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ollowing the 1990 Education for All
(EFA) Declaration issued by the inter-
national conference of several United
Nations Organisations (UNESCO, UNICEE
World Bank and UNDP), international policy
talk, education programs and scientific debates
concentrated on enhancing Basic Education in
the so-called Third World. The last EFA “Global
Monitoring Report” issued by UNESCO
(2015) under the title “Education for All
2000-2015: Achievements and Challenges”
summarised what had been achieved largely in
respect to all around ‘basic education’” during
that era.
The Sustainable Development Goals
(SDGs) declared in 2016 by the United Na-
tions for the period of the Agenda 2030, have
changed the concept of ‘education’ consi-
derably (cf. also the special issue on the SDGs
of this journal, ZEP 2/2018). In contrast to
EFAs focus on basic education ‘universal
education’ now means to “ensure that all girls
and boys complete free, equitable and quality
primary and secondary education” (SDG 4.1).
The goal includes higher education, stating to
“ensure equal access for all women and men to
affordable and quality technical, vocational
tertiary education, including university” (SDG
4.3), and it contains implementation schemes
such as “substantially expand globally the
number of scholarships available to developing
countries, in particular least-developed coun-
tries, small Islands developing States and Afri-

can countries, for enrolment in higher educa-
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tion” (SDG 4.b). From this follows: Higher
Education in Africa including international
development cooperation has gained an undeni-
able importance in the international develop-
ment agenda.

Against this backdrop the main focus
of this special issue is directed to Germanys of-
ficial policies and programmes directed to higher
education in African countries. 'This might
sound like propelling official German views
towards Africa, but it is meant to critically re-
flect Germany as a player of the ‘Global North’
navigating within complex African as well as
other cross-border actors in areas of higher
education in Africa. The focus on German ac-
tors also stems from the fact that all (but one)
articles derive from papers presented at the
international conference on “African Connec-
tions” by the German African Studies Associa-
tion (VAD) at the University of Leipzig in June
2018.

The issue starts by discussing the main
‘official’ German institutions and their pro-
grams towards higher education in Africa by
Christel Adick along categories typified as ‘aid’,
‘exchange’, cultural diplomacy’, and ‘trade’. In
contrast to focusing official organisations, /na
Gankam Tambo researches the student-level of
international education transfer. She presents
results of her interviews with Cameroonian
students who study at the Goethe Institute as
compared to those who study at the Confucius
Institute. Centres of Excellence are a promi-
nent variety of programs offered by the Ger-

man Academic Exchange Service (DAAD),
one of which is presented in the article by Jonah
Nyaga Kindiki, Malve von Mollendorff; Karsten
Speck and Paul Webb in which they analyse the
project conditions and its contribution to de-
colonising higher education in Africa. Higher
education in Ethiopia has rapidly expanded
and internationalized in recent years. Claudia
Baumann and Riidiger Lauberbach present re-
search results on institution-building in this
country within a changing landscape that in-
cludes competition from the ‘Global South’
which affects German actors and their pro-
grams in Ethiopia. The education of health
professionals in Africa (instead of abroad) is
important to improve health care services.
Kirstin Grosse Frie demonstrates how the field
of ‘Global Health’ as an interdisciplinary field
might integrate more social sciences (instead of
purely clinical teaching) into future Ger-
man-African cooperation in the education of
health professionals.

It was decided to publish this issue in
English (instead of German) in order to attract
the attention of international scholars and
practitioners who are interested in internation-
al debates on cross-border transfer in higher
education including not least colleagues and

presently acting or prospective counterparts in

Africa.
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Germany’s Higher Education Cooperation in Africa

between Aid and Trade'

Abstract

The following article is directed to summarise different types of
cooperation between Germany and African institutions in respect of
higher education (HE), especially focusing on the main German or-
ganisations operating as (co-)financed by state budgets. Suggesting
the relevance of HE for African middle classes the position of African
universities in international rankings are discussed. The author then
suggests reflecting the specific traits and differences between Aid’,
‘Exchange’, ‘Cultural Diplomacy’ and “Trade’ in education transfers
across borders before presenting German government-backed insti-
tutions and their programmes towards HE in Africa according to
these types of what is mostly called ‘cooperation’ or ‘partnerships’. The
article closes with some conclusions and the contextualisation of Ger-
man HE policies into the broader scene of the HE transfer.

Keywords: international education transfer, international
education policy, international cooperation, foreign cultural and
educational policy, higher education rankings, international
cooperation

Zusammenfassung

Im folgenden Aufsatz wird die Zusammenarbeit Deutschlands mit
afrikanischen Lindern im Hochschulbereich, mit Blick auf die
wichtigsten deutschen staatlichen oder wesentlich mit staatlichen
Mitteln agierenden Organisationen, thematisiert. Vor dem Hinter-
grund der gewachsenen Bedeutung von Hochschulbildung fiir die
afrikanischen Mittelklassen werden internationale Rankings hin-
sichtlich der Position afrikanischer Universititen ausgewertet. Im
weiteren Fortgang wird zunichst vorgeschlagen, sich der Spezifika
und Unterschiede verschiedener Typen grenziiberschreitender Bil-
dungstransfers gewahr zu werden, namentlich ,Hilfe', ,Austausch’,
Kulturelle Diplomatie’ und ,Handel’. AnschlieSend werden die
wichtigen deutschen Akteure und ihre Programme, die meist unter
Etiketten wie ,Zusammenarbeit oder ,Partnerschaft’ firmieren, an-
hand dieser Typen vorgestellt und eingeordnet. In den abschlie-
Benden Folgerungen wird die deutsche Hochschulkooperation in
groflere Zusammenhinge des hochschulischen Bildungstransfers
eingeordnet.

Keywords: internationaler Bildungstransfer, internationale
Bildungspolitik, auswirtige Kultur- und Bildungspolitik,
Hochschul-Rankings, internationale Kooperation

The Challenge: Expansion and reputation of

higher education in Africa
Different from what one might expect — because there is a
tendency to allocate the establishment of higher education in
Africa to colonialism only — African initiatives to demand and
install higher education (HE) date back already to the 19th
century; but they were blocked by colonialism instead of being
welcomed (Adick, 1989). Due to such colonial legacies, but
also other factors like lack of resources and/or political will of
ruling regimes, educational developments in most African
countries and especially HE lagged behind global trends for
long. But nowadays, HE has entered the agenda of Education
for All, since even the UNESCO with its long impetus on
basic education has come to suggest “six ways to ensure higher
education leaves no one behind” (UNESCO, 2017, n. p.).

In recent years, HE in Africa seems to be attracting the
interest of a growing African middle class (Melber, 2016) with
two basic options to acquire ‘academic capital’: either to send
their children to study abroad (outside Africa) or enrol them at
a renowned HE institution at home or in an African country.
German actors interests in HE in Africa may also work both
ways: either to attract and support African students to study in
Germany, or to further African HE institutions or even set up
‘German’ institutions there. The growing importance of Africa
in the international HE scene may well be illustrated by the fact
that in 2016 the 10th “International Further & Higher Educa-
tion & Research Conference” of “Education International”
(which is the global non-governmental trade unions organisa-
tion of personnel working in education) took place in Africa
(in Accra/Ghana) for the first time in its existence. This and
other events bring HE in Africa to the surface of an internati-
onal audience.



As the UNESCO noted (2017, p. 2), HE providers
have become more diverse with more private ones and more
international providers acting alongside or in competition
with national colleges and universities. If there is choice,
there will be comparison and competition. Hence, HE insti-
tutions in Africa have now come to be listed in international
university rankings. Notwithstanding general debates about
the (non-)sense of rankings and league tables in education,
the fact that HE institutions in Africa do appear after decades
of absence from international league tables at least indicates
growing international visibility and debate. In an online-sur-
vey among experts of the German Academic Exchange Ser-
vice (DAAD) who work in the international dependencies
of their stressed  the
importance of rankings especially as assets for entering into

organisation the interviewees
new HE cooperation schemes, for Master programmes and
for scholarships (Burkart & Wittersheim, 2017).?

Two rankings shall be taken as examples here: one
which operates on the basis of popularity (uniRank™), the
other one on the basis of achievements (QS Ranking) — com-
paring their data published in 2018. uniRank™ (formerly 4
International Colleges & Universities or 4icu.org) is located
in Australia and reviews about 13,000 Colleges and Univer-
sities world-wide, which are ranked by web popularity.
Although the criterion of web popularity is widely criticised?
it might be quite relevant for Africa, since access to the in-
ternet has widely spread throughout Africa and surely out-
performs e.g. any sending of brochures by ordinary mail. So
future students, teachers, parents and advisors, do likely
consult the web pages of HE institutions in search of infor-
mation. Also, uniRank™ only focuses HE institutions which
are officially recognized by national or regional bodies. They
include at least four-year undergraduate degrees (Bachelor’s
Degrees) and/or postgraduate degrees (Master’s and Docto-
ral Degrees) which “provide higher education courses main-
ly in a traditional face-to-face learning format delivered
through on-site facilities” (https://www.4icu.org/about/; ac-
cessed 16.02.2018).

The 2018 ranking of the Top 200 Universities in
Africa showed that the top ten positions were nearly exclu-
sively hold by South African universities (cf. tab. 1). Also, if
one looks at the first 20 ranks, the majority (13 from 20)
are South African HE institutions. The ranking further dis-
closes that some long established universities from a few
other African countries — Kenya, Egypt and Nigerian insti-
tutions — are among the top 20 positions, with only one
institution from Mozambique and one from Sudan.’
According to this ranking the distribution of HE by popu-
larity is far from being evenly distributed across African
countries. The ranking also includes foreign universities;
among them the long-established American University of
Cairo (number 10 in 2018), whereas the much younger
German University of Cairo, inaugurated in 2003 subsi-
dized by 10 Million Euros as part of a German government
initiative to increase German transnational exports of HE
to Africa (Adick, 2008, p. 183, 186), occupies rank 30, and
the British University in Egypt rank 63 out of 200 African
universities [https://www.4icu.org/top-universities-africa/;
accessed 16.02.2018].

South African Universities (Ranks)

—  University of Pretoria (1)

—  University of Cape Town (2)

—  University of Witwatersrand (3)

—  University of KwaZulu-Natal (4)
—  University of Johannesburg (5)

—  University of Stellenbosch (6)

—  North-West University (7)

—  University of the Western Cape (8)
—  Rhodes University (13)

—  Universiteit van de Vrystaat (106)

—  Cape Peninsula Univ. of Technology (18)

Universities in other African countries (Ranks)

—  University of Nairobi, Kenya (9)

—  American University of Cairo, Egypt (10)

—  University of Lagos, Nigeria (11)

—  Ahmado Bello University, Nigeria (12)

—  Cairo University, Egypt (14)

—  University of Ibadan, Nigeria (15)

—  Univ. Eduardo Mondlane, Mozambique (17)
—  University of Khartoum, Sudan (19)

—  University of Nigeria, Nigeria (20)

Table 1:
The Top 20 Universities in Africa according to uniRank™ 2018;
Source: own elaboration on the basis of 2018 data from uniRank™
[https:/fwww. dicu.orgltop-universities-africal; accessed 16.02.2018]

QS University Ranking compares HE institutions ac-
cording to achievement criteria. The 2018 ranking will be re-
ferred to [https://www.topuniversities.com/university-rankings/
world-university-rankings/2018; accessed 17.02.2018]. This
organisation offers world-wide rankings and regional rankings
including a ‘region’ called BRICS — the rising economies of the
world (Brazil, Russia, India, China, South Africa) — but no
region called “Africa” [https://www.topuniversities.com/regio-
nal-rankings; accessed 17.02.2018]. But researchers can find a
link to African Universities which states that 18 African uni-
versities were among the 1,000 universities of the 2018
ranking, most of which (but not all) are listed in the second
half of the ranks (from rank 501 onwards), and most of which
are located in South Africa [https://www.topuniversities.com/
university-rankings-articles/world-university-rankings/
top-universities-africa; accessed 17.02.2018].

Extracting the African universities in order of
appearance in the original ranking of the 1,000 universities
world-wide (cf. tab. 2), the QS University Ranking includes
nine universities located in South Africa, and nine in other
African countries, most of them in Egypt.

If one compares the two rankings (both for 2018), there
are a lot of similarities, especially in respect of the dominance
of South African universities in the first place and Egyptian in
the second place, compared to the low entries from other Afri-
can countries. What would this mean for international coope-
ration in HE? It could mean very different and contrasting
challenges — depending on the motives of the — possible —
foreign donor or investor in HE. If South Africa leads the ranks
of African universities, this might as well attract the installation



of non-profit, but high fees demanding or even profit seeking
foreign university branches from the ‘global North’ as well as
calling for development aid for countries whose HE systems are
wanting. Because the HE system in South Africa is seemingly
well reputed, foreign cultural and educational policies could try
to attract especially South African students to study in their
countries and possibly remain (e.g. in Europe) to fill open po-
sitions in the academically skilled labour market (e.g. doctors
or ICT personnel). In contrast, however, the dearth of study
opportunities for African youths in some African countries
might also motivate governments, foundations, churches and
others in the ‘global North’ to increase their scholarship pro-
grammes and other aid schemes directed to HE in Africa.

South African Universities (Rank)

—  University of Cape Town (1)

—  University of Stellenbosch (2)

—  University of Witwatersrand (3)

—  Universiy of Pretoria (6)

— Johannesburg University (7)

—  Rhodes University (8)

—  University of KwaZulu-Natal (8)

—  North-West University (12)

—  University of the Western Cape (12)

Other Universities in Africa (Rank)

—  American University of Cairo, Egypt (4)
—  Cairo University, Egypt (5)

—  Ain Shams University, Egypt (8)

—  University of Alexandria, Egypt (11)

— Al Azhar University, Egypt (12)

—  Makerere University, Uganda (12)

—  Universit¢é Mohammmed V, Morocco (12)
—  University of Ghana (12)

—  University of Nairobi (12)

Table 2:

Top Universities in Africa according to QS University Ranking 2018;
Source: own elaboration according to data of the QS University Ranking 2018
[https:/fwww.topuniversities.com/university-rankings-articleshworld-university-

rankings/top-universities-africa; accessed 17.02.2018]

What is meant by HE cooperation?
First, it has to be clarified what is meant by ‘higher education’
(HE). Since long, in many countries including Germany, this
term would have alluded to the idea of ‘classical’ universities.
But in the meantime other institutions and terms have been
created such as the ‘Fachhochschulen’, translated into English
as ‘universities of applied sciences’, in Germany, or post-
secondary polytechnics and academies. Problems of translating
foreign terminology into national languages add to confusion,
since an institution which exists in one country does not
necessarily have a structural counterpart in another country. It
is therefore eminent to reflect the terms in discussions and
publications, as may be exemplified by a little episode (cf. Adick
2018b, p. 15): In a first press release of the German UNESCO
Commission announcing the already-named UNESCO policy
paper on “six ways to ensure higher education leaves no one
behind”, the term ‘higher education’ was translated into the

German ‘Hochschulbildung’, which, however, was corrected in
a second press release only about 2 V% hrs. afterwards to mean
‘tertidre Bildung), i.e. tertiary education, including a footnote
to explain that ‘tertiary education’ includes advanced vocation-
al and further education, which means Levels 5 to 8 of the
ISCED (International Standard Classification of Education) in
its version of the year 2011; i.e. short-cycle tertiary education
(level 5), Bachelor’s Degree or equivalent (level 6), Master’s
degree or equivalent (level 7) and Doctorate or equivalent (level
8). Reflecting such terminological details is eminent in any
forms of international cooperation in higher education, be-
cause it cannot be taken for granted that all trainings and cer-
tificates, e.g. in realms such as nursing, management or techni-
cal studies, are equally allocated to ‘tertiary’ level institutions in
every country.

“Cooperation” in education and other realms is often a
‘catch-all’ phrase for very diverse and even contradictory for-
mats of ‘connections’ between persons and organisations.
Everybody alludes to ‘cooperate’ with one another; who or
which organisation would overtly declare in a website or a pro-
gramme brochure to aspire to extract profit, exploit somebody,
or influence her or him politically by the educational pro-
gramme which is offered? From this observation stems the title
of this article: “between aid & trade”. Instead of globally spea-
king of ‘cooperation’ or ‘partnerships’ this will be differentiated
into four types which represent variations of ‘international
education transfer’ (cf. fig. 1) which stands for the transnational
mobility of educational ideas, reform concepts, personnel, fi-
nances and goods across national borders (cf. Adick, 2018a). It
is supposed here that any cooperation or transfer also means
interference into national and local HE policies from the out-
side and that all partnerships should be regarded as more or less
overtly ‘strategic’.

All variants apply cross-border activities with different
types of actors, e.g.: individuals, governmental or non-govern-
mental organisations, philanthropic foundations, churches, for
profit enterprises, or national and international organisations,
each of them acting according to their own motives and
arrangements. Grosso modo “Aid” is associated with donations
to recipients in need, such as schools that lack books or furni-
ture, teachers without salaries, or ministries lacking finances for
an education reform (Scheunpflug, Wenz & Wirth, 2018). In
contrast, “Cultural Diplomacy”
across borders as part of the official foreign policy of a given

means educational transfer

country with foreign cultural institutes (e.g. Goethe and Con-
fucius institutes) and foreign schools abroad as most obvious
examples (Adick, 2016). “Exchange” alludes to formats of ‘con-
nections’ that are encompassing ‘true’ vice versa cooperation,
i.e. implying factual (and not just proclaimed) reciprocity like
mutual visits and study semesters of students in partnership
arrangements such as the ERASMUS scheme in the European
Union (Feyen & Krzaklewska, 2013) which has in the mean-
time been enlarged to reach out to non-European students
including students from Africa by “ERASMUS +” Programmes.
Contrastingly, “Trade” is applied to entrepreneurial types of
international education transfer, meaning education as a
business: Clients have to pay fees, which may be meant ecither
to cover the costs of the provider or be overtly commercial and
profit-secking or a mix of both according to the strategic



219 ZEP

~.Cooperation®
across borders

——N—

| Aid

| | Cultural Diplomacy | |

Exchange |

| Trade

| | others (e.g. consultancy) |

Figure 1: Types of international education transfer; Source: own elaboration

development of such ‘education companies’ (Adick, 2014).
Even though it is not always easy to unanimously accord these
types to specific programmes or institutions, it is suggested here
that these four types of international education transfer may
well serve to analyse motives and formats of existing German
HE transfers in Africa as, in principle, also those of other coun-
tries (which, however, are not discussed here).

German government-backed international

higher education transfer
The article will try to give an overview of German HE transfer
according to the four types of cross-border relations discussed
above. Main actors in this very complex scenery will be
sketched, whereby special attention is given to important
governmental institutions which regulate, finance and control,
not least by giving incentives and issuing programmes to sup-
port HE transfer to African (or other) countries. In this article,
therefore, the main focus lies on ‘official’ German actors and
activities.’

Considering “Aid” the German Federal Ministry of
Cooperation and Development (BMZ) supports the SDGs
(Sustainable Development Goals)/Agenda 2030 of the United
Nations (BMZ, 2015). Education is targeted by the fourth
SDG (cf. Adick, 2018b); whereby two points are relevant for
HE transfer to Africa: the objective to ensure equal access also
to tertiary education, including university (SDG 4.3) and the
demand to increase numbers of scholarships for students from
‘developing countries’ (SDG 4.B). Africa has become the pri-
ority continent of German development ‘aid’ cooperation-
type, working in about 32 (of the 54) African countries with
about half of German bilateral funding going there. The BMZ
(2014) declared a ‘new Africa policy’ condensed in ten points,
one of which is directed towards ‘prospects of Africa’s youth’
including training and youth exchange. The BMZ (2015) has
also issued an “education strategy” which declares a growing
focus on vocational and tertiary education including the sup-
port of the Pan African University and the spread of ICT in
Africa. It offers additional 1.000 scholarships for Africa plus 7
bilateral graduate schools plus a Skills Initiative for Africa. Im-
portant to say, the BMZ is also the leading institution to co-
fund the numerous German non-state actors projects in the
so-called Third world considerably, like such ones from
churches, foundations or NGOs. The total Federal Budget of
BMZ (year 2017) amounted to: € 8,541 Billion.

Among other German actors, the BMBF has also in-
creased its activities directed to Africa parts of which turn out to
be of the ‘aid’-type. The first such strategy was issued for the years

2014-2018 (BMBE, 2017a). The recently renewed Africa strategy
(BMBE, 2018) was headlined as “Creating Prospects!” and expli-
citly claims to be in line with the “Agenda 2063” of the African
Union and its sector specific strategies. The BMBF supports some
‘Maria Sibylla Merian International Centres for Advanced Studies
in the Humanities and Social Sciences’ in Africa, the first of which
has been inaugurated at the University of Ghana, Legon in 2017
(BMBE, 2017b). German partner institutions are the University
of Freiburg (coordinating), the German Historical Institute at
Paris, the German Institute of Global and Area Studies (GIGA)
in Hamburg and the Frankfurt and Konstanz Universities. Scien-
tists of the various institutions and disciplines will collaborate in
tackling mixed topics along migration and rural development,
energy and resources in Africa.

