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THE WORKING GROUP ON HIGHER EDUCATION

The Working Group on Higher Education (WGHE) was founded in 1989 as an informal network
to strengthen collaboration among African governments, development partners and tertiary
education institutions to improve the effectiveness of development assistance and more broadly,
to support the revitalization of African universities, polytechnics and teacher training colleges.

Participants include development agencies supporting higher education in Africa, national
higher education oversight bodies, ministries of education, and a number of African tertiary
institutions.

For further information, contact:

The Co ordinator

WGHE

E-mail: secgen@aau.org
Info@aau.org

THE FOUNDATION PARTNERSHIP

The Partnership for Higher Education in Africa is an initiative of Carnegie Corporation of New
York, The Ford Foundation, the John D. and Catherine T. MacArthur Foundation, and the
Rockefeller Foundation. Launched in May 2000, the Partnership represents both a belief in the
importance and viability of higher education in Africa and a mechanism to provide meaningful
assistance to its renaissance. For the presidents of four major US foundations to articulate their
faith in Africa is significant and it made an impact. Interest in African universities is greater today
than it was in May 2000; the creation of the Partnership is frequently referred to when African
universities come up for discussion. Thus, the Partnership has contributed both to a resurgence of
commitment to higher education in Africa and a concomitant expectation that benefits will

accrue to African universities.

For further infonnation about the Foundation Partnership, contact:

Facilitator

Partnership for Higher Education in Africa
New York University

Steinhardt School of Education

239 Greene Street, Room 317

New York, New York 10011, USA

Telephone: 1-212-998-5514
Fax: 1-212-995-4047

Email: llevev@foundation-partnership.org

Web site: http://www.foundation-Partnership.org/index.php
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Foreword

In the year 2000, the Partnership for Higher Education in Africa
comprising the Ford Foundation, Rockefeller Foundation, Carnegie
Corporation, and MacArthur Foundation invited the Working Group on
Higher Education (WGHE), constituted under the Association for the
Development of Education in Africa (ADEA); to submit a funding proposal
for a regional survey of higher education innovations in Sub-Saharan
Africa. The proposal was submitted and subsequently funded by the
Partnership. Shortly thereafter, the WGHE formed a research team of four
senior African scholars with expertise in higher education issues to
undertake the proposed study.

The research team consisted of George Subotzky from the University of the
Western Cape, South Africa, who conducted the study in the Southern
Africa region; N'Dri Assie’ Lumumba from Cornell University,
USA/Universite® de Cocody, Cote d'Ivoire, who did the study in the
Francophone region; and Njuguna Ng'ethe from the University of Nairobi,
Kenya, who was responsible for the Eastern Africa region. The team was
later joined by Esi Sutherland Addy from Ghana, who did the Ghanaian
case study. Five other individuals deserve mention for their role in the
execution of the study: William Saint and David Court, both at the World
Bank during the time of the study, for their key role in conceptualizing and
coordinating the study; Tracy Bailey who carried out the literature review,
Marieme Lo who did some initial work on the literature review and Alice

Sena Lamptey who assumed responsibility for the coordination of the
ADEA/WGHE.

The WGHE proposal anticipated several outputs, among them, regional
reports on innovations in Francophone Africa, Eastern Africa, Southern
Africa and Ghana; and a final synthesis report based on the sectoral
reports. The regional reports were produced by team members accordingly,
following which the synthesis report was drafted and finalized by one of the
team members, Njuguna Ng'ethe. The draft was then subjected to both
intensive and extensive consultations among the team members before
finalization. The exercise of preparing the synthesis was itself also only
part of a much longer process, which is described in the next section of this
report.
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Chapter One

INTRODUCTION/BACKGROUND
1.1 Introduction

The last few years have witnessed renewed interest in higher education in
Africa after nearly a full generation of neglect or at best episodic attention
championing isolated elements of university life, such as strategic
planning. This attention is mostly coming from external development
agencies, which suggests that African governments are still not in a
position to do much about this sector, faced as they are with more urgent life
and death issues, such as HIV/AIDS, and escalating poverty levels, all of
which have threatened to make higher education look very much like a
luxury.

This report is a part of this renewed interest in African higher education.
The report is the outcome of a number of recent activities, among them the
establishment of the Partnership for Higher Education in Africa. Since its
establishment in 2000, the Partnership has sponsored a number of
activities, most of which the author has been privileged to take part in.

The overall intention of all the Partnership activities has been to focus
attention on African higher education. In pursuit of this, most of the
activities have revolved around the African university as the core of higher
education. With this institutional focus, the activities have included
organizing brain-storming symposia, for example around the question of
“visioning”; sponsoring research in a number of cases; and committing
substantial funding to specific university activities, including institutional
development of the universities.

The common theme in all these efforts has been: “what is the current state
of university education in Africa and what is the likely future”? To some, the
current state is one of stagnation if not irrelevance. Therefore, the solution
is a visionary repositioning of the university. In other words, the salvation
of the African university lies in the emergence of a truly African university
devoid of colonial vestiges and, therefore, rooted in African values,
epistemology, pedagogy and systems of knowledge. This view is certainly
radical, if African-centered.

To others, the current state of the university is not that hopeless in that a
good number of institutions are engaged in a creative reform process, an
interesting feature of which is innovativeness. The drive to innovate is
yielding interesting new things and equally interesting new ways of doing
old things. The result is that these institutions are changing themselves
and their environments, albeit incrementally and perhaps that is all we
should expect of them and the higher education systems within which they
operate. This is a conservative and arguably, a more realistic rejoinder to
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the visioning view, given the near impossibility of calling off the higher
education enterprise in order to “vision” it afresh.

A somewhat pessimistic variation of the conservative view is that the
African university is simply struggling to survive and anything else that is
happening is coincidental and incidental to survival. The future, therefore,
lies in the general improvement of the African condition of which the
university is only a small part. Under the prevailing circumstances, the
university cannot and should not expect any other favours from society.
Just being allowed to survive in the current context of widespread
institutional atrophy is a big enough privilege.

Somewhere between the radical and the conservative views, as there
usually is, is a third position whose premise is that some institutions have
shown a higher aptitude than others for engaging in innovative reforms.
These institutions are, therefore, “on the move”. The solution to the
predicament facing African higher education, therefore, is to understand
why this category of institutions has been able to do what it is doing;
whether its experience can be replicated elsewhere, and if so under what
circumstances. A subtle variation of this liberal position is that some
universities are not only on the move but are also engaged in a
transformative process, in which case the real issue is: what and how are
they transforming and what are the implications of this for themselves and
for the wider society, including the higher education systems within which
they operate? Depending on the answers to these questions, a future can be
charted around the idea of transformation.

Needless to say the above “positions” on the nature of change in African
universities are not irreconcilable schools of thought of the types that
usually have full fledged epistemologies and recognizable attitudes to
change and political ideology. Rather the positions are essentially
emerging arguments about the changes taking place in African
universities. As such they seem to converge on the argument that thereis a
wide range of conditions, experiences and interests underlying the process
of change and non change in African higher education systems and
institutions, which roughly fall into systems and institutions under duress,
advantaged ones and relatively advantaged ones. Furthermore, innovation
is not restricted to those with substantial resources.

This report is part of this on-going debate. Other contributions to this
debate include the Partnership- sponsored case studies of African
universities “on the move”. The universities studied so far are: University of
Dar-es Salaam, Tanzania; Edwado Modlane University, Mozambique;
Makerere University, Uganda; public universities in Ghana; and a number
of public universities in Nigeria. In addition, individual Foundations have
sponsored related studies. These include a Rockefeller Foundation-
sponsored study of reforms in Kenyan public universities, and a Ford
Foundation-sponsored study of private universities in Kenya. All these
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studies have focused on universities as institutions. The regional studies of
which this report is a synthesis have, on the other hand, focused on
innovations and issues directly related to these. All the above studies, this
one included, have been guided by the epistemological premise that it helps
to establish a factual premise before engaging in argumentation.

1.2 The Study Objectives and Research Questions

All the regional studies were guided by a common set of broad objectives and
specific questions. These can be summarised as follows:

1. To understand the extent to which innovations are taking place
in African universities.

2.  Todocument the innovations taking place in African universities.

3. Tounderstand the type and nature of innovations taking place in
African universities.

Within the three general objectives the studies was guided by the
following specific questions:

What conditions foster innovations?

What drives an innovation?

What creates or how do we create responsive institutions?

Do strategic plans propel or impede innovations?

What role do governance innovations play in transformation
within institutions?

How have institutions sought to balance quality as they have
expanded enrolment?

How do institutions attract and retain staff?

How are institutions responding to HIV/AIDS?

What has been the impact of the innovations?

0. Are private institutions more innovative than public
institutions?

A

o

= o x

Building on the above questions, this report, has the following
objectives:

1. To highlight some of the conceptual and definitional problems
inherent in trying to understand the problem of innovation, more
specifically, innovations in universities.

2. To document how the concept of innovation has been
operationalized at different levels, that 1is, at the system,
institutional and faculty levels? Are some innovations amenable
to operationalization at some levels and not others, for example?

3. To document the salient features of the identified innovations in
all the regions studied, including the range and distribution of all
the innovations reported.



4.

To attempt a comparative assessment of the innovations to the

extent permitted by the available data. For example, are there

noticeable differences between the Francophone and

Anglophone regions? or between public and private universities?

5. To offer some general conclusions based on the regional studies and
some recommendations on how to encourage meaningful
innovations.

1.3 Methodology

1.3.1 The Research Process

The process of the study was as follows:

1.

Preparation of a concept paper and an analytical framework-
Innovation Matrix- by the ADEA Working Group on Higher
Education (WGHE)

Identification of the researchers by ADEA followed by a two day
workshop in Nairobi, Kenya, during which the researchers
discussed the concept paper, the Innovation Matrix and the
appropriate questionnaire. During the workshop, the
questionnaire was also pre-tested using participants in an
AAU annual conference. At the Nairobi workshop, the instruments
were adopted by the research team with modifications where
necessary. The workshop also agreed on the definition of regions for
the purpose of division of labour between the researchers. The
workshop further agreed that the research should
adopt a two-pronged approach namely: solicitation of information
from the wuniversities using a self-administered mailed
questionnaire and site visits following the return of the
questionnaires. The questionnaires were to be mailed from the
World Bank offices in Washington D.C. where the project
Coordinator was resident. They were to be mailed to the university
vice chancellors, rectors, presidents, chancellors while the
responses were to be mailed back to the individual researchers in
each region, except for the Francophone
institutions that had to return the questionnaires to the World
Bank country office for forwarding to the Coordinator at the World
Bank in Washington, D.C for further forwarding to the researcher.
The workshop also agreed that the project Coordinator would
finalise the Innovation Matrix and the questionnaire in
consultation with the research team.

Revision of the Innovation Matrix and the questionnaire by the
WGHE on the basis of the Nairobi workshop deliberations.

Mailing of the questionnaires together with an introduction of the
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project and the project team to the university vice chancellors,
rectors, presidents, chancellors.

5. Commencement of site visits by the research team after receipt of
questionnaire returns and after a preliminary analysis of the
returns. The decision on which universities to visit would be based
on the preliminary analysis.

6. Second researchers' workshop in Nairobi to discuss preliminary
analysis and discuss the way forward. This included the decision to
commission the concept paper on innovation conducted by Tracy
Bailey.

7. A third workshop in Accra to discuss draft regional reports, the
format for the final versions of the regional reports and the format
for the synthesis of the regional reports. On the basis of the
deliberations in Accra the researchers agreed, among others, to
address the questions listed above.

8. Finalization of regional reports.

9. Preparation of a draft synthesis report.

10. Comments on the draft report from the research team.

11. Discussion of the draft report during the COREVIP in Mauritius.
12. Finalization of the report.

1.3.2 ThelInnovation Matrix and Questionnaires

The research utilized a framework derived from a concept paper produced
by Tracey Bailey. The paper, among other things spelt out the many
dimensions of the problem of innovations in African universities. Based on
this, the framework used in this research starts with the argument that
innovations in African universities, could be taking place in seven areas.
These are: Strategic Vision and Mission; Financing: Access/Quality;
Governance; Quality/Curriculum: Staff development and retention;
Relevance in teaching, research and service. At the same time the
innovations could be located at three levels, namely: System; Institution;
Faculty. The framework, therefore, sought to identify and analyse
innovations on the basis of area of innovation and the level in which the
innovation has taken place. Combining the areas of innovation and the
levels of innovation, yielded the Innovation Matrix, below, which served as
the analytical framework for the study. The matrix enabled the
researchers to tabulate the innovations in each cell and to ask the
appropriate questions for each cell.



1. Innovation Matrix

AREA/LEVEL

SYSTEM

INSTITUTION

FACULTY

Strategic vision
and mission

Clear policy goals
Formula funding

Mission statement
Strategic plan

Faculty strategic plan
Advisory committes

Incentive funding Action plan
Progress or impact Monitoring
Priority budgeting
Financing Private provision Cost-rcovery Short courses
Cost-sharing Fee-paying students Consulting units
Student loans Management efficiency Cost-recovery
Education tax funds | Income generation Commercialization of
Consolidation Alumni fundraising research
Business partnerships
Rental of assets
Private scholarships
Time-tabling
Business incubation
Development officers
Business directors
Access/equity Access policies Distance education Remedial programs
Quotas Affirmative action Student counseling
Affirmation action Preferential admissions Student monitoring
Modular/credit Need-based bursaries Pre-entryprograms
system Ethics directors
Governance Buffer bodies Representative council Stakeholder represents.
Stakeholder fora Elected Vice-Chancellor Decentralized cost ctrs.
Annual reports
Independent audits
Non-statutory committees
Student governance
Quality/ Accreditation Pedagogical skills dev. Student course eval.
Curriculum Licensing Better info access Mentoring junior faculty
Qualifications body Facilities maintenance External assessments
Institutional Information technology Sandwich programs
rankings Quality assurance team Problem based learning
Incentives programs
Staff Graduate programs Staff development prog. Faculty seminars
development Professional Staff credit union or bank Institutional linkages
and retention development Housing assistance

AIDS prevention
Pension programs

Management training
Institutional AIDS policy
Health insurance

Relevance in
teaching,
research and
service

Institutional
diversification
Labor market
surveys

Academic or industrial
partnerships

Academic re-structuring
Flexible awards system
Specialized institutes
Development mission
Special education

Curriculum reform
Academic or industrial
partnerships
Internships

Teachers from industry
Prof. Attachments
Applied research
Tracer studies
In-service training prog.
Inter-disciplinary prog.
Leadership programs
Secondary school
science promotion
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Arising out of both the concept paper and the Innovation Matrix was the
questionnaire. The questionnaire was sent to the vice chancellors with the
following instructions:

1.

2.

The questionnaire should be completed by the person/s designated by
the vice chancellor.
One questionnaire should be completed for each innovation identified.
The respondents should consider innovations at three levels. These
are:
¢ Systemic: innovations which have an impact on the higher
education system as a whole.
e Institutional: innovations which are institution - wide in scope
and impact.
e Faculty/department: innovations focussed at the faculty or
departmental level.

The respondent should indicate the institution/department/system to
which the innovation refers.

The respondent should categorise each of the innovations according to
the following categories:

e Institutional Mission, Role and Focus: Innovative ways in
which institutions are redefining their mission focus and areas of
specialization in response to new opportunities or challenges.

* Financing: Innovative ways in which the sum total of income
available for the financing of higher education and institutions is
increased.

* Governance: Innovative waysin which internal institutional
governance mechanisms are being improved, for instance in
broadening participation in decision-making and enhancing
transparency.

e Curriculum/Quality: Innovations in curriculum development
and course delivery, including the use of new technologiesin
teaching and learning, and mechanisms to monitor and assure
Educational quality.

e Staff Development: Innovative approaches to the
development of human resources (training, retooling (up-
grading) within higher education institutions and retaining
their services (i.e., combating “brain drain”).

* Equity: Innovative ways to increase access and improve
performance of students from disadvantaged regions and
circumstances.



* Relevance: Innovative ways in which the institution is
responding to social needs in terms of research knowledge
production, graduate output, and service activities to
communities.

e Student life: Innovative ways in which the institution enriches
the political, cultural and social lives of students.

e Other: Any other noteworthy area of innovation at your
institution.



