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Foreword

artnership has become a watchword for the global higher education community in the

21st century. The pace of events, the rapidity of change and the explosion accessibil-
ity to information have made it virtually impossible for any single tertiary institution, gov-
ernmental education agency, or development assistance organization to stay on top of
even the few topics that are strategically relevant to its mission. In this area, a division of
labor among similarly inclined partners sharing common interests is proving to be an
effective mechanism for maintaining ‘manageability’ and institutional efficiency in our
increasingly complex and dynamic world.

One such partnership that has endured, evolved and quietly proved productive over
the better part of the past two decades involves the Association of African Universities, the
Working Group on Higher Education of the Association for the Development of Educa-
tion in Africa (ADEA), and the World Bank. Formed in 1989, the Working Group was ini-
tially housed in and led by the World Bank, and the Association of African Universities
carried out its first major piece of commissioned research on African higher education.
Since then, these three organizations have regularly contributed information and resources
in pursuit of common goals. Frequent interaction and occasional concrete collaborations
have nourished a rapid expansion of available bibliography on the topic of African higher
education, helped to spark the introduction and diffusion of strategic planning within
African tertiary institutions, produced two regional conferences on higher education devel-
opment in 1995 and 2003, and assisted the emergence of a broad and informed consensus
among universities, governments and development partners concerning institutional and
policy priorities for African higher education.

The study presented here is but one example of this effective partnership. It brings
together the credibility and access of the Association of African Universities, the imple-
mentation capacity of the ADEA Working Group on Higher Education, and the extensive
dissemination network of the World Bank to provide you with a pioneering policy analy-
sis that surely would have been diminished in the absence of any one of these partners.

Jee-Peng Tan Alice Sena Lamptey Akilagpa Sawyerr

Education Advisor Coordinator Secretary General

Africa Region Working Group on Association of

The World Bank Higher Education African Universities
ADEA
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Executive Summary

ifferentiation is the process whereby distinct types of tertiary educations emerge in
D response to a country’s need for educational programs that provide diverse types of
skills and knowledge to a widening range of students with divergent abilities and interests.
Articulation refers to the mechanisms that enable student mobility within and among the
institutions that comprise the tertiary system, for example, academic credit accumulation
and transfer, recognition and equivalence of degrees, recognition of prior learning, and so
forth. Differentiation and articulation become important characteristics within tertiary
education systems that are shifting from elite to mass access, and that are seeking to pro-
vide an increasingly sophisticated national economy with the mix of human resources
needed to maximize productivity, efficiency, and overall competitiveness. As globalization
has heightened economic competition and tightened the margins for performance, gov-
ernments have come to realize that educational differentiation and articulation are policy
variables that can be manipulated to the benefit of both national and individual interests.

Within tertiary education systems, differentiation occurs “vertically” when distinct
types of institutions appear, as the traditional research university is joined by polytechnics,
professional institutes, non-research universities, and junior colleges. It also takes place
“horizontally” as each of these publicly funded institutional types is complemented by the
appearance of new educational providers in the same category that are operated by for-
profit, non-profit, religious, international or local government entities, and run on a resi-
dential, non-residential or distance education basis. Horizontal differentiation is generally
a response to increased demand for student access to higher education. But vertical differ-
entiation is normally a reaction to labor market needs for a greater diversity of graduate
skills and levels of training.

This study strives to sketch an initial map of the extent and nature of institutional and
program differentiation within African systems of tertiary education. In doing so, it also
seeks to chart the patterns of articulation that have emerged—or been consciously put in
place—between the different institutional types (such as public universities, private uni-
versities, polytechnics, training colleges). The analysis of tertiary education differentiation
and articulation is based on field visits to a dozen selected African countries. Its purpose is
to improve general understanding of this under-researched but strategically important
technical aspect of African higher education at a time when it is becoming an important
aspect of education policy.

Overview of Findings

African countries display far more differentiation than articulation within their tertiary

education systems. Their systems are quite diverse and can be classified as unitary, binary,

trinary, semi-differentiated or fully differentiated, depending upon the number of differ-

ent institutional types that comprise the tertiary system. In general, the polytechnic sub-

systems appear relatively undifferentiated in comparison to the university sub-systems.
Differentiation in higher education systems is clearly apparent within Africa, although

the nature and extent of it vary from country to country. These differences originate in the

Xvii
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varieties of colonial experience, political economy and immediate post-independence his-
tory. Yet, they also reflect how countries have subsequently been able to position themselves
in relation to the internationalization of higher education and to the market forces associ-
ated with globalization.

For the most part, articulation within Africa seems to be in its infancy. The mobility of
staff and students between university and non-university tertiary institutions suffers from
alack of cooperation and absence of dialogue between the two institutional groups. In fact,
an unhealthy rivalry often characterises their relationship. Polytechnic graduates seeking
“academic progression” into the university system often encounter a void in which there
are no clearly defined articulation pathways to follow, the level to which they are admitted
being dependent on the course they wish to pursue and the regulations of the particular
university to which they are applying. Credit transfer mechanisms rarely exist between sim-
ilar polytechnic and university programs. In fact, some universities do not even recognize
any prior learning or skills acquired at the polytechnic level in their admission require-
ments.

Interestingly, articulation and mobility between similar institution types is also rare.
Students from private universities have little chance to transfer to public universities. Like-
wise, student mobility among public universities is frequently not well defined, particularly
in Anglophone Africa. In fact, the absence of an easily understood and mutually accepted
credit transfer system is a major barrier to the articulation of many African higher educa-
tion systems.

The situation regarding articulation in Francophone West Africa is different. In
Senegal and Cameroon, higher education institutions that deliver sub-degree polytechnic-
type qualifications are organizationally linked to the universities and are not seen as entirely
separate or autonomous institutions. Thus, top graduates from the diploma-awarding uni-
versity institutes of technology can be admitted into degree programs at the appropriate
level, subject only to passing an entrance examination.

The Prevalence of Binary Systems

Though the tertiary systems are quite varied, evidence suggests that the binary system is
dominant, with universities and polytechnics as the two principal institutional types. Most
systems began with such a binary structure, and Ghana, Kenya, Malawi, and Tanzania retain
them today. However, variations occur around the binary model, with Cameroon, Nigeria,
and Senegal being classified as differentiated, Uganda as trinary, and Zambia as unitary.
Mozambique and Rwanda seem to be on a transitional path towards fully differentiated
systems. As the traditional binary boundary between universities and non-university insti-
tutions has become increasingly blurred, some interesting university/non-university insti-
tutional hybrids have emerged: for example, the Kigali Institute of Science, Technology and
Management (KIST) in Rwanda, the “comprehensives” in South Africa, and the University
of Malawi.

This blurring is the result of two main drivers. The first relates to market forces, which
create a two-way drift: “academic” drift (the aspirations of non-universities to gain uni-
versity status), and “vocational” drift, (universities seizing market opportunities by offer-
ing vocational courses). Academic drift is evident, for example, in Kenya where polytechnics
are in the process of being elevated to university status. Vocational drift is evident everywhere
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as universities attempt to make up financial shortfalls by offering high-demand, market-
driven vocational programs.

The second driver, especially in complex tertiary education systems such as those of
South Africa and Nigeria, is a lack of policy clarity regarding the appropriate boundaries
between polytechnics and universities in terms of their mission, purpose, curricula and
programs (and the knowledge underpinnings of these). This has allowed the two-way drift
to proceed unencumbered by regulation.

The Explosion of Private Universities

A common feature in most of the countries covered in this study is the appearance and
multiplication of private providers of university education. This is a significant regional
trend. Since 1990 private universities have increased at a much faster rate than public uni-
versities. Although the number of public universities has expanded by 66 percent over the
past fifteen years—from 113 to 188—the number of private universities has multiplied
seven-fold during the same period from 14 to 107.

The rise of private provision in higher education responds to two factors. The first is
the high demand for university education. A common feature in the countries covered in
this study is that nearly all those who qualify to enter university would much prefer to go
to university as opposed to attending another type of institution such as a polytechnic. The
result is very high demand for university education even when market conditions (gradu-
ate unemployment) indicate that this might not be the most rational thing to do. The sec-
ond factor is the inability of the public sector to meet this strong demand for university
access. Data from all the countries covered in this study indicate that only a small fraction
of those who obtain the minimum requirements to enter universities are actually admit-
ted to the public universities. The explanations for this exclusion include: inadequate fund-
ing from the government; linking of admissions to available bed space in universities; and
insufficient academic staff in the universities.

Drivers of Differentiation

National Policy. A major finding of this study is that government policy documents
are beginning to voice the need for differentiated tertiary and higher education systems. In
some cases, the policy is prompted by political considerations. In other cases, it is informed
by developmental positions, such as the World Bank argument that Africa requires a diver-
sified workforce in order to respond effectively to the continent’s development priorities
and challenges. Regardless of the underlying motive, higher education differentiation as an
explicit policy is evident in most of the countries covered in this study.

However, two shortcomings are often associated with these policies. The first is the ten-
dency to upgrade polytechnics into universities. The danger here lies, not in upgrading the
polytechnics into universities, but in doing so without catering for their replacement and
the instructional gap they leave behind. The second risk is the policy ambiguity surround-
ing the establishment of private universities. Though these institutions have mushroomed
in the last decade, they may still be regarded in policy circles as the “illegitimate brothers”
of their public universities counterparts. They are, therefore, made “welcome” in the context
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of increasing access, but they are not fully integrated in higher education planning and pol-
icy discussions.

Market Forces. All the studies of reform taking place in the African universities, includ-
ing this study, have identified the proliferation of market-driven courses and programs,
sometimes also referred to as income-generating academic programs, as one of the major
changes to take place in African universities in the last decade. Sometimes these programs
have been offered at the degree level; in other cases they have been packaged as discreet
short courses tailor-made for specific clienteles. Either way, the objective has been the same:
to provide instruction for a fee with a large skills component using teaching methods that
are closer to technical training than conventional university pedagogies. In the process, they
have, at least on the surface, increased program differentiation.

Institutional Reforms. Recent studies of African higher education have documented
the reforms that have been taking place in African universities in the last ten years. These
reforms are ongoing and a number of them have implications for program differentiation.
These include: rapid expansion in the number of universities (both private and public);
reforms in university governance, particularly decentralization of governance; introduc-
tion of income-generating activities, including introduction of “market driven” courses
mentioned earlier, and so forth.

Industry. In theory, industry ought to be a driver of differentiation. Yet, this did not
come out in the study. To the extent that industry has a stake in higher education, it resides
in its demand for skills rather than what it refers to, sometimes contemptuously, as merely
theoretical knowledge. In doing so, industry implicitly recognizes the binary divide
between the two types of knowledge. Notably, industry is beginning to take more interest
in higher education, especially in (a) governance through representation in governing
councils; (b) funding through student scholarships; (c) R & D collaboration; (d) provision
of student internships; and (e) joint patenting of innovations. As the industries become
more sophisticated, so will their demand for more differentiated skills. Industry is thus a
potential driver of higher education differentiation.

Regional Initiatives. Regional higher education policy does not feature in this study for
the obvious reason that it has remains at an early stage of development. To the extent that
regional higher thinking exists, it is dominated by the issue of student mobility. Yet it is
important to remember that the emerging regional economic blocs, if they succeed, will
sooner or later demand collective thinking on human development, if only in the context
of common markets and the resulting free movement of labor.

Inhibitors of Differentiation

Resources. Higher education administrators, especially deans and departmental chairs,
are not only aware of global trends in higher education, a key feature of which is more and
more differentiation as successive domains of new knowledge emerge, but they are also frus-
trated that they are unable to introduce new areas of study and specialization because of
longstanding resource constraints. Most departments, for example, operate at less than opti-
mal staff capacity. Research, the key generator of new knowledge areas, is barely funded.
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Isomorphism. A main inhibitor of differentiation is institutional isomorphism, or the
gradual adoption of a single set of institutional characteristics within a higher education
system. Isomorphism takes two forms: mimetic (strategic seeking of status) and normative
(seeking of quality and professionalism). This study finds that isomorphism is evident in
some countries where newer universities are fashioning themselves after older ones, or
where newer polytechnics are simply copying the programs of older ones.

Undifferentiated Governance and Funding Structures. One finding of this study is that
higher education governance structures tend to be similar among universities and
equally similar among polytechnics. The effects of this on program differentiation are
not obvious, but they are fairly predictable with regard to institutional differentiation.
That is, similar governance structures are likely to result in institutions that behave the
same way. Indeed institutions sometimes conspire to behave the same way with regard
to some contentious issues, such as staff union matters. The uniformity is reinforced by
common funding structures, especially with regard to public institutions, all of which are
highly dependent on the managers of the public purse whom they cannot afford to
“alienate” by “behaving creatively.”

Absence of Size and Shape Debates. In Sub-Saharan Africa, universities articulate poorly
with each other. This reflects in part the absence of a national policy dialogue regarding the
appropriate shape and size of the higher education system. Higher education oversight
bodies such as national commissions or councils for higher education should ideally spear-
head this national agenda-setting discussion. However, these bodies are uniformly young
or non-existent. As a result, they are yet to establish their leadership credibility with pre-
existing (and sometimes suspicious) tertiary institutions. Thus, the important public dis-
cussion of the size and shape of national tertiary education systems necessary to build the
consensus required to launch substantial system reforms does not take place, unless per-
haps it is prompted by a major local crisis.

Drivers and Inhibitors of Articulation

Demand for Access. Greater social demand for higher education and for equity of
access has generated an increasing emphasis on the creation of articulation and mobility
pathways for students throughout the education and training framework. To this end, a
number of countries worldwide have developed integrated national qualifications frame-
works (NQF) to facilitate access, mobility and progression within education, training and
employment. Central to the construction of an NQF is a coordinated approach to educa-
tion and training among formal institutions and the workplace. This aims to ameliorate
traditional tensions between discipline-based learning, which occurs mainly in institutions,
and work-based learning, which occurs mainly in the workplace, but includes professional
practice. To this end, the qualifications framework defines levels of qualification against
which outcomes-based qualifications and standards can be pegged. This seeks to create
equivalences upon which credit accumulation and transfer can occur.

National Policy. Articulation has received far less policy attention than differentiation.
Even though almost all countries acknowledge the need for articulation as a means of
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producing a more efficient tertiary education system and a less fragmented labor force, the
practices indicate otherwise. Even in those few cases where formal articulation routes exist,
little evidence of articulation can be found. This is likely to be the result of limited institu-
tional capacities within the tertiary education system—engendering articulation is quite
complicated because it involves multiple institutional actors, multiple sub-sets of the edu-
cational system, and system-wide student information systems.

Internal Governance Structures. The internal structures of institutions have tended to
inhibit articulation amongst and between institutional types. The universities are under no
obligation to articulate with polytechnics. This is because of their legal autonomy and the
way they jealously safeguard that autonomy. Consequently, they tend to view articulation—
even amongst themselves—as a managerial nuisance that is best avoided.

Industry and the Labor Market. This study turned up no evidence that the labor mar-
ket, in general, or industry in particular, is driving articulation. On the contrary, industry
may inhibit articulation with its tendency to partner with specific institutions. The mar-
ket, on the other hand, seems to be indifferent to articulation so long as it obtains the skills
that it needs.

Policies and Practices from Other Countries

In Chile, recent substantial economic gains have been underpinned in part by a far-reaching
reform of the higher education sector that included a major diversification of educational
institutions. Private tertiary institutions were authorised in 1990 and tertiary education
was sub-divided into three levels: universities, professional institutes, and technical train-
ing centres. How was this differentiation carried out? One policy initiative was jointly
launched by the Ministries of Finance, Education and Labor to create a lifelong learning
system for workers and citizens. A second was a competitive grants program that encour-
aged the overhaul of course content, curricula structure and pedagogy through the provi-
sion of financial awards for related equipment and facilities. A third was the introduction
of the concept of educational benchmarking with the aim of comparing strategically
important courses with world standards of quality. A fourth was the extension of the
national student loans and grants program to include shorter term technology training.
Finally, certain tax exemptions were provided to workers who sought to update their skills
through continuing education.

Korea’s economic success has been due to the development of a broad, differentiated
and articulated tertiary education system, a strategically oriented R&D program, policy
incentives for industry in key export areas, and linkages among higher education, R&D,
and industry. Differentiation and articulation have been constant themes in the country’s
long-term campaign to develop professional education capacities in support of its export
industries. In 1971, the Korea Advanced Institute was created at the top of the educational
pyramid to provide high quality MSc and PhD programs. In 1976 a sub-system of two-
year vocational junior colleges was created as the market demand for higher skill levels
became stronger. This was followed in 1979 by putting in place a broader two-year junior
college system of both public and private colleges. In 1977, the Korea Science and
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Engineering Foundation was set up to fund university research and award long-term
research fellowships. Various Government Research Institutes were established in the
1980s with mandates to focus on strategic economic areas such as ship-building, elec-
tronics, and automotives. Engineering Research Centres were created on university cam-
puses in 1990, while research and development were promoted through a competitive
funding program, tax credits, and customs duty waivers on research equipment. In 1995,
the two-year college diploma was replaced by a two-year associate BSc. degree in order to
increase attractiveness and emphasize articulation with the four-year degree programs.
Today this junior college system hosts 26 percent of tertiary enrollments, and 90 percent
of these colleges are privately operated.

Singapore illustrates how it is possible to progressively construct a differentiated and
articulated tertiary education system through a sequence of policy initiatives. First, the
country’s two colonial era universities were merged to form a stronger National University
of Singapore in 1980. The next year the Nanyang Technological Institute was established,
evolving into a technological university by 1991. It was designed to serve as the human
resource cornerstone for an economic growth strategy based on competence in selected
new technologies such as medical robotics, microelectronics and optics. During the 1990s
ten post-secondary Institutes of Technical Education were established to generate the mid-
dle level technical skills to support this effort. This had previously been the role of the
nation’s five polytechnics, which were re-directed to emphasize continuing education and
post-employment professional development programs. Access to tertiary education was
expanded by setting up several regional junior colleges that were linked to the national uni-
versity through student transfer mechanisms. Likewise, strong student performers from
the polytechnics were given opportunities to progress into university level studies. At the
end of the 1990s, the National University of Singapore initiated a strategic shift to a com-
prehensive research-intensive university with a strong complement of postgraduate pro-
grams. In 2000, the Singapore Management University was opened as a private limited
company in partnership with the Wharton School of Business at the University of
Pennsylvania in the United States. Part of its mandate is to provide lifelong learning options
to working adults. In 2005, the first of three planned regional tertiary-level Institutes of
Technical Education was opened. Strikingly, these new regional Institutes are intended to
impart practical technical skills to the lower 25 to 30 percent of the secondary school cohort
that previously had no access to tertiary education. In this way, Singapore has employed
the instruments of institutional differentiation and articulation in pursuing human
capital formation strategies that have generated a vigorous economy that belies its relatively
small size.

Issues for Policy Consideration

Institutional and programmatic differentiation appears to be increasing within African ter-
tiary education—driven by both market forces and government policy. Yet, the extent to
which articulation is becoming operational appears to be minimal, even though formal
channels for articulation between the university and non-university sub-sectors may exist.
Consequently, differentiation and articulation within African higher education systems
remain vital but largely unused policy instruments for enhancing equity and contributing
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effectively towards national development goals. To change these circumstances, govern-
ments may wish to consider the following actions:

1. Encourage increased access in a targeted way through both institutional and pro-
grammatic differentiation in order to meet development goals. To maximise diver-
sity of offerings, cost effectiveness and access, the binary divide should be flexibly
maintained through appropriate regulation to control academic and vocational drift.
Prospects for effective regulation are dependent on national conditions. In some
cases, such as Mozambique and South Africa, strong centralised national policy
frameworks are conducive in this regard. In smaller systems, much greater institu-
tional autonomy is evident, creating bigger challenges for regulation.

2. The dominance of universities in non-Francophone countries should be reversed.
Expansion does not necessarily imply diversity and many new universities, rather
than non-university institutions, are being established. This means confronting pop-
ular aspirations for universities as institutions of first choice, and the persistent attri-
bution of low status to non-university institutions. These perceptions could be
changed through: (a) publicly clarifying complementary roles and identities;
(b) encouraging and rewarding collaboration; and (c) creating unified supervision
and stakeholder bodies.

3. Comprehensive hybrid institutions, that is, combinations of residential and open
leaning, could be developed—especially to provide access to rural areas. This is
already beginning to happen. However, the challenge will be to maintain quality in
the process of differentiation despite ongoing fiscal constraints in most African
countries.

4. Inview of the problems of articulation and the absence of any meaningful policy dia-
logue between the two institution-types, the creation of parallel universities with dis-
tinct mandates within the higher education system may be the option of the future,
as is already happening in Kenya and South Africa. The policy, however, is contro-
versial in that it could leave a “middle level skills vacuum” if the new technical uni-
versities fail to cover this level of training. If the polytechnics are upgraded to
technical universities offering “skills degrees” and training programs to the highest
level possible, the traditional universities will then concentrate on research and the
awarding of predominantly “knowledge” degrees.

5. At the national levels, agencies charged with promoting quality standards and the
accreditation of higher education programs should strive to establish a mutually
acceptable and easily readable credit transfer system to improve articulation within the
entire higher education sector. This they can do by specifying minimum credit require-
ments for the different levels, by developing generic descriptors, and by crafting instru-
ments for measuring and classifying learning outcomes and competences within
national qualifications frameworks. The imperatives of articulation across institutions
and qualification levels require an overarching national, regional and eventually inter-
national framework. This does not, however, imply the “uniformisation” of courses,
but rather the creation of convergence in the recognition of achievement levels.

6. The identity of non-university institutions should be made more distinct. One
possible suggestion for strengthening non-university institutions and differenti-
ating them from universities is to customize their admission requirements on a
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distinct curriculum at the secondary school level that more adequately prepares
potential students for vocational training in terms of acquisition of practical pre-
career skills. In other words, the curriculum for secondary school students aiming
for traditional first degree programs of study should not be the same for those who
are better inclined for the more practically-oriented, career-focused education in
non-university tertiary institutions. This horizontal differentiation at the second-
ary school level should not prevent the mobility of students between universities
and non-universities, provided the entire educational system is well articulated.

7. The image and reputation of non-university institutions should be enhanced by
improving the quality of their training and through effective collaboration with
industry in the design of their training packages and the mounting of vigorous
campaigns of sensitisation regarding their important role in national development.
This will not be an easy task. Contrary to what the polytechnics in Anglophone West
Africa would want the public to believe, the HND holder is not appreciated as a
graduate with practical skills superior to those of his university counterpart. The
polytechnic graduate suffers from lower status.

8. Evidence from this study appears to support the view that articulation between the
two institutional types is smoothest in a unitary higher education system with a
common supervising authority and with the university at the top of the educational
ladder. However, it is doubtful if non-university institutions, particularly the poly-
technics, would accept a subordinate status to the universities, after all these years
as autonomous higher education institutions.

9. Formal articulation channels must be created and actual articulation encouraged
within which emphasis on differentiation and diversity should be retained.

10. Collaboration between universities and non-university institutions must be asked
for and rewarded.

11. Linkages between higher education and industry should be strengthened to
improve quality and relevance.

12. The private higher education sector should be encouraged to provide complemen-
tary systemic institutional and programmatic differentiation. However, its quality
and relevance must be assured through appropriate regulation.

13. Debate on the role of higher education in a developmental context should be
encouraged. Towards this end, more detailed research on the issues raised should
be mounted as a matter of urgency. In particular, program differentiation should
be mapped in greater detail. In addition, research on articulation should be given
even more attention, given that we know less about articulation than we know
about differentiation.

In conclusion, it must be recognized that universities and non-university institutions share
the same ultimate goal of contributing to national development, either by advancing knowl-
edge and promoting scholarship, contributing to a knowledge society as it were, or by
directly supporting industrial and economic growth through the application of existing
knowledge. How effectively these tasks are divided up between the two institution-types
should be a parameter that defines the overall efficiency of the higher education system.
This is why issues of differentiation and articulation must engage the serious attention of
governments and policy makers.
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CHAPTER 1

Higher Education Differentiation
and Articulation in Context

attracting considerable attention following many years of relegation to the back-
ground. One reason for this heightened interest is the realization that without ade-
quate provision of higher education, African countries are unlikely to become meaningful
players in the generation of knowledge, the key driver of today’s global economy. An
important manifestation of this growing interest in higher education is the expanding
body of literature on the subject (see Annotated Bibliography in this study).! Much of this
literature covers fairly well understood issues, but some engages barely explored topics
that are fairly technical yet urgent from the standpoint of national policy. This study
belongs to the latter category. It is a study of differentiation and articulation within the
higher education systems of selected Sub-Saharan African countries. As such, it does not
deal directly with longstanding issues of higher education access, equity, quality and rel-
evance per se. Rather, it invites the reader to think about these issues in the technical con-
text of differentiation and articulation within national higher education systems.
This study was commissioned by the Working Group on Higher Education (WGHE)
of the Association for the Development of Education in Africa (ADEA). It responds to a
1999 evaluation of the WGHE, which recommended an expansion of its focus on higher
education to include other tertiary institutions in addition to universities.
One outcome of the 1999 evaluation was that two non-university tertiary representa-
tives were included in the WGHE’s new Steering Committee. In addition, the WGHE has

3 t the beginning of the 21st century, higher education in Sub-Saharan Africa is

1. See in particular the new publications on African universities under the sponsorship of the Part-
nership For Higher Education in Africa.
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moved to include non-university institutions, specifically Polytechnics and Teacher Train-
ing Colleges, in the activities eligible for its funding.

The study strives to sketch an initial map of the extent and nature of institutional and
program differentiation within African systems of higher education and, in doing so, to
track the patterns of articulation that have emerged—or been consciously put in place—
between the different institutional types. Its purpose is not only to inform the work of the
WGHE, but to improve general understanding of this under-researched but strategically
important aspect of African higher education.

To this end, three regional experts in the field were commissioned to conduct a study
in 12 countries from three regions of Sub-Saharan Africa. These were: West Africa—
Cameroon, Ghana, Nigeria, and Senegal; East Africa—Kenya, Rwanda, Tanzania, and
Uganda; and Southern Africa—Malawi, Mozambique, South Africa, and Zambia. The
research team comprised Prof. George Subotzky, (project co-ordinator and author of the
Southern African regional report); Prof. Njuguna Ng’ethe (East Africa) and Dr. George
Afeti (West Africa). Three regional reports were produced as well as a review of selected
international literature and an annotated bibliography. This report is a synthesis of the
three regional reports.

Objectives of the Study

The specific aim of this study is to investigate the extent, range and patterns of institutional
and program differentiation, as well as the articulation among them, by analyzing non-
university institutions in selected African countries across the main geographic and lin-
guistic regions of the continent.

A larger goal of the study is to enable the WGHE to better understand the roles of, and
the relations between, university and non-university institutions in higher education sys-
tems of Africa and, to some extent, relations among universities as well. The study seeks to
inform and support the WGHE’s stated intention to engage more with the non-university
component of the higher education sector. By helping to fill the knowledge gap in this area,
the findings will also be of wider interest to policy-makers, institutional leaders, higher edu-
cation researchers, development agencies and other stakeholders. In turn, this will hopefully
contribute to achieving greater equity, access and mobility within African higher education,
and to enhancing the contribution of higher education to development in the region.

To this end, the following activities were undertaken:

1. To conduct a review of selected international literature on the topic, with a view to
identifying and comparing key international trends in differentiation and articula-
tion, and to identify lessons which may be relevant for the African context;

2. To identify and compare the extent and range of institutional and program differen-
tiation in selected African countries and, as far as possible on the basis of this, to
develop a typology of institutional differentiation. This process comprises:

a) Different interpretations of the specific roles and identities of the different
higher education institutional types, the boundaries between them, and the
interface among them;
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b) The characteristics by which these types are categorised and identified; and

c) The regulation and legal status of these different institutional types, including
the extent to which these are standardised, centrally regulated or lightly steered
by ministries, statutory bodies and professional associations, with regard to
registration, accreditation, assessment, certification, curricula, appointments,
accountability, and so forth.

3. To identify and compare the extent, nature and patterns of interaction and articula-
tion among the institutional types with particular regard to credit transfer and
mobility among and between public and private non-universities and between them
and public and private universities, as shaped by current institutional practices,
national level policy and legal frameworks.

4. To identify innovative approaches and issues for policy consideration arising out of
the findings.

How the Study Was Conducted

While the broad subject of this research is differentiation and articulation within national
higher education systems of Sub-Saharan Africa, the study focuses primarily on non-
university higher education institutions, mainly polytechnics and technikons, and their
relations with universities. Examining the full range of tertiary institutions, including ter-
tiary level colleges and institutes, regrettably lies beyond the scope defined for the present
study. The unit of analysis is the higher education systems in a dozen selected African coun-
tries. It does not, therefore, focus on individual institutions, except when these are perti-
nent to the definitions of the higher education system. A summary of the research
methodology is provided in Appendix A.

Given the limited scale and funding of the project, four countries within each of the
three Sub-Saharan regions were examined (see Part II for summaries of these case studies).
These are:

West Africa: Cameroon, Ghana, Nigeria, and Senegal
East Africa: Kenya, Rwanda, Tanzania, and Uganda
Southern Africa: Malawi, Mozambique, South Africa, and Zambia.

The Ideas and Issues
Differentiation, Diversity and Articulation

Huisman (1996) provides what he calls a “tenable conceptualization” of differentiation and
diversity as these concepts relate to higher education. In his view, differentiation alludes to
the increase in the number of similar but different institutions within the same higher edu-
cation system. These different institutions may have different functions and could be struc-
tured differently. Diversity refers to the variety of types of institutions emerging within a
higher education system. When the institution is unique, it increases diversity. If, however,
it duplicates provision and services then it does not add variety, and hence does not
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contribute to diversity. From this conceptualization it is clear that a process of differenti-
ation does not necessarily lead to an increase of diversity. Huisman (1996) further distin-
guishes between external diversity (which is a classification of different types of
institutions) and internal diversity (which is a classification of the different types of pro-
grams and disciplines within the institutions).

It is therefore important to note that diversity relates to both institutions and pro-
grams. Despite this important definitional distinction between differentiation and diver-
sity, the term “differentiation” is generally used in the literature to signal diversity. In this
respect, differentiation can be contrasted with the tendency towards isomorphism, which
is the imitative and aspirational behaviour which occurs when institutions adopt similar
features (notably those of the research university) in order to achieve strategic advantage,
higher status and better quality. This is most closely associated with “academic drift”
among non-university polytechnic-type institutions, i.e., the process in which they grad-
ually take on the trappings of universities.

File and Goedegebuure (2000) and Meek (2000) discuss the complex definitional
issues related to differentiation and diversity. On the one hand, studies of higher educa-
tion diversity conclude an inevitable movement toward diversity based on, among oth-
ers, evolutionary theory of development and population ecology (Hannan and Freeman
1993). However, other studies (Pelikan 1992; Scott 1998; Enders and Fulton 2002; Hayes
and Wynyard 2002) highlight the power and influence of market forces that accommo-
date two possible institutional responses to increased market competition: institutions
can diversify in an attempt to capture a specific market niche, or they can imitate the activ-
ities of their successful competitors (File and Goedegebuure 2000). The latter process, that
of imitating competitors, is also called institutional isomorphism (Van Vught 1992). This
occurs when institutions, in order to survive, adopt the characteristics and practices of
other organizations operating in the same environment. Drawing on organizational
development literature, File and Goedegebuure (2000) further distinguish between two
types of institutional isomorphism: (1) mimetic isomorphism that results from insecurity
caused by external environmental factors forcing the institution to mimic other more suc-
cessful competitors; and (2) normative isomorphism that develops through heightened
professionalism, where professionalism leads to homogeneity and similar practices based
on shared standards.

Differentiation and diversity in higher education are treated in all their complexities
by various scholars of higher education. Some, like Rhodes (1999), argue that institutions
should take on certain characteristics within a differentiated higher education system so
that they can appropriately serve and address the challenges facing higher education. These
attributes are:

Institutional autonomy, lively faculty independence and vigorous academic free-
dom, but strong, impartial, public governance and decisive, engaged presidential
leadership.

Increasingly privately supported, but increasingly publicly accountable and socially
committed.

Campus-rooted, but internationally oriented.

Academically independent, but constructively partnered.

Knowledge-based, but students-centred; research-driven, and learning-focussed.
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Technologically sophisticated, but community dependent.
Quality-obsessed, but procedurally efficient.
Professionally attuned, but humanely informed.

Morphew (2002) charges that academic drift is an indicator of a higher education system’s
relative inefficiency. He maintains that diversity in the higher education systems is essen-
tial to meet the changing needs of their client populations. As the needs of regions and
students evolve, diverse institutions and systems are required in order to provide compre-
hensive education at a high standard for increasingly different types of students. Academic
drift, because it reduces the diversity of institutional types within a higher education sys-
tem, impacts negatively upon the programmatic diversity of a system.

The World Bank (1997), in dealing with development issues in Africa, also promotes
a differentiated higher education system as a means of addressing diverse needs and for
purposes of sustainable development. The case for greater diversification of tertiary insti-
tutions is argued on both educational and financial grounds. According to the World Bank,
traditional university programs do not meet the educational needs and circumstances of
many aspiring students, for whom other kinds of courses are more suitable. Examples
include occupations requiring a high degree of specific skill; people with practical abilities
but little theoretical inclination; late-starters, second-chancers or adult learners; working
students; disabled students; and parents with childcare responsibilities. Some of these
diversified approaches may also be more cost-effective. For example, undergraduate, short-
cycle, or community colleges are often less expensive than traditional research universities.
The World Bank believes that a diversified tertiary system provides options for a broader
range of students and allows them to make choices based on needs, quality and costs. Sus-
tainability can also be developed when the tertiary system is founded on some degree of
cost-sharing, and when student mobility among the different programs is assured. Such an
approach maximizes enrollments per unit of public expenditure (World Bank 1997). In
arguing thus, the distinction is drawn between horizontal differentiation (that is between
institutional types) and vertical differentiation (that is, activities within institutions).

While horizontal differentiation is driven by increased demand for higher education, vertical
differentiation is a reaction to demand for a greater diversity of graduates. Today’s developing
economy needs not only civil servants, but also a whole host of other professionals such as
engineers, pharmacists, and computer scientists. Higher education institutions are adapting
and new ones are emerging to provide training and credentials in new areas. Provincial and
regional universities often produce the majority of a county’s graduates and tend to lie at the
heart of the system’s expansion. Some institutions offer two-year tertiary level degrees, much
like community colleges in many developing countries. Freestanding professional schools
provide training in fields such as law, medicine, business, and teaching (World Bank 2000).

The World Bank’s task force on higher education further recommends a stratified system
that marries the goals of excellence and mass education, allowing both to be achieved
within a single system and using limited resources. A stratified system comprises one tier
that is oriented toward research and selectivity and another that imparts a more general
tertiary level education to large numbers of students (World Bank 2000).

In contrast to its ample discussion of differentiation, the literature is very thin on how
“student mobility” and institutional articulation can be assured in a differentiated and
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diverse higher education system. Articulation relates to the horizontal and vertical linkages
between institutions, programs and levels in a sector (Harris 1996). Cohen and Brawer
(1989) also define articulation as the movement of students and their academic credits
within and between institutions. Harris (1996) identifies a number of benefits that can be
gained through high articulation. These are:

a) For Students:

Improved access and freedom of movement;

Lower rates of drop-out or failure without credit;

Increased program choice;

The possibility of non-traditional learning experiences being credited towards
a degree;

Opportunities to change concentrations or institutions mid-stream, or to delay
final choices whilst still carrying forward relevant credits;

Less wastage of time, endeavour and money;

The possibility of moving between institutions in accordance with aspirations; and
Opportunities to pursue lifelong learning through the flexible accumulation of
credits over a long or short time period.

b) For Institutions:

Proving an effective means of facilitating equity under conditions of inter-
institutional and intra-institutional differentiation;

The possibility of greater inter-disciplinary program linkage across institutions;
Fewer repeaters and dropouts;

Less curriculum duplication/overlap

Increased academic collaboration;

Increased pass rates; and

Improved internal institutional efficiency along with the possibility of increas-
ing student numbers.

Harris warns, however, that articulation should not be seen as the solution to all problems
in higher education. An upward ‘prestige orientation’ can be produced by an overempha-
sis on student mobility within a higher education system. This can lead to a loss of status
and integrity at the lower levels of provision. The quality of the provision can also suffer
because of fragmentation, time needed to adjust to different environments, and the cost in
terms of the heavy reliance on administrative systems. Another possible disadvantage of
articulation is the pressure towards uniformity in diverse curricula and institutional offer-
ings. In this sense, articulation can be seen to be a counterpoint to the principle of differ-
entiation. Thus, differentiation and articulation co-exist in a tension-filled relationship.

International Patterns Regarding University and Non-University Institutions

The term ‘binary’ emerged in the United Kingdom during the 1970s to indicate that a
higher education system is divided into two sub-sectors comprising universities and
non-university polytechnic-type institutions. The UK higher education system was widely
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held up as a model for a binary system (Huisman and Kaiser 2001). Prior to this, higher edu-
cation in the UK was provided almost entirely by universities (Barnett 1990). The creation
of the binary system of higher education saw the establishment and proliferation of numer-
ous non-university institutions, principally polytechnics, but also a number of other insti-
tutes and colleges of higher education. The binary system formed the basis of planning in
UK higher education from 1965 until 1991, under governments of both of the main politi-
cal parties. The following reasons underpinned the choice of this dual system (Pratt 2002):

1. The increasing need for vocational, professional, and industrial oriented courses
could not be met by universities;

2. A system based on a ladder concept would lead to demoralization in the public sector;

3. It was desirable that part of higher education remain under social control and
responsive to society’s needs; and

4. Britain could not stand up to foreign competition by downgrading the non-university
professional and technical sector.

Neave (2000) believes that the move towards a differentiated system in the UK was mar-
ket related. Nonetheless, institutions of higher education acting on their own initiative did
not determine the size and shape of this system. Instead, government managed the process.
According to Neave, government involvement resulted in a policy of deflection where the
traditional function of premier universities was preserved and non-university institutions
were established as auxiliaries to meet the expanding demand for professional skills within
the private sector. If we retain this interpretation, then clearly institutional segmentation
had the un-avowed purpose of channelling mass demand away from the historically elite
sector and forcing the non-university institutions to take on the burden of mass higher
education. This sentiment is echoed by Teather (1999), who states that:

Binary policies were adopted in Australia and Britain at a time of considerable expansion of
demand for higher education. By designating a distinct group of non-university institutions
as providing genuinely ‘higher’ education, the governments of the day were able to channel a
significant proportion of the expansion into these institutions. This had the effect of permit-
ting the traditional universities to retain their former elite characteristics to a greater extent
than would otherwise have been possible.

Similar demands for increased access to higher education, stemming in large part from
massification of the secondary education system, generated the need for post-secondary
education that provided a wide range of options that led directly to employment. In the
1960s and 70s, more vocationally oriented tracks appeared in the higher education systems
of various developed countries. In addition to the UK polytechnics, these included the uni-
versity institutes of technology (IUT) in France, the the Fachhochschulen in Germany, the
general and vocational education colleges (CEGEPs) in Canada, and the community col-
leges in the United States (Mazeran 2007).

Saint (1992) considers a system of differentiation to be an appropriate response to deal-
ing with an increased demand for access to higher education without prompting proportional
growth in public sector budgets for education. The establishment of lower cost alternative
institutions differentiated in terms of missions, function and modes of delivery would be,
according to him, the most efficient approach. A broader institutional diversification strategy
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would include the following types: traditional colleges and universities, community colleges,
polytechnics or technical institutes, adult or continuing education programs, productive sec-
tor training programs, and distance learning programs. The UK polytechnic experiment was
based on a conviction that when higher education systems are more differentiated, they can
accommodate a larger and more diverse student body in cost-effective ways.

The emergence of a binary system does not imply that the distinctions will or can be
maintained forever. Analyses have pointed out that governmental policies and other envi-
ronmental influences, as well as organizational strategies and behaviour, have an impact
on the relationships between the different sectors (binary or otherwise) of higher educa-
tion systems (Huisman, and Kaiser 2001). Before looking at subsequent changes in the
binary system, let us consider and examine some other international systems.

The Australian binary system was the direct consequence of a 1965 report of the com-
mittee of inquiry into the future of tertiary education (the Martin Report). This report rec-
ommended a division in the higher education system into a University sub-sector and a
Colleges of Advanced Education (CAEs) sub-sector. The latter new sector was created by
bringing together a disparate group of largely single purpose institutions, including teach-
ers’ colleges, under the umbrella title of CAEs. Two separate funding systems were intro-
duced for each sub-sector. They were administered by two separate commissions supported
by two distinct sets of legislation (Gamage 1993).

In the United States, systematic diversity has always been regarded as a guarantee of
excellence and the precondition for higher education to respond flexibly to the needs of
society (Huisman and Kaiser 2001; Rothblatt 2000). The state of California is probably the
best known and perhaps the most effective example of state-wide system planning in the
public higher education sector. In general, U.S. higher education exhibits differentiation
of public higher education within all states (Altbach 1999). The American academic sys-
tem is a complex set of institutions that serve many different needs. The system is a hier-
archy, with the research-oriented universities having the highest prestige and most
influence. However, considerable variety also exists within the system. With more than
13 million students in post-secondary education and more than 3,000 colleges and uni-
versities, higher education diversity in the USA is inevitable. The research universities
(like Harvard, Berkley, or Wisconsin) occupy the pinnacle of the system. These are the
“multiversities” that Clerk Kerr discussed in his classic review of contemporary higher edu-
cation. The top one hundred American universities dominate research funding from both
government and private foundations. They produce a large part of the nation’s research
output. This hierarchy, according to Huisman and Kasier (2001), is necessary because a
standardised system cannot respond to the educational needs of both the elite and the
masses. In order to absorb a more heterogeneous clientele, mass systems must be more dif-
ferentiated than elite ones.

A system of elite higher education without the balancing force of mass higher educa-
tion would not be politically or socially viable, and a system of mass higher education with-
out the academic models and values of elite institutions would be unsound educationally
and politically (Huisman and Kaiser 2001). A wide variation in admissions and degree
standards has emerged as a result of differentiation by function in the United States higher
education system. Its purpose is to provide different educational experiences and life
chances for different populations. It has also produced a ranking system or pecking order
of institutions contending in the marketplace for preferred brand name recognition.
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Ogawa (2002) outlines the Japanese version of differentiation that involves the sepa-
ration of research and teaching. The universities regard undergraduate and postgraduate
schools as pure teaching organizations. Separate research organizations have been estab-
lished to which faculty members belong. While research organizations tend toward frater-
nization in the nature of their inquiry, teaching organizations offer appropriate organized
knowledge (curricula). In a traditional system, a research organization had to be changed
at the same time a teaching organization was changed because both were unified. This was
at times problematic because new research activities were not always relevant to the set
teaching and training curriculum and would therefore be thwarted. To avoid this conflict,
teaching and research functions were separated (Ogawa 2002). Instead of “scattered inde-
pendent organizations,” Japanese higher education has been transformed into loosely cou-
pled systems.

