properly, the focas placed on the enhancement of
agricultural potential from the colonial legacy lwithe development of international
trade and industrialization.

The second development plan went from 1966 to 19iA&. objectives that were
stated carried on the general conditions suitadielévelopment such as public security
for all, national cohesion, and the strengthening irternational bilateral and
multilateral relations and the boot up of rural elepment. And to achieve this, the
government projected to lay emphasis on raisingatialability of education, on the
diversification of agricultural production and omdustrial and infrastructural

development.
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Even though the focus was laid on the increasén@feconomic performances,
other aspects such as the social, cultural livl@tountry were benefiting greatly from
the measures that were put in place. As stated dy Donk (2004): “Strong public
investment in newly established national healtle sgstems contributed to a significant
decrease in infant mortality and maternal mortalitysulting in higher population
growth rates and an increase in life expectancgbaiut four years per decade, rising
from 40 years in 1960 to 48 years in 1980 and regchearly 52 years in 1990
(Cooper, 2002: 107; World Bank, 2002a)”. A cenfpaint to economic growth was
argued to be the availability and the quality hurnapital. According to Cheru (2002),
the importance of human capital makes it centra fibhcusing on economic growth also
implies a focus on education, and health for exam®b, policies set up for economic
growth will also carry in their major content, asfgeof health or education policies. for
example in the case of Cameroon, the governmeateaffscholarships and grants for
primary and secondary school students or full doitfee levy or living and lodging
scholarship to university students. And more ovempleyment was guaranteed for
university graduates.

So, with the focus placed on the economy, all threeroaspects of Cameroon
society were also showing green light. Accordingfdots such as infant mortality,
primary school enrolment for the five years follagriindependence, it could be argued
that Cameroon was on the road to “development”.

Talking about financial issues, Ajab Amin (2002: dtated that Cameroonian
economy performed very well the first decades diependence. He pointed out that,
during the first decade, under the first two depelent plans, it was agriculture that
supported the economy. Cameroon greatly gazed engtbwth of exportation to

improve capital formation. During this decade, Amg argued that Cameroon was

62



presented as well managed. It had one of the higieescapital incomes in sub Sahara
Africa. According to Aloysius Ajab Amin (2002: 1)during the period when
agricultural activities supported most of the eaqogpthey accounted for almost 34% of
GDP, employing 80% of the labour force and prowyd8b% of exports. The share of
industry was just 17% of GDP.

If to these facts we have to add social statidties were presented earlier, we
come to understand that the offer for social ses/iwas also growing. These are just
indications of how successful Cameroon was in athge progress. Of course such
social facts do not say anything concerning thdityuaf the services, but it helps us
understand that, at least, they were been offered.

During the period of the“édevelopment plan, agriculture was the driving éoo
the economy, but not in a large proportion as leefgiven that petroleum production
was increasingly sustaining an increasing parhefGameroon economy. However, as
mentioned by Van Donk (2004) the third plan whicantvfrom 1971 to 1976 kept the
focus on rural development by putting a stake oncalural production, animal
farming and forestry. But lesser emphasis was gigandustrialisation. And during the
period from 1976 to 1981, under th8 development plan petroleum production finally
took the lead over agriculture in driving the ecmyo(Ajab Amin 2002: 1). As the
discourse over development had began to changehdanirtternational scene, the
Cameroonian government thus included in its fodefielopment plan as an important
point along with economic development, the redunctbsocioeconomic inequality. By
the 1980s, the discourses about poverty, and reeptnalization of development
gained a new dimension. The development of lessveldped areas and regions in the
country was elaborated in the development plan.eMmnsideration was also given to

private sectors of the economy with the allocat@nlarge investment finances to
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encourage private initiative. As Ajab Amin (2002:stressed: “In the third plan (1971
1976) 63% of total investment was allocated diyettl productive projects compared
with 46% in the second plan. While the second glad relied mainly on external
resources, the third plan relied essentially oronat resources”.

During the second decade after independence, tbeosty as a whole was
reported to be on the increase, while the rateuch sncrease was greatly due to
petroleum production. So, even though on the iatgsnal scene, there were ongoing
economic crises during at that same period, theatsin seemed to have had an
insignificant impact on the economy of CameroorallAAmin (2002: 7) rightly noted
the fourth development plan (1976-1981) was dewslaguring the oil boom period.
The oil-boom will also nurture the economy up tce tearly year of the fifth
development plan. The government relied more anceran the wealth it was deriving
from the production of petroleum. The economic fmkses offered by this production
seemed to be unlimited. This is manifested in thicies and projects the government
undertook during this period. According to Ajab #n{2002: 7), “The plan stressed
large public projects and import substitution irntdysand salaries of civil servants were
regularly increased with the main public salarylesaestablished in 1970. In fact,
between 1975 and 1982 there were yearly salargases”.

The last development plan was drafted in the 19®lllasted until 1986. The fifth
development plan focused on culture as an impodamtponent of development. The
Cameroonian cultural diversity, sport teams, andlists enticing potential were given a
special attention. Reference was also made to nas@md scientific development as
well as communication and information technologiéan Donk: 2004). By the end of
this fifth development plan, Atemnkeng et al (20htyued that the contribution of

petroleum to the economy had increased.
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Unfortunately at this period, the prices of comntypdn world had begun to
increase. The situation turned to nightmare togbeernment and to the society as a
whole when in 1986, “the fall in the price of expoommaodities, such as cacao, coffee
and rubber produce negative shocks which led torap dn terms of trade by
approximately sixty per cent from 1986 to 1990 ahehged the country into a crisis
with severe economic and political consequencéstiufg and Atanga 2011: 95).

Since Cameroon relied greatly on the exports gptitgluctions, the international
market meltdown gradually sank the country intoaalé deficit. This is to say, as the
price of imported commodities was rising, the préeogoorts in return were dropping.
And there were very few transformative industriéshigh quantity of the agricultural
production was transformed abroad and later re-iteddn the form of finished goods.
As the goods that were imported counted among disecltommodities, the shock was
hard on the economic life of the country. The Camerran government had to start
reducing its expenditures in an attempt to avoidamdamages on its economic and
social administration.

3  Structural Adjustment Programs.

As earlier argued, the Cameroonian government ba@gduce its expenditures.
The central government took unpopular measuresyiimgt to contain the consequences
of the exports commodities’ prices reduction, ahdst avoid an economic crisis.
Among the measures that were put in place, thergowent cut down the salary of civil
servants. “In presenting the seven point plan Ecoostabilization plan to the national
assembly, on June 20, 1987, he called for streamgliaf government expenditure on
Water, electricity and fuel and followed with therlsing of government vehicles and

housing allowances for civil servants”, (Awung aktdnga: 2011: 110).
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All aspects of the country activities and admimson were concerned with
budget down trimming. Unfortunately, the measuak®n did not produce the expected
results. Contrary to what the president had annediroefore, the government finally
took the step to accept to an offer of loans framBretton Woods Institutions.

As argued by Awung and Atanga (2011: 110), the ecoa recession deeply
thwarted the development plans that the governavastdesigning for the nation. They
even went further arguing that not only was theettgyment process stopped, but in
some situations, the development gains were totally. In other words, in some
instances the situation was worse than before edgnce.

To the loans offer from the Bretton woods instiing with specific payment
frames, Cameroon has been unable to fulfil to thee tlag, rather, the economic
situation went worse. So to be able to repay theig¢on Banks, most African countries
turned to the International Monetary Fund for a eétloans designed for them.
Unfortunately for Cameroon and other African coiasirthat were concerned, to the
IMF loans there were attached requirement conditimnbe followed (Cheru, 2002).
These conditions dealt with carried on policiebéoundertaken to improve the state of
the economic. The stated aims of these conditithres,experts from the IMF argued
were first to reduce budget deficits through therease in the rate of taxation and a
reduction in both the wage bill and subsidies, #mel restructuring of state-owned
enterprises. Also, they aimed at the restoratioaxtérnal competitiveness focusing on
the reduction of costs of management in state-oveméerprises. (African Development
Bank, 2007: 1). Finally, the Cameroonian governneri989 decided to give in to the
Structural Adjustment Program with a $ 150 milliman from the IMF, (Awung and
Atanga, 2011: 110). Within the structural adjustimgmgram, the Government put in

place draconian cut down in civil service salarreshe range of 50% in 1993. It then

66



led to a significant degradation of the socio-eeoimoconditions of civil servants first
and of a large portion of the population later. Thenetary devaluation of the CFA
Francs that occurred later did not ameliorate ttuatgon. “Nevertheless, in the absence
of monetary adjustment, the results obtained assaltrof the implementation of these
programmes remained very limited” (African devel@mnBank: 2007: 01).

According to the IMF, policies that were conducteesconomic stability, growth
and development included: domestic trade libeatibis, relaxation of foreign exchange
controls, the privatisation of basic services amed to social subsidies.