Chapter Two

HIGHER EDUCATION IN AFRICA: WITH SPECIFIC
REFERENCE TO UNIVERSITIES

2.1 BriefHistorical Overview

The above matrix should, of course, be understood in the highly varied
context of higher education in Africa. The obvious assumption is that an
analysis of the concept of innovation in the African context: challenges and
opportunities inherent therein and the appropriateness of the issues and
questions suggested in the Innovation Matrix and other models or examples
of innovative practices, requires some understanding of the current African
context. This, in turn, invites the question: what are the major features of
universities in Sub-Saharan Africa at the current time, and what are the
major historical developments that have contributed to this situation?. This
question is answered in a somewhat broad manner since it is not a major
mandate of this report to go into too much detail about the state of
universities and higher education systems in Africa.

It is now generally accepted that universities and other Higher Education
Institutions (HEIs) in Africa are in a state of crisis (Ajayi et al 1996:143,;
Akin Aina 1994:13). This crisis is characterised by, amongst others,
diminishing financial resources, stagnation and deterioration of physical
facilities, declining salaries and the brain-drain, the closure of many
universities, and poor quality of teaching, learning and research (Ajayi et al
1996:146-154; Akin Aina 1994:17-18; Mwiria, Kilemi and Ng'ethe,
Njuguna, 2003; N'Dri Assie -Lumumba 2002).

In the Francophone region study for this report, Assie’- Lumumba argues
that all the studies on higher education in Africa since the 1980s have
departed from the critical and yet fundamentally optimistic tone of the
1970s. Indeed, studies from the 1980s through the mid-1990s have revealed
that the universities and other institutions of higher learning on the
continent are in a state of crisis. (Assie’-Lumumba: 2002:17)

One of the studies conducted in the 1990's summarized the status of African
universities as follows:

First, they are relatively new and weakly established institutions. Second,
enrolment ratios are extremely low (2-4%) in comparison with the rest of the
world. Third, early curriculum links to religious studies and administrative
need prompted development of the humanities and the social sciences while
neglecting the natural sciences, applied technology, business-related skills,
and research capacities. Finally, African universities are still closely linked
to European or North America institutions, which influence curricula and
the organization of resources. They are not yet fully adapted to African
circumstances. (AAU/World Bank report 1997:2)



Contemporary African universities are the result of a complex mix of past
experiences and influences, from their European colonial origins and their
continued dependence on the ideas and practices in higher education in
Europe and North America in the post-independence era, to the ravaging
effects of economic recession, structural adjustment programmes, war,
social upheaval, and the debt crisis and the HIV/AIDS pandemic in recent
times.

Many universities, especially in Anglophone, Africa were established
during the colonial period just after the Second World War (Akin Aina
1994:8). While there were important differences in the way in which the
colonial administrations and universities were set up in the various colonial
regions, what is clear is that the first universities in Africa were modelled
very closely on European origins. This was particularly so in Anglophone
and Francophone Africa where the overall purpose “of these institutions
was that they were meant to provide the necessary indigenous support staff
for the colonial administration” (Akin Aina 1994:9 N'Dri Assie’-Lumumba:
2002). According to Saint (1992:2):

During this formative period for African universities, European linkages
served to establish standards, ensure access to international scientific
information, train national staff, initiate research programs, and provide a
ready frame of reference for institutional development decisions.

This colonial legacy in African universities was characterised by, amongst

others (Ajayiet al 1996:74-75; Akin Aina 1994:9; Saint 1992:1-2):
Separation and alienation from the rural majority, particularly in the
Anglophone countries, reflecting the ivory tower nature of the colonial
institutions

+  An overemphasis on the arts and humanities, with little attention
given to the sciences, technology, economics and other professional
subjects

. Research that was not related to the needs of the majority

. Limited access to higher education since the universities were geared
towards serving elite; although in Francophone countries, university
access was offered “to all students who successfully complete the
secondary school baccalaureate examination.” (Saint 1992:1).

The European influence left a lasting impression on universities in Africa
(Ajayi et al 1994:67), to the extent that most are still trying to rectify or
overcome these problems imbalances and problems. As Saint (1992:1)
observes, “Legacies from the pre-independence era still shape the structure
and substance of African universities in important ways.” But, it was the
leaders of the newly independent nations in Africa who had to confront the
challenges of the colonial legacy in order to reorientate universities to meet
the socio-economic and political development needs of the time.
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After independence, national governments emphasised the role of
universities in facilitating the transition to independence and, increasingly
as time went by, to broad socio-economic development needs in general. In
this regard, one of the most significant innovations and guiding forces for
reform which emerged from within African states and universities was the
concept of the 'development' or 'developmental' university (Ajayi et al
1996:199; Akin Aina 1994:10). According to Akin Aina (1994:10),

Depending on ideology, the nature of the social base of the ruling party, and
the specific political and cultural history of the country, development
embraced broad human development issues such as equity, social justice and
the provision of basic needs or remained at the narrow economist level of an
ever increasing gross domestic product and life more abundant for a few.

In line with the orientation towards nation-building and national
development, common features of the reform and innovations which took
place in the independence era included (Ajayi et al 1996:74, 95; Akin Aina
1994:10-11):

+  Various curriculum innovations, such as the introduction of vocational
and professional educational programmes, greater subject choice
(rather than specialisation), and an emphasis “on African culture not
only through the study of the humanities but also through
incorporating important aspects of indigenous knowledge into courses
in medicine, technology and architecture.” (Akin Aina 1994:11)

The widening of access which resulted in an increase in student
enrolments

The establishment of new universities or new campuses of national
universities in countries with large geographical spread, as well as
specialised universities in fields such as technology and agriculture.

In addition, the “newly established independent governments made their
impact felt in asserting their sovereign rights to own and to control their
universities” (Ajayi et al 1996:95). According to Ajayi et al (ibid), the
governments were more interested in controlling the administrative side,
especially the hiring and firing of senior managers, such as Vice
Chancellors. Ajayi adds that many African academics at the time welcomed
this government control and intervention (Ajayi et al 1996:95):

(...) it was the expatriate staff defending their established privileges who
called for the defence of university autonomy and the maintenance of
universal standards while the African staff, many of whom felt alienated and
discriminated against, tended to seek the intervention of the politicians to
give the universities a national character and ensure rapid Africanization.

It is important to note, however, that many African states and universities
continued to turn to Europe and North America for ideas about how to
structure their higher education systems and institutions. According to
Akin Aina (1994:10),
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While different from the colonial universities in their essential mission in
that they were founded principally on a nationalist and developmental
mission, i.e., to promote the twin goals of nation-building and national
development, these universities again modelled themselves after identifiable
universities in Europe and North America. (Tade; 1994:10) Thus,
contemporary African universities in general still bear the mark of their
European colonial origins and hence their continued dependence on the ideas
and practices in higher education from Europe and North America in the post
independence era (Assie’-Lumumba; 2002:18)

2.2 The Nature of the Crisis

Whatever gains were made by universities in Africa in the period after

independence were seriously challenged in the late 1970s when, according

to Akin Aina (1994:13), most African countries
“entered a phase of a long drawn out economic decline, accompanied by in
certain areas, drought, famine and severe ecological degradation, political
instability, wars and conflicts, the debt crisis and the imposition of
structural adjustment programmes.” The result is that most African
universities “ are also influenced by the ravaging effects of economic and
debt crisis, structural adjustment programmes and deep- seated,
destructive conflicts of variable durations, magnitude and intensity
(Assie’-Lumumba; 2002.18).

In short, the effect of the economic and debt crisis on African higher
education generally was “resource reduction, adjustment and deterioration
of services, facilities and quality” (Akin Aina 1994:17). In addition, the
political instability in many countries which played itself out in part on
university campuses resulted in university closures “leading to serious
erosion oflearning in African universities” (ibid).

At the same time, although the governments of newly independent
countries saw the value of harnessing the expertise, skills, knowledge and
facilities of universities to nation-building and national development, the
authors of the TFHES (2000:10) argue that over the past few decades,
governments and international donors alike have given greater credence,
and therefore support, to the potential benefits of primary and secondary
education:
Since the 1980s, many national governments and international donors have
assigned higher education a relatively low priority. Narrow and, in our view,
misleading economic analysis has contributed to the view that public
investment in universities and colleges brings meagre returns compared to
investment in primary and secondary schools, and that higher education
magnifies income inequality. (Ibid)

However, African universities have not been without blame. According to
Ajayiet al (1996:204): Thus,
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The universities are themselves somewhat to blame for contributing to the
deteriorating quality they now suffer from. In attempting to respond to the
demand for a rapid increase in student numbers, they have succumbed to the
temptation to admit students of low calibre, recruit staff of mediocre ability
to cope with the increasing teaching load, and resort to improvisation of the
physical facilities.

2.3 Conceptualising Solutions

It is in light of the current state of the African university that one then
begins to understand the on-going debate as summarized in the
introduction to this report. To some, the solution to the crisis lies in
Africanisation as part of a radical visioning of the university. To others, the
solution is in reform of existing institutions. Among these there are some
who see innovative reforms, as offering the best way out of the current
crisis. How then are we to understand and recognize innovations when we
see them? Part of the answer to this question lies in the very definition and
conceptualization of innovation and further, in how we proceed to provide
practical meaning to the concept by “doing innovation”.

In addition to definitional/conceptual issues, it is important to identify and
appreciate the contemporary and broader global/international issues
surrounding African higher education, in relation to which the challenges
for innovative change must be seen. These drivers of innovation include:
massification of higher education; globalization, the rise of the knowledge
society and the information-driven global economy; the changing labor
market; the impact of new ICTs; the internationalization of higher
education and finally, growing demand for higher education institutions to
function as market-like organizations in the context of fiscal constraints.
We now turn to these issues.
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Chapter Three
UNDERSTANDING INNOVATION
3.1 Definitional Issues

There are plenty of definitions of the term “innovation”, which means the
problem actually lies in choosing which definition to work with and in
applying the definition to what is taking place on the ground. Equally
important in our particular case, is the somewhat phenomenological
problem of applying the definition to interpret what the universities think
they are doing when they say they are innovating. Most of the definitions of
innovation are to be found in a body of literature, the bulk of which started
appearing in the 1960s. A notable feature of this literature is that is that it
is mostly rooted in industrial and commercial settings (Silver 1998:2) and
has as a general focus, “strategies for successful industrial and commercial
performance in an increasingly competitive marketplace” (Silver, Hannan
and English 1997:1).

By comparison, the literature around innovations in higher education is
still relatively limited and, therefore, definitions of innovation in higher
education are frequently drawn from the literature on innovations in
industry and other sectors. This means, therefore, that whenever one
discusses an innovation one must keep in mind and actually indicate the
domain of the innovation. Domain here refers to the discipline or sector
within which the innovation occurs, which might include medicine, the
military, art or education. (Darius Mahdjoubi: Innovative Management
Network, or IMN 2001) The importance of indicating the domain, in our
case, 1s to show that, not only does the higher education literature on
innovation draw from that within business and industry but so too is there a
close link between the innovations that emerge in higher education and the
ideas and materials already available in the marketplace (Silver, Hannan
and English 1997:4). This means that definitions of innovation in higher
education are somewhat blurred by other available concepts, such as reform
or development. As Hannan and Silver (2000:2) observe,

In relation to teaching and learning there are often reservations about the
value of a vocabulary of 'innovation' rather than, say, 'development', which
has less of a connotation of novelty and more one of serious and safe planning.
'Innovation' does, however, have currency in higher education, though a
more established one in industrial production and related processes.

A further caveat is that because all the many definitions of innovation are
drawn from the literature available in industrialised countries it is not
clear how African academics will finally define innovation in relation to
African social- economic development in general and education
development in particular. This is one of the challenges of this study.

One definition of innovation is that it is the act or process of innovating;
something newly introduced, (new method, custom, device) etc; “change in
14



”, «

the way of doing things”; “renew, alter”.(Webster's New World Dictionary
1982, Second Edition, quoted by Amidon, IMN 2001) Dunkin has provided a
simple and basic definition of innovation as “doing things differently or
doing different things”.(Dunkin 2000:2) In the domain of business and
industry the locus of innovation is knowledge, with innovation, therefore
being defined as “the creation, exchange, evolution and application of new
ideas into marketable goods and services for the success of an organization,
the vitality of a nation's economy, and the advancement of society as a
whole”.(Amidon, IMN 2001)

In the context of business and industry, Ross (IMN 2001) distinguishes
between innovation as improvement, and innovation as something original
and new. According to Ross “we can distinguish between innovation which
has to do with improvement (doing something existing better or different
very broadly speaking), the area of 'market pull' and innovation which
establishes something New or Altogether different (broadly speaking),
'technology push', e.g. the invention and commercial exploitation of
photocopying.

It appears then that in business and industry, innovation is defined as
falling somewhere on a continuum between minor improvement and
original and unique. In this regard, Murray (IMN 2001) identifies the
following demarcations which he found in the recent literature on product
innovation:

(1) product extension (same base product with slight modifications;
identical product in a new segment)

(2) new platform product (net product from which product extensions
are possible)

(3) new-to-the-company products (NIH, but imported to the company
who is now going to produce it for the first time)

(4) new-to-the-world (never been done before; no market exists).

In relation to government policy, innovation is generally seen as the
conception, early adoption and implementation of significant new services,
ideas or ways of doing things ... in order to improve or reform services, ideas
and ways of doing things. (Glor, Editorial Board of The Innovation Journal,
or TIJ 2002). Drawing from the above ideas, innovation in higher education
has generally been taken to mean “a planned process of introducing change,
intended to bring about improvements or solve or alleviate some perceived
problem”. (Silver, Hannan and English 1997:2)

From the above descriptions, it is clear that innovation has to do with
change, newness, improvement and problem-solving, but it is not
synonymous with any of these concepts. Innovation is also related to
planned or deliberate action, although any one innovation might well have
its roots in a serendipitous discovery. In this sense, a further dimension can
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be added to these definitions, and that is, the link with creativity and
invention. In this regard, Brodtrick (Editorial Board of TIJ 2002), with
specific reference to innovations in industry, argues that innovativeness is
a process:
“Innovation is the result of that process. Innovativeness, then, is the
application of creative, new ideas to the implementation of
inventions. An innovation is an applied invention. Innovativeness
is applied creativity”.

In other words, innovation is also part of a creative process that involves the
application or implementation of new ideas, practices or inventions.
However, Brodtrick points out quite rightly (Editorial Board of TIJ 2002)
that it is possible to “be inventive ... without being innovative” in those
cases where creative ideas are never implemented, and to “be innovative
without being inventive” where creative ideas from somewhere else are
implemented.

Regardless of how one defines innovation, any discussion on innovation
must include the issue of agency. Who or what can innovate? Schofield
(1991:17) provides a useful overview of at least four sources of innovation in
this case in higher education:

(a) individual people and groups within an institution;

(b) the formal decision-making system for the whole institution;
(c) departments, schools or the main unit of organization;

(d) innovation resulting from external pressure.

Second, it is important to take into account the important questions of who
the innovation is for, and who it is intended to benefit. In this regard it has
been pointed out that:

A difficulty at the heart of the definition is the association of different kinds of
innovation with different motivations. Achieving change or the solution of a
problem may result, in one instance, in the improvement of the learning
outcomes for particular students, or in another instance in financial savings
or staff redundancies. It may raise the profile of a teacher or a department in
relation to one set of criteria (notably teaching quality assessment) and lower
it in another (notably preparation for a research assessment exercise).
(Hannan and Silver 2000:10)

Enhancing the situation for the manager (better control of the curriculum
through semesterisation and modularisation) may not be the same for the
tutor (more assessment points and more marking). Enhancing matters for
the tutor (less time spent teaching on more student-centred courses thus
freeing more time for research) may not be experienced by the student (less
contact time with tutors). Ultimately, the enhancement of student learning
ought to be the prime criterion - if students don't learn more or better then we
haven't achieved enhancement even if other participants have improved
matters from their perspectives. (Hannann.d.)

Third as Hannan and Silver (2000:11) point out, despite the intention to
bring about an improvement, an innovation may fail to do so “or may
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produce dubious or 'wrong' outcomes”. In this regard, Hannan (n.d.) prefers
to use the term 'enhancement' to indicate when improvement has been
achieved. The notion of improvement is controversial in itself; for instance,
history has shown that improvement might “mean a more effective form of
control” (Hannan and Silver 2000:11). Therefore, if innovation is aimed at
bringing about improvement, then there is an implicit value judgement
that the new practice, service or structure is beneficial. In this way,
innovationislinked toideology and to particular sets of interests. According
to Glor (Editorial Board of TIJ 2000) ideology is generally always present as
a motivating factor behind innovation. In other words, there is always the
possibility that a particular innovation, and the change that it brings about,
is not beneficial for all those involved.

