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ABSTRACT

The purpose of this study was to examine and analyse how the transformation taking place at
the University of Dar es Salaam in the context of corporatisation addressed the challenges of
access and equity as central features of national development. The study was based on the
premise that widening access to and equity in higher education contributes to the
development and prosperity of the nation in Tanzania. The study used a qualitative case study
design. Epistemologically, the study was located within the constructivist paradigm which is
premised on a social construction of reality. | used both purposive and snowball sampling
techniques to select both the research site and the participants. Face-to-face, semi-structured
interviews and an in-depth document analysis were used to collect the requisite data. The data

were analysed qualitatively by developing themes using the Atlas.ti program.

The findings revealed firstly that both internal and external factors had provided the impetus
for the transformation of the university. The findings also indicated a strong move towards
the privatisation of the university. This was evident in the outsourcing of the non-core
activities of the university as well as the introduction of market-driven programmes.
Secondly, the implementation of corporate strategies had both—positive and negative, planned
and unplanned consequences. While the university had significantly increased its student
intake, improved the efficient utilisation of its resources and diversified its sources of income,
it had, nevertheless, been unable to match the increased student intake with improved
teaching and learning resources as well as enhanced student support services. In addition, the
influence of both donors and the organisational culture shaped and influenced the adoption
and implementation of a corporate culture with regard to the management of the university.
With respect to the role played by the university in national development, the adoption and
implementation of the market approach was characterised by a paradigm shift from viewing
the university as a social institution that serves the community to that of an institution that
meets the demands of the market. Overall, the findings indicate that effective leadership,
supported by a favourable policy environment, was a critical component in the realisation of

the institutional transformation goals.

The study suggests that a combination of both the state-controlled model and the market
model in public higher education institutions should be encouraged and promoted for the

purposes of equity, efficiency and effectiveness. Accordingly, this study suggests that the
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idea of ‘asymmetrical balance’ is a strategic approach that will enable the university to
mediate the contesting demands of both the national and the market imperatives. The notion
of asymmetrical balance argues that the goals of national development and efficiency are not
mutually exclusive and that they could potentially be mutually beneficial.

Key words: Access; asymmetrical balance; corporatisation; corporate strategies; equity;

higher education; marketisation; national development; privatisation; transformation.
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CHAPTER ONE

Introduction and context of the study

1.1 Introduction

The aim of this case study was to examine and analyse the transformation of the University of
Dar es Salaam within the context of corporatisation. In particular, the study seeks to examine
and analyse whether the adoption and implementation of corporatisation facilitates access to
and equity in university education and, thus, contributes to the development and prosperity of
a competitive country. The study is anchored primarily in the belief that widening access to
and equity in higher education will not only contribute to the realisation of national
development goals but will also enable the nation concerned to participate successfully in a

global, knowledge-based economy.

In the contemporary discourse the transformation of higher education institutions has
forcefully permeated the writings on higher education on a global scale. The transformation
and/or restructuring in higher education have taken place in the majority of countries across
the world, albeit to varying degrees and for different reasons. It stands to reason that different
countries provide different contexts for the discussion on the transformation of higher
education. Scholars such as Salmi (1992) and Aina (2010) have argued that public higher
education in Africa has undergone significant tremendous transformations since
independence as a result of the need to revitalise the public higher education sector and, more
importantly, the public universities. It is possible to utilise various factors in order to describe
the transformation of public higher education in Africa. One such factor that is evident in the
relevant literature is the decline in the government funding of public higher education, while,
at the same time higher education has witnessed a tremendous expansion in enrolment as a
result of the increased demand for such education. Indeed, this is a global phenomenon.
However, it would appear that the increasing demand for higher education has been met by
decreased state funding of such education. It may, thus, be argued that declining government
funding poses a challenge to the expansion of higher education. Salmi (1992) argues that ‘the
performance of higher education is directly influenced by the availability of financial
resources’ (p. 25). This claim appears to suggest that the decline in public funding reduces

the capacity of government to develop higher education in order to meet national
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development goals. In the context of Tanzania one document reports on the linkage between

access to and investment in higher education and development as follows:

Access to education at all levels remains low and is partly a function of inadequate
investment in the sector. In particular, access to and equity in tertiary education
remain huge challenges. It is unlikely that Tanzania will be able to participate in the
knowledge economy to any significant extent with current outputs in human capital
from the tertiary education system (Bailey, Cloete & Pillay, 2011, p. 11)

The quotation cited above indicates that inadequate public funding in Africa and in Tanzania,
in particular, has affected the capacity of the public universities to expand their student
intake. It is, thus, obvious that addressing the financial crises in higher education would
improve the prospect of expanding the student intake. Thus, it would appear that poor
funding and the increased demand for higher education are providing both the rationale and
the drivers for transformation in the public higher education institutions. Public higher
education institutions have responded by adopting strategies derived from the market
approach. The University of Dar es Salaam was selected for the purposes of this study as it is
an example of a public higher education institution that has made progress towards
transformation within the context of the market approach. As will be explained, the
introduction of the market approach at the University of Dar es Salaam created an ideological
debate. In particular, the debate suggested various perspectives as regards reform in relation
to the role of the university in responding to both national development goals and market
needs. The answer to the issue that focused on ‘the demand-response imbalance’ resides in
the adoption of ‘asymmetrical balance’, the term that denotes a strategic approach that public
higher education institutions may apply in order to mediate between the demands of the state
and the market within the context of their ongoing reforms. I argue further that the attainment
of ‘asymmetrical balance’ is mediated by the presence of strong and innovative leadership

which is supported by a favourable public policy environment.

1.2 The context of the study

This section discussed the context of the study. From its inception public higher education in
Africa, as elsewhere, has remained an important priority on the agendas of governments.
Until the late 1990s public higher education in many of the developing countries, including
African countries, was both supplied and financed by the state (Eisemon & Salmi, 1993, p.
151, Johnstone, Arora & Experton, 1998, p. 2). With respect to supply, the state was the sole
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provider of higher education while, in terms of financing; public higher education was
primarily state-funded (Bisaso, 2010, p. 344). Indeed, public higher education institutions
were and still are included in national economic plans while state investment in higher
education underlies both the ‘nation building’ spirit as well as the attainment of national
development goals. However, despite the contribution of public higher education to economic
growth and social development, much of the existing literature indicates that, in the past two
or three decades, the common theme that has characterised public higher education system in
many countries in Africa has been that of crisis and reform (World Bank, 1994, p. 16, Ajayi;
Goma & Johnson, 1996, p. 144, Zeleza, 2004). The literature has further pointed that the
crisis facing public universities manifested in financial management and administration that
weakened the ability of the public universities to fulfil their mandate. With respect to the
issue of funding, the literature indicates that, in postcolonial Africa, the education systems,
including public higher education, were traditionally controlled and funded/subsidised by
government (Varghese, 2013, p. 4). In other words, higher education was free and, regardless
of their socioeconomic status, students received subsidies from government. In the following
passage, Assié-Lumumba (2006) provides an apt description of the ‘the state-controlled

model’ which, before the mid-1980s, was dominant in the provision of higher education:

The state-controlled model was characterised as nearly the sole agent of subsidy of
higher education: full scholarships including travel expenses, local transportation,
health care, boarding, lodging and monthly stipends and living expenses to all
students who, in theory, were ‘qualified’ or those who had family or personal
connections to attend university’ (p. 68).

In addition, government met other costs, including the establishment and running costs of
higher education institutions. There was, in fact, a valid reason for this arrangement. Many
independent African countries regarded public higher education institutions and universities,
in particular, as ‘instruments for attaining national goals of development and nation-building’
(Aina, 2010, p. 31). Varghese (2013) notes that one feature of higher education before mid

1980s was that it ‘remained an elite sector with limited access but with liberal public funding

support’ (p. 6).

With time, several countries, not only in Africa, faced financial crises. Within the African
context, this economic distress limited the ability of governments to continue to finance the
universities at the levels at which they had done in the immediate post-independence period.
Yang (2003) argues that public expenditure in education declined significantly relative to the
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rapid increase in student enrolments at the higher education level. The problem of diminished
government funding was rooted in various causes. The 1973 oil crisis and unfavourable trade
terms resulted in the financial difficulties of the 1980s as a result of which African countries
were not able to afford adequate funding to cope with the increasing demand for higher
education. In addition, the decline in the funding of higher education was also linked to the
neo-liberal policies of fiscal constraint, minimalist government and reduced social spending,
including spending on education (Ng’ethe, Assie’-Lumumba, Subotzky & Sutherland-Addy,
2003, p. 28). For example, the financial resources allocated to higher education declined
proportionally after the imposition in the 1980s and 1990s of Structural Adjustment
Programmes (SAPS) by the international financial institutions, including the World Bank,
International Monetary Fund and donors. From the perspective of the World Bank higher
education was treated as a ‘luxury’. In accordance with the SAPs, the World Bank called for
the restructuring of the education sector in such a way that government spending would be
directed at those education levels offering the highest social returns. Based on this
perspective, the rate of return analysis supported investment in primary education. The
implementation of this philosophy was, in turn, marked by the decline in the financial
resource base as well as the deterioration in service conditions in many of the higher
education systems in developing countries, including African countries. This, in turn, made it
difficult for public universities to match the requirements pertaining to the resources needed
to sustain acceptable standards in teaching, research and public service. A significant volume
of literature has documented the results of the declining government funding to public
universities including, among others, overcrowding, infrastructure deficiencies, inadequate
access to international knowledge resources, the inability of the universities to pay staff
members and to conduct research effectively, perpetual student unrest as well as inadequate
laboratory and library resources (Salmi, 1992; Aina, 1994; World Bank, 1994, p. 16; Atteh,
1996, p. 36; Taylor & Scott, 1999, p. 221; Mwiria & Ng’ethe, 2003; Lulat, 2005, pp. 390-
391; Assie’-Lumumba, 2006). It may be that one of the biggest challenges associated with the
financial crisis in public higher education is the problem of access and equity (Atteh, 1996, p.
41). This, in turn, suggests that the fiscal crises in many of the African countries rendered the
state-controlled model both unsustainable and also inefficient as regards to addressing the
challenges facing public higher education institutions. As a result, redefining the role of the
state has been considered as a strategy with which to address the crises facing higher
education in Africa (World Bank, 1988; Salmi, 1992 cited in Eisemon & Salmi, 1993, p.
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152). This, then, has provided the rationale for reforms in management and organisation in

public higher education.

Another cause of the crisis in the universities was attributed to the inefficient management of
the universities, with this being reinforced by excessive government control (Devarajan,
Monga & Zongo, 2011, p. 138). This also hampered administrative creativity and innovation
as regards seeking extra resources with which to run the institutions. For example, the World
Bank (1998) cited poor management as a cause of the inefficient use of resources in higher
education in the African countries with this contributing to the poor quality of education
provision. This also manifested in the failure to make maximum use of both teaching
personnel and physical resources in order to expand access to and equity in higher education
institutions. Thus, in view of the situation described above, public universities in the African
countries have been confronted with problems of cost, quality, efficiency, effectiveness and
access. Most of these challenges are similar to those facing higher education institutions in
Tanzania. For example, the National Higher Education Policy (1999) in Tanzania lists,
among others, increased demands for higher education, inadequate funding, poor teaching
and learning environments and gender imbalances (URT, 19993, p. 3) as challenges facing
higher education. It was in the wake of these unpleasant experiences that public higher
education institutions and universities, in Africa have been compelled to orchestrate reforms

in both their management and organisation (Siringi, 2008, p. 1).

The transformation taking place in a number of public universities in developing countries,
including Africa countries and Tanzania, in particular, hinges on the fact that the traditional
state-controlled model is perceived to be both economically wasteful and also the cause of the
inertia and constrained initiatives as regards expanding access and, consequently, as limiting
the realisation of equity (Morley, 1997, p. 234; Otiende, 2006, pp. 37-38). Operating in terms
of this model restricted the public universities to operating within the financial capacity of
their governments. This was the case because, within the legal frameworks in terms of which
the universities had been established, it was not possible for them to attract private funds in
order to expand to meet the growing demand for higher education. However, Ajayi, Goma,
and Johnson (1996) rightly suggest that it is vital to understand the nature and complexity of
the problems and attendant crises confronting the public universities in order to seek out
proper and effective measures and strategies with which to remedy the situation (p. 144). The

argument in favour of reform was based on Varghese’s (2013) suggestion that ‘the revival of
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higher education needed reforms to mobilize resources and the restructuring of study
programmes, governance and management to better align with markets’ (p. 7). This quote, in
turn, underscores the introduction of the market approach as an approach in terms of which
public higher education institutions were/are expected to be ‘more financially self-sufficient
and market driven’ (Altbach, 2008, p. 11) and, in so doing, to adopt ‘market oriented
strategies to supplement their funding’ (Parker, 2012, p. 259). The market approach, which
constitutes the cornerstone of the neoliberal framework, places a premium on the business
model in the provision of social services. A fundamental premise in terms of the market
approach is the belief that this approach will promote the efficiency and effectiveness
required to cope with and sustain expansion in higher education (Otiende, 2006, p. 38; Aina,
2010, pp. 31-32). This belief has made way for the corporatisation of public higher education
institutions as a reform strategy to correct the distortions highlighted elsewhere in this section
and, more importantly, to expand both access and equity. Nevertheless, while there are
numerous advocates of the corporatisation which is practised in both Western and Asian
countries, its potential implications in terms of enhancing efficiency and facilitating greater
access across social groups to promote the equity which is a prerequisite for meeting national
development priorities have not been sufficiently studied and documented within the African
context. Against this backdrop, this study used the University of Dar es Salaam as an
example of a public university which has been corporatised in order to examine and analyse
the efficacy of corporate strategies in the running of public universities in Africa and in

Tanzania in particular.

1.3 Focus of the study

The fundamental purpose of this study is to examine and analyse how the adoption and
implementation of corporatisation at the University of Dar es Salaam addressed the
challenges of equity and access as central features of national development. More

specifically, the study seeks to achieve the following objectives:

o To explore the nature and character of the transformation which is taking place at the
University of Dar es Salaam in Tanzania.
o To understand how a corporate strategic approach is seeking to address the imperatives

of access and equity in the provision of university education.
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o To analyse the way in which the transformation programme at the University of Dar es

Salaam addressed national development priorities.

14 Research questions

Main research question

How did corporatisation increase access to and equity at the University of Dar es Salaam in

Tanzania?

Research sub-questions

Based on the research objectives, the study intends to answer the following research sub

questions:

o What was the nature and character of the transformation at the University of Dar es
Salaam?

o How did corporatisation address the imperatives of access and equity at the University
of Dar es Salaam?

o How did corporatisation at the University of Dar es Salaam address national

development priorities?

1.5 Concept analysis

In this section, | provide definitions of key terms as perceived by various writers in order to

inform the discussion contained in and understanding of this study.

Access

The question of access to higher education is one of the major problems facing education
globally. However, the understanding of the issue of access to higher education is debatable
because of the various dimensions used to define it. The problem is also compounded by the
lack of data on access to and enrolment at university of students from various socio-economic
backgrounds. This, in turn, makes it difficult to find a precise definition of the term. In an
attempt to understand the concept of access to education and to higher education in particular,
one must consider the contexts of a particular country in terms of both its history and its
social realities. In Tanzania, for example, the Education and Training Policy of 1995 defines
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access to education as ‘the opportunities available to the target population to participate in
that education’ (p. 17). However, it should be noted that, even when cross-national patterns in
higher education indicate increased access, many qualified applicants still fail to enrol. For
example, Asplund, Adbelkarim and Skalli (2008) observe that ‘students from low socio-
economic families remain under-represented in universities’ (p. 261). In this study | adopted
the definition of access suggested by Machingambi (2011) and which refers to, and
encompasses, ‘the removal of all perceived constraints, barriers and impediments that affect
individual or collective participation in education activities’ (p. 14). In short, access to higher
education encompasses the efforts and measures that intend to widen participation to enable
more people from different backgrounds to enrol at a higher education institution on a

relatively equal basis.

Equity

Equity is a difficult concept to define. It has a diversity of meanings, depending on the
various contexts that underlie its usage (Wang & Shulruf, 2013, p. 111). Thus, it follows that
different perspectives are used to define the concept of equity in education. From an
economic perspective, equity implies that ‘all potential students with eligible qualifications
and aptitudes should have access to higher education, irrespective of their financial capacity
(Jacobs & Van Der Ploeg, 2006, in Wang & Shulruf, 2013, p. 11). Another perspective holds
that the student body in higher education should reflect the distribution of socio-economic
status (SES) and ethnicity/race within the population from which the student body is drawn
(Harper, Patton, & Wooden, 2009). In the Tanzanian context, equity is defined as ‘fairness in
the distribution and allocation of educational resources to various segments of the society’
(URT, 1995, p. 17). Machingambi (2011) accords a broad meaning to equity in higher
education by stating that it includes ‘equality of access and provision, equality of programme
quality and content as well as equality of calibre in terms of graduates’ (p. 14). Nieuwenhuis
and Sehoole (2013) agree with Machingambi when they state that equity comprises ‘fair
access to educational resources of equal quality and value to enhance educational attainment’
(p. 194). This would appear to suggest that the meaning of equity is close to that of fairness
(McCowan, 2007, p. 581). In the South African context, the Higher Education White Paper 3
stipulates clearly and in detail that ‘the principle of equity requires fair opportunities both to

enter higher education programmes and to succeed in them’ while its application implies:
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A critical identification of existing inequalities which are the product of policies,
structures and practices based on racial, gender, disability and other forms of
discrimination and disadvantage (DoE, 1997, par. 1.18).

The above quote indicates that South Africa is an example of a country that is struggling to
address the problem of access and equity in higher education. In short, a central principle that
underlies the equity objective is the fair treatment to all individuals who are aspiring to access
education. For the purposes of this study equity is understood in the context of enhancing the
access to higher education of students from historically and contextually disadvantaged

groups on a relatively equal basis.

The discussion above highlights the fundamental fact that, although access to higher
education is imperative, it does not necessarily lead to equity. It is in this context that the link
between access and equity become more apparent. While there has been significant
achievements in terms of access to higher education worldwide (Pityana, 2009), there is,
nevertheless, still evidence that points to the fact that, as demonstrated by the low
representation of certain groups of students, such as women and students, from low socio-
economic backgrounds, access to higher education continues to be inequitable in many
countries (Akoojee & Nkomo, 2007, Knight, 2009, p. ix). In many cases access to higher
education has been expressed in terms of the numbers of students enrolled at an institution for
the first time. However, Maassen and Cloete (2004) maintain that access is ‘not only a matter
of increased access and participation; it is also a question of access for whom’ (p. 13). It is on
this basis that Machingambi (2011, p. 14) and also Nieuwenhuis and Sehoole (2013, p. 194)
shared conceptualisation that moves beyond traditional focus on numbers when they observe
that ‘equity has a substantive quality dimension rather than being confined to mere numbers’.
Gidley, Hampson, Wheeler and Bereded-Samuel (2010) have the following to say about

access:

Access is about numbers and percentages and does not necessarily reflect student
participation or success, nor does it reveal anything about the quality of the education
that is accessed (p. 131).

The quote cited above underscores Pityana’s (2009, p. 5) argument that participation should
go beyond numbers to include fair access to educational resources of equal equality and value
in order to ensure educational attainment. Within the context of higher education, the notion

of fair access underlies the introduction of equity-driven measures such as affirmative actions
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and student loans. These measures are, in turn, framed within social justice approach, which
is intended to create equalitarian and inclusive education systems by addressing the problems
of unequal participation. It should be noted at this point that the introduction of the market
approach in the realm of higher education emphasises the ability to pay as a criterion in terms
of gain access. This approach was followed by the introduction of cost sharing which, in turn,
creates a tension between affordability and the desire to widen participation (Knight, 2009, p.
15). Restricting the access to higher education of students from impecunious backgrounds is
perhaps one of the most profound consequences of cost sharing and is also the reason why
student loans schemes have been established in order to facilitate equitable access to higher
education and to cater for the needs of the students from low socio-economic backgrounds
(Machingambi, 2011, p. 15). However, the implementation of equity-driven measures is not
without its critics. For example, the introduction of loan schemes does not necessarily
improve access to higher education. Based on the Tanzanian experience, Bailey, Cloete and
Pillay (2011) argued that student loans exacerbate inequalities in higher education because
such loans are accessible primarily to students from the most advantaged classes (p. 23).
Furthermore, it is argued that, although affirmative action ensures equity in higher education,
it also compromises the quality of the education offered (Patnaik, 2009, p. 23).

Although access and equity are conceptually different; they are, however, in essence, two
sides of the same coin. Access is an initial step towards achieving equity while equity
enhances the access of disadvantaged groups (Wang & Shulruf, 2013, p. 111). This, in turn,
suggests that access and equity are mutually reinforcing terms which are linked inextricably
with the development of higher education. This, then, implies that both access and equity
depends on each other for support while they are both ‘linked to the notion of social inclusion
in higher education’ (Gidley et al., 2010, p. 124). Thus, access and equity cannot be
addressed as discrete concepts in any discussion on transformation in higher education.
Within the South African context, Nieuwenhuis and Sehoole (2013) succinctly summarised
the relationship between the two concepts, stating that ‘access and equity were seen as twin
goals and principles underpinning the transformation of higher education’ (p. 194). A general
theme that has emerged from this discussion is the fact that access should be supplemented
by equity. Indeed, it may be argued that governments are obliged to recognise and promote
access and equity as regards all levels of education and higher education in particular.
However, in addition to the efforts of government it is incumbent on higher education

institutions to create environments that promote access and equity as regards all eligible
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students. Thus, overall and based on the context of this study, it may be argued that the
pursuit and achievement of access and equity have significant implications not only for social

equity but also for national development.

Marketisation

Teixeira and Dill (2011) have summarised the change in ideological perspective and the

possible reason for the emergence of the market approach in higher education as follows:

The traditional public ethos of many higher education systems and institutions has
been questioned and eroded, and the political discourse has given growing visibility
to the role of markets and market forces in higher education (p. vii).

Teixeira and Dill’s observations point to the problem of inefficiency in public higher
education institutions which accelerated the adoption of the market approach. By implication,
the fact that higher education institutions have resorted to the market approach indicates a
paradigm shift from ‘direct government provision and control of many services to their
provision by the market’ (Parker, 2011, p. 437). Parker’s explanation highlights the paradigm
shift that led to the introduction of the market approach in the higher education. The
argument in favour of the adoption of the market approach in the public sector underpinned
the conviction that ‘market competition offers the best solution to pressing organisational and
social problems’ (Collins & Roads, 2008, p. 183). The introduction of the market approach
has, in turn, given rise to marketisation in higher education. Askehave (2007) focuses the
attention on increasing marketisation as a strategic tool in higher education affairs with
marketisation manifesting itself at various levels of university practice (p. 724). The impetus
behind introducing marketisation in the public sector was aimed at enhancing the delivery of
public service including public higher education. However what does the concept of
‘marketisation’ actually mean? Various writers have attempted to define the concept. Chan
and Mok (2001) define the marketisation of the public services as ‘the development of market
mechanisms and the adoption of market criteria within the public sector’ (p. 22). In order to
clarify this definition, Mok (1997) notes that the market criteria, namely, profit and
affordability, are used as ‘operational principles in rationing or distributing social service’
with the aim of enhancing ‘effectiveness, economy and efficiency in the delivery of public
service’ (p. 550). On the other hand, Munene (2008) defines marketisation as ‘the adoption of

market practices without necessarily privatising the organisation’ (p. 2), while Kwong (2000)
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and also Qiping and White (1994) appear to offer broad definitions of the concept. For
example, Kwong (2000) observes that:

Marketisation in education refers to the adoption of free market practices in running
schools. These include the business practices of cutting production cost, abandoning
goods not in demand, producing only popular products, and advertising products to
increase sales and the profit margin (p. 89).

Furthermore, Yin and White (1994) clarify the concept ‘the principle of marketisation’ as

follows:

A process whereby education becomes a commodity provided by competitive
suppliers, educational services are priced and access to them depends on consumer
calculations and the ability to pay (p. 217).

Sporn (2003) maintains that the introduction of the market approach has transformed
education from a ‘public service’ to a ‘market service’. In describing this shift, Baltodano
(2012) states that ‘education is no longer a public good offered and protected by the
government; it has become a commodity that can be traded in the market’ (p. 495). Thus, the
use of market and commercial concepts may be regarded as evidence of the dominance of ‘an
economic rationalist approach’ in the delivery of public service (Parker, 2011, p. 437). The
dominance of economic rationality transcends sectors and, as Parker (2012) argues, ‘it is
readily apparent in public sector universities that have increasingly redefined themselves and
their strategies in commercial terms’ (p. 250). This, in turn, has significant implications for
the nature and purpose of higher education. For example, Teixera and Dill (2011) argue that,
in view of the fact that the demand for higher education is driven by economic goals, higher
education institutions have been brought within ‘the basic framework of a market’ (p. xv).
Informed by economic motives, public higher education institutions have introduced a
number of marketisation practices that have enabled them to generate revenue at a time when
public funding is on the decline. In pursuit of generating revenue, teaching, research and
public services in public higher education institutions have been transformed into education
products and consultancies that generate income for the institutions. In the presence of these
activities, Chan (2004) posits that ‘the universities have found themselves more dependent on
market forces and tuition income to survive’ (p. 34). In short, the marketisation of higher
education as applied in this study denotes the adoption and implementation of commercially

focused practices and strategies by public higher education institutions and universities in
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particular in order to generate revenue so as to offset the cutbacks in state funding. In
addition, marketisation is also a mechanism that is capable of responding to the increased
demands for higher education that aim to include the previously excluded segments of the

population such as women.

