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Foreword

Partnership has become a watchword for the gldlghkeh education community in the21
century. The pace of events, the rapidity of cleagugd the explosion accessibility to
information have made it virtually impossible faryasingle tertiary institution, governmental
education agency, or development assistance oagamzo stay on top of even the few
topics that are strategically relevant to its nassiIn this area, a division of labour among
similarly inclined partners sharing common intesastproving to be an effective mechanism
for maintaining ‘manageability’ and institutiondfieiency in our increasingly complex and
dynamic world.

One such partnership that has endured, evolvedjaietly proved productive over the better
part of the past two decades involves the Assatiaif African Universities, the Working
Group on Higher Education of the Association fad Development of Education in Africa
(ADEA), and the World Bank. Formed in 1989, theMfing Group was initially housed in
and led by the World Bank, and the Association fsfc&an Universities carried out its first
major piece of commissioned research on Africaiérigducation. Since then, these three
organizations have regularly contributed informatéad resources in pursuit of common
goals. Frequent interaction and occasional conc@taborations have nourished a rapid
expansion of available bibliography on the topi@&fican higher education, helped to spark
the introduction and diffusion of strategic plargimithin African tertiary institutions,
produced two regional conferences on higher educakvelopment in 1995 and 2003, and
assisted the emergence of a broad and informeeisns among universities, governments
and development partners concerning institutiondl@olicy priorities for African higher
education.

The study presented here is but one example oétfastive partnership. It brings together
the credibility and access of the Association afi@sfn Universities, the implementation
capacity of the ADEA Working Group on Higher Educat and the extensive dissemination
network of the World Bank to provide you with a péring policy analysis that surely
would have been diminished in the absence of aeryobthese partners.

Jee-Peng Tan Alice Sena Lamptey Akilagpa Sawye
Education Advisor Coordinator Secretary Gehera
Africa Region Working Group on Higher Education  Association of

The World Bank ADEA AfricanUniversities
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Executive Summary

Background

Differentiationis the process whereby distinct types of tertedycations emerge in response
to a country’s need for educational programs thavide diverse types of skills and
knowledge to a widening range of students with idjeat abilities and interestérticulation
refers to the mechanisms that enable student ryowilihin and among the institutions that
comprise the tertiary system, e.g., academic ceadiimulation and transfer, recognition and
equivalence of degrees, recognition of prior leagnetc. Differentiation and articulation
become important characteristics within tertiaryetion systems that are shifting from elite
to mass access, and that are seeking to provideagasingly sophisticated national
economy with the mix of human resources neededatdmize productivity, efficiency and
overall competitiveness. As globalization has hi#ged economic competition and
tightened the margins for performance, governmeat® come to realize that educational
differentiation and articulation are policy variablthat can be manipulated to the benefit of
both national and individual interests.

Within tertiary education systems, differentiatmecurs ‘vertically’ when distinct types of
institutions appear, as the traditional researdbeusity is joined by polytechnics,
professional institutes, non-research universities, junior colleges. It also takes place
‘horizontally’ as each of these publicly fundedtingional types is complemented by the
appearance of new educational providers in the sategory that are operated by for-profit,
non-profit, religious, international or local gowenent entities, and run on a residential, non-
residential or distance education basis. HoriZatiteerentiation is generally a response to
increased demand for student access to higher ealucaut vertical differentiation is
normally a reaction to labour market needs foreatgr diversity of graduate skills and levels
of training.

This study strives to sketch an initial map of é&xéent and nature of institutional and
programme differentiation within African systemsteftiary education. In doing so, it also
seeks to chart the patterns of articulation thaetemerged — or been consciously put in
place — between the different institutional typeg ( public universities, private universities,
polytechnics, training colleges). The analysiseofiary education differentiation and
articulation is based on field visits to a dozelested African countries. Its purpose is to
improve general understanding of this under-reseal®ut strategically important technical
aspect of African higher education at a time whe® lbecoming an important aspect of
education policy.

Overview of Findings
African countries display far more differentiatittvan articulation within their tertiary

education systems. Their systems are quite diverdecan be classified as unitary, binary,
trinary, semi-differentiated or fully differentiatedepending upon the number of different
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institutional types that comprise the tertiary syst In general, the polytechnic sub-systems
appear relatively undifferentiated in comparisomhi university sub-systems.

Differentiation in higher education systems is digapparent within Africa, although the
nature and extent of it vary from country to counirhese differences originate in the
varieties of colonial experience, political econoamd immediate post-independence history.
But they also reflect how countries have subsedybpren able to position themselves in
relation to the internationalisation of higher edliien and to the market forces associated
with globalisation.

For the most part, articulation within Africa seetase in its infancy. The mobility of staff
and students between university and non-univetsitiary institutions suffers from a lack of
cooperation and absence of dialogue between thénstitutional groups. In fact, an
unhealthy rivalry often characterises their relaginp. Polytechnic graduates seeking
“academic progression” into the university systedteroencounter a void in which there are
no clearly defined articulation pathways to folla¥ve level to which they are admitted being
dependent on the course they wish to pursue anggutations of the particular university to
which they are applying. Credit transfer mechanisangly exist between similar polytechnic
and university programmes. In fact, some univessitlo not even recognise any prior
learning or skills acquired at the polytechnic lewetheir admission requirements.

Interestingly, articulation and mobility betweemgar institution types is also rare. Students
from private universities have little chance taster to public universities. Likewise, student
mobility among public universities is frequentlytreell defined, particularly in Anglophone
Africa. In fact, the absence of an easily undemdtaod mutually accepted credit transfer
system is a major barrier to the articulation ohgnafrican higher education systems.

The situation regarding articulation in Francoph@vest Africa is different. In Senegal and
Cameroon, higher education institutions that delsub-degree polytechnic-type
gualifications are organizationally linked to th@uersities and are not seen as entirely
separate or autonomous institutions. Thus, topugtad from the diploma-awarding
university institutes of technology can be admiit&#d degree programmes at the appropriate
level, subject only to passing an entrance exatoimat

The Prevalence of Binary Systems

Though the tertiary systems are quite varied, eMddesuggests that the binary system is
dominant, with universities and polytechnics astiine principal institutional types. Most
systems began with such a binary structure, ansh&héenya, Malawi, and Tanzania retain
them today. But variations occur around the bimaogel, with Cameroon, Nigeria and
Senegal being classified as differentiated, Ugasdinary, and Zambia as unitary.
Mozambique and Rwanda seem to be on a transitgatihltowards fully differentiated
systems. As the traditional binary boundary betwasiversities and non-university
institutions has become increasingly blurred, sorteresting university-non-university
institutional hybrids have emerged: for examgte, Kigali Institute of Science, Technology
and Management (KIST) in Rwanda, the ‘comprehessiveSouth Africa, and the
University of Malawi.

This blurring is the result of two main drivers.€Ttirst relates to market forces, which create
a two-way drift: ‘academic’ drift (the aspiration§non-universities to gain university

vi
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status), and ‘vocational’ drift, (universities 9ag market opportunities by offering
vocational courses). Academic drift is evident,deample, in Kenya where polytechnics are
in the process of being elevated to universityusta¥ocational drift is evident everywhere as
universities attempt to make up financial shorsfély offering high-demand, market-driven
vocational programmes.

The second driver, especially in complex tertiady@ation systems such as those of South
Africa and Nigeria, is a lack of policy clarity r@gling the appropriate boundaries between
polytechnics and universities in terms of theirsiug, purpose, curricula and programmes
(and the knowledge underpinnings of these). Thisatl@wed the two-way drift to proceed
unencumbered by regulation.