The “Exchange™type of cross-border relations is clearly
connected to the long-established German Academic Exchange
Service (DAAD). Looking at overall figures, Germany ranges
among the top 5 for international students (after USA, GB, Aus-
tralia & France; 2013). But when comparing flows of foreign
students both ways it needs to be stressed, however, that African
students studying in Germany are by far outnumbering German
students studying in Africa (22.900 Students from Africa in Ger-
many [2015] vs. 800 Students from Germany in Africa [2013]
(DAAD, 2016a). The top ten target countries of German HE
institutional relations with Africa are (in absolute numbers and
disregarding study subjects): Egypt (20), South Africa (17), Kenya
(14); Ethiopia, Morocco, Tunisia, Rep. Congo, Tanzania, Ugan-
da, Nigeria and Cameroon follow with lower numbers of official-
ly recorded relations. There are special programmes like AGNES:
African-German Network of Excellence in Science. But joint or
double degree programs in a subject like “education” seem to be
rare; only one example of a joint M.A. Degree (120 ECTS) in
‘International Education Management’: PH Ludwigsburg & Ger-
man Arab Master Program Egypt could be found (Schmees,
2014). On the basis of ‘lessons learnt’ from existing projects the
DAAD (2016b) has issued guidelines for potential German actors
on how to start HE cooperation with African partners. Total
DAAD budget (year 2016): € 500.3 Million; of mixed origin
(35% AA; 25% BMBF; 10% BMZ; 21% EU; 7% others).

The key agent in “Cultural Diplomacy” is the Auswirtiges
Amt (AA), the German Federal Foreign Office, since cultural and
educational policies are the ‘third pillar’ of the official German
foreign policy (besides the economic and political pillars). The AA
operates via “intermediary organisations” (Mittlerorganisati-
onen), such as Goethe Institutes, the Alexander von Humboldt
Organisation and others. In view of HE it needs to be highlighted
that a particular “Science Diplomacy” (Aufenwissenschaftspoli-



tik) concerning science & technology cooperation has explicitly
been defined as part of the German cultural and educational di-
plomacy since 2009 (Rennkamp & Seabra, 2009). Examples for
financial flows are: 7.1 Mio. Euros subsidies for the education
system of Ethiopia or finances for the Pan-African University
amounting to 9 Mio. Euros (2011-2016). The total Federal Bud-
get of the AA (year 2017) amounted to € 5,232 Billion.
Allocating HE as a “Trade“ to the BMBF (the German
Federal Ministry of Education and Research) needs to be
explained: Due to Germany being a federal state which grants
cultural autonomy (including education) to each member
state, the federal ministry of education’s influence or interferen-
ce into the public education systems of its member states is li-
mited and restricted. So the BMBF has to operate in realms
which lie ‘outside’ of the school systems. In its work the BMBF
focuses HE as two pillars: (I) scientific research, (II) education
in the “tertiary sector” including further & vocational educa-
tion which are not part of the ‘school system’ which at present
matches the changing role of HE considering Life Long
Learning to be part of the mission of universities today (Field,
Schmidt-Hertha & Waxnegger, 2017). Germany’s experience
with HE institutions of Applied Sciences (teaching and
research for ‘practicable’ or ‘marketable’ results) also attracts
co- operation with German and African industries, firms and
corporations. It should be noted that the BMBF budget for
Africa has increased from 12 million Euros (2005) to 58 milli-
on Euros (2015) (BMBE 2017a). In 2001, the BMBF had
started a programme called iMOVE (International Marketing
of Vocational Education) with the Motto “Training — Made in
Germany” in order to sponsor and monitor German education
enterprises venturing overseas (Adick, 2014). In the meantime
iMOVE has been moved to the BIBB (Federal Institute for

Vocational Education and Training), but still operates under
the auspices of the BMBF to facilitate German exports of —
postsecondary — vocational and technical education. It issues
market studies addressed to potential German education pro-
viders interested in — among many other countries — Egypt,
Kenya, South Africa and Tunisia in Africa (https://www.
imove-germany.de) as well as ‘success stories’ of German part-
ners in Africa, some of which fall into the category of HE, like
a commercial (€ 7.500 fees) joint MBA programme of the
Frankfurt School of Finance and Management and the Protes-
tant University of Kinshasa (BIBB/IMOVE 2014, p . 18f.). But
the BMBF also dispatches “Science Representatives” (Wissen-
schaftsreferenten) to the German Embassies, which allocates it
also to the fields of ‘Cultural Diplomacy’ meaning that not all
its activities may be classified as ‘trade’. The total Federal Bud-
get of BMBF (year 2017) was € 17.6 Billion.

Since the year 2000 there have been various DAAD
programmes to further German entrepreneurial HE transfers,
which makes the DAAD another player in ‘trade’, an outstan-
ding example being the above-mentioned German University
of Cairo (Adick, 2014). Support for HE business across borders
also comes from economic policy talk on the global science
system (Weltwissenschaftssystem) demanding (more) trans-
national HE of German providers (vbw — Vereinigung der Bay-
rischen Wirtschaft, 2012, p. 25 ff., p. 10). Furthermore, it
should not be forgotten, that education as an ‘export’ product
also includes the pro-active ‘import” of foreign students, espe-
cially so if foreign students have to pay university fees like in
most such students ‘importing’ countries like Australia, Great
Britain and USA (not — yet? — so in Germany) but in any case
regarding the expenses for their living that international stu-
dents pay in their host country. Germany is also keen of

Aid Exchange Cultural Diplomacy Trade
Logic donor-recipient reciprocal relations [ Part of foreign policy | entrepreneurial
relations relations across
symmetric nation-branding national borders
dependence communication (non-profit or
profit-oriented/fully
commercial)
Actors NGOs, religious or | Educational and The foreign office/ Entreprises

philanthropic scientific organiza- ministry and its (often/or initially
organizations tions (partly state cultural broker org. | co-financed by state
(mostly co-financed | co-financed) (financed by the agencies)
by state agencies) state)
Leading German BMZ DAAD AA BMBF
Governmental (German Federal (German Academic | (German Federal (German Federal
Institutions acting in | Ministry of Coope- | Exchange Service) Foreign Office) Ministry for Educati-
HE in Africa ration & Develop- on and Research)
ment) & BMBF & DAAD

Table 3:

Germany’s international higher education transfer; Source: own elaboration




attracting international students, but one has to look which
countries are considered promising (and which obviously not).
GATE Germany (https://www.gate-germany.de), a consorti-
um by German HE institutions which was established in 2001,
still operates under the DAAD and supports German HE in-
stitutions in marketing their presence overseas. GATE Germa-
ny also issues market studies of potentially attractive countries
for German HE exports (African countries: Egypt, Tunisia,
Kenya and South Africa). The German model of dual training
systems in vocational education — i.e. mixing in-company and
part-time school teaching — which is known to be a popular
model in German ‘development aid’ around the world, does to
some extent also exist in the HE scenery in Germany, and — is
discussed for its potential value in German HE exports (Masch-
ke, 2015). A new partnership programme “Entrepreneurial
Universities in Africa” (EpU) which the DAAD started in 2018
with first venues in Kenya, Tunisia and Morocco points into
the same direction.

Conclusions and open questions
The institutions and programmes referred to above are far
from exhaustive. They are all to a larger or lesser extent
government-backed either in the sense of having originated
from and being practically completely run by government
institutions (or their ‘intermediaries’ like the Goethe Institute
or the Alexander von Humboldt Foundation), or being spon-
sored or heavily co-financed by government incentives. In this
perspective, then, we can call them the ‘officiall German
policies towards higher education in Africa.

Motives for these connections are varied and not al-
ways outspoken. Ubiquitous terms like ‘cooperation’ or ‘part-
nerships” stand for widely different forms of contacts and
connections and often obfuscate intentions and realities be-
hind the curtains which calls for more precise analysis such as
the variations of ‘aid’, ‘exchang¢’, ‘cultural diplomacy’ or ‘trade’
depicted in this article. As it seems, the main actors tend to
serve a variety of motives at the same time, even applying
similar techniques such as market studies for German educa-
tion exports (iIMOVE and GATE Germany) and often
working together or perhaps at times even competing for the
same projects. It is not easy, thus, to determine the overall
objectives of German HE transfer to Africa. Is it in the name
of mutual exchange with African colleagues or meant as assist-
ance for the still ‘underdeveloped” higher education sector in
Africa? Or does it want to further nation-branding (uphol-
ding the notion of ‘made in Germany’) or Germany’s conti-
nuing success as an ‘export nation” on the world market? But
which types and motives ever, German and African actors
status as basically unequal partners still remains a fact. Who
has ever heard of an African enterprise which offers university
courses in Germany? Or seen an African country operating
for instance a Swahili Institute in Berlin? Or has found
Africa sending consultants to European ministries? From this
follows the need to consider the underlying power imbalance
in whatever variation of ‘cooperation’ or ‘partnership’.

The real outcomes and impact of many programmes
would need more scientific research and debate. What has
been intended and proclaimed might not come true. Unin-
tended consequences might appear, or things that have been
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kept obfuscated come to the surface. For example enhancing
academic institution-building in Africa with German finances
devoted to development cooperation (‘aid’) might turn out to
‘produce’ qualified African personnel who are then,
intentionally or not, ‘drained’ towards needy sectors of the
German job market. Instructing technicians, nurses, doctors,
and others, in Africa by means of German ‘development aid’
may thus turn out to be less costly than to finance respective
higher education training in Germany, be it for Germans or
for international students. But where are such implications
openly discussed?

The article highlighted the German case (only). This
means, a comprehensive analysis of the role of foreign actors in
HE in Africa needs to include more perspectives which have
not been discussed in this article: First, the perspectives of Af-
rican actors who are by far not only by-standing, because
speaking of basically unequal partners does not mean complete
powerlessness. African politicians, professionals, scientists, par-
ents and others are the ones who choose or reject external ‘part-
ners’ for ‘cooperation’ along with their own considerations and
criteria of who is found apt for what, whereby it would also be
naive to suggest that all African actors’ motives were always
alike. Second, there are other foreign actors in HE fields in
Africa who are also offering models and programmes of HE
with their own aid, trade, exchange, diplomatic or other objec-
tives. Parts of them are run or subsidised by foreign states (like
the UK, USA, Australia), others stem from philanthropic foun-
dations (e.g. those of Bill & Melinda Gates or George Soros)
or from enterprises, churches or NGOs. In discussions about
relations between Europe and Africa foreign actors are often
classified as belonging to ‘the global North’™ vs. ‘the global
South’. But appealing as this seems to be at first sight, it might
be misleading in the long run, since external HE providers from
anywhere should better be evaluated according to their objec-
tives and practices instead of their national or regional origin
only.

Notes

—

The article is based on my paper given at the international conference ,African
Connections by the African Studies Association in Germany (VAD) at Leipzig
University, in June 2018 in a panel which was explicitly directed to: (a) contem-
porary examples of cooperation (b) between German and African institutions in
respect to higher education especially focusing on (c) ‘official” German organisa-
tions (co-)financed by state budgets.

2 The interviewees with counterparts in Latin America, North America and Asia
found rankings most important, but (still?) less so the few interviewees (only 4
out of a total N=56) with counterparts from Sub-Sahara Africa.

3 For a critical appraisal of this organisation and rankings by popularity see Maslen
2010; in the meantime, however, the organisation has changed some of its pro-
cedures.

4 uniRank™ also offers lists by country. Taking the example of Ghana, the first
places in this country are occupied by (1) University of Ghana (Legon), (2)
Kwame Nkrumah University of Science and Technology (Kumasi), (3) Universi-
ty of Cape Coast Cape Coast), and (4) University of Education Winneba (Win-
neba); hteps://www.4icu.org/gh/, accessed 16.02.2018.

wn

Besides the governmental institutions discussed in this article there are other
German actors who run programmes concerning higher education in Africa and
which would therefore need to be considered for a full picture of German rela-
tions with higher education in various African countries. Among non-state actors
the Volkswagen Foundation’s long-term “Knowledge for Tomorrow. Cooperative
Research Projects in Sub-Saharan Africa” established in 2003 should be noted, as
well as scholarship and other programs of the Churches and non-governmental
organisations.
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Abstract

This paper looks into decolonisation as a guiding principle for
North-South academic cooperation towards the United Nations
2030 Agenda on Sustainable Development adopted in 2015. The
purpose of this article is to examine the German Academic Exchange
Service (DAAD) funded African-German cooperation within the
East and South African-German Centre of Excellence for Educational
Research Methodologies and Management — CERM-ESA — and reflect
on its conditions and its contributions to decolonising higher edu-
cation. The article draws on relevant literature and reflects on
CERM-ESA activities, face-to-face discussions with CERM-ESA
faculty and students. The findings have practical implications for
North-South cooperation partnerships aimed at decolonising higher
education in Africa.

Keywords: North-South cooperation, decolonisation, Germany, Africa,
German Academic Exchange Service (DAAD)

Zusammenfassung

Der vorliegende Artikel nutzt das Konzept der Dekolonialisie-
rung als Leitlinie und Orientierungsrahmen fiir Nord-Siid
Hochschulkooperationen, die einen Beitrag zu den nachhaltigen
Entwicklungszielen der Vereinten Nationen (Sustainable
Development Goals) leisten wollen. Dabei wird die Dekolonia-
lisierung von Hochschulen, insbesondere in Afrika, als notwen-
dige Voraussetzung fiir die Demokratisierung der Wissenspro-
duktion sowie fiir die gesellschaftliche Relevanz von Wissenschaft
in afrikanischen Kontexten diskutiert. Neben relevanter Litera-
tur bezieht sich der Beitrag praxisnah auf Aktivititen, Diskus-
sionen und Entwicklungen des vom Deutschen Akademischen
Austauschdienstes (DAAD) geforderten Projekts Ost- und Siid-
afrikanisch-Deutsches Fachzentrum fiir Bildungsforschung und
Bildungsmanagement — CERM-ESA der letzten fiinf Jahre. Das
Ziel dieses Artikels ist es, die Bedingungen und Beitrige des
CERM-ESA Projekts zur Dekolonialisierung zu reflektieren. Die
Ergebnisse dieser Reflektion liefern praktische Hinweise sowie
Anlisse zum Uberdenken fiir dieses und #hnliche Nord-Siid
Hochschulkooperationsprojekte.
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Schliisselworte: Nord-Siid Bildungskooperation, afvikanisch-deutsche
Hochschulpartnerschafi, Dekolonialisierung, Deutscher Akademischer
Austauschdienst (DAAD)

Introduction
The notion of countries in the global North and the global South
frame nations as either being rich, developed countries or poorer
developing countries in need of assistance. Though this categorisa-
tion makes little geographical sense, the differences between nations
in the global North and in the global South are clear in the socioeco-
nomic and political spheres. However, there are also implicit and
generally less well recognised psychosocial and experience-based in-
equalities rooted in the history of colonisation, racism and the strug-
gle for liberation and decolonisation (Barongo-Muweke, 2016).
These issues pervade most academic institutions in the global South
and are evidenced by the often severe lack of material resources and
equipment, very high student/staff ratios, high student numbers, low
throughput rates, poor study environments for students, inadequate
working conditions for the academic staff and low research outputs
(Addo, 2010; Aina, 2010). At the same time, educational institu-
tions, schooling and concepts of formal education in East and South
Africa still largely rely on inherited models created in Europe and
imposed by the former colonisers (Ordorika, 2017). Odora Hoppers
(2002) points out that even the social construction of the reality of
people in Africa is largely being defined not in Africa but elsewhere
and Brock-Utne (2017) stresses that foreign (colonial) languages still
dominate as languages of instruction in secondary and tertiary edu-
cation institutions in East and South Africa. As such, if African uni-
versities are to position themselves as locally and nationally relevant
institutions and equal players in the global arena, they need to
change their mode of knowledge production, content and nature of
knowledge systems and seek partnerships that help pursue the need-
ed change (Aina, 2010).

‘The East and South African-German Centre of Excellence
for Educational Research Methodologies and Management
(CERM-ESA), which is at the centre of the following

discussion, has attempted to position itself and operate within



the underpinning structural and institutional inequalities
resulting from the history of colonialism and current economic
and political power relations between the North and the South.
Similarly, it has attempted to respond to the call to decolonise
education and educational institutions in order to make educa-
tion meaningful and serve local communities, rather than in-
advertently reproduce the social, political, economic and cul-
tural inequalities.

CERM-ESA background and objectives
CERM-ESA is one of eleven Centres of African Excellence
funded by the German Academic Exchange Service (DAAD)
with funds from the German Federal Foreign Office (AA) at
different Universities across Sub-Saharan Africa. Besides Moi
University, CERM-ESA project partners are the University of
Oldenburg, the Nelson Mandela University in Port Elizabeth,
the University of Dar es Salaam and the Uganda Management
Institute in Kampala. The physical Centre of CERM-ESA was
launched in 2015 at Moi University, Eldoret, Kenya.

The objective of the overall DAAD funded Centre of
African Excellence programme is spelled out on its website: “By
establishing Centres of Excellence at leading African universi-
ties, the DAAD aims to create modern educational capacities
of supra-regional influence. The improvements in the
educational quality and the greater research capacity available
at these world-class hubs will enable the next generation of
leaders to acquire training in line with international standards.
The goal for each centre is to strive to develop its own impact
on the region and beyond” (African Excellence: Fachzentren,
n.d.).

The impacts expected by these Centres of African
Excellence are framed by the United Nation’s Sustainable
Development Goals (SDGs) and all project activities fall under
the monitoring used for development cooperation projects
funded by the German government. Within this framework,
CERM-ESA is particularly oriented towards SDG 4: qualizy
education, as well as the African Union’s Agenda 2063 with its
Continental Education Strategy for Africa (African Union Com-
mission, 2016).

During the first funding phase (2014-2018), CERM-
ESA’s focus was on three programme pillars: 1) the academic pro-
gramme, 2) the capacity building programme and 3) the research
programme. A fourth pillar focusing on teacher professional deve-
lopment was added to CERM-ESA’s programmes for the second
funding phase (2019-2023). Unlike many similar projects at uni-
versities, this programme is fully funded and the German-African
Centres enjoy relative freedom in their choice of subject area and
activities. Despite the original call, CERM-ESA was able to con-
vince the funder to include more than one African partner insti-
tution in order to create a South-South-North network instead of
bilateral North-South collaboration. CERM-ESA adopted a con-
ceptual framework using theories of internationalisation and en-
gagement of higher education institutions (Méllendorff, Kurgat &
Speck, 2017) and set out with the following objectives:

—  Advance and expand excellent and innovative educational
research on methodologies, instruction and management
strategies for African contexts (Research Programme: e.g.
collaborative supervision of theses, research workshops and
joint international research projects);

—  Teach and train future educational leaders in terms of research
methodologies, innovative management solutions and
instruction techniques rooted in and for African contexts on
Master's and PhD level (Academic Programme: e.g.
postgraduate scholarships, annual research schools, master’s
degree programme, collaborative teaching);

—  Advance capacity building and professional development in
academia and management of the participating universities
for sustainable institution building and for teachers and
school principals to improve education and leadership in
schools (Capacity Building Programme: short learning
programmes, teachers and principals’ in-service training
days, workshops).

What has been an important evolution of the CERM-ESA part-
nership over the past four years has not only been a frank recogni-
tion of the explicit and implicit challenges of higher education
institutions in the Souzh, but also the acknowledgement that a
shared understanding of what is meant by decolonisation is required
if partners are to consensually frame cooperative objectives and
practices. The needs of higher education institutions in the Souzh
as understood by the initiators of the project were explicit in the
funding proposal. However, a shared understanding of decoloni-
sation and its use as a guiding principle for academic cooperation
only emerged and became clearer as individuals in the partnership
engaged authentically with one another in ways that enabled real
change. In order to explain the processes of authentic engagement
it would be salient to examine more general notions of what is
meant by decolonisation.

Excursus: Decolonisation
Issues around decolonisation or Africanisation are not new and are
not uncontested. Initially, resistance to colonialism from nationa-
list movements demanded radical restructuring of the power rela-
tions between the colonisers and their colonies (Horowitz, 1970;
Goldberg, 1986). As such, what many have most often in mind
when they think of decolonisation are the African postcolonial
experiments in nation-building projects that took place in many
newly independent African countries in the 1960s and 1970s
(Mbembe, 2016). Decolonisation meant the dismantling or reor-
ganisation of systems and structures set in place during the period
of colonisation. Explicitly, it was seen as the process in which co-
lonies previously controlled by imperialist systems gradually be-
came politically independent. However, it soon became apparent
that some elitist and exclusionist tendencies in the inherited
models of colonial higher education institutions were not suffi-
ciently addressed in the decolonisation and reform processes. It
also became apparent that decolonisation had more far-reaching
consequences and that education has a central role to play. From
a higher education perspective, and in a deeper sense, decolonisa-
tion has been described as the process of freeing minds from

ideologies entrenched during periods of colonisation (Goldberg,
1986; Barongo-Muweke, 2016).

As Tade Akin Aina (2010), a former professor of sociology at the
University of Lagos, puts it:
“For most nations of Afvica in particular, given the bistories
of slavery, colonization, apartheid, and inequitable econom-
ic development — often interpreted by some as expressions of
collective racial andfor cultural inferiority — genuine intellec-



tual self-determination (not to be confused with intellectual
isolation or ‘intellectual autarky) is a political, economic,

and cultural imperative” (p. 23 f.).