Corporatisation

There is a vast body of literature that attempts to define the term ‘corporatisation’ in some
depth. However, despite the fact that it is now somewhat dated the definition suggested by
Nicholls in 1989 remains applicable. Nicholls (1989) described corporatisation as
‘establishing an operating environment for a government organization which replicates the
internal and external conditions of successful private enterprises’ (p. 27). Nicholls’s
definition is akin to that of Smith (2004) who defined corporatisation as a process which
‘involves changing public institutional structures to incorporate private sector principles in
the provision of services’ (p. 380). More recently, Boyle and Throsby (2012) have argued
that a policy of corporatisation ‘has been adopted when the objective of the government has
been to improve the economic performance of a particular enterprise by freeing up its
operation from the rigidities of public service structures and allowing a more entrepreneurial
management to prevail, while at the same time retaining ownership in public hands’ (p. 36).
In the context of higher education, Lee (2004) argues that the corporatisation of public
universities is a global trend which involves ‘changing universities into enterprises and
developing a corporate culture and practices that enable them to compete in the market place’
(p. 36). Indeed, corporatisation creates an environment that allows public universities to
operate like business organisations and, thus, ‘engage in market-related activities’ (ibid). In
this regard, Lee enumerates the market related activities that the corporatised university may
undertake in order to raise a proportion of its operating costs to include, but not be limited to,
‘research grants and consultancy, franchise educational programmes, rentals from university
facilities as well as the enrolment of full-fee paying foreign students’ (p. 41). Yet, as Lee
reminds us, in addition to diversifying their sources of revenue, corporatised universities are
also required to improve their management internally in order to improve their accountability,
efficiency, effectiveness and productivity. For the purposes of the study the more

encompassing definition of corporatisation as offered by Teo (2000) will be adopted:

13

© University of Pretoria



A structural reform process which changes the operational conditions of public sector
organizations in order to place them on a commercial basis in a competitive
environment. At the same time, it allows the government, as owner, to intervene by
providing broad direction in key performance targets (including financial and
nonfinancial) and community service obligations ... Corporatized public sector
organizations are required to adopt a strategic perspective to the management of
scarce resources (p. 558).

It is, thus, obvious that the advocates of corporatisation all shared a similar presumption that
the corporatised entity be modelled into a position analogous to that of a private sector entity
although the state retains a degree of control over and also monitors the operations of higher
education institutions (Wei, 2001, p. 229; Smith, 2004, p. 380; Parker, 2011, p. 426; Majid &
Bakar, 2013, p. 2). The purpose of retaining some elements of control ensures that, in the
final analysis, national developmental goals are not compromised. Thus, within the context of
Tanzania and the University of Dar es Salaam (UDSM), corporatisation took on specific

nuances.

It would seem that the discussion above suggests that marketisation and corporatisation are
interrelated processes that embrace commercial imperatives in the provision of products and
services. Lynch (2006) posits that ‘the corporatisation and marketisation of the universities
has its origins in neo-liberal politics that are premised on the assumption that the market can
replace the democratic state’ (p. 3). This viewpoint is developed further by Mok and Lo
(2002) when they argue that:

when talking about the ‘marketisation’ and ‘corporatisation’ of higher education, we
refer to the popular trends in adopting market practices and values, as well as market
practices and strategies to run higher education’ (p. 58).

In short, the recourse to the market approach and the adoption of both marketisation and
corporatisation in public higher education denotes a reform strategy which was aiming at
improved efficiency and effectiveness in the delivery of educational services. To this end, the
implementation of corporatisation in public higher education institutions is expected to lead
to ‘more self-regulated, dynamic and innovative organisations’ (Gornitzka, Kyvik &
Stensaker, 2005, p. 36).
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Strategic planning

In common with marketisation and corporatisation, strategic planning is a term which is
derived from the corporate world and, as such, it embraces ‘the business values and practices’
(Lumby, 1999, p. 71). The application of strategic planning in the public sector is associated
with the introduction of the market approach which introduces and makes use of business
instruments such as strategic planning. Focusing on further education and citing Crisp (1991),
Lumby (1999) defines strategic planning as ‘the set of activities designed to identify the
appropriate future direction of a college, and includes specifying the steps necessary to move
in that direction’ (ibid). Shah (2013) proposes that strategic planning is gaining importance in

the context of the changing higher education landscape. To justify his argument, Shah writes:

There is no doubt that universities now operate in a turbulent environment with
constant change due to social, political and economic changes within the external and
internal operating environments (p. 28).

To a large extent this changing environment restricts the performance of the universities with
the changing environments emphasising the need for public higher education institutions to
prepare and utilise strategic planning to guide their activities. The precursor to a strategic
plan involves defining the aims and objectives of an organisation and charting the methods to
be used to realise such aims and objectives (Ozdem, 2011, p. 1888). In addition, strategic
planning entails interlacing the institutional priorities with the institution’s core business with
the strategic planning acting as a ‘compass’ or ‘guide’ that directs the organisation to
achieving the envisaged development. In other words, strategic planning sets out how the
organisation will utilise its resources to achieve its aims and objectives. For the purposes of
this study, | adopted the definition of strategic planning as suggested by Taylor and Machado
(2006), because it combines the components of the strategic plan discussed above. Taylor and
Machado (2006) define strategic planning as a process that ‘focuses on strategic and
operational goals, objectives and strategies based on organisational policies, programs and

actions designed to achieve the institution’s aims and desired results’ (p. 146).

National development

There has been a fundamental change in the thinking about what constitutes national
development and it is thus difficult to offer a precise and clear definition of the concept of
national development. National development is often regarded as synonymous with the
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economic development that is associated with the concept of economic growth, which is
expressed mainly in terms of per capita gross national product (World Bank, 1999, p. 14).
However, the literature suggests that economic growth (per capita GDP) provides only a
partial explanation of what national development is because it is based on measurable criteria,
irrespective of the way in which income is distributed, and it does not reflect ‘the broad range
of development goals of nations’ (Cypher & Dietz, 2009, p. 47). Thus, income per capita, in
itself, is an incomplete measure of national development. In light of this, it is suggested that
the definition of national development should go beyond economic growth to include other
components such as social, cultural and political components. Since 1990, the United Nations
Development Programme has used the Human Development Index (HDI) as a measure of
national development. The calculation of the HDI goes beyond income per capita to include
‘longevity, knowledge and a decent standard of living’ as indicators of development (ibid., p.
50). Based on the HDI, improvements in economic, social, cultural and political conditions
are an integral component of the process of national development. It is, however, significant
that there is no single indicator which provides precise and relevant information about

national development.

More recent literature has indicated that the definition of national development has evolved
from focusing solely on material things to include knowledge. For example, Kaur (2007)
observes that ‘the industrial economy makes way for the development of information and
knowledge economy’ (p. 13). This, in turn, leads to what Teferra and Greijn (2010) termed a
‘move from commodity-based to knowledge-based economies’ (p. 4). It would appear that
knowledge is increasingly becoming both a driver and foundation of national development.
Many scholars have recognised and admitted that knowledge is an important component of
national development. To demonstrate this argument Aarts and Greijn (2010) remind us that
‘any form of development, whether defined in social, human or economic terms, has become
critically dependent on knowledge’ (p. 9). Another example of a similar analogy was offered

by Teferra and Greijn (2010) when they stated the following:

For any nation, global competitiveness and economic success now depend on the
existence of capacities to create, develop, consume, package and disseminate
knowledge (p. 2).

The scenario outlined above suggests that education and higher education, in particular, are

central to national development and, thus, a priority for any nation that aspires to develop.
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Indeed, the literature indicates an ongoing argument that higher education increases the
national skills base and, in so doing, spurs faster economic, political and socio-cultural
development as well as global competitiveness (Gidley et al., 2010, Eggins, 2010). Gidley et
al. (2010) emphasise the usefulness of education as regards national development when they
stated that ‘Education is widely accepted as leading instrument for promoting economic
growth’ (p. 1). Arguably, education and higher education in this context remain a prime
resource for the economic development of a country. In the context of the developing
countries, Bloom, Canning and Chan (2006) support this claim, arguing that higher education
is a prerequisite for developing countries if they are to participate and prosper in a world
economy in which knowledge has become a vital resource (p. 9). In addition, the World Bank
(1994) extols the benefits of higher education as regards national development and
acknowledges that ‘higher education is of paramount importance for economic and social
development” (p. 1). This link between higher education and economic and social
development is based on the assumption that it is the quality rather than the quantity of the
human resource that determines the rate of the national development process. There is, thus, a
compelling reason to enhance the access of all citizen to higher education as an essential
prerequisite for both a ‘cohesive and a more economically successful society’ (Bitzer, 2010,
pp. 301-302). On the basis of the discussion above this study adopted a definition of national
development which views national development as the capacity of a country to maximise the
utilisation of its human and material resources to meet the needs of its citizens and to

compete successfully in the global economy.

1.6 Rationale for undertaking the study

The motivation for conducting this study emanated from three levels — the personal, the
practical and the intellectual. On a personal level, in my master studies | conducted a
comparative study on the influence of cost sharing on access to and participation in urban and
rural-based community secondary schools. The findings of this comparative study revealed
that the introduction of cost sharing in the provision of education was inconsistent with both
access and equity criteria. In addition, it hindered, among others, children from poor families
and also female students from accessing secondary education (Sarakikya, 2007). The findings
of this study aroused my interest in extending the study by exploring whether the
corporatisation of public higher education would lead to greater access and equity and also

efficiency and, consequently, an increased responsiveness to national development priorities.
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In addition, practical experience spurred me to conduct this study. When | enrolled at the
University of Dar es Salaam in 2001 as a student, the university was implementing its reform
programme. Although | benefited from the transformation, | felt its effects because the
expanded student intake did not match the available facilities. As students, we were forced to
compete for few available facilities. On certain occasions, students were forced to listen to
lectures and seminars from outside the lecture halls. In 2006, I was employed by the
University of Dar es Salaam as a tutorial assistant and later, in 2007, | was promoted to the
position of assistant lecturer. As a tutor | was compelled to teach a large classes of up to 1
200 students. Nevertheless, | was aware of and | understood why the university had enrolled
so many students. | was also aware of the importance of higher education graduates for my
country of Tanzania. This experience aroused my interest in exploring the challenges of
transformation and how best they could be overcome so as to enhance the efficient and

effective provision of university education.

The last level concerned intellectual motivation. The body of literature on the emergence and
application of the market approach in public higher education has grown significantly in
recent years, with previous studies providing useful contexts for understanding the
corporatisation of public higher education. Clark (1998) used a multi-site case study of five
enterprising universities in Western Europe to document his notion of ‘the entrepreneurial
university’. Clark’s central argument was that higher education institutions were being forced
to reconfigure their mode of operations, curricula, faculties and modernise their infrastructure

in order to become more enterprising.

In another study on ‘changing context of academic work’, Slaughter and Leslie (1997)
established that the main reason for the changes in academic work was the changing patterns
of the resource(s) flow to universities which had forced academics and the institutions as a
whole to search out new sources of funding. Slaughter and Leslie (1997) termed this response
‘academic capitalism’. The central premise of their book, ‘Academic capitalism: Politics,
policies, and the entrepreneurial university’, as reviewed by Deem (2001), is that ‘the
structure of academic work is changing in response to the emergence of the global market’ (p.
14). Criticism has, however, been levelled against this work. Firstly, the study focused
primarily on research rather than on the teaching which constitutes the largest component of
the workload of many academics. Secondly, and relevant to this study, is the lack of any

similar studies conducted in the developing countries to ascertain whether globalising
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tendencies have had any similar effects on the functioning of state-financed higher education.
Analytically, the two concepts: the entrepreneurial university and academic capitalism as
used by Clark and Slaughter and Leslie, suggest that higher education institutions all face
similar problems and that similar strategies may be used to address these problems.

It is interesting that the two studies, those of Clark, and Slaughter and Leslie, on the
application of the market approach to academic institutions focused on the developed
countries. It may be assumed that, while the relevant lessons can and should be learned across
regions, it would be a mistake to attempt to transfer directly practices that have succeeded in
one context to other contexts without considering the internal dynamics within a specific
country, for example, different socioeconomic, cultural and political factors within the
country. It was, therefore, deemed reasonable to propose a research study into public higher
education institutions that would encapsulate the realities in developing countries at both the

institutional and national levels and on which this study focuses.

A substantial body of literature is available that aligns public higher education in Africa and
the market model. More recent to the Clark, and Slaughter and Leslie studies is the key study
which was conducted by Mamdani. In a retrospective of his work, ‘Scholars in the
Marketplace’, Mamdani (2007) examines the application of neoliberal market reforms at
Makerere University in Uganda from 1989 to 2005. In his study he documented the contexts
of the reform and its consequences for the university’s activities. He contends that the reform,
which drew support from the World Bank, was a response to a financial crisis within the
university and that its implementation aligned the university with the market as exemplified
by the privatisation and commercialisation of the university’s activities. While a shift from
public provision of higher education to privatisation and then to commercialisation was
evident, he noted in his preface that, under commercialisation, ‘it is the market which defines
priorities in the functioning of a public university’ (p. v). The central message of this study
suggests a ‘mission drift’ from a university that served the society to the one that bowed to
the market imperatives. In addition, he shows that the reform shifted the ‘mission of the

university from development-oriented to a market-oriented university’ (p. 97).

While the Makerere reform holds lessons for public higher education institutions, it also
indicates the need for more research to explore how to ‘harness the forces of the market’ to

meet the public interest (p. vi). There have been a plethora of studies conducted in Kenya
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which attempted to analyse the paradigm shift in public universities in the context of both
liberalisation and globalisation. These studies include those by Munene (2008), Wangenge-
Ouma (2008), Mulili and Wong (2011) and Johnson and Hirt (2011). The study by Munene,
‘Privatising the public: Marketisation as a strategy in public university transformation’
(2008), established that both internal and external factors had triggered the transformation of
the Kenyatta University from a solely public-funded to a more market-oriented university.
Mulili and Wong conducted a study on corporate governance practices in public universities
in Kenya. They concluded that very little research had been conducted in the field of
corporate governance in developing economies in Africa. Johnson and Hirt (2011) conducted
a study entitled ‘Reshaping academic capitalism to meet development priorities: the case of
public universities in Kenya’. They concluded that, based on a particular setting, the public
universities in developing countries would benefit from the reshaping and contextualising of

‘academic capitalism’.

Ntshoe (2004a) focused on how the ‘impacts of global privatisation, quasi-marketisation and
new managerialism’ have shaped the South African higher education sector. There is no
doubt that the overview of the literature on the application of the market approach to public
universities provided important foundations that underpin this study. Nevertheless, despite
the growing importance of corporatisation, there is still little evidence on its impact on public
higher education either in Africa in general or in Tanzania in particular. In view of the
paucity of empirical evidence, this qualitative study intends to focus on a country context to
investigate the value of corporatisation as a strategy as regards the transformation of public
higher education in Tanzania. Thus, this study aims to examine and analyse whether the
application of the market approach at the University of Dar es Salaam had rendered it a
stronger institution after corporatisation in terms of access and equity, as well as its

responsiveness to the national development priorities in Tanzania.

1.7 Philosophical approach

The purpose of this section is to discuss my position with regard to the philosophical beliefs
and assumptions that | used as a lens with which to approach various stages of this study,
including the collection, presentation and analysis of the data. In this study | employed a
qualitative case study design situated within the social constructivist paradigm. Ontologically,
| based my choice of the paradigm on my belief that reality is both relative and subjective and

is socially constructed (Given, 2008, p. 117) through collaboration between the researcher
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and the research participants (Baxter & Jack, 2008, p. 545). Epistemologically, | recognise
that ‘knowledge is constructed between inquirer and participant through the inquiry process
itself” and that ‘insights and understanding emerge from the joint construction of inquirer and
participant’ (ibid.). Methodologically, I purposively selected and interviewed participants
because | wish to understand and analyse the transformation of the university in question
‘from the perspective of those experiencing it’ (Given, 2008, p. 119). In other words, I used
the participants’ views and experiences to understand and analyse both the transformation of
the university and the consequences of this transformation within their natural setting.

1.8 Significance of the study

In this section, | attempt to explain the envisaged contribution of the study to the existing
body of knowledge. It is anticipated that this study on the institutional transformation of the
University of Dar es Salaam within the context of corporate strategies will make a valuable
contribution to the various actors who are seeking to effect changes in public higher
education. In particular, it is hoped that the study will contribute to the ongoing critical
debate on the corporatisation of public higher education by providing a detailed
understanding of organisational reform within the context of the market approach from the
perspective of developing countries. The study attempted to show how public higher
institutions may respond to both internal and external challenges in achieving their mission
and purpose. This study also demonstrated the role of effective leadership as a fundamental
component of the successful transformation of the university. In addition, it is expected that
this study will have generated new insights that will assist the intellectual community,
including scholars, administrators, policy makers and other stakeholders involved in
championing reforms and development within the framework of higher education in the
developing countries. Finally, this study shows how ‘asymmetrical balance’, as a strategic
approach, may be used by public universities, mainly in Africa, in order to realise their
transformation goals. It is also anticipated that the findings of this study will be useful to
other sectors of the economy. This assumption is based on the fact that the adoption and
implementation of appropriate reform strategies and innovations should result in an efficient,
effective and responsive higher education system that is able to contribute to the development

of a nation.
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1.9 The organisation of the thesis

In this study | seek to understand and explain whether the adoption and implementation of
corporate strategies facilitates greater access to and equity in university education. In
addition, the study also investigates whether reform enabled the university to contribute to the
achievement of national development priorities. As presented below the thesis is divided into

nine chapters.

Chapter one introduces the context of the study. It discusses the background to the study, the
purpose of the study and the rationale for conducting the study. It also contains the analysis

of key concepts and explains the philosophical approach adopted in the study.

Chapter two offers an overview of the literature on higher education from the perspective of
the research problem. The chapter starts by describes the history of higher education in Africa
and in Tanzania in particular. The literature review also focuses on the role of higher
education in national development. It also covers several issues related to higher education,
highlighting, in particular, the circumstances that have led to the adoption and
implementation of the market approach in public higher education. The chapter also discusses
the application of the market approach within the context of corporatisation and its
consequences for higher education. The literature review helped to identify gaps in the
literature and provided useful ideas that were used to develop the conceptual framework used
in the study and also to inform the data analysis conducted in the study. Whilst there is a
considerable literature on corporatisation of public higher education in Western and Asian
countries, there has been little research conducted on corporatisation of public higher
education in the developing countries, especially in Africa. This study attempts to fill this gap

by examining the efficacy of corporatisation in public higher education in Tanzania.

Chapter three sets out the conceptual framework of the study. This chapter contains a brief
review of two theoretical perspectives, namely, resource dependence theory (RDT) and the
market approach, and how they fit into the study. In particular, | used the insights from these
two theoretical perspectives to develop a conceptual framework that provides the basis for
understanding and explaining why and how an organisation responds to environmental
factors. Drawing on RDT, | argued that organisations that depend on either one or a few
sources of financial resources, for example, public higher education institutions, are

constrained in their ability to accomplish their missions and goals. As a response to resource
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constraints, RDT suggests that organisations should adopt diversification as a strategy in
order to reduce their dependencies from one source of resources. | further argued that the
adoption of the market oriented approach results in public higher education institutions
adopting corporate strategies as a means both to reduce their resource dependencies and to
improve their management practices. In line with the conceptual framework used in the
study, | argue that public higher education institutions should diversify and optimise their
sources of revenue in order to improve the efficiency, effectiveness and responsiveness of

their operations.

Chapter four introduces the methodological procedures used in the study and their
implications for the collection, analysis and presentation of the data. The chapter starts by
describing the research design used and then justifies the choice of research design. The case
study design was used to examine and analyse the adoption and implementation of
corporatisation in the university concerned and its consequences for the running of the
university. The sampling techniques used, various data gathering techniques, the data analysis
as well as ethical considerations are discussed then in detail. The chapter concludes with a
discussion of the challenges and limitations encountered during the study, while | argued for
the use of more than one source of data and techniques in order to increase the quality and

trustworthiness of the study findings.

Chapters five to eight report on the findings of the study based on the research questions and
the nature of the data. Chapter five establishes the context of the chapters which follow. It
presents the findings as regards the question that seeks to understand the nature and character
of transformation at the University of Dar es Salaam. The chapter also discusses how reform
was implemented at the university. The chapter concludes that strong leadership is a

prerequisite for the success of the reform programme.

Chapter six presents the findings on the way corporatisation addresses access and equity in
the provision of university education. | begin by offering the policy frameworks linked to
access and equity in higher education in Tanzania. Accordingly, | discuss the corporate
strategies implemented by the university in order to expand student intake. I further discuss
the equity-driven strategies that were applied in order to realise the ITP strategic objective of
addressing access and equity, particularly with regard to undergraduate female students. In

furthering this analysis, |1 examine the support services offered by the university that are
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intended to ensure that students from various backgrounds succeed in their studies. | argue
that government funding should be supplemented with corporate strategies that improve

efficiency and effectiveness in the provision of higher education.

Chapters six, seven and eight contain a detailed discussion of the data collected. In addition
the chapters also suggest preliminary conceptual links between the data and the
understanding of corporatisation, marketisation and national development as discussed in
chapter one with the aim of retaining the focus on the relationships between corporatisation,

the Institutional Transformation Program (ITP) and national development.

Chapter seven extends the discussion on access and equity within the context of corporate
strategies. The chapter then explores the relationship between the implementation of
corporate strategies and the consequences for the university community, including the
students, academic staff and administrative staff. The chapter also discusses the challenges
that were encountered during the implementation of the reform process. The chapter argues

that the reform resulted in positive and negative consequences, both planned and unintended.

Chapter eight analyses and examines how the adoption and implementation of corporatisation
within the university addressed national development priorities. The chapter starts by
introducing the debate surrounding the introduction of corporatisation strategies in public
higher education in Tanzania. The chapter focuses on the UDSM in comparing what
happened before the reforms of the 1990s and what happened afterwards. The analysis of the
findings of this study indicated a paradigm shift from perceiving the university as a social
institution that served the public interest to that of an institution that responded to market
demands. In this chapter, | argue that, if public universities such as the University of Dar es
Salaam are to remain relevant and function more efficiently and effectively, they should
strive to mediate between national and market demands as these demands complement each

other as regards the realisation of national development priorities.

Chapter nine is a reflective chapter. It summarises the main findings of the study based on the
conceptual framework used in the study and the literature review. The chapter discusses how
public higher education institutions and universities, in particular, are addressing the
competing, yet simultaneously complementary, demands of both the state and the market. |

argue that the state and market demands caused asymmetry in the university operations. |
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advocate ‘asymmetrical balance’ as a strategic approach that would enable public higher
education institutions to combine the strengths of both the state and the market in order to
achieve national development goals. In fact, | argued for strong and innovative leadership,
supported by a favourable policy environment, as a prerequisite for achieving ‘asymmetrical
balance’. The chapter also suggests areas for further research. The references and appendices

appear at the end of the thesis.
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CHAPTER TWO

Literature review

2.1 Introduction

In this chapter, | reviewed the body of literature on the transformation of higher education in
order to ascertain the status of the existing information on transformation through
corporatisation. The chapter begins by providing the contextual background to the
development of public higher education, in particular, public universities in Africa and,
specifically, in Tanzania. Within this context the chapter examines education policy trends in
Tanzania in order to understand the context of education reform. The chapter also reviews
literature linking higher education and national development in Africa and Tanzania and then,
within this context, discusses the challenges facing public higher education in Africa in order
to gain an understanding of the nature and character of the reform strategies adopted.
Accordingly, the chapter reviewed literature on the adoption and implementation of
corporatisation in public higher education. Finally, the chapter discusses possible

consequences linked to the implementation of corporatisation in public higher education.

2.2 Development of higher education in Africa: A brief historical overview

In this section, | adopt a historical approach to discuss the origin and development of modern
higher education in Africa. The background to the development of higher education in Africa
may be explained in relation to both internal and external factors (Samoff & Carrol, 2003, p.
3). The historical facts attest to a lengthy history of higher education in Africa with the
establishment of three institutional traditions, namely, the Alexandria Museum and Library,
the Islamic mosque universities and the early Christian monasteries (Ayandele, 1982, p. 166;
Sherman, 1990, p. 364; Ajayi et al., 1996, p. 235; Teferra & Altbach, 2004, p. 23). However,
the modern African university is a recent phenomenon that may be traced back to the period
between 1930 and 1960 (Ayandele, 1982, p. 166; Samoff & Carrol, 2004, p. 75;
Mohamedbhai, 2008, p. 2). The European conguest of Africa in the nineteenth century was
followed by the establishment of colonial universities on the African continent. According to
Samoff and Carrol (2003), the establishment of colonial universities started after the First
World War when ‘colonial governments started to develop official policies for the provision
of higher education in Africa’ (p. 3). However, the development of higher education and the

number of universities in colonial Africa was restricted until after the Second World War

26

© University of Pretoria



(Atuahene, 2011, p. 323). This, in turn, implies that the development of higher education in
Africa and the establishment of modern universities on the continent was essentially a post-

independence phenomenon.