The Explosion of Private Universities

A common feature in most of the countries coverethis study is the appearance and
multiplication of private providers of universitgecation. This is a significant regional

trend. Since 1990 private universities have inedag a much faster rate than public
universities. Although the number of public unsiges has expanded by 66 percent over the
past fifteen years — from 113 to 188 — the numlb@rivate universities has multiplied seven-
fold during the same period from 14 to 107.

The rise of private provision in higher educatiesponds to two factors. The first is the high
demand for university education. A common featarthe countries covered in this study is
that nearly all those who qualify to enter univigrsvould much prefer to go to university as
opposed to attending another type of institutiothsas a polytechnic. The result is very high
demand for university education even when markatitmns (e.g., graduate unemployment)
indicate that this might not be the most ratiohald to do. The second factor is the inability
of the public sector to meet this strong demandifoversity access. Data from all the
countries covered in this study indicate that angmall fraction of those who obtain the
minimum requirements to enter universities areabtadmitted to the public universities.
The explanations for this exclusion include: inadeg funding from the government; linking
of admissions to available bed space in univessii@d insufficient academic staff in the
universities.

Drivers of Differentiation

National policy A major finding of this study is that governmeuiicy documents are
beginning to voice the need for differentiatedigéeytand higher education systems. In some
cases, the policy is prompted by political consatiens. In other cases, it is informed by
developmental positions, such as the World Bankraemt that Africa requires a diversified
workforce in order to respond effectively to thetoent's development priorities and
challenges. Regardless of the underlying motivghén education differentiation as an
explicit policy is evident in most of the countriesvered in this study.

However, two shortcomings are often associated thigse policies. The first is the tendency
to upgrade polytechnics into universities. The @arere lies, not in upgrading the
polytechnics into universities, but in doing sohwitit catering for their replacement and the
instructional gap they leave behind. The secondisishe policy ambiguity surrounding the
establishment of private universities. Though thasgtutions have mushroomed in the last
decade, they may still be regarded in policy cg@e the “illegitimate brothers” of their

Vii
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public universities counterparts. They are, theefmade “welcome” in the context of
increasing access, but they are not fully integratehigher education planning and policy
discussions.

Market forces All the studies of reform taking place in theridn universities, including

this study, have identified the proliferation of niket-driven courses and programmes,
sometimes also referred to as income-generatingeatia programmes, as one of the major
changes to take place in African universities m st decade. Sometimes these programmes
have been offered at the degree level; in othexscgey have been packaged as discreet
short courses tailor-made for specific clientelsgher way, the objective has been the same:
to provide instruction for a fee with a large skilomponent using teaching methods that are
closer to technical training than conventional ensity pedagogies. In the process, they
have, at least on the surface, increased progratiffeesntiation.

Institutional reforms Recent studies of African higher education hdmeumented the
reforms that have been taking place in African arsities in the last ten years. These
reforms are on-going and a number of them haveiaagdns for programme differentiation.
These include: rapid expansion in the number ofarsities (both private and public);
reforms in university governance, particularly decalisation of governance; introduction of
income-generating activities, including introduatiof “market driven” courses mentioned
earlier, etc.

Industry. In theory, industry ought to be a driver of diéntiation. But this did not come out
in the study. To the extent that industry has kesta higher education, it resides in its
demand for skills rather than what it refers tanetimes contemptuously, as merely
theoretical knowledge. In doing so, industry imjlycrecognises the binary divide between
the two types of knowledge. Notably, industry égimning to take more interest in higher
education, especially in (a) governance throughesamtation in governing councils; (b)
funding through student scholarships; (¢) R & Dalobration; (d) provision of student
internships; and (e) joint patenting of innovatioAs the industries become more
sophisticated, so will their demand for more difetiated skills. Industry is thus a potential
driver of higher education differentiation.

Regional initiatives Regional higher education policy does not featarthis study for the
obvious reason that it has remains at an earlyesthgdevelopment. To the extent that
regional higher thinking exists, it is dominatedthg issue of student mobility. Yet it is
important to remember that the emerging regionahemic blocs, if they succeed, will
sooner or later demand collective thinking on humevelopment, if only in the context of
common markets and the resulting free movemerahudur.

Inhibitors of Differentiation

Resources Higher education administrators, especially demmd departmental chairs, are
not only aware of global trends in higher educatikey feature of which is more and more
differentiation as successive domains of new kndgdeemerge, but they are also frustrated
that they are unable to introduce new areas olysand specialisation because of
longstanding resource constraints. Most departmémmtexample, operate at less than
optimal staff capacity. Research, the key gene@ltoew knowledge areas, is barely funded.

viii
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Isomorphism A main inhibitor of differentiation is institwnal isomorphism, or the gradual
adoption of a single set of institutional charasters within a higher education system.
Isomorphism takes two formsnimetic(strategic seeking of status) amormative(seeking

of quality and professionalism). This study firtldat isomorphism is evident in some
countries where newer universities are fashioregnselves after older ones, or where
newer polytechnics are simply copying the prograsofeolder ones.

Undifferentiated governance and funding structu@se finding of this study is that higher
education governance structures tend to be simemg universities and equally similar
among polytechnics. The effects of this on prograndifferentiation are not obvious, but
they are fairly predictable with regard to instibatal differentiation. That is, similar
governance structures are likely to result in tnitins that behave the same way. Indeed
institutions sometimes conspire to behave the saayewith regard to some contentious
issues, such as staff union matters. The uniformitginforced by common funding
structures, especially with regard to public ingiitns, all of which are highly dependent on
the managers of the public purse whom they carffmrideto “alienate” by “behaving
creatively.”

Absence of size and shape debatasSub-Saharan Africa, universities articulategpwith
each other. This reflects in part the absencenaiti@nal policy dialogue regarding the
appropriate shape and size of the higher educayistem. Higher education oversight bodies
such as national commissions or councils for higitercation should ideally spearhead this
national agenda-setting discussion. But these bad® uniformly young or non-existent. As
a result, they are yet to establish their leadprstedibility with pre-existing (and sometimes
suspicious) tertiary institutions. Thus, the intpat public discussion of the size and shape
of national tertiary education systems necessabyild the consensus required to launch
substantial system reforms does not take placessmerhaps it is prompted by a major local
crisis.

Drivers and Inhibitors of Articulation

Demand for accessGreater social demand for higher education anédaity of access has
generated an increasing emphasis on the creatiariodlation and mobility pathways for
students throughout the education and training ésaark. To this end, a number of countries
worldwide have developed integrated national gigalifons frameworks (NQF) to facilitate
access, mobility and progression within educati@ining and employment. Central to the
construction of an NQF is a coordinated approadkdigcation and training among formal
institutions and the workplace. This aims to anralie traditional tensions between
discipline-based learning, which occurs mainlynistitutions, and work-based learning,
which occurs mainly in the workplace, but inclugesfessional practice. To this end, the
qualifications framework defines levels of quakiion against which outcomes-based
qualifications and standards can be pegged. Thissge create equivalences upon which
credit accumulation and transfer can occur.

National policy. Articulation has received far less policy attentiban differentiation. Even
though almost all countries acknowledge the needrticulation as a means of producing a
more efficient tertiary education system and a fesmgmented labour force, the practices
indicate otherwise. Even in those few cases wiaradl articulation routes exist, little
evidence of articulation can be found. This islifjke be the result of limited institutional
capacities within the tertiary education systenmgesmdering articulation is quite complicated
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because it involves multiple institutional actarsjltiple sub-sets of the educational system,
and system-wide student information systems.