Lebakeng, Phalane and Dalindjebo (2006) add on the point of

contextualisation of knowledge:
“From the perspective of the sociology of indigenous knowl-
edge, the assumptions which constructed Western thought,
literature and traditions are not universal but are derived
[from specific and discreet Western experiences prescribed by
specific historical levels of economic and industrial develop-
ment. Implicit in this perspective is that standards are not
universal but contextual” (p. 74).

The implications of the above are that knowledge democracy and
the narrowing of inequalities in academic knowledge production
growing from intellectual self-determination are important issues
to be considered when talking about decolonisation. These issues
came to the boil in South Africa in 2015, where universities, as
knowledge producers, became the focus of the decolonisation de-
bate: students and staff members called for the decolonisation of
the curriculaand an end to Western dominated knowledge systems
that fail to represent the diverse knowledge systems in the world
(Hall & Tandon, 2017; Heleta, 2016; Molefe, 2016).

Decolonisation in the context of higher education,
therefore, not only refers to processes of gaining institutional and
political independence, but also to the imperative of intellectual
and academic self-determination and the contextualisation of
knowledge, research, teaching and learning.

CERM-ESA’s approach to decolonisation
CERM-ESA’s approach is premised on the belief that collaborative
partnerships in a North-South context require joint responsibility
in terms of consciousness of the psychosocial and experience-
based inequalities rooted in the history of colonisation. Issues of
consciousness are seen as both enablers and barriers to the process
of decolonisation. CERM-ESA activities focus on methods and
approaches that are rooted in and regarded most appropriate for
the African context. In doing so, they aim at overcoming ideolo-
gical barriers by promoting genuine and equal partnerships with
mutually negotiated criteria as to whose education in whose interest

(Brock-Utne, 2000) is at stake.

The management level
The conception phase of CERM-ESA started in early 2014 under
the auspices of the German partner institution (University of Ol-
denburg), but also included long standing formal partner univer-
sities in South Africa and Tanzania. Input was also provided by
individuals from the Uganda Management Institute.

On the level of the overall funding scheme of the African
Excellence programme, DAAD recognised the need for the partners
to meet and prepare the proposal together and thus, provided funds
for a preparatory workshop — certainly not the standard route but
needed in order to start the dialogue and conceptualise the project
together. After initial discussions, which helped define the geogra-
phical scope of the project, namely East and South Africa, Moi
University was identified as host institution for the Centre. As
noted above, many of the individuals representing the partner in-
stitutions had prior long-standing relationships that facilitated a
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primary level of trust. However, facilitating mutual understandings
was not always an easy task and often much time and a wide range
of arguments and differing perspectives were required to make pro-
gress. It can now be seen that this period of finding each other was
an important first step in terms of decolonising the project, some-
thing which probably was not explicitly in the minds of the parti-
cipants at the time, but which is clear in retrospect.

Once the funding had been secured for the project later in
2014, a steering committee was set up consisting of representatives
of all partner universities and the way forward became its major
task. The advertising of master’s and doctoral level scholarships and
the process of interviewing applicants from the four participating
African countries was done by the steering committee. During the
interview process, where all steering committee members including
a representative of the donor agency were present, but with only
one vote per university, varying interviewer worldviews became
apparent. Examples of such worldview discrepancies included cer-
tain levels of insensitivity by some from the North about the de-
mands of cultural and religious affiliation in Africa, and the
acceptance of ethnicity implicit in some of the statements made by
certain members of the Souzh. Discussions around understandings
of sensitive perspectives such as these was another important step
in terms of decolonising the project, with learning taking place on
all sides.

All partners taking responsibility to select the best students
to ensure fairness in the process has been aimed for ever since. The
CERM-ESA leadership came to an understanding that in order to
overcome one of the colonial heritages of the divide-and-rule prac-
tice — the oftentimes thinking in ethnic lines and opportunity
hoarding for members of the own ethnic community — needs to
be met with the multiperspectivity of an international selection
committee. Discrimination on any kind of basis is not unique to
any one of our institutions but can be found in all of them in
different disguises on structural, institutional and interpersonal
levels. Evidence that these tendencies exist are manifold. A Kenyan
scholarship holder expressed his gratitude for the presence of
CERM-ESA international representatives during the selection
process by saying “I would never have had a chance to win the
scholarship if you hadn’t been there” — due to his belonging to the
wrong ethnic group.

Needs assessments were conceptualised and carried out to-
gether in all African partner institutions in order to establish the
most pressing demands for capacity building among academic and
management staff. The project coordinators at Moi University,
Nelson Mandela University and University of Oldenburg set up
weekly skype meetings in order to discuss the ongoing activities,
finances, public relations etc., starting to find their way through
the management of CERM-ESA together. An international
CERM-ESA advisory board was established in 2015 consisting of
high profile experts in education research and management from
Africa and Europe with the European members having extensive
experience with education in Africa.

The cooperation agreement that was set up between the part-
ner universities to regulate CERM-ESA activities started an internal
discussion on an institutional level and challenged the project to fit
into each of the partner institutions’ internationalisation strategies.
Winning the support of university leaderships for CERM-ESA
and convincing them was an important task for the project leader-

ship.



The activities level
Scholarships: The process of awarding eight scholarships in a first
round in 2016 allowed the steering committee to frame an aca-
demic programme for lecturers and successful students. A su-
pervision support programme for academics in the participating
universities was also developed and run as a blended short
learning programme' with 35 participants from all partner uni-
versities. In this phase, the development of the academic pro-
gramme fell largely to the Nelson Mandela University, with
some inputs from the German and other African institutions.
One of the tasks required by the academics was for them to work
in small groups (two or three) to develop a research project that
could be undertaken at master’s level. They were also asked to
try to include an approach that would provide an Africanising
or decolonising aspect of the research.

Co-supervisors from different countries: The academics
who developed the eight projects which were chosen by the
scholarship holders became the supervisors and co-supervisors
of the students. All of the eight master’s students had one super-
visor and two co-supervisors from different countries, with one
of the three being considered as an “emerging” supervisor on a
developmental track. In this way, a total of 21 academics were
engaged in the supervision process, something which could be
described as cooperative and developmental. The first four doc-
toral scholarship students from each of the participating coun-
tries also had supervisors from an African country other than
their own. One of the important components in the co-super-
vision process for students and staff was the international
exchange and exposure to other research and teaching environ-
ments. These exchange activities took place mainly between East
and South Africa.

From a North-South to a South-South perspective: During
the interim, Moi University senate approved a CERM-ESA
developed research master’s degree of their own taking in the
first cohort of 13 students in 2017. This degree was mainly the
output of Moi University staff with suggestions from their peers
in the other participating universities. New cohorts of master’s
students have been registered at Moi University (eight addition-
al doctoral students were still shared between the institutions
equally). Academics from the different universities, where
appropriate, were included as external examiners and co-facili-
tators. These processes provided a decolonising dynamic in that
the North-South power dynamic that usually pre-dominates pro-
grammes funded from the North was disrupted.

Locally relevant topics and indigenous methodologies: The
topics and methodologies of the research projects also reflect a
shift towards decolonisation in that they all had African perspec-
tives to a greater or lesser extent. For instance, participatory and
arts-based methodologies that had been tried and developed in
South Africa have been applied and adapted for East African con-
texts. An investigation of indigenous knowledge in the school
curriculum in South Africa and Kenya using a bespoke imbizo/
baraza methodology took up the topic of indigenous methodolo-
gies using techniques rooted in the context where the data was
generated. Other examples of CERM-ESA student research pro-
jects can be found on our website (www.cermesa.uol.de). CERM-
ESA also recognized the need to include teaching sessions on
indigenous methodologies/knowledge and decolonisation in its
activities such as its annual Research Schools and conferences.
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The academic and supervision support programmes have
been replicated over four years since 2015 and have focussed on
African experiences and contexts. The project has also run
leadership and management programmes within the consortium
and has facilitated attendance of academic staff and researchers in
international conferences, and provided sabbatical and other ex-
change opportunities for staff and students.?

Continuation of funding for CERM-ESA for another five
years until 2023 attests to the fact that the project has attained
what it set out to do. More explicit recognition, which we attribute
to the decolonising guiding principle used in our approach, is
reflected by the fact that CERM-ESA has been tasked by the
DAAD to take the teaching and learning aspects of the project that
have been developed over the past four years to the other DAAD
sponsored African-German centres of Excellence.?

Internal and external drivers of the CERM-ESA academic
project have resulted in the extension of our scope to outreach in
other educational activities of South and East Africa. One such
activity is an international research project on the school curricula
in Kenya, Uganda, Tanzania and South Africa, which was launch-
ed in February 2019. This research activity led by the CERM-ESA
steering committee together with members of the Kenyan Minis-
try of Education, the Kenya Institute of Curriculum Development
and the Teachers Service Commission of Kenya has been enabled
by additional DAAD funding between 2019 and 2023. The re-
search focuses on the explicit and implicit calls for critical think-
ing, creativity and problem solving as well as other core compe-
tences at all levels in education. Similarly, CERM-ESA together
with the partners mentioned above is in the process of developing
professional teacher development programmes on these education-
al priorities in East African school education using a cascade model
for its implementation. A first in-service training workshop for
master trainers is planned for October 2019. These professional
teacher development programmes focus on teaching competence
based curricula. The conceptualisation and implementation pro-
cess will include stakeholders on all levels — from policy makers to
teachers, principals, education officers and early learning educators
— which CERM-ESA regards as one of its decolonising strategies.

Lessons learnt
Using decolonisation as a guiding principle for CERM-ESA’s acti-
vities in teaching, research and capacity building requires constant
reflection on what we do and how things are done. North-South
development discourse is often patronising and, as such, mitigates
against making space for critical dialogue around issues of power
and social justice. Recognising this fact ties in well with an interest-
ing debate on ethical guidelines for university partnerships that
have been developed in Canada by the Canadian Council for Inter-
national Cooperation (Shultz, 2013). Simple things like the ques-
tion of access to information (are all project documents
available in English?) and creating ownership of the common
objectives of the project call for transparency and patience on all
sides. Awareness of the partners’ interests, institutional barriers and
the power relations at play require willingness to truly engage with
one another and show tolerance of ambiguity. Flexible frameworks
and approaches and the waiving of fixed and pre-defined output
goals is imperative if power is to be shared equally to define and
conceptualise programmes and activities in North-South contexts.
Equally, students and staff in the Nor#h need to be sensitised about



(post-)colonialism and approaches to decolonisation, e.g. through
the integration of these topics into study programmes. CERM-
ESA has been able to open some creative space for methodologies
and approaches that are responsive to local demands and diversities
in the past years. However, we do not consider decolonisation as
an end-goal, but rather as a guideline for our project to conscious-
ly deal with the colonising and decolonising power dynamics at
play in our personal, academic and institutional relations. Where
this can be realised, activities change: research frameworks, para-
digms, methodologies and standards shift from the North to the
South making space for contextualisation and relevance for the
African contexts we work in.

Notes

1 'The ‘Research Supervision and Support’ programme was based on the NUFFIC
(Dutch organisation for internationalisation in education) open-source programme
Strengthening Postgraduate Education.

2 For more information and CERM-ESA’s newsletter featuring the most important
activities, see www.cermesa.uol.de

3 'The Capacity Building Programme for Supervisors and Lecturers (CABLES) took
place in August 2018 for the South African and Namibian Centres of African
Excellence (Port Elizabeth), in November for the East African Centres of African
Excellence (Zanzibar) and will take place for the West African Centres of African
Excellence in October 2019 (Accra).
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Confucius or Goethe? Cameroon’s External Relations
with China and Germany and Their Impact on Higher
Education Aspirations of Young Cameroonians

Abstract

The main interest of this article is directed to the question, in
how far the foreign cultural and educational relations, which
Cameroon has with China and Germany, affect the internation-
al mobility of Cameroonian graduates. This paper is based on
results of an empirical study in Cameroon which examined the
German as well as the Chinese mechanisms within their respec-
tive cultural and educational institutions for international mo-
bility in higher education based in Cameroon. Furthermore,
the motives of Cameroonian students for their choice of desti-
nation are elaborated upon.

Keywords: mobility in Higher Education, foreign cultural and
educational policies, Cameroon, China, Germany

Zusammenfassung

In diesem Beitrag wird der Frage nachgegangen, inwieweit die
auswirtige Kultur- und Bildungspolitik Kameruns mit der
Volksrepublik China sowie mit der Bundesrepublik Deutsch-
land Auswirkungen auf die internationale Mobilitit kameru-
nischer Studierender im Hochschulbereich haben kann. Dieser
Beitrag basiert auf einer empirischen Studie in Kamerun. Ver-
glichen wurden in dieser die Mechanismen der Hochschulmo-
bilitit, die seitens der deutschen sowie der chinesischen auswir-
tigen Kultur- und Bildungspolitik in Kamerun implementiert
werden. Ferner wurden kamerunische Studierende hinsichtlich
ihrer Motive, ein Studium in Deutschland respektive China
durchzufiihren, befragt.

Schliisselworte: Hochschulmobilitit, auswirtige Kultur- und
Bildungspolitik, Kamerun, China, Deutschland

Introduction
“Ni hdo”, or “Guten 1ag"? — today large numbers of Cameroo-
nian graduates decide to learn Chinese or German as a foreign
language; these are mandatory assets for their international
mobility in higher education (cp. Tab. 1). In comparing Ger-
many’s and China’s foreign cultural and educational policies,
striking differences occur: whilst the Peoples Republic of China
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(PRC) offers various scholarships to Cameroonian students
starting from undergraduate level, the Federal Republic of Ger-
many has nothing similar to offer. Reasons for this are seen in
the strategies implemented by the respective governments,
which appear to be clear cut by the PRC, for instance, concer-
ning the criteria for a study visa and the number of available
study visas. This is less well defined in German foreign policy.
Consequently, the Chinese Government provides flexible me-
chanisms for international mobility in higher education from
undergraduate level onwards, whereas similar arrangements are
clearly not provided by the German government.

Conceptual framework of cultural and
educational policies
This contribution mainly concentrates on cultural and educa-
tional policies which are generally considered as the “third pil-
lar” of foreign policies, aside from political and economic po-
licies (Schneider, Kaitinnis, 2016, p. 9 f.). Cooperation on
education can be regarded as one form of external relations
exercised by intermediate parastatal organisations such as the
German Goethe Institute (GI) and the German Academic
Exchange Service (Deutscher Akademischer Austausch Dienst,
DAAD) which is the national German institution for interna-
tional academic cooperation), or the Chinese Confucius Insti-
tute (CI) and its headquarters Hanban (Confucius Institute
Headquarters, Hanban, 2014). The “third pillar’s” influence
abroad is considered to be sustaining, visible and as an imme-
diate instrument, since its integration in the host countries
reaches the populations directly and individually (Auswirtiges
Amt, 2015). Overall, foreign cultural and political institutions
are meant to enable direct dialogue, sustaining relations, peace-
building and prevention of conflicts, as well as collaboration
with partner institutions, the local society, and intercultural
and international exchange. Consequently, interventions con-
sisting of providing education opportunities in foreign coun-
tries are classified as ‘soft power’ strategies (cp. Adick, 2016;
King, 2013), which, according to Joseph Nye (1990, p. 154 ff.)
stands for non-military forms of international policy imple-
mentation based on technological advancements, education
and economic power. Soft power is, therefore, the capacity to



Chinese German
(Under)graduate scholarships provided by the foreign go- 130 0 (undergraduate)
vernment per year
Foreign language learners in the Cameroonian compulsory ca. 2.000 ca. 220.000
school system (applies for the year 2015)
Directly managed Cameroonian middle-schools (2017) 7 5
Language Students at the foreign cultural and political institutions ca. 8.000 ca. 2.800
(Goethe Institute or Confucius Institute)

Table 1: Comparing the spread of Chinese and German language learners in Cameroon;
Source: Confucius Institute, Yaoundé ; Auswirtiges Amt 2015; Ndukong 2017.

do or change something and to let this appear as legitimate
from the perspective of others (ibid., p. 167 ff.). In the follow-
ing paragraphs, the local effects of foreign education and cul-
tural policies within the context of international mobility in
higher education will be discussed with the example of Came-
roonian graduates.

Higher education mobility as a means for

cultural and educational foreign policy
One means of higher education mobility are scholarships given
to qualified students. Next to ca. 100 language-related under-
graduate and postgraduate scholarships yearly awarded by the
CI, the Chinese government awards about 30 undergraduate
and graduate study grants to highly qualified Cameroonian
students. Scholarships are part of Sino-Cameroonian cultural
and educational relations. In the academic year 2017/18 the
Chinese government, for instance, awarded about 132 scholar-
ships to top Cameroonian students (cp. Tab. 1); the grants were
related to the following courses: mining, industrial fishing,
medicine, accounting, finance, management and logistics, re-
newable energies, environmental sciences, network and tele-
communication, agriculture, computer sciences, information
technology, electricity, international relations, international
law, Chinese language. The scholarship holders receive a
monthly stipend of about 252.000 CFA (app. 380€) plus the
coverage of the university fees.

The CI scholarships are awarded to Chinese language
students who have passed the necessary minimum points in the
Chinese language proficiency test HSK (Hanyii Shuiping
Kdoshi tests: written: HSK and oral: HSKK), which is com-
parable to the British TOEFL examination. The various schol-
arship programmes depend on the level of language compe-
tency; as for instance, for lower HSK-levels there are four-week
scholarships or a one-semester study with home-stay experi-
ence in a Chinese family and studies in traditional Chinese
Medicine and Taiji culture. Higher HSK-levels qualify for
scholarships for Master’s or Bachelor’s Degrees in Teaching
Chinese as a foreign language. Compared to the German lan-
guage courses offered at the GI, the course fees per session (ca.
12-13 weeks) at the CI are quite moderate of 40.000 CFA
(app. 61 €), whereas they are threefold at the GI amounting to
135,000 CFA (app. 206 €).
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In contrast to the Chinese policy the criteria for eligibi-
lity for a German study visa consist of the Cameroonian
baccalaureate, German language competencies of at least B1
level of the European reference framework of language learn-
ing, as well as financial resources, either in the form of a schol-
arship or held in a bank account (Deutsche Botschaft Jaunde,
2018). Currently, the German government does not offer any
direct higher education mobility mechanism in form of a
structured undergraduate scholarship programme, which
enables direct entry into German universities. Nonetheless,
Germany remains a highly desired destination for Cameroon-
ian students. For instance, in 2015, Cameroonian students
were the 9th largest group of international students in German
universities, counting 6.672 students. Their number has been
constantly rising, in the year 2005 counting 5.245 and in 2010
reaching 5.383 Cameroonian students (Burkhart et al., 2016,
p. 17). As the understanding of the German language is man-
datory in order to apply for a study visa there are annually high
numbers of Cameroonians German language students: about
1.900 at five universities, 4.000 at language training centres
and about 2.800 at the Goethe Institute, which remains Ger-
many’s leading actor in promoting the German language a-
broad (Auswirtiges Amt, 2015, p. 11). Both the CI and the GI
referred to their directly managed schools. While the GI coor-
dinates the PASCH-initiative (Partnerschulnetzwerk) operated
in five Cameroonian-run middle schools (college and lycee)
which are part of the PASCH network, the CI coordinates
Chinese expatriates who are teaching Chinese lessons at seven
private Cameroonian schools.

Research design
In May 2018, the author undertook a small study in Yaoundé
to examine the motivations of Cameroonian graduates aiming
to study in Germany or in China. For this purpose, 67 German
language learners at the Goethe Institute and 71 Chinese lan-
guage learners at the Confucius Institute were interviewed.
Both groups answered equal questions on standardised questi-
onnaires written in French, which were slightly adapted to the
specific learning institution the contacted students attended, as
well as to the circumstances related to their desire to study
abroad. For instance, the students contacted at the CI were all
planning to apply for Chinese language learning related



scholarships. Notwithstanding, these students explained, once
they started studying in China with the support of a CI schol-
arship, they would try to apply for a second scholarship awar-
ded by the Chinese government, to prolong their stay and
study a different course. Hence, their answers given in the ques-
tionnaire need to be read and understood against this back-
ground. Also, the financial situation of German language learn-
ers was different. As there are no undergraduate scholarships
for Cameroonians to study in Germany, the students were
more or less forced to self-support their stay in Germany and
this fact had also been explicitly addressed in the questionnaire
issued to them.

Students of different learning grades were contacted in
both institutions in order to have a heterogeneous sample.
Furthermore, they were asked to give information on their so-
cioeconomic background, aspects of their academic aspirations
and ambitions in life. The questionnaires were evaluated accor-
ding to quantitative social research methods. Descriptive ana-
lyses were conducted to compare the different motives stated
by Cameroonian students in light of their chosen destination.

Apart from the student’s survey, expert interviews with emplo-
yees of the DAAD, the CI and the GI were conducted.

Motives for higher education in China or

Germany
The groups of language learning students show differences, par-
ticularly in terms of age: While the eldest German language
learner is 26 years old, the eldest Chinese language learners are
almost 10 years older (cf. Tab. 2). Reasons for this can be
related to the different visa policies. The Chinese scholarship
programmes express vantages in promoting the language acqui-
sition of university graduates, professionals or civil servants and
include these applicants up to the age of 35, provided that they
declare to return to their company after their study stay in
China.