After a decade under the SAP, the Cameroonian gowvart was unable to reduce
the financial deficit and achieve the economic oliyes that were stated by the
international economic institutions. Such situatifomally brought Cameroon to be
admitted in the HIPC. The admission into the HiPiative meant for Cameroon a
moratorium in the debts payment along with the c#ida of part of its debts.

From the year 2000 as signified by Van Donk (2084), Cameroon adopted the
following key development planning frameworks amamigich there are: the Poverty
Reduction Strategy Paper (PRSP), the Medium Terpegditure Framework (MTEF)
and the Rural Development Strategy (DSDSR).

With regards to poverty reduction, The PRSP wagetarg the promotion
employment and access to income production. ThePPR&e designed “to promote
income generating activities for the poor, partelyl those related to self-employment”
(Van Donk 2004: 65). However, it is not yet quilear who are the poor it seeks to
address as they are not specifically identified &mould be everyone or it could be no
one. Another default of the PRSP as mentioned hy Mank (2004: 65) is that “no
attention is given to the tension between agriceltteform and efforts to enhance

economic competitiveness (especially in the manufang sector) - efforts generally
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associated with at best a stabilisation, at worsbraraction of the labour market and
with greater labour disparities due to higher levafl specialisation — and the need for
stable employment and decent wages”. While thecaljural sector stands as a valuable
option that needs to be looked in and developmeiitt @fers greater prospects and has
proved in the past to present high developmentaondomic potentials.

Since the introduction of strategy papers and fraonks, Cameroon is no more
drafting development plans per se. Rather, theona merely functioning under the
Poverty Reduction Strategy Paper and other framewand strategies designed by the
International Institutions such as the UN or thd=INWan Donk (2004) argued that these
strategy papers and frameworks are expected tovbleimg towards a full national
development plan (Van Donk 2004: 64). Officialljetimplementation period for the
PRSP scheduled to last until 2015, along with theéDd which should have been
expectedly achieved by then.

In summary, after independence, Cameroon expeidehmg growth rates, and
even evolved from the list of low income countriesthat of medium income. The
growth and economic prosperity lasted for at |@ad¢cades. However, as mentioned by
Seidman (1974), on the actual fact productivity gmowth did not spread to all the
national economy as promised and expected by thteatgovernment. In other words,
national economic prosperity and growth could netréflected into a fair distribution
of growth and improved standards of living for @&ajr majority of people (Seidman,
1974). Some analysts described the African expegiems “growth without
development” (Clower et al, quoted in Seidman, 194

In the 1980s, the situation began to change with dbcurrence of economic
crisis. Van Donk (2004) argued that: “Macroecononmgform and structural adjustment

became the buzzwords, associated with measuresasudon-inflationary budgetary
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policies and monetary restraint, the liberalisatbdrade and financial flows, exchange
rate correction, privatisation and deregulationdoimestic financial markets”. The
overall socio-economic situation began to degradk salary and budgets cut-downs
while the cost of primary goods and foods werengsilrhe standards of living and other
social gains of the prosperous years were lost. brake in the development impulse
greatly affected thousands of graduates. The gowemh has been encouraging
university study to produce more and more qualifreah power. Unfortunately with the
economic meltdown, the number of graduates keptvigigp while job opportunities
were decreasing. The phenomenon of graduate ungmeid was clearly an indication
of a growing disparity between the expansion ofcation opportunities and the
production of economic activities. As indicated adit has been argued by Elbadawi
and Contributors (2001), the economic decline wasnahstrated in almost all
economic and social indicators and in negativecppita growth rates.

Ali (2001) on his own holds that, altogether sulhw@an Africa has witnessed a
significant increase in poverty, mostly in the tueeas. According to him, this increase
in poverty was greater than what it was reportedoHe stated that in the 1980s, it
could get to between six and ten per cent per annum

The introduction of structural adjustment prograim dot improve but instead
worsened the situation. But, it would be unjussay there has not been any aspect that
has improved, since it is argued that there wasgttetbredistribution of assets to all
layers of the society, thus constructing betteebdsr future development (Van Donk
2004). However, we should be cautious with suchiraents as African analysts such as
Ali (2001) on their own account argue that it ifidult to appreciate such discourse
since there was no evidence of such. Van Donk (834 emphasised on the increase

involvement of donor agencies in the social lifeteé country most importantly in
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health and education. The situation led to the iplidation of donor projects and
programs over the whole national territory and itesy in a high number of
duplication, and competence battle on recipienufaion and regions.

However the SAP, as argued Elbadawi and contriby2001) laid emphasis no
more on the central government but the market Her grovision of social services.
Services such as health and education became stibjadditional fees add up to the
usual administration and service fees.

The actual situation of Cameroon is slightly diéetr with positive improvements
worth noting, although there is still much to bendoThere are many development
challenges that are still to be tackled. A hightipor of the population does not still
have access to basic services in the regions Wweyeatre found. The problem is that the
reforms directed towards efficiency instead of austbility and accessibility. Economic
growth is still a goal but the social aspect hasobee an unavoidable component of

development.
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CHAPTER IV

DEVELOPMENT AND HIGHER EDUCATION:

STATISTICS AND PROSPECTS

In this chapter, facts (statistics and graphs) ahkaevelopment and higher
education in Cameroon are presented. | look atldpreent, from the perspective of
health issues. | discuss and analyze demograpHicaitors such as population, and
dependency ratio, but also indicators on healtih siscmortality rates, birth rates. And |
compare them with indicators from higher educasanh as enrolment rates. | pick up
examples from the Asian continent, which best ithtge the arguments | put forth in
this section. As already said, | examine the r@abetween development and education
in the light of Pearson correlation also known ke simple correlation formula.
Correlation is a statistical tool which determing® existence or absence of a
relationship between two or more phenomena of egeek values taken from groups of
subjects. The coefficient of correlation helps tauatify the relationship, with the sign
of the correlation (positive and negative) indiogtthe direction of such relation, and
determine the strength of such relation. The degfemrrelation is evaluated with the
correlation coefficient and is measured on a seal@to 1. Zero means a total absence
of correlation between the studied variables, wbile means a perfect correlation. The

correlation formula used in this study is:

n(Txy) - (Xx)(Ty)
ey = vV [nEx2 - Ex2) [ nZy? - (Zy)?]
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I'yis the correlation coefficient between the varialibserved.

x and y are the value units of the variables
n is the sample size of the study.

Y is a Greek letter (sigma) which is mathematicabpntation meaning “the sum of”.
\ is the mathematical symbol of square root.

In this study, Correlation coefficient indicateg flevel of correlation between two
or more variables, without specifying the naturettté correlation that is used. The
causality discourse is willingly avoided as | urstand that the relationship is a two —
way relationship. And moreover, from the level ahiet this research has been
conducted, mainly based on historical and stasistacts and figures, it is difficult to
objectively say which from development and educattetermines the other. And
again, education can also be considered as a canpaf development itself. We
cannot discuss about development, no matter howlogment is defined (be it human
or sustainable or in economical terms) without @issing education.

The figures that are presented in this chapter baea collected from the World
Bank Database, from the United Nations Populationsidn, from UNICEF and from
the UNESCO. The selected sources were chosen orbabes of availability and
readiness. We are not arguing for the reliabilitytheese sources over any other, but
there are useful indicators to understand the phena being studied. The figures and
statistics are regrouped in 10 years sequencesXgath to 2011. | have also conducted
an online survey on a sample of Cameroonian staedenanalyze their perceptions of
higher education and health issues, as they arefihe key actors. The sample group
is constituted by twenty-two Cameroonian universtydents from Anglophone and
from francophone education systems. For a sendealaihce, an interview of some

lecturers (and former) lecturers of universitieCameroon was conducted to have their
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opinion on the issues treated in this study. Therurew was conducted by mail. Copies
of the interviews and the questionnaire are preserdgspectively as annex 2 and annex
3 of this work.

1 Demographic indicators

As already stated in the introduction, educatiorelated to development, first as
a part of development but also as it is influenbgdlevelopment and at the same time
development influences it. Development as we saicbmposed of a great number of
variables all of them of importance. And these alales, such as economic growth or
education, or social services are also interactamgong themselves. The Asian
Development Bank (ADB) (2001:6), while arguing gfieally in the case of education,
stated that the quantity and quality of schoolimg @afluenced by demographic
structures and are particularly sensitive to the sf the school age cohort.

Total population is defined as a count “of all desits regardless of legal status or
citizenship--except for refugees not permanentttlesein the country of asylum, who
are generally considered part of the populatiothefr country of origin”, (The World
Bank, online source). In its definition of totalgdation, the World Bank commented
that increases in human population, no matter tiggtnoof such increases, be it as a
result of immigration or more births than deathsymesult in placing great constraints
on the country's resources and on the capacityeoleiaders to respond to the needs in a
sustainable way. An example stated by the WorldkBigna significant increase in
population which can greatly affect the availabilf land for agricultural production,
and increment in demands for food, energy, wateciat services, and other
infrastructures. On the other hand, the declineth&f population size can affect

negatively the overall productivity of the counsiie
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The ADB (2001: 28) indicated that: “The structurke e country’s population

provides one important context for understandirggglowth of education systems and

constraints on support for economic growth”.