Internal governance structuresrhe internal structures of institutions havedhto inhibit
articulation amongst and between institutional ypéhe universities are under no obligation
to articulate with polytechnics. This is becauséheir legal autonomy and the way they
jealously safeguard that autonomy. Consequenthy, thnd to view articulation—even
amongst themselves—as a managerial nuisance thestisvoided.

Industry and the labour market his study turned up no evidence that the lalnoanket, in
general, or industry in particular, is driving adiation. On the contrary, industry may
inhibit articulation with its tendency to partneithvspecific institutions. The market, on the
other hand, seems to be indifferent to articulasioriong as it obtains the skills that it needs.

Policies and Practices from Other Countries

In Chile, recent substantial economic gains haemhasderpinned in part by a far-reaching
reform of the higher education sector that includedajor diversification of educational
institutions. Private tertiary institutions wernetlaorised in 1990 and tertiary education was
sub-divided into three levels: universities, pesienal institutes, and technical training
centres. How was this differentiation carried oDt policy initiative was jointly launched
by the Ministries of Finance, Education and Labmucreate a lifelong learning system for
workers and citizens. A second was a competitra@tg program that encouraged the
overhaul of course content, curricula structure pediagogy through the provision of
financial awards for related equipment and fae#itiA third was the introduction of the
concept of educational benchmarking with the airnarhparing strategically important
courses with world standards of quality. A foustas the extension of the national student
loans and grants program to include shorter teamrntelogy training. Finally, certain tax
exemptions were provided to workers who soughtpiate their skills through continuing
education.

Korea’s economic success has been due to the genveid of a broad, differentiated and
articulated tertiary education system, a stratdigicaiented R&D program, policy incentives
for industry in key export areas, and linkages agrinigher education, R&D, and industry.
Differentiation and articulation have been consthames in the country’s long-term
campaign to develop professional education cagaaditi support of its export industries. In
1971, the Korea Advanced Institute was createldeatdp of the educational pyramid to
provide high quality MSc and PhD programs. In 18&ub-system of two-year vocational
junior colleges was created as the market demariidber skill levels became stronger.
This was followed in 1979 by putting in place adier two-year junior college system of
both public and private colleges. In 1977 the Kdegence and Engineering Foundation was
set up to fund university research and award lengrresearch fellowships. Various
Government Research Institutes were establishéwia980s with mandates to focus on
strategic economic areas such as ship-buildingtrelgics, and automotives. Engineering
Research Centres were created on university campud®90, while research and
development were promoted through a competitivelinqprogram, tax credits, and customs
duty waivers on research equipment. In 1995, wleytear college diploma was replaced by
a two-year associate BSc. degree in order to iserattractiveness and emphasize
articulation with the four-year degree programeddy this junior college system hosts 26
percent of tertiary enrolments, and 90 percenhe$e¢ colleges are privately operated.
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Singapore illustrates how it is possible to prognesy construct a differentiated and
articulated tertiary education system through aieege of policy initiatives. First, the
country’s two colonial era universities were mergeform a stronger National University of
Singapore in 1980. The next year the Nanyang Taobical Institute was established,
evolving into a technological university by 1991 was designed to serve as the human
resource cornerstone for an economic growth stydtaged on competence in selected new
technologies such as medical robotics, microeleatsoand optics. During the 1990s ten
post-secondary Institutes of Technical Educatiorevestablished to generate the middle
level technical skills to support this effort. $Hiad previously been the role of the nation’s
five polytechnics, which were re-directed to emj@sontinuing education and post-
employment professional development programs. Actetertiary education was expanded
by setting up several regional junior colleges thate linked to the national university
through student transfer mechanisms. Likewisengtstudent performers from the
polytechnics were given opportunities to progress university level studies. At the end of
the 1990s, the National University of Singapor#iatéd a strategic shift to a comprehensive
research-intensive university with a strong com@etof postgraduate programs. In 2000
the Singapore Management University was openedoasate limited company in
partnership with the Wharton School of BusineghatUniversity of Pennsylvania in the
United States. Part of its mandate is to provift#dng learning options to working adults. In
2005 the first of three planned regional tertiaydl Institutes of Technical Education was
opened. Strikingly, these new regional Instititesintended to impart practical technical
skills to thelower 25 to 30 percent of the secondary school cohattgheviously had no
access to tertiary education. In this way, Singapas employed the instruments of
institutional differentiation and articulation iugsuing human capital formation strategies
that have generated a vigorous economy that bidieslatively small size.

Issues for Policy Consideration

Institutional and programmatic differentiation appeto be increasing within African tertiary
education — driven by both market forces and gavemt policy. But the extent to which
articulation is becoming operational appears tonbgmal, even though formal channels for
articulation between the university and non-unigrsub-sectors may exist. Consequently,
differentiation and articulation within African tgr education systems remain vital but
largely unused policy instruments for enhancingtgcand contributing effectively towards
national development goals. To change these cstames, governments may wish to
consider the following actions:

1. Encourage increased access in a targeted way thimith institutional and
programmatic differentiation in order to meet deypehent goals. To maximise diversity
of offerings, cost effectiveness and access, tharbidivide should bélexibly maintained
through appropriate regulation to control acadesmid vocational drift. Prospects for
effective regulation are dependent on national itimmgs. In some cases, such as
Mozambique and South Africa, strong centraliseibnat policy frameworks are
conducive in this regard. In smaller systems, ngrelater institutional autonomy is
evident, creating bigger challenges for regulation.

2. The dominance of universities in non-Francophonetrees should be reversed.
Expansion does not necessarily imply diversity anahy new universities, rather than
non-university institutions, are being establishBEiis means confronting popular
aspirations for universities as institutions o$fichoice, and the persistent attribution of
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low status to non-university institutions. Thesecpgtions could be changed through: (a)
publicly clarifying complementary roles and ideieti (b) encouraging and rewarding
collaboration; and (c) creating unified supervistomd stakeholder bodies.

3. Comprehensive hybrid institutions, i.e., combinagiof residential and open leaning,
could be developed — especially to provide acaesgral areas. This is already beginning
to happen. However, the challenge will be to naamguality in the process of
differentiation despite ongoing fiscal constraimtsnost African countries.

4. In view of the problems of articulation and the erle of any meaningful policy dialogue
between the two institution-types, the creatiopanallel universities with distinct
mandates within the higher education system mahéeption of the future, as is already
happening in Kenya and South Africa. The policywhwer, is controversial in that it
could leave a “middle level skills vacuum” if thewa technical universities fail to cover
this level of training. If the polytechnics are ugded to technical universities offering
“skills degrees” and training programmes to théhbgj level possible, the traditional
universities will then concentrate on researchthedawarding of predominantly
“knowledge” degrees.

5. At the national levels, agencies charged with primgogquality standards and the
accreditation of higher education programmes shstilde to establish a mutually
acceptable and easily readable credit transfeesyst improve articulation within the
entire higher education sector. This they can deggcifying minimum credit
requirements for the different levels, by develgpieneric descriptors, and by crafting
instruments for measuring and classifying learmogcomes and competences within
national qualifications frameworks. The imperatieésrticulation across institutions and
gualification levels require an overarching natipnegional and eventually international
framework. This does not, however, imply the “unifidssation” of courses, but rather the
creation of convergence in the recognition of agteent levels.