The Chinese demand of competent Chinese speaking
Cameroonians has already been notified by Cameroonian stu-
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dents, who have claimed they wanted to learn Chinese, since
the Sino-Cameroonian political and trade relationship is based
on a solid political foundation and subsequent job opportuni-
ties appear to be plentiful (cf. Tab. 3). Moreover, they positively
value the flexible visa policy as well as the high academic
standards offered at Chinese universities.

Such pull-factors stressed by the German language
learners differ from the ones mentioned by the Chinese
language learners (cf. Tab. 3). The interviewed students plan to
study in Germany because they want to meet high academic
standards there (31 %) and attain an internationally accredited
university degree (12 %). Moreover, the question of paying
university fees is highlighted here, too, and the fact that no such
fees are demanded in German higher education makes
Germany appear attractive, since these study aspirants are not
granted scholarships which cover such expenses. Furthermore,
the students hope to live in a country with a modern lifestyle
and benefit from better job prospects after graduating from
university.

The high academic and technological standard met in
Germany corresponds strongly with the choice of the interview-
ees’ attempted study subject (cf. Tab. 4). German language
learners plan to study subjects in engineering (22 %) or infor-
mation technology (25 %) or health and medical science
(14 %). Other subjects are e.g. social sciences, fashion design
or International Relations, linguistics/translation. The picture
is different in respect to the Chinese language learners. More
than half of them plan to professionalise their Chinese language
competences at a Chinese university (56 %), or to study eco-
nomics (14 %). Only few decide to study engineering
(4 %), health and medical sciences (6 %) or information tech-
nology (6%). These results, however, have to be read cautious-
ly, as already explained before, Cameroonian students studying
in China may have the opportunity to apply for a second
scholarship for another study course other than Chinese
language and culture.

Age of Language Students (in percent)

20

el

Oﬂh. ., |.lI

17 18 19 20 21 22 23 24 25 26 27 28 29 30 31 32 33 34 35ns.

B Age of Chinese language students (N = 71)

Age of German language students (N = 67)

Table 2: Age of students in the sample; Source: own research data; n. s.: not specified.
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Motive of Confucius Institute numbers in % Motives of Goethe Institute numbers in %
Students (N = 71) Students (N = 67)
1. [Learning a foreign language 26 1. |High academic standards 31
2. |High academic standards 20 2. |Internationally accredited degrees 12
3. |Easy to migrate to 14 3. |No school fees 9
4. |Better working conditions 12 4. [Modern technology/life 9
after university studies
5. |Political and trade relations 9 5. |Better working conditions 8
after university studies

Table 3: Top-5-Motives for higher education mobility in percent; Source: own research data.

Choice of study subject in percent

nA.

Other

Economics

Engeneering and Mechanical Subjects
Health and Medical Sciences
Information Technology

Languages

56
| | |

CI Students (N = 71)

30 40 60

m GI Students (N = 67)

Table 4: Choice of sudy subject in percent; Source: own research data;

N. A.: no answer given.

Discussion
The results of the study point out the differences between the
currently implemented German and Chinese foreign cultural
and educational policies. Chinese language learners straightfor-
wardly argue that they see clear chances in studying in China,
since scholarships are provided directly from undergraduate
level — this, however, is not the case for German visa aspirants.
The scientific literature discusses traditional donor countries as
shying to enable young academics to study abroad as from un-
dergraduate stage, because they fear they might not plan to
return to their home countries (Nordtveit, 2011, p. 106 f.).
“Other Western countries are following the same pattern, and
rather give scholarships to postgraduate students. This makes
it possible for the donor country to consider the mature stu-
dents; if they are very good, they can be kept in the host coun-
try. If they are arriving in the donor country when they are too
young, they don’t want to go back to Cameroon, whereas older
people with a family are willing to go back” (ibid.).

This must not necessarily be the case; though a huge
number of Cameroonians do stay in Germany, many of them
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return to Cameroon. The Centre for International Migration
and Development (Miiller, 2019) counted about 64 Cameroo-
nian returnees between 2015 and 2018 (numbers of returnees
who are supported by other agencies are however not included),
who have resettled via the mobility programmes offered by the
GIZ and the Center for International Migration and Develop-
ment (CIM). All of them were noticed to be university gradu-
ates. Most of the interviewed German language students aspire
to return to their home country, Cameroon, after their study
stay in Germany. They attempt to gain necessary competencies
and knowledge in Germany which they hope to later imple-
ment for Cameroon’s development and technological advance-
ment.

Hence, German foreign education policies appear to
remain lip confessions which are not put into meaningful and
effective practices in the case of Cameroon. In fact, the propa-
ganda to ‘expand university access in Germany’ which was pro-
mulgated by the German Vice President of the house of repre-
sentatives (German Bundestag), Ulla Schmids, in the year 2006
has since then not yet been implemented here, as demanded:



“Beyond mere language acquisition, continuous educational sup-

port is also a long-term concern of foreign cultural and educational
policy. From German foreign and partmer schools or study programs
of the German Academic Exchange Services to alumni activities:
At the end of the educational support are highly qualified people
who are permanently connected to Germany by their educational
biography. For this reason (...) we must also make greater efforts
to expand university access in Germany. This is especially true in
the context of rising immigration” (Schmidt, 2016, p. 2).

Currently, the PRC is actively sponsoring more than
70,000 African students with study visas at Chinese universities
(Kappel, 2018, p. 3) and in so doing continuously puts into
practice its cooperation plans with African countries, as stipu-
lated in the FOCAC (Forum on China-Africa Cooperation)
plans of actions which finally leads to intensified public diplo-
macy ties with the African societies. Thereby it attempts to
heavily benefit from Chinese speaking Cameroonians they had
previously invested in training for. Moreover, it can also be
argued that the PRC practices forms of soft power or even
hegemonic policy, as elder Chinese language students are
issued scholarships and visas to continue their studies in China
and can later serve as useful gatekeepers to the Cameroonian
companies they had been previously working with. This finding
can be corroborated with prior research, which also emphasises
the current urgent need of Chinese companies in Cameroon
for translators, interpreters etc. who are competent in speaking
Chinese (Nordtveit, 2011). Discriminating by age would
hence torpedo their business objectives of recruiting gatekeep-
ers to the Cameroonian economy.

The results of the interview study presented here reso-
nate with the fact that there is a great demand for Chinese
speaking Cameroonians since the PRC ‘has become Africa’s
largest trade partner’ (IOSC, 2013). Especially now, as the PRC
is implementing macro infrastructural projects involving vast
parts of African regions e.g. as part of the new Silk-Belt Road
projects (IOSC, 2015). China’s Information Office of the State
Council (IOSC, 2013) constitutes that in the year 2017 Came-
roon’s exports to China augmented to the sum of about 788
Million US Dollars, compared to app. 180 Million US Dollars
in the year 2008 (ITC 2018). Although the PRC is a compa-
rably new partner in development cooperation, Africa has
received 3.4 billion US Dollars of development aid from the
PRC in the years between 2000 and 2014 (Chandran, 2017).
The PRC’s foreign development aid, which has been part of the
FOCAC agreements, is now officially institutionalized as Chi-
na has recently installed its “International Development Coo-
peration Agency” which shifts the country’s position from a
recipient to a donor country (IOSC, 2018). In how far Si-
no-Cameroonian cooperation will continue to be a “win-win-
situation” as it is at times referred to, needs to be evaluated in
future, since the agency came into existence only in April 2018.

Compared to the economic involvement of the PRC in
Cameroon, Germany’s cooperation is of minor relevance (Statis-
tisches Bundesamt, 2018), likewise its influence as a donor coun-
try, since development aid with Cameroon amounted to (only)
125,5 Million Euro (BMZ, 2018). The German-Cameroonian
trade volume also stagnates on a low level 0of 43,680 Million Euro
in the year 2017, which is only one fifth of the sum traded
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between China and Cameroon. The Afro-German development
cooperation is anchored in the 2017 Marshall Plan for Africa,
following its main objective to create new job perspectives,
educational institutions and vocational training for young Afri-
cans and to establish structures enabling a prospective future for
them (ibid., p. 5; 10), and in so doing, such a policy at least
implicitly tries to minimize motives for their migration from
their home countries. However, education and international
mobility programmes between Cameroonian and German
higher education institutions are not part of the package.

Summary
This contribution has aimed to examine in how far the foreign
cultural and educational policies, which Cameroon shares with
China and Germany, affect the international mobility of
Cameroonian graduates. This has been demonstrated by means
of an exploratory survey at the Goethe Institute and the
Confucius Institute in Yaoundé.

The differences in motives for international mobility in
higher education of the two compared samples of students re-
flect the strategies of foreign educational policies implemented
by the PRC and Germany. Whereas the PRC attempts clear cut
goals for economic investments and development cooperation,
Germany does not provide such a specified strategy for either
economic or cultural and educational cooperation with Came-
roon. Also, the visa policies are opaque and the mechanisms for
undergraduate higher education mobility to Germany are
virtually non-existent.

Due to this lack of clarity, it was not possible, however,
to exactly define, in how far the visa policy is related to German
foreign cultural and educational policies or cooperation mea-
sures with Cameroon. Hence, it would be interesting to find
correlating data which portray the strategies of education
cooperation between Cameroon and Germany and to figure
out the exact mechanisms of higher education mobility provi-
ded to Cameroonian students planning to study at a German
university.

Also, long-term trends and experiences with the Chine-
se scholarship policies need to be observed as well as what be-
comes of the Cameroonian students studying in China after
their return to Cameroon, or to another country, or how many
of them will remain in China.
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Abstract
The higher education (HE) sector in Ethiopia has witnessed an
epochal transformation against the backdrop of the so-called
global knowledge age. Expansion and internationalization un-
fold simultaneously and are deeply intertwined. This article
analyzes how an economically and politically stronger global
South changes the HE landscape in Ethiopia. We focus on
cooperation programs of the DAAD (German Academic
Exchange Service) and GIZ (German Corporation for Interna-
tional Cooperation) and show how these are adjusted to the
new global political conditions. Cooperation with traditional
partners from the global North remains important but is in-
creasingly combined and complemented with actors from the

global South.

Keywords: Higher Education, Ethiopia, South Korea, global
South

Zusammenfassung

Vor dem Hintergrund der sogenannten globalen Wissensgesell-
schaft vollzieht der dthiopische Hochschulsektor seit der Jahr-
tausendwende einen tiefgreifenden Wandel. Expansion und
Internationalisierung sind dabei eng miteinander verbunden.
Dieser Artikel analysiert, wie sich der Hochschulsektor in Athi-
opien durch einen wirtschaftlich und politisch erstarkten glo-
balen Siiden verindert. Im Fokus stehen dabei Kooperations-
programme des DAAD (Deutscher Akademischer Austausch-
dienst) und der GIZ (Gesellschaft fiir Internationale Zusam-
menarbeit). Kooperationen mit traditionellen Partnern aus
dem globalen Norden bleiben fiir Athiopiens Universititen
wichtig. Sie werden jedoch zunehmend mit Akteuren aus dem
globalen Stiden kombiniert und erginzt.

Schliisselworter: Hochschulen, Aﬂ]z'opz'en, Siidkorea, globaler
Siiden

Simultaneous expansion and internationali-
sation in Africa
The close of the 20th century and the beginning of the 21st
century have witnessed an epochal transformation of higher
education (Harris, 2013, p. xxi) and an unprecedented expan-

sion in scale and scope of border-crossing activities in higher
education worldwide (Ennew & Greenaway, 2012, p. 1). The
number of students enrolled in HE institutions on a global
scale increased from 97 million in 2000 to 153 million in 2007
and is estimated to reach 262 million by 2025 (UNESCO,
2009, p. 1). In sub-Saharan Africa the number of students en-
rolled in HE increased from 2.5 million in 2000 to 5.2 million
in 2010 (Africa-America Institute, 2015, p. 10). Increasing the
enrolment ratio further is a vital part of the African Union
Agenda 2063 and the vision of an “African Renaissance” (AUC,
2015, p. 17). Tanzania, Uganda, Senegal and Ethiopia recorded
the biggest increase in student enrolment, with the latter mov-
ing from 79.000 students in 1991 to 600.000 students in 2012
(Teferra, 2014, p. 10). In quantitative terms, the university as
an institution has thus gained considerable importance on a
global scale and in Africa in particular.

The massive expansion of HE in Africa unfolds amidst
and as a part of the current round of globalization(s) and the
reshuflling of the global political order(s). As the global South
becomes stronger economically and politically, it is increasingly
more involved in shaping the HE landscape in Africa (Teferra,
2014). Actors from the global North are learning to deal with
the new powers and adjust their modes of engagement.

We would like to contribute to the discussion about the
global South in HE by focusing on two German actors in Ethi-
opia: the German Academic Exchange Service (Deutscher Aka-
demischer Austauschdienst, DAAD) and the German Corpo-
ration for International Cooperation (Deutsche Gesellschaft
fiir Internationale Zusammenarbeit, GIZ). The rise of the glo-
bal South becomes apparent in our article as we describe an aid
program in which the DAAD had to replace seconded German
professors by South Korean professors after the project was
running the risk of failure. The aid project needed non-
Westerners to proceed successfully. We then go on to show the
growing role of actors from the global South in funding
scholarships and point out some of the underlying motives of
the Ethiopian government to favor these partnerships.

We are aware that the usage of the terms “global South”
and “global North” is controversial but use them to
operationalize our work in which we want to underline the
growing significance of countries that do not belong to the
traditional Western realm. We use the term “global South” also



in reference to South Korea, member of the Organization for
Economic Cooperation and Development (OECD) since
1996 and part of the OECD’s Development Assistance Com-
mittee since 2009. Given the non-traditional character of its
cooperation with other actors from the global South and the
widespread usage of the term by academics we consider it
appropriate to apply the term here (Gray & Gills, 2016, p. 567;
Lee, 2012, p. 18 f.; Abdenur & da Fonseca, 2013, p. 1478).

The results are an outcome of research conducted in
Ethiopia in two phases by two researchers between 2011 and
2018. We briefly describe how we accessed empirical material
but neglect further methodological discussions due to limited
space. We interviewed representatives from the DAAD and the
GIZ as well as the Ethiopian Federal Ministry of Education
(MoE) and the Federal Ministry of Science and Technology
(MoST). Further, we interviewed representatives of the Higher
Education Strategy Centre (HESC), the Higher Education Re-
levance and Quality Agency (HERQA) and members of the
external and international relations offices at Addis Ababa Uni-
versity, Addis Ababa Science and Technology University, Ha-
wassa University and Mekelle University. Additionally, we in-
terviewed Ethiopian as well as foreign university teachers and
talked to Ethiopian researchers in the field of HE, some of them
being involved in the government’s recent Ethiopian Education
Development Roadmap project (MoE & HESC, 2018).
While interviews in the first phase were open-ended to assess
the topic in a broader context, interviews in the second phase
were semi-structured and led to the refined results.

The global South in higher education
There is an emerging body of literature that frames border tran-
scending activities in HE as soft power as it was introduced by
Joseph Nye (2004) in the in early 2000s (Nye, 2005). Some of
the most prominent debates about HE as a tool to expand
international influence evolve around the Chinese Confucius
Institutes (Yang, 2010). In the West, Confucius Institutes have
been suspected to operate with a hidden agenda beyond their
official statements, which has caused official investigations in
the US (US Senate, 2019; GAO, 2019) and led to the closing
of institutes in Sweden, Australia, the USA and Canada.!

The emergence and development of the Confucius
Institutes have influenced the debates of the global South in
HE. There are those seeing the Confucius Institutes clearly as
a form of soft-power while others discuss them as South-South
cooperation (Kragelund & Hampwaye, 2016). The latter is
seen as a symmetric relation which is considered the opposite
of imperialist or coercive practices of (neo-)colonialization
(Wan & Sirat, 2018, p. 81). Through South-South cooperation
the spirit of Bandung is said to be kept alive by prioritizing
exchange of experience and knowledge over wealth transfer
(Carey & Li, 2016, p. 3).

Jane Knight (2015), widely acknowledged scholar in the
field of anglophone HE, questions the “power paradigm” (p. 2)
in both approaches and argues that it is not suitable in the field of
HE as it further promotes the imbalance of knowledge and power.
Academic cooperation, she argues, does not know any winners
and losers, and should be seen as a bridge linking international
HE and international relations and might best be theorized under
the term “knowledge diplomacy” (Knight, 2018, p. 3).
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The debate about the role of the global South in HE is
ongoing, and it remains to be seen what the impact for Africa
is going to be. Teferra (2014, p. 16) states that possibilities for
the continent are now better than ever although neither the
dominance of Western concepts nor the efforts of South-South
cooperation are new in African HE. The dynamics, however,
are different, he reckons, since the global South has become
more assertive and economically stronger while the global
North is facing economic decline (ibid.). We showcase these
dynamics using the example of HE in Ethiopia.

DAAD and GIZ: Key actors in Ethiopia’s

higher education
From its inception in the 1950s onwards, HE remained a
marginal phenomenon under Haile Selassie as well as
through-out the socialist regime, albeit with shifting foreign
influences (Saint 2004; Dagne, 2004). Change began once the
Ethiopian Peoples’ Revolutionary Democratic Front (EPRDF)
ended the Marxist era in Ethiopia in 1991 (Zewde, 2002, p.
264 f.). In 1994 a new constitution was adopted creating the
basis for elections, which made Meles Zenawi Prime Minister.
Higher education, under the new government, was “embraced
as critical national need” (Saint, 2004, p. 85).

In 2005 the MokE initiated the University Capacity
Building Program (UCBP), an enormous project that lasted
eleven years and changed the landscape of Ethiopian HE pro-
foundly. The GIZ was contracted as “internally appointed
agent” of the MoE (GIZ Worldwide, 2019, n. p.) to manage
the design and construction of 13 new universities throughout
the country. The Ethiopian government financed and led the
project and the GIZ was an important partner in helping to
expand the HE sector (ibid.). The UCBP was part of a larger
effort by the Ethiopian government to massively increase the
access to HE. Simultaneously to the construction of entirely
new institutions, numerous colleges as well as branches of the
few previously existing universities were upgraded and private
providers were allowed in the country (Akalu, 2014, p. 401f.).

After finishing its huge infrastructural project, the GIZ
continued its work with training and advising decision makers
on institutional and national level. The framework for its acti-
vities was set by the Sustainable Training and Education Pro-
gram (STEP), which replaced the Engineering Education Ca-
pacity Building Program (EECBP) in 2015% (GIZ, 2016). The
importance that the MoE ascribed to its cooperation with the
GIZ was underlined by the location of the agency’s office,
which was situated inside the ministry, next door to the office
of the state minister for HE.> On the same floor, the GIZ also
employed a central coordinator for international cooperation
initiatives, while an “embedded expert” advised reform and
assessment processes at the HERQA.#

The GIZ contributed to central efforts of the ministry
regarding the development of the HE sector. It had an impor-
tant role in the foundation of the Ethiopian Institute for High-
er Education (ETHE), an institution designed to train high-
ranking university officials in matters of leadership and
management.’ The first workshop that the EIHE gave after its
opening in 2018 dealt with internationalization, showing the
significance that Ethiopian actors attribute to border-crossing
activities in this field (EIHE Policy Briefing, 2018).° The



development of this institution is accompanied not only by the
GIZ, but also by the Center for Higher Education (CHE) in
Giitersloh, Germany and the Center for Higher Education Po-
licy Studies (CHEPS) at the University of Twente, Nether-
lands.” With the support of these Western European agencies
(GIZ, CHE, CHEPS) the EIHE will eventually take over re-
sponsibilities in the field of leadership training that previously
lay, at least to some extent, in the hands of the DAAD.

In the context of its program Dialogue on Innovative
Higher Education Strategies (DIES) the DAAD offers training
courses for high-ranking staff from African universities on
management and leadership, on writing grant proposals and on
the management of internationalization.® For each of these
courses the DAAD partners with universities in Germany or
other Western European countries. These institutions then un-
dertake the actual implementation of the training courses
(ibid.). More importantly, however, the DAAD facilitates uni-
versity partnerships as well as student and staff mobility. In this
function the DAAD was also involved in the EECBP and the
STEP programs, recruiting German university leaders to take
leading roles and promote capacity building in Ethiopian HE
institutions.” The DAAD recruited for example five German
professors to establish and develop the Adama Science and
Technology University, which was supposed to be emulated
after the German model of a Technische Universitit. The Ger-
man professors took the role of the president and the deans, all
equipped with five-year contracts. However, none of them sta-
yed for more than two years. The country director of the DAAD
stated that there were several reasons why this type of coopera-
tion ended prematurely. The most important one, he reckoned,
was that the Ethiopian university staff did not want to be su-
pervised by Germans. The strategy of employing people from
the global North to show how to do things in the global South

did not work in this particular case.'

South Korea as temporary role model
The German president of Adama Science and Technology Uni-
versity was replaced by a South Korean professor endorsed by
the Ethiopian MoE. His recruitment provided access to an
academic and professional network that the ministry seemed
eager to tap into in order to increase the number of Korean
professors at Ethiopian universities. Hence, in the following
years South Koreans quite regularly staffed posts tendered by
the DAAD. The Ethiopian MoE had initiated this process and
the DAAD eventually accepted it as a solution to its implemen-
tation and recruitment problems."!