The period from the mid-1950s to the 1970s was characterised by rapid change in Africa.
This rapid change corresponded with the wave of political independence that favoured
nationalism and the drive for development. As regards higher education, the continent
recorded a rapid increase in the number of institutions and also of students. For example, a
UNESCO survey conducted in Africa established that, in 1950, there were universities in
eleven out of thirty-four countries. In 1962, the number of countries with a university had
doubled to twenty eight while the number of universities had nearly tripled from sixteen in
1950 to forty one in 1962. Subsequently, the number of universities increased from 80 in
1981 to more than 150 in 1992 (Atteh, 1996, p. 37) and, by 1990, at least 15 countries in Sub-
Saharan Africa could claim to have two or more universities (Hoffman, 1996, p. 84). In terms
of student population, the enrolment of students in higher education institutions expanded
from 2,270 (1951-52) to 16,580 in (1961-62) (Samoff & Carrol, 2004, p. 78) while,
amazingly, the total number of students increased from 6 million in 2000 to 9.3 million in
2006 (World Bank, 2010, p. 27), with a current estimate of 10 million students (Hayward &
Ncayiyana, 2014). Another feature of the universities established in Africa has been their
modelling on specific institutions of the Western colonial powers in terms of their academic
programmes, vision and mission as well as their major philosophical discourses and policy
debates (Ng’ethe et al., 2003, p. 14; Samoff & Carrol, 2003, p. 4; Hayward & Ncayiyana,
2014). This suggests that higher education in Africa has not been designed to address the
development challenges in Africa. In her paper titled ‘Beyond reforms: the politics of higher
education transformation in Africa’, Aina (2010) summarises the development of higher

education in Africa as follows:

If we were to think about the development of the modern university in Africa in terms
of discrete periods, we can broadly identify the colonial, the nationalist, and the crisis
and reform — or what can now be called the neoliberal — periods. Each period was
characterized by a specific broad, dominant mission and set of mandates for the
universities. And each period involved a wave or more of reforms that supposedly
addressed the inadequacies and defects of the previous era (p. 31).

Similar views were captured from the narrative of one of the participants in a study
conducted by Bailey et al. (2011):
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All African universities went through phase one, a separation from the metropolitan
institution, the University of Nairobi from the University of London, and Makerere
from the University of London — that international phase; and that was consolidated
by the late 1960s. At the same time there was a simultaneous phase of universities for
manpower development; they were part of the Africanisation programme. Then the
alienation phase when dictatorship set in. Then a renewal that we’re now seeing. But
under the new renewal it’s not clear whether the universities are renewing themselves
as inward-looking, efficiency-guided institutions for internal efficiency, or its renewal
in order to go to a new phase of linkages of relationship with the state, either for
democratisation purposes or for development purposes, that is the developmental
institutions, hopefully without separating development from democracy (p. 38).

In short, it is evident that, despite the long developmental history of higher education in
Africa, it is still searching for its path. It is also evident that, for higher education in Africa,
the challenge of meeting the goals of development, building democracy and yet asserting

institutional autonomy, remains.

23 Development of higher education in Tanzania

This section discusses the tumultuous developmental milestones of higher education in
Tanzania since independence up to the current era of market liberalisation. Higher education
in Tanzania is offered by public and private universities and also by other institutions which
provide a non-university education. The developmental trajectory of higher education in
Tanzania has passed through four phrases (Mkude & Cooksey, 2003, pp. 584-585). The first
phase covers the period between 1961 and 1974. During this phase, the local delivery of
higher education began with the establishment of the university college of Tanganyika, an
affiliate of the University of London. In 1963, it became a college of the University of East
Africa together with the colleges of Makerere and Nairobi. It ultimately became an
independent national university the University of Dar es Salaam after the breakdown of the
East African Authority in 1970 (Wedgwood, 2005, p. 8; Nge’the et al., 2008, p. 129). During
this same phase, six non-university institutions of higher education were established, namely,
Dar es Salaam Teachers Training College (1966), Dar es Salaam Technical College (1971),
Institute of Development Management (1972), Institute of Finance Management (1972),
National Social Welfare Training Institute (1974), and National Institute of Transport (1974).

The second phase of higher education development covers the period from 1974 to 1984.
This phase was associated with critical decisions which had a major effect on the country’s

education as a whole. One of the resolutions which was relevant to higher education
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stipulated that candidates wishing to enrol at higher education institutions should have two
years of working experience after undergoing one year of compulsory national service. This
period was also marked by the onset of a serious economic crisis that weakened the ability of
the government to finance postsecondary education and absorb the increasing demand for
higher education. The third phase covers the period between 1984 and 1993 and was
associated with two developments. Firstly, the ruling party (Tanganyika National Union
Party) reversed its resolution as regards its student admission policy in 1984. As a result,
many more candidates became eligible for admission as compared to the space available at
higher education institutions. The second development involved the establishment of two
more public universities in Tanzania, namely, the Sokoine University of Agriculture in 1984
and the Open University of Tanzania (OUT) in 1992.

The fourth phase, which covers the period from 1994 to the present, coincided with
liberalisation reforms. The implementation of these reforms in the 1980s spearheaded the
liberalisation of the economic and social sectors while the education system was also
liberalised. Thus, the privatisation of higher education comprised an integral component of
the reform measures and was a precondition for receiving external funding support from the
International Monetary Fund, the World Bank as well as donors (Atuahene, 2011, p. 324).
Through its National Education and Training Policy of 1995 the government ushered in the
liberalisation of education services at all levels, including higher education. In terms of this
policy the government invited the private sector to participate in the provision of education.

The policy stresses:

Enhancement of partnership in the provision of education and training, through the
deliberate efforts of encouraging private agencies to participate in the provision of
education, to establish and manage schools and other educational institutions at all
levels (URT, 1995, p. xii).

The policy has encouraged various agencies to invest in higher education and, since then,
higher education has experienced a significant expansion both in terms of size and shape,
including the establishment of private universities and university colleges in the country. The
literature indicated that the Tanzanian tertiary education system had grown from one higher
education institution in 1961 to 32 universities and university colleges in September 2007
(Knight, 2008, p. 424). Currently, there are 47 universities, university colleges and university

centres (Tanzania Commission for Universities, 2013, pp. 6-10) distributed throughout the

29

© University of Pretoria



country. From the end of the 1990s the number of students enrolled in higher education
expanded rapidly as a result of the increase in the number of established higher education
institutions, improved access to loans as well as the increased number of privately sponsored
students at both public and private institutions. The population statistics have indicated an
increased enrolment in universities and university colleges, namely, 40,993, 45,501, 76,172,
95,5625 and 118,951 respectively, for the five consecutive academic years from 2005/06 to
2009/10 (URT, 2010a, p. 96). In 2010/2011, the enrolment comprised 157, 812 students
(URT, 2011, p. 310). All the higher education institutions in Tanzania are governed and
regulated by the Universities Act No. 7 of 2005 (URT, 2011, p. 5). However, in spite of
substantial progress, higher education in Tanzania is facing several challenges; inter alia,
increased social demand for higher education, inadequate funding, inadequate teaching and
learning resources, gender imbalances as well as a gross imbalance in science relative to art
and the social sciences (URT, 19994, p. 3; SARUA, 2009, pp. 3-4).

24 Educational policy in the context of access and equity in Tanzania

In this section, | examine the historical and social background of education policy and public
higher education, in particular, in Tanzania, in order to understand both the nature and the
role of the state in the process of policy reform. The central premise of this section is that it is
not possible to understand education in isolation from general developments in society. It is
further emphasised that education, as part of the public sector, is shaped and informed by
changing views on the role of the state. To a large extent, such trends significantly influence
public sector reforms, including those in education. While tracing the education policy
reform, it is worth noting that the transformation of higher education is taking place on a
global scale. Tanzania, in common with most of the Sub-Saharan African countries, has,
since independence in 1961, defined its education policies. Since independence the numerous
changes have taken place in the social, economic as well as the political sectors of the society
have either that directly or indirectly influenced the education policies (Ta & Caillods, 1975,
p. 15; URT, 2000, p. 4; Swai, 2002, p. 5). Chale (1993) argues that the country’s educational
system at all levels derives its objectives from the national ideology (p. 21). As Levin (2001)
observes, such changes in the substance of education policy, are accompanied by important
changes in the political process. Thus, it is not possible to examine education policy in
isolation without taking into account the broader context of the economic and social

development of the country. Basing on the above, in examining education policy reform in
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Tanzania, | linked it with the social, economic and political objectives of the country over a

period of time.

It is worth noting that Tanzania has been preparing and implementing a number of
educational documents and statements to direct the provision of education since
independence (Buchert, 1997, p. 34). In this review, an attempt is made to highlight some of
these documents and their impact on education. In general, such documents form a basis for
analysing the development of education with respect to purpose, priority areas and other
issues over time. In discussing education policy in Tanzania one should note the following.
Firstly, education policy formulation is highly centralised with some degree of involvement
on the part of the sub-national levels in the formulation process and, secondly, all education
policies are approved by the National Assembly and implemented centrally by the respective
ministries (Buchert, 1997, p. 44). The vision and policies of post-independence Tanzania
were premised on the state playing a major role in ensuring that education was an important
factor in the social transformation of its people and in their emancipation from ignorance,
diseases, and poverty (UDSM, 2007b, p. 8).

In his book Beyond capitalism versus socialism in Kenya and Tanzania, Barkan (1994)
divides education policy and development in post-independence Tanzania into three phases,
namely, the national consolidation phase (1961-1966); the socialist phase (1967-1982) and
the ‘crisis and adjustment’ phase, which continues up to today (pp. 215-216). In this regard,
the government and national priorities or emphasis on education and on higher education, in
particular, have been changing over time. The initial post-independence phase was
characterised by the nationalist takeover of colonial schools which were racially segregated
and unevenly distributed throughout the country. These schools were in part fee-paying, run
mainly by the European and Christian churches and externally oriented in terms of ideology,
quality, and certification procedures. In short, the education system was stratified and
accessibility was restricted (World Bank, 1999, p. 47). Based on this situation, measures were
taken to ensure, among other things, the abolition of racial and religious segregation, the
nationalisation of curricula and examinations, a reduction in the inequalities in school
coverage, changes in the curriculum and the partial abolition of fees. In other words, the 1960
White Paper on Education and the Education Ordinance of 1962 provided a legal framework
for the abolition of racial segregation and preference in the Tanganyikan educational system

(Morrison, 1976, p. 163, URT 19994, p. i). This appeared to suggest that policy changes
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during the post-independence period were designed primarily to promote national unity and
eliminate existing disparities. Thus, government efforts to improve education focused on
educational policies that dealt with the ‘distribution and equalization of educational
opportunities and the expansion of the system at all levels’ (Galabawa, 1990, p. 9; URT,
1995, p. 17). It may, thus, plausibly be argued that there was expanded access to education

and extensive reforms of the contents and orientation of schooling in Tanzania.

The prime policy of higher education after 1961 was expansionary in order to meet the urgent
need for skilled cadres in the various posts in government and industry. This was achieved
through a manpower policy which emphasised the expansion of higher education after 1964
with ‘the desire to increase the supply of qualified Africans’ (Resnick, 1967, p. 108) in order
to fill the manpower gap left by the departure of European and Indian bureaucrats and
managers in the various posts in government and industry (ESAURP, 1985, p. 106; Okoko,
1987, p. 51; Galabawa, 1990, p. 18; Barkan, 1994, p. 215). As Resnick (1967) observes as

regards the pursuit of manpower planning in Tanzania:

The skilled manpower required for the achievement of economic development could
best be attained through the allocation of educational resources to the production of
the skills most critically in short supply (p. 107).

In order to meet this demand, the manpower plan focused on expanding the output of both
secondary schools and universities with the expansion of higher education being manifestly
evident in every Economic and Social Development Plan, that is, the Third Year
Development Plan 1961-1964; the First Five Development Plan 1964-1969 and the long-
term plan, the 15 Years Perspective Plan (1964-1980). For example, the latter, which was
adopted in 1964, had as one of its three major term objectives the achievement of self-
sufficiency in the trained requirements in the economy by 1980. Hence, the First Five Year
Plan (1964-1969) accorded priority to the development of secondary and higher education
relative to primary education (Sanyal & Kinunda, 1977, p. 81; Barkan, 1994, p. 215). It was
during this post-1961 period that the first of the higher education initiatives, namely, the
University of Dar es Salaam and the Dar es Salaam Technical College were opened
(ESAURP, 1985, p. 106).

The second phase corresponded with the adoption of a socialist political orientation as well as
the publication of the Education for Self-Reliance (ESR), which became an integral part of
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the socialist development strategy in Tanzania. According to Okoko (1987), the proclamation
of the Arusha Declaration in February 1967 indicated major changes in the economic and
political policies of the government with a clear commitment to building a socialist country
(p. 56). In the context of education policy, the major policy statement, ‘Education for Self-
Reliance’, was issued in March 1967 (Mosha, 1990, p. 60). The cardinal emphasis of this
statement was on changing the educational system. The policy, which was a result of the
Arusha Declaration, pointed out that education, as part of the society, should promote the
growth of socialist values (Okoko, 1987, p. 57; Galabawa, 1990, p. 21). Mushi (2009) argued
that the adoption of socialism and self-reliance as the country’s development strategy in 1967
and the subsequent policy of Education for Self-Reliance (ESR) was intended to guide the
planning and practices of, inter alia, educational initiatives in the country (p. 126). In the
context of higher education, the majority of the policies and objectives formulated after the
1967 Arusha Declaration were qualitative, distributional and social in nature and were geared
towards producing local science manpower for local industry. In the Second and Third Five
Year Plans (1969-74; 1976—1981), the strategy of ‘Education for Self-Reliance” was intended
to correct weaknesses in the colonial education system and it became a cornerstone of all
major education policies (ESAURP, 1985, p. 106; Okoko, 1987, p. 62; Galabawa, 1990, p. 9;
URT, 19993, p. ii; Knight, 2008, p. 422). Within that context Education for Self-Reliance
outlined all the aims and objectives of education in the country. In line with the philosophy of
ESR, the education system had to be restructured so that manual work and production would
become part of education in all educational institutions (Galabawa, 1990, p. 24). The policy
recommended several reforms which were considered necessary as there had not been any
significant change in the goals and objectives of education since independence in 1961. In
order to implement the ESR, the Education Act of 1969 (which was later replaced by the
Education Act of 1978) was introduced. The implementation of this Act was followed by the
nationalisation of all government assisted voluntary agency schools (Morrison, 1976; URT,
1999a, p. iii). Thus, as Mushi (2009, p. 127) states, education became the sole responsibility
of the state. Based on this reality and in terms of the Arusha Declaration, the government
abolished school fees in primary and secondary education as well as and tuition fees in higher
education (Baleiy et al., 2011, p. 18). In 1967, the government provided bursaries to all
students admitted to the then University College of Dar es Salaam. However, in 1974, the
bursary system was abolished and the government took on the responsibility of financing
higher education (ibid., 19).

33

© University of Pretoria



The third phase was marked by the economic crisis of the 1980s, the emergence of the World
Bank/IMF structural adjustment policies that stressed cost-effectiveness and sustainability,
and the evident shortcomings of Education for Self-Reliance. Barkan (1994) observes that the
1980s witnessed a deepening financial and managerial crisis in the state sector and this, in
turn, led to both internal and external pressures to loosen the central control of the education
system (p. 216). Tanzania started to undergo significant political and economic changes,
moving from a centralised to a market-oriented economy (UDSM, 2004a, p. 2). In other
words, Tanzania liberalised its political and socio-economic policies. The liberal reforms, as
advocated by the international financial institutions, increased the demand for social services,
including education. In compliance with this new thinking, the government took measures
that aligned social policies with the changing circumstances. It is important to recognise that
the above transformations had profound implications for the country’s educational policy.
Within the education sector, the World Bank recommended that African countries, including
Tanzania, should effect drastic reductions in state support to higher education in order both to
promote higher internal efficiency and to ensure a more egalitarian distribution of resources
(World Bank, 1991). Following the World Bank recommendation, the government
formulated education policies that focused on the education system in general and also on
specific sectors in education such as primary, secondary and higher education. In 1995 the
government issued the Education and Training Policy (ETP), which is the current official
education policy of Tanzania. According to this policy, the role of the government in the

provision of education changed. The policy states:

For the last previous decades, central government planning has guided the provision
of public social services, including education. This also means that policies that
guaranteed access to education without regard to sex, colour, ethnicity, creed or
economic status were enforced fairly and effectively. The current trend for central
planning is to accommodate the liberalization and privatisation of the public services,
including education (URT, 1995, p. 17).

The quotation cited above indicates the main difference in the context of education policy in
Tanzania since independence. More importantly, the policy shifted from emphasising the
formulation of a socialist state and public responsibility in education to the development of a
market economy which lends itself to public and private initiatives (Buchert, 1997, p. 35).
This new focus is reflected in subsection 8.1 of ETP which states that ‘the establishment and
ownership of tertiary education and training institutions shall be liberalized’ (URT, 1995, p.

112). Thus, this indicated a policy shift away from state ownership and provision of
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education to the liberalisation, privatisation and facilitation of education. The analysis of the
development of education offered above provides a sound background to and also a context
for understanding the key socio-economic and political developments in Tanzania which
informed educational policy formulation and reforms. It is within this wider policy
development that public higher education institutions and the University of Dar es Salaam, in
particular, rethought their operations in terms of organisation, the provision of services and
management. In the light of the need to achieve efficient and effectiveness in the provision
and management of public higher education reform was deemed crucial. Within the UDSM
context, the reform process was guided by the Institutional Transformation Programme (ITP),

which was initiated in 1994.

2.5 Contribution of higher education to national development: African context

In this section, | examine the role of public higher education in the development of the
African continent. Gumport’s (2000) classification of higher education is used to frame the
discussion that seeks to understand the role of public higher education in national
development. According to Gumport, two perspectives dominate the discussion on the
understanding of the role of the public higher education institutions in national development.
The first perspective views the public university as ‘a social institution” while the second
views it as ‘an industry’. In other words, according to Gumport, there has been a shift from
considering public higher education as ‘a social institution’ towards viewing it as ‘an
industry’. She argues that there is tension between the two perspectives. With regard to the

concept of higher education as a social institution, she writes:

Public colleges and universities, by definition, must preserve a broader range of social
functions that include such essential educational legacies as the cultivation of
citizenship, the preservation of cultural heritage(s), and the formation of individual
character and habits of mind (p. 71).

She goes on to remind us that educational organisations fulfil a variety of social functions
that have been expanding over time. According to her, the social functions include:

The development of individual learning and human capital, the socialisation and
cultivation of citizens and political loyalties, the preservation of knowledge, and
fostering of the legitimate pursuits for the nation-state (p. 74).
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The perspective that views higher education as ‘a social institution’ appears to suit the
imperatives of public higher education in Africa soon after political independence in the early
1960s when independent African states considered education as ‘the priority of all priorities’
(Assié-Lumumba, 2011, p. 180) in their national development plans. In addition, public
higher education institutions and universities, in particular, were considered as a key
instrument for promoting national socio-economic development and social progress (Banya
& Elu, 1997, p. 151, Assié-Lumumba, 2011, p. 180). In this context, public higher education
had a developmental mission and, for this reason, the post-independence university in Africa
was to be conceptualised and conceived as a ‘developmental university’. In other words, the
post-independence university in Africa was a university whose work and mission were
guided and directed by the state in the attainment of the concrete and demonstrable
development goals or priorities of the country (Coleman, 1984, pp. 85-104). This orientation
was accurately summarised by Assié-Lumumba (2011) when she concluded that ‘the public
university in Africa was conceived as ontologically imbedded in the developmental state’ (p.

179).

There is little doubt that higher education is one of the crucial components of the
development process. In fact, it is regarded as ‘the engine of development’ of any country
because it contributes to development in so many ways. For example, it is crucially important
in the training of the highly skilled personnel required to manage the civil service and the
parastatal sectors (Moja, 2004, p. 23; Olukoshi & Zeleza, 2004). In this respect, the role of
higher education institutions involved meeting societal needs by making available human
resource as a product to Society with their mission reflecting some of society’s most
cherished goals, namely, opportunity through education, progress through research, and
cultural enrichment. In short, these institutions responded to the changing societal
imperatives and aspirations of the people (Memon, 1998). Essentially, universities were, and
still are, regarded as cornerstones in the development of society and also the nation at large.
Unlike other levels of education, higher education plays a pivotal role in development as it
provides the multi-skilled human resources needed for the development of a country’s
economy. In addition, higher education conducts both research and analysis that ‘improve the
effectiveness of private economy and government policy and services’ (Morley, Leach &
Lugg, 2009, p. 57). In the same vein, higher education institutions and universities, in
particular, also play a role in providing theoretical education and developing the specific

skills that African countries need (Samoff & Carrol, 2003, p. 1) as well acting as both a
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developer and disseminator of new knowledge and a catalyst to shape the practice of
management and business. In short, higher education is viewed as a contributor to both the
community and the national economy. In countries such as Senegal, Uganda, Tanzania and
Mozambique, among others, indigenous universities were treated as the incubators of
national progress and development in the period soon after independence (Hoffman, 1996, p.
83). As a result, most countries considered higher education as an increasingly important

pathway to modernisation and development.

The period from the early 1980s until today has been marked by a gradual shift in the role of
higher education as ‘a social institution’ towards higher education as ‘an industry’. This
perspective, which views higher education as ‘an industry’ and, thus, ‘the industrial model’,
is evident in the current public higher education and is characterised primarily by
‘privatisation, commercialisation and corporatisation’ (Kezar, 2004, p. 432). In terms of this
model, Gumport (2004) argues, public colleges and universities are considered to be quasi-
corporate entities that ‘produce a wide range of goods and services in a competitive
marketplace’ (p. 71). Referring on the works of scholars such as Bok, Gumport and Rhodes,
Kezar (2004) posits that:

Higher education is foregoing its role as a social institution and is functioning
increasingly as an industry with fluctuating, predominantly economic goals and
market-oriented goals (p. 430).

In terms of this perspective, higher education is viewed as ‘part of the national economy’
(Maassen & Cloete, 2004, p. 9). Viewed from an economic perspective, Gumport argued that
higher education organisations have adopted ‘business rationales with strategic management
principles’ in order to compete within the new economic realities (p. 73). In the global
knowledge economy, knowledge is treated as a primary resource for economic development.
In line with this argument, higher education institutions are required to produce a large
number of human resources with high skills as one of the prerequisites for the economic and
social development of the country. In the context of the globalised economy in which
knowledge is considered to be a major driver of economic development, it is, thus, essential
that higher education be reformed in order to meet the economic development needs of the
country. The World Bank Task Force on Higher Education in collaboration with UNESCO
reported that:
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As knowledge becomes more important, so does higher education. Countries need to
educate more of their young people to a higher standard — a degree is now a basic
qualification for many skilled jobs. The quality of knowledge generated within higher
education institutions is becoming increasingly critical to national competitiveness
(World Bank, 2000, p. 9).

It is within this changing global context that a strong higher education is considered to be
crucial for the development of the national economy as well as a strategy with which to
compete in the global knowledge economy. In the context of developing countries, | agree
with Naidoo (2003) that a well-developed and dynamic higher education system is an
essential prerequisite for entry into and participation in the global knowledge economy (p.
251). While higher education has played a crucial role in ensuring the availability of trained
human resources, the available evidence indicates that, worldwide, there is a shortage of
personnel with high-level skills (Moja, 2004, p. 33). In Africa, the situation is even worse
because of the brain drain that has led to the ‘staff haemorrhaging of universities’ (Lebeau,
2008, p. 140). In this light it would not be wrong to argue that Africa is facing the challenge
of producing large numbers of highly skilled workers. Thus, widening access to and equity to
education, in general, and to higher education, in particular, is crucial if a nation is to
compete in the global knowledge economy (Saint, Hartnett & Strassner, 2003). In the African
context it is argued that the need to increase the access to and equity in higher education is
anchored in the premise that increasing access to quality higher education will increase the
capacity of the African continent to create future prosperity by enhanced economic
performance and also improve public health, and advance both sustainability and, more
importantly, social inclusion (AHEC, 2008). The preceding discussion suggests that African
countries and the continent as a whole should expand access to higher education and also

increase the participation in higher education.

2.6 The role of higher education in national development in Tanzania

In this section, I discussed the link between education and higher education, in particular, and
national development in Tanzania. It is argued that education at all levels contributes
significantly to the economic, social and political development of a country. In this
contention, | agreed with Oketch (2003) that higher education is critical to any nation that
aspires to lay a strong foundation for its socioeconomic and political development (p. 91). In
terms of the African context, Mosha (1986) listed a number of developmental problems

which universities are expected to address, inter alia, ‘poverty, social disorganisation, low
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production, unemployment, hunger, illiteracy and diseases’ (p. 93). Hence, higher education
institutions are responsible for training professional personnel such as managers, scientists,
engineers and technicians who will participate in promoting national development (World
Bank, 1994, p. 15, Oketch, 2003, p. 91). Higher education in Tanzania is no exception. In
particular, the role of higher education in poverty eradication and other economic initiative
have been clearly articulated in the Tanzania Vision 2025 (URT, 1999b) with higher
education playing a key role in the establishment of sustainable development programmes in
the country. Indeed, the Vision 2025 requires Tanzania to produce ‘the quantity and quality
of educated people sufficiently equipped with the requisite knowledge and skills to solve the
society’s problems; meet the challenges of development and attain competitiveness at
regional and global levels’ (URT, 1999b, p. 5). Thus, in this regard, education is treated as a
strategic agent for enabling people to acquire the knowledge required to address development
challenges. The national development Vision 2025 cited a lack of quality education as a

limiting factor in respect of national development. Specifically, the document states:

The level and quality of education that has been attained has not been adequate to
meet the growing development challenges and to enable the search for solutions to the
development problems that confront the nation. In particular, education has not
adequately and appropriately been geared to integrate the individual into the
community. Equally, it also has not been able to innovatively engage Tanzanians in
entrepreneurship and self-employment (URT, 1999b, p. 9).