6. The identity of non-university institutions shoddd made more distinct. One possible
suggestion for strengthening non-university insittus and differentiating them from
universities is to customize their admission regmients on a distinct curriculum at the
secondary school level that more adequately prep@tential students for vocational
training in terms of acquisition of practical prareer skills. In other words, the
curriculum for secondary school students aimingifaditional first degree programmes
of study should not be the same for those who ettebinclined for the more practically-
oriented, career-focused education in non-univetsitiary institutions. This horizontal
differentiation at the secondary school level sHodt prevent the mobility of students
between universities and non-universities, provittedentire educational system is well
articulated.

7. The image and reputation of non-university insibtas should be enhanced by improving
the quality of their training and through effecte@laboration with industry in the design
of their training packages and the mounting of xégis campaigns of sensitisation
regarding their important role in national develamn This will not be an easy task.
Contrary to what the polytechnics in Anglophone YWAfsica would want the public to
believe, the HND holder is not appreciated as dugate with practical skills superior to
those of his university counterpart. The polytecharaduate suffers from lower status.

8. Evidence from this study appears to support the vimt articulation between the two
institutional types is smoothest in a unitary higeéucation system with a common
supervising authority and with the university a tbp of the educational ladder.
However, it is doubtful if non-university institotis, particularly the polytechnics, would
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accept a subordinate status to the universitiés;, all these years as autonomous higher
education institutions.

9. Formal articulation channels must be created ahdaharticulation encouraged within
which emphasis on differentiation and diversityddde retained.

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

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

12.The private higher education sector should be elagmal to provide complementary
systemic institutional and programmatic differetitin. However, its quality and
relevance must be assured through appropriateatsgyul

13.Debate on the role of higher education in a devakaal context should be encouraged.
Towards this end, more detailed research on tlhesssiised should be mounted as a
matter of urgency. In particular, programme diffégr@tion should be mapped in greater
detail. In addition, research on articulation skide# given even more attention, given
that we know less about articulation than we knbaua differentiation.

In conclusion, it must be recognised that univezsiand non-university institutions share the
same ultimate goal of contributing to national depenent, either by advancing knowledge
and promoting scholarship, contributing to a knalgke society as it were, or by directly
supporting industrial and economic growth througg application of existing knowledge.
How effectively these tasks are divided up betwiertwo institution-types should be a
parameter that defines the overall efficiency ef higher education system. This is why
issues of differentiation and articulation musta&gey the serious attention of governments
and policy makers.
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Chapter One
Higher Education Differentiation and Articulation i n Context

Background

At the beginning of the Zcentury, higher education in Sub-Saharan Africattiscting
considerable attention following many years ofgaleon to the background. One reason for this
heightened interest is the realisation that witlamleéquate provision of higher education, African
countries are unlikely to become meaningful playetsie generation of knowledge, the key
driver of today’s global economy. An important nfastation of this growing interest in higher
education is the expanding body of literature anghbject (see Annotated Bibliography in this
study)! Much of this literature covers fairly well undevet issues, but some engages barely
explored topics that are fairly technical yet urigieom the standpoint of national policy. This
study belongs to the latter category. It is a stoidgifferentiation and articulation within the
higher education systems of selected Sub-SahameAfcountries. As such, it does not deal
directly with longstanding issues of higher edumatccess, equity, quality and relevance per se.
Rather, it invites the reader to think about thissaes in the technical context of differentiation
and articulation within national higher educatigstems.

This study was commissioned by the Working Groupdagher Education (WGHE) of the
Association for the Development of Education iniédr(ADEA). It responds to a 1999
evaluation of the WGHE, which recommended an expard its focus on higher education to
include other tertiary institutions in additionuaiversities.

One outcome of the 1999 evaluation was that tweurowversity tertiary representatives were
included in the WGHE's new Steering Committee. ddiion, the WGHE has moved to include
non-university institutions, specifically Polytecb& and Teacher Training Colleges, in the
activities eligible for its funding.

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

To this end, three regional experts in the fieldeneommissioned to conduct a study in 12
countries from three regions of Sub-Saharan Afiiteese wereWest Africa— Cameroon,
Ghana, Nigeria and Senegihst Africa— Kenya, Rwanda, Tanzania and Uganda;Zmathern
Africa — Malawi, Mozambique, South Africa and Zambia. Tésearch team comprised Prof.
George Subotzky, (project co-ordinator and autliohe® Southern African regional report);
Prof. Njuguna Ng'ethe (East Africa) and Dr. Geo#Adeti (West Africa). Three regional reports
were produced as well as a review of selectedriatemal literature and an annotated
bibliography. This report is a synthesis of theséhregional reports.

! See in particular the new publications on Africaniversities under the sponsorship of the PartigiBor Higher
Education in Africa.
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Objectives of the Study

The specific aim of this study is to investigate #xtent, range and patterns of institutional and
programme differentiation, as well as the artidatabmong them, by analyzing non-university
institutions in selected African countries acrdssmain geographic and linguistic regions of the
continent.

A larger goal of the study is to enable the WGHBétier understand the roles of, and the
relations between, university and non-universistitntions in higher education systems of
Africa and, to some extent, relations among unitiessas well. The study seeks to inform and
support the WGHE's stated intention to engage matte the non-university component of the
higher education sector. By helping to fill the Wwhedge gap in this area, the findings will also
be of wider interest to policy-makers, institutibleaders, higher education researchers,
development agencies and other stakeholders.nnthis will hopefully contribute to achieving
greater equity, access and mobility within Afridagher education, and to enhancing the
contribution of higher education to developmenthia region.

To this end, the following activities were undedak

1. To conduct aeview of selected international literature on the topic, with a view to
identifying and comparing key international tremislifferentiation and articulation, and to
identify lessons which may be relevant for the édn context;

2. To identify and compare thextent and range of institutional and programme
differentiation in selected African countries and, as far as piessin the basis of this, to
develop a typology of institutional differentiatiofihis process comprises:

a) Different interpretations of the specific roles adentities of the different higher
education institutional types, the boundaries betwthem, and the interface among
them:;

b) The characteristics by which these types are cassgband identified; and

c) The regulation and legal status of these diffemestitutional types, including the
extent to which these are standardised, centradjylated or lightly steered by ministries,
statutory bodies and professional associations, regard to registration, accreditation,
assessment, certification, curricula, appointmeatdspuntability, etc.

3. To identify and compare thextent, nature and patterns of interaction and
articulation among the institutional types with particular netyto credit transfer and
mobility amongandbetween public and private non-universities anevbeh them and
public and private universities, as shaped by ogiirestitutional practices, national level
policy and legal frameworks.

4. To identify innovative approaches aisdues for policy consideratiorarising out of the
findings.
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How the Study Was Conducted

While the broad subject of this research is diffiéisgion and articulation within national higher
education systems of Sub-Saharan Africa, the dutlyses primarily on non-university higher
education institutions, mainly polytechnics @adhnikonsand their relations with universities.
Examining the full range of tertiary institutionscluding tertiary level colleges and institutes,
regrettably lies beyond the scope defined for tiesgnt study. The unit of analysis is the higher
education systems in a dozen selected African cegnit does not, therefore, focus on
individual institutions, except when these areipertt to the definitions of the higher education
system. A summary of the research methodologyasiged in Annex 1.

Given the limited scale and funding of the projéatir countries within each of the three Sub-
Saharan regions were examined. These are:

West Africa: Cameroon, Ghana, Nigeria, and Senegal

East Africa: Kenya, Rwanda, Tanzania, and Uganda
Southern Africa: Malawi, Mozambique, South Afrieand Zambia.