In 2012 for example Young Kyun Kim was appointed
scientific director at the Addis Ababa Institute of Technology
(AAIT) which made him the first Korean professor to lead an
institute at Addis Ababa University. His colleagues Byeong Soo
Lim, Munhong Yim and Ho Yeol Kwon who worked at the
same institute were also funded by the DAAD.'? For the posts
that could not be filled with professors from South Korea, pro-
fessors from the USA, Turkey and Pakistan were hired."? The
DAAD had thus revised its strategy and hired not only German
professors, but professors from South Korea and other coun-
tries, overall mostly from the global South. In the case of the
Adama Science and Technology University professors from
South Korea enjoyed special recognition and were more wel-
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come than their German counterparts. From the perspective of
the Ethiopian university staff, the cooperation with South Ko-
rean professors seems to have been on a more equal footing.'*

The Ethiopian MoE’s initial push to increase the num-
ber of South Korean professors in its HEIs, however, might also
be explained with the South Korean development model,
which resonated with the Ethiopian government at the time.
After Meles Zenawi’s visit to South Korea and the meeting with
the Korean President Lee Myung-bak in 2011, the country in
East Asia started to become a role model for the Ethiopian
government.” The economic model in South Korea is some-
times described as Chaebol-capitalism (referring to the large
industrial conglomerates) for being rigidly hierarchical, bu-
reaucratic and directed by the state, but also as highly effective
for scale and scope economies (Tudor, 2012, 70).!¢ The focus
on science and technology in economy and HE was also
appealing since the Ethiopian government had installed a ratio
of 70 per cent of technology at universities (MoE, 2010, p. 11;
Mok, 2015, p. 105; NPC, 2016, p. 58). Cooperation between
the countries intensified, which was also expressed in HE.
Addis Ababa University signed three Memorandums of Under-
standing with Korean Universities and the Korea Foundation
between 2011 and 2014" and an increasing number of
Ethiopian PhD students started to attend South Korean HE
institutions.'

Throughout much of the 2010s there was a special in-
terest in the South Korean model of HE in Ethiopia which had
substantial impact on the work of the DAAD in the country.
Currently, it seems as if this might have been a mere episode in
the reshuffling of global political order(s) and HE. South Ko-
rean professors contributed significantly to the development of
HE by holding leading positions at science and technology
institutions, but they are step-by-step replaced by Ethiopians."”

The Ethiopian Education Development Road Map
(MoE & HESC, 2018, p. 4) now names Vietnam and Malaysia
as role models for HE. One rationale for the re-orientation
could be that those two countries currently appear to be some-
what closer to the socioeconomic realities in Ethiopia, but just
as well seem to have an interest in emulating South Korea’s
development in the HE sector (UNESCO, 2014, 40 fI.).%°
Moreover, both countries HE sectors share a number of
characteristics with their Ethiopian counterpart, like the focus
on science and technology and a massively increased number
of university students over a short period of time (ibid, p. 16,

p. 19, p. 32).

Rationales for scholarship agreements
Rapid and extensive expansion of access to HE brings along
several issues. Primarily, the focus on so called massification
entails problems concerning the quality of teaching and
research. Exemplarily, only 58 per cent of university teachers in
Ethiopia hold a master’s degree and only 15 per cent hold a
PhD as of 2015 (MoE, 2015, p. 24). The government plans to
increase this number to 70 per cent of university teachers
holding a master’s degree and 30 per cent holding a PhD (ibid.;
see also GIZ, 2016, p. 1).

One possibility to achieve this goal and in the meantime
mitigate the effects of the lack in qualified teaching staff is the
training of university teachers abroad. In consultation with the



Ethiopian MoE the DAAD increased the number of
scholarships for one of its so-called sandwich PhD-programs
from eight to 40 per year in 2018.*' This Ethio-German Home
Grown PhD Scholarship Program targets the staff of the two
science and technology universities and the Ethiopian insti-
tutes of technology.? This development is concurrent with the
general upward tendency in DAAD funding for Ethiopians. In
2013 the DAAD sponsored 417 Ethiopians through its nume-
rous programs, while in 2017 this number had grown to 768
(DAAD, 2018; DAAD, 2014). This scholarship program,
however, comes nowhere near satisfying the demand for staff
training at Ethiopian universities. Therefore, the Ethiopian
government also forges partnerships elsewhere. During the
same time that the DAAD decided to expand its program, the
Ethiopian MoST finalized negotiations on scholarship pro-
grams with universities in China, India, Turkey, Malaysia,
Japan and other countries, overall predominantly in the global
South. Parts of the negotiations were concerned with allow-
ances on student fees and accommodation as well as other in-
centives offered by the foreign institutions. This initiative plans
to send 4.500 PhD students annually to universities in the
above-mentioned countries.” While approximately 500 schol-
arships were already awarded the program was put on hold in
late 2018 due to a restructuring of ministries.*

However, the sheer number of scholarships provided
and planned clearly shows two things. First, it elucidates Ethi-
opia’s enormous demand for training university staff through
cooperation with partners abroad. Second, it becomes clear
that this demand cannot be fulfilled solely by working with
traditional partners from the global North. Cooperation with
partners from the global South has begun to play a significant
role in this regard. The decision to send scholarship holders
primarily to countries in East and South Asia and not to West-
ern Europe or North America is influenced by budgetary con-
cerns and the fear of brain drain. First, education is more
cost-effective than elsewhere. As an official of the MoST put it:
“I can have ten students trained [in Asia] for the same cost as
one student being trained in the US or Canada”. The second
reason is the Ethiopian government’s fear that it could inadver-
tently sponsor brain drain. Designers of the scholarship pro-
gram were afraid that people sent to countries in the global
North may not come back after their stay abroad and believed
this to be less likely for people being sent to Asian countries.*

The same pragmatism applies in the selection of the
cooperation partners. Instead of a coherent internationalizat-
ion strategy, the MoST admittedly followed a “take-it-as-it-
comes” approach.” Therefore, the fact that Chinese universities
are common partners is rather to be attributed to Chinese HE
institutions reaching out to their Ethiopian counterparts.
Stakeholders on the ministerial as well as on the institutional
level described Chinese universities as very cooperative. They
invite Ethiopian academics to visit HE institutions in China
regularly and offer financial incentives for scholarship pro-
grams.”®

Conclusions
The HE sector in Ethiopia has seen profound changes
throughout the last twenty years. Rapid expansion enabled a
wider share of society to study. This process continues to require
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considerable resources, which cannot be provided by the
Ethiopian government alone. Actors from outside Ethiopia
therefore play a significant role within the country.

In light of the changing global order(s), actors from the
global South are becoming more important. Its heyday as role
model may be over already, but South Koreas importance
manifested not only in policies emulated by the Ethiopian
government, but also in close connections between the coun-
tries’ HE sectors. This shift had profound effects on the work
of German agencies in Ethiopia. University teachers as well as
the MoE preferred professors from South Korea to guide the
way towards successful university management. This has led to
a shift in employing not only German professors in the DAAD
funded project, but professors from other countries, and
especially from the global South. This marks a significant
change in the logic of promoting national interests abroad.

Given the continued need for qualifying PhD students
abroad the DAAD increased its number of scholarships and
focused on the support of technical education, a twofold ad-
justment in quantity and disciplinary orientation. These efforts
are being outnumbered by scholarships from the global South.
The DAAD as major scholarship provider sees itself superseded
by agreements signed between the MoST and universities for
example from China and India.

The DAAD and the GIZ remain important actors in
Ethiopian HE but have begun to adapt to the new global po-
litical conditions. This is merely a snippet of the complex HE
landscape and its border crossing dimensions in Ethiopia.
There are more stories like this, each of which contributes to

understanding the dynamic changes within HE in the global
South.

Notes

—

Reuters. (2018, February 25). Florida University latest to cut Ties with China’s Con-
fucius Institute. Retrieved from https://www.reuters.com/article/us-usa-china-educa
tion/florida-university-latest-to-cut-ties-with-chinas-confucius-institute-idUSKB1L
012Z

2 Evelien Blom, GIZ STEP program manager, interviewed February 2018.
3 Ibid; Zewdu Kassa STEP component manager, interviewed February 2018.

4 HERQA Ethiopia. (2018, December 18). Retrieved from http://www.neaeagovet.
com/herqa-ethiopia/Ibid; Kassahun Kebede, HERQA Quality Audit & Enhance-
ment Directorate Director, interviewed March 2018.

5 Abebaw Yirga, Managing Director of EIHE, interviewed March 2018, Evelien Blom
(see footnote FN 2); see also: AAU. (2019, January 22) Ethiopian Institute for Higher
Education. Retrieved from http://www.aau.edu.et/blog/ethiopian-institute-for-
higher-education/

6 Abebaw Yirga (see N 5).
7 1Ibid.

8 DAAD. (2019, January 17). DIES Training Courses. Retrieved from heeps://www.
daad.de/der-daad/unsere-aufgaben/entwicklungszusammenarbeit/foerderpro
gramme/hochschulen/infos/en/44514-dies-training-courses/

9 Gerald Heusing, DAAD Country Director, Ethiopia, interviewed February and
December 2018.

10 Ibid.
11 Ibid.

12 Byeong Soo Lim, AAIT, Dean of School of Multidisciplinary Engineering and Direc-
tor of the Office of Research and Technology Transfer, interviewed March 2018.

13 DAAD. (2019, January 22). Liaison Office Addis Ababa. Retrieved from http://www.
daad-ethiopia.org/en/27212/index.html

14 Gerald Heusing (see FN 9); Byeong Soo Lim (see FN 12); Dereje Woldegebreal,
AAIT, Director for Academic Affairs, interviewed in December 2018.



15 Gerald Heusing (see FN 9); Embassy of the Republic of Korea in the Federal De-
mocratic Republic of Ethiopia. (2019, March 1). Ambassador’s Greetings. Retrieved
from http://overseas.mofa.go.kr/et-en/wpge/m_10258/contents.do

16 For an account of the Ethiopian developmental state and its effects on the higher
education sector see Woldegiyorgis, 2018.

17 Information through email exchange with Office of External Relationships,
Partnerships and Communication (AAU) in 2014.

18 Byeong Soo Lim (see FN 12).

19 Dereje Woldegebreal (see FN 14).

20 This assumption was corroborated in private conversations with Ethiopian researchers

in the field of higher education. Some of them were actively involved in the produc-
tion of the 2018 roadmap.

21 Gerald Heusing (see FN 9).
22 (see FN 13).

23 Simenew Keskes, MoST Director General for Academic and Research Affairs, inter-
viewed March 2018; Balew Demissie, Addis Ababa Science and Technology Univer-
sity, Director of Public and International Relations Directorate, interviewed Decem-
ber 2018.

24 Tesfaye Negewo, Senior Officer at the Higher Education Strategy Centre, interviewed
December 2018; Gerald Heusing (see FN 9); Balew Demissie (see FN 23).

25 Simenew Keskes (see FN 23).

26 Ibid.

27 Ibid.

28 Ibid; Balew Demissie (see FN 23).
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German-African Cooperation in Global Health: The Role
of Social Sciences in Higher Education Degree Studies,
Training, and Research Projects'

Abstract
Global health has gained in importance in Germany in
recent years and became visible quite recently both at Ger-
man institutions of health education and research and on
the political agenda of various ministries. What exactly is
meant by global health remains vague. In particular, the
inter- and transnational conditions and effects of health
and disease outbreaks are seen as specific to global health,
which requires an inter- and transdisciplinary perspective
that includes social science aspects and methods.

Africa has also moved into the focus of Germany’s
international cooperation policies in recent years. Due to
the lack of medical personnel in Africa and also in Germa-
ny, the education and training of medical personnel in Af-
rica plays an important role in German-African cooperati-
on in the health sector. Cooperation in the training of
health personnel can have primarily economic reasons, but
may also follow other interests, such as aid, exchange and
cultural diplomacy for the German and African side.
While the training of medical personnel is primarily clini-
cally oriented, at least in Germany there is a strong tenden-
cy towards less clinically oriented training and study pro-
grammes in the health sector. The inclusion of social
sciences in the training of physicians and nurses in the cur-
ricula is also mandatory. However, the integration of the
social sciences is only reflected to a limited extent in the
institutional funding of German-African health projects,
although it can be assumed that these aspects also play an
important role in the training of health personnel in Africa.
Greater integration of social sciences into German global
health education and research could contribute to this also
being incorporated into German-African cooperation. This
way, social scientific global health research in Germany and
Africa would help to analyse determinants of health at the
meta-level so that they can be taken into account in nation-
al and international strategies and laws and may be imple-
mented in health projects.

Keywords: Global health, health professionals, social sciences,
health education, international relations
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Zusammenfassung
Global Health hat in den letzten Jahren in Deutschland an Bedeutung
gewonnen und erscheint seit kurzem sowohl an Institutionen der Ge-
sundheitsbildung und -forschung als auch auf der politischen Agenda
unterschiedlicher Ministerien. Was genau unter Global Health ver-
standen wird, bleibt allerdings bisher recht vage. Jedoch werden inter-
und transnationale Bedingungen und Auswirkungen von Gesundheit
und Krankheitsausbriichen als Spezifikum von Global Health betont,
was eine inter- und transdisziplinire Perspektive erfordert, die insbe-
sondere sozialwissenschaftliche Aspekte und Methoden einbezieht.

Afrika ist in den letzten Jahren ebenfalls in den Fokus der in-
ternationalen Zusammenarbeit Deutschlands  geriicke. In  der
deutsch-afrikanischen Kooperation im Gesundheitsbereich spielen,
aufgrund des Mangels an medizinischem Personal in Afrika und auch
in Deutschland, die Ausbildung und das Training von medizinischem
Personal in Afrika eine wichtige Rolle. Die Kooperation in der Ausbil-
dung von Gesundheitspersonal kann primir wirtschaftliche Griinde
haben, aber ebenso andere Formen der Kooperation, wie Hilfe, Aus-
tausch und kulturelle Diplomatie fiir die deutsche und die afrikanische
Seite bedeuten. Wihrend die Ausbildung medizinischen Personals
primér klinisch orientiert ist, ist zumindest in Deutschland eine starke
Tendenz zu weniger klinisch orientierten Ausbildungs- und Studien-
gingen im Gesundheitsbereich zu verzeichnen. Ebenso ist die Einbin-
dung von Sozialwissenschaften in die Ausbildung von Arzten und
Pflegekriften in den Curricula vorgeschrieben. Eine solche Einbin-
dung von Sozialwissenschaften spiegelt sich in der institutionellen
Forderung deutsch-afrikanischer Gesundheitsvorhaben  allerdings
nicht wider, obwohl davon auszugehen ist, dass diese Aspekte auch fiir
die Ausbildung von Gesundheitspersonal in Afrika eine wichtige Rol-
le spielen. Eine stirkere Integration von Sozialwissenschaften in die
deutsche Global-Health-Ausbildung und -Forschung kénnte dazu
beitragen, diese auch in die deutsch-afrikanischen Kooperationen ein-
zubringen.  Sozialwissenschaftliche ~Global-Health-Forschung  in
Deutschland und Afrika wiirde so dazu beitragen, Determinanten von
Gesundheit auf Metaebene zu analysieren, so dass diese in nationalen
und internationalen Strategien und Gesetzen berticksichtigt und in
Gesundheitsvorhaben umgesetzt werden kénnen.

Schliisselworter: Global Health, Gesundheitspersonal, Sozialwissen-
schaften, Gesundheitsbildung, internationale Beziehungen



Definitions of global health
A common question and matter of discussion is: what is meant
by global health? While not only one definition exists, there
seems to be a common understanding that global health is very
much related to globalization and international relations and
their interconnections to health on a local, regional and
national level. According to Koplan et al. (2009, p. 1995) “glo-
bal health is an area for study, research, and practice that places a
priority on improving health and achieving equity in health for all
people worldwide”, while Kickbusch (2006, p. 561) refers to it
as ‘those health issues that transcend national boundaries and
governments and call for actions on the global forces that determine
the health of people”. In a recent qualitative study among Ger-
man medical teaching personnel on the definition of global
health (Havemann & Bésner, 2018), global health was defined
as an umbrella term for public health, international health and
tropical medicine. The inter- and transdisciplinarity of global
health education and research was highlighted and the authors
concluded that a continuous challenge of this umbrella term
would be to find a fine-tuned balance between a too narrow
and a too broad definition of global health.

Even though global health considers international and
transnational aspects of health and focuses very much on health
in low-income countries, it must be said, that so far education
and research in global health is mainly conducted in
high-income countries.

The political background: The German

global health & Africa strategy
In the last decade both topics, global health as well as a special
focus on Africa, have gained in importance in German Higher
Education and Development Cooperation policies.

The first German global health strategy was adapted and
published by the Ministry of Health in the year 2013. It
emphasized in its introduction: “Global health issues are closely
related to numerous other fields of policy such as development, se-
curity, trade, economics, human rights, food, agriculture, research,
employment, education, migration, environmental and climate
protection as well as humanitarian aid. Against this background,
solutions that reach across individual sectors are needed. Conse-
quently, questions of global health are now no longer just discussed
among experts from the field of health within the context of profes-
sional organisations responsible for health.” (BMG, 2013, p. 2).

Global health received major public attention in Ger-
many with the Ebola outbreak in Western Africain 2014/2015.
Since the German G-7 and G-20 presidency in 2014/2015 and
2017, respectively, it has been an increasingly important topic
on the German political agenda. Currently, the German
Ministry of Health is developing a new global health strategy
in cooperation with several partners from civil society, industry
and academia that will be implemented by the end 0of 2019. In
February 2019 the German Ministry for Economic Coopera-
tion and Development published a strategy paper “Global
health — an investment in the future” (BMZ, 2019), which
mainly summarizes ongoing health activities of the BMZ. It
focuses on health systems, prevention, healthy start in life in-
cluding sexual education and family planning, prevention of
pandemics, global financing mechanisms and multilateral co-
operation and digitalization. However, even though Germany
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has increased its efforts and almost doubled its global health
spending in the past 10 years, it is still not achieving the 0,1%
of gross national income (GNI) towards official development
assistance for health, as recommended by the World Health
Organisation (Kickbusch et. al, 2017).

Also recently, Africa became a focus of the German and
the European Union’s foreign policies. The German BMZ pre-
sented its Marshall Plan for Africa for the first time in 2016 also
(highlighting) the need for partnership and economic coope-
ration between the European Union and Africa. One of four
fundamentals of this plan is related to the topic health, educa-
tion and social security. The lack of infrastructure, facilities,
equipment and especially of skilled professionals and
administrative staff to provide education and basic health care
services was recognised. On the German side, among others,
intensified economic cooperation with Africa and increasing
numbers of scholarships with the goal of mutual learning and
more initiatives for the training of skilled health workers and
training on family planning and maternal health were
requested (BMZ, 2017).

Health care professionals in Africa and the

cooperation scenery with Germany
In 2015 the United Nations agreed on the Sustainable
Development Goals (SDGs) that since then have shaped the
international Agenda 2030 and national implementations of
this agenda. It should be noted that the SDGs of this UN
Agenda 2030 have also been recognised as major political
guidelines for political debates and planning in Germany by
governmental as well as non-governmental actors such as
federal ministries, governmental agencies, churches, founda-
tions, enterprises, academia and others, which means, they
have also entered German-African development cooperation
policies including higher education and research.

The SDGs encompass 17 goals with 169 indicators to
monitor and evaluate their progress till 2030. The overall aim
of the SDGs is to make progress on all goals and to recognise
their interdependency to achieve sustainable development.
SDG goal 3 is directed towards “good health and wellbeing”,
but progress in almost all other SDGs would also have positive
direct or indirect impact on health and wellbeing. The strong
relation between health (SDG 3) and education (SDG 4) is
even highlighted in one of the health goal’s targets: “3.c: Sub-
stantially increase health financing and the recruitment, develop-
ment, training and retention of the health workforce in developing
countries, especially in least developed countries and small island
developing States’.

The SDG 3 also focuses on education and work condi-
tions of health professionals and is measured with the indicator
3.c.1 “Health worker density and distribution”. But comparing
data on national health workforce might lead to perplexities.
While the information about the density of health care workers
differ by source (WHO, 2018; Willcox et al., 2015), a critical
shortage (defined as <2.2 health care workers/1000 popula-
tions) exists in almost all sub-Saharan African countries. There
is also a low number of medical schools in most sub-Saharan
African countries. Among the 15 countries with the lowest
density of medical schools (0.06-0.11 schools per million), 14
are located in sub-Saharan Africa (Duvivier et al., 2014).



However, not only the lack of capacity to educate and train
health workers counts for the low number of health workers.
At the same time in most countries a large number of unem-
ployed, trained and skilled health workers exists; health workers
with skills unsuited for the needs of their countries or commu-
nities because the focus has been on clinical training and not
on public health. Furthermore, an internal maldistribution of
health workers with most of them located in urban areas exists.
Other problems are poor working conditions, including
unsafe workplaces, inadequate compensation and incentives,
and insufficient or no career opportunities.