This developmental challenge calls for higher education institutions to produce large numbers
of highly trained people to meet the country’s economic development needs. Luhanga (2010)
appears to endorse this objective when claiming that the University of Dar es Salaam was
challenged to re-orient its programmes to be ‘more responsive to the national development
priorities as outlined in the National Vision 2025, National Strategy for Growth and
Reduction of Poverty and other sectoral policies and plans’ (p. 7078). This study will
examine and analyse whether or not the adoption of corporate strategies has enabled the
university to train highly skilled people needed to facilitate economic and social development

in Tanzania.
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2.7 The trend in access to and equity in higher education in Africa

The issue of access and equity is one of the challenges facing higher education worldwide
and in Africa in particular. As such the issue of access and equity is an integral part of the
higher education policy as well as the development plans of many countries. The importance
of ensuring access to and equity in education rests on the assumption that strong economic
development is a product of high participation rates in education and in higher education, in
particular. It is argued that it is investment in education that has taken the East Asian
countries to their present level of development (Abe, 2006). It is, thus, essential to expand
access to and equity in education. The importance of equal access to higher education was
emphasised in the declarations that emerged from the 1998 World Conference on Higher
Education convened by the UNESCO. Based on Article 26(1) of the Universal Declaration of
Human Rights, the conference asserted that ‘higher education shall be equally accessible to
all on the basis of merit’ (Altbach, Reisberg & Rumbley, 2009, p. 37). In the same vein, the
Article stresses that ‘no discrimination can be accepted in granting access to higher education
on grounds of race, gender, language or religion, or economic, cultural or social distinctions,
or physical disabilities’ (Goastellec, 2008, p. 77). This provides a useful starting point for

analysing the trend in access to and equity in higher education in Africa.

The literature available on higher education in Africa indicated that the first post-
independence decade was characterised by an unprecedented expansion in the enrolment in
higher education as well as in the number of institutions (Assiée-Lumumba, 2006, p. 69). As
regards the expansion of higher education in Africa, Sawyerr (2004) postulates three factors
that stimulated this enrolment (p. 8). Firstly, historically higher education had been restricted
in the African colonies and, thus, there were very small numbers of African graduates at
independence. The expansion in enrolment was, thus, intended to train more Africans to fill
the vacancies left by departing expatriates in the expanding public services, the professions
and business. Secondly, the high rate of population growth had caused explosive demands for
education at all levels with this high rate of population growth creating large number of
children of school-going age at the secondary schools. The third factor and one which was
related to the previous factor was the expansion of primary and secondary education which,
in turn, increased the pool of secondary school graduates qualified to enter higher education
(cf. Hayward & Ncayiyana, 2014). This trend appears to be supported by the current

expansion in secondary education in Tanzania.
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Although there has been a remarkable increase in enrolment since independence, enrolment
in Africa indicates that the Gross Enrolment Ratio (GER) is still comparatively low compared
to other global regions (Bloom, Canning & Chan, 2006, p. 3, Morley, Leach & Lugg, 2009,
p. 57). While participation in higher education has improved across the global, still there is
variation between and within the regions. For example, in 2005, the GER in higher education
was 1%, 3%, 10% and 15% in Tanzania, Kenya, Nigeria and South Africa respectively
compared to the 5% in Sub-Saharan Africa (UNESCO, 2007, pp. 132-133). In 2007, the
GER was 2.2% in Tanzania (URT, 2010b, p. 4), while in Africa the overall number of
students who accessed higher education represented less than 3% of the eligible age group,
suggesting that higher education in Africa is still elitist in nature and, thus, pointing to the
significant challenge of access. The following quotation from Teferra and Altbach (2004)
pertinently illustrates the situation:

Africa faces a significant challenge in providing access to higher education, not only
to reach the levels of other developing and middle-income countries but also to satisfy
the demand of populations that are eager for opportunities to study and that have
achieved a level of secondary education that qualifies them for postsecondary study

(p. 26).

The analysis of the current enrolment trend in Africa has been strongly shaped by the colonial
and post-colonial socioeconomic and political backgrounds of the continent and, as Teferra
and Altbach (2004) revealed, ‘higher education in Africa is an artefact of colonial policies’
(p. 23). Lebeau (2008) suggests that an example of this is the fact that ‘higher education
institutions in Africa are of colonial origin and they experienced similar developments despite
the academic traditions they inherited’ (p. 140). There were consequences to this state of
affairs. Teferra and Altbach (2004) argue that the colonial legacies, including colonial higher
education policy, have had lasting impacts on the contemporary African higher education.
The colonial education policies provided either limited or no higher education for Africans
(Assie-Lumumba, 2006, p. 68) and, thus, they limited Africans in their accessing of higher
education. The colonial powers had feared expanding the access of Africans to higher
education and this is, in turn, was reflected in the limited numbers of trained Africans in the
administration of their colonies. Teferra and Altbach (2004) list several techniques which
were used to restrict access to higher education in Africa. Firstly, the colonial powers such as
the Belgians forbade the development of higher education in most of their colonies.
Secondly, the number of enrolments in the Spanish and Portuguese colonies was kept
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extremely low while, thirdly, the French preferred to send a small numbers of students to
study in France instead of training them in their colonies. In short, Assié-Lumumba (2006)
observed that the colonial powers, irrespective of some differences in their policies, slowed
down the full development of higher education in Africa (p. 69) and, as a result, the higher
education systems in the African countries were either deficient or completely absent at the
time of independence. A similar trend was evident in Tanzania where, in the 1961/62
academic year, the university college of Tanganyika enrolled 11 students (seven nationals
and four non-Tanzanians) while, in 1974, the enrolment totalled 1852 undergraduate students
(World Bank, in Teferra & Knight, 2008, p. 123).

As opposed to other African countries, the discussion on access to and equity in higher
education in South Africa must be understood in the context of the historic inequalities in the
country. It has been well documented that the apartheid policies in South Africa restricted
access to education at all levels based on ethnicity and that this was reinforced through a
system of separate education which was characterised by extreme inequalities (Griesel, 1999,
p. 16; Badat, 2009, p. 457; Nieuwenhuis & Sehoole, 2013, p. 190). Since 1994, the focus in
South Africa has been on redress and transformation with the debate on access being framed
in terms of race and gender. One of the challenges which faced South Africa’s new
democratic government was to ‘redress past inequalities and to transform the higher
education system to serve a new social order, to meeting pressing national needs, and respond
to new realities and opportunities’ (DoE, 1997, section 1.1, p. 7). This challenge offered a
compelling argument for broadening access in order to meet the country’s development needs
as well as ensuring access to those who had previously been excluded (Griesel, 1999, p. 17).
Concomitantly and as part of national development, ‘access was regarded as central to the
transformation of higher education practices’ (ibid). For this to happen, the White Paper 3
(1997) provided signposts to guide the transformation of higher education, requiring the
higher education system and its institutions to ‘increase and broaden the participation and, in
particular, increasing ‘access for black, women, disabled and mature students’ (DoE, 1997,
section 1.13, p. 10). The White Paper 3 stressed the promotion of equity of access by
ensuring fair chances of success to all while, at the same time, focusing on ‘eradicating all
forms of unfair discrimination and advancing redress for past inequalities’ (ibid, section 1.14,
p. 11). In short, the White Paper was endeavouring to redress ‘past discrimination and
ensur[e] representivity and equal access’ (Griesel, 1999, p. 21). The success achieved,

particularly with respect to ‘access as participation’, has been significant. For example, Badat
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(2010) notes that the enrolment of student has increased from 473,000 in 1993 to 799,388 in
2008 and that black students constituted 52% and 64.4% respectively of the student
enrolment within the period (p. 7). As in many countries, the main challenge facing higher
education in South Africa is how to ensure ‘access with success’, that is, to ensure that those

students who have gained access are able to complete their studies successfully.

In addition, the expansion of higher education was hampered by the conditions and policy
advice of the World Bank, International Monetary Fund and donor agencies during the
Structural Adjustment Programmes (SAPs) in the 1980s and 1990s. In particular, the
programmes favoured expenditure at the lower levels of education at the expense of higher
education (Trust Africa, 2011, Kotecha, 2012b, p. 18; Hayward & Ncayiyana, 2014). This
policy was guided and reinforced by the World Bank’s social rates of return which
established that investments in education were higher in basic education than in higher
education (Samoff & Carrol, 2003, p. 4; Sawyerr, 2004, pp. 5-6). As a result, higher
education suffered immensely because African countries diverted their expenditure priorities
to basic education. Later, it was recognised by the international agencies as well as the
African countries that the policy of neglecting higher education was contrary to the
indubitable role of higher education in the development of Africa (Swayerr, 2004, p. 23;
Bloom et al., 2006, p. iv). After decades of neglecting higher education in Africa, the World
Bank is trying to correct its policy and insists that ‘if Africa and other developing nations
want to catch up with the global North, a vibrant higher education system is a necessity’
(Atuahene, 2011, p. 324). The World Bank’s policy shift and support have been articulated in
its publications: Higher education in developing nations: Peril and promise (2000),
Constructing knowledge societies: New challenges for tertiary education (2002), Higher
education and economic development in Africa (2006), among others. All these reports
indicate a significant change with the emphasis on the importance of higher education and
research into socioeconomic development in Africa (ibid.). It is clear from the above
trajectory of focus that higher education systems in Africa have been the victim of the
changing educational priorities of international agencies (Lebeau, 2008, p. 140).

A further point worth considering is the fact that higher education and universities, in
particular, in Africa were established by the national governments and, hence, the bulk of the

funding for higher education was met in its entirety by the governments’ financial resources

(Teferra & Altbach, 2004, p. 27). Statistically, Teferra and Altbach observed that ‘African
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governments consistently provide more than 90 to 95 percent to the total operating budgets of
higher education’ (ibid.). This model of depicting of higher education was referred to as ‘the
state control model’. As previously discussed in chapter one, this model was possible because
the number of students was small and governments were able to meet the costs of higher
education. A vivid example of state control model may be drawn from Tanzania. One of the
principles of the Arusha Declaration states that ‘access to scarce resources such as education
was to be regulated and controlled by the government to ensure equal participation by all
socio-economic groups’ (Bailey et al., 2011, p. 18). As from 1974, the bursary system was
abolished and the government assumed responsibility for financing public higher education in
Tanzania (Ishengoma, 2004, p. 105). The rationale behind abolishing the bursary system was
‘to make higher education accessible to all socio-economic groups to achieve one of the
major goals of the Arusha Declaration of building an egalitarian society’ (Bailey et al., 2011,
p. 19). However, with time and as a result of declining government funding, the relationship
between the state and public higher education institutions has been fundamentally changing.
This, in turn, implies that the state-control model had proved to be ineffective as regards the
provision of public higher education. The model was abandoned in Tanzania in 1992/93 and
the cost-sharing model of education was introduced. The provision of higher education in
accordance with the state control and highly centralised approaches was seen as the main
obstacle because these approaches had not enabled public higher education to expand at the
desired rate to accommodate the growing number of qualified students in Africa and in
Tanzania, in particular. This was because the state control model had relied on government
funding. In short, the state control model was ‘restrictive in terms of access and, thus, works
against the realisation of equity’ (Otiende, 2006, p. 38). Against the backdrop of these
concerns, a reform process that could expand and ensure equity in higher education was
deemed necessary. The available literature on reform indicates that the state control model is
giving way to a market-driven model in the provision of public higher education with the
intention of ensuring that public higher education institutions are able to perform their
functions more efficiently and effectively (Sirat, 2010). Informed by this expectation, this
study will examine whether the adoption of the market approach in public higher education

has expanded access and equity and, thus, contributed to the national development.
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2.8 Challenges facing higher education in Africa

This section discusses the challenges that public higher education institutions in Africa face
while seeking to achieve their goals. The literature available indicates that the higher
education institutions are facing several challenges on a number of fronts (Taylor &
Machado, 2006, p. 154). It is important to note that these challenges influence higher
education across the globe as well as in Africa. They include, among others, reduced per
capita funding, increasing demands for access, the rise of both the knowledge society and the
information-driven global economy, the affordability and accountability of higher education,
globalisation, the increased use of technology and the invasion of market forces into higher
education (Briggs, 2005, p. 256; D’ Ambrosio & Ehrenberg, 2007). Each of these challenges
has implications for the functioning of higher education institutions and, ultimately, their
contribution to national development. An understanding of these challenges will inform the
policy steps taken by public universities to address such challenges. The challenges identified

for inclusion in this review are discussed below.

2.8.1  Declining public expenditure

Essentially, one of the most critical problems facing higher education institutions in Africa is
a decline in public expenditure relative to the rapid increase in enrolments (Atteh, 1996, p.
36; Teferra & Altbach, 2004, p. 26). In the early years after independence higher education
institutions in Africa enjoyed a ‘honeymoon’ period because the costs of buildings,
equipment and facilities were borne primarily by the states. In addition, African universities
and/or governments provided a ‘safety net’ for individual students who enrolled at public
universities that offered health care, housing, subsidised meals and tuition. For example, the
World Bank estimated that Anglophone African countries spend between 12 and 15% of their
higher education budgets on support for students while the Francophone governments spend
approximately 55% of their higher education budgets on maintaining the safety nets referred
to above (Sawyerr, 2004, p. 3; Hoffman, 1996, p. 85). This was possible because the numbers
of students were fewer and the demands for finances were manageable. However, in time, the
governments were unable to allocate funds to higher educational institutions to meet the

requirements created by the rapid increase in the number of students (Moja, 2004).

From the 1980s to the 1990s, African higher education suffered from neglect on the part of

government. Mohamedbhai (2008) cited two reasons that gave rise to this situation (p. 2).
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Firstly, the budget allocated to universities was inadequate to support the increasing number
of student enrolments in many African countries and, secondly, the declaration by the World
Bank that stopped African countries from investing in higher education because it was not
deemed important for development. As mentioned earlier, the decision was made to limit
spending on higher education and to direct it to lower levels of education. This, in turn, had a
negative impact on the development of the sector in developing countries (Kotecha, 2012b, p.
18). For example, the proportion of World Bank support for higher education declined from
17% between 1985 and 1989 to almost 7% between 1995 and 1999 (Bloom et al., 2006, p.
iii). In Africa, the literature indicated that, between 1980 and 1995, there was an average of a
65% decline in the percentage of GNP per capita publicly invested in the higher education of
each university student in Africa (Federici & Caffentzis, 2004, p. 86). The World Bank
(2010) revealed that, during the 1991 to 2006 period, African countries allocated 0.63% of
their GDP to higher education while the number of students quadrupled (p. 2). The situation
at the University of Dar es Salaam was no different. For example, the ratios of the council to
the government approved budgets to the university decreased substantially from 77.8% in
1985/86 to 28.9% in the 1994/95 academic year (Luhanga & Mashalla, 2005, p. 23). This
decline in funding to public higher education had two effects. Firstly, the increased number of
students in African public universities in the 1990s was met by a reduced level of resources
and support services and, secondly, many higher education institutions reduced their budgets
for study programmes, modernisation of infrastructure, library holdings, international co-
operation and even academic staff (UNESCO, 1995).

2.8.2  Increased social demand for higher education

It has been established globally that there is a growing social demand for higher education. It
is worth asking why higher education has expanded so quickly in recent years. The forces
that explain this trend are multifold and relate to social, economic and political changes. In
Africa, the increased demand for access to higher education has been fuelled by the
recognition of the benefits which accrue from the possession of advanced qualifications in the
new knowledge economy (World Bank, 2009, p. 42). It is possible that the fundamental
factors driving increasing access to and expansion of higher education systems in Africa
include the social equity goal, demographic growth, the achievement of universal access
programmes at the lower levels of education, and the demand for large numbers of highly

trained human resources in the global economy (World Bank, 2002, p. 48; Moja, 2004, p. 26;
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Lebeau, 2008, p. 147). For example, the increased access to both primary and secondary
education has boosted the number of candidates eligible to enter higher education. One
statistic is sufficient to illuminate this point. For example, in 2004, Tanzania launched the
Secondary Education Development Programme (SEDP). The statistics indicated that
enrolment in secondary schools (Forms 1-6) increased from 432,599 in 2004 to 1,466,402 in
2009 while the Gross Enrolment Ration (GER) increased from 11.7% in 2005 to 31.3% in
2009 (URT, 2010b, p. iv). This expansion was considered both as a benefit as well as a
burden to higher education — a benefit because it would increase the number of qualified
people in the country but a burden because of the declining funding that is limiting the
capacity of higher education institutions to meet the increased social demand for access for

eligible students from the lower levels of education.

In addition, increasing employment opportunities for university graduates imply a significant
demand for greater access to higher education (Varghese, 2009, p. 9). The emergence of the
knowledge economy has further intensified the demands on higher education systems to
produce large numbers of skilled human resources. Together these factors all generate intense
social pressure for access to higher education. However, governments have been unable to
meet this demand for access to higher education as a result of the problems arising from
budgetary constraints. In addition, the move to mass higher education systems requires
effective ways with which to deal with the large student numbers as well as the difficulties
involved in running more complex organisations. In this respect the researcher agrees with
Van der Wende (2003), who suggests ways to accommodate the increasing demand for
higher education by diversifying and by making the mode of provision of higher education
more flexible including lifelong learning and corporate planning, among the others (p. 1994).
Nevertheless, the goal of achieving access to and equity in higher education, especially in the

context of the developing countries, remains a challenge.

2.8.3  Globalisation as a challenge to higher education

There is little doubt that globalisation is an emerging challenge for higher education, not only
in Africa but globally. The World Bank Report (2002) on Constructing knowledge societies:
New challenges for tertiary education highlighted that significant changes in the global
environment are impacting heavily on ‘the role, functions, shape and mode of the operation
of tertiary education systems all over the world’ (p. 7). Indeed, as Moloi, Gravett, and

Petersen (2009) note, in view of the fact that education is one of the central arenas in which
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changes, adaptations and responses occur, it stands to reason that globalisation has shaped,
and will continue to shape, both higher education and the modern university (p. 283). In
particular, one of the challenges associated with globalisation is the premium that is placed
on the importance of knowledge in the growth of the knowledge-based global economy. In
other words, higher education is a vital component of the knowledge-based global economy —
firstly, because it produces human resources and, secondly, because of the knowledge it
generates through research and innovations (Naidoo, 2003, p. 149; OECD, 2009, 13).

The knowledge economy requires individuals who possess a broad knowledge as well as the
skills that provide them with a leverage advantage to participate in the global competitive
economy. At the simplest level, knowledge is viewed as a new factor of production. For the
developing countries globalisation has far-reaching effects. According to Maassen and Cloete
(2004), ‘globalisation encouraged higher education institution to become more businesslike’
(p. 17). This implies that globalisation has transformed the role of higher education from that
of being an integral component of national development to producing knowledge and skills
for the global market (Prewitt, 2004, p. 41). In addition, globalisation has resulted in
academics becoming more mobile, thus promoting the migration of skilled labour and
fostering the brain drain. In this light, it is essential that developing countries, particularly in
Africa, reform their public higher education system in order to mitigate the global and

national socio-economic challenges.

2.9 Strategies adopted by higher education institutions to respond to the challenges

This section discusses the strategies adopted by public higher education institutions to
address the challenges discussed in the preceding section. These strategies adopted by public
higher education institutions include the restructuring of their organisational components in
order to adjust to their changing external environments (Cameron, 1984, p. 123). Lee (2005)
argues that the restructuring of higher education has been taking place on a global scale and
has focused on specific areas. These areas include, but are not limited to, resources allocation,
establishing sources of income generation, realigning to new demands, finding innovative
ways of management to lower cost and increase efficiency and productivity as well as
improving teaching quality (p. 35). Arguably, it is expected that the implementation of these
strategies will enable higher education institutions and universities, in particular, to cope with
the challenges discussed in the previous section. This review will be restricted to the

commercial approach adopted by public higher education institutions as a reform strategy.
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2.9.1 The emergence of corporate cultures in public higher education

The literature on the introduction of corporatisation in the public sector is burgeoning.
Whincop (2003) has provided a useful analysis on the corporatisation of public enterprises.
According to Whincop (2003), the advocates of corporatisation claim that the public sector is
relatively inefficient as compared to its counterpart, the private sector. However, he suggests
that corporatisation could help to overcome this inefficiency (p. 45). The theoretical rationale
underlying the corporatisation of public enterprises is the belief that efficiency may be
improved by replicating the private sector model. Corporatisation has been regarded as a
reform strategy which offers corporatised public entities, such as universities, the autonomy
and flexibility to manage themselves while the government continues both to fund their
operations and to retain jurisdiction over the assets and staff for the purpose of promoting the
public interest (Wei, 2001, p. 221; Parker, 2012, p. 250; Majid & Bakar, 2013, p. 1).
McDonald and Ruiters (2005) argue that corporatisation is a popular institutional form of
commercialisation through which market principles and practices are introduced to the
decision-making of a public service entity (p. 12). The conceptualisation of corporatisation,
as discussed in chapter one, suggest that, unlike privatisation, corporatisation means that
government retains a role in providing strategic direction and establishing key financial and
non-financial performance targets and community service obligations to the entity in question
(Pitkin & Farrelly, 1999, p. 252; Whincop, 2003, p. 32).

Corporatisation has increasingly dominated the discourse on the transformation of public
higher education. The available literature indicates that the corporatisation of university is not
a new phenomenon. For example, higher education in the United States of America has a
long history in pioneering the incorporation of market practices into public education
(Munene, 2008, p. 3). In addition, Rosow and Oswego (2000) revealed that it is possible to
trace debates regarding corporate influence in the university back to 1870s in the United
States of America (p. 11). Thus, the current trend of corporatisation manifests structures
embedded over a long period of time in the American university. According to Lieberwitz
(2005), the corporatisation of the university has become an important concept, particularly
since the 1980s, with the ever-broadening effects of privatisation on both a national and a
global scale (p. 759). Chan and Lo (2007) argue that the corporate culture has become the
driving philosophy of higher education governance worldwide (p. 307) with its adoption

oscillating around the broad influence of globalisation. Underlying globalisation is the neo-
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liberal argument about the role of the state in the economy, the reduction of state expenditure
(especially as regards subsidising social services), deregulation and liberalisation (Yang,
2003, p. 272).

The diffusion of the corporate culture in public higher education has been propelled by a
series of developments. Wei (2001) mentions the following three reasons for this
phenomenon (p. 219). Firstly, corporatisation and privatisation have been widely promoted as
part of the reform packages designed to counteract the failure of highly interventionist
systems in former socialist countries and in some East Asia economies. In this context it is
argued that the centralised governance model hindered the development of public
universities. This study will interrogate this claim based on the fact that, until recently,
Tanzania was also a socialist country. According to Mok (2007), corporatisation will give
public universities greater autonomy and flexibility as regards both their administration and
their finance (p. 275). Secondly, the adoption of the private sector ethos in many developed
countries was intended to increase the economic efficiency of their public sectors and,
thirdly, the World Bank has motivated countries to take steps to privatise their public
enterprises as a result of the fiscal crisis being experienced by the state. In this context, Chan
and Lo (2008) argue that the state-oriented model was no longer suited to the provision of
higher education (p. 644). Such a premise incorporates Naidoo’s argument that the
commercialisation of public higher education was based on the fact that the system had
become too large and too complex for the state to sustain its position as both regulator and
funder (Naidoo, 2003, p. 250). For this reason, the corporatised universities are supposed to
generate additional resources by diversifying their sources of revenues to finance their
activities and, at the same time, adopt corporate managerial practices in order to improve
their accountability, efficiency and productivity. This view implies that the main goal of
corporatisation is to enable the university, or any other organisation, to run as efficiently and
effectively as its private counterpart while the government retains ownership. Majid and

Bakar (2013) view the corporatisation of public universities as follows:

A governance mechanism by the government to make these universities more
accountable for the resources given, to be more responsive to societal demands and to
be proactive in bringing about changes, especially in offering new programmes and
improving old ones (p. 2).
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In short, both corporatisation and commercialisation indicate the introduction of market
oriented strategies in the running of public higher education institutions and universities, in
particular. Both replicate market doctrines that embrace efficiency, effectiveness and
responsiveness in the provision of higher education.

2.9.2  Trends in the corporatisation of universities in the world

This section discusses various studies which have been conducted on the corporatisation of
public universities. There is a plethora of studies focusing on one nation analysis and also
others comparing a group of countries within the same region. With regard to higher
education policies, the focus has been primarily on the Western universities. For example,
Sporn (1999) investigated the transformation of universities to describe how the European
universities had adapted to the challenges imposed by external changes (p. 23). She argued
that the universities developed adaptive strategies in order to cope with the changing
environment of higher education with respect to constrained resources, market pressures,
modern technology and government regulations. This set of factors influenced the type of
adaptation initiated and explained similar patterns in higher education reform in Europe.
There have also been a growing number of nation-focused studies that described the
corporatisation or privatisation of national universities in Asian countries. A study conducted
by Zhao and Guo (2002) and that focused on the restructuring of China’s higher education
revealed that the restructuring had started in 1990s and that it had been initiated by the
government. The government had linked the problems facing the higher education system to
the tight state control in terms of the planned economy. It is from this perspective that the
government had taken the initiative to introduce market forces in order to reform the higher
education sector. The initiative focused on enrolment, planning as well as the employment of
the graduates. The reform was intended to ensure that the higher education institutions
became both self-regulating and market-oriented in their operations and also that they became

more flexible, adaptive, and responsive to both the social and economic needs of the country.

Lee (2005) contends that, in Malaysia, the privatisation and corporatisation of higher
education and public universities, in particular, was a result of budgetary constraints which
prevented the government from sustaining the massification of higher education. The
restructuring in Malaysia has achieved the following. Firstly, the number of students in
tertiary education increased sharply in the private sector. This was followed by the growing

popularity of fields of study such as management, commerce, and Information Technology.
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In addition, income generation strategies as well as cost efficiency were highly emphasised
within the corporatised public universities. Secondly, the corporatised universities provided
evidence of structural changes in their governance as collegial governance was replaced by
corporate governance. In addition, there was a marked increase in entrepreneurial activities
and corporate managerial practices. Lastly, state intervention has remained strong, even
during the restructuring of higher education in Malaysia (p. 15). Following restructuring of
higher education and public universities in Malaysia, the role of the state in higher education
was extended from being that of provider to both regulator and protector of higher education.