The era of the European Union has ushered in a trend for greater synergy and stan-
dardisation in higher education across Europe. Several governments have indicated that
structural changes in higher education systems have been inspired by the idea of not want-
ing their systems to deviate too much from European trends.

In the Dutch higher education system, the higher vocational education stream and the
university route are two distinct pathways. At the secondary level, the HAVO/MBO route
prepares students for training at hogenscholen and the VWO prepares students for univer-
sity. A similar pattern can be found in the German higher education system where the
Fachhochschulereife allows students to be admitted to a Fachhcochschule but not a univer-
sity. A Hochschulreife permits students to go to either a Fachhochschule or a university. Admis-
sion requirements for the different higher education sectors in Austria, Flanders and Sweden
are all the same. Denmark, France, and the United Kingdom have additional requirements
for entry into universities, namely, the concours in France and A-levels in the United King-
dom (Huisman and Kaiser 2001). Only the universities offer doctoral degrees in the “binary”
examples listed above—Sweden and the UK excluded—but candidates with masters’ degrees
from other institutions are allowed to register at the university for further study.

Shifts Within and From Binary Systems

Scott (1998) identifies the main change in higher education as the “grand secular shift from
elite to mass higher education.” He lists the following dichotomous attributes of the two
systems. The elite system is described as being exclusive and steeped in tradition, offering
uniform environments and uniform standards. On the other hand, the mass higher edu-
cation system is perceived as less selective, more inclusive, more diverse (different types of
institutions), and offering various processes of education.

Ross (2003) suggests that the Robbins Committee in the UK underestimated the
growth of public interest in higher education. The response to the establishment of the
polytechnics was strong and numbers increased much faster than expected, particularly for
female students. This produced a rapid expansion of the polytechnic sector and a change
in its mission and orientation. The polytechnics increasingly embarked on programs sim-
ilar to those of the universities, and ultimately the student populations and even the cur-
ricula were not very distinctive between the university sector and the polytechnic sector.

The White Paper Higher Education of 1991: A New Framework ended the binary policy
in the UK. All polytechnics and a number of other colleges were granted university status
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with the power to award their own degrees. Smith and Webster (1998) echo the above rea-
sons for the demise of the binary system in the UK. They claim that the expansion of higher
education provision was accompanied by a squeezing of resources and this manifested itself
in growing student poverty, declining academic salaries, falling academic social status, and
in the increasingly shabby fabric of universities themselves. On the other hand, Neave (2000)
blames the interventionist state in its drive for mass education. The phenomenon of ‘acad-
emic drift’ set in very soon after implementation of the binary system. The polytechnics,
supposedly differentiated from the universities, in fact sought to emulate them—even to the
point of launching fine arts courses. Meanwhile the universities also experienced “vocational
drift,” offering vocational courses and short cycle options in competition with the poly-
technics (Archer and others 2003). Pratt (2000) makes the following point:

Although, in the end, the polytechnics succumbed to the temptation to acquire conventional
university titles in 1992, by the time they did so, the universities also were significantly differ-
ent from the institutions they were in 1965 when the binary policy was inaugurated. They too
had begun to recognize the importance of a vocational emphasis, to accept students with a
wider range of entry qualifications, to offer greater choice through modular courses and a
greater concern for the student’s learning. It became possible to talk of ‘vocational drift’
within the universities as much as ‘academic drift’ within the polytechnics, and a blurring of
boundaries occurred between the two sectors.

Similarly in Australia and Hong Kong, the binary lines in higher education were reposi-
tioned. Polytechnics adopted the university title and the number of universities doubled
(Teather 1999). The academic programs offered by CAEs were strengthened and they
introduced postgraduate programs, including doctoral programs that involved research.
The lines between the sectors became indistinct. The only apparent difference was that uni-
versities received funds for research whereas CAEs did not. Nevertheless, the CAEs in Australia
trumpeted their growing research capacity as part of their demand to be recognized has
universities (Gamage 1993).

Aside from the interventionist strategies employed by governments, Meek (2000)
asserts that the reliance on market forces to achieve higher education policy objectives,
including that of diversity, has backfired. According to him, countries like Australia, New
Zealand and the United Kingdom have increasingly incorporated market competition into
higher education. Instead of diversifying into new areas in an attempt to capture a specific
market niche, institutions imitated the activities of their successful competitors. Two cru-
cial factors influence the direction of higher education diversity: (1) the way in which gov-
ernments structure the policy environment, and (2) the relative power of academic norms
and values within higher education institutions (Meek 2000). Meek further suggests that
various factors have encouraged, if not forced, governments towards a market orientation
for higher education (2000). These include:

The substantial costs associated with mass higher education, which have increased
governmental concern to realise more value per dollar committed in this sector.
A clear expectation by government that the higher education sector be more
closely tied to the national economy, not only in terms of meeting national labor
market needs, but also through the commercialization of its research and teach-
ing activities.
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As alarger proportion of the population expresses interest in acquiring higher edu-
cation, higher education inevitably becomes more of a political issue.

Due to an aging population, the burden of social entitlements on the national trea-
sury is rising dramatically, generating pressures to cut government expenditure and
demands for greater efficiencies from public sector institutions.

In all industrialised countries, traditional manufacturing industries are being
replaced by the so-called knowledge processing sector, of which higher education
is seen to be an integral part.

These factors are, according to Meek, part of a much larger process of economic global-
ization that has produced a fundamental redefinition of the social value of public service
in general and of universities and education in particular. This has heightened political
interest in the sector. The university is now asked to be “accountable” to those who pay for
it, whether these are large governments, corporations, individual taxpayers or even stu-
dents. Jarvis (2001) believes that globalization is indeed a primary factor determining the
current shape and focus of higher education. For him, universities have ceased to be ivory
towers, protected from the pressures of the real world. He believes that universities have
tried to respond to some of the social pressures of globalization, but with limited success.
Their reactions appear to be almost unreflective, since they do not seem to know what the
university should be any longer. That is, they respond automatically and uncritically to the
pressures of social change (Jarvis 2001).

Ball (1989) argues that the role of research becomes problematic in the present con-
text of mass higher education. He believes that it is possible to arrange dual funding, that
is for research and teaching, in an elite system of higher education. But this is neither pos-
sible nor sensible in a mass-based system of higher education. Ball believes that no logic
resides in the assumption that the scale of fundamental research must be determined by
the scale of higher education.

The current challenges facing higher education institutions are identified by Weber
(1999) as:

The changing environment: globalization and the influence of information
technology;

Shifting missions: responsive and responsible universities; the changing shape of
research universities; emergence of competitors to traditional universities;
Growing student diversity and the need to adapt teaching in response;

The academic profession: the changing role of teachers; tenure; developing a new
generation of staff; and

Higher education finance: broadening revenue; reducing costs.

Linked to the changing environment for local higher education systems is a growing and
diversifying public demand for higher education in countries with an adequate national
higher education infrastructure. Established universities in western countries, motivated
by decreasing (national) funding for higher education, are searching for new cross-border
markets to tap into (Van Vught and others 2002). Educational markets have been estab-
lished through trade agreements and initiatives of the World Trade Organisation (WTO),
in particular the General Agreement on Trade in Services (GATS). In the GATS negotiations,
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agreement has been reached to classify primary and secondary education as public con-
sumption goods, with predominantly public rather than individual benefits. However,
with regard to higher education, the balance of public and individual benefits is often seen
by educational economists as leaning more towards the individual side (i.e., private returns
area greater than social returns). Thus, GATS views higher education as a tradable service
that should not be protected by tariffs. This expansion of international trade in higher edu-
cation is also being facilitated by advances in information and communication technolo-
gies (ICTs), which are increasingly used to reach out to distant students who are interested
in earning a foreign degree while remaining in their own country.

African Experience

In the context of these international trends, most African countries offer, as they have done
for decades, a differentiated post-secondary education consisting of a mix of training col-
leges, technical/vocational institutes, polytechnic-type institutions and universities. At the
top of this pyramid are the universities and polytechnics (Sawyerr, 2002). The diverse con-
figurations of the higher education sector in Africa reflect various historical influences
along with the contextual—as well as global pressures—brought to bear on this sector (see
Box 1). The pressure for mass access to higher education, not only in Africa but across the
globe, has swayed governments to introduce policies favouring institutional and program
differentiation. In Africa, new types of higher education institutions and differentiated pro-
grams have emerged in spite of an increasingly constrained financial environment.

The history of higher education in Africa, from its pre-colonial and colonial roots to the
post-independence phase, provides some answers as to the current configurations of insti-
tutions on the continent. The pre-colonial higher education institution in Alexandria, Egypt
(Lulat 2003), together with a range of Islamic and Arabic educational institutions, were pre-
cursors to Africa’s later Anglophone, Francophone and Lusophone manifestations of the
education systems established by colonial administrations. At first, formal education in the
European colonies of Africa was left to missionaries. But as more and more Europeans set-
tled in the colonies, interest in formal education increased. But it was not necessarily extended

Box 1: Tertiary System Differentiation in Cameroon

The higher education sector in Cameroon is differentiated along linguistic lines as well as the
nature of programs resulting from the country’s two linguistic cum higher education traditions.
The higher education system in Cameroon strongly resembles that of France and shares a lot in
common with those of Francophone African countries like Senegal. However, British influence is
strong in a couple of the institutions, notably the University of Buea, which is a predominantly English-
speaking university. Three types of tertiary institutions make up the higher education sector. These
are the universities, specialized research and career-focused training institutes and schools, and
advanced professional schools or grandes ecoles. The government decree of 1993 regarding the
organization of the higher education system in Cameroon allows the universities to develop, within
their mission and mandate, specialized institutes or centres for scientific and technological stud-
ies, research, professional training or further training. Essentially, the higher education system is
divided into two groups: the larger university sector and the smaller, highly selective, non-university
sector. However, the overall system is richer than a simple binary system.
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to the local population, based on the general view that Africans were intellectually inferior
and therefore uneducable (Lulat 2003). This view was gradually modified by events—the
industrial revolution, the expansion of colonist economies, and the two World Wars—to the
point where vocational and industrial training was deemed necessary for Africans.

Subsequently, the British established in Africa a number of higher education institu-
tions, known as the “Asquith Colleges,” through their Inter-University Council for Higher
Education. Graduates of the Asquith Colleges received their degrees from the University of
London on the basis of the affiliation of the colleges to that university (Lulat 2003). Stronger
local demand for higher education was also linked to a rising tide of nationalism in West
Africa and an emergence of Pan-African movements (Ajayi, Goma, and Johnson 1996).

Lulat (2003) cites Ashby (1966) who charges that African elites were to blame for the
lack of development of higher education in French colonial Africa. African elites in the
Francophone colonies considered local institutions to be inferior to those in France and
placed greater currency in the opportunity to study in France. The cost of educating
Africans at French universities soon became prohibitive. In preparation for eventual polit-
ical autonomy, the French created overseas branches of French universities in the African
colonies. These took the form of institutes of higher education that served as forerunners
of national universities (Lulat 2003). These institutes maintained close academic and
administrative ties with French universities, even after independence when they became
national universities. The primary reason for developing local institutions of higher learn-
ing in the post independence era was to produce administrative and technical staff for the
civil services, as well as teachers for secondary schools and teacher training colleges. This
intention was flavored with a desire to maintain equivalence with European university
standards, and each colonial power therefore imposed its own pattern on the institutions
it sponsored. Overseas colonial Colleges thus became an avenue of opportunities for
younger staff particularly from Britain, France and Belgium, to spend some time in Africa
and become experts in African Studies, Tropical Medicine, Agriculture and Technology
(Ajayi, Goma, and Johnson 1996). The colonial university Colleges were criticized for their
“elitist” orientation, their narrow curricula, and academic irrelevance, all of which con-
tributed to the view that they were “ivory towers.”

The transition to full university status was prompted by the nationalism of African
states which attempted to assert their independence from their respective colonial powers.
Typically, in most post-colonial African countries, single national universities were estab-
lished as part of the apparatus of newly independent statehood. The development of the
‘decolonised’ higher education system in South Africa was introduced with the University
Act of 1916 enacted by the Union Government to establish the University of South Africa,
together with the Universities of Cape Town and Stellenbosch (Ajayi, Goma, and Johnson
1996). These institutions were intended for the white settler community. All subsequent
higher education institutions, including technikons and colleges, were established along
racial lines as separate sub-systems to serve the white, coloured and black racial groups in
the country. This structure endured until the demise of apartheid in 1994. The unusually
large system of 36 institutions (21 universities and 15 polytechnics) which eventually
resulted was the direct outcome of linguistic/cultural rivalries between British and
Afrikaner nationalism that were reinforced by the separate development policies of formal
apartheid, in which separate (but far from equal) institutions were provided for each major
racial and ethnic group (Cooper and Subotzky 2001).
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As a result of these circumstances, the extent and type of institutional differentiation
has varied widely across different African regions and countries. Saint (1992) suggests that
system differentiation in Africa is generally at an intermediate stage. Polytechnics are fre-
quently found and teachers colleges are common, but tend to be accorded a clearly infe-
rior status by students and governments (they are poorly articulated). Even where higher
education systems are differentiated in terms of institutional missions, they are rarely dif-
ferentiated in their financing. African institutions and systems of higher education receive
85 percent or more of their funding from government. The tendency to regard as inferior
those institutions which are mainly involved in teacher education, technological or voca-
tional specializations must be eschewed, according to Brown Sherman (1993) because
Africa is short of skilled professionals in education, the sciences and technology.

There can be no real consensus for higher education reform without a focus on non-university
institutions. The teachers and the facilities for training such persons should be wisely used.
Consultations are needed between the universities and other higher education institutions in
order to weigh the strengths of these institutions and to consider such possibilities as transfer
of credits, sharing of facilities, and even joint programs, where feasible.

The ability of African nations to achieve a coherent mix of research and technical/vocational
systems of higher education is doubted by Altbach (1998), who alleges that third world
nations are basically consumers of knowledge and dependent upon industrialised nations
for advancement in scientific knowledge. While he agrees that it is difficult to generalize,
he maintains that third world universities are, without exception, “peripheral” institutions
in an international context and that they often lack an orientation toward scholarly pro-
duction. Brown Sherman (1993) agrees with this point, saying:

Africa has a marginal place in the global economy. Africa’s universities are part of an interna-
tional academic system and are ‘peripheral’ to that system. One consequence is the consider-
able intellectual dominance, which impinges on the continent. In line with this is the large
amount of research related to the continent done by academics and universities foreign to the
continent.

Framework of Analysis

This literature review, Africa’s history and our own field experience suggested the follow-
ing framework of analysis. First, with regard to differentiation, twelve dimensions of dif-
ferentiation were identified as the most fruitful to investigate. Universities and polytechnics
were then compared on these dimensions in order to assess whether observable differences
between the two types of institutions could be found. In addition, where fruitful, an
attempt was made to apply the dimensions among similar institutional types. These
dimensions are listed in Table 1.

With regard to articulation, five dimensions were also selected as the most fruitful to
look into and the two types of institutions were compared on each of these elements. Again,
where possible, these dimensions were analyzed within the same category of institutional
types, or sub-types, in order to complete the analytical picture. The dimensions of articu-
lation are presented in Table 2.
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Table 1. Dimensions of Differentiation among Types of Higher Education
Institutions

Dimension Features

Institutional mission and What are the institution's mission, mandates

mandate and outputs, especially with regard to nature
of knowledge?

Curricular/teaching Content, teaching emphasis and pedagogical
approach

Qualifications Type of qualifications obtained and purpose

Admissions What are the selection criteria utilized?

Fields of study Diversified or similar?

Research Level and type of research conducted; role of
research (e.g., learning, income generation)

Academic Staff Qualifications Required academic qualifications; any
non-academic qualifications?

Orientation Local versus international; applied versus
scientific; knowledge versus competencies

Governance/Regulatory Framework Levels of autonomy; degrees of accountability;
governance structures such as Councils/Boards,
Senate, and Faculty Boards; legal instruments such
as Individual Acts of Parliament/Charters; General
Universities Act.

Financing Sources of financing. How diversified? Degree of
autonomy in financial management.

Quality Control External or internal; mechanisms employed

Institutional characteristics Size of enrollments; student characteristics;
campus organization; education delivery system
employed.

Akey observation on Tables 1 and 2 is that in both differentiation and articulation, the
primary unit of analysis is the type of institution, not the individual institutions. But where
the situation on the ground warrants it, an attempt is made to apply the identified dimen-
sions to institutional sub-types; for example, between public and private universities. In
some cases, a further attempt is made to assess “similar” institution types; for example,
among public universities and among public polytechnics. Do any subtle differences exist
between them? Do they articulate with each other? The extent to which the latter occurs
varies from region to region and from country to country, depending on data availability
and the characteristics of the higher education system in each country. Also, in each of the
countries/regions, it was necessary to map the higher education system as a pre-condition
for analysing differentiation and articulation. The mapping exercise allows identification
of the system’s key features, especially whether the system is binary or some other type.

Educational policies and institutional supervisory structures have implications for dif-
ferentiation and articulation. State oversight structures for non-university institutions vary
from country to country. In Ghana, the National Council for Tertiary Education (NCTE)
is the sole supervisory agency for both the polytechnics and universities. In contrast,
Nigeria maintains three separate oversight bodies for sub-sectors of the tertiary system: the
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Table 2. Dimensions of Articulation among Types of Higher Education Institutions

Dimension Features

Admissions criteria Same or different criteria; what types of criteria? Jointly
managed or individual admissions processes?

Structure and Recognition of Is academic achievement recognized across institutions?

Qualifications Are there similar requirements for similar types of

academic awards? Do they recognize each other's
qualifications for employment purposes?

Tranferability of Credits Can courses completed at one institution be counted
towards the graduation requirements of another
institution? Is there a system in place to facilitate the
transfer of academic credits?

Academic Staff Mobility Do academic staff circulate among different types of insti-
tutions? With what frequency? In which directions? Are
there administrative structures in place to facilitate this
mobility?

Collaboration and Partnerships What is the extent of institutional collaboration in joint
research, joint teaching, cross-referencing of courses,
sharing of facilities, common services?

National Universities Commission (NUC) for the universities, the National Board for
Technical Education (NBTE) for the polytechnics, and the National Commission for Col-
leges of Education (NCCE) for teacher training colleges. Arguments have been advanced
for and against having a single supervising body for the entire tertiary education system.
Invariably, where only one body exists, institutional representation on the body is domi-
nated by the universities. In the case of the NCTE in Ghana, for example, the ten poly-
technics in the country have only a single representative, compared with one representative
apiece for each of the six universities. This unequal representation has fuelled the percep-
tion that polytechnics do not receive the attention they deserve or that even if they do, they
are neither fully appreciated nor promptly addressed. On the other hand, protagonists of
a single supervisory structure believe that having separate bodies can only create obstacles
to articulation by accentuating the perceived differences in status between university and
non-university institutions. It is instructive that in Senegal and Cameroon, where a min-
istry of higher education exercises direct oversight responsibility over both institutional
types within a unitary university framework, similar perceptions of inferiority or subordi-
nation are more subdued.

As will be seen, African countries display far more differentiation than articulation
within their higher education systems. The systems studied are quite diverse, being classi-
fied as unitary, binary, trinary, semi-differentiated or fully differentiated. However, in var-
ious cases these differences exist more in theory than in fact, as instances of academic drift,
vocational drift and institutional imitation are common. The polytechnic sub-systems
appear relatively undifferentiated in comparison to the university sub-systems, except in
the rather obvious sense that the former offer lower-level training than the latter.

For the most part, articulation seems to be in its infancy. The mobility of staff and students
between university and non-university tertiary institutions suffers from a lack of cooperation
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Box 2: Weak Articulation in Ghana’s Tertiary Education System

The two main components of the tertiary education system in Ghana—the universities and the
polytechnics—are poorly articulated at present. The two oldest universities in the country (the Uni-
versity of Ghana and the Kwame Nkrumah University of Science and Technology) do not recognize
the HND awarded by the polytechnics as an entry qualification to any of their programs of study.
However, these same universities recognize their own diploma courses and qualifications for fur-
ther studies at the degree level. The unfortunate impression created by this policy is that the HND
qualification is irrelevant to university studies. However, this position is not shared by all the uni-
versities in the country and practices may change as cooperative exchanges develop between the
universities and the polytechnics. Evidence of this tendency can be found in the fact that some of
the public and private universities have started admitting HND holders into the second or third
year of their four-year degree programs, especially in the vocational and business studies areas.
Among the well-known universities that currently give credit for polytechnic qualifications in their
admission schemes are the University of Cape Coast (public), the University of Education at Winneba
(public), the Central University College (private), and the Valley View University (private).

and absence of dialogue between the two institutional groups. In fact, an unhealthy rivalry
often characterises their relationship. Polytechnic graduates seeking “academic progres-
sion” into the university system often encounter a void of clearly defined articulation path-
ways to follow, the level to which they are admitted being dependent on the course they
wish to pursue and the regulations and requirements of the particular university to which
they are applying. Credit transfer mechanisms rarely exist between similar polytechnic and
university programs. In fact, some universities do not even recognize any prior learning or
skills acquired at the polytechnic level in their admission requirements. Ghana offers an
example of such disarticulation, but also shows some progress in tackling the problem (see
Box 2).

Interestingly, articulation and mobility between similar institution types is also rare.
Students from private universities have little chance to transfer to public universities. Like-
wise, student mobility among public universities is frequently not well defined, particu-
larly in Anglophone Africa. We conclude that the absence of an easily understood and
mutually accepted credit transfer system is a major barrier to the articulation of many
African higher education systems.

The situation regarding articulation in Francophone West Africa is different. In Senegal
and Cameroon, higher education institutions that deliver sub-degree polytechnic-type
qualifications are organizationally linked to the universities and are not seen as entirely sep-
arate or autonomous institutions. In fact, it is not uncommon for professors to teach
courses at both the sub-degree and degree levels. For this reason, top graduates from the
diploma-awarding university institutes of technology can be admitted into degree pro-
grams at the appropriate level, subject only to passing an entrance examination.






CHAPTER 2

Differentiation and Articulation
in Sub-Saharan Africa

Observations from the Literature

Evidence from the literature is corroborated by the findings from this study. The main con-
clusions from the literature are, therefore, similar to the conclusions that one would draw
from this study. These are as follows.

Differentiation and articulation have become key issues within the recent development
of higher education worldwide. The growing literature on this subject stresses the impor-
tance of providing varied types of institutions and program offerings to meet the increas-
ingly diverse needs of the changing labor market and student intake. Definitionally, the
literature distinguishes between differentiation and diversity. Expansion of systems in
terms of establishing more institutions does not necessarily mean differentiation, unless
program offerings are sufficiently dissimilar. A distinction can also be drawn between hor-
izontal differentiation across institutional types and vertical differentiation within an insti-
tution, with the latter referring to diversity of programs.

The literature suggests that differentiation has been driven mainly by market forces,
and by government regulatory frameworks seeking to ensure an appropriate institutional
and program mix in order to meet national priorities. Two opposing tendencies are evi-
dent: one towards the traditional university type through academic drift and driven by
aspirations for higher status, and the other towards institutional differentiation and diver-
sity to accommodate a wider market. The latter includes vocational drift in universities in
order to capture more of the lucrative short-term training market.

Patterns of differentiation within countries vary enormously. A growing literature
describes the various forms of binary systems which have evolved in different countries.
In the UK and Australia, the binary system was established as part of the massification
of higher education, and subsequently dis-established as a result of academic drift and
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institutional isomorphism. Several other countries have generated different forms of
binary and trinary systems. Within the proliferation of new institutional types, cross-
border provision and the rise of private higher education, the boundary between univer-
sity and polytechnic-type institutions has become increasingly blurred.

Articulation is far less documented than differentiation. Much of the literature
addresses issues of student mobility. Articulation can be seen as somewhat contradictory
to the principle of differentiation (a) in implicitly conveying a lower level of status to the
lower levels of provision, and (b) in reducing diversity through the pressure for uniformity
and standardisation of program and qualifications mixes.

Post-colonial higher education in Africa has been largely conditioned by colonial rule.
In many countries, national universities were established on the basis of colonial precur-
sors. Since then, non-university polytechnic-type institutions have developed. It is clear
that to meet the demands of sustainable development, a suitably diverse, differentiated and
cost-effective tertiary system is required. On balance, differentiation in Africa seems to be
at an intermediate stage, with the non-university institutional types suffering from lower
status.

Some elements in the literature are pessimistic about the capacity of African nations
to achieve a coherent mix of high-level research-based academic education and technical
training. In the view of some, African higher education institutions remain peripheral to
the global higher education community. African nations clearly face a tremendous chal-
lenge to ensure that their systems of higher education are sufficiently differentiated in order
to meet national priorities and the requirements for sustainable development.

Nature of Differentiation

The general finding from the study is that differentiation in higher education systems
is apparent within Africa, but the nature and extent of it vary from country to country.
Table 3 outlines the differentiation profile for each tertiary system studied. These dif-
ferences originate in the varieties of colonial experience, political economy and imme-
diate post-independence history. They also reflect how countries have subsequently
been able to position themselves in relation to the internationalization of higher edu-
cation and to the market forces associated with globalization. Thus, South Africa, for
example, exhibits a fascinating picture of institutional differentiation quite simply
because this was an integral dimension of the apartheid policy. Nigeria too displays con-
siderable institutional differentiation, this time on account of its size, societal com-
plexity and consequent nature of the demand for higher education. As expected, small
and historically different countries, such as Rwanda and Malawi, reveal less differenti-
ated and, therefore, less complex higher education systems. On a continuum of differ-
entiation, South Africa and Nigeria would be at one end, while Malawi and Rwanda,
and perhaps Senegal, would be at the other end. Not unexpectedly, significant varia-
tions were found between the Anglophone and Francophone countries in the forms of
differentiation, again on account of the respective colonial/cultural/linguistic founda-
tions of the systems. This general finding is to be expected and is therefore not signifi-
cant. What would have been significant is a finding that did not reveal variations in the
level and extent of differentiation.
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Table 3. Differentiation Profiles for Selected African Tertiary Systems

Quality Public Private Public  Private

Buffer Assurance Public Private Polytechnic Polytechnic Tech. Tech.

Country Body Agency Univ. Univ. orProfiInst or Prof Inst Colleges Colleges
Cameroon 1 1 6 20 3 X X X
Ghana 1 1 7 28 10 0 n.t. n.t.
Kenya 1 1 7 17 0 n.t. n.t.
Malawi 0 0 2 1 X X
Mozambique 1 0* 3 5 8 6 n.t. n.t.
Nigeria 2 2 50 25 51 6 46 9
Rwanda 0 0 2 4 4 4
Senegal 0 0 2 15 44 X X
South Africa 1 1 22 3 0 0 100 350
Tanzania 1 1 8 13 15 X X X
Uganda 1 1 13 1 X 67 X
Zambia 0 0 5 0 0 3 n.t.

* =n process of establishment.
X =in existence, but data not collected.
n.t. = not included in tertiary system.

The Prevalence of Binary Systems

Though the systems are quite varied, evidence suggests that the binary system is dominant,
with universities and polytechnics as the main sub-systems (see Table 4). Most systems
began with a binary structure, and Ghana, Kenya, Malawi, and Tanzania retain them today.
However, variations occur around the binary model—with Cameroon, Nigeria, and
Senegal being classified as differentiated, Uganda as trinary, and Zambia as unitary.
Mozambique and Rwanda seem to be in transition towards differentiated systems.

The traditional binary boundary between universities and non-university institutions
is becoming increasingly blurred. Some interesting university-non-university institutional

Table 4. Classification of Tertiary Education Systems in Selected Countries

v

[=] =3 = -

<) - ] = < : ] 1]

S it S % g = 2 5 = E 2 =

E £ 5 = 8 % § 2 % £ 5 E

S & ¢ = = z & & & £ 35 &
Type of D B B B SD D SD D D B T U
System

Differentiation

B = Binary; D = Differentiated; SD = Semi-differentiated; T = Trinary; U = Unitary.



24  World Bank Working Paper

hybrids have emerged: for example, the Kigali Institute of Science, Technology and Man-
agement (KIST) in Rwanda, the “comprehensives” in South Africa, and the University of
Malawi. This blurring is the result of two main drivers. The first relates to market forces,
which create a two-way drift: “academic” drift (the aspirations of non-universities to gain
university status), and “vocational” drift, (universities seizing market opportunities by
offering vocational courses). Academic drift is evident in Ghana where polytechnics have
been agitating for university status, in Nigeria where polytechnics have been offering
degrees as affiliates of universities but now want and have been allowed to offer their own
degrees, and in Kenya where polytechnics are in the process of being elevated to university
status. Vocational drift is evident everywhere as universities attempt to make up financial
shortfalls by offering high-demand, market-driven vocational programs.

The second driver, especially in complex higher education systems such as those of South
Africaand Nigeria, is alack of policy clarity regarding the appropriate boundaries between poly-
technics and universities in terms of their mission, purpose, curricula and programs (and the
knowledge underpinnings of these). This has allowed the two-way drift to proceed unencum-
bered by regulation. The continuation of the strict binary divide and, in particular, the narrow
interpretation of polytechnic training within this, has been contested as technicist and divisive,
particularly in South Africa. This tends to inhibit debate on important issues such as equity,
access, mobility and the relationship between education and training in general. Though con-
testation around the binary divide has been more evident in South Africa, compared to the
other countries in this study, it is a debate that could benefit other countries as well.

A strong driver of differentiation between universities and polytechnics is the public
perception of polytechnic vis-a-vis university education. With very few exceptions, mainly
Uganda and South Africa, the overall public perception is that polytechnic education is of
much lower status than university education. This perception results from: (i) public mis-
understanding of the orientation and philosophy of polytechnic education vis-a-vis uni-
versity studies; (ii) the correct perception that entry requirements are in general less
rigorous for the polytechnics, making it easier to enter a polytechnic than a university;
(iii) lack of a clearly defined institutional mandate of the polytechnics; (iv) inadequate
human and material resources for effective teaching and learning in polytechnics, often
reflecting similar status misperceptions within the government budgeting process;
(v) inadequate skills training of polytechnic students; (vi) limited well-paying job oppor-
tunities for polytechnic graduates; (vii) ill-defined articulation and credit transfer mecha-
nisms between polytechnics and universities, and (viii) the absence of academic dialogue
between university and polytechnic authorities. (We shall say more on drivers later.)

Institutional versus Program Differentiation

As a broad exploratory survey, this study was able to document the nature and extent of
institutional differentiation, but was less able to establish the nature of programs differen-
tiation in any detail. This is because an adequate documentation of program differentia-
tion would require different analytical methods. Specifically, it would need to be informed
by a detailed content analysis of the programs on offer in order to ascertain whether they
are indeed different. This is especially so with regard to programs offered in similar insti-
tutional types, such as polytechnics or universities. Table 5 presents the academic award
structure for the Anglophone and Francophone tertiary systems.
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Table 5. Structure of Tertiary Degrees Awarded in Anglophone and Francophone
Tertiary Systems

Anglophone Francophone
Universities/Grandes Ecoles Phd Doctorate

MA/MSc Maitrise

BA/BSc Licence
Polytechnic/Institut Higher National Diplome Universitaire
Universitaire de Diploma de Technologie
Technologie National Diploma Brevet de Technicien

Certificate Supérieur

Universities, for example, are increasingly branding their programs through re-labeling.
To go beyond the label in order to ascertain whether the program content is indeed dif-
ferent from those of other universities requires detailed content analysis. The issue of pro-
gram differentiation has been made even more complex by the current practice of
simultaneously splitting and combining program content. Thus an MBA degree could
yield several specialized degrees such as Masters in Marketing, Masters in Accounting,
Masters in Finance, and so forth. Simultaneously, universities are increasingly combining
disciplinary content to create new multidisciplinary programs such as development stud-
ies, environmental studies and gender studies. What does this mean in the context of dif-
ferentiation? It means there is a need to establish whether the simultaneous process of
splitting and combining is yielding new knowledge areas. To establish this requires detailed
and patient program content analysis.

Proliferation of Non-University Institutions

Though this study has concentrated on the relationship between universities and polytech-
nics, the researchers were struck by the proliferation of other non-university institutions, a
recent phenomenon in most countries.? This dynamic is based on widespread recognition of
four fundamental rationales for differentiation: (a) to accommodate increasingly diverse stu-
dent body; (b) to meet changing labor market needs and national development priorities;
(c) cost effectiveness; and (d) increased access, mobility and equity. The higher education
landscape in Africa is clearly no longer dominated completely by universities. Indeed it could
be said that the post-secondary education which some countries regard as higher education
and not simply as tertiary or further education, is now dominated by non-university players.

This is not necessarily a bad thing. Indeed it can be a positive development, given the
capacity limitations of universities. However, the proliferation of these institutions poses

2. These field observations are neither supported nor contested by the very limited UNESCO data
available on non-university tertiary enrollments in Africa. One of UNESCO’s classifications of educational
enrollments is for post-secondary but non-university programs (ISCED Level 5B). On this measure, com-
parative data are available for only 11 African countries between 2000 and 2004. They indicate that non-
university tertiary enrollments increased over this period in five countries (Botswana, Burundi,
Madagascar, Mauritius, Rwanda), declined in another five countries (Ghana, Kenya, Nigeria, Tanzania,
Uganda), and remained essentially unchanged in Mali.
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a serious regulatory challenge. It calls for the creation of policy frameworks and quality
control mechanisms to rein in such institutions and integrate them into a coherent system.
The problem in doing this is that most countries do not have comprehensive human devel-
opment policies to guide this process. This leaves the door open for anybody claiming to
provide “human development” to set up shop within the tertiary system, purely to test the
extent of demand.

An Explosion of Domestic Private Universities

A common feature in most of the countries covered in this study is the appearance and
multiplication of private providers of university education. This is a significant regional
trend. Since 1990 private universities have increased at a much faster rate than public uni-
versities. Although the number of public universities has expanded by 66 percent over the
past fifteen years—from 113 to 188—the number of private universities has multiplied
seven-fold during the same period from 14 to 107 (Darvas 2007:17).

The rise of private provision in higher education responses to two factors. The first is
the high demand for university education. A common feature in the countries covered in
this study is that nearly all those who qualify to enter university would much prefer to go
to university as opposed to attending another type of institution such as a polytechnic. As
we have seen, this reflects the high social status accorded to university education and the
resulting household pressure “to go to the university.” The overall result is very high
demand for university education even when market conditions (for example, graduate
unemployment) indicate that this might not be the most rational thing to do. The second
factor is the inability of the public sector to meet this demand for university access. Data
from all the countries covered in this study indicate that only a small fraction of those who
obtain the minimum requirements to enter universities are actually admitted to the pub-
lic universities. The explanations for this exclusion include: inadequate funding from the
government; linking of admissions to available bed space in universities; and inadequate
staffing in the universities.

Private providers have stepped in to meet some of this demand. In the context of this
study, the private providers have certainly helped to expand access to higher education, but
only to a limited extent because of their low enrollments. In most of the countries, private
universities outnumber the public universities. This means that if, as institutions, they
develop vertically by way of diversifying their programs and increasing their enrollments,
they will become increasingly important in both systemic and institutional differentiation.
At the moment, private universities tend to offer limited and similar programs, thus con-
tributing little to differentiation. In particular, they tend not to offer science-based pro-
grams because these are expensive to mount and student demand in these areas may be
somewhat less. In some countries—including Tanzania, Kenya and Uganda in East
Africa—private universities are beginning to offer science-based programs. But here again,
the programs being offered are quite similar to those available in public universities. Thus,
although the private universities have expanded access, it is debatable to what degree they
have contributed to systemic program differentiation.

On balance, private universities and other private tertiary education providers are
beginning to take shape as an educational force in the region. But they are not yet a major
force. However, they are even more undifferentiated horizontally than public universities,
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concentrating as they do on offering the less expensive humanities, social sciences, business
and ICT programs. As privately operated institutions, they are unaccustomed to working
together except on collective responses to regulatory requirements from the government
that affect their mutual self-interest. Not only do they not engage in collective discussions
amongst themselves, but they also do not seem to value the thought of formally engaging
the public universities to identify common ground for possible collaboration. Perhaps the
potentially controlling and financially onerous tutorial relationships of public universities
that are imposed by governments on private universities are to blame for this resistance.

Differentiation versus Expansion

The proliferation of private universities illustrates an important distinction made in this
study. That is, the distinction between differentiation and expansion. Not every expansion
produces differentiation. This is especially so with regard to increasing the numbers of insti-
tutions. What is evident from the study is that many of the higher education systems stud-
ied have been undergoing expansion in the last decade or so, primarily as a response to
increasing demands for access. This expansion has taken place in both the public and the
private universities. With regard to the public universities, the considerable expansion has
often occurred as a political reaction to intense public demand and not as a planned diver-
sification of the higher education system. The result is that programs on offer tend to be sim-
ilar, and sometimes even copied from, the older and better-established universities.

The resulting institutional isomorphism has offset any increase in market demand for
graduates, as the market is flooded with university products holding similar qualifications—
even down to the course titles listed in their transcripts. While expansion is a legitimate
policy response to the problem of access, it bears repeating that expansion does not neces-
sarily produce differentiation, either in institutional types or in program variety. It is nec-
essary to underscore the distinction between the two because evidence from this study
suggests that this difference is not always fully appreciated by policy makers. Even less
appreciated is the point that it is not enough to have diverse institutional types; within dif-
ferent institutional types, conscious efforts are also required to develop program differen-
tiation. Evidence from this study indicates that this is not happening quickly enough. One
exception is Tanzania, where a significant degree of horizontal differentiation can be
observed (see Box 3.)

Box 3: Horizontal Differentiation in Tanzania

The tertiary education system in Tanzania, more than in most of the countries studied, shows sig-
nificant elements of horizontal differentiation. Each of the eight public universities is intended to
specialise in specific aspects of development, e.g., agriculture, architecture and physical planning,
distance education, teacher education, medical sciences, postgraduate programs, technology, and
wildlife management. Likewise, the thirteen private tertiary institutions reflect a certain ‘division
of labor’ among accounting and finance, business administration, communications, health sci-
ences, social sciences and humanities, technology, theological studies and others. In this way, the
Tanzanian tertiary system has largely avoided the institutional isomorphism or imitation that char-
acterizes many other systems in the region, thereby enabling expansion with differentiation.
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Differentiation through Physical Decentralization

Establishing new universities in different parts of the country is usually a political response
to access and equity pressures. In some countries, it has been a deliberate response to the
problem of lack of differentiation. Mbarara University was established in western Uganda
in order to decentralise university education away from Makerere in the capital city. Like-
wise, Moi University in Kenya was also established 20 years ago in order to decentralise
away from the University of Nairobi, which is located in the national capital some 250 km
distant. The University for Development Studies in Ghana and the Northern Campus in
Namibia are other cases of physically de-concentrating university education. Most recently,
Mozambique has announced the creation of a new public university in Nampula to serve
the central region of the country.

To their credit, some of these new universities have gone on to introduce distinctly
new programs and pedagogies, thus contributing to institutional and program differenti-
ation. For example, even though both Mbarara and Moi universities offer medical train-
ing of the type also offered in Makerere and Nairobi universities respectively, they have
done so by using the innovative Problem-Based Learning (PBL) pedagogy. The same can
be said of the different medical training pedagogies characterizing the more traditional
University of Ghana and the newer University for Development Studies, which espouses a
strong community-based orientation. But it bears emphasising that this strategy of differ-
entiation, if carried out without adequate planning or the establishment of coordination
structures, can fragment the higher education system rather than diversify it, with immense
implications for quality.

Cross-border Provision

A key feature of higher education differentiation within the countries covered in this study
is cross-border provision. As a result of the financial constraints that limit the expansion
of their physical and academic facilities, the higher education systems of the poorer or more
populous countries of Africa are unable to accommodate the enrollment pressures exerted
on them by the large numbers of school leavers from their pre-tertiary systems. Cross-border
educational activities, including the importation of courses and services and the physical
movement of students across borders are, therefore, assuming important dimensions in
Sub-Saharan Africa. For example, many Nigerian students now attend Ghanaian univer-
sities on a full fee-paying basis. Similarly, Nigerian universities have for a long time been
training students from Cameroon and other neighbouring countries. Senegalese higher
education institutions receive students regularly from other francophone countries in the
sub-region who consider Senegalese qualifications of comparable standard to those
obtained from France, but at a lower cost. The situation is repeated in East Africa where
many Kenyan students study in Ugandan universities because higher education is cheaper
there. South Africa has also become an attractive destination for students from nearly all
English-speaking African countries because of its diversified system, demonstrated qual-
ity and less expensive higher education compared to Europe and North America.

While the importance of cross-border provision cannot be denied as a way of improv-
ing access, it is legitimate to debate the extent to which it is increasing “knowledge diver-
sity” in the country of student origin. The issue is this: quite often students will seek
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university education across the border because they cannot access the programs they want,
say medicine or engineering, within the borders of their own countries. This may be for
any number of reasons, but the most common is cost. Only in very rare cases are they likely
to seek education across the border because the program is not available in their own coun-
tries. This is because, more often than not, African universities across the continent tend
to offer similar programs. What this means is that, in the context of differentiation, cross-
border provision can only be considering as widening the range of student choice follow-
ing a detailed analysis of the programs available both in the country of origin and in the
recipient country. Only after that can one conclusively decide whether this kind of provi-
sion adds to the differentiation of “national knowledge.”

Off-shore Satellite Campuses

A second type of cross-border provision that is gaining ground in Sub-Saharan Africa is
the setting up of offshore or satellite campuses by foreign providers that offer “interna-
tional” qualifications, most often in computer and business-related disciplines. This type
of trans-national higher education provision has far-reaching implications for differenti-
ation and articulation within the host higher education system. While the offshore satel-
lite campuses contribute a degree of differentiation, this is limited to the extent that they
avoid the science-based programs. In addition, many of them also offer similar programs.
Furthermore, they articulate neither with each other, nor within the domestic providers.
This is because they owe their presence mainly to the surplus number of qualified pre-tertiary
students who may have missed places in public universities, or wanted to pursue overseas
university education, but could not afford to travel abroad. The consequence, as has been
seen in Kenya, is that such campuses do not always fulfil locally accepted needs, including
any policy requirements to provide a different product.

A major problem with off-shore provision is that the terrain they are occupying has
hardly been mapped. Quite often, even regulatory bodies do not have a full picture of who
is offering what programs, let alone the details of whether the program label is reflected in
the program content. It is apparent that, like cross-border providers, the off-shore
providers tend to provide what is already available in local institutions. Their contribution
to differentiation thus accrues more in institutional than program diversity. Perhaps their
major contribution to differentiation is in modes of delivery, given that a number of them
have introduced new delivery methods into the host higher education systems. In addition,
they have sometimes perfected the existing delivery systems, such as distance learning.
They have also created fairly innovative pathways.