The ldeas and Issues

Differentiation, Diversity and Articulation

Huisman (1996) provides what he calls a ‘tenableceptualisation’ of differentiation and
diversity as these concepts relate to higher eaucdh his view, differentiation alludes to the
increase in the number of similar but differentitasions within the same higher education
system. These different institutions may have diffi: functions and could be structured
differently. Diversity refers to the variety of tgp of institutions emerging within a higher
education system. When the institution is unigumdreases diversity. If, however, it duplicates
provision and services then it does not add varaetg hence does not contribute to diversity.
From this conceptualisation it is clear that a pescof differentiation does not necessarily lead
to an increase of diversity. Huisman (1996) furttistinguishes betweeaxternaldiversity —
which is a classification of different types oftigtions — andnternal diversity — which is a
classification of the different types of programnaesl disciplines within the institutions.

It is therefore important to note that diversitiates to both institutions and programmes.
Despite this important definitional distinction eten differentiation and diversity, the term
‘differentiation’ is generally used in the literaguto signal diversity. In this respect,
differentiation can be contrasted with the tendeeyardsisomorphismwhich is the imitative
and aspirational behaviour which occurs when itins adopt similar features (notably those
of the research university) in order to achievatsggic advantage, higher status and better
quality. This is most closely associated with ‘agadt drift’ among non-university polytechnic-
type institutions, i.e., the process in which tigegdually take on the trappings of universities.

File, Goedegebuure and Meek (2000) discuss the lexndefinitional issues related to
differentiation and diversity. On the one handdata of higher education diversity conclude an
inevitable movement toward diversity based on, agmathers, evolutionary theory of
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development and population ecology (Hannan andnfraee 1989). However, other studies
(Pelikan, 1992; Scott, 1998; Enders and Fulton226fayes and Wynyard; 2002) highlight the
power and influence of market forces that accomneti@o possible institutional responses to
increased market competition: institutions can g in an attempt to capture a specific
market niche, or they can imitate the activitieshafir successful competitors (File, et al, 2000,
13). The latter process, that of imitating comjpesit is also calledhstitutional isomorphism

(Van Vught, 1996). This occurs when institutioimsprder to survive, adopt the characteristics
and practices of other organisations operatingenseme environment. Drawing on
organisational development literature, File e{2000) further distinguish between two types of
institutional isomorphism: (Inhimetic isomorphisrthat results from insecurity caused by
external environmental factors forcing the insiintto mimic other more successful
competitors; and (2)ormative isomorphisrthat develops through heightened professionalism,
where professionalism leads to homogeneity andairpiactices based on shared standards.

Differentiation and diversity in higher educatiae @&reated in all their complexities by various
scholars of higher education. Some, like Rhode8q},%rgue that institutions should take on
certain characteristics within a differentiatedhi@geducation system so that they can
appropriately serve and address the challengesgdegher education. These attributes are:

» Institutional autonomy, lively faculty independerared vigorous academic freedom, but
strong, impatrtial, public governance and deciséregaged presidential leadership.

* Increasingly privately supported, but increasir@lyplicly accountable and socially
committed.

e Campus-rooted, but internationally oriented.

* Academically independent, but constructively parde

* Knowledge-based, but students-centred; researgbrdrand learning-focussed.

» Technologically sophisticated, but community depsarid

* Quality-obsessed, but procedurally efficient.

» Professionally attuned, but humanely informed. @%) 1999:167)

Morphew (2002) charges that academic drift is aicator of a higher education system’s
relative inefficiency. He maintains that diversitythe higher education systems is essential to
meet the changing needs of their client populatidssthe needs of regions and students evolve,
diverse institutions and systems are requiredderoto provide comprehensive education at a
high standard for increasingly different types tofdents. Academic drift, because it reduces the
diversity of institutional types within a higherwzhtion system, impacts negatively upon the
programmatic diversity of a system (Morphew, 20082).

The World Bank (1997), in dealing with developmissues in Africa, also promotes a
differentiated higher education system as a mehaddressing diverse needs and for purposes
of sustainable development. The case for greatersification of tertiary institutions is argued

on both educational and financial grounds. Accaydmthe World Bank, traditional university
programmes do not meet the educational needs endrstances of many aspiring students, for
whom other kinds of courses are more suitable. Fkasrinclude occupations requiring a high
degree of specific skill; people with practicalldaias but little theoretical inclination; late-
starters, second-chancers or adult learners; wgpdtundents; disabled students; and parents with
childcare responsibilities. Some of these divezdifapproaches may also be more cost-effective.
For example, undergraduate, short-cycle, or comtyaoileges are often less expensive than
traditional research universities. The World Baekdwes that a diversified tertiary system
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provides options for a broader range of studerdsadiows them to make choices based on
needs, quality and costs. Sustainability can atésddveloped when the tertiary system is
founded on some degree of cost-sharing, and wineleist mobility among the different
programmes is assured. Such an approach maximmzeelsnents per unit of public expenditure
(World Bank 1997: 8). In arguing thus, the distiootis drawn betweehorizontal
differentiation (that is between institutional tg)endvertical differentiation (that is, activities
within institutions).

While horizontal differentiation is driven by ina@ged demand for higher education, vertical
differentiation is a reaction to demand for a geeativersity of graduates. Today’'s developing

economy needs not only civil servants, but also heles host of other professionals such as
engineers, pharmacists, and computer scientisgghdfieducation institutions are adapting and
new ones are emerging to provide training and créals in new areas. Provincial and regional

universities often produce the majority of a cotstyraduates and tend to lie at the heart of the
system’s expansion. Some institutions offer tworyteaiary level degrees, much like community

colleges in many developing countries. Freestandiofessional schools provide training in fields

such as law, medicine, business, and teaching @ahk, 2000: 32).

The World Bank’s task force on higher educatiortifer recommends a stratified system that
marries the goals of excellence and mass educatilomwing both to be achieved within a single
system and using limited resources. A stratifiestesyy comprises one tier that is oriented toward
research and selectivity and another that impantst@ general tertiary level education to large
numbers of students (World Bank, 2000: 50).

In contrast to its ample discussion of differembiat the literature is very thin on how ‘student
mobility’ and institutional articulation can be assd in a differentiated and diverse higher
education system. Articulation relates to the hatal and vertical linkages between
institutions, programmes and levels in a sectorri{slal996). Cohen and Brawer (1989) also
define articulation as the movement of studentsthen academic credits within and between
institutions. Harris (1996) identifies a numbelbehefits that can be gained through high
articulation. These are:

a) For Students:

. Improved access and freedom of movement;
. Lower rates of drop-out or failure without credit;
. Increased programme choice;

. The possibility of non-traditional learning experes being credited towards a degree;
. Opportunities to change concentrations or insttigimid-stream, or to delay final choices
whilst still carrying forward relevant credits;
Less wastage of time, endeavour and money;
The possibility of moving between institutions itcardance with aspirations;
Opportunities to pursue lifelong learning through flexible accumulation of credits over
a long or short time period.

b) For Institutions:

. Proving an effective means of facilitating equityder conditions of inter-institutional and
intra-institutional differentiation;

. The possibility of greater inter-disciplinary pragnme linkage across institutions;

. Fewer repeaters and dropouts;
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. Less curriculum duplication/overlap
. Increased academic collaboration;
. Increased pass rates;

. And improved internal institutional efficiency al@mith the possibility of increasing
student numbers. (Harris, 1996: 6)

Harris warns, however, that articulation should m®tseen as the solution to all problems in
higher education. An upward ‘prestige orientatioah be produced by an overemphasis on
student mobility within a higher education systefiis can lead to a loss of status and integrity
at the lower levels of provision. The quality oétprovision can also suffer because of
fragmentation, time needed to adjust to differenirenments, and the cost in terms of the
heavy reliance on administrative systems. Anotlossible disadvantage of articulation is the
pressure towards uniformity in diverse curriculd amstitutional offerings. In this sense,
articulation can be seen to be a counterpointé@tinciple of differentiation. Thus,
differentiation and articulation co-exist in a temsfilled relationship.