The introduction of corporate-style management systems within national universities has also
dominated the discourse on the history of Japan’s higher education. In a study conducted into
the corporatisation of national universities in Japan, Yamamoto (2004) found that the process
had been triggered by the radical reform plan published by the Ministry of Education,
Culture, Science and Technology in 2001. Included in the changes the plan proposed was the
introduction of putative business methods into national universities through a process of
corporatisation. The study concluded that the corporatisation of national universities had been
implemented as a policy reform to enhance both institutional autonomy and international

competitiveness in order to meet the external demands for higher education.

As mentioned earlier, there is considerable literature available on comparative studies that
focus on a group of Asian countries. For example, Mok (2003) conducted a comparative
study on reforms and the restructuring of the higher education policy in Hong Kong, Taiwan
and mainland China. The study revealed that globalisation had varying impacts on
universities despite the fact that similar business-like practices had been implemented to
address the issue of competition in the global marketplace. Mok (2003) concluded that it had
been escalating demands from the various stakeholders in each country that had informed the
restructuring and reforming of higher education. This would appear to suggest that, in order

for any reform to succeed, factors within the nation in question should be considered.

In another study Mok (2007) compared reforms in higher education governance in Malaysia
and Thailand in the context of corporatisation and privatisation. The following emerged from
the study. Firstly, the centralised governance model was considered inefficient in terms of the
provision of higher education. For this reason, the countries had introduced market-oriented

forces into their higher education systems in order to improve both efficiency and operations.
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Secondly, the adoption and implementation of corporatisation or incorporation strategies
were intended to improve both management and finance. Another interesting finding of the
study was that both countries were firm believers in the neo-liberalist doctrine. Underpinning
this belief is the assumption that the adoption of market principles and strategies in the public
sectors would promote better service delivery. The study revealed that the performance and
productivity of the institutions and academics has been enhanced by introducing
corporatisation strategies into the governance of the higher education systems. Mok (2010)
also compared the restructuring of higher education in Singapore and Malaysia. Historically,
these countries used a highly centralised governance model to direct their higher education
development. However, the model had been rendered inappropriate and ineffective in coping
with the challenges generated by local, national and global forces. On the one hand, the
Singapore government incorporated its national universities by introducing management
techniques similar to those in private sector while, on the other Malaysia transformed its
public universities by implementing corporatisation measures. By comparison, Chan and Lo
(2008)) focused on the restructuring of universities in East Asian countries. Many of the
governments in this region have corporatised their public universities. However, this
corporatisation has taken many forms. In Hong Kong, Singapore and mainland China, the
corporatisation of the public universities fostered entrepreneurship as a strategy with which to
secure additional sources of revenue from the market. For example, in Hong Kong, public
universities adopted a market-oriented and business corporation model in terms of which
programmes at various levels were run on the basis of self-financing and for profit. On the
other hand, in mainland China, the state universities established their extension arms in the
second-tier colleges in order to expand their share of the growing higher education market
while, in Singapore, corporatisation was enforced by the law.

These few examples from East and Southern Asian countries illustrate the fact that, while
they had different histories and structures, the reforms and restructuring of their public higher
education and universities, in particular, revealed a common restructuring pattern, namely,
incorporation and corporatisation. The insights from these studies into corporatisation or the
incorporation of public higher education indicated that restructuring had focused on the
internal governance systems while preserving state ownership. In other words, corporatisation
and/or incorporation provided the public universities with autonomy and flexibility in terms

of financing although they remained accountable to the governments and, ultimately, to the
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general public. The transformation of the University of Dar es Salaam provides evidence of
this trend.

2.9.3  Corporatisation of public universities in Africa

It is worth noting that the efforts to reform public higher education systems in Africa have
been ongoing since independence and that they gained momentum in the 1990s. In addition,
the reforms have varied from country to country based on the historical, social and economic
development of the country concerned. This section extends the discussions presented in
chapter one and in this chapter by examining public universities in Africa within the context
of whether they depend on the government for funding and how they are responding to the
declining public funding. The assumption is that the state of the economy of a country
dictates the amount of financial resources devoted to the development of education and
higher education, in particular. However, there is evidence, especially in the developing
countries in Africa, pointing to a decline in government support for public higher education
and universities in particular (Samoff & Carrol, 2003, p. 4). This point has been discussed in
detail both in chapter one and in this chapter. It is worth repeating that the flow of funding is
both declining and is also uncertain, thus constituting a considerable challenge to the public

universities.

The trend towards the diminishing of per capita public funding has beset public higher
education in Africa. For example, weak fiscal and budgetary constraints on the part of the
government are undermining the operational efficiencies of public universities, including
their prospects of expanding to meet the ever escalating social demand as well as maintaining
educational quality. It is not surprising that the drastic cuts in budgetary allocations to higher
education have fundamentally changed the structure and nature of public universities which
have adopted institutional transformations together with the private and corporate dynamics
as championed by the World Bank (Ng’ethe et al., 2003, p. 23, Otiende, 2006). As part of
strategies designed to mitigate financial austerity, the World Bank is exerting pressure aimed
at the reduction of state funding to higher education and the removal of subsidies while
encouraging the ‘market-oriented reforms of universities’ (Mamdani, 2008, p. 7; Atuahene,
2011, p. 324). There are several reasons for this. Firstly, the World Bank maintains that the so
called ‘developmental university’ guided by the state duplicates the colonial model which
was not only expensive but also be elitist in nature as regards access. In addition, the

developmental university model was characterised by state interference and, thus, reform was
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imperative in order to improve university autonomy and broaden the financial base of the
universities (Mamdani, 2008, p. 8; Kotecha, 2012b, p. 18). Within the discourse of the World
Bank, rates of return were used as a justification for introducing user charges in higher
education. In this respect, the reform of public higher education in the context of privatisation
was intended ‘to inject market forces into the public higher education sector’ (Michael, 2005,
p. 18). Thus, it would appear that the transformation of public universities in Africa was
intended to reduce their dependence on government financial support and also to extend
access to those who are able to pay (Johnson & Hirt, 2011). However, as discussed earlier,
the World Bank’s recommendations, which are classically based on the rates of return, had
dire effects on public higher education. For example, in his analysis, Mamdani argues that the
position adopted by the World Bank that treated the market as an alternative to the state in the
provision of public higher education was inappropriate. His argument highlights the need to

regard the two models as complementary (p. 8) — the position this study adopts.

As discussed in chapter one, various studies have been conducted in Africa that link the
corporatisation and transformation of public higher education in the context of the market
approach. For example, Munene’s (2008) study focused on marketisation as a transformative
strategy at Kenyatta University in Kenya. He argued that both internal and external factors
had triggered the transformation. The internal factors had constitute the decreased state
subvention and the increased demand for higher education while the external factors had
included globalisation and the role of the international agencies that had encouraged the role
of private resources as well as market forces in the financing of higher education. However,
the findings of this study indicated that, despite the multiplicity of marketisation and
privatisation strategies, there was no firm policy in place with which to guide transformation.
He argued that the commercialisation and privatisation of public higher education in Africa
characterise the global trends while drawing from neoliberal imperatives. As has been
documented by many scholars, the transformation in public higher education in Africa was a
response to budgetary constraints as well as to market needs (Assié-Lumumba, 2006, p. 101;
Mamdani, 2007; Wangenge-Ouma, 2008; Johnson & Hirt, 2011). It is significant that it is
financial distress which is steering public higher education institutions in Africa to transform
with the bias towards corporatisation. There is no doubt that the adoption and implementation
of corporatisation in the public higher education institutions in Africa was aimed at
diversifying funding sources in order to plug the budget deficits on the part of the

governments. Thus, it would appear, and many scholars have used the same line of argument,
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that public higher education institutions have responded imaginatively by introducing
alternative strategies in order to reduce their dependence on one source of funding as well as

to respond to market needs. The strategies adopted include

o the enrolment of private sponsored students

o the privatisation of academic programmes for the purpose of acquiring revenue and
meeting the demand for higher education

o outsourcing internal services, such as cleaning and the cafeterias, to private companies

o consultancy services.

The implementation of the strategies discussed and which are indicators of the corporatisation
of public universities has, arguably, been focused on compensating for the decline in
government financial support in order to maintain their operations. It would appear that
economic rationale, rather than social equity, played a more dominant role in the reform of
public universities in Africa. Michael (2005) is of the opinion that ‘care must be taken to
ensure that institutions are not preoccupied with a search for funds to the detriment of their
goals and mission’ (p. 16). This sentiment seems to correspond with Altbach (2011), who
argues that the broad, traditional purposes of universities, which do not produce income, are
not being emphasised and, instead, income-generating activities have become more important
(p. 11). In this sense, the introduction of market approaches in the public higher education
that emphasise an ability to pay as a prerequisite for access poses a challenge for equity. This
implies that, while reforms are imperative, equity of access and quality should also be
accorded priority. However, it is important to note that there have been successes at the level
of both countries and institutions. For example, Makerere University, the University of Dar es
Salaam and the University of Nairobi in Uganda, Tanzania and Kenya respectively are all
examples of successful cases in Africa (Court, 1999; World Bank, 2002, p. 64; Teferra &
Altbach, 2004, p. 29; Wangenge-Ouma, 2008; Luhanga, 2010). The success achieved by
these universities may be ascribed to the economic and political environments that support
the reform strategies, ownership of the reform, imaginative university leadership that initiates
and implements reform, among others (Court, 1999, Luhanga, 2010). In short, the discussion
above indicates that the financial austerity facing governments has initiated the
transformation that introduced corporatisation into public higher education institutions in

Africa. Arguably, the move towards corporatisation may be deemed desirable for the future
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of public higher education institutions in Africa as it improves both their financial

sustainability and also their efficiency and effectiveness in the provision of education.

2.10 Impacts of corporatisation on the provision of higher education

This section seeks to highlight the consequences of the adoption and implementation of
corporatisation as a reform strategy initiated by state-owned enterprises, including public
universities. Scholars have documented both the positive and the negative consequences of
corporatisation. The proponents of corporatisation argued that corporate universities
expanded access by providing education at a lower cost as compared to the programmes
offered by traditional universities (Nixon & Helms, 2002, p. 146). The strategies adopted by
the corporatised universities, including systems of resource allocation and diversification, are
expected to lead to a reduction in costs, thereby rendering higher education more affordable
and facilitating greater access. In other words, corporatisation has meant extending access to
those who are able to pay. In addition, there are institutions that have employed
corporatisation as a socially responsive approach. In this sense, the objective of generating
revenue is integrated into policies in order to address broader social goals, both in terms of
broadening access and engaging in basic research for the production of socially responsive
knowledge. A study conducted by Mok (2007, pp. 273-274) in Malaysia concluded that the
implementation of market forces, ideas and strategies in higher education system was part of
the national goals of transforming Malaysian economy from a manufacturing to a knowledge-
based economy. Mok (2007) argued that it was equity purposes that students were awarded
scholarships and loans by the government to enable them to pursue further studies, either

locally or overseas.

While the rationales for the corporatisation of public higher education remain, there is,
however, persuasive evidence suggesting that corporatisation has had negative impacts.
Scholars have focused on the unacceptable consequences of corporatisation from different
perspectives. For example, scholars have discussed the role of the academic as public higher
education institutions converge towards corporatisation. In this regard, two quotations from
Sawyer, Johnson and Holub (2009) elucidate the changing role of academics as a result of
reform. The first quotation is as follows: ‘[TThe old university was characterised by a
commitment to a set of intangible values of scholarship, truth and freedom and were
sanctuaries of freedom’ (p. 11), while the second maintains that ‘the corporate university

risks too much scholarship and too much freedom for the principles of the market’ (p. 10).
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Naidoo (2007) claims that ‘forces which apply pressure on higher education to operate
according to market criteria attempt to alter what is valued within higher education’ (p. 5).
These viewpoints have widespread validity with respect to the role of academic and, more
generally, scholarship with the core values of the university have changing from ‘intangible’
to ‘tradable in the marketplace’ (Sawyer et al., 2009, p. 11). As a result, ‘the academic role is
inverted’ (ibid, p. 10). This echoes the conclusion drawn by Nagy and Robb (2008) that those
aspects of the academic work that cannot be counted have been undermined (p. 1417). This,
in turn, suggests that corporatisation has changed the values, activities and working lives of
academics. Bostock (1999) and Sawyer et al. (2009) point out that corporatisation has
segmented academics and that it has led to the decline in collegiality — a form of relationship
where responsibility is shared among academics. Accompanying this assertion is the view
that corporatisation has weakened the participation of academics in decision marking in the
university governance. More specifically, corporatisation has undermined collegiality in two
ways. Firstly, it has removed equality from individual academics who possess tenure and,
secondly, collegiality has been superseded by intensified competition among universities in
the marketplace (Bostock, 1999; Sawyer et al., 2009). In addition, it may be argued that
corporatisation has had a detrimental impact on academic freedom because it has replaced the
collegiality system with a corporate approach (Mok, 2007). More generally, Zeleza (2003)
and Sawyer et al. (2009) have asserted that restructuring on the basis of the neoliberal model
has either undermined or destroyed traditional academic values with the concomitant

dissolution of institutional traditions.

In other cases, scholars have cited the effects of corporatisation in the core activities of the
university. With regard to research, they argued that commercialisation is, in many ways, the
antithesis of the canons of scientific inquiry. For example, Slaughter and Leslie (1997, pp.
129-132) revealed a neglect of basic research, as well as significant secrecy and
confidentiality about research results. In conjunction with Slaughter and Leslie, Bok (2003)
suggested reasons why secrecy in respect of research findings has adverse results for the
university and science itself, listing the following: Secrecy disrupts collegial relationship, it
erodes trust if a delegate to a scientific conference withholds information for commercial
reasons and it causes waste as scientists duplicate work performed by others for business
reasons (p. 112). In considering the effects of commercialisation on research, Bok cautions
that ‘introducing opportunities for private gain threatens to divert, at least, some researchers

from exploring more interesting and intellectually challenging problems’ (p. 111). Such
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behaviour Kills creativity and research innovation, as well as causing conflict and division

between individuals and academic units within a university (cf. Mamdani, 2007).

Furthermore, there is evidence to support the notion that the market approach may have
compromised quality education in public higher education. Scholars such as Mamdani (2007)
and Munene (2008) have linked the commercialisation of public higher education and the
quality of education, arguing that the expansion of self-sponsored students has brought with it
a decline in academic quality as a result of inadequate teaching and learning resources. With
regard to Makerere University, Mamdani (2007) writes that ‘the ‘reformed’ Makerere is an
informal university where questions of quality have been thrown by the wayside and where
fee paying students receive a low-level vocational education in an expensive campus setting’
(p. 9). The introduction of parallel degree programmes in public universities has been the
source of conflict between government and private sponsored students. The following
example from the University of Nairobi illustrates this tension: ‘government-sponsored
students attacked Private-Sponsored Students (PSS) accusing them of having watered down
the academic status of the institution’ (Munene & Otieno, 2008, p. 471). In conclusion, and
with respect to developing countries, | agree with Sawyer et al. (2009) that, in order for a
public university such as the University of Dar es Salaam to retain its reputation and
contribute to national development, it is essential that it ‘manage trade-off between its

corporate values and the values of the old university’ (p. 23).

Other critics have not focused on the core activities of the university but, instead, they have
paid attention to the fundamental issue of access and equity concerns. They argued that the
adoption of neo-liberal policies, especially the introduction of tuition fees, has restricted
access to the university. In the main, instead of correcting the existing inequality, the
marketisation of the public higher education has exacerbated it. Writing in the context of
South Africa, Ntshoe (2004a, 2004b) argued that both privatisation and marketisation have
had negative impacts on equity among disadvantaged, lower socio-economic groups, hamely
the blacks and coloureds. He concludes that the adoption of market practices in the provision
of higher education penalises students from less affluent backgrounds. This point was further
expounded by Oanda, Chege and Wesonga (2008) who argued that the move towards the
corporatisation and privatisation of African universities has, rather than facilitating access to
the universities, it has limited access to a small elite — the very problem the process was

supposed to resolve. Sall (2004) in Munene (2008) argues that both globalisation and
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marketisation in Africa state universities are posing a challenge to equity (including gender)
(p. 3).

Finally, Scott (2005) discussed the impact of globalisation on universities and articulated
three threats that have negative implications for the issues of expanded access and the
affordability of programmes, especially in the developing countries. The first such threat
refers to the exclusive privilege granted to universities by the state. He argued that, under
corporate arrangements, it is becoming increasingly difficult to treat universities within their
national contexts as, essentially, public service institutions. This, according to Scott, limits
the capacity of the public higher education institutions to respond to social pressure issues,
such as the expansion of access, without recourse to market conditions. Secondly, corporate
arrangements pose a threat to the traditional patterns of university governance. He further
argued that, once the universities have been corporatised within a global market, it is likely
that the existing arrangements of governance may be redefined in such a way that they will
limit their social responsibility in a national context. Finally, Scott posits that the emphasis on
tuition fees under corporate structures will render public universities unaffordable and, hence,

inaccessible to students from economically disadvantaged groups.

2.11 Summary of the literature review and research focus

The literature shows that public universities in many parts of the world have made significant
moves toward the corporatisation of both their governance and their management. The
reasons for corporatisation range from improving efficiency and effectiveness to economic
reasons based on the history, economic, political and social background of the country
concerned. The literature is in agreement that public universities have been transformed into
corporate entities in order to improve their efficiency and effectiveness but that they have
remained accountable to the governments and to other stakeholders. In addition, the literature
reveals that economic reasons have provided the rationale for the corporatisation of public
higher education institutions. In particular, the literature demonstrates that, on one hand,
corporatisation has expanded access and also improved both the financial stability of public
higher education institutions and their contribution to national development. On the other
hand, corporatisation has had negative consequences for the issue of equity as well as for the

core activities of the public universities.
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The path of the corporatisation of public higher education has been synonymous with
transformation in Africa. The literature on public higher education in Africa indicates that the
transformation of public higher education through corporatisation had its origin in
government financial constraints. Faced with limited funds, African governments, including
the government of Tanzania, failed to develop a comprehensive higher education sector
capable of absorbing the increasing demand for higher education. Thus, the corporatisation of
public higher education was seen as a reform strategy that could ensure the future of the
public universities in Africa. It should be noted that, in Africa, the process of corporatisation
of public higher education is at an early stage. Despite the growing amount of research into
the corporatisation of public higher education, there have been few studies conducted in
Africa. In other words, most of the studies on corporatisation referred to in the literature
review were conducted mainly in the developed and Asian countries. This, in turn, suggests
that there is a gap in the literature on corporatisation as a reform strategy in the provision of
university education in the context of the developing countries and in Africa, in particular. In
view of the limited case study evidence, especially from a developing country context, there
is clearly a need for a study into whether corporatisation has improved the performance of
public higher education with respect to efficiency, effectiveness and responsiveness. In
addition, as regards the East Africa region, there are several studies on the corporatisation,
commercialisation and/or marketisation of public higher education in Uganda and Kenya
respectively. However, there are limited studies of that nature in Tanzania. Accordingly, this
study attempts to address this gap in the literature by examining whether the introduction of
corporatisation as a reform strategy at the University of Dar es Salaam has been successful in
facilitating broad access across the social strata in terms of equity considerations and the

national development imperative.

The history of Tanzania adds an interesting dimension to this study. From independence in
1961 to the mid 1990s, Tanzania was a socialist country in which the state had a monopoly in
the provision of social services, including education. The objectives and goals of education
were consistent with the socialist development strategy of ‘Self-Reliance’, as envisaged in the
national ideology of ‘Socialism and Self-Reliance’. Clearly this also applied to the objectives
and goals of the University of Dar es Salam, a public university (cf. UDSM, 1982, pp. 656—
657). In common with other socialist countries in the 1990s, Tanzania pioneered its
transformation from a socialist economy to a market economy. This transformation, in turn,

led to the liberalisation and privatisation of the public sectors, including education. This case
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study, conducted in a former socialist country, intends to examine whether the adoption and
implementation of corporatisation at the UDSM has either promoted or hindered the

attainment of the national development goals.
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CHAPTER THREE

Conceptual framework

3.1 Introduction

This chapter presents the conceptual framework which was used for understanding and
analysing the transformation of public higher education institutions within the context of
corporatisation. Baxter and Jack (2008) maintain that ‘the conceptual framework serves as an
anchor for the study and is referred at the stage of data interpretation’ (p. 553). In developing
the conceptual framework for the purposes of this study | took into account the warning
sounded by Abes (2009) that “all theoretical perspectives that guide research are incomplete’
(p. 141). Despite the fact that he was writing nearly fifty years ago, Merton (1968) suggests
how to overcome the weakness of using one theoretical perspective only. Accordingly, I
followed Merton’s (1968) advice regarding the usefulness of applying a diversity of theories
in order to investigate and explain a particular phenomenon (p. 39). In line with the
viewpoints of both Abes and Merton’s views, I acknowledge the usefulness of combining
more than one theory as this helps to provide a powerful lens with which to understand and
interpret a particular phenomenon in detail. Thus, this study combined the notions and
concepts borrowed from both the resource-dependency theory and the market approach in
order to develop the proposed conceptual framework. These two theoretical perspectives
enabled me to examine and analyse why and how public higher education institutions initiate
and implement reforms. In terms of this framework, the integration of the assumptions
underlying the two theoretical approaches provides valuable information with which to
understand why and how public higher education institutions engage with their environments
in order to address the constraints that limit their survival. The chapter starts by describing
the main tenets of each perspective and then, building on this, | develop a conceptual
framework comprising five components. The chapter ends by describing the five components
of the conceptual framework. To sum up, the two theoretical perspectives complement one
another in explaining why and how organisations, namely, public higher education

institutions, initiate changes in order to address the challenges that constrain their activities.
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3.2 Resource-dependence approach

This section discusses resource dependence theory (RDT) as a lens for understanding why an
organisation would initiate changes. The proponents of the resource dependence perspective
maintain that ‘an organisation does not and cannot exist in a vacuum but has to interact with
its environment for achieving its basic objectives’ (Gornitzka, 1999, p. 6). RDT proposes that
the organisation—environment interaction determines the extent to which an organisation
obtains the ‘critical resources’, such as raw materials, personnel, monetary resources and
others resources (ibid.), which it needs for both its survival and its success. As described by
Pfeffer and Salancik, the basic notion of RDT can be stated as ‘the key to organisational
survival is the ability to acquire and maintain resources’ (Pfeffer & Salancik, 1978, p. 2;
Macedo & Pinho, 2006, p. 537). It therefore follows that in order for any organisation to
survive and prosper it must interact with other elements in its environment in order to acquire
the required resources. Specifically, the theory posits that, in order to ‘understand
organisations one must understand how organisations relate to other social actors in their
environment’ (Gornitzka, 1999, p. 7). This perspective denies the assumption that
organisations are essentially self-sufficient, self-directed and isolated, and that they are
autonomous actors pursuing their own ends within their social contexts. Instead, RDT argues
that organisations are other-directed, constantly struggling to become autonomous of others
and confronted by constraints and external control (Pfeffer & Salancik, 1978, p. 257;
Gornitzka, 1999, p. 7; Griffin & Dunn, 2004, p. 198; Macedo & Pinho, 2006, p. 537). This
perspective emphasises that, while investigating the objective resources and
interdependencies is crucial for understanding organisational changes, it is equally important
to examine how the organisations perceive their environments or as Gornitzka (1999)

expresses it:

How they act to control and avoid dependencies, the role of organisational leadership
in these processes as well as the way internal power distributions affect and are
affected by external dependencies’ (pp. 8-9).

The strength of RDT lies, firstly, in its emphasis on ‘intra-organisational factors to
understand how organisations react and interact with their environments’ (Gornitzka, p. 8). In
other words, understanding the internal processes within the organisation is considered to be
vital for understanding why and how the organisation changes and also how and why a
reform process either fails or is implemented successfully (ibid., p. 11). Secondly, the

strength of RDT is also found in its emphasis on how organisations respond ‘strategically and

64

© University of Pretoria



make active choices to manage their dependency on those parts of their task environment that
control vital resources’ (p. 7). In other words, the theory takes into account the role of active
agents and strategic choice in the organisational responses to environmental change (p. 10).
However, RDT has also been criticised for these very strengths. The central theoretical
problem with RDT is the fact that it is inefficient when applied within the study of human
service organisations. While resources are crucial to such organisations, this perspective
ignores or at least underestimates other important factors that may affect the
organisation—environment interaction, including ideologies, values, behaviour, norms and so
forth (Patti, 2000, p. 141) and which would determine the success or failure of the
organisational reform. In addition, the theory does not adequately suggest how an
organisation should position itself with respect to non-monetary values within the context of
the state experiencing a fiscal crisis.

According to the literature on this theory, the existence of the organisation depends on its
access to vital resources. In other words, its operations are determined primarily by its
resource dependency (Macedo & Pinho, 2006, p. 534). This appears to suggest that
organisations which depend exclusively on either one or a few sources of resources are more
vulnerable to experiencing constraints. According to Palmer and Randall (2002) in Macedo
and Pinho (2006), ‘the risk of having just one funding source means that, if that source is

withdrawn, then the organisation is likely to fold’ (p. 538).