Fourth, since innovation might not necessarily bring about an
improvement, it inevitably involves risk-taking. In this regard, Glor
(Editorial Board of TIJ 2002) argues that innovation is an approach used
when a society, organization or individual is under sufficient duress, and
perceives the present situation as bad enough, that it is worth risking losing
for a (presumably) better solution.

Fifth, although innovation is usually associated with 'newness' (new ideas,
new services, new practices), it is seldom the case that the new idea, service
or practice is actually unique or original. On this issue, a number of authors
have pointed out that while an innovation might “be new to a person,
course, department, institution or higher education as a whole” (Hannan
and Silver 2000:10), it might be established practice somewhere else
(Altbach 1982:5; Hannan and Silver 2000:10; Jenniskens 2000:146). As
Altbach (1982:5) observes, “What is reform to an educational planner may
be a regressive step to a student or professor; what is a dramatic innovation
in one country may be established practice in another.” Therefore, the
newness of the initiative that is called an innovation, and the extent of its
potential or success at making an improvement, is contextually defined
(Hannan and Silver 2000:12).

Thus, the extent to which an idea, practice, service or structure is
considered new depends on the perspective of the adopting actor, which
could be an individual, a department, an institution or a country. (Hannan
and Silver 2000:10; Jenniskens 2000:146).

Therefore, an innovation is an idea, practice, or object that is perceived as
new by an individual or other unit of adoption. It matters little whether
the idea is 'objectively' new as measured by the lapse of time since its first
use or discovery. The perceived newness of the idea for the individual
Determines his or her reaction to it. If the idea seems new to the
individual, it is an innovation. (Everett Rogers; 2002).

Introducing a subtle variation of the above, Jenniskens (2000:146) argues
that other perspectives might be taken into account, such as the national
system of higher education at the macro-level. Thus:
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It is also possible to use the macro- or national level as the norm. In the
latter case, the relevant question is whether the idea, practice or object is
new for the macro-system (country, state, or society) involved. Using this
norm, late adopters do not adopt an innovation since the product or idea
does already exist within the larger system, and, though it is new for the
adopting actor, it is not new anymore for the entire society. ... the latter
distinction differentiates between curricula that are new for the national
university system involved, and curricula that are new for a particular
university or academic department but that are already offered at other
universities within the same system.

Sixth, innovation also brings into view the concept of 'reform' since this is
usually what we think of in relation to changes in higher education. Reform
has been defined as “to make or become better by the removal of faults and
errors, or abuses, especially of a moral or political or social kind, an
improvement made or suggested.” (The Compact Oxford English
Dictionary: 1996) Reform, like innovation, implies change and
improvement. So, how might these concepts be distinguished? According to
Altbach (1982:5, original emphasis), the difference is one of scale. In the
context of university reforms,

“University reform and innovation are processes related to planned

change in higher education. The term reform usually applies to change of

a basic structure nature: smaller alterations in the curriculum or in the

means of instruction are more properly called innovations”.

This distinction is not accepted by everyone. However, it is often the case
that the terms reform and innovation are used interchangeably in the
literature, regardless of the scale of the change involved. In addition, it
could be surmised that while innovation might well be part of a broader
reform process, it may also take place without any reference to systemic or
institutional reform.

Seventh, innovation can also be viewed in terms of the rate and the degree of
change that it implies or gives rise to. According to some observers, the change
that results from innovation might be either gradual or dramatic. For Silver, Hannan and
English (1997:2-3), these different possibilities are best encapsulated by Kuhn's (1970)
notions of 'normal science' versus 'paradigm shift'. These two concepts embrace the
idea that scientific developments can take place incrementally or in such dramatic
proportions that an entirely new paradigm or theoretical framework emerges. Shulte
(IMN 2001) also draws on Kuhn's distinction in order to illustrate his idea
that innovation is part of a continuum and that it is often the small and
incremental innovations which are significant. Thus according to Shulte:
“innovation is a continuous variable. Innovation is a continuum,
which can be likened to the discussion to 'mormal science' versus
‘paradigm  shift'.

Thus one does not have to change the world to make an impact. Incremental
innovations add value.

Hannan (n.d.) complicates Shulte by arguing for a distinction between

'iInnovation', the result of which might be quite a dramatic shift from the
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existing way of doing things, and 'enhancement', which “implies a gradual
process, probably in the same direction as previous developments.”
Similarly, Glor (Editorial Board of TIJ 2002) considers that only major

(2

changes “deserve the descriptor 'innovative'.

Eighth, perhaps the extent to which an innovation might be considered a
gradual or dramatic change is related to the extent of its impact,
dissemination and adoption, as well as the degree of its originality or
departure from the norm. Along these lines, Cerych's (1984) three
dimensions of change depth, breadth and level (outlined by Jenniskens
2000:147), provide a useful framework for determining whether an
innovation gives rise to nominal or radical change:
The depth of change refers to the extent to which a change implies a deviation
from prevailing values or practices. The breadth of change is related to the
number of fields affected by the change. The level of change, finally, refers to
the goals of the change: is the change directed at the higher education system
as a whole, at a specific sector within this system, at specific institutions, at
the basic units, or at individuals? Innovations (and changes more in general)
differ across these three dimensions. Changes that do not imply a major
adjustment of prevailing practices (and do not deviate from prevailing
values), that affect only one field or a part of this field, and that affect only
individuals, but no larger entities, are smaller-scale changes than changes
with 'higher scores' on the three dimensions. Every innovation study will use
a more or less arbitrary categorization of changes that are considered to be
innovations and changes that are not defined as innovations.

In summary, therefore innovation is about gradual or dramatic change, and
about intended or real improvement. It involves creation, adoption or
adaptation of new ideas and practices at different levels: individual,
departmental, institutional or systemic levels. Depending on the level at
which the innovation takes place and other factors, an innovation can
produce different outcomes. Taking all these elements into account,
innovation in higher education might then be defined as the planned
implementation or application of new ideas, practices and services,
which arise through creativity, interaction and insight, with the
aim of improving an existing situation, practice or service, and
thereby bringing about change. In addition, innovation can arise
from initiatives at the individual, institutional or systemic levels,
and in response to external factors.

What then are the broad contextual factors which are impacting on higher
education internationally, and also specifically in Sub-Saharan Africa, and
which are stimulating innovation and change? In trying to answer this
question we want to keep in mind the argument by Silver (1998:12), to the
effect that innovations are either “responses to a system under pressure or
in crisis; individual or unit (course, department) search for improvement or
answers to perceived problems, or some combination of the two.”
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3.2. Drivers of Innovation

Unlike their African counterparts, Western universities, the first of which
were established in the twelfth century in Europe (Bartelse 1995:3; Ross
1976:6; Spurr 1970:9). A common and remarkable feature of these
institutions and those that followed, is that despite various developments,
and the variations on a theme in different countries, they have remained
relatively stable and unchanging over the centuries. Up until the twentieth
century, the most notable innovation in relation to the purpose and
structure of universities was the linking of teaching to research which
emerged in the Humboldtian Revolution in Germany in the early 1800s
(Bartelse 1995; Ben-David 1977; McClelland 1980; Noble 1994; Turner
1975).

By contrast, since the Second World War, higher education across the
world, but particularly in North America and FEurope, has been
characterised by rapid and widespread expansion and change (Altbach
1982:5). It could be argued that innovation and change has, over the past
few decades, become as much of a trend in or common feature of higher
education in these countries, as it has in business and industry. Speaking of
higher education in the United Kingdom, Hannan (2000:1), for example,
argues that
Our institutions of higher education (HE) are experiencing a period where for
many they seem close to a state of 'continuous revolution', at least in terms of
internal restructuring, if not with respect to their methods of teaching and
learning. Some universities, or at least some parts of some universities, are
opting to embrace a culture of change to enable them to respond flexibly and
rapidly to new demands.

But what has promoted these developments and the contemporary
emphasis on innovation and change? The driving forces are the broad
contextual factors social, economic, political and cultural that are
impacting on higher education systems and the institutions and individuals
within them, and stimulating innovation and change as a result.

While each higher education system and institution has a unique history,
character and context, the pervasive forces of globalisation are drawing
closer together, nations and higher education systems everywhere. How
nations and institutions respond to these pressures varies according to
context and is closely related to the extent to which they want to and are
able to engage with these developments. It is for this reason that the African
context in general is also examined, since there are significant differences
in the historical and contemporary factors which have and are setting the
scene and the tone of reform and innovation in these countries.

The contextual factors which are encouraging innovation and change in
higher education worldwide include the recognition of the potential value of

higher education for national development by governments and business
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and industry and the massive increases in student enrolments that
accompanied this; the rapid technological advances and emergence of the
'learning society' associated with globalisation; economic recession and the
financial constraints in contemporary higher education. Although
discussed separately, these contextual factors overlap and are
interdependent in many important ways.

3.2.1 TheMassification of Higher Education

Perhaps the most far-reaching effect on higher education in industrialised
countries has been the massive increases in student enrolments since the
Second World War, in what has been termed the massification of higher
education. In the early 1980s, Altbach (1982:6) described the shift from elite
to mass higher education as “the most critical contemporary force pressing
on universities”. More recently, Bennich-Bjérkman (1997:6) referred to the
massification of higher education as a modern-day “revolution” in higher
education.

But why has there been such a renewed interest in higher education in
industrialised countries, and on such a massive scale? According to Gibbons
(1998:11), various post-War developments gave rise to the increases in
school and higher education enrolments:

... the democratisation of politics and society that followed World War II; the
growth of the public sector that required more white collar workers (and
university graduates); an expanding industrial economy that required more
highly skilled and educated workers; the widespread belief that further
economic development depended on a supply of educated manpower,
especially scientists and engineers; and finally the attractiveness of
education itself as a major element of the new welfare states, sustaining and
legitimating democratic societies.

The features of contemporary societies are frequently associated with the
concept or phenomenon of 'globalisation'. Globalisation is difficult to
define, and it is beyond the scope of this paper to explore its many
dimensions. Subotzky (2000:5) provides a useful definition:
Globalisation manifests in distinct but related economic, cultural,
discursive, symbolic and ideological dimensions. Markers of the process
include: the growth in world financial markets ... the dawn of the 'electronic
age' and 'information society' and all related information technologies; the
downfall of the Soviet empire and the ascendancy of neo-liberal discourse and
practice as a dominant world socio-economic and cultural paradigm.

In other words, governments, the private sector and society in general have
come to recognise the potential value of universities and other higher
education institutions (HEIs) to national socio-economic development
(Sanyal 1995:44), especially in terms of knowledge production, the
provision of highly skilled professionals, and the fostering of democratic
attitudes in the broader population. This has led to a significantly greater
demand for higher education and to dramatic increases in government and
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industry investment in higher education (Brubacher and Rudy 1999:305;
Sanyal 1995:221). This was particularly so in the US where, in the interest
of national defense during the Second World War, the federal government
invested heavily in research in universities around the development of
weapons such as the atomic bomb (Ben-David 1977:114). After the war,
further federal monies were invested in research to improve America's
scientific and economic advantage vis-a-vis Russia particularly in the
context of the launch of the Russian Sputnikin 1958 and the Cold War (Ben-
David 1977:117).

The massification of higher education has had a number of important
consequences for higher education systems. Firstly, the increase in student
numbers has been accompanied by changes in the composition, “character
and aspirations” of the student population (Gibbons 1998:12), and the staff
(Bennich-Bjorkman 1997:6). The traditionally “homogeneous group of
predominantly middle-class or upper middle class men with conservative
outlooks” has given way to “a far more heterogeneous group with varying
class backgrounds” (Bennich-Bjorkman 1997:7). An important feature of
the new student population is that, more than ever before, it comprises a
significant proportion of adults over 25.

The new and diversified student population brought with them new
demands in terms of curriculum and educational programmes and
effectively challenged “the nature and purpose of higher education for a
small elite” (Altbach 1982:7). In addition, the ever-increasing number of
students has posed significant challenges to the traditional form of face-to-
face contact of the old university systems (Bennich-Bjérkman 1997:7). The
considerable expansion and diversity of the student population has
presented a number of challenges to universities in terms of curriculum,
resource utilisation and governance, amongst others (Altbach 1982:7).
Secondly, the old elite universities have grown in size, new universities and
a variety of non-university institutions of higher education have emerged,
and the range of programmes offered has diversified tremendously
(Gibbons 1998:11). Gellert (1999:9) argues that, “the single most important
influence on curricular and other organisational aspects of institutions of
higher education in Europe is the fact that the traditional homogeneous
university systems have become diversified through the development of
alternative sectors in higher education.” These new institutions deliver
higher education in a more organised, financially efficient, and responsive
manner than most old universities do, which has resulted in mounting
pressure for universities to change.

Thirdly, there have been demands for greater responsiveness, relevance
and accountability to the primary clients of higher education, namely the
students, as well as to the range of external stakeholders, including
government, business and industry, and society as a whole (Ekong and
Cloete 1997:3). According to Altbach (1982:6), many of these groups have
been “eager to exert pressure for reform to achieve their own ends and
goals.” In particular, national governments began to take “a greater role in
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setting institutional goals and policies” (Altbach 1982:6) and many
introduced reform initiatives. The reforms have stressed quality and
excellence and have focused on, amongst others; “issues of structure and
goals, access or participation, governance, and funding” (Ekong and Cloete
1997:3) Also, business and industry have become more vocal in terms of
what they need from higher education and what they are willing to offer in
return. As a result, there have been changes in programme offerings, such
as the introduction of more vocationally oriented programmes (Gellert
1999:11).

In summary, for the first time in history universities have been challenged
to be more outward-looking. They have been compelled to engage in new
forms of teaching and assessment in order to “assure the public that public
knowledge is relevant, useful, and is in the public interest” (Ekong and
Cloete 1997:5), and to respond to the needs of the productive sector.

Although nowhere near the scale in industrialised countries such as the
USA, university enrolments in African countries, increased considerably
during the 1970s and 1980s, mainly at the undergraduate level (Saint
1992:16). The increase in demand for higher education in Africa occurred
for a number of reasons. Firstly, more and more children had completed
their primary and secondary schooling and were seeking to further their
education [Task Force on Higher Education and Society, (TFHES) 2000:16].
In Africa, in general, the reality is that most countries have not yet reached
even universal primary enrollment. Nevertheless, the number of secondary
school graduates eligible for higher education has kept increasing in
absolute terms and also relative to the absorptive capacity of the first set of
universities that were created at the time of independence. (Asse-
Lumumba: 2002:33), thus forcing the older institutions to expand or forcing
governments to open new ones. Secondly, to some extent there was an
increase in income which meant that more families were able to send their
children to university (ibid). Thirdly, according to Saint (1992:4) “Reduced
access to land [had] enhanced the value of education as a viable alternative
toland ownership in household strategies for self-improvement.”

As in the industrialised world, the increase in student numbers has
resulted in the expansion of existing institutions, as well as the
establishment of a variety of new ones both public and private, and
including vocational and professional institutions (TFHES 2000:16-17).
However, expansion has come at a cost. According to the TFHES it “has
caused the average quality of education to decline in many countries as
resources are stretched increasingly thin.” (2000:17)

(See also Mwiria, Kilemi and Ng'ethe, Njuguna: 2003)
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3.2.2 Globalisation

Of particular interest here is how the processes and outcomes of
globalisation have and are impacting on higher education internationally,
and stimulating innovation and change. In the first place, the availability of
new technologies, and especially information and communication
technologies (ICTs), has impacted on all sectors in society and how they
operate. Thisis true for the higher education sector where the 'technological
push' has given rise to innovations in university administration, as well as
in methods of teaching and learning (Silver 1998:2). It has also
revolutionised the ways in which people can communicate nationally and
internationally, and therefore how they can co-operate and collaborate.

The presence of world markets and a global economy have given new
meaning to the concepts of survival and competition. Today, business and
industry depend on continual innovation through knowledge production to
develop new or to improve existing products and services in order to
compete effectively. Therefore, research is happening in sites other than
universities, although business and industry continue to depend on and
invest in the research skills and expertise of academic researchers. This has
resulted in many cases in a greater emphasis on application and context-
driven research which Gibbons et al (1994) refer to as 'Mode 2 knowledge
production'.

Furthermore, to keep up with the rapid pace of change, the labour force is
now required to develop the ability to independently and continuously
upgrade and expand their skills and competencies. Castells (2001a:13) calls
this “self-programmable” labour; in other words, a workforce that has the
built-in capacity to generate value through innovation and information,
and that has the ability to reconstruct itself throughout the occupational
career on the basis of this education and this information.