International Patterns Regarding University and NorrUniversity Institutions

The term ‘binary’ emerged in the United Kingdomidgrthe 1970s to indicate that a higher
education system is divided into two sub-sectorspising universities and non-university
polytechnic-type institutions. The UK higher edueatsystem was widely held up as a model
for a binary system (Huisman and Kaiser, 2001prRa this, higher education in the UK was
provided almost entirely by universities (Barn&@90). The creation of the binary system of
higher education saw the establishment and pratifer of numerous non-university

institutions, principally polytechnics, but alsmamber of other institutes and colleges of higher
education. The binary system formed the basisasirphg in UK higher education from 1965
until 1991, under governments of both of the mathtipal parties. The following reasons
underpinned the choice of this dual system:

1. The increasing need for vocational, professionad, iadustrial oriented courses could
not be met by universities;

2. A system based on a ladder concept would leadrtwddization in the public sector;

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

4. Britain could not stand up to foreign competitiondowngrading the non-university
professional and technical sector. (Pratt, 2002:8)

Neave (2000) believes that the move towards ardifteated system in the UK was market
related. Nonetheless, institutions of higher edooadcting on their own initiative did not
determine the size and shape of this system. khsggawernment managed the process.
According to Neave (2000), government involvemesuited in a policy of deflection where the
traditional function of premier universities waggerved and non-university institutions were
established as auxiliaries to meet the expandintade for professional skills within the private
sector. If we retain this interpretation, then diganstitutional segmentation had the un-avowed
purpose of channelling mass demand away from 8terically elite sector and forcing the non-
university institutions to take on the burden ofssiaigher education (Neave, 2000:8). This
sentiment is echoed by Teather (1999:19), whosstht:
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Binary policies were adopted in Australia and Bnitat a time of considerable expansion of demand fo
higher education. By designating a distinct grofipan-university institutions as providing genuipel
‘higher’ education, the governments of the day walée to channel a significant proportion of the
expansion into these institutions. This had theafbf permitting the traditional universities &tain
their former elite characteristics to a greateeekthan would otherwise have been possible.

Similar demands for increased access to higheradidug stemming in large part from
massification of the secondary education systemeigeed the need for post-secondary
education that provided a wide range of options lgdhdirectly to employment. In the 1960s
and 70s, more vocationally oriented tracks appeiaréte higher education systems of various
developed countries. In addition to the UK polyieics, these included the university institutes
of technology (IUT) in France, the tik@chhochschulem Germany, the general and vocational
education colleges (CEGEPSs) in Canada, and the cmityrcolleges in the United States
(Mazeran 2007: 22).

Saint (1992) considers a system of differentiatmbe an appropriate response to dealing with
an increased demand for access to higher eduaaitibout prompting proportional growth in
public sector budgets for education. The establestirof lower cost alternative institutions
differentiated in terms of missions, function anddes of delivery would be, according to him,
the most efficient approach. A broader institutiatigersification strategy would include the
following types: traditional colleges and univéies, community colleges, polytechnics or
technical institutes, adult or continuing educatoograms, productive sector training
programmes, and distance learning programs. Th@aWcechnic experiment was based on a
conviction that when higher education systems aveerdifferentiated, they can accommodate a
larger and more diverse student body in cost-affestays (Saint, 1992).

The emergence of a binary system does not imphthieadistinctions will or can be maintained
forever. Analyses have pointed out that governngmtiicies and other environmental
influences, as well as organisational strategieskeaviour, have an impact on the
relationships between the different sectors (bimargtherwise) of higher education systems
(Huisman, and Kaiser, 2001). Before looking at egpent changes in the binary system, let us
consider and examine some other international syste

The Australian binary system was the direct consege of a 1965 report of the committee of
inquiry into the future of tertiary education (thartin Report’). This report recommended a
division in the higher education system into a nsity sub-sector and a Colleges of Advanced
Education (CAESs) sub-sector. The latter new sests created by bringing together a disparate
group of largely single purpose institutions, irdthg teachers’ colleges, under the umbrella title
of CAEs. Two separate funding systems were inttedor each sub-sector. They were
administered by two separate commissions suppbsteédio distinct sets of legislation

(Gamage, 1993).

In the United States, systematic diversity has pdn@een regarded as a guarantee of excellence
and the precondition for higher education to resipitexibly to the needs of society (Huisman
and Kaiser, 2001; Rothblatt, 2000). The state dif@aia is probably the best known and
perhaps the most effective example of state-widéesy planning in the public higher education
sector. In general, U.S. higher education exhitifferentiation of public higher education

within all states (Altbach, 1999). The American@aic system is a complex set of institutions
that serve many different needs. The system isrmaltahy, with the research-oriented
universities having the highest prestige and mdkience. But considerable variety also exists
within the system. With more than 13 million stutieim post-secondary education and more
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than 3,000 colleges and universities, higher edutaliversity in the USA is inevitable. The
research universities — institutions like Harvadrkley, or Wisconsin — occupy the pinnacle of
the system. These are the “multiversities” thatrlClerr discussed in his classic review of
contemporary higher education. The top one hundredrican universities dominate research
funding from both government and private foundatiorhey produce a large part of the nation’s
research output. This hierarchy, according to Haisrmnd Kasier (2001), is necessary because a
standardised system cannot respond to the eduahtieads of both the elite and the masses. In
order to absorb a more heterogeneous clienteles syasems must be more differentiated than
elite ones.

A system of elite higher education without the balag force of mass higher education would
not be politically or socially viable, and a systefrmass higher education without the academic
models and values of elite institutions would beaund educationally and politically (Huisman
and Kaiser, 2001:113). A wide variation in admissi@and degree standards has emerged as a
result of differentiation by function in the Unit&lates higher education system. Its purpose is
to provide different educational experiences afeddhances for different populations. But it has
also produced a ranking system or pecking orderstitutions contending in the marketplace

for preferred brand name recognition.

Ogawa (2002) outlines the Japanese version ofrdiff@tion that involves the separation of
research and teaching. The universities regardrgrattuate and postgraduate schools as pure
teaching organizations. Separate research orgamsdtave been established to which faculty
members belong. While research organizations tewert fraternization in the nature of their
inquiry, teaching organizations offer appropriatgamized knowledge (curricula). In a
traditional system, a research organization hdzbtohanged at the same time a teaching
organization was changed because both were unifled.was at times problematic because
new research activities were not always relevatheacset teaching and training curriculum and
would therefore be thwarted. To avoid this conflieaching and research functions were
separated (Ogawa, 2002: 96). Instead of ‘scatiedspendent organizations’, Japanese higher
education has been transformed into loosely couptetéms.

The era of the European Union has ushered in d faargreater synergy and standardisation in
higher education across Europe. Several governnentsindicated that structural changes in
higher education systems have been inspired bigl@eof not wanting their systems to deviate
too much from European trends.