Having described RDT, | proceed to discuss its applicability in relation to public higher
education. | used RDT in this study because it provides a basis for understanding and
explaining the relationship between public higher education and its dependency on
government. In line with RDT, higher education institutions depend on their surrounding
environments to supply the critical resources they need for their sustainability, for example
finance. It is worth noting that the financing of public higher education is dependent on the
economic performance of the government. Referring specifically to public higher education,
the World Bank (2000) asserts that ‘most public universities are highly dependent on central
governments for their financial resources’ (p. 25). Thus, governments, as the ‘the sole
resource providers’, control the ‘niches’ from which public higher education institutions
obtain their essential resources. This suggests that the fate of public higher education is
directly intertwined with government. In terms of RDT, it is evident that, if the flow of

financial resources from the government were no longer stable and assured, the
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organisational performance would be severely compromised. In other words, should there be
economic stagnation in government, the public higher education institutions would be
vulnerable to in financial stability and their ability to perform their operations would be
affected. RDT recognises that, when the resource is both critical and scarce, the organisation
is highly dependent on the supplier of that resource (Bess & Dee, 2008, p. 150). Based on
Bess and Dee, it may be argued that the supplier of the resource (government, donors or any
other source) determines the amount of resources made available to ‘the receivers’, that is,
the public higher education institutions, while also dictating how the ‘the receivers’ will use
the resources. Chapters one and two both discussed how the economic deterioration in
African countries during the period from the 1970s to the early 1990s led to a financial crisis
which, in turn, affected the flow of financial resources from the governments to public higher
education institutions (cf. Federici & Caffentzis, 2004; Bloom et al., 2006, World Bank,
2010). As a result, public higher education institutions failed to meet their objectives at the

required level including expanding access to and equity.

In addition, RDT provides a useful understanding on how dependence on a single source of
funds increases dependence on donors. More specifically, the decline in public funding to
public higher education in Africa exposed the sector to donor influence. The literature
available reveals how international organisations such as the World Bank, the International
Monetary Fund and donor agencies have affected the development of public higher
education, particularly in Africa. As suppliers, these organisations decide where and how
their financial assistance is to be used. A pertinent example is the diversion of funds to
primary education with one source reporting that ‘the World Bank drew the conclusion that
its lending strategy should emphasis primary education, relegating higher education to a
relatively minor place on its development agenda’ (World Bank, 2000, p. 39). This has had a
long-term impact on the development of higher education, with Samoff and Carrol (2004)
reporting that ‘resources were to be redirected from higher education to basic education.
Decay was the result’ (p. 2). It is also worth noting that, in the case of developing countries
such as Tanzania, depending on donor support was also problematic. According to Macedo
and Pinho (2006), ‘the price for attracting resources from donors can put the goals and values
attached to the initial mission of a non-profit organisation at risk’ (p. 536). Faced with
resource constraints, organisations such as public universities are forced to concentrate on
and perform those activities in respect of which funding is easily available even if such

activities do not correspond with the core purpose for which they were established (Bovaird
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& Rubienska, in Macedo & Pinho, 2006, p. 536). Although it is not the intention of this study
to assess the role of donors in the development of public higher education, the study will,

nevertheless, highlight the influence of donor support on the activities of the university.

While RDT describes the consequences of depending on one source of resources, it also
suggests how organisations such as public higher education institutions may exploit their
environments in order to seek alternative sources of fund. In support of RDT, Gornitzka
(1999) argues that ‘changes in resources flow and how they are structured will then bring
about organisational change’ (p. 7). In addition, Singh, Power and Chuong (2011) argue that
organisations ‘make changes to their internal processes to adapt to their organisational
environments, attempt to change their organisational environments, and do both of these if
and when possible’ (p. 50). In line with RDT, public higher education institutions adopted
and implemented a ‘diverse revenue strategies’ as ‘a way of reducing resource dependence
and maintaining organisational autonomy’ (Pfeffer & Salancik, in Macedo & Pinho, 2006, p.
538). As applied in public higher education, diversification implies that ‘the undertaking of
income-generating activities can provide institutions with a more diversified and likely more
stable funding base’ (World Bank, 1994, p. 7). In doing so, public higher education
institutions would be able to generate the financial resources required to enable them to
succeed and/or achieve their mission-related activities, including the expansion of student
enrolment. In short, the survival of organisations, including public higher education
institutions, depends on the way in which they utilise their environments to harness the
available resources. In view of the financial constraints they were facing, public higher
education institutions initiated reforms that reflected the adoption of the market approach.
The following section describes the market approach as a strategy used by public higher

education institutions to respond to the issue of resource dependency.

33 The market approach

In the previous section mention was made of the fact that public higher education in many
countries is funded and controlled by the government. The discussion on the introduction of
the market approach to the provision of higher education draws on and extends the discussion
in chapter one on concept analysis (cf. pp. 11-13). The available literature indicates that, until
the mid-1980s, the state model of providing and funding public higher education was
dominant in several countries, including African countries (Varghese, 2009). However,

midway through the 1990s, government financial support to public higher education
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institutions started to decline significantly as a result of the economic crisis of that time. In
their work, The marketisation of Chinese higher education, Qiping and White (1994) argue
that ‘the old pattern of the state as sole patron of higher education is incapable of taking the
strain of a rapid expansion’ (p. 233). The Chinese situation provides evidence that the
dominant model of government funding was inadequate to meet the evolving demands of
higher education. Indeed, this was the case in many other countries, including African
countries. This inefficiency of the state model was reflected in the decline in university
activities, as well as the decline in student enrolment (Varghese, 2009, p. 8). It may be that
Schiller and Liefner (2007) offered a solution to the problem of the financial austerity facing
public higher education when they argue that ‘a certain level of commercialisation is
necessary to ensure adequate responses to decreased public funding and new demands’ (p.

544). Young (2002) extends this argument by pointing that:

Higher education that exploits the tools of the market is, in part, a response to
perceived government failure to rationally or efficiently determine supply, demand or
the distribution of educational resources (p. 89).

The quotations cited above all indicate that the solution to the inefficiency associated with the
state model in the provision of public higher education is in the hands of the market (Teixeira
& Dill, 2011; Parker, 2011), Thus, the introduction of market competition within and
between universities was intended to create institutions which were not only efficient but also
effective (Naidoo, 2003, p. 250). In addition, Mok (2011) argues that ‘public services,
including education, are believed to be run more efficiently and effectively if more
‘privateness’ is installed into the system’ (p. 28). This implies that the adoption of the market
approach in public higher education was intended to enhance both efficiency and
effectiveness by adopting ‘private sector principles and practices’ (Mok, 2001, p. 126).
Adendorff (2010) also argues that the introduction of the market approach reflects ‘the
influence of neo-liberal economic and business theory on the regulation and operation of
public sector institutions, particularly higher education’ (p. 19), thus implying that ‘the
market would run better education than the state or the public sector alone’ (Mok, 2011, p.
19). Other scholars, including Lynch (2006) and Collins and Roads (2008) express similar
views. In short, public higher education institutions, previously funded by government, were
reconstituted under the market approach to achieve ‘economic goals as well as standards of

efficiency and effectiveness’ (Kezar, 2004, p. 450; see also Teixera & Dill, 2011).
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The introduction of the market approach brought with it an allegiance to both corporatisation
and marketisation as reform strategies in public higher education. Although under
corporatisation the government retains control, the government also provides a favourable
environment for encouraging public higher education institutions to engage in market-
oriented activities (Lee, 2004; Boyle & Throsby, 2012). As discussed in chapter one, in the
provision of public higher education, corporatisation and marketisation fostered the adoption
of practices and strategies similar to those used in the private sector. It is important to note
that the adoption and implementation of the market approach through corporatisation and
marketisation underpinned the need to improve efficiency, effectiveness and accountability in
public higher education institutions. More specifically, the supporters of the market approach
argue that the application of marketisation ostensibly seeks to make higher education
institutions more flexible and more efficient (Furedi, 2011, p. 1). They base their argument on
cost reduction, expanded provision, equity concerns and, more importantly, greater
responsiveness to social and economic needs as possible benefits of the approach (Qiping &
White, 1994). Massy (2004) contends that the imposition of market mechanisms and
disciplines on the design, delivery and management of public services would sustain the drive
towards strategic effectiveness and operational efficiency (p. 8). Susanti (2011) observes that
the introduction of marketisation and privatisation to for-profit education would ensure that
higher education would become more efficient, accountable and less bureaucratic (p. 209).
Conversely, the introduction of marketisation also attracted criticism. Overall, Qiping and
White (1994) provide a useful summary of the potential weaknesses associated with

marketisation:

The creation of an increasingly inegalitarian society; a fragmentation of knowledge;
an increase in transaction costs through the imposition of overly detailed systems of
performance evaluation; a potential decline in the quality of teaching and research;
the overheated pursuit of immediate, short-term interests at the expense of long-term
social and intellectual needs (p. 233).

The adoption of the market approach has been perceived as a paradigm shift that redirected
the focus of public higher education institutions towards what Aina (2010) termed the
‘market-driven university mission’ (p. 31). In illustrating this shift, Parker (2012) observes
that ‘the financial objectives and associated strategies have become the primary drivers of
university structures, overall strategies and behaviours’ (p. 262). In varying degrees, public

higher education institutions in various countries have introduced market-driven strategies in
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their operations. In short, as Lee (2004) argues, public higher education institutions engage in
diverse ‘market-related activities’ (p. 36) in order to compensate for diminished government
resources. It is not difficult to find examples of income-generating strategies in public higher
education institutions. Gumport and Sporn (1999) provide an example of public colleges and
universities seeking out new student markets or new sources for research funding as
strategies for generating revenue (p. 30). Focusing on non-profit organisations, in their study,
“The relationship between resource dependence and market orientation’, Macedo and Pinho
(2006) reported that public organisations obtained their funds from various sources, including
state funding, self-generated revenue resources such as fees and charges, commercial
activities and income from investment as well as private funding (p. 538). A further means by
which public higher education institutions in many countries generate income is through
curriculum reform toward the more market-oriented approach. Public universities responded
by introducing part-time degree programmes (parallel degree programmes) in terms of which
students are charged fees comparable to those charged by private universities (Mutula, 2002,
p. 117). Writing on Kenyan public universities, Nafukho (2004, p. 138) and Wangenge-Ouma
(2008, p. 460) cite the introduction of self-sponsored degree programmes, parallel degree
programmes, evening degree programmes, sandwich programmes and school-based
programmes as strategies for generating additional income. The students who enrolled in
these programmes paid the full cost of the programmes and did not receive any form of
government sponsorship. In the same vein, in his work, ‘Marketizing higher education in
post-Mao China’, Mok (2000) discusses a similar pattern adopted by Chinese higher
education. Parker (2012) went further by arguing that ‘knowledge and intellectual capital has
been transformed from a social and public good into a commercial commodity: an asset with

profound revenue generating capabilities’ (p. 262).

The lesson gleaned from the above discussion suggests that the adoption and implementation
of a market approach reduced the dependency of public higher education institutions on
government subsidies. The reform initiated in terms of the market approach propelled public
higher education institutions to diversify their sources of funds in order both to survive and to
continue to carry out their mandate, including expanding their student intake. The analysis
above, as well as the discussion in chapter one, revealed that the adoption of the market
approach was intended as a response to the economic woes that impinged on the efficiency
and effectiveness of the public higher education sector. In particular, the reform replicated

corporate practices in the public higher education institutions in order to improve the
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efficiency, effectiveness and responsiveness of higher education. In short, the market
approach, which both embraces corporatisation and marketisation, has strategically and
structurally transformed public higher education institutions by ensuring that they become
more efficient and effective in their response to the diverse demands of higher education
while at the same time addressing the national development goals. In order to build a strong
and relevant public higher education | support Kezar (2004), who suggests obtaining a

‘balance between the demands of market forces and the public good’ (p. 453).

34 The conceptual framework

The conceptual framework used in this study integrates the two theoretical perspectives and
also supplements them with the literature review on higher education in order to examine and
explain how the organisation in question responded to changes in its environment. The
proposed conceptual framework comprises five components, namely, national level, global
level, institutional level, reform style and trend, as well as organisational performance
indicators. In developing this conceptual framework, | started with resource dependence
theory, which recognises that ‘organisational environment plays an important role in
influencing the ability of the organisations to survive and prosper’ (Singh et al., 2011, p. 51).
In addition, drawing on the work of Bourgeois, Singh et al. observe that the environment may
be studied at three levels, namely, environment as objects, attributes or perceptions (ibid.). In
this study, | chose to use the first perspective, which views the environment as objects,
because it provides an appropriate interpretation that brings together the interaction between
national—global—institutional environments. The environment-as-objects perspective may be
further subdivided into two categories, namely, ‘task’ and ‘general’ environments. The first
category, ‘the task environment’, is consists of ‘suppliers, customers, and other stakeholders
that the organisation closely interacts with and whose actions can directly affect the
organisation’ (ibid.). In the conceptual framework used in this study, the national and global
contexts fit into this category. The second category “the general environment’ is composed of
multiple task environments that are sources of general social, political, economic,
demographic and technological trends” (ibid.). According to Doty et al. in Singh et al., the
environment as objects perspective proposes that the task environment is located within the
jurisdiction of an organisation’s influence while the general environment is usually ‘remote’
to an organisation while the organisation cannot easily influence this general environment (p.
51).
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The conceptual framework proposes that forces operating within the national, global and
institutional contexts provide an impetus for the transformation of public higher education
institutions. In addition, the conceptual framework acknowledges that the task environment
(which consists of the national and global contexts) influences the internal structure and
dynamics at the institution level. At this juncture, it may be argued that, in order to examine
changes in public higher education institutions, it is crucially important to understand the
dynamics operating at the national, global and institutional levels and their interactions
(Gornitzka, 1999, p. 5). In the first place, there is the national—global relationship. Each or
both (national and global), directly and/or indirectly, simultaneously influence the
performance of public higher education institutions. This suggests a need to address the
challenges emanating from the national and global contexts and from within the institution
itself and which necessitate the reforms. In this respect, | agree with Assié-Lumumba (2006)
who argues that ‘a fundamental rationale for undertaking a reform or a planned innovation is
the assumption or fact that the existing system is unable to achieve previously targeted
objectives or is inadequate to support or advance new objectives’ (p. 94). Based on the above,
higher education institutions should introduce reform measures in order to improve their
operational efficiency and effectiveness (Varghese, 2009, p. 15). The relationship between
the main components of the conceptual framework and the way in which they interact to

inform and shape the reform process are presented diagrammatically in Figure 3.1.

National context

« Socio-economic factors

« Goals and Objectives & Marketisation o Efficiency

« Resources base  Privatisation o Effectiveness

Global context o Organisational culture « Corporatisation « Responsivencss

o Globalisation

« Information technology

& Knowledge based-cconomy
 [nternational organisations

o National policies
@ Demand for higher education
I Institutional context Reform strategies Performance indicators

Figure 3.1: A conceptual framework for analysing the corporatisation of public universities

Source: Developed from literature.

35 The components of the conceptual framework

As discussed earlier, the conceptual framework consists of five quadrants. An understanding

of the components of the framework is important in order to comprehend why and how
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public higher education institutions and universities, in particular, initiate and implement

reform strategies in a manner that enables them to continue to fulfil their mandate.

The national context

The first component of the framework consists of the factors operating at the national level
that impacted on the functioning of higher education and universities, in particular. The
frequently cited factors that collectively influence higher education include social, economic
and political factors and their related policies. This is the case because education, in general,
and higher education, in particular, is inherently vested in specific national objectives. In
other words, the national government is usually responsible for developing the policy
framework that shapes and guides the provision of education (Marginson, 2010, p. 6962). In
this regard, the goals and objectives of education and higher education, in particular, are
usually drawn from the national philosophy and policies of a country as well as in alliance
with global expectations. Thus, as Gornitzka, Kogan and Amaral (2005) observe, ‘national
higher education policies cannot be seen in isolation from other national policies’ (p. 6). This
suggests that any change in national priorities would also affect the provision of education
and, thus, also higher education.

It has been established that the economy and particularly the state fiscal conditions determine
the state’s support for the provision of services, including higher education. It was discussed
in the previous chapters that higher education in virtually every country depends on
government funding with the result that any changes in the fiscal resources will affect the
ability of the country concerned to support higher education. For example, as a result of fiscal
and budgetary constraints, public higher education has failed both to meet the increased
demand for higher education and to improve its quality and relevance in many of the
developing countries, including Tanzania. In addition to the economic state of the country,
the provision of higher education is also affected by social, political and global
circumstances. The educational implication of these forces is that they exert pressure on
public higher education institutions, and public universities in particular, in many parts of the
world to transform their modes of operations. These forces, in turn, act as driving forces that
shape and determine the direction of the educational reforms as well as higher education
policies. For example, liberalisation of economy in Tanzania was followed by the

introduction of cost sharing in the provision of public services including higher education.
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The global context

The convergence of the global forces of globalisation; information technology, knowledge-
based economy and international organisations have, together, influenced national policy
changes and impacted on the operations of higher education systems. In other words, it may
be argued that the global forces have a significant impact on the character and functions of

higher education in many countries of the world. As Varghese (2009) observes:

Globalisation has changed the purpose and orientation of education in many
countries. While universities were associated with and seen as an integral part of the
national development efforts in the past, they are increasingly becoming an integral
part of the production of skills for global market (p. 14).

This, in turn, has as effect on education systems. As Lee (2004) writes:

Education changes in any particular society are not only related to its socio-economic
and political development but are also influenced by global forces and global trends.
As the global forces impinge on national economic, social, political and cultural
context, governments have to respond by initiating education changes to meet these
global imperatives (p. 31).

The above quotations suggest that higher education policies are no longer based solely on or
benchmarked in accordance with national norms and circumstances (Beerkens, 2004, p. 19).
Instead, they are required to cater for national and international demands. Similarly, the
emergence of the global knowledge economy, which is built on knowledge, has impacted on
higher education. It is argued that, since knowledge is the main driver of the knowledge
economy, then ‘the knowledge economy is transforming the demands of the labour market in
economies throughout the world’ (World Bank, 2003, p. xvii, 1). In practice, the knowledge
economy strengthens the demand for high-quality skills. Accordingly, higher education is
viewed as a pivotal or developmental tool to enable the country concerned to enter and
participate in the global knowledge economy through the training of not only an adequate but
also a well-trained labour force (Carnoy, 1999).

However, globalisation and the knowledge-based economy are not the only global forces that
are impacting on higher education. The available literature indicates that international
organisations such as the World Bank and the International Monetary Fund, as well as
donors, exert influence in the shaping and functioning of higher education policies (Teferra,

2008, p. 46). For example, the World Bank and the International Monetary Fund, through the
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strategies for educational reforms that they have promulgated, have had significant influence
on education in general, and specifically on higher education in developing countries (Lynch,
2013, p. 2). Several of the reforms in education and in higher education in particular have
been either initiated or institutionalised by the World Bank and by donors, with the main
focus on quality, relevance and equity, among others. In short, all of the demands discussed
above imply the need for profound reforms if higher education is to reorient towards strong
higher education institutions capable of addressing the global requirements associated with
globalisation and the global knowledge economy on one hand and meeting the economic,

social and political demands of the nation concerned on the other.

The institutional context

The institutional context represents the internal environment of the institutions of higher
education. Higher education institutions are not immune from the forces that cause changes at
the national and globe levels. More specifically, higher education is located at the intersection
of the global and national and, thus, the influences from these levels impact on the operations
of higher education institutions. Thus, it may be argued that the demands from the national
and global levels shape and inform the reforms at the institutional level in terms of mission
and strategies. The internal forces within the institution include budget constraints, the need
to address the increased social demand for higher education, as well as the organisational
culture. For example, as a result of fiscal constraints, public higher education institutions
have adopted the market model as a reform strategy to search for new sources of funds to
replace declining government funding (Deem, 2001, p. 11). Indeed, it is believed that the
shift from the state control model to the market approach will give public universities the
autonomy to manage themselves independently in the areas of finance, academic programmes

and personnel (Yamamoto, 2004).

In addition to the internal factors which explained the quest for change, the reforms were also
motivated by the external pressure exerted by global forces, for example, globalisation and
the concomitant knowledge-based economy and information technology, together with the
influence of international organisations, notably the World Bank and the International
Monetary Fund. The national, global and institutional demands called for responses that
aimed to ‘solve problems of cost, quality, effectiveness, and access’ (Gumport and Sporn,

1999, p. 6). It follows that public universities either institute reforms or develop strategies in
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order to respond to the imperative needs of socioeconomic, political as well as global change.
At this juncture, it may be argued that reforming and/or restructuring public universities
would constitute an appropriate strategy with which to respond to the demands of the ever-
changing socio-economic and political environments, while at the same time maintaining the
global competitiveness of individual nation-states (Mok, 2005, p. 539; Mok, 2007, p. 271).
Thus, higher education institutions are required to revisit their goals and objectives, while the
realisation of these goals and objectives depends on both the availability of financial

resources and the organisational culture.

The reform strategies

This section discusses the strategies used by public higher education institutions to improve
their internal processes and performance. In pursuit of this objective, public higher education
institutions adopted market-driven reform strategies which embraced commercialisation,
corporatisation and privatisation (Mok, 2005, p. 540). The introduction of market reform
strategies in public higher education was, arguably, triggered by the declining public financial
support. Accordingly, several market-oriented strategies have been employed in order to
diversify financial resources. These strategies include charging student tuition fees,
increasing the number of students, working with businesses and industry, and offering
professional courses, consultancy and community services (Mok, 2007, p. 274) while

‘continually seeking cost efficiencies in its own internal operations’ (Parker, 2012, p. 259).

The alignment of public higher education institutions to the marketplace led, in turn, to the
emergence of a new form of institutional management, that is, the entrepreneurial model. The
literature on the entrepreneurial university model indicates that there is a strong movement
towards the emergence of an entrepreneurial university (Etzkowitz, Webster, Gebhardt &
Terra, 2000, p. 314) and its rate and level of intensity vary across universities and countries
(Shattock, 2005, p. 15). The imperative for adopting the entrepreneurial university model is
viewed as a strategy to freed public universities from the constraints imposed by either
restrictive regimes or by the state’s conventions in the running of higher education systems
(Clark, 2001; Shattock, 2005, p. 17). In the context of declining public funding, public
universities have been forced to adopt entrepreneurship (De Zilwa, 2005). The distinctive
feature of entrepreneurial university as indicated in the literature is the creation of new and

diversified sources of revenue through entrepreneurial activities. It is worth noting that the
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reason for engaging in entrepreneurial activities went beyond income generation as
summarised by Etzkowitz et al. (2000): ‘entreprencurial activities are undertaken with the
objective of improving regional or national economic performance as well as the university’s
financial advantages and that of its faculty’ (p. 313). Such entrepreneurial activities include,
among others, commercialisation of research, consultancy, investments, student tuition and
fees and royalties (De Zilwa, 2005). It is also evident that entrepreneurship has promoted
other advantages such as encouragement of innovative academic behaviour, reinforcement of
academic performance by attracting additional resources as well as encouragement of
partnerships with external bodies (Shattock, 2005, p. 17). In a nutshell, entrepreneurial
university denotes ‘the self-steering, self-reliance, progressive university’ which ‘seeks
opportunities beyond means currently available’ (Clark, 2001, p. 23). In describing
entrepreneurial university, Marginson & Considine (2000) viewed it as ‘one dimensional
institution solely dominated by profit seeking, an organisational culture totally reduced to the
business firm’ (p. 4). Underlying this logic is the trend towards marketisation and
privatisation into the running of public services such as education which emphasised on
effectiveness, efficiency and economy in the delivery of public services (Chan & Mok, 2001;
p. 22). Drawing on Watford (1990), Chan and Mok (2001) make the point that the
introduction of privatisation and marketisation was based on the belief that this would make
the public sector more effective and more efficient as well as more accountable to the public
and more responsive to the changing demands of the public. It may, thus, be concluded that
the quest for public universities to become more entrepreneurial has been heightened by their
need to promote their financial sustainability while still fulfilling their traditional mission of
teaching, research and service to the public. Nevertheless, the involvement of public
universities in entrepreneurial activities has been viewed as a threat to the nature and purpose
of public higher education. For example, some critics have raised a fundamental concern with
regards to entrepreneurial university model by arguing that depending on non-state resources
as well as engaging with commerce and industry would displace the traditional role of
universities of acting as critics of the society (Shattock, 2005). The model has also been

criticised for reducing research to consultancy.

Organisational performance indicators

Captured in the left box of Figure 3.1 are organisational performance indicators.

Organisational performance is evaluated on outcomes based on the organisation’s objectives.
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It can be expected that the higher education institution that had transformed as a result of the
adoption of a market approach and had adopted an entrepreneurial model in its management,
would manifest increased efficiency, effectiveness and responsiveness as performance
indicators in its operations (Clark, 1998; Vaira, 2004, p. 490; Mok, 2005, p. 540). The
performance of the university is a function of the interdependence between its organisational
structure and its ‘environment’. Pitti (2000) maintains that performance describes ‘how the
output of the process confirms to requirements, expectations or goals and indicates how well
an individual, a group or organisational process is working’ (p. 156). In this respect, the
performance of the university is measured on the basis of how well the university has utilised

its resources in order to realise its goals and objectives.