Competent domestic regulatory mechanisms are required to ensure quality and com-
parability of the foreign diplomas and certificates with domestic qualifications as well as
their relevance to the domestic labor market and national development needs. In the case
of francophone countries that do not have national quality assurance or accreditation bod-
ies, the issue of quality control and system regulation becomes even more acute.






CHAPTER 3

Drivers and Inhibitors of
Differentiation and Articulation

Drivers of Differentiation

The findings identify a number of drivers of differentiation. We now turn to these.

Market-driven Programs

All the studies of reform taking place in the African universities, including this study, have
identified the proliferation of market-driven courses and programs, sometimes also
referred to as income-generating academic programs, as one of the major changes to take
place in African universities in the last decade. Sometimes these programs have been
offered at the degree level; in other cases they have been packaged as discreet short courses
tailor-made for specific clienteles. Either way, the objective has been the same: to provide
instruction for a fee with a large skills component using pedagogies that are closer to train-
ing than conventional university pedagogies. Public interest in these types of programs, be
they in law, business or information technology studies, has been shaped by the percep-
tion that skills in these areas will enhance chances of employability.

Universities compete in their offerings of these types of programs. Even though the
academic justification for program differentiation does not feature in the discourse on
these programs, they have on the surface, at least, increased programs differentiation.
However, as we have argued earlier in this study, the vocational drift inherent in these
programs could also be having the opposite effect: blurring the binary divide between
universities and training institutions such as polytechnics. In this way, they could be reduc-
ing institutional differentiation. In the context of differentiation, therefore, the programs
are analytically ambiguous, though on the whole, they have arguably increased program
differentiation.

31
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National Policy

A major finding of this study is that government policy documents are beginning to
articulate the need for differentiated tertiary and higher education systems. In some
cases, the policy is prompted by political considerations. In other cases, it is informed by
developmental positions, such as the World Bank (1994; 2000) argument that Africa
requires a diversified workforce in order to respond effectively to the continent’s devel-
opment priorities and challenges. Regardless of the underlying motive, higher education
differentiation as a policy is evident in most of the countries covered in this study,
notably South Africa, Mozambique, Tanzania, Rwanda, Nigeria, and to some extent in
the Francophone countries. A summary of Mozambique’s policy approach to differen-
tiation is provided in Box 4.

However, two shortcomings are often associated with these policies. The first is the
tendency to upgrade polytechnics into universities, a trend that is evident in Uganda,
Kenya Ghana and Nigeria. The danger here lies, not in upgrading the polytechnics into uni-
versities, but in doing so without catering for their replacement and the instructional gap
they leave behind. This danger might not be evident now. However, it will increase as the
polytechnics acquire the autonomy commensurate with their university status, thereby
obtaining the freedom to “deviate” from technical training into programs currently catered
for by the “non-technical universities.” In this case, a gap in skills provision might emerge.
Avoiding this possibility will require well-designed regulatory mechanisms of the kind that
South Africa university communities are unhappy about.

Box 4: Explicit Differentiation Policy in Mozambique

One of the strategic goals of the Mozambican government, as stated in its Strategic Plan of Higher
Education in Mozambique 2000-2010, is to diversify institutions, training opportunities and forms
of delivery. To achieve these objectives, an explicit guiding principle is to encourage “diversity and
flexibility of institutions, courses, curricula and methods of delivery, to ensure responsiveness to
changing social, cultural and economic demands.” Specifically, the Strategic Plan outlines two goals
regarding differentiation: (1) to develop a diversified system of public and private higher educa-
tion institutions; and (2) to encourage innovation and diversity in higher education training pro-
grams. To achieve this, the following strategic actions are being undertaken:

a) Encourage the development of new public and private institutions within a general framework
for the higher education sub-system to be established, privileging links between them and the
existing technical-professional schools;

b) Consolidate existing institutions, taking into account their experience, resources and economies
of scale;

¢) Conduct an inventory of opportunities, resources, and use or re-conversion of the existing infra-
structures to implant and develop tertiary institutions or their branches in the provinces, with-
out jeopardizing the activities of the other educational levels;

d) Promote a greater variety in the length of courses through introduction of courses with diploma,
bachelor and master levels; and

e) Increase flexibility in higher education programs in order to facilitate student choices and enable
them to adjust their studies to their aspirations in terms of career and job opportunities.

Source: Ministry of Higher Education, Science and Technology (2000).
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The second risk is the policy ambiguity surrounding the establishment of private uni-
versities. Though these institutions have mushroomed in the past decade, there is a sense
in which they are still regarded in policy circles as the “illegitimate brothers” of their pub-
lic universities counterparts. They are, therefore, made “welcome” in the context of
increasing access, but they are not fully integrated in higher education planning and pol-
icy discussions. Notably, few national policies, if any, have defined the role of private uni-
versities in medium and long-term system differentiation.

Internal Institutional Reforms as Possible Drivers

A number of studies on African higher education, particularly those sponsored by the
Partnership for Higher Education in Africa, have documented reforms that have been tak-
ing place in African universities in the last ten years. These reforms are still going on and
a number of them have implications on program differentiation. These include: rapid
expansion in the number of universities—both private and public; reforms in univer-
sity governance, particularly decentralization of governance; introduction of income-
generating activities, including introduction of “market driven” courses mentioned
earlier, and so forth.

One reform that bears emphasis here is the tendency to create university schools or
colleges out of faculties or departments. One motive for this is to provide institutional
“space” for the schools to introduce more programs, especially in new knowledge areas.
This trend is clearly centred on differentiation. Whether it will succeed in driving further
differentiation is, however, yet to be seen.

Industry as a Probable Driver

In theory, industry ought to be a driver of differentiation. But this did not come out in this
study. To the extent that industry has a stake in higher education, it is in its demand for
skills rather than what it refers to, sometimes contemptuously, as merely theoretical knowl-
edge. Tunisia offers a useful example of how employer demand can be identified and
addressed (see Box 5).

In Malawi, tracer studies and rising graduate unemployment and underemployment
(especially in the fields of languages and other humanities) indicate a general lack of rele-
vance of the University of Malawi (UNIMA) curricula for the world of work (Chimombo,
2003: 418). In particular, graduates of UNIMA participating in the tracer studies felt that
vocational studies were too academic in nature, and did not pay sufficient attention to the
demands of the professions. Part of the problem reportedly lies in the weak linkages
between industry and the university.

In this context, industry is beginning to take more interest in building a better work-
ing relationship with higher education. Most often, this takes the form of (a) employer rep-
resentation in governing councils; (b) industry funding through student scholarships;
(c) R & D collaboration; (d) provision of student internships; and (e) joint patenting of
innovations. As the industries become more sophisticated, so will their demand for more
differentiated skills. Industry is thus a potential driver of higher education differentiation. It is
worth noting here that industry could also become an inhibitor of differentiation if it begins
to demand liberal arts training as an alternative to the current disciplinary focused training.
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Box 5: The Higher Institutes for Technology Studies in Tunisia

In Tunisia, a labor market survey in 1990 demonstrated a severe lack of middle managers, which
was estimated at 70 percent of the job market. At the same time, two studies analyzed the types
of skills that employers were looking for and concluded that the current educational system was
less relevant than it could be. This led to a 1992 government decision to create a new type of ter-
tiary institution—the Higher Institute for Technology Studies—which began operation in 1995.
The mission of the Institutes was three-fold: to train middle managers, to offer professional devel-
opment and continuing education for people already in the work force, and to provide technical
support services to the economic sectors. The Institutes were set up under the Ministry of Higher
Education as non-university institutions. They were designed to have strong ties with the economic
sectors through their governance arrangements (employers participate on governing boards, sci-
entific councils and advisory committees), through teaching (30 percent of classes are taught by
business professionals), and through work placements. Notably, a new type of instructor, the
technologist-teacher with business understanding, has been crafted to teach in these Institutes.
Courses last for two and a half years. Coursework includes integrated learning, practical problem-
solving, two work placements, and a final-year applied project. After ten years, Tunisia has 22
Institutes with 30,000 students. A recent study concluded that the student success rate is 88 per-
cent and that 82 percent of graduates find jobs within six months.

Source: Mazeran (2007).

This is not happening yet, but there are signs that it could be at the horizon (Ng’ethe, Galabawa,
and Muwanga 2006).

Regional Policies as Drivers

Regional higher education policy does not feature in this study for the obvious reason that
it has remains at an early stage of development. To the extent that regional higher think-
ing exists, it is dominated by the issue of student mobility. Yet it is important to remem-
ber that the emerging regional economic blocs, if they succeed, will sooner or later demand
collective thinking on human development, if only in the context of common markets and
the resulting free movement of labor. What will this mean for higher education? Will it, for
example, mean that each region will be required to identify education and skills gaps and
plan how best to fill the gaps at a regional level? It is a safe bet that the regional thinking
would be a driver for rationalization of higher education in the region, a process that would
lead to more regional differentiation than is the case at the moment. In this context, cross-
border provision would not be driven primarily by local access concerns, but also by avail-
ability of a different higher education product across the border that is also marketable
within the region.

Inhibitors of Differentiation
Global Trends vs. Resource Constraints

A perpetual observation by higher education administrators, especially deans and depart-
mental chairs, is that they are not only fully aware of global trends in higher education, a
key feature of which is more and more differentiation as new knowledge domains emerge,
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but they are also frustrated that they are unable to introduce new areas of study and spe-
cialization because of resource constraints. Most departments, for example, operate at less
than optimal staff capacity and, as we have observed in this study, research, the key gener-
ator of new knowledge areas, is barely funded, except by donors. In this context, the move
by some universities to increase program differentiation by creating schools is unlikely to
bear fruit in the absence of more resources.

The Problem of Isomorphism

This study indicates that one of the inhibitors of differentiation is institutional isomor-
phism, or the gradual adoption of a single set of institutional characteristics within a higher
education system. As indicated in Chapter One, isomorphism takes two forms: mimetic
(strategic seeking of status) and normative (seeking of quality and professionalism). A cer-
tain amount of isomorphism might not be a bad thing as new institutions seek mentoring
from older and more experienced ones. However, isomorphism will undermine differen-
tiation if the new institutions lose sight of their separate missions and distinct mandates
and engage in unimaginative copying.

This study finds that isomorphism is evident in some countries where newer univer-
sities are fashioning themselves after older ones, or where newer polytechnics are simply
copying the programs of older ones. Isomorphism is likely to be worse in poorly regulated
higher education systems because the individual institutions have the liberty by default to
stray from their original mandates—assuming that they were established with different
mandates from those of older institutions.

Undifferentiated Governance and Funding Structures

One of the findings of this study is that higher education governance structures tend to be
similar for universities and similar for polytechnics. While the effects of this on program
differentiation are not obvious, they are fairly predictable with regard to institutional dif-
ferentiation. That is, similar governance structures are likely to result in institutions that
behave the same way. Indeed institutions sometimes conspire to behave the same way with
regard to some contentious issues, such as staff union matters. The problem is reinforced
by common funding structures, especially with regard to public institutions, all of which
are highly dependent on scarce public resources, which they cannot afford to “alienate” by
“behaving creatively.”

Absence of Shape and Size Debates

A notable absence from most of the countries covered in this study is a higher education
“size and shape” debate of the kind that has been taking place in South Africa. The South
African higher education community might not have been fully happy with the outcome
of the debate, but it did lead to resourceful thinking on what ought to be the objectives of
higher education both in redressing historical wrongs and in achieving stated national
development objectives.

To the extent that this debate is taking place in other countries, it is still confined to a
few policy experts and higher education specialists, the main forum being the occasional
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workshop. Part of the problem is that higher education is insufficiently researched, and the
research that does exist is often not disseminated beyond academic audiences. This means
the corpus of knowledge has not reached the critical mass necessary to fuel popular dis-
course. Because of this, the role and benefits of higher education in producing both scien-
tific knowledge and practical skills remains poorly understood by the general public.

The need for a “shape and size” debate is more compelling when one takes into
account the demographics summarised at the beginning of each of the country reports and
compares these with university enrollments. Quite clearly, the enrollment figures are
minuscule compared to the share of the population who ought to be in university. The
political solution of “uncontrolled” expansion of higher education might be popular, but
is likely to fail the development test of producing differentiated knowledge and skills. The
size and shape debate would help establish the various dimensions and priorities for higher
education, including its political and developmental parameters.

Drivers and Inhibitors of Articulation

An overall finding of this study is that we know more about differentiation than we do
about articulation. Table 6 compares some of the more common indicators of system artic-
ulation across the countries studied. Based on the limited information available, it is pos-
sible to glean from the research a few observations on drivers and inhibitors of articulation.

Table 6. Summary of Articulation Indicators for Selected Tertiary Education Systems
Unified Recognition Admissions Student Collaboration;
System  of Criteria Mobility/ Partnerships
Oversight Qualifications for Tertiary Transferability Staff in National
Body Structure Institutions of Credits Mobility Tertiary System

Cameroon No Yes Similar Yes Yes Rare

Ghana Yes No Similar No No Rare; A*

Kenya No No Dissimilar  No Limited Rare

Malawi No No Dissimilar  Yes No Rare

Mozambique No No' Similar In progress Yes Rare

Nigeria No No Dissimilar  No Limited Rare; A*

Rwanda No No Dissimilar  Limited No Rare

Senegal No Yes Similar Yes Yes Rare

South Africa  Yes Yes Similar Yes Yes Occasional

Tanzania No No Dissimilar  No No Rare

Uganda Yes Limited Similar Limited Limited Rare

Zambia No No Dissimilar  No No Rare; A*

*A = required affiliation of private colleges with public universities.
planned for 2008.
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National Policies as Drivers versus Institutional Practices

A quicklook at national higher education policies suggests that the issue of articulation has
not received as much attention as that of differentiation. Perhaps this is a reflection of the
inherent tension between articulation and differentiation, an issue we discuss elsewhere in
this report. Within this tension, most of the countries covered in this study are tackling the
issue of differentiation, but few are addressing articulation. Even though almost all coun-
tries acknowledge the need for articulation is as a means of producing a non-fragmented
and more productive labor force, the practices indicate otherwise. Thus, even in those cases
where formal articulation routes exist—and these are few—little evidence of articulation
can be found. One exception is Senegal (see Box 6). We suspect the reason for this is that
engendering articulation is a great deal more complicated because it involves multiple
institutional actors and multiple sub-sets of the educational system.

Internal Structures/Governance of Institutions

The internal structures of institutions have tended to inhibit articulation amongst and
between institutional types. The universities are under no obligation to articulate with
polytechnics. This is because of their legal autonomy and the way they jealously safeguard
that autonomy. Consequently, they tend to view articulation—even amongst themselves—
as a managerial nuisance that is best avoided.

Industry and the Market as Possible Drivers

This study turned up no evidence that the market, in general, or industry in particular,
is driving articulation. On the contrary, industry tends to inhibit articulation with its

Box 6: System Articulation in Senegal

The first two years of university studies in Senegal are multidisciplinary and oriented towards the
acquisition of basic knowledge in either the sciences or the humanities. At the end of two years,
successful students may opt to continue for one additional year to obtain a bachelor’s degree or
take a competitive selection examination to enter an Advanced Professional Engineering School (a
Grande Ecole) for three years in order to qualify as an engineer. Alternatively, holders of the sec-
ondary level baccalaureate certificate may enter an advanced college of technology for two years’
study leading to the award of a University Diploma in Technology or DUT. The DUT certificate is in
many respects similar to the Higher National Diploma (HND) qualification offered in Anglophone
African countries. Like the HND, the DUT is a vocationally oriented qualification for the world of
work in essentially the production, technology and service sectors. But in contrast to the situation
in English-speaking Africa, the DUT is a university diploma and the colleges that offer this qualifi-
cation are affiliate units or institutes of a parent university. Holders of the DUT may, on passing a
very rigorous entrance examination, be admitted to a Grande Ecole or the Advanced Polytechnic
School in Dakar or Thiés to study for a higher qualification or degree in the same discipline. Thus,
in spite of the diversity in course offerings, qualifications and admission requirements, articula-
tion within the higher education system in Senegal has clearly defined pathways for academic pro-
gression and mobility of students. Recognition of prior learning and formalised credit transfers
across institutions are two of the unique and important articulation mechanisms of the Senegalese
higher education system.




38 World Bank Working Paper

tendency to partner with specific institutions. A scholarship is thus awarded to take up
studies in a particular institution and for a specific program. The same is true of research
and development where the details of the partnership are sometimes a closely guarded
secret. The market, on the other hand, tends to be indifferent to articulation so long as it
obtains the skills that it needs.

Summary

Though elements of horizontal differentiation are beginning to emerge among universi-
ties, this is less true with regard to articulation. Considerable differentiation is evident
between the university systems and the polytechnics in all the countries, which reflects the
prevailing binary higher education system. However, emerging tendencies towards acad-
emic drift among polytechnics and vocational drift among universities are observed. Artic-
ulation between the universities and the polytechnics is incipient but far from fully evolved.
The polytechnic sub-systems are largely undifferentiated, and the extent to which they
articulate among themselves is unclear.



CHAPTER 4

Differentiation and Articulation:
Policies and Practices from
Other Regions

systems covered in this study can learn from other regions of the world? Glimpses

into the United Kingdom and French higher education systems (countries with
strong educational and colonial ties to Africa), the experiences of trend-setting nations
such as Chile, Korea, and Singapore, together with the recent Bologna Process, may pro-
vide useful insights.

! re there any lessons in differentiation and articulation that the higher education

Historical Reference Points: United Kingdom and France

After operating a binary system for decades, the UK government took the bold decision in
1992 to convert all of its polytechnics into universities. At the time of this policy change,
British polytechnics were well-resourced institutions of higher learning that awarded
HNDs, centrally certified degrees and, in some cases, postgraduate qualifications. Yet, the
polytechnics suffered from a public perception of inferiority. But since their conversion to
university status, these new or modern universities (as the former polytechnics are now
called) have carved a niche for themselves in the UK labor market, by working closely with
industry and commerce. As a result, they have gained in popularity and prestige. They still
offer HNDs and career-focused degrees, but as autonomous university institutions they
can guarantee a seamless academic progression route to the highest level possible for hold-
ers of vocational qualifications.

The higher education system in France is organized essentially in two sectors, namely
the university sector and the non-university sector. Contrary to the higher education sys-
tem in Anglophone Africa, it is the non-university sector that is more prestigious because
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its highly competitive admissions and small enrollments make it elite. The university
system is composed exclusively of the public universities and has the largest student pop-
ulation. There are no private universities in France. On the other hand, the non-university
sector includes well-regarded institutions of higher learning in engineering, business and
management (the Grandes Ecoles) which may be either public or private. Admission to the
Grandes Ecoles is very competitive and includes a rigorous selection examination. In con-
trast, the secondary school leaving certificate (the baccalaureate) is the only qualification
required by law for admission to the university.

It is important to note that the French equivalent of the Anglophone polytechnic-type
institutions, the Instituts Universitaire de Technologie (IUT), belong to the university sys-
tem. The IUTs are integral units of the universities and therefore have the same status. The
public higher education system is rigidly controlled by the ministry of education, leaving
no room for the type of course duplication and unhealthy rivalry characteristic of the sys-
tems in Anglophone Africa. Public universities deliver national qualifications on behalf of
the State, and members of the teaching staff are assessed for promotion on a national basis.
Articulation and mobility for both staff and students is therefore extremely fluid. The
higher education system in Francophone Africa remains a structural copy of the French
system.

Chile3

Market liberalization and a series of regional trade agreements have given exports a cen-
tral role in the Chilean economy. This gain has forced the labor force to confront major
challenges in improving its productivity and quality. Although significant progress has
been made in the education sector (for example, 12 years of education is compulsory),
opinions differ on whether the country’s education system is now good enough to provide
for long-term needs and contribute to a sustainable national development effort. The sys-
tem’s potential is limited by a shortage of educational institutions with the capabilities to
actually offset social and personal disparities among students that derive from inequities
in the system itself. This lack of differentiated instructional capacities constrains the coun-
try’s efforts to continue upgrading labor force productivity and national competitiveness.

Chile’s substantial economic gains, however, have been underpinned in part by a far-
reaching reform of the higher education sector that included a major diversification of edu-
cational institutions. Private tertiary institutions were authorised in 1990 and tertiary
education was sub-divided into three levels: universities, professional institutes, and tech-
nical training centres. System expansion led to a doubling of enrollments that brought in
a more diverse and less well-prepared pool of students. Concerned that the numbers of
higher technicians from the technical training centres were not keeping up with the num-
bers of engineers and the proportions were becoming unbalanced, the Ministry of Educa-
tion worked to make the technician sub-sector more attractive by improving course
quality, improving pathways of articulation among institutions, and expanding the

3. This section is condensed from Mazeran (2007), pp. 42-52.
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student grant program. It was rewarded by a 25 percent increase in technician enrollments
between 2000 and 2004.

What specific interventions led to this achievement? One was the “Chile Qualified”
program launched by the Ministries of Finance, Education and Labor to create a lifelong
learning system for workers and citizens. This included a voluntary quality assurance pro-
gram for technical education, continuing education opportunities for technical instruc-
tors, better definition of technical training streams to allow for improved articulation
among streams and accreditation of prior learning, the creation of learning networks
among educational institutions, employers and professional associations, and an expan-
sion of work-based learning programs. A second was a competitive grants program that
encouraged the overhaul of course content, curricula structure and pedagogy through the
provision of financial awards for related equipment and facilities. A third was the intro-
duction of the concept of educational benchmarking with the aim of comparing strategi-
cally important courses with world standards of quality. A fourth was the extension of the
national student loans and grants program to include shorter term technology training.
Finally, certain tax exemptions were provided to workers who sought to update their skills
through continuing education.

Present challenges focus on institutionalizing quality assurance mechanisms for tech-
nical education, improving articulation among all educational streams, creating a forum
in which key stakeholders can better coordinate efforts around their respective interests,
establishing a public information system to enable students to make better career choices,
and developing a national qualifications framework for vocational skills.

Korea

Differentiation and articulation have been constant themes in Korea’s long-term campaign
to develop professional education capacities in support of its export industries. In response
to a growing labor demand for technicians, the government set up in 1963 a series of five-
year professional institutes that offered three-year vocational programs at the secondary
level and two-year vocational programs at the tertiary level. At the top of the educational
pyramid, the Korea Advanced Institute was created in 1971 to provide high quality MSc
and PhD programs. After 1976 a number of the five-year professional institutes were con-
verted into two-year vocational junior colleges as the market demand for higher skill lev-
els became stronger. This was followed in 1979 by a broader two-year junior college system
of both public and private colleges. Links between colleges and industry were fostered
through research cooperation, field practice, staff exchanges for lectures and consulting,
and contracted training activities. In 1995, the two-year college diploma was replaced by a
two-year associate B.A. degree in order to increase attractiveness and emphasize articula-
tion with the four-year degree programs. This junior college system was a major contrib-
utor to the massification of tertiary education in Korea. Today, it enrols 853,000 students
(26 percent of tertiary enrollments) in 158 junior colleges, some 90 percent of which are
privately operated (Mazeran 2007:56).

Other complementary initiatives reinforced these skills development undertakings
(Sonu 2007). The Korea Science and Engineering Foundation was set up in 1977 to fund
university research and award long-term research fellowships. Various Government
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Research Institutes were established in the 1980s with mandates to focus on strategic eco-
nomic areas such as ship-building, electronics, and automotives (Chung 2007). Many of
these were successful in attracting diaspora talent back to Korea. Engineering Research
Centres were created on university campuses in 1990. At the same time, research and devel-
opment were promoted through a competitive funding program, tax credits, and customs
duty waivers on research equipment.

To a large extent, Korea’s economic success has been due to the development of a
broad, differentiated and articulated tertiary education system, a strategically oriented
R&D program, policy incentives for industry in key export areas, and linkages among
higher education, research and development, and industry.

Singapore

Singapore is a small city-state surrounded by very large neighbours. Yet it has generated an
economy that belies its size and has achieved this largely on the basis of its human capital
formation strategies. Singapore illustrates how it is possible to progressively construct a
differentiated and articulated tertiary education system through a sequence of policy
initiatives.

First, the country’s two pre-existing colonial era universities were merged to form a
stronger National University of Singapore in 1980. The next year the Nanyang Techno-
logical Institute was established, evolving into a technological university by 1991. It was
designed to serve as the human resource cornerstone for an economic growth strategy
based on competence in selected new technologies such as medical robotics, microelec-
tronics and optics. During the 1990s a network of ten post-secondary Institutes of Tech-
nical Education was established to generate the middle level technical skills to support this
effort. This had previously been the role of the nation’s five polytechnics, which were re-
directed to emphasize continuing education and post-employment professional develop-
ment programs. Access to tertiary education was expanded by setting up several regional
junior colleges that were linked to the national university through student transfer mech-
anisms. Likewise, strong student performers from the polytechnics were given opportuni-
ties to progress into university level studies. At the end of the 1990s, the National University
of Singapore initiated a strategic shift to a comprehensive research-intensive university
with a strong complement of postgraduate programs. In 2000 the Singapore Management
University was opened as a private limited company in partnership with the Wharton
School of Business at the University of Pennsylvania in the United States. Part of its man-
date is to provide lifelong learning options to working adults. At the same time, teaching
pedagogy in the country’s tertiary institutions was re-oriented towards problem-based,
interdisciplinary learning with a strong practice orientation developed in collaboration
with industry. In 2005 the first of three planned regional tertiary-level Institutes of Tech-
nical Education was opened. Strikingly, these new Institutes are intended to impart prac-
tical technical skills to the lower 25 to 30 percent of the secondary school cohort that
previously had no access to tertiary education. In 2006 the two national universities were
awarded greater institutional autonomy and corporate status, and higher education fund-
ing was re-shaped as a more competitive and performance-based process. In 2006 the Uni-
versity of Nevada at Las Vegas was invited to open BSc and Executive Masters programs in
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Singapore focusing on hospitality management and hotel administration. In 2007 the Uni-
versity of New South Wales in Australia has been authorized to set up a branch campus in
Singapore. In this way, a differentiated yet articulated tertiary education system was pro-
gressively assembled over two decades in support of a national goal of economic compet-
itiveness.

The Bologna Process

The Bologna process to establish a European Higher Education Area (EHEA) by 2010
is an evolving example of international cooperation in higher education. With various
dimensions of differentiation and articulation, emerging and developing countries can
draw lessons from it. Certainly, it would be unwise to transport wholesale the Euro-
pean experience in higher education to Africa. Yet the Bologna Declaration of 1999
contains certain challenges and objectives that transcend geopolitical and economic
distinctions.

The Bologna process seeks to achieve “greater compatibility and comparability of the
systems of higher education in Europe” by adopting a system of comparable qualifications
and a credit transfer system that promotes student mobility. It also seeks a more coopera-
tive approach to the various dimensions in higher education, including curricular devel-
opment, inter-institutional collaboration and integrated programs of study, training and
research (Bologna Declaration 1999). As of May 2005, the number of signatories to the
Bologna Declaration has risen to 45 nations, compared with the 29 European Ministers for
Higher Education who initialled the original document in 1999. Clearly this is a train that
everyone is eager to ride.

The Bologna process recognizes that a common qualifications framework, based on a
system of quality assurance, joint standards, mutual reliability and transparency, is a pre-
requisite for the mobility of students and staff across national boundaries. As Birger
Hendriks, an official of the German Ministry of Education recently put it, “quality assur-
ance is a cornerstone of the Bologna process” (Hendriks 2005). Notably, these same dimen-
sions of quality and mutual recognition of qualifications are also necessary to promote
internal articulation between the various levels of higher education within national bound-
aries. In both Ghana and Nigeria, for example, there is a deep suspicion within the uni-
versities of the quality of the HND qualification delivered by the polytechnics. The
universities frequently cite, though not openly, the generally lower admission grades of
polytechnic students and the lower academic qualifications of their instructors as two of
the major factors militating against the adoption of a common credit system for polytechnic
and university courses.

Quality assurance at all levels of the higher education system in Africa emerges, there-
fore, as one of the principal requirements for greater articulation within and between the
systems examined in this study. In the Eastern Africa region, the three East African Com-
munity member-states (Kenya, Uganda and Tanzania) have recently (mid-2006) signed a
protocol enabling the regulating Commissions/Councils for Higher Education and the
Inter-University Council for East Africa to formally engage each other with a view to devel-
oping collaborative regional approaches to higher education. Among the key issues to be
harmonised is quality assurance.






CHAPTER 5

Towards Policy Options for
Improved Tertiary Education

Perspectives and Interpretations

Higher education has a key role to play in advancing the development priorities of the con-
tinent. At a time when efforts to address these priorities are being renewed in the form of
the African Union and NEPAD, it is particularly important to review the role and contri-
bution of differentiated non-university higher education institutions and their articulation
with the university sector.

Within increasingly competitive national and international environments, two oppo-
site trends are evident. One is driven by isomorphic imitative institutional behaviour striv-
ing to reach the status of the research university model. The other inclines towards greater
institutional differentiation, driven by a variety of contemporary factors. These include
new demands from the changing labor market for varied graduate output and a growing
social demand for access to higher learning (the so-called ‘massification’ of higher educa-
tion), with the consequent influx of non-traditional learners. These pressures have gener-
ated the need for a more flexible range of programs and institutional types that spans
academic, general vocational and occupation-specific pathways at different qualifications
levels.

As a result, institutional differentiation has become a feature of many higher education
systems. In some cases, institutional differentiation is rigidly manifest in a binary divide that
separates university and non-university polytechnic-type institutions. This split derives
from long-standing curricular divisions between education and training, between academic
and vocational streams, and between high-level knowledge assumed to be appropriate for
‘thinkers’ and practical-oriented training intended for ‘doers.” This structure corresponds
to, and helps to reproduce, the broad division of labor and social stratification between the
elite and the masses, which in colonial contexts was overlaid by race and gender.
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As part of these trends, most African countries offer, as they have done for decades, a
differentiated post-secondary education consisting of a mix of colleges, trade schools, voca-
tional centres and technical institutes. At the top of this educational pyramid one finds the
polytechnics and universities (Sawyerr 2002). The diverse configurations of the higher edu-
cation sector in Africa reflect various historical influences, as well as the national and global
pressures brought to bear on this sector. The emergence of mass higher education, not only
in Africa but also across the globe, has swayed governments to introduce policies favour-
ing institutional and program differentiation. In Africa, new types of higher education
institutions and differentiated programs have come forward despite an increasingly con-
strained financial environment.

As part of this differentiation process in educational provision, the traditional divi-
sions between academic education and work-oriented training have increasingly been dis-
solved by several recent developments. First and foremost, in the new market-oriented
higher education environment, public and private institutions are increasingly defining
new niche areas, missions and functions in relation to market opportunities. This has
resulted in the widespread occurrence of both academic drift (that is, the tendency of non-
university polytechnic-type institutions to aspire to and offer university-level programs)
and vocational drift (that is, the tendency of universities to seek new market opportunities
by offering job-specific certificate and diploma vocational qualifications). In addition,
amidst the proliferation of new organizational forms and the widespread utilization of the
new information and communication technologies (for example, virtual, corporate, and
distance education universities), it is increasingly difficult to retain a coherent definition
of the university. This has generated the notion, as Scott (2000) has put it, of the “post-
modern university,” which captures the view that no simple definition of the university
suffices in the midst of the emerging multiplicity of ever-differentiating institutional forms.
In addition, the demands of the knowledge-driven economy, high-tech innovation and
complex social problems have generated new modes of inter-disciplinary and trans-
disciplinary knowledge production. As a result, the traditional disciplinary-based curric-
ular boundaries have become more obscured, as have the boundaries between basic,
applied and strategic research.

Although differentiation has become a key education policy issue and has been
strongly advocated in current reform discourses, the concept still lacks clarity. The precise
identity, role, appropriate boundary and form of regulation between the different institu-
tional types and the program offerings which underlie these continue in search of consen-
sus. As a result, the epistemological and organizational foundations of university and
non-university education remain an under-theorised area in the literature.

In Sub-Saharan Africa, universities articulate poorly with each other. This is perhaps the
result of “youthful territoriality.” More importantly, it could be a reflection of the absence of
a national policy dialogue regarding the appropriate shape and size of the higher education
system. Higher education oversight bodies such as national commissions or councils for
higher education should ideally spearhead this national agenda-setting discussion. But these
bodies are uniformly young or non-existent. As a result, they are yet to establish their lead-
ership credibility with pre-existing (and sometimes suspicious) tertiary institutions.

In spite of the increasing knowledge that has been recently accumulated about uni-
versities in Africa, a dearth of knowledge surrounds the non-university sectors. In addi-
tion, considerable lack of clarity characterizes the precise identity and role of university and
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non-university institutional types and the articulation linkages and boundaries between
them. With the proliferation of public and private institutional types, and the rise of bor-
derless higher education provision, the dividing line between university and non-university
types is blurring. As indicated, academic and vocational drift occurred on both sides of the
binary divide. Non-universities continue to aspire towards university status, while univer-
sities are seizing market opportunities by offering popular job-specific certificates and
diplomas. A key issue is how the notions of “university” education and “polytechnic-type”
training should be operationalized in the African context.

Regarding articulation, greater social demand for higher education and for equity of
access has generated an increasing emphasis on the creation of articulation and mobility
pathways for students throughout the education and training framework. To this end, a
number of countries worldwide have developed integrated national qualifications frame-
works (NQF) to facilitate access, mobility and progression within education, training and
employment. Central to the construction of an NQF is an integrated approach to educa-
tion and training among formal institutions and the workplace. This aims to ameliorate
traditional tensions between discipline-based learning, which occurs mainly in institutions,
and work-based learning, which occurs mainly in the workplace, but includes professional
practice. To this end, the qualifications framework defines levels of qualification against
which outcomes-based qualifications and standards can be pegged. This seeks to create
equivalences upon which credit accumulation and transfer can occur.

Implementation of these progressive intentions is a formidable challenge, if the South
African experience is anything to go by. Following extensive debate about qualifications
standards and a range of other issues, the South African National Qualifications Frame-
work has just been thoroughly reviewed. A South African government discussion docu-
ment, in response to the review, noted “with some notable exceptions little progress has
been made in enabling learners to transfer their learning credits from one context to the
other” (Young 2003). It acknowledges “it is true that all learning is not portable, that unit
standards and qualifications are not automatically transferable across career paths, and that
moving between one learning context and another requires the adaptation of skills and the
integration of new knowledge” (Young 2003). Likewise, recent research (Breier 2003) has
approached the progressive claims of recognition of prior learning with greater circum-
spection, based on a deeper understanding of the contrasting structures of academic and
workplace-based ‘practical” knowledge.

Tension between Differentiation and Quality

This study did not look into the relationship between differentiation and quality assurance.
However, from the literature and our own observations of African higher education sys-
tems, it is evident that there can be an inherent tension between differentiation and qual-
ity. This is because, the more differentiated the system of higher education, the more likely
that quality will be affected negatively, unless detailed planning has gone into the process
of differentiation. A key plank in this planning is the development of the necessary human
resources and physical infrastructure. A second element that could create tension between
differentiation and quality is that of quality assurance through regulatory mechanisms.
Clearly, the more differentiated a system is, the more competences it will demand from its
quality assurance/regulatory agencies. Given that most quality assurance/regulatory agencies
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we have observed in this study are still struggling to find their footing,* if they exist at all,
a case can be made for matching the rate of differentiation with the rate at which the qual-
ity assurance/regulatory agencies acquire the requisite competences.

Tension between Differentiation and Articulation

We note in conclusion that a fundamental conceptual tension is apparent between the pur-
poses and intentions of differentiation and articulation—a key consideration for the pur-
poses of this study. This is not to question the relevance and validity of both differentiation
and articulation, but pursuing both simultaneously as policy goals can produce a concep-
tual tension.

Simply put, the issue is as follows. The primary rationale for differentiation is to pro-
vide the range of graduate outputs needed to meet the varied requirements of the con-
temporary labor market, and at the same time to accommodate an increasingly diverse
student population. These goals are achieved by providing a differentiated range of pro-
gram and qualifications mix at a variety of institutions. Articulation, on the other hand, is
an equity-driven principle to facilitate access to “higher” university-type qualifications for
students entering the system at “lower” polytechnic-type qualifications. Encouraging artic-
ulation, as a normative goal, can thus be seen to be inconsistent with the principle of dif-
ferentiation. This is because an unmediated emphasis on articulation would obstruct the
purpose of differentiation, as the required number and range of graduate outputs at the
intermediate and vocational levels would be reduced. In reality, articulation must neces-
sarily remain selective, because only a limited numbers of students are able and motivated
to pursue the process. In addition, normatively emphasising articulation runs the risk of
widening the reputation gap between academic and vocational elements. Unavoidably, the
“higher” qualifications offered at universities will tend to attract higher status.

Towards Tertiary Education Systems

The literature and this study affirm that differentiation and articulation are key features in
the definition of any system of education. This is particularly so with the higher education
system, as opposed to basic or secondary education because higher education is almost by
definition meant to be differentiated education. Compared to the others, it is intended to
be specialized. In this regard, one of the painful conclusions of this study is that true higher
education systems are yet to fully emerge in the countries covered in this study. What exist
now are incomplete systems characterised by almost discreet institutional types. Until the
institutions and institutional types are sufficiently differentiated and sufficiently articulate
with each other, the national systems will, at best, be classified as fragmented systems. For
this reason alone, this study is strategically timely. While limited in its scope, it will hope-
fully fulfil its aims to inform the ADEA Working Group on Higher Education in its activities,

4. For an in-depth analysis of existing capacities for quality assurance, see: World Bank, 2007, Higher
Education Quality Assurance in Sub-Saharan Africa, Africa Region Human Development Department,
World Bank, Washington, DC.
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to add to our knowledge in this area, and to provide a point of departure for future research
and analysis. To these ends, we therefore recommend the following:

Points for Policy Consideration

In general, institutional and programmatic differentiation appears to be increasing—
driven by both market forces and government policy. But the extent to which articulation
is becoming operational appears to be minimal, even though formal channels for articula-
tion between the university and non-university sub-sectors exist. Consequently, differen-
tiation and articulation within African higher education systems remain vital but largely
unused policy instruments for enhancing equity and contributing effectively towards
national development goals.

1. Participation and access should be encouraged but in a targeted way through both
institutional and programmatic differentiation in order to meet development goals.
To maximise diversity of offerings, cost effectiveness and access, the binary divide
should be flexibly maintained through appropriate regulation to control academic
and vocational drift. Prospects for effective regulation are dependent on national
conditions. In some cases, such as Mozambique and South Africa, strong cen-
tralised national policy frameworks are conducive in this regard. In smaller systems,
much greater institutional autonomy is evident, creating bigger challenges for reg-
ulation.

2. The dominance of universities (other than in Francophone countries) should be
reversed. Expansion does not always imply diversity and many new universities,
rather than non-university institutions, are being established. This implies con-
fronting popular aspirations for universities as institutions of first choice, and the
persistent attribution of low status to non-university institutions. This could be
advanced through: (a) publicly clarifying complementary roles and identities;
(b) encouraging and rewarding collaboration; and (c) creating unified supervision
and stakeholder bodies.

3. Comprehensive hybrids and combinations of residential and open leaning should
be developed, especially to provide access to rural areas. This is already beginning to
happen. Quality must be maintained in the process of differentiation despite ongo-
ing fiscal constraints in most African countries.

4. Given the problems of articulation and the absence of any meaningful policy
dialogue between the two institution-types, the creation of parallel universities
with distinct mandates within the higher education system may be the option of
the future, as is already happening in South Africa and indeed happened in the
United Kingdom more than ten years ago. This policy has also been adopted in
Kenya. The policy, however, is controversial in that it could leave a “middle level
skills vacuum” if the new technical universities fail to cover this level of train-
ing. If the polytechnics are upgraded to technical universities offering “skills
degrees” and training programs to the highest level possible, the traditional universities
will then concentrate on research and the awarding of predominantly “knowl-
edge” degrees. Even then, it will still be necessary to have transparent, mutually
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recognized, easily understood and comparable national qualifications frame-
works that would bridge the two systems. This will not only enhance the
prospects of articulation within the entire higher education system, particularly
with respect to the provision of life-long and continuing professional education
opportunities, but also underscore the notion of complementarity inherent in
the concept of knowledge and skills. At the national levels, agencies charged with
promoting quality standards and the accreditation of higher education pro-
grams should strive to establish a mutually acceptable and easily readable credit
transfer system to improve articulation within the entire higher education sec-
tor. This they can do by specifying minimum credit requirements for the differ-
ent levels, by developing generic descriptors, and by crafting instruments for
measuring and classifying learning outcomes and competences within national
qualifications frameworks. The imperatives of articulation across institutions
and qualification levels require an overarching national, regional and eventually
international framework. This does not, however, imply the “uniformization”
of courses, but rather the creation of convergence in the appreciation of achieve-
ment levels.

5. The identity of non-university institutions should be made more distinct. One
possible suggestion for strengthening non-university institutions and differenti-
ating them from universities is to customize their admission requirements on a
distinct curriculum at the secondary school level that more adequately prepares
potential students for vocational training in terms of acquisition of practical pre-
career skills. In other words, the curriculum for secondary school students aiming
for traditional first degree programs of study should not be the same for those who
are better inclined for the more practically-oriented, career-focused education in
non-university tertiary institutions. This horizontal differentiation at the sec-
ondary school level should not prevent the mobility of students between univer-
sities and non-universities, provided the entire educational system is well
articulated.

6. The image and reputation of non-university institutions should be enhanced by
improving the quality of their training and through effective collaboration with
industry in the design of their training packages and the mounting of vigorous cam-
paigns of sensitisation regarding their important role in national development. This
will not be an easy task. Contrary to what the polytechnics in Anglophone West
Africa would want the public to believe, the HND holder is not appreciated as a grad-
uate with practical skills superior to those of his university counterpart. The poly-
technic graduate suffers from lower status.

7. Evidence from this study appears to support the view that articulation between the
two institutional types is smoothest in a unitary higher education system with a com-
mon supervising authority and with the university at the top of the educational lad-
der. However, it is doubtful if non-university institutions, particularly the
polytechnics, would accept a subordinate status to the universities, after all these
years as autonomous higher education institutions.

8. Formal articulation channels must be created and actual articulation encouraged
within which emphasis on differentiation and diversity should be retained.
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9. Collaboration between universities and non-university institutions must be asked
for and rewarded.

10. Linkages between higher education and industry should be strengthened to improve
quality and relevance.

11. The private higher education sector should be encouraged to provide complemen-
tary systemic institutional and programmatic differentiation. However, its quality
and relevance must be assured through appropriate regulation.