Some have argued, therefore, that in a world where knowledge very rapidly
becomes obsolete, the emphasis is less on “acquiring a particular body of
knowledge in a discipline” but rather on “the development of the skill to
acquire new knowledge and the capacity to use knowledge as a resource in
the context of the needs of society and at a level commensurate with higher
education.” (Ekong and Cloete 1997:5). These developments have given rise
to concepts such as the 'learning society' or 'knowledge society' and 'lifelong
learning', which underpin many of the innovations in relation to curricular,
and the way teachers teach and students learn. These shifts will be
discussed in greater detail below.

Africa has also felt the effects of globalisation, technological advance and
the world economic system, but generally has not been able to participate
and compete effectively (Saint 1992:3). The reasons are wide-ranging, not
least of which are chronic economic problems, the brain drain, new
technologies undermining the value of raw materials in Africa, the high

population growth rate and rapid urbanisation, and environmental
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problems (Saint 1992:3-4). Many authors note the critical role of
universities in helping Africa to address these challenges, as well as to help
in understanding and interpreting the implications of globalisation for
African nations.

3.2.3 Financial Constraintsin Higher Education

Financial constrains in higher education are perhaps the single most
important explanation of innovations in most African universities. While
public and private investments in higher education served to boost
university resources in the 1960s and 1970s, the last couple of decades have
seen a decline in public funding for higher education as economic recession
affects countries worldwide (Bartelse 1995; Squires 1983). The decline in
funding, together with related trends, can also be traced to the ascendancy
of neo-liberal policies of fiscal constraint, minimalist government and
reduced social spending that have become globally dominant as the key
planks of the SAPS.

At the same time, the emergence of non-university type HEIs and a
growing number of private institutions has meant that universities have to
compete for scarce resources. So too does higher education compete with
“other social sectors (especially health, nutrition, and population control)”
for public and private funding (Sanyal 1995:298). Together with the
financial pressures associated with the rapid expansion of higher education
(Schofield 1991:5), and calls from national governments for greater
institutional efficiency and effectiveness (Silver 1998:13), universities and
other HEIs have been compelled to revisit their financial sources, systems
and controls. This, in turn, has given rise to a range of innovations in
relation to, for example, financial management, institutional or system-
level restructuring, and income generation.

Anincreasingly common trend in this regard is the emergence of 'market' or
'entrepreneurial' institutions in what has come to be termed as the
'marketisation' of higher education (Subotzky 2000:7). According to
Subotzky (ibid), fuelled by the processes of globalisation, the marketisation
of higher education “ is characterised by closer partnerships with outside
“clients” and other knowledge producers, by a greater onus on faculty to
access external sources of funding and by a managerialist ethos in
institutional governance, leadership and planning.”

An important consequence of this trend is that the innovations which have
arisen in response to financial pressures are potentially in conflict with
those based on educational needs. As Silver (1998:12) puts it, “This larger-
scale' context of innovation increasingly in the 1980s and 1990s involved a
tension between the will to change for educational reasons and mounting
pressures to do so for economic ones.” Given this choice, most universities
seem inclined to respond more to the economic pressure. (Mwiria, Kilemi
and Ng'ethe Njuguna. 2003)
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3.2.4 Thelnternationalisation of Higher Education

The increasing presence of arrangements and co-operation between HEIs
in different countries is stimulating new forms of innovation and change in
many institutions. Different from but related to globalisation, the so-called
'internationalisation’ of higher education has been defined in a number of
ways. Anderson and Maharasoa (2002:15), for instance, define the
internationalisation of higher education as the “importation of higher
education, exporting higher education, transfer of academic offerings,
distance higher education and formation of higher education networks” on
aninternational scale.

This is becoming increasingly apparent in Europe as a result of European
integration. Gellert (1999:13-14) observes that the integrating effect of the
European Community has started to introduce pressures for change in
HEIs in Europe and will probably continue to do so in the future. Various
pieces of legislation from the Commission of the European Communities
“have made higher education a legitimate object of policy making on the
European level” (Gellert 1999:13). A more pervasive pressure, however, is
likely to be the expectation on the part of European students “that the
courses which they have participated in and the exams which they have
passed in another country will be acknowledged and accepted with
equivalent credits at their own home university” (ibid).

In Africa, some regional or multi-country institutions, or at least the
regional role played by some institutions such as Université de Dakar (now
Cheikh Anta Diop) or Université d'Abidjan (now Université de Cocody) for
the West African sub-region or the Bénin-Togo axis, have ceased to
function, but still exhibit some form of internationalization in that they still
attract students from a wide international pool. New sub-regional and
regional organizations have been created. For example, in the East African
region, the universities of the three countries that form the core of the East
African Community, Kenya, Uganda and Tanzania now accept each others
credits and are poised to move even closer with the 2002 reinvigoration of
the hitherto dormant East African Inter-University Council. Thus
internationalization of university education is already under way in Africa.

How then are African universities thinking of and reflecting on innovations
in practice? This research argues that if innovations are taking place then
they must be taking place as in the Innovation Matrix in order to reflect
global, systemic, and institutional challenges. We now turn to the research
findings but first a methodological note.
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Chapter Four
SALIENT FEATURES OF REPORTED INNOVATIONS
4.1 Methodological and Other Notes

The questionnaires analysed in this report were sent to a total of 134
institutions out of which 53 institutions or 39.6% responded. The
institutions reported a total of 453 innovations for an average of 8.5
innovations per institution. However, it is evident from the detailed
presentation below that some institutions in each region accounted for the
bulk of the reported innovations. It is therefore important to make several
methodological and other related points upfront.

(1) The response rate is quite good for the kind of methods used but
could have been higher. Several reasons are suggested for the response
rate. First, the nature of the major collection instrument and the
mechanism of receiving the information collected, in this case, the self-
administered questionnaire appear to have been an obstacle. Indeed, even
in industrial countries with good communication infrastructure, data
collection methods that use self-administered questionnaires to be
returned by the respondents by mail, even when self-addressed stamped
envelops are provided, are usually characterized by low response rates. In
the African context, with its structural and communication problems, the
response rate is quite commendable.

(i1) The response rate may also be explained by some factors that may be
indicative of some of the persistent structural and institutional problems of
governance and management. In some cases a change of the officer-in-
charge, or the letter having been addressed to an officer who was no longer
occupying the position, were offered as an explanation for not being able to
locate and for not having responded to the questionnaires.

(ii1) In some cases, for example in Francophone Africa, there was confusion
regarding the actual purpose of the study and its sponsor. As indicated
earlier, a detailed cover letter accompanied the questionnaires and
explained to vice chancellors, presidents, and rectors the purpose and
significance of the study as well as its sponsors (the Partnership
Foundations) and initiator (ADEA/WGHE). In some cases, however, there
was an assumption that the study would be used for further
implementation of the dreaded structural adjustment programmes (SAPS).
This assumption may be explained at least in part by the fact that the
questionnaires and cover letters were sent from the World Bankwhich was
the case for the universities in all the countriesand in the case of
francophone countries, the instructions indicated that the completed
questionnaires were to be returned to the local World Bank office. Despite
the World Bank's recently expressed interest in renewing support for
higher education, the divergence of views between the World Bank and
African institutions since the structural adjustment programs and their
conditionalities still seems to run deep.
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(iv) A number of university officials pointed out during site visits that the
survey questionnaire was rather complicated in that it required the
respondent to place the innovations as indicated in the Innovation Matrix.
Furthermore, it required that the responding institution photocopy the
questionnaire and send it to the relevant faculties, departments and other
management units. Some might have viewed all this as too much work and
therefore, simply ignored the questionnaire. Others might have done the
minimum the result being under-reporting of innovations in any one
institution.

The representativeness of the responses also deserves comment at this
point. It is important to note that the submissions discussed in this report
do not constitute a statistically representative sample of initiatives across
regional institutions, in any of the particular region covered by the study or
any given country or in any one institution. There are many other
noteworthy innovations throughout the continent, which are not listed and
discussed here. This is because the report focuses only on responses to the
questionnaire circulated to the higher education institutions. In other
words, the number of submissions from any one institution should not be
interpreted as an indication of the extent of innovation at that institution.
Likewise, the range of innovations reported here should not be interpreted
as anindication of general trends.

Even though the site visits provided extremely useful supplementary
information, the wvisits, naturally, did not add to the statistical
representativeness of the data. Further, the amount of information
contained in each questionnaire returned varied quite widely. In most
cases, only the questionnaire form was filled which means the descriptions
of the innovations lacked details. In others, considerable additional
unsolicited information was supplied. In the case of some institutions,
which provided multiple submissions, innovations were merely named with
no further information presented in the questionnaire. For the purpose of
completeness, however, all submissions received were tabulated regardless
of how much information was provided.

Categorisation of the responses also needs some qualifying
comments. In categorising the submissions, several problems were
encountered. These were: the non-categorization of some submissions by
the institution. As a result, a judgement had to be made as to the
appropriate category; the categorisation of others was clearly problematic
in terms of the definitions provided in the questionnaire. Some of these were
therefore recategorised; a few submissions were listed in more than one
category by the institution. In the southern Africa and Francophone region
these cases are tabulated in different categories. This is especially true of
“quality”, and “relevance” as defined in the questionnaire. “Quality” is
linked to teaching and learning. However, some submissions related to
quality in all aspects of institutional life and these have therefore been
located in different categories in the case of southern Africa region. With

regard to “relevance”, many submissions could, arguably, fit into this
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category particularly those categorised in the Institutional Mission, Role
and Focus, and Curriculum and Quality categories.

The impact of the innovations is an issue that will interest the reader.
On this, it should be noted that the innovations reported here have not been
evaluated in any way with regard to their effectiveness, impact or success.
An innovation is in essence a process. Indeed, some of the interviewees
argued that by definition, an innovation is an unfinished business because
the innovative mind is a restless mind always looking for further ground to
explore. According to this view, a cross-sectional assessment or an
observation at a specific stage cannot properly capture its dynamics. An
appropriate analysis and understanding would require an assessment over
some of the different stages in order to seize the sense of movement. Given
the purpose and the time frame of this study and the data-collection
instruments it was not possible to fully capture these key elements.

However, even if the time allocated permitted, it would not have been
possible to observe the process in the cases where the innovations are at an
advanced stage in the implementation process. Indeed, the innovations
reported are at different stages with some not yet fully formulated. Even
then, it is still appropriate to consider as innovations “good” or “interesting
ideas” regardless of the implementation stage that they had reached at the
time of the research. Indeed, even the responses that simply provide a list
of changes they label as innovations, projected innovations, or possible
areas of innovation are in some cases worth reporting, if only for future
purposes or understanding what may constitute critical areas of concern.

The value of the study to the institutions was that it simply provided
them with the opportunity to highlight not only long-established
initiatives, but also interesting new ones aimed at meeting emerging
challenges in higher education. As stated above, some are in the early
stages of implementation, and others are still in the embryonic form of ideas
or proposals. What this means is that it is beyond the scope of this report to
evaluate the effect or impact of these innovations. It would, however, be
important to do this at a later stage.

In spite of the above caveats, it will become evident on reading the report,
that the findings do not contradict available literature on innovations in
higher education in general or innovations in African higher education in
particular. Neither does it contradict what is already known about
innovations in other and African universities. If anything, the reported
findings tend to conform to findings from other studies. It is expected that
as the report collates a range of innovations, it will be a major resource for
practitioners', providing information on the changes that are taking place
in Sub- Saharan African universities.
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4.2 Overview

The nature and scope of innovations in African higher education vary
between institutions, both within countries as well as internationally, but
they cover every aspect of institutional life. This is true of innovations
reported in this study. This feature of the innovations is perhaps best
captured in The Innovative Campus, in which Kliewer (1999, p. 17) points
out that:
“It is a challenge to grasp, put your fingers around, touch and feel the idea

of innovation in higher

education ... there is a vast range of typology, ranging from the
alternative campuses for their out-of-the

ordinary programs, (with) their wacky, handmade, one-of-the-kind
designs...”

Innovations can also be classified on the bases of curricular novelty,

structural change such as “new experimenting organizations; innovative

enclaves within existing organizations; holistic and piecemeal changes; and

peripheral, environmental” changes (Kliewer 1999: p. 18). There are also

innovations based on the institutional policy of student selection and access

or philosophy of education with regard to the level of abstraction of the

content and process of knowledge acquisition,

The innovations reported are, therefore, wide in scope and come

very close to approximating what Kiliewer described. Thus they

and can be placed
(...) on a continuum ranging from open campuses to elite
institutions) and educational methods (how to best integrate
theoretical and practical knowledge, on a continuum ranging from
campuses that connect theory to practice at “immediate times and
locations” [inside the classroom] to those that prefer to keep
experiential practice distant from the classroom setting or

entirely separate from the college or university program)
(Kliewer; 1999. P18.).

The levels of innovations reported by universities in this study are
similar to what Squires (1983, p. 4), captured in his study some twenty
years ago. Squires describes three levels of innovation in higher education,
namely “innovations at the central, policy-making level; innovations in the
organization and management of educational institutions; and innovations
in curricula and teaching.” Silver (1998:3) provides a similar typology
which includes: “(a) organisation and management, (b) curriculum and (c)
teaching and learning.” From these categorizations, it is possible to see that
innovations may occur at international, national/system, institutional,
departmental, and individual levels. These are the levels anticipated in
one of the axis of our Innovation Matrix and indeed innovations were found
to have taken place at these levels, especially the last three. The areas of
innovations reported by universities in this study are similar to those
outlined in the Matrix, which are also similar to those found in past studies.
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With regard to the drivers of innovation suffice it to recall that, in the
case of the crucial area of educational delivery, it is rare that innovations in
higher education respond to only one set of contextual factors. This was
found to be the case in this study. According to Silver ( 1998: p. 15), the
motivations or driving forces behind innovations in teaching and learning
can be categorized into internal and external forces, but in our view, so can
motivation in other areas. From a more nuanced point of view, innovation,
especially in teaching and learning, could be viewed in terms of individual,
departmental, institutional, or systemic initiatives.

In their review of innovations in teaching and learning in the United
Kingdom, Hannan and Silver (1998: pp. 6-9) found that since the 1970s,
innovations have moved from individual to guided and finally to directed
initiatives. This very useful insight is not self- evident in this study but is
worth keeping in mind. In addition to providing the insight, Hannan and
Silver's (Op. cit, pp. 138-139.) also generated a typology of drivers that has
been largely vindicated by this study. The typology is as follows:

+ Individual and group innovations“classroom and course related, a
direct response to student needs and professional concerns”

« Disciplinary initiativesstimulated by subject or professional
associations, or based on “informal collaboration amongst
subject specialists across institutions”

+ Innovations responding to the educational mediausing available
new technologies and developing software or resource-based
learning materials

+ Curriculum-prompted innovationsadapting to semesterization
and modularization, as well as changes in disciplinary fields
and the move towards interdisciplinarity

+ Institutional initiativessuch as policy and staff development,
and the introduction of educational development units

+ Systemic initiatives such as the introduction of new kinds of
institutions by government (e.g. the Open University) or
system-wide changes in funding

+  Systemic by-productssuch as Teaching Quality Assessment and
changesin student funding.

Many of the contextual drivers outlined earlier have also been found to
apply to the universities covered in this study, again with regard to delivery
of education. These include; changes in student numbers and diversity,
limited resources, national policies, labor market demands, the availability
of new technologies, developments in theories of learning, the implications
of the 'learning society', lifelong learning, globalization, and the
internationalization of higher education. In this regard, Africa is probably
not very different from other parts of the world.

Keeping the above observations in mind, we can now summaries the key
features of the innovation reported in this study as a prelude to

discussing them later in more detail.
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Universities have now embraced the practice of developing new
vision and mission statements and are in various stages of
developing such statements. Whether the new statements go
beyond the traditional mission of teaching and research, to
something more ambitious, for example, the intention to become
centres of excellence is the real question in the context of
innovations.

A new departure in the re-statement of university visions and
missions is the creation of entirely new and sometimes niche
institutions such as the Northern Campus in Namibia, Mbarara
University in Uganda, the University of Development Studies in
Ghana, the Kigali Institute of Science and Technology in Rwanda
and Jomo Kenyatta University of Agriculture and Technology in
Kenya.

Universities are embracing strategic planning and are, again, at
different stages of the process. The innovations here, have to be
sought in the contents of the plans.

Except for very few institutions such as the University of
Mauritius, the University of Botswana, UCAC in Cameroon and
maybe a few others in South Africa, all the other universities have
been operating under enormous financial constraints as result of
the African economic crisis of the 80s and 90s and the dominant
neo-liberal policies. Therefore, many of new initiatives
particularly the financial areas have, arguably been driven by
the need to address institutional financial crises. Whether the
new reforms are also innovations is the issue. Have they for,
example addressed the two dimensions of financing; sufficiency and
efficiency or just one?