In the table 1 below are presented figures abautdtal population of Cameroon.

Years

1971 1981 1991 2001

2011

Cameroon population 7022124 | 9379109 12529904 16039737

200303

Table 1: Source: United Nations online Database

The graph below presents the evolution of the Caorean annual total

population on a period from 1971 to 2011, for tleested years 1971, 1981, 1991,

2001, and 2011.
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Graph 1: Source: United Nations online Database

Another interesting demographic indicator is theurygp dependency ratio. The

young dependency ratio is defined by the World Baik the ratio of younger

dependents — people younger than 15 — to the wpkiyye population — those aged

between 15 and 64. Data are shown as the propatidependents per 100 working-

age population. In the case of Cameroon the yoepgmbency ratios is presented in the

table below. It is been argued that countries mtasg lower dependency ratios have a

greater ability to invest more per child at similewvel of allocations of funds. While on
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the contrary, high young dependency ratios in pocoentries, by forcing choices as to
which children go to school, tend to be associameth suppression of female
enrolments and, thus indirectly may reduce the ramab opportunities in the labour

market for girl”, Lewis (1996: 50).

1971 1981 1991 2001 2011
Dependency Ratio| 79,344 86,663 87,829 78,841 72,171
Table 2: Source: World Bank online database.

The graph 2 below represents the dependency natv@ ©f Cameroon from 1971

till 2011.
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Graph 2: Source: World Bank online database.

The Asian Development Bank (2001) argued that @asdn in which a large
percentage of the population is in the age segrbeldw 15, is an indication of a
potentially high demand for early levels of edugatin the present and higher level in
the future. It also implies more efforts to impeogducation quality. The Nation of
Cameroon presents a high dependency ratio.

Total enrolment rate, according to the UNESCO {usti of statistics is
understood to be the total number of students lear@t any tertiary level institution
both public and private, per 100,000 inhabitantbe Tenrolment rates in tertiary

education institutions for the years 1971, 19819112001, and 2011 is been present
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both in the table 3 and while the graph 3 presér®volution of the total enrolment at

tertiary level.

Years 1971 1981 1991 2001 2011

Enrolment rates 40 130 275 442 1260

Table 3 Source: UNESCO online database.

Cameroon total enrolment tertiary

level
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Graph 3 Source: UNESCO online database

The inter-relation that exists between the comptmeh development and the
social demographic variables plays an importareé a the development outcome or
achievement. The ADB (2001: 6) argued that sometcs of Asia “with high urban
population ratios tend to have lower dependendgsatonger life expectancies, lower
mortality and fertility rates, and better rankingghe human development index (HDI),
human poverty index (HPI) and gender-related dgrebmt index (GDI). Urbanization
brings new opportunities and new problems to eduicatDespite the understanding of
the importance of all the variables of developmeathnomic growth seemed to still
draw a great part of the attention both from pcditileaders and from the population.
The contribution of education to development isagally presented and considered
significant when expressed in economic terms orsoned either in monetary terms or

directly in terms of efficiency or productivity, fexample. But the ADB (2001: 11)
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without refuting the importance of economic insistan the fact that economic growth
has contributed much to national development bshatuld be noted that it is marked by
the expansion of opportunities in education, wideailability of health services, and
increases in quality of life. In other word, thepontance of the economy is certain in
influencing health and education for example, bshould not undermine the fact that
economy on its own is also affected by health arcatdon.

Many studies and investigation were published byynariters such as Tilak who
carried out a study to defend the importance ofcation over economy or to
substantiate the fact education is directly linkhe incidence of poverty. It seemed that
economic growth is a unique powerful weapon agapusterty, and there was no
possibility to do without. According to Tilak (199422), it all starts with finance. In
his analyses, he defended a clear correlation leetyweverty and illiteracy in Asia. The
conclusion of his findings included that the lowe literacy rate, the higher the
percentage of poverty in a country or the communiilak (1994) also added in his
conclusion the example of Thailand where almost @%e poor have no education,
and the example of Pakistan where nearly all tler pee illiterate.

However, finance is directional but not indispersaBinances can be a tool in
directing the path and the pace of developmentalm certainly communities will
often find it difficult to recruit and maintain qlty teachers without financial
possibilities, but financial possibilities solelgrmot guarantee quality education.

In the same way, without refuting the results & thsearch carried out by Tilak
and others, the ADB (2001: 12) stated that a losidence of poverty is not necessary
always directly linked to education achievemente Bsian Development Bank used

the example of two Indian rural provinces, Keralad eRajasthan. Both provinces
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presented similar level of poverty, while on thettary female literacy rates vary from
85% in the former to 12% in the latter.

McMahon (2009:35) stating over the link between cadion and development
said that there were many factors mediating tHetiomship. But, the access to school
and the policies implemented determine how educatipportunities are distributed
across social groups, and thus will clearly haveot$ on future job opportunities.

Employment patterns sometimes are reflected indémaands for schooling and
academic orientations. It would have been intemgsto look at the expenditure of
higher education, or the percentage of the GrodsoiNd Product share allocated to
higher education to understand more about the ¢éiahimportance of higher education
in Cameroon. However, the financial problem is raatlly laying in the availability of
resources but in their distribution. The percentalgghare given to education and more
particularly to tertiary level is part of the padal will of the leaders. According to
McMahon (2009: 33) “the problem is that higher eatian is not seen by political
leaders as the’ solution”. He further argued that there are otipadicies that are
proposed and applied in preference to the invedtrnrerhigher education asthé’
solution to development. He reasoned that earlystnaents in education were a
successful strategy employed by Japan, then |gt&olth Korea, Taiwan, Hong Kong
and Singapore. The investments they made in educatispecially at tertiary level,
enabled them to rather export manufactured godtierahan raw materials as it was
the case few years back. The policies of free trvalkdieh has been presented by some
political and economic ideology ash®& solution are not significant without some
considerable prior investments in higher educadoMahon, 2009: 33-34). McMahon
contented that in many countries, to cover up ti@tage of government investments

on higher level education, there was an increasimifg of the costs of higher education
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to students and their families as an important @spiethe privatization of the financing
of higher education, (McMahon, 2009: 35).

Nevertheless, concerning the financing issue ofidnigeducation level the ADB
(2001: 18) argued on the analysis of the experalituat:

“Like all education indicators, expenditure figuresll, at best, an
incomplete story. Many types of financial suppoar fschools and other
education programs are not included within typicaleported expenditure
figures. Also, and more subtly, there is room tonoguvre within the same
amount of available fiscal resources talented amhtnators, imaginative
teachers and enthusiastic parents can obtain adalitieturns on a given level of
resources”.

As well as financial issues in education are diogetl, economic growth is with
almost no doubt clearly important to offer citizeth® opportunity to make choices.
Usually economic growth and social resources caorone the quality of life for all.
But again we insist on the fact that all thesedectshould go together, without one
taking the lead over the others.

Coupled to financial issues, there are strategiicips adopted by the government
that also affect the results produced by educafion. policies are usually drafted based
on demographic patterns derived from national ftes or on the results of researches
and studies. As ADB (2001) put forward on page ‘@&mographic structure and
change support or inhibit economic growth”. Butl@ac limit to researches carried out
on education and development that has been oftefogh, is the fact that it is quite
impossible to isolate the impacts of a social faétom the others. McMahon however
in his bookHigher Learning, Greater Good: The Private and @b&8enefits of Higher

Education(2009) stated that it is possible to measure thelé@mce of education on the
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other social indicators of development. He stategage 121 that: “lest some feel that
we are setting out to measure the unmeasurabie,intportant to briefly consider in
more depth how the important non market outcomésgbfer education are measured”.
He further defended for example “the rationaletf@ measurement of the productivity
of human capital created by higher education irdpeang non market outcomes is the
household production function based on Becker'$%19976) theory of the allocation
of time”, (McMahon, 2009: 123).

So according to McMahon (2009), it is possible wasure not only the impact of
education as a whole, but also the specific retafrisgher education.

The demographic structure of a country is of kegantance in analyzing the link
between education and development components.

In the case of some Asian country, The ADB (2002) &rgued that national
commitment to, and political support for, educatiavere expressed through
implementing national policies, enacting laws, dmdncing programs. It should be
noted that in most of these governments, the skgoenditure allocated to education
was not necessarily high prior to the rise up d@irtleconomic situation. The ADB
(2001) contented that private implication from tnl society duplicated the results of
the efforts of the government to raise the quaditg the outcome of education. As
matter of fact, the implication of all was expligiexpress in a very low teachers and
pupil’'s absenteeism, in teachers’ quality and cotm@nt comparatively high, the
creation of private institutions facilitating thecgss to nearly all the segment of the
society and the government facilitating the bureatiuc procedures for such initiatives,
(McMahon 2009:59). In the Korean growth model, leighducation occupied a central
position in the development of new technologies asdiffusion, which directly or

indirectly gave an impulse to the growth process.