12. Debate on the role of higher education in a developmental context should be
encouraged. Towards this end, more detailed research on the issues raised should
be mounted as a matter of urgency. In particular, program differentiation should be
mapped in greater detail. In addition, research on articulation should be given even
more attention, given that we know less about articulation than we know about dif-
ferentiation.

In this regard, the Association of African Universities (AAU) is well placed to initiate a
policy dialogue between the universities and regional associations of polytechnics and
other non-university tertiary institutions. These representative bodies include the Con-
ference of Polytechnic Principals in Ghana, the COHEADS (Rectors of Polytechnics) of
Nigeria, the National Board for Technical Education of Nigeria, and the Commonwealth
Association of Polytechnics in Africa (CAPA). Increasingly, non-university institutions
are playing important roles in the economic development of their countries, and in this
they are beginning to follow the Asia pattern. Their contributions to overall human cap-
ital formation may be more beneficial if these are channelled and gently steered to fill the
human resource development gaps in the university system. The cost of inaction on this
front will be costly duplication of courses and training programs and unnecessary rivalry
with the universities.

Finally, it must be recognized that universities and non-university institutions share
the same ultimate goal of contributing to national development, either by advancing
knowledge and promoting scholarship, creating a knowledge society as it were, or by
directly supporting industrial and economic growth through the application of existing
knowledge. How effectively these tasks are divided up between the two institution-types
should be a parameter that defines the overall efficiency of the higher education system. As
the tidal wave of increased enrollments in primary education generated by Education for
All campaigns surges through secondary education to crash against the door of tertiary
education, the creation of diverse institutions and programs will help to accommodate the
rising demand for tertiary access. This is why issues of differentiation and articulation must
engage the serious attention of governments and policy makers.

Topics for Future Research

As noted at the outset, this study was cast as a preliminary mapping exercise in the appli-
cation of two important policy variables for tertiary education—differentiation and
articulation—which have been poorly appreciated and rarely understood in Sub-Saharan
Africa. The intent was to blaze a trail into this relatively unstudied area of African tertiary
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education in the hope that others might follow. Much therefore remains to be done in this
area. Among the topics that strike us as priority candidates for follow up investigation are
the following:

Articulation mechanisms linking secondary and tertiary education.
Complementary understanding of the roles, forms of integration, and articulation
of other non-university institutions beyond polytechnics (teacher training colleges,
technical institutes, etc.).

Deeper analysis of francophone articulation mechanisms and their associated man-
agement capacity requirements in order to derive lessons learned of relevance to
Anglophone universities.

Comparative assessment of existing module credit and transfer systems in Africa
and a few selected non-African experiences to identify good practices for future ref-
erence in fostering better system articulation as interest and experimentation with
credit transfer begins to expand in Africa.

Projections of the impact of increased primary enrollments under Education for
All on tertiary education over the next twenty years.



PART 11

Country Case Studies

tory, social structure and political economy of each of the countries analyzed. Next,
the higher education system in each country is described, with particular emphasis on
the extent and nature of non-university polytechnic-type institutions. Where appropri-
ate to the main focus of this study, namely the non-university polytechnic-type institu-
tions, descriptions of the missions of the university and college sub-sectors are included.

The term ‘polytechnic’ is used here to describe all non-university higher education
institutions. These should be carefully distinguished from non-university further educa-
tion institutions, including colleges, which offer qualifications at intermediate levels that
are below higher education. As evident in the chapter, a common problem and challenge
is the distinction between higher and further education, which is blurred in different ways
in all education systems.

Unlike the Southern Africa and the Eastern Africa regions, the West and Central Africa
region covered in this study is unique in that it includes two Francophone countries,
namely Cameroon (officially a bilingual country) and Senegal. This introduces a compar-
ative cultural-linguistic and historical dimension to the issues of articulation and differen-
tiation in West Africa that is more pronounced than in East Africa region where Rwanda
is becoming bi-lingual and more aligned with systems in neighbouring countries.

In the following pages, a short background is provided on relevant aspects of the his-
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CHAPTER 6

Cameroon

Population

Tertiary graduates per 100,000
Tertiary gross enrollment ratio
Public universities

Private universities
Public polytechnics and

professional institutes
Private polytechnics and

professional institutes
Public post-secondary colleges

Private post-secondary colleges

Open university
National oversight body

National quality assurance agency

National qualifications framework
Comprehensive legislation

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:
Enrollments:

16,322,000
526
4.2%

6
85,790
2

na

11

na

10

na

na

na

Na
na

Council of Higher Education
and Scientific Research, 1974

National Commission on
Private Higher Education,
1991

none
1992/93
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Source: Njeuma in Teferra and Altbach (2003); World Bank data; Darvas (2007).
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Background

Geographically, Cameroon belongs in Central Africa. However, for the purpose of this
study, Cameroon is considered within the study coverage of West and Central Africa. With
a surface area of 475,442 square kilometers, the country is about twice the size of Ghana
but only half that of Nigeria.

The history of the Cameroonian higher education system has been influenced by the
country’s colonial history. Initially a German colony, the country was ceded to France and
Britain by the League of Nations in 1918 as a protectorate territory, following the defeat of
Germany in World War I. France was allocated 80 percent of the territory and Britain
20 percent. As would be expected, the French and the British introduced their own systems
of governance and education in the parts of the country they controlled, setting the tone
for the concept of bilingualism in independent Cameroon and in the higher education sys-
tem in particular. The country obtained independence in 1960, and is now a multiparty
democracy, although the current President, Paul Biya, is one of Africa’s longest serving
heads of state.

About 70 percent of the total population of 16 million is engaged in agriculture,
13 percent is employed in industry and commerce, and 17 percent in the other sectors of
the economy. Cameroon is an exporter of crude oil, cocoa beans and lumber. The GDP per
capita is about US$1800.

The Higher Education Sector

The higher education sector in Cameroon is differentiated along linguistic lines as well as
the nature of programs resulting from the two linguistic cum higher education traditions.
In addition, the Francophone sub-sector displays its own differentiation as reflected in
three types of tertiary institutions. Therefore, the overall system is richer than a simple
binary system. The system displays some articulation among the different institutional
types, especially after 1993 when the government introduced a credit transfer system.

The higher education system in Cameroon strongly resembles that of France and
shares a lot in common with those of Francophone African countries like Senegal. How-
ever, the English influence is strong in a couple of the institutions, notably the University
of Buea, which is a predominantly English-speaking university. Three types of tertiary
institutions make up the higher education sector. These are the universities, specialized
research and career-focused training institutes and schools, and advanced professional
schools or grandes ecoles. The government decree of 1993 regarding the organization of the
higher education system in Cameroon allows the universities to develop, within their mis-
sion and mandate, specialized institutes or centres for scientific and technological studies,
research, professional training or further training. Essentially, the higher education system
is divided into two groups: the larger university sector and the smaller, highly selective,
non-university sector.

The beginnings of the higher education system date back to 1961 with the establish-
ment of the National Institute for University Studies or Institut National d’Etudes Univer-
sitaires. This institute later became the Federal University of Cameroon and finally the
University of Yaounde in 1967. However, the current higher education landscape is largely
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the product of the 1993 government reforms, which created six full-fledged universities
out of several smaller university centres originally attached to the University of Yaounde.
This re-structuring provided greater access and diversification of courses and educational
choices (Njeuma and others 1999). In a sense, the reforms also introduced elements of
institutional differentiation into the higher education system.

Linguistic Differentiation

Tertiary institutions in Cameroon pride themselves in the bilingual characteristic of their
course offerings and pedagogical activities. Cameroon is the only country in West Africa
that officially uses English and French as the languages of instruction at the university level.
However, the French language has a wider geographical spread, with more than 80 percent
of the country French-speaking. In principle, lectures may be delivered in English or
French, depending on the preference of the teacher. Students may write their examinations
in French or English. But in most higher education institutions, French is the dominant
language of instruction and the qualification structure is based on the French system.
Bilingualism therefore has important implications for institutional differentiation and
articulation in Cameroon since the repartition or spread of course offerings is not uniform
across the higher education landscape, the country having opted for a strategy of institu-
tional specialization. This situation imposes a language factor on candidates in their choice
of institutions and programs of study at the tertiary level. But it is not clear how this
impacts the preparation of students at the pre-tertiary level.

Bilingualism and institutional specialization have the potential of categorising the
human capital of the country along language and regional affinities—unless a significant
proportion of students among the larger French-speaking population should prefer the
Anglo-Saxon type of higher education, training and qualification.

Organization of the Higher Education System

The total enrollment of students in the public higher education system is about 60,000, the
majority being university students (Njeuma 2003). The universities in Cameroon consist
of specialized schools including, in some cases, a teacher training college and one or more
faculties. Of the seven full universities, six are state-owned and one is privately owned and
belongs to the Catholic Church. Four of the public universities are bilingual; one is French-
speaking and the other is English-speaking. The universities in Cameroon have to a large
extent achieved some measure of specialization or rationalization in their course offerings.
The University of Buea concentrates on languages, translation and interpretation; the
University of Douala on business-related courses and the training of technical teachers; the
University of Dschang on agriculture; the University of Ngaoundere on food science and
technology; the University of Yaounde I on medicine and engineering; and the University
of Yaounde II on the humanities, including law, economics and international relations.
University education is organized in three cycles exactly as in Senegal and other fran-
cophone countries. The first cycle ends after three years in a licence or a bachelor’s degree;
a further year’s study (at least) beyond the licence leads to the award of a maitrise or a mas-
ter’s degree or postgraduate diploma in English-speaking universities. These qualifications
mark the end of the second cycle. A doctorate degree is conferred after four years of study
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beyond the maitrise. Between the maitrise and the doctorate, at the end of the first year of
the third cycle of university education, French-speaking universities award a Diplome
d’Etudes Approfondies (DEA). In summary, it takes three years to obtain a bachelor’s
degree, one to two years for the master’s degree, and three to five years for the doctorate degree.

Course offerings in the universities have been undergoing a shift to more professional and
job-oriented programs in the fields of computer science, administration, accounting, banking
and finance. This shift in emphasis has been driven by the rising level of graduate unemploy-
ment and the increasing demand of students for employable and marketplace skills. The uni-
versity reforms of 1993 also encouraged the institutions to develop programs that are more
professional and relevant to job market needs (Ministry of Higher Education 1993).

The basic qualification for admission into all higher education institutions is the bac-
calaureate or the General Certificate of Education (GCE) Advanced Level qualification. The
secondary school system in the English-speaking areas of the country consists of five years
of study for the General Certificate of Education “Ordinary” level, and an additional two
years for the “Advanced” level qualification that is a requirement for university admission.
In the French-speaking regions, the baccalaureate is the school-leaving certificate that
opens the door for university admission. Although a good baccalaureate is normally suffi-
cient for entering the first cycle of university education, admission into the professional
schools is very competitive. Applicants, in addition to having a good baccalaureate, must
also pass an entrance examination. This rigorous selection process applies also to sub-
degree level education and training in technical and vocational programs like the Brevet de
Technicien Superieur (BTS).

The BTS is a post-baccalaureate high-level technician qualification that is awarded after
two years of study and subject to passing a nationally organized examination. An important
requirement for writing this examination is proof of having undergone a period of indus-
trial attachment. The BTS is a narrow-based diploma that is geared towards specific profes-
sions in a wide range of disciplines, including mechanical, electrical and civil engineering;
accounting and management; computing and computer hardware maintenance; insurance,
banking and international marketing; tourism, catering and hotel management.

University Institutes of Technology

A broader-based technology education and training course leading to the award of a
Diplome Universitaire de Technologie (DUT) can be pursued in an Institut Universitaire de
Technologie (IUT), translated as University Institute of Technology. The DUT is compa-
rable to the Higher National Diploma (HND) awarded by polytechnics in Anglophone
countries in Africa. However, unlike the HND, the DUT is a university diploma that is
awarded by an IUT that is part of a university. The DUT, like the BTS, is also a two-year
post-baccalaureate program. The DUT program, however, has more theoretical content
and covers a broader range of subjects. DUT students are prepared for careers in technol-
ogy in the production and service sectors of the economy and in applied industrial
research. As part of their training, the students are expected to undertake individual or
group projects and submit project reports as well as undergo several weeks of practical
attachment in industry. It is possible for DUT and BTS graduates to continue further studies
in some business and engineering professional schools, but they must first pass a compet-
itive entrance examination.
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The IUT de Bandjoun (attached to the University of Dschang) offers both DUT and
BTS programs in electrical engineering, telecommunications and network engineering,
business information technology, business management, secretarial studies, accounting
and commerce. The IUT de Douala, which is part of the University of Douala, specialises
in production engineering, industrial information technology, energy and thermodynam-
ics, industrial maintenance, logistics and transport, computer engineering, and manage-
ment of small and medium enterprises. The national character of the DUT and BTS
qualifications is underscored by the fact that the results of the final examinations and the
list of successful candidates are declared and published under the signature of the minis-
ter responsible for higher education.

Private Tertiary Institutions

Private participation in tertiary education is a recent development. It consists largely of
short fee-paying professional courses in business and management studies, journalism,
information technology, hotel management, and electronics. Most of the twenty or so pri-
vate institutions are in essence tutorial colleges that prepare their students to write exter-
nal examinations organized by the Ministry of Higher Education or by foreign institutions.
They are in general poorly endowed, lack qualified full-time teachers, and yet charge fees
that are, in some cases, more than ten times those of the public universities. In order to
address these concerns, the Ministry of Higher Education has taken a number of measures
to regulate the operation of private institutions. These include the obligation on the part
of the proprietors to obtain prior approval and authorisation from the ministry, not only
to operate as a tertiary institution, but also for the courses and programs of study the insti-
tutions intend to offer. These regulations took effect from April 2001.

Supervision and Governance

Although the Minister for Higher Education has oversight responsibility for all the public
and private tertiary institutions, the universities exercise considerable autonomy in their
academic and teaching activities. The English-speaking University of Buea is headed by a
Vice-Chancellor who is both the academic and executive head of the institution, but not
chairman of the governing council. In contrast, rectors of the French-speaking universi-
ties chair their university councils and academic boards in addition to serving as chief exec-
utives of their institutions. The dominance of professors and heads of academic
departments in the governance and management structure of the universities amply
demonstrate their internal autonomy. Professional schools, on the other hand, are gov-
erned by management boards that include representatives from relevant ministries, indus-
tries and the private sector. This no doubt is designed to bring workplace experience and
knowledge to bear on the teaching and learning activities of these schools.

Funding

State funding of universities has been in decline since the early 1990s (Njeuma 2003). As
in Senegal, the higher education system is heavily controlled by the State, to the extent that
the Ministry of Education can stop the payment of student fees approved by the university
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authorities. According to Njeuma et al (1999), attempts in the past by the University of
Buea to institute a fee of US$33 per student for infrastructure development were halted by
the government (perhaps in anticipation of resistance by students), although there was
general understanding and agreement among parents on the need to charge this fee. Pub-
lic higher education institutions can charge only fees approved by government. Apart from
the student registration fee (which is only about 10 percent of the fees charged by some pri-
vate institutions), no tuition fees are charged. Tuition fees are therefore not a discriminat-
ing or inhibiting factor in the choice of programs of study offered by public higher
education institutions.

Although student registration fees have gone up considerably in the last five years and
now account for about 30 percent of the recurrent expenditure of some universities, the
higher education system continues to grapple with the problems of inadequate funding,
which include shortage of physical infrastructure and poor academic facilities. However,
because polytechnic-type institutions like the universities of technology are part of the uni-
versity structure, the kind of skewed funding in favor of the universities (and to the disad-
vantage of the polytechnics) observed in Anglophone West Africa does not appear to be a
matter of concern in Cameroon.



CHAPTER 7

Ghana

Population 22,113,000
Tertiary graduates per 100,000 446
Tertiary gross enrollment ratio 3.5%
Public universities Number: 7
Enrollments: 63,576
Private universities Number: 28
Enroliments: 8,000
Public polytechnics and Number: 12
professional institutes Enrollments: 24,353
Private polytechnics and Number: 0
professional institutes Enrollments:
Public post-secondary colleges Number: NA
Enrollments:
Private post-secondary colleges Number: NA
Enrollments:
Open university Enrollments: 0
National oversight body 1993 National Council for Tertiary
Education
National quality assurance agency 1993 National Accreditation Board
National qualifications framework
Comprehensive legislation 1991
1993 Polytechnic Law (PNDCL 321)

Source: World Bank data; Darvas (2007).
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Background

Ghana was the first colonised country in sub-Saharan Africa to gain independence from
Britain in 1957. Under its first President, Dr. Kwame Nkrumabh, the country made signif-
icant strides in infrastructure development and education at all levels until a coup d’etat
toppled his regime in 1966. After a long period of political instability and military rule, the
country returned to constitutional democracy in 1992. Since then, multiparty elections
have been held every four years, resulting in a peaceful transition from one ruling party to
another in 2000.

The total area of the country is 239,460 square kilometers. Compared with the coun-
tries considered in this study, Ghana is only slightly larger than Senegal, is half the size of
Cameroon and only one-quarter the size of Nigeria. The 2002 population census puts the
total population at about 21 million, with a life expectancy of about 56 years. The popula-
tion growth rate is 2.7 percent and 41.3 percent of the population is under 15 years. The
main exports are cocoa beans, gold and timber.

The economy is dominated by the agricultural sector, which employs about 60 percent
of the labor force and contributes about 40 percent to the Gross Domestic Product (GDP).
The contribution of the services sector is about 32 percent, followed by industry at about
29 percent (ISSER 1999). The GDP growth rate has ranged between 4.5 and 5.7 percent for
the past decade, but has not been high enough to meet the expectations of the Govern-
ment’s Poverty Reduction Strategy and national economic development plans, which aim
atan annual growth rate of 7-8 percent. The GDP per capita is about US$2200, but the per
capita national income is only US$450.

The educational reforms of 1987 introduced a 6-3-3-4-school system, comprising
six years of primary, three years each of junior and senior secondary, and four years of uni-
versity education. The reforms sought to diversify the secondary school curriculum to pro-
vide for not only academic instruction but also cultural, vocational and technical subjects.
The reforms also effectively reduced the length of pre-tertiary education from 17 to
12 years. In Ghana, basic education covers the first nine years of education up to junior
secondary school level and is compulsory and (in theory) free, as espoused in the national
free, compulsory and universal basic education (FCUBE) policy. In practice, however, the
notion of “free” is understood to mean non-payment of tuition fees, and parents are
obliged in most cases to provide for the educational needs of their children. According to
the Ghana Statistical Service (2002), 42.1 percent of the adult population of 18 years or
more are illiterate. Out of a population of about 4.7 million in school (3 years and older),
about 2.5 million are in primary school. However, 23.3 percent of the children of school
going age (6-24 year group) were out of school in the year 2000.

The government has recently proposed amendments to the current education system,
following the Report of the Education Reform Review Committee, on the grounds that the
current system suffers from several weaknesses and that the system “has failed to meet
expectations in terms of its coverage, quality, equitableness and economic utility” (Min-
istry of Education, Youth and Sports 2004). According to the Government White Paper on
the Report, the senior secondary school duration is to be extended by one year to four years
by 2007 and renamed Senior High School with differentiated streams in general, voca-
tional, technical, and agricultural education. According to available statistics, only 40 per-
cent of junior secondary school graduates make the transition to the first year of senior
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secondary school, and only about the same percentage of senior secondary school gradu-
ates are able to find places in the higher education institutions. The educational pressures
are therefore not only on enrollments but also on survival and attrition rates from one level
to the other. In order to respond to these pressures, the government has established a
National Council for Technical and Vocational Education and Training to implement a
national post-basic Technical and Vocational Education and Training (TVET) system, and
to sensitise the public on the government’s “new vision” for TVET in the country. The gov-
ernment has also decided to “resource the polytechnics to enable them to offer degree pro-

grams” (Ministry of Education, Youth and Sports 2004).

The Higher Education Sector

For the past fifteen years, the tertiary education system in Ghana has been binary in char-
acter. Before then, polytechnics were regarded as pre-tertiary institutions. The institutions
in the respective university and polytechnic sub-sectors display little differentiation among
themselves. However, the system as a whole evidences some differentiation between the uni-
versity sub-sector and the polytechnic sub-sector, though some aspects, such as admission
to the Higher National Diploma in polytechnics and admission for degree programs in uni-
versities, are similar. Articulation between universities and polytechnics is generally low.

The higher education system that Ghana inherited at independence was typical of what
Britain bequeathed to all its former colonies, with its emphasis on the humanities and a
clear bias for training natives to take up administrative positions in the civil service. This
was more or less the character of the first university institution, the University College of
the Gold Coast that was established by the British in 1948. Technological and professional
teacher education at the tertiary level only really took off in 1961 with the upgrading of the
Kumasi College of Technology to university status as the Kwame Nkrumah University of
Science and Technology and the establishment of the University College of Cape Coast
(now the University of Cape Coast) in 1962. These developments in the higher education
sector were driven in part by the Education Act of 1961, which had a profound effect on
the entire education system at the time.

The higher education system in Ghana is defined to include all post-senior secondary
school institutions of learning. At the moment, however, only the universities, university
colleges, institutes of professional studies and the polytechnics constitute the tertiary edu-
cation sub-sector. Teacher training colleges are not yet considered as tertiary, although they
are in reality post-secondary institutions. The process of upgrading the teacher training col-
leges to tertiary-level diploma-awarding colleges of education has only just begun. For the
moment, therefore, the higher education system in Ghana is binary, consisting of univer-
sity and non-university tertiary institutions, which do not include teacher-training colleges.

Until 1992 when the government announced major reforms to the tertiary education
system, higher education in Ghana was synonymous with university education. The poly-
technics operated at the pre-tertiary level, offering mainly technician level qualifications in
engineering and related disciplines as well as certificates in business education. The higher
education system in its current binary configuration is thus a decade-and-half old. Perhaps
this is one reason why the universities are regarded as the more prestigious tertiary educa-
tion institutions—to the detriment of the polytechnics.
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Total enrollment in the public universities in 2004 stood at 63,576, compared with
24,353 for the polytechnics and only about 8,000 for all the 28 accredited private tertiary
institutions (Effah 2004). Available statistics show that out of the total tertiary enrollment
of about 95,000 students, only about 38 percent study sciences and engineering. The sci-
ence and technology to business and humanities enrollment ratio works out to 34:66 for
the public universities and 41:59 for the polytechnics in the 2003/2004 academic year.
These ratios are in sharp contrast to the government policy of achieving an science and
technology enrollment of 60 percent at the tertiary level. Given the high capital outlay for
technology-oriented programs, it is not surprising that none of the private universities
offers courses in engineering or medicine. The high concentration of students in informa-
tion technology and business-related courses appears to be a reflection of the increasing
demand by students for career-oriented and job-specific training at the tertiary level.

Universities

Ghana currently has seven public universities (three of them having attained full univer-
sity status only in 2004) and nine private university colleges, not counting the 19 other pri-
vate theological and tutorial colleges that have satisfied the accreditation requirements to
operate as tertiary-level institutions. University education in Ghana dates back to 1948
when the premier public university, the University of Ghana, located in the capital city of
Accra, was established as the University College of the Gold Coast and affiliated to the
University of London. The development of private universities, or more appropriately
privately-controlled universities, is a recent phenomenon. Regulated private participation
in tertiary education effectively began in 1993 with the promulgation of the Law (PNDCL
317) that established the National Accreditation Board (NAB). The Board is the indepen-
dent government agency for quality assurance in tertiary education. Specifically, the Board
is responsible for the accreditation of both public and private institutions with regard to
the requirements for their proper operation and the maintenance of acceptable levels of
academic or professional standards in their programs of study and the determination of
the equivalences of diplomas and other qualifications, whether Ghanaian or foreign. The
NAB has been instrumental in the granting of Presidential Charter to the three new pub-
lic universities, which in effect allows them to award their own certificates, diplomas and
degrees. These institutions are the University of Education, Winneba (formerly affiliated
to the University of Cape Coast), the Ghana Institute of Management and Public Admin-
istration and its Greenhill College, and the University of Mines and Technology, Tarkwa,
which for a long time had been the School of Mines under the Kwame Nkrumah Univer-
sity of Science and Technology at Kumasi.

Polytechnics

Polytechnic education at the tertiary level is a relatively recent development in Ghana.
Prior to 1993 when the Polytechnic Law (PNDCL 321) was enacted, the six polytechnics
existing at the time operated as technical colleges that offered mainly sub-tertiary courses
and qualifications. Now the country has ten polytechnics, one in each of the ten admin-
istrative regions of the country. All are state-owned and are vocational in orientation,
offering applied programs in the sciences, technology and business management leading
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to the award of the Higher National Diploma (HND). The HND is a 3-year postsec-
ondary qualification that is centrally certified by the National Board for Professional and
Technician Examinations (NABPTEX). NABPTEX is a legally mandated examining
body that is backed by an Act of Parliament (Act 492 of 1994) and is responsible for
developing the HND curriculum, review of syllabuses, conduct of examinations and the
award of diplomas.

The aims and objectives of the polytechnics are clearly spelt out in the Polytechnic Law.
The mission and mandate of the polytechnics are to:

Provide tertiary education in the field of manufacturing, commerce, science, tech-
nology, applied social sciences, applied arts and such other areas as may be deter-
mined by the authority responsible for higher education;

Encourage study in technical subjects at the tertiary level; and

Provide opportunity for development, research and publication of research
findings.

The core business of the universities, on the other hand, is research: the search for new
knowledge and the dissemination of knowledge. Teaching and extension services or
the transfer of technology are supposed to be important secondary activities of the
universities. However, for reasons not unrelated to lack of modern research facilities
and inadequate funding, teaching has become the main activity of the universities in
Ghana.

Relationship between Universities and Polytechnics

A general lack of understanding surrounds the different but complementary roles of poly-
technics and universities in national development. The fact that polytechnic education is
aimed at imparting technical knowledge, skills and attitudes to train a productive work-
force as against the research-oriented goals of university education is not fully appreciated
by a significant number of key players within the tertiary education sector, including stu-
dents and even policy makers. Several reasons account for this absence of clarity in the roles
of the universities and polytechnics.

Although the polytechnics do not yet offer degree qualifications, admissions criteria
for HND courses are similar to those for entry into degree programs at the universities. In
effect, for admission to HND or degree studies, the minimum academic requirement is
a pass in six subjects at an average grade of D, which translates into an aggregate point
score of 24 in six subjects at the senior secondary school leaving examination (This has
been the case until 2005, when the universities moved up the aggregate score to 20). In
practice, the universities are the first choice institutions for further studies by the
majority of school leavers, while the polytechnics are second choice for most students
who are unable to gain admission to university. Consequently, the students with the best
grades generally enter the public universities. Although the private universities also
suffer, to a certain degree, from this loss of prestige associated with the comparatively
lower admission grades of their students, it is the polytechnics that have come to be con-
sidered as second-rate universities.



66 World Bank Working Paper

This situation is not helped by the fact that the minimum academic qualification for
lectureship positions in either the university or the polytechnic is a Masters degree. And
because conditions of service and remuneration packages are better at the universities, the
first choice institution for potential lecturers at the tertiary level is again the university.

The relationship between the polytechnics and universities is therefore characterised
by unhealthy rivalry and competition: competition for both students and teachers, with
the polytechnics at a clear disadvantage.

Articulation and Mobility

The widespread misunderstanding of the differences in orientation and philosophy
between university and polytechnic education is perhaps the main reason for the poor articu-
lation between the two higher education systems in Ghana. Indeed, the two oldest universi-
ties in the country (the University of Ghana and the Kwame Nkrumah University of
Science and Technology) do not recognize the HND awarded by the polytechnics as an
entry qualification to any of their programs of study. However, these universities recognize
their own diploma courses and qualifications for further studies at the degree level. The
unfortunate impression created by this policy and the message that goes out with it is that
the HND qualification is irrelevant to university studies. However, since this position is not
shared by all the universities in the country, one may assume that the situation will change
as cooperative exchanges develop between the universities and the polytechnics. This view
is strengthened by the fact that some of the public and private universities have started
admitting HND holders into the second or third year of their 4-year degree programs,
especially in the vocational and business studies areas. Among the well-known university
institutions that currently give credit to polytechnic qualifications in their admission
schemes are the University of Cape Coast, the University of Education at Winneba, the
Central University College, and the Valley View University.

Apart from a couple of university academic staff who, on their own initiatives, have
spent their sabbaticals in some of the polytechnics, staff interchange between the univer-
sities and polytechnics is limited. One of the most important factors militating against the
smooth mobility of staff within the tertiary education system is the disparity in remuner-
ation and other conditions of service between university and polytechnic lecturers, even
when they hold the same or comparable academic qualifications. For this reason, the poly-
technics have always been at the losing end, as some of their well-qualified lecturers peri-
odically leave to take up better-paid teaching appointments in the universities. Academic
staff movement within the system is therefore unidirectional and dictated mainly by pecu-
niary considerations which favor the universities.

The relationship between the universities and polytechnics can therefore be described
as distant and non-cooperative. In spite of this, some polytechnics have worked out ad-hoc
arrangements with at least one university to enable their students undertake laboratory
work using the facilities of the university for a fee. These interactions do suggest that con-
ditions may exist for fruitful cooperation between polytechnics and universities. What is
required is willingness on the part of both the universities and polytechnics to work
together on the basis of mutual respect and a clear understanding of their complementary
roles in the formation of human capital for national development. In this dialogue, the
association of heads of universities, known as Vice Chancellors Ghana, and the Conference
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of Polytechnic Principals have a lead role to play. Government policies will also be required
to create the enabling environment and framework for cooperation between the universi-
ties and polytechnics.

Supervision and Governance

The management structure of the universities and polytechnics is based on an elaborate
committee system of administration with the Governing Council of each institution as the
highest statutory organ. This Council oversees the activities of the institution and is respon-
sible for the appointment and dismissal of the head of the institution, the determination
of the educational character and mission of the institution, and for matters relating to
finance and development. Issues of an academic nature are, however, the responsibility of
the academic boards.

The minister for tertiary education has ministerial oversight responsibility for all ter-
tiary institutions. In discharging this responsibility, the minister is advised by the National
Council for Tertiary Education, which also exercises a supervisory role over all tertiary
institutions, including the allocation of government funds to the institutions and the devel-
opment of norms and standards relating to quality assurance of the programs of study and
the effective management of the financial resources of the institutions.

Public universities and polytechnics in Ghana, therefore, have identical systems of gov-
ernance and are subject to a regulatory framework that is similar in many respects. The
institutions have a large degree of academic freedom and autonomy, but there have been
some “unwelcome” ministerial intrusions over non-academic issues such as student fees
and unnecessary intervention in disputes between students and management of the insti-
tutions regarding academic matters. The most recent assault on the academic autonomy
of the polytechnics was an unsuccessful attempt in 2002 by the ministry of education to
revise the examination grading system of the polytechnics in favor of protesting students,
in blatant disregard of the legal authority of NABPTEX (the examining body) and the aca-
demic boards of the institutions.

Research

It is often noted that the feature which distinguishes a university from other tertiary insti-
tutions is research. Without research, the university will not be able to fulfil its core mis-
sion of generating new knowledge. On the other hand, research at the polytechnic level is
geared towards the application of existing knowledge and the use of adaptive technology
to find practical solutions to the challenges of economic and industrial productivity.
Research output in Ghana, as in other African countries, is in decline (Ajayi, Goma, and
Johnson 1996). This is due mainly to the heavy teaching workloads of academic staff at the
undergraduate level because of the growing numbers of students, inadequate funding to
support research activities, and lack of academic leadership.

In Ghana, university and polytechnic lecturers receive the equivalent of $250 per
annum as individual research allowances. But because lecturers are not required to show
evidence of research activities that they have undertaken with this allowance, it is not clear
if these funds are used to support individual research efforts or merely serve as a salary top-up.
In any case research activity in the polytechnics, because of their young history as tertiary
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institutions, is handicapped by the dearth of academic leadership and the absence of a
research culture, which is accentuated by inadequate research facilities, an absence of
research incentives, and the lack of experienced older researchers to mentor younger col-
leagues.

Funding

Government funding is skewed in favor of the universities. In 1998, public expenditure per
university student or unit cost per year was US$918 as against only US$230 for the poly-
technics. In 1998 the polytechnics received only 8 percent of the tertiary education budget.
This figure has subsequently increased to 14 percent in 2002, corresponding to a unit cost
of about US$300 (Afeti 2002).



CHAPTER 8

Kenya

Population 34,256,000
Tertiary graduates per 100,000 354
Tertiary gross enrollment ratio 2.6%
Public universities Number: 7
Enrollments: 90,000
Private universities Number: 14
Enrollments: 9,000
Public polytechnics and Number: 5
professional institutes Enrollments: 22,018
Private polytechnics and Number: 0
professional institutes Enrollments:
Public post-secondary colleges Number: 38
Enrollments: 56,982
Private post-secondary colleges Number: 800
Enrollments: 45,000
Open university Enrollments: 0
National oversight body Commission for Higher
Education (1985)
National quality assurance agency [same]
National qualifications framework
Comprehensive legislation Universities Act of Kenya
(1985)

Source: Ministry of Education (Kenya); World Bank data; Darvas 2007.
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Background

A former British colony and protectorate, Kenya obtained independence in December
1963 and became a republic one year later in 1964. The country has had three presidents
since independence: Jomo Kenyatta (1963—1978), Daniel arap Moi (1978-2002) and Mwai
Kibaki (2003 to the present). Kenya is currently a multi-party democracy following nearly
40 years of one-party authoritarianism that affected all public institutions, including those
in the education sector.

The country has population of about 32 million, with the capital city of Nairobi serving
as home to an estimated population of over 2 million inhabitants (Kenya 1999). In 2002, in
what critics saw as a popular move on the part of the president, the towns of Mombasa, at the
coast, and Kisumu, to the west and bordering Lake Victoria, were elevated to city status. Each
of the three cities houses a national polytechnic while three of the six public universities are
located in around Nairobi (University of Nairobi, Kenyatta University, and Jomo Kenyatta
University of Agriculture and Technology). Nairobi is also home to almost all of the private
universities in the country. One public university is located in Kisumu (Maseno University),
while the remaining two public universities are located in Nakuru town in central Rift Val-
ley (Egerton University) and Eldoret town in the northern Rift Valley (Moi University).

Of the four member states of the East African Community (Kenya, Uganda, Tanzania
and Rwanda), Kenya has the largest economy. This is due to Kenya’s colonial history,
which resulted in a more advanced industrial sector. Much of Kenya’s population depends
on farming for a living. About 70 percent of the country’s population is employed in agri-
culture, which accounts for 30 percent of the country’s GDP.

English is the official language, with Kiswahili as the national language. This is in addi-
tion to about 42 indigenous languages spoken by each of the 42 ethnic groups in the coun-
try. Christians comprise about 87 percent of the population, followed by 10 percent
Muslims and 3 percent African traditional religions.

The Higher Education System

In Kenya, the tertiary education sub-sector is composed by 24 universities (7 public and
17 private), 4 non-university polytechnics (all public), and numerous other types as
described later. Of the 17 private universities, 6 are fully chartered, 5 operate with Letters
of Interim Authority, and the other 6 have been issued with Certificates of Registration.
The last two categories are pending progression into fully chartered universities. In addi-
tion to universities and polytechnics, the tertiary system contains a number of teacher
training colleges, institutes of science and technology, government owned and supported
medical training colleges, and trade and agricultural institutions providing three-year
vocational training at diploma level and two-year certificate courses. This is in addition to
numerous private commercial colleges.

This study focuses only on the universities and non-university national polytechnics.
In this regard, Kenya’s higher education system can be described as comprising a binary
system made up of 23 universities and 4 non-university national polytechnics. The uni-
versities enroll 60,000 students while the four national polytechnics teach 7,000 students.
These enrollments are clearly low in view of the size of the country’s population.
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Universities

The Kenyan university system displays some, though not much, horizontal differentiation.
The institutions also display some vertical differentiation. Both horizontal and vertical dif-
ferentiation are, however, only beginning to emerge and even then within a context of con-
siderable mimetic and normative isomorphism. The system also displays poor articulation.
The University of Nairobi has the highest level of vertical differentiation due to the diver-
sity of programs it offers at different levels. As the “mother university,” this university has,
by far, the highest number of programs, nearly all of which are given at both undergradu-
ate and postgraduate levels. In addition, quite a number of teaching departments sponsor
diploma level courses.

University education in Kenya dates back to 1956, when the University of Nairobi was
established as the Royal Technical College of East Africa in affiliation with the University
of London. As stated above, Kenya currently has six public universities (Nairobi, Kenyatta,
Jomo Kenyatta, Egerton, Moi and Maseno). The development of private universities is a
recent phenomenon dating from 1985, when the Universities Act of 1985 and Legal Notice
No. 56 on the Universities’ Rules of 1989 came into effect. Of the seventeen private uni-
versities, six are fully chartered. Another five private universities operate under Letters of
Interim Authority, which are similar to temporary permits. These institutions are yet to
meet all the registration requirements set up by the Commission for Higher Education
(CHE), the body in charge of registration and maintaining standards in higher education
institutions in the country. An additional group of six belong to the category of “registered”
universities. These are institutions that operated as de facto “universities” long before the
CHE was established, but do not yet have charters. They offer degree education programs
as affiliate university colleges of other (mainly overseas) universities, pending government
approval of their own charters that would grant them powers to award their own degrees.

Three of the six public universities in Kenya (Kenyatta, Maseno and Moi) are of the
“traditional” type. The other three—the University of Nairobi, the Jomo Kenyatta Uni-
versity of Agriculture and Technology (JKUAT), and Egerton University—can be traced
to “technical” origins. However, the University of Nairobi has long outgrown its narrow
technical roots and is now a comprehensive university. Moi University, whose founda-
tion in 1984 was based on a technical mandate, has also rapidly evolved into a compre-
hensive university, although one of its colleges, the Western University College of Science
and Technology (WUCSC), remains technical in nature. The Jomo Kenyatta University
of Agriculture and Technology (JKUAT) is the only public university that has preserved
its technical orientation, but it too did not evolve from a former polytechnic. Rather, it
was founded as a constituent college of Kenyatta University. Egerton University has like-
wise retained some of its technical elements (based in agricultural sciences) though it can
no longer be described as a technical university. Three of the private universities are also
essentially technical in nature, but with different areas of specialization. These are:
(i) Kiriri Women’s University of Science and Technology (KWUST) that provides science
and technical education for women, (ii) Strathmore University, established in 2004,
which seeks excellence in ICT and business management sciences, and (iii) the Aga Khan
University, which has distinguished itself as a medical university that offers advanced
nursing programs at diploma and bachelors levels as well as Post Graduate Medical
Education (PGME).



72 World Bank Working Paper

The University of Nairobi, initially known as the Royal Technical College of East
Africa, was the first higher education institution in Kenya. In 1958 the College was
upgraded into the second international university college in East Africa, before being
renamed the Royal College of Nairobi and later upgraded into a university college in 1961.
At that time, the Royal College of Nairobi offered a Bachelor of Arts, a general Bachelor of
Science, and a Bachelor of Science in Engineering in association with the University of Lon-
don. At Kenya’s independence in 1963, the Royal College became the University College
of Nairobi and joined with Makerere College in Uganda and Dar es Salaam College in Tan-
zania to form the University of East Africa. The University of East Africa broke up in 1970
and the University College of Nairobi became known as the University of Nairobi.

Currently, the University of Nairobi is the largest and the most prestigious public uni-
versity in Kenya, accounting for about 25 percent of the total 60,000 publicly supported
university students. The other five public universities (Kenyatta, Moi, Egerton, Maseno
and Jomo Kenyatta) share another 60 percent of the student enrollment, while the coun-
try’s 17 private universities enroll the remaining 15 percent of university student enroll-
ments. It is noteworthy that although the country produces about 300,000 graduates from
secondary schools annually and some 40,000 manage to qualify for university admission,
just 10,000 are actually admitted into the public universities by the Public Universities’
Joint Admissions Board, which administers admissions for all public universities. The
remaining three out of four qualifying students are forced to either seek admission into the
private (and more expensive) universities or enter other higher education institutions. A
small proportion seeks admission to overseas universities. Since 1998 a third option also
exists: admission into public universities through what is variously referred to as the “Mod-
ule IL,” “Self-Sponsored,” or “Parallel” degree program. This mechanism allows universi-
ties to admit self-sponsored (tuition-paying) students, often on a part-time basis, so long
as they meet the minimum admission requirements. This mechanism has arguably
improved access and to some extent equity, though it has also resulted in overstretching of
university facilities and human resources. It has also, again arguably, seemingly had a neg-
ative effect on quality in spite of the additional budgetary resources it provides.

Itis also important to understand that, with the exceptions noted above, all of the pub-
lic and private universities have evolved with the University of Nairobi as their model. Both
mimetic and normative isomorphisms are, therefore, evident in the Kenyan university sys-
tem. In this regard, only a few universities have charted a course that is consciously differ-
ent from that of the University of Nairobi. Consequently, most universities offer almost
the same undifferentiated type of education programs. This leaves little room for diversity
or for horizontal differentiation. In spite of this, some vertical differentiation is beginning
to emerge, although still with a considerable degree of isomorphism. In this context, the
University of Nairobi retains the lead in terms of popularity with students, as indicated to
this study by one registrar who also happens to be a member of the Joint Admissions Board.

Non-University Polytechnic-type Institutions

The system of non-university polytechnic-type institutions displays substantial horizontal
differentiation, but little vertical differentiation. It also possesses very poor articulation. The
system reflects a certain amount of isomorphism—in this case mimetic—in that the National
Polytechnics try to emulate the Kenya Polytechnic, which is the oldest of the polytechnics.
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Kenya has four national polytechnics (Kenya, Mombasa, Kisumu and Kitale), one
technical teacher training college (the Kenya Technical Teachers’ College), 17 institutes of
technology, 20 technical institutes, and 600 youth polytechnics.

The history of some of the institutions goes back to Christian missionaries who set up
vocational training schools in East Africa as a way of securing cheap and affordable tech-
nical labor from the Africans. One important factor in the development of polytechnics is
that in the colonial period (before 1963) Africans were excluded from “academic scholar-
ship” and were thus mainly relegated to rural and industrial manual education (vocational
and lower-level technical education) for service to the white settlers. This “education” was
characterized by heavy evangelization amidst minimal literacy instruction. Not surpris-
ingly, at the time of independence, Africans hurried to throw off the “yokes” of vocational
education in order to receive the academic education and higher-technology instruction
from which they had systematically been denied access. The effect of this “rush for educa-
tion” was that most of the vocational institutions were converted into “technical” schools
that offered both academic and technical subjects. The 1970s saw the government encour-
aging all those without substantial formal education to join vocational training institutions
(especially polytechnics) as a way of acquiring trade skills. The effect of this was to create
a rich variety of technical institutions that fall into five main categories: (i) Youth Poly-
technics, (ii) National Youth Service, (iii) community-based Harambee Institutes of Tech-
nology (now known as Institutes of Technology), (iv) Technical High Schools (now known
as Technical Training Institutes), and (v) the National Polytechnics. For the purposes of
this study, only the four National Polytechnics will be investigated.