Programme diversification has been on the increase, though it is
debatable whether this has been done innovatively.

Some governance innovations are being introduced, though as we
argue later, they are neither many nor radical.

Curriculum review is on the increase, though formidable
obstacles are still to be overcome before this becomes the norm.

Except, for a few cases, for there is no involvement of industry in
the design and reviews. Most of the mechanisms for review again,

arguably, fall short of being innovative.

New delivery mechanisms such as semesterisation are on the
increase.
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The concept of lifelong learning has emerged and increased in
importance.

Open learning and distance education have emerged,
particularly with the fast-paced technological invention with direct
impact on information and communication in general and with
specific application to education thus offering possibilities of higher
education to a wider range of the population.

Use of ICTs is on the increase, with interesting innovations
emerging around how to use the ICT, for example in distance
learning, on- line registration, university management and
improvement of quality, for example, through on- line access of
teaching materials).

Demand for university education has been expanding at an
unanticipated rate and this has been one of the drivers of
innovations especially since the mid-1990s.

Collaborative arrangements intended to improve access are on
the increase. However, most of these are still at the national level
with few, if any, innovative initiatives to create regional and
international collaboration.

A number of collaborative arrangements for the purpose of quality
improvement, for student exchange and research are now in place
but more innovative approaches are needed to make the African
universities equal partners in the collaborative arrangements.

Mergers at national and international, institutional, and
departmental levels have become a fairly common strategy for
improving the efficiency and effectiveness of higher education
institutions. Affiliation of institutions at the international level,
in many cases through ICT programs, from a few courses to full
institutional linkages, has been an increasing format of
cooperation.

In the case of Francophone countries, the formal linkage between
each African institution and a mother institution in the
metropolitan country has been a tradition. However, the new
framework is supposed to be one of free linkage between two
institutions based on equality and mutual benefit, thus doing
away with the old French style, which was one of dependence and
paternalism

Interesting variations of distance learning are emerging with
some institutions combining a dual mode of traditional
institutions complemented with distance learning. This is the
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case, for instance, at the University of Namibia and Université
Marien Ngouabi in Congo-Brazzaville. In contrast, other
institutions operate on a single-mode basis of distance learning
only. UNISA is the most advanced single-mode case, not only in
Africa, but also in the world. New single-mode systems have
recently been implemented. For instance, the Open University of
Tanzania already enrolls more than 10,000 students. These
modes are gradually expanding throughout the continent. The
World Bank has also set up the African Virtual University (AVU)
that includes several countries.

Vocational/professional/ skills development and work-based
programmes have increased, with or without the distance
learning component.

Innovative approaches to teaching, learning, and assessment are
emerging. For instance, more importance is being accorded to
student-led seminars and lectures; interactive seminars have
been introduced; group or team work with multi disciplinary
perspectives 1s being introduced. Students' projects are
increasingly being presented, not only to other students and
lecturers but also to assessment panels of outsiders, including
potential employers.

Concern for relevance is on the increase. This is being reflected in
partnerships intended to encourage interaction between higher
education and other sectors of society, notably government,
business and industry, and community.

Universities now display a renewed vigour in establishing links
with industry. In general, universities have devised a number of
strategies for improving the management of university-industry
partnerships around knowledge production and knowledge
commercialisation. These include: setting up industrial liaison
units to provide support to staff; setting up institution-wide offices
to manage the commercialization of university knowledge and
services; links involving industries in curricula revision; industry
representation in university governance structures; consulting
for industry; joint discussions on issues of intellectual property
and other forms of partnerships in part to address issues of
financial constraints, and relevance. Some of the university-
industry links, for example, joint curricula review are potentially
quite innovative.

Staff development/ retention still remains a major challenge even
though some innovations are taking place in this area.
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+ A few universities are addressing the problem of “publish or
perish” by supporting the establishment of domestic journals,
though; it is still true that “too many African scholars are sticking
to the traditional pattern of gaining recognition; for example, by
preferring to publish in overseas journals. They seem to consider
that the departure from this pattern means being less scholarly.”
(Ajayi et al. (op. cit., p.234). In this case it is the scholars who are
being less than innovative, though in the case of francophone
countries, the criteria are set at CAMES. What the teachers and
researchers do is to match the requirements (Assie’-Lumumba:
2002.)

+  Universities seem keen to moderate the traditional ivory tower
image. The most important innovations around this issue, are
pedagogical, for example, the introduction of Problem- Based
Learning(PBL); creation of new institutions with community
orientation as their major mission; inclusion of some community
mandate in new mission statements.

+  Some critical innovations are either missing or are very few.

4.3 Range and Distribution
4.3.1 The Southern Africa Region

In the Southern African region, questionnaires were circulated to a total of
52 higher education institutions (HEIs): 36 in South Africa and 16 in other
Southern African countries and. Responses were received from 21
institutions, a modest institutional response rate of 40%. Of these, more
than half (12 or 57%) were from South Africa. The other submissions were
received from institutions in Botswana, Lesotho, Malawi, Namibia,
Swaziland, Zambia and Zimbabwe.

In all, a total of 175 individual submissions were received from these 21
institutions. Table 1 lists the institutions included in this report (grouped
by country) and indicates the number of submissions made by each
institution. A significant majority of submissions (41 out of 175 or 23%)
came from the University of Pretoria. The University of Malawi followed
with 22 (or 13%) of the submissions, and the Rand Afrikaans University
with 19 (or 11%). It is noteworthy that, among the 12 South African
institutions, which responded, only two were historically disadvantaged
institutions and three were from technikons. As pointed out earlier, this
however, does not imply that there are no innovations occurring in the
latter. It is simply that a few responses to the survey were received from the
technikons.
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Table 1: Number of reported Innovations by institution in the southern
Africa region

Country |Institution Number |Percentage
Botswana University of Botswana 2 1%
Lesotho National University of Lesotho 7 4%
Malawi University of Malawi 22 13%
Namibia University of Namibia 13 %
South Africa| University of Cape Town 5 3%
University of the Free State 1 1%
Medical University of South Africa 1 1%
University of Natal 9 5%
Potchefstroom University for Christian
Higher Education 9 5%
University of Pretoria 41 23%
Rand Afrikaans University 19 11%
Rhodes University 9 5%
University of Venda for Science and
Technology 5 3%
Cape Technikon 7 4%
Tecknikon Pretoria 2 1%
Technikon Witwatersand 1 1%
Swaziland | University of Swaziland 5 3%
Zambia Copperbelt University 4 2%
Zimbabwe | Africa University 4 2%
Solusi University 2 1%
University of Zimbabwe 7 4%
Total 175 100%

The initiatives analysed in this report were grouped according to the
innovation categories in which they were identified by the institution. The
number within each of the 11 categories is provided in Table 2. For reasons
discussed earlier, several submissions are listed in more than one category.
As a result, the number in Table 2 below (209) is more than that in Table 1

(175).
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Table 2: Submissions by Innovation Matrix in the southern Africa region

Areal/Level System Institution |[Faculty Total
Relevance in teaching, 18 28 46
research and service

Curriculum and quality 1 20 25 46
Student Life 24 24
Access/Equity 19 4 23
Staff development and

retention 17 3 20
Financing 17 2 19
Strategic Vision & Mission 15 3 18
Governance 11 1 12
Other 1 1
Total 1 142 (67.9%) | 66 (31.5%) | 209

We wish to reiterate that some of the submissions received from single
Institutions were either very closely related to other initiatives, or could
have been classified in one or more other categories. Likewise, it was not
always possible to determine definitively whether an innovation was at the
institutional or faculty level. The majority appear to be institution-wide
initiatives, with only one at the systems level.

In examining these figures, we wish to state reiterate that quantification of
the survey results in terms of the categories does not necessarily provide a
reliable indication of the range of innovations in Sub-Saharan African
higher education institutions. Because the list of submissions received is
not representative, no trends can be generalised from this. Still is worth
noting that by far the majority of submissions fell into the categories of
Relevance, and Curriculum and Quality (46 out of 209, or 22%, each).

Student life is also surprisingly ranked quite high. It is perhaps also worth
noting that financing innovations do not seem to rank as high as one would
initially expect and neither do governance related innovations. Several
innovations on AIDS were mentioned and are discussed later in this report.

It would have been interesting to assess whether there is any difference in
the innovative behavior of the old and the new universities in the southern
Africa region but the number of the returns to the questionnaire does not
allow this potentially insightful comparison, in the context of the socio-
political underway especially in South Africa.
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4.3.2 The Eastern African Region

In the Eastern Africa region, the questionnaire was mailed to 44
universities in eight countries, namely, Rwanda (1), Eritrea (1),
Ethiopia(3), Uganda (8), Sudan (12), Tanzania(9), Mauritius(1) , Kenya (9).
Out of this a total of 16 universities, [a 36% response rate], responded from
five countries. The 16 responses came from Rwanda (1), Uganda (3), Sudan
(2), Tanzania (3), Mauritius (1), Kenya (6).

The response rate was not as high as expected partly, one suspects because
the questionnaire was a self- administered questionnaire, and partly
because it was addressed to the vice chancellors, who, no doubt, delegated
the work to someone, who in turn might not have had time to complete the
questionnaire. Another reason for the low return rate that came up during
the site visits was that the instrument was too complex and time
consuming, given that it required the respondent not only to identify the
innovations but also to identify their level in the Innovations Matrix. In a
large complex university with many innovations, this task might have
required the combined efforts of a large team, hence the inclination to
ignore the questionnaire. In this region only the University of Dar Es
Salaam attempted a comprehensive response and indeed this required a
team to accomplish. The relatively high response rate from Kenya was on
account of personal visits by the researcher in charge of the region.

The 16 universities reported a total of 173 innovations as shown on table
three below:

Table 3. Number of Reported Innovations Per University In the eastern

Africa Region
No.| University Number of
Innovations
1 Kigali Institute of Science and Technology, Rwanda. 10
2 University of Muratius, Muratius. 15
3 Kilimanjaro Christian Medical College, Tanzania. 2
4 University of Dar-Es-Salaam, Tanzania. 35
5 St Augustine University, Tanzania. 17
6 Islamic University of Science and Technology, Uganda. 4
7 Mbarara University of Science and Technology, Uganda. 3
8 Uganda Martyrs University, Uganda. 8
9 University of Science and Technology, Sudan. 3
10 | Shadi University, Sudan. 10
11 | Egerton University, Kenya. 6
12 | Maseno University, Kenya. 9
13 | Kenyatta University, Kenya. 18
14 | Jomo Kenyatta University of Agriculturtre and Technology.| 10
15 | Moi University, Kenya. 14
16 | University of Nairobi, Kenya. 8
Total 173
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Asin the case of the southern Africa region, one does not want to put a great
deal of emphasis on the number of reported innovations by way of rigorously
comparing the universities with each other. This is because the number of
reported innovations might very well depend on what each university
considered to be an innovation. In this regard, it is very unlikely that those
responding to the questionnaire took the trouble to reflect on the meaning of
innovation before embarking on answering the questionnaire. We shall
return to this issue later. For the moment, all we can safely say is that all
the responding universities consider themselves to be engaged in one or
other form of innovating. Some, like the University of Dar-Es Salaam,
Tanzania, and Kenyatta University, Kenya, appear on the basis of their
responses, to consider more of whatever they are engaged in as innovative
compared to the other respondents. A related point is that, from what we
otherwise know of these institutions, the number of innovations were
under-reported, depending on whether the questionnaire was widely
distributed or whether is was filled by one individual.

Perhaps more important than the number of listed innovations is the types
of activities that the universities consider as innovations. Table three
shows the matrix summaries of the actual responses from the
questionnaires

Table 4: The Innovations Matrix in eastern Africa

Area Level
System | Institution Faculty |Total

Strategic Vision and Mission 12 1 13
Financing 21 7 28
Access/Equity 29 6 35
Governance 10 1 11
Curriculum/Quality 12 12 24
Staff development and
retention 8 3 11
Relevance in teaching
research and service 15 36 51
Student Life - B _
Total 107(61.8%) | 66(38.2%) | 173

The matrix shows that no innovations were reported at the system level and
yet we do know that innovations have been taking place at this level. Kenya
and Mauritius, for example, have Commissions Of Higher Education, with
the Kenyan commission playing an important role in accreditation of
private universities and the Mauritius commission playing a role in
financial mediation between the universities and the government. Kenya
also has a Higher Education Loans Board and a Joint Admissions Board,
both of which play some important roles, at the system level, in the areas of
access, through loans and admissions affirmative action.
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Equally important are financing issues such as formula funding in Kenya,
which is done on the basis of a fixed and uniform unit cost, at the expense of
universities offering the more expensive technical courses. Existence of a
national IT policy in a country like Rwanda is a system level innovation that
the universities are expected to respond to and so are cost- sharing policy
decisions in place in Kenya and Uganda, for example. The reason why these
innovations were not reported could be that the respondents simply paid
attention to institutional levels alone and ignored the system level.

It comes as no surprise that institutional level innovations are the largest
category with innovations taking place in all the areas anticipated in the
analytical framework. One is not surprised that issues of access/equity and
finance feature prominently at this level, given the well- known financial,
pipeline and related political pressures confronting universities in Africa. It
was evident from the site visits that the universities are under immense
pressure to increase access even though funding from the state was
generally shrinking. Mauritius was the exception, being the only university
not to report immense financial constraints. It is also evident from the
responses that universities are beginning to respond positively to issues of
relevance and curriculum/quality, even though there is tremendous tension
between increased access and the need to maintain quality.

Faculty level innovations are in most cases a direct consequence of some
institution- wide innovation. In other words, they are mostly triggered by a
higher-level innovation. For example, the innovation to institute income-
generation activities will trigger the income generating units at
faculty/departmental levels. Some faculties will respond more positively
than others to the trigger, which may explain why there are fewer
innovations at this level than at the institutional level. The areas of
relevance and curriculum quality are the exceptions, a fact which is not
counter intuitive, given that such activities as curriculum reform, academic
industrial partnerships, internships, applied research, design of new/more
relevant programmes, sandwich programmes, mentoring junior faculty
e.t.c all take place at the faculty level in the first instance. In other words,
that is where they belong. In eastern Africa region it is the proliferation of
new programmes that accounts for a good number of the innovations at the
faculty level.

In all, the three areas of relevance, access/equity and financing seem to be
the most important, in that order, to the university innovators. One is not
surprised that finance is not the most “innovative” in that the room for
innovation with regard to financing issues is usually limited to a few
activities such as fee-paying students, income- generating units, cost-
cutting and cost- saving measures. The scope for innovations on relevance,
on the other hand, can be quite wide and indeed can be directly correlated
with size of the university such that the more the faculties/departments,
the more the likely innovations.
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No specific mention is made on innovations related to HIV/AIDS. This could
very well be on account of the fact that the questionnaire did not specifically
solicit response on this issue. Thus, the relevant information on this could
have been subsumed under any of a number of categories, including student
and staff welfare. This interpretation of the “missing area” is upheld by the
fact that innovations in this area did indeed turn up in some universities
during the site visits. Equally surprising is the absence of innovations in the
category of student life. Again, initiatives in this category could have been
subsumed under others or is it possible that there really are no innovations
inthis area?

4.3.3 TheFrancophone Region

In the francophone region, the questionnaire was sent to 38
institutions in 15 countries out of which 16 universities responded
to the questionnaire. This was a response rate of 42 %, which was
not quite as high as expected. Returns were received from Burkina
Faso (1), Cameroon (3), Cote d Ivoire (3), Regional based university
in Cameroon (1), Central African Republic (1), Chad (1), DRC (1),
Niger (1) Senegal (2), Madagascar (2)

Table 5: Reported Innovations in Francophone region

Unit| University Reported
Number of

Innovations

1 University of Ouagaduugou, Bukina Faso. 8
2 University of Douala, Cameroon. 2
3 University of Youndie 1, Cameroon. 23
4 University de Buea, Cameroon 3
5 University de Bouake, Cote d’Ivoire. 5
6 University d’ Abobo-Adjame, Cote d’Ivoire. 15
7 University de Cocody, Cote D, Ivoire. 15
8 University Catholique de I’Afrique Centrale, (UCAC), Cameroon 4
9 University de Bangui, Centrale Africa Republic. 7
10 | University de N'Djamena, Chad. 8
11 | University de Lumbumbashi, DRC. 9
12 | University de Niamey, Niger. 1
13 | University de Cheikh Anita Diop, Senegal. 1
14 | University de Baston Berger, Senegal. 1
15 | Universite Toamasima, Madagascar. 1
Total 105
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Other sources show that, in every Francophone institution, there are
changes that have been taking place among which several can be classified
as innovations but which might not have been reported for reasons
discussed in sub-section (1.2.). However it is worth noting here that the
three institutions that have the highest number of reported innovations are
among those that were visited after they failed to respond. Thus they had
the benefit of receiving clarifications about the purpose, sponsor and
potential use of the survey results and about the meaning of innovation.
While size, sphere of coverage and history, might be factors in the number of
innovations, among and those reported, this may not necessarily be the
case. For instance Cocody (an older institution) and Abobo Adjamé with
different history and size report the same number of innovations.