Trained and skilled health workers often move from the
public to the private sector or migrate from the so-called devel-
oping to more developed countries, widely known as brain
drain. While there is a shortage of health professionals in Afri-
ca, at the same time Africa supplies health professionals to the
developed world. For example, in Portugal in 2007, more than
25% of all foreign trained doctors were from Africa (Connel et
al., 2007). Among the working medical doctors in Germany in
2017, 11,8% had a foreign nationality and of these 6,8% were
from Africa (Bundesirztekammer, 2017).

The emigration of other health professionals such as
nurses also contributes to the shortcoming of health professio-
nals in Africa. For instance, Germany has a shortage of health
professionals, especially nurses. Therefore, the German Federal
Employment Agency’s International Placement Services (ZAV)
and the Deutsche Gesellschaft fiir Internationale Zusammen-
arbeit (GIZ) GmbH have for instance set up a joint project to
bring well-qualified nurses from Serbia, Bosnia and Herzego-
vina, the Philippines and Tunisia to Germany (GIZ, 2018).
The project is said to have advantages for all three sides: Nurses
are able to live and work in Germany under fair conditions. At
the same time, unemployment is reduced in their countries of
origin, and these countries benefit from migrants’ financial re-
mittances. In Germany, meanwhile, hospitals and care facilities
are able to fill their vacancies with qualified staff from abroad.
While this initiative is not targeted at countries in sub-Saharan
Africa (as yet), it is likely that migration of health professionals
from sub-Saharan Africa might increase in future under similar
conditions.

But even if attracting health professionals from Africa
might not be envisaged primarily by the German government,
the education and training of health care professionals in Afri-
caitselfis a promising investment strategy (World Bank, 2008).
The involvement of the medical industry and the attractiveness
for private investments in Africa is in line with the German
Marshallplan with Africa. As described by Adick in this journal
edition (Adick, 2019), cooperation has many facets. In her ana-
lysis, she distinguishes between the types of Aid (understood as
donations to recipients in need), Exchange (meaning formats
of ‘connections’ that are encompassing ‘true’ vice versa coope-
ration), Cultural Diplomacy (which stands for educational
transfer across borders as part of the official foreign policy of a
given country) and Trade (considered to be entrepreneurial
types of international educational transfer). While a World
Bank publication, including examples of successful business
models in medical and nursing education focuses on trade,
some German global health projects might also fall into this
category which can be found in motives like the ,,Qualification
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of African students (physicians, engineers, etc.) in the context
of pilot seminars and workshops at local colleges; so that they
can also be introduced to German products and services.”
(BMWi, 2017, p. 4). But other programs of global health co-
operation of Germany as well as of other donor countries might
also encompass non-economical motives such as the ones (aid,
exchange, or cultural diplomacy) depicted in Adick (2019). For
instance, the Hospital Partnerships Programme of the BMZ
(http://www. Klinikpartnerschaften.de/en) focuses on ,,exchange®
between peer-to-peer partnerships and on mutual learning and
emphasizes “equal” German-African partnerships while a stronger
focus on ,,aid“ can be found in the Product Development Part-
nerships (https://www.gesundheitsforschung-bmbf.de/en/prod
uct-developmentpartnerships-pdps-8692.php) that target dis-
eases which disproportionately affect underserved populations
and where commercial incentives are missing.

Social sciences & global health in higher

education degree studies, training and

research projects
In Germany, different categories of health professionals are
educated and trained on different levels, for example in form
of post-secondary and technical and vocational education, and
in higher education institutions such as classical Universities,
but also Universities of Applied Sciences (Fachhochschulen)
for which Germany is renowned. This may challenge allocating
programs of cooperation between German and African partner
institutions; for instance, if nurses are studying at higher educa-
tion institutions receiving academic degrees in Africa while
they are at present trained on non-academic levels in Germany
which, however, might change in future because of the de-
mands, to reschedule professional trainings to fit into the Eu-
ropean Higher Education Credit Transfer System (ECTS) in-
cluding the Bachelor, Master and Doctoral Degree structure.

Furthermore, the field of health professionals is mani-
fold: next to classical professionals as medical doctors and
nurses more and more new non-clinical professions and special-
izations are demanded on the growing health (care) market.
These new professions have often broader interdisciplinary
curricula that add special knowledge and skills in management,
social science or ICT to the classical clinical education. It is also
a question which of these new requirements and competencies
are allocated to which newly defined professions and to which
level of academic or non-academic education. But even in the
classical medical education new knowledge and skills are
needed to provide quality care in times of globalisation, digital-
isation, and demographic change and to be integrated into the
curricula. All this challenges the former idea of a monolithic
block of purely ,clinical® knowledge and teaching.

Social sciences have already entered medical training,
e.g. Medical Sociology which is part of the curriculum for
medical studies and also part of most public health master de-
grees and postgraduate courses. Social science training in health
offers e.g. basics of qualitative and quantitative research methods,
understanding of health inequalities and social determinants,
patient centered care, and health service organization. Also,
global health, that is not part of the curriculum (yet), is di-
scussed as an important topic in medical teaching. Global
health might not only be an interesting topic for medical stu-



dents but is becoming ever more relevant with increased migra-
tion and the import of “new” diseases not common in Germa-
ny. Furthermore, students and later patients might benefit from
global health programs when they include forms of exchange
so that students can work in a setting with less resources and
the absence of modern medical technologies. Such an experien-
ce probably makes students more patient-centered and lets
them work more resource-efliciently (Frenk et al., 2010).

But even though both, social sciences and global health,
have come to being recognized as important for health profes-
sionals in Germany, they are mostly taught by different profes-
sionals: social scientists with a health focus or an additional
public health degree teach social science related modules, and
teaching staff with a medical background, who often have an
additional training in tropical diseases or public health, teach
global health. Even though the interconnection of social scien-
ces and global health has been recognized by several authors
(Bozorgmehr, 2010; Havemann & Bésner, 2018), the topic of
global health is so far not yet really recognized by those social
scientists who are involved in the education and training of
healthcare professionals. However, a statement of an inter-
viewee in a paper on global health among medical teachers
shows that there is an opportunity for social scientists to streng-
then their position in global health teaching and research in
Germany: “Exactly, [ think, this is a field, where we can foster
aspects of social sciences within the medical training. And we can
use a ropic, that is actually very interesting and that allows us to
reach out to students by their call it Schweitzer-motive.” (one
interviewee in Havemann & Bésner, 2018, p. 9).

Those few anthropologists, political scientists, and so-
ciologists working in the field of global health in Germany are
generally not involved in the education and training of medical
doctors and nurses; and therefore social science aspects are also
not (yet) included in German-African cooperation programs
on education and training of health professionals in Africa. This
is to be regrettet, because the ongoing epidemiological transi-
tion with an increase of chronic diseases, the strong influence
of social determinants on the health of the African population,
and the need for prevention and quality health care in resource
constraint systems increases demands for non-clinical social
sciences-based knowledge among health professionals. Social
science modules and training would provide skills to health
professionals to take leadership for health systems manage-
ment, transformation, and research in Africa.

The missing link between social sciences and global
health in Germany is also reflected in the current German in-
stitutional health funding for Africa. The following examples
of current health funding programs with Africa are listed and
categorized by whether they are clinically, public health, or so-
cial science oriented.

Mainly clinically oriented funding programmes:
Bundesministerium fiir Bildung und Forschung;

Federal Ministry of Education and Research (BMBF):
—  Product development partnerships: targets diseases which

disproportionately affect underserved populations and
where commercial incentives are missing, German-African
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cooperation possible but also open to other countries
(hteps://www.gesundheitsforschung-bmbf.de/en/
product-development-partnerships-pdps-8692.php)
German-African Networks for health research: five net-
works conduct research on high-burden diseases in Africa
to enhance clinical and laboratory practices. The initiative
unites researchers from 26 African institutions in 14
countries as well as 10 German partners (https://www.
gesundheitsforschung-bmbf.de/en/research-networks-
for-health-innovations-in-sub-saharan-africa-8690.php)
European and Developing Countries Clinical Trials Part-
nership: clinical research to accelerate the development of
new or improved drugs, vaccines, microbicides and diag-
nostics against HIV/AIDS, tuberculosis and malaria as
well as other poverty-related infectious diseases in sub-
Saharan Africa, with a focus on phase II and III clinical
trials (htep://www.edctp.org)

Bundesministerium fiir Gesundheit; Federal Minstry of Health
(BMG):

Global Health Protection Programme: the main focus is sup-
porting partner countries and the WHO in epidemic preven-

tion measures (https://ghpp.de/en/).

Bundesministerium fiir wirtschaftliche Zusammenarbeit und
Entwicklung; Federal Ministry of Economic Cooperation and
Development (BMZ):

Hospital Partnerships: supports health partnerships worldwide
but most are between German and African organizations. The
range of focal themes covered encompasses mental health,
nursing, oncology, chealth, gynaecology and midwifery,
ophthalmology, paediatrics, orthopaedics, surgery and dental
health. The focus is on peer-to-peer partnerships for mutual
learning (http://www.klinikpartnerschaften.de/en)

Deutsche Forschungsgemeinschaft; German Research Foundation
(DFG):

African Cooperation Projects in Infectiology: joint research
projects between scientists in Germany and Africa investigating
infectious diseases and their social and societal implications.
The DFG primarily seeks to encourage researchers in human
and veterinary medicine to apply for funding of projects on the
investigation of neglected tropical infectious diseases (https://
www.dfg.de/en/research_funding/announcements_
proposals/2017/info_wissenschaft_17_37/)

Mainly non-clinical, public health oriented funding
programmes:

Deutscher Akademischer Austauschdienst;

German Academic Exchange Service (DAAD):

Partnerships for the Health Sector in Developing Countries:
aims to offer medical training and further education
opportunities in the medical field for partner universities,
which are cutting-edge and suit the local context (https://www.
daad.de/der-daad/unsere-aufgaben/entwicklungszusammen
arbeit/foerderprogramme/hochschulen/infos/en/44500-pagel-
partnerships-for-the-health-sector-in-developing-countries/)



Partly social science oriented funding programmes:
Deutsche Forschungsgemeinschaft; German Research Foundation
(DFG):

German-African Cooperation Projects in Infectiology (see
description among clinically oriented funding programmes)

Open to clinical, public health and social science oriented
funding programmes:

Volkswagen Foundation:

Knowledge for Tomorrow — Cooperative Research Projects in
Sub-Saharan Africa: Funding for symposia, workshops and
summer schools, not only for health but thematically open
(hteps://www.volkswagenstiftung.de/en/funding/our-fund
ing-portfolio-at-a-glance/knowledge-for-tomorrow-
%E2%80%93-cooperative-research-projects-in-sub-saharan-
africa)

Unsurprisingly, most Governmental initiatives are
mainly clinically oriented including some which also support
kinds of public health education and research. Social scientists
can only apply for German-African Cooperation Projects in
Infectiology at the Deutsche Forschungsgemeinschaft (DFG)
which is next to clinical research also targeting social science
research in the field. However, so far almost all funded projects
have been clinically oriented.

How global health research by social scientists can con-
tribute to a complex understanding of health problems can be
illustrated by a research project on barriers to breast cancer care
in Mali led by the author (Grosse Frie et al., 2018; 2019):
Epidemiological and more clinically oriented studies had
shown that in Mali and other sub-Saharan African countries
the mortality rate for breast cancer patients is very high, and
that this is related to late stage diagnosis. Education campaigns
targeting the female population and health care professionals
were commonly recommended to improve on prompt health-
care seeking and timely referral. By using qualitative and quan-
titative social science research methods the trajectories of breast
care patients in Mali were analysed. High costs of cancer diag-
nosis and treatment and financial constraints on the individu-
al and national level were identified as main barriers for survival
and for receiving and providing adequate care. Therefore, solu-
tions need to consider how to cover the costs of cancer care for
Malian patients and, even more importantly, initiatives of the
global community are needed that allow countries such as Mali
to access and provide necessary drugs and technologies for ade-
quate cancer care. Those factors on the meta- and macro-level
need to be targeted by global health programmes and initiatives
before implementing awareness and early detection pro-
grammes for breast cancer (Grosse Frie et al., 2018).

Social science based global health research focusing on
determinants of health at different levels, as well as the inter-
connection between these levels, are rarely conducted, although
such analyses could guide Germany and the international com-
munity in providing sustainable solutions for global develop-
ments in health and healthcare as formulated in die SDG 3 of
the Agenda 2030. The integration of such research in Ger-
man-African cooperation programmes in health education
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could also encourage African scientists in conducting global
health research to integrate their perspectives and analyses in
scientific discussions. This could also help African countries to
demand international solutions that are necessary to improve
the health and healthcare in their countries.

Conclusions
This paper described Germany’s Global Health Strategy and
Africa Strategy, which show that both global health and Africa
have become increasingly important for international coopera-
tion. It has been described that global health is strongly related
to international and transnational aspects of health and
therefore requires interdisciplinary and, in particular, social
science approaches in global health teaching and research.

An important aspect of cooperation with Africa in the
health sector is the education and training of health professio-
nals, on the one hand to improve the shortcomings of skilled
personnel in Africa, but, on the other hand, also to be able to
possibly counteract the shortage of skilled health professionals
in Germany. German-African cooperation in the education
and training of health professionals serves different aspects such
as aid, exchange and trade. Further research could pay more
attention to different motives and formats of cooperation in the
global health sector such as pharmaceutical or medical techno-
logy business motives in exporting models of medical schools
and health trainings, or increasing the donor country’s image
and diplomatic status by means of donations to alleviate health
crises or sponsoring joint high potential research projects.

While social science aspects are already included in the
training of doctors and nurses in the curricula in Germany to
meet the demands of the local health care market, they have so
far not been taken into account in the more clinically oriented
cooperation with Africa in the field of health education and
training. This might be due to the fact that the participation of
social scientists in the global health teaching and research in
German medical university departments is still absent, and the
current institutional funding for German-African cooperation
in health education and research is still mainly clinically ori-
ented.

It was argued that the involvement of social scientists in
global health education and research in Germany needs to be
fostered because of two reasons: firstly, to analyse determinants
for global health inequalities with social science methods in
order to offer solutions that can be considered in the German
and international global health agenda and programmes; se-
condly, to ensure that in future social science modules are in-
tegrated into German-African cooperation programmes on
health education and research. It would provide African health
professionals with the necessary skills that provide leadership
to their health systems. And since global health research also
needs the African perspective, social science research on global
health might empower African countries to point to (interna-
tional) solutions needed for the health of their population and
to bring determinants of health inequalities on the interna-
tional political agenda.



Notes

1 The following article is based on the paper which I presented at the VAD (German
Association of African Studies) international conference at the University of Leip-
zig in June 2018, when I was affiliated to the Martin-Luther University Hal-
le-Wittenberg as a research fellow.
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Neue Perspektiven auf alte Herausforderungen:
Was nehmen wir aus der Studie ,Wirkungsorientierung in
der entwicklungspolitischen Inlandsarbeit”
fur die Projektarbeit im Ausland mit?

Die von VENRO begleitete Wirkungsstudie ,, Wirkungsorien-
tierung in der entwicklungspolitischen Inlandsarbeit” beschif-
tigt sich mit den Fragen, welches Wirkungsverstindnis bei
Bildungsprojekten im Inland angemessen ist und welche Fak-
toren eine wirksame Inlandsarbeit beférdern kénnen.

Inwieweit sind die Modelle und Methoden auch fiir die
Auslandsarbeit nutzbar? Diese Frage diskutierten Mitarbeiten-
de entwicklungspolitischer Nichtregierungsorganisationen im
Mirz 2019 auf einem Workshop. Dabei traten ein paar span-
nende Ergebnisse zu Tage, auf die wir in diesem Artikel kurz
eingehen werden.

Was ist iiberhaupt eine Wirkung?

Die Teilnehmenden diskutierten intensiv. Nicht alles war neu
und einige Ergebnisse wurde kritisch hinterfragt, so beispiels-
weise die Definition von Wirkungen. Sind kognitiver Wissens-
erwerb, Sensibilisierung und Reflexion auf Seiten der Zielgrup-
pen bereits Wirkungen? Oder sprechen wir erst dann von Wir-
kungen, wenn dem Wissen Taten folgen? Im Kern geht es dabei
auch um die Frage, welche Ziele mit entwicklungspolitischen
Projekten verfolgt und erreicht werden kénnen. In Ausland-
sprojekten sprechen wir eindeutig erst dann von Wirkungen,
wenn wir Verhaltensinderungen erkennen.

Wissen fiihrt nicht immer zu Veranderung
Wir méchten mit entwicklungspolitischen Auslandsprojekten
positive Verinderungen bei den Menschen im Globalen Siiden
bewirken. Was passiert, wenn wir durch unsere Bildungsmaf3-
nahmen diese gar nicht erreichen kénnen? Denn das ist eine
Erkenntnis der Studie: Sie besagt, dass es bei Lehr- und Lern-
prozessen keine ,,Durchgriffslogik® von Mafinahmen auf Wir-
kungen gibt. Eine Annahme, die jedoch vielen Wirkungslo-
giken zu Grunde liegt. Es handelt sich dabei vielmehr um
komplexe, selbstreferentielle Lernprozesse. Das heifft zum ei-
nen, dass Kenntnisse iiber bestimmte Sachverhalte bei Ler-
nenden nicht zwangsliufig zu einer Verhaltensinderung fith-
Zum anderen sind Lernerfolge nicht unbedingt
unmittelbar sichtbar und messbar. Fiir die Teilnehmenden war

ren.

dies eine interessante neue Erkenntnis und sollte zukiinftig
auch in Auslandsprojekten mitgedacht werden.

Wie betroffen sind die Zielgruppen?
In Auslandsprojekten ist es méglicherweise durch die direkte
Betroffenheit der Zielgruppen einfacher, Wirkungen in Form
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von Verhaltensinderungen zu erreichen als bei Bildungsarbeit
im Inland, so eine Vermutung der Teilnehmenden. Um dies
zu veranschaulichen, wird ein sehr vereinfachtes Beispiel
herangezogen: Eine Informationsveranstaltung tiber die Rech-
te von Kindern an Schulen, an denen Lehrer gewaltvoll mit
Schiilerinnen und Schiilern umgehen, kénnte wirksamer sein
als an einer Schule ohne Gewaltprobleme, da die Kinder be-
troffen sind. Vielleicht seien die ,, Fridays for Future“-Demons-
trationen weltweit so erfolgreich, weil die Schiilerinnen und
Schiiler sich von der Klimakrise betroffen fiihlten, so eine
Teilnehmerin.

Gute Trainer bewirken viel

Die in der Studie vorgeschlagenen Wirkungsmodelle betrach-
ten verschiedene Einflussfaktoren auf Wirkungen, wie den
Kontext, in dem die Mafinahme eingebettet ist, und die Rolle
von Referentinnen und Referenten bei Bildungsmafinahmen.
Es geht also nicht nur um die Lerninhalte, sondern vielmehr
darum, wie sehr die Trainerinnen und Trainer es schaffen, eine
gute Beziehung zu den Teilnehmenden aufzubauen. Die per-
sonliche Motivation der Zielgruppen ist ein weiterer Einfluss-
fakcor: Wie gut sie das Erlernte umsetzen, hingt davon ab, mit
welcher Haltung die Zielgruppen schon vor einer Bildungs-
veranstaltung den Inhalten begegnen und wie motiviert sie
sind.

Einflussfaktoren in Zukunft mitdenken

Ein Ergebnis des Workshops ist, dass diese Einflussfaktoren
insbesondere in der wirkungsorientierten Planung von Pro-
jekten noch stirker berticksichtigt und hinterfragt werden
sollten. Die Studie ist ab sofort online erhiltlich unter www.
waxmann.com/buch3923. Um die Studienergebnisse gemein-
sam zu reflektieren und daraus zu lernen, wird VENRO wei-
tere Workshops anbieten und Anleitungen zur Umsetzung
wirkungsorientierter Ansitze fiir die entwicklungspolitische
Bildungsarbeit im Inland erarbeiten. Weitere Informationen
kénnen unter www.venro.org abgerufen werden. Die Ergeb-
nisse stammen aus einem Workshop der VENRO-Arbeits-
gruppen Wirkungsorientierung und Ko-Finanzierung mit der
Referentin Susanne Héck (Co-Autorin der Studie).

Lili Krause & Katharina Stahlecker, VENRO
doi.org/10.31244/zep.2019.02.07
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InterCap - Kapazitaten gemeinsam entwickeln:
Europaweites Projekt zum Globalen Lernen tber Migration und Entwicklung in der
interdependenten Welt

Wie zahlreiche Studien zeigen, hat sich die 6ffentliche Wahrneh-
mung von Migration und ihren Folgen in den letzten Dekaden in
Europa erheblich verindert — und dies nicht zum Positiven. Eine
Reihe von EU-Berichten zu Sicherheit und Migration stellt fest, dass
die Besorgnis der Biirgerinnen und Biirger tiber Terrorismus und
extremistische Ideologien zu einer wahren Herausforderung fiir die
Sicherheit in Europa angewachsen ist.! Diese Bedenken hinsichtlich
realer und subjektiv empfundener Bedrohungen werden durch na-
tionale politische Interessen, Medien und Rassenvorurteile vorange-
trieben? und haben negative Folgen fiir den Zusammenhalt und die
Kohirenz der Entwicklungspolitik auf europdischer Ebene und
weltweit. AufSerdem beeinflussen sie das 6ffentliche Bewusstsein fiir
die Themen der globalen Entwicklungsagenda. Das wichtigste In-
strument, um die Einstellung der Biirgerinnen und Biirger zu 4n-
dern, ist Bildung. Nur eine entsprechende Wissensvermittlung
vermag ein kritisches Verstindnis der globalen Herausforderungen
in der interdependenten Welt zu fordern und Menschen dabei zu
unterstiitzen, sich ihrer Rolle und Verantwortlichkeiten in einer glo-
balisierten Gesellschaft bewusst zu werden.