National Polytechnics

Kenya has four national polytechnics, which are located in different parts of the country:
The Kenya Polytechnic is in the capital of Nairobi, Mombasa Polytechnic in the port city
Mombasa, Kisumu Polytechnic in the Lake Victoria city of Kisumu, and Eldoret Poly-
technic in the Rift Valley town of Eldoret. All have different histories but offer similar cur-
ricula. However, the Kenya Polytechnic is unique due to its location. This institution is very
popular with students, because it is located in the capital city. Its location has also influ-
enced its curriculum in that it has been forced to respond to such demands as training in
ICT and business management, compared to the other three which find it difficult to
attract the kind of student population willing to take such courses at levels that would make
the courses self-sustaining.

Some of the national polytechnics existed long before independence. The Mombasa
Polytechnic, for example, was started in 1948 to provide vocational education to Muslim
youth in the coastal area. Kenya Polytechnic was established 12 years later in 1960. Both
are now government-funded institutions under the Ministry of Education, Science and
Technology. Admission is offered to secondary school leavers who graduate from the poly-
technics with Certificates, Diplomas and Higher National Diplomas, depending on the
length of training. In recent years, the four national polytechnics have started offering
demand-driven short courses emphasizing vocational skills, especially for people already
in employment. Similar courses can be found elsewhere in the other types of institutions.
Therefore, though they increase program diversity at the institutional level, they do not
contribute to systemic diversity.
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The Kenya Polytechnic hosts a variety of departments, namely Building & Civil Engi-
neering, Electrical & Electronics Engineering, Information & Liberal Studies, Institutional
Management, Mechanical Engineering, Surveying & Mapping, Applied Science, Health
Sciences & Biotechnology, Business Studies, Computer Studies, Enterprise Development
& Graphic Arts. The other polytechnics (Mombasa, Eldoret and Kisumu) are essentially
similar to the Kenya Polytechnic. This polytechnic isomorphism has been deliberately cre-
ated by the government through the Polytechnics’ Act, which seeks to harmonise poly-
technic training by requiring that all polytechnics stick to a prescribed curriculum,
essentially modeled after that of the Kenya Polytechnic.

The four institutions, therefore, offer more or less similar training at Certificate,
Diploma and Higher National Diploma (HND) levels. To qualify for HND admission, one
has to have acquired an ordinary diploma in the same area of study. The HND is a three-
year post-secondary school qualification, centrally certified by the Kenya National Exam-
inations Council (KNEC), the legally mandated examining body backed by an Act of
Parliament. The task of developing curriculum and reviewing the syllabi is the responsi-
bility of the Kenya Institute of Education (KIE), the body that is legally mandated to over-
see curricula development in all levels of education, except the universities. In line with the
general public preference for academic as opposed to practical/vocational education, no
investor has yet put up a private polytechnic in Kenya. All the four national level poly-
technics are state-owned and benefit from government funding in addition to fees levied
from students.

What emerges from this system, therefore, is a picture of substantial horizontal but lit-
tle vertical differentiation. Although a variety of institutional types exists, each institutional
type offers essentially the same curriculum. This is also true of institutions within the same
category. Encouragingly, some as yet unsystematic articulation can be observed, especially
among the Institutes of Technology, the Technical Training Institutes, and the four
National Polytechnics. For example, students can easily transfer from one institutional type
to another upon completion of one stage of training. They can also transfer from one insti-
tution to another within the same institutional category—at any time during their train-
ing. It is important to note, however, that recent developments at this system level could
work against horizontal differentiation. For example, because of public demand, some of
these institutions have started offering non-vocational but popular professional courses
such as accounting and business management. Some technical institutions have even
entered into the area of laboratory technology despite not having been established as med-
ical training institutions. This new development, while increasing vertical differentiation
within each institution, poses the danger of reducing horizontal differentiation in that
these institutions could conceivably start concentrating on the popular professional
courses that are also available in other types of institutions.

Differentiation between Universities and National Polytechnics

On balance, considerable horizontal differentiation is found in Kenya between universi-
ties and national polytechnics, though as stated earlier, some of the polytechnics are begin-
ning to offer what might be perceived as academic, as opposed to “skills providing” courses.
On their part, the universities are also beginning to put forward what are essentially
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“skills providing” short courses in response to public demand. At any rate, universities
have always provided a fair number of programs that are “skills oriented” in character, such
as nursing and agricultural extension. Thus, evidence of academic and vocational drift is
apparent. Greater detail on differentiation between universities and polytechnics along a
number of dimensions can be found in the Eastern Africa regional report. Here, we con-
fine ourselves to a few key observations.

A considerable amount of research is taking place in the public universities and also
in some private universities. But the volume of research output is generally low compared
to that of universities in developed countries. The reasons for this situation are well known
and include poor funding, heavy teaching loads, poor equipment, etc. In Kenya, public
university and polytechnic lecturers do not receive any allowances for research. However,
the universities occupy a more competitive position to attract research funding from foun-
dations and other sources. Though this means that Kenyan universities have to struggle in
order to meet one of their prime aims in national development, it also means that they are
better placed than polytechnics to undertake research. The situation is beginning to change
for the better as the National Assembly is in the process of proposing a bill that would pro-
vide research funds from the government. Polytechnics, though, are unlikely to benefit
from this research funding bill since research is not normally accepted as one of their man-
dates. Considering the two types of tertiary institutions together (i.e., universities and
National Polytechnics), the conclusion is that they could and should articulate more in
research, with the universities providing the theoretical foundations and the polytechnics
contributing the applied “innovative” orientation.

With regard to governance, two observations are in order. First, as in other Anglophone
countries, Kenyan universities are run by departmental chairs, deans, senates and university
councils. In all public universities, the Vice-Chancellors appoint the departmental chairs,
while the staff members of faculties elect the deans of faculties. Senates, on the other hand,
are usually composed of deans, departmental chairs, college principals and an elected
faculty representative. Students are also represented in university senates by two of their
elected leaders (usually the Chair and the Secretary of the student association). Normally,
the Vice-Chancellor chairs senate meetings. The government appoints the members of
university councils. With each university now having its own chancellor, however, this
could change and it is possible that the chancellor could emerge as the new appointing
power for university councils. Prior to 2004, the President of Kenya was the Chancellor of
all public universities, in addition to being the appointing authority for all the Vice-
chancellors of public universities. This situation changed in 2004 when, for the first time,
public universities started publicly advertising for the post of the Vice-Chancellors. The
effect of this with regard to producing differentiated governance in universities is yet to
be seen.

Second, all the public universities profess some form of decentralization through col-
leges and schools though in reality all practice a considerable amount of centralization on
many aspects of university life. In addition, the government still has considerable say in the
running of the institutions, including imposing uniform practices, for example, with
regard to procurement procedures. This is in spite of the fact that each university has been
created by individual Acts of Parliament. This situation is unlikely to change until the
general Universities Act and the individual University Acts are reformed to provide
more autonomy to public universities. Some differentiation exists between university
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governance and polytechnics governance, but in the end, the government exercises con-
siderable control in both. Concerning institutional governance, then, little differentiation
is observed among universities.

In this respect, private universities have more differentiated self-regulating governance
regimes. The Commission for Higher Education has some supervisory role over the run-
ning of private universities but is not overly intrusive. More differentiation in the gover-
nance of public universities will hopefully be one outcome of the activities of the Public
Universities Inspection Board (PUIB) established in 2005.

Articulation between/among Universities and National Polytechnics

In general, poor articulation is found between and among universities and polytechnics in
Kenya. First, let us begin with the admission criteria. Public university admission in Kenya
is centralized and non-differentiated. At the same time, it articulates poorly with admis-
sion into the polytechnics. The Joint Admissions Board (JAB) controls admission of stu-
dents into public universities. Under JAB, only fresh graduates from secondary schools,
with an aggregate mean of C+ and above, qualify for admission. For private universities,
the situation is different since a number of these institutions also provide university bridg-
ing courses to students who fail to attain the mandatory aggregate mean grade of C+ but
happen to have other qualifications from polytechnic non-university institutions. For
example, Kabarak University, a private university, admits students with Kenya Certificate
of Secondary Education (KCSE) C plain or equivalents, or a Diploma for degree programs
in such areas as BSc. in computer science, B.Com, among others. However, the expansion
of university admissions to self-sponsored students in public universities has also started
to pave way for a closer university-polytechnic articulation and open the way for greater
student mobility. Unlike in the past, public universities (through the Self-Sponsored Pro-
gram, also known as “Module II”) do now admit Polytechnic and other College Diploma
graduates for degree programs, though such students may have failed to qualify for direct
JAB university admission after the KCSE examinations.

Second, no formal mechanism exists for credit transfer either among universities or
between universities and polytechnics. Currently, the public universities are working on
mechanisms for credit transfers among themselves. But there is no public discussion on
credit transfers between public and private universities, or between the universities and the
polytechnics. On this matter, the Ministry of Education, Science and Technology has indi-
cated that it is working towards establishing some policy. The Assistant Minister, in-charge
of Higher Education, when responding to a question in Parliament stated that the gov-
ernment plans to put in place a system for credit transfer, especially from the national poly-
technics to the universities (June 9, 2005). This, he said, was one of the proposals contained
in the Ministry’s Sessional Paper No. 1 of 2005 on Education.

With the current liberalization of university education in the country, it is likely a mat-
ter of time before the polytechnic HND gains recognition and accreditation for university
admission. This view is further strengthened by the fact that at the University of Nairobi’s
Faculty of Engineering, the national polytechnic graduates, especially those from the Kenya
Polytechnic, have already begun to gain admissions for B.Sc. in Engineering degree courses.
But this admission is rather “grudging” in that the HND holders are exempted from only
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one-third of the total number of units taught at the Faculty. This is despite the fact that
most graduates from the national polytechnics would argue that they are entitled to be
exempted from at least half the number of units, given that they have invested three years
in post-secondary education by the time they acquire the HND qualification.

Third, some articulation, though limited, is demonstrated between universities and
national polytechnics with regard to lateral mobility by academic staff. In fact, teaching
staff can and do move between the two types of institutions. This is so because the basic
qualification for lecturing in the two types of institutions is a Masters degree. This kind
of mobility occurs on an ad hoc basis and is determined by the different terms of service,
including remuneration, offered by the two types of institutions. It is the prerogative of
individual universities to hire lecturers, whereas the government—under the Ministry
of Education, Science and Technology through the Teachers’ Service Commission—
hires lecturers in polytechnics. In this arrangement, universities’ terms of service are
much better than those offered by the polytechnics, even when lecturers have similar
qualifications. A university lecturer also accorded a higher social status than a polytech-
nic lecturer. This means that to the extent that lateral mobility takes place between the
two institutional types, it is inevitably the polytechnic lecturers who seek to move to the
universities, and not the vice-versa. This was certainly the case until the freezing of
employment at public universities, effected in the late 1990s. Before then, most of the
highly qualified polytechnic lecturers were always on the look out for teaching appoint-
ments in universities. Because no structured mechanism is available for facilitating staff
movements, this means that the relationship between the two types of institutions, in
this regard, is also unstructured.

We have already noted that articulation among universities is poorly defined even
though efforts are underway to address this shortcoming. Public universities have struc-
tured, lateral staff mobility, in that lecturers can always move from one public university
to another. This is especially so starting from 2004, when salaries for lecturers across the
different public universities were harmonised. Following the harmonisation, lecturers feel
free to move, especially on promotion. In some cases, however, they have been known to
move to a lower rank because of prestige and other social reasons.

The most distinguishing articulation feature between public and private universities
is that, for a very long time, private universities have benefited from the services of lectur-
ers from public universities, most of whom they employ on part-time basis. This is so
because, more so than public universities, private universities do not seem to have staff
development programs. However, in spite of the noticeable reliance on staff from public
universities, there is no formal articulation mechanism between private and public uni-
versities. In fact, no articulation mechanisms of any nature are in place to facilitate credit
transfers for students. Further details on articulation among and between different types
of institutions can be found in the Eastern Africa regional report.

Conclusions and Challenges

One finding from this country case study is that major horizontal differentiation is found
between universities and polytechnics in Kenya. These are two very different types of insti-
tutions, for example, when compared to other countries such as South Africa, which has
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degree-granting technikons. As a result, limited mobility of both staff and students is
observed from the polytechnics to the universities. This consequently makes polytechnics
dead-end institutions in terms of further academic achievement, which is another factor
that discourages some prospective students from joining polytechnics. Instead, they pre-
fer universities.

Related to the above is the misfortune that, for the last 42 years since independence,
Kenya has not had a human resource development policy in place. This has enabled edu-
cation and training programs to be mounted that are not matched with the country’s devel-
opment priorities. Uganda is already beginning to register progress in this area through the
government’s sponsorship, to university, of only those students who seek skills required
by the country. This somewhat controversial policy is emphasizing science and engineer-
ing over other academic fields.

Given that polytechnics are expected to provide more practical skills than the uni-
versities, one would also expect the number of polytechnics to be more than double that
of universities. In the case of Kenya, however, the situation is quite the opposite, with 23
universities and only 4 national polytechnics. This is a situation that requires urgent
attention.

It is also necessary to underscore the government’s intentions to convert both the
Kenya and Mombasa Polytechnics into universities of technology that will be offer degrees
in technology in addition to certificates, ordinary diplomas, and higher diplomas. In the
same vein, the government is working out mechanisms for credit transfer that will enable
polytechnic diploma-holders qualify for two-year technical degree programs. A review of
the current legislation in universities is also being undertaken to assess the feasibility for
universities to put in place credit transfer structures from the polytechnics and institutes
of technology as well as other institutions. While we endorse this effort, we also urge the
emerging policy not to lose sight of middle level training needs.

Other signs of growing system articulation are also apparent. The Higher Education
Loans Board (HELB), which formerly catered only for university students, is now begin-
ning to extend its financial assistance to students in all tertiary institutions. Likewise, the
Commission for Higher Education will soon receive an expanded mandate for ensuring
educational quality in all tertiary and research institutions, not just the universities as is
presently the case.

Several challenges are evident. One, public universities need to differentiate them-
selves from each other more than is the case at present. Two, public universities must per-
suade themselves that they gain no automatic prestige from seeking to become a
comprehensive university along the lines of the University of Nairobi. Instead, they must
face the challenge of discovering their own competitive niche and branding their prod-
ucts, thus moving away from the practices of mimetic and normative isomorphism.
Three, private universities, on their part, are faced with the challenge of differentiating
themselves, not only from each other, but also from the public universities. Few have ven-
tured into sciences and technology. They, too, therefore, have an isomorphism problem
of their own though, in their case, it is difficult to discern the origin of the model they are
replicating. Four, at the policy level, the risk of turning the polytechnics into technical
universities without catering for their replacement is increasingly apparent. Five, a final
challenge to differentiation is that Kenya has yet to formulate a comprehensive human
resources development policy and program. Until this is done, it will always be difficult
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to pass judgment as to an acceptable and desirable level of differentiation in tertiary edu-
cation institutions. In short, such a policy would go a long way towards outlining the
shape and size of the nation’s tertiary education system.

Some of the challenges facing differentiation also apply to articulation. First, public
universities need to define modes of credit transfers. Wisely, they are currently addressing
this issue. Second, public and private universities face the challenge of establishing mech-
anisms to enable staff exchanges, credit transfers, joint research, and other collaborative
activities. Third, both types of institutions have yet to address their relationship with the
national polytechnics, even though there are a few indications that this is beginning to hap-
pen on an ad hoc basis.






CHAPTER 9

Malawi

Population 12,884,000
Tertiary graduates per 100,000 39
Tertiary gross enrollment ratio 0.3%
Public universities Number: 2
Enrollments: 7,350
Private universities Number: 4
Enrollments: 805
Public polytechnics and Number: 2
Professional institutes Enrollments: NA
Private polytechnics and Number: 1
Professional institutes Enrollments: NA
Public post-secondary colleges Number: 5
Enrollments: 2,375
Private post-secondary colleges Number: 3
Enrollments: 161
Open university Enrollments: NA
National oversight body None—discussions underway
National quality assurance agency None
National qualifications framework None
Comprehensive legislation University of Malawi Act
(1965; amended 1998)
University of Mzuzu Act, 1997

Source: Chimombo (2003); World Bank data; Darvas (2007).
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Background

Malawi, a former British protectorate, gained independence in 1964 under Hastings Banda,
leader of the Malawi Congress Party (MCP). In November 1970 the constitution of Malawi
was amended to make Banda the president for life, effective the following year. The vast
majority (80 percent) of its population of about 10.5-million live in rural areas, but it has
one of the densest populations in Africa.

Malawi is among the poorest and most underdeveloped nations in the world. It is sub-
ject to persistent drought and is, as a result, heavily dependent on development assistance.
Like many African nations, the spread of AIDS has created a social and economic crisis with
life expectancy now around 37 years. Economically, the country is heavily dependent on
agriculture, which constitutes 92 percent of export earnings. Many Malawians work as
migrant labourers in South Africa and other countries. The largest city is the former capi-
tal, Blantyre, with a estimated population of 2 million in 1998. In 1975, Lilongwe became
the capital, with an estimated population of 1 million.

Prior to the first multi-party elections in May 1994, all members of parliament
belonged to the MCP, the only recognized political party. Under Banda, Malawi under-
took a vigorous program of economic development. Controversially, he developed exten-
sive trade relations with the white minority government of Rhodesia and maintained
friendly relations with the Mozambique colony. In 1967, he signed a trade pact with the
apartheid government and was the first black African head of state to visit South Africa.
This reconciliatory policy towards South Africa aroused severe criticism from black African
leaders. However, Malawi’s economic growth was continuously inhibited by foreign debt,
drought, and the massive influx of Mozambican refugees produced by civil strife in that
country during the late 1980s.

The first post-independent parliamentary elections were held in 1978, with only the
MCP participating. The majority of incumbents were defeated. Participation in the 1983,
1987, and 1992 elections was also restricted to the MCP. Bakili Muluzi, a prominent busi-
ness executive and former Cabinet member of the United Democratic Front (UDF), was
elected president in 1994 and won a second five-year term in 1999.

The Higher Education System

The two public universities are the University of Malawi (established in 1965 at Zomba
in the immediate post-independence era, now with about 5,561 students) and the
recently established Mzuzu University (see below for details). In addition, a range of
teacher training colleges, technical colleges, nursing and agricultural institutions pro-
vide professional and vocational training in these areas at both the higher and further
education levels.

Higher education in Malawi presents what might be called an “emerging” binary sys-
tem, comprising 4 university institutions (2 public and 2 private) and 3 non-university
polytechnic-type institutions (2 public and 1 private). Course offerings among the latter
tend to emphasize management and information technology.
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The University of Malawi

From the outset, the mission of the University of Malawi (UNIMA) has been to support
the economic and cultural development of the nation by providing medium- and high-
level graduates for the civil service and the small private sector.

UNIMA initially comprised five institutions: the Bunda College of Agriculture, Chan-
cellor College, the Institute of Public Administration, the Soche Hill College of Education,
and the Malawi Polytechnic. Since then, some of these have been merged. In 1979 the
Kamuzu College of Nursing was opened, and the College of Medicine was added in 1995.
The establishment of the Polytechnic within the structure of UNIMA amounts to the cre-
ation of a binary institution (similar to the current emergence of the South African com-
prehensive institutions). This makes eminent sense in the developing country context,
particularly in those countries with small higher education systems in which the national
university plays a central role, and in which human and financial resource constraints pro-
hibit the simultaneous expansion and differentiation of higher education provision.

UNIMA’s long term goal is to complete a process of decentralization so that the five
constituent colleges become separate universities in time. The decentralization and provision
of higher education at the provincial level thus represent an important driver in the process
of differentiation in developing countries. This applies particularly to polytechnic-type
education and training that potentially generates greater opportunities for employment.
The advantages of differentiation through decentralization are that increased autonomy
potentially increases the space for initiatives which respond to local conditions and needs.
Those closest to the ground in regional locations are more likely to create programmatic
responses which are relevant to their contexts than those that are shaped by centralised
bureaucracies. However, the success of decentralization initiatives depends on sufficient
enabling conditions, in particular the availability of adequate human and financial resources
along with the infrastructure essential to ensure efficiency and effectiveness. An additional
risk is that uncoordinated decentralization will lead to the needless duplication of man-
agement and administrative structures.

The academic programs of UNIMA provide for undergraduate and postgraduate studies.
These include general formative education in social science, science and the humanities,
as well as professional training in agriculture, education, medicine, nursing and engineer-
ing. Undergraduate programs are offered at the diploma and degree levels. Program con-
tents were tightly controlled from the outset as part of stringent political suppression
during the long period of one-party dictatorship. As a result, “‘UNIMA has always been
reluctant to offer courses that raise consciousness and arouse criticism against authorities”
(Chimombo 2003).

Tracer studies and rising graduate unemployment and underemployment (especially
in the fields of languages and other humanities) indicate a general lack of relevance of
UNIMA curricula for the world of work (Chimombo 2003). In particular, graduates of
UNIMA participating in the tracer study felt that vocational studies were too academic in
nature, and did not pay sufficient attention to the demands of the professions. Part of the
problem lies in the weak linkages between industry and the university. These areas are usu-
ally addressed directly by non-university polytechnic-type institutions. The extent to which
interaction with industry occurs within the Polytechnic component of UNIMA might
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usefully be given attention. Clearly from all accounts, the higher education system in Malawi
needs greater differentiation in order to meet these challenges. During the 1980s, a shift
from liberal education towards greater specialization resulted in the introduction of degree
programs in engineering at the Polytechnic. This is noteworthy, as most polytechnic-type
institutions throughout the world do not offer degrees. It appears that the other polytechnic-
type institutions in Malawi only award certificates and diplomas. However, there is currently
a move towards offering degrees in these institutions as well. Thus, both academic and voca-
tional drift is evident in Malawi—with the university offering career-oriented vocational
programs through its Polytechnic component, and the other polytechnics seeking to expand
into degree programs.

In the case of the UNIMA Polytechnic, the stated normative goal is to consult closely
with local communities in order to address local needs and in this way to break the ivory
tower syndrome. The extent to such consultation takes actually place is unclear, as is the
output of problem-based research at the universities and polytechnics.

Participation rates for higher education in Malawi are particularly low, with only
0.3 percent of the 18 to 24 years of age cohort enrolled. In terms of the 2000-2012 Policy
Investment Framework for Malawi (Ministry of Education 1997b), the goal is to raise the
participation rate to 1 percent. Likewise, to improve equity, a second goal is to increase stu-
dents from disadvantaged groups to at least 15 percent of enrollments. In addition, while
student/teacher ratios could be increased at UNIMA, it is clear, as Chimombo (2003) observes,
“enrollments cannot expand without an increased investment in teaching and other learn-
ing facilities.” This suggests not only the expansion but also the differentiation of higher
education provision. Among the strategies identified to address these challenges is greater
utilization of distance education. This in itself implies a measure of institutional differen-
tiation. Although not specifically recognized, these growth targets imply the need for insti-
tutional and program differentiation in order to meet the needs of a larger and more varied
student constituency.

Mzuzu University

The opening of Mzuzu University (MU) as the second university represents a major devel-
opment in Malawian higher education. It is noteworthy that the rationale for the estab-
lishment of this institution presents an interesting departure from the usual rationale for
differentiation. The common aim of institutional and program differentiation is to
increase diversity within the system. The purpose for doing so is normally to provide
greater access to a wider variety of increasingly non-traditional and often under-prepared stu-
dents to a sufficiently broad range of programs and qualification levels to meet changing
labor market needs and the demands of national development.

MU’s main mission is to expand access to higher education, particularly through the
provision of distance education. However, it focuses on just a single national priority: sec-
ondary teacher training. Its founding is interpreted by some as the outcome of “the increase
in democracy that Malawi experienced in the mid-1990s under its new government”
(Chimombo 2003). The significance of this new institution was that “the university hoped
to make a fresh start and thereby avoid some of the problems that existed at the University
of Malawi.” It was further expected that the university “would lead to competition with the
existing university and encourage and promote excellence in the delivery of higher education
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in the country” (ibid.). Reports suggest that these expectations are unfortunately not being
met. “Ttis ironic that a whole new university should have started offering subjects that were
already being offered at UNIMA” (Chimombo 2003).

Consequently, it seems that the decision to establish a second university may have been
based more on political reasons than on education sector strategy considerations. In par-
ticular, the need for diversification of institutional and program offerings to accommodate
excess social demand and to address development needs appears not to have been the prime
reason. In fact, the duplication of program offerings in this case directly nullifies the prin-
ciple of differentiation. The rationale for this institutional duplication is even more ques-
tionable given the severe constraints in the financing of higher education in Malawi. As
indicated above, this example highlights the distinction between institutional expansion
and institutional differentiation. In short, adding new tertiary institutions does not neces-
sarily lead to system diversification.

Other Non-University Polytechnic-Type Institutions

Little information was obtained on the other non-university polytechnic-type institutions
in Malawi. [t appears that they offer certificate and diploma qualifications, mainly in a nar-
row band of information technology and management fields. Enrollments are generally very
small. Admission to the polytechnics is on the basis of the general education school-leaving
qualification plus affordability, as there is considerable social demand for a small number
of higher education places. Admission to the universities is on the basis of academic merit.

Because Malawi inherited a colonial elitist and very academic higher education struc-
ture, strong popular aspirations target university entrance, as opposed to the polytechnics.
This attitude now seems to be shifting as recent experience shows that polytechnic quali-
fications lead to greater immediate job opportunities and more direct service to the nation
in terms of addressing development problems and needs. In response, the universities have
started to develop ‘parallel’ programs, which are client and need driven. This is another
manifestation of vocational drift.

Technical education is offered in three government and three government-aided tech-
nical colleges, which offer four-year apprenticeships followed by three-year alternating
institutional and industrial training. There are also some private bible colleges providing
specialized education.

Systemic Characteristics: Governance, Regulation, and Funding

Governance of the universities and polytechnics is handled separately. Universities are
established by individual acts of parliament. Currently, the intention is to promulgate a
Higher Education Act, which would abolish the individual acts and incorporate all insti-
tutions into a single legislative framework, governed by a common code of conduct. It is
also intended to establish a Council on Higher Education (CHE), which would, among other
things, take responsibility for quality assurance. At present, the Ministry of Education is
the sole regulatory authority.

In contrast, the polytechnics are legally established by means of a ministerial order.
Government approval for the setting up of polytechnics is provided on the basis of an
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application of intention. Unlike the University of Malawi, the private polytechnics appear
to enjoy a fairly high degree of autonomy, with Management Boards providing account-
ability. Government acts only where necessary, especially regarding program approval.

Funding for universities consists of government grants plus a student loan scheme to
cover increasing cost recovery through fees. The private polytechnics are funded by their
owners and student fees, with no government support forthcoming.

As yet, no association of heads of higher education institutions has been formed,
although informal consultation and lobbying occurs.

Articulation and Interface between Universities and Polytechnics

No obvious relationship can be discerned between the universities and polytechnics. Some
limited staff support is provided by the universities for the polytechnics. However, when
the Council on Higher Education is put in place, it is expected to ensure that, given the
severe resource constraints facing the nation, existing facilities are effectively utilized and
not duplicated.

A formal access route exists which allows polytechnic graduates to pursue degree stud-
ies. Accordingly, courses and qualifications acquired in polytechnic institutions are recog-
nized and credited by the universities. For example, every two years, the Ministry of
Education supports its polytechnic diploma-holders to acquire BEd degrees.

Conclusions and Main Challenges

The main challenge facing the development and expansion of Malawian higher education
is that the provision of higher education is expensive and therefore needs to be carefully
planned. For this reason, institutions need to be accountable for previous public fiscal
resources and the achievement of goals needs to be carefully monitored. In both cases,
transparency is an absolute necessity in order to eliminate the “amateurism” and nepotism,
which appear to be occurring.

Specifically, achieving a more differentiated and articulated system requires dialogue
between the universities and polytechnics. The purpose of this would be to create increased
complementarity by identifying gaps and duplications in current provision. The relation-
ship between the university and polytechnic sub-sectors would need to be legally defined
in order to eliminate Ministerial arbitration on these matters. The overall aim of govern-
ment would be to put in place a binary system, which would ensure sufficient differentia-
tion in order to provide for all levels of management and professional graduate output. For
this reason, it might usefully seek to maintain the binary divide but in a flexible way that
would allow academic and vocational drift where appropriate.

While some evidence of both vocational and academic drift is observed, Malawi’s sys-
tem constitutes a de facto binary system. But this is not based on strict institutional lines,
as the UNIMA Polytechnic is part of the federal university structure. If the process of
decentralization proceeds as intended, a stricter binary divide, along institutional lines, is
likely to develop. For this reason, the system can be characterised as an ‘emerging’ binary
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system. The extent to which further academic and vocational drift will occur or be restricted
by government remains to be seen.

In the light of the fact that financial constraints have made it “increasingly difficult for
the university to implement its programs” (Chimombo, 2003: 419) it can be assumed that
the process of institutional and program differentiation in the public sector has been
directly inhibited by lack of human and financial resources.

From the available evidence, it appears that in spite of various pressures for differenti-
ation, this is not being identified explicitly as a strategic objective in public educational
policy. Despite the establishment of the second university and the move towards decen-
tralization that might lead to institutional and program differentiation, UNIMA will
continue to play a central role in national development. In particular, limited resources
constrain the expansion and differentiation of higher education in the country. As a result,
the process of differentiation may have to pursue on a dual strategy. The first is to encour-
age the expansion of private institutions to provide a complementary range of differentiated
programs at different qualifications levels to meet social demands, labor market needs and
development priorities. The second is, within the public sector, to focus on program
differentiation in the form of the provision of ‘binary’ university and polytechnic-type
programs within a single institution—as is now the case with UNIMA. As indicated, this
makes sense in the developing country context and in particular in those countries with
small higher education systems in which the national university plays a dominant role.






CHAPTER 10

Mozambique

Population 19,792,000

Tertiary graduates per 100,000 112

Tertiary gross enrollment ratio 1.0%

Public universities Number: 3

Enrollments: 30,179

Private universities Number: 5

Enrollments: 5,825

Public polytechnics and Number: 8

professional institutes Enrollments: 1,911

Private polytechnics and Number: 6

professional institutes Enrollments: 5,318

Public post-secondary colleges Number: 0

Enrollments:
Private post-secondary colleges Number: 0
Enrollments:

Open university Enrollments: 0

National oversight body National Council for Higher
Education (2003)

National quality assurance agency In progress. Currently a
Working Commission for Qual-
ity Assurance and Accreditation

National qualifications framework In progress; planned for 2008

Comprehensive legislation Law of Higher Education (2003)

Note that the above categories do not translate neatly from the Mozambican nomenclature.
Source: Mouzinho and others (2003); Darvas (2007); World Bank data.
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Background

After along and bitter struggle against the Portuguese colonial power, Mozambique gained
independence in 1975. Under colonial rule, economic development was severely neglected.
Consequently, the economy is heavily dependent on the export of cheap raw materials and
the labor force is largely untrained and illiterate. While Mozambique possesses substantial
mineral resources, they remain largely undeveloped. Mozambique has a population just
under 20 million (2001 estimate). Maputo is the main port, largest city and capital, with
an estimated population of around 1.5 million. Other major cities are Beira (around
500,000) and Nampula (around 300,000).

Independence was shortly followed by an exceptionally brutal civil conflict between
government forces and the RENAMO resistance movement, which was supported by then
Rhodesia and subsequently the apartheid government of South Africa under a strategy of
destabilization aimed at neighbouring countries. Health and education systems were
destroyed and, in many areas, agricultural production ceased.

At the end of this conflict, Mozambique was classified as the poorest country in the
world. Consequently, a major reconstruction effort was undertaken to rebuild its social
and economic infrastructure. Because it was starting from such a low baseline, economic
growth became the fastest in Africa, with fiscal deficits and inflation remaining low, and
foreign investment growing rapidly—particularly from post-apartheid South Africa and
the tourism industry. Nonetheless, the benefits of this growth have not been evenly dis-
tributed across the nation. As a result, widespread poverty persists, with almost 70 percent
of the population (about 16.5 million) living below the level of absolute poverty. The econ-
omy remains vulnerable to changing external conditions and dependent on development
assistance, which provides 40 percent of the annual budget.

In the post-independent era, the government has undertaken in a vigorous education
campaign to offset the almost total exclusion of the indigenous population from access to
education under Portuguese rule. Expansion of primary and secondary education has been
a priority, but the limited number of trained teachers and the ravaging effects of the civil
war have slowed progress in this area.

Following the demise of apartheid, a new relationship emerged between Mozambique
and South Africa. Considerable investment and cooperative ventures are in progress and
assistance for clearing landmines was provided. White South African farmers have leased
land to improve agricultural productivity and employment.

The Higher Education System?>

Higher education in Mozambique began in 1962 with the provision of programs for set-
tlers’ children by branches of Portuguese universities (Chilundo, 2003). In 1968, the Uni-
versity of Louren¢o Marques was established and its initially limited range of program
offerings was gradually expanded. After independence in 1975, the university became the
first national university of Mozambique and was renamed Eduardo Mondlane University

5. The following sections are drawn largely from Arlindo Chilundo (2003).



Differentiation and Articulation in Tertiary Education Systems 91

(UEM) in 1976. Various reform initiatives were subsequently undertaken to meet the
growing social demand for university education and to align the university mission with
national development priorities. These included rapid program differentiation and
curriculum restructuring to meet the new circumstances.

In 1985 the Higher Pedagogical Institute was set up. Its appearance “heralded a new
era in the history of higher education in Mozambique, the era of plurality. UEM was no
longer the only higher education institution in the country” (Chilundo, 2003:463). This
institution was upgraded to university status in 1995 and subsequently opened branches
in the cities of Beira and Nampula. Thus, institutional and program differentiation became
a central feature of the development of higher education in the country. In the next year, the
Higher Institute for International Relations was founded. Co-ordination for this new plu-
rality of institutions and programs was provided by the establishment in 1991 of the
National Council for Higher Education. The vocational Nautical School of Mozambique,
established in 1985, began offering higher education courses in 1991, and the Academy of
Policy Sciences was founded in 1999.

Mozambique’s transition to a market economy in 1987 provided opportunities for pri-
vate higher education initiatives. Consequently, the Higher Polytechnic and University
Institute and the Catholic University of Mozambique were founded in 1995, followed by
the Higher Institute of Science and Technology a year later, the Mussa Bin Bique Univer-
sity and the Higher Institute for Transport and Communications in 1999. The rapid pro-
liferation of private provision along with the high tuition fees they are able to command
can be seen as “the result of the high social demand and the inability of the public sector
to respond” (Chilundo 2003).

Governance, Regulation and Funding

Until 1999 the Ministry of Education supervised higher education through the National
Council for Higher Education. The system is now co-ordinated and regulated by the Ministry
of Higher Education, Science and Technology, which was established in 2000.° Universities
and non-universities are regulated in a similar way. No difference is apparent in entry
criteria between the university and polytechnic sectors.

The registration of polytechnics is handled on the basis of a proposal submitted to the
Ministry of Higher Education. The economic viability of the institution is investigated by
the National Council for Higher Education. On the basis of this assessment, recommen-
dations are made to Cabinet to approve or reject the application. Currently, programs are
accredited by the Ministry according to its assessment of quality. A quality assurance and
promotion framework is currently being developed for the eventual accreditation of both
university and polytechnic programs.

The sector enjoys a high level of institutional autonomy within what is regarded as a
lightly steered governance approach. The Ministry’s role is seen largely as a coordinating
one. But as Chilundo (2003) observes, “although the Law on Higher Education states that
higher education institutions are autonomous, the precise degree of autonomy has often
been a matter of dispute.” For the purposes of this study and the issue of programmatic

6. This responsibility has since reverted to the Ministry of Education.
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differentiation, it is important to note that “although most of the financial resources of the
public higher education institutions come from the state, within the framework of the law
governing higher education, Eduardo Mondlane University and other public institutions
are free to introduce and terminate specific academic programs” (Chilundo 2003).

Public higher education institutions are financed by the Ministry of Planning and
Finance on the basis of negotiations with individual institutions. Private institutions are
financed mainly by tuition fee income, supplemented in some cases by considerable donor
funding. Government supports polytechnics financially by means of soft loans of US$250,000
each. These are awarded on the basis of applications which demonstrate innovation. In
addition, a scholarship fund provides financial aid to students who are free to attend an
institution of their choice. In terms of fields of study, the polytechnics offer a mix of tech-
nological and non-technological vocational programs, with the emphasis on the latter.
Some are single purpose and others are multipurpose institutions.

Regarding qualification levels, the polytechnics generally offer degree programs in
addition to certificate and diploma qualifications, with one of them providing an MBA as
well. The predominant focus is on teaching (up to 80 percent), although some polytech-
nics are attempting to increase research activities. Government encourages these institu-
tions to address local development concerns, particularly in rural locations.

With respect to reputation, the polytechnics enjoy significant status and prestige, as
entrance to both universities and polytechnics is dependent upon the completion of 12 years
of schooling. While popular aspirations are still directed towards attending university, poly-
technics are increasingly perceived to provide greater immediate access to employment.

A single stakeholder association of university and polytechnic rectors exists. Its role in
policy-making is to discuss policy developments and lobby on behalf of its constituency.

Systemic Characteristics

The role and mission of Mozambican universities follow the traditional focus on a theoreti-
cal and formative curriculum. While the non-university institutions emphasize vocational,
career-oriented programs, they also provide some theoretical content, especially in pro-
fessional institutes such as the Institute for International Relations.

Academic drift is apparent from the non-university sector towards the universities, but
not the other way around. This presents problems for the clear classification of university
and non-university polytechnic-type institutions. Government is therefore concerned to
maintain the binary divide through regulation.

Current government policy is to encourage differentiation, especially with regard to the
public polytechnics located in the provinces, whose mission is to address local development
priorities and to increase employment opportunities through career-oriented programs.

Despite an overall emphasis on internal and external efficiency, one of the strategic
goals of government, as stated in its Strategic Plan of Higher Education in Mozambique
2000-2010, is to diversify institutions, training opportunities and forms of delivery. To
achieve the main objectives of the plan, a key guiding principle is to encourage “diversity
and flexibility of institutions, courses, curricula and methods of delivery, to ensure respon-
siveness to changing social, cultural and economic demands” (Ministry of Higher Education,
Science and Technology 2000).
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Two elements of the Strategic Plan generate a need for differentiation and articulation.
These are the aims (a) to increase equity by expanding opportunities of access to higher
education to meet the variety of labor market and social needs; and (b) to respond to the
changing economic, social, cultural and technological needs arising from the country’s rich
diversity of linguistic and ethnic groups and from the rapidly developing market economy.

The Strategic Plan recognizes that the expansion of higher education implies institu-
tional differentiation. Accordingly, it “is necessary to define other types and forms of higher
education institutions, such as higher institutes, polytechnics, and higher schools, amongst
others.” Likewise, the Plan identifies one aspect of the role of the State in the expansion and
development of higher education as “promoting the articulation between higher educa-
tion institutions and research institutes, amongst others” (Ministry of Higher Education,
Science and Technology 2000).

To achieve the goal of expanding higher education physically and geographically, the
government aims to “create new public higher education institutions or branches/extension
campuses of existing higher education institution’s in the provinces where they do not
exist” (Ministry of Higher Education, Science and Technology 2000). In addition, it aims
to encourage the creation of new private tertiary institutions.

Specifically, the Plan outlines two goals regarding differentiation:

1. To develop a diversified system of public and private higher education. To achieve
this, the following strategic actions to be undertaken:

f) To encourage the development of new public and private institutions within a
general frame of the higher education sub-system to be established, privileging
the links between them and the existing technical-professional schools, with
support of the existing higher education institutions;

g) To consolidate existing institutions, taking into account the experience, the
resources and the opportunities of the scale economy;

h) To make an inventory of opportunities, resources, and use or re-conversion of
the existing infrastructures to implant and develop tertiary institutions or their
branches in the provinces, without jeopardizing the activities of the other edu-
cational levels.

2. To encourage innovation and diversity in training opportunities in higher educa-
tion. The strategic actions are:

a) To promote a greater variety in the length of courses through introduction of
courses with diploma, bachelor and master levels;

b) To increase flexibility in higher education programs, to ease the students’ choice
and the adjustment of studies to their aspirations in terms of career and job
opportunities.

To achieve these aims, the following prior requirements are identified:

Develop flexible and quick mechanisms of curricular reform, definition and approval
of new courses, etc.;

Introduce a realistic system of equivalencies between academic credits, courses and
qualifications;
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Invest in learning materials, equipment and infrastructures necessary for an effec-
tive use of new learning materials;

Consult with or otherwise involve employers and professional organizations in
curricular revisions and reforms, for elaboration of in-job training programs, etc.

The extent to which these policy goals are adopted and successfully implemented remains,
of course, to be seen. Differentiation and articulation are notably central elements of the
program of higher education reform as stated in the Strategic Plan. Within this, decen-
tralization and the role of private higher education institutions are pivotal.

Articulation and Interface between the University
and Polytechnic Sectors

Generally, relations between the university and polytechnic sectors in Mozambique are
regarded as complementary. However, a competitive element is evident as institutions
chase market shares of student enrollments.

Articulation currently depends on initiatives by the individual institutions, but gov-
ernment is in the process of developing a credit accumulation and transfer scheme (CATS)
in order to ensure student mobility between the two sectors. It is intended that by 2006, a
national CATS will be in place. At present, some polytechnic qualifications are not recog-
nized by universities.

In present practice, it appears that articulation is currently not occurring to any great
extent. One exception is that students obtain a 3- or 4-year polytechnic qualification and
then transfer to what are perceived to be more prestigious university institutions in order
to obtain a subsequent degree qualification.

No general formal co-operative exchange agreements exist between the sectors apart
from one arrangement between the Pedagogical University and a private polytechnic.

Conclusion: Principal Challenges and Concerns

Mozambique is in the process of rapid growth and development as part of the socio-
economic reconstruction of the nation following years of colonial rule and a devastating
civil conflict. Higher education has a key role to play in this. A major contribution expected
from higher education is the simultaneous expansion and differentiation of the system to
meet both social and economic development needs. In doing so, a key challenge is the
decentralization of higher education provision to offset the heavy concentration of
resources and activities in the capital and larger cities, and to offer broader public access to
arange of institutions and programs that will foster local and regional social and economic
development. Decentralization and differentiation are thus closely linked.