In the Dutch higher education system, the higheational education stream and the university
route are two distinct pathways. At the secondavel, the HAVO/MBO route prepares students
for training athogenscholeand theVWOprepares students for universigysimilar pattern can
be found in the German higher education system evtiesFachhochschulereifallows students
to be admitted to Rachhcochschulbut not a university. Adochschulreifgpermits students to

go to either &achhochschuler a university. Admission requirements for thdediént higher
education sectors in Austria, Flanders and Swedealbthe same. Denmark, France and the
United Kingdom have additional requirements forgimto universities, namely, th@ncours

in France and A-levels in the United Kingdom (Hu@émand Kaiser, 2001). Only the
universities offer doctoral degrees in the ‘binagyamples listed above — Sweden and the UK
excluded — but candidates with masters’ degrees @iher institutions are allowed to register at
the university for further study.
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Shifts Within and From Binary Systems

Scott (1998) identifies the main change in highiraation as the ‘grand secular shift from elite
to mass higher education.’ He lists the followinghdtomous attributes of the two systems. The
elite system is described as being exclusive aepsd in tradition, offering uniform
environments and uniform standards. On the othed hhie mass higher education system is
perceived as less selective, more inclusive, mimersk (different types of institutions), and
offering various processes of education.

Ross (2003) suggests that the Robbins CommittdeeitK underestimated the growth of

public interest in higher education. The responghe establishment of the polytechnics was
strong and numbers increased much faster than exgmarticularly for female students. This
produced a rapid expansion of the polytechnic sexrid a change in its mission and orientation.
The polytechnics increasingly embarked on prograssimailar to those of the universities, and
ultimately the student populations and even theicula were not very distinctive between the
university sector and the polytechnic sector.

The White Papetligher Education of 1991: A New Frameweanikded the binary policy in the
UK. All polytechnics and a number of other collsgeere granted university status with the
power to award their own degrees. Smith and Wel§$898:2) echo the above reasons for the
demise of the binary system in the UK. They cldnat the expansion of higher education
provision was accompanied by a squeezing of reeswand this manifested itself in growing
student poverty, declining academic salaries,miglacademic social status, and in the
increasingly shabby fabric of universities themesl\On the other hand, Neave (2000) blames
the interventionist state in its drive for massadion. The phenomenon of ‘academic drift’ set
in very soon after implementation of the binarytegs The polytechnics, supposedly
differentiated from the universities, in fact soughemulate them — even to the point of
launching fine arts courses. Meanwhile the univiesilso experienced ‘vocational drift,’
offering vocational courses and short cycle optionsompetition with the polytechnics (Archer
et al. 2003). Pratt (2000:3) makes the followinghpo

Although, in the end, the polytechnics succumbedh® temptation to acquire conventional
university titles in 1992, by the time they did $loe universities also were significantly different
from the institutions they were in 1965 when theaby policy was inaugurated. They too had
begun to recognise the importance of a vocatiomgdresis, to accept students with a wider range
of entry qualifications, to offer greater choiceahgh modular courses and a greater concern for
the student’s learning. It became possible to tdlkvocational drift’ within the universities as
much as ‘academic drift’ within the polytechniceidaa blurring of boundaries occurred between
the two sectors.

Similarly in Australia and Hong Kong, the binargés in higher education were repositioned.
Polytechnics adopted the university title and thmhber of universities doubled (Teather, 1999).
The academic programmes offered by CAEs were dtiengd and they introduced
postgraduate programmes, including doctoral prograsthat involved research. The lines
between the sectors became indistinct. The onlg@mp difference was that universities
received funds for research whereas CAEs did neteNheless, the CAEs in Australia
trumpeted their growing research capacity as gaher demand to be recognised has
universities (Gamage, 1993).

Aside from the interventionist strategies emplopgdjovernments, Meek (2000) asserts that the
reliance on market forces to achieve higher edocagiolicy objectives, including that of
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diversity, has backfired. According to him, couesriike Australia, New Zealand and the United
Kingdom have increasingly incorporated market caitipa into higher education. Instead of
diversifying into new areas in an attempt to captuspecific market niche, institutions imitated
the activities of their successful competitors. Tamacial factors influence the direction of
higher education diversity: (1) the way in whichvgmments structure the policy environment,
and (2) the relative power of academic norms ahgegawithin higher education institutions
(Meek, 2000:36). Meek further suggests that variagtors have encouraged, if not forced,
governments towards a market orientation for higitrcation (2000:36). These include:

» The substantial costs associated with mass higharation, which have increased
governmental concern to realise more value peadobmmitted in this sector.

» A clear expectation by government that the higlilercation sector be more closely tied
to the national economy — not only in terms of nmgehational labour market needs, but
also through the commercialisation of its researuth teaching activities.

» As alarger proportion of the population expresstgest in acquiring higher education,
higher education inevitably becomes more of a igaliissue.

* Due to an aging population, the burden of socititlements on the national treasury is
rising dramatically, generating pressures to cwegament expenditure and demands for
greater efficiencies from public sector instituson

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

These factors are, according to Meek, part of antarger process of economic globalisation
that has produced a fundamental redefinition ofstiheal value of public service in general and
of universities and education in particular. Thes ineightened political interest in the sector.
The university is now asked to be “accountablethtwse who pay for it, whether these are large
governments, corporations, individual taxpayerewan students. Jarvis (2001) believes that
globalisation is indeed a primary factor determgnihe current shape and focus of higher
education. For him, universities have ceased todrg towers, protected from the pressures of
the real world. He believes that universities htaesl to respond to some of the social pressures
of globalisation, but with limited success. Tha&actions appear to be almost unreflective, since
they do not seem to know what the university shaa@ny longer. That is, they respond
automatically and uncritically to the pressuresadial change (Jarvis, 2001).

Ball (1989) argues that the role of research besgmneblematic in the present context of mass
higher education. He believes that it is possiblartange dual funding, that is for research and
teaching, in an elite system of higher educatian.tBis is neither possible nor sensible in a
mass-based system of higher education. Ball (19&@&Heves that no logic resides in the
assumption that the scale of fundamental reseaust be determined by the scale of higher
education.

The current challenges facing higher educationtirigins are identified by Weber (1999:4-11)
as:

* The changing environment: globalisation and ttikeémce of information technology;

» Shifting missions: responsive and responsible ugities; the changing shape of
research universities; emergence of competitorsathtional universities;
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» Growing student diversity and the need to adajthieg in response;

» The academic profession: the changing role of e@chenure; developing a new
generation of staff.

» Higher education finance: broadening revenue; reducosts.

Linked to the changing environment for local higeducation systems is a growing and
diversifying public demand for higher educatiorcountries with an adequate national higher
education infrastructure. Established universitiesestern countries, motivated by decreasing
(national) funding for higher education, are semglior new cross-border markets to tap into
(Van Vught, F. et al. 2002). Educational marketgehlaeen established through trade agreements
and initiatives of the World Trade Organisation (@)Tin particular the General Agreement on
Trade in Services (GATS). In the GATS negotiatiagreement has been reached to classify
primary and secondary education as public consamggbods, with predominantly public rather
than individual benefits. However, with regard tghter education, the balance of public and
individual benefits is often seen by educationainemists as leaning more towards the
individual side (i.e., private returns area gre#tan social returns). Thus, GATS views higher
education as a tradable service that should nptdtected by tariffs. This expansion of
international trade in higher education is alsmbédacilitated by advances in information and
communication technologies (ICTs), which are inshegly used to reach out to distant students
who are interested in earning a foreign degreeeareitnaining in their own country.