80



According to Bloom et al (2006), South Korea exgeced important changes,
which were driven by education. This country moveain agriculture and fishing,
accounting for 36 per cent of its GDP, servicesoanting for 47 per cent and
manufacturing for 16 per cent in 1960. But by 2002, situation was such that services
accounted for 63 per cent of employment and adticeiand fishing for just 4 per cent.
Bloom et al (2006) argued that according to the [d/Bank, South Korea is among the
five countries of OECD with the highest percentafjtheir GDP invested in knowledge
(higher education, software, and research and dpwednt). Korea has invested heavily
in education at all levels. As matter of fact, fptimary education enrolment which is
one of the Millennium Development Goals (MDG) wasady achieved by 1970, and
it even went further with full secondary level emnent been achieved by 1997, (Bloom
et al, 2006). Bloom et al (2006: 83) argued thetary education has played a vital part
in the achievement of such results. To be abled&enit to its goal, the government of
South Korea tuition fees has been the responsilafithe students (and their families)
However, the introduction of tuition fee as a raspbility to the student in the 1950s
was not an obstacle to the growth of tertiary publiucation (Bloom et al, 2006: 83).
There has been a growing labour demand for tecdmsciLinks between colleges and
industry were fostered through research cooperaftiela practice, staff exchanges for
lectures and consulting, and contracted trainirniyiéies.

The government set up a series of five year prafeakinstitutes that offered
three-year vocational programs at the secondae} bawd two-year vocational programs
at the tertiary level, a number of the five-yeasfpssional institutes were converted into
two-year vocational junior colleges as the marleghdnd for higher skill levels became
stronger. And later, the government engaged indamotwo-year junior college system

of both public and private colleges. Ng'ethe ef28l08: 41) contented the private higher
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institutions played an important role. With the remse of the demand for higher
education the South Korean government made arragmgsnfor the expansion of
private tertiary education. South Korea laid emghas the promotion of science and
engineering programs, on strategic economic areels as ship-building, electronics,
and automotives with policies such as competitiveding programs, tax credits, and
customs duty waivers on research equipment or anogrsuch as "Brain Korea 21"
project which encourage research funds to a rellgtimarrow set of institutions and
graduate students, in an attempt to create wodsisctesearch universities in Korea.
One of the successes of the government has bemwctiaiy Diaspora talent back to
South Korea.

Singapore also bet on education as the motor alatelopment. Ng'ethe et al
(2008: 42) argued that Singapore is now one ofwhalthiest countries in the Asian
continent, despite its little size greatly through human capital formation strategies.
The national government undertook a sequence datypahitiatives to reform its
Tertiary education system. First early in the 19988 government set up a network of
ten post-secondary Institutes of Technical Eduoatvgh the aim of generating middle
level technical skills. Important measures weréntglon to orientate teaching pedagogy
in the country’s tertiary institutions towards pl&in-based, interdisciplinary learning
with a strong practice orientation developed inladmration with industry. The
government laid strong policies and programs taenthat Singapore meet up with the
challenges the new technologies give to the dewedmp it aimed at. Among the
measures that were taken in Singapore, three plamggonal tertiary-level Institutes of
Technical Education were opened. To this effectess to tertiary education was
expanded by setting up several regional junioreg@é that were linked to the national

university through student transfer mechanisms. dd¢eess to university was by these
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measures fostered, and enrolment rates highly asee According to Ng'ethe et al
(2008: 42), more recently, two national universitigere awarded greater institutional
autonomy and corporate status, and higher educhtrahing was re-shaped to respond
to more competitive and performance-based globaldpment needs.
2 Education and health

Many indicators demonstrate the close relationshgtween of health and
education in the society. Schultz 1998 pointedtbat education (particularly for girls)
iIs connected to the changes in the family unithwavidence of better health and
sanitation, and augmentation of increase in theatthn of future generations. This is
to say there are high indices of probability thaldren with educated parents, be it at
the basic level, will also be educated at leathatsame level, but more probably to a
higher level. Schultz (1998) further argued thaicadion increases what he called the
phenomenon of smaller families, which is a low Ibirate for families with educated
parents. He added that education is also closé&yeckwith the improvement of child
nutrition quality, health and sanitation.

The table 4 below carries the child birth rates tfoe years 1971, 1981, 1991,
2001, and 2011 while the graph 4 shows the curvhe®evolution these rates for the

same set of years in Cameroon.

Years 1971 1981 1991 2001 2011

Birth Rate 45,045 44,954 41,626 37,866 35,703

Table 4 Source: United Nations Population Divisiomnline database

83



Birth Rate in Cameroon
50
45
40 i
35 i
30
25 Birth Rate in
20 Cameroon
15
10
5
0 T T T T )
1971 1981 1991 2001 2011

Graph 4 Source: United Nations Population Division

It would have been interesting to also compare dhiéd birth rate to female
enrolment rates long with the total enrolment rétesee if the curves follow the same
tendencies. But from the information that were de in the database of the World
Bank, female enrolment rates at tertiary level, waly available for the year 1971 and
2011. From the enrolment rates for these yearsaleestudents constituted only 7.8%
in 1971, while in 2011, they made up 42.2% of thtaltstudents enrolled (World Bank
online database).

The level of correlation between birth rate andvarsity enrolment, with the
Pearson Correlation formula has been determinetiaéesd earlier in the introduction of

this chapter using the formula used is:
_ n(Exy) - (Zx)(Zy)
Y N [n2x2- (5x2) [ngy? - Cy»]

r

I'vyis the correlation coefficient between the varialbserved.

x and y are the value units of the variables

n is the sample size of the study.
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> is a Greek letter (sigma) which is mathematicabpntation meaning “the sum of”.
\ is the mathematical symbol of square root.

The correlation coefficient between birth rated #&otal enrolment in Cameroon

has been calculated as follows:

Years | total enrolment; X Birth rate:|Y Xy X2 Y
1971 2690 45,045 121171,05 7236100 2029,05202b
1981 11686 44,954 525332,444 136562596 2020,862116
1991 33177 41,626 1381025,802 1100713329 1732,1B2387
2001 68495 37,866 2593631,67 4691565025 1433,833956
2011 244233 35,703 8719850,799 596497582894,704209
> 360281 205,194 13341011,77 65585835&:®1,176182
N 5 X 65585835339
(Cxy) 1334101177 |(yx)?  |129802398961
X 360281 Y2 8491,176182
Ty 205,194 Fy)? 42104,57764

Xy = (5x13341011.77) — (360281x205.194)
V ((5x65585835339) - 12980239896{(Bx8491, 176182) - 42104, 57764)

xy =-0,87

The coefficient of birth rate and total enrolmemtameroon for the five selected years
indicates that there is a strong negative linelation that links the two variables. This
Is to say that, an increase in enrolment is linkedecrease of birth rates or the Increase
in the birth rates is linked to a decrease in eneuit.

It would have been interesting to calculate theretation between female
enrolment rate and health variables that have laeatyzed, to look with a different
approach and on comparative basis the level of te&tion. But since only two data
were available concerning female the selected ybatsare examined, the result obtain

would not have been reliable.
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Table 5 shows the death rate for the whole popratihile the graph 5 shows the

curve of the death rates. The Crude Death Rateatel the number of deaths per 1,000

midyear population.

I~

[ o)

xy =-0,538

y =
V ((5x65585835339) — 12980239896{53x6971,580) — 1211)

Years 1971 1981 1991 2001 2011
Birth Rate 18,883 15,39 13,932 15,134 13937
Table 5 Source: United Nations Population Divisiomnline database
Death rate, crude (per 1,000
people) Cameroon
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Graph 5 Source: United Nations Population Divisioronline database
Concerning the death rate and enrolment in tergaycation, the result obtained
was:
Years Enrolment rate k ~ Death rate Xy Z X 2
1971 2690 18,883 50795,27 7236100 357
1981 11686 15,39 179847,54 1365625P6 23]
1991 33177 13,932 462221,964 1100713829 19
2001 68495 15,134 1036603,33 4691565025 22
2011 244233 13,937 3403875,321 59649758289194
S 360281 77,276 5133343,425 655858353391211
[ (5x5133343,425) — (360281x 77,276)
X
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According to the value of the coefficient of coatn between death rate and
enrolment rate at tertiary education, the resultwsh that there is a negative but
moderate relation between the two variables.

Below, the table 6 presents child mortality ratel élne graph 6 displays child
mortality rate curve for the years 1971, 1981, 198101 and 2011. Child mortality
according to the United Nation is understood asrimaber of children dying before

reaching one year of age per 1,000 live birthsgivan year.

Years 1971 1981 1991 2001 2011

Child mortality 120 98,8 89,3 85,9 79,2

Table 6 Source UNICEF online database.
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Graph 6 Source: UNICEF online database.