The principal concern of government relating to institutional and program differen-
tiation is to ensure educational quality. This is particularly so in the light of the rapid
expansion of the polytechnics and the pressing practical development priorities prevalent
in rural locations. The formal provision of higher education programs in the regions is one
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thing. Ensuring that they produce sufficiently high quality graduate outputs, research and
community outreach activities to contribute effectively to regional development is quite a
separate undertaking. The major constraint in all this is the limited availability of both
financial and human resources, the latter especially in view of the difficulty of attracting
teaching staff to the provinces.

Clearly the provision of a differentiated range of programs and the establishment of a
differentiated array of institutions is central to the development strategy for higher educa-
tion in Mozambique, and to their contribution to national development priorities.






CHAPTER 11

Nigeria

Population 131,530,000
Tertiary graduates per 100,000 981
Tertiary gross enrollment ratio 8.1%
Public universities Number: 50
Enrollments: 384,000
Private universities Number: 23
Enrollments: 60,000
Public polytechnics and Number: 97
professional institutes Enrollments: 382,206
Private polytechnics and Number: 1
professional institutes Enrollments: 3,600
Public post-secondary colleges Number: 63
Enrollments: 114,500
Private post-secondary colleges Number: 9
Enrollments: NA
Open university Enrollments: 32,000
National oversight body National Universities

Commission (1974)

National Board for Technical
Education (1977)

National Commission for
Colleges of Education (1977)

National quality assurance agency [same]

National qualifications framework National Business and
Technical Education Board

Comprehensive legislation [date] National Policy on
Education (1998)

Source: World Bank (2006); Darvas (2007).
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Background

Nigeria is a big country, in every sense of the word. The land area is 923,768 square kilometers
with a coastline of 850 kilometers and national borders to the West, North and East run-
ning at about 4,000 kilometers. The country is neighbored on the West by the Republic of
Benin and on the East by Cameroon, with Chad and Niger sharing the northern boundary
line. With an estimated population of more than 130 million people, Nigeria is by far the
most populous country in Africa, and has the largest concentration of black people any-
where in the world. In fact, one in five Africans is a Nigerian.

Nigeria is a major oil exporting country, with crude oil accounting for 96 percent of
its foreign exchange earnings. The majority of the population is engaged in agriculture,
which accounts for about 70 percent of the labor force, compared with the share of industry
at 10 percent and the services sector at 20 percent. However, in terms of contribution to
GDP, the ratios are: agriculture 45 percent, industry 20 percent and the services 35 percent.
Although Nigeria is a rich country, the GDP per capita is estimated at only US$900 in 2002
because of its huge population.

Formal education is based on the 6-3-3-4 system: 6 years of primary school; 3 years of
junior secondary school; 3 years of senior secondary school, and 4 years of university edu-
cation leading to a first degree. The literacy rate is 57 percent. Some 47 percent of the pop-
ulation are below 15 years, indicating the enormous pressure on the primary and secondary
school systems. Annual primary school and secondary school enrollments are over 3.5 million
and 1.5 million, respectively.

Nigeria operates a federal system of government comprised of 36 state governments
and a central government. The country gained independence from Britain in 1960. It sub-
sequently experienced a painful civil war in the late 1960s, the scars of which are yet to heal
completely. After a peaceful transition from military to democratic rule in 1999, the cur-
rent President, Olusegun Obasanjo, was re-elected to a second-term of office in 2003.

Nigeria is a strong regional economic power. This makes it a major political and mil-
itary player in Africa. The country’s capital, Abuja, hosts the headquarters of the Economic
Community of West African States, ECOWAS. President Obasanjo is a principal architect
and strong advocate of the New Partnership for Africa’s Development, NEPAD, an orga-
nization that seeks to engineer a common strategy for Africa’s economic growth. On the
domestic front, President Obasanjo has formulated a National Economic Empowerment
and Development Strategy (NEEDS) to grow the Nigerian economy.

The Higher Education Sector

The higher education system in Nigeria is large and complex, rivaled in size by only South
Africa. The system displays considerable diversity, thereby defying the binary division
found within most of the systems reviewed in this study. However, it retains certain binary
characteristics in the sense that universities award primarily degrees, while the other higher
education institutions award only diplomas and certificates. However, this binary distinc-
tion is beginning to disappear because some polytechnics have been legally authorized to
award degrees. The system displays little articulation between university and non-university
institutions.
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At the time of independence in 1960, the only university institution in Nigeria was
the University College in Ibadan. It was established in 1948 by the colonial authorities and
awarded its degrees jointly with the University of London. The University of Ghana was
established at the same time (known then as the University of the Gold Coast) under sim-
ilar conditions. Ghana and Nigeria share a lot of similarities in the organization of their
higher education systems. This is perhaps not surprising, since both countries inherited
at independence the educational system and structure of their common colonial power,
Great Britain. Yet, significant differences can be observed as well. The first is the size of
their respective tertiary education systems. In terms of number of institutions, Nigeria has
the largest higher education system in Sub-Saharan Africa. In 2005, Nigeria had a total of
73 public and private universities and 51 polytechnics, seven of which are private. This
compares with Ghana’s seven public universities, nine private university colleges and ten
public polytechnics. Ghana has no private polytechnic. Total enrollments, not counting
students in the colleges of education, are about 1,035,000 for Nigeria and only 95,000 for
Ghana. However, these figures should be set against the population figures for both coun-
tries and their tertiary enrollment ratios. Ghana’s population of 21 million is only about
15 percent of Nigeria’s estimated population of 130 million. The tertiary enrollment
ratio for people in the age group of 18-25 years is nearly 6 percent for Nigeria and 3 percent
for Ghana.

Components of the Higher Education System

Apart from its size and numbers, the higher education system in Nigeria is very diverse.
The system consists mainly of the universities, polytechnics and “monotechnics,” colleges
of education and advanced teachers’ colleges. In addition, about 100 schools of nursing
and other professional training institutions enroll an estimated student population of
120,000 (Isyaku 2000). The duration of study programs varies from two years in the case
of the National Diploma and the Higher National Diploma in the polytechnics, to three
years in the case of the teacher education programs in the colleges of education, and to
four years in the case of bachelor’s degree programs in the universities. As will be shown
later, very little articulation exists between the university and non-university tracks.
Consequently opportunities are rare for vertical or horizontal movement among them
by students.

Of the 73 universities in Nigeria, 50 are public and owned by the federal or state gov-
ernments, while 23 are privately owned. According to Prof. Peter Okebukola, Executive
Secretary of the National Universities Commission (NUC), the total university enrollment in
2004 was 735,000, out of which the private universities account for about 60,000 (8 percent).
Seven of the 51 polytechnics are privately owned while the federal government operates 17
and the state governments manage another 27 (Jibril 2003). The polytechnics enrolled
about 300,000 students in 2004. The federal and state governments also own other spe-
cialized technical colleges (called “monotechnics”) that have much lower enrollment fig-
ures. In terms of the total tertiary student population, the university sub-sector accounts
for about 58 percent compared with only 28 percent for the polytechnics and 14 percent
for the colleges of education. In terms of institutional numbers, private participation in
tertiary education in Nigeria is 31 percent for the universities and 14 per cent for the poly-
technics. In terms of enrollments, however, the percentages are far less because of the
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tuition fees the private tertiary institutions charge and the fact that they are yet to build
academic reputations comparable to those of the older and better-resourced public insti-
tutions. Although nearly one third of Nigerian universities are privately owned, they
account for only 8 percent of the total university enrollment.

The polytechnics in Nigeria offer two-year postsecondary courses leading to the award
of National Diploma (ND) certificates in various disciplines, including engineering, mar-
keting, accounting, secretarial studies, printing technology, architecture, fashion design,
and hospitality management. Holders of ND certificates who have had at least a year’s
working experience may enroll for a further 2 years of study to obtain a Higher National
Diploma (HND) certificate, normally in the same discipline. Some polytechnics also offer
one-year post-HND programs leading to the award of what they call “Full Professional
Diploma” that qualifies successful graduates for membership registration with the relevant
professional bodies.

At the moment, the polytechnics do not award their own degrees, although some
(notably, Kaduna Polytechnic and Yaba College of Technology) award technology educa-
tion degrees in affiliation with two universities. The Kaduna Polytechnic runs B.Ed. (Tech-
nology) degree programs in areas such as Automobile Technology, Building Technology,
Electrical/ Electronics Technology, Metal Work and Wood Work Technology in affiliation
with the Federal University of Technology, Minna. The Kaduna Polytechnic also offers a
two-year post-HND program, which qualifies graduates to study for master’s degrees in
some universities and is recognized by the Council for Regulation of Engineering in Nigeria
(COREN). The Yaba College of Technology offers B.Ed degree programs in Business
Education, Industrial Technical Education, and Science Education in affiliation with the
University of Nigeria, Nsukka.

Relationship between Universities and Polytechnics

Reports indicate that the polytechnics have not been entirely satisfied with the existing affil-
iation arrangements where, in practice, all teaching and learning activities for the degree
programs take place in the polytechnics, polytechnic lecturers teach and supervise the stu-
dents, conduct tutorials, set examination questions and mark the examinations. The men-
tor universities only monitor the exam questions and students’ answer scripts, issue
academic transcripts and award the degrees under their seal. For this, the affiliated poly-
technic is expected to pay the mentor university affiliation fees in the order of 200,000
Naira (about $1500), an amount that some consider excessive. The polytechnics consider
this type of affiliation, which they claim relegates them to a subordinate position, down-
grading and a mild assault on their prestige.

In order to address the issue of degree studies in the polytechnics, the Federal Ministry
of Education appointed a committee in 1999 to look into the modalities for mounting
degree programs in selected polytechnics (Federal Republic of Nigeria 1999). The com-
mittee recommended that the polytechnics that have the requisite academic facilities and
appropriately qualified staff should be granted autonomy to award their own degrees in
engineering, science and technology based programs. In the opinion of the committee,
empowering the polytechnics to award degrees will enhance the quality of students enter-
ing the polytechnics, attract and retain qualified staff in the polytechnics, and generally
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enhance the image of the polytechnics as tertiary institutions. The polytechnics are yet to
start awarding their own degrees, although there is movement in this direction.

Articulation and Mobility

Very little formalized academic interaction occurs between the universities and polytech-
nics. University teachers do accept part-time appointments in the polytechnics, but cred-
its earned at the polytechnic are not directly transferable to the universities. Interestingly,
some of the newer universities of technology make use of the academic facilities of neigh-
boring better-endowed polytechnics for training their students. On the whole, the rela-
tionship between the universities and polytechnics can be described as non-cooperative.
The polytechnics resent what they perceive as a subordinate status in the higher education
system, where the university is regarded as the apex institution. The polytechnics also
bemoan the lack of opportunities for academic progression for polytechnic graduates
beyond the HND level, and the general perception that the HND qualification is inferior
to the university degree.

In an attempt to improve articulation between the two main systems within the ter-
tiary education sector and provide an avenue for academic progression for polytechnic
graduates, the National Implementation Committee on Higher Education recommended
several years ago that the universities should mount one-year bridging programs for
suitable HND holders to qualify them for master’s degree programs in the universities
(Federal Republic of Nigeria 1999). The universities have been reluctant to implement this
recommendation, and the reasons for non-compliance are not difficult to find. Universi-
ties take pride in their autonomy and strongly detest outside interference in their affairs—
especially government directives seen to threaten their academic freedom. Additionally,
the universities do not offer advanced courses in program areas such as fashion, catering
and hotel management, which are among the most popular courses run in the polytech-
nics. Furthermore, bridging programs that ostensibly subordinate the polytechnics to the
universities could engender or accentuate perceptions of inferiority. In effect, unless the
two sub-systems are functionally integrated, a unitary higher education system that merely
places the university at the top of the educational pyramid has the potential of depressing
morale and academic growth in the non-university sub-sector.

Supervision and Governance

In Nigeria, three separate supervisory bodies share oversight responsibilities for the higher
education system. These are the National Universities Commission (NUC) for the uni-
versities, the National Board for Technical Education (NBTE) for the polytechnics, and the
National Commission for Colleges of Education (NCCE) for the colleges of education.
These agencies are responsible for quality assurance and accreditation of programs of
study, and the allocation of federal government funds to the institutions under their super-
vision. State-owned universities and polytechnics are funded mainly by the state govern-
ments, and are less insulated from direct interference by the state ministries of education,
which have oversight responsibility for the institutions. The supervisory and accreditation
functions of the NUC and the NBTE extend to the private universities and polytechnics as
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well, and both agencies are known to have caused the closure of some sub-standard insti-
tutions in the past. Perhaps in recognition of its increasing influence and similarity of roles
with the NUC, the NBTE is seeking a name change to the National Polytechnics Commis-
sion (NPC). The reputation of the NUC as the national quality assurance agency in higher
education has been bolstered by the disclosure that out of the 145 applications it received
for recognition as private universities between 1996 and 2002, only 23 were able to meet
the criteria for operation set by the NUC.

The governance and management structures for both the universities and polytechnics
are similar, with governing councils at the apex of the governance structure. The councils
are appointed by the proprietor government (federal or state), and include representation
from the main interest groups and worker unions in the institution as well as prominent
persons external to the institution. The councils play an important role in the governance
of the institutions and in the appointment or selection of the vice chancellor for the univer-
sity or rector for the polytechnic. As is the culture in the higher institutions of Anglophone
Africa, internal management of Nigerian universities and polytechnics is based on the
committee system of administration, which is highly participatory but prone to long
delays in decision-making and an inability to take urgent actions, leading invariably to
management rigidities.

Research

Research does not appear to be a significant activity in the polytechnics. The polytechnics
are perceived mainly as applied learning and training institutions in the fields of technol-
ogy, applied science, commerce, and management. Their emphasis has therefore been on
the training of graduates for the world of work. Recently, this career-focused orientation
of the polytechnics has been undergoing some strain and rethinking, as a result of the lim-
its to career progression of HND graduates in the public service and the obstacles that
HND holders face in applying for membership in the professions or in obtaining recogni-
tion as professionals. These frustrations are in part responsible for the persistent calls for
the polytechnics to be allowed to offer their own degrees.

In the universities, members of academic staff are required to carry out research and
publish their research findings as one of their core duties and a necessary condition for pro-
motion. One would therefore expect research activities to be more actively pursued in the
universities. Unfortunately, inadequate funding, poor management of research funds, lack
of research infrastructure, and inability of the institutions to develop research links with
industry have resulted in a preponderance of basic or fundamental research that may be
published but does not directly contribute to immediate economic growth or productiv-
ity increases. Compared with other countries in West Africa, however, research output
from Nigerian universities (in terms of the number of research publications) is high.

Funding

Funding for both federal and state owned universities is at about the same level for the uni-
versities in Ghana; the federal polytechnics, however, are better funded than their coun-
terparts in Ghana. In 2000, the federal government expenditure per student on a university
student was $932 and that for the polytechnics was $777, compared with only $300 for the



Differentiation and Articulation in Tertiary Education Systems 103

polytechnics in Ghana. Although the figures for state owned institutions are not available,
it is known that state governments generally fund their institutions at much lower levels
(Jibril 2003). With such low levels of funding, it is difficult to see how the institutions can
attain and maintain international standards of quality in their course offerings. It should
be noted that the Nigerian government’s subvention to the tertiary education sector is
35 percent of the national education budget, although this proportion is not directly com-
parable with other countries since Nigeria’s federal structure delegates all funding respon-
sibility for primary education, as well as some aspects of secondary education, to the state
governments. These subventions are not included in the federal education budget.
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Rwanda

Population

Tertiary graduates per 100,000
Tertiary gross enrollment ratio
Public universities

Private universities

Public polytechnics and
professional institutes

Private polytechnics and
professional institutes

Public post-secondary colleges

Private post-secondary colleges

Open university
National oversight body

National quality assurance agency
National qualifications framework

Comprehensive legislation

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:
Enrollments:

[date]

9,038,000
279
2.0%

2
9,491

6
13,538

4
5,000

4

4
900

4
577

0

National Commission for
Higher Education (2006)

[same]
[name]

Governing the Organization
and Functioning of Higher
Education, Law No. 20 (2005)
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Source: Mazimhaka and Daniel (2003); Rwanda Development Gateway, data for 2004/2005; Darvas (2007).
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Background

Rwanda is a very small landlocked country of only 26,338 square kilometers. The national
boundaries have remained essentially unchanged since they were drawn by the European
colonial powers in 1910. The country became independent in 1962.

Rwanda is one of the most densely populated countries in Africa with an average pop-
ulation density of 275 people per square kilometer. Rwanda’s demographic profile, however,
was seriously affected by the 1994 genocide. Up to one million of the country’s estimated
7.6 million inhabitants were killed and another two million forced to flee. Since then, fur-
ther large-scale population dislocations have taken place. Nearly two million refugees have
returned, including 700,000 “old refugees” from Uganda and Burundi. Some 220,000
orphans have either joined, or are seeking to join, other families. And at least 110,000 people
are in prison on suspicion of contributing to the genocide.

Rwanda is a low-income country with a per capita GDP of US$230. With one of the
lowest urbanization rates in Africa and only 8 percent of the population living in towns,
the majority of Rwandans are subsistence farmers. Agriculture contributes 41 percent of
the GDP, industry 21 percent, and services 38 percent. With economic aid from the inter-
national community, tea and coffee are being rehabilitated and have reached pre-1994 pro-
duction levels. Coffee is Rwanda’s main export, accounting for 60 percent of the country’s
foreign exchange earnings, followed by tea, which accounts for about 30 percent. Rwanda
has a small industrial sector that employs about 3 percent of the population.

In efforts to improve its economy, Rwanda has joined three different regional trade
organizations: the Common Market for Eastern and Southern Africa (COMESA), the Com-
munauté Economique des Etats de 'Afrique (CEEAC), and the Communauté Economique des
Pays des Grands Lacs (CEPGL). The country has also made a bid to join the East African
Community (EAC).

Previously, Rwanda had used the dominant national language of Kinyarwanda as the
medium of instruction in the primary schools and French as the medium of instruction
from the secondary school level and beyond as well as the “official” language. This has now
changed. Rwanda has introduced English as both a medium of instruction and a second
official language alongside French, now that the country is preparing to join the East
African Community.

The Higher Education System

The civil war of 1990-1994 destroyed much of the educational infrastructure in Rwanda.
Ten years after the 1994 genocide, Rwanda’s devastated education system is slowly getting
back on its feet. Classrooms have been repaired and new ones built. Teachers who fled the
mayhem have been reintegrated into the teaching force. Teachers’ salary arrears have been
cleared. A Genocide Fund has been created specifically to assist orphans. The higher edu-
cation system has been diversified through the creation of more institutes of technology in
addition to the revival of the Kigali Institute of Science, Technology and Management
(KIST) as a degree-granting institution, and new arrangements for student finance at the
tertiary level have been introduced.

The education system has the following structure. The first cycle of education takes
nine compulsory years, followed by a second cycle of six years in secondary school.



Differentiation and Articulation in Tertiary Education Systems 107

Kinyarwanda has been the medium of instruction in the lower grades, but in order to
accommodate students from other countries in East Africa, especially Uganda, the gov-
ernment has introduced English to supplement French as the language of instruction.
Some allowance is also made for the use of Swabhili, particularly in examinations.

The history of tertiary education in Rwanda dates back to Le Grand Seminaire, a
diploma-awarding tertiary education institution for males training for priesthood, which
has been in existence since 1936. It focused on just a single discipline: Theology.

Rwanda does not have the equivalent of national polytechnics of the Kenyan type. But
it does have eight lower level polytechnic-type institutions. Four of these are government-
sponsored and the other four are privately owned (three by religious organizations). The
KIST is the only institution in the country that offers high-level technical education.

Currently, the country has six public higher education institutions and six private
ones. The public higher education institutions are the National University of Rwanda
(NUR); the Kigali Institute of Science, Technology and Management (KIST); the School
of Finance and Banking (Masters degree only); the Kigali Institute of Education; the Kigali
Health Institute (diploma only); and the Isaie Institute of Agriculture and Livestock
(diploma only). In addition, the Rwanda Institute of Administration and Management
offers short courses to civil servants. The private universities are small liberal arts institu-
tions, notably the Université Libre de Kigali and Université Adventiste des Grands Lacs.

The National University can be classified as a traditional university, whereas KIST is a
good example of a polytechnic-type institution that houses degree programs. KIST offers
engineering, architecture & building technology, business administration, and food sci-
ence & technology. KIST follows a modularized program in which a student can exit at, for
example, the diploma level and come back later to continue with the degree studies. Both
the National University and KIST were closed in 1994 as the result of civil strife, but
reopened three years later in 1997. The degree-granting institutions have a total enrollment
of approximately 7,000 while the other small polytechnic-type institutions have an enroll-
ment of approximately 5,000. Overall, total enrollment is quite small.

The higher education system in Rwanda shows some elements of horizontal differen-
tiation, as indicated in the missions of the six public higher education institutions. The
National University of Rwanda aspires to become a traditional comprehensive university,
while the other higher education institutions are intended to become specialized institu-
tions. Thus, even more so than the other countries in the region, universities and other
lower level institutions are highly differentiated with the polytechnic-type institutions con-
centrating on vocational training. The system also displays aspects of articulation. Notably,
institutional isomorphism is not evident in Rwanda.

Differentiation and Articulation

Higher education institutions in Rwanda are clearly differentiated with regard to their mis-
sions and mandates. The National University is a traditional university. The KIST is a tech-
nical university, not only in name, but also in the technical nature of its curriculum. The
Kigali Institute of Education (KIE) trains graduate teachers. The others (the School of
Finance and Banking, the Kigali Health Institute, and the Isaie Institute of Agriculture and
Livestock), as their names imply, each have their own specialized mandate.
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The higher education institutions are also differentiated from the polytechnic-type
institutions primarily because Rwanda does not have the middle-level equivalents of
national polytechnics found in other countries. Therefore, a large academic gap exists
between the higher education institutions and the low-level “polytechnic-type” vocational
institutions. This difference is reflected in all aspects, including admission requirements,
and the final qualifications offered. A certain amount of articulation exists between the
National University of Rwanda and the Institutes of Technology. For example, the National
University of Rwanda (NUR), through its Extension Study Centre, admits institute-trained
students to continue with higher education. KIST also admits similar lower-level graduates
into its modularized program. In general, very limited student mobility occurs between
one type of institution and another. This is due in part to the low levels of unemployment
in the country, which give the youth a lower motivation to pursue higher education in light
of the relatively strong incentives offered by the labor market. Currently, Rwanda imports
technical experts from as far as Kenya, especially in the teaching profession. The labor
market demands in Rwanda seem to point to the need to create more middle-level and
differentiated polytechnic-type higher education institutions as signified by the numerous
job opportunities for technicians with good practical skills.

Main Challenges and Conclusions

In 2006 Rwanda put in place a national higher education statute that provides for the creation
of a system oversight body for higher education. Thus, the country plans to create a National
Commission for Higher Education in the near future.

It is noteworthy that the two leading higher education providers, the National Uni-
versity of Rwanda (NUR) and the KIST, are the product of different historical perspectives
and traditions: one French (NUR) and one English (KIST). Thus, for example, NUR’s lan-
guage of instruction is French while that of KIST is English. This difference is reflected in
other educational institutions as well.

Both differentiation and articulation within Rwanda’s higher education system must
be viewed in the interrelated context of the history of the country, the state of the entire
educational system, and the state of the economy in general. The history of the country has
been one of institutional disruption and destruction. Not surprisingly, the educational sys-
tem is underdeveloped in many ways, even by African standards. Viewed in this context,
it is an impressive achievement that a functional higher education system is not only in
existence, but that some institutions are performing remarkably well—albeit with a great
deal of donor support (which has been aggressively sought by government leaders).
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Senegal

Population

Tertiary graduates per 100,000
Tertiary gross enrollment ratio
Public universities

Private universities

Public polytechnics and
professional institutes

Private polytechnics and
professional institutes

Public post-secondary colleges
Private post-secondary colleges

Open university
National oversight body

National quality assurance agency
National qualifications framework
Comprehensive legislation

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:
Enrollments:

[date]

11,658,000
448
3.6%

2
26,000

3
NA

15
1,000

44
6,000

NA
NA

0

None (apart from Ministry of
Higher Education)

CAMES, regional body (1968)
[name]

21 accepted recommenda-
tions of the National
Consultation on Higher
Education (1993)

Source: Ndiaye (2003).

109



110  World Bank Working Paper

Background

Geographically, Senegal is situated at the most western point of Africa. It has an Atlantic
Ocean coastline of about 500 km, and a surface area of 196,722 km?. The total population
in 2005 is estimated at 10.8 million (up from 9.8 million in 2001), a quarter of which live
in the metropolitan capital of Dakar. Senegal’s population growth rate is 2.8 percent,
58 percent of the population are below 20 years of age, and 55.7 percent are in school. In 2003,
the number of final year students in secondary school was 21,198 with a gender ratio of
nearly 2:1 in favor of boys (Ministry of Education 2003). With more than twenty ethnic
groups and languages, it is understandable that the official language is French. French is
also the language of instruction in schools.

Independent since 1960, Senegal is one of the more functional multi-party democra-
cies in Africa. The current President, Mr. Abdoulaye Wade, was democratically elected in
2000 for a five-year term, and is one of the principal architects of NEPAD, the New Part-
nership for Africa’s Development. Although 94 percent of the population are Moslems,
Senegal is a secular state. The country has developed an ambitious poverty reduction strat-
egy plan that integrates into the vision of NEPAD and the country’s five-year (2002—07)
Economic and Social Development Plan. The success of the poverty reduction strategy is
premised on achieving an annual economic growth rate of 7-8 percent that is necessary for
sustainable wealth and employment creation. The main objectives of the strategy are to
double the per capita income, strengthen the country’s human resource base, and achieve
gender equality in primary and secondary school enrollments by the year 2015.

Agriculture remains one of the most important sectors of the economy, employing
more than 60 percent of the active population. Senegal’s major agricultural products are
cereals, cotton, peanuts and peanut products. Three large rivers, the River Senegal (1700 km
long), the River Gambia (750 km), and the Casamance River (300 km) flow through the
country. For this reason, fishing is another vibrant sector of economic activity. The agri-
cultural sector is also the largest contributor to the country’s GDP at about 10 percent. The
GDP per capita is US$1600.

The Higher Education Sector

Higher education in Senegal dates from 1957 with the creation of the country’s first insti-
tution of higher learning, the University of Dakar (now the Cheikh Anta Diop University)
with an initial enrollment of 575 students. In 1968, the Advanced Polytechnic School (Ecole
Supérieur Polytechnique—ESP) was established as part of the University, increasing the stu-
dent population to about 3000. The higher education system in Senegal is fairly small. The
system is currently made up of two public universities, the Cheikh Anta Diop University
(UCAD) located in the capital of Dakar, and the Gaston Berger University (UGB) located
in northern city of St. Louis); 15 National Advanced Professional Schools; a number of
teaching and research institutes that are attached to the universities; and forty-seven pri-
vate institutions, three of which are universities. Senegal is also host to some specialized
regional tertiary programs, a campus of Suffolk University (Boston, USA), a campus of the
African Virtual University, and a campus of the Francophone Virtual University. The system
is therefore diversified rather than binary in that it consists of two parallel degree granting
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types of institutions and specialized schools or colleges. The parallel institutional types pro-
vide a measure of differentiation and also show evidence of some articulation between
them. The different types of institutions are:

Multi-faculty universities that offer diverse degree level general knowledge and spe-
cialized courses up to the doctorate;

Advanced professional schools or grandes ecoles that offer specialized, degree-level,
high technology and business-related courses and programs that are geared towards
a specific technical occupation or profession; and

Specialized schools or colleges that offer short, sub-degree career-focused vocational
courses related to a specific profession.

Organization of the Higher Education System

As is the case for almost all Francophone countries in Africa, the higher education system
in Senegal is modeled on its parent system in France. Like the French system, it is closely
piloted and regulated by the State. In spite of its mix of higher institutions and program
offerings, the system can effectively be divided into two components: the university sector
and the non-university sector. However, unlike the system in Anglophone West Africa,
some of the most prestigious institutions (the grandes ecoles) operate within the non-
university sector. Generally speaking, the central government, through the ministry respon-
sible for higher education, controls the higher education system. The programs of study
in public universities are approved and accredited by the State and the institutions deliver
nationally recognized degrees. In most cases, university teachers and workers are consid-
ered to be civil servants and their salaries are paid directly by the State rather than the uni-
versity. Understandably, hiring and promotion of staff are governed by rules and criteria
developed at both the national level and the regional level through the Conseil Africain et
Malgache pour I'Enseignement Supérieur—CAMES (African and Malagasy Council for
Higher Education). This limits the capacity of institutional management to directly man-
age its academic staff.

The basic academic requirement for entering the higher education system is the bac-
calaureate or high school leaving certificate. Normally, the baccalaureate alone is sufficient
for admission into the university. Admission into the advanced professional schools or
grandes ecoles is very competitive and candidates, in addition to holding a baccalaureate,
must go through a rigorous selection process, which often includes a two-year preparatory
course and a special entrance examination or aptitude test.

The university system in Senegal is organized in three cycles. The first cycle is of three
years duration and leads to the award of a Licence or first degree; the second cycle consists of
a further two years of study for a Maitrise or master’s degree; the first year of the third cycle
is spent studying for a Diplome d’Etudes Approfondies or DEA which is a preparatory certifi-
cate for the three-year doctoral (PhD) program that fills out the tertiary education cycle.

With regard to enrollments, the universities tend to admit many more students than
the Advanced Professional Schools. This may be due to the fact that admission into the
professional schools is highly competitive and limited to available places, mainly for reasons
of quality assurance. Sometimes, however, intake is deliberately kept low to reinforce the
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traditional elite reputation and prestige of these institutions. During the 2000/01 academic
year, enrollment in the two public universities totaled some 26,000 students compared with
only about 1000 for the Advanced Professional Schools. Female enrollment in the univer-
sities is low at around 25 percent, and even lower (about 13 percent) in science and tech-
nology based programs.

The Cheik Anta Diop University (UCAD) is by far the most popular higher education
institution in Senegal. As many as 75 percent of high school graduates seek admission to
UCSD, compared with only 14 percent who apply to the other public university, UGB. On
the whole, the Advanced Engineering and Professional Schools have a much better gradua-
tion or success rate of 84 percent, compared with only about 40 percent for the universities.

Articulation and Mobility

The first two years of university studies is multidisciplinary and oriented towards the acqui-
sition of basic knowledge in either the sciences or the humanities. At the end of the two
years, successful students may opt to continue for one additional year to obtain a bache-
lor’s degree or take a competitive selection examination to enter an Advanced Professional
Engineering School (a Grande Ecole) for three years in order to qualify as an engineer.

Alternatively, holders of the baccalaureate certificate may enter an advanced college of
technology for two years’ study leading to the award of a University Diploma in Technology
or DUT. The DUT certificate is in many respects similar to the Higher National Diploma
(HND) qualification offered in Anglophone African countries. Like the HND, the DUT is
a vocationally oriented qualification for the world of work in essentially the production,
technology and service sectors. However, it is important to note that, in contrast to the sit-
uation in English-speaking Africa, the DUT is a university diploma and the colleges that
offer this qualification are affiliate units or institutes of a parent university. Holders of the
DUT may, on passing a very competitive and rigorous entrance examination, be admitted
to a Grande Ecole or the Advanced Polytechnic School in Dakar or Thiés to study for a
higher qualification or degree in the same discipline.

It is evident, therefore, that in spite of the diversity in course offerings, qualifications
and admission requirements, articulation within the higher education system in Senegal
has clearly defined pathways for academic progression and mobility of students. Recognition
of prior learning and formalized credit transfers across institutions are two of the unique
and important features of the Senegalese higher education system.

The minimum qualification for appointment to a teaching position in the higher edu-
cation sector is a terminal research degree. Until recently, 3rd cycle doctorate degree hold-
ers were also required to possess a Doctorat d’Etat degree, which is the highest research
qualification in the higher education system, in order to aspire to a professorship at the
university. Over 1000 research professors are employed in Senegal. Unlike the situation in
Anglophone West Africa, these professors teach at both the degree and sub-degree levels.
The quality of teaching is, therefore, considered to be the same throughout the higher edu-
cation system. The African and Malagasy Council for Higher Education (CAMES) is a
regional umbrella body that evaluates the quality of research output of staff and advises on
staff promotions and rankings. CAMES, in this way, contributes to the ease of mobility of
teaching faculty within the francophone higher education zone in Africa.
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Private Tertiary Institutions

Private provision of higher education in Senegal is rapidly increasing and becoming more
diversified. From 41 private tertiary institutions with a combined enrollment of 6000 in
2001 (Ndiaye 2003), the number of institutions has grown to 47, including three universi-
ties and several degree awarding institutions. Some of these institutions include the Dakar
Bourguiba University, the Institut Africain de Management (IAM), the Institut Universitaire
Professionnel (IUP), and the Elhadji Ibrahima Niasse University, which has a recognized
medical school. The Dakar Bourguiba University offers degree courses in mathematics,
economics, and law, while the IUP has diploma and degree programs in marketing, inter-
national business, finance and management. Interestingly, some of the private institutions
are offering typical Anglo-Saxon degree qualifications like BBAs (Bachelor of Business
Administration) and MBAs. At least one institution has a School of Theology (Institut
Superieur de Theologie) that offers Associate and Bachelor of Arts degrees in Theology. The
majority of the private establishments, however, offer only diploma or technician-level
qualifications and are located in and around the capital of Dakar.

As is common throughout West Africa, the course offerings in the private tertiary
institutions are concentrated in computer studies and business-related areas like manage-
ment, accounting and marketing. This is not surprising, since education and training in
science, engineering and technology is expensive and requires huge capital outlays in the
form of workshop and laboratory equipment and training materials that private providers
of tertiary education may not be able to afford. It is interesting to note that a number of
fee-paying training courses in business and technological areas are on offer at the two pub-
lic universities (UCAD and UGB), mainly at the sub-degree level. The courses offered are
normally of two years duration, at the end of which successful candidates are awarded a
Higher Diploma in Technology (Diplome Superieur de Technologie—DST) or a Higher
Diploma in Accounting, Marketing, International Business, Human Resource Manage-
ment or Tourism. The ESP at UCAD offers DST programs in Information Technology,
Production Technology and Plant Maintenance, Electrical and Robotic Engineering,
Industrial Chemistry, Industrial Refrigeration and Applied Biology. The Institut Superieur
de Gestion (ISG), which is the UCAD School of Management, offers similar Higher Diploma
programs in marketing, accounting and management. The total number of fee-paying
students at UCAD has increased considerably to more than 2000. The equivalent numbers
are much lower at UGB, where only 15 students were registered for the fee-paying programs
during the 1999 academic year (Ndiaye 2003).

Supervision and Governance

The Ministry of Higher Education and Scientific Research has oversight responsibility for
university and non-university institutions in the tertiary education sub-sector, with wide
supervisory and regulatory functions that are backed by law and government decrees.
However, many National Advanced Professional Training Schools operate under ministries
other than that of education. These are specialized schools that train senior personnel for
specific sectors in agriculture, health, tourism and the security services. Although the
higher education system has since the mid-1990s seen some reforms in the administrative
and academic autonomy of the universities, the appointment of the university president is
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still the prerogative of the President of the Republic. The internal governance structure of
the universities is driven by various academic and administrative committees on which the
university president plays a prominent role and workers, teachers unions and students are
represented.

Research

Research activity in higher education institutions revolves mainly around undergraduate
and graduate student research requirements, with one in ten students engaged in research
at the postgraduate level. The research topics cover a wide variety of domains and are
geared towards the needs of industry and commerce. The universities can access govern-
ment funds and subsidies for research under contractual agreements that are tied to per-
formance targets. Applied research or research in partnership with industry is a common
feature of the advanced professional schools and other specialized polytechnic-type insti-
tutions. As is the case in many African countries, however, research orientation is shifting
away from the technological areas because of the dwindling number of students in science
and technology-related courses, inadequate funding and an aging faculty.

Funding

Financing of higher education in Senegal is heavily dependent upon the public purse. Pub-
lic funds accounts for 96 percent of the budget requirements of the various institutions.
Out of the 33 percent of the government budget that is allocated to the entire education
and training sector, higher education takes 24.7 percent, which is equivalent to 7 percent
of the government’s entire discretionary budget (Ndiaye 2003). Almost half of this amount
is used to underwrite various student welfare entitlements such as meals and accommo-
dations. Student and parental contributions are limited to the purchase of textbooks and
personal needs which are estimated at US$464 per annum.
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South Africa

Population 47,432,000
Tertiary graduates per 100,000 1,513
Tertiary gross enrollment ratio 12.4%
Public universities Number: 23
Enrollments: 482,595
Private universities Number: 350
Enrollments: 25,000
Public polytechnics and Number: 0
professional institutes Enrollments:
Private polytechnics and Number: 0
professional institutes Enrollments:
Public post-secondary colleges Number: 50
Enrollments: 377,584
Private post-secondary colleges Number: 350
Enrollments: 20,000
Open university/distance educ. Enrollments: 254,877
National oversight body Council on Higher Education
National quality assurance agency Higher Education Quality
Committee, within CHE (2001)
National qualifications framework South African Qualifications
Authority Act (1995)
Comprehensive legislation Higher Education Act (1997)
National Plan for Higher
Education (2001)

Source: Education Statistics at a Glance in South Africa in 2005, Department of Education (2006);
Subotzky (2003).
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Background’

The extreme polarization of South Africa’s social order along race® and class lines from the
outset of European involvement, together with its relatively advanced, but highly unequal
socio-economic development, makes its conditions unique among other African nations
with a similar colonial history. South Africa’s rich mineral resources, and the rapid (but
selective) capital wealth, industrialization and modernization which this generated, shaped
the trajectory of its socio-economic and political development and framed its higher edu-
cation system, particularly its pattern of differentiation and articulation. The complexity
of this pattern, and the vigorous debates that surrounded the new post-apartheid higher
education policy framework, make South Africa a particularly informative case for pur-
poses of this study.

South Africa has a multiracial and multi-ethnic population of around 45 million, of
which approximately 75 percent is black African, 13 percent is white, 9 percent Colored
(mixed race) and 3 percent Asian. These population groups have been subject to white
domination, racial tension and forms of social, political, cultural and economic segrega-
tion since the first white settlement in South Africa in 1652. This began to change in 1994,
when the African majority finally won political power.

South Africa’s economy is the largest, most diversified, and most developed on the
continent. Until the early 20th century, the South African economy was based principally
on mining and agriculture. Since then, manufacturing has developed rapidly and is now
the leading economic sector. The country has a well developed and globally integrated
banking, communications, transport and IT infrastructure. As a result, high-tech service
industries have proliferated.

The social order in South Africa was initially shaped not only by the interface between
indigenous populations and colonial powers, but also by the clashing interests of British
and Afrikaner nationalism. In contrast, colonial domination in other African countries
generally involved a single colonial power. In South Africa, competition between the Eng-
lish and Afrikaans cultural, linguistic and nationalistic powers directly shaped the devel-
opment of its higher education system and, in particular, the proliferation and
differentiation of the institutional types which finally emerged (see below for details).

The Higher Education System in South Africa

The education system inherited from the apartheid era was highly unequal along race and
gender lines. It is also fragmented, with education and training sharply separated and with
arigid binary divide between universities and (polytechnic-type) technikons.’ Enrollments

7. The following sections draw largely from Subotzky (2003).

8. Throughout this part of the report, reference is made to race and to the African, Coloored (mixed
race), Indian and white population groups of South Africa. In the struggle for equity in South Africa, it is
necessary to collect and analyse data in these categories in order to identify previous inequities regarding
race, and to monitor progress. In no way does this lend credence to the practice of discriminatory racial
classification. The collective term “black” includes Africans, Coloreds, and Indians.

9. In this section of the report, the term “technikon” and “polytechnic” are used interchangeably.
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in science and non-science fields continue to be distorted. Overall, the higher education
system remains rather ineffective in that it generally fails to provide the required number
of range of graduate and research outputs to address the needs of the population as a whole
and to maintain economic competitiveness in the global arena.

This large and highly variegated institutional higher education landscape is character-
ized by diverse academic and institutional cultures and by very different student and staff
profiles. This differentiation has been shaped by the historical, political and structural con-
ditions surrounding the establishment of the institutions. The roots of the current system
can be found in the conflict between British and Afrikaner nationalism and in subsequent
apartheid policies. In terms of the former, separate English- and Afrikaans-language insti-
tutions were established. In terms of the latter, separate institutions were created to pro-
vide for black Africans (and the various ethnic groups within this), coloreds and Indians,
alongside those for English- and Afrikaans-speaking whites. Thus, the 36 differentiated
institutions reflected the highly unequal multi-cultural and multi-ethnic composition of
South African society.!

The defining characteristic of the current higher education is the large-scale effort
towards system-wide transformation which has been undertaken in the post-apartheid era.
The policy imperatives driving this process are three-fold. First, the ravaging inequalities
with regard to race, gender and locality generated by apartheid need to be redressed sys-
tematically. This applies not only to the wide institutional disparities which were the result
of the separate but highly unequal apartheid structure, but also to the stark inequalities in
student participation and graduation rates and their skewed distribution across fields of
study and qualifications levels. Similar inequalities exist in staff qualifications, rank and
research outputs. Second, higher education has a key role to play in contributing to the
nation’s development. This involves a dual policy challenge of positioning the newly demo-
cratic nation favorably in the competitive global economy and simultaneously addressing
the basic needs of the majority of the population. Third, these goals must be achieved under
the prevailing global and local conditions of fiscal constraint and a capped higher education
budget—policies that aim at improving both the internal and external efficiency and effec-
tiveness of the system.

Following the approval of key policy documents—namely the report of the National
Commission on Higher Education (NCHE) in 1996, the subsequent Green and White
Papers on higher education and the passing of the Higher Education Actin 1997, and finally
the National Plan for Higher Education (NPHE) in 2001. This framework is now in place.
The present challenge lies in successfully implementing this new policy framework.

The Racially Divided Binary System and Historical Institutional Types

Under apartheid, a system of 36 higher education institutions, comprising 21 universities and
15 polytechnic-type technikons evolved. The system is currently being restructured into
22 institutions: 11 universities, 6 technikons and 6 ‘comprehensive’ institutions that offer
a mix of university and technikon programs (see below). In addition, a small but vibrant
private higher education sector has emerged.

10. See Subotzky 2003 for a full account.
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In 2003, total headcount enrollments were around 717,000. The distribution of enroll-
ments is heavily skewed within the binary divide towards the universities (487,000 or
68 percent), with only 230,000 (32 percent) in the technikons. This is problematic in that
the latter provide the vital range of technical skills programs required for development.
Part of the reason for this imbalance is reputational. Technikons are less favorably regarded
than universities. Thus the prevailing assumption is that academically more able students will
attend university and those less able will be absorbed in the “lower” qualifications levels and
career-oriented programs offered by the technikons.