Das von EuropeAid geforderte Projeke fnzerCap vereint 13
Organisationen aus 12 verschiedenen EU-Lindern (Deutschland,
Zypern, Osterreich, Italien, Litauen, Kroatien, Griechenland, Polen,
Vereinigtes Konigreich, Malta, Bulgarien und Slowenien). Es hat
eine Laufzeit von 2017 bis 2020. Die beteiligten Organisationen
sind auf die Ausbildung von Lehrkriften, Bildungsreformen, nach-
haltige Entwicklung und Migration spezialisiert. Dariiber hinaus
sind {iber 40 weitere Akteure wie Regional- und Lokalbehorden,
Ministerien, Universititen und zivilgesellschaftliche Organisationen
Teil des weit gefassten Netzwerks. [nterCap zielt darauf ab, europa-
ische Partnerschaften zwischen zivilgesellschaftlichen Organisati-
onen (NGOs) und Universititen aufzubauen. Das Projekt will
Kapazititen von Bildungsakteuren in Europa erweitern und das
Globale Lernen zu Migration, Sicherheit und nachhaltiger Entwick-
lung in einer interdependenten Welt fordern. Um diese Ziele zu
erreichen, fiihrt /nzerCap vielfaltige Aktivititen durch, die auf nati-
onaler sowie auf europiischer Ebene Wirkung entfalten sollen. Dazu
gehoren unter anderem der Aufbau von Partnerschaften und Netz-
werken, praxisorientierten Projekten mit NGOs, Hochschulen und
ortlichen Gemeinschaften. Weiterhin werden Schulungspakete fiir
das Online- und Prisenzlernen, internationale Konferenzen sowie
eine digitale Bibliothek mit Beispielen guter Praxis angeboten. Da-
mit will ZnterCap den wachsenden Herausforderungen, insbesonde-
re der zunechmenden Radikalisierung und diskriminierenden Ein-
stellung  gegeniiber Migrantinnen und Migranten, in den
europiischen Lindern entgegentreten. Zugleich riicken das Thema
der nachhaltigen Entwicklung und die Agenda 2030 in den Fokus
von Bildungssystemen und Politikgestaltung.

Dariiber hinaus bietet /nterCap Trainingseinheiten und

Workshops fiir Lehrerausbildende und Lehrkrifte sowie Praktika
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fiir Lehramtsanwirterinnen und -anwirter an, die im jeweiligen
nationalen Kontext die Kapazititen der Bildungsakteure aufbauen.
Die Lerneinheiten sind den Themen Migration, Entwicklung und
Globales Lernen gewidmet, die zugleich auf innovative pidago-
gische Methoden und Bildungsansitze zuriickgreifen. Zum Beispiel
werden die Workshops in Deutschland, wo ZnterCap durch den
World University Service (WUS) durchgefiihrt wird, mittels parti-
zipativer Theatermethoden gestaltet und an den Bildungskontext,
vor allem zu den Themen Migration und nachhaltige Entwicklung,
angepasst.

Unter der Webseite Attps:/www.developtogether.eulen/trai
ning-package konnen Sie sich registrieren und erhalten direkten Zu-
gang zu den 6 Modulen aus dem ZnzerCiap-Schulungspaket (kosten-
frei):
—  Modul 1 ,Migration, Sicherheit und nachhaltige
Entwicklung in einer interdependenten Welt: Theorie und
Praxis (4 Std.)*,

Modul 2, Entwicklungspolitische Bildung/Globales Lernen
und Lehrerbildung: Europiische Union (2 Std.) und einzelne
Linder (2 Std.)*,

Modul 3 , Partizipative Bildungsmethode: Philosophie fiir
Kinder (P4C) (6 Std.)“,

Modul 4 , Partizipative Bildungsmethode: Offene Riume fiir
Dialog und Untersuchung (OSDE) (6 Std.)%,

Modul 5 ,Partizipative Theatermethoden fiir globales Lernen
mit Bezug zu ,, Theater for Living (6 Std.),

Modul 6, Train the Trainer-Padagogik (4 Std.) .

Im Laufe des Projekees und tiber den Projekezeitraum hinaus stehen
der WUS und seine /nterCap-Partner vor vielen interessanten
Aufgaben. Dabei ist zu wiinschen, dass die Arbeit von InrerCap
die entwicklungspolitische Bildung fordert und dazu beitrigt,
eine offene und gut informierte Gesellschaft in der Europiischen
Union aufzubauen. Weitere Informationen tiber /nterCap sowie
Zugang den  Schulungspaketen finden  Sie
www.developrogether.en und auf der Webseite vom WUS unter
www.wusgermany.deldelglobales-lernen/intercap.

u unter

Anmerkungen
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Rezensionen

Francis Fukuyama (2019): Identitit. Wie der Verlust der
Wiirde unsere Demokratie gefihrdet. Hamburg: Hoffmann
und Campe. ISBN: 978-3-455-00528-8; € 22,00

Als das Sowjetimperium zusammenbrach veréffentlichte Fran-
cis Fukuyama 1989 einen Artikel mit dem Titel ,,Das Ende der
Geschichte? — mit einem Fragezeichen. Drei Jahre spiter er-
schien das Buch — diesmal ohne Fragezeichen — und machte
ihn weltberithmt. Mit dem Ende war der Sieg des Kapitalis-
mus, die liberale Demokratie gemeint. Wie wir wissen, ging die
Geschichte weiter mit unschénen Ereignissen wie den Balkan-
kriegen, dem Terroranschlag auf das World Trade Center am
11. September 2001, Kriegen im Irak und Afghanistan u.a.

Mit dem Ende wart es ganz anders gemeint, schreibt der
Autor im Vorwort des neuen Buches. Er verweist auf das Fra-
gezeichen und auf das letzte Kapitel, in dem er sich mit dem
letzten Mann von Nietzsche beschiftigt.

Nicht zu verleugnen ist, dass nach 1989 die Weltwirt-
schaft stark angewachsen ist. Der Anteil der Weltbevélkerung,
der in Armut lebt, ist seit 1990 von 29,2% auf 20,3% (2018,
WHI 2018) zuriickgegangen. Auch die Zahl der demokra-
tischen Staaten wuchs von 1970 bis 2010 kontinuierlich von
35 auf iiber 120 an. Allerdings ist diese Entwicklung nach der
Finanzkrise 2007/8 und Eurokrise 2009 wieder riickliufig.
Staaten mit autoritirer Struktur nehmen nicht nur in der
Tiirkei, in Ungarn, Polen und den USA zu. Warum dies so ist,
versucht Francis Fukuyama mit seiner These iiber Identitit zu
erkliren.

Mit dem Wirtschaftswachstum hat zwar auch die welt-
weit okonomische Ungleichheit zugenommen, dies sei aber
nicht der Grund fiir einen globalen Rechtsdruck. Gewisserma-
fen macht Fukuyama die linke emanzipatorische Bewegung
der spiten 1960er Jahre dafiir verantwortlich. Thre Anspriiche
von Political Correctness, Multikulturalismus und Solidaritit
mit Ausgebeuteten dieser Welt haben quasi eine Gegenbewe-
gung verschiedener Gruppierungen ausgeldst, die bisher margi-
nalisiert waren und fiirchteten, ihre Identitit und Wiirde in
dieser Gesellschaft zu verlieren.

Zudem bangt die Mittelschicht durch die Finanzkrise
und zunehmende 6konomische Ungleichheit um die eigene
Zukunft und die der Kinder. Der Kampf der benachteiligten
Gruppen um Identitit und Wiirde miindet im Zorn gegen die
Eliten, die die Gesellschaft in diese Lage gebracht habe. Dieser
Zorn hat u.a. den Brexit und den Sieg von Donald Trump erst
ermdglicht.

Mit dem Sieg der liberalen Demokratie kénnten nicht
die Krifte des Nationalismus und der Religion {iberwunden
werden, weil das Problem des 7hymos (Platon) nicht gelost sei.
Thymos ist der Teil der Seele, der sich nach Anerkennung und
Wiirde sehnt. fsothymia ist das Bediirfnis, anderen gegeniiber
gleichwertig zu sein, wihrend Megalothymia den Wunsch dar-
stellt, von andren als tiberlegen betrachtet zu werden.

Fukuyama bezieht sich nicht nur auf Platons Thymos,
sondern vor allem auf G.W.E Hegels Phinomenologie des
Geistes, Kapitel 1V, auf das Thema Herr und Knechr. Das ist das
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Thema nicht nur bei Leibniz und Hegel, sondern das ewige
Thema der Literatur — von Tolstois Herr und Knecht iiber
Brechts Herr Puntila und sein Knecht Matti bis Peter Handkes
Das Miindel will Vormund sein.

»Das Problem der Megalothymia ist jedoch“, so Fukuyama,
»dass einer kleinen Anzahl von Personen, die als tiberlegen gel-
ten, eine grofle Anzahl von Menschen gegeniiberstehen, die fiir
minderwertig gehalten werden und auf die Anerkennung ihres
Wertes verzichten miissen” (Der SPIEGEL 42/2018, 120).

In dem Schlusskapitel mit der Frage von Lenin Was tun,
meint der Autor, wenn die liberale Demokratie {iberleben will,
muss es eine Bekenntnisnation werden. Wihrend es falsch wire,
Identitdt mit Rasse, Ethnizitit oder Religion zu verkniipfen, ist
ein Bekenntnis zum Staat (dass ich fiir die Verfassung und die
Gesetze des Landes aktiv eintrete) notwendig, um die liberale
Demokratie zu retten. Die liberalen Staaten haben durch die
Zuwanderung von Menschen erheblich wirtschaftlich und kul-
turell profitiert, so ein Bekenntnis wird auch Migranten helfen,
sich mit dem Staat zu identifizieren. Umgekehrt hat der Staat
das Recht, Menschen auszuweisen, die sich nicht zur Bekennt-
nisnation bekennen. Aber die Identitit ist nicht statisch, ist
weder festgelegt, noch durch Geburt vermittelt.

Es bleiben viele Fragen offen:

Lisst sich der Zerfall des Staates in viele einzelne
Gruppen mit diversen Anspriichen aufhalten?

Wird die Schere, die zwischen Arm und Reich immer

weiter auseinander geht, wieder durch eine

Bekenntnisnation geschlossen?
Gleichwohl ist es Fukuyama wieder gelungen, seinem Ruf als
Seismograph der Zeit gerecht zu werden. Das Buch ist nicht
nur lesenswert, sondern auch anregend und diskussionswiirdig.

Asit Datta
doi.org/10.31244/zep.2019.02.09

Felix Ekardt (2017): Wir kénnen uns indern — Gesellschaft-
licher Wandel jenseits von Kapitalismuskritik und Revolu-
tion. 2. Auflage, Miinchen: oeckom Verlag. ISBN: 978-3-
96006-843-0; 14,95€
»Warum fallen uns Verinderungen so schwer? Warum gelingt
die Transformation hin zu einer nachhaltigen Gesellschaft
nicht? Scheitern wir mit unseren Vorsitzen an unseren Genen?
Oder ist der Kapitalismus an allem schuld? Diesen und wei-
teren Fragen widmet sich Felix Ekardt in seiner Publikation
»Wir kénnen uns dndern — Gesellschaftlicher Wandel jenseits
von Kapitalismuskritik und Revolution® — und gibt Hoffnung,
Dem Leiter der Forschungsstelle Nachhaltigkeit und
Klimapolitik in Leipzig und Berlin, Professor fiir 6ffentliches
Recht und Rechtsphilosophie an der Universitit Rostock sowie
Mitglied des Leibnitz-Wissenschaftscampus fiir Phosphorfor-
schung gelingt auf 156 Seiten eine multiperspektivische Ana-
lyse einschligiger Narrative im Diskurs einerseits sowie ver-
schiedener Wirkmechanismen (individueller) Verinderung



und (gesellschaftlichen) Wandels andererseits. Mit dem Buch
soll aufgezeigt werden, ,inwieweit Wandel bewusst herbeige-
fithrt werden kann, sei es beim Einzelnen oder kollektiv in
Gesellschaften. Verinderung versteht, wer die Antriebe
menschlichen Verhaltens versteht. Und Gesellschaften ver-
steht, wer einzelne Menschen versteht (S. 11).

Im Rahmen der vier Kapitel

1. Was ist das: gesellschaftlicher und individueller Wandel?

2. Geld, Macht, Gene, Wissen, Hirnforschung: Wichtige,
aber oft iiberschitzte Bausteine zum Verstehen von Wandel

3. Verhalten und Wandel umfassender verstehen

4. Wege der Ermoglichung von Wandel — gesellschaftlich

und individuell

werden mit Blick auf diese Zielsetzung in insgesamt 29 Kern-
gedanken Erkenntnisse aus unterschiedlichen Forschungs- und
Denkrichtungen aufbereitet — jeder Kerngedanke kurzweilig
und — da immer wieder an unmittelbare Erfahrungszusammen-
hinge aus der individuellen Alltagspraxis anschlieffend — ein-
gingig prisentiert. Ekardt bedient sich dabei u.a. Erkenntnis-
senim Kontextvon Psychologie, Soziologie, Evolutionsbiologie,
Hirnforschung, Fortschritts- und Verfallstheorien, Transfor-
mationsforschung sowie Gliicksforschung. Nach eigener Ziel-
setzung richtet sich die Publikation somit an ein breites Publi-
kum und stellt Aspekte der Arbeit des Autors in der
Forschungsstelle Nachhaltigkeit und Klimapolitik aus den
letzten Jahren dar (vgl. S. 10). Insofern bietet dieses Buch si-
cherlich vielen Leserinnen und Lesern, die sich mit Fragen in-
dividuellen und gesellschaftlichen Wandels beschiftigen, wert-
volle Anregungen.

Claudia Bergmiiller-Hauptmann
doi.org/10.31244/zep.2019.02.10

Daniel Bendix (2018): Global Development and Colonial
Power. German Development Policy at Home and Abroad.
London und New York: Rowman & Littelfield. ASIN:
B07B269WYT;115,99€

Das Buch untersucht die Rolle Deutschlands als Kolonial-
macht und spiirt Verbindungen zur aktuellen Entwicklungspo-
litik nach. Der Autor, der seinen Ph. D. an der University of
Manchester absolviert hat und iiber mannigfaltige internatio-
nale Erfahrungen verfligt, ist Dozent fiir ,International Social
Sciences and Global Development® an der Theologischen
Hochschule Friedensau in Méckern-Friedensau und war lange
Mitarbeiter des postkolonial orientierten Vereins Glokal e.V. in
Berlin.

In seiner Einleitung weist Bendix darauf hin, dass die
deutsche Kolonialpolitik und ihre lingerfristigen Folgen ein
vernachlissigtes Forschungsgebiet sind. Ihm geht es bei seiner
Untersuchung um die Effekte kolonialer Spuren im Denken
und in aktueller Entwicklungspolitik, vor allem auch im Be-
reich entwicklungspolitischer Bildung (,Development Educa-
tion"!), und in der Arbeit von Nichtregierungsorganisationen
und staatlicher Aktivititen im Bereich der Entwicklungspoli-
tik. Oft geschicht dies anhand von Beispielen zu Tansania und
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Ostafrika und mit ihrer Geschichte der grofiten deutschen Ko-
lonie auf dem Kontinent bis 1918.

In einem ersten grofieren Kapitel diskutiert Daniel Ben-
dix die historischen Zusammenhinge um Deutschlands Kolo-
nialpolitik bis zu heutiger Entwicklungspolitik. Betont wird
hier nochmals, dass es eine Kontinuitit zwischen dem Ver-
gangenen und heutiger Politik gebe. Unter Verweis auf postko-
loniale Studien geht es um Wissensbestinde und Praktiken, die
sich tradieren. Die Konstruktion eines kolonisierenden Selbsts
und eines kolonisierten Anderen wirke sich in der Ausbreitung
und Aktualitit von Rassismus aus. Mit Blick auf internationa-
le Literatur wird der Anspruch heutiger Entwicklungspolitik
als partnerschaftliches Handeln in Frage gestellt und das Uber-
legenheitsdenken westlicher Linder dagegen gestellt. Inten-
siver wird die Rolle kolonialer Differenz diskutiert.

In weiteren Kapiteln wird dann die Praxis des deutschen
Kolonialismus analysiert und mit Entwicklungspolitik verbun-
den erértert. Des Weiteren wird auf die Selbstdarstellung der
Entwicklungspolitik eingegangen. Dabei nimmt Bendix die
sehr diversen Plakatkampagnen von NGOs in den Blick und
untersucht kritisch die enthaltenen Botschaften. Als ein Bei-
spiel staatlicher Werbung fiir den Gedanken der Entwicklungs-
politik dient ihm die Plakatwerbung des BMZs zu den ,Big
Five®, also den wesentlichen Wildtieren in Afrika. Hier driicke
sich der koloniale Blick deutlich aus. Es geht weiter um die
Politik der Geburtenkontrolle und ihrer historischen Verbin-
dungen und dann um mégliche Auswege aus dem intensiver
untersuchten kolonial beeinflussten Denken und Handeln.

Der Autor widmet ein ausfiihrlicheres Kapitel auch der
»Development Education®. Schon der Titel des Kapitels ldsst
Kritik erwarten: ,Development Education and the (De-)Stabi-
lisation of Colonial Power®, nihrt aber immerhin die Hoff-
nung, dass die dargestellten Ansitze der Bildung fiir nachhal-
Entwicklung, des Globalen und der
entwicklungspolitischen Bildung auch kritische Teile gegen-

tige Lernens
iber westlichem Dominanzdenken enthalten kénnten. Zu
Beginn des Kapitels werden die Aktivititen um den Orientie-
rungsrahmen fiir den Lernbereich Globale Entwicklung und
die diversen Entsendeprogramme, wie ,weltwirts“ u. a., mit
ihren Zielen hinsichdich eines global verantwortlichen Be-
wusstseins, erwihnt. Kontrastierend werden Studien zu Rassis-
mus in deutschen Klassenzimmern dargestellt. Skizziert wird
auch die Diskussion um postkoloniale Kritik, wobei immerhin
auch die Gegenkritik mit erwihnt wird. Dies ist dann auch in
den folgenden, ausfiihrlichen Darstellungen der Fall. Hier geht
es kurz um die Entwicklung des Globalen Lernens und dann
um die erwihnten Debatten, auch um kritisiertes Unterrichts-
material. Ausfiihrlich analysiert der Autor den Orientierungs-
rahmen fiir den Lernbereich Globale Entwicklung, wobei er
diverse Widerspriiche in dessen Texten erkennt. Dies ist aller-
dings auch kein Wunder, schlieflich handelt es sich hier um
ein wissenschaftlich gestiitztes Policy Paper, dass aber eben
auch ein Policy Paper ist und somit verschiedene Strémungen
deutscher Diskussionen im Bildungsbereich aufnimmt. Dies
scheint dem Autor nicht ganz klar geworden zu sein.

Zu unterstreichen ist allerdings der Schluss des Autors,
wonach frither schon diskutierte historische Wurzeln aktuellen
Denkens zeitweise aus den einschligigen Publikationen ver-
schwunden sind und erst seit den Interventionen aus postko-



lonialer Perspektive wieder neu aufscheinen. Verdienstvoll ist
es, deutsche Diskussionen auch fiir die englischsprachige Le-
serschaft zu erschlieffen.? Denjenigen, die hier andere Blick-
winkel in den Vordergrund stellen wiirden, sollte dies ein An-
reiz sein, es ihm nachzutun.

Anmerkungen

—

Wobei es bei einem Autor aus dem postkolonialen Diskurs erstaunlich ist, dass
das ,Development* hier als Begriff nicht wenigstens distanziert genutzt wird,
schlie@Slich wird der Entwicklungsbegriff in Deutschland schon sehr lange kri-
tisch gesehen.

2 Der Orientierungsrahmen fiir den Lernbereich globale Entwicklung, der in
Deutschland inzwischen 40.000-mal gedruckt wurde, ist seit einiger Zeit auch
in englischer und demnichst auch in spanischer Sprache zuginglich.

Bernd Overwien

doi.org/10.31244/zep.2019.02.11

Thomas Hoffmann (2018): TERRA. Globale Herausforde-
rungen 1: Die Zukunft, die wir wollen. Themenband. Klasse 10-
13. Stuttgart: Ernst Klett. ISBN: 978-3-12-104704-8; 26,95 €

,» The future we want — Die Zukunft, die wir wollen“ - unter diesem
Motto formulierten die UN-Delegierten der ,,Rio+20-Konferenz
fiir nachhaltige Entwicklung ihre Vision einer nachhaltigen Entwick-
lung, die deutlich macht, dass Zukunft als etwas in weiten Teilen
gestaltbares verstanden wird. Zur selben Zeit lisst sich in der Nach-
haltigkeitswissenschaft eine Entwicklung feststellen, in der die Ana-
lyse von Problemen nicht nachhaltiger Entwicklung und die Suche
nach Evidenzen fiir solche Entwicklungslinien zunehmend komple-
mentert wird durch explizit losungsorienderte Forschungsansitze
(Miller et al., 2014) und die Notwendigkeit von gesamtgesellschaft-
lichen Lern- und Verstindigungsprozessen betont wird (Barth &
Michelsen, 2013).