The correlation coefficient between enrolment eatd child mortality is:

N 5 yx*  |65585835339
(Xxy) 29667057 (>Ox)? |129802398961
> X 360281 vy’  |45787,38

2y 473,20 Fy)? |223918,24
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(5x29667057) — (360281x 473,20)

Xy =
V((5x65585835339) — 12980239896 {(5x45787,38) — 223918,24)

xy =-0,70

The correlation coefficient obtained is a negatinear value which determines

that the relation between these to variables mngtr And thus while enrolment rate

increases, the child mortality decreases, andwacga. In a sense, the occurrence of one

of this variable can help predict the outcome efdther.

The table shows the fertility rate for the Camerpopulation in the years 1971,

1981, 1991, 2001, 2011. The graph above showsutve of fertility rate. Fertility rate

is defined as the number of children that wouldbbm to a woman if she were to live

to the end of her childbearing years and bear @nldn accordance with current age-

specific fertility rates.

Years

1971

1981

1991

2001

2011

Fertility rate

6,247

6,425

5,832

4,947

4,409

Table 7 Source: United Nations population Division online dtabase

Fertility rate, total (births per

= Fertility rate, total
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Graph 7 Source: United Nations population Divisioronline database

The correlation coefficient for enrolment rates éetility rate is as below:
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N 5 X 65585835339
(Xxy) 1701043,31 (Xx)? 129802398961
$x 360281 e 158,23

Sy 27,86 y)? 776,18

(5x1701043,31) — (360281x 27,86)

Ixy =
V ((5x65585835339) — 1298023989615%158,23) — 776,18)

xy =-0,88

Here we also obtain a high negative correlatiornffaoent between fertility and
enrolment rates. This means that while fertilittesadecreases, enrolment rates have the
tendency to increase. And the increase of enrolmatgs will indicate in a high
probability a decrease in fertility rates.

McMahon (2009) argued that the effects of educabiempopulation growth have
as net result the improvement of health and weighteducing fertility rates. So as far
health is concerned, the impacts of education @ measured in terms reduction in
infant mortality rates and increase in longevity.

As demonstrated from the above correlation coeffici concerning total
enrolment rates in tertiary level of educationr¢hare also abiding supports in social
science literature that relate education of womad &emale literacy reduction of
fertility (Michael (1974), Caldwell (1986), Levin@987), and Schultz (1993). Caldwell
(1986) and Levine (1987) enounced that there amyrfiadings on studies conducted
in a number of developing countries which concludedfose link between education or
literacy and life expectancy of the present andriitgeneration, principally through
improvements in infant and child survival rates I(lRgell 1986, Levine 1987). But as

McMahon (2009: 35) pointed out “the system workgetber to act as major nationwide
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engine for creating new knowledge, transmitting nemd existing knowledge, and
encouraging knowledge-based growth”.

So even though he earlier stated that it was plestibmeasure the incidence of
education over a particular aspect of developmemtevertheless recognized that the
benefits cannot always all be assessed fully, sscthey are direct and indirect returns.

Concerning the indirect link between higher edusatand health, McMahon
(2009) defended that, for example “if higher ediscaimproves health, and then this
improvement in health contributes to earnings,l#itter increment to earnings is really
due to an indirect benefit from education”. Thesamra of the difficulty in measuring
indirect impacts of education on health is that smhthem spill over in time and space.
In other words, the influence of education can gdaa as to future generations or other
localities, thus the effects of education have ¢oobserved over longer periods in a
large space definition. McMahon alleged over exikties which he presented as the
benefits of education to others in the society anduture generations, (McMahon,
2009: 52).

In arguing for the differentiation between the ctmttion of higher education and
the other levels of education, McMahon (2009: 1£6)s: “just because basic education
contributes to a particular higher education outesnsuch as longevity, does not mean
that higher education does not. Normally the cbotion of each year of education
continues into the college years”. And moreoveghkr education on its own should be
considered taking into account the contribution®fels of training as completion year
may vary from one program to another. McMahon (2Q8B) stated, based on prior
studies carried out by Grossman, that: the evidem®e overwhelming that each
additional year spent in college contributes toreasingly better heath and, in due

course to greater longevity. Those in top of thecation distribution live seven or more
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years longer in Western economies for example. Timding substantiate this
argument “whether health levels are measured bytafityr rates, self-evaluation of
health status, or physiological indicators of Headind whether the units of observation
are individuals or groups”, Grossman (2006: 33).

From their opinion, Deaton and Paxson (2001) cordd the importance of
schooling to mortality after carrying out analyzas family income. They supported
that it is interesting that the effect of incomdaowering mortality becomes weaker and
the effect of years of schooling becomes stronger the year of death increases. In
other words, the economy alone did not explaindberease of mortality rate. Rather
the increase of education years and the decreadeatih were demonstrating a close
link.

3 Theoretical and research discussion

Over time, the Cameroonian government has modéiedace to development
according to the prevailing discourse and undedstgnof the concept. Academic
programs reflected the tendency followed by theegoment. When Development was
understood in economic terms, national objectivesevspelled out with financial and
economical figures. And when the idea of sustalitgthiecame the central focus in the
understanding of development, sustainable developmas the new direction adopted
in all government plans and programs. The poimiasto argue that the changes in
understanding are dangerous or wrong. But the isstiat, in almost all the cases, the
understanding of development by the national gawent was borrowed from outside.

Westernization was a heavy legacy left by the Eemoppowers that ruled over
Cameroon. The education system was mapped followiegFrench and the British
education models. Unfortunately, more than fiftyasge after independence, the

education system continues to be designed by forpmwvers. From there, rises a
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problem. The problem is that the patterns followssl system do not correspond to the
social reality and needs of Cameroon. The acadewmmtents and curricula do not
consider the environment for which they are built.

Western ruling (under colonialism for example),neo-colonialism, as presented
in the dependency theory or in post-colonialisnieain this work, could be pointed at,
to explain the poor state of the education and ldpweent. But, the outcome of the
Nation of Cameroon cannot be solely attributed tbsiders. There has not been a
rethinking over crucial key points such as the usi@ading of development. To be able
to determine its fate, there has to be, as contend¢he post-development theory, a
personalized definition of development. Camerooraathorities should define what
development ought to mean for them and for theddasis a whole. And from there,
conceived the plans and projects to attain thetifiieoh targets. From the research done
in this study, it has been stipulated the relat@tween higher education and health
issues is close. Designing the type of developrtiattis targeted should be combined
to measures on health and education. The importahtegher education and health
issues would constitute some of the main focusesvil upon in the understanding of
development in Cameroon. It fits to the capabiéipproach as stated by Amartya Sen
and Martha Nussbaum. A people-centred developméhhave to be a development
not only defined by the people, but implementedthry people to the benefit of the
people.

The social and natural environment can serve aslagae in planning
development. In the case of Cameroon, before tha@oom, agriculture was the driving
force of the economy. The large and fertile lansigitable for the expansion of
agriculture can constitute possible pathway to @elAgriculture has been a historical

driven force of the economy and the financial tfeCameroon. With inputs from health

92



and from education, agriculture can make high doution to socio-economic
development. Researches geared towards the impemtesh agricultural technologies
for example, are contributions that in time woukl dnswers to social, environmental,
economic, human development.

4  Advocating for reforms in higher education

From the above levels of correlation between enealmates and health issues in
development, it is possible to make predictions emnsider desired outcomes as far as
these variables are concerned. This is to say fillagxample, if the reduction in child
mortality is a goal to be achieved, then enrolmientertiary education should be
encouraged. In the same way, if enrolment in tgrégaucation would rise, then fertility
rate should decrease.

A survey has been conducted on twenty-two Cameaoostudents and graduates
to analyze their perceptions on the relation betwesalth issues and higher education.
Eighteen of the participants were from the Frenpbaking Cameroon while four of
them were from the English speaking Cameroon. Aycop the questionnaire is
available in annex 6. The French speaking grougtuadents is been called the group A
while the English speaking students in this sungeyamed the group B and the whole
survey participants made up of both English andhélrespeaking students is been
referred to as the group G. The full results of shevey have been compiled and are
presented in annex 8.

On the evaluation of their perception of the impode of their tertiary education
on their own health, group A students had an aeedg7.06 on a scale of 10. And

group B students’ perception was rated 4.5 over 10.
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Concerning their perception on the importance dfaey education on the health
of their family members (children, brothers, pasergpouse...etc), group A rated an
average of 7.11 over 10 while group B rated 4 snae of 10.

The difference in the perception of the importantdigher education in health
between the two groups could find its reason indifierences that exist between the
two types of education systems that are ran orCtmaeroonian territory. It might also
be a reflection of the little importance given igher education in the English speaking
part of the country by the government. There iy @me fully English public university
against three fully Francophone, and four thatadleged to be bilingual, that is with
fifty per cent of the courses being taught in Fremmd the other fifty per cent in
English (at least, that was the initial settingtiie mind of the government). And the
admission into the only English public universithg University of Buea) is highly
competitive as it has been for years one of thg¢ asot the highest ranked university
of Cameroon. Further studies can be undertakerave h closer look on other factors
that can be of influence in the relation betweeghér education and health issues.
Possible lines to explore can be the access orsathniprocess to such education, also
the curricula or study lines proposed or degreereff at higher level.