Of the Francophone countries DRC is the largest, with the most complex set
of higher education institutions. However, the war and the subsequent
difficulty of communication constitute an obvious explanation of the low
return. One institution (Université de Lubumbashi) managed to send its
questionnaire.

Though not suggested by table 5 it is possible to identify four types of
institutions, all struggling to capture and sustain a momentum of renewal
through innovations: These are:
« The “old” institutions that faced tremendous pipeline pressure in
the 1980s and 1990s. These are the Université d'Abidjan,
Université Yaoundé I, and Université Cheikh Anta Diop;

+ Université de Ouagadougou, which is relatively new but faced
similar problems as the old ones until its total collapse and
subsequent reconstruction.

+ Newer institutions trying to avoid being in the path of their
former mother-institutions by making use of new opportunities
and resolving to be relevant. These include Abobo-Adjamé,
Bouaké, and Douala.

+ The private institutions, which in general have more solid
support from their affliated/mother international and religious
institutions. Secular universities have been joining this group
but they are small and more selective institutions
complementing rather than competing with the larger public
institutions.

Though, again, not evident from table 5, a comparison of older and newer
universities shows that, while the two categories have differences, for
instance, in terms of size and track record, they are faced with similar
challenges. For instance, the questions of how to make the curriculum more
relevant and the need to proceed through the exercise of institutional
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strategic planning are the same although they are expressed differently:
one based on demand and learning from its own past while the other is also
driven by demand but based on the past experience of the older institutions.
Unlike the older universities that were created, in their time as new as new
institutions with new infrastructure, the new universities established in
the 1990s inherited old infrastructures, from other institutions that
previously occupied these facilities and from which these universities were
created. These facilities are neither sufficient nor in good enough condition
to meet their needs. There are even areas where the new institutions are in
worse condition, for instance, in the areas of library infrastructure,
laboratories, and even space for large classes.

There, however, appear to be differences between the old and new
institutions in the capacity of the new institutions to take advantage, more
quickly and fully, of the new context of contemporary trends. The newer
institutions appear better positioned to provide a favorable platform for
these new trends to express themselves. In addition the leaders of these
new universities are implementing new rules for managers, which appear
to grant more autonomy to the latter.

A comparison between public and private universities would be useful.
However, the only private institution included in the study is the UCAC,
which is not representative of other private institutions, most of which do
not have the legal status of university, even if they fulfill many of the
functions of the universities and have operated more and more as key
complements of the public universities. Most of these institutions are
secular, although the churches do have current or projected institutions of
higher leaning in several countries including Madagascar and Cote
d'Ivoire, and especially DRC. Most of the secular institutions are owned and
operated by nationals while a few are more internationalUniversité Ivoiro-
Canadienne that offered its fist Masters diplomas in 2002. Although some
of these institutions may not even be called universities, they actually
participate in the provision of higher education knowledge systems and
services and thus, it would have been informative to have them included in
order to know at least if and how they influence the process of change in the
universities. The growing component of distance learning should also be
taken into consideration in order to address higher education in a
comprehensive framework.
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Table 6: Innovation Matrix in Francophone region

LEVEL System | Institution | Faculty|Total
AREA

Strategic Vision and Mission - 16 7 23
Financing - 7 1 8
Access/Equity 1

Quality and Curriculum - 30 8 38
Relevance in teaching, research - 11 8 19

and service

Staff development and retention 2 8 - 10
Governance - 11 - 11
Student Life - 7 1 8
TOTAL 3| 97(92.3%)| 25(20%)| 125

*Number of individual innovations reported without the multiple counting
by critical areas: 105 cases.

As in the responses from Southern and Eastern Africa, most of the
innovations in Francophone Africa are located at the level of institutions
and again as in the responses from other regions in this study, very few are
reported at the system level. As in other regions too, the dearth of
innovations at the system level could easily be explained by the fact that
respondents to the questionnaire were university personnel who, inspite of
instructions, therefore, chose to respond only to instutional issues at the
expense of external system-wide issues. Thus, had the questionnaire been
sent to ministries of education, for example, system innovations would
probably have been better captured.

However, compared to the other regions, the Francophone region has a
higher percentage of reported innovations at the institutional level. It is
suggested that one reason for this could very well be the centralized
tradition of administration in Francophone universities, whereby little
autonomy is granted to or sought by people at the lower levels of the
administrative ladder, a fact that could explain the comparatively few
reported innovations at the faculty/departmental levels.(N'Dri Assie’-
Lumumba :2002) compared to the other regions. However, in order to avoid
an inaccurate reading and an erroneous interpretation of the process of
change in francophone countries, it might be appropriate to point out that
although the presidents, rectors, and vice-chancellors were asked to direct
the questionnaires to the appropriate units/individuals to fill them out, the
mere fact the questionnaires were directed to the institutional level may
have influenced the level of innovations likely to be reported, (N'Dri Assie’-
Lumumba: 2002).
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It is evident from table 6 that quality and curriculum have been identified
as the most important area for innovative efforts. Innovations in this
category, range from introduction of new courses to the use of computers in
teaching and learning. Innovations aimed at increasing relevance are also
worth noting especially because they are increasingly manifesting
themselves in better communication with and service to the wider
community and society, (N'Dri Assie’- Lumumba: 2002). Equity and access
are not major areas of innovation and when they do receive some attention,
they tend to be in gender terms only, thus neglecting other dimensions such
as class and regional/spatial, (N'Dri Assie’- Lumumba: 2002).

Student life/service has not attracted many innovations even though
student strikes continue to disrupt the functioning of many universities,
including the disruption of the fieldwork for this research. Yet, innovations
toimprove student life, while not necessarily cheap to implement, are easily
identified. Normally they would include integrating students in the
running of the wuniversity through better representation, creating
placement offices, offering on- campus employment, offering counseling
services, offering recreational facilities e.t.c. Quite surprisingly issues of
vision and mission also rank quite high, compared to the other two regions.
Financing innovations do not seem to rank very high even though one would
expect this category to rank quite high.

Similarly governance issues do not rank very high. This is quite surprising
given the prominence of the governance discourse in the 1990s. The reason
why governance has not been the subject of more innovations in
Francophone universities could be that the issue has been reduced to the
selection by election, of university rectors/presidents. Indeed it has now
become a reality that the head of a university must be elected even though
this has not substantially changed the highly centralized and politicized
administrative structures and culture. To the extent, therefore, that
governance is addressed beyond the narrow concern of electing the heads of
institutions, it is again restricted but this time to the improvement of
technical support for management as opposed to a search for broader
participation in decision making and enhanced transparency, (N'Dri
Assie’-Lumumba: 2002).

The innovations in Francophone countries appear to exclude some of the
major challenges. For instance, the rate of HIV/AIDS infection in Coéte
d'Ivoire and Burkina Faso, are estimated above 10 percent, the highest
according to available statistics in West African countries. Although it is
lower in West Africa compared to several Southern African countries, it has
still reached a level that requires massive intervention. Yet, the
innovations reported do not include any component on the subject of
HIV/AIDS, except for one health insurance scheme in Burkina Faso. This is
different in southern Africa and in some Eastern African countries which
have built into their programs general health and HIV/AIDS components.
Again it is quite possible that innovations in this area failed to turn up on
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account of the profile of respondents, given that innovations of this type are
more likely to turn up at the faulty and departmental levels.

4.3.4 Theaggregate Matrix

Combining the regional Innovation Matrices presents an aggregate picture
of the survey returns. Thisis presented in table 7 below.

Table 7: Aggregated Innovation Matrix

Unit| Area/Level System | Institution | Faculty|Total
1. Strategic Vision/Mission. - 43 11 54
2. Financing. - 45 10 55
3. Access/Equity. 1 55 10 66
4. Quality and Curriculum. 1 62 45 108
5. Relevance in Teaching, - 44 72 116

Research and Service.
6. Staff development and 2 33 6 41
Retention.
7. Student Life. - 31 1 32
8. Governance. - 32 2 34
TOTAL 4 345 157| 506
68.2%)|  (31%)

*Note. The totals in the matrix add up to more than the 453 responses
reported due to multiple coding in the regional matrixes.

As expected, the combined matrixes do not reveal anything new beyond
what is evident in the regional matrixes. Most of the innovations are at the
institutional level, compared to system and faculty/departmental levels.
Relevance, quality and curriculum issues by far dominate the areas of
innovation reported in the survey. In this regard, the Francophone region is
different. In the other two regions innovations in relevance and to a large
extent in curriculum are reported as taking place at the faculty level, where
one would indeed expect them to be located because of their very nature.
Apparently, thisis not the case in the Francophone region.

Student life, staff development and governance areas rank low and the
financial area does not rank as high as one would have expected. Specific
reforms related to HIV/AIDS are not mentioned though some turned up
during field visits. Possible explanations the trends depicted in table 7 have
been offered in the regional summaries above. We shall, therefore not
repeat them here.
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4.3.5 Innovationsin Ghana
4.3.5.1 Policy and System Levels

The study on Ghana, the only one carried out in a single country, represents
Anglophone West Africa. It revealed similar trends in higher education
innovations. Innovations have been taking place both at the system and the
institutional levels. Current reforms are traceable to the 1991 Government
White Paper on Reforms in the Tertiary Education System that outlined the
principles underlying the reform process. One of the outcomes of the White
Paper was the establishment of The National Council for Tertiary
Educationin 1998.

The other major output of the tertiary education programme was a set of
policy reform objectives that include: establishment of an Integrated
Tertiary Education System; co-ordination of tertiary education with other
sub-sectors of the education system; making Tertiary Education more cost-
effective and able to provide quality education; increasing  funding for
tertiary education; providing greater access to tertiary education for
qualified people and significant increase in the proportion of women
students; restructuring enrolment and output of tertiary institutions to
achieve an appropriate balance in the provision of skills in science,
technology, social sciences, humanities and the arts in relation to national
needs; achieving balance between the supply of higher diploma and
Technician Level Personnel; introducing programmes and courses for
advanced technician training in appropriate institutions; introducing
programmes and courses geared to the working people for national
development; ensuring overall balance between the supply of trained
personnel from tertiary institutions and labour market demand; and
improving the internal administration of all tertiary teaching institutions.

The policy reforms have resulted in major reforms at the system level. The
major ones are:

Integrated and Coordinated Tertiary Education System

Under the new educational reforms three bodies were established to
supervise and co-ordinate the tertiary education system. They are: The
National Council for Tertiary Education (NCTE); National Accreditation
Board (NAB); National Board for Professional and Technician
Examinations (NABPTEX)

Upgrading of Training and Technical Institutions to Tertiary
Status

Polytechnics were upgraded to tertiary education status to offer middle and
high-level career-focused training and skills development required for
national growth and development. In addition, with the support of Japan

International Agency for Co-operation (JICA) the Ministry of Education
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appointed a study team to prepare a master plan for the strengthening of
technical/vocational education in Ghana. Demand-driven innovative
programmes are to be introduced in six areas including Hospitality and
Tourism, Manufacturing, Business and Information Technology in
polytechnics using competency-based training (CBT). Polytechnics in
Ghana are to introduce B.Tech programmes. Polytechnics have
established Industrial Training Advisory Boards (ITABs), a medium
through which expertise from industry is brought to bear on the work of
Polytechnics.

The Regional Colleges of Applied Arts, Science and Technology
(RECAAST)

One of the innovations envisaged under the White Paper mentioned above
was the introduction of the concept of RECAAST, an amalgamation of
institutions such as Teacher Training Colleges, Agricultural Training
Colleges and Nursing Training Colleges on regional basis. Although this
concept has not worked as envisaged, almost all of these types of
institutions have been or are being upgraded and affiliated to one
university or the other. Teacher training colleges are to be upgraded into
diploma awarding institutions. Nursing training colleges have introduced
diploma programmes and are processing their affiliation with the
University of Ghana and KNUST.

The National Film and Television Institute (NAFTI) and the Ghana
Institute of Journalism (GIJ) have introduced degree programmes through
a process of affiliation with the University of Ghana. Thus, although the
concept of RECAAST has not been implemented in the form envisaged, its
object may be coming into focus with these developments.

Information and Communication Technology as a Tool for
Teaching and Learning

ICT programmes have been pursued over the years by the public tertiary
institutions in Ghana. The libraries in the universities provide email and
Internet services to students. Ghana Inter-Library Lending and
Document Delivery Network (GILLDNET) has been established with the
Balme Library of the Legon playing a leading role. The University of
Education at Winneba and the Ho Polytechnic have formed a partnership
with private providers to set up ICT facilities on campus to augment
available provision at a cost to students.

African Virtual University sites have been established on the campuses of
the leading universities with the capacity for exchanges between the
universities in Ghana and their counterparts abroad. The AVU's have been
offering training in computer literacy and advanced computer skills to
students on demand.
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Changes in Governance and Management Structures

As part of the new education reforms, a number of changes have been
initiated in the governance of institutions at the tertiary level. The
President of the Republic of Ghana, for example, can no longer be the
Chancellor of a public university. Chancellors are now appointed from
among persons who have distinguished themselves in various spheres of
life. The Governing Councils of the respective tertiary institutions rather
than the government are the appointing authorities for the chief executives
of the institutions. The vice-chancellors, who were before appointed by
government, are under the 1992 Constitution of the Republic of Ghana,
appointed by the University Council.

Strategic Planning: Public universities are adopting strategic planning
and have been through at least one five year cycle. They are supported, in
this exercise, both by partners from the local private sector and
international Foundations.

Diversification of Funding

The White Paper on the Reforms to the Tertiary Education Sector proposed
a new system of funding and financing of tertiary education based on cost
sharing between government, students and the private sector. Under the
new scheme, students were to gradually assume the responsibility of
payment of full costs of lodging and incidental expenses.

Implementation of this policy has faced stiff opposition considering the fact
that government had since the inception of university education in Ghana,
taken on full sponsorship of all students, which included not only boarding
and lodging but also a stipend. Opposition has been based on the perception
that cost sharingis part of the World Bank's structural adjustment regime.

Today, the concept of cost sharing is no longer being debated. What
continues to raise critical debate is its form and impact on matters of equity.
Students now make contributions towards the use of academic and
residential facilities. A good number of students now seek accommodation
in private hostels. A related development is the introduction of sponsored
fee-paying. Under the new policy, the approved quota for both fee-paying
Ghanaians as well as foreign students is 5% of the student population in a
given public university.

A major landmark on the tertiary education landscape is the introduction of
the Ghana Education Trust Fund into which two percent of Value Added
Tax (VAT) proceeds are paid. Thisis meant to supplement to government's
budgetary allocation to the education sector. The key drive for this
innovation was agitation by constituencies in higher education for
increased funding to their sub sector specifically.
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Gender Equity

There has been marked improvement in the enrolment of females in public
tertiary institutions in Ghana (polytechnics and universities). This state of
affairs is due to favourable admission policies of the institutions and
promotional activities of non-government organisations. Female
participation has increased from 25 percent to 38 percent in polytechnics
and universities from 1996/1997 academic year to 2001/2002 academic
year. The national policy is to achieve gender parity

Many of the current system and institutional innovations are, therefore,
down stream strategies and activities generated from a national policy
reform initiative. The institutional level reforms began about a decade after
the national policy reforms. They were initiated by faculties, departments,
and university management; a situation that is similar to the other regions
in this report.

4.3.5.2 Institution-Level Reforms
Financing

The University of Ghana has introduced the following financial reforms:
Fee paying aimed at 'generating 30% minimum of recurrent cost
requirement. As part of this reform a hostel for foreign students has been
put up from the participation of foreign students in University of Ghana
programmes and a Deanship for foreign students has been established;
The LLB has been turned into a post-first degree cost-sharing regime;
Private participation in providing residential facilities has been
introduced. Private providers are now being permitted to construct such
premises. The university alumni have put up a Hostel as has the Ghana
Hostels Company, a purely private concern. In all these students pay
residential charges that allow the investor to fully recover the cost of the
facility.

The Kwame Nkrumah University of Science and Technology has decided to
experiment with the admission of fee paying students, both nationals and
foreign. This has yielded considerable revenue and it is fast becoming a
reliable, regular alternative source of financing.