Prominent in the evaluation of the performance outcomes/indicators of a transformed
university are the goals of efficiency, effectiveness and responsiveness in its operations
(Parker, 2012, p. 250). Pitti (2000) lists the criteria that may be used to measure institutional
performance including, among others, counts (productivity), costs (efficiency) or client
improvement (effectiveness). RDT uses two perspectives, namely, the external and the
internal, to examine the effects of the environment on organisations (Pfeffer & Salancik,
1978, p. 2). The external perspective relates to organisational effectiveness and focuses on
how the various groups and participants, for example, customers, assess and/or react to the
organisation’s output and activities. According to RDT, effectiveness is viewed as the ability
of an organisation to manage the demands placed on it by a variety of interest groups, both
individuals and other organisations, which provide it with resources and support (Pfeffer &
Salancik, 1978, p. 2; 32). Pfeffer and Salancik argue that the effectiveness of an organisation
implies ‘an external standard of how well an organisation is meeting the demands of the
various groups and organisations that concerned with its activities’ and is expressed as its
‘ability to create acceptable outcomes and actions’ (p. 11). In short, organisational
effectiveness is an external standard which is used by those outside the organisation to judge
the quality of outputs or activities of the organisation through established and appropriate
goals, based on the environment and demands (Pfeffer & Salancik, 1978, p. 11; Cameron &
Whetten, cited in Gumport & Sporn, 1999, p. 12). In this study, the operating performance
measures used to measure organisational effectiveness focused on how outcome goals have
met and contribute to the societal and economic needs of the country in terms of the
relevance of the curricular, acceptability of the graduates in employment, consultancy and

research output.
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On the other hand, the internal perspective focuses on organisational efficiency and is
expressed mainly in terms of the amount of resources utilised by the organisation to produce
its outputs or carry out its activities (Singh et al., 2011, p. 51). Singh et al. (2011) further
argue that organisational efficiency is an internal measure or standard of goal achievement
and is expressed as the ratio of resources utilised to the output produced (ibid.). In this study
the efficiency of the organisation will be examined in terms of capacity utilisation, student
intake with respect to size and equity, staff/student ratios as well as research and consultancy
outputs. While efficiency and effectiveness criteria provide a means of evaluating
organisational performance, they also provide a basis for effecting improvements. In this
case, it is important to reinforce the basic structures within the institution that drive the levels
of performance over time. In short, | will use the conceptual framework to examine and
analyse whether transformation through corporatisation at the University of Dar es Salaam

has addressed the transformation goals of increased access and equity.

3.6 Conclusion

In this chapter an attempt was made to develop a conceptual framework that descriptively
analyses how public higher education institutions and universities, in particular, respond to
the changes in their environments. | used two theoretical perspectives, namely, resource
dependence theory and the market approach, together with relevant literature on higher
education, to develop the conceptual framework. In addition, | attempted to illustrate
contextual factors that trigger the need for the transformation of public universities. | also
described the strategies used by universities to address the challenges confronting higher
education institutions in Africa, and Tanzania in particular. Finally, the conceptual
framework describes the performance indicators which may be used to judge either the
success or failure of reform at the institutional level. In short, it is argued that a transformed
higher education within the context of market approach will lead to a higher education system

that is more efficient, more effective and more responsive in its operations or practices.
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CHAPTER FOUR

Research design and methodology

4.1 Introduction

In the previous chapter | presented the conceptual framework that informed and guided this
study. This chapter describes the methodological procedures that were considered necessary
for collecting data pertinent to the research questions described in chapter one. The chapter
begins by describing the research design used. The sample and sampling techniques used to
guide the selection of a research site and the participants are discussed in detail. 1 also explain
the data collection methods and the techniques | used to ensure the trustworthiness of the
findings. The chapter also focuses on the way the data were analysed, the ethical
considerations for this study, as well as the procedures used to gain access to the research site
and the participants. In the final section of this chapter | highlight the challenges I

encountered during this study.

4.2 The purpose of the study restated

As described in chapter one, the major purpose of this study was to examine and analyse how
the adoption and implementation of corporatisation addressed the challenges of equity and
access at the University of Dar es Salaam. The study was based on the assumption that
widening access to and equity in education, and higher education in particular, is a
prerequisite in the process of national development and also to increasing the ability of a
country to compete in the global knowledge economy.

The main research question restated

How did corporatisation increase access and equity at the University of Dar es Salaam in

Tanzania?

Sub-research questions restated

o What was the nature and character of the transformation at the University of Dar es
Salaam?
o How did corporatisation address the imperatives of access and equity at the University

of Dar es Salaam?
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o How did corporatisation at the University of Dar es Salaam address national

development priorities?

4.3 Research design and its justification

In this study, | employed a qualitative case study design. | chose a case study design because
it allowed me to answer the questions of why, what and how (Meredith, cited in Voss,
Tsikriktsis & Frohlich, 2002, p. 197) the corporatisation of the University of Dar es Salaam
(UDSM) facilitated access and equity. The use of a case study was informed by the fact that
the corporatisation of public higher education is a recent phenomenon in the African context
and one which has not been adequately explored and documented. As Punch (2009, p. 123)
argues, a case study is suitable in a situation in which our knowledge about a particular
phenomenon is shallow, fragmented, incomplete or non-existent. Another advantage of using
a case study design is that it allows for an in-depth understanding of a particular phenomenon
in its natural setting. I considered that a study of ‘one case’, namely, the University of Dar es
Salaam, would help to systematically examine and analyse the nature and character of the
corporatisation of the university. In particular, the study employed a descriptive case study
(Vos, Strydom & Delport, 2011, p. 321), also called the intrinsic case study (Punch, 2009, p.
119). By providing a descriptive narrative of the UDSM’s experience with transformation, it

would enable one to theorise transformation in Tanzania’s oldest higher education institution.

4.4 Sample and sampling techniques

In this section, | discussed sample and sampling techniques | used to select the research site
and the participants. The selection and application of relevant selection procedures was

deemed important as they determine the quality and depth of the information collected.

441 Thesample

The selection of the sample involved two stages, namely, the selection of the research site

and the selection of the participants.

Research site

| purposively selected the UDSM as it exemplifies a public university where transformation
using the market approach has been in process since 1994. | considered this university as a

typical case because it offers a range of experiences and changing policy contexts with
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respect to corporatisation as compared to other public higher education institutions in
Tanzania. In addition, the UDSM is the oldest, publicly funded university in Tanzania. |
believed that, through its long period of existence, the university has undergone significant
institutional reforms, some of which have focused on access to and equity in education. Of all
public higher education institutions in Tanzania, the UDSM was the first to adopt and
implement corporate strategies through a systematic programme of self-evaluation and
reform, known as the University of Dar es Salaam’s Institutional Transformation Programme
in 1994 (UDSM, 2004a, pp. 1-2; UDSM, 2009b, p. viii). Thus, epistemologically, the UDSM
represented an ideal institution where corporatisation as a reform strategy could be studied in
depth. Its history in terms of pioneering transformation enabled me to evaluate the
implementation of corporate strategies with respect to addressing access and equity concerns
as reflected in the reform programme and as depicted in its policies and planning documents.

Participants

The participants were selected from among the staff and students leaders at the UDSM. It was
not possible, however, to involve all the staff members and, thus, I selected a sample of staff
to be included in the present study. Maxfield and Babbie (2009) suggest two reasons why
sampling is deemed important in any study. Firstly, it is often not possible to collect
information from all the persons or other units the researcher wishes to study and, secondly, it
is often not necessary to collect data from all these persons or other units (p. 141). Based on
the above, I selected a sample consisting of 30 participants — 21 men and nine women. The
inclusion of nine women (33.3%) in this study was a fair representation of the female staff
who account for 32% (951) of the total number of the university staff (2999) (UDSM, 2011a,
p. 23). 1 used the following sampling criteria in terms of which to select the participants: sex,
administrative position, experience and academic discipline. The profile of participants
interviewed is presented in appendix L. | considered that selecting such a diverse group of
informed participants would provide rich, relevant and reliable information and, thus, ensure

a greater depth of understanding of the research problem.

4.4.2  The sampling techniques

The purpose of the study was to obtain a deeper understanding of the way in which the
implementation of corporate strategies had addressed the imperative of access and equity at

the UDSM. As mentioned in the previous section, not all the university staff participated in
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the study. It was on this basis that | decided on stratified purposive and snowball sampling
techniques in order to select the participants who were deemed to be knowledgeable about the
research problem. According to Vos et al. (2011), the overall purpose of using a relevant
sampling technique in qualitative research is to collect the richest data possible (p. 391). As
Patton (1990) notes, the use of the purposive sampling technique to select participants is
because ‘the logic and power of purposeful sampling lies in selecting information-rich cases
for study in depth’ (p. 169). He adds that information-rich cases are those from which one
may learn a great deal about issues which are of central importance to the purpose of the
research study. Thus, | used the experience of those individuals who were either part of the
organisation or who had carried out the transformation process (Seidman, 2006, p. 10) to
yield the most relevant and rich data which was required to answer the research questions
(Yin, 2011, p. 88). In short, | selected staff members who had been working at the university
for a lengthy period of time because they would probably have been present at the inception
of the transformation process. | therefore agree with Marshall and Rossman (2011), who
observed that individuals with a long working history generally have a broader view of an
organisation’s policies, histories and plans (p. 155). I also used the same procedure to select
trade union leaders who represent university employees in various fora. With respect to the
student participants, | selected student leaders based on their involvement in student life. In
addition to the purposeful sampling technique, | also employed a snowball sampling
technique to enable me to access knowledgeable individuals who would be important to the
study but of whom | was not aware. After each interview session, | requested the participant
concerned to suggest other possible participants who could be approached for interviews and
who, in his/her opinion, may have been able to offer information useful to the study. Further
to this, I also used snowball sampling as a ‘networking technique’ which, in turn, facilitated
access to and helped to ensure the cooperation of the interviewees (Scheyvens, Scheyvens &
Murray, 2003, p. 185).

4.5 Data collection methods

The selection of data collection methods is directly related to the nature of the research
problem under investigation and how the methods selected would suit the research questions
of the study. I am in agreement with Seidman (2006) that the selection of a method of data
collection depends, amongst other things, on the purpose of the study, the questions being

asked, the resources available and the skill of the researcher (p. 11). | was also aware that
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using one method of data collection only to answer a policy question would inevitably
yielded biased and limited results. Yin (2003) posits that a notable hallmark of a case study is
the use of various, different sources of evidence (p. 85). Accordingly, | used two methods of
data collection, namely, the interview and a document review. The use of the two methods
was anchored on the premise that any weaknesses inherent in one method would be
compensated for by the strengths in the other (Desimone, 2009, p. 166). In essence, | used
more than one data source in order to establish the convergence of different perspectives from
the diverse group of the participants as well as the diverse documents used. In qualitative
research such as this, the reality is arrived at a point when ideas, views or opinions
convergence. The use of more than one method of data collection implies ‘triangulation’ in a
study (Yin, 2009, p. 115) and this, in turn, emphasises that the phenomenon may be viewed
and explored from multiple perspectives. In short, the use of more than one source of data

enhanced both the credibility and the validity of this study.

45.1 Interviews

| used an in-depth, face-to-face, semi-structured interview. Such interviews are regarded both
as essential and as one of the most recommended sources of collecting information in a case
study (Hancock & Algozzine, 2006, pp. 40—41). I used the interview because of its power in
accessing people’s perceptions, meanings, definitions of situations and reality (Punch, 2009,
p. 144). In this study, | was also interested to obtaining participants’ narratives about their
views and experiences regarding the application of corporatisation as an institutional reform
strategy. Informed by the social constructivist approach discussed in chapter one, | viewed
the qualitative interview as ‘a construction site of knowledge’ (Kvale & Brinkmann, 2009, p.
2) because the participants were potential sources of information for answering the research
questions. Specifically, | employed a semi-structured interview as the information digging
tool. | decided to use the semi-structured interview (a set of predetermined, open-ended
questions) for four reasons: Firstly, | was interested in obtaining similar information from all
the participants with respect to the implementation of corporate strategies at the university.
Secondly, the semi-structured interview allows considerable flexibility in the scope and depth
of the information sought. Thirdly, semi-structured interviews would provide additional
information that would help me to verify the information | obtained from the documents

reviewed. Fourthly, semi-structured interviews would help me to compare the participants’
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responses and to understand their unique experiences of the implementation of corporate

strategies over time.

The initial plan was to include the three current three top executive university management
officials. However, this was not possible mainly because they were so involved in their duties
in and out of their offices. For example, | made about five attempts to set up an appointment
to interview one of the top executive management officers. Unfortunately, | did not manage
to get an opportunity to interview him. Indeed, | was keenly interested in interviewing him
because he had participated in several internal institutional evaluation teams. On the other
hand, | did manage to interview three senior academics who had been members of the top
executive management at the outset of the transformation process. These included the chief
academic officer (CACO), the chief administrative officer (CADQO) and the Programme
Managing Unit (PMU) officer who is currently the vice-chancellor of the Open University of
Tanzania. Unfortunately, | did not manage to conduct a face-to-face interview with the
former vice-chancellor, Mathew Luhanga. He, however, did inform me in telephone
conversation that I can still obtain his inputs and referred me to his publications and, more
specifically, his recent book titled The courage for change: Re-engineering the University of
Dar es Salaam published in 2009. In this work he narrates his experience at the university as
a vice-chancellor. Although | was not able to gain additional information from him through
probing questions, | often cited some of his ideas to complement the views captured from the
other participants. In the history of the university the four top management executive officers
mentioned above are considered to have been the architects of the institutional transformation
programme. However, | interviewed the directors, deputy directors, the acting campus
college principal, the deans, a head of department and senior academics, as well as junior
academics, senior administrative staff, trade union leaders, academic assembly leaders and

student leaders. Table 4.1 (p. 86) presents the participants in terms of status and gender.

Before | engaged in the actual data collection, | requested one of the senior members in my
academic unit to help me to identify possible participants for this study. I was able to draw up
a tentative list of potential participants and their respective academic units. | approached as
many participants as | could in their offices and briefed them about the purpose and
procedures of the study. Eventually, | requested their participation. According to Seidman

(2006, p. 48), a contact visit serves three purposes. Firstly, it enables an interviewer to
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become familiar with the setting in which potential participants work before the actual

interview.

Table 4.1:  Research participants by status and gender

S Gender I
tatus Male Female Tota
Top executive management officers* 2 1 3
Directors 3 3 6
Deputy directors 2 0 2
Acting principal 1 0 1
Dean 1 1 2
Department head 1 0 1
Senior academics 3 3 6
Junior academics 2 0 2
Senior administrative staff 1 0 1
Trade union leaders 2 0 2
Academic assembly leaders 2 0 2
Student leaders 1 1 2

Grand total 21 9

w
o

*Indicates top executive management officers at the onset of the transformation programme.

Secondly, it helped to determine whether potential participants are interested in participating
or not and, thirdly, it initiates the process of informed consent. | consequently managed to set
up appointments and fix interview dates and times with the participants. Furthermore, |
requested the participants to allow me to use their offices to conduct the interviews and they
agreed. Before commencing with the interview session, | provided the participant with an
informed consent form which explained the purpose of the study as well as the research
procedures to assist him/her in making the decision on whether or not to participate. Each
participant individually read the consent form and signed it. During the interview session, |
used an interview protocol which contained instructions and guiding questions with spaces

between each to enable me to take notes of the interviewee’s responses (Creswell, 2012, p.
225).

The interview questions solicited information pertaining to the five domains of inquiry,
namely, administrative-related issues, academic-related issues, student admission and welfare
issues as well as institutional sources of income. Personal interviews of approximately 30 to
90 minutes in length were conducted with the participants. It should be noted that the
duration of the interview was determined by the knowledge base of the participant with
respect to the questions asked. Towards the end of each interview, | asked the participant to
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reflect on the interview session and to provide a summary of it. In order to obtain divergent
views, | prepared five sets of interview guiding schedules based on the position of the

participant(s) at the institution.

o Interview guide for university executive management (Appendix G)
o Interview guide for senior academics (Appendix H)
o Interview guide for academic association leaders (Appendix I)

o Interview guide for trade union leaders (Appendix J)

o Interview guide for student leaders (Appendix K)

Apart from the questions indicated in the interview guides, | also asked probing questions on
key responses from the participants. The aim was to obtain implicit information and thus
improve the completeness and accuracy of the information. In addition to noting down the
responses of the participants, I also requested the participants’ permission to tape record the
conversations for later review and analysis in order to help me to cross-check the accuracy of
information collected during the interview sessions. One participant requested that the
interview not be tape recorded. After each interview session, | thanked the participant as a
‘potential source of information’ for sharing his/her time and knowledge with me. In
addition, | requested each participant for permission to integrate some of his/her responses

into the findings of the study. All the interviews were conducted in English.

45.2 Document review

Documents provide another rich source of data with which to corroborate and augment the
evidence | obtained from the interviews. In this way, an analysis of institutional and national
documents was done to enrich and strengthen the trustworthiness of the data. In view of the
nature of the inquiry, | used documents as a valuable source of information because they
provided detailed insights into the functions of the university. According to, Hatch (2002),
documents may be powerful indicators of the value systems operating within an institution (p.
117). This implies that documents form a written record of the official activities of an
institution. 1 was however fully aware of the drawbacks of using documents alone as a source
of data because, in certain circumstances, they may offer a distorted view of events and social
contexts. Thus, in order to overcome this weakness, | consulted diverse types of documents

that contained considerable information about institutional values and practices with respect
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to the key research questions of the study. Most of the documents | used were obtained from
the transformation office and from specific units or sections, for example, the Quality
Assurance Bureau, the Directorate of Planning and Finance, the Directorate of Undergraduate
Studies, the Gender Centre and the College of Engineering and Technology. The primary
documents | selected and accessed for the purposes of the study included all documents that
had been formally authored or edited by the institution, inter alia, strategic plans, policies,
annual reports, evaluation and monitoring reports and prospectuses. Others included tracer
studies, academic audit reports, Chancellor Visitation Reports, facts and figures and
admission records. | also accessed the national education policy documents, as well as the
National Development Policy itself. Table 4.2 (p. 89) presents a summary of the documents

accessed and reviewed.

As indicated in Table 4.2, | extracted an array of institutional information including, among
others, the university mission, vision and values, expansion trends with respect to enrolment,
resources and finance as well as challenges faced. The analysis of the documents served the
following functions. First, the documents provided background information with respect to
the transformation process such as, for example, Luhanga et al. (2003): ‘The national
economic crisis, which reached disastrous proportions in the early 1980s, had serious
repercussions on the functioning of the University’ (p. 48). The document adds
‘consequently, life at the University became characterised by decaying infrastructure, staff
attrition, reduced student enrolment and scarcity of books and other teaching materials’ (p.
49). Secondly, the documents (especially the evaluation and monitoring reports) provided
information about the achievements of the university with respect to the original objectives
and expectations. Thirdly, the review of consultative meeting reports and tracer studies, for
example, provided a first-hand account of the stakeholders’ views on the performance of the
university with respect to the envisaged transformation goals. Fourthly, the document
analysis helped me to frame the interview sessions and to formulate questions directed
specifically at the transformation process. In short, the documents provided detailed
information about strategies and agendas pertaining to the way in which the institution
envisaged itself because they revealed the goals, visions, values, and directions that

characterised the university.
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Table 4.2:  Documents reviewed by year of publication, source and type of data extracted
Year Source Type of data extracted
A: Institutional documents
1982 Calendars for academic years 1982/83—1984/85 Courses, University Act of 1970
1999 Report on: The Proposed Organisational Structure  Administration related issues
of the University of Dar es Salaam, Version No.5.
2005 Report on the 2004 UDSM Academic Audit Evaluation of academic activities
2007 Quality assurance policy Quality performance on
institutional core activities
2007 The University of Dar Es Salaam Charter, 2007. Administrative and legal
procedures
Various Proceedings of the Annual Consultative Workshop  Review of institutional
on the UDSM Transformation Programme performance as regards strategic
plans: strengths and weaknesses
Various Facts and figures Statistics: enrolment, graduation
rates, staff profile, finance, etc.
Various  Strategic plans Mission, vision, goals and
objectives
Various  Prospectuses Various courses
2008 UDSM Research Policy and Operational Research performance indicators:
Procedures quality, relevance, efficiency,
effectiveness etc.
2011 Report of the Chancellor’s Visitation Panel Institutional performance
indicators
B: National documents
1995 Education and Training Policy Policy directives
1996 The Technical Education and Training Policy in Policy directives
Tanzania Dar es Salaam
1998a The Constitution of the United Republic of Legal aspects
Tanzania of 1977
1999 National Higher Education Policy Policy directives
1999 The Tanzania Development Vision 2025 Development aspiration goals
and strategies
2004 Education Sector Development Programme: Sector development objectives
Secondary Education Development Plan (SEDP) and projections
2004-2009
2005 Facts about Basic Education in Tanzania Statistics: enrolment, finance etc.
2005 The Universities Act No. 7 of 2005 Administrative and legal issues
2010 Basic Education Statistics in Tanzania (BEST), Statistics on enrolment,
20062010, Dar es Salaam progression etc.
2010 Higher Education Development Programme, Goals, enrolment and finance
20102015 projection, etc.
C: Others
2003 Higher Education Reforms in Africa: The Institutional data
University of Dar es Salaam Experience (Luhanga
et al., 2003).
2008 In Searching of Relevance: A History of the Institutional data
University of Dar es Salaam [Kimambo, Mapunda
& Lawi (eds). (2008)].
2009 The Courage for Change: Re-Engineering the Institutional data

University of Dar es Salaam (Luhanga, 2009).

Source: Various institutional, national and individual documents
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4.6 Validity and reliability of the study

In this subsection | present the procedures and strategies used in the study to ensure the
quality and trustworthiness of the research findings. The available literature indicated that the
issue of validity and reliability in qualitative studies is contentious. For example, Miles and
Huberman (1994) noted that qualitative findings are often in doubt, while Creswell and
Miller (2000) add that ‘writing about validity in qualitative inquiry is challenging in many
levels’ (p. 124). However, Yin (2011) indicates that ‘a valid study is one that has properly
collected and interpreted its data, so that the conclusions accurately reflect and represent the
real world (or laboratory) that was studied’ (p. 78). In line with this, Creswell and Miller
(2000), citing Schwandt (1997), define validity as the accuracy with which the account
represents the participants’ realities of the social phenomenon and how credible the account
is to them (p. 125). The epistemological approach adopted in this study is located within the
social constructivist paradigm. According to this tradition, the truth is relative and depends on
one’s perspective. It is further built upon the premise of the social construction of reality
(Maree, 2011). In the following subsection, the various strategies that | used to enhance the

overall study quality and the trustworthiness of the findings are described.

4.6.1 Instrument validity

As indicated earlier, | used semi-structured interviews in order to collect information from the
participants. In the first stage of the study I drafted the interview questions and sent them to
my supervisors to establish whether they would, indeed, be able to capture the information
required. They studied them, offered some critical suggestions and comments and returned
them to me. | then used the suggestions and comments to update the original questions and,
eventually, after the third set of recommendations, the interviews questions were finalised.
The validity of the entire research process, including the validity of the research instrument,
was further enhanced by the Faculty of Education Research Ethics Committee at the
University Pretoria. After reviewing the ethics application document, the committee issued a
certificate as proof that the proposed research met the established research ethical standards.
In addition, | conducted two pilot interviews before engaging in the actual data collection. |
transcribed the recordings of the interviews and sent them to one of my supervisors. The aim
of the pilot study was to assess the adequacy of the research instrument and to ascertain
whether it would capture as comprehensively as possible the full range of the information
needed for the study (Sapsford & Jupp, 2006, p. 103).
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4.6.2  Prolonged engagement

Prolonged engagement refers to conducting a study for a sufficient period of time to obtain an
adequate representation of the ‘voice’ under study (Onwuegbuzie & Leech, 2007 p. 239).
Accordingly, the data collection period lasted for a period of six months. The fact that |
stayed at the research site for such a long period of time had the following advantages.
Firstly, it helped me to negotiate access to the participants as well as to establish a rapport
with them so that they felt sufficiently comfortable to disclose information. Secondly, it
helped me to verify the evidence | had collected by checking it and comparing it with other

sources. Through this process, | was able to determine the saturation level of the data.

4.6.3  Member checking

In this study, I used the participants’ ‘respondent validation’ as a lens with which to establish
the validity and credibility of their own accounts. According to Jones, Torres and Arminio
(2006), ‘the member checking technique provides participants with the opportunity to react to
the findings and interpretations that emerged as a result of his/her participation’ (p. 99).
Accordingly, after transcribing the interview data, | selected the five best transcriptions in
terms of the richness of information they contained and sent them back to the participants to
authenticate the findings. | then selected at least one transcription from each category of
participants. | requested the participants to comment on whether, with respect to their
experiences and perceptions of the corporatisation process at the university, the overall
accounts were realistic and accurate. This was in line with the suggestion of Creswell and
Miller (2000) that taking the data and the interpretations back to the participants in a study
helps to confirm the credibility of both the information and the narrative account (p. 127). In
addition, this technique conforms to the constructivist approach used in this study and
according to which reality is socially constructed. It also helped to check the accuracy of
participants’ realities as represented in the final draft (ibid., p. 125). However, two
participants only responded and acknowledged that the transcriptions were, indeed, a true
reflection of the interview sessions. | also had the opportunity during the university break to
meet with four participants to discuss the transcription of their interviews. | later used their

comments as inputs both to verify the data and to enrich its quality.
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4.6.4  Triangulation technique

| used the triangulation technique to confirm the validity and/or credibility of the findings of
the study. Triangulation is a technique which involves the use of two or more methods of data
collection in a study (Cohen, Manion & Morrison, 2007, p. 141). The underlying principle of
triangulation is best captured by Scott (2007):

The assumption that particular events are being investigated and that, if they can be
investigated in a number of different ways and those different ways concur, then the
researcher may then believe that their account is truer account of those events (p. 11).

In this study, | adopted both methodological and respondent triangulation. For the
methodological triangulation, | used two methods of data collection, namely, interviews and
document analysis. On the other hand, with respect to respondent triangulation, | drew a
sample which was representative of the diversity of the participants. | then asked these
participants the same questions in order to acquire valid, reliable and diverse construction of
realities from the participants. Examples of the questions | posed to all participants are the

following:

o Comment on how inclusive and consultative the process of corporate planning has been
at this institution.

o In your opinion, what are the shortcomings of the corporate strategic planning as
applied in the administration of this university?

o In your assessment of your experience with corporate planning and the culture of
transformation at the university, would you say that the university’s attempt has been
useful and that it worth continuing with it? What would you say are the main reasons

for its success/failure?