In evaluating higher education in Cameroon, grou@t&d it with an average of 5
on 10, while group B rated higher at 6 over 10.sTthfference comforts the idea that
the English line enjoys a better appreciation fitsstudents than the French system.

In evaluating their perception on a need for refgrgroup A asserted on 8.11
over 10 for a reform while group B also rated tleedh for reform high at 8.75 on 10.
Further studies could look on the type of refornacadited or desired by each group for

the relation between higher education health isgubg strengthened.
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On the other hand, an interview was carried withhueers from the University of
Buea in Cameroon, to analyze their position, camogr the relation of health and
tertiary education in Cameroon. It is unfortunatattno lecturer from the other
university form the French system of education @nt the bilingual universities
institutions was willing to participate. The reastor some of them might be the
political games which make it difficult for them épenly criticize the system in which
they are incorporated (and that feeds them). Aseatdby Awung and Atanga (2011),
promotion is based on political loyalty rather thaerit or academic performance and
achievement. Another reason could be the factttieinterview was done online and
through emails exchange. And the new technolodie®mmunication such as internet
are not widely and easily available and acces$dadmpared to Europe for example).

The Head of Department of Public Health and Hygiéoen the University of
Buea, Dr. Nde Peter Fon and the former Dean, RaailtSocial and Management
Sciences; Former Vice-Chancellor at University oeB, Professor Cornelius Mbifung
Lambi, participated in the interview. The full inteews are available in annex 7.

Professor Mbifung Lambi, in whose opinion higheueation has a primordial to
provide human resources for the outreach and eeh@amt of socio-economic and
academic development, argued that higher educatitms perspective is fully playing
its role. In his idea, just as education is a cumus process, the continuous
development of Cameroon is an evidence of the ilnpialgigher education. To his own
opinion, Dr. Nde Peter Fon argued that Higher etioicdnas to identify the needs of the
society and provide for university and advancenhing of Cameroonians of all ages to
foster socio- economic growth. He contended thahdtough efforts are been done to
have this role fulfilled, much is still left to lne mainly in the provision of basic life

needs and energy. Both of the interviewed are efttiought that the role of Higher
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education should be improved through appropriatécipe to address of national

interest in the different segments of the societthe domain of science and technology.

Dr. Nde Peter Fon amplified that improvement ofhleigeducation should consider the

following:

a)

b)

d)

f)

9)

h)

Match training programs with national needs

Close down or reduce recruitment of students igams that already have many
jobless graduates

Professionalize the higher education programs aras possible giving more
attention to technical programs: computer techngleggineering, agricultural
technology, communication technology, environmehyajiene and safety, water
and mineral resources technology, energy develofragn

Equip higher institutions to meet the educatioredds with adequate teaching
equipments and experts from within and out of tentry.

Research intensification through local and inteamat funding, in order to meet
local needs.

Create more programs with terminal degrees (Phépg@ally professional
programs.

Recruit more qualified lecturers from home and allrand pay them properly to
deliver the knowledge.

Encourage, promote and develop innovative initegilsy Cameroonians in every
domain.

Finally on the possible obstacles that could slowwml the reform of Higher

Education, Professor Mbifung Lambi saw adequataifugnand appropriate qualified

human resources, the problem of policy orientabod the need for a proper policy
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implementation has possible issues to threatemnefioem. Dr. Nde Peter Fon listed the

following:

a) Lack of proper planning

b) Corruption which is at its peak now

c) Intelligent Cameroonians are in the streets andaddhave the opportunity to
participate in national development, those whatlaeee are not capable of carrying
out reforms because they are not qualified.

d) Recruitment is not done according to needs

e) Tribalism is in higher education ministry. Workénssome offices speak and work
in the dialect.

f) less attention is given to research

The ADB (2001) proposed some key points that shdméldaken into account,
based not only on the analyses of some Asian ssigtesy, but also in studying the
shortcomings of those countries whose higher |edelcation is not producing any
significant impact.

If efficiency in meeting social demands for develmmt is the aim of the
policymakers, the ADB (2001: 195) advocated thatytbhould consider increasing the
fees of public tertiary institutions, rely more students’ families to carry over a greater
share of the overall costs, and encourage direxdit pnaking activities by higher level
institutions, often in collaboration with indussieAnd all of these measures should be
guided by a high degree of accountability and parsncy in the administration of the
institutions and the commitment of civil societyaawhole. Development in the society,
no matter how development is being address, goasgalith consciousness and
commitment. It not about how much has to be spefinancial terms, but what use we

make with what is available. The ADB (2001) suppdtisat the higher the cost of
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education to the family, the more attention it wgkt from the society. Such a an
argument may be tempting, as it is assumed thatl@eorn to give more value to what
has cost them much. But | disagree with this pmsiais it might decrease the rates of
enrolments and turn higher education into an elitistitution. And finally the result
might the exact contrary of what is expected, theilpge of some. Even though the
ADB (2009:138) argued that there should be settiagfinancial and structural support
of the poor, to avoid the problem of equity andatmid digging the gap between the
rich and the poor. But here again, the problem rigé as to define who is a poor and on
what basis.

It is important to have financial support prograarsd other systems of cost
reduction for those who are unable to bear the, dmdt higher education should be
made accessible to the majority of the populatitw ¥ulfil the academic requisite. And
academic performance should be the primary selectiateria. Fortunately, high
academic performance is not the privilege for tieh.r Achieving high level of
efficiency in tertiary education requires bettearpling of the funds available.

To this, it should be added that quality of theadion system as a whole should
be regularly be evaluated. Usually urban areashangght to have better infrastructures
and facilities than the rural region. And it is @se&d that the quality of the teaching
vary at the same from urban to rural region for $hene level of academic program.
Thus a first degree from the university of a bigy coresumably is given more
consideration that a first degree from one of #he @iniversities in rural area. But such
assumption will not stand long if the students #&t graduating from both regions are
efficient and competitive. Such competitiveness afficiency can be maintained
through regular evaluation of the quality and tludigees taken through the guide of

data and specific indicators. But though there iNaional Institute of Statistics in
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Cameroon, such studies are rarely conducted, atadattaost never available, making
difficult adequate policy planning.

Another aspect in the reforming Higher educatiooppsed by the ADB (2001:
143) is the encouragement of private and non gowem provision of tertiary
education. Private initiatives at the moment in €evon face a lot of bureaucratic
constraints. Rather, private institutions or ley sangovernmental institutions should
be instigated. This is not to say that there shoulde any governmental control over
the provision of higher education by the privatectese but the bureaucratic,
cumbersome, and arbitrary procedures can be relidle increase of private provision
at higher level will promote healthy competitioniathwill in turn benefit to the quality
and the availability. In defending private provisiof higher level education, The ADB
(2001: 143) stated that it can “be crucial to ghmgrcost burden, extending the
opportunity for participation, and encouraging ll@atompetition”.

In summary, despite the Asian examples presentd@reand with the statistics
from the Cameroonian case, large disparities irsgto health, education, and social
services exist between areas within countries, éatwrural and urban populations,
between ethnic groups, and between the sexes.hemd re many elements to account
for such disparities. But as concerns higher edocand health issues in development,
there is way to improvement. The coefficients ofrelation between health issues
variables and higher education enrolment have dstraied that desired outcomes in
health and in higher education can be predicted aofdeved. From the proposition
made by the Professor Lambi Mbifung and Dr. NdeePEbn, and also as stated by the
participants to the survey, reform is a real ndet has to be befitted in Cameroon
Higher Education. What is worth emphasizing onpfrthe example countries and on

the propositions put forth in this chapter, is tmsider the alternatives offered, ideas
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that can be adapt to suit to various contextspWwalig proper historical, socio-cultural,
financial, and environment patterns. There are ipi$si®s; measures should also be
taken. And these measures should emphasize mortheomparticipation of all the

segments of the society, as this is compulsoryhieir success.
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CONCLUSION

1 Summary and conclusions

This work is an insight study of the relation betwepublic and private health
issues in development and higher education in CaomerThe health issues that have
been discussed in this study are birth rate, itgrtéite, death rate, and child mortality.

To begin with, the concepts of Development and Bton have been looked

into. They were analysed from historical, cultusmall social realities and events which
explained their origin. The construction of the cept of development over time and
different meanings the concept of education cantstit the theoretical framework of
this thesis.
The concept of development has been presentedaageln a desirable direction and
its different understandings and meaning were ifladsunder three groups of theories,
holistically organised according to the period dgrwhich they were advocated and
also according to the core idea they convey.

In a nutshell, development throughout this study xen understood as a people-
centred growth which gives the present generatignalso the future generations the
possibility to make choices and fulfil their basieeds, without losing their dignity. The
concept of education has been defined as a bodyhailedge acquired through an
enlightening process. The link between educatiahdevelopment has been established
as it has been contended that Education is a imgtuand a cultivating process same as
development and education stands to produce slalfetiflexible resources (material

and human resources) that can foster developmeiceEning tertiary education,
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Universities and advanced institutions are suitavld appropriate places of research
and learning for development.