The Central University College, a private institution finances itself
through students' fees and sponsorship by the Church. Ashesi University,
another private institution that opened its doors in 2002 has been very
activein fundraising. The institution has to date raised US$ 2.6m

50



Curriculum Quality/Access

The University of Ghana has: created an 'off campus' degree awarding
facility out of the 'Workers College', which is in the City Centre. (Legon the
main campus of the university is some 13 kilometres outside the city of
Accra.) This off campus facility awards degrees in humanities. The courses
are mainly run in the afternoons thus allowing working people to enroll and
still keep their jobs. The university has introduced computer literacy as a
graduation requirement and established a Medical Education Unit in the
College of Health Sciences. Established in 1999, the Unit is used in
evaluating courses, clerkships, curricula, teaching methods and
examination in the College of Medicine. Workshops and Seminars on
Teaching Methodologies as well as courses in proposal writing for grants
are also mounted annually. Modularized graduate programmes have
enabled the School of Public Health to offer flexible and consistent problem-
based teaching and learning. The university has been closer to the
community through the 'Leventis' Agricultural programme, for example.
Sponsored by the Leventis Company, the programme brings farmers to the
Agriculture Research Station of the Faculty of Agriculture, for 10 months to
train in various aspects in their areas of interest. Intensified
computerisation of the administrative processes has been introduced for;
admissions, students' records, examinations, personnel records, accounts
and payroll. This has facilitated timely reporting and retrieval of
information thus enhancing management operations. The measure has
assisted in improving the quality of institutional management.

Kwame Nkrumah University of Science and Technology has: focused the
curriculum of the department of Civil Engineering on using new and locally
available materials and technology in the Housing and Construction
industry; reformed the Agriculture Engineering Department so that it is
now able to develop and fabricate implements for farmers. This is feeding
into the quality and relevance of the teaching programme. Graduate
students in this programme are provided entrepreneurial skills mainly in
business management and administration.

The University Of Cape Coast has introduced community attachment by
way of a Supervised Enterprise Project for B.Sc. Agriculture Extension
students who now must spend one semester of their programme
undertaking an enterprise developed and driven by farmers in particular
localities.

The University of Development Studies has introduced: practical
attachments for students in the Faculty of Applied Sciences who now must
have at least 6 weeks of practical training in establishments relevant to the
courses taught at the faculty; problem- based and community based
learning at the School of Medicine and Health sciences; community
attachments in the Faculty of Agriculture. Students and teachers live in the
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community for 7 weeks during the 8-week field trimester. The Participatory
technology development (PTD) model has been fully incorporated into the
teaching curriculum of the faculty. The model teaches students the
important role the people and communities have to play.

The University of Education at Winneba has introduced: distance learning
through radio: a Centre for Policy Studies in the Department of Specialized
Professional Studies in Education. The Centre serves as a research and
training centre for policy, administration and management issues.
Emphasis is placed on policy issues that are relevant to the development of
education in Ghana. A data bank of policies has been established; a B.Ed
(Post Diploma) and Diploma in Basic Education programmes; the most
advanced distance education programme in the country. There are three
major private universities in Ghana. They are: Valley View sponsored by
the Seventh Day Adventist Church, Central University College, sponsored
by the International Central Gospel Church (a Private Pentecostal
Church); and Ashesi University initiated by a Private businessman. They
reported curriculum reforms whose major thrusts are expansion and
diversification

Central University College was envisioned to be a place where
“transformational leaders would be trained.” It started in October 1998
with a few students. By October 2002, the student population had grown to
2000. Beginning with two courses in the School of Theology and Missions,
the institution now covers additional six courses offered at the School of
Business and Management and Administration, The business programmes
include BSc degrees in Management, Administration, Agribusiness
Management, Banking and Finance. Diploma programmes are also offered
in Business Administration and Human Resource Management.

Ashesi University started instruction in March 2002, offering four-year
undergraduate courses in computer sciences and business administration,
based on liberal arts core curriculum. Working in collaboration with
Swarthmore College, (the College of the Founder), University of California,
Berkley; University of Washington and Microsoft Corporation, (where the
Founder worked for a long time) the institution has developed an innovative
curriculum that is aimed at giving its students the skills and knowledge
necessary to compete effectively in the global economy. The curriculum
integrates liberal arts with cutting edge business and computer science.

Student Life

At Kwame Nkrumah University, students have decided to contribute
voluntarily into a fund for building a hostel for students. Freshmen
contribute ¢ 120,000 and continuing students ¢ 50,000. The University of
the Cape Coast has established a radical residential policy. Students, on
admission, spend a year in residence then take two years out of residence
and then return to complete the programme in residence.
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Institutional Reforms
The University of Development Studies

The institution operates a trimester system, which allows the students to
devote a semester to community attachment. The arrangement makes the
training different from other institutions in Ghana and underpins the
institution's development-oriented stance. During attachment students are
expected to gather data through the use of participatory rural appraisal
techniques, and submit findings to District Assemblies and Development
Agencies.

In all, the innovations reported from Ghana are similar to those from the
other regions. Most are in the area of curriculum reform and seem to have
been initiated mostly at the institutional level. Few are in the area of
student life. None is addressing HIV/AIDS. The Ghanaian study is however
different in the way system level policy reforms have triggered innovations
atinstitutional levels.

4.4 The Innovation Areas
4.4.1 Vision and Mission

The new vision/missions can be located in two ways. Either they are direct
statements or they are deducible from what the universities are doing and
how they are doing it. When they are direct statements, they are, of course,
much easier to analyse than when one has to deduce them from activities,
which are often scattered in tens of units in any one university. The most
common trend these daysis to develop a written statement, usually, though
not always, as the first stage in a long process of producing a strategic plan.
In this report we are interested in the two locations of visions, but more so in
the first location. The word “vision” is used broadly to incorporate vision,
mission, mandate and the core values of the institutions.

Though not among the top three mentioned innovation areas, most African
universities have now embraced the development of new strategic visions.
This compared to the 1980s and 1990s when this type of exercise was
largely seen as an external imposition of possible financiers of the
universities. In a sense then, one of the most important systemic
innovations is the embracing of the vision development exercise for two
reasons. One, the visions are increasingly being followed by strategic
planning, which means they are not just empty statements but are helping
to generate some university management tools. Two, the visions could very
easily become the vehicle through which a collective statement of the
African universities' aspirations might emerge and not the other way
whereby the collective aspiration is an abstract creation of education
reformers. In this regard, an interesting exercise would be to collect all the
visions and to subject them to a critical analysis to see what collective

picture emerges.
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Itis perhaps not inaccurate to say that, for most universities, covered in this
study, and especially the newer ones, the current vision development
exercise represents the first time, at best the second time, that these
universities have been involved in the exercise. Hitherto most were content
to operate under the old “all seasons” vision and mission, whose uniform
theme was easily reducible to the two innocuous functions of the university-
teaching and research. In contrast, the current exercise seems to be a little
bit more ambitious and appears aimed to direct the universities beyond the
traditional twin mandates of teaching and research. The still evolving
vision and mission statements seem to have a number of common threads.
They are seeking new sources of mandates; they are seeking to make
universities more relevant; they are upholding the virtues of quality and in
some cases equity; their underlying philosophy is incremental rather than
transformational; and overall they indeed represent what the universities
would indeed like to become, especially with regard to the enumerated
values.

The visions seem to seek to expand the sources of the university mandates.
Traditionally, most of the universities have perceived their mandate as
coming from the state, with the latter also having the responsibility of
determining the universities' overall direction. The new vision statements
seem to acknowledge community and other non-state entities, such as the
private sectors, as legitimate sources of university mandates, whose
interests, therefore, must be taken into account in designing university
programmes. Thus a good number of them have included community
attachments in their curriculum designs. These include; University of
Ghana; University of Development Studies Ghana; KIST, Rwanda;
Mbarara, Uganda, Universite® de Toamasina, Madagascar, and several
others in this study.

The visions reflect a new quest for “relevance”. This is done in several ways.
Firstly, the word “relevance” usually appears in the mission statements.
Secondly, there is an expressed desire on the part of the universities to play
a role either in development in general, or more specifically, in poverty
alleviation. Thirdly, some cases, the quest for relevance is reflected in a
specific endorsement of local/indigenous knowledge. Fourthly, a few
universities have been started specifically with relevance in mind. This is,
for example, the case with the University of Development Studies in Ghana,
the Oshakati campus in Namibia, Mbarara University in Uganda, Shandi
University in the Sudan and Universite d'Abobo-Adjame, Cote™ d'Ivoire.
Fifthly, there seems to be a greater appreciation of the value of
multidisciplinary, if not interdisciplinary knowledge. Sixthly, a good
number of universities are seeking to define niche areas. For example, Cape
Technikon has embarked on a process of redefining the institutional niche
areas and programme mix. Thus, course heads have been instructed to
critically reflect on their programmes in relation to a changing target
audience, the nature of the need being addressed, changing labour market
demands, and the competencies developed through the programme. The
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Kigali Institute of science and Technology, in Rwanda, the Jomo Kenyatta
University of Agriculture and Technology, in Kenya, and the University of
Mauritius also seem to be moving in the same direction. They are all
seeking a technology-based niche, with the University of Mauritius seeking
to carve for itself a regional niche in computer science and IT.

The new visions recognize that two of the biggest challenges facing African
higher education are: maintaining quality in the context of rapid expansion
and dwindling resources and contributing towards social justice by
promoting equity. Thus nearly all visions include the intention to provide
high quality education as well promoting equity. Alternatively, these issues
are mentioned as part of the underlying values of the university vision.

One of the characteristics of the evolving body of visions is that most are
couched in the philosophy of incrementalism. Thus very few are grounded
in the philosophy of transformation. In this study, perhaps only four
universities fall in the latter category; the University of Pretoria in South
Africa, the University of Lesotho, the Central University College, Ghana
and Universite Ouagadougou, Burkina Faso. The University of Pretoria
has sought to redefine its mission and role from that of a predominantly
conservative, white Afrikaner, male-dominated institution, to that of a
university, which encourages access to higher education for the entire
South African population. It also aims to ensure that the institution is
nationally and internationally competitive. To achieve these ends, the
University has introduced a new Integrated Marketing and
Communication Model within a decentralised management system, to
market their new institutional image. [It should be noted here that, in the
context of post-apartheid South Africa higher education policy,
transformation is a key word. Accordingly, all institutions now define their
strategic missions and change initiatives in terms of transformation.
However, the extent to which change actually realizes the stated policy goal
of transformation is not clear. Consequently the policy objective should be
the subject of continuing monitoring and research.]

The University of Lesotho has established a Transformation Forum as part
of the process of self-evaluation and analysis. The Forum comprises both
internal (staff and students) and external (government Ministries,
Chamber of Commerce, Alumni Association, Parents' Association, non-
governmental organisations and community-based organisations)
stakeholders. The four transformation themes include the relevance of
academic programmes, fiscal resource mobilisation and management,
human resources development and management, and the relevance of
institutional organs and structures. The Central University, Ghana was
started in 1998 with the stated mission of training transformational
leaders.

Two examples of the new vision/ mission statements illustrate the above
general points.
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The proposed vision of the University of Nairobi, Kenya, is:

To be a leading centre of excellence in the pursuit of development,
dissemination and preservation of knowledge, inspired by African values,
and committed to virtues of quality and relevance; and to contribute to the
dynamic socio-economic and cultural development of Kenya, Eastern Africa
and the world at large) The mission of the university is to maintain a
leadership role in the pursuit of development of knowledge through quality
and relevant teaching, research, consultancy and community service. (UON
2002)

The vision of the University of Botswana is:

to be a leading academic centre of excellence in Africa and the world. The
mission of the University is to advance the intellectual and human resource
capacity of the nation and the international community. (University of
Botswana: 2000)

A statement of values, upon which the implementation of the vision will be
based, usually accompanies most of the vision/mission statements. The
University of Botswana, for example, has opted for the following values:
Students centredness; Academic freedom; Academic integrity; Cultural
authenticity; Internationalism; Professional and ethical standards; Social
responsibility; Equity; Autonomy as an institution; Public accountability;
Productivity

With a change of a word here and there, the above vision and value
statements could be about any African university except perhaps those
seeking a highly specialized niche. Even then, the niche would probably be
an addition to the general vision, which would most likely resemble the
above statements. The values of the University of Botswana are interesting
in that though they are stated as values; they are, on closer examination,
aspirations. Thus, they represent what, the universities are yet to achieve.
They are, therefore an integral element of the new vision.

4.4.2 Relevance

In addition to what we have already mentioned in 4.4.1, the search for
relevance is manifesting itself in many other ways. These include:
deliberate re-orientation of universities towards local communities; putting
more emphasis on indigenous knowledge; links with the private sector;
mounting bridging courses in areas considered to be crucial for national
development; and mounting programmes, again considered critical for
national development.

Traditionally universities have paid some homage to the notion of
community responsibility usually done through an on and off community
project, which neither the university nor the students took very seriously.
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This appears to be changing. In this study, the new and more serious forms
of university-community interaction seem to go beyond the traditional idea
of community service to a greater appreciation of the community as a
partner in the fulfillment of the overall university mission. Furthermore,
there seems to be a greater appreciation of the need for the universities to
engage in more community capacity building and empowerment. This is
evident in many universities, including, for example, the Community
Higher Education Service Partnership Programme of the University of the
Free State, South Africa, that seeks to integrate community service with
learning in collaboration with local communities; the establishment of a
Community Development and Education Unit at the Oshakati campus,
Namibia; the community attachments programmes at KIST in Rwanda,
Mbarara in Uganda, Moiin Kenya, University of Ghana, and the University
of Development Studies, Ghana; tapping of indigenous knowledge in arts
through teaching by artists with relevant expertise at Universite de
Bouake; research collaboration between postgraduate students and
farmers at the university of Malawi.

This new mood is perhaps best captured at the universities of Namibia. The
Faculties of Humanities and Social Sciences, and Law at the University of
Namibia have embarked upon an initiative to bring about the
empowerment of local communities through indigenous knowledge. This
multidisciplinary research project focuses on the previously neglected
areas of local/community history, customary law, traditional
medicine/healing, and liberation politics. Some of the projects have
included the establishment of a community-based museum in Warmbad in
southern Namibia; the codification of customary law in Namibia; and,
appropriate technology indigenous knowledge and its relevance for the
sustainable utilisation and management of natural resources.

Related to the new community orientation is the new awareness about
indigenous knowledge- an important but still contested issue. One of the
most exciting series of innovations related to relevance revolves around the
desire to incorporate indigenous knowledge into the corpus of university
knowledge. This type of innovation is exciting partly because it is
sometimes controversial and partly because it has some transformative
potential. It is controversial because some of the more conservative
researchers and teachers still have to be convinced that this type of
knowledge, for example, indigenous psychiatry is actually knowledge. It is
potentially transformative because in some cases it is empowering local
communities while at the same time beginning to redefine the university
teacher to include, for example, indigenous herbalists, some of whom have
never been to a modern school let alone a university. Innovation in this
category include: an innovation at Universite de Bouake, Cote d Ivoire that
has integrated traditional artists in the training of students; the creation of
the Center for Complementary Medicine and Biotechnology at Kenyatta
University, Kenya, one of whose objectives is to foster research in
traditional healing methods; and the work being done in the department of
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Biochemistry, University of Ghana. The above-mentioned University of
Namibia community programme also belongs to this category. Although at
its initial stages it is worth noting that the Universite Bangui, Central
African Republic, envisages to set up a comprehensive programme in
indigenous knowledge and medicine.

Collaboration between the universities and the private sector is evident in
many universities covered in this study, including the University Of
Douala, Cameroon, the Cape Technikon, South Africa, the University of
Namibia, University of Nairobi, JKUAT, KIST and many others. The
collaboration has taken many forms, including, joint research activities
intended to boost commercialized research, joint curriculum review,
industrial attachments, provision of outright research grants to
universities, provision of scholarships in certain fields, support to
dissemination activities. One of the major problems facing innovations in
this area is that, except for South Africa, many industries in the other
region are not sufficiently endowed to offer major support to the
universities. In some countries, such as Rwanda, hardly any industries
exist.

A closer look at the types of bridging courses offered by most universities
indicates that the universities are being selective in that they tend to offer
these courses in those areas considered most relevant for national
development, in particular, science and technology, including computer
science and engineering. These courses and mathematics also happen to be
the worst taught at the secondary school level, hence the need for the
bridging.