The key differentiating institutional feature of the system is the gap between the his-
torically white or “advantaged” universities (HAUs) and technikons on the one hand, and
the black or historically “disadvantaged” universities (HDUs) and technikons on the other.
The original function of the HAUs was to provide the middle- and high-level human
resources for the economic, cultural and civil service sectors of the developed component
of South Africa’s dual social structure. These HAUs can be divided into (a) the four
English-language ‘liberal’ universities; and (b) the seven Afrikaans-language and dual
medium universities.

Under apartheid, the two-fold intended function of the HDUs was firstly to provide
personnel for the homelands’ bureaucracies and for the limited professional needs of the
black population, and secondly, to ideologically co-opt the emerging black elite middle
class in order to legitimate apartheid policies. As a result of these assigned functions, the
HDUs assumed a distinctive academic character.!! They were limited to a narrow range of
programs in the non-science and teaching-related fields and at the lower qualifications lev-
els (undergraduate diplomas and degrees). In terms of funding, staffing and facilities, they
were clearly disadvantaged in relation to HAUs. The HDUs’ isolated geographic location
remains highly disadvantageous in supporting academic life and attracting and retaining
quality staff and students. Their distance from centers of government, the private sector
and NGO operations clearly impedes their winning contracts, consultancy and collabora-
tive projects. From all of these characteristics, HDUs acquired a generally low reputation
and status regarding the quality of education. Despite these disadvantages, some HBUs
developed particular strengths and areas of excellence.

Beyond these common features, significant variations exist within and between the
HDUs. These arise from their locality, the socio-economic and political background of
their constituencies and the different historical phases of their establishment. Accordingly,
the ten HDUs can be clustered into the following three groupings: (a) the six African rural
universities; (b) the two non-African urban universities for the relatively wealthy and
advantaged Indian and Colored populations; and (c) the two special purpose universities
(the Medical University of Southern Africa and Vista University, the combination resi-
dential and distance education institution).

Among the technikons, the English and Afrikaans cultural/linguistic distinction,
though present, was not as significant as in the universities. These more recently established
institutions were not subject to the same historical tensions between British and Afrikaner
nationalism. For this reason, the technikons can be categorized simply into the seven his-
torically disadvantaged technikons and the eight historically advantaged technikons.

11. See EPU 1997, pp. 52-53 for details.
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Current government policy on the binary divide is somewhat ambiguous. The Ministry
of Education, in consultation with the higher education sector, requested the Council on
Higher Education (CHE) to make recommendations on the optimal “size and shape” of
the system. The CHE initially reccommended a very strict divide between institutional types,
which generated sharp criticism. Even after a revised document softened these categories,
the ministry rejected the CHE’s recommendations. Instead, in the 2001 National Plan for
Higher Education (NPHE), it favored the reduction in institutional numbers, but the
retention of the binary divide (at least for the next five years). Then, contradicting this, the
ministry proceeded to adopt a system based on three institutional types: universities, tech-
nikons (to be called “universities of technology”) and “comprehensive” institutions, which
would be a hybrid of both. Within this broad three-fold institutional framework:

1. Universities would focus on niche areas of ‘traditional’ general formative and pro-
fessional undergraduate and postgraduate programs and research;

2. Universities of technology would emphasize career-oriented programs, mainly at the
undergraduate certificate and diploma levels. They would also offer, with government
approval, undergraduate and postgraduate degree programs in identified areas of
strength; and

3. Comprehensive institutions would offer a combination; but as elaborated below, the
basis for this aggregation is not entirely clear.

As a result, although the binary divide was formally retained, some institutions would be
required to offer both university- and technikon-type programs. It is not clear whether
comprehensives will provide both types of programs within a single institutional context
(which in effect replicates the binary divide within a single institutional setting) or whether
they will be asked to achieve curricular integration of high-level academic and vocational
elements at the program level. From a curriculum and knowledge perspective, very little
serious discussion has occurred about what such integration entails at the program level.

The 2001 National Plan provided for the restructuring of the institutional landscape
through mergers, but without reducing the number of institutional sites. After reccommen-
dations were sought from a ministerial National Working Group, followed by a further
rapid consultation process, the final decision was to reduce the current array of 36 institu-
tions to 22, but without closing any of the current 48 sites of delivery. Not surprisingly, the
merger decisions generated considerable debate and, in some cases, fierce opposition. The
rationale for the recommended mergers was fundamentally critiqued by institutions and
analysts, who believed it was inconsistently applied. The ministry argued that pruning
institutional numbers would increase the overall efficiency, equity and effectiveness of the
system. However, it seems that the move may have been motivated more by the political
need to achieve demonstrable change than by purely educational policy reasons.

Program and Curriculum Development

Differentiation must be considered at the level of programs as well as institutions. In the
development of South African higher education policy, program-based planning became a
central feature of the framework, and was used as the basis of national and institutional three-
year rolling planning processes by which the system would be reconfigured and regulated.



120 World Bank Working Paper

With its emphasis on outcomes, the emergence of the National Qualifications Frame-
work (NQF) provided the first point of policy reference for program changes. Vociferous
resistance from the higher education community against a uniform qualifications frame-
work and, in particular, the applicability of unit standards to higher education qualifica-
tions (as opposed to whole qualifications) ultimately produced a somewhat cosmetic
re-presentation of existing programs in the formats required by the South African Quali-
fications Authority. This meant that vague outcomes could be identified while curriculum
content remained largely untouched. Nonetheless, the advent of the NQF did provide the
opportunity for some rethinking of curriculum. In some cases, new content was engaged
quite enthusiastically.

Despite the elaborate formal framework for articulation and mobility established in
the South Africa’s National Qualifications Framework, it is difficult to gauge the extent to
which articulation exists in practice between technikons and universities. Very little coop-
eration between universities and technikons has taken place, although some co-operation
exists in the areas of libraries and engineering education. Articulation is generally seen as
a one-way street between the “lower” technikon qualifications and the “higher” university
ones. However, the Department of Education has noted that this should function as a two-
way process.

Pushed by the strong emphasis on multidisciplinary programs in the NCHE and White
Paper, many institutions undertook significant academic and curriculum restructuring
(Breier, 2001). In a critical overview of this process, Ensor (2002) highlights the radical
shifts that were made in numerous cases from traditional discipline-based qualifications
structures to new multidisciplinary programs, which largely lacked internal coherence.
This was driven largely by the assumption, inspired by the then influential “Mode 2 debate”
asadvanced by Gibbons and others (1994), that greater relevance (regarding both national
development goals and market opportunities) could be achieved through “Mode 2” multi-
disciplinary programs. Conversely, the traditional “Mode 1” disciplinary programs con-
stituted an obstruction. One outcome was the rapid proliferation of multidisciplinary
coursework masters at many institutions. Once the excesses of these shifts had been real-
ized (in what the DOE later called a ‘too literal interpretation’ of the program policy
emphasis), many institutions retracted towards a more balanced approach. In contrast,
most HDUs were too preoccupied with matters of immediate survival to undertake pro-
gram restructuring, and continued to provide the program mixes which they had acquired
and developed under apartheid conditions.

Thus, an assortment of new, modified and unchanged programs emerged within the
post-apartheid institutional landscape. Within its planning framework, the Department of
Education—concerned about the unregulated, largely market-driven proliferation of new
programs and their possible mismatch with labor market needs and national policy goals—
responded by developing the Program and Qualifications Mix (PQM) initiative. This
forms one of the government’s three main policy levers for systemic change, the other two
being a new funding framework and the Higher Education Quality Committee’s quality
assurance framework.

Under the PQM exercise, educational relevance and quality was defined primarily as
an adequate institutional capacity to offer programs. Institutions would only be able to
offer those programs approved by the Department of Education. This applies both to those
programs funded by government subsidy, and those funded from non-governmental
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sources. The PQM intervention was perceived as an unjustifiably strong regulatory incur-
sion into institutional autonomy and the expression of a centralized control system. In
contrast, the government’s view was that the extensive interaction which it undertakes with
institutions as part of the iterative planning process provides the opportunity for institu-
tions to negotiate with government. Consistent and transparent criteria for the process
have been developed. This, for government, is evidence of a more consultative and less con-
trolling approach.

While contrasting perceptions of the PQM process will inevitably remain, it consti-
tutes the main policy lever by which government will steer the system at a program level.
In this way, government seeks to achieve systemic coordination, to ensure that program
offerings based on niche areas within the binary divide are complementary and to medi-
ate the effects of unregulated growth in certain fields produced by the competitive pursuit
of market opportunities. In doing so, it also seeks to manage academic and vocational drift
in order to ensure an appropriate range of programs and hence the institutional differen-
tiation necessary to fulfill policy goals. The key challenge in this for government is to main-
tain a distinct line on a binary divide in such a way as to resist the persistent tendencies of
institutions towards academic and vocational drift.

Private Higher Education

A noteworthy recent development in South African higher education has been the intense
activity by the private sector. Initially, in the mid-1990s, it was assumed that a rapid pro-
liferation of both local and international providers and suppliers was taking place, in keep-
ing with global trends in the rise of private and cross-border provision of higher education
(mainly by institutions in the UK, USA and Australia). As part of the emerging policy
framework in South Africa, the 1997 White Paper on higher education recognized the
important complementary role which private higher education should and could play in
expanding access to higher education, in addressing labor market requirements and in
meeting the diversity of student demands. In this way, private providers would contribute
to an increasingly differentiated system—in terms of expanded institutional choice and
program offerings.

At the time, no regulatory framework was in place to coordinate this. Without need
for registration or accreditation, private providers could establish new institutions and
offer new programs. From the outset, information and clarity about the size and nature of
the private sector were lacking. Notably, the 1996 National Commission on Higher Edu-
cation estimated as many as 500,000 enrollments in the private sector. In hindsight, this
proved to be a spectacularly uninformed over-estimation. More recent estimates put pri-
vate higher education enrollments at 20,000 to 25,000, and the number of institutions at
around 350 (Subotzky 2004). Data on this sub-sector remain unreliable and incomplete.
The local institutions comprise a few large stock exchange listed companies and numerous
small independent institutions, mostly with single or dual programmatic focus in the fields
of business, information technology and teacher education. Several trans-national institu-
tions also entered the local market, either on their own or through partnership agreements
with local institutions. The majority of private sector programs are at the undergraduate
diploma and certificate levels, with very little at the postgraduate level except for MBAs.
The sub-sector appears to be relatively de-racialized, with high numbers of Africans
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enrolled in both the lower information technology programs and MBAs. Articulation
between private and public institutions is beginning to develop through the selected
accreditation of private courses.

While some of these institutions were long-established reputable local and foreign
institutions, a number of cases of “fly-by-night” institutions came to light and were promi-
nently featured in the local press. Consequently, government quickly became concerned
about the quality and sustainability of private provision. These developments generated a
series of complex permutations in collaborative linkages among and between South
African public and private institutions and trans-national institutions. All of this created
considerable additional challenges for regulation and quality assurance. In the absence of
a regulatory framework, these developments were perceived to be the thin edge of the
wedge of an uncoordinated proliferation of private provision, which would play havoc with
the intended national planning approach towards a single coordinated higher education
system. The private initiatives were also seen to pose a serious competitive threat to estab-
lished public institutions. This was particularly so at a time when confidence the public sys-
tem was shaky, as evidenced by the unanticipated decline in public enrollments during the
late 1990s. Thus, while the expansion of private institutions contributed to differentiation,
it represented for government the unplanned proliferation of institutions and programs,
which, despite being market-driven, would not necessarily advance national policy priorities.

The perceived rapid growth of the private sector became a hot debating point in pol-
icy circles. The Ministry openly stated its intention to protect the public interest by ensur-
ing the quality of private providers. To this end, the Department of Education issued
regulations that required private institution to register, and to apply for the accreditation
of their individual programs with the Higher Education Quality Committee. In addition,
the use of the name ‘university’ was restricted.

In terms of enrollments, the anticipated growth and negative impact of the private sec-
tor never occurred. The reasons are not clear. It is possible that the government’s inter-
ventionist and tightly regulatory approach made business conditions less favorable than
they were originally. In any case, very few transnationals have remained and the local
sector has consolidated into a few large institutions and a number of very small ones.
The relation between the public and private sector remains a mixture of competition
and complementarity.

On-going Debates around Differentiation and Articulation

The strict binary divide and, in particular the narrow interpretation of polytechnic train-
ing within this, has been contested as technicist and divisive. In response, the new post-
apartheid policy framework placed considerable equity-driven emphasis on access,
mobility and articulation between universities and technikons, and education and train-
ing more generally. This was strongly influenced by the labor movement’s aspiration to
link education and training into a seamless ladder of articulation from basic training right
up to doctoral education. This was given expression in the National Qualifications Frame-
work, which is managed by the statutory South African Qualifications Authority and is
based on the New Zealand model. Given the vast discrepancies between historically black
and white institutions as a result of apartheid, great emphasis was initially understandably
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placed on achieving equity through the notion of institutional parity. Underpinning this
equity-driven approach is the belief that, in the South African context, institutional dif-
ferentiation was based on past discrimination and had to be eliminated.

In subsequent policy formulation, it became evident that the single institutional model
would be neither desirable (in failing to accommodate the growing diversity of students
and producing the range of graduate outputs required to meet labor market and human
resource development needs), nor affordable (given the already high fiscal allocations to
higher education). In terms of desirability and affordability, it would be impossible for each
institution to offer everything. Thus, by the mid-1990s, almost universal consensus sur-
rounded the principle of institutional differentiation as a key feature of the post-apartheid
policy framework.'?

Within the general consensus about the need for differentiation, two distinct positions
on the binary divide have emerged. On the one hand, there has been a persistent and vocif-
erous call to retain a distinct divide, which acknowledges the technikons’ unique institu-
tional mission. In this view, they are seen to offer a range of flexible, relevant and good
quality vocational programs, which are rapidly responsive to employers’ needs in meeting
the changing demands of the labor market. The counter view is that, while there is a need
for specific career-oriented programs, there is no need to maintain a strict formal divide.
A more flexible range of institutions is required in which institutions would carefully iden-
tify their own missions and niche areas of program focus.

Within these debates on differentiation, it is interesting that institutional nomencla-
ture has emerged as a contested issue. This is symptomatic of the more fundamental issue
of what constitutes a university as opposed to a polytechnic-type institution. In terms of
the criteria that have emerged from these debates, the essential differences between uni-
versities and technikons can be summarized as follows:

Institutional mission and mandate: In South Africa, the binary divide has been
maintained between the universities’ focus on high-level formative and profes-
sional education as opposed to the career-oriented vocational and practical train-
ing emphasis of the technikons. The main policy lever for maintaining appropriate
forms of differentiation within the binary divide is the Program and Qualifications
Mix regulatory mechanism.

Local versus regional or international orientation: Generally, technikons are guided by
local economic development and labor market needs whereas the universities (espe-
cially the historically advantaged universities) have an international orientation based
on the strength of their disciplinary and research networks. However, many univer-
sity teaching and research programs are responsive to local development needs, for
example, in health, education and aspects of business. Increasingly, the recruitment
of international students is being encouraged at both universities and technikons.

12. The key challenge in advancing this policy of differentiation resided in its tension with the equity
position. In the South African context, differentiation implied inequality and discrimination. This conun-
drum occupied the centre of policy debates through the early 1990s. However, Badat and others (1994),
in an influential contribution, argued that in the post-apartheid context, differentiation no longer needs
to be equated with racially based discrimination and that achieving equity did not imply strict institu-
tional parity.
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Differences in teaching approaches: The universities focus generally on theoretical
and academic teaching in contrast to the practical, problem-based approach of the
technikons.

Qualification levels offered: The technikons generally provide undergraduate pro-
grams at the diploma or certificate level, while universities provide undergraduate
and postgraduate degrees, with some certificates and diplomas. Both academic and
vocational drift is evident.

Comprehensiveness of fields of study offered: Generally the universities offer a wide
range of fields of study, with the exception of the HDUs which, as a result of
apartheid policy, were restricted to undergraduate teaching in fields associated with
the apartheid division of labor. Technikons offer instruction in technological,
information technology and business fields as well as the social sciences. Recent
government policy rejects single purpose institutions. For this reason, the Medical
University of Southern Africa is being merged with the University of the North.
Conduct of research and type of research conducted: While universities are expected
to carry out research as part of their mandate, research output within and between
the HAUs and HDUs is uneven. Technikons, with a few notable exceptions in niche
areas of strength, conduct little or no research. In terms of the principle of differ-
entiation adopted by government, there is no expectation that every faculty in every
institution should conduct research. Instead, research capacity and postgraduate
teaching will be developed in identified areas of comparative strength.

Admissions criteria: University admission is based on passing the school leaving
matriculation examination with university exemption (with other options open via
the recognition of prior learning and mature-age exemption). Technikon admission
is based on an ordinary school-leaving certificate.

Staff qualifications: University members of staff are generally much better qualified,
with the requirements for appointment and promotion being higher as well.
Governance: Universities and technikons in South Africa are governed by similar
structures: Councils, senates, faculties and, increasingly, executive management.
Technikons, however, tend to have a more hierarchical authority structure.
Regulation, quality assurance and funding: A key feature of the South African pol-
icy framework is the pursuit of a single, coordinated system. The accreditation of
technikon curricula, however, was originally done by a special national body set up
for this purpose (SERTEC). The Higher Education Quality Committee of the CHE
has now taken up this function and is responsible for quality assurance within both
universities and technikons.

Conclusion: Key Challenges

In accordance with its divided social and political history, a large and complex system of
higher education evolved in South Africa. Within the policy framework for the recon-
struction of higher education, considerable debate has occurred about the issues of differ-
entiation and articulation. This is so with regard to the desirability of retaining the binary
divide. The government’s current position emphasizes both institutional and program
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differentiation. However, its policy on the binary divide remains ambiguous, with the
divide being formally maintained while being blurred within the new comprehensive insti-
tutional types.

The evolving mission of institutions and their programs has been shaped by the inter-
play of market forces and government regulation. The key challenge for government is how
to manage the required range of differentiation through the PQM exercise—its main pol-
icy lever—while not making inappropriate incursions into institutional autonomy on the
one hand, and not reinforcing historical institutional inequalities on the other. In this con-
text, the effectiveness of the equity-driven emphasis on articulation in terms of the
National Qualifications Framework needs to be reviewed.
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Tanzania
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Tertiary graduates per 100,000
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Public polytechnics and

professional institutes
Private polytechnics and

professional institutes
Public post-secondary colleges

Private post-secondary colleges
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38,329,000
112
0.9%

8
26,374 (excludes Open
University enrollments)

17
5,275
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14,415

0
0
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na

na
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9,232
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Higher Education Accreditation
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National Accreditation Council for
Technical Education (1997)

[name]
Universities Act of Tanzania (2005)

Technical Education and Training
Policy (1996)

Source: Ministry of Science, Technology and Higher Education (2006); Mkude, Cooksey, and Levey

(2003); Darvas (2007).
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Background

The United Republic of Tanzania was founded in 1964 through the joining of two coun-
tries: Tanganyika and Zanzibar. Tanganyika gained independence from Britain in 1961,
while the island of Zanzibar became independent two years later in 1963. Until 1992, the
country functioned politically as a one-party state. Tanzania’s political environment has
enjoyed more stability than that of many other African nations. Only Zanzibar, which has
avery distinct history and culture, has witnessed serious political conflicts. Dodoma serves
as the nation’s administrative capital, and the port city of Dar es Salaam is its commercial
capital. Arusha is the headquarters of the East African Community.

Tanzania has often attracted attention abroad as an exemplary African nation due to
the gentle leadership and charisma of its founding president Julius Nyerere. Tanzania’s
social and political transformations have also been both dynamic and gentle. Since inde-
pendence, significant progress has been made in the provision of social services, though
the country still remains very poor overall.

Tanzania’s economy is based on agriculture, which accounts for 60 percent of its GDP
and more than 80 percent of employment and export earnings. The mining and industrial
sectors are relatively small, contributing an additional 15 percent of the country’s GDP,
although the country possesses considerable mineral reserves including natural gas.

The Higher Education System

Tanzania’s tertiary education system is best described as a binary system consisting of uni-
versities and non-university polytechnic-type institutions. Going by the definition of the
Tanzanian Ministry of Science, Technology and Higher Education (MSTHE), full univer-
sities and non-university professional training institutions (namely technical colleges) provide
higher education. Other post-secondary institutions that produce middle-level profes-
sionals are classified as tertiary institutions. The total student enrollment in universities
and polytechnics is 23,217, out of which 20,217 (80 percent) comprise university enroll-
ment alone. Thus, even more than Kenya and Uganda, the tertiary education sub-sector is
small in relation to the country’s population, which is approximately 36 million. In fact,
Tanzania’s tertiary level gross enrollment ratio was just 0.9 percent in 2004.

Universities

The university system in Tanzania, perhaps more so than in Kenya and Uganda, is begin-
ning to show some elements of horizontal differentiation, especially with regard to public
universities, each of which is meant to specialize in specific aspects of development. Thus
the university system displays less isomorphism—both mimetic and normative—than the
Kenyan system. The University of Dar es Salaam displays the most vertical differentiation.
However, articulation among universities is poor.

In Tanzania, university education is offered in two broad university categories: (i) public
universities (8 in number) whose existence is based on an Act of Parliament (some of them
with constituent colleges), and (ii) Private universities (13 in number) some of which are
chartered, and others non-chartered. The existence of several university colleges indicates
some differentiation with decentralization.
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The oldest public university and still the most prestigious is the University of Dar es
Salaam (UDSM). This university was founded in 1960 as an affiliate of the University of
London. It became part of the University of East Africa (along with Makerere and Nairobi)
in 1962. It ultimately emerged as the national university after the breakdown of the East
African Authority in 1970. The UDSM has, by far, the largest number of programs, which
makes it the most vertically differentiated university in the tertiary system. The other pub-
lic universities have been deliberately designed not to copy the UDSM, but to fill particu-
lar development niches. Thus, for example, Sokoine University of Agriculture (established
in 1984) specializes in agriculture.

Provision of higher education by the private sector is a recent phenomenon in Tanzania.
Private universities were granted permission to begin operations in 1997. By 1999, some
19 private institutions were undergoing accreditation reviews by the Higher Education
Accreditation Council (HEAC). Twelve of these admitted students in 1999-2000 academic
year, offering Bachelor’s degrees as well as advanced diplomas in different fields. Ten private
universities have now been given Certificates of Full Registration. Most of the private uni-
versities are relatively small. Encouragingly, the private university sub-system is beginning
to display some elements of horizontal differentiation. Some of them, such as Hubert
Kairuki Memorial University, the Aga Khan University, the Kilimanjaro Christian Medical
College, and the International Medical & Technological University offer programs in the
medical sciences, an area which is usually not typical for private universities in East Africa.

The “traditional” type of university dominates the higher education scene in Tanzania.
That is, apart from the University of Dar es Salaam, no other university can be traced to a
“technical college” or “polytechnic” institutional origin. However, the International Medical
and Technological University, the University College of Lands and Architectural Studies,
the Aga Khan University, Hubert Kairuki Memorial University and Kilimanjaro Christian
Medical College all demonstrate technical orientations, and therefore provide a measure
of university system differentiation.

Polytechnic-Type Institutions

The polytechnic-type institutions in Tanzania show aspects of differentiation but no real
articulation among them. Tanzania has three categories of polytechnic-type institutions:
(i) technical institutes and colleges, (ii) vocational training centers, and (iii) folk develop-
ment colleges. The Folk Development Colleges are unique in that they provide technical/
vocational training to mature members of the society. Their main objective is to produce
artisans for community self-employment.

The polytechnic-type institutions of tertiary education include three technical colleges
under the MSTHE (Dar es Salaam Institute of Technology, Technical College Arusha and
Mbeya Technical College) with a combined enrollment of 3,000 students and an output of
787 graduates per year. A further 12 colleges are attached to other ministries such as the
Mweka Wildlife College, Tanzania School of Journalism and the Institute of Finance Man-
agement (the latter being the largest with 1,000 students). These polytechnic-type tertiary
education institutions offer a multitude of technical, vocational, and professional courses
in accounting, computer science, business administration, journalism, mass communica-
tion, engineering, teacher education, clinical medicine, agriculture, community develop-
ment and social welfare.
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Differentiation between Universities and Polytechnic-type Institutions

As in Kenya and Uganda, universities and polytechnic-type institutions in Tanzania show
major horizontal differentiation on many of the dimensions in Matrix 1. Major differences
are apparent in institutional missions and mandates, curricular emphasis, admissions cri-
teria, range of fields of study, etc. However, little differentiation is observed in some dimen-
sions, for example, in the realm of governance, where the ministry of education exercises
considerable control in all tertiary education institutions.

Articulation between Similar/Different Types of Institutions

In general, poor articulation is found between the same type and different types of tertiary
education institutions in Tanzania. Again, this is similar to the situation in Kenya and
Uganda. Thus, public universities articulate little with each other. No formal mechanisms
for articulation have been established in such areas as transferability of credits, staff mobility
or collaborative activities, such as research. This situation is also true with regard to articula-
tion between public/private universities and the other types of institutions, namely public
polytechnics, private polytechnics and technical institutes/colleges.

At the central level, governance responsibilities for the tertiary sub-sector are divided
among three Ministries: (i) Education and Culture, (ii) Science, Technology and Higher
Education, and (iii) Regional Administration and Local Government. Other ministries and
parastatal agencies which exercise direct influence on the sector include the Planning Com-
mission, the Ministry of Finance, the Civil Service Department, the Ministry of Commu-
nity Development, Women Affairs and Children, and the Ministry of Labor and Youth
Development. The Tanzania Institute of Education (TIE) is responsible for curriculum
development, just as the Kenya Institute of Education and the National Curriculum Devel-
opment Council in Uganda. The Higher Education Accreditation Council (HEAC) han-
dles the registration and accreditation of private universities. Oversight of the private
polytechnics resides with the Vocational Education and Training Authority (VETA).

The exception to the above general rule of poor articulation is some articulation with
regard to admission into public universities. University admission procedures in Tanzania
reveal a measure of articulation with pre-university institutions. Two options are available
for university admission for a Bachelors degree: (i) “A” Level qualifications or a diploma;
or (ii) a certificate from a recognized institution, not necessarily a university. In the second
category, which is of particular interest to this study, the diploma or certificate must
include mathematics and the applicant must have achieved at least a C grade. In addition,
applicants must have overall academic average of B grade.

Main Challenges and Conclusions

Tanzania is a unique case in East Africa for having put in place a National Higher Educa-
tion Policy in 1999. This policy framework (i) emphasizes the strengthening of the Higher
Education Accreditation Council, founded in 1995; (ii) addresses gender imbalances in
higher education admissions; (iii) engages the imbalances between humanities and sciences;
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(iv) advocates increased funding for Higher Education; (v) seeks the broadening of the
sources of financing for higher education, including student contributions through loan
schemes; (vi) recommends increasing of the retirement age for academicians from 55 to
60 years, (vii) encourages the private sector to support higher education; and (viii) promotes
cooperation between higher education institutions on national, regional and international
levels. In spite of the benefits gained from this policy, Tanzania still faces the structural
challenge of establishing meaningful articulation and differentiation in higher education,
particularly between universities and polytechnics.

A related and perhaps more fundamental challenge is the need to expand the higher
education sector. The country is poorer than Kenya but richer than Uganda. Certainly, its
higher education sector is smaller than those of Kenya and Uganda. For this reason alone,
the country faces the challenge of expanding the sector, with special attention to technical
education. In this regard, the new National Higher Education Policy is correct in its diag-
nosis and prescription for growth.
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Background

Uganda attained independence in 1962 from Britain under the leadership of Dr. Milton
Obote, the country’s first president. The country’s capital city is Kampala. Uganda’s people
are concentrated in the nation’s fertile southern and western regions with the total population
of around 22 million.

Until 1986, Uganda was characterized by political instability resulting from coups and
counter-coups. It is also the only country in East Africa which has had more than six Heads
of State since independence. Yoweri Museveni, the current president, took office in 1986
following a protracted “bush war” with ultimately achieved victory under his leadership.

The country is currently governed through a non-party “movement system” under
Museveni’s National Resistance Movement (NRM), which has been in power since 1986.
However, in August 2005, the country held a referendum that overwhelmingly supported
the country’s return to multiparty politics. One of the major political problems facing
Uganda is a longstanding insurgent war in the northern part of the country that has
resulted in 1.5 million internal refugees.

Uganda’s economy is predominantly based on agriculture, which accounts for about
44 percent of its GDP. Food crop production is the most important economic activity, con-
tributing for over one quarter of the nation’s GDP, compared to only 5 percent for cash
crops. Manufacturing output generates a further 9 percent. Most agricultural production
is concentrated in the southern regions, where climatic conditions support the densest
rural populations in the nation. The economic situation in the northern region is much
less secure, partly due to the devastating effects of insurgent war and unstable border con-
ditions with southern Sudan. A major feature of the Ugandan economy is its reliance on
external donor support, which, since 1986, has provided slightly over 50 percent of the
budget. The education system in Uganda is characterized by high demands at all levels
except the pre-primary.

Between 9,000 and 12,000 students per year qualify to advance into post-secondary
education. However, only about 25 percent of these are admitted to post-secondary insti-
tutions. Enrollments in tertiary institutions have, over the last 10 years, increased by over
90 percent, while the number of tertiary institutions has expanded by only 1.8 percent in
the same period. This indicates a potential need for more institutions at tertiary level to
absorb the growing numbers of students.

The Higher Education System

Uganda’s tertiary education is best described as an emerging trinary system. Uganda has
three recognized types of tertiary education institutions. These are: (i) universities, both
public and private; (ii) non-university polytechnic-type institutions; and (iii) teachers’
training colleges, which are recognized as tertiary institutions. In addition, other government-
owned and managed educational institutions provide professional in-service training to
their employees at ministerial and departmental levels.

Higher education in Uganda originates in 1922 when Makerere College was estab-
lished by the British colonial authorities. At its inception, Makerere was only a technical
college. Makerere started offering diploma courses in 1937, and twelve years later it became
a university college associated with the University of London.
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Currently, Uganda has 17 universities, 13 of which are private. This is in addition to 2
public degree-awarding non-university institutions. The leading higher education institu-
tions in Uganda are Makerere University, Mbarara University of Science and Technology
(founded in 1989), the Uganda Martyrs University (founded in 1991), and Kyambogo Uni-
versity (founded in 2002 after the merger of Uganda Polytechnic and Institute of Teacher
Education-Kyambogo). Following this merger, Uganda no longer possesses the equivalent
of a national polytechnic, as in Kenya. Instead, Uganda has polytechnic-type institutions.
The total tertiary enrollment is approximately 43,000 students.

Universities

In Uganda, a modest amount of horizontal differentiation is found among universities.
Within universities, Makerere University has the highest level of vertical differentiation,
though this does not seem to have produced institutional isomorphism—either mimetic
or normative—within the tertiary system. However, articulation among the universities
is poor.

Makerere University is Uganda’s leading institution of higher learning, accounting for
about 65 percent of total university enrollments. An additional 20 percent is shared among
other public universities at Mbarara, Kyambogo, and Gulu. The remaining 15 percent is
distributed among the 13 mostly small private universities. Though the number of private
universities is higher than that of public universities, the public share of university admis-
sions stands at around 85 percent. This is partly due to the infant nature of private uni-
versities in the country. The development of new universities (both public and private) is
arelatively recent phenomenon, dating from 1988 when the country registered 14 new uni-
versities (2 public and 12 private).

It was not until 2001 that regulation of these universities was put in place. In March
2001, Parliament approved the Universities and Other Tertiary Institutions Act, which laid
down guidelines for establishing new universities. An important aspect of this Act was the
creation of the National Council for Higher Education to oversee the critical issues of regis-
tration, quality control and accreditation of both public and private universities. In this
regard, one of the challenges faced by the regulating body has been how to deal with accred-
itation of those private universities which had already been recognized by the government
prior to the Council’s creation. The Council was, nevertheless, created at a critical period
in the evolution of Uganda’s tertiary education. A powerful and independent Council has
been viewed by some observers as crucial in setting benchmarks for quality assurance and
the general progress of Uganda’s tertiary education sub-sector.

Most of the universities in Uganda are of the “traditional” type. Apart from Kyambogo
University, (created from the merging of Uganda Polytechnic Kyambogo with the Institute
of Teacher Education, Kyambogo), their original purpose was to provide technical degree
programs. Makerere University itself had its origins as a “technical college,” although it no
longer claims to be exclusively technical in orientation. Mbarara University of Science and
Technology is also a largely technological. In addition, two degree-awarding technical/
vocational institutions are included in the system: the Uganda Management Institute and
Makerere University Business School. These two, as their names indicate, are geared towards
the provision of business management skills.
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Polytechnic-type Institutions

Considerable horizontal differentiation is observed among the polytechnic-type institu-
tions in Uganda, though it should be kept in mind that Uganda has only one polytechnic.
In general, articulation among the different types of polytechnic-type institutions is poor.
Unlike in Kenya, no institutional isomorphism is apparent at this level.

Uganda, like Kenya, owes the existence of her non-university polytechnic-type insti-
tutions to Christian missionaries. The history of such institutions is linked to religiously
sponsored vocational training schools, which provided a cheap and affordable source of
technical labor for the development of the colony. Thus, some of these vocational training
institutions existed long before the country’s independence.

However, the formal and legal incorporation of polytechnics into the tertiary educa-
tion sub-sector is a relatively new development dating from 2001, when the government
passed the Universities and Other Tertiary Institutions Act. The Act provides the legal
framework for management and administration of higher education institutions in the
country. This is in addition to providing a legal basis for the expansion and quality control
of higher education.

Today Uganda has 1 polytechnic, 29 technical schools, 38 technical institutes, and 46
vocational training centers, plus a host of national teacher training colleges and special
training schools spread across the country. Interestingly, although the private sector owns
13 out of 17 universities, it has very little involvement at the polytechnic level.

Differentiation between Universities and the Polytechnic

A high degree of differentiation is found between the universities and the one national
polytechnic. The details of this are elaborated in the regional report. High differentiation is
found with regard to institutional mission and mandate, curricula emphasis, qualification
levels, admission criteria, range of fields of study, nature of research, staff qualifications,
etc. On this basis a few observations can be made.

All public universities in Uganda are established by an Act of Parliament. In addition,
each university has been created under its own Act of Parliament. The internal governance
of each university is managed by its Council and Senate in addition to student organizations.
Private universities, on the other hand, are both externally and internally governed. While
they have their own internal governance bodies similar to those in public universities, private
universities are also subjected to the rules and regulations set by the National Commission
for Higher Education (NCHE). Both the universities and polytechnics operate under the
oversight of the Ministry of Education and Sports. In this regard, the treatment of the private
and public polytechnics is not differentiated.

The Ministry of Education and Sports is responsible for the overall supervision and
regulation of the education sector in Uganda. It sets policies and monitors the standard of
the education in both public and private higher education institutions. The National Cur-
riculum Development Centre (NCDC) initiates, develops monitors, and evaluates the
existing and new curricular for primary, secondary, vocational, and technical schools. The
Uganda National Examination Board (UNEB), an independent professional examinations
authority within the Ministry, conducts national examinations at various levels.
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Articulation among Similar/Different Types of Institutions

In general, some articulation among universities and also between universities and the
polytechnic-type institutions can be found in Uganda. Before the Kyambogo polytechnic
became part of Kyambogo University, a degree of articulation between the universities and
polytechnics was present with respect to admission requirements. Three main criteria
apply to university admission: (i) direct entry, for immediate school leavers; (ii) mature
age, for those above 25 years and in the middle of their careers; and (iii) Diploma entry, for
diploma holders. For the Direct Entry level, a candidate is expected to have obtained prin-
cipal passes in Physics, Mathematics, Chemistry, and Economics. The Diploma Holder’s
admission requires Ordinary Technical, Surveying or Architectural Diploma with credit
passes and at least a Credit 3 pass in Mathematics for Engineering and Surveying, and in
Building Construction and Drawing for Architecture. This takes cognisance of relevant
polytechnic diplomas.

The other option available to polytechnic diploma graduates for gaining university
admission is the mature entry level. At this level, candidates who lack qualifications for the
above two entry options are considered on the condition that they possess relevant work-
ing experience in addition to passing oral and written examinations. For academic staff,
exchange programs enable university lecturers to provide teaching services in the poly-
technics and the vice versa. However, these services are provided on ad hoc basis as the two
institutions operate under different structural frameworks, including remunerations.

Conclusions and Challenges

A major challenge facing Uganda’s education system is that of institutionalizing relevant and
practical skills at all levels of the economy. Currently shortages of skilled labor, including
technical and managerial staff, are being met by foreign labor. Present initiatives to improve
skills availability include the rehabilitation of the Directorate of Industrial Training, which
is expected to strengthen the industrial and vocational training as well as improve industrial
management and productivity. Hopefully, the effort to restore practical skills will be informed
by the need to establish more horizontally and vertically differentiated institutions and better
articulation between them.

The university system in Uganda is beginning to acquire some elements of horizontal
differentiation with the establishment of two technically oriented universities, Mbarara
University and Kyambogo University. In addition, the emergence of private institutions
has introduced an element of differentiation though many are still small social science
institutions. In this context, Makerere University is the leading institution in terms of ver-
tical differentiation.

As in Kenya, Uganda faces the challenges of creating formal structures that would
enable credit transfer to universities for polytechnic graduates. In addition, the country still
requires a greater investment in the development of additional polytechnics in order to
cater for the presently unmet demand in technological education. This is especially urgent
following the merging of Kyambogo Polytechnic and the Institute of Teacher Education-
Kyambogo to create a technical university. In this sense, the creation of the new technical
university could result in the reduction of horizontal differentiation without necessarily
guaranteeing vertical differentiation within the new university.
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As in Kenya, Uganda needs to equip her polytechnic institutions with adequate facil-
ities if they are to contribute not only to the development of the country’s manpower needs
but also to the improvement of technical training. Better-equipped polytechnics would
hopefully yield more vertical differentiation.

A final challenge is the rapid “privatization” of higher education in Uganda. If poly-
technics that acquire university status follow the example set by universities in Uganda, tech-
nical education will also become quickly commoditized, and only available to those who can
afford it. Thus, it is advisable that any policy changes concerning the polytechnics be done
with caution, or else the technical development of the country may be sacrificed at the altar
of institutional self-sufficiency. In theory, privatization might result in more response to the
market, which might, in turn, result in more horizontal and vertical differentiation. But
again this is not guaranteed, especially in the context of widespread poverty.



CHAPTER 17

Zambia

Population

Tertiary graduates per 100,000
Tertiary gross enrollment ratio
Public universities

Private universities

Public polytechnics and
professional institutes

Private polytechnics and
professional institutes

Public post-secondary colleges
Private post-secondary colleges

Open university

National oversight body

National quality assurance agency
National qualifications framework
Comprehensive legislation

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:

Number:

Enrollments:
Enrollments:

11,668,000
222
1.7%

2
8,000

14
4,000

3
450

0

None

None

None

Universities Act of Zambia (1987)

Source: Lulat (2003).
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Background

Zambia, the former British colony of Northern Rhodesia and part of the Federation of
Rhodesia and Nyasaland, gained independence in 1964. Its estimated population of 10 million
consists of over 70 Bantu-speaking ethnic groups. Lusaka, the capital, hosts a population
of 2 million. Other major centers are Kitwe (500,000) and Ndola (400,000), located in the
country’s ‘copper belt.” Zambia is almost dissected at its centre by a thin portion of the
Democratic Republic of the Congo (DRC). The majority of the population and the country’s
economic resources are concentrated in the western part. The east, especially the northeast,
remains largely isolated. Around 44 percent of Zambians live in urban settings —a proportion
that is among the highest in Africa.

The mineral deposits in the copper belt—-among the richest in the world—are of over-
whelming significance in the country’s modern history. The belt extends from the DRC
into the central-western region and contains large deposits of copper, cobalt, and other
minerals. The country’s economy has been based almost entirely on mining. As a major
world supplier of copper and cobalt, Zambia earns 95 percent of its annual foreign
exchange from these two minerals alone. Copper prices remained high for the first decade
after independence, enabling substantial growth. But in the late 1970s, a decline in world
copper prices had a severe impact on the economy. Attempts to diversify agriculture and
to make the country self-sufficient in food have met with limited success. Still, About 70
percent of the labor force is engaged in (mainly subsistence) agriculture.

The Higher Education System'

The higher education system in Zambia comprises two public universities, the University
of Zambia and the Copperbelt University, and three public non-university tertiary institu-
tions. None of these correspond exactly to polytechnic-type institutions in other countries.
In addition, a small private sector is appearing.

The boundary between higher and further education at the level of institutions and
programs in Zambia is particularly unclear. It appears that at least some of the non-university
institutions offer both higher and further education programs. In the absence of a national
qualifications framework that might demarcate the boundaries between higher and further
education, clarification remains elusive. Encouragingly, the Zambian government is about
to consider the establishment of a National Qualifications Framework, under the auspices
of a National Qualifications Authority, to address these issues. Reportedly the lessons of
the South African experience in setting up its National Qualifications Framework will be
investigated. Whether articulation will be identified as a key means of enhancing access and
mobility within the system as part of this qualifications framework-as is the case with the
South African National Qualifications Framework—remains to be seen.

In addition to the two public universities, 16 mainly single-purpose colleges provide
vocational and professional training. Fourteen of these provide teacher-training (two for sec-
ondary teachers and 12 for primary teachers). The other two provide instruction in technical

13. The following sections are drawn largely from Lulat (2003).
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fields, business, and information technology (1 college), and in agriculture (1 college), both
the higher and further education levels. Of these, two teacher-training colleges, the agricul-
tural college and the technical college are affiliated to the University of Zambia. As part of this
arrangement, programs are accredited, assessment is conducted, examinations are moderated,
and teacher trainee practicals are overseen by the university.

According to Lulat (2003), Zambia possesses a developed further education sub-sector
containing approximately 50 colleges. These provide vocational training in occupational
fields such as agriculture, aviation, hotel management, catering, journalism, printing, applied
arts, business, nursing, teaching and technology. Overall enrollments are very low at around
8,500 nationally. Technical education is offered by means of four-year apprenticeships fol-
lowed by three-year alternating institutional and industrial training.

It is not clear why polytechnic-type institutions have not developed in Zambia. From
the available information, it may be the case that the application of the U.S. land-grant
model, with its relative emphasis on professional and practical training to some extent
accommodated the need for this vocational stream. In addition, the relatively well devel-
opment range of further education colleges may have had a similar effect. The lack of finan-
cial resources also obviously played a role.