An diesen Entwicklungen setzt das Lehrbuch fiir den Geo-
graphieunterricht der gymnasialen Oberstufe ,,TERRA. Globale
Herausforderungen 1: Die Zukunft, die wir wollen® an und betont
den Gestaltungswillen mit Blick auf zukiinftige Entwicklungspro-
zesse als didaktdische Zielsetzung. Mit seinem umfassend auf Nach-
haltigkeitausgerichteten und konsequent [ésungsorientierten Ansatz,
in dem ausgehend von innovativen Ansitzen und konkreten Lo-
sungen die dahinterliegenden Problemstellungen und Herausforde-
rungen aufgearbeitet werden, betritt das Lehrbuch Neuland und setzt
sich wohltuend von klassischen Ansitzen der problem- und defizit-
orientierten Behandlung von Nachhaltigkeitsthemen in (Geogra-
phie-)Schulbiichern ab.

Diese Orientierung wird bereits im Prolog des Buches deut-
lich, in dem anhand des 1987 verabschiedeten Montreal-Protokolls
zur Erhaltung der natiirlichen Ozonschicht dargelegt wird, wie die
Entwicklung einer am Nachhaltigkeitsprinzip ausgerichteten Lo-
sungsstrategie sowie ein entschlossenes Handeln aller relevanten Ak-
teure zu einer nachhaltgen Entwicklung fithren kann. Im ersten
Kapitel wird dann die Vision einer nachhaltigen Entwicklung in all
ihren Facetten und Konsequenzen eingefiihrt. Angelehnt an die
Kampagne ,, The Future We Want“ der Vereinten Nationen unter
Schirmherrschaft des damaligen Generalsekretirs Ban Ki-moon wird
Nachhaltigkeit dabei einerseits als wiinschenswerte Zukunftsvorstel-
lung beschrieben und vor dem Hintergrund heutiger Herausforde-
rungen und Problemstellungen betrachtet, andererseits werden kon-
krete individuelle und gesellschaftliche Strategien einer nachhaltigen

37

219 ZEP

Entwicklung eingefithrt. Mit den nachhaltigen Entwicklungszielen
(SDG) der Agenda 2030 wird hierfiir ein {ibergreifender Rahmen
erldutert und eingefiihrt, auf den im Buch durchgehend Riickbezug
genommen wird.

In fiinf Kapiteln werden dann die aus Sicht des Geo-
graphieunterrichts besonders bedeutenden Aspekte Ressourcen, Kli-
ma, Meere, Boden und Nahrungssicherheit sowie Stadte behandelt,
wobei die Herausforderung nicht nachhaltiger Entwicklung in ihrer
komplexen Problemlage immer detailliert besprochen, aber zugleich
mit konkreten Losungsansitzen und Handlungsméglichkeiten ver-
bunden wird. In einem Epilog werden diese Handlungsmaglich-
keiten aufgegriffen und Positivbeispiele vorgestellt, die den kreativen
und lésungsorienterten Zugang des Buches noch einmal verdeudli-
chen. Ein umfangreiches Glossar und eine Ubersicht mit iiberlegt
ausgewihlter Literatur runden das Lehrbuch ab.

Mit dem Lehrbuch TERRA. Globale Herausforderungen I:
Die Zuteunft, die wir wollen legt Thomas Hoffmann eines der ersten
umfassend auf Nachhaltigkeit ausgerichteten Lehrbiicher vor —sicher
das erste, das konsequent auf Losungen und Handlungsméglich-
keiten setzt und damit Schiilerinnen und Schiiler motivieren méch-
te, komplexe Herausforderungen nicht nur zu verstehen, sondern
eigene Einflussméglichkeiten zu erkennen und ergreifen zu wollen.
Die Darstellung der einzelnen Kapitel erfolgt dabei iiberaus kennt-
nisreich, detailliert und anschlussfahig fiir den Geographieunterricht,
auch wenn dadurch einige fiir nachhaltige Entwicklung zentrale The-
men weniger prominentsind, als die Leserin erwarten wiirde. Warum
Biodiversitit nur als Unterpunkt im Kapitel Klima und Ernihrung,
und Landwirtschaft ausschlieflich unter dem Gesichtspunke der Bo-
dennutzung und Nahrungssicherheit behandelt werden, ldsst sich
wohl nur so erkliren. Eine Fiille von mutmachenden Beispielen und
innovativen Initiativen ziehen sich durch das Buch — ein Ansatz, den
man mehr Lehrbiichern sowie Beitridgen zum Nachhaltigkeitsdiskurs
wiinschen wiirde. Selbstlernaufgaben zur Uberpriifung der eigenen
Kompetenz runden das Ergebnis ab und erlauben eine vertiefte Aus-
einandersetzung auch wenn diese stark kognitiv auf Fachwissen ori-
entiert sind. Eine Orienterung an den Schliisselkompetenzen einer
nachhaltigen Entwicklung (Wiek et al., 2011) kénnte hier die Bot-
schaft des Lehrbuches noch unterstreichen.

Thomas Hoffmann hat mit diesem Lehrbuch ein ambitio-
niertes Vorhaben erfolgreich umgesetzt. Das Ergebnis ist ein Lehr-
buch, das in einer innovativen, lésungsorientierten Herangehenswei-
se umfassend in Nachhaltigkeit einfiihrtund komplexe Problemlagen
mit dem aktuellen Forschungsstand und konkreten Handlungsmég-
lichkeiten verbindet. Damit ist diese Ausgabe iiber den engen Kon-
text des Geographieunterrichts eine wertvolle Ressource fiir alle, die
im Unterricht eine fundierte Einfithrung in aktuelle Nachhaltigkeits-
fragen vornehmen wollen.
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Schlaglichter

Okumenischer Forderpreis ,,Eine Welt“ (red.): Bereits zum
sechsten Mal wurde am 21.06.2019 der Okumenische Forder-
preis durch den Katholischen Fonds und die Inlandsférderung
von Brot fiir die Welt vergeben. Die Preiskategorien sind in
2019: ,Globales Lernen in der Schule®, ,Kirchliche Partner-
schaftsarbeit” und , Politische Bildungsprojekte®. Bei der Preis-
verleihung im Rahmen des Deutschen Evangelischen Kirchen-
tages wurden die diesjihrigen Preistriger, das Bildungszentrum
WeltGarten Witzenhausen, die Partnerschaftsgruppe der Ka-
tholischen Kirchengemeinde St. Georg in Vreden und das Kon-
zeptwerk Neue Okonomie in Leipzig, ausgezeichnet.

Der Okumenische Forderpreis ,,Eine Welt will das vor-
bildliche, vielfiltige und kreative Engagement in Aktionsgrup-
pen, Kirchengemeinden und Bildungseinrichtungen fiir eine
gerechte globale Entwicklung und fiir Solidaritidt mit den Ar-
men und Benachteiligten in der Welt auszeichnen und sichtbar
machen. Der Preis ist mit 3.000€ dotiert. Weitere Infos unter
https://www.katholischer-fonds.de/Okumenischer-forderpreis.

Religiose Bildung in der migrationssensiblen Schule: Ange-
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und publiziert. Es soll Lehrerinnen und Lehrern, Erwachse-
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cthische Bewertung, keine Bereitschaft zum  entwicklungspoliti-
schen Engagement. Sie kénnen aber helfen, unser Wissen und un-
sere strategischen Uberlegungen auf eine bessere, empirische Basis zu
stellen. Die jeweils neue Ausgabe kann als kostenloser Download
abgerufen  werden:  http://www.welthaus.de/fileadmin/user_
upload/Bildung/Datenblatt-Entwicklungspolitik.pdf



»Karte von morgen® (red.): Die neue digitale ,,Karte von mor-
gen“ macht sichtbar, wo Menschen nach dem Slogan ,Eine
andere Welt ist moglich® handeln. Als interaktive Onlineplatt-
form sammelt und dokumentiert sie Initiativen des Wandels
und nachhaltige Unternechmen transparent und tibersichtlich.
Jede/r kann dabei mitmachen: Orte des Wandels — beispiels-
weise Bioliden, Gemeinschaftsgirten und Bildungsinitiativen
- aufspiiren und eintragen, besuchen und bewerten: hrtps://
kartevonmorgen.org/

Linkliste ,,Aktiv gegen Rechtspopulismus® (red.): Rechtspo-
pulistische Tendenzen gefihrden seit einigen Jahren demokra-
tische Werte. Umso wichtiger ist es, dass die (politische) Bil-
dung sich dieser Thematik annimmt. Die Linkliste ,Aktiv
gegen Rechtspopulismus!® des Portals Globales Lernen bietet
hierfiir Bildungsmaterialien, Argumentations- und Hand-
lungshilfen, Aktionen und vieles mehr fiir alle, die in der schu-
lischen und auf8erschulischen Bildungsarbeit titig sind. Abruf-
bar ist die Liste unter: hetps:/fwww.globaleslernen. de/sites/default/
[files/files/pagesiaktiv_gegen_rechtspopulismus.pdf

Neues Fokus-Thema ,,Fridays for Future® (red.): Der 16-jih-
rigen Schwedin Greta Thunberg ist es gelungen, nachdem Wis-
senschaftlerinnen und Wissenschaftler sowie Mahnende jahr-
zehntelang cher wenig Gehér bekamen, einer breiten
Offentlichkeit bewusst zu machen, dass Klimaschutz nicht
mehr warten kann. Threm Engagement ist es zu verdanken, dass
mittlerweile Schiilerinnen und Schiiler auf der ganzen Welt
immer freitags fiir das Weltklima auf die Straf§e gehen. Das
Portal Globales Lernen (wwuw.globaleslernen.de) hat nun eine
neue Fokusrubrik ,Fridays for Future® erstellt. Interessierte
finden hier Bildungsmaterialien, die Ursachen, konkrete Fol-
gen und Auswirkungen des Klimawandels behandeln. Weiter-
hin werden Initiativen, Aktionen und (Fort-) Bildungsmoglich-
keiten vorgestellt, die zum Mitmachen anregen und eigene
Handlungsmoglichkeiten aufzeigen.
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Imagine Africa 2060 (red.): ,Imagine Africa 2060. Geschich-
ten zur Zukunft eines Kontinents“ betont die Vielfiltigkeit, die
innerhalb des afrikanischen Kontinents existiert. Autorinnen
und Autoren berichten elf utopische sowie dystopische Ge-
schichten mit unterschiedlichen Erzihlweisen und vermitteln
Leserinnen und Lesern den Reichtum der afrikanischen Lite-
raturszene, um sich gegen die Einfalt vieler Denkweisen und
einem ungenierten Rassismus entgegenzustellen. Weitere Infos
unter: https:/fwww.peter-hammer-verlag. de/buchderails/imagine-

africa-2060/

Netzwerktreffen der Bundesvereinigung Kulturelle Kinder-
und Jugendbildung (red.): Vom 27. bis 30. August 2019 fin-
det in Berlin das Netzwerktreffen der Bundesvereinigung Kul-
turelle Kinder- und Jugendbildung (BK]) statt. Es steht unter
dem Motto ,jugend.kutur.austausch global 2019%. Akteu-
rinnen und Akteure der kulturellen Bildung, die mit Partner-
organisationen im Globalen Siiden ein entwicklungspolitisches
Projekt planen, sind mit ihrer Partnerorganisation zusammen
zur Teilnahme eingeladen. Das Netzwerktreffen bietet den teil-
nehmenden Tandems die Moglichkeit, in Workshops ihr ge-
meinsames Vorhaben zu planen und ihre Zusammenarbeit zu
vertiefen. Begleitend gibt es Input zu méglichen Projektinhal-
ten und -formaten, deren Fokus auf den 17 Nachhaltigkeitszie-
len der Vereinten Nationen liegt. Weitere Informationen sind
online abrufbar unter:  Artps://global. bkj.de/internationales/jka
global/netzwerktreffen/

Materialkompass fiir Unterrichtsmaterialien zur Verbrau-
cherbildung (red.): Der Verbraucherzentrale Bundesverband
(vzbv) betreibt ein Webportal, das Lehrkriften, Pidagoginnen
und Pidagogen sowie Interessierten gepriifte Unterrichtsmate-
rialen zu lebensnahen Themen, mit einem Schwerpunkt auf
digitalen Medien, zur Verfiigung stellt: hups:/fwww.verbrau
cherbildung. de/suche/materialkompass. Das Portal bietet den
transparenten und unabhingigen Vergleich zu Materialien der
verschiedensten Herausgeber, wodurch ein Beitrag zur Quali-
titssicherung frei erhiltlicher Unterrichtsmaterialien geleistet
wird.



»Karte von morgen® (red.): Die neue digitale ,,Karte von mor-
gen“ macht sichtbar, wo Menschen nach dem Slogan ,Eine
andere Welt ist moglich® handeln. Als interaktive Onlineplatt-
form sammelt und dokumentiert sie Initiativen des Wandels
und nachhaltige Unternechmen transparent und tibersichtlich.
Jede/r kann dabei mitmachen: Orte des Wandels — beispiels-
weise Bioliden, Gemeinschaftsgirten und Bildungsinitiativen
- aufspiiren und eintragen, besuchen und bewerten: hrtps://
kartevonmorgen.org/

Linkliste ,,Aktiv gegen Rechtspopulismus® (red.): Rechtspo-
pulistische Tendenzen gefihrden seit einigen Jahren demokra-
tische Werte. Umso wichtiger ist es, dass die (politische) Bil-
dung sich dieser Thematik annimmt. Die Linkliste ,Aktiv
gegen Rechtspopulismus!® des Portals Globales Lernen bietet
hierfiir Bildungsmaterialien, Argumentations- und Hand-
lungshilfen, Aktionen und vieles mehr fiir alle, die in der schu-
lischen und auf8erschulischen Bildungsarbeit titig sind. Abruf-
bar ist die Liste unter: hetps:/fwww.globaleslernen. de/sites/default/
[files/files/pagesiaktiv_gegen_rechtspopulismus.pdf

Neues Fokus-Thema ,,Fridays for Future® (red.): Der 16-jih-
rigen Schwedin Greta Thunberg ist es gelungen, nachdem Wis-
senschaftlerinnen und Wissenschaftler sowie Mahnende jahr-
zehntelang cher wenig Gehér bekamen, einer breiten
Offentlichkeit bewusst zu machen, dass Klimaschutz nicht
mehr warten kann. Threm Engagement ist es zu verdanken, dass
mittlerweile Schiilerinnen und Schiiler auf der ganzen Welt
immer freitags fiir das Weltklima auf die Straf§e gehen. Das
Portal Globales Lernen (wwuw.globaleslernen.de) hat nun eine
neue Fokusrubrik ,Fridays for Future® erstellt. Interessierte
finden hier Bildungsmaterialien, die Ursachen, konkrete Fol-
gen und Auswirkungen des Klimawandels behandeln. Weiter-
hin werden Initiativen, Aktionen und (Fort-) Bildungsmoglich-
keiten vorgestellt, die zum Mitmachen anregen und eigene
Handlungsmoglichkeiten aufzeigen.

39

219 ZEP

Imagine Africa 2060 (red.): ,Imagine Africa 2060. Geschich-
ten zur Zukunft eines Kontinents“ betont die Vielfiltigkeit, die
innerhalb des afrikanischen Kontinents existiert. Autorinnen
und Autoren berichten elf utopische sowie dystopische Ge-
schichten mit unterschiedlichen Erzihlweisen und vermitteln
Leserinnen und Lesern den Reichtum der afrikanischen Lite-
raturszene, um sich gegen die Einfalt vieler Denkweisen und
einem ungenierten Rassismus entgegenzustellen. Weitere Infos
unter: https:/fwww.peter-hammer-verlag. de/buchderails/imagine-

africa-2060/

Netzwerktreffen der Bundesvereinigung Kulturelle Kinder-
und Jugendbildung (red.): Vom 27. bis 30. August 2019 fin-
det in Berlin das Netzwerktreffen der Bundesvereinigung Kul-
turelle Kinder- und Jugendbildung (BK]) statt. Es steht unter
dem Motto ,jugend.kutur.austausch global 2019%. Akteu-
rinnen und Akteure der kulturellen Bildung, die mit Partner-
organisationen im Globalen Siiden ein entwicklungspolitisches
Projekt planen, sind mit ihrer Partnerorganisation zusammen
zur Teilnahme eingeladen. Das Netzwerktreffen bietet den teil-
nehmenden Tandems die Moglichkeit, in Workshops ihr ge-
meinsames Vorhaben zu planen und ihre Zusammenarbeit zu
vertiefen. Begleitend gibt es Input zu méglichen Projektinhal-
ten und -formaten, deren Fokus auf den 17 Nachhaltigkeitszie-
len der Vereinten Nationen liegt. Weitere Informationen sind
online abrufbar unter:  Artps://global. bkj.de/internationales/jka
global/netzwerktreffen/

Materialkompass fiir Unterrichtsmaterialien zur Verbrau-
cherbildung (red.): Der Verbraucherzentrale Bundesverband
(vzbv) betreibt ein Webportal, das Lehrkriften, Pidagoginnen
und Pidagogen sowie Interessierten gepriifte Unterrichtsmate-
rialen zu lebensnahen Themen, mit einem Schwerpunkt auf
digitalen Medien, zur Verfiigung stellt: hups:/fwww.verbrau
cherbildung. de/suche/materialkompass. Das Portal bietet den
transparenten und unabhingigen Vergleich zu Materialien der
verschiedensten Herausgeber, wodurch ein Beitrag zur Quali-
titssicherung frei erhiltlicher Unterrichtsmaterialien geleistet
wird.



www.waxmann.com

VANA CHIOU, OLIVER HOLZ, NESRIN ORUC
ERTURK, FIONA SHELTON (EDS.)

INTERNATIONAL
INSIGHTS:
EQUALITY IN

EDUCATION

Vana Chiou, Oliver Holz,
Nesrin Oruc Ertiirk, Fiona Shelton
(Eds.)

AR TR R SRR

WAXMANN

International Insights:
Equality in Education

2019, 246 pages, br., € 39,90,
ISBN 978-3-8309-4022-7 WAXMANN
E-Book: 35,99 €,

ISBN 978-3-8309-9022-2

ducational institutions should offer a safe and secure environment

for young people. Part of that should be educational equity, which
is a measure of achievement, fairness, and opportunity in education.
This publication analyses and discusses educational equality from
different angles. All contributions reflect on the current situation of
11 European countries. All of them are part of the Bologna process
and are dealing with the challenges of the development of a Euro-
pean Higher Education Area. This ongoing process is reflected in the
present publication, with a specific focus on equality in education.

The authors cover aspects like inclusion and inequality, internatio-
nalizing education, and accessing education, but they also deal with
learning foreign languages, education for the future, assessment,
feedback and student success, lifelong learning, teacher training as
well as different aspects of the LGB(T+) community and gender and
education.


https://www.waxmann.com/buch4022

	Titelseite
	Editorial
	Inhalt / Contents
	Themen
	Germany’s Higher Education Cooperation in Africa between Aid and Trade (Christel Adick)
	African-German Cooperation towards Decolonising Higher Education: CERM-ESA Approaches and Lessons Learnt (Jonah Nyaga Kindiki/Malve von Möllendorff/Karsten Speck/Paul Webb)
	Confucius or Goethe? Cameroon’s External Relations with China and Germany and Their Impact on Higher Education Aspirations of Young Cameroonians (Ina Gankam Tambo)
	The Rise of the Global South and the Repositioning of German Actors in Ethiopian Higher Education (Claudia Baumann/Rüdiger Lauberbach)
	German-African Cooperation in Global Health: The Role of Social Sciences in Higher Education Degree Studies, Training, and Research Projects (Kirstin Grosse Frie)

	VENRO
	Neue Perspektiven auf alte Herausforderungen: Was nehmen wir aus der Studie „Wirkungsorientierung in der entwicklungspolitischen Inlandsarbeit“ für die Projektarbeit im Ausland mit?

	VIE
	InterCap – Kapazitäten gemeinsam entwickeln: Europaweites Projekt zum Globalen Lernen über Migration und Entwicklung in der interdependenten Welt (Deutsche Gesellschaft für Erziehungswissenschaft / Kommission Vergleichende und Internationale Erziehungswissenschaft)
	Rezensionen
	Francis Fukuyama (2019): Identität. Wie der Verlust der Würde unsere Demokratie gefährdet.
	Felix Ekardt (2017): Wir können uns ändern – Gesellschaftlicher Wandel jenseits von Kapitalismuskritik und Revolution
	Daniel Bendix (2018): Global Development and Colonial Power. German Development Policy at Home and Abroad.
	Thomas Hoffmann (2018): TERRA. Globale Herausforderungen: Die Zukunft, die wir wollen.

	Schlaglichter