The use of triangulation (interviews, documents and diverse participants) enabled me to
cross-check the authenticity of the data, thus ensuring a more accurate and credible report.
According to Newman and Benz (1998), the use of more than one source of data to examine a
particular phenomenon enables the researcher to acquire adequate information about the
phenomenon. This, in turn, leads to thicker and richer data which then serves as the litmus
test for validity and reliability (Jack, in Onwuegbuzie & Leech, 2007, p. 240). In short, it was
especially beneficial to combine more than one source of information in order to assess the

reform process at the university from a triangulated perspective.
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4.7 Data analysis

In this section, | present the procedures used to analyse the data. The study relied on two
main sources of data collection, namely, interviews and a document review. The process of
data analysis is aimed at interpreting research results in order to answer the research
questions. According to Hatch (2002), data analysis is an important step in finding the
solution to the problem under study (p. 148). In this study, | combined the data analysis with
the data collection in order to generate an emerging understanding and/or confirm the
answerability of the research questions (Hatch, 2002, p. 150; Marshall & Rossman, 2011, p.
208). The two processes were carried out concurrently for two major reasons. Firstly, it
helped me to frame the questions to be asked in the following interview and, secondly, it
enabled me to determine the information saturation point. During the interviews, | recorded
all conversations and later transcribed them myself. In particular, I focused on capturing
verbatim the words of the participants (Yin, 2011, p. 158). The use of the exact words and
phrases helped me to gain insights into the meaning of the participants’ thoughts or views.
However, language editing of the texts was also carried out when particular phrases were
used as quotations to substantiate a claim made by a participant. The aim of this language
editing was to minimise grammatical errors as well as ensuring the logical flow of the ideas.
The analysis of the data was informed by the framework of Miles and Huberman (1994).
Miles and Huberman (1994, pp. 10—12) suggest a systematic approach to data analysis that
involves three interlinked processes, namely, data reduction, data display, and conclusion
drawing and verification. Accordingly, in the first stage the mass of qualitative data was
reduced and organised based on the theme which emerged. In this regard, | used qualitative
computer program software, Atlas.ti Version 4.1, to aid with the qualitative categorical
analysis. After transcribing the interviews, | uploaded the transcripts into the programme to
facilitate the development of thematic codes by considering both the initial literature review
and the interview questions. The coding process sets the initial description towards data
analysis. | continued modifying and refining the themes as the coding process proceeded.
During the actual coding process all the related codes which fell under similar themes or
coding families were grouped together. In other words, | reflected on the transcriptions and
grouped together concepts which were derived from the data and which illustrated similar
features (Bowen, 2005, p. 218).
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With all the codes grouped under each theme, | was able to filter out those parts of the text |
wished to include in the data analysis and which appeared to be relevant to the research
questions (Auerbach & Silverstein, 2003, p. 42). In this way | produced a refined document
which included the outputs containing all the coding themes and also the quotations that had
helped to establish patterns and discover relationships. When writing the report, I combined
selected quotations from the participants and extracts and numerical data which had been
extracted from the documents. This stage corresponds with the second component of Miles
and Huberman’s framework, namely, the ‘data display’. I used tables to present the statistical
data and quotations as evidence to support the arguments used in the study and to develop the
conclusions reached (Gratton & Jones, 2010, pp. 239-240).

4.8 Ethical considerations

There is little doubt that every research study that involves data gathering or contact with
either a human or an animal population involves ethical considerations. As the researcher, in
this study | did considered and adhered to all the ethical issues that guide the conduct of a
research study and protect the rights of the participants who have volunteered to participate in
the study. This implies that protecting the participants in any research study is imperative. In
this study, the ethical considerations began with the choice of the research topic (Robson,
2002, p. 67) and continued both during and after the research process (Jones et al., 2006, p.
170; Punch, 2009, p. 50). At the very beginning, the proposal passed through different levels
or stages at the University of Pretoria. Firstly, |1 defended my research proposal at the
departmental level and, secondly, | applied for ethical clearance from the Faculty of
Education Ethics Committee. Thereafter, an official certificate granting me permission to
conduct the research study was issued (see Appendix R). Before embarking on the data
collection, | considered gaining access to the research site as a vital step not only because it
would have a significant effect on the nature and quality of the data but also on the
trustworthiness of the findings. Accordingly, | wrote a letter to the UDSM administration to
request official permission to undertake the research study at the university (see Appendix
A). In this letter, | categorically indicated the purpose of the study, the nature and size of the
sample, the way in which the data would be handled as well as the practical application of the
research findings (Cohen et al., 2007, p. 56). In addition, | recognised that it was important to
locate the study within a legal framework (see Appendix B). Accordingly, | wrote a letter to

the Legal Aid Committee (under the University of Dar es Salaam School of Law), indicating
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that the study would not contravene the laws of the Government of Tanzania. | subsequently
received letters of approval from both authorities granting me permission to conduct the
study (see Appendices C—E). The discussion below will focus on the ethical practices I

complied with when conducting the study.

48.1 Informed consent

The issue of informed consent involves providing as much relevant detailed information as
possible to enable the participants to choose whether or not to participate in an investigation
(Cohen et al., 2007, p. 52). Accordingly, before each interview, | provided the participant
with an informed consent form in which | formally requested the participant to participate in
the study. The informed consent form (Appendix F) indicated the formal procedures such as
the overall purpose of the investigation, possible advantages and disadvantages of
participation in the study, as well as how the data would be handled (Kvale, 1996, p. 112;
Denzin & Lincoln, 2005, p. 144; Seidman, 2006, p. 69; Vos et al., 2011, p. 117). In addition,
| allowed enough time for each participant to read the informed consent form and to sign it. |
made it clear to the participants that, even if they filled in and signed the consent forms, they
would still have the right to withdraw from the study at any time should they so wish. In
other words, the participants had the right to withdrew from the study themselves or to
withdraw their interview materials any time. All the participants agreed to participate

voluntarily in the study.

4.8.2  Confidentiality and anonymity

Central to the ethical principles of confidentiality and anonymity is the need to protect the
participant’s right to privacy. Accordingly, I promised that no information would be disclosed
without the consent of the participants. This implies that the information that a participant has
knowingly provided in the research study will not be reported or disclosed to unauthorised
parties without his or her consent (Kvale, 1996, p. 114, Jones et al., 2006, p. 155). It further
suggests that, when the information collected from the participants is shared, the researcher

should ensure that no identifiable information is disclosed (Jones et al., 2006, p. 155).

In addition, Jones et al. argue that the analysis and interpretation of the data, as well as the
dissemination of the research findings, carry with them a significant ethical responsibility
(ibid., p. 171). Therefore, | did not disclose any information that | thought could impact
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negatively on either the professional or the personal lives of the participants or both. Indeed, |
used the following techniques to ensure the confidentiality and anonymity of the participants.
Firstly, I used pseudonyms instead of the participants’ names. This lends support to Pryor’s
contention that ‘the more the respondent is protected from identification, then the greater will
be the respondent’s propensity to telling the truth’ (Pryor, 2004, p. 31). I did, however,
request a few of the participants who had played a key role in the reform programme to allow
me to reveal their real names when reporting the findings of the study (see Appendices M-O).
The decision to use their real names was based on the following. Firstly, after scrutinising the
information collected, it was realised that the information did not distort neither the
participants’ reputations nor the image of the institution. Secondly, the narration involved a
true story of an institution that has undergone reform. Thus, the use of real names would add
value to the story. However, two participants only, namely, Tolly and Kitila, allowed me to
use their names (see Appendix P & Q). The second technique used to ensure confidentiality
and anonymity involved accurately processing and reporting the information to minimise the
possibility of the information being linked to a particular participant. Finally, | protected the
confidentiality of sources by ensuring that the transcriptions and the recorded information
were only accessible to me and my supervisors and that they were kept in a safe place
(Seidman, 2006, p. 68).

4.9 Gaining access to the research site and the challenges involved in researching
one’s own organisation

While sampling strategies and the criteria for creating a sample are crucial, they do not
guarantee access to the participants. Thus, gaining access to both the research site and the
participants is a prerequisite to a successful study. Gaining access to a research site depends
on the ability of forming relationships with people within the organisation (Walford, 2001, p.
34). Given (2008, entry A) defines access as ‘the appropriate ethical and academic practices
used to gain entry to a given community for the purposes of conducting formal research’ (p.
2). Accordingly, I used the following methods to gain access to the research site. Firstly, 1
used the organisational authority to gain access. Indeed, as mentioned in the section on
ethical considerations, | had research clearance from the University of Dar es Salaam
allowing me to conduct this study. This offered access to the institution and its staff.
Secondly, I used the key informant technique as a means of accessing the participants. This
technique involves the use of people within the research site who possess inside information
about the institution (ibid.). As already mentioned, | used one of the long serving academic
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staff members as an entry point to access the participants. As a person with ‘insider
knowledge’ (Jones et al., 2006, p. 74), this staff member helped with the identification of

potential participants who met the sampling criteria for the study.

In addition, access to the research site was enhanced by my existing relationship with the
university as an ‘insider’, as I used my own institution as a research site for the study. As an
insider, | had an initial understanding of the institutional setting because | obtained my
bachelor’s and master’s degree at the University of Dar es Salaam. Furthermore, in
November 2006, | was employed by the university as an academic member of staff. As an
insider, 1 had the following advantages. Firstly, I was able to collect detailed data which
improved the trustworthiness of data. For example, some of the participants interviewed were
more comfortable about participating and providing authentic information because of my
insider status. Secondly, data collection was less time consuming because | was able to access
records and other documents relatively easily. Thirdly and also because of the fact that | was
involved in the activities of the institution, being an insider provided flexibility with respect
to interview times (Mercer, 2007). Finally, as an insider, I gained a new understanding of the
institutional issues associated with corporatisation which I had not been aware of previously,
such as conflicts over resources utilisation. From a methodological standpoint, being an
insider was not an issue because my focus was on obtaining a great deal of information in

order to answer the research questions.

However, in certain ways, | was like an outsider. For example, as a young staff member
(employed in 2006), my knowledge about the transformation of the university and its
consequences was limited. In addition, when interviewing senior officials and academics |
was like an outsider because | was not known to them previously, nor had | had professional
or social contact with them. This was because | had no high ranking administrative role to
play at the university. Moreover, given the size of the university community, it was difficult
to interact with each staff member. On the other hand, conducting a research study at a
familiar research site does raise questions about the possible effects of perceived bias on the
data collection and the data analysis, as well as possible ethical issues with respect to the
institution and the individual participants (Mercer, 2007). In an effort to minimise
subjectivity and biasness and improve the trustworthiness of the data, | used the following
techniques. Firstly, in order to ensure the trustworthiness of the data collection, | focused

firmly on key issues related to the study only. In other words, | concentrated on collecting
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data which was important to the research. Furthermore, | used multiple sources of data and
methods of data collection. The use of diverse methods of data collection helped to produce a

more balanced and yet insightful account of the institutional transformation.

4.10 Challenges and limitations

This section reflects on the challenges encountered during the research process. The study
employed a qualitative case study. A common challenge experienced in many qualitative case
studies is the fact that it is not possible to generalise the research findings. Yin (2011) notes
that, because of particularistic features, it is difficult to generalise the findings from
qualitative studies to other studies and situations beyond the immediate study (p. 98). Thus,
the findings of this study cannot be generalised. However, | did select a representative case
and also provided a detailed description of the findings to ensure trustworthiness.

As mentioned earlier, |1 used my own institution as a research site to collect data. Being an
insider posed both opportunities and challenges. The previous section outlined the advantages
| enjoyed as an insider. However, one of the challenges | faced was being involved in the
routines of the School of Education. In common with other academic units of the university,
the School of Education has a shortage of academic staff. This is caused by the fact that a
significant number of the junior academic staff members are attending postgraduate studies
overseas while other senior academics have been promoted to managerial positions in the two
constituent colleges of education of the University of Dar es Salaam. As | have a good
working record, and from a moral viewpoint, it was very difficult for me to refuse to be
involved in the routines of teaching, invigilating and marking the students’ assignments and
examinations. For example, during the six-month period during which | engaged in data
collection | taught a course which would otherwise have been shelved. In so doing, | had to

readjust my data collection schedule so as to accommodate such responsibilities.

Another challenge | encountered during the data collection arose from the people |
approached for interviews. | received different responses from different personalities. For
example, one participant stated that ‘I don’t have time to spare for your interview unless you
pay me’. I responded ‘certainly’, this is a ‘Homo Oeconomicus’ person who thought that
maybe | am doing a consultancy! However, it is regarded as unethical to pay participants
while it may also have compromised the study. Another person asked, ‘Do you want me to

write your thesis?’ I politely asked him why he had asked that question. He replied that ‘If
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you interviewed me, I will be giving you answers’. He declined my request to be interviewed.
This person was clearly proud of his knowledge. I then thanked him. Clearly, | approached
both situations ethically and with integrity. Finally, there were people who were potential
participants but who could not be interviewed because of their tight working schedules.
Although their views were missed, 1 am confident that this did not have any significant
impact on the depth of data in this study. Despite the challenges, | did manage to collect

considerable data for the purposes of the study.

There is little doubt that the data analysis and the report writing are the difficult parts of any
thesis. In addition, in January 27, 2013, | received the sad news that my mother had passed
on. | then had to travel to Tanzania to arrange and participate in the burial ceremony despite
the fact that could have impacted negatively on my studies. Throughout my academic career,
my mother was very supportive and was a wonderful carer. She was like a ‘dictionary’. As
her son, | learnt from her to be progressive and, for that | am grateful. Then, suddenly, she
had passed on! Her untimely death was beyond my comprehension and | spent a month for
mourning. However, her death motivated me to work hard to achieve what she had so often

emphasised — education.

Finally, 1 was faced with the challenge of going to study away from home and being
separated from my family. This had both social and economic implications. Socially, as a
son, a husband and a father, | sacrificed my family. | am married with three young children:
Joshua (nine), Jehovaness (six) and Jonathani (three) and, like other parents, | am expected to
be with my children, teaching them right from wrong and, at some time, telling them my own
life stories as a way of teaching them how to lead their lives. However, although | felt sorry
for them, they have a loving mother, Perpetua. | used their names in this report as
pseudonyms for some of the participants so that, when they are older, they will understand
that their father loved and valued them. On an economic level, studying away from home
involved communication costs as | telephoned home almost every evening to inquire about
their health and their schooling. Nevertheless, despite all these challenges, | truly believe that

| was achieving my mission and, more importantly, acting as a role model for my children.

4.11 Conclusion

This chapter explained and discussed the methodological procedures used to collect the data

for the purposes of the study. In the course of collecting the data, I learnt a number of things.
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Firstly, the selection of a suitable research design determines the quality of both the data and
the final report. | also learnt how to be a good listener. Listening is an extremely important
skill that helps to improve the quality of the interviews. Accordingly, | allowed the
participants to talk and concentrated on listening for phrases or special knowledge relevant to
the topic during the conversation. Careful listening also enabled me to ask probing questions
to fill in details missed out during the interviews. Furthermore, | realised that the collection of
relevant data in qualitative study requires enough time as well as skills such as attention,
good manners and respect for the priorities and needs of the participants. In addition, any
engagement in research activities demands a high level of ethical standards in order to deal
with the diverse cultures of the participants, interact with various documents and write a
credible report. Finally, the triangulation of evidence from multiple sources is crucially
important in order to draw informed conclusions. Throughout the study, I tried to ensure that
the way in which the data was being collected and analysed complied with the criteria for the

trustworthiness of the study.
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CHAPTER FIVE

Nature and character of the transformation process at UDSM

5.1 Introduction

In the previous chapter | presented the methodological procedures used to collect the data for
the study. In this chapter, | report the findings linked to the research question that sought to
understand the nature and character of transformation at the University of Dar es Salaam.
Arguably, this chapter contains the background to the following chapters. The chapter begins
with brief background information on the Institutional Transformation Programme (ITP) at
the University of Dar es Salaam. This was deemed necessary because the adoption of a
corporate approach took place within the broader context of institutional transformation. This
brief background information was followed by a discussion on the underlying factors that
provided the impetus for the institutional transformation programme. In addition, the
implementation and management strategies are discussed in the context of the goals and
achievements of the ITP. This chapter establishes the fact that leadership was a key
contributory factor in achieving the ITP goals and that it significantly facilitated the
coordination and monitoring strategies. It is important to note from the outset that this study
was not intended either to assess or to review the goals of the ITP and university’s response
to these goals. Instead, | draw on the dominant perceptions of the participants that, despite
any shortcomings, in the main, it was successful in achieving these goals. In reflecting on the
participants’ views in the study, I offer some discussion on the reasons for the achievement of

the ITP goals.

5.2 The institutional transformation programme: Background and context

This subsection describes the context of the institutional transformation at the University of
Dar es Salaam. It is an historical reality that the issues that triggered the institutional
transformation programme at the University of Dar es Salaam were typical of African higher
education in the 1980s and 1990s, namely, the increasing demand for higher education,
inadequate funding, poor teaching and learning environments as well as gender imbalances
(URT, 19994, p. 3; SARUA, 2009, pp. 3—4). The roots of the institutional transformation at
the University of Dar es Salaam may be traced back to the 1990s. The literature indicated that
the notion of reforming the university started and was implemented first in the Faculty of
Engineering in 1988/1989 (Luhanga, 2009, pp. 43—44; Luhanga, 2010, pp. 7071-7072). At
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that time, the engineering faculty was faced with the problem of the exodus of its trained
academic staff to greener pastures as a result of inadequate remuneration and a poor working
environment. Accordingly, the faculty initiated a strategic plan to redress the situation. The
strategic plan focused on the following issues: cost-control, performance monitoring and
evaluation, staff retention, financing of teaching programmes and research, technological
development and a culture of consultancy work (Luhanga et al., 2003, p. 53). The model
adopted by the Faculty of Engineering and the achievements recorded were used to guide the
transformation programme at the institutional level. Before embarking on the process, the
management of the university formed a committee comprising local staff members to conduct
an institutional study to establish how the efficiency and effectiveness of the university

management could be improved (ibid., p. 66).

| conducted an interview with Julius, a senior academic and former Chief Administrative
Officer (CADO) of the university, in order to gain a deeper understanding of this institutional
study. The aim of the interview was to find out his views on how the notion of transforming
the institution had started. Julius was one of the people who had strongly advocated the
institutional study:

When | was in the office in September, 1990 one of the things I tried is to persuade
my colleagues in the university top management that it looks like the institution is
under serious trouble. May be there is something structurally wrong with our
institutional set up that is why we are experiencing frequent students’ unrest and
problems. | proposed that we should form a committee to look into what was wrong
with institutional set up which led to frequent problems. My colleagues accepted the
idea.

Julius’s view was reinforced by Juliet, a senior academic and the Director of Public Services.

She stated:

Since its establishment the university had not really gone through major
transformation changes except may be when it was elevated from being a College of
the University of East Africa to fully fledged university in 1970. From there on, many
activities were routines and there was a feeling that certain areas that were stagnant
need major changes.

Thus, it appeared that reforming the institution was unavoidable. Subsequently, the university
commissioned various studies to explore, analyse and report on the nature of the problems

which were affecting the university. The findings of all previous studies are contained in a
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document entitled The Management Effectiveness Review Report (1991) (cf. Mkude, Cooksey
& Levey, 2003, pp. 9-10). The study identified five principal problems that were related to
management inefficiency, namely, planning and finance, organisational structure, staffing,
management information system and student services. According to Julius, the basic message
contained in the report was that ‘the institution was sick and in serious crisis. It needs really
to overhaul itself. It seemed to be outdated. The world was changing while the institution was
not changing at the same rate’. Juliet compared the university with an ‘organism’. As regards
the functioning of a university, she indicated the university is supposed to be like a dynamic
organism that is constantly looking for improved ways of surviving. The use of the metaphors
of ‘an illness’ and an ‘organism’ to explain how the university functions requires further
clarification. From a life science perspective, a sick organism is unable to perform the basic
functions that ensure its existence and, thus, it is likely to perish. In such a case, the best way
to ensure its survival is for the sick organism to protect itself from the conditions that caused
the illness. In the context of the university, the report diagnosed the causes of the ‘illness’,
while workshops with both a national and an international perspective were used as a
‘surgical clinic’ to find the appropriate cure that would help the university as an ‘organism’ to
overcome the problems which were preventing it from carrying out its mandate effectively
and efficiently. It was suggested that, ‘the malaise inflicting the university had seeped so
deeply into its institutional fabric that a piecemeal approach would not provide an adequate

solution’ (ibid., 10). The following quote from Julius illustrates the approach adopted:

There was a need to overhaul the whole institution in order to go hand in hand with
the changes that were taking place in the broader society. The mechanism to overhaul
it was to embark on transformation. As management, we decided to develop a plan to
guide the whole process of transforming the institution.

As Julius indicated, the first step after diagnosing the causes of ‘illness’ of the ‘organism’
was to overhaul the entire institution and to administer a treatment (cure) through
transformation. Thus, transformation was deemed necessary in order to revitalise the
university and restore its normal functioning. From that point, the university embarked on a
reform process known as ‘The UDSM 2000 Transformation Programme’. In common with
other universities in Eastern and Southern Africa in the early 1990s (Court, 1999; Mamdani,
2007), the university formulated a Corporate Strategic Plan (CSP) to guide the Institutional
Transformation Programme (ITP) in 1994. The CSP, which is operationalised through five

year strategic plans, defines both the ITP philosophy and the approach (UDSM, 2009b, p. 1).
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It may be argued from the management perspective that the overall objective of the
programme was to enable the university to overcome its weaknesses and, at the same time, to
equip itself strategically to meet the demands of society as well as the global challenges of
the 21st century (UDSM, 2004a, p. viii). As envisaged in the management effectiveness
report the transformation affected all aspects of the institution, including expanding student
enrolment, efficient utilisation of resources and improving student services as well as the
governance and management of the institution. It may be argued that the use of a corporate
strategic plan helped the university to improve the efficiency and effectiveness of its
operations. In doing so, the university reduced costs and increased outputs. Based on the
information above, the next section I discuss the factors or issues that initiated and shaped the

reform process.

5.3 Factors behind the transformation programme

This section discusses the factors which led to the transformation programme at the UDSM.
As elsewhere, higher education institutions in Tanzania have been, and still continue to be,
influenced either directly or indirectly by both internal and external forces. As the literature
(Mkude et al., 2003) indicates, the motivating factors behind transformation were associated
primarily with changes in the national, regional and international environments in which the
university was operating (p. 130). At this point, a pressing question arises: What issues led to
the adoption of corporate strategic planning at the University of Dar es Salaam? In this
regard, | reviewed institutional documents and conducted interviews with the participants in
order to obtain a better understanding of the factors behind institutional transformation.
Indeed, | assumed that such factors had triggered the University of Dar es Salaam

transformation programme.

5.31 Institutional context

The organisational structure of the university stimulated the need for transformation. It is
worth noting that the University of Dar es Salaam is a state-owned university that was
established by the Act of Parliament No. 12 of 1970 (UDSM, 1982, pp. 654—687; UDSM,
20044, p. viii). At its inception, Tanzania was a socialist country with a single party system.
Thus, the framework of the UDSM structure was based on state control under a single party
government (UDSM, 1999b, p. 1). In accordance with the Act of Parliament No. 12 of 1970,

until the early 1990s, the President of the United Republic of Tanzania (who was also the
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chairperson of the ruling party) was the Chancellor of the University of Dar es Salaam. In
terms of the Act, the Chancellor had the power to appoint the top university leadership (cf.
sections 7—11 of the Act). In addition, the socialist legacy was clearly evident in the way in
which the objectives and functions of the university were formulated. For example, section
4(a) of the Act states that ‘the objects and functions of the university’ were ‘to preserve,
transmit, and enhance knowledge for the benefit of the people of Tanzania in accordance with
the principle of socialism accepted by the people of Tanzania’ (UDSM, 1982). However,
from the mid 1980s onward, Tanzania started to undergo significant reforms in its
socioeconomic and political orientation. Following on such reforms, the country adopted
economic neo-liberalism as well as a multiparty system, followed, in turn, by liberalisation in
the provision of social services, including higher education. As a managerial framework,
some of the objectives stipulated in the Act did not support the changed socio-economic and
political orientations in the country. | subsequently took a further step to obtain the
participants’ views on the matter. The following views were expressed by the participants.

Julius describes weaknesses in the Act and how they limit the ITP:

From the beginning when we started to embark into transformation, the University
Act of 1970 was an obstacle. It was crafted in such a way that it could not facilitate
transformation because you need to seek permission from the government for
everything. We said we need a flexible Act. One of the early decisions was the need
for a flexible Act which would allow the university to embark on changes or
transformation. So the Act was rigid and it was coloured over by socialist language.
The act was talking of making Tanzania a socialist country in everything. The spirit in
which the act was crafted was not very helpful for these kinds of initiatives to take
place. It did not facilitate them very easily.

In the same context, Juliet indicated that ‘the legal instrument that established the university
[the University Act No. 12 of 1970] was a hindrance to the transformation process’. In
addition, Shombo, a senior academic stated that the structure of the university had been
insufficient to support the desired institutional changes. Although the Act states that the
University Council was ‘the supreme body’ of the university, the council had several
weaknesses in terms of composition, size and decisions, thus rendering it less effective in
respect of realising the university’s major goals (UDSM, 1999b, p. 2). As with the issue of
composition, the University Council was imbalanced in terms of representation with, for
example, five student representatives. With regard to size, it was too large (29 members) with
several members being appointees of the Chancellor and government parastatals (UDSM,

1982, p. 659). Court (1999) reported a similar situation at Makerere University (p. 2). Finally,
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the Council’s decisions, especially on finance and the appointment of top university
management, were not binding (UDSM, 1999b, p. 3). Thus, in order to address these
weaknesses, the Act needed to be reviewed. Such a review, in turn, necessitated a new legal
framework that would enable the university to address the changing social, political and
economic environment in the country. A similar concern on the University Act was voiced at
the fifth Annual Consultative Meeting on ITP when the participants at the meeting expressed
their views on the need to change the UDSM Act of 1970 