Public Universities

The two public universities provide ‘traditional” higher education to about 8,000 students
in total. These are:

The University of Zambia. This institution was established in 1966 in the immediate
post-independence era. As Lulat (2003) reports, the founding vision of the institution was
influenced by the United States land-grant model. The chair of the university’s planning
committee, Sir John Lockwood, master of Birkbeck College, University of London, was a
strong proponent of this institutional approach. Following this model, the vision of the
university was focused on the needs of the emerging nation. In orienting itself towards local
development and the engagement of practical problems, it also reflected the idea of the
African ‘development university.” As a result, the institution, “departed considerably from the
earlier pattern of education planning that had characterized the Asquith university colleges”
(Lulat 2003). This meant that from the outset it awarded its own degrees (instead of being
an affiliated college of one of the colonial institutions such as the University of London),
set less stringent entrance requirements, and restructured undergraduate academic pro-
grams from the usual three-year British model to a four-year program in order to main-
tain standards. In this immediate post-independent period, the curriculum also included
mandatory African studies components in order to foster national identity. As a result, the
university “avoided the British tradition of single-subject honors in liberal studies in favor
of less specialized degrees characteristic of U.S. land-grant universities” (Lulat, 2003: 629).
This approach was based on the belief that graduates with a broad foundation were better
equipped to meet the demands of management and administration. Simultaneously,
emphasis was placed on professional training. One unintended consequence was to elim-
inate the performing arts.

In recent years, it appears that these development-oriented programs have received
less emphasis. As a result, the university has lost some of its distinguishing characteristics.
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Its current range of programs is a ‘traditional’ mix of formative academic education supple-
mented by professional training in specialized areas such as agriculture and veterinary science.

The Copperbelt University. The origins of the Copperbelt University (CU) can be found
in a 1979 plan to create a second national university consisting of a two new campuses to
be built at Solwezi in the in the North-Western Province and at Ndola in the Copperbelt.
The objective was to open access to higher education in these regions and to accommodate
enrollment expansion outside Lusaka, which could not cope with the projected growth.
Due to financial and logistic constraints, the Solwezi branch was never established. The sec-
ond institution was ultimately set up in Kitwe using the infrastructure of the Zambia Insti-
tute of Technology. Plans for the Ndola campus were abandoned and the Copperbelt
University was formally legislated into existence in 1987. In terms of its programmatic
focus, the second university represents a legitimate differentiation initiative in relation to
the existing University of Zambia. As Lulat (2003) explains:

“The curricular mission of the Copperbelt University was planned to be different to that of
the University of Zambia: it would train students in fields not yet on offer at the University of
Zambia (such as accountancy, architecture, and business administration). Today the university
includes the following four schools: Built Environment, Business, Forestry and Wood Sciences,
and Technology.

Public Non-University Institutions

Three institutions provide non-degree level tertiary qualifications in technical fields. These are:

Northern Technical College, situated in Ndola with enrollments of around 600, pro-
vides diplomas in various areas of engineering.

Evelyn Horn College of Applied Arts, established around 1960 in Lusaka with
approximately 1,000 full-time and part-time enrollments, provides diploma pro-
grams in a range of fields including music, pharmacy and information technology.
National Institute for Public Administration (NIPA), in Lusaka with enrollments
around 500, provides diploma level training for the diplomatic corps.

With the exception of NIPA, none of these institutions conducts any research. Teaching
tends to be practical-oriented. Two of the three are single-purpose institutions.

Private Higher Education

Private higher education is relatively undeveloped in Zambia. As Lulat (2003) suggests, this
is a consequence of both history and demand:

Historically, the British higher education model that the colonies inherited did not include a
tradition of private higher education (other than that provided by Christian missionaries),
and there does not exist a sufficient demand in Zambia to permit the entry of private higher
education institutions. Since government policy does not discourage private higher educa-
tion, it is likely that as demand for higher education builds, a private university may be estab-
lished, most likely by a religious foundation.
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This appears to be happening as in the case of the Northrise University, a joint US/
Australian initiative that offers a curious mix of religious and information technology pro-
grams. It is not yet a full-fledged university, but is applying to move in this direction. From
this and other cases it can be seen that, unlike South Africa, the Zambian government
places no regulation on institutional nomenclature. Public and private institutions are free
to use whatever name they feel reflects the status to which they aspire, including that of
“university.” A few private teacher-training colleges are in operation, three of which are
affiliated as indicated to the University of Zambia. One is an Islamic college. The Justo
Mwala Theological Collage is a private seminary, established in the mid-1990s with around
120 current students, that provides degree programs in theology.

Systemic Characteristics

Admission to the universities is highly competitive and is acquired by means of A-level
school leaving qualifications, with Science and Maths mandatory for admission to science
and technology fields. Access to the colleges is attained by means of O-level 3 merits and
3 credits plus passes in English and, for some programs, in Maths.

In terms of governance, the universities are established by individual acts of Parlia-
ment. Internal governance is the responsibility of the university councils, the appointment
of which is ratified by the minister. The non-university institutions are governed by inter-
nally appointed Boards of Management. The University of Zambia, with the Minister rat-
ifying recommendations from the university, oversees the appointment of teaching staff at
the non-university institutions.

Regarding government regulation, the higher education system in Zambia is lightly
steered. As in many small systems on the continent, political control is tightly maintained
while institutions enjoy a high level of academic freedom and institutional autonomy—as
long as the government does not feel threatened. Campus life at the university has, for a
long time, been characterized by both student and staff activism, which has led to numerous
stoppages and boycotts (Lulat 2003).

On occasions when government felt that staff and students had taken policy criticism
and activism beyond acceptable limits into the realm of opposition politics, it moved to
close the institution and expel students. According to Lulat (2003), the university’s con-
siderable early autonomy lasted until the passage of the 1999 University Act, which affords
the minister “sweeping powers, including the ability to bypass the university council and/or
the university senate at will” (Lulat 2003). Despite vigorous opposition and legal action, the
university community could not prevent it.

Government’s main regulatory lever is funding. The minister is formally empowered
to approve Council decisions and most of these are ratified without contention. The min-
istry’s principal role in decision-making is to check that due process has been followed
from the legal perspective. At times, friction has arisen around salary issues, with stake-
holders attempting to influence Council’s position by lobbying the ministry. The ministry’s
view is that a better balance between autonomy and regulation is desirable. This is neces-
sary to overcome resistance to change on the part of the universities so that the interests
the nation may be better served. For example, with regard to articulation, the ministry has
not pushed the universities to recognize college qualifications. The Education Permanent
Secretary represents the government on the University Councils. Consideration is currently
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being given to the establishment of a Higher Education Authority, the equivalent of a
Council on Higher Education.

Relations between the universities and colleges are maintained primarily through the
affiliation system. This means that relationships only exist between the universities and
those institutions with which they are affiliated. The affiliated colleges pay for this tutorial
relationship. Generally, the relationship is reported to be cooperative and “non-intimidatory.”
Quality assurance is one purpose of the affiliation system, with the University of Zambia
responsible for accreditation of courses and coursework, oversight of teaching practice, the
monitoring of examinations and marking, and in some cases, the exchange of academic
staff. In conjunction with the appointment of external examiners, this system appears to
be “working well” in the view of a main informant. More recently, it appears that the affil-
iation relationship as been reduced to fewer elements. As a result, the affiliation system is
reportedly weakening and involves less interchange. It now focuses largely on supervision.

Given the existence of just two public universities, there is no association of university
heads. However, two associations of college principals exist. One represents the teacher
training colleges and the other serves the two technical colleges. Their role is to champion
various policy initiatives on behalf of their constituencies and to make submissions to gov-
ernment and Parliament as part of the legislative process. Regular meetings with the min-
ister are held in order to discuss key issues and explore options.

Articulation and Interface between the University
and Polytechnic Sectors

Articulation between non-university polytechnic-type institutions and the universities is
very weakly developed in Zambia. The key obstacle in this is the lack of consistency between
the two-year college programs with their narrow vocational focus and the broad-based
four-year higher education ones. This is inconsistency is notable in view of the fact that
many of the programs are accredited by the university as part of the affiliation relationship.
As aresult, students who qualify with diplomas from the affiliated colleges and want to pur-
sue university degrees, do not achieve exemptions and have to start all over again. The con-
sequence is, as Lulat (2003:625) explains:

Student movement, in terms of admission, between the two sub-sectors is practically
nonexistent . . . [because] universities have no provision for recognizing coursework com-
pleters at any of these institutions, apparently for hear of diluting standards. While this fear is
not entirely unfounded . . . it has had the unintended effect of denying the further education
sub-sector guidance and influence that can help it raise its academic standards to levels that
can permit student interchange. A developing country needs this kind of structural flexibility
to maximize the use of its meagre educational resources.

Conclusions

Currently, the Zambian higher education system faces enormous challenges. It requires
expansion and further institutional and programmatic differentiation in order to fill
the polytechnic gap and better meet labor market and national development needs.
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The prospects for this remain remote, however, given the difficult financial constraints
which the country faces.

Inadequate public financing of higher education in Zambia produced very poor phys-
ical conditions. According to a news report at the time, members of a 1997 Commission
of Inquiry were horrified at the situation they encountered at one of the nation’s premier
technical training colleges. The following account provides some insight into the challenges
of providing training under these conditions (Africa News 1997, cited in Lulat 2003):

They were shocked when they were told students ate their meals while standing because the
dining hall had no chairs or tables. One member of the commission said he thought he had
entered a sports gymnasium. At the automotive workshop, students receive their lectures
while standing or sitting on the desks because the classroom did not have any chairs. The sections
had no running vehicle and most students graduated without running a motor vehicle engine.
Much of the equipment in the electrical workshops was bought in the 1930s and they [sic]
were not working properly.

This Commission recommended the upgrading of the six largest colleges in the country
into university colleges affiliated to the University of Zambia. Under current financial lim-
itations, expansion of this sort is not “even a remote possibility” (Lulat 2003). Financial
limitations aside, expansion cannot be condoned while educational quality in existing
institutions is declining. This decline is in itself the direct result of the brain drain, instances
of financial mismanagement, and a larger problem, persisting over the past 15 years, which
is the “tyranny of an ever-shrinking base of the financial resources that are needed to fund
teachers at morale-sustaining levels, physical plant and facilities, and above all adequate
supplies of consumables (from things as basic as chalk and textbooks to essentials as com-
plex as laboratory equipment, chemicals, and electricity and water” (Lulat 2003). Due to
these conditions, institutional expansion and differentiation are not possible. Thus, the
required degree of differentiation will have to come at the program level within the current
range of institutions.
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APPENDIX A

Research Methodology

Data for the study were gathered from the following international and regional sources:

1. A review of selected international literature identifying conceptual issues, interna-
tional trends, and possible lessons for Africa.
2. Regional data:

a)

Regional literature reviews: In the course of preparing the three regional reports,
the researchers gathered and analyzed relevant and available documentary sources
on differentiation and articulation in the selected countries. This included the
recently published Handbook of African Higher Education, UNESCO publications
and other sources. From this, the review section of this report, as well as the
annotated bibliography of selected sources, were constructed.

Primary data: The main sources of field data were selected key informants and
documents from among the following:

(i) Ministries of Education
(ii) National Commissions or Councils on Higher Education
(iii) Associations of heads of universities and polytechnics

(iv) Organized regional and national business, employers and professional
associations including Education International (EI)

(v) National and regional qualifications, accreditation and certification author-
ities, where they exist, for example, Conseil Africain et Malgache de
I’Enseignement Supérieur (CAMES).

(vi) Regional declarations (for example, Arusha) and regional bodies such as
UNESCO, SADC Vice-Chancellors, and the Inter-University Council for
East Africa (IUCEA)
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These data were obtained through a combination of methods, including targeted ques-
tionnaires and telephone interviews, which had been agreed upon by the researchers in an
initial workshop.

The regional data were analyzed separately by the three researchers. The regional
reports were then circulated to the research team and the WGHE co-ordinator for com-
ments. A second consultative workshop was held to consider the status of the data collec-
tion, to review draft reports and to refine the conceptual framework. Some gaps were
identified at this stage but due to a shortage of resources, it was not possible to fill them
through field visits, which would have been ideal. Consequently, attempts were made to
fill the gaps through additional telephone interviews.

The research findings were presented to the Steering Committee of the ADEA/WGHE
and to the General Conference of the Association of African Universities held in February
2005 at Cape Town, South Africa.



APPENDIX B

Selected Annotated Bibliography

Education: A comparative study of (binary) structures in nine countries. Den Haag:
Centre for Higher Education Policy Studies.

The term “binary” emerged in the 1970s to indicate that a higher education system is
divided into two sectors. At that time, the British system was often referred to as an exam-
ple of the binary model. Starting at the end of the 1960s the British higher education sys-
tem consisted of, a relatively autonomous university sector, and a predominantly public
controlled sector of higher education (polytechnics, colleges), distinct as regards control
and research function. In spite of distinctions between the two British sectors, the sectors
overlapped strongly in their educational functions.

The emergence of a binary system does not imply that the distinctions will or can be
maintained forever. Analyses have pointed out that governmental policies and other envi-
ronmental influences, as well as organizational strategies and behavior, have an impact on
the relationships between the different sectors (binary or otherwise) of higher education
systems.

Although there is no regulatory pressure to adjust higher education systems to Euro-
pean trends and standards, there are some indications that governments anticipate the
growing importance of Europe. Several governments have indicated that structural
changes in higher education systems have been inspired by the idea of not wanting their
systems to deviate too much from European trends.

Huisman, J., and F. Kaiser, eds. 2001. Fixed and Fuzzy Boundaries in Higher
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Size of the Sectors

Figure 1.1. Distribution of Student Population by Type of Institution (1996, Headcount)
University % Non-university %

Austria 231311 98% 3756 2%
Denmark 52004 30% 123955 70%
Finland 137173 76% 44339 24%
Flanders 58467 38% 94140 62%
France 1132888 58% 834854 42%
Germany 1395386 76% 442018 24%
Netherlands 165880 37% 278253 63%
Sweden 441069 100%

United Kingdom 1392607 100%

Admission

The Dutch higher education system makes a clear distinction between those admitted to
higher vocational education and those admitted to university. Two different routes in sec-
ondary education (HAVO/MBO and VWO) prepare students for training at hogenscholen
or university respectively. The situation in Germany largely corresponds with that in the
Netherlands. The Fachhochschulereife allows students to be admitted to a Fachhcochschule
but not a university. A Hochschulreife permits students to go to both a Fachhochschule and
a university. The systems in Austria, Flanders and Sweden all generally have the same
admission requirements for the different higher education sectors. A general secondary
education certificate admits students to different forms of higher education. Denmark,
France and the United Kingdom have additional requirements for entry into universities.
The councours in France and A-levels in the United Kingdom.

Vocational as Opposed to Academic

On the whole the university sector emphasizes academically-oriented courses and the other
sector frequently place more emphasis on vocationally-oriented courses. However many
establishments in the university sector also provide vocationally-oriented courses.

Doctorates

The possibility of studying for a doctorate is the sole preserve of the university in practi-
cally all countries. This does not mean that the only candidates admitted are those with a
university (Master’s) degree.

Kivinen, O., and R. Rinne. 1996. “The Problem of Diversification in Higher Education:
Countertendencies between divergence and convergence in the Finnish higher education
system since 1950s.” In Meek, et al. The mockers and mocked: Comparative perspectives on
differentiation, convergence and diversity in higher education. Oxford: Pergamon.
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Gender remains an important factor in educational choices. For instance, the male
domination in technical fields of study and the female domination in caring fields have
both remained more or less in tact. If education is examined as a hierarchy, then we find
more clearly, than before, that the middle echelons are occupied by women. At the very
top of the hierarchy, men continue to dominate, in numerical terms, postgraduate studies
at university level. On the lower levels of the hierarchy, men also constitute the clear major-
ity on the shortest and most practically oriented pathways, leaving them often with only
basic schooling.

In the USA systematic diversity has always been regarded as a guarantee of excellence
and the precondition for higher education to respond flexibly to the needs of society. A
standardized higher education system is incapable of adequately responding to the educa-
tional needs of both the elite and the masses. Mass systems must be more differentiated
than elite ones as they absorb a more heterogeneous clientele, respond to new demands
from the labor market, and attempt to cover a wider range of knowledge. A system of elite
higher education without the balancing force of mass higher education would not be polit-
ically or socially viable; a system of mass higher education without the academic models
and values of elite institution would be unsound educationally and politically.

Morphew, C.C. 2000. “Institutional diversity, program acquisition and faculty members:
examining academic drift at a new level.” Higher Education Policy 13:55-77.

The diversity of higher education state systems is an indicator of their quality and abil-
ity to meet changes in student population. As the needs of regions and students change,
diverse institutions and systems can meet the changing needs of their population, and pro-
vide comprehensive education in a high quality fashion. Academic drift, because it reduces
the diversity of institutional types within a higher education system, impacts negatively
upon the programmatic diversity of a system. Academic drift is also an indicator of a higher
education’s system’s relative inefficiency.

Meek, V.L. 2000. “Diversity and marketisation of higher education: incompatible concepts?”
Higher Education Policy 13:23-39.

A number of factors have encouraged if not forced governments towards a market
orientation for higher education, including;

The substantial costs associated with mass higher education, which have led to a
concern by government to realize more value per dollar committed in this sector.
A clear expectation by government that the higher education sector is more closely
tied to the national economy—>both in terms of meeting national labor market needs
and also through the commercialization of its research and teaching activities.

As a larger proportion of the population expresses an interest in participating in
higher education, inevitably, higher education also becomes more of a political issue.
Due to an ageing population, the social service burden on the national treasury is
rising dramatically, which is coupled with pressures to cut government expendi-
ture and to demand greater efficiencies from public sector institutions.

In all industrialized countries, traditional manufacturing industries are being
replaced by the so-called knowledge processing sector, of which higher education
is an integral part.
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These factors are not peculiar to any one country, but are in fact part of a much broader
process of economic globalization. This has resulted in a fundamental and political redef-
inition of the social value of public service in general and of universities and education in
particular. Moreover, the mission of the university is thus increasingly understood as that
of being “accountable” to those who pay for it, whether these are understood to be large
corporations, individual taxpayers or even students.

A number of countries, such as Australia, New Zealand and the United Kingdom
have increasingly relied on market competition to achieve many of their higher educa-
tion policy objectives, including that of diversity. But in terms of extremes, there are two
possible institutional responses to increased market competition: institutions can diver-
sify in an attempt to capture a specific market niche, or they can imitate the activities of
their successful competitors. There are two crucial factors influencing the direction of
higher education diversity: (1) the way in which governments structure the policy envi-
ronment and (2) the relative power of academic norms and values within higher educa-
tion institutions.

Neave, G. 2000. “Diversity, differentiation and the market: the debate we never had but
which we ought to have done.” Higher Education Policy 13:7-21.

Differentiation through setting up an alternative sector to the university was most def-
initely market related. But it was a determination as perceived and mediated by govern-
ment, rather than a process determined by institutions of higher education acting on their
own initiative. Second, if binary institutions were alternatives to university, they were also
auxiliaries and were seen as acting in a complementary capacity to the university. Some
scholars have seen this particular arrangement as a policy of deflection. That is, an attempt
to preserve that traditional function of the university to supply the cadres for the public
sector whilst putting upon short cycle higher education the responsibility for meeting
changes in skills demanded at a lower level and in the short and medium term by the pri-
vate sector. If we retain this interpretation, then clearly institutional segmentation had the
unavowed purpose of channeling mass demand away from the historically elite sector and
placing the main burden of acting as the receptacle for mass higher education upon non-
university institutions.

Why then did the deflection through differentiation fail? And what were its conse-
quences? The drive to mass education in Western Europe was almost wholly the product
of state intervention. It was accomplished almost wholly by institutions public in nature.
In Norway and Britain, the phenomenon of academic drift swiftly turned them aside from
their original mission. Institutions supposedly differentiated from the university, sought
for reasons of prestige and standing, to emulate and literally to reproduce their elders if not
their betters.

Diversity (the condition) diversification (the process) and differentiation (the out-
come) as I pointed out at the beginning of this paper, carry with them very special views
on what ought to be proper relationship between government, higher education and soci-
ety, just as, on a broader plane, they also represent a particular vision of the relationship
that ought to exist between the local and the national communities.

Gamage, D.T. 1993. “The reorganization of the Australian higher educational institu-
tions towards a unified national system.” Studies in Higher Education 18(1):14.
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In the Australian context, when one refers to the binary system, it means the division
in the higher education system known as the university sector and CAE sector. This was a
direct consequence of a 1965 report of the committee of inquiry into the future of tertiary
education (Martin report). A new sector was created by bringing together a disparate group
of largely single purpose institutions including teachers’ colleges under the umbrella title
of “Colleges of Advanced Education” (CAEs). Two funding systems were introduced to be
administered by two separate commissions supported by two sets of legislative enactments.
In 1975, the binary system’s structure was weakened with the establishment of a single
commission the Commonwealth Tertiary Education Commission (CETC). Yet, two dif-
ferent councils were established under the CETC to recommend funding to two sectors.
Once again, this position was further weakened in1985, when the councils were reduced
to advisory status.

In the meantime, the academic program offered by CAEs were strengthened, Some
went to the length of introducing postgraduate programs, including the enrollment of PhD
students leading to involvement in research projects. There were many developments,
which further blurred the distinction between the two sectors. Professional programs
except in medicine, veterinary science, and law came to be offered in both sectors. Thus by
1987, the only apparent difference was that universities received funds for research whereas
CAE:s did not. This situation became a focus for debate between the two sectors. The uni-
versities highlighted their excellence in research, while CAEs emphasized their growing
research capacity, as it was depicted as the only difference.

Barnett, R. 1990. The idea of higher education. Suffolk: Open University Press.

Higher education in the UK was provided almost entirely by universities. However,
the last 25 years have seen first the establishment and then the development of a system of
higher education in non-university institutions, principally the polytechnics, but also a
large number of other institutes and colleges of higher education. In terms simply of num-
bers of undergraduates, the polytechnics and colleges sector now cater for about 40 percent
of students on undergraduate and postgraduate courses.

The Value Background of Higher Education

The pursuit of truth and objective knowledge.
Research

Liberal education

Institutional autonomy.

Academic freedom

A neutral and open forum for debate
Rationality

The development of student’s critical abilities.
The development of the student’s autonomy.
The student’s character formation.

. Providing a critical centre within society.

. Preserving society’s intellectual culture. P.9
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Altbach, P.G. 1999. “Thelogic of mass higher education.” In I. Fagerlind, I. Holmesland,
and G. Stromqvist, eds., Higher Education at the Crossroads: Tradition or Transformation?
Stockholm: Institute of International Education.

There are a number of approaches to differentiation of higher education worldwide.
A few examples will illustrate patterns. In the United States, higher education does show
differentiation of public higher education within states. While California is the best known
and perhaps the most effective example of a state-wide system planning in the public higher
education sector, multi-campus systems exist in almost every state. The traditional American
pattern of boards of trustees and a strong president accountable directly to the trustees
is generally compatible with the expansion of universities. The Dutch have pioneered the
trends that will likely occur in other countries: enhancing the influence of the administra-
tion, requiring greater direct accountability to government, the diminishing of professional
power and the elimination of meaningful student participation in governance. Changes in
the British Higher education system during the Thatcher regime in the 1980s also brought
significant alterations in governance. Higher education was made more directly account-
able to government with the abolition of the University Grants Committee, and the elim-
ination of the “binary” system of universities and polytechnics created by the Robbins
Commission eliminated so that both sectors are now the same and can compete. P 105/106.

Ross, A. 2003. “Access to higher education: Inclusion for the masses?” In L. Archer, M.
Hutchings, and A. Ross, eds., Higher Education and Social Class: Issues of exclusion and
inclusion. London: RoutledgeFalmer.

The effects of the binary policy. First, the sector as a whole increased in size much faster
than the Robbins Committee had predicted. Second, the rate of increase was particularly
marked for women students, who were staying on in sixth-form education, achieving two
or more A levels, and entering university at a higher rate of increase than male students.
Third, the public sector, particularly the polytechnics, expanded at a very much faster rate
than had been predicted or planned. However, at the same time, they were changing in ori-
entation and mission from Crosland and Weaver’s vision towards a rather more conven-
tional from of higher education; academic drift set in fairly rapidly after designation. The
consequence of this was that the student populations and the courses in the university sec-
tor and the polytechnic sector were not as distinctive as they might have been.

Rothblatt, S. 2000. “A Connecticut Yankee? An Unlikely Historical Scenario.” In P. Scott,
ed., Higher Education Re-formed. New York: Falmer Press.

The second feature was differentiation by function and mission, a mix of institutes,
research centers, colleges, universities and professional schools that in the 20th century
would be discussed as parts of a national system of higher education. Differentiation by
function in the United States meant wide variation in admissions and degree standards,
the purpose of which was to provide different educational experiences and life chances
for different populations. Differentiation by mission also inevitably produced a ranking
system or pecking order of institutions, contending in the marketplace for brand name
recognition. A historian might conclude that such an outcome was deliberate and virtu-
ally designed.

The heterogeneity of the American population, its religious and ethnic divisions, the
importance oflocal and regional factors, the absence of inherited social class and aristocratic
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institutions, and the development of private sector of higher education led rapidly in the
19th century to a multiplicity of colleges and universities geared to niche marketing. Com-
prehensive university??

Bazan, B.C. 1998. “The original idea of the university.” In D.L. Jeffre and D. Manganiello,
eds. Rethinking the future of the university. Ottowa: University of Ottawa Press.

The medieval uniuersitas was born as a result of the corporate effort of people who had
as a goal the preservation, development and dissemination of scientific knowledge cultivated
for its own sake, and who saw in collegiality the best means of attaining this goal. As a com-
munity it was not exclusive, it welcomed candidates from every sort of background, it pro-
vided its own representatives and directors, and asserted itself before external powers in
demanding necessary privileges and rights for the exercise of a common vocation.

Altbach, P.G. 1998. Comparative Higher Education: Knowledge, the University and
Development. Hong Kong: Comparative Education Research Centre.

The present international educational equation has certain institutional and intellectual
“centers’ that give direction, provide models, produce research, and in general function as the
pinnacles of the academic system. At the opposite end of the spectrum are universities that
are “peripheral” in the sense that the copy developments from abroad, produce little that
is original, and are generally not at the frontiers of knowledge.

The central institutions are research-oriented, prestigious, and part of an international
knowledge system. Their libraries are large and their laboratories well equipped. The cen-
tral institutions have access to the bulk of research funds, produce a high proportion of the
doctoral level research degrees.

Peripheral universities, which are in the large majority, are basically distributors of
knowledge, mainly through the training of students and to some extent through the repli-
cation of research developed at the centers. They have less distinguished and supportive
traditions.

Third world universities are without exception peripheral institutions in an interna-
tional context. The often lack an orientation toward scholarly production.

The role of universities in the Third world is complicated and diverse. It is difficult to
generalize because of variations in colonial development, economic and political realities,
and divergent conceptions about the role of higher education in modernizing societies.

Third world nations are basically consumers of knowledge, dependent on industrialized
nations for research, interpretations of scientific advances, and, in general, information.

Jarvis, P. 2001. Universities and Corporate Universities. London: Kogan Page.

Given that universities do not exist in splendid isolation from the pressures of the ‘real’
world, and that they are no longer ivory towers, . . . Universities have tried to respond to
some of the social pressures of globalization, but with limited success. Their response has
appeared to be almost unreflective, since the do not seem to know what the university is
any longer. That is, they almost automatically respond to the pressures of social change.

Ball, C., ed. 1989. Higher Education into the 1990s. Stratford: Open University Press.
The role of research is also a problem. In an elite system of higher education it is possible
to arrange for all teachers to be funded for a dual role, the education of students and the
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pursuit of fundamental research. In a popular system of higher education, that is neither
possible nor sensible. There is no logic in the assumption that the scale of fundamental
research must be determined by the scale of higher education.

Van Vught, F., M. Van Der Wende, and D. Westerheijden. 2002. “Globalisation and
internationalisation: policy agendas compared.” In J. Enders and U. Fulton, eds., Higher
Education in a Globalising World. Dordrecht: Kluwer Academic Publishers.

There is a growing and diversifying demand for higher education in countries with an
adequate national higher education infrastructure; and established universities in western
countries, motivated by decreasing (national) funding for higher education to search for
new markets to supply, have perceived this demand as opening up opportunities which
they are actively exploring. This process is also driven by the liberalization of educational
markets through initiatives of the World Trade Organisation (WTO), in particular the
General Agreement on Trade in Services (GATS). In the GATS negotiations, there is an
agreement to classify primary and secondary education as public consumption goods, with
predominantly public rather than individual benefits. However, or higher education, he
balance of public and individual benefits is often seen by educational economists a leaning
more towards the individual side. Overtly the U.S. proposal is to “create conditions favor-
able to suppliers” in the area of job-oriented “training services” and educational testing
services, but the fear seems to be that in this way the whole higher education system sector
will be opened up to globalized trade. In addition the globalization process is being facili-
tated by information and communication technology (ICT), which is increasingly used to
reach out to distant students who are interested in earning a foreign degree while staying
in their own country.

It is generally agreed that the sharp increase in the international mobility of students
since the early 1990s demands more sophisticated methods for both academic and profes-
sional recognition of foreign qualifications. In response to this problem, the Lisbon Con-
vention on the recognition of academic qualifications was signed in 1997, and various
international or global professional organizations have internationalized their procedures
for accreditation of higher education programs.

Teather, D.C.B. 1999. Higher Education in a Post-Binary Era. London: Jessica Kingsley
Publishers.

In 1965 in Australia, in 1967 in Britain and in 1971 in Hong Kong, governments in each
of these jurisdictions adopted binary policies of higher education. Such policies assume sep-
arate roles and responsibilities for universities on the one hand and for non-university or
“public-sector” institutions of higher education on the other. Binary policies were adopted
in Australia and Britain at a time of considerable expansion of demand for higher education.
By designating a distinct group of non-university institutions as providing genuinely “higher”
education, the governments of the day were able to channel a significant proportion of the
expansion into these institutions. This had the effect of permitting the universities to retain
their former elite characteristics to greater extent than would otherwise have been possible.

Beginning of 1987 in Australia, 1991 in Britain and 194 in Hong Kong, the binary lines
were repositioned. In England and Wales all the former polytechnics adopted the univer-
sity title. In Australia, where the CAE sector contained a greater diversity of institutions,
restructured into universities. The number of universities approximately doubled. P.19
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Weber, L.E. 1999. “Survey of the Main Challenges Facing Higher Education at the
Millennium.” In W.Z. Hirsch and L.E. Weber, eds., Challenges Facing Higher Education
at the Millennium. Oxford: Pergamon Press.

The changing environment: Globalization, the influence of technology

Missions: Responsive and responsible universities; the changing shape of research
universities; emergence of competitors to traditional universities.

Students and Teaching:

The academic profession: the changing role of teachers; tenure; developing a new
generation of staff.

Higher education finance: securing revenue; reducing costs.

Governance:

Rhodes, F.H.T. 1999. “The New University.” In W.Z. Hirsch and L.E. Weber, eds., Chal-
lenges Facing Higher Education at the Millennium. Oxford: Pergamon Press.
Characteristics of the new American University:

Institutional autonomy, lively faculty independence and vigorous academic freedom,
but strong, impartial, public governance and decisive, engaged presidential leadership.
Increasingly privately supported, but increasingly publicly accountable and socially
committed.

Campus-rooted, but internationally oriented.

Academically independent, but constructively partnered.

Knowledge-based, but students-centered; research-driven, but learning-focused.
Technologically sophisticated, but community dependent.

Quality-obsessed, but procedurally efficient.

Professionally attuned, but humanely informed.

Ogawa, Y. 2002. “Challenging the traditional organization of Japanese universities.” In
P.G. Altbach and Y. Ogawa, eds., Higher Education in Japan. Reform and Change in the
21st Century. Boston: Centre for International Higher Education.

Universities have separated teaching and research undertakings. Universities regard both
undergraduate and graduate schools as pure teaching organizations, and have additionally
built research organizations to which faculty members belong. While research organiza-
tions tend toward fraternization in the nature of their inquiry, teaching organizations offer
appropriate organized knowledge (curricula). In a traditional system, a research organiza-
tion had to be changed at the same time a teaching organization was changed because both
were unified. This was at times problematic because new research activities were not always
relevant to the set teaching and training curriculum and would therefore be thwarted. To
avoid this conflict, teaching and research functions were separated. P. 96

One of the characteristics of recent reforms in Japanese higher education is the trans-
formation from scattered independent organizations to loosely coupled systems. P 100.

Smith, A., and F. Webster. 1998. The Post-modern University: Contested Visions of
Higher Education in Society. Suffolk: Open University Press.
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The expansion has been accompanied by a squeezing of resources, as is now widely
acknowledged, and this has manifested itself in growing students poverty, declining acad-
emic salaries, falling academic social status, and in the increasingly shabby fabric of uni-
versities themselves. With the growth in student numbers has come a devaluation in the
currency of a degree, with graduates no longer feeling confident of achieving high salaries
and high status in later life. And alongside this decline have come the charges that stan-
dards are declining and that universities are awarding dummy degrees.

Once upon a time the head of a university would be an academic, chosen as the
primus inter pares of scholars. Today, the typical managerial figure in a university is the
chief executive/vice chancellor, brandishing a strategic plan and without high-level academic
achievements of his own.

Buaman, Z. 1998. “Universities: Old, New and Different.” In A. Smith and F. Webster, ed.,
The Postmodern University? Contested Visions of Higher Education in Society. Suffolk:
Open University Press.

It has often been said that the function of universities is not to swim with the tide but
to go against it. It is this conviction that underlines the many accounts of the university that
stress its maintenance and enrichment of a certain high culture against the encroachment
of business, politics and daily life. This line of defense is no longer tenable. An elitist con-
cept is perfectly acceptable in an elitist society. Such is no longer the case in contemporary
society.

Afeti, G. 2003. “Promoting Change and Innovation in Tertiary Education: The expe-
rience of HO Polytechnic, Ghana.” Presented at the Regional Training Conference on
“Improving Tertiary Education in Sub-Saharan Africa: Things That Work!,” Accra,
September 23-25.

The Ho Polytechnic (previously known as the Ho Technical Institute) was established
in 1968 as a post primary technical school offering courses in the fields of building con-
struction, commerce and engineering under the general supervision of the Ghana Educa-
tion Service. In 1993, following the publication of the Government’s White Paper on the
Reforms to the Tertiary Education System (1) , and the promulgation of the Polytechnic
Law (2), the Ho Polytechnic was upgraded to the stats of a tertiary institution. The Poly-
technics are to provide tertiary-level courses in the fields of manufacturing, commerce, sci-
ence, technology, applied social science, applied arts and other such areas that may be
determined by the authority for the time being responsible for higher education.

Mamdani, M. 1994. “A Reflection on Higher Education in Equatorial Africa: Some
Lessons for South Africa.” Presented at the conference on “The Future Role of Univer-
sities in the South African Education System,” July 29-30.

Statism emerged as a powerful current in this context precisely because the claims of
the nationalist state were not just developmentalist, but also equalizing. It was a claim with
great resonance in he society at large, particularly amongst the middle classes and the edu-
cated strata.

Soon, in the name of accountability, the state altered the mode of governance of uni-
versities. Collegiality was replaced with bureaucracy, and per review by management. Dera-
cialization and democratization?
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The supreme irony of the African university in the aftermath of independence was that
we were all in favor of maintaining standards, almost at any cost. . . . To maintain quality,
the new universities be tied to standards as defined by the University of London. In turn, the
Senate of the University of London agreed to work out a new special relationship with the
new African universities.

Atchoarena, D., ed. 1996. The financing and management of vocational education and
training in Eastern and Southern Africa. UNESCO: International Institute for Educa-
tional Planning.

The national polytechnics are institutes of higher learning whose main function is
to produce skilled middle- and high-level manpower for Kenya’s various sectors of the
economy, and for the provision of further training opportunities in technical education.
National polytechnics offer diversified curricula at diploma and higher national diploma
levels.

At present there are three national polytechnics. The total student enrollment is 9,031
students, undertaking various courses in building and civil engineering, surveying and
mapping, applied sciences, business education, chemical engineering etc.

The Kenya Technical Teachers College was established to meet the need for teachers
in technical and business education.

Task Force on Higher Education and Society. 2000. Higher Education in Developing
Countries: Peril and Promise. Washington, D.C.: The World Bank.

While horizontal differentiation is driven by increased demand for higher educa-
tion, vertical differentiation is a reaction to demand for a greater diversity of graduates.
Today’s developing economy needs not only civil servants, but also a whole host of other
professionals such as engineers, pharmacists, and computer scientists. Higher education
institutions are adapting and new ones are emerging to provide training and credentials
in new areas.

Provincial and regional universities often produce the majority of a county’s gradu-
ates and tend to lie at the heart of the system’s expansion. Some institutions offer two-year
tertiary level degrees, much like community colleges in many developing countries. Free
standing professional school—provide training in fields such as law, medicine, business,
and teaching.

A stratified system is a hybrid that marries the goals of excellence and mass education,
allowing each to be achieved within one system and using limited resources. A stratified
system comprises one tier that is oriented toward research and selectivity and another that
imparts knowledge to large numbers of students.

Mazimhaka, J., and G.F. Daniel. 2000. Post Genocide Restructuring of Higher Education
in Rwanda: An Overview. Ghana: AAU Occasional Paper.

In South Africa, the Technikon, which used to be restricted to diplomas only, now
also awards degrees up to post-graduate level. Typically, in South Africa, one comes across
a university graduate in engineering who wants to enroll at the Technikon if he wants to
enhance his or her practical skills. Although the practical orientation of the Technikon’s
programs gives the diplomate an advantage in seeking initial employment, the theory-
oriented university training will also come in useful when the recently employed competes
for advancement. Movement across institutions of higher education from polytechnic to
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university is no longer unidirectional and indeed as in South Africa, the reverse is also
quite possible.

Maliyamkono, T.L. “Higher Education in Eastern and Southern Africa.” Prospects
21(3):352-62.

After independence, African universities sought to include disciplines formerly offered
in Europe, as well as programs such as those covering the concepts of education and pro-
duction, with then main objective of linking theoretical knowledge and practical work in
the consciousness of students. A deliberate shift from the emphasis on traditional disci-
plines of education, engineering, agriculture, general arts and science, medicine, law and
commerce was also made. Students can now choose from degree programs in areas such
as social work, journalism, surveying and photogrammetry, food science and technology,
design and dentistry. In most cases, these new programs reflect perceived national man-
power needs and changing technology requirements.

Moses, O. 2000. “Costing and Financing Higher Education for Development in Sub-
Saharan Africa: Kenya’s Case.” International Education E-Journal 4(3).

The model of the European research university, with its one-tier program structure,
has proven expensive and inappropriate in Kenya and most other developing countries.
Increase differentiation in higher education, or the development of non-university insti-
tutions and encouragement of private institutions, can help meet the growing demand for
higher education and make higher education systems more responsive to changing labor
market needs.

Non-university institutions include polytechnics, short-cycle professional and tech-
nical institutions, village/community colleges, and distance education. Their low cost pro-
grams make them both attractive to students and easier for private providers to set up. In
the most successful cases, non-university institutions offer training that responds flexibly
to labor market demands and can be linked with university programs through appropri-
ate transfer mechanisms such as credit systems and equivalency provisions. However, in
Kenya, there is no clearOcut credit system program that links these non-university higher
education institutions with universities. Hence, the general community views those in
these colleges as failures who will never have a chance for a university degree.

Pratt, J. 2000. “Sustaining ‘Technological Universities: The British Experience.” Con-
ference paper.

Although, in the end, the polytechnics succumbed to the temptation to acquire con-
ventional university titles in 1992, by the time they did so, the universities also were sig-
nificantly different from the institutions they were in 1965 when the binary policy was
inaugurated. They too had begun to recognize the importance of a vocational emphasis, to
accept students with a wider range of entry qualifications, to offer greater choice through
modular courses and a greater concern for the student’s learning. It became possible to talk
of “vocational drift” of the universities as much as academic drift of the polytechnics, and
of a blurring of the boundaries between the sectors.

Sutherland-Addy, E. 1993. Revival and Renewal: Reflections on the creation of a system
of tertiary education in Ghana. Washington, D.C.: The World Bank.

The framework to be used was a network of tertiary institutions offering certificates
and diplomas, with institutions such as polytechnics upgraded to eventually provide them
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with the capacity to offer degrees to a restricted number of candidates. These institutions
were believed to have the advantage of being able to quickly adapt courses in response to
the job market.

Brown Sherman, M.A. 1993. Building Consensus for Higher Education Reform in Africa:
Some Reflections. Washington, D.C.: The World Bank.

Africa has a marginal place in the global economy. Africa’s universities are part of an
international academic system and are “peripheral” to that system. One consequence is the
considerable intellectual dominance, which impinges on the continent. In line with this is
the large amount of research related to the continent done by academics and universities
foreign to the continent.

There can be no real consensus for higher education reform without a focus on non-
university institutions. The tendency to regard as inferior these institutions, which are
mainly involved in teacher education, technological or vocational specializations must be
eschewed. It hardly needs to be reiterated that Africa is short of skilled persons in educa-
tion, the sciences and technology. The teachers and the facilities for training such persons
should be wisely used. Consultations are needed between the universities and other higher
education institutions in order to weigh the strengths of these institutions and to consider
such possibilities as transfer of credits, sharing of facilities, and even joint programs, where
feasible.

Saint, W.S. 1992. Universities in Africa: Strategies for Stabilization and Revitalization.
Washington, D.C.: The World Bank.

For governments who would like to expand access to higher education without prompt-
ing proportional growth in public sector budgets for education, system differentiation pro-
vides a solution. “The most effective approach is an institutional diversification strategy
whereby the social demand for higher education is managed through the development of
a variety of lower cost alternative institutions differentiated in terms of missions, function
and modes of delivery.

A differentiated higher education system might include some or all of the following
types: traditional colleges and universities, community colleges, polytechnics or technical
institutes, adult or continuing education programs, productive sector training programs
and distance learning programs.

When higher education systems are more differentiated, they can accommodate a
larger and more diverse student body in cost-effective ways. Continuing education and in-
service training programs enable workers to upgrade their professional skills and improve
their earning capacity.

In Africa, system differentiation is generally at an intermediate stage. Polytechnics are
frequently found and teachers colleges are common, but tend to be accorded a clearly infe-
rior status by students and governments.

Even where higher education systems are differentiated as institutional missions, they
are rarely differentiated in their financing. African institutions/systems of higher educa-
tion receive 85 percent or more of their funding from government.107-108.

AAU and the World Bank. 1997. Revitalizing Universities in Africa. Washington, D.C.:
The World Bank.
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The case for greater diversification of tertiary institutions is both educational and
financial. Traditional university programs do not meet the educational needs and situa-
tions of many of the aspiring students, for whom other kinds of courses are more suitable.
When the tertiary system is founded on some degree of cost sharing, and when student
mobility among the different programs is assured, this approach maximizes enrollments
per unit of public expenditure. In this context, the potential of distance learning deserves
to be explored much more actively in Africa than it has been to date.
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