African Experience

In the context of these international trends, mdatan countries offer, as they have done for
decades, a differentiated post-secondary educatinsisting of a mix of training colleges,
technical/vocational institutes, polytechnic-typstitutions and universities. At the top of this
pyramid are the universities and polytechnics (Sawy002). The diverse configurations of the
higher education sector in Africa reflect varioustdrical influences along with the contextual—
as well as global pressures—brought to bear ors#ator (see Box 1). The pressure for mass
access to higher education, not only in Africadtross the globe, has swayed governments to
introduce policies favouring institutional and pragime differentiation. In Africa, new types of
higher education institutions and differentiatedgszammes have emerged in spite of an
increasingly constrained financial environment.

Box 1. Tertiary System Differentiation in Cameroon

The higher education sector in Cameroon is difféaésd along linguistic lines as well as the natofre
programmes resulting from the country’s two lingigisum higher education traditions. The higher
education system in Cameroon strongly resembléftierance and shares a lot in common with thdse o
Francophone African countries like Senegal. HoweBetish influence is strong in a couple of the
institutions, notably the University of Buea, whiisha predominantly English-speaking universityrekh
types of tertiary institutions make up the highéueation sector. These are the universities, skmin
research and career-focused training institutessahdols, and advanced professional schoaigardes
ecoles The government decree of 1993 regarding the isgton of the higher education system in
Cameroon allows the universities to develop, withigir mission and mandate, specialised institates
centres for scientific and technological studiesearch, professional training or further training.
Essentially, the higher education system is divitol two groups: the larger university sector &mel
smaller, highly selective, non-university sectblowever, the overall system is richer than a sinmitary
system.
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The history of higher education in Africa, from pise-colonial and colonial roots to the post-
independence phase, provides some answers asdorteat configurations of institutions on
the continent. The pre-colonial higher educatiaiifntion in Alexandria, Egypt (Lulat, 2003),
together with a range of Islamic and Arabic edwursl institutions, were precursors to Africa’s
later Anglophone, Francophone and Lusophone maatfess of the education systems
established by colonial administrations. At fifstmal education in the European colonies of
Africa was left to missionaries. But as more anderiBuropeans settled in the colonies, interest
in formal education increased. But it was not neagly extended to the local population, based
on the general view that Africans were intellediuaiferior and therefore uneducable (Lulat,
2003). This view was gradually modified by eventhe-industrial revolution, the expansion of
colonist economies, and the two World Wars — topthiet where vocational and industrial
training was deemed necessary for Africans.

Subsequently, the British established in Africauanber of higher education institutions, known
as the “Asquith Colleges,” through their Inter-Uerisity Council for Higher Education.
Graduates of the Asquith Colleges received thagrekss from the University of London on the
basis of the affiliation of the colleges to thatuemsity (Lulat, 2003:19). Stronger local demand
for higher education was also linked to a risimg tof nationalism in West Africa and an
emergence of Pan-African movements (Ajayi, Gomadatohson, 1996).

Lulat (2003) cites Ashby (1966) who charges thatcah elites were to blame for the lack of
development of higher education in French coloAfalkca. African elites in the Francophone
colonies considered local institutions to be irdetd those in France and placed greater
currency in the opportunity to study in France. Thet of educating Africans at French
universities soon became prohibitive. In preparator eventual political autonomy, the French
created overseas branches of French universitig®iAfrican colonies. These took the form of
institutes of higher education that served as tomeers of national universities (Lulat, 2003:21).
These institutes maintained close academic andrastnaitive ties with French universities, even
after independence when they became national witiiees. The primary reason for developing
local institutions of higher learning in the pastiépendence era was to produce administrative
and technical staff for the civil services, as veallteachers for secondary schools and teacher
training colleges (Ajayi, Goma and Johnson, 19%6)s intention was flavoured with a desire to
maintain equivalence with European university staidg, and each colonial power therefore
imposed its own pattern on the institutions it smed. Overseas colonial Colleges thus became
an avenue of opportunities for younger staff patéidy from Britain, France and Belgium, to
spend some time in Africa and become experts iic&ifr Studies, Tropical Medicine,
Agriculture and Technology (Ajayi, Goma and Johnsi®#96:69). The colonial university
Colleges were criticised for their ‘elitist’ orieatton, their narrow curricula, and academic
irrelevance, all of which contributed to the vidvat they were ‘ivory towers.’

The transition to full university status was proetpby the nationalism of African states which
attempted to assert their independence from thspactive colonial powers. Typically, in most
post-colonial African countries, single nationaluamsities were established as part of the
apparatus of newly independent statehood. The deweint of the ‘decolonised’ higher
education system in South Africa was introducedhwht University Act of 1916 enacted by the
Union Government to establish the University of thoAifrica, together with the Universities of
Cape Town and Stellenbosch (Ajayi, Goma and Johri@#6). These institutions were
intended for the white settler community. All sutpsent higher education institutions, including
technikonsand colleges, were established along racial seseparate sub-systems to serve the
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white, coloured and black racial groups in the ¢ourThis structure endured until the demise of
apartheid in 1994. The unusually large system ah86tutions (21 universities and 15
polytechnics) which eventually resulted was thedatioutcome of linguistic/cultural rivalries
between British and Afrikaner nationalism that wegiforced by the separate development
policies of formal apartheid, in which separatet flam from equal) institutions were provided for
each major racial and ethnic group (Cooper and kpp2001).

As a result of these circumstances, the extentygredof institutional differentiation has varied
widely across different African regions and cowgriSaint (1992) suggests that system
differentiation in Africa is generally at an inteediate stage. Polytechnics are frequently found
and teachers colleges are common, but tend todmedexd a clearly inferior status by students
and governments (i.e., they are poorly articulatEgien where higher education systems are
differentiated in terms of institutional missiotisey are rarely differentiated in their financing.
African institutions and systems of higher educatieceive 85 percent or more of their funding
from government (Saint: 1992: 107-108). The tengdéagegard as inferior those institutions
which are mainly involved in teacher educationhtexogical or vocational specializations must
be eschewed, according to Brown Sherman (1993)ulsecafrica is short of skilled
professionals in education, the sciences and téagmyo

There can be no real consensus for higher educatimmm without a focus on non-university
institutions. The teachers and the facilities fairting such persons should be wisely used.
Consultations are needed between the universitidsother higher education institutions in order
to weigh the strengths of these institutions andawsider such possibilities as transfer of credits
sharing of facilities, and even joint programs, vehfeasible. (Brown Sherman, 1993: 28)

The ability of African nations to achieve a cohénaix of research and technical/vocational
systems of higher education is doubted by Altbd®98), who alleges that third world nations
are basically consumers of knowledge and depengent industrialised nations for
advancement in scientific knowledge. While he agteat it is difficult to generalise, he
maintains that third world universities are — withexception — ‘peripheral’ institutions in an
international context and that they often lack dardgation toward scholarly production. Brown
Sherman (1993:28) agrees with this point, saying:

Africa has a marginal place in the global econoAfyica’s universities are part of an international
academic system and are ‘peripheral’ to that syst@me consequence is the considerable
intellectual dominance, which impinges on the awent. In line with this is the large amount of
research related to the continent done by acadeanitsiniversities foreign to the continent.

Framework of Analysis

This literature review, Africa’s history and our owield experience suggested the following
framework of analysis. First, with regarddiferentiation twelve dimensions of differentiation
were identified as the most fruitful to investigdtiiversities and polytechnics were then
compared on these dimensions in order to assedbeviaservable differences between the
two types of institutions could be found. In adatiti where fruitful, an attempt was made to
apply the dimensions among similar institutiongldy. These dimensions are listed in Table 1.

With regard taarticulation, five dimensions were also selected as the mogtuito look into
and the two types of institutions were compare@ach of these elements. Again, where
possible, these dimensions were analyzed withir