The gender parameter was considered in this studypuld be hard to argue that
there are no biological differences between womash men. Clearly, women have a
biological role of reproduction in childbearing. Bhe problem lies in the fact that this
role has been a justification to place constragmtsheir ability to participate fully in
other social activities at certain stages of thees. Though almost all the theories do
not explained the origins and maintenance of patryg male domination is a reality.
All the sections of the society are tinged with Isuc fact. In many societies gender
inequality is a problem. Cameroon is not the exe@mnptneither higher education nor
developments are exempted dimensions or levels.dDtiee huge issues that stand as
an obstacle for women enrolment in education isdba that all women are expected to
get married. There is a popular saying in Camemgbich states that spending over the
education of a girl is watering the garden of tlegghbour. It is like taking care of the
garden of someone else without any assurance thatwll benefit from the fruits of
your labour. The education of girls and women &spnted as a risky enterprise without
a sure return. The education of the society, of wiele society on the benefit of
educating girls and women has been advocated asbf@msneasures to be taken to
reduce gender inequality in education in generdliarhigher education in particular.

Among the problems faced by higher education in €aon, one of them is the
structures and academic models of education theg¢ wenceived as copies and ugly
reproductions of higher institutions of the forniiropean powers that were ruling and
controlling the territory. It created a problem sefructural dependence on, and
submission to, the models of the former coloniak@s institutions. The result of such

dependence has been a situation in which many akfrimiversities and Cameroonian
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universities included found themselves struggliegween a caducous Western model
and its social and economic mission. The tertiastitutions that are functioning now

failed to create a model that could respond toetkigected role of higher education in
inciting national development.

Cameroon is officially a bilingual country which hdeen under the rule of the
French and the British for more than 40 years, amder the German rule before the
French and the British without it being a colonytihe German, nor to the French and
the British powers.

Higher education in Cameroon displays aspectsisthilstorical past as education
in Cameroon is ran by a bi-system- the French hedEnglish systems. Tertiary level
of education is offered by a wide range of educationstitutions. These institutions
include government administered and privately owiversities which offer courses in
the sciences, arts, humanities, polytechnics amphearing, by advanced vocational
training schools and professional schools.

The actual state of higher education in Camersonevertheless undergoing
serious crises, among which are the need for waleeturers, a focus on teaching and
research, and the improvement of vocational, psidesl training and research which
can facilitate the integration in the labour market

Though the socio — economic life of Cameroon wasiing during the first
fifteen years that followed its independence, tlodg economic crisis rapidly stopped
drastically its flow. And the crisis was later fmied by heavy indebtedness of the
nation to foreign international financial institomis. The effects of the indebtedness did
not spare any aspect of the socio economic lifellate layers and of the society were
affected by unpopular measures such as structdpastanent programs which meant

drastic cut downs in the state finances and ineeas tax and levy. Education and
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particularly higher education was heavily affectasth the end of grants and

scholarships and introduction of tuition fees fariversities and other tertiary level

institutions. The cut down in the salary of lectgrencouraged brain drain which on its
own affected the quality of the teaching that waffered.

From the statistical figures concerning health eddcation in Cameroon, it was
demonstrated that there is strong negative linekation between the health issues
studied that is birth rates, fertility rates, ankildd mortality and higher education
enrolment in Cameroon. An exception has been théhdate which only presented a
moderate negative relation with enrolment in teyteducation.

From the findings of this study, health and higbéucation are vital development
components that have to be considered. Given thgeted information concerning
health issues in development and higher educatienstrong linear relation that has
been demonstrated made us to understand that fppedoan be made to obtain desire
results. This is to say that as it has been demaiestin this work that the occurrence of
one phenomenon implies a high probability of thgatee occurrence of the other.
Simply put, the increase of enrolment in higher cadion will mean for example, a
decrease of child mortality. One variable can theisnanipulated to affect the other as
there is a strong link between both variables.

2 Recommendations

The study presents examples from South Korean Sindapore, meaningful
reforms can be undertaken to develop and adaptiaryeeducation system that will
best suit the needs of the local, national anthénlater plan, the global communities. In
the case of Cameroon, reforms have to be undertakencourage the participation of

the whole society (both men and women) in educadiath more particularly in higher
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education for the development of its socio-econolifec But there is still much to be
done.

First of all, there should be a rethinking over thelerstanding of development.
National authorities have to be able to determif&twdevelopment will mean for
Cameroon. Cameroonians should define what developmeans for them. Such
determination can be done through referendum othbylegislative powers; and or
through a national committee composed of Camerosna all works of life, and
which will be set to come out with a consensuseawetbpment. After the obtainment of
a national definition of development, the Governmand legislative authorities will
then have to reflect on National plans and desfgnthe expect growth. As stipulated
in this study, the relation between higher educa#ind health issues is a close one. The
importance of higher education and health issuesldibe among the main focuses to
dwell upon in the understanding of developmentam&roon.

From the personalized definition, and with the @pton of the plans and
projects, a careful monitoring will be required time next steps taken to attain the
identified targets. Flexibility will be required féhe adaptability in the changing social
world.

Social and natural environment should also helplamning development. In the
case of Cameroon, before the oil boom, agricultwees the driving force of the
economy. The large and fertile lands, suitable ther expansion of agriculture can
constitute possible pathway to explore.

More generally, there should be campaigns and progrto create more
awareness among the citizens on the importance doicaéion and health in

development. This is to say that, people shoulthbght on education and health. It is
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not enough to invest in these fields if people dbadhere to their functioning. At every
level of development, the people should be involeder directly or indirectly.

Academic authorities should clearly take a stanthenoutgoing situation. They
have to make meaningful and clear calls to the avgment of the working conditions.
They should be advocating for a national focusamy in the combination of training
and research to socio-economic needs but to wigmah needs in the communities.

3 Suggestions for further research.

The work done on the research for this thesis eadeepened with field works on
a large sample population and figures collecteéctly from the local and national
authority as this information may be available archcopies but not computerized or
accessible online. Also, the researches undertaideite writing this work have
enlighten the challenge that gender inequality sgpresents for the Cameroon society.
It will be interesting to study the legal and sbaanstraints that women face in
education in Cameroon.

Researches can also be undertaken to compareldtierre between other levels
of education such as the secondary or the primady some selected development
issues. It would be interesting to embark on sucitlys as primary and secondary
educations in Cameroon are operating under distjosternmental approaches to

development than higher education.
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ANNEX 1

1.Life: Being able to live to the end of a human life offmal length; not dying

prematurely.

2.Bodily health:Being able to have good health, including reprogeachealth; being
adequately nourished; being able to have adeqbates

3. Bodily integrity.Being able to move freely from place to place;nigeable to be
secure against violent assault, including sexusdua$ having opportunities for sexual
satisfaction and for choice in matters of reprogtunct

4. Senses, imagination, thougl®eing able to use the senses; being able to iraatmn
think, and to reason; and to do these things inag iwmformed and cultivated by an
adequate education; being able to use imaginati@h thought in connection with
experiencing, and producing expressive works arhtsvof one's own choice ; being
able to use one's mind in ways protected by gueeandf freedom of expression with
respect to both political and artistic speech aaddom of religious exercise; being able
to have pleasurable experiences and to avoid noefioc&l pain

5. Emotions:Being able to have attachments to things and psersatside ourselves;
being able to love those who love and care fobes)g able to grieve at their absence,
to experience longing, gratitude, and justified emgnot having one's emotional
developing blighted by fear or anxiety.

6. Practical reasonBeing able to form a conception of the good ancengage in
critical reflection about the planning of one's oVife. (This entails protection for
liberty of conscience.)

7. Affiliation: Being able to live for and in relation to othets,recognize and show
concern for other human beings, to engage in variotms of social interaction; being
able to imagine the situation of another and toehasmpassion for that situation;
having the capability for both justice and friengishBeing able to be treated as a
dignified being whose worth is equal to that ofesth

8. Other speciesBeing able to live with concern for and in relatim animals, plants,
and the world of nature.

9. Play: Being able to laugh, to play, to enjoy recreatiawlvities.

10.Control over one's environmer() Political: being able to participate effectively
in political choices that govern one's life; havihg rights of political participation, free
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speech and freedom of association; NBterial: being able to hold property (both land

and movable goods); having the right to seek enmpéot on an equal basis with others.
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ANNEX 2

o~ '

Chad (Fr.)

Northern Nigeria
(UK)

Oubangui-Chari
(Fr.)

Middle Congo

Gabon (Fr.) (Fr.)