A look at the above innovations shows that most of the programmes have
been designed with relevance in mind. In some cases, this has been
interpreted to mean response to market demands as in the case of the many
parallel degree programmes. In some other cases, this has been interpreted
to mean response to perceived national problems. Either way, new
programmes have been designed around such concerns as gender, IT, food
and nutrition. In addition, new, more relevant delivery mechanisms are
being designed, including distance education. Concepts, such as life long
learning, complement the move towards more relevance.

There are two areas that are relatively neglected in the category of
programme innovations. These are; programmes on leadership and
regional approaches to programme development. In Southern Africa there
are few exceptions. One is The Institute of Peace, Leadership and
Governance at Africa University that was established in response to the
need for peace, effective leadership and good governance as prerequisites
for development in Africa. The Institute offers a Masters Degree
programme in Peace, Leadership and Governance; advanced diploma
courses; executive development programmes conferences, workshops and
seminars. The other is at the Cape Technikon. The Top Cats Junior
Leadership Programme at the Cape Technikon seeks to develop strong
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leadership skills in technikon students for leadership roles in various clubs
and societies and institutional governance, and also for leadership roles in
society.

Students are trained in problem-solving techniques such as collecting
information, generating ideas, creativity, analysing and displaying data,
reaching consensus and planning action. In addition, the University of
Pretoria, together with the Universities of the Western Cape and Dar-es-
Salaam, and in co-operation with the Desmond Tutu Academy in Cape
Town, have established the Desmond Tutu Chair in Leadership
Development and Future Studies. A senior academic is invited for three
years to develop courses to run postgraduate seminars and to stimulate
research in the areas of Leadership Development and Future Studies. In
the Eastern Africa region only two universities reported programmes on
leadership, the University of Dar-es- salaam, Tanzania and KIST in
Rwanda. None were reported in the Francophone region. Central
University College, Ghana, also has a leadership development mission.

With regard to regional approaches to programme development, Rhodes
University reported their participation in a regional (Eastern Cape)
initiative, which aims to reduce unnecessary duplication in the provision of
higher education programmes at the regional level. Through the regional
higher education consortium the Eastern Cape Higher Education
Association all institutions in the region have agreed to inform each other
of intentions to introduce new programmes. All the other HEIs are given
four weeks to object to the proposal and/or to identify areas of potential
collaboration, before the proposal is submitted to the Minister of Education.
Université Gaston Berger, Senegal, has a regional breath as its programs
target areas that are of common interests to Sahelian countries. This
regional mission was emphasised during the 1992 study on Francophone
universities by the author of the Francophone regional report included in
this synthesis.

4.4.3 Finance

Innovations in finance are well known and fairly well documented. They
include; mounting of parallel degree programmes; admitting self-sponsored
students into the regular programmes; introducing cost cutting measures
through, for example staff retrenchment programmes and outsourcing of
some services; mounting of short demand driven courses for targeted
clients; introducing staff rationalization through, for example,
development of models of staffing; fundraising; consultancies, including
creation of special consultancy units in some cases; incorporating
university companies with the special responsibility of coordinating income
generating activities. All these methods were captured in this study. Two
observations, which came up often during site visits, are worth making
here.
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First, the universities are still overwhelmingly dependent on the state for
their financing, except, of course private universities. In this regard, one is
struck by the absence of a truly innovative method of fundraising. Rather,
what the innovations reveal are somewhat discreet activities. The
innovations show only three well-orchestrated, highly coordinated fund
raising campaigns both in the Southern Africa region. The first of these is
the University of Swaziland, which has undertaken extensive fund-raising
activitiesin order to generate the funds required to build a home base for the
new Institute of Distance Education. Fund-raising has been targeted at the
Swaziland government, the general public, the private sector, donors and
individuals. The second is that of the Bunda College of Agriculture at the
University of Malawi. In response to reduced government funding and
donor fatigue, the College has appointed a Business Director and a
Development and Marketing Manager whose responsibility it is to improve
the financial base of the College through fund-raising, and to market the
College to donors. The third is perhaps the University of Pretoria Business
Enterprise Division, which could be regarded as a fundraising initiative
even though this primarily involves sourcing funds from commoditization
of knowledge and services.

The relative under-emphasis of fund raising campaigns could plausibly be
explained by the fact that, in most cases, there are no local industries to
raise funds from. Still it might be possible to raise funds from external
agents. When this is done it is mainly for specific research activities with
little funding for institutional development. Even in research fundraising,
the majority of universities have been less than successful in doing this,
with the consequence that research is terribly under funded.

Two, efficiency in financial management still remains a major problem in
most universities, an issue that some of the universities in this study are
trying to address and that more should endeavour to address. Still this
innovation does not feature much in this study. What features prominently
is the sufficiency dimension of financing. One of the few exceptions is the
Bureau for Institutional Research and Planning at the University of
Pretoria which has introduced an Academic Staff Budget and Allocation
Model that seeks to rationalise the use of academic staff's time, thereby
combating the cutbacks in state funding and assisting in managerial
decisions on academic staff provision and allocation to
schools/departments. The Model is based on a time-driven accounting
procedure.

4.4.4 Curriculum/Quality

Innovations reported under this category were in the area of curriculum
and programme development; new approaches to teaching and learning,
often combined with the introduction of new educational technologies; and
quality assurance. Whether developments in these areas have taken the
form of comprehensive, institution-wide curriculum reform, or whether
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they have focused on specific aspects of teaching and learning, HEIs are
responding to changes in the local and global contexts in a variety of ways.
These contexts include, for example, international trends in higher
education, such as open, lifelong and flexible learning; the impact of
information and communication technologies; and, demands from external
stakeholders such as government, business and industry, and local
communities. Innovations in this category therefore overlap with the
relevance category.

Curriculum restructuring is one of ways universities have responded to the
problem of curriculum reform. One of the most common forms of
restructuring is modularization which is designed to complement the
introduction of the semester system. The modules are delivered in several
ways. Some, like KIST, Rwanda, refer to this innovation as the cumulative
credit system. The system allows a student to obtain a Certificate, a
Diploma, an Advanced Diploma and finally a Degree with each award being
self-standing but each leading cumulatively to the next award. Thus, the
student can terminate studies on obtaining any one of the awards and
resume studies any time thereafter if he/she so desires.

Others, like the University of Mauritius refer to the system as the Cash
Accumulation and Credit Transfer system. The Rands Afrikaans
University, South Africa, has a similar system called the “honourable exit
levels” that allows a student to exit with a certificate or a diploma if for some
reason they are unable to complete the degree programme. The University
of Natal has also adopted a modular approach to curriculum design. In
Francophone Africa, Universities of Ouagadougou, Burkina, Faso, Abobo-
Adjame, Cote D’Ivoire, have also adopted a modular credit system.
Kenyatta University in Kenya has recently introduced a system similar to
that of the University of Mauritius.

Innovations in curriculum have also increasingly taken the form of
introducing new programmes as indicated above. This is usually in
response to the problem of relevance indicated above. Of special interest in
the eastern Africa region is the appearance of such non-traditional degree
programmes as refugee studies and tourism in Kenyan universities and the
somewhat rare leadership programs indicated above. Curricula for most of
the community outreach programmes are also usually quite new as are
curricula in traditional medicine and other areas of indigenous knowledge.

Most of the reported on-going curriculum reforms are incremental in nature
with very few universities engaged in university-wide reforms. The best
examples, in the latter category, are all from the southern Africa region.
These are: Pretoria, Natal, and Venda, South Africa; the Universities of
Malawi and Lesotho. Education innovation at the University of Pretoria
spans the management of education innovation; continuous renewal of the
educational model; e-education and new learning environments;
information technology infrastructure; electronic academic information
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service; partnerships/alliances with other education institutions and the
private sector; interdisciplinary programmes and a modular system,;
rationalisation of faculties; computer literacy and language proficiency of
students; the restructuring of research at all levels, including the
introduction of research focal areas; and, mechanisms for quality assurance
and assessment.

The University of Natal has introduced institution-wide curriculum
development with the objective of producing graduates who are able to meet
the demands of a developing society in the knowledge economy. As such,
students acquire competencies in a range of areas including research skills;
critical analysis and problem-solving skills; basic numeracy; good writing
and presentation skills; and, familiarity with information technology. The
University has adopted a modular approach to curriculum design, which
has facilitated the development of the new curricula. There has also been a
move towards mixed-mode, materials-based education.

The University of Venda for Science and Technology has undertaken
widespread reform of the curriculum in line with the change in focus to
science and technology to ensure that it is sensitive to regional and
international issues such as gender, disability and globalisation. It has also
involved the infusion of indigenous knowledge and technologies into the
curriculum from such diverse fields as traditional arts and crafts,
traditional cosmetics, traditional food systems and medicine, knowledge of
the environment, and African civilisation. Amongst the new programmes
that have been introduced are Youth and Gender Studies, and an Institute
of Indigenous Knowledge Systems. Curriculum restructuring has also
involved the introduction of core modules on African Civilisation, computer
literacy and communication skills, and the curriculum is designed to be
learner-centred, problem-based and project-driven.

Until recently, the University of Malawi's curriculum had remained the
same since the institution's establishment in 1965. A thorough review of the
curriculum has been undertaken and a range of new courses and
programmes have been introduced that are relevant to today's needs and
problems, such as the issues of HIV/AIDS, the environment and gender. A
Gender Studies and Outreach Unit, and a Natural Resources and
Environmental Centre, have since been established. The Faculty of
Agriculture, in consultation with stakeholders, has developed a new 4-year
BSc Degree programme with several new course options out of the old 5-
year programme, and has introduced demand-driven short courses. The
University of Malawi has also attempted to expand postgraduate provision
through the introduction of new postgraduate programmes in Economics
and a Masters programme in Environmental Issues.

All the faculties at the National University of Lesotho (Agriculture,
Education, Humanities, Natural Sciences, and Social Sciences) as well as
the Institute of Extramural Studies have restructured, or are in the process
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of restructuring, their programmes. New postgraduate programmes have
been introduced at all levels in response to developing societal needs and
demands. The erstwhile Faculty of Science has been transformed into a
Faculty of Science and Technology, with a diversified curriculum. A new
Faculty of Health Sciences is about to be launched.

New pedagogies are emerging and circulating. One that the respondents
were quite excited about is field-based learning and its several varieties.
The Universitie Catholique de 1'Afrique Centrale in Cameroon appears to
have a wide variety of courses using the field-based learning methodology,
including business, human rights, human resources management, public
policy, philosophy of education, and theology. Problem- based learning
(PBL) is a variety of field- based learning now in use in a number of
universities. Those which reported this innovation were: the Medical
University of South Africa; the faculty of Health Sciences at the university
of Pretoria South Africa; faculties of medicine at Moi University, Kenya and
Mbarara University Uganda; the School of Public Health, University of
Ghana; the University of Development studies, Ghana. The University of
the Transkei, South Africa also uses PBL and actually exported it to
Mbarara University following a consultancy by Transkei and a subsequent
study tour to Transkeiin 1996.

As opposed to traditional teaching methods, which start with the basic
sciences in the first three years of medical training, PBL starts with a
problem, which the students are required to solve. In the process of solving
the problem, the students quickly discover that they have to work in groups
because of the multi-dimensional nature of the problem. Thus, they start
appreciating the holistic approach to learning, which requires that each
student reads on an aspect of the problem and discusses this aspect with the
other students if the problem is to be solved at all. Thus PBL is not lecture-
based. Rather, it is based on group work with students largely learning on
their own. Students are, therefore forced by the nature of the problem they
are solving, to search for information on their own and to compete with each
other.

PBL requires good resources, including a good library, good Internet
connectivity, and good transport for field activities. For these reasons it
might be difficult for many universities to adopt this pedagogy, one of whose
virtues is that it is highly compatible with community orientation since in
nearly all cases the problem to be solved especially in public health and
community medicine are located in the community. Thus it is not, for
example, surprising that among the Francophone institutions reported in
this study, Universite Catholique d'Afrique Centrale, with self effacing
modesty but solid resources, has spearheaded and is at ease with this

pedagogy.

Quality assessment is one of the thorniest governance issues in most
universities partly because most universities cannot agree on the
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mechanisms for the assessment. Quality assurance was reported by a
number of the respondents though one gets the feeling that this aspect of
curriculum quality still has some way to go. The reported forms of quality
assurance include external examiners, establishing internal quality
assurance standards, including creating quality assurance manuals. The
Southern African region seems to have more institutions engaged in quality
assurance than the other regions as a direct result of this being a key aspect
of emerging national policy in South Africa.

Quality Assurance and Promotion in Research: a process at the
Potchefstroom University began with the development of a manual, upon
which all postgraduate programmes and research activities at the
University were fundamentally re-evaluated and restructured. This led to
the development of 13 focus areas linked to the broad fields of the National
Qualifications Framework. The process also includes external audits, peer
review, and annual self-evaluation (SWOT analyses) concerning effects on
research practices, publication outputs, postgraduate student numbers and
success rates, research development, co-operation links and the promotion
of research team strengths. A university Assessment Committee was also
established.

A Quality Care Programme has been established by the Centre for Higher
Education Studies at the Rand Afrikaans University which seeks to
promote and ensure quality and relevance in all aspects of university life
teaching, research and institutional mission, vision and focus. The quality
process is driven by a representative Quality Care Committee whose
activities include departmental self-evaluation for academic and non-
academic staff under the guidance of an international expert and student
feedback. A number of structures have or are being put in place around
language competency, ethics and research methodology training.

Standing Committees in the Faculty of Natural Science at the Rand
Afrikaans University have been established: To ensure that systems are in
place to effectively manage research, graduate output and expansion, and
community/social responsibility activities. These committees include the
Faculty of Natural Science Academy for Extra-curricula Instruction; a
Research Committee; and, Postgraduate and Undergraduate Examination
Committees.

Potchefstroom University has introduced a Learning-Management System
(LMS), developed specifically for the University, in order to better manage
the new virtual aspects of flexible learning (e-learning). The LMS is an
electronic system called “Alexander”, which was developed by the
University, in collaboration with an outside firm. The University of Lesotho
also reported that they conduct periodic workshops on academic
programmes assessment and development/improvement, and reviews and
evaluations of the subject system, as part of their quality assurance
approach.
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In the Francophone region the Universite de Ouagoudougou at Burkina
Faso reported that it has established an evaluation mechanism. Cocody,
Cote'd’'Ivoire reported two innovations both for monitoring teaching,
especially workload by departments. Cocody also reported what sounds like
the most exciting innovation, at least for teachers although it is still limited
to the School of Medical Sciences- a system of automated correction of
exams with an optical scanner. Unfortunately details on this exciting
Innovation were not reported.

In the Eastern Africa region the University of Mauritius reported what is
potentially a very useful innovation, the establishment of a University
Quality Assurance Team (UQAT). The UOM established the UQAT in 1999
as the institution's response to this general problem. The UQAT is a sub-
committee of Senate and is chaired by one of the pro vice chancellors. In
order to function effectively, the UQAT has sub- committees in the faculties
and centres.

The UQAT has a wide mandate which includes: developing student
feedback questionnaires, developing information sheets on academic
modules, preparing a compendium of the various university academic/ non
academic rules and regulations, restructuring of filing in central
administration and conducting mock institutional audits from time to time.
Unfortunately, UQAT is one of those innovations with a long process. At the
moment it is still in its infancy and, therefore, its effectiveness cannot as
yet, be established. All the same, it has begun its work, concentrating
initially on academic matters. However, its work is still being regarded as
experimental and as such it is not yet integrated into staff promotion. If the
UQAT works as expected, it will be worth keeping an eye on as African
universities seek effective quality control mechanisms.

At the system level, The National Accreditation Board in Ghana is worth
mentioning here given that it takes a system- wide approach. The
accreditation process is conducted on the basis of a thorough process of peer
review, which new universities have gone through. The process is working
well for now even though it is hampered by lack of funding. The major test of
will come when the older universities are assessed. This situation also
applies to Kenya where the Commission for Higher Education has
concentrated on chartering new private universities without follow- up
quality assessment. The Commission has yet to tackle the politically
sensitive question of quality control in the six public universities. The
situation is not very different in the other countries covered in this study.
Most have yet to establish system-wide mechanisms of quality control. A
common feature in nearly all the universities is the increasing use of IT in a
bid to enhance quality, including curriculum quality. The efforts are,
however, uneven and seem to depend very much on the ability of each
institution to acquire the necessary IT as well as national policies,
capacities and infrastructure. Thus some, like the university of Mauritius
and KIST in Rwanda are operating within well articulated national IT
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policies with Mauritius, for example, in the process of establishing a Cyber
City as a key element in the stated policy of positioning the country as the IT
capital of the eastern African region with assistance f