Sourcehttp://fr.academic.ru/dic.nsf/frwiki/780769
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ANNEX 3

1919 - 1960

Afrique
Equatoriale
Francaise
(AEF)

Nigeria

S
s

Afrique = .
Equatoriale
Francaise B
(AEF)

Source : http://afrique.arte.tv/blog/?cat=6

120



ANNEX 4

1961 - 1972 [

Tchad
Nigeria

Republic of
Southe
Camg République
: Centrafricaine

&

Guinea Espanola
=

-~
.' "
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ANNEX 5

Nigeria

Republic
Southe

République
Centrafricaine

1972 - 2009

République
Centrafricaine
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ANNEX 6

Interview 1

Names: Professor Cornelius Mbifung Lambi

Higher education Institution: University of Buea

Position held in the Institution: Former Dean, Hacwf Social and Management

Sciences; Former Vice-Chancellor, University of Bue

1. From your perspective, what do you thing shouldhgerole of Higher Education in

a society like Cameroon?

Answer: To train and equip the younger generation thastites the future
leadership of Cameroon. This aspect of human resodevelopment remains vital
for the socio-economic development of Cameroonlliaraas of human endeavour.
The primordial role of education in both the so@ad academic enhancement and
the outreach to the global society cannot be catieguiestion.

. In practice, is this role been fulfilled?

Answer: Education is a continuous process. The continuaweldpment of
Cameroon following the human resource base canulnddly be regarded as a
signpost or flag bearer of development. Consequethils role is being fulfilled.

. Can the role of Higher Education be improved in €aron?

Answer: Yes it can. From the academic perspective, the amgment of the
knowledge base in this country has been spectacutarthe years. Yet there remain
more areas of improvements in the domain of sciamcktechnology, which remain

the brain child of industrialisation.
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4. Do you thing Higher Education Institutions in Caomn play a determinant in
public Health issues such as Birth rates, infanttatioy?

Answer: Yes. It has played a significant role.

5. If yes, how? And if not, why?

Answer: By training the medical doctors to serve in thegiags in the republic,
meaning that tertiary education has played a sgamf role at the dawn of the third
millennium.

6. From a survey conducted on a sample of Univerdiiglents, according to the
participants, a reform on Higher Education is hygldcommended with an average
score of more than 8 over 10. From your perspecs/éecturer, do you agree that
Higher Education in Cameroon should be reformed?

Answer: Yes, it should be reformed to address issues admedtinterest in the
different segments of the society as previouslycatgd under question three above.

7. What aspects of the Higher Education do you thimdusd be reformed?

Answer: Aspects of science and technology which may helpné&ke things
happen by changing our economy from a strictlyadpural base economy to one of
much greater industrialisation in the years thathead.

8. According to you, what could be the possible obdetado a reform of Higher
Education in Cameroon?

Answer: Perhaps the greatest problem confronting thisrmefom the higher
education system is that of adequate funding angrogpiate qualified human
resources, the problem of policy orientation and tieed for a proper policy

implementation.
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INTERVIEW 2

Names: DR NDE PETER FON
Higher education Institution: University of Bueaar@eroon

Position held in the Institution: Head of DepartinehPublic Health and Hygiene

1. From your perspective, what do you thing shouldheerole of Higher Education in
a society like Cameroon?

Answer. Higher education should be involved in universiagpd advanced
professional training of the Cameroonian no mdtterage. Research should be one
major objective of higher education, in the domamisnnovation technology, in
identifying the needs of Cameroon, in identifyirfte tthreats that can hinder the
development of the nation, in domains that canefosiconomic growth and
improvement in health sciences. Educational progras should be designed to
meet national needs, and should not be “you stuldgtws available” and what is
available may not provide you with a job.

2. In practice, is this role been fulfilled?

Answer: The role if not entirely fulfilled because of lack proper planning.
Little effort is being made to fulfil 2035 ambitiaghat Cameroon will be an emerging
economy. A lot has to be done in the domains ofggnand the provision of basic
life needs (e.g water, safe transport systems,ihgesc)

3. Can the role of Higher Education be improved in €sun?

Answer: The role of higher education can be improved if whége persons are

placed at the write posts or places. Criteria Bdeding those who plan the system

are certainly not the best.
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4. Do you thing Higher Education Institutions in Caoan play a determinant in
public Health issues such as Birth rates, infanttatioy?

Answer: Yes

5. If yes, how? And if not, why?

Answer: This has been entirely the function of the miistt public health. It is
just recently that the ministry of higher educatlmas been involved in authorising
some institutions to run health training programmespecially in reproductive
health. When many reproductive health experts mellrecruited in the ministry of
public health, the situation may improve.

6. From a survey conducted on a sample of Universitgesnts, according to the
participants, a reform on Higher Education is hygl@lcommended with an average
score of more than 8 over 10. From your perspeetbviecturer, do you agree that
Higher Education in Cameroon should be reformed?

Answer: A lot has to be reformed.

7. What aspects of the Higher Education do you thidugd be reformed?

Answer:

a) Match training programmes with national needs

b) Close down or reduce recruitment of students igranmmes that already have many
jobless graduates

c) Professionalize the higher education programmesueh as possible giving more
attention to technical programmes: computer teagyglengineering, agricultural
technology, communication technology, environmehialiene and safety, water
and mineral resources technology, energy develofragn

d) Equip higher institutions to meet the educatioresdds with adequate teaching

equipments ands experts from within and out ofcthentry.
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e) Research intensification through local and inteamati funding, in order to meet
local needs.

f) Create more programmes with terminal degrees (RPlBpecially professional
programmes.

g) Recruit more qualified lecturers from home and abdrand pay them properly to
deliver the knowledge.

h) Encourage, promote and develop innovative initetitsy Cameroonians in every
domain.

8. According to you, what could be the possible oldetato a reform of Higher
Education in Cameroon?
Answer:

a) Lack of proper planning

b) Corruption which is at its peak now

c) Intelligent Cameroonians are in the streets andaddhave the opportunity to
participate in national development. Those whatlagee are not capable of carrying
out reforms because they are not qualified.

d) Recruitment is not done according to needs

e) Tribalism is in higher education ministry. Workénssome offices speak and work in
the dialect.

f) Less attention is given to research
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ANNEX 7

Questionnaire English version

1. What is your level of study?

Primary
Secondary

University

2. Do you have children?

=

Yes

I_No

3. If yes, How many?

1
2
3
4

5

a1 1 1 17

More than 5

4. How many children would you want to have?

il

=]
[ | ]

5. According to you, on a scale of 1 to 10, what has been the importance of
your university studies on your health?

1 2 3 4 5 6 7 8 9 10
irrelevantt T 0T 11T T very importar

6. According to you, on a scale of 1 to 10, has University Studies knowledge
contributed on the health of your family (children, brothers, parents...etc)

1 2 3 4 5 6 7 8 9 10
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irrelevant” I T " T " I" " veryimportar

7. On a scale of 1 to 10, what is your general appreciation of Higher Education
in Cameroon?

1 2 3 4 5 6 7 8 9 10
Badrrl_rrrrrrrvery(;ood

8. On a scale of 1 to 10, do you think higher education in Cameroon has to be
reformed?

1 2 3 4 5 6 7 8 9 10
notatalll I~ I [ I " I I " I highly recommended

9. What is your professional situation?

Student

Looking for a job

On professional training (not paid)
Paid worker

Self employed / freelance worker

O

Entrepreneur (company owner)

10. On a general base, do you think you go to hospital for health problems...

Rarely
Sometimes

Often

[ I e

Frequently
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Questionnaire French version

1. Quel est votre niveau d’études? (plusieurs réponses possibles)

Primaire
Secondaire

Universitaire

2. Avez- vous des enfants? (plusieurs réponses possibles)

-
-

Non

Oui

3. Si oui, Combien?

1
2
3
4

5

I I R R B

Plus de 5

4, Combien d’enfants aimeriez-vous avoir?
R ]

5. Sur une échelle de 1 a 10, quel est | importance des études universitaires
pour votre santé?

1 2 3 4 5 6 7 8 9 10
sansimportancl [~ [ [ [~ T " I" " T |ndispensable

6. Sur une échelle de 1 a 10, quel est | importance des études universitaires
pour la santé de votre famille (enfants, freres, conjoint...etc.)?

1 2 3 4 5 6 7 8 9 10
sansimportancl [~ [ [ [ T " I" " T |ndispensable
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7. Sur une échelle de 1 a 10, quel est votre évaluation sur la qualité de
|’enseignement universitaire au Cameroun?

1 2 3 4 5 6 7 8 9 10
Mauvaisi I I I I I I I I I” Bien

8. Sur une échelle de 1 a 10, pensez- vous que I’enseignement de supérieur au

Cameroun devrait étre reformé?

1 2 3 4 5 6 7 8 9 10
pasdutou [ [ [ I I I [© I" I indispensable

9. Quel est votre situation professionnelle?

-

Eléve/étudiant

Sans emploi

En formation professionnel (emploi sans rémunération)
Employé rémunéré

Auto employé / indépendant

[ R I

Entrepreneur/ employeur

10. De fagon général, pensez vous allez a I’hopital pour des problemes de
santé ...

-

Rarement
Parfois

Souvent

[ .

Fréquemment
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